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ABSTRACT

This dissertation study contributes to gaps ingkiant research on multicultural
issues in higher education. Specifically, thiglgttocused on master’s students’
experiences with required social justice-focusedtiouitural competency curriculum in
a graduate preparation programs (GPP). The twaost@ng research questions for the
study addressed how, if at all, master’s studamderstanding of core concepts of a
required social justice course changed over timevaenced by a primary curricular
component of the course. Educators’ approachgetnriculum was also addressed, per
their impact on the context in which students ledrand the lack of research that
considered both students’ and educators’ expergewd@in the same study.

Themes in students’ and educators’ experiencdstha curriculum over time
(one academic semester) were gleaned through aatiwal constructivist approach.
Primary sources of data for this study were pagdiots’ (n=12) two-part photo elicitation
projects and one-on-one semi-structured interviitls the 12 students and the two
educators who taught the course and with the eduedtto designed and piloted the
photo elicitation project.
Findings from this study showed that students’ usid@ding of core concepts of the
required social justice course changed over tifmeyvarying degrees, in- and outside-of-
class experiences, students’ social identity, stted@rior experiences with social justice

topics in informal and formal academic settings] #re educators’ approach to

Xiii



the required curriculum mediated students’ changeterstanding of the core concepts
over time. Select implications for higher educatiesearch and practice include a focus
onsocial justice literacyas a means through which master’s students’ expezs with
social justice curriculum are understood and culaim that both challenges and supports
students’ experiences with difficult topics. Sdgisstice literacy shifts the focus on
measuring or quantifying students’ levels of muiliaral competence to an enlarged

understanding of how such competency (or literecgxperienced.
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CHAPTER ONE
INTRODUCTION

This dissertation study focused on master’s stisdexperiences with
multicultural competency curriculum in graduategamation programs (GPPs) and
contributes to gaps in the extant literature onticwitural issues in higher education.
Notably, some scholars distinguish betweanticulturalismanddiversitycourses,
wherein the former address ethnic and racial dityeoslly; whereas the latter take up a
variety social factors such as gender, religiotifips, and ability (Marbley, Bonner, &
Ross, 2010). For the purposes of this study, eafags to multiculturalism and
multicultural competency assumed a broader viesoofal factors beyond just race and
ethnicity, as the required multicultural competenoyrse used in this study engaged a
wider range of social factors. Also, a unique aspéthe course was that it included a
social justice focus. Commonly—and in the contiExhe required multicultural
competency course used for this study—social jastidefined as a goal and process
aimed toward an equitable society (Adams, Bell, &f&, 2007).

Overview

The broader context for this dissertation studyuded the higher education
profession’s history with multicultural issues orSUcollege and university campuses
(Pope & Reynolds, 1997; Pope, Mueller, & ReynoRiX)9). For example, since at least

the 1950s, the higher education profession hasoadkdged the importance of



2
multicultural issues on U.S. college and universdynpuses (Pope et al., 2009; Pope &

Reynolds, 1997). The profession’s initial involvemhwith multicultural issues entailed
awarenes®f issues related to race and ethnicity, and setaff were deemed
multicultural experts (Pope & Reynolds, 1997). Begg in the 1990s, new research in
the field called for widespreadulticultural competencamong all higher education
professionals (Pope et al., 2009). Multicultu@ainpetence is typically defined as, “the
awareness, knowledge, and skills necessary to eftektively and ethically across
cultural differences” (Pope & Reynolds, 1997, pORAnd a primary purpose of such
competence is to ensure ethical and effective jg@aimong higher education
professionals in order to meet the needs of a chgnmdergraduate student population
(Pope & Reynolds, 1997). The most recent statistithe percentage of GPPs that
require a multicultural-related course is 74%, ahthe programs that did not require
such a course, 8% planned to implement a require(Réowers, 2003).

The persistent demand for multicultural competesrtypng higher education
professionals can also be traced to historical sviiat contributed to the diversification
of U.S. undergraduate student populations. Fomeka, the Morrill Federal Land Grant
Acts (1862, 1890) defended the need for public éigiducation and increased access for
women and racial/ethnic minorities (Pope et alQ90 As well, the Gl Bill (1944), the
Civil Rights Movement (1960s), and the Women’s Moeait (1970s) increased access
to underrepresented and underserved student paomsadPope et al., 2009). Moreover, |
argue that recent and widespread commitments tyskvearning environments have

arguably buttressed the need for a multiculturedignpetent higher education profession.



3
To elaborate, research and practice around diveaseing environments were

reinforced by the 2003 U.S. Supreme Court Decithah upheld the educational benefits
of diversity (Gurin & Nagda, 2006). Prior to thed3 ruling, the 1978 Regents of the
University of California v. Bakke decision estahksl “the educational benefits of
diversity as a compelling governmental interestiii@, Dey, Hurtado, & Gurin, 2002, p.

331) and race as a “plus’ factor” (Gurin et aD02, p. 193), among other forms of
merit. In the landmark University of Michigan cags@rutter v. Bollinger(2003)

(Grutter) andGratz v. Bollinger(2003) Grat2), the educational benefits of a diverse
student body were again upheld as a compelling sttgrest in Grutter (Gurin & Nagda,
2006). Research used in the University of Michigases showed that undergraduate
students learn better among diverse peers (GUWBD)1 and these findings prompted
more scholars and higher education institutionsaaimize the educational benefits of
diversity, primarily through: (a) structural divéys(students’ numerical representation);
(b) informal interactional diversity (interactiomsth diverse peers outside of classroom
settings); and (c) classroom diversity (full-lengthurses and structured co-curricular
experiences) (Bowman, 2011; Hurtado, Milem, ClayRaderson, & Allen, 1999;
Umbach & Kuh, 2006). Ongoing commitments to resieand practice around diverse
learning environments are also commonly linkedafmdly changing U.S. demographics
(Chang, 2002; Denson, 2009; U.S. Census Burea) 20 racial tensions on college
campuses (Engberg, 2004). Thus, institutions’daopmmitments to diverse learning

environments provide further endorsement for théiowtural competency of higher

education professionals.



Problem Statement

Despite the higher education profession’s longitapncommitment to
multicultural issues, based on the review of liera for this study, there is a need for
more research on multicultural competency in higdtrcation (Pope et al., 2009). For
example, although multicultural issues were ingbeview of U.S. colleges and
universities since at least the 1950s, it was nat the 1990s that scholars called for
multiculturalcompetencyamong higher education professionals (Ebbers &yJeir990;
McEwen & Roper, 1994; Talbot, 1996). In respomsstich a need, parameters for how
to define the construct of multicultural competemare established in the quantitative
higher education literature (Pope & Reynolds, 198ased on a model from the
counseling psychology literature by Sue, BerniarrBn, Feinberg, Pedersen, Smith, and
Vasquez-Nuttall (1982), the construct by which manlgsequent studies relied was Pope
and Reynolds’ (1997) tripartite model for multiautl competency. Subsequently, other
scholars developed quantitative instruments tothesvalidity of Pope and Reynolds’
(1997) tripartite model, and the populations thase studies sampled were largely
higher education professionals rather than studer@Ps (Castallanos, Gloria,
Mayorga, & Salas, 2007; Mueller & Pope, 2001; P&p@dueller, 2000).

Other research on multicultural competency argoedonnections between
multicultural competency and social justice (Ilvers®012; Wallace, 2000). Whereas
Ilverson (2012) called for the addition of a sogiatice agenda to GPP curriculum due to
the shortcomings of a multicultural competency &dWallace (2000) called for the

integration of social justice issues within exigtmulticultural competency frameworks.



5
Yet, both Iverson (2012) and Wallace’s (2000) cabations were theoretical pieces

rather than empirical studies. Additional studiaptured master’s students’ experiences
with multicultural curriculum and recommended mogsearch on those experiences, per
the lack of literature on master’s students’ exgrezes in GPPs (Gayles & Kelly, 2007;
Kelly & Gayles, 2010). However, different from tlayles and Kelly (2007) and Kelly
and Gayles (2010) studies, this study considersarisastudents’ experiences over time
and addresses educators’ experiences in relatptsiihat of students’. Additionally,
two recent dissertation studies (Bureau, 2011CHir, 2007) addressed multicultural
competency; however, Bureau’s (2011) study adddeseeprofession’s competencies in
general with only some mention of multicultural quetency; and, St. Clair's (2007)
study focused on a variety higher education pradesss rather than master’s students in
the same GPP. These and other studies are dekorib®re detail in the “Literature
Review” chapter.

Thus, within this relatively new and growing baolyresearch, there is much
room for additional contributions. | argue thatamay to better understand how
multicultural competency is developed is to exansituglents’ experiences with
multicultural competency curriculum in a GPP, adPGRre a primary means through
which students are socialized into the values tarudards of the field (Bureau, 2011).
Also, as previously stated, an explicit need feesrch on master’s students’ experiences
with the multicultural curriculum is supported tmetliterature (Gayles & Kelly, 2007;
Kelly & Gayles, 2010). As well, there is much rodon further research on multicultural

competency as it relates to social justice issiBgh research provides more



understanding for how students make meaning of tiegtlearn in required
multicultural competency curriculum and contributes&nowledge of promising
practices in GPP multicultural competency curriculu

To bound my inquiry into how master’s students enagtaning of core concepts
in a required multicultural competency course,duged on master’s students’
experiences in a required multicultural competeratgted course that had a social
justice focus within a GPP at a four-year, doctgrahnting institution in the U.S.
Although GPPs are also known as higher educati@uoient affairs master’s programs,
from this point forward, the term GPP is used amcbenpasses all other terminologies.
Also, more information about the institutional cexttfor this study is overviewed in the
“Background for this Study” section in this chapter
Purpose

The primary purpose of this study was to understaadter’s students’
experiences with multicultural curriculum in a regd GPP multicultural competency
course with a social justice focus. From this péonward, | refer to this course in terms
of social justice curriculum. | conducted the stad Loyola University Chicago (LUC)
and recruited participants from LUC’s Master’s idugation (M.Ed.) Higher Education
Program. LUC was an ideal site for this study ttugs mission driven focus on social
justice. Given gaps in the literature on multiatdl competency curriculum—such as a
lack of research on required social justice-origragrriculum in GPPs—participants
from an institution and program that has a sodcistige focus provided arguably richer

data than an institution and program that does mbaus, the research site and



participants were purposefully selected and samaled these decisions will be
discussed in more depth in Chapter 3.

To depict students’ experiences with multicultuatriculum, | examined a key
curricular component of the multicultural competgrourse called the photo elicitation
project (see Appendix A for project description aodrse syllabi). The photo elicitation
project served as a site for rich data analysiséweral reasons. First, the project
included two parts—one due at the beginning ofsdraester and one at the end of the
semester. Therefore, the project captured changaadents’ meaning-making about
multicultural competency issues over time. Fot pae of the project—and ideally prior
to the completion of any course readings abouilpge, oppression, or social justice—
students were to take two or three new photographsw they understood each of the
three concepts. Alongside each photograph, stad@mposed a brief description that
justified why each photo related to the chosen epticin the part one descriptions,
students mostly drew from recent, out-of-class @rpees, given their lack of exposure
to major course components. The second part giribject was due at the end of the
Fall 2011 semester and capture changes, if any,tiove with regard to students’
understandings of the same core concepts. Stugemtswo justifications drew upon in-
and out-of-class experiences. For both partsesiisdvere highly encouraged to relate
all photographs to their lived experiences rathantdistance themselves from the topics.

To crystallize (Ellingson, 2006; Richardson, 2000bin & Begley, 2004) my
interpretations of the photo elicitation projecgngaged in analysis of the following:

contextual documents for the required multicultw@ipetency course such as course
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syllabi for the two sections of ELPS 432, the pobjassignment description (the same

for each section); parts one and two of the phltttagion project for each student
participant; conducted one-on-one, semi-structuriviews with 12 master’s student
participants about their understanding of privileggpression, and social justice, as
evidenced by their experiences with the phototelicin project; and, conducted one-on-
one, semi-structured interviews with three edusateee Appendix C) who taught the
project in the required multicultural competencyis® in concurrence with Pope and
Reynolds’ (2005) argument that educators are iategrmponents of students’
experiences with multicultural competency currienluOverall, there are few studies
that examine the experiences of master’s studeithstine multicultural curriculum—Ilet
alone that with a social justice focus—in the higb@ucation literature. Therefore, a
gualitative study with the purpose of understandingh experiences called for the
following research questions:

Research Questions

(1) How, if at all, did students’ understandings olvpege, oppression, and social
justice change over time as evidenced by partsaaddwo of the photo elicitation
assignment?

a. What themes, if any, were present among studseiected photographs and
justifications for the photographs in parts one twal of the project?

b. What, if any, changes over time in students’arstandings of privilege, oppression,
and social justice—as evidenced by the photo atiom project—were due to

experiences students had in the required courseaf, in-class intergroup dialogue, class
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discussion, a guest presenter, an in-class acteityed to the photo elicitation project,

reading reflections, or any other required cousstggaments?)
c. What, if any, changes over time in students’anathndings of privilege, oppression,
and social justice, as evidenced by the phototation project, were due to experiences
students had outside of the required course? (mgversations with classmates in the
ELPS 432 course and/or others not enrolled in tl*FE432 course, the sociocultural
milieu in which the students experienced the multical curriculum.)
In addition, because educators impact master’ eststexperiences with the
multicultural curriculum:
(2) As evidenced by the master’s students’ phbtitation projects, how, if at all, did
educators’ approach to the multicultural curriculumpact changes in students’
understandings of privilege, oppression, and s@astice over time?
a. How, if at all, did educators view the photaidition project as a promising practice
for teaching privilege, oppression, and socialiest
b. How, if at all, does the photo elicitation prjeelate to educators’ pedagogy?
Need for Study

The above research questions responded to theforeeare research on how
students experience multicultural curriculum in teds level education in GPPs.
Research on students’ experiences with the muiti@llcurriculum in GPPs is needed
for at least four primary reasons. First, therangoverall lack of research on
multicultural issues in the student affairs litewrat (Pope et al., 2009). Second, although

multicultural competency-related courses are tyjyicaquired for master’s students in
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GPPs (Flowers, 2003), little is known about suctishts’ experiences with

multicultural-related curriculum in those progra(Pe®pe & Mueller, 2005; Pope et al.,
2009). Third, higher education professionals renchiarged with the ethical obligation
to maintain and cultivate diverse learning envirents (Pope & Reynolds, 1997; Pope et
al., 2009; Membership of ACPA and NASPA, 2010).uffo, the issue of
multiculturalism in higher education is still beidgbated in the current political and
legal arenas. For examptbe Fisher v. University of Texas at Augfiisher v. Texas
case, wherein a White student, Abigail Fisher, naaied that the university’s
admissions policies resulted in less-qualified stid of color being admitted and taking
her place in the first year class (Howe, 2012). Abgust 13, 2012, the American
Educational Research Association (AERA)—a majofgssional organization in
education-related fields, including higher eduaatidiled an amicus brief in thigisher
v. Texagase in defense of social science research thposagghe benefits of diversity
for all students (“AERA Files Amicus Brief,” 2012Also, a separate amicus brief
written by the American Council on Education (AGE)August 2012 was signed by
major higher education professional organizatiarthsas the American College
Personnel Association (ACPA) Student Affairs Adrmatrators in Higher Education
(NASPA) in support of maintaining diversity as amqeelling state interest.

On June 24, 2013 thasher v. Texasase was heard by the U.S. Supreme Court.
The court remanded the case to a lower court,eapititices determined that the lower
court “failed to apply ‘strict’ scrutiny’ correctly(Francis, Berkowtiz, & Downes, 2013,

para. 1). In other words, the U.S. Supreme Caeterchined that lower Fifth Circuit
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court did not examine closely enough evidence of tiee University’s race-conscious

admissions were used in practice. Applicationtoétsscrutiny would have proved or
disproved that race-neutral admission practiceasgXample, would have achieved the
same goals as race-conscious admissions pradoamés et al., 2013). Therefore, as
of this writing, diversity as a compelling statéeirest—as established by the
aforementionedrutter andGratz cases—has not been formally struck down. However
pending the U.S. Supreme Court’s likely Spring 206p#hion with regard to Proposal 2
that banned the use of affirmative action in tlaéesof Michigan (Denniston, 2013),
higher education institutions’ use of race in cgle@dmissions and otherwise may
change. Moreover—given the inclusion of issuehédyonly race/ethnicity in many
GPP’s multicultural competency curricula, includiBgPS 432—the U.S. Supreme
Court’s 2013 decision to overturn California’s Posftion 8 Hollingsworth v. Perry
(Peralta, 2013, para. 2), which declared marriageetonly that between a man and a
woman (“Filings in the Defense of Marriage Act,”1&), and to overturn the Defense of
Marriage Act (DOMA) United States v. WindspfTribe, 2013, para. 1), which restricted
federal marriage benefits and inter-state recogmitf marriage to opposite sex
marriages (“Filings in the Defense of Marriage A2013), are notable aspects of the
larger sociocultural milieu in which master’s staotseexperience the multicultural
curriculum and in which educators teach multicdtwompetency courses. Also, gay
marriage in lllinois—the state where this studyk@ace—was legalized in November
2013 (“Bill Status of SB 0010,” 2013). However tla¢ time that data was collected for

this study, such rulings had not yet been madeveNleeless, this dissertation study
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responds to relevant issues in the wider highecaitin landscape with regard to

multicultural issues.

Thus, it is needed and timely to contribute to gaps in the higher education
literature and to offer new contexts by which nautiural competency can be
understood. Overall, the field could benefit framre inquiry into how higher education
professionals come to understand the field’s etbwsrd multicultural issues, by way of
research into master’s students’ experiences withicaltural curriculum in a GPP.

In addition to the stated need for this dissertasitudy, this study holds significance to
higher education research.
Significance of Study

This study not only responds to a need in the éxttiggmer education literature for
more research on multicultural issues but alsoreffiew ways to understand and
conceptualize the construct of multicultural congpety in required multicultural
competency courses. Thus, this dissertation stuldiype a significant contribution to
multicultural research within the higher educatiiberature for at least three reasons.
First, this study will refresh understandings @ thulticultural curriculum by accounting
for students’ social identity other than just racel gender, so as to have a better
understanding of a student’s social identity imtiehship to experiences with the
multicultural curriculum. For example, based be teview of literature for this
dissertation study, the majority of research ontitwitural competency has paid little
attention to participants’ social identity beyomade and gender, if a focus to participants’

identities is mentioned at all.
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Moreover, the extant literature has focused amalysmarily on White females.

In defense of this limited scope of sampling in literature, the beginnings of
multicultural competency were situated within acfie historical moment wherein
higher education’s conception of multicultural isswas mostly limited to racial
diversity (Pope et al., 2009); yet, embedded is kistory of multicultural competency is
a power dynamic wherein a White female must gam awareness, skills, and
knowledge to help students who differ from a Whitel female norm. While the higher
education profession remains predominantly Whitkfamale (Pope & Mueller, 2005),
there is room in the literature to also foregrotimelexperiences of those who identify as
persons of color and to account for other socianhiidy factors that might impact one’s
experiences with the curriculum. Doing so is palssihrough this study’s qualitative
approach. Moreover, there have been recent catlssérsify the higher education
profession to better reflect a undergraduate dévstsdent body (Diaz & Kelly, 2013),
and the GPP from which participants for this stuaye recruited has included
approximately 33% students of color over the piastyears, which is a higher
percentage than samples used in extant studiesibticuitural competency.

Second, existing research on master’s studentscaitural competency in GPPs
has relied primarily on one theoretical framewoykhich to analyze multicultural
competency—that being Pope and Reynolds’ (199Fartite model of multicultural
competency. Thus, new frameworks are needed tanekpnderstandings of
multicultural competency, and in the subsequerti@®ed detail the proposed framework

for understanding master’s students’ experienc#s tive multicultural curriculum in a
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GPP. Third, because the multicultural competemeyse from which students’

experiences with the multicultural curriculum wearglyzed also has a social justice
focus, this study contributes to expanded undedstgs of what multicultural
competency curriculum involves. Therefore, argyatlirrent conceptions of
multicultural competency—such as those that ddagt a social justice focus—in the
higher education literature remain necessary kmutffitient points of departure toward
understanding the wider scope and depth of multicallrelated learning that takes place
in certain GPPs’ curriculum. For example, accaydmPope et al. (2009),

...the [multicultural] scholarship has challenged tinderstanding of diversity in

terms of social justice. Diversity is no longahpabout understanding and

appreciating differences, breaking down stereatypeproviding access to a

wider range of students, it is also about confrensystems that privilege some

groups and challenging the defensive reactiotiseaismantling of those
systems [i.e., through a social justice focys]645)
Therefore, this study is significant in its attemntito expanded conceptions of
multicultural competency and to new understandofgraster’'s students’ experiences
with multicultural curriculum in GPPs.

To summarize, in consideration of this study’s gigance, this study: (a)
focused on master’s students’ experiences withaspgstice-oriented multicultural
competency curriculum; (b) included the experieraféd/hite females in addition to
males and people of color; (c) accounted for pgditts’ demographic information
beyond only sex and race/ethnicity—(e.g., beliekual orientation, ability, sex as
differentiated from gender); and (d) offered a remmceptual framework for

understanding master’s students’ learning with rowiiural-related issues by departing

from Pope and Reynold’s (1997) heavily used tripmrhodel for multicultural
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competency, thereby also including the voices ofcatbrs in relationship to students’

experiences with the curriculum.
Literature and Conceptual Framework

Literature related to the history of multicultucaimpetency in higher education,
students’ experiences with multicultural competeoasriculum, and literature on
educators who teach multicultural-related curriouim higher education are addressed in
this study—the latter of which being crucial, asdgint learning is shaped by both
students’ and educators’ experiences (Pope & My&@d5). From these bodies of
literature, the conceptual framework for this stfioows (see Appendix B). In
summary, to guide analysis of master’s studentgeagnces with the multicultural
curriculum, | applied a conceptual framework thiffieds from common ways that
multicultural competency in GPPs has been theoriZesimentioned, many scholars rely
on Pope and Reynolds’ (1997) tripartite model odsamess, knowledge, and skills to
measure master’s students’ and higher educatidegsionals’ multicultural
competency. Because | do not aim to measure pthesalidity of the construct of
multicultural competency and/or measure how mucaraness, knowledge, and skills
participants in this study had by the end of theester-long required course, | deemed
an alternative framework to understand studentgéggnces with the curriculum quite
necessary for data analysis. Moreover, becaudedack of literature on master’s
students’ experiences with multicultural curriculimGPPs, specifically, alternative
frameworks are further justified.

Two major components comprise my conceptual fraomkevior this study: (a)
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literacy theory; and, (b) modified aspects of HdaaMilem, Clayton-Pedersen, and

Allen’s (1998, 1999) framework for understandingngaus racial climate. Overall, this
conceptual framework accounts for the context ifctvistudents experience the
multicultural curriculum in a GPP, as much of tixéaat literature on multicultural
competency does not account for context aside frarticipants’ basic demographics,
such as race/ethnicity and gender. Also, muchegkisting research on multicultural
competency is gleaned from outcome-based quamétaieasures of students’
awareness, knowledge, and skills about multiculissaies; whereas the focus of this
study will be students’ experiences with the multigral curriculum. Therefore, new
frameworks could expand conceptions of multicultaanpetency as gleaned from
analysis of master’s students’ experiences withmb#icultural curriculum in GPPs.

First, a focus on literacy theory frames studeaxgeriences with the
multicultural curriculum as a highly situated, si@ractice as opposed to an acontextual
ability that one “has” or does not have—(e.g., multural competency). While literacy
commonly refers to a decontextualized ability tad@nd write (Street, 1993), other
interpretations of literacy acknowledge a multipliof literacies that are highly situated,
local, social practices shaped by “ideological ctamipies of time and place” (Brandt &
Clinton, 2002, p. 338). Such conceptions of litgrare derived from literacy studies,
which is an area of research typically housed mdmities and social sciences
departments (Cushman, Kintgen, Kroll, & Rose, 2001)

Because literacy theory does not establish asie way to account for

context, Hurtado et al.’s (1998, 1999) framewonkudnderstanding campus racial climate
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functions as one way to consider the context fatestits’ experiences with the

curriculum. Specific components of this framewtitét are detailed in Chapter 2 capture
salient aspects of the context for this dissemeastoidy—(e.g., the potential impacts of
educators and peers on students’ experiences latburriculum). According to Hurtado
et al.’s (1998, 1999) original framework, exteraat internal forces interact to produce a
campus racial climate. External forces includeaustorical forces and governmental
policy, programs, and initiatives (Hurtado et #4B98, 1999). Internal forces are the
result of educational practices and programs a¥@nginstitution and include
compositional diversity, historical legacy of inslan or exclusion, psychological

climate, and behavioral climate (Hurtado et al98,91999). Therefore, while 1 do not go
into fine-grained detail about all aspects of Hdda&t al.’s (1998, 1999) framework, it is
important to acknowledge that students’ experiemgds curriculum do not take place in
an ahistorical vacuum.

Finally, incorporation of educator pedagogy israportant aspect of the
theoretical framework for this study, as studesigeriences do not manifest without
educators who create a syllabus, deliberately sepexific assignments by which to
reach certain learning outcomes—(i.e., the phatit&tion assignment), and design a
course in a particular way. The role of educatoitudents’ experiences with
curriculum is most closely related to the behavidmension of Hurtado et al.’s (1998,
1999) framework, in that educators can impact sitgdéearning experiences in terms of
support or non-support for the students’ interests, impact course content, and can

impact what extent students interact with othedstis. Also, teacher pedagogy refers to
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how rather than what teachers teach (Adams, Be®yi§fin, 2007), and pedagogical

practices arise from educators’ theoretical, poidscal, and epistemological
orientations toward their teaching. Such pedagogwifests in ways that class
discussion is conducted as well as the specifigasgnts used in a given multicultural
competency course, for example. Thus, for the gaep of this study, pedagogy captures
how educators facilitate learning (Adams, Bell, &iffh, 2007) about multicultural
competency-related topics rather than what teadbach. The photo elicitation
assignment functions as one manifestation of tegueagogy, and according to Pope
and Mueller (2005), “Knowledge and understandinguatfaculty members who design
curriculum and courses . . . is essential to fappreciate the strengths and challenges
that exist in creating a more multiculturally ses and skilled profession” (p. 679).
Research Method

This study assumed a qualitative approach (Megriz009) in order to analyze
master’s students’ experiences in a semester-teqgjred multicultural competency
course within a GPP. A qualitative research desigs fitting for this study, as students’
and educators’ experiences (Merriam, 2009) witlidgade preparation program
curriculum were of primary interest. Also, qudiNa research can be particularly useful
when studying multicultural issues (Pope et alQ@2®Pope, Mueller, & Reynolds, 2004)
because of the opportunity for the researcher@oespower with participants, as the
gualitative researcher is often considered a covgan the participants’ worlds rather
than an expert (Pope et al., 2004). For exampl#his study, | engaged in member-

checking wherein all participants had the oppottuta edit their part one and/or part
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two photo elicitation project content and to el full transcription of their interview.

This process resisted assumptions | might makeresearcher and gave participants
more power over how they voices were portrayethismgtudy. In addition, as opposed
to categorizing one’s experiences according togdieed constructs, this study’s
approach allowed participants to describe theieegpces in their own words which
could add to a sense of empowerment among panisRope et al., 2004). For
example, elaborated in Chapters 4 and 5, somesddttident participants noted how their
meta-reflection on their photo elicitation projgetve them a sense of satisfaction with
regard to their learning over time and/or a taregieiminder of their growth. Finally, a
gualitative researcher can benefit from interactianth participants, in that the
researcher could gain more insight into their ldapevileges, and other assumptions
about a given phenomenon (Pope et al., 2004).myaole as a researcher, | was
continually aware of how my social identity as asiagf American, heterosexual, female,
Ph.D. student, and adoptee impacted my interactdthsparticipants during their
interviews and throughout the data analysis pro@ss more details are offered in the
Chapter 3 “Researcher Reflexivity” section.
Key Terms and Background Information

Attention to definitions of key terms used forstistudy was important, as “many
scholars struggle to find common definitions fae theaning of important multicultural
concepts, there is also no broadly accepted diefindf the terms multicultural or
diversity or pluralism” (Pope et al., 2009, p. 649herefore, the below definitions

provide a basis for how certain terms are operatiped for this study.
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Multicultural. For the purposes of this study, multicultural cotepey assumes

a broader view of social factors beyond just raw ethnicity, as the multicultural
competency-related course that is used for thidysias titled “multicultural” but
attended to a wider range of social factors. Hawea more accurate reflection of the
course is through references to “social justiceiculum,” as mentioned previously in
this chapter.

Multicultural competency. According to Pope and Reynolds (1997) “The
development of multicultural awareness, knowledgel skills is ‘a continuing and
unending process that requires learning and ralegr(Pedersen, 1988, p. 107)” (p.
272). The multicultural competency tripartite coast differentiates among three
primary components: awareness, knowledge, andskill

Awareness. Multicultural awareness entails “attitudes, bislialues,
assumptions, and self-awareness necessary tostadents who are culturally different
from oneself” (Pope & Reynolds, 1997, p. 270). example of a multiculturally aware
higher education professional is one who recogrizasLesbian, Gay, Bisexual,
Transgender, and Queer (LGBTQ) students might rgimalized in a predominantly
heterosexual campus that lacks formal support @BTQ students.

Knowledge. Multicultural knowledge involves “the informationdividuals have
about various cultures” (Pope & Reynolds, p. 278gkein “inaccurate, incomplete, or
biased knowledge about various cultures . . . rhestorrected or completed before
multicultural development can proceed” (Pope & Rags, p. 270). An example of a

multiculturally knowledgeable higher education gsdional is one who might consider
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research on GLBTQ support programs in higher edutaind explore how existing

campus student services programs might be abletterlsupport GLBTQ students.

Skills. Multicultural skills “allow for effective and meagful interaction such as
seeking consultation as necessary with people wfer fom them culturally” (p. 270).
An example of a multiculturally skilled higher edtion professional is one who could
lead a campus dialogue with student services affacal other campus leaders on the
importance of support services for GLBTQ students.

Social justice. Overall, social justice can be defined as a godlprocess that
looks toward an equitable society (Adams, Bell, &ffih, 2007). Social justice-oriented
topics are embedded in the multicultural competarmeyse that is used for this study.
Background for the Study

Because this dissertation study involved a conmditamework that accounted
for the context in which students’ experiences wlih multicultural curriculum takes
place, | provide some information about the confexthis study is included here as well
as in more detail later in the study. One waydnsider the context for this study was to
account for the institution’s structural diversityassroom diversity, and
informal/interactional diversity—(i.e., the threays in which diverse learning
environments are typically discussed, though iati@hship to undergraduate education).
An overview of the structural diversity of the iigtion that was used for this study is
provided, and a specific focus on the structutassroom, and informal/interactional
diversity related to the higher education progrhat tvas used for this study is

addressed.
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Institution type. Loyola University Chicago (LUC) is a private, feyear, Jesuit

Catholic university. LUC’s mission includes thenaiof global awareness, ethical
leadership, and academic freedom. As of 2013idtad enroliment for LUC was 15,974
students (full- and part-time undergraduates aaduates) (“Loyola at a glance,” 2014),
and LUC houses four campuses and three internatanguses/learning centers
(“Loyola at a glance,” 2014). Additionally, LUCfefs close to 150 majors and minors
(undergraduate and graduate programs combined)@msks ten schools and colleges.

Undergraduate and population (campuswide).According to a report prepared
by LUC’s Office of Institutional Research (Febru@14), LUC’s undergraduate student
enrollment (10,168) in Fall 2013 was 64.8% White,2%6 racial minority, 3.4%
international, 2.2% not reported, and 63.7% wonm#liso, according to publicly reported
data on the LUC website, the 2013 freshman class388b racial minority, 52% Roman
Catholic, 48% Jewish, Hindu, Muslim, Protestarasteérn Orthodox, or other religious
affiliation (“2013 Freshman Class Profile”, 2014).

Graduate/professional population. To provide a broader context of the
demographics for the wider LUC’s graduate poputatas of Fall 2013, the
graduate/professional student population was 7M8dte, 28.1% racial minority, 7.3%
international, 5.3% not reported, and 64% womerii¢®@bf Institution Research, 2014).
Master-level students were 70.8% White, 29.2% fawiaority, 9.8% international,

5.8% not reported, and 69.2% women (Office of tnstin Research, 2014). Doctoral-
level students were 72.1% White, 27.9% racial migo7.6% not reported, 6.7%

international, and 62.5% women (Office of InstitumiResearch, 2014).
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LUC School of Education. The master’s program that was used for this stsidy

housed within LUC’s School of Education. As of iBgrSemester 2012, the education
school offered graduate degrees in over 20 progfarasters and doctoral) and master’s
degrees in thirteen programs and doctoral degreesght programs. Applicants were
required to submit letters of recommendation, aqaal statement, a resume, and exhibit
an undergraduate G.P.A. 3.0 or above. As of FHIB2the School of Education enrolled
82 part- and full-time M.Ed. in Higher Educatiomdénts (Personal communication with
Dr. Janet Pierce Ritter, 2014). Also, the Highdu&ation program maintained an
average of approximately 30% students of color betwFall 2008 and Fall 2013. In
addition, although the majority of students in finegram were female, percentages of
males rose between 2008 and 2013. For exampk®08, 20% were males; whereas, in
2012, 36% males, and in 2013, 28% were males (arhmsg who elected to identify a
sex). Also, according to a presentation prepayea tommittee to advance diversity in
the School of Education, the proportion of studeritsolor in LUC’s School of

Education is reflective of the wider university degnaphics; however, the proportion is
“remarkably lower” than the overall number of statieof color who are enrolled in
graduate programs in the U.S. (“Developing Stra&ggi2014).

Classroom Diversity.Another way that diverse learning environments are
defined and studied is in terms of classroom dityerClassroom diversity entails full-
length, full-term courses or one-time workshopgragrams. However, a full-length,
full-term course is the focus for this dissertatstndy. Beyond the required multicultural

competency course for master’s students, no otheticme workshops or programs are
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required for students to graduate. However, Mdladents must complete an essay with

regard social justice in their admissions applaratind in their learning outcome
portfolio in order to graduate.

Required course. The requiredMulticulturalism for Social Justice in Higher
Educationcourse at LUC is one example of classroom diveisithe master’s program
that was used for this study. In addition, therseumaintains a social justice focus.
While other courses might address issues relatatutoculturalism and/or social justice,
the multicultural competency course is the onlyreeuthat both explicitly addresses
multicultural- and social justice-related issued arequired for students in the GPP for
this study to graduate. Also, as of Fall 2010,aberse is a strongly recommended—if
not essentially required—course in students’ fyestr, first-semester course sequence.
That way, social justice can serve as an ongomgédmwork for the remainder of
students’ master’s education experiences and wiofes practice.

Learning outcomesSeveral learning outcomes frame the required course
Throughout and by the end of the course, studémisld: (a) recognize the wide scope
and complexity of multicultural- and social justicdated issues; (b) translate theories
and concepts related to multicultural and socisti¢e issues to practice; (c) apply their
understanding of philosophical, political, econonaicd social bases for living in a
democracy to real-world social justice issue; @ealop human relation skills—(e.qg.,
leadership, communication, collaboration); (e) tifgrorganizations and structures and
support and/or impeded social justice; (f) formellab understanding of personal and

professional power to create change; (g) considerthey as higher education
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professionals will ensure that all students recenyegitable treatment; and (h) students

should develop an understanding of how they wékbe a culture of social justice in
their own professional practice.

Course design.The graded components of the required coursadeabverall
participation in the course, intergroup dialogugssens wherein students collaborate
with peers to lead select dialogues during class,twritten critical responses to assigned
readings, a photo elicitation project (see desoripbelow), and a social justice issue
project wherein students collaborate with a sgaistice-related organization or
institution to complete a paper that addressesialgastice issue.

Photo Elicitation Project Description

The two-part photo elicitation assignment is a majoricular component of the
required multicultural competency course (see AdpeA for assignment sheet). The
assignment was developed by a professor of higheration in 2010 (when the
multicultural competency course was an electivieaathan a required course), and was
used in subsequent course offerings of the requmalticultural competency course.
Photo elicitation is rooted in qualitative reseanoéthods (Clark-Ibafiez, 2004), and the
project is intended to help students increase tihderstanding of core concepts of the
required course—(i.e., privilege, oppression, avaas justice). The images that
students include in parts one and two of the ptdjetction as tools (Clark-Ibafiez, 2004)
that create space for students to express patteioflives for which traditional, linear
text might not capture (Harper, 2004) or for whethdents may not yet have had the

discourse or language to articulate. Part ona@ptoject is due by week three of the



26
course, and students are asked to take 2-3 newgraphs of what they consider

representative of the three core concepts andyjweliy a given photograph is reflective
of a given concept through a brief written paragrapll photographs and reflections are
completed prior to students reading any of thegassl readings that explicitly address
any one of the core concepts in order to gain allvees qualitative measure of students’
understandings of the concepts. Students are Jeywequired to skim specific
readings related to the history and purpose ofghlbititation as a research method—
(i.e., Clark-lbafiez, 2004; Harper, 2006).

Part two of the photo elicitation project asksstuts to revisit the photographs
taken for part one. Students also complete agage written analysis of their
understandings of each core concept. Studentsthavaption to replace any photograph
used in part one to reflect new or more nuancextpnétations of the core concepts that
might have arisen as a result of participatiorhen¢ourse—(e.g., through feedback they
received from an educator on part one of the ptofemough in-class intergroup dialogue
sessions, written critical reading responses, atii@and/or out-of-class experiences).
Should students keep any or all photographs frorhqoee, they are still required to
provide a brief written explanation next to eacltolgraph for why they chose to keep
the original photograph(s).

Informal Interactional Diversity

While informal interactional diversity is not theipary focus for this dissertation

study, it might be helpful to provide some inforioatabout the broader learning

environment in which this study’s participants egpgan learning and that might have an
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impact on students’ experiences with the multigalteurriculum and/or the photo

elicitation assignment, specifically. While thégsenot an “informal interactional
diversity” requirement for graduation from LUC’swexation school’s higher education
master’s program, students have the opportunigngage in informal interactional
diversity through one time workshops and prograffeyed by LUC’s diversity office
and/or through experiences and events relateditiests’ required internship
experiences. Students must complete one to tweonistip experiences to graduate, and
it is possible that students engage in informaraattional diversity through those
experiences. As well, it is possible that studenigage in informal interactional
diversity outside of a higher education-specifittisg, such as in the wider community in
which each student resides.
Organization of the Dissertation Study

Chapter One serves as an introduction to thiedatson study; Chapter Two
addresses the relevant literature and the conddpan@ework that drives the study;
Chapter Three describes the methodology usedsrsthdy; Chapter 4 presents
traditional, major themes from students’ experisneéh the multicultural curriculum;
Chapter 5 offers an alternative genre represemntatioche study’s major themes (which is
in line with this study’s methodology); and Chapesffers analysis of this study’s
interpretations, implications for higher educatiesearch and practice, and concluding
thoughts.

h&pter One Summary

In this chapter, | provided an overview of thissgigation study. Overall, this
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study examines master’s students’ experiencesretfhired, social justice-oriented

multicultural competency curriculum in a GPP. Tslisdy is needed given the lack of
higher education research on master’'s student&rexqres with multicultural
competency curriculum. For example, different fromost quantitatively-driven studies
on multicultural competency, this qualitative stuseks to understand how students
experienced the curriculum rather than measurestitihe validity of Pope and Reynolds’
(1997) commonly used tripartite model for multicmél competency (awareness, skills,
and knowledge). Also, this study is significaneda its focus on participants beyond
those who identify as White and female and on $aabétity beyond race/ethnicity and
gender, its new conceptual framework, and its farua multicultural competency

course that included a social justice focus. &rbxt chapter, Chapter 2, the literature

that frames this study and justifies the need faf significance of this study is detailed.



CHAPTER TWO
LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK
Overview

In this chapter, higher education literature ratgvo this dissertation study is
overviewed. Thus, although this chapter does eatiife an exhaustive review of each
body of literature addressed--(as that would beobdythe scope and purpose of this
study)--research that is included supports the faeand significance of the present
study. First, | summarize how multicultural congrety is commonly defined and
measured in the extant literature. Second, | facustudents’ experiences with the
multicultural curriculum. Third, | discuss the @x@nces of educators who teach
multicultural-related courses in higher educatiettisgs, per my aim to put students and
educators’ experiences and voices in conversatiithame another and account for an
integral component of the context in which studésdésn. Moreover, student learning is
shaped by both students’ and educators’ experieaoésthe role of educators should not
be overlooked (Pope & Mueller, 2005). The third ypodlliterature in this review
highlights themes such as challenges that educ@oesvhen teaching multicultural-
related curriculum and promising pedagogies or gedigal strategies in response to
such challenges—such as, but not limited to, imteng dialogue (IGD) as a means to
facilitate students’ experiences with multiculturalated curriculum. From these bodies

of literature, the conceptual framewddtiows.
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In addition to the need for more research on masteudents’ experiences with

the GPP curriculum, there is also room to consmsv frameworks by which to analyze
master’s students’ experiences with the multicaltaurriculum. | employed a two-part
framework comprised of literacy theory and modifeasnponents of Hurtado et al.’s
(1998, 1999) framework for understanding campumlatimate. This conceptual
framework offers one way to guide analysis of méstudents’ experiences with the
curriculum and capture the context in which studéedrned and is discussed in more
detail in the “Conceptual Framework” section othhapter.

Multicultural Competency in U.S. Graduate Preparation Programs (GPPSs)

An overview of the higher education literatureroalticultural competency is
necessary in order to demonstrate part of the fozeahd significance of this study.
Literature on multicultural competency can be s&dan the broader higher education
literature on multicultural issues and is a relayvnew body of research. For example,
although attention to structural diversity on UcBllege and university campuses was in
the purview of the field since at least the 19 spE et al., 2009), it was not until the
1990s that scholars called for “multiculturally coatent” higher education professionals
(Pope et al., 2009). Such appeals were precedaddiyus on professionals’ efforts to
“maintain more diverse and affirming campuses” @epal., 2009, p. 644) in the 1980s
and a longer history of attention to structuraledsity—(though not necessarily campus
climate issues or meeting the needs of diverseestsi}—on U.S. college and university
campuses (Pope et al., 2009). One way to indearels on multicultural competency in

higher education is by literature that: a) esthlgita need for multiculturally competent
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higher education professionals; b) defined the twaosof multicultural competency; c)

addressed how to measure the construct (Pope 2084); and, d) proposed expanded
conceptions of multicultural competency in highéueation.
Need for Multicultural Competency

Research on multicultural competency in higher atian was largely in response
to changes in the racial/ethnic demographics oeugrdduate student populations
(Cheatham, 1991; Ebbers & Henry; McEwen & RopeB4t%ope et al., 2009) and to
the field’s longstanding ethical commitment to ursilve campuses (McEwen & Roper,
1994). Initially, multicultural issues in highedwcation were mostly equated with an
awareness of those who differed from a White, Eemtric norm (Ebbers & Henry,
1990), and “multicultural competence” among higbeucation professionals was seen as
measureable and achievable. One shift in earbodise around multicultural
competency was a call for GPPs to value multicaltaompetency ipracticeversus
merely in theory (Cheatham, 1991; McEwen & Rop884). For example, Cheatham’s
(1991) edited collection addressed how various cemnits, such as residence life,
could design and implement multicultural-relatedgrams. Other scholars focused on
the integration of multicultural issues in GPP @muium, per most graduate students’
lack of exposure to multicultural issues prior tov@ment (McEwen & Roper, 1994;
Talbot, 1996) and the relative homogeneity of n@@BP student bodies which were
mostly White and female (Talbot, 1996). Talbot9@Palso supported expanded
conceptions of diversity beyond a race and gemdeommended that GPR=quirea

diversity-related course, and called for more casae around how multicultural issues
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are incorporated in GPPs. Thus, in response tolach appeals for multicultural

competence among higher education professiongsactice—which could be achieved
through the implementation of multicultural issue$&PP curriculum—other scholars
addressed how to define and measure multicultarapetency.
Defining and Measuring Multicultural Competency

In addition to demands for multiculturally compédtligher education
professionals, other scholars grappled with hodetiine the construct of multicultural
competency. Initially, scholars drew upon the amlimg psychology literature because
of counseling psychology’s slightly longer histafyresearch and theory on multicultural
issues—the 1980s for counseling psychology and #@s for higher education (Pope &

Reynolds, 2004)—and counseling psychologists’ “Oragreement” (Pope & Reynolds,
2004, p. 166) that a tripartite model of skills,aa@ness, and knowledge defined
muticulturally competent therapists.

Tripartite model. According to Pope and Reynolds (1997), multiaaltu

competency is defined as “a continuing and uneggirocess that requires learning and
relearning” (p. 272). Pope and Reynolds (1997¥jssed that higher education
professionals were generallyvareof relevant “multicultural issues” (p. 266) butidiot
receive sufficient training in the areas of “knodde” and “skills” in GPPs—whether
through coursework or other aspects of the GPRcalum. Thus, Pope and Reynolds
(1997) argued for multicultural competency amorfgeocompetencies in order to

standardize GPP curriculum, respond to shiftingengichduate student demographics,

and support ongoing ethical and effective highercation practice. Similar to Sue,
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Bernier, Durran, Feinberg, Pedersen, Smith, andjias-Nuttall’'s (1982) counseling

psychology-based tripartite model, Pope and Rey®¢ld®97) version was comprised of
three parts: awareness, knowledge, and skills.

Multicultural awareness—the first step toward noulttural competency—
involves the “attitudes, beliefs, values, assum#j@nd self-awareness necessary to
serve students who are culturally different forneself” (Pope & Reynolds, 1997, p.
270). Multicultural knowledge entails informatipeople have about cultures that may
or may not be biased and “must be corrected or tetegpbefore multicultural
development can proceed” (p. 270). Multicultutdlls signal “effective and meaningful
interaction such as seeking consultation as negessth people who differ from them
culturally” (p. 270). Each of the three componerdssists of several sub-characteristics
of a multiculturally competent higher educationfessional, and Pope and Reynolds
(1997) called for future research to develop messstor multicultural competency in
order to discern what “teaching and training taoid interventions” (p. 274) were
effective in “increasing” (p. 274) multicultural egpetency and for more research on
multicultural competency in general to bridge tleesistent mismatch between
theoretical calls for multicultural competency awlual interventions to ensure such
competency. Thus, the tripartite model remainssiige of Pope and Reynolds’ (1997)
research and has been empirically validated andretgd upon in subsequent
scholarship on multicultural competency in highén@ation (Castellanos, 2007; King &
Howard-Hamilton, 2003; Pope & Mueller, 2000).

For example, Pope and Mueller (2000) conductedaatifative study on a
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majority White female sample of higher educatioof@ssionals to validate Pope and

Reynolds’ (1997) tripartite model. Pope and Mug(B900) found that the tripartite
model did not hold, as their survey instrumentdwaga just one general factor for
multicultural competence rather than distinct défgiation among awareness,
knowledge, and skills. Explanations for the la€kligtinction among the components of
the tripartite model were that the survey usedhedtudy was not sensitive enough
and/or there was a need for qualitative methodsrtber differentiate among the three
factors. Thus, Pope and Mueller (2000) calledtture research to further explore the
new phenomenon of multicultural competency andtwser other quantitative and
gualitative methods for such research.

Unlike Pope and Mueller (2000), King and Howardatilgon (2003) found
differences among the three components of multicalltcompetency. King and
Howard-Hamilton (2003) assessed multicultural eigreres and competency levels of
mostly White female graduate students, higher ddhrcataff who served as internship
supervisors, and diversity educators in GPPs viaguestionnaires. Two primary
findings were that respondents in all three graapsd themselves highest for
multicultural awareness and lowest on multicultlradwledge and that students of color
scored significantly higher than did White studeard staff members (King & Howard-
Hamilton, 2003). However, King and Howard-Hamil{@®03) addressed the limitation
of self-reported data, as participants might haxer-oor under-rated their multicultural
awareness, knowledge, and/or skills. Among King Howard-Hamilton’s (2003)

suggestions for future research was their calidsearch that “articulated the steps that
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lead to the development of this competence” (p) P8 reiterated the importance of

educators in supporting students’ perspective tgldaltivation of empathy, and
reflective thinking skills related to multiculturesues. According to King and Howard-
Hamilton (2003), “It is important that graduate fpaieation program faculty challenge
students to think in a more cognitively complex meri (p. 131), and “it is imperative
that graduate preparation programs provide thestgpéearning opportunities that
enhance multicultural competence” (p. 132).

In a later study, Castellanos et al. (2007) essommended more research on
what factors predict multicultural awareness, skéind knowledge, given the concern as
to whether multicultural competence developmentragreiudent affairs professionals
would be “haphazard” (p. 660) or “misdirected” §&0) if such research was not
conducted. As well, Castellanos et al.’s (20073 gtaalthough 81 percent women—
included 51% persons of color which differed frdme majority of studies on
multicultural competency on White females. Ove@abstellanos et al. (2007) were
interested in to what extent higher education msifnals translated multicultural
competency to practice. To do so, Castellanok €@07) developed a 32-item scale
survey to empirically assess Pope and Reynold9{18ipartite model for multicultural
competency and to assess self-reported measungghef education professionals’
multicultural competence in terms of awarenessisslkind knowledge. Castellanos et al.
(2007) found that gender did not predict multictdtiskills, and they did not find
differences in awareness, knowledge, and skilledbas race. Also, multicultural

knowledge most often predicted variance in protesas’ skills, and multicultural
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awareness was the lowest predictor of skills (Qlastes et al., 2007). Similar to King

and Howard Hamilton (2003), Castellanos et al. @@kemed response bias as a major
limitation of their study. In addition to scholdtsat tested Pope and Reynolds’ (1997)
tripartite model, other scholars considered altiévaavays to measure multicultural
competency.

Finally, although most scholars relied on Pope Ragnolds’ (1997) tripartite
model for measuring multicultural competency, Meelnd Pope (2001) considered
multicultural competence in terms of White raciahsciousness (WRC) in order to
explore racial identity among White higher educafiwofessionals. The study did not
include any master’s students in GPPs; however, 6Bgarticipants held master’'s
degrees. Also, approximately half of the partioiggavere members of “at least one
group in which members are targets of discrimimaf{mg., female, non-Christian,
lesbian, gay or bisexual, or persons with disaédjt (Mueller & Pope, 2001, p. 154).
Implications from Mueller and Pope’s (2001) resbardate to the present study
primarily in terms of their suggestion that GPPlai€y the specific content that is
included when infusing multicultural issues withine curriculum” (Mueller & Pope,
2001, p. 163), that researchers study participaintslor, and that research on
multicultural competency-related topics be pairethwgualitative methods.

Finally, a cyclical model developed by Howard-HHlaom and Hinton (2002)
demonstrated behavioral patterns in students’ oulitiral competence. According to
Howard-Hamilton and Hinton (2004), “because stusglevitl recycle or rotate

through the model continually as new informatiorstomuli are introduced
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that create some form of healthy dissonance” (p. Efaborated by Torres, Howard-

Hamilton and Cooper (2003), the Howard-Hamilton Middr Diversity Awareness and
Multicultural Competence included these compondgabsanticipatory anxiety about
diversity topics; then, (b) curiosity upon acqudsitof knowledge about diverse groups;
then, (d) epiphany/acceptance about one’s privilexjatus; then, (e), comfort with
oneself and others; finally, (f) multicultural costpnce as a lifelong learning process.
Howard-Hamilton and Hinton (2002, 2004) develogdd model based on their several
years of teaching multicultural competence coussebtheir analysis of students’
reflection journals and overall observations ascathrs. In addition to ways the
multicultural competence has been defined, measaretimodeled, the higher education
has addressed to a limited degree how multicultoaipetence intersects with
curriculum in GPPs.
Multicultural Competency and Curriculum

Another strand of research on multicultural corepey in the higher education
literature focused on GPP curriculum. This foaelates to scholars’ suggestions for
more research on multicultural curriculum in GPBsmore consistency in the GPP
curriculum, and for more research on how to integnaulticultural issues in the GPP
curriculum (McEwen & Roper, 1994; Pope & Reynol@917; Talbot, 1996). Some
scholars focused on participants’ perceptions gnai@ns of what competencies are
needed for higher education professionals and lansensus on needed competencies
could inform curricular decisions (Burkard, Coldf,@ Stoflet, 2005; Cuyjet, Longwell-

Grice, & Molina, 2009). Other scholars addressedtioultural competency curriculum
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through analysis of participants’ first-hand expades with the curriculum (Gayles &

Kelly, 2007) or how participants perceived thatytheveloped competencies necessary
for higher education practice (St. Clair, 2007heTatter two foci relate more closely to
this dissertation study.

Students’ experiencesGayles and Kelly (2007) built upon Talbot’s (1996)
research on master’s students’ experiences wittigulitral curriculum. Overall,
Gayles and Kelly (2007) were most interested iigipgants’ experiences with
multicultural curriculum in GPPs and how such ex@geees, if at all, translated to their
professional practice, per gaps in the literatuilee the majority of scholars in this
review of literature, Gayles and Kelly (2007) citegbidly changing demographics as a
primary reason to consider students’ experiencés multicultural curriculum in GPPs,
and they defined multicultural competence in teahBope and Reynold’s (1997)
tripartite model of awareness, skills, and know&dg

Although the majority of participants (master'sdgnts and higher education
professionals) for this study were female, Gaylas leelly’s (2007) study included a
majority of participants of color. Based on Gayesl Kelly’'s (2007) findings, primary
themes included: (a) the effects of a requiredasrrequired multicultural-related course
for participants; (b) the content of a multicultdralated course; and (c) the extent to
which theory could be linked to practice. For eptanonly some of the participants
were required to take a multicultural course (GaweKelly, 2007). Also, in terms of
course content, a primary finding was that gendess, religion, sexual orientation,

privilege, power, oppression, and multiple ideastivere topics participants believed
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should be included in such courses (Gayles & K&BQ7). Finally, links between

theory and practice was an area that participaglieved could be improved, as it was a
more challenging aspect of the GPP curriculum tcedue to limited in-class
opportunities to connect theory to practice (Gagldselly, 2007). Overall, Gayles and
Kelly (2007) maintained the need for multiculturalated courses in GPPs recommended
that faculty to provide more in-class opportunitiesliscuss theory to practice
connections. Other primary recommendations inadudere research on specific
courses, skills, and/or experiences in multicult@BP courses result in “increased
levels” (Gayles & Kelly, 2007, p. 206) of multiculal competence.

Another way to understand how students often egpeé the multicultural
curriculum is through The Privileged Identity Exgton (PIE) Model (Watt, 2007).
The PIE Model assumes that students with priviladedtities experience multicultural
issues in particular ways, and that privileged igmexploration—(like multicultural
competency development)—is an ongoing processhatdiefensive behaviors are
normal and even primal responses to new informdiidatt, 2007). Overall, the PIE
model puts forth common responses that students frovileged identities—those being
“an identity that is historically linked to sociat political advantages in this society”
(Watt, 2007, p. 118)—such as those who identifWdiste, heterosexual, male, and/or
able-bodied (Watt, 2007). Thus, this model isHartrelevant to this study, as all
participants—students and educators—embodied on®og aspects of a privileged
identity. According to Watt (2007), privileged idéy defensive responses included three

modes of recognizing, contemplating, and addressiig first mode entails responses
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of denial, deflection, and rationalization; the@sd mode involves intellectualization,

principium, and false envy; and the third mode Iagse benevolence and minimization.

In terms of the recognizing mode behaviors, demight involve a person who
recognizes injustices in society but displays ewvodeof difficulty accepting such
injustice—such as the notion that racism existsthyere are many people of color in the
media (Watt, 2007). An example of deflection ntigh a person who, again, recognizes
societal injustices but focuses more on a systeathmr target to explain such injustices.
Watt (2007) illustrated an example of a student wbtknowledged racism but focused on
how a parent or school system simply did not tedadut racism, which perpetuated that
particular injustice. Rationalization is when agmn presents a logical and “alternative
reason that does not require him or her to exgleeaoots of injustice in more depth”
(Watt, 2007, p. 121).

To address the second mode, the intellectualiza#dense is when “a person's
primal response is to attempt to resolve the dmsoa by presenting intellectual
arguments to explain why this injustice is happghiiwatt, 2007, p. 121). Watt (2007)
offers the example of a person who explains theexggion of Latinos by arguing that
more illegal immigrants in the U.S. results in feyabs for U.S. citizens. Another
component of the second mode is principium, whéelane is avoiding exploration based
on a religious or personal principle” (Watt, 2007,122). The third component, false
envy, is wherein there is “a shift toward variousface-level admirations [such as one’s
alleged desire to not be White] and an avoidan@ed#eper exploration of the

complexities of race in society” (Watt, 2007, p21.2



41
Finally, the third mode within the PIE Model indes the defense of benevolence

and minimization. Benevolence “focuses on actgoafdwill rather than how reaching
down to help those less fortunate than yourselfomantribute to maintaining the current
dominant society structure” (Watt, 2007, p. 122y aninimization “shifts the focus

away from wrestling with the magnitude of sociglstice and toward sharing

a recipe for cross-cultural interaction” (p. 12Bducators’ awareness of these and other
responses can help them to facilitate difficultiéspn multicultural classroom spaces.
Additionally, overall philosophies of teaching cassist educators with challenges that
are paired with cultivating multicultural competgraamong students in the classroom.

In another study that focused on first-hand exgpexes of participants, St. Clair’s
(2007) qualitative, phenomenological dissertatimg, St. Clair (2007) focused on how
a diverse sample of seven higher education prafeaks (who were not also students)
developed multicultural competency throughout tkaneers. Overall, St. Clair (2007)
found that the development of multicultural competewas an ongoing process that
aligned with Pope and Reynold’s (1997) tripartitedal for multicultural competency.
One of St. Clair’'s (2007) participants referrecatoundergraduate classroom experience
as impacting her journey toward multicultural conemey due to feelings of tokenization
and discomfort in a predominantly White classrobimyever, that was the main mention
of participants’ classroom and/or curriculum-rethéxperiences in the dissertation study.
In relationship to the present dissertation st@&tyClair (2007) suggested that “future
research could compare and contrast the level tifquliural competency in students

based on new coursework and learning outcomed2f). Although this study does not
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consider “levels” of competency, coursework andantp of such coursework is a focus

within the ongoing process of multicultural compete In addition to St. Clair's (2007)
consideration of multicultural competency in terofiskills, awareness and knowledge,
other scholars argued for alternative frameworksnberstand the phenomenon of
multicultural competency.
Multicultural Competency and Social Justice

Because the course, program, and institution iichvtne master’s students
experienced the curriculum maintained a socialgadgbcus for this study, discussion of
social justice orientations to multicultural comgraty is relevant. As well, based on the
course syllabi and other data collected for thislgt an aim of the ELPS 432 course was
not only to ensure future higher education profassls’ ability to work with diverse
students but also to contextualize their experiemtéarger systems of privilege and
oppression—hence, a social justice focus. Moredvayhew and Fernandez (2007)
argued, “Examining multicultural competence in ldgkeducation often takes the form of
social justice education (SJE)” (p. 61). Althoubls model has not been empirically
tested in the higher education literature, oneradtieve theoretical model for
multicultural competency that scholars have sumgabid a social justice model. Also—
(however in reference to the history of multicuiucompetency in counseling
psychology rather than that of student affairsighér education)—in a theoretical piece,
Vera and Speight (2003) argued for expanded coroeepdf multicultural competence to
include a focus on social justice. Vera and SadigB03) wanted to advance a social

justice “agenda” (p. 269) so as to ground multioalk counseling competencies in a
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framework that encouraged social action and to ashk on conceptions of

multicultural counseling competency as “mandatdhyos” (p. 257); rather, an agenda of
“aspirational ethics” (p. 257). Whereas mandatghics might be considered a form of
appearing politically correct—(e.g., not raciallased)—aspirational ethics supported
“how professionals can be agents of social cha(ge258). Similarly, calls for
multicultural competency among higher educatiorfggsionals are often linked to
mandatory ethics of the field (Pope & Reynolds,)#W the assumption that
multicultural competency is an ongoing, lifelon@pess (Pope & Reynolds, 1997)—the
latter of which could relate to Vera and Speig(2803) aspirational ethics, as one does
not ever, perhaps, reach a point at which he orssbempletely finished learning and
fully “competent” in relationship to multicultur&sues.

In addition, in Wallace’s (2000) theoretical piem®emulticultural competency,
Wallace (2000) argued that multicultural competerexyires a social justice vision in
order to “to end the oppression of all those wheehaeen historically marginalized,
dehumanized, and miseducated” (p. 1087). Whertkas scholars foregrounded
race/ethnicity as a cornerstone of multiculturali$iallace (2000) also focused on
identity markers such as linguistic diversity (eEnglish Language Learners), sexual
orientation, disability, and spirituality. Also,&Nace (2000) addressed what pedagogies
faculty and administrators might implement to wtoward the goal of social justice
through multicultural competencies of graduate siisl in schools of education, and
those pedagogies are discussed in the next sextitaculty experiences with

multicultural curriculum. Although Wallace (200f@cused primarily on multicultural
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competency in the context of teacher educationrelaged her argument to schools of

education in general and suggested a mandatorgeasrone way to foster multicultural
competence.

Different from Wallace (2000) who argued for tltelgion of social justice to the
overall definition of multicultural competence, igen (2012) differentiated
multiculturalism and diversity from social justisea “position article” (p. 80). In
lverson’s (2012) view, multicultural competencyrfraworks foster awareness of
difference but do not attend to a broader undedstgof social inequities. According to
lverson (2012), “multicultural competence falls ghas a framework that can guide the
preparation of students (future practitioners)dearate for educational equity and
dismantle oppressive power structures” (p. 65)—hbeherson’s (2012) belief that social
justice should be a greater focus.

Furthermore, related to this dissertation studgrdon (2012) conjectured that
assignments embedded in a social justice-orientdtiamltural competency curriculum
help to bridge theory to practice. Iverson (20029d examples from a majority White
female, required graduate diversity course thatabght in order to demonstrdtew
such a course would support multicultural compet@ma social justice and help
students translate their learning to practicevérdon’s (2012) view, educators must
ensure that learning objectives address not onyedge and awareness, but also skills,
and more specifically the development of skillsgocial justice advocacy. Thus, one
way that Iverson (2012) assisted her students wasduiring an “action project” in the

diversity course she taught wherein students wote@bmbat oppression, and lverson
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(2012) elaborated on one White female student'seepce with her action project

wherein she sought more support services for LGBdents as part of her internship
experience. Finally, Ilverson (2012) argued thaltiswitural competencies cannot be
developed in one course in one semester, as ‘argealf-reflection, dismantling
oppressive structures, and taking vigilant actomard social change, is a lifelong
process” (p. 80).

Thus, although scholars argued for expanded caoioospof multicultural
competency to include a social justice focus—whedtisea part of the definition of
multicultural competency or in addition to a foarsmulticultural competency—aside
from Iverson’s (2012) discussion of one White feenstludent’s experiences with
multicultural competency curriculum that has a abgpistice focus, little research has
been conducted on students’ experiences with spsate-oriented multicultural
competency curriculum. Moreover, other than Gagles Kelly’s (2007) study (and
Kelly and Gayles’ [2010] study that is discussedthi@ intergroup dialogue section) on
students’ experiences with the multicultural curhion, there is a lack of higher
education research on master’s students’ expesenitk the curriculum in GPPs. This
gap in the research alongside other limitationsxidting literature add to the need for
and significance of this study and are elaboratdtie next section of this chapter.
Limitations of Current Research on Multicultural Co mpetency

In a relatively short period of time—(since the @8B—the extant higher
education literature established a need for muttical competency among higher

education professionals, proposed ways to defiaedmstruct of multicultural
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competency, tested instruments to measure mulii@lltompetency, addressed higher

education professionals’ perceptions of multicdtwompetency, and offered some
insights into expanded conceptions of multicultw@inpetency and very limited
contributions related to how such competency ietbped. Also, based on the literature
reviewed for this dissertation study, the majoatyesearch maintained a quantitative
approach, and although some studies—(e.qg., Kelya&les, 2007; Talbot, 1996;
Wallace, 2000)—included calls for expanded concagtiof multicultural competency
beyond a Black/White binary, much of the literatteduced multicultural competency to
issues of race/ethnicity rather than a varietyoaia factors. Additionally, most studies
did not elaborate on the context in which partinigavere studied and/or the social
identities of participants beyond race/ethnicitg @ex/gender. In relationship to an
understanding of multicultural competency amongterasstudents, more information
about the study’s context and participants’ dempigiainformation might have allowed
for a greater understanding of the findings; hettoe present study’s greater attention to
the context in which students experienced the culttiral curriculum.

Another limitation of the literature reviewed Ietlack of focus on experiences of
students of color. For example, the PIE Model @Gtan account for students of color,
in that they have another privileged identitieshsas being male and/or being able-
bodied; however, the model does not account foerses of an oppressed identity given
the intersection of social identities. Also, white field remains largely White and
female (Pope & Mueller, 2005), one might consideremttention to diverse samples in

future studies. Finally, although several schotafsrred to multicultural competency as
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an ongoing, lifelong process—including Pope andri&lds (1997) in their original

definition of the construct of multicultural compety for higher education—scholars’
inquiry into how the construct could be discretelgasured, increased, or achieved is
arguably in tension with the original conceit of ltraultural competency as a recursive
and ongoing rather than discrete process. Conadguperhaps Pope and Mueller's
(2000) study that did not support the tripartited@icfor multicultural competency should
be reconsidered as basis for further inquiry inteeoways multicultural competency is
understood. Thus, as shown by some of the liroitatof existing research, there is
much room for additional inquiry into the phenomemd multicultural competency in
higher education contexts—such as a focusammmulticultural competency is
developed. The present study on master’s studexp&riences with multicultural
curriculum in GPPs contributes to this focus, whiklaborated in more detail in the
next section of this chapter.
This Study’s Contribution

It is germane to this study’s significance tha thajority of extant literature on
multicultural competency is quantitatively drivem @mpared to qualitative or mixed
methods research; thus, the qualitative focusisfdtudy contributes to a gap in methods
for research on multicultural competency. As wiedlsed on this review of literature,
rarely did studies focus on specifaols—(e.g., photo elicitation)—that educators used to
facilitate students’ multicultural competency inaart of the classroom in GPPs, despite
scholars’ recommendations to do so (Pope & Reynadl@g7); rarely did studies focus on

students’ learning over time, such as in a semésier course; and, rarely did studies
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consider multicultural curriculum with a social ju® focus. Thus, these gaps in the

higher education multicultural competency literatlgave room for this study, as this
study captures master’s students’ experiencesamithique component of the
multicultural curriculum—the photo elicitation pemjt—and considers such experiences
over the course of one full semester. Moreover ctirriculum used for this study has a
social justice focus, thereby offering empiricapkxation of an expanded conception of
multicultural competency. Also, because the majaf studies on multicultural
competency included samples of White females, tiser@om for a greater focus on
participants from a wider variety of social ideie. While this study does not have an
equal number of White and of color students or flefmamen and male/men students, |
am able to foreground all participants’ voices tigi this study’s qualitative approach,
and | was able to account for other aspects okestisdsocial identities beyond race and
sex/gender, as discussed in Chapter 3.

In addition, in agreement with Pope and Muell@0&), | argue that another
important but overlooked aspect of the context imclv students’ experience the
multicultural competency-related curriculum inclsdbe experiences of educators who
teach multicultural competency-related coursesdhmatesigned to prepare students and
future higher education professionals. Again, “Katexige and understanding about
faculty members who design curriculum and coursess essential to fully appreciate
the strengths and challenges that exist in creatimgre multiculturally sensitive and
skilled profession” (Pope & Mueller, 2005, p. 67Hlso, King and Howard-Hamilton

(2000) recommended that GPPs “provide the typésaohing opportunities that enhance
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multicultural competence” (p. 132) and cultivatéaetive thinking skills. Moreover,

Burkard et al. (2005) recommended more attentiopaie to “pedagogical methods that
may be appropriate for assessing and teaching fhggcultural competency-related]
skills” (p. 303) in GPPs.

Therefore, while there is a lack of higher edwratiterature that addresses
educators’ role in multicultural competency-relatedirses in GPPs, specifically, extant
literature on educators’ experiences with similariculum in other higher education
settings can inform the relationship between edusaéxperiences and students’
experiences. The literature on instructors’ amdity members’ experiences with
multicultural curriculum in higher education helasinform the need for and significance
of this study, and such literature is addressddlemext section of this literature review.

Educators Who Teach Multicultural-Related Curriculum

Educators’ role in the development of multicultlyaompetent higher education
professionals and with the multicultural curriculimgeneral warrants further
exploration. Also, | argue that educators arengpartant, yet often overlooked,
components of the context in which master’s stuglerperience the multicultural
curriculum in required multicultural competency cses within GPPs; therefore, analysis
of educators’ experiences with multicultural cunfiam is also integral to this study.

Although there is a lack of literature that spieailly addresses educators’ role in
the multicultural competency and/or GPP curriculargeneral, there is a body of higher
education literature that focuses on educatorste&ach multicultural-related curriculum

in higher education settings. The contexts of mb#te studies in this section do not
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precisely map onto the educational context for dinssertation study—that being a

required multicultural competency course with aiagastice focus in a GPP; however,
many parallels can be drawn between existing titeesand this study’s focus. For
example, although some of the literature in thigisa focuses on undergraduate
education, because many students enroll in a GifeBtlgi or shortly after undergraduate
education (Taub & McEwen, 2006), the age gap isnecessarily vast between
undergraduate students and first year graduatestsid

Moreover, based on this review of literature, ganpiece of educators’
experiences with multicultural-related curriculuentered around the often overlooked
challenges in teaching such courses (Bowman, 20M@grefore, this section addresses:
(a) common challenges among educators who teadicaoitdral-related courses in
higher education settings; and (b) ways that edus@ommonly respond to challengesin
teaching multicultural curriculum—such as througbdretically grounded pedagogical
practices like intergroup dialogue (IGD).
Challenges in Teaching Multicultural-Related Curriculum

According to this review of literature—and in rabeship to students’
experiences with the multicultural curriculum—anpary challenge that educators face in
teaching multicultural curriculum is student resigte to course content. To an extent,
such resistance relates to educators’ social iyamtiative to their students’ identities
and/or the campus climate in which such curricuisitipeing taught, as the literature
focuses primarily on PWCUs.

Social identity. Part of the context for educators’ challenge®aching
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multicultural curriculum could be related to edwratocial identity—particularly in

terms of visible identities like race/ethnicitizor instance, though faculty of color (FOC)
are underrepresented in certain segments of tlteeana—such as the tenure trgédelly

& Fetridge, 2012)+0OC are overrepresented among those who teactcuoitutal-

related courses relative to White faculty membBrayboy, 2003; Perry, Moore, Acosta,
Edwards, & Frey 2006; Perry, Moore, Edwards, Aco&tarey, 2009). Moreover, in
Nelson Laird and Engberg’s (2011) study on divgrsiclusivity of required and
nonrequired diversity courses in undergraduate aeut one finding was that a higher
proportion of faculty of color taught required disity courses than two types of
nonrequired diversity courses; another finding et women taught a higher proportion
of courses that were deemed ‘highly inclusive’ llage their diversity inclusivity
measures—(meaning, women taught more courses tbarhat included more diversity
content). Nelson Laird and Enberg (2011) also kated “that teaching about diversity
is disproportionately the purview of groups traatiilly marginalized in higher education
and those with less power and prestige” (p. 13®wer ranking faculty and instructors
were overrepresented among required diversity esuaad nonrequired courses that
included high relative amounts of diversity-relateshtent—(i.e., highly inclusive
nonrequired diversity courses). Similar to Nelsaird and Engberg (2011), Zuiiga,
Nagda, Chelser, and Cytron-Walker (2007) (whoseysisidiscussed in more detail in
the IGD section later in this chapter) found tleadure track faculty were very rarely

involved in the teaching of race-focused dialogues.
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In addition, because the majority of literaturel@$sed FOC’s experiences in

PWCUs relative to experiences in diversity-relatldsrooms, the literature included in
this review focuses on PWCUSs rather than otheitutisin types, such as Historically
Black Colleges and Universities (HBCUSs). Alsdhile there is a critical mass of
literature that links lower retention and lowerues’promotion of FOC, in part, due to
challenges in teaching multicultural-related cosysad, while there is literature that
addresses challenges faced by FOC in academe énader(e.g., mentoring, tenure and
promotion), the scope of this literature revievinsited to educators’ experiences with
multicultural and IGD curriculum, specifically, redr than on faculty retention and/or
tenure and promotion. Turner and Myers (2000)naefiFOC as “persons of African
American, American Indian, Asian Pacific Americand Latino origin” (p. 9). | would
add that educators might identify as Black, BlaekiGbean, Asian American, Asian
Pacific Islander, Southeast Asian, Chicano/a, Higpand/or mixed race, among several
other racial and ethnic identities.

According to some, the disparity among educators tgach multicultural-related
curriculum stems from a belief that FOC are beijtalified to teach about diversity due
to their racial minority status (Bierema, 2010; Qbarty 2002; Mayberry, 1996; Perry et
al., 2009). In addition-despite many educators’ decision to teach diversigted
courses out of interest rather than obligatiGadtafieda, 2009-the assumption that race
determines teaching interest arguably perpetugtpeessiorbased on racial identity and
threatens faculty credibility (Vargas, 1999, 200%kt, the disparity and assumptions

around who teaches multicultural courses is notdwan light of the fact that many
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multicultural competency-related courses in GPPratdocus solely on issues of

race/ethnicity; rather, a variety of social idenfeactors.

In one of the few studies specifically relatecttucators’ experiences with
multicultural issues in GPPs specifically, Pope Bhekller (2005) examined the
multicultural competency of educators. To do sapd®and Mueller (2005) studied the
relationship between faculty members’ demograpperiential, and departmental
characteristics on a national level with the cargtof multicultural competence.
Participants included 147 faculty from 81 instituns, and the majority of participants
identified as White and female. Smaller percergageifrican American, Asian
American, Hispanic, and “no response” or “otherrevalso included. One &fope and
Mueller's (2005) findings was that multiculturalrapetence among faculty was higher
when faculty taught and/or worked in some way wlitrersity issues. As well Pope and
Mueller (2005) argued that their study suggestat different expectations were put
upon certain faculty, such as those who identifiedemale, LGBT, and/or of color to be
invested in multicultural issues. Pope and MudR&05) thus stressed that all faculty
should share responsibility to incorporate multietdl issues into their subject area.

Campus racial climate. Campus racial climate of PWCUs can add to challenge
educators face in teaching multicultural courdest the purposes of this study, campus
racial climate is defined as follows: “Racial chie is composed of students’
observations of their experience as racial miregion campus. These include
everything from students’ experiences with racisrthe belief that the university is not

doing enough to support diversity” (Reid and Radistkan, 2003, p. 265). Reasonably,
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one could substitute “FOC” for “students” in theeywious definition. One study that

addressed racial climate for faculty is Perry s £2009)qualitative study on 20 FOC
who taught multicultural-related courses at a PWEthe Midwest.Perry et al. (2009)
argued that there was a “sink or swim approackdming the craft of teaching in the
academy” (p. 101) and that pedagogical skills needeeach diversity-related courses
were beyond skills needed for other types of caussgrograms on a campus. Overall,
Perry et al. (2009) concluded that challenges §ipdoi multicultural-related courses
contributed to lower retention rates for FOC conepan White counterparts. Therefore,
the unique campus racial climate challenges posemhweaching multicultural-related
courses at PWCUs could impact the ways in whiclcatus teach multicultural
curriculum and students’ experiences with suchiculem thereof.

Thus, the context in which educators face cha#eng teaching multicultural-
related curriculum—such as educators’ social idgmélative to students’ identities and
wider campus racial climate—could affect how edosatre able to teach multicultural
curriculum and how students perceive and experisack curriculum. Literature on
educators’ challenges with student resistance titiculiural curriculum provides an
example a relationship between educators’ and stedexperiences with multicultural
curriculum.

Student resistance.Student resistance to multicultural curriculum aas
predominant theme in the higher education liteeatur educators’ experiences. For
example, a 2009 edition bhtino Studiegeatured contributions from several

“pedagogical rising stars in the field” (p. 250) avtliscussed their experiences as women
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of color faculty at PWCUs in relationship to wideExmpus climate and student resistance.

In the edition, Castafieda (2009) and Duarte (28B32ussed how the tension between an
increased value of FOC and a lack of structuratidity among students can present
challenges in the classroom, such as White studentseing “open” (Castafieda, 2009,
p. 250) the curriculum educators deployed.

Also in the same edition, Mata (2009) discussecdekperience teaching as a
Latina professor at Wellesley College in the Womse®tudies Department. According to
Mata (2009), “As racially marked bodies, our pasitof authority in the classroom is not
a given. We challenge pre-conceived notions of varetholar/professor looks like, and
we disrupt the Black/White binary that charactesin®st conversations on race” (p.
272). Mata (2009) further observed how studentspdeted the assigned readings but
oftentimes White women students “shut down” (p.)2ad believed they did not have
anything to contribute to discussions on race. r@foee, Castafieda (2009), Duarte
(2009), and Mata (2009) acknowledged a tension dxtvan institution’s and/or faculty
members’ desired campus racial climate and the wewich racial climate is shaped
by students’ resistant dispositions in diversitiated courses.

Another form of student resistance that contridutecampus racial climate was
when students questioned the credibility and aitshof FOC at a PWCU. For example,
Hendrix’s (1998) qualitative study explored studen¢lationship to Black professors in
a variety of courses, including those with diversilated content. Hendrix (1998) found
that students typically applied more stringent dy#itly standards to professors,

depending on the professor’s race and subjectofiese. Hendrix (1998) also found
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that students generally maintained favorable aktisutoward Black professors after

professor credibility was established. Furthermbiendrix (1998) found that the
majority of study’s participants were “positivelisgosed” (p. 756) toward all professors
included in the study. Yet, Hendrix (1998) notkd atypicality of such findings and
attributed the positive attitude to potential resgmbias among students.

In addition, Stanley (2006) discussed her andrdteCs’ experiences in teaching
at a PWCU. Although Stanley (2006) did not focaswulticultural competency courses,
specifically, the focus was on FOC who tried tooimporate multicultural-related issues
in the curriculum. Student resistance was a prontitteeme that the women in her study
experienced in their teaching. Stanley (2006) dlesd one form of student resistance in
terms of White students resisting FOC who teachioullural courses. Based on
Stanley’s (2006) narrative analysis of the wome&xpgeriences, recommendations were
made for FOC, administrators, and other stakehslisheFOC’s experiences in higher
education, such as FOC helping White faculty, adstrators, and students to “have a
better understanding of what faculty of color cantdbute to the teaching and learning
of diversity” (p. 726). Stanley (2006) also recoemded that FOC should support White
colleagues’ and other allies in their teaching oftraultural courses. Given these and
other challenges educators face when teachingeuliitral curriculum, the higher
education literature also included ways in whichaadors can respond to challenges—
such as through pedagogical strategies or orienttoward their teaching.

Educators’ Responses to Challenges

In addition to an examination of challenges thatoadors face in teaching
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multicultural curriculum in higher education segf#) scholars also explored responses to

such challenges—primarily, in terms of pedagodicals or pedagogical orientations
toward teaching multicultural-related curriculuffor example, there were several “how-
to” articles written mostly by FOC to help othewedtors navigate challenges in
teaching multicultural-related courses. There vatse various articles dedicated to
specific pedagogies educators used to undergirdtdaehing of multicultural
curriculum—such as the use of personal story, nadittonal means to teach difficult
topics, such as film, images, and other media,aanidipatory teaching strategies.
Personal story and media.First, Wahl, Perez, Deegan, Sanchez, and Applegate
(2000) presented pedagogical strategies for aredatons course and postured such
strategies as ways to reduce “problems” that edusddce when teaching such courses.
Their qualitative findings were based on the exgrerés of graduate students and faculty
members (the majority of whom identified as persoinsolor) over a nine-month period.
Based on themes drawn from the group’s monthlyudisions about their experiences in
teaching race-relations courses, Wahl et al. (2600yested strategies for outside and
inside the classroom to minimize challenges reladediversity teaching. Most relevant
to this study are the recommendations for insiéectassroom. For example, Wahl et al.
(2000) suggested a pedagogy that incorporatedatwerpof personal story telling to
mediate students’ learning about race-related sopiic addition, the use of film and
readings that included “particularly powerful imags# individuals crossing gender,
racial, and class lines” (Wahl et al., 2000, p.)328re pedagogical tools Wahl et al.

(2000) recommended in order to shift students “beyibieir initial hostility to a more
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complex understanding of race relations” (p. 3ZB9.conclude, Wahl et al. (2000)

emphasized the importance of learning from the e&pees of those who teach race-
related courses and how that affects students’ @\#rid of color) experiences.

In addition, Bumpus (2005) argued for a film-basednotion-picture based
strategy as one way to deploy multicultural-relatedtent in a management education
course for undergraduate students in a princidlesamagement and organizational
behavior course. Bumpus (2005) maintained treeitlusion of diverse populations in
film and television was a useful analogy for thelagion of diverse populations in
business fields. Bumpus (2005) presented explamabtf what movies he used for his
film-based pedagogy for the course, ways to fatditlassroom discussion and
evaluation, and future directions for the “motiaictpre-based pedagogy” (p. 796).
Overall, Bumpus (2005) argued that current studelaisied well from visual imagery,
and film was one way to convey concepts integral tiiven course, especially those
related to race.

Also, Howard-Hamilton and Hinton (2004) (whoselmal model of diversity
awareness and multicultural competence was disdusdier in this section) argued for
entertainment media as an effective strategy waching multicultural issues due to the
ways in which media impact people’s world views—thieer impacts being the
immediate curriculum (close friendships and reladiups), the institutional curriculum
(schools, workplaces), and the serendipitous autra (people encountered by chance
that are not seen on a regular basis). Moreovanard-Hamilton and Hinton (2004)

maintained that the use of entertainment mediauticaltural competency-related
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courses in GPPs was useful, in that such memi@/fides students with the opportunity to

view the lives of others in a safe environment indiscuss and interpret the information
with a facilitator or faculty member, along witraskmates or fellow workshop
participants” (p. 31). In addition to curriculuimat incorporates personal story and non-
traditional means of grappling with multiculturakues in a classroom space—such as
film and other images from popular media—scholasehargued for anticipatory
teaching strategies as another way to meet théealgals that educators may face.
Anticipatory teaching strategies. Other ways that educators responded to
challenges of teaching diversity-related coursd®8CU’s were through classroom
management strategies called “anticipatory teaghdapoliticizing, and disarming”
(Perry et al., 2009, p. 100). Based on findingsnfPerry et al.’s (2009) study on 20
FOC, anticipatory teaching entailed “a strateggmticipating and potentially preempting
any challenges to an individual credibility andharity as well as that of the subject
matter in the diversity-education classroom” (Petral., 2009, p. 95). Examples
included over-preparation for courses, and “present of self” (p. 95) such as
disclosure of academic credentials and dressing fieomally. Depoliticizing was “an
in-class process used to manage direct challenga®tessorial credibility and authority
by instructors minimizing or controlling the potitzed and/or contentious nature of their
subject matter” (Perry et al., 2009, pp. 96-97)araples included presentation of
material “in a less threatening matter” (Perrylgt2009, p. 97); continually gauging
“students’ emotional reactions” (Perry et al., 200997); allowing students to “engage

contentious issues through self-inquiry or workawgginitions” (Perry et al., 2009, p. 97)
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in order to “create ‘value neutral’ spaces for &puent in-class discussions” (Perry et

al., 2009, p. 97). Disarming was as a way for igdio mitigate “non-rational challenges
from students” (Perry et al., 2009, p. 98) anchtdude all students’ voices. According
to Perry et al. (2009), “This student inclusion caimimize the hostility that many
students harbor both toward instructors of colowal as the subject matter” (p. 99).
Perry et al. (2009) noted that all three countesuess were met with “mixed success”
(p. 100) by FOC.

Pedagogy. Intentional philosophies of teaching or pedagogased as other
ways that educators mediated anticipated challeimgiesching diversity-related courses.
For example, Bierema (2010), a White female, argaeteminist pedagogy as an
effective tool for educators who teach multicultenelated courses. Bierema’s (2010)
theoretical piece was based on existing literaburenulticultural issues in higher
education human resources programs; however, B&e(2610) argued for feminist
pedagogy as an effective approach for multicultvedted curriculum in general.
According to Bierema (2010), feminist pedagogydisal, per its promotion of an “ethical
responsibility of adult educators to create enviments where people can come to an
understanding of how the realities of their livesrevcreated” (p. 324). Bierema (2010)
further argued for the ways in which feminist peat;gaccounted for intersectionality of
identity, such as gender, class, and race. FoeBia (2010), a feminist classroom
incorporated “mastery, voice, authority, and posidlity” (p. 324). Mastery helped
students to make meaning of their identity (BiereB@ 0); voice referred to ways in

which multicultural-related education helped studéfashion” (Bierema, 2010, p. 325)
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rather than “find” (p. 325) their voices; and authoreferred to an educator’s

willingness to share power over meaning making sitidents (Bierema, 2010).

Too, Dougherty (2002) argued for the legitimacyeshinist pedagogy for
teaching multicultural-related curriculum. LikedBeéma (2010), Dougherty (2002)
offered strategies for faculty who taught diversiated courses based on his
experiences as an educator. For example, Doug{20®2) suggested that educators
help students voice their experiences and mediaiddrrepresented students’ voices
through faculty-led debate, reflection papers, t@anjects, and incorporation of guest
speakers to counter his voice as a White maleo ke Bierema (2010), Dougherty
(2002) openly discussed such strategies in theegbof his racial and gendered identity
as a White male and expressed his awareness ofindwan identity might run counter
to the widespread belief that FOC are better gedlifo teach diversity-related courses.

Furthermore, in a quantitative study, Mayhew aath&ndez (2007) studied
multicultural curriculum in terms of social justiceiented pedagogies, and they were
interested in how educators created classroomamwients conducive to what they
termed “social justice learning” (p. 62). To dq Btayhew and Fernandez (2007)
focused on pedagogical practices that contribugesibtial justice outcomes in five
undergraduate courses that employed a varietyi@fitations toward social justice
learning outcomes. Mayhew and Fernandez (200@)exifbrief descriptions of the five
courses in response to their assessment that cassamulticultural-related courses does
not account for the context in which learning tagkese. The majority of participants

identified as White and female, and other racialigs represented were African
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American, Asian American, Hispanic/Latino(a), Nati&kmerican, Biracial, or no

response. Mayhew and Fernandez (2007) used thsuveaf Classroom Moral
Practices (MCMP) survey to measure students’ péorepof pedagogical practices that
were more or less effective for developing morakmning and social justice learning.
Through hierarchical multiregression analyses, Mayland Fernandez (2007) found that
the courses that adopted a societal systemic pggagere more successful in facilitating
students’ learning. Such an approach entailed:

course content dealing with systematic oppressiwnsocietal structures and

inequalities that cause and sustain it, and halviduals perpetuate and/or

discourage its reproduction were more likely thiaee social justice-related
outcomes than students enrolled in courses wsthdeciologic approaches.

(p. 74)

Overall, Mayhew and Fernandez (2007) viewed thteidy as one step toward
understanding how U.S. colleges and universitiegdcgraduate students who were
“tolerant and responsible citizens in a diverse denacy” (p. 76). For future research,
Mayhew and Fernandez (2007) suggested that sctamldress how using the student as
the unit of analysis impacts understandings ofaqastice and whether there might be
alternate ways to understand social justice legrather than through students’
experiences.

Another response to challenges that educatorstiageaching multicultural-based
curriculum is IGD. In many ways, research on IGIhtexts responds to challenges that
educators face in teaching multicultural competemtsted curriculum and fills in gaps
in the multicultural competency-focused curriculurseeh as a focus on White educators

who teach White students, promising practices flicators (or “facilitators”) to buffer
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or circumvent the many potential challenges intiearand designing multicultural

competency courses, more attention to qualitatidbraixed-methods studies, and
additional implications for future research as thelgte to this dissertation study.

IGD. Although the primary point of departure for thiady is the higher
education multicultural competency literature, egsh on IGD relates to this study, in
that one of the two educators—Dr. Kelly—used IGDimig a part of each class meeting
as a pedagogical strategy to facilitate difficuétldgues. Moreover, the extant IGD
literature that focuses on educators or “facilitstés a needed and growing strand of
research in the higher education literature in gar(@uaye 2012a; 2012b) and directly
relates to this study’s focus on the role of bathaators relative to students’ experiences
with the multicultural competency curriculum. Adiigh Dr. Munin did not use IGD in
his section, Dr. Munin’s overall pedagogical oramin to multicultural competency
directly relates to ideals and theoretical assuomgtiof IGD.

Also, in relationship to this study, IGD can bewed as a social justice
pedagogy, in that it “seeks to engage differenaeias identity, and social justice through
an intentional process that attempts to enhanciéyesross two or more social identity
groups” (Zuhiga, Lopez, & Ford, 2014, p. 7) anddidnges all participants to grapple
with the interconnected histories and circumstaéeiseir singular or intersecting
privileged and disadvantaged social group idestitvéhin micro and macro
sociopolitical contacts” (p. 7). Next, | providenan-exhuastive overview of IGD and a

brief summary of select research on IGD as it eslad this dissertation study.
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|GD overview. IGD is commonly referred to as a pedagogicatatpaused to

facilitate dialogue around race/ethnicity, gendexual orientation, and other “hot
topics” (Zuiiga et al., 2007). 1GD was foundedhrat University of Michigan, Ann-
Arbor in the 1980s "during a period of racial @r&nd conflict” (Zufiga et al., 2007, p.
2) on many U.S. college and university campus&d #&lso holds basis in the literature
from the University of Michigan that establisheé tompelling need for diversity on
college campuses—including studies that establigieéducational benefits of diversity
and diversity as a compelling governmental interéstaddition, IGD has theoretical
roots in the pedagogical philosophy of John Dewwy iatergroup education (Zufiga et
al, 2007). Dewey's pedagogy connects IGD to ¢ishg and democracy-related
outcomes, in that IGD provides an occasion to fiiwens to become more informed and
to speak on social injustices (Zufiga et al., 2007)

Furthermore, IGD is rooted in feminist and sogiatice theory, and a typical
purpose of IGD is to bridge differences among pagrdints across social identity and to
combat systems of oppression and work toward greatsal justice (Zufiga et al.,
2002). I1GD can be embedded in the curriculum dfas across a variety of disciplines,
offered as a free-standing, co-curricular program eollege or university, or
implemented as a community-based program notagtii with a higher education
institution (Zufhiga et al., 2007). For the purposéthis literature review, IGD within
higher education contexts is the primary focussQAIGD is typically led by two ideally
well-trained and knowledgeable facilitators who htige peers, faculty, or other

instructional staff (Zuafiga et al., 2007). To nrakie the potential impact of IGD,
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dialogue is ideally sustained over several weeggds to 12) and involves a small

number of participants (12-16) (Zufiga et al., 2002

IGD: Primary findings. Based on this review of the literature on IGDhya
studies sample undergraduate students and/or edsi@@to teach undergraduate
curriculum. Although most studies do not havela sacus on graduate students and/or
graduate students in preparation programs sudfeasne used for this study, some
studies include graduate students in the samgdadition to undergraduates, and
connections can still be drawn between the extemature and the sample used for this
study. In addition, although Dr. Munin did not U&D in terms of a fishbowl among his
students, his teaching was in the spirit of an Ik3ed pedagogy (that will be discussed
later in this section), as he facilitated democrdiscussions in the multicultural
competency curriculumBecause | am interested in both students’ and ¢oista
experiences with curriculum—specifically, photacghition as a structured activity
within the required social justice curriculum—it kes sense to briefly address these
specific strands of research on IGD. Also, thisuforelates to my primary focus in this
chapter—students’ experiences in multicultural icutum, and many of these studies
reveal student experiences.

Positive resultsin theresearch. As corroborated in Engberg’s (2004)
examination of educational interventions on rabiak, much of the IGD literature
reports largely positive findings. For exampleaddition to other types of interventions
meant to reduce racial bias among students in higghécation settings, Engberg (2004)

assessed the nature of eight quantitative, thraktgtive, and one mixed-method IGD
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study. According to Engberg (2004), seven studipsrted positive findings (i.e., Gurin,

Peng, Lopez, & Nagda, 1999; Lopez, Gurin, & Nad®®8; Nagda et al., 2004; Nagda,
Gurin, & Lopez, 2003; Gurin, Nagda, & Lopez, 20@G&ranios, 1997; Vasques Scalera,
1999; Nagda, Spearmon, & Holley, 1999). Such figdibear an even closer relationship
to this study, in that the literature Engberg (20@¥iewed included not only
undergraduate but also graduate students’ expesdi@pencer & Nagda, 2002; Nagda et
al., 2004; Nagda & Zufiga, 2003). Because thisadigtion study is qualitative, it is also
worth highlighting that, according to Engberg (2p04ualitative studies seem to further
substantiate the cognitive aatfective gains found in the quantitative studatough

both studies relied on retrospective self-reporéing single sources of data to
substantiate their findings” (p. 495). Similarllge present study relies on retrospective
self-reporting; however, multiple sources of damwsed to substantiate interpretation of
data for this study rather than only one source.

Examples of positive results from the use of IGBlude“personal responsibility
for a more just society” (Nagda et al., 2011, p, 9hite and of color students having
significant increases in outcomes of raising camsemess, bridging differences, and
building capacity for social changdagda, Kim, Moise-Swanson, and Kim, 2006),
sharing one’s voice and experiences, listeninghers and being listened to, and asking
difficult questions (Vasques-Scalera, Sevig, & N&agiP96), and “engaged listening”
that can support empathy and perspective takdagifa’s, Mildred, Varghese, DeJong,

& Keehn, 2012). Engaged listening means that @pents are engaged to the extent that

they recalled “significant details about what hae said and describe them to an



67
interviewer after the IGD course was over.” (Zuhggal., 2012, p. 84). Also, Zuiiga et

al. (2012) found that specific components of diakg—such as speakers and dialogue
topics—were connected to engaged listening andondicipants listened to those who
identified with their respective social identityogips as well as those who differed.
Interestingly, the latter finding is contrary tdet studies that argued for IGD as
involving target or oppressed groups educating tageprivileged groups (e.g., Dessel,
Rogge, & Garlington, 2006; Garski, 2008).

Based on the IGD research, one reason that IGbBcsmpanied by positive
results is due to the teaching strategies use@Ih IFor example, through the lens of a
case study on racial climate on a campus, Quay@arter Magolda (2007) argued for
the utility of the Learning Partnerships Model (LPP& a teaching strategy for
facilitating dialogues. According to Quaye and BaMagolda (2007), reasons for
applying the LPM to IGDs are because the model gegatudents at different points on
the spectrum of young adult development, and ghisiportant due to the varying
familiarity with and openness to multicultural topiwith which students enter IGD
situations. Also, the LPM offers both support @hdllenge to students’ learning and
considers the educators or facilitators as co-karm the construction of meaning
making rather than a hierarchical power dynamica@u& Baxter Magolda, 2007).
Quaye and Baxter Magolda (2007) also relate the t®Mtercultural maturity theory
and a multicultural education framework (e.g., D& Rhoads, 2000), as those
frameworks promote shared authority and experesdeden facilitator(s) and dialogue

participants rather than top-down, hierarchical postructures.
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Yet, despite the many positive effects of IGD, IGDot without its challenges.

For example, Kelly and Gayles (2010) contributestiualy that addresses a major finding
in the Gayles and Kelly (2007) study (discussetlezan this chapter). In their analysis
of 37 former and current graduate students’ expees with multicultural curriculum in
GPPs (13 men; 23 women; White and of color padicip), Kelly and Gayles (2010)
found that master’s students were often resistamt-tlass IGD. Reasons for resistance
included: (a) feeling out of one’s comfort zone aadjeted; (b) too much emphasis on
race during class dialogues; (c) perceiving stuglefitolor as experts in multicultural
dialogue; (d) and a fear and lack of openness anddty in dialogue. Based on these
findings, Kelly and Gayles (2010) focused on imaiions for practice, such as
encouraging students to share their questiondnave environment, to journal, and to
ensure that facilitators were knowledgeable abaetrgroup dialogue. In addition, Kelly
and Gayles (2010) suggested more research be deddut onlycurrentstudents versus
past and current students and to consider the iexyges of educators who teach
multicultural-related courses. According to Kedliyd Gayles (2010), the latter focus
would “provide much needed answers on how besidoessfully prepare multiculturally
competent student affairs professionals” (p. 84)addition to student resistance,
experiences of facilitators can involve challengssieh as a lack of White educators
who teach multicultural issues. This point is velat to the present study, per the focus
on both a FOC and a White educator who were “fcits” for actual IGDs and modeled
for students how to be an effective facilitator.(Relly); or, held the role as a facilitator

for large group discussion in class (Dr. Munin).
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Facilitators of IGD. Thus, also relevant to this study is the strank{>a¥

literature on facilitators (peer and non-peer), timsl strand is in direct conversation with
the previous section on educators who teach mitlii@ curriculum. For example, in
Quaye’s (2012b) study on White educators’ expegsmith democratic discussions in
classroom settings, he argued for more White edus#éd consider teaching diversity-
related courses, in that faculty of color are ofteerrepresented in teaching such courses
and that White educators are in a unique posittampacted White students.
Additionally, Quaye (2012b) recommended that futesearch focus on the impact of
race-based discussions on students of color iropragtantly White environments. Quaye
(2012b) also recommended that White educatorsttuvihite racial identity
development theories to aid on their teaching artetp “normalize emotions and
integrate them into the discussion” (p. 116), gitteat White students experience many
emotions throughout discussions.

In relationship to Quaye’s (2012) recommendatitat Emotion of participants be
addressed when facilitating racial discussions@mialogues, Sue, Torino, Capodilupo,
Rivera, and Lin (2010) conducted a qualitative gtad eight White faculty members’
experiences with racial dialogues at a private ensity in the U.S. in graduate-level
classrooms. Sue et al. (2010) found that racabdues were fraught with emotion—
particularly anxiety—on the part of faculty anddgats. For example, faculty often had
anxiety around their competence as White educagtaisve to topics with which they
did not have as much personal experience (e.gsmacand they believed that this

anxiety when paired with that of students’ “contitiédd to an emotionally charged
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climate” (p. 1098). Sue et al. (2010) also foumak teducators often lacked training in the

facilitation of racial dialogues, which some pagants characterized as “problematic”
(p. 1101). Based on Sue et al.’s (2010) finditigey present specific teaching strategies
for White faculty—such as acknowledging emotiomsf-disclosing personal challenges
and fears, and creating a brave space for ractdglies.

Thus, based on the literature reviewed here, edigt@&xperiences with the
multicultural curriculum involve various challengé®wever, pedagogy and pedagogical
strategies—such as anticipatory teaching stratelfid3, and other structured
assignments or activities that promote perspedtikerg and learner-centered
experiences—serve as ways to respond to such obalie Nevertheless, the existing
body of research on educators’ experiences withioultural curriculum entail
limitations that relate to the need for and sigmifice of the present dissertation study.
Limitations of Existing Research on Educators

Although the studies reviewed offer significanhttdutions to the higher
education literature and address useful respondée tchallenges involved in teaching
multicultural curriculum, there are limitations tHarther justify the need for and
significance of the present study. For exampla)ynszholars across all areas of
literature reviewed focused primarily on race/etitgias the primary locus for
challenges in teaching multicultural-related an®IGurriculum, whereas the focus of the
GPP for this study (and many other multiculturalrses) reaches beyond discussion of
only race as what defines intergroup relationssoAHendrix’s (1998) study framed

White educators as those who would need to depiseia defensive strategies to
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maintain credibility on multicultural-related issuamong White and of color students

and framed their role in a more negative than pasiight. Yet, Quaye (2012a; 2012b)
called for more research on White educators arsg¢daimportant points as to the
potential for White educators to promote greattergroup understanding among White
students due to the ways in which White educatansconnect to White students and to
lift the onus on faculty of color to teach diveysitlated courses. Because this study
includes analysis of a White male educator’s (aBthak female’s) experiences, this
study will further add to the discourse around loarole of White educators relative to
multicultural curriculum. Too, across all facefslee literature, there was a lack of
studies on male FOC experiences in teaching diyersiated courses, as most of the
literature was written by and about White and dbcaomen.

Additionally, educators’ experiences in teachingjtraultural-related curriculum
were often framed as challenges or problems tosbeled as opposed to positive
opportunities to engage with future higher educapimofessionals. Therefore, because
this study includes analysis of educators’ posiéxperiences (in addition to some of
their challenges), this study contributes to arrloe&ed aspect of research on educators’
experiences with multicultural curriculum.

Finally, although the literature focused on howltioultural curriculum can
counteract the exclusive campus climate of PWCUstiadents of color (e.g., Quaye,
2012b), the literature did not address educatdrsbtors’ experiences relative to
students of color specifically. Also, aside frorallg and Gayles’ (2010) study, there

was a lesser focus on educators’ experiences withaultural curriculum and/or
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graduate education as compared to undergraduatatemusettings. This study,

however, includes a FOC’s experiences relativhab of students of color and
contributes to an understudied dimension of mulical competency curriculum in
GPPs.
Chapter Two Summary

Chapter 2 detailed ways in which multicultural gmtency in GPPs has been
defined and measured, challenges that educatorgesch multicultural-related
curriculum in higher education settings commonkyefaand ways that educators counter
such challenges—such as countermeasures in théheraynanage their classrooms
and/or through specific pedagogies like IGD andgassents that facilitate perspective
taking and learner-centered experiences. Alth@aghe scholars—(e.g., Bumpus [2005]
and Howard-Hamilton & Hinton [2004])—addressed tise of film or media in teaching
multicultural curriculum, no scholars addresseduse of photo elicitation, specifically,
in their studies. Thus, | have synthesized tleediure reviewed here to argue that more
research needs to be conducted on studants2ducators’ experiences with the
multicultural curriculum that has a social justfoeus in order to gain a better
understanding of how students’ understandingsigfl@ge, oppression, and social justice
change (if at all) over time. A missing componehany research on multicultural
competency is educators’ experiences with the pulttiral curriculum, and—as
evidenced in some of the rich findings in the resle@n IGD—I argue that consideration
of such experiences will add an important dimensibanderstanding about students’

experiences with the multicultural curriculum angb&nd what is known about
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educators’ experiences with multicultural curriculbeyond racial/ethnic issues.

Another missing component is rich description dliba context in which
master’s students (or higher education professsmaiperienced multicultural issues in
higher education. By focusing on a single, ma@nponent of multicultural competency
curriculum within a single course, within a singistitution, there is much opportunity to
address the context in which students experieredulticultural curriculum in a GPP.
To account for the context in which students exgered the curriculum and to support
my argument (and other scholars’ arguments) thdticauliural competency is a process
rather than a product, | have devised a concefarmlework.

Conceptual Framework

The proposed conceptual framework for this stsdyoimprised of literacy theory
and modified components of Hurtado et al.’s (19989) framework for understanding
campus racial climate. These components provitle@etical and empirical basis for
my attention to elements of tkkentextin which their experiences with the photo
elicitation assignment exists and supports the epihaf multicultural competency as an
ongoing, lifelong process as compared to a disen@teunt of awareness, skill, or
knowledge that one obtains through a GPP, for el@amp

With a background in English Studies and literdmory, literacy was the
primary lens through which | considered researcimaitticultural curriculum in GPPs.

A quote that continally came to mind was one byovmand Graff (1987) who asserted,
“Then as now, reformers and idealists, shakers ane s of societies and historical

periods, have viewed literacy as a means to othas-e-whether a more moral society or
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a more stable political order” (p. 592). In redaship to this proposed dissertation study,

literacy about multicultural issues appeared t@a Ineeans toward the ends of master’s
students’ preparation for professional practickigher education settingg.he concept
of “literacies” is derived from literacy studieshigh is an area of research typically
housed in humanities and social sciences deparsni€nshman, Kintgen, Kroll, & Rose,
2001). While literacy is frequently defined via @amonomous, decontextualized model
that reduces literacy to the ability to read andenStreet, 1993), other uptakes of
literacy acknowledge an ideological, “pluralityl@géracies” (Szwed, 1981, p. 423).
Rather than literacy as a discrete skill to be @sssd such as an ability to read or write,
literacy can also be viewed as: (a) a highly sédatocal social practice shaped by
“ideological complexities of time and place” (Brar&Clinton, 2002, p. 338); and (b)
“inextricably linked to cultural and power struadsrin society” (Street, 1993, p. 434).
Therefore, analysis of the highly situated socraktfice of teaching and learning in a
multicultural competency-related classroom in algede preparation program higher
education adds to an understanding of studentsedndators’ meaning-making
processes with regard to multicultural and socislige issues.

Although future data analysis will determine hdwdents’ experiences are
ultimately rendered through this dissertation sfudmgtatively, a focus on literacy is one
way to resituate the discourse about multicultacehpetency-related education as a
context-based, meaning-making process that encesi@ggoing, life-long learning
rather than a discrete progression of skill actjoisiwherein one acquires “enough”

knowledge to be deemed competent. For examptefuon to a quote by Pope and
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Reynolds (1997), “The development of multicultuaalareness, knowledge, and skills is

‘a continuing and unending process that requirasiag and relearning’ (Pedersen,
1988, 107)” (as cited in Pope & Reynolds, 199242). Howard-Hamilton and Hinton
(2004) also argued for multicultural competencydigelong, ongoing process, as did St.
Clair (2007) in her unpublished dissertation stullt, such conceptions are arguably in

tension with other literature that seeks to find/sveo “increase” “levels” of multicultural
competency and measure participants’ awarenedls, skid/or knowledge in discrete
amounts. Also, a focus on multicultural literaoutd account for expanded conceptions
of multicultural competence—such as those thatghela social justice focus.

Although a guiding assumption of literacy theoryhat thecontextin which such literate
practices are situated impact students’ experiewdsa given curriculum, literacy
theory does not necessarily provide a systematjctawvanalyze context.

Therefore, | one way to systematically analyzedietext in which students’
experienced the multicultural curriculum could beough modified aspects of Hurtado et
al’s (1998, 1999) framework for understanding cas@acial climate. According to
Hurtado et al.’s (1998, 1999) original framework tmderstanding campus racial
climate, external and internal forces interactrmdpice a campus racial climate.
Research using this framework helped higher edutaitholars and practitioners better
understand how institutions could be more inclusind responsive to diversity issues in
undergraduate education (Hurtado, 1998). Whik digsertation study does not focus on

undergraduate education, the implications fronrtieist research on diverse learning

environments in undergraduate settings could peogitdasis for similar connections in
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GPP education. Based on Hurtado et al.’s (19@8yéwork for understanding racial

campus climate, the behavioral dimension appedns tbe closest to this study, given
the focus on students’ experiences in the classamireducators’ role in shaping
students’ experiences through the curriculum. @toee, while this study does not seek
to measure students’ interactions with those oéiotaces/ethnicities like in the research
for Hurtado et al.’s (1998, 1999) framework, foaexle, implications from Hurtado et
al.’s (1998, 1999) research helps to establisiptiiential impact that educators have in
shaping students’ experiences.

To address proposed modifications to the framewax&ording to Hurtado et al.
(1998), “Central to the conceptualization of a casplimate for diversity is the concept
that students are educated in distinct racial ctsit€p. 282). To modify this statement, |
would argue that students are also educated imietyaf contexts, in that other aspects
of one’s social identity other than just race caugacts the learning environment. For
instance, in the master’s students’ experiencesatiidbe the focus for this study work
with curriculum that addresses a wide scope ofatadentity factors; therefore, social
identity factors other than race have the potetdiahediate students’ experiences with
the curriculum. Next, | will detail the major comments of Hurtado et al.’s (1998, 1999)
framework for understanding campus climate.

The major components of Hurtado et al.’s (199&jnework entail external and
internal components. External forces include dustorical forces and governmental
policy, programs, and initiatives. Comparativehternal forces are the result of

educational practices and programs of a giventuigin and include compositional
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diversity, historical legacy of inclusion or exdlms, psychological climate, and

behavioral climate (Hurtado et al., 1998, 1999).alcommissioned piece for the
Association of American Colleges and Universiti@8C&U) on diverse learning
environments in undergraduate education, Milem,nghand Antonio (2005) modified
this framework to also include an organizationeliural component; however, the
components on which | will focus include ones ia triginal version of Hurtado et al.’s
(1998, 1999) framework. Specifically, | will focos the internal forces of the
behavioral and psychological dimensions, as thoserkion bear the closest relevance
to the context for this proposed study due to then#ion to a relationship between
students’ and educators’ and students’ and perp&reences, respectively. In Chapter 1
of this dissertation study, key components of tktermal climate were detailed, and
components included in the introduction—(i.e., eatrU.S. Supreme Court Cases that
impact students’ learning environment).
Behavioral Dimension

The behavioral dimension for campus climate “cdssi$ (a) actual reports of
general social interaction, (b) interaction betwaad among individuals from different
racial/ethnic backgrounds, and (c) the nature w@frgroup relations on campus” (p. 293).
In stated empirically-based implications for thisidnsion based Hurtado et al. (1998)
explained that educators can impact the classromimomment, such as through the
curriculum. Although Hurtado et al. (1998) addezbthe impact of educators mostly in
terms of the facilitation of cross-race interacteonong students, for example, Hurtado et

al.’s (1998) asserted implications for the behalidimension still relate to the overall
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impact that educators can have on how a coursesigried and how students experiences

a given curriculum thereof. Therefore, arguabtiy@tors who design multicultural
competency curriculum in GPPs could have a poteintigact on master’s students’
experiences with the multicultural curriculum in &2
Psychological Dimension

The psychological dimension for campus climatelnes “individuals' views of
group relations, institutional responses to diwgrgerceptions of discrimination or racial
conflict, and attitudes toward those from otheratiethnic backgrounds than one's own”
(p. 288). Although I do not aim to measure stugideivels of discrimination or racial
bias toward educators or other students, for exantipé empirical research for this
dimension bear relevance to this proposed studytado et al. (1998) asserted,
“Research on the impact of peer groups and otlierergce groups is helpful in
understanding another important aspect of the mdggical dimension of climate on
campus” (p. 291). According to Huratdo et al. @09

Peer groups influence students' attitudes andviomhiirough the norms that they
communicate to their members. While faculty playraportant role in the educational
development of students, most researchers belatestudent peer groups are principally
responsible for socialization . . . This findingeganot minimize the role of faculty;
rather, it suggests that their normative influewdebe amplified or attenuated by the
interactions students have with their peers. Wiler groups clearly have the greatest
impact in the undergraduate socialization procesgnt research on the impact of

college on students' racial attitudes, culturalrawass/acceptance, and social/political
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attitudes suggests that faculty may have a largere important role than traditionally

believed. . . (p. 291).

Therefore, in relationship to the previous disaus®f educators’ experiences
with student resistance to multicultural curriculuime potential influence of peers on
students’ experiences is another component ofdhtegt for students’ learning that is
worthy of further exploration. In addition, it wageresting to see to what extent
educators—such as through the pedagogical tobleophoto elicitation assignment,
feedback on the assignment, and/or other interatioth students—as compared to
peers impact students’ experiences with the muiticai curriculum. (However, to
clarify, this is merely one potential sub-pointiduiry rather than the focus for this
overall dissertation study, as | did not aim to pane differential impacts of educators
and peers on students’ experiences with the miilii@l curriculum).

Therefore, this conceptual framework responds ps giathe higher education literature
reviewed for this study—specifically, those thaedwok the impact of context on
students’ experiences with the multicultural curhion, such as the impact of educators.
In addition, this framework provides a way to calesistudents’ experiences with the
curriculum as multiply influenced—(e.g., throughdgnts’ perceptions of the photo
elicitation assignment based on their social idgntihough consideration of the wider
sociohistorical milieu in which such experiencdgetplace; peers’ experiences). Finally,
literacy theory as an overarching component of ¢bisceptual framework supports
students’ development of multicultural competensya ongoing, situated process as

opposed to an accumulation of discrete amountsvafeness, and/or knowledge, and/or
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skills. Thus, | aim to examine master’s studeaigieriences with the multicultural

curriculum in a required multicultural competenoucse within a GPP to contribute to
gaps in the higher education literature on multioall issues. The next chapter of this

dissertation details the methodology by which I eXplore these experiences.



CHAPTER THREE
METHODOLOGY
Overview

The primary purpose of this chapter is to descaib@ support the research design
for this dissertation study on master’s studemntpegiences with social justice curriculum
in a required multicultural competency course withiGPP. After a brief restatement of
the context for this study and the research questithhe following will be addressed: (a)
the research design and of the phenomenon stuthetiie “goodness” of qualitative
research; (c) study epistemology; (d) method; t@Jysprocedure; (f) data analysis; and
(e) an extended researcher reflexivity section eineilessons learned” (perhaps similar
to limitations) are also addressed. Referencappendices for Institutional Review
Board (IRB) approval and participant recruitmerg also included in this chapter.

As shown in the literature review (see Chapten®)lticultural issues have
remained on the “agenda” (Pope et al., 2009, p) 680.S. colleges and universities
since at least the 1950s (Pope et al., 2009). ddigbucation professionals’ role in
maintaining and advancing such an agenda is comthéatmany U.S. colleges’ and
universities’ “growing and complex multicultural migmics” (Pope & Reynolds, 1997, p.
266) and to a longer history of an ethical obligatio address the needs of students
outside of the classroom (Ebbers & Henry, 1990;eP&Reynolds, 1997; Pope et al.,

2009). Moreover, 74 percent of most GPPs requadwexsity-related course in the

81
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required curriculum (Flowers, 2003), and “greatsrsstivity to multicultural and social

justice concerns by the institution and its perefhfCAS General Standards, 2011)
remain an explicit component of the higher educagpimfession’s general standards.
Despite this long history, there is limited reséarcthe higher education literature that
specifically focuses on the context of GPPs (Pogee&nolds, 2009). Thus, future
research on multicultural issues in higher educati@nands a variety of approaches due
gaps in the literature (Pope et al., 2009) with iomgortant gap being master’s students’
experiences with multicultural curriculum in GPPs.

For example, as detailed in Chapter 2, Gayleskalig (2007) recommend more
research on “what is currently being done to prepaulticulturally competent
professionals” (p. 206). Also, Pope et al. (208@phasized “participant centered and
practitioner oriented” (p. 654) research on multi@l issues as likely having “the most
impact on student affairs practice” (p. 654). Tstisdy responds to Pope et al. (2009), in
that in that the study is participant centered padttitioner oriented. To address the
former qualification, this study focuses on studeahd educators’ first-hand experiences
with social justice curriculum and aims to capttireir voices. To address the latter
gualification, a primary purpose of the social iicsstcurriculum featured in this study is
to support students’ current and future practickiglser education professionals. To
capture students’ experiences with the socialgasturriculum, | analyzed students’
experiences with a major curricular component efd¢burse called the photo elicitation
project. This project centers on core concepti®social justice curriculum for ELPS

432 of privilege, oppression, and social justige. well, the project has two parts—one
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administered at the beginning of the semester apchbthe end—thereby capturing

students’ experiences with the curriculum over tnatder than only one time point.
Given the research problem, two overarching rebeguestions were devised.
Research Questions

(1) How, if at all, did students’ understandingpavilege, oppression, and socjastice
change over time as evidenced by parts one andftit® photo elicitation assignment?
a. What themes, if any, were present among studsiected photographs and
justifications for the photographs in parts one twal of the project?
b. What, if any, changes over time in students’arstandings of privilege, oppression,
and social justice were due to experiences studhentsn the required course, as
evidenced by the photo elicitation project? (ergglass intergroup dialogue, (Dr.
Bridget Turner Kelly’s section only), class disdoss a guest presenter, an in-class
activity related to the photo elicitation projetading reflections, or any other required
course assignments?
c. What, if any, changes over time in students’anathndings of privilege, oppression,
and social justice, as evidenced by the phototation project, were due to experiences
students had outside of the required course? (mgversations with classmates in the
ELPS 432 course and/or others not enrolled irElieS 432 course, the sociocultural
milieu in which the students experienced the $gasdice curriculum).

In addition, because educators impact mastertdestis’ experiences with the
social justice curriculum:

(2) How, if at all, did educators’ approach to theiabjistice curriculum impact
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students’ understanding of privilege, oppressiowl, gocial justice over time?

a. How, if at all, did educators view the photaidition project as a promising practice
for teaching privilege, oppression, and socialiest
b. How, if at all, did the photo elicitation projeelate to educators’ pedagogy?
Research Design

The study takes up a basic qualitative approadri(im, 2009). While similarly
designed studies might be called “interpretive gat@e” studies, naming the study as
“basic” refers to Merriam’s (2009) argument thabie such as “interpretive” are
redundant, as all qualitative research is intenpgetAccording to Merriam (2009), basic
gualitative studies are likely “the most commomiasf qualitative research found in
education” (p. 23); and, “Here [in a basic quahtatstudy] the researcher is interested in
understanding the meaning a phenomenon has fog theslved” (Merriam, 2009, p.
22). Because | sought to understand the meanatghh social justice curriculum held
for master’s students, a basic qualitative desigs further appropriate. The units of
analysis for this study were primarily documentd prople.
Rationale for a Qualitative Approach

A qualitative approach was a best fit for this gtim several reasons. First,
foundational assumptions of qualitative researgmakith the purpose of this study. For
example, assumptions of qualitative research irgltahderstanding how people
interpret their experiences, how they construdt tlverlds, and what meaning they
attribute to their experiences” (Merriam, 20095).and, “attempting to make sense of,

or interpret phenomena in terms of the meaningplpdwing to them” (Denzin &
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Lincoln, 2005, p. 13). The phenomenon that | fecusn for this study was, again,

master’s students’ experiences with multicultu@hpetency curriculum within a GPP.

In addition, qualitative methods were fitting felsearch on multicultural issues
for the following reasons: (a) research subjectewensidered participants who shared
power in the meaning making processes for thisystiloj participants had the potential
to be empowered through this study; and, (c) dieiegactions with participants
prompted me, the researcher, to engage in furésearcher reflexivity, the latter of
which is discussed later in this chapter (Ponter@002; Pope et al., 2004). According
to Ponterotto (2002), shared power between reseds)land participant(s) minimizes
the risk of marginalizing participants. Also, md study, participants were asked to
reflect on their experiences with the social justarriculum intheir voices and language
as opposed to being asked to categorize their expes within pre-established
constructs. The opportunity to share their expers led some participants to feel more
empowered, which is discussed in more detail inp@#rad. Collectively, these arguments
for qualitative methods provide a basis for usirgualitative approach for this study, and
the quality of this approach was informed by thedjeess of qualitative research as
opposed to commonly used positivist-based equitsleim other words, one way to
dampen the ways in which quantitative researclsésl@as a point of relativity for
gualitative research is to focus on the goodnessicii approaches (Tobin & Begley,
2004).

Goodness of qualitative researchThe reason for “goodness” to index the

quality of this study (rather than internal andeeral validity, for example) is “[b]ecause
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gualitative work is grounded on foundations fafetént from those of quantitative work,

it is only reasonable that criteria for evaluatiegearch grounded in different
epistemologies be different” (Jones, Torres, & Anmj 2006, p. 119). In other words,
goodness provides basis for the “breaking out fleenshadow of quantitative criteria
and allows theualis of qualitative work to be pursued on its own ter@gminio &
Hultgren, 2002, p. 446). Aside from Jones et 42306) support of such an approach to
gualitative research and alternative to commongdugferences trustworthiness or
credibility, other scholars acknowledge goodness @putable way to assess qualitative
studies, such as Arminio and Hultgren (2002), Lin@and Guba (2000), Marshall

(1990), and Smith (1993). Therefore, the consesteri a qualitative study “is not
determined upon whether or not the researcher adeduhe correct procedures as in
guantitative research” (p. 119); and, the quadityot defined by rigor in terms of
“stiffness, exactness, and severity” (p. 119). réfwe, | agree with Jones et al. (2006) in
that “in order to move research in higher educatisay from using quantitative criteria
to judge the worthiness of qualitative work, werpote describing it on its own terms
and as such embrace the concept of goodness”@p. Iristead of rigor as part of the
litmus test for a quality study, a goodness framdvitovolves “a study’s participants,
readers, and discipline are all involved in thegimeént process through dialogue
centering on criteria. Consensus is reached gbdgiments of research through reading,
dialogue, discourse, and subsequent research”q &ra., 2006, p. 119). Overall, the

goodness of this study was ensured according terieriset forth by Jones et al. (2006),
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and such criteria might seem too elastic but basture “the dynamic nature of criteria

and the relative nature of qualitative inquiry” (|83):

(1) Epistemology and theory: Studies that meetgess requirements are framed by
clearly stated epistemological views and theorepeaspectives/frameworks.

(2) Methodology: A “clear question” (p. 123) thatates to the methodology of choice
and elucidates decision made around data colleatidrhow data were interpreted.

(3) Method: The method and methodology, participaaruitment and selection, and
data collection are connected. Rather than “tbhenme of objectivity, reliability, and
validity” (p. 124) in positivist research, what reas to the goodness of qualitative
research is “the congruency of the theoreticalgeotve, methodology, and method (p.
124).

(4) Reflexivity: Research that meets goodnessriaiincludes attention to research
reflexivity, in that the researcher answers whyshefis engaged in the research and what
experiences led him/her to such research; whaébiasght be at play for the researcher;
and reflects upon the relationship is betweeneisearcher and participants.

(5) Analysis: Research aims to “uncover findingat fiead to new and increased
understanding” (p. 128); “interpret what was illumaied” (p. 128) rather than merely
report what was observed; and researchers mustr“edtification that they did not
reshape the data to merely meet their assumpt{png'30).

(6) Implications: Studies that meet the critefigoodness are those that “convince the

reader that the study and its findings are impaitabringing about informed action” (p.
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132)—or, provide practical implications; and subgsitte how the research relates to a

wider context.

How these criteria were met is discussed in ratatigp to each of the above
categories throughout the remainder of this chapter
Epistemology

To meet the criteria of goodness, | will offer aanlly stated epistemological
orientation and relate it to my conceptual framewdfirst, my epistemological
orientation toward this proposed study is consivistt(Merriam, 2009). As such, |
considered students’ experiences with the socsige curriculum as “socially
constructed” (Merriam, 2009, p. 8). The socialstainction of meaning is also in line
with the conceptual framework for this study (séwfter 2), in that students’
experiences with the social justice curriculum wierpacted by the context in which the
experiences occur—(e.g., teacher pedagogy, pesishsstorical milieu, students’ social
identities, life experiences, and beliefs abouttiowitural issues). In addition to the
assumption that students’ realities are socialhystwicted, a constructivist epistemology
necessitates the view that students’ experieneemaltiple. In relationship to this study,
throughout the data collection and analysis prqodedig not assume that any one student
would have precisely the same experience with dleekjustice curriculum as another.
For example, at the outset of this study, | conjext that differences among participants’
social identities might surface some discrepantoeg students experienced the social
justice curriculum. Also, if further support iseded for this epistemological orientation

relative to the phenomenon of interest, Quaye amah@ (2012) assumed a constructivist
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orientation toward their qualitative, interviewggn study on how educators fostered

inclusive classrooms for their students in divegrsitlated courses for similar reasons that
| cited.

Another component of my epistemological orientai®critical (Merriam, 2009).
As stated earlier, (see Chapters 1 and 2) mudheoéxtant literature on multicultural
competency is based on a relatively homogeneoupledin terms of race/ethnicity and
gender and oversight of other social identity fe&toand much of the multicultural
competency literature focuses primarily on Whitenvem’s experiences. In response,
this study gives voice White, of color, women, anein students and troubles the notion
of multicultural competency curriculum as merelg ticquisition of awareness, skills,
and knowledge—hence, an attention togbeial justiceorientation of the ELPS 432
social justice curriculum. As well, the conceptframework accounts for the extent to
which, if at all, students’ social identities meeid their experiences with the social
justice curriculum.

The third component of my epistemological oriemtatio this study is that of
“crystallization” (Ellingson, 2006; Richardson, Z00robin & Begley, 2004), and
crystallization is compatible with a constructivégiproach (Ellingson, 2006). According
to Ellingson (2003):

Crystallization combines multiple forms of analyarsd multiple genres of

representation into a coherent text or serieglated texts, building a rich and

openly partial account of a phenomenon that probtees its own construction,
highlights researchers’ vulnerabilities and posidlity, makes claims about

socially constructed meanings, and reveals thaenaenacy of knowledge
claims even as it makes them. (p. 4)



90
Some scholars view crystallization as an alteveati—though not necessarily in

opposition to—triangulation, which is arguably fowsitivist of an approach for
gualitative research (Ellingson, 2006; Guba & Limgd 989). Therefore, as will be
discussed later in this chapter, the purpose ofiphellsources of data collection was not
to triangulate data in order to “get closer totifueh by bringing together multiple forms
of data” (Ellingson, 2006, p. 22) but to acknowledbat “all accounts are inherently
partial, situated, and contingent” (p. 22). Heramxording to Ellingson (2006), “Rather
than apologizing for this partiality as a limitaticscholars using crystallization can
celebrate multiple points of view of a phenomenomss the methodological
continuum?” (p. 22). As well, a crystallization appch allows for the use of multiple
genres of the interpreted data; therefore, inwith this idea, | later present two
representations of data (see Chapters 4 and 5)-b&ng a more traditional write-up and
one being a semi-fictional or imperfect narrati@@per, 2006) of master’s students’
experiences with the social justice curriculumhéTatter approach allows participants’
voices to be foregrounded more so than ChapteFihally, a crystallization approach
honored the literacy theory component of the conadgramework, in that students’
experiences with the social justice curriculum doubt ever be “completely” captured;
rather, a cross section of the process by which eélkperienced the curriculum was
surfaced, as evidenced by the photo elicitatiofept@nd its subsequent analysis in
Chapters 4 and 5.

Research Method

The underlying purpose of this qualitative studioisinderstand a specific
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phenomenon: master’s students’ experiences wilsdicial justice curriculum in a

required multicultural competency course withinRFG This purpose not only aligns
with the aforementioned research epistemology lsatta an aim of a basic qualitative
approach, in that a “basic qualitative study wdugdnterested in (1) how people
interpret their experiences (2) how they consttieir worlds, and (3) what meaning they
attribute to their experiences” (Merriam, 20092p). Likewise, this study’s focus on
students’ experiences pairs well with a focus ow Btudents construct meaning around
core concepts of the required multicultural compeyecourse—those concepts being
privilege, oppression, and social justice—and wittat meaning students imbued their
experiences with the curriculum—in this study, fpin@to elicitation project, specifically.

To maximize “information rich” (Patton, 2002, B8)data so as to understand the
phenomenon of interest for this study, the souficea which data were recruited and
collected were purposeful. This purposeful datiecbon meets the criteria of goodness,
in that a better understanding of how participaotsstructed their worlds in terms of the
social justice curriculum was bolstered by recngjtand selecting information rich
sources. To elaborate on these sources of dath first overview the project approval
process and recruitment of participants. Secowdl) bverview the data collection
process. Third, | will discuss data generatiorsased for this study.

Project approval and data collection. Data for this dissertation study was
collected in Spring 2012 for a Lakeside InstituibReview Board (IRB)-approved
exploratory study that was, at the time of appronat intended to relate to the present

dissertation study. The primary purpose of suskaech was to better understand
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master’s students’ and educators’ experiencestivélsocial justice curriculum in a GPP.

No publications, formal data analysis, and/or fdrmate-up resulted from that data prior
to the successful dissertation proposal defenggii 2013. Following the proposal
defense, Lakeside IRB approval was gained via aandment to the original application
in May 2013.

Study participants. In order to maximize concentration of the phenonneioo
this study, purposeful sampling was a best fitt@at2002). According to Merriam
(2009), “Purposeful sampling is based on the astomghat the investigator wants to
discover, understand, and gain insight and theeafarst select a sample from which the
most can be learned” (p. 77). Two primary aspettbe purposeful sampling were
directly linked to the aforementioned goal of maizimg information rich data for this
study: (a) sampling participants from an institatigith a social justice-driven mission;
and, (b) sampling participants from two sectionthefsame required multicultural
competency course held in Fall 2011 that both tisegbhoto elicitation project as part of
the regularly scheduled assignments. In other sydhe project was not newly
implemented for the sole purpose of this study.

In addition, sampling more than one section ofréwpiired ELPS 432 course and
more than one educator who taught the photo dimitgroject workedomewhatoward
maximizing variation (Patton, 2002) of the sampl@ider to better understand the
phenomenon. According to Patton (2002), “Any comrpatterns that emerge from
great variation are of particular interest and gatucapturing the core experiences and

central, shared dimensions of a setting or phenonigPatton, 2002, p. 234).
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Moreover, sampling two sections of the requiredrseunelped to reach redundancy or

saturation of data (Lincoln & Guba, 1985) morelsantif only one section were used.
To this point, Lincoln and Guba (1985) assertefitH® purpose is to maximize
information, the sampling is terminated when no m&armation is forthcoming from
new sampled units; thus redundancy is the primatgron” (p. 202). Although not
more than two sections of ELPS 432 were used tw geaticipants for this study, the
fact that student participants in both sectionvigled both parts one and two of their
projects, participated in a one-on-one interviend fllow-up questions, and the fact
that educators’ perspectives were also includedigeeanore basis for the substantiation
of redundancy. Nevertheless, given this studyystatlization approach, the data were
necessarily partial; therefore, consideration ofermmaodes of data collection would not
have necessarily led to a more redundant or satlitatderstanding of students’
experiences with the curriculum. Also, althougivauld be potentially helpful to also
have several educators as participants for thystunly three total educators were
eligible for recruitment, as only three taught tbquired course (ELPS 432) as of this
writing.

Participant recruitment. Only those educators who used the photo eliottati
assignment in the required multicultural competermyrse were eligible for this study
(n=3). Two of the three educators were recruite8pring 2012 (prior to the dissertation
proposal process), and the third educator wasitedrafter the proposal defense in April
2013 due to the dual relationship between the authtiis dissertation and this

dissertation’s chair. The dual relationship waglaxed in great detail in the Lakeside
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IRB application amendment and was accepted witfenisions and will be elaborated

upon in the “Research Reflexivity” section latettlims chapter. Educators were sent an
initial recruitment email to gauge their interasparticipating in this study (see
Appendix D). When educators expressed intere€ti%dlparticipation), they were sent a
follow-up email with a consent form. After the fomwas signed, an interview was
scheduled with each participant.

Student participants were recruited from two sedtiof LUC's ELPS 432 that
were offered as semester-long, required coursEallr2011 for those in the M.Ed. in
Higher Education program. Those not enrolled enNvhEd. in Higher Education
program were also eligible to take ELPS 432; howdvased on those who voluntarily
re-consented, all participants in this study weneked as part- or full-time M.Ed. in
Higher Education students rather than another éggagram. Students were also sent
an initial email to gauge their interest in thedstysee Appendix D). The initial email to
Dr. Art Munin’s students—the section in which | wast previously a teaching
assistant—was written by me and sent to Dr. Murit’®S 432, Fall 2011 students, as |
did not have access to potential participants’ éaddresses. Students individually
emailed me if they were interested in participatifgom there, | sent students a consent
form as an electronic attachment to review at tleesure and return to me electronically
or in person, pending their interest in participati

For the section in which | was a teaching asstistddr. Kelly’s section—because
| had access to their email addresses, | bee'stadlents the same email message as the

one received by Dr. Munin’s section. Blind-copystgdents for the email was a
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measure to ensure confidentiality of all poterpatticipants. As with the educators,

after students in Dr. Munin’s or Dr. Kelly's seat®confirmed their interest in the study,
consecutive email messages were exchanged to dehetiuviews and/or to obtain
students’ photo elicitation projects as electraitachments through Loyola University
Chicago’s secure, password protected email system.

In the original exploratory study, 20 studentsirthe Fall 2011 sections
combined consented to the study. Eight students persons of color, 12 were White,
14 were women, five were men, 15 were from Dr. Kelsection, and five were from
Dr. Munin’s section. In the original study, stutiparticipants were given the option to
submit all or only components of part one and/ay tirtheir photo elicitation projects;
and/or only consent to an interview. Thus, to mmaze information rich data for the
purposes of this dissertation study (Patton, 2002)decision was made to offer re-
consent only to those participants who originabpsented to submittingll components
of both parts one and two of their projeetsdto an interview that they previously
completed.

The final sample yielded eight women and four mparicipants—three of which
were women of color, five of which were White womand four of which were White
men. Educator participants included one Black wofiix. Kelly) and two White men
(Dr. Art Munin, Dr. John Dugan); however, for therposes of this study, data from Dr.
Dugan was used only for background informationtenghoto elicitation project, as he
did not teach a section of ELPS 432 in Fall 20Idwyéver, because he wrote the project

assignment and previously used it in ELPS 432 padtall 2011, his input was very
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relevant to this study.

Although the final sample did not yield as manydeints of color as in the initial
sample (three in the present sample as compasmEdtioin the original), the experiences
of students of color are still in conversation witlese of White students due to the
affordances of a qualitative approach—such asltiiyato provide thick, rich
description about each participants’ experiencél thie curriculum and to foreground
their experiences in their voices. Also, althotigk study includes mostly White
females, and although that reflects the overallagaphics of the field (Pope &
Mueller, 2005), men’s experiences are also a fattisis study, and their experiences are
highlighted through the affordances of a qualimstudy as well. Additionally, unlike
other studies within the multicultural competenelated literature on master’s students
in GPPs, this study expands conceptions of saaltity beyond just gender or race, as
demographic data was collected to account for thgsvin which participants viewed
their social identity beyond just gender or radei@tity and to what extent particular
aspects of their social identity were more proneah their view, compared to others
(see Tables 1 and 2 for participant demographarimétion).

Data collection. Sources from which data were collected and gerafatehis
study were used to understand the phenomenon.g dsiltiple methods of data
collection allowed for an understanding of the gitaenon from different dimensions
and was congruent with the crystallization aspéthis study’s methodology—(which

was important for the study’s goodness). The prynsaurces of data collection and
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generation were documents and one-on-one, sencisted interviews with students

(n=12) and educators (n=3) after the completiothefFall 2011 semester.

Documents. Documents collected were: (a) the required souagtige course
syllabi (two; slight differences between the tw) the photo elicitation project
assignment sheet (the same document for both seaid=ELPS 432); and (c) master’s
students’ photo elicitation projects (parts one ama). The photo elicitation project
served as the primary document of interest duénitsrmation rich” (Patton, 2002, p.
23) quality. In other words, the assignment cagatistudents’ baseline understanding of
core concepts in the GPP curriculum (part one)capdured changes in students’
meaning making about privilege, oppression, andhbpustice over time (part two).
Also, through the project, students were able emdupon experiences, readings, or other
interactions that occurred with and outside ofdlassroom—the latter of which
addresses disconfirming evidence and relates &arels question 1c.: “What, if any,
changes were due to experiences students had eofside required course?” Also, the
photo elicitation project was used in the intensdor this study as a tool to help students
recall their meaning making process around coreeats in the course.

Analysis of the contextual documents involved opeding the syllabi and
project description for themes; then coding theutloents a second time to discern any
common themes across the documents. Studentgcpsonvolved content analysis the
198 photographs separate from the text that destelch photograph. Part one
photographs were analyzed first. After analysithefphotographs in isolation, part one

then part two photographs were analyzed in conjanatith the accompanying textual
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descriptions.

Interviews. One-on-one, semi-structured interviews were thegry form of
original data generation for this study. In Spr@i 2, interviews were conducted with
the 12 master’s student participants for this stwtlp all successfully completed the
required multicultural competency course in Fall20completed both parts of the photo
elicitation assignment, and consented to the pgdoeatory, Lakeside IRB-approved
study that focused on students’ experiences wiltoss section of the social justice
curriculum—the photo elicitation project. Also@pring 2012, Dr. Munin and Dr.
Dugan were interviewed. Dr. Munin taught one secof the required ELPS 432 in Fall
2011 and Dr. Dugan taught one section of the thectiee ELPS 432 in Spring 2010. In
Summer 2013, a semi-structured interview protosdha other educators was conducted
elicitation assignment in the that followed the sanith the third educator, Dr. Kelly.

Protocol instrument. Interviews followed protocols that were approvegdtie Dr.
Dugan who designed the photo elicitation projeet(Bppendix C). Overtly leading
guestions were avoided, per the common argumentttieawording of a question can
inadvertently shape the content of an answer...” [&&aBrinkman, 2009, p. 172).
Introductory questions were included to build rappath future participant, as building
rapport is important to help put students at easke presence of an interviewer whom
they have not met before (Merriam, 2009). Basedamnmittee feedback during the
proposal stage of this study, there were no sicanifi edits recommended for the
interview protocols; thus, any follow-up questidas participants were based on the

guestions they were asked at the time of the aigmerview.
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Study Procedure

Data collection and the informed consent proceggb after the full completion
of LUC's Fall 2011 semester, after students’ grade® submitted, and after | was no
longer in a dual role as a teaching assistantriersection the Fall 2011 ELPS 432
offerings. While IRB approval could have been gdigiven my dual role, | reasoned
that waiting until students’ grades were submitteght allow them to respond more
freely.

Securing Participants

Participant involvement in this study was completaluntary, and any
participant had the right to withdraw from the stad any time. All potential
participants in this study were sent an initial éreat provided an overview of the study
and gauged participants’ interest. When partidiparpressed interest after the initial
email, | sent them (via individual emails) an infaad consent form (see Appendix E).
Potential participants had as much time as theglastand wanted to review the
informed consent form and to decide whether theshedl to participate in the study.
Assignment and Interview Procedure

Parts one and two of the photo elicitation assigrtroensisted of electronic
photographs and short paragraphs accompanyingpdatb. Part two included an
additional, five page analysis about students’ gepees with the social justice
curriculum. The assignment was emailed to me bwgoa University Chicago’s secure,
password protected email system as Microsoft Worlithent attachment. If the student

had not already done so, | removed all identifiabfermation associated with the
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assignment.

The semi-structured interviews with students andcatbrs took on average
between 30 and 45 minutes, and participants wentetise interview questions for their
review prior to each interview. As well, each iniew was audio recorded then saved as
a file on a Loyola University Chicago password podéd computer. Prior to the start of
each interview, participants were encouraged tagasistions throughout the interview
process and asked whether they would be openltafalp questions (via email) after
the completion of their interview. 10 of the 18d#nt interviews took place in-person
and at a location of the participants’ choosingrag of Loyola University Chicago’s two
campuses. Two of the students participated in phaterviews, per their preference and
availability. All three of the educator interviewsok place in person and at the location
of each educator’s choosing—Dr. Dugan’s and Drlykeht Loyola University
Chicago’s Lakeshore Campus and Dr. Munin’s at le@&ul University office.

Demographic survey. During the re-consent process, an open ended
demographic survey (see Appendix F) via email fgggendix G) after participants and
educators completed a re-consent form (see Appéit)dix he purpose of the open-
ended demographic survey—as opposed to one witbgineed constructs—was to
privilege the ways in which participants wantedléscribe themselves rather than how
participants fit relative to prescribed construses by me, the researcher. Moreover,
ELPS 432 addressed issues other than just racefggfrand gender—(for example, there
were class meetings dedicated to heterosexisrgiaes privilege and oppression, and

ableism); therefore, knowing more about the satisgrsity of the course added to a
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better understanding of the situated experiencéiseo$tudents and educators. In

addition to the demographic survey, participant th& opportunity to discuss the role—
if any—that their social identity had on their ekpace with the multicultural
competency curriculum.

Participant confidentiality. Per the information communicated to participants
on the informed consent forms, participant configeity was crucial in order to adhere
to IRB human subjects guidelines. Therefore,talilents were asked to select a
pseudonym (first name only) in lieu of their reahme, and educators were given the
option to select a pseudonym or use their real sagieen the likelihood that their
identity would be easily found through an onlinarsé. All educators elected to use
their real names for this study and any future jgakibn. As well, all student participant
real names were redacted from study documents anelnot included on audio
recordings. All student self-photographs usedarigpone and/or two of their photo
elicitation projects were cropped to remove evigeoictheir faces.

Data Analysis

Data analysis began after all data collection eaamplete (June 2013). With the
goodness of this qualitative study in mind, anaysas driven by the methodology and
conceptual framework for this study, and the datysis process allowed me to answer
the two primary research questions. In this sactiovill detail the data analysis process,
which began with analysis of contextual documentsehksas course syllabi—and ended

with analysis of interviews.
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To respond to the first research question, “Howat ill, did students’

understandings of privilege, oppression, and s@astice change over time as evidenced
by parts one and two of the photo elicitation assignt?” | relied on data from
contextual documents (syllabi used by Dr. Munin BmndKelly; photo elicitation project
assignment sheet written by Dr. Dugan), parts owkt@o of students’ photo elicitation
projects that yielded 198 photographs and 323 pafyéata, and students’ transcribed
one-on-one, semi-structured interviews that yielti®?l pages of data.
Contextual Documents

A second coder (an undergraduate woman of colorseined as a research
assistant through a university-sponsored reseaestiaring program) and | open-coded
the contextual documents for any themes (by harpbper copies or via bubble
comments within a Word document). Themes fronmctir@extual documents included
the following: (a) learner-centered pedagogy; (i) impact of social identity; and (c)
social justice education for multicultural competeiDr. Munin’s section) or higher
education leadership (Dr. Kelly).
Two-Part Projects

After coding the contextual documents, | open-coaleel student’s part one
project that served as an anchor for the codingetutive part one project. This project
was selected, as it maximized the number of phafgtg students could include (they
could include 2-3 per concept) and was completed styident of color. Congruent with
this study’s critical epistemology, | aimed to havstudent of color's experiences be a

point of departure rather than a White female’segiissues addressed in Chapter 2.
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After producing initial codes for the anchor prajéRenee’s project), the second coder

and | coded the 11other students’ part one proyébtthose codes, (and the second coder
coded Renee’s as well). The second coder looketthéocodes | sent her alongside any
new or disconfirming codes she saw, given her wigld and researcher reflexivity
throughout the process. After coding all part doeuments individually, the second
coder met in-person to engage in consensus codiamg$ et al., 2006). Both rounds of
coding involved coding the photographs in isolafimm the textual descriptions, first;
then, coding each photograph alongside its desmniptin the consensus coding
meetings, we discussed each photograph and eagimpanying description, line-by-
line, to address to what extent our codes overldmpelid not overlap. The purpose of
this process was not to come to the same “truthtdbetter understand to what extent
our worldviews and social identities as researchéasd the primary instruments for
data analysis)—informed our interpretation of tia¢ad

To code part two, the same process was employkx part one. Also, because
part two of the photo elicitation project includaad extended five-page essay, | open-
coded that section for themes beginning, agairh Rénee’s essay. After | developed
initial themes for the essay, | sent the themdbdmsecond coder for her to code Renee’s
and the other 11 students’ essays. After we bothpteted coding the essays, we again
met together (as with parts one and two of thegkbtitation project) to discuss themes,
line by line. After the rounds of coding were cdetp for parts one and two, | uploaded

the codes into a qualitative data analysis (QDAgpm—Nvivol0. | coded the
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photographs and accompanying descriptions and €s$ayudents’ part one and two

projects based on the condensed themes that tbedseoder and | developed.
Interviews

When three round of coding of the photo elicitajowojects was complete, |
open-coded an anchor student interview (again, &enhand an anchor educator
interview (Dr. Kelly’s) for themes, and those codese used for consecutive coding of
the other 11 students’ interviews. | then sentiniiteal codes to the second coder for her
to use to code the 12 students’ and two educattesviews. After individual coding
was complete, we met to discuss the coding pranemwiew by interview to address
any differences and similarities relative to ourldeiews and social identities.
Third Coder

Prior to the finalization of themes for the docunsestudents’ projects and
interviews, a third coder who differed from mysafiid the second coder in terms of
sex/gender, sexual orientation, race/ethnicityryeéprofessional experience in higher
education, and familiarity with multicultural and/ocial justice-oriented curriculum
coded all documents and interviews. Thus, the ttader coded served as an additional
lens to understand the data and was given thalisgits of open-codes for the
documents, projects, and interviews. As with theosd coder, the third coder was
directed to look for the codes he was sent bulsto @onsider any new or disconfirming
codes. Again, the purpose of an additional cotlegrahan myself was to engage in an
important aspect of research reflexivity rathentt@all agree upon the same truth across

students’ experiences.
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After the third coder completed his coding procésset with both coders for an

hour-long in-person meeting. The scope of the ewation is discussed in the
“Researcher Reflexivity” section of this chaptes the purpose of having additional
coders was as a check on the “researcher as iretttiistewart, 2010) rather than to
come to one or similar truths relative to the pheaoon for this study.

NVivo. NVivo software was used for two additional roumdgoding beyond
what was coded between myself and other two codHrs. initial codes that were
inputted into the NVivo system were those devideer éhe meeting with the coders.
From there, | engaged in another round of condgria codes for the photographs and
descriptions, essays, and interviews separatdig fihal round of coding involved axial
coding (Jones et al., 2006) wherein | considerets@cross all data and looked to any
common or disconfirming themes. Thus, in line wWitls study’s methodology,
illuminating or profound (Jones et al., 2006) datae noted. (For legibility purposes,
the quantitative research equivalent might besttedilly significant findings). However,
disconfirming (or “outlier’-type) interpretationsese noted as well.

As a note on the educators’ interview, after taorrds of coding of Dr. Kelly’'s
interviews, 15 themes were identified. Those themere then used to code Dr. Munin’s
interview. From there, a final round of codingngsNVivo was employed to better
answer research question two. There were spébéines that provided the richest data
for research question two, and there were threaésenot addressed in Dr. Munin’s
interview as a result of topics that Dr. Kelly bghi up on her own in response to the

same set of interview questions posed to Dr. Muridditionally, because “social
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identity” arose as a major them in Dr. Kelly’s firsterview but not in Dr. Munin’s, a

follow-up question to Dr. Munin resulted in Dr. Miais assessment of how, if at all, his
social identity impacted his experiences with theia justice curriculum in ELPS 432.
Researcher Reflexivity

As stated, | engaged in researcher reflexivitgdlghout the entire research
process (including the research activities thak fgace prior to this study’s formal
approval through the dissertation proposal proabssugh memoing, an audit trail, and
the ways in | engaged with the two additional cedédvly thorough attention to
researcher reflexivity—meaning, | examined to wiayrl engaged in the research and
what experiences led me to this project, | considevhat biases might be at play for me
(and encouraged the other coders to do so), agftetted upon the relationship between
myself and participants. | also add a “lessonsed’ section that could be related to a
“limitation” section in other methodological appobees. These areas relate to the
goodness of the qualitative study, and | detailangwers below.
Why This Project?

| came to this project with a deep investment auterest in how and why
diversity-related curriculum is required in postsedary education. Formative
experiences as an educator of race and researcdesdor undergraduate students during
my time as a M.A./Ph.D. student in Writing Studibsed me into ways that the
curriculum is received by students. Some were dpémerrogating their social identity
whereas others were less ready to do so; someregrensive to large group discussions

about race-related readings whereas others shamegahtheir voice in individual
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reading reflection assignments; some were attutieetavider campus climate for

diversity issues, whereas others were less cormhézteampus culture. For example, |
taught various diversity courses at a predominamhyte university to predominantly
White, traditional-aged students and witnessecdeatspm of students’ interest from one
White male student dropping the course after tts¢ flay due to his view that “race is
just a tired subject” and another White male wgtin his final course reflection that he
never thought about what it might be like to be sone else and other students of color
writing about how they believed they “actually gorsgething out of” the course.
Additionally, a collaborative presentation withacfilty member and graduate students at
a Student Affairs Administrators in Higher EducatiNASPA) conference wherein we
examined diversity campaigns at universities in“Big 10” solidified my interest in
researching diverse learning environments at tlotodal level.

Biases. Throughout this study, through my memoing and atdit process, |
was well aware of any biases | might have towatd dallection and analysis. As
mentioned, | am deeply invested in the enterprigequired diversity—or, in this study,
social justice—related courses. | think that alufe higher education professionals
should engage in identity development and considersof larger societal systems and
structures that hold in place widespread oppresanohprivilege. Although this belief is
not outside of the field’s calls for multiculturaltompetent professionals, for example, |
wondered whether | would be more or less openuestts who were disinterested in the
course material or did not “buy into” what they w@&xperiencing. Through my

memoing, | concluded that, although | am suppomifzeequired social justice courses in
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GPPs, | am also suspicious of the extent to whistients feel completely free to respond

to the material given the power structure embedddide course. A master’s student
might, for example, be hesitant to voice criticishsocial justice orientations to higher
education practice given their knowledge of them@tor’s investment in the topics and
power over the students as a grader and evalu@twrefore, | believed | was open to
any disconfirming evidence that arose throughoetdita analysis process. As detailed
in Chapters 4 and 5, | highlight how one studertaddr was not fully convinced that her
able-bodied, heterosexual, educated privilege dgtveel her oppression as a Black
woman. While | could have dwelled upon her ackremlgkement of her privileged
identities and glossed over her critique, | highlegl a direct quote from the student to
show how expanded understandings of privilege dichecessarily lead to changed
understandings of oppression.

Furthermore, as briefly mentioned earlier in tthapter, the two additional
coders functioned as a way to interrogate my pwslity as a researcher rather than to
ensure confirmation of codes among the three codd&lso, one coder was another
woman of color (a Black woman) and one identified/lite, gay male who engaged
mostly with quantitative research methods providectrast relative to my social identity
and paradigm as a researcher—thus a basis foefugkearcher reflexivity on how |
interpreted the data relative to my social iderdityl position relative to the participants.
Toward this end, after all coding was completed,ttho coders and | met in-person for
an hour-and-one-half meeting to discuss the coplingess.

Overall, there was consensus among the two caahers with regard to our
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interpretation of the data (though this consensass kess important). For instance, we all

agreed that the majority of themes in the photcitation projects—not necessarily the
interviews—were focused on issues of class andauanprivilege or oppression. Also,
certain codes—such as access—were interpretedatifig. Case in point, one of the
coders viewed ‘access’ as an absence of access thém the presence of access. In
addition, and we all agreed that the initial codssd for the photo elicitation projects—
from Renee, a woman of color—did not map on to marthe other projects,
necessarily. In addition, one of the coders folimaself often feeling more invested in
the students’ learning over time per his role agyher education professional and
wondered whether he belabored his coding at tineetaltnis investment in the field. As
well, he remarked that he was more attuned to #ngswn which some of the projects
were heteronormative due to his position as a galg eind how some of the students
ignored racial homogeneity in some of the photolgsaand focused instead of gender.
As well, our discussion involved a new observattbhow Dr. Munin’s syllabus
included more commands to describe the requirenvemeseas Dr. Kelly’s syllabus
included more descriptions that were in the intgative and had a greater focus on how
the course content related to the students’ per$opa. This point was not one | had
considered before. Therefore, in conversations thi¢ other coders and throughout my
researcher reflexivity process, above all, | toekaisly assertions from Stewart’s (2010)
article on the researcher as instrument in constistcresearch:

Researchers must recognize their development\aidt®n as well as examine

earlier findings. This examination can expose timsvassumptions from the

paradigms, theories, and personal perspectivehaag influenced what counted
as relevant data as well as how those data wepedand interpreted The same



data can yield different findings when viewed frardifferent perspective, s:iLr%](i)Iar

to images in a photo negative that can be devdldgterently depending on the

reactive agents the photographer uses. (pp. 3838-30

As well, as | proceed with this researthgree that | should “revisit previous
findings and interpretations continually as theseaach skills mature and develop. This
is particularly the case after the dissertatian][this examination can expose how the
assumptions from the paradigms, theories, and pafrgerspectives may have
influenced what counted as relevant data...” (Stev2@xt0, pp. 303-304). In addition to
consideration of my biases, | examined the reseafghrticipant relationship.
Researcher/Participant Relationship

In terms of the researcher/participant relationshipondered to what extent
participants were implicated in response bias. éxample, did student participants
respond in specific ways because of the power dimbeaitween me as a former teaching
assistant and Ph.D. student and my relationship it Kelly who was then an active
teaching faculty member and the Higher Educatiagfm Director? Did they think |
and/or Dr. Kelly would think negatively of them stsidents or future higher education
professionals if they responded in a certain wagrny given question? To further reflect
on the power dynamic between me and Dr. Kelly, a@ & candid conversation about
this topic and detailed our measures to ensureamgepas a researcher in my Lakeside
IRB amendment application. Moreover, | wonderedkat extent my visible social
identity shaped participant responses—more so stadiean educators. For example, |

am visibly a person of color—South Korean—and hasibly a woman, at least in my

view. Although | feel comfortable speaking abasuies of privilege, oppression, and
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social justice with White students, for example—hags due to the fact that | was raise

from four months old on by a White family and gregvin a predominantly White
community and do not have many memories of oventby toward me because of my
race—I| wondered to what extent White students whorterviewed felt on their toes or
anxious about how to respond to my questions. r Rsiand throughout each interview,
as | mentioned earlier in this chapter, | engagegreliminary questions to try to build
rapport with students which was particularly impottin my view for the students in the
section that | was not a teaching assistant andatithave a previously establish rapport.
However, even for the section where | was in ahaitly role, | tried to build rapport by
flattening any hierarchical power structure witk gtudents to be seen by them more as a
neutral researcher party than a T.A. who was gtorige grading or judging them in
some way.

Thus, although my aim was and is to foregroundvtiiees of participants, |
realize | am still the one who ultimately wrote-iine research and chose what quotes, for
example, to include and discard. To combat thisgraelationship and in line with this
study’s epistemology, | include a second iterabbmterpretation (Chapter 5) that is
comprised of direct quotes form students’ and ettusainterviews to create a semi-
fictional or imperfect narrative (Cooper, 2006)h€elpurpose of this additional mediation
of the data is to show how different methods o&datllection surfaced different facets
of the phenomenon—students’ experiences with thkjistice curriculum.

Also in terms of my positionality, | served asaching assistant for one of the

two sections of the multicultural competency coultsd was offered in Fall 2011 and



112
taught by one of the educators who will be intemad (pending consent) in Spring 2013.

With that role in mind, | waited to interview stude until after their grades were entered
for the Fall 2011 to avoid any dual-role conflictée-g., perhaps the students would have
felt compelled to answer in particular ways becahsé grade was not confirmed).
Additionally, | encouraged students to discussrtegperience with the photo elicitation
assignment in terms of how they truthfully felthat than how they thought | wanted
their answers to align. Yet, given my status psraon of color who interviewed White
students, for example, perhaps the students resddnathfully or genuinely; or, perhaps
they adjusted their responses to not appear pogddind/or to prove they learned what
they were “supposed” to learn from the requiredgassent. This type of meta-
awareness about my role as a researcher relatparticipants and data collected added
to my overall reflection as a researcher.

Selection and response biasAnother aspect of my researcher reflexivity was
considering selection and response bias in ligmyiinique researcher/participant
relationship. In addressing the goodness of thidys it is important to address this
topic. First, it is perhaps worth highlighting thhis study involved students who were
all required to take the same course rather thatests from disparate courses and
institutions and/or students who elected to takectburse. Regardless of the
required/non-required element, students in thidystwluntarily consented and re-
consented to this study; thus, out of those redumdake the course, perhaps only those
who “liked” the course, and/or the project, and&t in some ways invested in issues of

privilege, oppression, and social justice consetdguhrticipate in this study.
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Additionally, in terms of participants who werethre section in which | was a

teaching assistant, perhaps those students whexd"like and/or felt a responsibility to
“help” me with my research were among those mdwylito consent than those who did
not care as much for me as a teaching assistafdgratid not want to be a part of a
research agenda that focused on multicultural angisjustice issues. For example, in
interviews with students in Spring 2012, in my mtew notes | wondered whether
response bias from participants was a factor,at, fherhaps participants responded to
interview questions and/or on the photo elicitafooject in ways deemed socially
appropriate. Given these uncertainties, in myf@lp interview questions to
students—often to clarify statements or ask thefarher unpack a comment—I asked
why they chose to participate. Responses fronséladon in which | was a teaching
assistant aggregated around themes of “I wantedlppyou,” and “l was interested in
your research.” Students’ responses from Dr. Msrsaction included, “I wanted to
help a fellow graduate student,” and “I respectNdunin as an instructor and wanted to
explore these topics further,” and “I got a lot ofithe course and wanted to share my
experiences.” Moreover, | did not previously haveass with and/or any other
professional interaction with the students from Bunin’s section prior to their
participation in this study. In addition to theseas of researcher reflexivity, |
considered “lessons learned,” given this study’shodology and procedures relative to
my role as a researcher

Lessons Learned

Overall, because | considered myself the primasyriiment through which
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students’ experiences were mediated, | endeavorétbtjustice” to their voices; hence,

my focus on the goodness of this study and cryaailbn as a basis for my multiple
methods of data collection. Yet, at times, | wasaerned that perhaps a case study or
ethnography approach would have been more apptemien my practice and greater
acumen with these methods relative to others. @l§ Wwvas aware of the fact that data
were collected prior to the formal write-up of tisisidy design and that the final set of
participants did not yield as many students aslldraginally hoped. However, relative

to a goodness framework to assess the qualityiotthdy, the data collected are still
congruent with the research methodology, conceffitaaework, data analysis process,
and so on. As well, through my research refleyjMitconsidered in depth to what extent
this study was viable, given the way this study esecuted. To this point, as mentioned
earlier in this section, the goodness of qualieatiesearch arguably has less to do with an
exactness and order of procedure and more witbhahgruence of the components of the
research design (Jones et al., 2006). This, haywdaes not mean that “anything goes”
(Jones et al., 2006); rather, this qualitative gtiilce other qualitative studies is

inherently flexible and not subject to the sameo$etiteria for its quality as other
methodological approaches.

As well, although it was perhaps not ideal toedtidata prior to precisely
outlining the research design, and although it m@sknown that the data would be used
for a future dissertation study, the original intteen the data were collected is in line
with this study’s research questions. Furthermiorégrms of my awareness that fewer

students of color were included in this study tbeginally hoped, ethical research
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practices trumped this goal, as | needed to ordysgmn those participants who originally

consented to all aspects of this study.
Chapter Three Summary

More research is needed on master’s students’ iexpes with the social justice
curriculum in GPPs. This chapter addressed thegsed research design and methods
for filling this gap in the higher education litewee, and the following components were
addressed: (a) the research design and of the ptegram studied; (b) the “goodness” of
gualitative research; (c) study epistemology; (éthtmod; (e) study procedure; (f) data
analysis; and (e) an extended researcher reflgxgeittion wherein “lessons learned.” A
basic qualitative approach was selected basedi®sttidy’s purpose, and crystallization
of multiple forms of data collection, generationdawvrite-up are integral in order to
better understand the phenomenon of students’ expes with the social justice

curriculum and to ensure the goodness of this sk study.



CHAPTER FOUR
INTERPRETATION PART ONE: TRADITIONAL THEMES
In this chapter, | respond to this study’s two @rehing research questions. |
present my interpretation of the data in two wdiyst, via traditional themes; second, via
a semi-fictional dialogue among study participgftsapter 5). Both mediations of the
write up respond to my research questions, wexediby the previously described
interpretive approach and constructivist methodgplagd were analyzed through the
lens of the two-part conceptual framework for stisdy.
Traditional Themes
First, | highlight key themes from the data that respanthy research questions.
To do so, | address themes gleaned from studexpseriences with part one of the photo
elicitation project. Next, | address themes fraodents’ experiences in relationship to
part two of the photo elicitation project. Themddress to what extent, if at all
educators’ experiences in teaching the photo ation project impacted students’
experiences. To review, my research questionasafellows:
Research Questions
(1) How, if at all, did students’ understandinggalilege, oppression, and social justice
change over time as evidenced by parts one anoftth® photo elicitation project?

a. What themes, if any, were present among studseiected photographs and

justifications for the photographs in parts one twal of the project?

116



117
b. What, if any, changes over time in students’arstandings of privilege, oppression,

and social justice—as evidenced by the photo atiom project—were due to
experiences students had in the required coursaf, ih-class intergroup dialogue, (Dr.
Bridget Turner Kelly’s section only), class disdoss a guest presenter, an in-class
activity related to the photo elicitation projetading reflections, or any other required
course assignments?
c. What, if any, changes over time in students’anathndings of privilege, oppression,
and social justice, as evidenced by the phototation project, were due to experiences
students had outside of the required course? (mgversations with classmates in the
ELPS 432 course and/or others not enrolled in tlRFE432 course, the sociocultural
milieu in which the students experienced the squgtice curriculum).
In addition, because educators impact master' ststexperiences with the social
justice curriculum,
(2) As evidenced by the photo elicitation projéxyv, if at all, did educators’ approach
to the social justice curriculum impact changetirdents’ understandings of privilege,
oppression, and social justice over time?
a. How, if at all, did educators view the photaidition project as a promising practice
for teaching privilege, oppression, and socialiest
b. How, if at all, does the photo elicitation prjeelate to educators’ pedagogy?
Responding to the Research Questions

To unpack the first research question—*How, idtdid students’

understandings of privilege, oppression, and s@astice change over time as evidenced

by parts one and two of the photo elicitation assignt?”—I developed themes for
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students’ baseline and summative understandingewlege, oppression, and social

justice, as evidenced by the two-part photo elicitaproject. Document analysis of
contextual data for the project (the ELPS 432 amskdlabi and the project assignment
sheet) and one-on-one interviews with participabisut their experiences with the
project informed themes presented in this chaptéus, themes gleaned from the
contextual data were: (a) critical self-reflectiarrelationship to one’s social identity; (b)
learner-centered assignments; and (c) learningtabolticultural issues for
multiculturally competency (Dr. Munin’s section) fature higher education leadership
(Dr. Kelly's section). First, | report themes frguart one of the photo elicitation project.
Second, | report themes from part two. Later ia tmapter, | answer the second
research question.
Part One: Photograph Themes

To unpack the first research question, | devisaridub-questions. The first sub-
guestion, 1a., is answered in this section relatvibe three core concepts of privilege,
oppression, and social justice.
Part One: Privilege Themes

Students’ part one privilege photographs (31) ascdbed via the following
themes: (a) economic or socioeconomic privilegestildents, 17 photographs); (b)
access to a given privilege (8 students, 12 phafug); (c) racial privilege (1 student, 1
photograph); and (d) campus safety (1 studentoigginaph). Included in the
consecutive theme descriptions are exemplar phapbgrand excerpts from select

students’ accompanying descriptions.
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Economic and socioeconomic privilegePart one photographs and descriptions

that were coded for “economic privilege” were thtfsa&t depicted one or more ways in
which money resulted in a given privilege, suclstasus symbols or membership to an
exclusive organization. Photographs and descriptibat were coded for
“socioeconomic privilege” were those that depictadous privileges as a result of one’s
income in conjunction with one’s educational attagmt and job and/or one’s parents’
income, educational attainment, and job(s). Tiisrpretation of socioeconomic
privilege relates to the American Psychologicald&sation’s definition of

socioeconomic status: “Socioeconomic status isngonty conceptualized as the social

standing or class of an individual or group” (“Sm&tonomic status,” 2014).

Figure 1. Albert Figure 2. George Figure 3. Raymond Figure 4. Renee
Economic privilege. Some students interpreted privilege in purelgricial

terms. For example, in relationship to Albert'omdgraph of a fireplace (Figure 1), he

wrote about how he grew up in a working class neaghood and did not know anyone

who had a fireplace in their home; consequentterla life, fireplaces became a symbol

of privilege for him because of their associatewnibmes occupied by middle- and

upper-class individuals. George’s (White male) phodph of a yachting association sign

(Figure 2) he wrote, “The Polish Yachting Assoaatis an example of privilege due to
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the fact that yachting is likely a very expensiwabhy, only those who have a particular

level of income are privileged enough to take pathis activity.”

Socioeconomic privilege. Other students layered their understanding ohecuc
privilege level of education and other markerslags. For example, Raymond (White
male) was one of three students who included godifograph (Figure 3) to illustrate a
baseline understanding of privilege. Next to lei§-photograph, he wrote:

Yes, this is a picture of myself. On many levékn the definition of privilege. |
am a White, upper-middle class male who was ratiolic in a two-parent
household that was able to support me through-$ifllool graduation and be-
yond. To this day, at age 23, | know | have thfety net of my parents if a life
crisis should occur. | realize that | was bormiatsituation that will naturally al-
low for my prosperity. That being said, | feel quetled to dedicate my time and
energies in a field that emphasizes working fosthwho were not born into a
similar situation.

Therefore, Raymond considered his and his paredtisational attainment, his parent’s
income, among other social identity factors thaedodied, as part of his
socioeconomic privilege. Additionally, Renee (Bddemale) included a photograph
(Figure 4) of the University of Chicago to depiot®economic privilege, and in part of
her description she wrote:
A classmate of mine who came from a somewhat twe&imily unfortunately
gave me the first taste of the privilege and pgedihat surrounds attending U of
C by minimizing my excitement that | would be atleng the University of Illi-
nois at Chicago (UIC) with the well-known slogdwat he would be attending:
U of C NOT UIC The University of Chicago represents privilegerte because
there is still a limited population who are givée opportunity to take advan-
tage of what this institution has to offer, be@atleey are first generation college
students, come from lower socioeconomic backgrsuodare simply not a part
of an ‘elite’ social group.

Unlike Raymond’s example wherein he viewed himaslin embodiment

example of socioeconomic privilege, Renee viewaddlkas separate from the privilege
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she photographed. In addition to students’ undedshg of privilege as an economic or

socioeconomic issue, other students consideredgu#vin terms of access.
Access. Another primary theme in students’ baseline undeding of privilege
was access—whether access to a luxury or othengaty@and/or the absence of such

access.

Figure 5. Marie Figure 6. Brooke Figure 7. Lucy Figure 8. Amy

For example, Brooke (White female) included a pbmph to depict access to
newspapers as a privilege. Other students expldivad privilege meant access to a
Sam’s Club (Marie, Puerto Rican female), clean wgieny, White female), or other
leisure activities such as beer brewing classem(White male). Of her photograph
(Figure 5), Marie wrote, “The store signifies plage because it does not allow access to
everyone.” Therefore, Marie’s photograph depidteditheme in terms of a lack of
access. Brooke’s photograph (Figure 6) of a nepapstand conveyed her
understanding of privilege as both an absence esgkpce of access to information.
Underneath her photograph in part one, Brooke @xgiia “This picture represents the
concept of privilege because individuals in othations are not as privileged to have this
type of convenient access to information.”

Two other students’ understanding of privilegeswlapicted through

photographs and explanations related to clean w&ter example, Lucy discussed the
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access to water that “we” have as compared to timogeparently less developed

countries (Figure 7). In her project, Lucy exp&dn

Having access to clean water at our fingertipsyeday, no matter who we are, is

a reality many people around the world simply ddin& in. We don’t hike for

miles just to carry a few gallons of water baclotw village homes to cook dinner

and bathe in.

In a similar comparison, Amy wrote (Figure 8), “©aghout my life | took for
granted the fact that water is free and widely lalée. After traveling abroad | realized
what a privilege it is to have clean water and’icBaus, for both Lucy and Amy, the
contrast between to what privileges to which thag hccess to during their travels
compared to their daily lives in the U.S. inforntbdy interpretation of the concept. In
addition to privilege as economic, socioeconomi@axess-oriented, less common
themes involved racial privilege and campus sadsty privilege.

Less common themesLess common ways that students made meaning of

privilege included racial privilege and campus Bafe

Figure 9. Keeley Figure 10. Brooke
With regard to racial privilege, Keeley (White fel@aincluded a self-photograph
(Figure 9) as one of her privilege photographsfacdsed only on her race and not on
other social identity factors; thus, that photograms coded separate from Raymond’s
self-photograph, for example, as his depicted smtnomic status and other dimensions
of his social identity beyond race. Brooke’s plgpaph (Figure 10) of Loyola University

Chicago’s Campus Safety Office represented prieiligher, and unlike other students,
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Brooke connected the concept of privilege to sqgasstice. Brooke wrote, “The term

privilegein this instance represents the perception ofdiganization from others’
mindsets, whereasocial justicedefines the actions taken to create peace among
citizens.”

Summary. In summary, primary themes in students’ baselim#gerstandings of
privilege included (a) economic or socioeconomiwifgge and (b) access (or lack
thereof) to a private space or material good thettident considered a mark of
‘privilege’. Less common themes were racial pagié and campus safety. Although
Raymond, for example, named his Whiteness in lieosoonomic privilege photograph,
Keeley was the only student who isolated race@svdege. In addition to themes for
privilege, themes emerged in relationship to opgoes and those themes reflect
students’ baseline understanding of the concept.

Part One: Oppression Themes

Through 30 total photographs, the majority of shidelemonstrated that
marginalized populations (9 students, 13 photoggapérved as a definition for
oppression. Economic oppression was the seconticoosnon way that students
understood the concept (4 students, 5 photograghs).third and fourth most common
themes were that of U.S. as an oppressor (3 stdephotographs) and barriers (2
students, 3 photographs). Less common themediedlielimination of oppression’,
religious oppression, voice, ‘fear for one’s safetxclusion, and litter or environmental
oppression (1 student, 1 photograph for each theme)

Marginalized populations. The majority of participants (9 of 12)—including al

three women of color—submitted at least one phajaigiof a marginalized population.
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Oftentimes, the marginalized population depicted warelated to the student’s social

identity or lived experiences. For example, sotndents who did not experience
homelessness photographed the homeless; a madasinduded a photograph that
depicted women as an oppressed group; able-botliddrds photographed examples of
the differently-abled; those who were not previgusi/olved in a gang photographed
graffiti to depict gang membership as oppressiwayreg other examples that did not
relate to students’ daily lives or social identifijhe most salient patterns in the types of
marginalization that students photographed andritestwere the homeless and racial
minorities relative to a dominant White norm.

Marginalized populations: The homeless. Three White female/women students
included one photograph of homelessness to refdrpaerof their understanding of

oppression.

Figure 11. Amy Figure 12. Brooke Figure 13. Hannah
For example, to describe Amy’s photograph (Figurg &he wrote, “In a large
urban environment like Chicago homelessness seebes socially accepted. [...]Ina
city with such wealth and resources homelessnetgoliessness should not plague our
city streets.” Brooke’s photograph (Figure 12) dat include the body or face of a
homeless person, and in her part one project,)gblaieed, “This photo depicts the
perspective of individuals experiencing homelessnd®o populate the streets of

Chicago and face oppression in various contexts.] [I]t shows the perspective they
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see of countless passersby who likely do not paupay attention to them.” Hannah

also photographed a homeless person (Figure ¥8ptesent an understanding of
oppression. Unlike Amy and Brooke’s descriptiddannah named race as a mediating
component of homelessness. Hannah wrote:

| wish | knew his name and his story! For thisgageph, I'll refer to him as Mr.

DH. Mr. DH is a homeless resident in my commuriigerfield, a north affluent

suburb of Chicago. In warm weather, Mr. DH sitstloe bench outside of Whole

Foods. This is where | took my picture. It is ¢ best picture because | took it

without Mr. DH’s knowledge. | felt very uncomfortigbecause | was invading

his privacy. [. . .] He never begs, he just sitd watches. | wonder where he
gets food, clothing, etc. | wonder what it is likkebe him...Black and homeless in

a very White community.

Hannah appeared to assume that the individuaheamless rather than confirm
this fact. Aw well, her naming Mr. DH’s Black ratidentity relates to another sub-
theme of marginalized populations—that being race.

Marginalized populations: Racial oppression. In their part one oppression
photographs, the three women of color in this stiMigrie, Paige, and Renee) did not
photograph themselves or disclose their racialtideim relationship to the concept of

oppression. However, all three women of colorudeld at least one photograph that

incorporated the mention of racial oppression.
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15. Paige FiguréViggie arie
One way that Renee demonstrated her initial unaledstg of oppression was
through a photograph (Figure 14) of the CTA ReceLiRart of Renee’s description in

her part one project included the following,



Living on the South side of town, | am aware of Hew stops there are goi:rLlé6

south once one has left what is considered downtethie Roosevelt stop. [. . .]

This picture represents oppression to me becauibe ¢dick of services rendered

to residents of the south side who are, majonityhe minority.

Although Renee did not name race or class, for @kanm her photograph
description, one might infer that by “minority” sheeant racial minority given
Chicagoans’ common knowledge that the South sidkeo€ity is typically associated
with racial minorities relative to a more predonmitig White North side of the city. As
well, it was not until Renee’s interview after dfmmpleted the ELPS 432 semester that
she explained her interest in the Red Line’s Seidh service because she lives in that
area and identifies as African American.

Like Renee, Paige understood oppression alongliaoes. One of her two part-
one oppression photographs (Figure 15) depictgatimg adolescent” and “younger
child” who Paige determined were African AmericarBtack. The adolescent and child
peered through a storefront window in a shopping that advertised standards of
beauty from “the dominant [White] group.” Simikar Renee, Paige did not explicitly
implicate herself in racial oppression in her dggmn even though she identified as
African American.

Marie understood oppression in terms of racial aligies that precluded equal
access to fresh food. Marie also connected thalmisparities to class inequalities. For
example, in reference to her photograph (Figureol®)“corner store” wherein “the
services being provided are questionable,” dubeddck of fresh food offered in a

predominantly “African American” and lower classgigorhood. In Marie’s other

oppression photograph (Figure 17) that she paiiddthhe corner store photograph, she
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wrote, “This billboard was placed a few miles aviiayn the grocery store. | found the

location that was chosen for it interesting siridge in the middle of an impoverished,
predominantly African American neighborhood.” Aggdlike Renee and Paige, Marie

did not implicate herself in the racial and clappr@ssion she depicted; however, in her
later interview, she explained that the photogneggonated with her because of her visits
to corner stores as a child. Implicitly, too, Mgsiidentification as a Puerto Rican
woman could have contributed to her view of theesand billboard as examples of
oppression.

The ways in which these and other students’ sadgitities impacted their
experiences with the social justice curriculum Ww#l discussed in more depth in the
analysis of the part two data. To continue, initholil to students who made meaning of
oppression through marginalized populations, saogests understood oppression in
economic terms.

Economic oppression.Another way students made meaning of oppression was
through depictions of economic oppression, suamasployment, cultural symbols of

wealth, and gentrification.

I ——
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Figure 18. Lucy Figure. Albert Figure 20. Tom
For instance, Lucy, wrote about a photograph (f@d8) of a ‘Closed’ sign on a
business storefront as evidence of “the economynékdityand her view that “so many

Americans are currently oppressed and living withobs or a steady income.” One of
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Albert’s oppression photographs (Figure 19) synasali“an icon of wealth"—that being

a large Hummer SUV—"which is often held up in a smmgs as what it means to be

successful and to have ‘made it.”” One way Tonpldiged his understanding of
oppression was through a photograph that symboteettification (Figure 20). In
Tom'’s part one project, he wrote, “To me this ph@presents how some folks push
away the parts of town we no longer deem fashianabihe suburban world.”

Therefore, similar to the initial privilege photaghs, several students viewed
oppression in terms of wealth or luxury—but, asabeence or speciousness of such
wealth that resulted in “oppression” as comparea poesence of wealth or luxury that
they equated with privilege. In addition to thertes of marginalized populations and
economic oppression, other students understoodatieept in distinct ways.

Less common themesThemes not explored by other students included

elimination of oppression, religious oppressioncepfear for one’s safety, exclusion,

litter/environmental oppression.

Figure 21. Tom  gtiie 22. Hannah  Figure 23. Lucy
For example, one of Tom’s photographs (Figure 243 of a stage from a one-act
play about religious oppression. What is perhaprésting about Tom'’s part one
understanding of oppression is that, later in #raester, both sections of ELPS 432
dedicated one class meeting and one week’s worssi§ned readings to the discussion

of religious oppression. Thus, religious oppressiecame a more prominent theme in
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students’ part two projects and is elaborated uatam in this chapter. Additionally,

although action-oriented descriptions of studeplksitographs related more to the
concept of social justice—and in part two rathemtipart one of the project—one of
Hannah’s oppression photograph (Figure 22) focoseain elimination of “oppressive
systems”, per her understanding that “the Blaclk afe¢own [in Michigan] is more
depressed than the White areas of town.” Howetvehould be noted that Hannah'’s
mention of oppression as a system was, perhapspder reading about the three
concepts prior to finalizing her photographs, ofshhstudents were not supposed to do
and that she mentioned in her interview. Findllygy’s (Figure 23) photograph of the
litter was, in her view, a scene of oppressioncyLwrote, “When we trash our planet,
our homes, we are oppressing the quality of lifthefhuman race — for strangers, our
loved ones, and even ourselves.”

Summary. In summary, primary themes in students’ baselimgerstandings of
oppression included (a) marginalized populationthaglefinition of oppression; and (b)
economic oppression. Less common themes wereawdig@ppression, elimination of
oppression, and environmental oppression. Studkahtsot implicate themselves
directly in the concepts of oppression for part.olreaddition to students’ interpretation
of oppression, there were themes related to thedahl justice.

Part One: Social Justice Themes

Analysis of the third concept, social justice, tesaiin eight themes based on
students’ 29 photographs and accompanying desmmgtiAs with privilege and
oppression, at times, students’ later interviewthir elucidated students’ baseline

understandings of social justice. The most widesgptheme at the beginning of the
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semester was social justice as synonymous withrtgetparginalized populations (12

students, 12 photographs). The second most contimeomes related to action (4
students, 5 photographs) and equality (4 studdmibotographs). Less common themes
were inclusiveness (2 students, 2 photographs)ahuights (2 students, 2 photographs),
voice (1 student, 1 photograph), tokenism (1 stydephotographs), and religious peace
(1 student, 1 photograph).

Social justice for the marginalized. For the majority of students, their baseline
understandings of social justice involved depidiiohmarginalized populations that
were helped by named or unnamed entities in predupusitions of power. Also,
overall, students did not implicate themselvesny aspect of their social identity in
relationship to their photographs or descriptiohsazial justice, as evidenced by their
part one projects. However, as discussed belowesiudents explained in their
interviews how a given social justice photograptl parsonal meaning to their lived

experiences.

ILLINOIS
DEPARTMENT OF
EMPLOYMENT SECURITY

EE T

Figure 24. George Fe@b. Albert  Figure 26. Hannah
One example that illustrates several studentsaininderstanding of social
justice is George’s photograph (Figure 24) of afoofprofit agency’s donation bin. Like
George, many students considered social justiee‘pssitive” action mediated by an
individual or organized agency to benefit margimedi populations. In George’s part one

project, he explained, “This Gaia Movement USA faliogy donation center is an example
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of social justice [. . .] items will go towardsgaod cause, and the recipients have the

opportunity to put clothes on their backs becadsomeone else’s anonymous
donation.” In George’s interview, however, he mbtigat in retrospect, he should have
perhaps conducted background research on the aggi@m, as he was not familiar with
the specific mission of the Gaia Movement USA wherselected the photograph.
Similar to George’s photograph wherein an orgdrmnavas in place to help a
population in need, Albert considered the lllinDispartment of Employment Security as
a definition of social justice. Although Albergdhotograph (Figure 25) does not at first
glance appear personal, in his interview he expthifil was in transition three times. |
was married. My wife was pregnant at the timeth&we was a lot of responsibilities on
me, and a lot weighing on me, and that was veny; kelpful to me. So that one was
really, you know, like a personal thing.” Like ethstudents, Hannah included a
photograph of a church (Figure 26). In her pa#d project, she wrote, “I believe
religious organizations, especially UCC [United @iuof Christ] churches, exist to help
marginalized members of society as well as to gspintually.” As with Albert, Hannah
discussed in her interview (and in her part twggmt) about how the church was the one
she attended. Therefore, most students viewedlgastice in terms of an organization
that has the power to help those with less powésssr material (or spiritual) possessions.
Action. Another commonality among students’ understandingpcial justice
involved a person or group of people taking gent@etion” to make a given change in

one’s life or wider society.
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Figure 2Keeley Figure 28Paige Figure . Tom

For two of the students, their photographs sergeslymbols for how socii
justice is different frontommunity service. Keey's intended her photograph (Figt
27) of a building under construction to illustrai@wv social justice requires “many layx
of work and progress” and is different frcservicethat entails “putting on the ba-aid”,
of which ste learned in previous academic experie. Paige’s photograph (Figu28)
depicted her view that social justice requires Falinans” to be “an ally for positi\
change”. The third stude's photograph (Figur29), Tom, represented a person whc
described as “owdoingsocial justice” in contrast to his other socialices photograph
that fell under the “tokenization” theme and widl discussed later in this sectic

Equality. In addition to the previously described theme, fstudents understd

social justice in part in terms of equal

Figure 3Qucy Figure 31. Renee Figure R2eley
For example, Lucy explained that the fire hydi(Figure 30 was “a symbol the
we are all treated fairly” and that “those who livehin a city and pay city taxes actua

deserve to be protected, no matter who they drelier part one project, Rer wrote
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about how a Chicago-area university promoted “heeryone’s ideas and participation

are equal and needed” (Figure 31). In relationshijne photograph with clasped hands
(Figure 32), Keeley wrote, “I believe that sociadiice aims to create a society based on
equality and solidarity for all human beings” art$pite their class, gender, sexuality,
etc.” Given Keeley’s mention of specific facetssotial identity and how such markers
should not result in exclusion, for example, hesadiption and photograph also
somewhat relates to another theme of “inclusion.”

Inclusion. Two of the 12 students (George and Renee) undersmoal justice

through the lens of inclusion.

Figure 33. Raymond Figure 34. (geor. Figure 35. Renee |

For students’ photographs and descriptions thiatvfthin this theme, students
defined social justice in terms of members of @&giecommunity being included in
decision-making processes and/or objects or pdopie ostensibly differing social
identity groups interacting in the same space with another. For example, to depict
inclusion, George used a photograph of a neighlmatimeeeting sign (Figure 33) that
invited “everyone to attend” and “come together drstuss top issues” in the
neighborhood. There was no mention, however, a@twéveryone” entailed and/or to
what extent certain social identity groups had haeluded or excluded in the past from

such meetings, if at all. George also incorporat@thotograph of a neighborhood
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welcome sign (Figure 34and viewed it as a form of social justice in ttthe community

has made an attempt at creating a more inclusinedrahat isn’'t solely one languag
and “the city is aware of the different backgrounfithe members of this society anc
making steps towards an-inclusive community.” AlthougiGeorge’s secon
photograph (Figurg sketched parameters of who all was being “inaitidee the
“community,” George did not elaborate upon his view of sogiatice relative to specifi
“different backgrounds” or “members of this sociétyrinally, Renee’s socl justice
photograph (Figure 3®f the Art Institute of Chicago defined her viefsocial justie
as a philosophy that incorporated many “culturesth as artwork in a museum, and -
such inclusion demonstrates “the importance ofdiffierences and how to appreci
those differences.” As with George’s photograptenee did not specify who “r”
entailed and/or a specific definition of “culture

Less common theme In addition to the primary themes for studentst joeue
understandings of social justice, less common tlsereze evident: human rights, voi

tokenism, and religious pea

Figure 3®rooke Figure 37. Lucy Figure 3Bom
One example of human rights was Brooke’s photoc (Figure 3f) of an
emergency pole. In Brooke’s part one project,\sfae, “This emergency pole (
Loyola’s Lake Shore campus represents individuadsess to the basic human right:

safety and security.” In addition, one of Tom’seth social justice photogrhs (Figure



135
37) represented another less-common themes ofisskeAs shown in Figure 38, one of

Tom’s photographs was of a “commemorative piecdfst represented racial equality
in a Walgreens store. According to Tom, the arkweas “contrived” and conveyed a
message of, “See! White people can stand nextiklgeople just fine!” Tom went on
to write, “Maybe I'm reading into it too far, butjust looks like tokenism literally posing
as social justice.” Therefore, the less commom#seshow how, though there was a
predominant theme in terms of the majority of studencorporating the theme of
marginalized populations, students’ demonstrateterstandings of social justice varied.

Summary. In summary, primary themes in students’ baselimgerstandings of
social justice included (a) helping marginalizeghplations; (b) general action; (c)
equality; and (d) inclusion. Less common themegewampus safety, animal rights, and
social justice as tokenism.

Summary of Part One Themes

In this section, | responded to research quediornn relationship to part one of
the photo elicitation project: What themes, if awgre present among students’ selected
photographs and justifications for the photographzarts one and two of the project?
Responding to this sub-questions helped to unpaekaoching research question number
one: How, if at all, did students’ understandin§privilege, oppression, and social
justice change over time as evidenced by partsaaddwo of the photo elicitation
assignment?

To review, the primary ways in which students figpd their understanding of
privilege was through economic or socioeconomitilgge (9 students, 16 photographs)

or access to a specific privilege (9 students,H@&qgraphs). For oppression, the
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majority of students exemplified the concept thtophotographs of marginalized

populations or photographs meant to symbolize matgied populations (9 students, 13
photographs). Economic oppression was the secastlcommon way that students
understood concept in part one (4 students, 5 ghaphs). Students’ initial
understanding of social justice mostly involvedidgpns of various ways in which
marginalized populations receive benefits or a@stst (7 students, 12 photographs). The
second and third most common themes related t@stsidunderstanding of social justice
were action (4 students, 5 photographs) and egudlistudents, 4 photographs).

Also, across the three concepts, students’ phapbgrand descriptions illustrated
various less common themes relative to the prirtfagnes. Too, based on students’ part
one projects alone, most students did not explio@me themselves or name one or
more components of their social identity relatiogtivilege, oppression, or social
justice. To a degree, the students’ lack of peakmientification with the concepts might
be surprising, as educators challenged studemisnioect their part one photographs and
their baseline understandings of the three condeptseir everyday lived experiences
rather than depictions of the Other or scenesdidamot resonate with their daily life.

Yet, through the addition method of data collectieone-on-one, semi-structured
interviews—it was clear that, in many ways, studephotographs did indeed bear
resemblance if not direct connection with thee ktory, and students simply did not
make such connections visible in their written potg§ (e.g., Albert’s photograph of the
employment assistance office; Renee’s photographeo€hicago Transit Authority Red
Line map, among other examples). In addition, istgdents’ interpretations of the

concepts might appear relatively vague or genedaldents’ lack of familiarity with
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privilege, oppression, and social justice was,art,pdue to the instructions that they not

read assigned material about the concepts befgagerg in the photo elicitation project.
As well, eight of the 12 students (Amy, Brooke, @) and Raymond had previous
exposure to multicultural and/or social justicermuium) had not previously engaged in
multicultural- and/or social justice-related cows® a formal academic setting like ELPS
432; and, 9 of the 12 students (aside from Amy,rtdainand Raymond) were first-
semester, first-year students in LUC’s M.Ed. inltigEducation program. Given that
context, perhaps it took a greater span of theZedlll semester for students to feel
supported in the challenge that educators put fortthe students to share how their
lives and person related to privilege, oppressamil, social justice. Changes, if any, in
students’ understanding of the three conceptsiaceissed in the next section of this
chapter.
Part Two: Photograph Themes

In this section, | answer the overarching reseguastion 1 and subquestions 1la.,
1b., and 1c. as evidenced by part two of the phttdation project. Different from part
one analysis, part two of the project includedvafpage essay; therefore, that data
alongside students’ interview data informed pa-themes.
Part Two: Privilege Themes

Students’ 42 part two privilege photographs arexsdl by two primary themes:
(a) access (8 students, 14 photographs); and @mpeac or socioeconomic privilege (7
students, 12 photographs). Other themes wersefalal orientation privilege (4
students, 4 photographs); (b) religious privilegetudents, 4 photographs); (c) racial

privilege (3 students, 3 photographs); (d) lingaigtivilege (2 students, 2 photographs);



138
(e) using one’s privilege to help others (1 studémhotograph); (f) social capital of

higher education (1 student, 1 photograph); andalfte-bodied privilege (1 student, 1
photograph).

Thus, compared to part one, the majority of sttslstill represented an
understanding of privilege through lenses of ecaoamnsocioeconomic privilege and
access. However, whereas students’ part one ptagtiog) spanned only four themes, part
two spanned nine themes. For example, new theongmft two were sexual orientation
privilege, social capital of higher education, aide-bodied privilege. Also in part two,
three additional students included photographgpoasent how they satlvemselves
implicated in the concept of privilege. Whereagamt one, only White students included
self-photographs to reflect their initial understeny of privilege—George, Keeley, and
Raymond— two women of color (Marie and Paige) ane additional White male
student (Albert) included photographs in which ttiaces and bodies were pictured.
None of the photographs related to race or gefmevever; rather, to socioeconomic
status (Albert, Marie), level of education (Mariahd sexual orientation and religion
(Paige).

To briefly address the new themes, various stisderte struck by the idea of
heterosexual normativity in higher education andewnisociety as a privilege that they

had not previously considered.

Figure 39. Renee FigureRénee  Figure 41. Raymond



139
To describe a photograph (Figure 39) that reflebethew understanding of

heterosexual privilege, Renee wrote, “I had negally thought of how much of a
privilege it is for a heterosexual couple to everable to hold hands with their
significant other while walking down the street,déone get married until our
heterosexism dialogue.” For the new theme of $a@aijaital of higher education (Figure
40), Renee also wrote,

| always knew that | was ‘blessed’ to have bede &battend college as a first

generation college student, but | had never demmna privilege as well. Never

seeing myself as a part of an agent group, ithvaad to understand how | could
be benefiting from privilege. Seeing my diplon@wngives me a completely
different feeling than it did before [. . .] | Wanthers like me to be able to look at
their diploma one day and understand exactly wiet have earned.

Finally, Raymond referred to an expanded undedstgof privilege in terms of
ability, and in relationship to his new photogragta house (Figure 41) he wrote:

Of each of my privileged group memberships, myperarily able bodied

privilege is one | take most for granted. Itlsoga however, probably the most

pervasive privilege | enjoy on a day-to-day bdsis. ] | often take for granted
that a staircase does not provide an obstacleébut simply a means to move
vertically in a home or building. For some peopléh disabilities, the need to
utilize only wheelchair-friendly spaces can creasgnificantly different
experience of their environment.

These examples of new themes also relate to thgleased from students’ part
two essays and interviews. As mentioned, stud@htstographs and accompanying
descriptions offered one dimension of studentshgled learning; however, other modes
of data provided additional interpretations of stis’ change over time. With respect to
privilege, two themes that reflected all studeot&nged understanding are “complicated

thinking” and “new awareness.” In relationshigRenee’s two new photographs, for

example, she wrote about how she had not previdhslyght of herself as having
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privilege because of her identity as a Black womEowever, over the course of the

semester, her understanding of privilege was amgéld—or, using the language that Dr.
Kelly used, her understanding was “complicatedayf®ond’s photograph also signaled
complicated thinking relative to privilege, in tHe was previously aware of many of his
privileges—such as his Whiteness and socioeconstaius—however, prior to his
engagement in the ELPS 432 course, he had notdaresl his able-bodied status as a
prominent privilege.

Thus, in terms of themes that further elucidate @range over time in students’
understanding of privilege—beyond what the photphrdnemes convey—for some
students, their learning over time was complicatecendered more complex; for others,
consideration of privilege was more so a brand tapic, and their learning connoted
new awareness. Also, although in nuanced waysnifigte discussed further, both
White and of color students’ changed understandfrgivilege can be described via
those two themes.

Complicated thinking. One common theme among the students’ changed
understanding of privilege was that privilege i$ aani- but multi-dimensional
phenomenon. For example, four of the nine Whitdents’ (2 White men; 2 White
women) and two of the three women of colors’ changederstanding of privilege
relates to this theme. To first address the W4titeents’ complicated thinking, for both
Tom and Hannah, they were aware of many of thénleged identities based on their
race and socioeconomic status prior to completisgdlLPS 432 course. However, as a
result of their experiences with the social justioericulum, they realized other

dimensions of their privilege. For example, in &say, Tom discussed his new
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understanding of cisgendered privilege and howraf/éwish to dispel my privilege as

a cisgendered person, it doesn’t change the fatthlere are buildings that do not
provide gender-neutral facilities, and | can walka any such building and use such
facilities with relative comfort.” For Hannah, prito the course she “never
contemplated” her “gender match” (cisgendered itd@rand “Christian beliefs as
additional privileges.” By the end of semesternhiah “understood that these additional
isms are categories of privilege rather than ndrars] “society’s view of normal versus
abnormal is what creates privilege and a dominesugwithin society.” Therefore,
although Tom and Hannah knew their social iderstiti@rried privilege prior to the
course, over time, they later realized how aspafctiseir social identity beyond race and
socioeconomic status afforded them privileges.

In addition, Lucy knew she had privilege prior toFES 432 because of her
Whiteness; however, in her interview she exprefisatther economic “class” was the
foremost way that she viewed her privilege. Aslewnced by her part two privilege
photographs, Lucy later understood privilege imigiof able-bodied and Christian
privilege which were new concepts for her. Thiargped understanding was reflected by
her reinterpretation of a drinking fountain (abledied privilege) and a new photograph
of her fireplace that donned Christmas stockings.

Slightly different from other students’ complicdteninking, Raymond
acknowledged the many facets of his social ideitiigt how those facets afforded him
privilege in part one of the project. Thus, fortgao, Raymond decided to reuse the
photograph that depicted his understanding ofghailege—his self-photograph—

wherein he deemed himself an “an embodiment obspcivilege.” Even though
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Raymond’s view of his privilege did not change deenonstrated complicated thinking

in how he later acknowledged a need to deeplyaedie rather than simply acknowledge

his privilege. In his essay, Raymond elaborated:

Before my experiences in the class, | would bditseto admit that | was a
privileged individual. The conversation, howewsguld most likely have ended
there. [. . .] Now, | see my privilege in actioreey single day. The second
change (which is most likely a result of the febinge) is my struggle to
navigate privilege. [...] | have come to undensl critical self-reflection as a
useful tool to deconstruct my feelings and exarhiow to use them productively.

Similar to Raymond, Renee’s complicated understandf privilege held some

nuance, as she was not wholly convinced by thetiusahe privileged aspects of her

social identity mattered in relationship to hegttror marginalized identities. For

example, in her essay, Renee discussed how shehadeviously focused on

heterosexual privilege as a privilege she held—sscher realization that Whiteness

does not result in immunity to oppression, in thatassmate she previously thought fit

the category of a privileged White male actuallpexenced a great deal of oppression in

his past because of his sexual orientation. Negkgss, in Renee’s part two essay, she

wrote:

| am not sure if what | took away from our ELPS 48&ss in regards to privilege
is what | was supposed to grasp. Where | see rdgrstanding now is almost
exactly where it was before, that White peopley@ateive privilege. | did try to
go deeper beyond the surface, and | realize thiat privileged to identify as an
able-bodied, heterosexual, college educated pebsronce my other identities
are added into the mix and compared to those ttatsgories, my target groups
negatives engulf the positives | receive from rggra groups.

Therefore, while Renee’s thinking was complicatedrdime in that she

acknowledged privileged identities aside from rates still primarily viewed the impact

of privilege in her daily life in terms of race.olRthe two other women of color and the
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remaining White students, their learning could bsatibed by the theme of new

awareness.

New awareness. Different from the White men and women in this stuithe
women of color did not view their racial identity part of their privilege; rather, as a
form of oppression, given their part two (and op&yilege photographs and their
discussion of privilege in their essays and in@mg. However, by part two, all three
women of color included a self-photograph (Mariaige) or a photograph that
represented an aspect of their social identity é@gto depict their new awareness of
how they embodied privilege. For example, in pad, Marie included a self-
photograph to represent how she is “a beneficidprigilege”, despite the fact that she
“experienced marginalization [because of her raaeli did not “enjoy as many
privileges as people who have White privilege dm"Marie’s essay, she elaborated on
her this new awareness:

As Johnson (2006) put it, | have freed myself ‘frtma trap of thinking that

everything is a matter of either/or-either you’'mpoessed or you're not,

privileged or not-because reality is usually a erattf both/and’ (Johnson, 2006,

p. 52) [sic]. | knew that | shared an identityttpamarily belonged to

marginalized groups. | had stopped recognizingotheleges | did have.

In addition, Paige explained how in part one offtheto elicitation project, she
was not “thinking about me personally”; rather, fidentity group [Black].” In part two,
however, she “chose to look at my own identifiersbeh as privileges associated with
her Christian and heterosexual identities.

To address five of the nine White students’ chdangews of privilege, their

experiences with the social justice curriculum hegslin new—and quite impactful—

awareness of their racial identity and the privéleghat followed. For example, Albert



144
explained in his interview, “From a learning perspes, the area of privilege was one

that was the most uncomfortable and thought prawgki Albert credited Dr. Munin for
how he “handled about as fairly as you could haadieuchy subject [White identity].”
In addition, after Brooke’s experiences with theiabjustice curriculum, she expressed
in her interview how she had “never been more awaher White identity” and the
accompanying privileges. Likewise, Keeley refeeha required reading—Johnson
(2006)—in her essay and explained, “Prior to thass, | was in the state called ‘the
luxury of obliviousness’.” Keeley elaborated thalthough she included a self-
photograph in part one to depict her White privéeghe was initially “unable to name
some of the advantages | receive by being White.”

Similar to Albert, Brooke, and Keeley, George ekmd how “Before ELPS 432,
the concept of privilege didn’t really exist in fife,” and how he maintained “the
mindset that everyone has the same opportunitydcegd, no matter where they were
raised, what faith tradition they were a part ofwtrat color skin they have.” As
evidence of his changed understanding of privilegea result of his experiences with the
social justice curriculum, in his essay, Georgenaficed Peggy Mcintosh’s (1988hite
Privilege: Unpacking the Invisible Knapsaglequired reading for both Drs. Kelly and
Munin). George wrote, “I have limitless opportuest to take advantage of what
Mcintosh (1990) calls ‘an invisible package of umeal assets’ [. . . ] | am likely never
to get profiled by a police officer while walkingwn the street or a retail store manager
upon entering to shop.” Like George, Amy referehttee Mcintosh (1989) piece in her
essay in terms of not having difficulty finding “Ba-Aids that match my skin tone,”

which was an example of overlooked White priviléigat McIntosh (1989) addressed.
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Therefore, for some of the White students, the anjnchange in their

understanding of privilege related to how they neviewed themselves—in particular,
their Whiteness and the privileges that followetigveas, prior to their experiences with
the social justice curriculum, they were perhapslliectually aware that they were White
but did not fully understand the extent to whicklsidentification related to social
benefits. Regardless of whether White studentghgked understanding of privilege is
better explained by complicated thinking or new Bamass, the majority of White
students cited feelings of guilt because of thearmged understanding. This sub-theme is
worth further exploration, as it relates to imptioas that are discussed in Chapter 6.

Feelings of guilt. To negotiate their understanding of privilegéfalr of the
White men addressed feelings of guilt. For exammplelescribe why he avoided thinking
about his White privilege prior to ELPS 432, Tonote, “| wanted to avoid feeling
guilty.” In Albert’s part two essay, he assertétl]’'m being honest, the class sessions
on privilege also made me defensive, angry and sbaat at the same time. [. . .]  am
shamed by the consequences of a system that pratadiginous conditions on and
oppresses members of its society.” Similarly, Ragthexplained in his essay, “I
certainly experience a sense of guilt, both in reg# my past behaviors and current
social status. [...] This dilemma rings trug| aften feel that as my awareness
increases, so does my feelings of uneasiness asdndince.” Also, George wrote in his
essay, “For too long | have been cruising alongynprivileged world allowing myself
and peers to be oppressive towards others, sonseéwen encouraging it with jokes,
comments and slurs.”

Furthermore, to describe three of the White womexperiences, in Amy’s
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interview, she discussed how she met informallyhwiher White students in the class,

and they shared feelings of guilt about their Whiteilege because of the absence of
those types of conversations during class. Inrterview, Amy suggested, “So | think
maybe even acknowledging that sense of guilt irb#ggnning [of the semester], because
| don’t think we talked about that [during classRdditionally, Brooke spoke to how in-
class discussion and activities related to Whiemidy impacted her changed
understanding of privilege. In her interview, shxplained how after her late evening
ELPS 432 class, she “never slept” because of fgétattled” and feelings of “White

guilt.” Also, in Keeley’s interview, she mentionbdw she spoke “in an open and candid
way with four of my closest friends from the clagso were actually all women of color”
about her feelings of guilt for her privileged idi¢ies outside of class.

Thus, regardless of whether students’ understaraipgvilege related more to
complicated thinking or new awareness, feelingguilt coincided with the majority of
the White men’s and women’s experiences with tlegasgustice curriculum. As will be
discussed later in the social justice section, ssiméents negotiated feelings of guilt
through a commitment to action or allyship as frrbg a paradigm of social justice.
However, first, | will discuss students’ changedierstanding of oppression.

Summary. Thus, although students’ part two privilege phoépdrs aggregated
around primarily the same themes, their changeenstahding of the concept could be
explained through complicated thinking and new @mass. As well, Renee was an
example of a student whose complicated understgradiprivilege resulted in
dissonance in relationship to her view that hee raed gender outweighed her privileged

identities.
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Part Two: Oppression Themes

Students’ end-of-semester understanding of opmmessiindexed through two
primary themes: (@) marginalized populations {L@ients, 26 photographs); and (b)
economic oppression (5 students, 6 photographs3s tommon themes included: (a)
religious oppression (3 students, 3 photograpb3)stereotyping (1 student, 1
photograph); and (c) action/allyship (1 studentgh@tograph). Although the two most
prominent themes among students’ 37 part two ogegphotographs were still
“marginalized populations” and “economic oppressi@s in part one, there were
nuances in the marginalized populations that stisdesmmed and the ways in which

students conveyed an understanding of economieepion.

Figure 42dey Figure 43. Amy

For example, although Keeley’s photograph (Figesill fell under the theme of
marginalized populations, which was also promirieame in her baseline understanding
of oppression, she used a new photograph to réfexatew understanding of
transgendered people and how heteronormative pslariound spaces such as restrooms
perpetuate a system of oppression based on sebamity. (Sexual orientation,

including specific discussion of transgendered tiignwas part of the required ELPS

432 curriculum). Also, although Amy’s photograpbaastill fell within the theme of
marginalized population and despite that faceshatre-used all of the same

photographs from part one, she re-interpreted hetggraphs based on her new
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understanding of the concepts. In relationshifhvéoabove oppression photograph

(Figure 43), Amy wrote:

Now when | look at the picture of the pregnant vaonm the bus stop | envision

the system of oppression that contributes to aeeat situation. | think of the

different target and agent groups that are vidiigen the bus window | observed
her through. [...] Looking back at my statetrepmout how homelessness can
exist in a city of such wealth and resourcegyw understand that the system of
oppression functions by oppressing the peoplleeamargins of our society in
order to ensure that the people at the margimsiogociety in order to ensure that
the privileged people in our society maintain tistatus.

Thus, although both Keeley and Amy’s new photolgsaiell within the same
primary theme as part one, their use of a new [gnaph or a new interpretation of an old
photograph demonstrated a changed understandigpoéssion as a result of their
experiences with ELPS 432. Their and other stielehanged understanding are
explained by two themes that emerged from studestsays and interviews in
conjunction with the story told by the photograplta) oppression as a system; and, (b)
connecting oppression to one’s lived experiencestaking ownership as an oppressor.

Oppression as a systemA primary theme across all 12 students’ changed
understanding of oppression was “oppression astarsy. Students referenced in- and
outside-of-class experiences as supportive ofctigige. For example, in her essay,
Renee wrote, “I never realized until after a lobaf class discussions and readings how
oppression is a system that is socially taughtganels and takes away power from the
privileged and oppressed, respectively.” In additiAlbert referenced a Bartky (2004)
reading that was assigned to Dr. Munin’s studeatsd the class meeting dedicated to

discussion of oppression as influential to his ¢gjeahviews. In Albert’s part-two essay

he wrote, “The key to the learning which | gainédat the topic of oppression can best
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be summed up in the Bartky (2004) readings: ‘Eweogle of oppression within the

system has its own part to play, but each servespport and maintain the other...” (p.
34).” Albert also noted the influence of anothssigned reading and an in-class guest
presenter, Dr. Vijay Pendakur, as impactful towsisdnew understanding of oppression.
In his essay, Albert stated,

The oppressed are at one and the same time thesspp and ‘the oppressor

whose consciousness they have internalized.” @r2004, p.15) Our guest

lecturer on this topic, Vijay Pendakur, spoke tirelcage analogy. To me, the
analogy truly applies to these individuals. Wheittdr way to keep control of the
oppressed than to have them oppress themselves?

Furthermore, in her part-two essay, Lucy explained the assigned reading,
Young's (1990)ive faces of oppressipelucidated how “the disadvantage and injustice
some people suffer not because of tyrannical pa@eerces them, but because of the
everyday practices of a well-intentioned society(p.’35)” and how her subsequent
interest in learning more about the systemic ogmoesof transgendered students in
higher education transpired.

Two final exemplar quotes with regard to this tleesine from Raymond’s part-
two essay and interview. In his essay, Raymorermed to an assigned Mcintosh (1989)
reading and how Mclintosh’s (1989) interrogatiorfwsfearned advantages” speak to
ways that systems of oppression based on raceargaimed. For Raymond, his
participation as a peer facilitator with a classnaho identified as gay also reinforced
Raymond’s new understanding of systems of oppresdkaymond wrote about how, in
planning the dialogue on heterosexism, his pe@ttialim about ways that

heteronormative language can perpetuate the systeomosexual oppression. In his

interview, Raymond elaborated on this change:



| realized more how systemic things are and thasttial identities that | 10
identify with are just... like hold a certain placesocietal systems, and that's not
anything about me as an individual, really. Sd jaskeep thinking of it at a very
macro-scale and not [ . . .] read too much intojastikinda understand that it is
something there that now | have to focus on.

In relationship to this response, in a follow-ufeiview question, | asked
Raymond, “At the time, did you see yourself as wapt-as an individual—to ‘do’
anything about systems of privilege, oppressiorsoaial justice?” Raymond replied,

“I have these privileged identities that | canniaiege [. . .] | somehow felt like it was
my responsibility to work toward the un-doing oétkystems to which my identities
contributed.” His acknowledgment of a personalliogtion in systems of oppression
because of his privileged identities relate togbeond overarching theme for students’
changed understanding of the concept.

Personal implication in systems of oppressionAnother way to explain
students’ changed understanding of oppressiomasigin students’ acknowledgement of
their personal implication in one or more systerihgppression. For example, in her
part-two project, Marie included a new photographepresent religious oppression and
how she did not previously realize how her affibatwith Christianity would be
oppressive toward others. Marie wrote about issidalogue opportunities to further
explore religious oppression and about the impaahan-class documentary that
sparked changes in her view of oppression givesopex religious beliefs. Marie wrote,

When | saw the documentafyor the Bible tells me sd was so hurt by the way

people used their Bible to judge and tell othens hmlive their lives and how this

caused so much pain in the lives of those beinggddn the homosexual
community.
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Additionally, in her part-two essay, Paige discdssew her silence and inaction

might add to systems of oppression. One way thmeRllustrated this newfound
understanding was through her citation of a reqguieokPrivilege, Power, and
Difference(Johnson, 2006) and the text’s inclusion of a higptital scenario of “a
person being beaten by a mob while bystanders watsilence as a member of the mob
turns to the silent and thanks them for their suppdraige was struck by how she did
not speak out against past experiences with hebeissa—such as during Greek life
events wherein she witnessed homophobic refererRRaigie’s new understanding of
oppression was also shaped by a classmate’s stryas shared during an in-class
dialogue. Whereas earlier in the semester Pageed the student as largely privileged
due to his White male status, his later disclosdites sexual orientation as a gay man
further confirmed her regrets for her past silence.

Similar to Paige, Keely related her new understandf oppression to Johnson’s
(2006) power of silence concept. In her essay|d¢aarote:

Before this class | was not looking. | was notiagkand | was not acknowledg-

ing how | could use my privileged identity to makelifference. However, with a

renewed lens, my role in dismantling oppressido igse the privileged identities

| have and my influence as a higher education psid@al to interrupt the silence,

ask questions, and name situations of oppressi@mkee it.

Finally, in his part-two essay, Tom offered a reerpretation of one of his part-
one photographs of a shoe shiner and shoe shimanstd om explained:

| didn’t realize it at the time, but a lot of myqtb elicitations dealt with systems

that were much larger than individual action. pgture of the shoe shining

booth isn’t as simple as | first wanted to makeut to be. As demeaning as shoe

shining work seemed to me, especially when it asperson of color doing the

work, | realized at the culmination of the projdwtl was the one who was
putting this man in a ‘demeaning’ position. | wsadscribing to a system of



beliefs and prejudices that would depict a Bla@dnmhining shoes as demela?rﬁng.

| don’t know that man and | don’t know his feelengbout his own work.

Therefore, Tom confronted how he was implicatetheaways in which
marginalized populations are oppressed in daihamely, through his assumptions
and agreement with “a system of beliefs and prepslithat rendered the job and person
he photographs as oppressed. Tom further refesldheeJohnson (2006) text, too, and
Johnson’s (2006) argument about perpetuating sygstémppression (and privilege) by
taking the “path of least resistance,” in that “Asfs of oppression and privilege are
often so commonplace, that people participateemtivithout even thinking and without
even having a malicious intent.”

Summary. In summary, although the majority of studentdfagraphs used for
part two fell within the same theme of “marginatizgopulations” as in part one, students
demonstrated a changed understanding of the cobhasptl on their recognition of
systems of oppression and/or their personal coromettd one or more of those systems.
This acknowledgement of the individual and systemaittire of oppression in some ways
relates to students’ changed views of social jastihich will be discussed in the next
section.

Part Two: Social Justice Themes

Analysis of students’ part two social justice plgraphs produced eight themes
based on the 35 photographs. Like part-one, thet midlespread theme included
photographs that depicted individual or organizetitbas that benefitted “marginalized
populations” (12 students, 28 photographs); howawdike part one, there was greater

variety among the marginalized populations to wisttidents referred. Also, different
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from part one, the second most common theme waaléctyes to achieving social

justice” (3 students, 3 photographs), which repld@etion” and “equality” in part-one;
however, equality served as the third most comrheme in part-two (2 students, 2
photographs). “Human rights” (2 students, 2 phapfgs) and “inclusion” served as
other themes for part two (1 student, 1 photogra@ne distinctly new theme based on
the photographs that did not overlap with existimgmes was “social justice as an
ongoing process” (1 student, 1 photograph). “Vg@ittekenism,” and “religious peace”
from part-one were not used as themes in part-tweotd students’ deletion and/or re-

interpretation of a given photograph.

Figure &keley

In relationship to the new part-two theme, altholgeley photographed the same
building (Figure 44) for part one, she presenteeéw interpretation of the under-
construction building as reflective of the “contous process of interrupting the
systematic and pervasive oppression that is préseotciety,” and Keeley related her
new understanding to the required Adams et al. {R@®erein social justice is
emphasized as an ongoing process rather than disord point.

As with privilege and oppression, analysis of phetographs alone produced one
layer of understanding relative to the researclsgoes. Further analysis of students’

essays and interviews in conjunction with theirtpgoaphs revealed additional
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dimensions of students’ changed understanding@ékjuistice: (a) a mediator for

action; (b) challenges with social justice; and,S@cial justice as empowering.

Social justice as a mediator for action.By the end of the semester, the majority
of students, students understood social justi@eveay to mediate their new
understandings of privilege and oppression—speificin terms of taking action
against oppression. For example, some studently nexerstood social justice as the
product of privileged and marginalized groups wogkiogether to combat oppression.
For example, in Lucy’s essay, she wrote, “Privilegkaving the opportunity to sit on the
sidelines while the oppressed take the brunt af.[@ocial justice is the privileged and
the oppressed banning together to defeat the agprealtogether.”

Other students specified such “action” to meanshlly. For example, all three
women of color discussed their desire to take \itheyt learned throughout the course
about privilege and use it toward allyship. Maxi@te, “I hope to be able to bring
attention to some of these issues by having sorae,dmnest, and intellectually
stimulating conversations (dialoging) with mentgrsers, colleagues and students.”
Although Renee demonstrated some resistance toelnetunderstanding of privilege,
Renee wrote, “Most importantly, | am walking awaghatools to become an ally and
tools to encourage others to dialogue and becoles giemselves.To a degree,
students’ identification of a role they could asguon measurable actions they could take
through allyship and ally training added to antiptetation of social justice as an
empowering framework to combat oppression andnmp¢itheir and others’ privilege.

Social justice as empoweringFor example, in Tom’s essay, he wrote about how

“the biggest change” in his experiences with tha@aqustice curriculum related to his
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realization of “how individual effort can affect@hge towards social justice.” In his

essay, Tom’s wrote, “I cannot ‘give back’ thisyilege, but | can work alongside
activists like Chess, Kafer, Quizar, and Richard&fyi0) who wrote ‘Calling All
Restroom Revolutionaries!” and work toward a sqgcibat stops granting inequitable
privileges.”

Additionally, in part two, as compared to her pare understanding of social
justice as working toward “good” but “in the abstracourse readings and outside
meetings with Dr. Kelly and my comments on her negdeflections as Dr. Kelly’s
teaching assistant helped Keeley to understandht®atould work toward social justice
via her “sphere of influence,” which made sociaitjce work appear more manageable to
Keeley. Paige also discussed how social justig@mone meant “doing good” but in an
abstract sense; whereas in part two, “the changelheapower of an individual to act on
[sic] his/her sphere of influence.” Hannah emphesihow “Social justice means not
staying silent,” and she felt ready to build asgdsocial justice voice” by speaking to
those in her sphere of influence, though she regdlizwould take time for her to feel
completely confident.

Furthermore, in his part-two essay, Raymond disaig®w at the beginning of
the semester he saw himself as unable to encoothges to work toward social justice
because of his privileged identities but how bye¢hd—mostly because of the
aforementioned collaboration with a White male géethony) who co-facilitated an in-
class dialogue on heterosexism—he was empowereavima voice in social justice
issues. Raymond wrote:

At the beginning of the semester, | saw my rolelass as the student who should



keep mostly quiet, because for every minute thalkil miss opportunities tc;LS6

learn from individuals who have real life experienath oppression and social

justice issues that I lack. [...] Contrary &g the information sponge that |
thought | needed to be, Anthony set an examplewf the rest of the class could
benefit from his insight, despite his identificativith several dominant social
categories.

Thus, as students grappled with the social justiceculum, some students felt
empowered by the end of the semester to work tos@edhl justice in higher education.
This change, alongside other changes in student&rstanding of privilege and
oppression, can be traced to in- and out-of-clapsmences to which the students
referred in their photo elicitation projects anteiwviews. However, some students also
spoke to challenges they faced in being a changetagiven their new awareness or
complicated thinking. For those students, theanged understanding of social justice
left them dwelling upon the challenges associati#d working toward a more equitable
society.

Challenges with social justice.For example, unlike in part one—(aside from
Tom'’s suspicion of artwork being used as a tokemfof social justice)—students
named social justice as a challenge. George thestcworking toward social justice as
“daunting,” and he feared “jeopardizing employmenpolitical capital” by voicing
concerns about injustices in his workplace, sudha@®and-aid approach to chastising
Greek affairs chapters for racial theme partiesn Bescribed the process of social
justice as potentially “mentally and emotionallyppling,” and Renee rendered social
justice as “exhausting.” Additionally, Marie ackmedged the neverending process of

social justice and asserted, “That does not neabss®ean that during winter break | am

going to go and tackle the world and all of theigtices occurring in it.” Hannah, in her
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part two essay, wrote about how when she triedsiouds privilege and oppression with

her son and partner, her son would cover his eat$eetend to not listen and that her
partner would deflect his discomfort with humor.diibnally, in her interview Brooke
expressed how the critical self-reflection in whette engaged during ELPS 432 is
important to “social justice work,” she felt thatr examination of self-identity cannot be
the starting and ending point to one’s social ggsjourney because it lacks the action-
oriented component.” Brooke also discussed inrterview how she believed the
“action” piece was missing from the ELPS 432, aimel did not expect to do as much
“identity work” in graduate school, although sheswhankful for the opportunity.

Summary. Thus, for some students, newfound understandisgamal justice
resulted in challenges to understanding how toteswal change. These students did
not unpack their beliefs about such challengeseatgdepth, so it was less clear as to
how students planned to move forward. Howeverdesits appeared resolve any tension
through the belief that individual-level efforts mesufficient to work toward a more
socially just society as a result of in-class eigrares and/or out-of-class experiences that
shaped new understandings of privilege, oppresaiuth social justice.
Impact of In- and Outside-of-Class Experiences

Although the previous discussion of students’ hasednd summative
understandings of the three core concepts inclbdeflmention of various in- and
outside-of-class impacts on students experiencistire social justice curriculum, a
more detailed discussion is necessary in ordeeti@banswer research questions 1b. and
1c. Moreover, given educators’ views—of which discussed later in this chapter—that

students’ understanding of privilege, oppressiowl, social justice should be both
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challenged and supported by course content, gategmore depth about to what extent

in-class and/or outside-of-class experiences stggand/or challenged students’
experiences with the curriculum is a worthy discuss

In-class experiences Evidenced primarily by part two of the photo gition
project, all 12 students’ understandings of priydeoppression, and social justice were
impacted in some way by experiences with structactiyities or assigned work in
ELPS 432. Taken together, students were most pndfgumpacted by the following in-
class components: (a) the Johnson (2006) assigredrttergroup dialogue; (b) a
specific guest presenter; (c) the photo elicitapooject; and (d) the educators who taught
the course.

Johnson (2006). Noted throughout discussion of students’ expegsrwith
privilege, oppression, and social justice in presgigections of this chapter were students’
references to the Johnson’s (2088ivilege, Power, and DifferenceThis book was
assigned by both Dr. Kelly and Dr. Munin, and saleressages included in the text
gained traction with students. What is, perhamshér interesting about the impact of
the text is that it was written by a White malet, ydl White women and women of color
referenced Johnson (2006) in their project twoyeasal/or interview. For all students,
the messages that were most impactful from Joh(#ub6) related to the power of
silence. Johnson’s (2006) discussion of how chngpid remain neutral when witnessing
an injustice or not acknowledging one’s implicatinrwider systems of privilege and
oppression can do as much to fuel those systemgeasacts of prejudice, for example.
This message appeared to catalyze students’ iniare®rking toward social justice

within one’s sphere of influence.
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Intergroup dialogue. In addition to the Johnson (2006) text, studenf3r.

Kelly’s section elaborated in both their projecbtand interview about specific moments
from intergroup dialogue that changed how they ustded one or more of the three core
concepts. As described earlier, the process qigoey to facilitate an intergroup
dialogue with his White male classmate, Anthonkgveéd Raymond to learn from
Anthony and to in turn better understand how hareher White male could be an
active rather than passive participant in conversatabout social justice issues. Also
related to Anthony’s impact, Paige and Renee spmkew they initially saw him as a
privileged White male but that after Anthony diszd his sexual orientation and
oppression he faced thereof in an intergroup disdpthey saw his privileges differently
and realized how members of dominant social idggtibups can also experience
oppression. Furthermore, George and Keeley wimtetsand spoke in their interview
about how Renee’s story in an intergroup dialogeepty changed how they understood
privilege and oppression. In his interview, Geoegpecially dwelled on how Renee’s
explanation of how she did not “want to be Bladké iveekend of her best friend’s
wedding because of oppression she experienced thtr&dirst time he believed he
understood the pain that others in marginalizediggexperience. Keeley’s
interpretation of Renee’s story was similar to @eds, in that Renee’s story proved to be
a “critical moment,” as Keeley had “never thoughtat not being White.” Also, Keeley
believed the dialogue experience reinforced herrositment to working “with” not

“over” oppressed groups toward an end-in-view aiaqgustice, as “neither of us asked
to be Black or White [. . . ] and in a similar wag were dealing with something we

didn’t ask for.” Thus, although one cannot saydertain, viably, these students would
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not have come to such realizations and understgsdiyn the end of the semester had the

in-class component of intergroup dialogues not begaoired. As well, the fact that none
of the students (though there were just four) fldmMunin’s section referenced in their
part two projects or interviews a specific impaicageer on their understanding of
privilege, oppression, or social justice. However,students in both Dr. Kelly’s and Dr.
Munin’s section, the photo elicitation as an ass@ynn-class component proved
impactful toward students’ changed’ understandingn@ or more of the three concepts.

Photo dlicitation project. For some of the students, the photo elicitatiopgato
served more as a “net” to capture their learningr avne; whereas others viewed the
assignment as a tool to catalyze or initiate a eeapd more personal understanding of
the three concepts. Other students remarked onrirolass discussion of the project
supported their critical reflection of the threencepts, in that they realized how some of
their peers interpreted privilege, oppression, soaal justice in differing ways. For
example, Albert remarked:

| thought that [in-class discussion of the projets really good because you

know it just reminds you that everybody doesn'td@d things a little differently.

[. . .] To not think that everybody’s gonna thimltout it perhaps in the way that

you do. And their point is valid and that you sliblisten.

With regard to the idea of the project as a nefjgture learning over time,
several students discussed in their interviews ti@y appreciated the pretest-posttest
design of the photo elicitation project and howt thelped them to further reflect on their
learning and “growth” over the semester. Georgaamed in his interview:

| felt like it was like a pre-test post-test. lasvgood to—to after a semester of

social justice class to go back and say, ‘Oh, rdah| really write that?’ Or, like,

‘Oh! Yeah, | remember writing that, but now it'digle bit different for me. So
how could | better phrase that, or...” So it wasas cool to go back and to be
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able to try to—/'ll use ‘correct’ my work—nbut thathot really the right word. |
think ‘adjust’. Have a better representation obwlam and what | saw and felt.
Also, with regard to the project as a tool to catala change in a nuanced
understanding of the three concepts, many studistassed in their essays and/or
interviews how the physical act of taking photodgr&phanged how they viewed their
everyday lives and often saw the three conceptralind them. Also, the fact that the
project was a new concept for many students, ssi¢keaee, reinforced their exploration
of the three topics. In her interview, Renee said:

| had never had to use pictures for an assignmentwas like, ‘Oh! That's a

good idea.’ [...] But, | was like, ‘This is aally cool project.’ | think that the

assignment kind of helped me be able to expregerdift feelings about social

justice issues to other people [. . .] and howaa@ble to explain to even my

friends and to my family why certain things are m@gsing and why a lot of

things are a privilege, and they wouldn’t underdttrat. | think it helped me to

be able to form, | guess, even just general seatenc

Given the impact of the photo elicitation projentsiudents’ experiences with the
social justice curriculum, it appears that the @cogerved as a tool for reflection and
perspective taking, a point of departure for changews of the three concepts, and a
tangible way to view their growth over time. Ind#ebn to the project, students also
spoke to the impact of a guest presenter—Dr. \Wjagdakur who was a Director of a
multicultural student affairs office in Chicago,.IL

Guest presenter. For three of the White males (Albert, George, anth}, Dr.
Vijay Pendakur’s presentation was impactful towdweir changed understanding of
oppression. The three men referenced Dr. Pendaindsage analogy to illustrate their

changed understanding. The premise of the anadaimat birds in a bird cage are a

metaphor for those who are oppressed in U.S. satietugh maintenance of White
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hegemony. The birds are aware that they are aga;dowever, they accept this position

and do not question why the cage exists because bitlils are in the same position. In
addition to the impact of Dr. Pendakur, studentsremced the impact of educators in
relationship to their experiences with the soaiatice curriculum.

I mpact of educators. In addition to the impact of classmates, assignsjend a
guest presenter, students wrote about or spoketheir interviews how Dr. Kelly or Dr.
Munin affected how they experienced the curriculmd their changed views of the
three core concepts thereof. The most generaldangddhe educators relates to the edits
students made to their part two photo elicitationjgrts. All students appeared to heed
comments from the educators and took Dr. Kelly'®arMunin’s advice to further
unpack a given photograph or re-consider a givesrpnetation of a photograph. For
example, all of Marie’s part one photographs reldtefood, which Dr. Kelly noted.
Marie did not realize this narrow focus, initialtyyus, for part two, Marie expanded the
way she represented her understanding of opprebgiortiuding a photograph of her
Bible that depicted religious oppression. As wa&bime students used the educators’
comments more so as “food for thought"—such asédhig still focused on how part
two of the project could be personalized and be tliem” not for the educator; however,
for other students—such as Tom—educators’ comniatated changes they made so
that their second project would be more in linehwithat “Dr. Munin wants.” Hannah,
from Dr. Kelly’s section, also spoke to ways in alihshe wanted to “fix” part one
relative to Dr. Kelly’s comments.

Beyond the impact of educators at a level of ahaity figure, students also

spoke to ways in which Dr. Kelly’s and Dr. Munirdpproach to the social justice
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curriculum was effective for their learning. Fosiance, as discussed earlier in this

chapter, Albert credited Dr. Munin for the waysahich he navigated “touchy” topics,
such as White privilege. As well, Keeley—in hetenview—spoke to how Dr. Kelly
helped her to not be so defensive when discussiciglgustice issues with others and
how Dr. Kelly’s “calming” demeanor, for example, deded for Keeley how she might
address such issues moving forward. Keeley alsstiquned whether she would have
gained as much as she did from the course had &y Kot been her professor. Too,
Amy, in her interview, elaborated on how Dr. Ke#lyvillingness to be vulnerable with
her students and she ways in which she was botheged and oppressed allowed Amy
to also be vulnerable and share more pieces gidreponal life in intergroup dialogue.

Therefore, and this will be discussed in more dépt@hapter 6, Dr. Kelly’s and
Dr. Munin’s approach to the social justice curnigul subsequently affected students’
experiences. In addition to the impact of in-clea@siponents on students’ changed
undersatnding of privilege, oppression, and squstlce, out-of-class experiences
affected how students experienced the social gisticriculum—however, to a lesser
extent.

Out-of-class experiences. Although the majority of students focused on inssla
components relative to their change over time, sals@ pointed to out-of-class
experiences. For instance, several students refedeL GBT issues in their part two
projects—particularly in relationship to the contcepoppression—which relates to their
awareness of gay marriage, at the time, beingailleglso, Tom was shaped by the
Occupy Movement and related that then-current eteehis understanding of social

justice in part two of his photo elicitation proje@s well, a few students—such as Amy,
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Lucy, and Paige—referenced “economic downturn” ‘garddatory lending” with regard

to part two understandings of oppression. In Psigart two project, she also wrote
about ways in which out-of-class experiences wigeed mirror for her changed
understanding of oppression--especially in relatiom to LGBT issues. Paige’s part two
project included a photograph of a Greek evenastemded on an annual basis, and she
wrote about how experiencing that event reinforlcexdviews of how her silence
perpetuated heterosexism, as the event involveahdeory statements toward those who
identified as gay or lesbian. Additionally, Brookas moved by an out-of-class
workshop that focused on race. Brooke’s partiogpain this workshop affected her
understanding of privilege and oppression and cdleghber to want to use her privilege
in intentional ways rather than have feelings aftdpe an end-point for her learning over
the course of the semester. In Brooke’s essayyvsbite:
My attendance at her presentation was a pivotahemd of my growth and devel-
opment on these topics. [. . .] Despite immedjdeeling guilty and frustrated,
perhaps it was necessary for the topics of pgeilesocial justice, and oppression
to evoke such strong emotion. It is said thatehegh privileged identities are
least likely to recognize injustices. For thissaa, transformative experiences are
necessary to grant exposure to those with prigdedentities. [...] lamon a
complex journey to understand that my privileggehiity is not something for
which | should feel guilty. Rather, | have the soious choice about what my
privilege does in society and how | can use myilege to ally for those in target
groups.
Furthermore, Amy and Keeley discussed how they dvaget outside of class
with other White students to debrief what theyihearin a given class period, as they
sometimes felt more comfortable discussing topiith those who shared their racial

identity. Students also discussed how their egpegs with the curriculum bled into

their experiences outside of the curriculum buwkat extent those interactions impacted
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their understanding of one or more of the conceyais less clear; more so, the fact that

students raised in-class topics outside of cladsaps evidenced rather than molded their
understandings of the concepts. For example, Hadisaussed how she was moved to
watch a movie that focused on Black swimmers bexatithe course and how she would
raise topics related to privilege with her partaed son and friends who attended her
church. Marie and Paige spoke to how they wowdudis topics with their
husbands/partners. In a follow-up interview questRaymond spoke to how he felt
compelled to speak out when he saw instances vfgge, oppression, or a lack of social
justice in his daily life which was contrary to Heonflict averse” personality.
Summary of Research Question One

In this section of Chapter 4, | responded to nedequestions 1b., and 1c. |
reported that students were most prominently imgzhbly in-class experiences—
especially the Johnson (2006) text, intergroupodjaé, photo elicitation project and
associated in-class activities, an in-class preseahd educators who taught the ELPS
432 course. With regard to outside-of-class atdisj students related their learning to
then-current events, such as the Occupy Movemehttenillegality of gay marriage. As
well, the lens through which students experienbednorld outside of the classroom
appeared to, at times, reinforce or challenge whatents learned in the classroom—
such as Hannah'’s decision to watch a movie abaidlrimequality and Paige’s
understanding of an event that oppressed thosadentified as gay or lesbian. The
impact of in-class activities appear to reinfortee accessibility of the Johnson (2006)
text and intergroup dialogue and the photo elictaproject as promising practices for

social justice curriculum. Moreover, the impacOof Kelly and Dr. Munin relates to
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literature—which will be discussed in more depthha next section and in Chapter 6—

about the role of educators in the social justiogiculum. As well, the out-of-class
experiences appear to reinforce the argument thdésts were changed over time in
terms of how they understood privilege, oppressimia, social justice. In the next
section, | respond to the second research qudstighis study and further unpack
educators’ experiences with the social justiceiculum.

Educators’ Approach to the Social Justice Curriculum
In this section, | respond to the second reseauelstepn and sub-questions. To review,
the second question and subquestions are as follows
(2) As evidenced by the photo elicitation projéxyv, if at all, did educators’
experiences with the social justice curriculum ictpehange in students’ understandings
of privilege, oppression, and social justice chaoger time?
a. How, if at all, did educators who used the proie the required multicultural
competency course view the photo elicitation priogeca promising practice for teaching
privilege, oppression, and social justice?
b. How, if at all, does the photo elicitation prjeelate to educators’ pedagogy?

A response to question 2a. is discussed thrdugfotlowing themes: (a) non-
traditional assignment; (b) opportunities for studgevelopment; (c) inclusive and
personal assignment; and (d) context for studemhieg. The major themes in response
to question 2b. are: (a) learner-centered apprcaemel (b) anticipatory teaching

strategies.
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Non-Traditional Assignment

One reason why Drs. Kelly and Munin viewed thetpladicitation project as a
promising practice for a graduate preparation @ogwas because of how the project
design disrupted the idea of a traditional gradsateol assignment like linear text
reading reflections. Of this view, Dr. Kelly shdreow she believes “people are initially
excited” to complete an assignment “that’s not alstut writing.” Dr. Kelly viewed the
assignment as “just something different” in comgamito “a lot of their classes” wherein
students “just have to write papers.” Similabio Kelly’s view, Dr. Munin shared:

| think it was Audrey Lorde who said, ‘you can’tausiaster’s tools to tear down

master’s house.” The whole idea of, are you uiiegools of the hierarchy to

teach how to take down the hierarchy, and theticardil educational praxis is the
tools of the hierarchy.

Thus, Dr. Munin saw the assignment as breaking ritbl away from the
traditional educational praxis,” and that that a$é the project should be dwelled upon
in more depth. Dr. Munin further stated:

| think that in order to have really intentionalhe®rsations about privilege, op-

pression, and justice, we need to use alternat@asnd@eople writing a reflection

essay—I have no doubt they get something outlmitithey’ve written reflection
essays a thousand times.

In addition to the photo elicitation project asrarpising practice for social
justice curriculum in GPPs, educators cited theoojpmities for student development
when using the project.

Opportunities for Student Development

Another primary reason why educators viewed thegkRbcitation project as a

promising practice for teaching and learning alpivilege, oppression, and social
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justice is because of how it creates space foestudevelopment. Of this aspect of the

project as a promising practice, Dr. Kelly shared:

| tell students we’re supposed to be complicativrtthinking. [...] They

think they're gonna get answers, like, ‘Okay, witemwith a Black person, what

do they like to be called now?’ [. . .] They féigk they're gonna get those

answers, and instead, it’s like, ‘I don’t know. wbave to talk to Kristin [who
identifies as Asian], or you have to talk to Britljgho identifies as Black] to see
what they wanna be called.

Dr. Munin referred to this complicated thinkingas opportunity to the student
development theory of “plus-one,” in that the pobjencourages students to move a step
forward or outside of their current thinking abawgiven topic. Dr. Munin explained
how he, as an educator with a counseling backgrdueslbeen able to make “a personal
connection [with a student] with a plus one stépfar example, the student is struggling
with “guilt” as a “privileged group member.” Dr. bwhin said that he would often tell
students who felt guilty about their privilege, “@k owning your privilege is fantastic.
Guilt only takes you so far. What are you actugltyng to do with this?”

Furthermore, as discussed in Chapter 2, studegts enter a diversity course
with varying “levels” of understanding or past expace with diversity-related issues.
To that point, Dr. Kelly explained that the projectrelatable” and that “everybody can
kind of approach it on a similar level in termsnot really knowing what would be a
picture of oppression, even if you've deeply thauabout oppression, it's hard to think
about it a visual way.” Dr. Munin echoed, “If yoe’[students] looking for what the right
answer is, it's impossible to give me a wrong answiéhis [the project] is a mechanism

to talk about your reflection process in startihig tlass.” Moreover, Dr. Munin shared

that he would be “fully happy” when “students jasticulate, ‘my viewpoint hasn’t
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changed, but my depth of viewpoint has”; or, “Myjlege pictures are the exact same [.

.. ] cause | still think they’re important, buihderstand them in these new ways.” Thus,
the project was not as much about taking new phapits but more about students’
changed or complicated understanding or privilegeression, and social justice relative
to their baseline understandings at the beginniregsemester.
Inclusive and Personal Assignment

Another aspect of the photo elicitation projectttbupported it as a promising
practice was that the assignment was helpful ftin béhite and of color students and
allowed all students to relate the concepts ta #énryday lived experiences. In other
words, the project challenged the notion that aquastice curriculum is more pressing
for those from dominant social identity groups.. Relly explained how one of her
“goals in the social justice class is to have elvedy feel like they're learning, and
nobody’s learning at the expense of somebody elBe.’Kelly shared that she was
“really happy with the fact that students of caloparticular [. . . ] come into it [the
class]” wondering whether they're going to be “&tegl” for the identity. However, the
project and the course in general support thatridaaly in the class” considers
privilege—"not [only] the White students,” or “npist the male students”, or “not just
the heterosexual students.” Dr. Kelly elaboratédd same with the White students. |
hope that | feel like [. . .] it's gonna get to @it wherel’'m the oppressed person; not
just the oppressor.”

Dr. Munin also offered, “The photo elicitation Hgaasks them to think about
what [do] they see in their daily life?” Like Dfelly, Dr. Munin did not allow old

photographs, such as “vacation pictures.” RatberMunin wanted his students “to take
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pictures of the street that you live on,” for exdenn order to relate the three concepts

to one’s personal lived experience. Similarly, Relly noted how Chicago as a city
supports students’ experiences with the projedha® are so many “different
neighborhoods in Chicago”, “different nationaliti@sethnicities”, and “services for
people of all different languages or cultures, @ogle of different sexual orientations.”
Therefore, if a student demonstrated an expandedrstanding of privilege, for

example, based on sexual orientation, he or shédWiely be able to find a photograph
somewhere in the city to reflect that new learningereas perhaps in other less urban
communities, it might be more difficult to find exgles. Put another way, Chicago as a
context for students’ everyday lived experienceduided a wide variety of material with
which students could work for their photographs awerall learning.

In response to research question 1b., | deterntimegrimary themes from the
interview data. First, both educators discussedepth how the photo elicitation project
related to their personal pedagogy for educatotk@ELPS 432 and as academics in
general. Second, the photo elicitation projectriiaiced with ways that Drs. Kelly and
Munin employ ‘anticipatory teaching’ strategies-t¢am discussed in Chapter 2). For
the purposes of this theme, pedagogy is definedaahing practices informed by one’s
theoretical orientation toward teaching and leagrand informed by one’s past
experiences as an educator that might or mighinmeéct one’s approach to teaching and
learning.

Pedagogy
Both Drs. Kelly and Munin spoke to the ways in whtbe photo elicitation

project reinforced and/or was in line with theidpgogy as social justice educators. Drs.
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Kelly and Munin shared a pedagogy of critical thye@nd Dr. Munin named Critical

Race Theory (CRT), specifically. Dr. Munin viewie photo elicitation project as
reinforcing his belief in the “power of stories” tmpact student learning, as the
photographs produced various aspects of a studéatigarrative. According to Dr.
Munin, the project “just absolutely fits in with wh am [as an academic] and how | live
my life anyway.” Dr. Munin also saw the projectragforcing the ELPS 432 classroom
as a “community of knowledge,” in that the photgdra for the project were a productive
point of departure for broader class discussioasdbuld involve all student voices. Of
Dr. Munin’s practice of sharing part one photogpk a large group in class activity, he
elaborated, “People could see things from diffeparspectives [. . . ] Also, very often
with the pictures, part of the reason why the stiglead included that picture is because
of a personal story of why that was meaningfuhient.”

In addition, in relationship to Dr. Kelly’'s “femigi standpoint and critical
standpoint” as an educator, she viewed the pragbielping students move away from
trying to find a “universal truth, but rather masynall t’ truths.” Dr. Kelly’s feminist
pedagogy also related to how she has students ghdrene photographs in small groups
(rather than as a large class to gain “knowledgen fthe small groups of what their peers
thought about the photos.” Dr. Kelly also views f#hoto elicitation project as relating
to other research where she incorporates visudiestumethods and her pedagogy of
“universal design"—meaning, “what has the mostfosehe most people and can be the
most inclusive.” Through teaching practices reioéal by a curriculum that includes
assignments like the photo elicitation project, Relly wants students “to feel

empowered” and to “connect theory to practice.”céwing to Dr. Kelly, “I feel like this
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assignment has a lot of those built in pedagogiéiivever, Dr. Kelly emphasized how

she puts “more stock in the dialogues” in her cthas the photo elicitation project “in
terms of changing” students’ understanding of pege, oppression, and social justice.
This point is discussed further in Chapter 6, mtgof the project in one way being a
tool to facilitate change in understanding of page, oppression, and social justice
versus a net to capture students’ complicated staletings of the concepts.
Anticipatory Teaching

In response to an interview question about whalleges, if any, Drs. Kelly and
Munin experience when teaching the photo elicitapooject, both spoke to various
anticipatory teaching practices that are, in maaysya part of their pedagogy as
educators. Their shared anticipatory teachingedlenostly to classroom management
issues and a general educator/student power dynaitere Dr. Kelly and Dr. Munin
diverged in their anticipatory teaching was in terof their social identity relative to their
students.

Classroom management and powerFor both Drs. Kelly and Munin, they
anticipated that students would have specific goestabout the photo elicitation
project—particularly as to whether students cowdd tvacation pictures” or not; both
maintained that students must use new photograptsler to connect the concepts of
privilege, oppression, and social justice to tlesieryday lives. Also, Dr. Kelly discussed
the fine line between photographs and “art” and devad to what extent photo editing
was beside the point for the project. Also, Dr.rifualso spoke to anticipating that he
has “to do a lot of just normalizing of their [skrds’] anxiety, and also then unpacking

of their anxiety” for completing part one of theofarct.
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Additionally, as a researcher, | wanted to troubke“goodness” of social justice

education and be vigilant for any disconfirmingd®nce about the photo elicitation
project as a promising practice and/or a compoatetiucators’ pedagogy—hence, the
interview question about what, if any, challengésaators faced with the project. In
addition, as a follow-up question, | asked to wésent Dr. Kelly or Dr. Munin

wondered whether students were simply regurgitatingt they believed educators
“wanted” them to learn and/or to what extent stusléelt forced to demonstrate their
“growth” over the course of the semester; becausthe end, the project was for a grade,
and the educators were in a position of powerixgdb the students. Drs. Kelly and
Munin believed that the power dynamic was, indgedsent but that students most likely
submitted accurate representations of their legrimrthe photo elicitation project.

In relationship to the educator/student power dyicaas a potential challenge for
educators and learners, Dr. Munin described a camsnenario in ELPS 432 wherein
students might take a part one photograph of apatking meter to represent oppression.
Given Dr. Munin’s pedagogy, he did not want to diyripbel the photograph as “wrong,”
and Dr. Munin explained that when he is gradingsit'there and | think about how I'm
gonna write something as a comment on PE one, bedan just convinced that they're
gonna cut it.” Dr. Munin explained that he woultE“happier to be wrong and have them
[students] articulate to me why I'm wrong”—and wgpim terms of wanting students to
think about how a parking meter is “a systemicofetalues that make someone feel less
than and decreases their access to educationalihn¢ere, worsens their outcomes in the
judicial system”—(i.e., the definition of oppressithat he conveys to students). Thus,

even though Dr. Munin wanted to reinforce a “leamwentered” pedagogy, he
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acknowledged the educator/student power dynamisaia] “No matter what, | mean,

there’s a power dynamic. I'm a professor, and dairat [contradicting a profession] is
way intimidating.”

For Dr. Kelly, she viewed students as “pretty resjpd’ and “almost too, ‘she’s
the authority, and this is what she said was cbfteDr. Kelly also believed that
“people are pretty honest about what they learmeticonot learn.” Dr. Kelly added,
“Even when students may want to give me the ansivegrthink | want to hear, it is
pretty hard to demonstrate their learning withaeing honest since | was in class, | know
what happened...”

Social identity. Of Dr. Kelly’s anticipatory teaching relative torrgocial identity
as a Black female/women professor, she shared:

And then | think | get on the defensive in termglo$ kind of anticipatory teach

ing that we read about. So then I—I mean withrgliclasses, cause I'm always a

woman of color teaching no matter what I'm teachihgeel like | have to dress

professionally, I've got to make my expectatiorallseclear, I've got to also be
really open-minded so that students can see messipg some maybe conserva-
tive views. | have to be really clear about myibeges.

Dr. Kelly also noted how she anticipates “somehefways that people wanna
marginalize me,” such as an expectation that stsdeiti think, “She’s Black, so she’s
only gonna really like Black students in this cla§¥, she’s Black so she’s gonna be
really mean to the White students in this class. s@e’s Black so she’s teaching this is
as a vendetta.” Dr. Kelly confirmed, “No one hasrecome out and said that to me, but
| anticipate those things,” she remarked on how‘t@teagues” likely “anticipate

different things” and how challenges around onewa identity function as “an

opportunity to break down some stereotypes.”
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To Dr. Kelly’s point, it was interesting to heaoim Dr. Munin his interactions

with White students’ guilt compared to Dr. Kellyasiticipation of how her of color and
White students viewed her as a Black woman profeasamuch of Dr. Munin’s
discussion of his pedagogy related to White stuigleAtso, in the context of Fall 2011,
the majority of Dr. Munin’s section were White studs (as confirmed by Dr. Munin).
Also, of Dr. Munin’s experiences with social justicurriculum in general, he shared that
in another course he teacheBrivilege in Chicage—wherein more of the students are of
color, and that sometimes those conversationsainclass are at a “higher level” than his
often predominantly White ELPS 432. In additianaifollow-up question to Dr. Munin
with regard to his social identity as an educaitocesit did not surface as directly in his
interview compared to Dr. Kelly’s, Dr. Munin shared
| think | am preempting a lot when | teach. Buan sure it is quite different than
for faculty of color. | will joke with people sortimes that, when | teach, |
imagine what would work on my father and | contirnethat angle. | think
through the lens of what it would take to challesgmeone who, perhaps at the
outset, is likely to want to disagree with whatiskwto teach. This is what led me
to write my bookColor by Number It is a fact-based antiracism resource. In my
heart | am a qualitative researcher but | know lpowerful quantitative
information can be. It has the ability to readdtiféerent type of learner. A
learner that, perhaps, is from a privileged groug does not have an affective
connection to the material being taught.
Thus, although Dr. Kelly and Dr. Munin’s differesaicial identities resulted in
different forms of anticipatory teaching and difet concerns for how students might
view them, they were both focused on how the plebtatation project could incite

perspective taking among all students and how $kgament could take a learner who

might be resistant to the educators’ course—sudbiL®S 432—and have that learner



176
realize that social justice issues were applicablas or her life; and, such an orientation

toward teaching was in line with both Drs. Kellydadunin’s pedagogies as academics.
Summary of Research Question Two

In this section of Chapter 4, | responded to tluwsd research question:
Overall, educators viewed the photo elicitationjgcbas a promising practice for
teaching privilege, oppression, and social judbeeause of how the project served as
non-traditional assignment, provided opportunif@sstudent development, functioned
as an inclusive and personal assignment, and wghttan a context that provided many
opportunities to photograph privilege, oppressamg/or social justice. Furthermore,
educators viewed the project as part of their pega@s educators, in that the project
reflected a feminist and critical lens through wihle educators taught ELPS 432 and
other courses in general. Also, the project rdlabeways in which Drs. Kelly and Munin
viewed an educator/student power dynamic and suoeiial identity relative to that of
students. In many ways, educators’ views on tlw@aélicitation project mapped onto
students’ experiences with the curriculum, if moekplicit ways in implied ways. These
and other implications will be discussed in Chapter

Chapter Four Summary

In this chapter, | responded to the researchtmunssfor this dissertation study.
In response to the first question, [reiterate qaa8{, students understood privilege
primary in terms of economic or socioeconomic peiyé and access to a given
privilege—such as an ability to pay for travelstiworld affordances such as clean water
and ice, a luxurious hotel room. At the beginniighe semester, students understood

oppression as an absence of economic or socioecdompoivilege, and students often
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exemplified such oppression through depictiondiefiomeless. Students also

understood oppression in terms of identificatiothwion-dominant identity groups—
such as African Americans relative to those whaiidied as White. Oppression was
also rendered in more abstract terms, such asahiliig to achieve one’s full potential.
For social justice, students’ initial understandaighe concept related primarily to
isolated acts of charity or volunteer work as metidhrough an institution or agency.

Over time, all students demonstrated at least straege in their understanding
of privilege, oppression, and social justice. Hweere given analysis of only the
photographs and accompanying descriptions of ehctograph, one might surmise that
students’ views of the concepts did not change ashras they did as evidenced by the
essay and interview. For example, the major thdorgwrivilege, oppression, and social
justice remained relatively the same. Yet, givenibformation provided in the essays
and as corroborated or further elaborated in ttexvirews, students understood all three
concepts in expanded ways. In particular—whetbleted to privilege, oppression, or
social justice—students were impacted by new in&drom they gained from the course
about sexual orientation privilege and oppressi@amsgendered individuals’
experiences, and gendered oppression in genelsb, #ome students’ new photographs
were purposefully reflective of students’ new oanced understanding of a given
concept—such as Paige’s new privilege photograpihsflect her new understand go
Christian and heterosexual privilege; or Brookessvroppression photographs that
related to her new understanding of gendered opiores

In terms of what catalyzed or initiated a changstudents’ learning can be

indexed by in-class and out-of-class experien€gerall, students referred to the impact
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of in-class experiences more than outside of @apsriences; however, both clearly

impacted the ways in which students’ understandingne or more of the three concepts
changed over time. Common themes in what impasttetkents’ understanding of all
three concepts included the Johnson (2006) text.

Students also spoke to ways in which the educatgracted their changed
understanding of one or more of the concepts. literal way, several students spoke to
how or why they edited part two based on commédrag teceived from Dr. Kelly or Dr.
Munin on their part one project. Students alscused how their views changed simply
because of the ways in which the educator apprabaiygven topic—such as Keeley’s
discussion in her interview about how Dr. Kelly reatleasier for her to consider such
difficult topics due to her demeanor; and how ttey\r. Munin discussed White
privilege and White identity was overall approadkeab

Given the changes in students’ understandingeoftitee concepts, themes in the
educators’ experiences with the social justiceiculum resonate. For example, Drs.
Kelly and Munin maintained similar teaching pedagegin that they both ascribed to
critical theory as a basis for their teaching pcast. As well, both educators believed
they reinforced to their students—particularly éfationship to the photo elicitation
project—that the assignment was meant for themstildents; not the educators. Thus,
both Drs. Kelly and Munin maintained a pedagoggradid with the Learning
Partnerships Model (LPM), that was mentioned infiZé&a2 and will be elaborated in
Chapter 6. In addition, both educators spoke ¢onthys in which they employed
anticipatory teaching practices relative to therial identity and students. Dr. Kelly, for

instance, was always aware of her status as a Blaokan relative to her White students
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and students of color. Dr. Munin noted how thellehges he anticipated as a White

male educator were likely different than educatdrsolor.

Although the themes described in this chapteraiego the research questions,
the format did not fully allow for students’ voicassurface as much or be in direct
conversation with one another. Thus, Chapter %esesis another way to respond to the
research questions. Also, in line with this stedyiethodology, each form of data—
whether the photo elicitation projects, intervieaspther contextual documents—
multiple forms of data are not employed so as telmmore “complete” understanding
of a research problem; rather, taken togethennhigple forms tell a larger story, but
each form of data offers a complete window intordsearch problem in and of itself.
Therefore, in the next chapter, | reply solely oteiview data to respond to the research
guestions, as this focus provides another windaa students’ experiences with the

social justice curriculum and in relationship tattbf educators.



CHAPTER FIVE
INTERPRETATION 2: SEMI-FICTIONAL DIALOGUE
Overview

In this chapter, | present a second interpretaifdhe data. Specifically, | focus
on data from the one-on-one semi-structured inkgrgiwith participants. | put direct
guotations from participants in conversation witfe@nother via a roundtable dialogue.
What supports this mediation of the data is seatieinal (Cooper, 2006) and imperfect
narrative (Banks, 1998) methods in qualitative aede. As elaborated in Chapter 3, this
interpretation of the data is also in line withstBtudy’s methodology and is reliable and
trustworthy. In addition, the purpose of this deaps not to superfluously extend
analysis of the data or to diminish what the contaixdocuments and photo elicitation
projects offer relative to the research questidRather, the purpose of this chapter is to
show how (a) one method of data collection—the em@ne, semi-structured
interviews—responded uniquely to the research gurestor this study and (b) how
participants’ comments from their interviews relad@ne another in powerful ways that
are not fully captured through a traditional write{see Chapter 4). Additionally,
multiple mediations of data interpretation is imeliwith this study’s methodology of
crystallization rather than triangulation, in tldata collection and analysis was not aimed
toward gaining a “complete” or more “whole” pictuséthe research problem; rather,

taken together, the pieces of data tell a largayshan each individual part, but each

180
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form of data can be considered in isolation as yatwainpack answers to the research

guestions and to serve as an alternate way to makaing of the phenomenon.

All comments associated with student participavese taken from direct
interview quotes with the exception of transitioards or phrases to allow for a textual
flow of conversation or to explicitly relate parpants’ experiences to one another's—
such as “Me, too...”; “For me...”; or, “Different frordannah, | viewed... .” Also, |
eliminated any excessive verbal pauses that wansdribed and might detract from the
overall meaning of a comment—such as “Well, | ac—+#.was... um, actually...”;; or,
“And, well... 1 kind of... it was...well... .” Introductogr comments and remarks from by
Drs. Kelly and Munin (aside from the concluding coents) are, however, not taken
from direct quotes, in that they did raattually facilitate this dialogue. Yet, all
comments are accurate based on information draavn fineir interviews and verbatim
information on both of their ELPS 432 course sylkaid the photo elicitation project
description. Also, Drs. Kelly and Munin’s concladicomments are taken directly from
their one-on-one semi-structured interviews. Themcluding comments reflect an
answer to research question two, wherein they densheir approach to the
multicultural and social justice curriculum as ealiacs. Also, although Dr. Kelly
included six students as speakers inside the fishhalogues in her actual Fall 2011
course, and the remaining students served as @rsari/body language or content of the
dialogue, having 12 students in this imagined foshllbdialogue is not outside of the ideal
number of intergroup dialogue participants, as @2sloften cited as a workable number

(Zaiiga et al., 2002). Similar to Chapter 4 butdshgpon the interview data alone, |
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answer both research questions through this imedgirsogue. In response to the first

research question, “How, if at all, did studentstiarstandings of privilege, oppression,
and social justice change over time as evidencguhhg one and two of the photo
elicitation assignment?”, the following themes fawe represented: (a) students being
challenged to consider topics with which they httélor no familiarity; (b) students
feeling supported to then engage with and explaie topics; (c) students
acknowledging an “aha moment” or “epiphany” froreitrexperiences with the
multicultural and social justice curriculum; and gudents feeling compelled to translate
their new or complicated understanding of courgéctoto their immediate or future
professional practice.

In response to the second research question, “ilersed by the photo
elicitation project, how, if at all, did educatoegproach to the social justice curriculum
impact change in students’ understandings of @gé| oppression, and social justice
change over time,” the following three themesrapresented through the semi-fictional
dialogue: (a) educators used unique in-class #iesvand assignments both challenged
and supported students’ experiences with diffitybics; (b) educators were prepared for
and invested in teaching multicultural and soaiatige curriculum to current and future
higher education professionals in a GPP; (c) edwsa@imed to empower students to
engage with the curriculum by deconstructing ahedstudent power dynamic in their
approach to the multicultural and social justicericulum.

As is perhaps readily apparent, the themes arnéasito that of Chapter 4;

however, the mode through which the themes areatestlis different. As well, in line
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with semi-fictional or imperfect narratives and vine of my primary goals as a

researchemparticipants’voices should be highly visible and in such a wat tetains
ways the fidelity of their verbatim comments as agga to the mediation of their
comments through general themes and traditionatjexuic registers via my voice as the
researcher. Although | engaged in research reflgxhroughout the data collection,
analysis, and write-up process to ensure the itiahnd trustworthiness of the data, to
put participants’ experiences literally in convéisawith one another using their direct
guotes provides an information rich way to fill@pgn the higher education research on
master’s students’ experiences with social justicgiculum in GPPs.

Roundtable Dialogue

Dr. Munin: Thank you all for joining us today anat fyour willingness to share more
about your experiences with the social justiceicutum in ELPS 433.

Dr. Kelly: Yes, thank your joining us in this digjue. The students in my section are
familiar with the concept of dialogue, but to oview the concept for Dr. Munin’s
students, dialogue is different from what you mighsider a typical class discussion or
debate. Unlike debate, dialogue is not concernddavwinner’ or a ‘loser.” Also,
although dialogues may get heated and cover diffiopics, dialogue is much more
concerned with reflecting upon one’s worldviewsatiee to one’s social identity and
coming to an understanding of other participanisiwg given their identities and lived
experiences. Although our dialogue today is atime-dialogue as compared to an
extended program over several weeks—the lattethatiwis the case for most
dialogues—I hope you all carry today’s experiendd wou as you complete your
studies and work with students and colleaguesarfiéid.

Dr. Munin: Thanks for the overview, Dr. Kelly. Tecap the Fall 2011 semester, both
my and Dr. Kelly's sections engaged in 14 weekieaining that involved a variety of
experiences within the social justice curriculum-eksas my guest presentation in Dr.
Kelly’s class and that of Dr. Kelly’s in my clasgveral required and supplemental
readings from three required textbooks, writinglitianal reading reflections,
completing a social justice project, various insslactivities and video viewings, and of
course the two part photo elicitation project.atidition, Dr. Kelly’s class engaged in
fishbowl dialogue for one part of each class megtifhis dialogue was modeled, first,
by Dr. Kelly and Kristin McCann who served as a Ti#at semester, and consecutive
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dialogues were facilitated by student co-facilitateach week. My section engaged in
large and small group discussions rather than giedphowever, we still had the
opportunity to share our lived experiences with anether—especially during our
discussion of the photo elicitation project. Irdiigdn, some of you might have been
impacted by out-of-class experiences over the eoofrshe semester. Finally, you all
had the opportunity to further reflect on your exgeces with the social justice
curriculum during your one-on-one, semi-structurgdrview with Kristin McCann that
focused on your understanding of privilege, oppogssand social justice as evidenced
by the photo elicitation project.

Dr. Kelly: Thank you for the overview, Dr. MunifNow, we will spend the next 45
minutes or so dialoguing about your experienceb thié social justice curriculum in

ELPS 432—namely, your experiences with the phatatalion project since that
assignment captured your init@hd summative understanding of the three core concepts
of the course. This dialogue will also help usngagtter understanding of your overall
experiences with the social justice curriculum tiekato what we hope for as educators.
Finally, | want to emphasize that there are notraggtwrong answers, and please dialogue
in ways that you feel comfortable, as this spacaeeant to be a brave space. In other
words, vulnerability begets vulnerability, and taal is for all of us to be open to share
and hear one another’s perspectives about thefssutfifopics. Are there any questions
before we begin?

Students shake their heads ‘no’ in response.

Dr. Kelly: Okay, great. Dr. Munin and | are goitggcover two main areas today. Dr.
Munin, would you like to overview the topic areas?

Dr. Munin: Yes, so first, we are interested in ersfanding your experiences with part

one of the assignment and how, looking back on gaperiences with the social justice
curriculum, you understood privilege, oppressiorg aocial justice as evidenced by the
photographs you took and the descriptions you wr&&cond, we are interested in any
changes over time with regard to your understandfrijose same three concepts.

Dr. Kelly: Wonderful. Let’s get started with tffiest part of our dialogue. Would
anyone like to share something about their expeeievith part one of the photo
elicitation project? Such as how they approachedtoject or what meaning they began
to make of privilege, oppression, and social j&tic

Dialogue participants look to one another for cd@swho should begin.
George: I'll start.

Dr. Munin: Great, thank you, George.
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George: Yeah, so for part one, um, you know llyeaif | remember correctly—we
weren’'t supposed to look at the readings beforelidét, because it was supposed to be
your own interpretation.

Drs. Kelly and Munin and a few student participant& in agreement.

George: So, basically what | did was | went ooraglwalk by myself just in my
community, and, um, having some background of $aeséice—but not to the level that
| do now—I thought, ‘Oh, Chicago’s pretty diversatid ‘| should be able to see a lot of
what | thought were examples of oppression andabpgstice issues out in my
community.” So, | really just went on probably@ecand a half hour walk. Just with a
camera in hand. And, | already had a little bianfinterpretation because a friend had
already taken the class. So this friend really dleebdy been challenging me to look at
things differently. But, | was a little bit nerveto be like ‘wrong’—or to be open and to
expose some of my biases. So, | really tried ttheédbest job | could trying to find
things that wouldn’t offend anybody and that | abtrly to prove that | kind of knew
what | was talking about.

Dr. Kelly: Thanks for starting us off, George.

Renee: (Looks around at other participants before spegkircan go next. Part one, |
kind of just wanted to walk around the city, too-stjbbecause | thought that | kind of
knew what should go in each category—mainly becab@igeing a racial minority and
having preconceived notions of privilege, oppressand social justice. But, | wasn’t
really sure, so | was just like, ‘Oh, I'll see whmips out at me.” So, it was more of just
leaving it open to what | saw when | was walkinguard. | think the only place that |
definitely knew that | was going was to the Redel.ta take a picture of that map, but
otherwise, it was more of wanting to see what wqadgd out.

George: How did you know that you for sure warttethke the picture of the map?

Renee:(Pauses to thinkym... it was probably during a conversation with aheny
roommates, because | was talking to her aboutrbjeqs, and we were thinking we live
towards the South Side. So, we were both talkbaypathe tons of things that | could
take a picture of on the South side. But, shejustdike, ‘Well, | mean, the train we ride
every day, and | was like, ‘Oh, yeah! So, | wiasking about how the Red Line—
most of the stops are on the North Side, andik&sless sporadic, so | felt like that kind
of incorporated at least the neighborhood wheneetl

George: Interesting.

Renee: Yeah, and honestly, at first | thought | g@sna hate the project. | was probably
in that mindset of, ‘Okay, | need to make sure thiwhat Dr. Kelly wants,’ and then |
started questioning what my definitions of socigtjce were and oppression, and | was
like, ‘Do | really know what these mean?’ type lbifntg, so it made it a little bit difficult.
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But, then after we did the first set, | was likeh', okay this is like a growing thing. It's
gonna make sense later on.” So, it wasn't as bad.

Paige: (Nods head in agreemenieah, | had kind of a similar experience for aré. It
was my first semester, and | was more so focusegetimg the assignment done and just
adhering to the guidelines. | realized that it wagnitely harder than | expected, and it
required a little more thought and reflection, andt kind of became a game.

Marie: In my case, | think | was intimidated bytassignment when we got it. | didn't
really understand what it was we had to do, an@lbse it was so...it's so vague and not
like very focused. So | remember turning it in dhichking, ‘I hope that these are
pictures that make sensgl ’aughs) They made a little bit of sense to me, but I'nb the
expert, SO you know.

Hannah: For me—sort of similar but a little di#fet from what's been said so far—for
me, | emailed Dr. Kelly and said, ‘l was just irdla. | would like to use those. That
demonstrates vast differences from a socioeconpar&gpective.” And she said, ‘Great,
I'll talk to you about how to integrate India intive class, but you need to take new
pictures, and if you have a question about itnltedl you why.” That was the point from
which | started—Like, ‘I get this. | understand it

Dr. Kelly nods in remembrance of this email excleang

Dr. Kelly: Yes, | do remember that exchange, arahkhyou, Hannah for sharing, and
thank you to everyone who has chimed in thus faa to further unpack this first
guestion about how you all understood the conaafppsivilege, oppression, and social
justice at the beginning of the semester, was theyéhing in particular that you were
compelled to photograph because of specific lifgegdences and/or aspects of your
social identity? Renee and George—you mentionedections between the
photographs and your neighborhoods, but is theytheng else that related to others’ part
one photos?

The group pauses for several seconds to consiéequkstion posed. A couple of

students jot now a few notes on paper in fronheft, as if they are thinking about what
to say.

Keeley: | can go next. Yeah, so for rlike | knew what the terms were—I had heard
them before—but I'd never really been asked to oetety think about them. And so, |
remember talking to even my mom and being like—lilt&t is this like you know what
does social justice mean? Or, what does it Idak lor and even with privilege? Like |
just said, ‘Oh, | have privilege because I'm WhitBlot like any substance behind it, and
then | also thought of it in terms of SES, becabs#s what is most apparent to me
physically—I think can see that. And a lot of wihdid was very symbolic. So when |
talked about oppression, a storm had ripped thraughown. And so | remember | took
a picture of a tree that had been like completiglyad apart, and | talked about more of
the psychological effect of oppression, but notlyezoncrete examples. So everything
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was very symbolic and like not very concrete. ‘€audon’t think | had an
understanding of that at all.

Lucy: Yeah, for me, in terms of any personal catioa in part one, | do remember a
large part of what shaped how | was seeking oferdint photo opportunities and was
really trying to focus on what was in my every diagt I'm kind of overlooking.

Honestly, it was kind of hard because | feel likere’s a lot in my everyday that’s just so
routine, and | was just... | guess it was the begmof the semester-ish that we started
it. But, at that point, things | thought | coultke a picture of were things | wasn’t
feeling comfortable taking a picture of—like a sslapt of something that involved a
human, which was where | think a lot of the injost that | was seeing were happening.
And, I think at the time also | was just adjusttodiving in Chicago. | had just moved
here, and everything was new, yet there was roalieady set. So, | was trying to find
that balance between all these things that wengdiferent around me with also just
already being like numb to like high rises or sammeg. It's like, ‘Okay, whatever.’

Keeley: Did your White identity impact the way ymok photos for part one or
understood the concepts for part one?

Lucy: For me, not necessarily being White—likensybe had an influence on the way |
took the photos and the photos | was seeking But, | think the identity that was most
prevalent was my socioeconomic status.

Keeley: Okay, yeah. | was just curious.
A pause in the dialogue as participants think.

Dr. Munin: Albert—we haven’t heard from you yat/ould you like to share, or would
anyone else like to at this point?

Albert: (Hesitantly, at firstYOh, yeah, sure. For me—nothing that stands dig. |
probably, you know, | would think it's the summatiof the various experiences and
inputs through media, through movies, through peakexperience—all of that stuff.

Tom: (Nods head in agreemeniim, the part one photos weren’t incredibly per$ena
or the part two ones for that matter. I'm goindake stock of the pictures in my head a
little bit. (Pauses)rhey weren’t necessarily anything that affected pee se, but things
that | just noticed more. I'm just trying to thiimk one that affected me more than the
rest, and | can’t really think of any so | guessttkind of is telling.

Marie: Well, for me, | grew up in a not so prigked area. | stopped at the corner store,
which was one of my oppression photos. Um, so yidahl made connections from my
personal life and to my daily life and my routindnd also, you know, people that are in
my life. The Alternative Inc. for a social justipboto touched me because my
brothers—he frequents there, and he does workshibipgkids and whatnot.

Albert and Tom nod in acknowledgment of Marie’s ic@mnt.
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Raymond: | tried to make personal connectiorthégart one photographs at first, but |
had trouble at that point. | didn’t really knowvindo go about doing that very
effectively, so | kind of abandoned that strateditke bit. | did definitely use a picture
of myself for privilege, though, and so that wassdof a slam dunk for me, just because
it seemed—even in the first weeks of class—Iliketlthe idea ogocial privilege, so...

Dr. Kelly: Can you say more about what you mearnhay?

Raymond: Sure, | mean, I'm all the majority groupsu know, and so | just figured a
picture of myself was a good way to start learrimthink about privilege, | guess.

Dr. Munin: (Nods)Great, thank you. Also in thinking about your ursdending of the
concepts in part one, Dr. Kelly and | are wondgshat, if any, concepts or aspects of
part one were challenging for you all, if any. \ibanyone who hasn’t spoken yet or
hasn’'t spoken for a while want to say something?

Amy: (Looks around at others to see if anyone startpéak) Yeah | think for part one
it was confusing, because like | remember pickimgcéure of my church as social
justice, and then someone else in my group wheweave doing small group discussion
about the project picked a church as oppressianjust the overlap in a sure definition
of the concepts. | don't think that there arelyedlear definitions, and what oppression
means to me means something else to someoneSasé think it's a fuzzy subject.

Tom: (Nods)Yeah, Amy, to your point, in part one—and part fiwothat matter—it

was incredibly subjective in a way that was re&ieing. So you could go out and speak
your mind with a photograph. And then | think tie same end, like when you get that
criticism back from the professor in part one, gad’re like, ‘Oh, wait, I'm getting
criticized about something that I... This is realljpgective.” And so, like at the same it
was very freeing; but then reality sets in. Thigsigraded project.

Amy: Yeah, that makes sense.

Brooke: Right. So one of the cool things aboig finoject, is that you can take a
photograph, and someone can say, ‘Oh, that's pgeif Somebody could look at it and
say, ‘Oh, that’s social justice.” Somebody cowdHK at it and say, ‘It's oppression.’ |
think it was so interpretive there was this coolga and freedom to make the project
what we wanted to make it.

Paige: Well for me oppression was the most difficupart one. | would second guess
myself and be like, ‘maybe it's not... <laughs>... rnayt’'s being overly sensitive.’ |
mean, we live in a time where oppression is kinthotless, in a sense. Like it's not
very overt. So, | think | was looking for, you kmpsomebody being wrongly

imprisoned or something. Nobody just walks intatthSo, that was probably the hardest
one. | would look at something and go, ‘there’pr@ssion.’

Hannah: What's an example of when you second gdegsurself?
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Paige: Yeah, the, um, first picture for oppressidnvasn’t sure...l thought | was just
seeing stuff. | was watching it happen, and | lsgyting that is so weird, and the weird
part—what made me think about it—was | was walkangund the mall and there were
two officers following these young guys, and thegrevgoing in the store, you know, in
the shoe store. And these young African Americatesyand I'm like, ‘Oh, wow. Bad
day to be Black.” Because they wetearly following them. Keeping a distance, but it
was like ‘big brother is watching you’ type thingmean, they were just kids. Who
knows if they were really up to no good or not, ity choose them out of the hundreds
who are here? So, | think at that point, ‘Oh,dught maybe I’'m being too sensitive.’

Lucy: Yeah, I think definitely a mix between opgs®n and social justice was the
hardest to capture, too. | guess | would say sp@tce was the hardest. | think mainly
because that, to me, is like an overarching thémaedppression and privilege kind of
work their way into. So for me it was like | wasestling with—'Is social justice here?
Is this where | see something that I think is sdlisg—Ilike is already an issue that is
solved?’ Or, if it's like an injustice that is hagning?

Renee: That's interesting, because | think sgesdice ended up being really hard for
me. | mean, | knew | was going to take on&otial Justice Universifyoo, but |

wanted to see what else | could find, and | hadkdtly thought about it until | was
walking, and | saw a bunch of people that | coakkta picture of outside of the Art
Institute. | hadn’t really thought about it thadyy | guess. More of our conversations in
class at the beginning kind of made me realizeitlveés a social justice institute, but |
still wasn’t thinking of social justice from an iaity lens—more culture and ethnicity;
not race or sexual orientation.

Tom: Yeah, | think social justice was probablydearfor me, too, but not by much. It
was just kind of hard to see a situation like,ifpest-social justice is happening here.

Marie: For me, too. It was harder for me to ussteerd the concept of social justice. |
knew that Loyola focused on that when | applied,lwidn’t know that there was a
specific, | guess, tangible concept behind it.

Raymond: Interesting. I think at the time, | fislit social justice was easier because |
had just started interning at Social Justice Usitgiand so just a lot of that stuff is in my
awareness. So—and | actually used a picture astoyents for, the social justice picture
in part one—so | thought that one was easy atgbiait, but then thinking back on it

from part two, | think that that was... |—it was ov@mplified a little bit.

Dr. Munin: We’'ll have to circle back to your poilater when we turn to part two.
Raymond: Yeah, definitely.

Dr. Munin: Okay, so were any other concepts oeeatgof the project challenging for
anyone?
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Albert: Yeah, yeah. | mean yeah the White prygg@®ne. I'm like, ‘What's goin’ on’,
you know? | guess there were a few White maldkarclass, but you know, a lot of it
was sort of directed toward White males. You caelp but feel like, ‘Alright, what’s
goin’ on?’ But, | think it was good because it wasdled | think about as fairly as you
could handle a touchy subject. You know and beipgrson that's | guess part of that
considered that class. | guess that's a compliteebt. Munin.

Hannah: (Nods) Well for me, so privilege is—privilege | think isugte, ‘easier—but, |
think about it very much from a socioeconomic séango, whenever | had student
development, Dr. Kelly really challenged me to kabout privilege because I'm White,
and that really wasn’t something | contemplat8ait, | know that’s the lens through
which | took all of these, and | still experienagedAlso, what'’s interesting is it bothered
me much more for—Ilike I felt guilty about socioeoaomc statussort ofguilty about
White privilege, and that’s | think why | struggled much with the oppression pictures
in part one.

Albert nods to acknowledge Hannah’s comment.
A pause in the dialogue.

Dr. Munin: Is there anything else anyone woule lik add with regard to their
experiences with part one?

Participants shake their heads ‘no’.

Dr. Munin: Okay, so now, in the second half of th@ogue, Dr. Kelly and | want to
address this question of change over time, if angerms of your understanding of
privilege, oppression, and social justice. Fomepke, did anything specific about your
in-class experience impact a complicated or diffetederstanding of privilege,
oppression, and/or social justice? Or, were ottlags experiences also impactful?

Dr. Kelly: Yes, and as Dr. Munin and | emphasizegdu all when you were in class,
our approach to the curriculum was not that werigig and you are wrong or that you
had an incorrect understanding of the conceptseabéginning of the course, and by the
end you had the correct answers. What we as emfgcaere more interested in is how
you complicated your thinking over time or cameéov understandings of one or more
of the concepts. Hopefully that was made clegotowhen we explained the project in
class. Also, we were and are equally open to ypuessing to us that your
understandings did not change and explaining tohysthat was.

Keeley: (Looks at AlbentCan | refer to a point you made earlier, Albert?
Albert: Sure.

Keeley:(Looks at Dr. Kelly)s that okay?
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Dr. Kelly: Yes, by all means.

Keeley: Okay, yeah, so sometimes | wonder if threiculum wouldn’t have been
impactful if | had a crappy teacher. -$think thatplayed a big role too. Just the ease
and comfortability—or at least from what | saw of+Hmm my perspective of how we
talked about some of my work for the class. Drllis very calm and just kind of, you
know, and I think the way she modeled that to meois | had conversations with other
people about these topics. So | think I'm natyralpretty emotional, anxious person so,
but when—uwith the ease that she made me feel sethonversations | just—now when

| talk about things like—I don't try to get defewsil don’t, you know, like—I get
passionate but | don’t—but then it’s | feel likedn't be approachable. And so when I'm
not approachable then this defensive—there’s gtmrige no dialogue.

Dr. Kelly: Well, thank you Keeley. I think you @a lot to yourself as well in terms of
being open to the course content.

Keeley nods.

Marie: | can say something about part two as veslt] it sort of connects to the impact
of the professor, too. Unlaughs)it was funny because, Dr. Kelly had commented in
the first part | was focused too on food, and sosdid she wanted me to expand, and so
| did that. | went, and it was | guess an evolut the class, ‘cause | was able to apply
the terms better and really understand what it medarsus in the beginning | could
vaguely describe it. And so things that | might have thought represented privilege or
oppression or social justice took on a new lightr example, | had a picture of my Bible
in part two that | didn’t have in part one. | piin oppression because of the
conversations we had with people who interpreBitde, and how they interpret the
Bible, and how they use the Bible to oppress gpieeple—for example people in the
LGBTQ community—and how women'’s roles are differienthe Bible. And so that is
something that | didn’t really comprehend beforehad our dialogue about religion and
faith.

Amy: Hmm, well for me, | actually kept the photioem my first assignment, because |
wanted—I thought that they all did represent sospeat of what | had of the concepts—
but | felt that 1 would get more out of it by taiinvhat | had and then re-exploring them
through the new lens that | had gained from thescléso | took the approach of not
changing anything but just kind of changing my iptetation of the concepts.

George: Yeah, that was pretty much my approach, toeally wanted to try to keep a
lot of the photos the same, because | really watttéxy to show a growth in
understanding and a growth in even maturity at spamets in the project and in my
semester of learning. Kind of like, ‘This is whatid think. And now this is how, re-
looking, where | stand with it.” Also, like you m&oned, Marie, | thought that it was
kind of responding to some of Dr. Kelly’s initisdddback on some of them. Trying to
challenge it a little bit. You know, she gave sagneat feedback on, ‘Well how does this
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really, X, y, z?’ | felt like this was my opportitymto say this is how | see and how | feel
this meets the criteria of oppression, or privilegesocial justice. So | think | maybe
only changed one photo. It was the Chicago Puliicary photo | put in for social
justice instead of the ‘Welcome to Uptown’ neightomwd sign for social justice in part
one.

Hannah: Yeah, | also wanted to demonstrate growsn time in part two. So for me,
one strategy for part two was, ‘What’s the leasbant of work | have to do?’
(Hesitantly)Then, ‘How do | fix what | got wrong?’ And, ‘Howodl demonstrate that
my understanding is broader than when | walked ¢fdaes?’ A little embarrassed by the
first one, but it's a reality.

Tom: Yeah, kind of similar—and to circle back tg earlier point about the project
being subjective—by part two, | had the sense @wN know more what Dr. Munin’s
looking for’, so kind of like fixing the project(Looks at Hannah)What did you do to
demonstrate broader thinking?

Hannah: (Nods)Sure, so the example of the cisgendered-orientdatdzam at my
workplace was a demonstration of broadening, immmd. And then the leadership
chart from my workplace that showed a lack of woratthe top, and so that was an
attempt to not just be personal but to look mostesyically at, um, social justice
concepts. And then | actually—from a fixing it ppective—I reused my homeless
example for an oppression photo, but | actuallycdbed it in a much more systematic
way. Did a little bit of research to better undensl if there are groups or people working
for the homeless, what some statistics are, araf #tiat.

Marie: Yeah, after we had a discussion on therbaths in class, everyone like... | felt
like that would’ve been a good idea to photograptpart two, but everyone was gonna
target that, though | think everyone was reallyssed that a bathroom would be
something that would oppress someone or would bsidered a privilege.

Renee: Yeah, | think all of us wanted to be ablthink outside of the box, but because
in certain ways we had limited information or lisdtknowledge to each topic in part one
that it made it a little bit harder for us to bdeatw think outside of the box. Ithink as the
class went on, we all got a lot more comfortablenhe topics, so that it made it easier
for us to think outside of the box, because we s@&wery day now.

Paige: Exactly. So when | see things now—likaw something on the last day of
school—and | was like, ‘Shoot! | wish | would’'veifthat in. That would be great.’

Dr. Munin: Interesting. Any other thoughts aboattgwo understandings and how any
change in your understanding of the concepts,aflaarose?

Tom: For me, | think one the part one was kindlk& taking shots from afar and
observing from afar and thinking that way, andihkipart two it got a little bit closer.
But, | don’t think anything in particular that waaid in class changed anything. But, |
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think a byproduct of the class as a whole waspsd assuming things a little bit
more—and I'll explain. One of my part one and pgan pictures was a picture of a
gentleman who was a shoe shiner in my building,fandome reason in part one, like
l...I kinda made comments that nobody knew his naand,he said everybody walks by
him really quickly. And | remember | wanted to ghen that a little bit more for part
two, so | explained that my part one descriptisuased that he was being oppressed or
felt depressed. Maybe | didn't assume that hedigressed. Um, but | made that
assumption based on the fact that he was a shoe gaison, and then | realized in part
two that | was probably, you know, part of that mggsion or making that assumption.
Maybe he has no feelings about that whatsoevenhatd kind of degrading in itself
that | thought that.

Lucy: In my case, | think that Dr. Munin exploritige part one photos as a large class
was really eye-opening, ‘cause the way it was fat@dawas like that it wouldn’t be
connected to a student. There would just be agplypthere with no words, no anything,
so it was fascinating to see the different peoplestglepending on their just different life
experiences or what they were looking at in théupecthat that showed the diversity of
thought of what we saw. That was for me reallgtiesting in terms of thinking about
part two.

Albert: Yeah, | thought that was a really good lass activity, too, because you know
everybody approaches these topics obviously subgbgtfrom their own point of view,
and their own set of experiences, and their ower§lthat they take in from what they
hear. And then that of course affects what picttinat they chose and why they chose
them. | thought that was really good becausesitj@minds you that everybody does
look at things a little differently. It's very gddo, um, to not think that everybody’s
gonna think about it perhaps in the way that youashal their point is valid and that you
should listen.

Renee: Yeah, before, | think, | had a very limitedinition of what each category was,
but in the class dialogues and our papers and &negyhad really opened up what
concept | knew could fall into it, and | know a tftstudents were talking about how
they had switched some pictures to different caiegdor part two, so it really made
me—there was a bigger arena that | could lookrat,y@u could see how things could be
placed in multiple categories.

Paige: (Nods her head in agreemeMgah, in Dr. Kelly’'s class we shared part one
photos in small groups, so not as a large classssadcily like, and | liked it. There were
quite a few people who had Loyola pictures, arftblght that was really interesting,
because | never once thought maybe | should téddekaaround here—simply because
we preach this ‘home for all faiths,” and we preearcial justice’, and we try to have an
inclusive environment, and so | guess | bought theohype that they sell you. And you
know, you think, ‘Oh, that doesn’t happen heref, bguess that's the same thought that
most privileged people have that thought. It maxdethink about when people say, ‘I'm
not racist | have a Black friend.’
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Raymond: Well, for me, | think that for part twidjad a lot better ideas but didn’t know
how to photograph them or didn’t know how to thaket a picture of that idea. So, some
of the ones that | dropped were because it's raitltdidn’t learn anything about them—I
just had trouble then figuring out what | would eéek picture of instead. Also, Paige—to
your point about small groups—I also remember kiveds with one of my classmates in
a small group discussing part one, and | realizbtden thinking very literally about,
‘what can | take a picture of?’; whereas, she haglthat was just a representation of an
idea. It wasn’t anything—it was...it was just someghthat had nothing to do with
anything, but she used a metaphor to make it wérd so | hadn’t thought about doing
it really that way. But that's what some of mytisvo ones became—Ilike the
photograph of the can of peaches to represent hewdia is oppressive. So, | guess the
small group in class discussion of part one operpedew ways for me to think about
approaching the assignment. Also, | think | knbut, | had forgotten that there was a
part two. So most of the semester | was just thmkf it as that project that we did, and
then halfway through, it was like, we talked abibirt class, and | was like, ‘Oh! We're
doing this again.” So it definitely made me moomscious of seeing how those things
can apply in my life.

Brooke: Yeah, me too. | think something kindaofoverarching lesson | learned
throughout between part one and part two—was thqhkiore about the macro-scale. |
think some of my first—the part one pictures wer@en um, kind of like individual
level, and | just became so much more aware ofyévieg. | mean you go in CVS, and |
think | explained it there’s like three aisles dirStmas things and then a tiny little
section for Kwanzaa if you're lucky. | went indgome CVS’s, and there was nothing.
So being in the dominant identity and celebratimgi€timas as a Christian, | didn’t think
| was ever forced to think about it as opposed taelebrated Hanukkah | was
constantly searching for Hanukkah things and cdufard them. So I think this picture
particularly made me more aware that sometimes whaire in the dominant identity
you’re not forced to think about as much as if yeuh a target identity.

Albert: Yeah, | agree that the professor maddfarénce. Like | said before he did a
really good job | think of bringing out stuff...stuthat you know | didn’t really think
about before. You know like the whole White prage thing. Uh, | think was...was |
think a very good discussion to have. | thinkteolictimes it's easy to say, ‘Well it's
them. It's not me.” Or, | don't see how | contriié to that you know I'm...I'm generally
a nice person, | don’t go out of my way to you knaght be oppressive to anybody.
Um, but I think so, more on the on the macro-lef/gbu will sort of the...the systematic
oppression that happens and the systematic prévileat exists. | think that is the...the
area that was really good to spend some time tadkiout.

Dr. Kelly: (Nods)Good point, Albert. Does anyone want to speaknty other in- and/or
out-of-class experiences that might have impacted they understood privilege,
oppression, and social justice for part two offihgect? Or anything about their social
identity that impacted how they differently unded the concepts by the end of the
semester?
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Raymond: Yeah, | mean, think it helped... going biacthe problem | was describing
about in terms of thinking about things on a largmale and not knowing how to
necessarily photograph them then. | guess thrthaghl realized more how systemic
things are and that, like, the social identitiest thdentify with just like hold a certain
place in societal systems. And that’s not anytlibgut me as an individual really. So
just to keep thinking of it at a very macro-scatel aot read too much into and just kinda
understand that it is something there that now..veha focus on. | speak from like all
the majority social identities, you know, so thejpct helped.

Paige: Raymond—can | ask—so | remember in dialameeday you talked about how
part of your background is Mexican, but you idgn&g White, is that right?

Raymond: Yes(Pauses for a few second3his is still something I think about
regularly. We talked in class once, and | canaotamber the term for this, about
something along the lines of “selective heritagédr me, | enjoyed what | would
consider the conveniences of my Mexican heritagkcidus Mexican food at my
grandparents’ house, an affinity for learning tipeudsh language, a childhood sprinkled
with Mariachi music, and a window into a differentture. What | did not experience,
however, were the struggles associated with idgntfas a minority.

Dr. Munin: Could you say more about what you megthiat?

Raymond: Sure. So, functionally, | enjoyed theifages of my Whiteness, and liked to
‘select in’ to certain parts of my Mexican heritageo, like | never experienced
discrimination or faced systemic barriers as alteswhich is likely due to the fact that
most would not guess, based on my physical appearémt | have Mexican heritage.
But that said, hearing the experiences of othetestts who did experience the struggles
that | did not humbled me. So, who was | to clampMexican heritage when | did not
have to face the struggles associated with thd¢tgsaand?

Dr. Kelly: So is there anything that became ot tiiaw understanding of your identity
relative to systems of privilege and oppression?

Raymond: Well, | realize now that there is a medgitound to all of this that | work to
navigate, but at the time | felt embarrassed torcthat heritage because, in some way, |
did not feel that my experience of that heritags wathentic. Other people have
suffered in the name of this heritage, and | hatly@nly reaped the benefits.

Paige: Thanks for sharing that. So yeah, Raymymal, comment about the concepts
applying to your life in part two—that made me thiof how part two was definitely, um,
many of my identities—being heterosexual, beinghasfian. | think at that point |

looked at it through various lenses versus jusbtieracial lens in part one, and you look
at it through the lens that you’re most comfortalith in the first part. | think because |
know that people see me as Black, then that's hoget to then shape my presentation.
So, | felt like—like you know, this is kind of whaeople expect of me, so this is what
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I’'m gonna put out. I'm gonna do great work, buthis manner. So I think part two was
more a reflection of howthought.

Albert: Yeah, like you, Paige heterosexualism wase of a thing for me in part two.
Also gender based stuff—all those different ardst, | guess the gender based thing,
not so much, only in that you just hear that véetgrma So | guess maybe the only other
area in that particular topic area that impactedpary two understanding of oppression
was, um, transgenderism, ‘cause | hadn’t heardntiuegh. So, I've noticed lately | pay
attention now more to when | hear those thingske lthere was an article in the news the
other day whereas maybe before probably would aw¢ heally paid attention to it. Oh,
and then, yeah, the other area that raised my aesse-like you, too, Paige—is the
whole thing about religion.

Paige: Oh, okay. What did you think about it?

Albert: By the end of the semester | realized, kpaw, being more of a historically
Christian nation and the impact that that can l@vpeople who aren’t Christian.
Demographic trends showing that we're seeing arfigx of folks who aren’t from that
particular religious background and what it’s Ifke them to live in this country knowing
that. That was something | hadn’t really sperdtaf time thinking about before.

Paige: Yeah, again, part two was more personaally wanted to think about how |
felt like | was affected by the class as a whohel bwas really sensitive to what was
happening around me. So, part two was just kilkefthings are happening, and | was
like, ‘Il know what that is now!” So, we had a G3tmas party for work, and part of my
responsibility was to plan it. Students are irndite our Christmas party, and | received
like baklava for Ramadan from some of our studesis were in the Muslim
Association, and it made me think—here we are ptorgp‘Everyone party about
Jesus’s birthday! It's a wonderful time, and b students should come.” But, it really
is not inclusive for everyone. Even though we miask a holiday party, our cupcakes
say, ‘Bless the Season.” There was a manger seasone of the cupcakes. It wasn't an
inclusive holiday party, like which holiday are welebrating?

Marie: Yeah, after part two, | can go in my ownmieand say, ‘Well this is a privilege,’
or ‘This is...something that can be used to oppréssrs,” or that ‘This is—can either be
a privilege or a source of oppression,’ or thatisTis an instrument that can be used for
social justice.” You know, | can do that now la#ly better than | could when | started
the assignment.

Brooke: In my case, | don’t think I'd ever beenmmaware of my White identity than in
Grad school and that for me has been a very tremsttonal experience and process.
And | think this class for a semester really helppdn my eyes to like what that meant
on every level. |just graduated from SoutheasEtate University—I’'m coming straight
from undergrad. My experience at Southeasternlavgsly, um, community service,
leadership development, alternative breaks, gettimgived in the community and
serving others. But, my education wasn'’t reallyuend like allyship, identity work, or
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anything like that, and so | didn’t intend to cotod.oyola to necessarily get this. |1 was
interested in the social justice mission in theosth'cause | think it's been this really
cool progression since Southeastern State was &kewserving others in action, and
Loyola has really been through my classes and migtastship and in my involvement
with the Division of Student Development has bexay you're serving people, but like
why and how and how does your person come outait? tiAnd so it's been really cool to
just think about think about me in this whole regbacause | think service is so much
about others. But before you can really serverstiéelieve so deeply you need to
know yourself.

Tom: For me, | guess earlier | said that the pip@phs weren't that personal, but for the
second part, | took a picture of a, um, it waka & toy guitar that | bought at a Goodwill
store for a gag gift at Christmas [for a privilgg®to]. And | remember feeling
incredibly...like cause I...I'm not a frequenter of Glvall or anything, but I've
frequented it to get, you know, costumes or uglgaers, or something like that for an
ugly sweater party. | think that kinda made me b=gl, cause when you're there it's

like, it's got a particular mission for, you knounderserved communities, and you have
folks like me that are going in there for fun, awne people are going there for
necessity, and | think that—that hits a personata@hvith you when you think about

that.

Renee: In part two, | tried to be a little bit ra@trategic about, um just because from our
dialogues and everything, | had some things in rmdmof what | wanted to take pictures
of especially the dialogue on heterosexuality amehdsexuality. | had never really
looked at marriages just like this huge privileged since my best friend had just gotten
married, | had taken a picture of her and her hadlokancing, and | knew that | wanted
to use that one, because | was like, it's not.. viengeally thought about how it's
[marriage] something that everyone can’'t do. Ftbenableism dialogue that we had, I—
my paper—what was it...the social justice paper wWeaahad to do that was surrounding
learning disabilities. Things of that sort. Ang sister and my mom work for a non-
profit that caters to higher functioning mentalhydgphysically disabled adults, so | knew
that | wanted to take a picture of at least wheyesister worked at. | didn’t know

exactly what | wanted to take a picture of, bunhdled up taking a picture of my favorite
client, Ben, that | talked about in class. Becdusas just like, it's a perfect example of
like... of oppression and just everything, | don’okn | kind of see their job as a
culmination of a lot of things growing that | didiplace into different categories of how
other people are oppressed, | kind of just saw itreat's how it was,” and people were
mean to them, but | didn’t really see it as oppess

Dr. Munin: So, when, | guess, when did that shéfppen? Do you mean that shift
happened in class, or...?

Renee: |think it happened in class. Just...yddhink it happened in class, just
because | hadn’t really—when I'd always thoughtwhmppression, and just socially
unjust stuff, I think it was more of towards ratteyas never towards other minority
groups, so everything was white and black. | waslved in a lot of social justice acts
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and volunteering, but | just saw that as everytiygs | wanted and should do. No one
ever talked to me about how being an ally for ¢entgoups was helping to combat
oppression and inequalities. | didn’t know minphiad more than one meaning.

Dr. Kelly: That's interesting. So | guess you rened that dialogues influenced, um,
some of how you re—revised for part two. Um, |ggi€m wondering, | guess how
did—that’s one dimension of how class discussidpdtyou understand these different
concepts. Did any of the discussion about othetesits’ photos—Iike when we would
be in small groups or things like that and shaeedifferent photos—did that affect your
learning in any way, or...?

Renee: Um, | know that at least from the firstmouthere were a couple students like
Hannah and Amy, | think, had had pictures of twifedent churches. Amy—you
mentioned this earlier in the dialogue. | donihththat—I know it wasn’t the same
church, and | don’t even think it was the same danation, but um... seeing that as like
privilege—I had known it was a privilege | guesst bhadn’t really thought of how

much it was a privilege until they were explainihgand um... | think Hannah had had a
picture of—it wasn't a Christian-based church, #sssomething else and then seeing her
contrast from Amy’s to hers was a really interagfior me. Kind of opened like another
box I guess that | hadn’t really looked into... Hanmat Amy, what do you think?

Hannah: Um...so what'’s interesting in your remengethe small group discussion of
the photo elicitation project is that for me thatsaone of...one activity of fifty activities
that Dr. Kelly and the TA took us through over ttoairse of a semester to provide
exposure to different thoughts, ideas, conceptgswéthinking about something. And
so that activity in and of itself was no more orless impactful, [for me at least,] than
any other thing that like pushed a boundary. dt thakes sense.

Renee: Yeah, absolutely.

Hannah: It wasn't bad—it just—it's weird—Ilike | dib actually... Like | don’t associate
that activity with making the outcome differentgart two. | just view that as another
opportunity to interact with somebody to talk absainething. [So far part two], my
strategy was to figure out what | did in part eight; and then fix where | really felt like

| didn’t get it and fix where | had gaps. Like etk have mentioned, | had never really
ever thought about like the whole bathroom basettanmsgendered students. Just not
even anything. | think | added a picture about bexause it was just—it was a learning
experience for me.

Keeley: Can | speak to a specific moment in aodjaé that impacted me?
Dr. Munin: Please, go right ahead.

Keeley: Okay, when Renee was in class—Renee, donyod me mentioning your story
about the wedding?
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Renee: Oh, sure. That's fine.

Keeley: Okay, thank you. Renee was talking aliwattwedding she was in for one of
our dialogues, and she kinda said like, “I justndigvant to be Black today.” And I think
that was my—I would say like a critical moment iy fearning, because | think in that
moment | realized I'd never thought about not baMgte. And at the same time |
realized that neither of us asked to be Black oit&/hAnd that—and in a similar way
we were dealing with something we didn’t ask faord &ven though | knew that | wasn’t
directly causing her pain—like that frustrationwas in a system that—now | was in a
system | was knowingly aware of. And so | feltitie it, even though it wasmyfault,
directly, I still felt like I'm part of a system #t's doing that to her. So, | realized very
much in that moment that it wasn't like a “them”ar “us” but “we” and that it was still
my responsibility to figure out a way to—with theyilege that | had to change how she
felt. And that was when | really became, | thitrkl]y an active agent in the way that |
approached social justice. Um, I think | realizétinever, um you know, truly
understand the experience of someone else, buttbyirgg into existence with them in
that moment | can at least try to affirm them aath@ better understanding. So, | think
that was an extremely pivotal moment, um, for fmesome of the readings, I think like
bell was really impactful. | think—I don’t—I doniemember why but I think a lot of
what bell hooks. 1think a lot of what bell talkadout struck home with me—and | think
that the article that talked about, um, just theegience of being White and you know
not like asking why. Why aren’t there other—whyhss all White? ‘Cause I think for
me, | struggled to find White individuals to talkat my Whiteness with. And so |
think, it was nice to read an article that kindspbke to my identity as a White individual
and like grow from that, because up until that pbimadn’t really had anyone or read any
literature exactly that catered to me. So I ttheK hooks and | think that experience
with Renee was very pivotal for me.

Dr. Munin: Thank you for your observations and elabions, Keeley.

George: Yeah, like you, Keeley, it was when Reneg, had just come back from being
in a wedding. And, | think watching her cry beaasbke was the only Black person at the
wedding. And she felt totally uncomfortable alleikend. And | remember sitting there,
like | got teary-eyed, because | felt...it was onéhef first times that | could really—that

| my eyes were opened or like my brain was opemughao like really see it through her
lens and like to see the pain and the hurt anchémine what it's like to have to do that
several times a day. You know, or even severadgim an hour. So when | think about
privilege and oppression, that’'s when things restiéyt to truly click in my brain on and
really reflect on how my privilege and the way tphabple view me.

Dr. Kelly: Thank you all for sharing, and thankuydrenee for being open about that.
So, we've heard a lot about in-class impacts d¢ tdampact. Is there anyone who was
affected at all by outside of class experiencdsiims of their changed understanding of
one of the three concepts?
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Marie: Yes, | spoke with my husband about the mtajetails and concepts, and he
accompanied me to take the pictures.

Paige: Yeah, me, too. The project sparked coatiersbetween my husband, and he’s
not in the field, and he thought it was actuallgtpr cool that we got to go around and
take pictures.

Marie: What did you talk about?

Paige: Well, there were some people outside mycthprotesting, and | thought about
photographing it. There was a guy who was ondi&ath row, and he was wrongfully
accused, and there were new evidence presentési ¢gase, and there were two people
on trial for almost the exact same crime—one hadwidence, or there were like so
many holes in the evidence, and new evidence heskpted and pretty much exonerated
the guy; and then the other guy, he was like am @pel shut case. The evidence was
like DNA evidence, and DNA does a lot. One guy Wéscan American, and one guy
was White, and the African American guy got putiéath, and he had no—you know,
his evidence basically the prosecution’s evidenas bad, and the other guy got to—got
to walk.

Marie: Oh, interesting.

Keeley: You know | did, in an open and candid wath four of my closest friends from
the class who were actually all women of color. Wée all talking about the class and
our different emotions, guilt being one of them fioe. It was a bit difficult for me to
bring up but the class actually created this sefs@derstanding and conversation
starter that allowed us all to talk openly abowritl without judgment. They all felt guilt
too, in different ways than me but each of us, adesrned shared some of the same
feelings regardless of our identity. It was pretéat to see this similarity despite our
identities being so different. And I think, innes of systems of privilege, oppression,
and social justice, | think for me, um, it was thist awakening in terms of my White
identity. Before this class | was definitely irathluxury of obliviousness.’ | really—I
knew | was White but, again, | didn’t have to woatyout it. And now that’s all | think
about.

Amy: Yeah, and | remember that you and | and Geargka couple other students |
talked to about our shifting understanding of Wipitevilege were like, ‘Finally | realize
this class isn’t just to learn about minority stotde It's to actually to talk about how
everyone fits together—and how everyone interacdnd | definitely noticed that—that,
and | don’t know, it’s interesting but you wouldesgroups especially based on like race
and gender talking about things outside of cldgsiow that a lot of times, my
experience and Greg’s and Katie’s were similaraw kive're feeling in the class. And |
think it was like a comfort, so. Like, | feel batout this, or | didn’t realize this. So, it
was easiest to communicate that with people whe sienilar. And, | wonder why that
was, or if it was us not pushing ourselves hardighan the class to really, um, like
address how we were feeling head on. Um, so mangdye opportunities to have out of
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class like dialogues or even maybe having like allsgnoup that is—that Bridget pairs
us with to like have conversations? And not likeguired out of class, but maybe even
within the class. Just so you build those relaigms and don't, like, move to your
comfort, perhaps.

Dr. Kelly: Great suggestion, thank you, Amy. Angogise want to share about outside
of class experiences? Or, is there anything elgerse wants to add before heading into
the final part of our dialogue today?

Albert: Okay, um, you know it's funny | mean atsti| was like what | gotta go take
pictures of this? What? It didn't feel like a duate level class to me. But, | got it
afterwards you know. | appreciated that it habdeédrom your own point of view and
that you had to go out and take all the picturagself, and then | thought it was really
good that we had to write about it a little moned @ahat’s one thing | remember the
difference between he first and the second—Dr. Mumade a critique of mine—maybe
| didn’t spend as much time writing about stuffo the second time around you know |
tried to focus in on the reflective piece of itthbught it was a good way to uh force you
to think about each one of those areas and therfaise you to think about you know
maybe how your point of view has changed overithe because of the before and the
after, if you will.

George: Yeah, | like the ability to reflect. Itféke it was like a pre-test post-test. It
was good to—after a semester of social justiceselds go back and say, ‘Oh, man, did |
really write that?’ Or like, ‘Oh! Yeah, | remembariting that, but now it’s a little bit
different for me. So how could | better phrasd.th&o it was it was cool to go back and
to be able to try to—1I'll use ‘correct’ my work—»btliat’s not really the right word. |
think ‘adjust.’” Or, ‘edit'? You know edit my worlo have a better representation of who
| am and what | saw and felt.

Hannah: Yeah—and, again, all of this is througheypgs—but | liked seeing what |
perceived as my growth. It was very tangible tQ bezause in some cases it was the
same pictures, expanded description, totally diffiépictures, broader view. So a very,
very tangible way to experience that.

Marie: Yeah, this is a great project to do, beeaymu see where people come from and
how they’re thinking; but also how they evolvedaighout the class. How they don’t
evolve throughout the class. So you kind of unogedze that and see growth or see
where they might be having some problems. Mayeuld suggest like a mid-semester
check-in? So like we did that in the very begimpniand we didn’t... we worked with the
pictures a little bit, and then we stopped. Soedike checking in in the middle and
seeing how the project is evolving...kinda see iféfeeany growth. But it would need to
be more closely, um, discussed. ‘Cause | knowimfishbow! topics and our fishbowl
discussions, there was so much more to say.

Renee: Yeah, Marie, like you're saying, it mada little bit difficult to write the part of
the paper for the second piece, just becausek thigould’ve kept going on and on about
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certain things because we had learned so mudhinK it would’ve been easy to make it
a really long paper, and condensing it into the fpages was a little difficult. | mean, |
wouldn’t have wanted like a ten page one <laughg>Iihink that it was probably one
of the more difficult parts of the paper just besmyou really had to think about exactly
what you wanted to say because there could be sb said. | liked that there was a part
one and a part two, obviously, because that hedpmeghed>; but, | mean | don’t think
anything would do the project as a just a part drtbink what really makes a difference
is that the part two shows you where you came dmat wou're thinking about and helps
you reflect back a lot.

Amy: Yeah, I think that even maybe having, pam,goart two, part three. Like to show
that stage of development, because | think thaethen the middle of the class is when
it's like at the height, um, level—where you're lfgaetting into these topics. Especially
the race and sex dialogue. So I think that it mihinteresting. And, not in the sense of
writing a long paper, but just taking more photod doing, um, extra paragraphs. I'm
always complaining about assignments, and I’'m di#tding to this one. <laughs> But |
think that this project was the most dynamic amd, thought provoking in the class. |
also think that this course should be one of airement in your first or second semester
of the course. Some people have like waited te thk course until the end, and I think
this class, like gives you the framework to be dblthink about these issues in your
other courses. So if you don’t have it, | doninthyou’ll get as much out of the
program.

Brooke: Yeah, and maybe it would be interestinddat in a group at some point. And |
don’t know if it would necessarily be as effectiidut | think being able to take pictures
with different students and kind of have that destan in the moment in the process
would be interesting if you're literally with a cama out in society in the community, and
you're having a discussion right before you abouwdrap the picture | think would be
really powerful. So if maybe part one was indivatland part two was a group, that
might be interesting thing to just compare as y®uirthe process.

Paige: Yeah, and | think | appreciated not havifigranal grade for part one in terms of
how I considered part two. Because, if | was wiiyhe mark | would like for someone
to kind of bring me back in—show me how it's doaad then you know send me out to
do it again. So | appreciated it, definitely. An@lso think that it was more impactful,
um, cause you kind of graded just—I mean, | don’gei’t know if I'm the only who

did that, but | felt like | was grading myself.m’my biggest critic, so | felt like at that
point it was a great way for me to learn self-assent skills.

Renee: Yeah, | think it helped in just solidifyitigat like this is your project. Like, part
one—this is your learning experience type of thidgd, | think | better understand the
reason why we’re getting a grade for a second padause it was more of—like it was
an actual paper, and that Dr. Kelly was gradingpédyger and not our picture, so to speak,
so | think, um, | think that was a good—a good wépresenting the project.



203
Dr. Munin: Okay, so let’'s move to the final questbefore we run out of time today.
The final question is just related to how, if dt gbur changed—or unchanged—
understanding of privilege, oppression, and squstlce connected to how you view
your professional practice. You might think ofsthioo, as a ‘so what?’ or ‘what now?’
type of question.

Albert: Well, in my position, my exposure to stutlemaybe isn’t that great. |1 do have
some exposure to students, though, and you kneyust it's good to be able to make
sure that you approach every day with as much a@jp@m mind as you possibly can, and
| think I think that's in part what that class igihg to get across.

Brooke: Hmm, for me, it's been in some ways kinaggfainful process, and | definitely
think that class is the 7-9:30pm class. | woulchgme, and Wednesday nights | never
slept. You go home and 9:30pm, and you're rattiBdt um, | definitely went through
kind of the guilt at first. The White guilt. ldin’'t choose this and all that kind of stuff.
And then um [ think now it's about the action piedéhis is who | am this is what | bring
to the table. This is what I'm perceived in sogie¥What do | do for others who don’t
have that same level of privilege; but then alsada woman what does that. It's been a
cool journey. Definitely unintended in a lot of yga Like, | didn't really say, ‘Il wanna
go someplace where I'll do identity work.” Butsitvorked out. I'm really grateful to
have had that to kind of build on my experienceSaitheastern State. Yet, in some
ways | think the project almost brought out soraadynical side of me a bit—maybe
giving too much attention you know if—if we—andhirnk it's important to talk about
oppression, and talk about social justice, andltodbout privilege, oppression, social
justice—but... to what extent is talking about ittjgpinning our wheels? Like, where’s
the action that follows. | know this project obwgby isn’t about going out and doing
action based on the way you see, but...

Lucy: Yeah, | mean, I think in—in a way that likeght seem kind of like corny or
something. | think—I think of specific times novhere like | kinda take like a snapshot
in my mind of—laughs—of, yeah, of some sort of likgistice situation that | think
could relate to privilege or oppression. But, likel definitely think that’s like been
integrated a little more in—into my person—I thitiiat probably will relate to my
profession as—when | become a practitioner.

George: In my case, | work for a men’s fraternity), and seeing, you know, if we're
talking just about photos. Like seeing what phetbew photos can represent things.
Um, | mean, Facebook is huge obviously. A lotiofes seeing what news outlets—
media outlets will publish that were either takéoar fraternity parties or in our houses
or on campus, and it's like | feel embarrassedigrorganization for some of the, you
know, the posts that are made by our undergradoatibe pictures that they’re in, um,
and | feel like my organization oftentimes is theyupset because they got caught. But
I’'m upset that our members are actually doing ¢haff. And for my organization,
they're just worrying about what it's going to methe media, how it's going to but |
found myself a lot of times even taking a classdlass I'm taking now. Okay well—
forget the media and forget the legal aspects—hmydowe better educate our students
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on how—uwhy this is wrong? We don’t do any edugaiqrogram to say, ‘Okay this is
why this may have offended our, um, Native AmergcarOr...

Keeley: Maybe, they can send you out to do that.

George: Oh, yeah, right. | don't think that | i@enjoy that because, | mean, | would
for a little while but I just...

Keeley: It'd be discouraging or what?

George: Yeah, absolutely | think where | work éwdiscouraging for me as an
organization member, so... I'm a little looking fomgldo when | can work on a college
campus and have other—I mean, | really the onlytenaslevel person at my job right
now. So...

Marie: So it's like how do you even try to startdlus one your co-workers.

George: Right, but it's that so it's at the panttere I'm trying to plus one my bosses.
And it's not very...they just don’t they don’t haveettools? So it's not that they don’t
wanna be better, it’s just that they don’t havettiwds to grasp some of these issues. So
for me it's very hard as an employee to sit ther@ watch our organization repeatedly
make what | would call bad decisions. Or they tbave the knowledge, they don’t
have the, you know, | mean our head guy’s a retiatker. So, having a retired banker
running our organization that works with undergrates is not | don’t think the most
conducive, but...I'm also politically not in the p&to criticize without. | mean without
jeopardizing employment or political capital, so...

Hannah: (Nods in affirmation of George’s commehtglated some of my learning to
work, too. So the experience beginning to end,caunsed me to do different things at
work. So there, I'm part of a leadership team, wedvere kind of already down a path
to look at diversity in our succession planningadfso with the people that | was
working with it helped me help them broaden theifirdtion of what we think about how
we think about diversity.

Renee: So initially did, um, did the people yousworking with what was their
definition of diversity?

Hannah: More race.
Renee: Race, okay.

Hannah: Yeah, yeah absolutely much more visiblerdity. And gender—gender to
some extent—so visible diversity—not invisible.

Keeley: Yeah, | related some of what | learned yowork as a graduate assistant, so |
guess that’s professional practice. | mean if tgdked to my boss she like knows that
like that is what I'm passionate about like sogigkice and those identities and thinking
about all the different types of targeted idengiti¢dlow we serve them in terms of our
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retreats, bringing it to the table when we’re at GAincil meetings, and talking about,
um, affinity groups, and all those things and thas very much a result of this class.
Um, and so | think right now I'm trying like to fige out how | balance my development
as a White individual and how | use that to helpeofpeople. ... So trying to grapple
with how | do that. Um, so | think I'm very, vegyad | took this class the first semester,
because it's framing how | view my life now in mamyany ways. Um, bringing it home
to conversations with my family. Even this pagirspbreak. Bringing it to almost
every aspect of my life, with my friends, with mg-workers who already—well some of
them already do it. I'm part of a Cultural Competg Group in the office | work for.

We seek to make or assist individuals in being ncatirally competent in their work.
And so we put on like different speakers, we sthatinity groups. So, people of color
and a White group. So, leading those discussidrtlzen also putting on presentations
about the idea of diversity and things like that.

Paige: Mmhmm. In terms of my professional practicenakes me think about planning
and programming, too. Um, the type of programsweaoffer and how they need to be
mindful of other students outside of the norm asale of the majority. So | work for a
program where the majority of students are femaW¢s.do have males who are in our
program, but a lot of times when we send out appbas or we have fun events for the
students it's geared for females, and we nevetlesk what they wanna do. We just
kind of do it for them. And so there was like aeglover. And | was like we have male
students, and you're basically just counting them cause you're not gonna allow the
males to sleep with the females. So it was rgafiiykeeping that in mind.

Renee: Yeah, | think | understood that it washtat Dr. Kelly; that it was about us and
what we thought and that it was going to be a gngvarocess, and | think that everyone
kind of in the class that like a certain point hlagt feeling when they were turning it in.

Tom: Right, and | think those three concepts patmeverything in my life, but | don’t
think those hinge on the photo elicitation projeet se. Those things have long affected
me and will affect my working and personal lifetlve future.

Albert: Sure, but yet, | mean the photo elicitatproject really gets what the core of the
class is about. Which in...that’s all about obviguslising sort of your awareness
around each one of those topics. Um and also lwawrglate your...yourself to each one
of those topic, and, you know, | thought what astevhat | saw myself was it did like
what | pointed out about the transgender thingzergust the fact of reading through the
newspaper where you see article where maybe yoidivewnever stopped to really

think about it or you know get not give it morenhapassing thought. That’'s a good
thing. And that's where you can see that classagtipg you as a staff person.

Marie: Yeah, and can | add one last thing, becatlsak it's a little different.

Dr. Kelly: Yes, please do.
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Marie: Okay, well for me, I’'m not working right mg so | don’t know how this would
connect to my professional practice yet. Butallgeenjoyed the assignment. | thought
it was a great way to be introduced to a topic tiedines a ... and that defines the
school’s mission, the field that we're going intibjust gives you the opportunity to
really understand where people are coming from.

Dr. Munin: Great, thanks for sharing that Mari&ell, as many of us have alluded to
throughout this dialogue today, a challenge of thisrse—though perhaps a positive
one—is that there is so much content with whichcese grapple. But, we will need to
wrap up the dialogue for the afternoon at this poin

Dr. Kelly: Yes, thank you all for participating this brave space to dialogue about what
experiences you had with the social justice culumitu We covered a lot of ground in the
past 45 minutes: how you all approached part ortbeoproject and what, if any,
understandings you had of privilege, oppressiod,satial justice. Then, we dialogued
about part two of the project and the changes)yf gou had in your understanding of
the three concepts and why. | also noticed irdithlgue that to varying extents you all
mentioned how one or more of the concepts wasaeckkat your social identity or another
aspect of your personal life, which | found intéireg, because for me as an educator, |
think about how my social identity impacts my waevith all my classes, cause I'm
always a woman of color teaching no matter whattBaching.

Dr. Munin: Yes, | found that interesting as wdllthink | am preempting a lot when |
teach. But, | am sure it is quite different thanDr. Kelly. I'll joke with people
sometimes that, when | teach, | imagine what wewdck on my father and | continue on
that angle. | think through the lens of what itulbtake to challenge someone who,
perhaps at the outset, is likely to want to disagvéh what | wish to teach. Also, I think
that a lot of what at least | want students to gam the course many of you spoke to,
such as at the end, I'm looking for your abilityimbegrate all that you have learned
through the semester and reflect on some growtldamwelopment. I'm also looking for,
and fully happy when | get, students just who atéite my viewpoint hasn’t changed, but
my depth to my viewpoint has. Like I—my privilegetures are the exact same, and |
want to keep them the exact same cause | stikthiey’re important, but | understand
them in these new ways, which | love as well.

Dr. Kelly: Right. And I'll add that | also founidl compelling how some of you spoke to
the realities of the project as different and uei@ut also realized it was a task that
needed to be completed like any other assignmierdn relate to that, in that | feel like
sometimes there even isn’'t enough time to talk atfmiconcepts as much as possible in
relationship to the project, specifically, becalisesaving a big chunk of class time—45
minutes—for us to do the dialogue, and then 30 temor us to process it, which we
only have two and half hours. So I think | wouklice to spend more time on the photo
one when we go over it but not necessarily chaikgetthe parameters of the assignment.

Dr. Munin: Great, well to conclude, by sayingkdd how the first part of the photo
elicitation project was my first snapshot of, oktys is who my class is, and these are
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some of the things that might come up. This isrtieey’re at with their understanding
of these topics. Also, | think it was Audrey Lostho said, ‘Masters—you can’'t use
master’s tools to tear down master’s house.” Wiadle idea of are you using the tools
of the hierarchy to teach how to take down thedn@ry, and the traditional educational
praxis is the tools of the hierarchy. | wanteé$omuch as possible, uh, situate the
learner as having valuable experience and stoshaoe in the class.

Dr. Kelly: Thank you for that, Dr. Munin. Yes, tonclude, | just wanted to say that a
lot of what you all spoke to resonated with whhbpe students get out of the project.
For these specific topics, | think it's kind of a&dble. Everybody can kind of approach it
at a similar level in terms of not really knowindp&t would be a picture of oppression,
even if you've deeply thought about oppressios, hiard to think like you’ve thought
about it a visual way—which is kind of like univatslesign. So the project is something
that has the most use for the most people andeémebmost inclusive, which is part of
my pedagogy. | want people to be successful, dwaungh they may not feel that way
coming into my class. Um, | want them to feel empoed. | want them to in all of my
classes and whatever | teach connect theory tdipeaand so | feel like this assignment
has a lot of those built in.

Chapter Five Summary

In this chapter, | presented a second mediatidhisfstudy’s data. Verbatim
guotes were used to create a semi-fictional (Cq&®46) dialogue or imperfect
narrative (Banks, 1998) to answer the two overaghesearch questions that address to
what extent, if at all, students’ understandingvbilege, oppression, and social justice
changed over time and how, if at all, educatorgraach to the required curriculum
impacted students’ experiences thereof. As ilaistt through students’ and educators’
guoteshow students’ understanding of privilege, oppressamd social justice changed
can be described through the following themessi{@jents being challenged to consider
topics with which they had little or no familiarjtgh) students feeling supported to then
engage with and explore said topics; (c) studecka@wvledging an “aha moment” or

“epiphany” from their experiences with the multicwhl and social justice curriculum;
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and (d) students feeling compelled to translate thev or complicated understanding of

course topics to their immediate or future profasal practice.

Educators’ approach to the social justice curriculmpacted students’
experiences in the following primary ways: (a) eatocs used unique in-class activities
and assignments both challenged and supportedsgsieéaperiences with difficult
topics; (b) educators were prepared for and indestéeaching multicultural and social
justice curriculum to current and future higher emtion professionals in a GPP; (c)
educators aimed to empower students to engageahatburriculum by deconstructing a
teacher/student power dynamic in their approadheanulticultural and social justice
curriculum.

Thus, beyond what Chapter 4 conveyed—such as gpt#wines among
students’ part one and part two photographs amdgretations of privilege, oppression,
and social justice—this additional interpretatidriree data made further meaninghmiw
students’ understanding of the three core conadasged, if at all. In the next chapter,
analysis of the data interpretation from Chapteasd 5 is addressed. Implications for
higher education research and practice gleaned th@astudy is also detailed.

Concluding thoughts are also offered in Chapter 6.



CHAPTER SIX
SUMMARY, DISCUSSION, AND IMPLICATIONS
Overview

In this chapter, | summarize and examine my intggtion of the data in
relationship to the literature reviewed in Chag@erThe literature focused on the history
of multicultural competency in GPPs, research theasured levels of multicultural
competence among master’s students and highertemlupaofessionals, studies that
addressed students’ experiences with the soci@tgusurriculum, and studies that
considered educators’ experiences in teaching ooltitiral-related courses in higher
education settings. To varying degrees, thememgtkfrom my interpretation of the
data overlapped with, challenged, or added to iegisesearch on multicultural
competency in higher education settings. In agdidito analysis of the major themes and
illuminating data (Jones et al., 2006), in thisatlea | explore implications for higher
education research and practice and offer conduidioughts on master’s students’
experiences with multicultural and social justicerculum in GPPs.
Study Summary

This study sought to fill a gap in the higher eatian literature on multicultural
competency in GPPs. To this end, 12 master’s stadand two educators’ experiences
with required social justice curriculum were exgldr Through a qualitative approach—

which is a needed approach for multicultural issndsgher education (Pope & Mueller,

209
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2000)—data on students experiences were captuag@)document analysis of course

syllabi and an assignment description sheet foagmnturricular component of the
course in order to provide more context for thelstus’ learning environment; (b)
analysis of students’ two-part photo elicitatioojects; and (c) one-on-one, semi-
structured interviews with 12 master’s students tanele educators about their
experiences with the multicultural and social gestturriculum, as evidenced by the
photo elicitation project. The third educator waterviewed in order to gain background
information on the photo project rather than adthts study’s themes, as he designed
and wrote the assignment; whereas the other twoagols taught the corresponding
sections of the social justice course from whiah IR participants were recruited.
Moreover, this qualitative study took up a condikist approach that worked toward
crystallization (Ellingson, 2006) and goodnesseathan triangulation or internal and
external validity, respectively. As detailed inater 3, the rationale for this approach
was to allow qualitative research to be judgedt®mwn terms as opposed to quantitative
research equivalents (Jones et al., 2006) and doe students’ voices beyond only White
females’ to be foregrounded—hence, two iteratidrtbis study’s findings (Chapters 4
and 5).

Analysis of the data was driven by a two-part eptaal framework of literacy
theory and modified components of Hurtado et 4L.998, 1999) framework for

understanding campus climate. Given the lackteh#ibn to such context in the existing



211
literature, literacy theory—which is often usechuimanities research on similar topics—

was employed to account for tbentextin which students learned. Because literacy
theory does not offer one systematic way to acctarntontext, components of Hurtado
et al. (1998, 1999) framework from the higher ediocaliterature offered theoretical
support for purposeful analysis of the impact aietors, peers, and students’ social
identities in relationship to this study’s reseagiciestions. Moreover, including the role
of educators was crucial to this study’s need aguificance, as the impact of educators
on students’ experiences with GPP curriculum ikitagin general (Pope & Mueller),
and such data is typically not included within s&sdhat also focus on students.
Need and Significance

Furthermore, in relationship to this study’s need significance, although the
higher education literature and wider professios deemanded “multiculturally
competent” professionals due to changing U.S. gelludent demographics (Gayles &
Kelly, 2007; Kelly & Gayles, 2010; Pope & Reynold€97; Pope et al., 2009), little is
known aboutow students experience the multicultural curriculunGiPPs (Gayles &
Kelly, 2007; Kelly & Gayles, 2010)—Iet alone multicural curriculum with aocial
justicefocus. Additionally, based on the literature eaved in Chapter 2, there is room
for more research that considers multiculturaléssbeyond a race/ethnicity or
White/Other binary (lverson, 2012; Pope et al.,£00allace, 2000). This study
responds to this need, given the required courselgsion of material on many facets of
social identity, such as ability, religion, sex/den and sexual orientation among other

foci. In addition, although the higher educatfofession remains predominantly White
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and female (Pope & Mueller, 2005), and the majasftyesearch on multicultural

competency has focused on White females theresrfe ils room in the literature to also
foreground the experiences of those who identifgexsons of color and to account for
other social identity factors that might impact ‘snexperiences with the curriculum.
Consequently, although this study’s sample was Ijn@ghite students, because of the
gualitative approach, the voices of students afrcaelere able to be foregrounded, in
addition to a focus on men'’s voices.
Interpretation

Analysis of themes presented in Chapters 4 anil Sivet, address research
guestion one; then, research question two. Basdlemes devised in both chapters, this
study corroborated, challenged, or added to egjgindings in the extant higher
education literature. In line with this study’snsideration of the goodness of qualitative
research, to meet the goodness criteria, thisseshiould not merely report but offer
interpretation of the themes from the data andgamuilluminating or profound findings
(Jones et al., 2006). In other words, this sedfio@s not just re-report the themes in
relationship to the literature; rather, this satfuts the themes from this study in
conversation with the extant literature in ordefudher illuminate students’ experiences
with the social justice curriculum, to assess icgtions for higher education research
and practice, and to offer concluding thoughts.
Research Question One

In relationship to research question one—"Hovatiéll, did students’

understandings of privilege, oppression, and s@ustice change over time as evidenced
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by parts one and two of the photo elicitation pctjé—themes among students’ part one

and part two projects were presented in Chaptérbwing that, by part two of the
photo elicitation project, students (a) experienaeww awareness or complicated
understanding of privilege beyond economic or semamomic privilege (though those
remained prominent themes), (b) understood opess a system-level phenomenon
rather than individual instances of what appeamatessive, (c) viewed social justice as
more complicated than one-time acts of charityaunteerism, and (d) were impacted
by specific in- and outside-of-class experiencétike to the three concepts, collectively
helped to answer research question one (see Chgpter

Additionally, themes that captured another layasraerstanding fonow
students’ views on privilege, oppression, and $gastice changed over time were
presented in Chapter 5, and this layer of meaniagimg further unpacked an answer to
the first research question. For instance, knowliag students’ changed understandings
of the three concepts were impacted by (a) waysstihdents were both challenged and
supported through (educator-designed) in-classreqpees and assignments, (b) by
epiphanies or “aha” moments students experiencad@sult of the required social
justice curriculum, and (c) by practical implicatgfor students’ new or complicated
understanding of privilege, oppression, and squstlce helped to answer research
guestion number one as well.

Given these themes presented in Chapters 4 dral/&rview what studies in the
extant literature were supported by or challengethts study, alongside how this study

adds uniquely to existing research. Then, | afiere detailed interpretation of those
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connections. First, students’ experiences withstial justice curriculum in this study

supported findings from Watt’s (2007) study on stidresistance to multicultural
curriculum (Watt, 2007), studies that provided rlétive models to Pope and Reynolds’
(1997) tripartite model for multicultural competenrein particular, Howard-Hamilton
and Hinton (2004), studies that argued for thectiffeness of assignments that were
based on story-telling and/or visual images (Bumg085; Wabhl et al., 2000), and
studies that argued for the inclusion of topicsdmelyrace/ethnicity in multicultural
competency-related courses in GPPs (Gayes & K2li97).

Ways that this study adds to extant literatudrisugh its qualitative approach,
given the majority quantitative approaches and lseckocalls for more qualitative
research on multicultural topics in higher educa(lueller & Pope, 2001; Pope &
Mueller, 2000); through its focus on master’s stideexperiences with the GPPs
curriculum (Gayles & Kelly, 2007; Kelly & Gaylesp20); through this study’s focus on
specific learning experiences (the photo elicitafooject) in the social justice
curriculum that might impact multicultural competgr(Castellanos et al., 2007; King &
Howard-Hamilton, 2003; St. Clair, 2007); througistbtudy’s application of an
alternative way to make meaning of students’ exgpexes with the curriculum—that
being literacy theory and modified components ofthido et al.’s (1998, 1999)
framework for understanding campus climate; throigfocus on students of color and
men as opposed to mostly White females’ voices;ghidy’s integration of educators’
approach to the social justice curriculum; and stigly’s overall focus on students’

experiences with social justice-centered multigaltgurriculum, as this latter
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contribution responds to scholars’ arguments forenatention to multicultural

competence and curriculum from a social justicespective because of how

multicultural competence does not account for $gasdice orientations (lverson, 2012)

or because of how definitions of multicultural cagtgncy should be expanded to account
for a social justice focus (Mayhew & Fernandez, 200era & Speight, 2003; Wallace,
2000). That said, this study related to reseanchducators’ experiences with the
curriculum in varying ways, too, which is discussaigr in this section. First, | will
address how the literature was supported or clggiby this study’s themes.

Student resistance. Literature that addressed student resistancénaimark of
one’s encounter with social justice curriculum rested with themes in this study.
However, unlike studies that framed resistancelims of a student who “shut down”
(Mata, 2009, p. 274) after engaging in difficulpiics, a more accurate type of resistance
relative to this study is that discussed by Wal0{@ in his Privileged Identity
Exploration (PIE) model. Therefore, although thesxay have been instances wherein
students did “shut down” and/or students who wess fesponsive to the course material,
given the participants’ experiences analyzed is $hiidy, their resistance related much
more to their privileged identities. This relatstwip to the extant literature also speaks to
this study’s conceptual framework and its focusoaial identity as a potentially
mediating factor of one’s experiences with theicutum. To briefly overview the PIE
Model, the assumption is that students with prgele identities experience multicultural
issues in particular ways, and that privileged iemxploration—(like multicultural

competency development)—is an ongoing processhatdiefensive behaviors are
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normal responses to new information (Watt, 200%9cording to the model, privileged

identities are those “historically linked to soamlpolitical advantages in this society”
(Watt, 2007, p. 118)—such as those who identifWdiste, heterosexual, male, and/or
able-bodied (Watt, 2007). (As shown in Chapteasid 5, all participants embodied one
or more aspects of a privileged identity; thuss thiodel is a fitting way to analyze
themes among the students’ experiences). Ovded#nsive responses include three
modes of recognizing, contemplating, and addreg$iegt, 2007). Among the themes,
the first and third modes were the most salient.

In relationship to the first mode—responses of demieflection, and
rationalization (Watt, 2007)—a widespread changs&tuldents’ view of oppression by the
end of the semester was understanding oppress@system rather than isolated
instances of what appeared to be “oppressive”s thanged understanding entailed
some students’ more complicated understanding wfhmmelessness or stereotypically
undesirable jobs, for example, functioned undegdasystems of oppression rather than
one’s inability to engage in hard work (e.g., Ge&prgom). For other students,
understanding oppression as a system by the ethe semester served as a way for
students to buffer feelings of guilt with regardheir role of an oppressor. For example,
Raymond was one student who grappled with howdugkidentity related to
oppression, as he did not see himself as interijoraist, sexist, heterosexist, and so
on. As shown in Chapters 4 and 5, Raymond expdaiteealized more how systemic
things are and that the social identities thaehidy with [. . .] hold a certain place in

societal systems, and that’s not anything abouasn@n individual, really. So just to
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keep thinking of it at a very macro-scale...” Thaistimes in his interview, Raymond

seemed to find comfort in knowing his well-intemteml actions and beliefs as a White
male were wrapped up in larger systems over whectith not necessarily have control.
With regard to the third mode—benevolence and mization (Watt, 2007)—
benevolence “focuses on acts of goodwill rathen thaw reaching down to help those
less fortunate than yourself can contribute to ta&mg the current dominant society
structure” (p. 122), and minimization “shifts thectis away from wrestling with the
magnitude of social injustice and toward sharimgape for cross-cultural interaction”
(p. 122). For benevolence, George showed howilhstsiggled with developing a
social justice voice in his Greek affairs workpladeen injustices occurred, such as
racial theme parties. George explained how he kmeve needed to be done to interrupt
the systems that held in place the opportunitystodents to hold such parties, but he
worried he might need to give up some of his Whitde privilege—or “political
capital’—and “jeopardize employment” to do so.ténms of minimization, although
Raymond’s quote above might be construed with mization, though several students’
resort to how small, individual acts could work @ greater social equity, is perhaps a
better example of minimization. As discussed img@tbr 4 in particular, a profound
theme among students’ changed understanding adlgostice was their recognition of
challenges associated with righting society’s wsong@herefore, to buffer feelings of

social justice issues “mentally and emotionallypling,” “exhausting,” or
“neverending,” students turned to manageable, gable steps to feel that they were

working toward a more equitable society within theghere of influence—such as
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speaking up when hearing a friend use a derog&tonytoward a marginalized group

(e.g., Keeley). Moreover, as discussed in Chapgtensd 5, students were quite moved
by the Johnson (2006) text, and much of his finalds in the book related to this theme
of minimization:

In the end, taking responsibility [for one’s pteges] doesn’t have to involve

guilt and blame, letting someone off the hookheing on the hook yourself. It

simply means acknowledging an obligation to makeraribution to finding a

way out of the trouble we’re all in and to findingnstructive ways to act on that

obligation. You don't have to do anything draroair earth-shaking to help
change happen. As powerful as systems of prieikrg, they cannot stand the
strain of lots of people doing something aboubdéginning with the simplest act

of naming the system out loud. (p. 153)

Therefore, although | do not necessarily disagréie Johnson’s (2006) words, it
could be that interpretations of privilege, oppr@ssand social justice that buffered
students’ feelings of guilt or being overwhelmedevpalatable, given most students’
newness to the social justice topics and givendésstion to social justice in action due
to the constraints of a single semester coursevanahng levels of readiness for students
to engage in the course content.

Therefore, Watt’'s (2007) PIE Model in many waysomated with students’
experiences with the social justice curriculum pravided one way to illuminate themes
discussed in Chapters 4 and 5. Also, given thidyss framework, the PIE Model
offered a means to analyze the social identity camept, in that it is clear that students’
privileged identities—White and of color—informdukir experiences with the
curriculum. In particular, even though Renee (@cBlwoman) was able to rationalize

her privileged identities, in that she was margeeal for her race and gender but

privileged because of her able-bodied, heteroseanal educated identities, she resisted
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intellectualizing or minimizing, for example, thetion that she remained privileged.

Therefore, although Renee is one student, the wayshe pushed back on the
intersection of her social identities shows howRtie Model may not be suitable for
understanding students of colors’ experiences ankése with one or more oppressed
identities that students see as outweighing pgekidentities. Also, like Renee, the
other women of color—Marie and Paige—spoke to graagled understanding of
privilege (Chapters 4 and 5), but they did seema@st more upon an intellectualization
of their privileged identities and did not push ban how their oppressed identities
might outweigh their privileges. Finally, Watt’8q06) PIE Model holds implications for
how students’ experiences with the curriculum argliaged, and those are discussed
later in this chapter in the “Implications” section

Alternative models. In addition to Watt’'s (2007) PIE Model, Torresagts
(2003) Behavioral Patterns of Multicultural Compete Model offered an additional way
to understand students’ experiences with the spéte curriculum in relationship to
themes illustrated in Chapters 4 and 5. As wied, Torres et al. (2003) model marked a
divergence from the often-used Pope and Reynol@97) tripartite model of awareness,
knowledge, and skills as a way to understand nulitical competence among higher
education professionals. However, given the faat this study was qualitative and did
not employ statistically valid surveys designedneasure students’ levels of
multicultural competence—as was the case for tlatipative studies that used the
tripartite model—relying upon the Pope and Reyro(d997) model was less congruent

with this study. Again congruency of analysis wiltle study methodology is a criteria
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for the goodness of qualitative research (Jonat,2006). Explained in more detail in

Chapter 2, the Torres et al. (2003) model is cgtkbnd begins with “anticipatory
anxiousness/anxiety”; then moves to “curiosity vk acquisition of knowledge”; then
onto “epiphany/acceptance with privileged stattis&n “comfort with yourself and
others”; and the model concludes with “multiculfiwampetence is a lifelong process”
(p. 34). Changes in students’ understanding oflpge, oppression, and social justice in
many ways mapped onto the Torres et al. (2003) inddiewever, | suggest
modifications to the model to be more in line watitial justice-oriented curriculum, and
those modifications are discussed in the “Implmadi’ section.

Overall, themes among students’ experiences tetatéanticipatory anxiety”
about their ability to complete part one of the fohelicitation project. As detailed in
Chapter 5, George was careful to take photogragtshe believed who “not offend
anybody”; Renee, though she thought she knew Vhigatdncepts meant—at least to
her—because of her identity as a Black woman, sdeeimitially concerned with
producing a project that was “what Dr. Kelly wahtkikewise, although Paige and
Marie identified as women of color and depictedtphoaphs that portrayed people of
color as oppressed groups, they did not name tHeessas part of those groups, and
Paige was “more so focused on getting the assighdugre and just adhering to the
guidelines,” while Marie was “intimidated by thesggyment” at first and “didn't really
understand what it was we had to do” because a# 80 vague and not like very
focused.” However, it is worth mentioning thatrbhevere students who expressed less

anxiety toward the topics, at least as evidencethély projects and interviews, in that
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Hannah believed, “I get this. | understand it"ddaymond felt his understanding of the

concepts, such as privilege, were a “slam dunk;gmgihis awareness of his White, male,
educated, and religious identity alongside his paoent family structure and his parents’
socioeconomic status.

Also, at least for students in this study, notitedcuriosity” in engaging further
with the three core concepts followed an “epipham@gher than vice-versa. As discussed
in Chapter 5, three primary ways students’ undedstey of privilege, oppression, and
social justice change were through (a) in-claseggpces and assignments that
challenged and supported their learning; and (lphgmies or aha moments they
experienced as a result of the required curriculdnthird theme discussed in Chapter
5—students’ interest in translating their new usthrding of privilege, oppression, and
social justice to their then-current or future piGeas a higher education professional—
was reflective of students’ curiosigfter a given challenge or epiphany. What appeared
to precede an epiphany or challenge was a willisgte engage in a “brave space” (Arao
& Clemens, 2013) of dialogue, large or small grdigzussion, the photo elicitation
project, or other in-class components that requstadents to work with the topics of
privilege, oppression, and social justice.

For example, as elaborated in Chapters 4 anckeSttiuents of color—Marie,
Paige, and Renee—had not previously thought of slebras as privileged because of the
salience of their racial identity in their everydases. However, after engaging in the
brave space of in-class experiences like intergthalogue, reading the Johnson (2006)

text, and in-class discussion of the photo eli@taproject, for example, the three women



222
of color had an epiphany that parts of their sadahtities were privileged. However,

again, for Renee, she remained skeptical of thenéxd which her privileged identities
outweighed her target identities as a Black womdnich in some ways dampened her
epiphany.

Furthermore, some of the White students experaeepgphanies after engaging
in the brave space of intergroup dialogue (e.gel&e George) in that a student who
differed from them along racial lines—Renee—shdredexperience of “not wanting to
be Black” at a friend’s predominantly White weddinghis exchange marked the first
time Keeley and George really believed they undesivhat it might be like to
experience racial oppression. Also, Brooke anceAlbelieved their experiences with
the required social justice course marked the tilns¢ that they were so aware of their
White identity, which was largely attributed to itheducator, Dr. Munin and how “well”
he handled “difficult” topics, such as White pragie. As mentioned in Chapter 4,
Brooke and Albert also discussed how Dr. Muninguieement of the photo elicitation
project served as a tool to facilitate their pecsipe taking and what Albert viewed as
“really the core” of the class.

Tom and Lucy, however, were less moved by theiatadentities and privileges,
though Tom had the epiphany after feedback onitsiegart of his photo elicitation
project. Discussed in Chapters 4 and 5, Tom exgththat he might have been
contributing to systems of oppression that contenithance to White people and certain
occupations or stations in life. Also, one of Rayri's epiphany related less to race, as

part of his complicated understanding of privilégee Chapter 4 for more details) related
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to how he took his able bodied status for grant&slwell, another one of Raymond’s

epiphanies related to how he felt more empowereadbit toward social justice in higher
education after co-facilitating a dialogue withlassmate, Anthony, who was also a
White male.

Finally, similar to the Torres et al. (2003) mgds#tudents acknowledge social
justice (not multicultural competence, necessadl/an ongoing or lifelong process, and
this led students to the starting point of the eyethat being anxiety—about how to
enact such change or to be a change agent. Hoveewee students were able to
negotiate this process through a commitment teshipy for example, or through
focusing on small actions they could take, as dised in relationship to the Watt (2007)
PIE Model. As well, some students explained arphém practice connection in their
interview and/or a general desire to have a voicenthey witnessed an injustice and/or
be more aware of social inequities in their daigs.

Expanded definitions of multicultural competence. Themes from this study’s
data also related to scholars who argued for dafité of multicultural competence to
include a social justice focus. Evident in studeptojects and interview (and other
contextual documents) was students’ focus on notlypeeing self-reflective and self-
aware, but also having an end in view of rightingisty’s wrongs through a social
justice framework. This modification and relatibipsto social justice literacy is
discussed in more detail in the “Implications” sect and this study provides further
corroboration of Mayhew and Fernandez’s (2007) gt that “Examining

multicultural competence in higher education oftzkes the form of social justice
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education (SJE)” (p. 61), and that social justicaeis should be empirically tested.

Alternative assignment design.Furthermore, themes from this study—namely,
(Chapter 4) and (Chapter 5)—point to students’ eaepees with the photo elicitation
project that both challenged and supported changddrstandings of privilege,
oppression, and social justice. Also, as evidemteke literature, assignments that
encourage story telling (Wahl et al., 2005) anarporate non-traditional modes of
meaning-making, such as visual methods (Bumpush)2th be useful for multicultural-
related coursework. Students appreciated, for gigrthe “tangible” way they could
view their “growth” over the course of the semesiied how the use of photographs in
the assignment was something new and interestinggh at first seemed less-than
graduate level or something that they were gointhabe.” The photo elicitation project
also provided occasions for Dr. Munin’s section-wiich did not engage in any version
of intergroup dialogue—to engage in perspectivintalnd story telling among peers, as
facilitated by Dr. Munin. Therefore, | would nab go far as to argue that the photo
elicitation project served as a substitute forrigiteup dialogue as a pedagogical tool but
that it encouraged students to engage in somewh#asinteractions in terms of sharing
stories in relationship to differing social ider#. Although, Dr. Munin’s section
perhaps functioned as more of a White affinity gpat that his section was majority
White whereas Dr. Kelly’'s was more half and halfdgints of color and White students.

Expanded understanding of social identityFurthermore, the fact that students
engaged with topics throughout the semester beymtdace/ethnicity appeared to

contribute to all students’ engagement with thaadgastice topics and as a buffer
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against the curriculum being designed to encoutlagstudents of color to teach the

White students about the Other, which was what sointiee students initially thought the
course might entail, such as Amy. The themes wfa®areness and complicated
thinking (see Chapter 4) were often in relationgbifacets of students’ social identities
that they did not previously view as privileged amdaspects of their social identities that
they did not previously see as contributing todppression of others with marginalized
identities. In addition to themes presented infi#a4 and Chapter 5 that resonated to
varying extents with extant literature, educateggproach to the social justice curriculum
also supported, pushed back on, or added to existidings.
Research Question Two

The second research question addressed educatpesiences. As with
students’ experiences, educators’ approach todtialgustice curriculum supported,
challenged, and added to extant literature. Ptedan more detail in Chapters 4 and 5
were several themes related to Dr. Kelly’'s andNbuinin’s approach to their teaching
and how, if at all, such approaches impacted thaetualents. The themes, overall,
aggregated around how educators’ social identtnesinvestment in social justice issues
impacted their approach to their teaching and hewalass components were informed by
pedagogies (e.g. feminist, critical) that both draded and supported students’ learning.
First, | address educators’ social identities; tHexddress educators’ pedagogical
orientations to the curriculum.

Social identity. As discussed in Chapter 2, much of the literaturéaculty who

teach multicultural-related courses concentratetherchallenges of teaching such
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courses and on the marginalization of faculty dbcawho teach the courses in higher

proportions than their White counterparts (Bray03; Nelson Laird & Engberg,
2011; Perry et al., 2006; Perry et al., 2009).varying degrees, educators’ experiences
related to the challenges as cited in the liteeatesuch as those related to educators’
social identity, campus racial climate, and studesistance. As well, Drs. Kelly and
Munin’s experiences resonated with some of theditee on educators’ responses to
challenges with the multicultural curriculum, swaganticipatory teachingtrategies and
intentional pedagogical strategies and philosopligantations toward the curriculum.
However, challenges that Dr. Kelly and Munin fackdi relate to subsets of the
literature—particularly that which related to aigetory teaching strategies and their
preparedness to teach courses that included tradity “difficult” topics. To first
address anticipatory teaching stratedies greater extent for Dr. Kelly than for Dr.
Munin, like other faculty of colorGastafieda, 2009; Duarte, 2009; Mata, 2008),
Kelly was aware of how her identity as a Black wonadded to her anticipatory teaching
strategies (Perry et al., 2009loreover, in line with Hendrix’s (1998) study, samds in
Dr. Kelly’s class maintained a favorable view of s a professor, which is evidenced
by those who spoke to Dr. Kelly’s positive impaattbeir learning experience with the
social justice curriculum, such as Keeley and hbevwondered whether she, as a White
female, would have gained as much from the couadealdifferent educator taught the
course. Moreover, based on the interviews withketly and Dr. Munin, it was clear
that they are allies for one another in their teaglof the course. Such allyship is

reflective of Stanley’s (2006) recommendation,hattFOC should support White
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colleagues’ and other allies in their teaching oftroultural courses.

Also different from Dr. Kelly, but in line with a ajor appeal from Quaye’s
(2012b) in his contributions on IGD literatureesdence of Dr. Munin’s role as a White
educator in changing the composition of those wipically teach multicultural-related
courses and in creating opportunities for Whiteetis to connect with him in ways that
they might not with faculty of color. Moreover, IMunin spoke to ways in which he
helped White students to “normalize emotions antegirate them into the discussion”
(Quaye, 2012b, p. 116) by sharing how he at onetelt similarly. The impact of Dr.
Munin on White students’ ability to grapple witrethnew awareness was also evidenced
by students’ part two essays and/or interviewsoaspared to their part one projects. For
example, Tom explained how Art challenged him tosider how he was perhaps
inadvertently adding to a system of oppressionudinchis hurried photograph of a shoe
shiner. As well, Brooke and Albert spoke to tHeglings of guilt—and for Albert,
defensiveness, too—but then how, by the end o$é¢neester and with Art’s guidance,
they were able to negotiate those feelings anel fikem through lenses of social justice.
Nevertheless, and not to undercut the importaneearé White educators who teach
multicultural or social justice curriculum, Dr. Hgt-as mentioned previously—
facilitated White students’ perspective taking &elings of guilt as well—whether
through individual meetings outside of class anti&aruse of IGD.

Next, to address the extent to which educatoeparedness to facilitate difficult
discussions or dialogues about multicultural-relatgics, Dr. Kelly's and Dr. Munin’s

approach to the social justice curriculum—suchhag investment and interest in
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teaching such courses rather than being consignedtity they did not want to

assume—they appeared to manage the emotions einssuiGue et al., 2010; Quaye,
2012) by being open to having conversations witllestits outside of class to negotiate
White students’ guilt, for example. As mentioneflen seen as a challenge is the
recruitment of White educators to teach multicituelated courses (Quaye 2012a,;
2012b). As shown through this study, there areetisnin having White educators teach
the cours, per the ways in which they can unigaehlynect with White students’
understanding of privilege, oppression, and squstlce.

Furthermore, for both Dr. Kelly and Dr. Munin, thappeared to experience less
tension between their desire to teach social jesticriculum and campus racial climate
and/or student resistance. For example, Castg@2688), Duarte (2009), and Mata
(2009) acknowledged a tension between their irigiitis and/or faculty members’
desired campus racial climate and the ways in widclal climate is shaped by students’
resistant dispositions in diversity-related courseslike other scholars who were met
with resistance from White students in the classrde.g., Castafieda (2009), Duarte
(2009), and Mata (2009), Dr. Kelly and Dr. Munirmldiot cite any instances of overt
resistance, such as students shutting down in @Wats, 2009). When and if students
exhibited any struggles or challenges with theicutum, however, Dr. Kelly and Dr.
Munin appeared well-equipped and prepared to stgpadents with their learning
process, which again relates to a pedagogy of LPremn students are challenged to
interrogate their views on difficult topics but also supported in their learning process.

Given Dr. Kelly's role as a tenured, associate ggebr and Dr. Munin’s role as an
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adjunct though high-level administrator, that aspétheir identities was not one that

hindered their approach to the curriculum. As welther than being consigned to
teaching multicultural-related courses, as disaligs€hapters 4 and 5, both Dr. Kelly
and Dr. Munin wanted to teach the courses and r@eé ©hoice in doing so.

Moreover, in line with Hendrix’s (1998) study, dants in Dr. Kelly’'s class
maintained a favorable view of her as a profesable@st as evidenced by this study’s
participants). Several students spoke to Dr. Relbpsitive impact on their learning
experience with the social justice curriculum, sastKeeley’s, and how she wondered
whether she would have gained as much from thesechad a different educator taught
the course. Moreover, based on the interviews @ittKelly and Dr. Munin, it was clear
that they are allies for one another in their teaglof the course. Such allyship is
reflective of Stanley’s (2006) recommendation,hattFOC should support White
colleagues’ and other allies in their teaching oftroultural courses.

Perhaps one reason why Dr. Kelly and Dr. Muninrditiexperience a great deal
of negative resistance (other than defense mecahatiscussed earlier in this chapter)
from students was because they were experiencexdids who employed effective
teaching strategies and pedagogical tools that e@rducive to the subject material—
such as their airto empower students to engage with the curriculyrddronstructing a
teacher/student power dynamic (one theme from @h&pt Or, perhaps this study did
not result in the reporting of negative experienaeshat those who did not enjoy the
course, and/or Dr. Kelly or Dr. Munin (or me aseaearcher) would likely not have

consented to this study, and/or perhaps they perdene as unreceptive to negative
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views of the course because of my research inteagst/or relationship with Dr. Kelly.

Perhaps another reason Dr. Kelly and Dr. Muninnditlexperience overt forms of
resistance from students was because of an inatailituly deconstruct the
educator/student power dynamic and/or a reseaparécipant power dynamic. In other
words, the data generated for this study was basedgraded project, a perhaps
idealized version of what future higher educatioofgssionals should learn and apply to
their workplaces (as evidenced by the syllabi), basithe researcher could not deny the
fact that | sat as a woman of color across fronesWwVhite students while conducting
the one-on-one interviews. These and other lilitat—which were discussed in more
depth in Chapter 3—are all components of the cantewhich educators and students
experienced the curriculum and in which such exgmees were made visible to me, the
researcher. Alternatively, perhaps the students @wenuinely moved by what they
learned over the course of the semester. As es@dkehy the interviews with Dr. Kelly
and Dr. Munin, they both believed that studentsegaonest representations of their
understanding of privilege, oppression, and squstlce. As well, Renee’s vulnerability
in her part two essay to resist what she learnedtglrivilege (discussed in Chapters 4
and 5) perhaps speaks greatly to the ways in wbickelly reinforced a classroom
space of shared power and dialogue.

Pedagogy.The primary ways that Dr. Kelly and Dr. Munin apacbed the
curriculum, aside from anticipatory teaching stgate, was through pedagogical
orientations that included a feminist and critiesds—both of which are conducive to

teaching multicultural issues (Bierma, 2010). Mer, Dougherty (2002) (a White
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male scholar) discussed how a feminist approachuiticultural curriculum could help

deflect or diffuse potential criticism one mighteéve for being a White male teaching
diversity-related topics. Dougherty (2002) suggdghat educators help students voice
their experiences and mediated underrepresentddrgs] voices through faculty-led
debate, reflection papers, team projects, and pacation of guest speakers to counter
his voice as a White male. Likewise, Dr. Muninited guest speakers Dr. Kelly and Dr.
Vijay Pendakur, who both identify as people of ¢pto present to his majority White
classroom. As well, Dr. Munin—through his pedagagjapproach of CRT and belief in
the power of personal story—encouraged studertsrsider themselves within rather
than outside of the course content.

Connectionsto LPM. Furthermore, although neither educators specificall
named this pedagogical orientation, | argue thaetly’s use of intergroup dialogue as
a pedagogical tool for facilitating understandirigoovilege, oppression, and social
justice and both Dr. Kelly and Dr. Munin’s use bétphoto elicitation project and
incorporation of guest speakers are reflectivénefltearning Partnerships Model (LPM).
Also, in follow-up questions, both agreed that sanrapproach was an accurate
rendering of their teaching. According to Quayd 8axter Magolda (2007), reasons for
applying the LPM (to IGDs, in that article) are base the model engages students at
different points on the spectrum of young adultedlegment, and this is important due to
the varying familiarity with and openness to multtaral topics with which students
enter IGD situations. Expressed in Chapters 45amth educators aimed to assign

projects and design in-class activities that weredacive to students at differing points
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of readiness to engage with social justice issues.

IGD. Although only Dr. Kelly’s section engaged in fishdalialogues, both
educators employed elements of a pedagogy of dialtitat reinforced tenets of
intergroup dialogue, such as perspective takingii@aiet al., 2012) and the power of
story (Whal et al., 2000). For those who partitgpan intergroup dialogues, that
specific experience with the curriculum—as evidehlog the photo elicitation project—
allowed them to engage with their peers in wayswee not as salient based on the data
for those in Dr. Munin’s section. Although Brookede a general mention to the impact
of “peers” in her learning over the course of taemester in her part two essay, students
from Dr. Munin’s section did not cite specific indetions with peers in class that
impacted their learning; rather, they referredttoeo course components, including class
discussion—such as that associated with the pHigitagon project, which was
discussed previously.

Of the students in Dr. Kelly’s section whose untmrdings of privilege,
oppression, and/or social justice were impactetddy, their experiences carried a
positive rather than negative valence. Therethis,study’s findings supports the
overall positive effects of IGD (Engberg, 2004 )rExample, the ways in which
students recalled specific examples from dialogu@eir part two essays and/or
interviews could be interpreted as examples of &gregl listening” Zufiga et al. (2012)
wherein students recalled “significant details abohbat had been said and describe them
to an interviewer after the IGD course was over'84). According to Zuniga et al.

(2012), that type of listening can impact particifga perspective taking and empathy
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(Zaniga et al., 2012). Also in support of the piwsi effects of engaged listening,

Renee’s disclosure in a fishbowl dialogue in Drlle class about how she did not want
to be Black during her best friend’s wedding weekessulted in two of her
classmates’—Keeley and George—understanding fdiitdteime in their lives about
what it might feel like to be a racial minority.sAvell, the impact of a like-race and like-
gender peer on Raymond’s understanding of how hdage a voice in social justice
issues, given his privileged identities (as disedss his part two essay), and a peer’'s
influence in a dialogue on Paige’s understandinigenfrole as an oppressor in terms of
sexual orientation, just to name a couple of exasygush back on extant literature that
characterizes multicultural curriculum as a powgrainic of White students learning
about the Other (e.g., Dessel, Rogge, & Garlingg®06; Garski, 2008). Although some
interpretations of social justice curriculum miglutsition Paige in a position of a knower
relative her White male peer, her peer was ableaoh her something about how she, as
a heterosexual woman of color, was in the rolenobapressor to those who identified as
gay or leshian.

Also, although Dr. Munin did not employ IGD, bassdhis students’ experiences
with the curriculum they, too, exhibited evidendgerspective taking and shared power
with Dr. Munin which likely had much to do with hor. Munin conducted his more
traditional class discussion and his requiremenihefphoto elicitation project that
sparked perspective-taking and relating the thoee concepts to one’s lived experiences
and social identities. Also, although Quaye andtBaklagolda related the LPM

framework to IGD, the model arguably functioneactanjunction with a course—Dr.
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Munin’s—that did not employ IGD but maintained alpgogy that was in the spirit of

dialogue, in that the Dr. Munin encouraged shamelgs among students and encouraged
students’ reflection on their experiences relatoséhe curriculum.

One aspect of Dr. Kelly and Dr. Munin’s desire bae power that should be
noted is that, although students appeared to becanvdhe fact that they were supposed
to have more authority over their understandingrofilege, oppression, and social
justice in parts one and two of the photo eliaitatproject, students exhibited resistance
to such authority in part one and part two—though tesser extent in part two. For
example, Tom’s mention in his interview of how, gt two, he knew more about “what
Art wanted,” Hannah'’s discussion in her intervidvoat needing to “fix” her part one
assignment for part two, and Dr. Kelly and Dr. Muaimention in their interviews about
how one cannot deny that the project is still algthassignment, speak to ways in which,
no matter how much posturing educators enforcerimg of a shared power structure,
students and educators could not simply ignordabtethat the assignment was one
wherein a person in power—Dr. Kelly or Dr. Munin—wd assign a grade for each
students’ project and performance in the ELPS 482se as a whole. As well, even
though Dr. Kelly did not grade part one and Dr. Mudid, students were still concerned
about to what extent they were submitting the ‘figinotographs for part one of the
project.

The role of the photo elicitation project is fugt supported by the literature
discussed in Chapter 2. Although scholars didomis on photographs, specifically,

Bumpus (2005), Howard-Hamilton and Hinton (2004 gMet al. (2000) argued for the
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use of visual media to mediate students’ learniitgimwmulticultural curriculum because

of the ways in which such images can shape a peraanldview. As well, Howard-
Hamilton and Hinton (2004) discussed how visual im¢entertainment media,
specifically) in multicultural competency-relatedutses in GPPs was useful, in that such
media can function as a buffer for challenges ddaicators might face in teaching
multicultural curriculum and offer studenth& opportunity to view the lives of others in
a safe environment and to discuss and interprahtbemation with a facilitator or

faculty member, along with classmates or fellow kgtiop participants” (p. 31). As
evidenced by interviews with students, in-classulsion of the photo elicitation project,
specifically—(small group discussion in Dr. Kellysgction and large-group discussion
in Dr. Munin’s section)—resulted in an opporturidyengage in perspective taking in a
more personal way since the photographs were takémeir classmates rather than a
distant Other. As well, in-class discussion of pheto elicitation project provided
another way to interact with and learn from peetsich arguably added to the educators’
goal of deconstructing a teacher/student power mjcigand this is discussed in more
detail relative to educators’ experiences in thigpter). For example, for Albert,
discussion of the photo elicitation project asrgéaclass marked the first time he deeply
thought about how other points of view are valuaid valid. For other students, such
as Amy, small-group discussion of the project fiettre uncomfortable, and the differing
interpretations of similar photographs—Iike a cliutitat one student considered

‘oppression’ and another ‘social justice'—produdeelings of tension. In addition to
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the impact of the photo elicitation project, onet temerged as impactful for 11 of the 12

students in this study.

Additionally, educators’ approach to the sociatigescurriculum via the photo
elicitation project, intergroup dialogue, the assid Johnson (2006) text provided
challenge and support conducive to students’ pasékperiences with the social justice
curriculum. Discussed earlier in this section, dbanson (2006) text appeared to be
quite palatable and arguably served as a buffestt@ents’ many emotions, such as guilt
and feeling overwhelmed. All but one student (Gedwcited in their part two project
and/or their interview the ways in which the reqdidohnson (2006) text affected their
views of privilege, oppression, and/or social joesti As supported in Chapters 5 and 6,
Johnson’s (2006) messages about the power of silémcexample, and working with or
alongside rather than for those from marginalizedutations/sharing power with those
from marginalized populations resonated with stislemer time. Students’ experiences
with this component of the social justice curriculappeared to reinforce perspective
taking, and students related the text to othefassccomponents, such as intergroup
dialogue or large group discussion. The languapesbn (2006) used appeared to truly
resonate with how students understood their lifgeeiences and social identity relative
to their concepts of privilege and oppression iripalar. For example, Paige’s
realization (discussed in her part two project gmlder interview) of how she oppressed
those who identify as LGBTQ in the past was sumabhly Johnson’s (2006) story about
a silent bystander who watches as an angry motkattn innocent victim. As well,

Keeley's new commitment to allyship, as evidengedear part two project and interview,
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was supported by Johnson’s (2006) discussion ofthoget and agent groups must work

together to combat oppression and work toward spustce. | illustrate these two
examples, as Paige identifies as a woman of coldikaeeley as a White woman;
therefore, it is further interesting that Johnsp@0G)—a White male author—resonated
with so many students across multiple social idiexsti Although students cited several
other readings throughout their part two essay®n®text was cited as widely as
Johnson (2006). In addition to the impact of thid, dialogue and discussion emerged
as a salient mediator of students’ in-class expeés with the social justice curriculum
and their changed understandings of the threeamreepts thereof.

Additionally, the incorporation of guest presenteesved as another way
students’ learning was both challenged and supg@me connects to Zufiga et al.’s
(2012) concept of engaged listening and had argaligact on students’ understanding
of oppression, specifically, was a guest presert@rinstance, four White males to be
particularly moved by Dr. Vijay Pendakur’'s guestgentation on oppression. As
discussed in Chapters 4 and 5, Albert, George Tand's understanding of oppression by
the end of the semester was impacted by Dr. Pemdgkesentation, and interestingly,
the same aspect of the presentation—that beinijittieage analogy. Thus, the ways in
which the White males recalled Dr. Pendakur’'s preg@®n—in a space conducive to the
spirit of IGD—is evidenced of engaged listeninguiiya et al., 2012). Although
students most often referred to the impact of asslexperiences in their photo elicitation
projects and interviews, it was clear from the dhtd, for some students, outside-of-

class experiences impacted their experiences htlsacial justice curriculum and
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facilitated changes in the understanding of prgeleoppression, and/or social justice

over time.

Impact of outside-of-class componentslt is important to address any
disconfirming evidence to push back on a mis-irggion that only in-class
components were responsible for changes, if angtudents’ understandings of
privilege, oppression, and social justice over tamd their experiences with the social
justice curriculum thereof. For example, a fewdstuts referred to their view of the U.S.
banking system as a form of oppression, and tifieserece could be connected to
ongoing, outside conversations in the news media rggard to the 2008 financial crisis
and lingering effects. As well, Tom specificaliyed the ways in which he viewed the
Occupy Movement as a form of social justice, ansl tibpic was not covered in class.
Too, Brooke cited an outside, LUC-sponsored worksstte attended and how that
shaped her views of privilege in terms of race.rédwer, several students’ commitment
to becoming allies for LGBTQ rights related to then illegality of gay marriage in
lllinois and several other U.S. states. Perhaquayt, such an issue would not be viewed
so much in terms of oppression but more so in t&isecial justice, in that those who
identify as gay or leshian are closer to havingatgghts relative to heterosexual
counterparts (at leade jure.

Implications
In this section, | overview implications for higheducation research and practice.
Overall, based on the interpretation of data froime $tudy, contributes to gaps in

empirical research on master’s students’ expergend social justice curriculum and to
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expanded conceptions of promising practices farttieg and learning in GPPs.

Implications for Research

This study’s primary empirical contribution is thugh its qualitative analysis of
master’s students’ experiences with social justisgiculum in a GPP. In doing so, this
study foregrounded the voices of not only White weonbut also students of color and
men who all experienced a required social justigeiculum for the first time in their
graduate studies. As well, the majority of papi#its were first-year master’s students
(eight of 12) and/or considered the required ELB3 eburse to be the first time their
first engagement with social justice-related issnesformal academic setting
whatsoever (eight of 12 students).

In addition, this study’s primary theoretical cabition is through its application
of a unique, two-part conceptual framework thatategnl from Pope and Reynolds’
(1997) tripartite model for understanding multicuétl competency. Given this study’s
focus on social justice curriculum and given sctglaalls for more empirical and
theoretical attention to social justice-orientatida social justice curriculum in GPPs
(Iverson, 2012; Mayhew & Fernandez, 2007; Vera &i§bt, 2003; Wallace, 2000), it is
timely to consider students’ experiences from aatgastice perspective. As put forth
by this study, the aim was not to measure or gfyastidents’ awareness, skills, or
knowledge; rather, to make meaning of how studexperienced the social justice
curriculum. Therefore, | argue that researcheosihbe self-conscious about what
terms are deployed to language its data and datgsss Given this two-part conceptual

framework, future scholars might consider the addiof a social justice literacy model
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overlaid onto the existing conceptual frameworktfos study—perhaps one similar to

the Howard-Hamilton and Hinton (2002, 2004) model.

Approaches to research.In this study, social justice literacy constitlige more
fitting term than multicultural competence, givée qualitative focus on how students
experienced a particular curriculum. Although tiwen multicultural competency has
been deployed in qualitative studies (e.g., Kellz&yles, 2010; Gayles & Kelly, 2007),
| argue that because the majority of methods usedlidate Pope and Reynold’s (1997)
tripartite model were quantitative or qualitativerh a quantitative perspective, it is
further logical or at the very least reasonablelierdiscourse to shift from multicultural
competency to social justice literacy dependinguih@ aim of a study and its
methodology. Thus, a primary implication for fuguesearch is for scholars to consider
their points of departure for understanding a phegon relative to the methodology
employed and phenomenon studied. Another imptiodbr future research is for
scholars to consider other methods of data cotlectAlthough the photo elicitation
projects produced illuminating themes, the intemaeallowed students to elaborate upon
their experiences beyond the confines of the ptgeiielines and to be more meta-
reflective about their experiences. Thereforgyreiresearch might employ a
phenomenological interview approach. As well, gitiee benefit of my first-hand
experience with one section of the ELPS 432 courserms of having observed one
version of students’ experiences with the socistige curriculum, scholars might
consider a case study approach to qualitative relsesm GPPs.

Finally, phenomenon aside, this study’s focushengoodness of qualitative
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research and crystallization rather than its qteinte proxies provided a research design

that honored the purpose of this qualitative, aoiesivist research methodology—that
being to understand how participants experiencedadtial justice curriculum in a GPP
in consideration of various facets of context fariethn many studies to not account. A
goodness approach allowed me to design this gtraditstudy in terms of congruence
rather than rigor, for example, and a crystall@atiather than triangulation approach
allowed me to foreground the voices of participantnore depth and to resist the notion
of a “whole” study that centers upon one, corrotemtdruth. These approaches,
however, did not detract from the quality or legiicy of this study (see Chapter 3).
Therefore, future qualitative studies might alsasider goodness and/or crystallization
to design their study and/or to push the boundarfi¢ise assumptions embedded in their
chosen methodology and methods.

Research topics.Additionally, this study hold implications fortiure focus on
specific research topics: more diverse students;atdrs, IGD, and other assignments
that reflect the LPM.

Diverse students. Although | aimed to foreground the voices of mitran just
White females, this study’s sample only allowedtmanalyze three students of color,
and no one in this study had more than two oppdessatities that they disclosed—
none of which included sexual orientation, abletbddess, or religion, for example.
Therefore, future studies should consider focusim@ more diverse sample beyond only
race/ethnicity and gender.

Educators. Furthermore, somewhat in line with Quaye’s (20224 2b) calls for
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more research on facilitators of IGDs, future stsdnight consider a sole focus on

educators who teach required social justice cours€#Ps, given the rich experiences
described by Dr. Kelly as a tenured professor (eagmuch of the literature addressed
faculty who teach multicultural courses as loweatkiag); and by Dr. Munin as White
educator (whereas there is a lack of in-depth etudin White educators who teach within
GPPs) (Quaye 2012a; 2012b).

IGD. Also, given the impact of IGD on students’ epipiear(Torres et al., 2003)
in relationship to their social justice literaclcould be worthwhile to conduct more
research on this approach to social justice cuumd—such as but not limited to
students’ roles as peer facilitators. As showough Raymond’s experience, his co-
facilitation with his peer Anthony led him to thpighany that he, though a White male,
could have an active rather than passive voicedrakjustice issues.

LPM-centered assignments. In addition, given this study’s focus on the mhot
elicitation project and its reflection of a LPM-d¢ered assignment, future research might
consider other, alternative and innovative curacaomponents that both challenge and
support students’ experiences with social justiogiculum. Although IGD and the
photo elicitation project encouraged perspectiketh among other learning outcomes,
there are likely other pedagogical tools that aoetlny of additional qualitative,
guantitative, and/or mixed-methods inquiry.

Implications for Practice
This study also offers relevant implications fagher education practice.

Overall, this study showed how a feminist, critieand what | view as LPM-focused—
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approach to the social justice curriculum faciéthstudents’ changed understanding of

the three core concepts and their overall posdikgeeriences with the curriculum.
Nevertheless, as discussed in Chapter 3, | wonderetiat extent students who agreed
to participate in this study were those who enjoyedcourse, and/or those who had
more positive than negative experiences with theaudum. Yet, when | asked Dr.
Kelly and Dr. Munin in their interviews to what exit they thought the photo elicitation
projects were accurate or not simply politicallyreat representations of their learning,
they both believed that students were mostly hoalestit their views and were
encouraged to push back on the course topics.

Educators’ pedagogy Thus, educators’ pedagogical approach to socsécl
curriculum challenged and supported students’ eepees and created space for them to
learn and “unlearn” (Zuniga et al., 2014) conceapdiof privilege, oppression, and social
justice. Such challenge and support was evidetiwedgh in-class course components,
such as students’ view of the photo elicitationjgebas a way to capture and/or catalyze
their understanding of the three core conceptsptéealence of students’ references to
Johnson (2006), the impact of IGD, the effectshefih-class guest speaker Vijay
Pendakur, and students’ discussion of Dr. Kelly BndMunin’s approach to the
curriculum. These in-class course components wengarily those that involved face-
to-face interactions with peers and educators wherdnerable sharing and story telling
occurred. Through such pedagogical practicesestsdvere compelled to be White
racial allies (Alimo, 2014) or allies for those whientify as LGBTQ, for example. This

outcome of students’ learning led some studentselbbempowered in the face of also
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being somewhat overwhelmed or troubled by the aeahting society’s wrongs.

Photo €licitation as a promising practice. Also, through in-class experiences that
supported and challenged students—especially thwiicitation project across all
students’ experiences—the three core conceptslesseemote to their daily lives, as
these components required students to draw upanitlesl experiences rather than
distance themselves from the concepts. This apprimethe classroom reinforced the
idea that social justice education is beneficiakfb students and not only those from
historically marginalized groups. Challenging snt$ to connect the concepts to their
daily lives also resulted in some students’ theorgractice translations. As discussed in
Chapters 4 and 5, some students made theory tbgeraonnections by the end and/or
after their time in the required course. For exi@npaige’s complicated understanding
of privilege resulted in her interrogating her offis dominant focus on the “holiday
season” as a Judeo-Christian tradition. Also, &gékelped to start new racial affinity
groups in her work place. Too, having part onghefproject due at the beginning of the
semester allowed a common point of departure falodue or discussion about topics for
which students did not yet have the language. hByend of the semester, however,
students were able to relate their photographpéoiic course readings, terms such as
“target” and “agent” groups and draw upon in- antsme of class experiences that they
could now name, given their changed understandihgsivilege, oppression, and social
justice.

Therole of White educators. In addition, Dr. Munin’s experiences with the

curriculum reinforce a persistent need for Whitg atucators of multicultural courses in
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GPPs. As Dr. Munin showed, his ability to conngith White students and his allyship

with Dr. Kelly resulted in students’ changed undamglings of core concepts of social
justice curriculum. Too, Dr. Kelly’s teaching oL ES 432 as a tenured associate
professor shows how such faculty should be giverofttion to teach such courses, even
when and if lower ranking faculty or other teachgtgff are preferred by administrators.
The fact that both Dr. Munin and Dr. Kelly wantedaind enjoyed teaching the course
appeared to make the greatest impact on studeqistiences with the social justice
curriculum and led to many positive experience$\wistorically fraught topics.

Sequence of arequired course. Finally, although the ELPS 432 course was
framed with a social justice focus, and all studgatbduced a more nuanced
understanding of social justice by the end of #raester relative to their baseline
understandings at the beginning of the coursegsitiscappeared to have a less
sophisticated understanding of how—given their sewsitivity and awareness of myriad
social inequalities and inequities—to apply whaytkearned over the course of the
semester to an understanding of systemic-levellpge and oppression. Most students
were able to articulate that injustices are pesmetlidue to systems of oppression and
privilege; however, the extent to which studentd tiae and space to unpack how that
would translate to social justice practice as &éigducation professional, for example,
was less clear. Therefore, GPPs might consideiiniag a multicultural or social justice
course during students’ first semester of the @ograther than later on, BHC requires
the course in students’ first semester which helpdents and educators to scaffold

social justice concepts in relationship to latguds, such as student development theory,
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leadership in higher education, and their requinéglnship course, for example. As

well, given students’ feelings of being overwhelnoedess clear about how to take
action at the end of the course, GPPs might consig@ementing an elective social
justice course wherein students enter the courgeansolid baseline understanding of
social justice topics and can engage in deepeysisaf how they might translate their
theory to practice, as this focus is an oft citedain the literature. Too, internship or
practicum site supervisors and educators mightidenallowing for, if not initiating,
conversations about how a student can be empowemedrk toward a more equitable
higher education landscape—if that is, in fact, stiimg that a student endeavors.
History of multicultural competencein thefield. This study’s final implication for
practice relates to wider calls from prominent pesional organizations (e.g., ACPA
NASPA) for higher education professionals to betmulturally competent. Such
organizations might also consider the extent tactvinulticultural competency is
reflective of the types of curricular experiencesglents and future professionals in the
field are having. In other words, professionalamigations and other governing bodies
of the field might consider whether there is romndonversations about social justice
literacy in GPP curriculum and to what extent nowiiural competency curriculum
should be expanded to include a social justiced@nd/or whether the language used
characterize the values of the field warrant thaitaxh of social justice.

Chapter Six Summary

In this chapter, | discussed this study’s findingselationship to existing

literature. Overall, students were most impactgedkclass experiences that both
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challenged and supported their learning, as condpareutside-of-class experiences.

Namely, the photo elicitation project and assodatetivities, IGD, the Johnson (2006)
text, and a guest presenter emerged as the m@sitsatclass mediators of students’
changed understandings of privilege, oppressioth sagial justice. Outside-of-class
impacts included then-current events, such asrligering impacts of the 2008 financial
crisis, the Occupy Movement, and the lack of edqué&tir those who identified as gay or
lesbian. Furthermore, educators’ experiences thigrcurriculum related in many ways
to students’ experiences and to the existing liteea However, in other ways,
educators’ experiences pushed back on what is katwnt educators who teach
multicultural-related curriculum. For example, Bielly and Dr. Munin’s pedagogical
approaches to teaching ELPS 432 reinforced theaef§i of a feminist and critical
approach to such curriculum; Dr. Munin exemplifited need for more White educators
who teach such curriculum; and Dr. Kelly noted @p#ttory teaching strategies relative
to her social identity, as corroborated in theéitare. However, Dr. Kelly also occupied
a space of more power than many of the particip@atsired in existing studies on
faculty of color who teach multicultural courseslso, although Dr. Munin exhibited a
unique connection with his White students, Dr. Kellso demonstrated an ability to
connect with White students and unpack similar ésnstas did Dr. Munin—such as
White guilt.

Additionally in this chapter, | addressed primanpiications for higher education
research and practice. Overall, there is a needde ways to understand required social

justice curriculum in GPPs as they relate to broad#s in the field of higher education
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for multiculturally competent professionals. | aegl that a social justice literacy is

another way to make meaning of an understudied-estion of this phenomenon—that
of students’ experiences with the social justiceiculum. As well, a focus on social
justice rather than multiculturalism is perhapsa@earaccurate reflection of what is often
covered in GPPs, given the wider scope of topieeEm in ELPS 432 beyond race and
markers of culture—such as food, music, language daess. Too, in terms of
implications for higher education practice, | argioiat the photo elicitation project serves
as a promising practice for social justice curticalin GPPs and should be considered
among other pedagogical tools as a way to challangesupport students’ perspective
taking and empathy among master’s students in GPPs.
Conclusion

To preface my concluding thoughts on this studgtuirn to the quote by Arnove
and Graff (1987) who asserted,Hen as now, reformers and idealists, shakers and
movers of societies and historical periods, haeeved literacy as a means to other
ends—whether a more moral society or a more sfaddigcal order” (p. 592). The
literacy theory component of this study’s two-pashceptual framework substantiated
the ways in which literacy is not acontextual omgthing that a person “has” or does not
“have”; rather, literacy is a situated, social pi@ethat is mediated by context. In this
study, | focused on the specific context of stuglestcial identities, their familiarity if
any with social justice issues, the impact of etlusaon students’ experiences with the
course, and the sociohistorical milieu that makessfble an ongoing concern with how

higher education professionals understand multicailtrelated issues for ethical practice
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in the field. This other component of the concapftamework—modified components

of Hurtado et al.’s (1998, 1999) framework for ursianding campus climate provided a
connection to higher education literature and gtedian empirical basis for also
focusing on the context in which students expegdrtbe curriculum, such as the role of
educators in students’ experiences and on the impapeers. As evidenced by this
study’s themes and analysis thereof, students’ nstetedings of privilege, oppression,
and social justice were indeed impacted by the &dug’ approach to the social justice
curriculum and through consideration of their livegeriences in relationship to the
stories of their peers who, in varying ways, diigor related to their social identities.
Above all, this study aimed to fill a gap in thiglner education literature on
gualitative approaches to the phenomenon of miiitial competency curriculum in
GPPs. Given this study’s themes and analysis,atguably more accurate to frame
students’ experiences in terms of social justi@dcy. As well, this study holds relevant
and timely implications in relationship to moreeasch needed around social justice
curriculum in GPPs and with regard to higher edoogpractice that both challenges and
supports students to engage in a brave spacddotrepon—and perhaps take action
toward—the wider systems of privilege and opprassiovhich they are implicated.
Finally, through the voices of master’s students @®P educators, this study provided a
window into ongoing, historical conversations abowiticultural and social justice
issues in higher education that are yet relevacailiee of persistent inequities in higher

education.
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Photo Elicitation Assignment Description

This assignment is comprised of two parts both Iwing the use of photo elicitation,
which is a qualitative research method. At thet sththe semester you will be asked to
take new photographs representing major concefauatations related to the course
and document why these pictures are reflectivl®ttbncepts. The photos will be
revisited at the end of the term and additionakaaded that reflect new interpretations
of the conceptual foundations that may have arsea result of participation in the
course. A final short paper will document yourrjoey as it relates to understanding and
representing key content areas and connecting th@aurse literature. Learning
outcomes for this assignment include:

= Anincreased understanding of conceptual foundatamsociated with
social justice;

= An enhanced understanding of how one’s persondbiwiexv informs
their understanding of privilege, oppression, amclad justice;

= The ability to articulate a personal philosophyt ihtéegrates personal
experiences and academic knowledge.

Please note that completion of this project witjuige you to have access to a digital
camera during the first three and final three waedkdass. The course syllabus provides
suggestions for those that do not own or have adoes digital camera. You will need to
bring the completed photo elicitation project 1hwybu to class oDATE. An electronic
copy of the project should be sent by no later tharstart of class on the same date. A
hard copy of the final version of the photo elitda project 2 should be brought to class
onDATE.

Assignment Requirements:

This assignment provides an introduction to bothdbnceptual foundations associated
with course content and photo elicitation as aitptale research method. Photo
elicitation involves the use of photographs thpeeson is either shown or asked to take
as a means to evoke information, feelings, andi@mories that explain a specific
phenomenon. This assignment should be completdding to the specifications
outlined here:

Photo Elicitation Project Part 1
= Prior to starting this assignment, you are encacentdg read the articles by
Harper and Clark Ibafiez that are posted on BlaciBo@hese readings
provide a brief overview and introduction to phetwitation as a research
method. This introduction will help frame both yawork on the project
and class discussions aimed at interpreting pagnXs.
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The first component of this assignment involvesrighphotographs that
you believe are representative of the followingrgr Oppression, Social
Justice and Privilege. Please note that this shioelldone PRIOR to
completing the first assigned readings if at abgpble. The goal is to
capture photos that represent your current undetstgs/ interpretations
of the concepts.
For each term (social justice, oppression, priv)egtudents should
identify between 2- 3 photos that best capture thederstanding of each
concept (6-9 photos in total). You are encouragedke many
photographs and select the best 2-3 for each cofroep the broader set
of photographs.

o Every photograph for this project must be new, tadgoeplicitly for
this assignment. You cannot use previously takertqgraphs.

For each photograph, please construct a singlgrga that interprets
the photo and how it represents the concept. Tiwdkke used in classes
each week when we cover each of the conceptuatidioms of the three
topics.

In order to effectively use your project in the sriactivity and for
grading purposes it is important you organize tlagemial according to the
specifications provided below.

o Begin the first page with a traditional title page.

0 The second page should have a title labeled “Opjmes

o Each picture for this topic should then appear whhdescriptive
paragraph. You need to have each picture appeaiseparate
page. Do your best not to separate your pictune fits
description.

o Once you complete the social justice section, stad new page
with the title “Social Justice.” Follow the samepess as above
and the replicate this with the final topic “Pragje.”

0 This is due in hard copy form at the start of cR8SE. You
should also send the entire set of photos to ntleeinvord
document prior to the start of the class in whidk due. Please
save the document using your last name

Photo Elicitation Project Part 2

The second component of this assignment involvegx@amination of
your original photographs with the knowledge glehfrem course
content. Start by examining the 2-3 photos that ¢aginally submitted
for each of the core topics (oppression, socidlgesprivilege). Would
you change any of the descriptions to highlight mesights? Would you
add new pictures that better capture your undegigrof the topics?
Would your photos and descriptions stay the same?

Make any changes to your photos (this may invahkenty new pictures if
you wish to do so) and their descriptions and ieeréhe document as
described under part one of the project.



0]
0]

o

253
You should have no more than 3-5 pictures for eacttept.
Every photograph for this project must be new, tadoeplicitly for
this assignment. You cannot use previously takertqgraphs.
Even if you keep a photo the same for this paw@ MUST
include a description detailing your reflective gess.

= |n addition to the above, craft an analysis of ylearning in these areas.
This paper should be 5 pages in length and coesiolfowing:

o

What do each of the three core topics mean to Y60@r writing
should reflecyour understanding of the terms, but needs to be
grounded in and supported by the course literatieu are
expected to use APA style and citations for thiggra

How has your understanding of the three core cdaadanged (if
at all) as a result of your participation in thiass? What have you
learned as it relates to these topics? How isetvident in your
photographs?

= This paper should be typewritten using 1 inch meg@in all sides, 12-
point Times New Roman font, and double spacing betwines.

= The final photographs and paper should be submiitedt the start of
class on DATE

Grading Rubric:

Please note that the grade for this assignmenbweifbr both the quality and effort put
into the creation of the original case as wellhasfinal analysis paper. This project will
be evaluated using the grading rubric found in Bteard.

Written by Dr. John P. Dugan

Multiculturalism for Social Justice

Course Description

In Higher Education

Dr. Bridget Turner Kelly

This course is an exploration of social justiceoties, multicultural issues and practice.
We begin by offering foundational definitions ofrtenology used throughout the course
as we delve into understanding systems of oppnessazial identity development,
privilege, power, and activism. Through the userots-cultural dialogue, relevant
exercises, as well as key literature, we will idgrand examine multiculturalism for
social justice in our professional lives.

Some questions to consider when thinking about jgarming in this course:
1. How do you define social justice?
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6.
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What do you hope to learn about yourself and otimetisis course?

How are your feelings, attitudes, and behaviorpetidy your concept of justice?

Why is dialogue about multiculturalism for sociasfice a required component of
this program?

With which target/agent groups do you identify?

Is this learning going to influence your educatiqmactice?

Learning Outcomes

The purpose of this course is to orient future éeadh education for the increasing
multicultural society and workforce. Our futurep@@ds on positive and successful
interaction among various cultural groups. As ediot professionals, how will you
ensure that all students are treated equitably® Wil you educate students so that they
understand their role in creating a more just gpeieNVhat will you do to create a
“culture” of social justice in your own professidmaactice?

Objectives
Upon successful completion of this course, you khba able to:

a

a

Recognize the diversity and complexity of sociatice and multicultural issues

Expand and apply understanding of concepts, theaied frameworks relevant
to social justice, oppression, and injustice

Develop and utilize skills in intergroup dialogugdaconflict resolution

Apply your understanding of philosophical, politiead economic, and social
bases for living in a democracy to a real-worldiglgcistice issue

Refine human relations skills—including leaderslopmmunication, and
collaboration for effectively addressing socialtjos issues

Identify resources, organizations, and governmgntres that support and
impede social justice

Continue to develop and demonstrate expertisehalady presentations—
written and oral—using APA (Bed.) format in all work

Formulate an understanding of personal and prafeakpower to create change
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Conceptual Frameworks

Diversity

This course addresses the myriad of ways in whinagrsity influences and impacts
higher education. Particular attention is paidab variety of settings in which
educators work, the many needs of the diverse sta@ad populations these educators
serve, and the manners in which educators can aetetir own identities as social
justice allies.

Technology
Technology is integrated into the design and dejiwé this course in a variety of ways.

The course will rely on Blackboard as an educatito@. Additionally, both course
delivery methods and student assignments drawrange of technological tools with the
goal of increasing students’ self-efficacy for @stachnology as well as enhancing the
overall learning experience.

Institutional Policies

Academic Honesty

Academic honesty is an expression of interperspséice, responsibility and care,
applicable to faculty, students, and staff, whielmdnds that the pursuit of knowledge in
the university community be carried out with sintgeand integrity.

Accessibility

Students who have disabilities which they belientitle them to accommodations under
the Americans with Disabilities Act should registath the Services for Students with
Disabilities (SSWD) office. To request accommoalasi, students must schedule an
appointment with an SSWD coordinator. Studentsikhocontact SSWD at least four
weeks before their first semester or term. Rengrstudents should schedule an
appointment within the first two weeks of the setaesr term.

Harassment (Bias Reporting)

It is unacceptable and a violation of universityigoto harass, discriminate against or
abuse any person because of his or her race, calbonal origin, gender, sexual
orientation, disability, religion, age or any otluiaracteristic protected by applicable
law. Such behavior threatens to destroy the enment of tolerance and mutual respect
that must prevalil for this university to fulfillsteducational and health care mission. For
this reason, every incident of harassment, disaaton or abuse undermines the
aspirations and attacks the ideals of our commuriitye university qualifies these
incidents as incidents of bias.

Cell Phones/On Call
If you bring a cell phone or pager to class, pldsssure it is either off or set to a silent
mode. Should you need to respond to a call dwlasggs, please leave the room in an
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undisruptive manner. Texting and instant messagiagiot allowed during class. If you
are on call as part of professional responsibdjtdease advise me at the start of the
semester.

Email/Blackboard

Email will be used as the primary mode of corresigmete for this course. Itis
imperative that you activate your account and chied&ily. Please also check your
spam mail and mail foundry to ensure course relatesisages are not misdirected.
Additionally, Blackboard may be used as a souragptiate the class about course
material.

APA Style/Writing

Graduate education places a strong emphasis otogewg writing skills and the ability
to communicate effectively. All papers shouldsoemitted in APA 8 Edition format.
Guidelines for this will be covered at the startled semester and a handout posted on
the Blackboard site. Key provisions are that pajgéould be 12 point Times New
Roman font, double-spaced, with one inch margBisould papers have significant
errors in APA formatting, they will not be acceptesicomplete. The quality of writing
is also of high importance. You are strongly emagad to submit drafts of papers to
peers for initial feedback. If you have signifitaoncerns regarding your writing ability
please consult the University Writing Center
(http://www.luc.edu/tutoring/Writing_Center.shtniigy assistance.

Reading Materials

Please purchase your books as soon as possitdadiags will be assigned for the first
week.

Required Texts
Adams, M. J., Bell L. A., & Griffin P. (2007 Y.eaching for diversity and social justice
(2" ed.) New York: Routledge.

Adams, M., Blumenfeld, W. J., Castafieda, R., Hackria W., Peters, M. L., & Zufiiga,
X. (Eds.). (2010)Readings for diversity and social justi@? ed.). New York:
Routledge.

Johnson, A. G. (2006privilege, power, and differend@™ ed.). Boston: McGraw Hill.
Recommended Text

American Psychological Associatiai2010).Publication manual of the American
Psychological Associatiof6™ ed.). Washington, DC: Author.
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Required Equipment
This class will require the use of a digital camdfrggou do not own a digital camera, you
can check one out through the library system oclpase a disposable digital camera
from your local convenience store (~$15). Use ofddumera is detailed in the Photo
Elicitation Assignment description.

Additional Readings

Additional readings in the form of articles canfbend in alphabetical order at the end of
this syllabus. You are not required to print ongrthese to class (unless otherwise
instructed) but are responsible for reading thethlamging thoughtful
notes/quotes/comments and questions to classy bhadhadditional readings not listed in
this syllabus during the course of the semestéerd are also suggested readings listed
on the syllabus should you desire to explore ecthpther. These readings are
considered required for doctoral students. (Readang on Blackboard)

Course Requirements

Class Participatio(b points, due October 17 and November 29)

Attendance is a requirement of the course. Yoaddl a valuable and unique perspective
that is essential to the course. You are expectgarticipate in class sessions through
guestions, critiques, illustrations, suggestionsl, ather forms of constructive feedback.
You should assess your participation by the “qualit,” not the frequency of

comments In this case, quality is defined as thoughtfe§pectful, and insightful
guestions and comments that serve to strengtheentheng dialogue. Please notify me
in advance if you will be unable to attend classu'Will assess yourself based on the
rubric found on Blackboard.

Reading Comprehensidh points, due October 17 and November 29)

Each of you is responsible for the material inrémdings. The readings contain a broad
array of scholarly and contemporary ideas and esggded to prompt critical analysis
and thought-provoking questions, as well as prosidemmon information base for
intellectually stimulating dialogue. The opinionsdadeas in the readings do not
necessarily reflect my opinion; rather they repnésifferent aspects and ways of
viewing systematic oppression, privilege, powed aacial justice.

This course will primarily consist of dialogue agibup activities. Please complete
readings prior to class, consider your reactiorthécauthors’ ideas and prepare to share
these with others. Some of the following questioasy be helpful:

1) Does the author reveal personal biases? If so, areahey?

2) What is of value to your professional practiceha teading?

3) Which quotes are meaningful to you? Why?

4) In what ways is the reading connected to centedsdn the course?

5) How do your own experiences affirm or refute kepaapts in the reading?
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Reading Reflectiongl5 points, 3 points each reflection; due 5 timesrd) semester)
Five reading reflections are due throughout the seester; select five due dates of the
eight given in the tentative class schedule belows you read assigned material for
each class session, pick one article/chapter aredkey information, frameworks, ideas,
concepts, theories, quotes, etc. that helpajaunderstand the reading, b)
personalize/internalize the information, and c) costruct meaning for practice. Each
reflection should be typed, follow APA"&dition format, and no more than 2 double-
spaced pages with one inch margins. The reflestama intended to use &dking
points during class activities and dialogues. Avoid ngmnmary of the selected article,
and make each reflection meaningful and succinotdsy reference and use in class.
Kristin will assess the reflections based on thwicufound on Blackboard.

Facilitated Dialogue§l5 points, due throughout semester)

This assignment is in the spirit of the Mexicanvernb, “People understand each other by
talking.” You and a partner will participate ircfitating an in-class dialogue related to
one class session’s readings and one current isgteam higher education that relates

to the reading The dialogues will be limited to 40 minutes ameblve you engaging

half the class in dialogue from theory to practidéese dialogues will provide you with
an opportunity to practice skills and techniques wall have read about and had
modeled for you by me. Your classmates and insiraatill assess your facilitation

based on the rubric found on Blackboard.

Photo Elicitation Projed30 points, due September 13 and December 6)

This assignment is comprised of two parts both Iwing the use of photo elicitation,
which is a qualitative research method. At thetsththe semester students will be asked
to take new photographs representing major conegfaundations related to the course
and document why these pictures are reflectivl®ttbncepts. The photos will be
revisited at the end of the term for fresh reflectand additional ones added that reflect
new interpretations of the conceptual foundatidragé may have arisen as a result of
participation in the course. A final short papelt document your journey as it relates to
understanding and representing key content areahs@amecting them to course
literature.

Please note that completion of this project witjuige you to have access to a digital
camera during the first three and final three wesdkdass. The course syllabus provides
suggestions for those that do not own or have adoes digital camera. You will need

to bring the completed photo elicitation projestith you to class oDATE. An

electronic copy of the project should be sent #itistructor via email by no later than
the start of class on the same date. A hard cbpedinal version of the photo

elicitation project 2 should be brought to clasD&TE. | will assess these assignments
based on the rubrics on Blackboard.

Social Justice Issue Investigati(80 points, due November 1)
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You (or a group of no more than 3 people) will sekesocial justice issue relevant to
higher education that you wish to examine. Thievitail you (or group) conducting
research on the issue, and developing a papeaddatsses the issue from an individual,
social/cultural and institutional level (and onbetlevel if working in a group)Part of
your research must consist of work with a collegehiversity, educational agency,
center or organization The paper should be typed, double-spaced, ahahger than 8
pages for single authors and no longer than 10gpfgeyroups (excluding title page,
abstract and references). | will assess your tigeggon based on the rubric on
Blackboard.

Student Performance Evaluation Criteria & Procedures

Participation/Reading Comprehension (assessed by you)

10%

Reflections
(evaluated by Kristin McCann)
15%

Facilitated Dialogues (evaluated by classmates)
15%

Photo Elicitation Project 1 efaluated by professpr
10%

Social Justice Issue Investigation (evaluated by professor)
30%

Photo Elicitation Project 2 evaluated by

professoy 20%
Total
100%

Final grades will be determined by totaling thenp®ireceived on each of the
assignments above (100-95= A, 94-90 =A-, 89-86=85+33=B, 82-80=B-, 79-77=C+,
76-74=C, 73-70=C-, 60-60=D, 59 or below =F). Ar’"‘#\gnifies exceptional work in

this course. Assignments are due at the beginfictass on the day specified in the
course outline. You may turn assignments in ed@etally and/or as a hardcopy in class.
For your own protection, please retain all returaed graded work.

“When we engage in reflective action on the worl@ider to change it, what we are
doing is nothing less than the dailiness of a nevah.” (Wear)

Articles/Readings on Blackboard
Beemyn, B., Curtis, B., Davis, M. & Tubs, N. J. (). Transgender issues on college
campuses. In R. L. Sanlo (Ed3ender identity and sexual orientation:
Research, policy, and personal perspectiygs 49-60). San Francisco: Jossey-
Bass.

Bellah, R.N. (2003). Education for justice and tbexmon goodConversations on Jesuit
Higher Education28-37.
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Berube, A. (2003). How gay stays White and whatlof white it stays. In M. S.
Kimmel, & A. L. Ferber (Eds.)Privilege: A reader(pp. 253-283). Boulder, CO:
Westview Press.

Bohm, D. (1996)On dialogue Excerpts from Dr. Bohm’s seminars.

Brennan, J., & Naidoo, R. (2008). Higher educatiad the achievement (and/ or
prevention) of equity and social justi¢digher Education, 56287-302.

Cahill, L.S. (2003)On being a catholic feminisbanta Clara Lecture, Santa Clara
University.

Chang, M., Milem, J., & Antonio, A. (2011). Campelsnate and diversity. In
Schuh, J., Jones, S., Harper, S., & Associates)Btadent services: A
handbook for the professidpp. 43-58). San Francisco: Jossey-Bass.

Chizhik, E.W. & Chizhik, A.W. (2002). Decoding tfenguage of social justice: What do
privilege and oppression really mealsrnal of College Student Development,
43(6), 792-808.

Clark Ibafiez, M. (2004). Framing the social worldhwphoto-elicitation interviews.
American Behavioral Scientist, 47507-1527.

Cuban, S. & Anderson, J. (2007). Where’s the jesticservice-learning?
Institutionalizing service-learning from a sociasjice perspective at a jesuit
university.Equity and Excellence in Education,, 4@4-155.

Dyer, R. (2003). The matter of whiteness. In MKBnmel, & A. L. Ferber (Eds.).
Privilege: A reader(pp. 21-32). Boulder, CO: Westview Press.

Egbo, B.. (2005).  Critical pedagogy as transforugatnicro-level praxisAE-Extra
June-July. asstudents.unco.edu/students/AE-Ex0&/8Art-4.html.Accessed:
21 March 2007.

Gallagher, C. A. (2003). Color-blind privilege: Thecial and political functions of
erasing the color line in post race AmeriBace, Gender, & Class, 10-17. 203-
247.

Gallagher, M.B., Loveland Cook, C., Tebb, S. & B&vgger, M. (2003). Practicing
social justice: Community-based research, educadiod practice. In Stretch,J.,
Burkemper, E., Hutchinson, W., & Wilson, J. (EdBJjacticing social justicépp.
27-39). New York: Haworth Press.
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Garrett, J. (2005Rawl’s mature theory of social justice: An introtioa for students
Lecture notes from professor at Western Kentuckivérsity.

Haidt, J. & Graham, J. (2007). When morality oppgsistice: Conservatives have moral
intuitions that liberals may not recogni&ncial Justice Research, 20), 98-116.

Harper, D. (2002). Talking about pictures: A casephoto elicitationVisual Studies,
17, 13-26.

Henry, W., Cobb-Roberts, D., Dorn, S., Exum, H.ll&eH. & Shircliffe, B. (2007).
When the dialogue becomes too difficult: A casegtof resistance and backlash.
The College Student Affairs Journal (25 160-168.

hooks, B. (2003). Class and race: The new Bla¢&.dh M. S. Kimmel, & A. L. Ferber
(Eds.).Privilege: A reader(pp. 243-252). Boulder, CO: Westview Press.

Higbee, J. L., & Barajas, H. L. (2007, July-Augugilding effective places for
multicultural learningAbout Campusl 6-22.

Hurtado, S. (2007). Linking diversity with the edtional and civic missions of higher
education.Review of Higher Education, 3085-196.

Kelly, B. (2005). History of antiracism educatidressons for today’s practitioners.
The Vermont Connection, The Student Affairs Joushdahe University of
Vermont, 2655-68.

Kolvenbach, P. (2000Y.he service of faith and the promotion of justit@merican
Jesuit higher educatioranta Clara Lecture. Santa Clara University.

Leonardo, Z. & Porter R. K. (2010). Pedagogy of fdaward a Fanonian theory of
‘safety’ in race dialogueRace Ethnicity and Educatipth3 (2), 139-157.

MacKenzie, L. (1993). On our feet: Taking stepshallenge women’s oppressidkdult
Education and Developmer{gl), 1-175.

McCarthy, D. (2007). Teaching self-advocacy to stid with disabilitiesAbout
Campus12 (5), 10-16.

Mcintosh, P. M. (1989, July-August). White priviEzgJnpacking the invisible knapsack.
Peace and Freedoritp-12.

Munin, A. & Speight, S. (2010). Factors influencitng ally development of college
student&quity & Excellence in Educatiod3 (2), 249-264.
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Nakamura, K. (1998). Transitioning on campus: Aecstsidies approach. In R. Sanlo
(Ed.), Working with lesbian, gay, bisexual, ancdhtgender college students (pp.
179-186). Westport, CT: Greenwood Press.

Perry, G., Moore, H., Edwards, C., Acosta, K., &¥ C. (2009). Maintaining
credibility and authority as an instructor of colordiversity-education
classrooms: A qualitative inquiryournal of Higher Education, 8@0-105.

Pharr, S. (2004). Homophobia: A weapon of sexisni..IHeldke, & P. O’Connor (Eds.),
Oppression, privilege, & resistance: Theoreticatgpectives on racism, sexism,
and heterosexisifpp. 259-274). New York: McGraw-Hill.

Rabinder, J. M. (1999). Critical intercultural adigue.Polity, 31(4), 587-607.

Reason, R. D., & Davis, T. L. (2005). Antecedeptsgcursors, and concurrent concepts
in the development of social justice attitudes acatibns. In R. D. Reason, E. M.
Broido, T. L. Davis, & N. J. Evans (EdsDeveloping social justice allies. New
Directions for Student Servicédo. 110, pp. 5-15). San Francisco: Jossey-Bass.

Schall, J. (2006). Liberal education and socidigasPerspectives44-47. Washington,
DC: Georgetown University.

Seifert, T. (2007). Understanding Christian prigée Managing the tensions of spiritual
plurality. About Campus, 1@2), 10-17.

Sheffield, C. J. (2004). Sexual terrorism: The abcontrol of women. In L. Heldke, & P.
O’Connor (Eds.)Oppression, privilege, & resistance: Theoreticatguectives
on racism, sexism, and heterosex{pm 164-182). New York: McGraw-Hill.

Urrieta, L. (2007). Identity production in figureerids: How some Mexican Americans
become chicana/o activist educatdrise Urban Review, 9), 117-144).

Waters, M. C. (2004). Optional ethnicities: For Wékionly? In M. L. Anderson, & P. H.
Collins (Eds.)Race, class, and gender: An anthol¢§Y{ ed.; pp. 418-427).
Belmont, CA: Thomson Wadsworth.

Watt, S. (2007). Difficult dialogues, privilege aadcial justice: Uses of the privileged
identity exploration (PIE) model in student affgmsctice.The College Student
Affairs Journal, 2€2), 114-126.

Wendell, S. (1990). Oppression and victimizatiohofCe and responsibilitydypatia,
5(3), 15-46.
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Yamato, G. (2004). Something about the subject svdksard to name. In M. L.
Anderson, & P. H. Collins (EdsRace, class, and gender: An anthold¢& ed.;
pp. 99-108). Belmont, CA: Thomson Wadsworth.

Zuniga, X. (2003). Bridging differences throughldgue.About Campus8-16.

LOYOLA UNIVERSITY CHICAGO
SCHOOL OF EDUCATION
ELPS 432 (003): Social Justice in Higher Education
Fall 2011
Wednesday, 7:00 — 9:30 pm
Water Tower Campus, Corby Law Center, Room 205
Instructor Information:

Art Munin, Ph.D.

Adjunct Professor, Higher Education

773-325-7292 (office)

amunin@Iluc.edu -or- amunin@depaul.edu

Meetings Available by Appointment
Description:

Ample research supports the important role divgiend multiculturalism play
both in shaping educational outcomes as well aareihg society. This course
provides an introduction to theory and researciteel to multiculturalism and
social justice. Learning is targeted at increasituglents’ multicultural awareness,
knowledge, and skills in the context of higher extion professional practice.
Specific attention is paid to 1) understanding alogystems and structures that
reinforce power differentials, privilege, and opgs®n; 2) exploring the unique
experiences of traditionally marginalized sociaups; and 3) examining critical
dimensions to the design and delivery of multio@teducation programs. The
course addresses each topic across three levelsrtant philosophical and/ or
historic considerations, contemporary interpretegj@and considerations in the
higher education context. The pedagogy employedisncourse draws heavily on
critical self-reflection to explore how studentgrponal identities shape
experiences related to multiculturalism and sqgaistice. This provides an
essential foundation for the consideration of thesees in future course work.

Outcome & Objectives:
Learning Outcome
Students will be able to describe various histbacal contemporary perspectives
on multiculturalism and social justice as well @plecations to the higher
education context.

Objectives
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Upon completion of this course, students will bedb:

1. Understand the conceptual foundations associatédsecial justice;

2. Understand the various ways in which oppressidnemices
individuals, institutions, and broader society;

3. Articulate deeper levels of personal awarenesgdagathe ways in
which their positionality shapes how they experessccial
interactions;

4. Apply key principles associated with multicultuca@impetence in
student affairs and higher education practice;

5. ldentify ways in which to foster ally developmermrponally, with
colleagues, and with students; and

6. Demonstrate increased competence in engaging witlaeross issues
of difference.

Conceptual Framework:

Conceptual Framework
The School of Education at Loyola University Chicaglvances a conceptual framework
that emphasizesProfessionalism in Service of Social Justic€his framework is
consistent with the design and content of this seufhe content of this course
specifically addresses theoretical foundationsoofa justice education as well as
applications of this work to educational practithis is accomplished by examining
issues of social construction, their influencebamv individuals experience power,
privilege and oppression, and methods for creamgronments characterized by a
culture of social justice and equity.

Diversity
This course directly addresses the many benesscased with a diverse and

multiculturally competent society. Course conteiit specifically explore the
ways in which socially constructed social categoigluence the ways in which
individuals experience power, privilege and oppaess society. This will be
explored through theory and research as well asighr personal narratives and
students own life journeys.

Technology
Technology is integrated into the design and de}iwé this course in a variety of

ways. The course will rely on Blackboard as an atlanal tool that connects
students and encourages intellectual engagemesitiedtaditional classroom
boundaries. Additionally, both course delivery noeth and student assignments
draw on a range of technological tools with thelgdancreasing students’ self-
efficacy for using technology as well as enhant¢hegoverall learning
experience.

Institutional Policies & Philosophies:
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Academic Honesty
Academic honesty is an expression of interpersjuiséice, responsibility and
care, applicable to Loyola University faculty, stats, and staff, which demands
that the pursuit of knowledge in the university ecoomity be carried out with
sincerity and integrity. The School of EducatioR@licy on Academic Integrity
can be found at:
http://www.luc.edu/education/academics_policiesgnity.shtml. For additional
academic policies and procedures refer to:
http://www.luc.edu/education/academics_policies mshitml|

Accessibility

Students who have disabilities which they belientitle them to accommodations
under the Americans with Disabilities Act shouldister with the Services for
Students with Disabilities (SSWD) office. To requascommodations, students
must schedule an appointment with an SSWD coomiingtudents should
contact SSWD at least four weeks before their §eshester or term at Loyola.
Returning students should schedule an appointmigminvthe first two weeks of
the semester or term. The University policy on awemdations angarticipation

in courses is available at: http://www.luc.edu/sbwd

Harassment (Bias Reporting)

It is unacceptable and a violation of universityigoto harass, discriminate
against or abuse any person because of his oaber color, national origin,
gender, sexual orientation, disability, religiogeaor any other characteristic
protected by applicable law. Such behavior thresaterdestroy the environment
of tolerance and mutual respect that must prewailHfis university to fulfill its
educational and health care mission. For this reaseery incident of harassment,
discrimination or abuse undermines the aspiratamusattacks the ideals of our
community. The university qualifies these incidesgsncidents of bias.

In order to uphold our mission of being Chicage'suit Catholic University-- a
diverse community seeking God in all things andkiay to expand knowledge

in the service of humanity through learning, justand faith, any incident(s) of
bias must be reported and appropriately addre3sedtefore, the Bias Response
(BR) Team was created to assist members of theladywoiversity Chicago
community in bringing incidents of bias to the atten of the university. If you
believe you are subject to such bias, you shoulifiynithe Bias Response Team at
this link: http://webapps.luc.edu/biasreporting/

Reading Materials:

The required texts for this course are availabteptochase at the Water Tower
Campus Loyola Bookstore or Beck’s Bookstore. Plgasehase your books as
soon as possible as readings will be assignedhéosécond week of class.
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Required Texts
Adams, M. J., Bell L. A., & Griffin P. (2007Y.eaching for diversity and social
justice(2" ed.) New York: Routledge.

Adams, M., Blumenfeld, W. J., Castafieda, R., Hackria W., Peters, M. L., &
ZUfiga, X. (Eds.). (2010Readings for diversity and social justi@*
ed.). New York: Routledge.

Johnson, A. G. (2006privilege, power, and differenc{é”d ed.). Boston:
McGraw Hill.

Required Equipment

This class will require the use of a digital camdfrgtou do not own a digital
camera, you can check one out through the Loybtary system or purchase a
disposable digital camera from your local conveogestore (~$15). Use of the
camera is detailed in the Photo Elicitation Assignirdescription.

Recommended Texts
American Psychological Associatiaf2009).Publication manual of the American
Psychological Associatiof®th ed.). Washington, DC: Author.

Additional Readings

Additional readings will be provided in the form@dcuments accessible via the
Blackboard site for this course. A full referense of these readings is provided
at the end of the syllabus. You are not requirgoriat or bring these to class, but
are responsible for reading them. The instructoy et additional readings not
listed in this syllabus during the course of thesster.

Requirements & Expectations:

Preparation
This course is designed using a traditional senforanat in which much of the

learning is emerged from group discussion and siiuelegagement with each
topic. As such, preparation through completionawffeweek’s readings as well as
thoughtful reflection on the topics is critical ratly for each individual's
intellectual development, but the group’s colleetdevelopment as well.
Readings have been purposefully selected for tekwance to the given topic
and contribution to the overall literature. Rattien assigning a bulk of reading,
the philosophy employed in this course design isar@fully select significant and
important core readings and provide sources foitiaddl reading should
students wish to explore the topic further. Givaicimthought has gone into the
readings, students are expected to complete thewmviance of each class.
Occasional quizzes and reading for meaning a@#witnay be incorporated into
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the grading structure should evidence emerge thdests are not completing the
necessary reading. Additionally, as a graduatellemerse, class time may not be
directed towards dissecting each individual readig instead examining themes
across reading and conducting critical analysisootent and its application in the
context of higher education. Students are encodrageonsider this as they read
assigned material.

Participation
Given the seminar format employed in this couessgh, student participation in

discussions and learning activities is criticabwéver, it is important to note that
howa student participates is often a function ofrtparticular learning style.
Therefore, participation is less about the freqyemith which a student engages
in class discussion and more about the qualith@tcontributions. For the
purposes of this course, participation is valuedhich students build upon one
another’'s comments, provide meaningful connectionwactice, share critical
observations and insights on a topic, and gernerattease the complexity and
richness of the discussion. Students are alsoueaged to act as gatekeepers to
the conversation and encourage the participatiathers as well as pose
guestions to one another. To achieve this, atyanfepedagogical approaches are
used to ensure that each individual's preferradi@g style is addressed over the
course of the semester. A portion of the finatlgres dedicated to participation
and a rubric is provided that outlines how thifl e assessed. Students will
receive a mid-semester participation grade asasgdiéedback to ensure time to
adjust their participation levels prior to the esidhe semester.

Attendance

Graduate-level courses typically meet only oncesakywhich makes attendance
absolutely essential. You must be present to enfydigen the course content. |
understand that sometimes life priorities can ntalkechallengingHowever, the
expectation is that you will be present for the ¢ldss session each we&hould
you miss a class, arrive late, or leave early, s@uresponsible for identifying and
obtaining missed material from your peers. Pleagéyrthe instructor via email
prior to the start of class should you need toliseat. Any absence will result in
the loss of participation points for that day. Rioely arriving or leaving late will
result in the loss of participation points as well.

Civil Discourse

Although deep and meaningful learning often consea eesult of cognitive and
emotional dissonance, | firmly believe that tramsfative learning is the result of
compassionate learning communities in which indieid feel both challenged
and supported. The underlying expectation of thigse is that participants will
approach one another with the same ethic of catelanelopmental concern with
which they deal with students. This approach rexguar willingness to engage in
critical and controversial, but ultimately civilsdiourse aimed at advancing our
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individual and collective knowledge. Students afpeeted to engage in social
perspective-taking, a skills that requires both atinyp and the ability to
acknowledge multiple points of view.

Cell Phones/ On Call

If you bring a cell phone or pager to class, pldsssure it is either off or set to a
silent mode. Should you need to respond to a caihd class, please leave the
room in an undisruptive manner. Texting and/ otansmessaging are not
allowed during class as a matter of respect tdewing community. Should you
be on call as part of professional or graduateses#iship responsibilities, please
advise me at the start of the semester. It isalgood idea to have a conversation
with your supervisor and staff to help them underdtthat you are a student and
interruptions during class time should be on anrgerey basis only.

Email/ Blackboard

Email will be used as the primary mode of corresigmee for this course. As
such, it is imperative that you activate your Laytlniversity Chicago account
and check it daily. Please also check your Loypks mail and mail foundry to
ensure course related messages are not misdiréadidionally, Blackboard will
be used as a source of continual updates abowtemuaterial.

APA Style/ Writing

Graduate education places a strong emphasis otogeg writing skills and the
ability to communicate effectively. All papers shbbe submitted in APA®
Edition format. Guidelines for this will be coveratthe start of the semester and
a handout posted on the Blackboard site. Shouldrpdmave significant errors in
APA formatting, they will not be accepted as congldhe quality of writing is
also of high importance. Students are encouragsedhmit drafts of papers to
peers for initial feedback. If a student has sigaiit concerns regarding their
writing ability, they should consult the UniversMyriting Center
(http://www.luc.edu/tutoring/Writing_Center.shtniigy assistance.

Assignments:

The series of assignments identified for this ceuedlect student feedback on
desired course outcomes, personal learning sigtespreferred mode of
evaluation. They also create space for studemsitsue more depth of study in
particular content areas of interest. This is gooojunity to begin developing an
area of expertise that connects to your professgoels and may contribute
significantly to your educational portfolio or desgation. Finally, this course
differs significantly from other courses in the Inég education curriculum given
its foci on personal exploration and understandirfigrence. This requires a
substantive degree of active participation by esdiadent in the class. Therefore,
participation will carry a greater amount of relatweight than in other classes.
Students will receive two participation grades, ahthe midterm and one at the
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end of the semester. Participation will be evaldiaiging a rubric disseminated on
the first day of class and students will receivect feedback regarding this at the
midterm evaluation.

Assignments are due at the time specified in thessosyllabus and should be
submitted according to the directions provided.ig@m®ents are expected to be
turned in on time so please plan appropriatelywtmdaunnecessary penaltigsy
assignments submitted after the due date will daced by a half letter grade.
An additional full letter grade reduction will bgplied for each 24 hour period
after the original time due. Extensions will notdranted.

NOTE: Students should not exceed the suggestethl@hgssignments as
dictated by the full assignment descriptions. Aiddidlly, the suggested length
does not include the title page or reference pages.

EXPANDING AND

CONCEPTUAL STRUCTURED
CONNECTING INTEGRATION
FOUNDATIONS REFLECTION
KNOWLEDGE
Photo Elicitation Pre/ Post Class Engaging with Photo Elicitation
Project Reflection Privilege/ Ally Project

Development
Playlist Reflection Social Perspectiv

[}

Taking
Creative Expression Multicultural
Critical Incident/ Competence
Personal Insight Assessment

Social Justice
Action on Campus

Photo Elicitation Project

This assignment is comprised of two parts both lwving the use of photo elicitation,
a qualitative research method. At the start ofstmester students will be asked to
take new photographs representing major concefiiuatiations related to the course
and document why these pictures are reflectivl®fitbncepts. The photos will be
revisited at the end of the term for fresh refleectand additional ones added that
reflect new interpretations of the conceptual fatrahs that may have arisen as a
result of participation in the course. A final shpaper will document the students’
journey as it relates to understanding and repteggkey content areas and
connecting them to course literature. Learning @uies for this assignment include:

»= An increased understanding of conceptual foundatamsociated with
social justice;
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= An enhanced understanding of how one’s persondbiwiexv informs
their understanding of privilege, oppression, amclad justice;
= The ability to articulate a personal philosophyt ihéegrates personal
experiences and academic knowledge.

Please note that completion of this project witjuige students to have access to a
digital camera during the first three and finakthmveeks of class. The course
syllabus provides suggestions for student thatalawn or have access to a digital
camera. Students will need to bring the completestgelicitation project 1 with
them to class oBeptember 14, 2011An electronic copy of the project should be
sent to the instructor via email by no later thiam s$tart of class on the same date. A
hard copy of the final version of the photo elitda project 2 should be brought to
class orDecember 7, 2011

Structured Reflection Exercises

Taking the time to read and reflect on the contérihis course is critical.
Therefore, exercises have been designed to ermtradividuals are provided
structured opportunities to process course conitsntpnnection to their lives,
meaningfulness to practice, and how content froom sassion fits together. Use
of multiple formats is purposefully designed totbohallenge and support your
preferred learning style. Each student will be remfito complete structured
reflection activities FIVEimes during the semester. Only one may be tuimed
per week, per course topic, and students can efibct on the class period
immediately preceding or following. Full detaiegarding this assignment are
available in the assignments section of the Blaakthgite. Learning outcomes for
the assignment include:

= The ability to reflect in critical and meaningfubys on course
content;
= Anincreased capacity for self-awareness as itagl® course content.

All FIVE reflection exercises must be completed piiacthe final class. The
content of the first or final class may not be uk®deflection.

Expanding and Connecting Knowledge Project

The major assignment associated with this coungavas connecting course
related knowledge to your personal interests rélaianulticulturalism and social
justice. The purpose of this project is to expl@tepical area in greater depth
while practically applying course content. Studemils have the option to
complete one of several project options or cregtepgect of their own design.
Details associated with the project are availabline assignments section of the
BlackBoard site. Learning outcomes associated thithassignment include:
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= Demonstrated understanding of course content tetate
multiculturalism and social justice;
= Ability to apply course content to personal lifepf@ssional practice,
and/ or broader social issues;

» Increased capacity to critically assess and anaiyttea social justice
lens.

An initial determination of what you plan to do fibke project is due in written
form (no more than a page) and should be turnad tine start of class on
September 21, 2011The final product is process oriented, but wal b
summarized in a 5-page paper due by the starass @rNovember 30, 2011

Evaluation & Grading:

All coursework and assignments must be completethiégnd of the term as

grades of incomplete are generally not assigned.disgtribution of points is
provided below:

Participation 30 points
Reflections 10 points
Photo Elicitation #1 10 points
Major Project 30 points
Photo Elicitation #2 20 points
Total 100 points

Assignments in this course will be graded accaydinthe rubric provided\Note
that if an assignment fails to follow the instioot provided a grade of zero will be
assigned. Students are encouraged to consult with theuastr regarding any
guestions associated with assignments:
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A. Bell, & P. Griffin (Eds.),Teaching for diversity and social justi(®® ed.; pp.
14-33) New York: Routledge.
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396-410) New York: Routledge.
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Protocol for Students

Thank you so much for taking time out of your salledo meet with me. My name is
Kristin McCann, and | will be conducting this [mang/afternoon’s] interview for my
dissertation study on master’s students’ experemgth multicultural curriculum. We
will spend the next half hour or so talking aboatiyexperiences with the photo
elicitation assignment in your multicultural ancs justice issues class. Your
comments will help me gain a better understandingpar overall experiences with the
multicultural curriculum in the course. All of yotesponses will remain confidential,
and the findings from this interview will not coimianames or any information
identifying individuals with specific comments. 8, none of your responses will relate
in any way to your grades or instructor’s/facultgmber’s perceptions of you in the
program. [*If not already signed and submittedn® via email: Please look at the
consent form and sign it if you agree to the tefni®o, | want to emphasize that this is
not a test, and there are no right or wrong ansateadi. Just answer however you feel
comfortable answering the questions. Are therecamstions before we begin?
[Address questions if any are raised]

[Collect signed consent form, if applicable]
| am going to cover two main areas today. Firaimlinterested in understanding your
experiences with part one of the assignment; sedand interested in your experiences
with part two and why or how, if at all, any chasgeere made in part two. | am also
interested in the narrative essay you completquhetof part two. But, first... [proceed
to question one.]

1. How is your semester going so far?
Probes:
a. How many classes are you taking this seme®{&ieh ones?
b. When do you plan to graduate?
c. Are you currently working?
d. What type of job are you interested in aftexdgration?

2. Tell me about how you approached part one opliweo elicitation assignment.
a. What was your strategy in selecting photographs
b. What concepts, if any, did you struggle to uapin a photograph?
c. What concepts, if any, did you find easy totaepin a photograph?
b. What connections to the photographs from tadirgs or your personal
and/or professional life did you make?

3. Tell me about how you approached part two ofpitveto elicitation assignment.
a. What edits did you make to your photographanif? Why?

4. What you do you like most about the photo eigiin assignment? Least?
a. Any examples you can share?
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5. How do you think this assignment relates to ysmaial identity, if at all?

6. How, if at all, did _(see below)_ help you taderstand privilege, oppression,
and/or social justice for part two of the phot@kdition assignment?
a. class discussion of other students’ photos
b. class dialogues
b. guest speakers
c. additional assignments you completed for cla@sg- reflection papers,
research paper, readings from books, articles).

Protocol for educators

Thank you so much for taking time out of your salledoday to meet with me. Your
insights will help to give me a better understagdihthe context in which master’'s
students experienced the multicultural curriculenthie multicultural and social justice
course. We will spend the next half hour or skitaj about your experiences with
teaching the photo elicitation assignment. Aliyobir responses will remain confidential,
and the findings from this interview will not coimianames or any information
identifying individuals with specific comments. Ifhot already signed and submitted to
me via email: Please look at the consent formsagpal it if you agree to the terms. Too,
| want to emphasize that this is not a test, aedetlare no right or wrong answers at all.
Just answer however you feel comfortable answehegjuestions. Are there any
guestions before we begin?

[Address questions if any are raised]
[Collect signed consent form]

| am going to cover a variety to areas today, agtvhy you decided to use the photo
elicitation assignment, how you teach the assigtnagry challenges that have arisen in
teaching the assignment, how, if at all, the asa@mt relates to your teaching pedagogy,
among a few other questions.

1. Why do you use the photo elicitation assignment?
a. Why or why not is it valuable to use this assignt for topics like
oppression, privilege, and social justice?
b. When did you start using the photo elicita@signment for ELPS 4327

2. Tell me about how you teach the assignment?
a. At what point in a given semester do you assigrassignment?
b. How much explanation do you give students?
c. Do you give a lot of examples to students?
d. Are they any edits or changes you might makédassignment in the
future?
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3. What challenges do you have teaching the assgtim

4. What you do you like most about teaching thégassent?

5. How do students, in general (and without nanaisgecific student), approach the
assignment?

6. How, if at all, do you think this assignmeniatek to your teaching philosophy?
a. How, if at all, do you see the assignment waylds a form of critical pedagogy?

7. How, if at all, do you incorporate the assigninato class discussion?

8. How, if at all, do you assess the assignment?
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Email script for students in Spring 2013 section
DATE

<Dear FIRST NAME>,

Hello—This is Kristin McCann writing, and | am a.Bh student in the Higher Education
program at LUC. For my dissertation study, | antkiry on a project related to the
photo elicitation assignment used in ELPS 432 @sird'm interested in students’ and
educators’ experiences with multicultural currigalin higher education mater’'s
programs, and I'm thinking of the photo elicitatiagsignment as one way to capture
such curriculum. If you might be interested intgpating in my study, here is what
your involvement would entail:

a. Submit (via email) both parts of your photo elitida assignment.

-All potentially identifying information (such aoyr name) will be

removed from the assignment materials to ensure ganfidentiality.

and

b. Participate in a 30-45 minute, semi-structutagde-recorded interview about
the process you went through to complete the asggh The nature of this
interview would be much like your small and largeup discussions about the
assignment in your class. (Only option for educajor

-You will select a pseudonym, and all personalrmfation about yourself

will be completely confidential in any write-up ftris study.

You are not obligated to participate in any parthi$ research, and no matter what,
participation in this study would have absolutetybearing on students’ grade for ELPS
432 or any other course during your time at Loyaid thereatfter.

Thank you for your consideration, and please leknaw if you have any questions.
You will not be able to send me any part of your assignmelné anterviewed for this
study before you read and sign an informed corfeemt required by Loyola’s IRB, so
please do not worry at this point about sendingdoguments or scheduling an
interview.

Sincerely,

Kristin
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CONSENT TO PARTICIPATE IN RESEARCH

Project Title: Re-viewing privilege, oppression, and social justiehoto elicitation
Researcher(s)Kristin McCann, M.A., Ph.D Candidate, Loyola Unisity Chicago
(Principal Investigator)

Faculty Sponsor:Bridget Turner Kelly, Ph.D.

Introduction:

You are being asked to take part in a researcly $tethg conducted by Kristin McCann
for part of her dissertation study under the sugém of Dr. Bridget Turner Kelly in the
School of Education’s Higher Education program @ydla University of Chicago.

You are being asked to participate for only onéheffollowing reasons (A or B):

A. You completed the photo elicitation assignmentli®& 432 at Loyola
University, Chicago during Spring semester 2013.
OR
B. You taught a course at Loyola University Chicagavhich you used the photo
elicitation assignment.

Please read this form carefully and ask any questyou may have before deciding
whether to participate in the study.

Purpose:

The purpose of this dissertation study is to urtdas master’s students’ and
instructor/faculty members’ experiences with muiliaral and social justice-related
curriculum in a graduate preparation program. ratigre on multicultural issues in
higher education is scant, and there is a deantbsafarch on multicultural and social
justice-related curriculum. Therefore, the Pl (Mo@) will analyze the process that
graduate students in Multiculturalism and Sociatide for Higher Education (ELPS
432, 3 credit hours, graduate-level) went througgbamplete a significant component of
the multicultural and social justice curriculum—ibleoto elicitation assignment. The PI
is also interested in professors’ rationale forgrsag the photo elicitation assignment in
their curriculum and challenges and/or successssftite with the assignment.

Procedures:
If you agree to be in the study, you will be ask&d
For students:
a. Submit (via email) all of your photo elicitationsagnment.
-All potentially identifying information (such aoyr name) will be
removed from the assignment materials to ensure ganfidentiality.
AND
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b. Participate in a 30 minute, semi-structuredetegrorded interview about the
process you went through to complete the assignriietnature of this
interview would be much like your small and largeup discussions about the
assignment in your class.
-You will select a pseudonym, and all personalrimfation about yourself
will be completely confidential in any write-up fthis study.
For professors:
a. Participate in a 30-45 minute, semi-structuredetsgrorded interview about
how and
why you decided to use the photo elicitation agsignt in your class.
-You will select a pseudonym, and all personalrimfation about yourself
will be completely confidential in any write-up fthis study.

Risks/Benefits:
There are no foreseeable risks involved in pawdiiig in this research beyond those
experienced in everyday life.

There are no guaranteed benefits to participants society by participating in this
study. However, this study will add to the litena on multicultural issues in higher
education.

Also, this study will offer participants an opparity to further reflect on the importance
of core concepts covered in ELPS 432, such as derstanding of oppression, privilege,
and social justice.

Confidentiality:

e If you choose to submit any part of your photoitditon assignment, you may
remove your name and/or any other information yloatdo not wish to include or
think would lead to an outside reader identifyinigoayou are. If you do not
remove such information, the PI (Kristin McCann)had so to ensure
confidentiality.

e When you participate in a semi-structured interyigau will select a pseudonym,
and the pseudonym will be kept on a password predezomputer. After the
interview, a transcript (completed by the PI, KridticCann) will be emailed to
you to ensure validity and accuracy of your statetisie

¢ All data involved in this study will be stored ompassword protected computer.
Only the PI and the faculty sponsor will have asdeshis data. (Email
communications, assignment materials, pseudonyonnrétion, tape-recorded
interview recording and transcript).

¢ When the study is completed, including writing aedorting findings, all data
and information related to the study will be degtah. (Email communications,
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assignment materials, pseudonym information, tagerded interview recording
and transcript).

Voluntary Participation:

Participation in this study is voluntary. If yoo dot want to be in this study, you do not
have to participate. Even if you decide to pgpate, you are free not to answer any
guestion or to withdraw from participation at aimge without penalty. Your decision to
participate or not will have no effect on your @nt relationship with the Higher
Education program and Loyola University, Chicago.

Contacts and Questions:
If you have questions about this research stuedgga feel free to Kristin McCann at
kmccann2@luc.edar the faculty sponsor, Dr. Bridget Turner Kelypkelly4@luc.edu

If you have questions about your rights as a rebgaarticipant, you may contact the
Loyola University Office of Research Services at3)/'508-2689.

Statement of Consent:

Your signature below indicates that you have réadrformation provided above, have
had an opportunity to ask questions, and agreartipate in this research stud§ou

will be given a copy of this form to keep for yaecords.

| consent to participation in following procedufpsease initial):

Submit all of my photo elicitation assignment

Participate in a 30 minute, semi-structuragetrecorded interview about the
process you went through to complete the assignment
_____Participate in a 30 minute, semi-structuregok-tecorded interview about the
teaching the photo elicitation assignment. (Fofgssor participants).

Participant’s Signature Date

Researcher’s Signature Date
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Please respond freely:

How would you describe your social identity? Thisraot right or wrong answer to this
guestion. Examples include ability, belief, sexfem race/ethnicity, sexual orientation,
class, among other aspects of one’s social idedityussed in the multicultural
competency course.
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Dear <Name of original participant>,

Hello! I hope this message finds you well. | amting to say that my dissertation study was
approved by my committee and by IRB, and | plande the data from the photo elicitation
research that you participated in for Spring 200i&erview, submitted your assignments). If
this is something that might be okay with you, ll'send you an updated re-consent form via
email. Overall, the updated form states the neypgee of the project--(i.e., for my
dissertation rather than other research)--andfask®ur electronic signature. You wouldn't
need to be re-interviewed, etc.; though | wouldtaonyou in the future with your

transcribed interview and perhaps a couple briédioup questions--but nothing extensive.

Thank you in advance for your consideration, arahkhyou again for your past participation.

Kristin
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CONSENT TO PARTICIPATE IN RESEARCH

Project Title: Photo elicitation: Re-viewing privilege, oppressiamd social justice
Researcher(s)Kristin McCann, M.A., Ph.D Candidate, Loyola Unisgy Chicago
(Principal Investigator)

Faculty Sponsor:Bridget Turner Kelly, Ph.D.

Introduction:

You are being asked to take part in a researcly steithg conducted by Kristin McCann for
part of her dissertation study under the supemisicDr. Bridget Turner Kelly in the School
of Education’s Higher Education program at Loyolaiversity of Chicago.

You are being asked to participate for only on¢heffollowing reasons (A or B):
A. You completed the photo elicitation assignmentli?& 432 at Loyola University,
Chicago during Fall semester 2011 or Spring sema8tks.

OR
B. You taught ELPS 432 during Fall semester 201 1arfsipring semester 2013 at Loyola
University Chicago in which you used the photoi&diton assignment.
Please read this form carefully, and please aslqaagtions you may have before deciding
whether to participate in the study.

Purpose:

Per the dearth of literature on multicultural andial justice curriculum in graduate
preparation programs, the purpose of this dissentatudy is to understand master’s
students’ and course instructors’ experiences mithicultural and social justice-related
curriculum in a graduate preparation program. Th@fCann) will analyze the process that
graduate students Multiculturalism for Social Justice in Higher Edugan (ELPS 432, 3
credit hours, graduate-level) went through to catgph significant component of the
multicultural and social justice curriculum calldek photo elicitation assignment. The Pl is
also interested in course instructors’ rationateafgsigning the photo elicitation assignment
in their curriculum and challenges and/or succedsgsexperienced in teaching and
assessing the assignment.

Procedures:
If you agree to be in the study, you will be askad
For students:
e Submit (via email) all of your photo elicitationsagnment.
e All potentially identifying information (such as ypname) will be removed from the
assignment materials to ensure your confidentiality
AND
e Participate in a 30 minute, semi-structured, audomrded interview about the
process you went through to complete the assignrii@etnature of this interview
would be much like your small and large group dsstans about the assignment in
your class.
e You will select a pseudonym, and all personal imfation about yourself will be
completely confidential for the purposes of thisséirtation study and for all future
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publications and/or presentations.

For course instructors:

Participate in a 30-45 minute, semi-structuredj@uelcorded interview about how
and why you decided to use the photo elicitatigigasnent in your class.

Because of the limited number of instructors wheehi@ught ELPS 432 and because
course syllabi for ELPS 432 are publically avaigabh Loyola University Chicago’s
website, you have the option to use ymal namerather than a pseudonym be used
for the purposes of this dissertation study andafbiuture publications and/or
presentations.

You also have the option to seleqiseudonym and all personal information about
yourself will be completely confidential for thernposes of this dissertation study
and for all future publications and/or presentagion

Risks/Benefits:

There are no foreseeable risks involved in pawdiiig in this research beyond those
experienced in everyday life.

There are no guaranteed benefits to participanis society by participating in this study.
However, this study will add to the literature onlticultural issues in higher education.
Also, this study will offer participants an oppartity to further reflect on the importance of
core concepts covered in ELPS 432, such as anstaddmg of oppression, privilege, and
social justice.

Confidentiality:

If you choose to submit any part of your photoitditon assignment, you may
remove your name and/or any other information yoatdo not wish to include or
think would lead to an outside reader identifyingoayou are. If you do not remove
such information, the PI (Kristin McCann) will do 8 ensure confidentiality.

When you participate in a semi-structured intervigau will select a pseudonym,
and the pseudonym will be kept on a password piedezomputer. After the
interview, a transcript (completed by the PI, Kng¥WicCann) will be emailed to you
to ensure validity and accuracy of your statements.

All data involved in this study will be stored ompassword protected computer. Only
the Pl and the faculty sponsor will have accegdhitodata. (Email communications,
assignment materials, pseudonym information, aueltorded interview recording
and transcript).

When the study is completed, including writing aegorting findings, all data and
information related to the study will be destroy@imail communications,
assignment materials, pseudonym information, aueltorded interview recording
and transcript).

Voluntary Participation:
Participation in this study is voluntary. If you dot want to be in this study, you do not have
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to participate. Even if you decide to participatey are free not to answer any question or to
withdraw from participation at any time without @dty. Your decision to participate or not
will have no effect on your current relationshigiwihe Higher Education program and
Loyola University, Chicago.

Contacts and Questions:

If you have questions about this research stuéyggd feel free to Kristin McCann at
kmccann2@luc.edu or the faculty sponsor, Dr. Bridgener Kelly, at bkelly4@luc.edu.

If you have questions about your rights as a rebegaarticipant, you may contact the Loyola
University Office of Research Services at (773)-2689.

Statement of Consent:

Your signature below indicates that you have réadriformation provided above, have had
an opportunity to ask questions, and agree toqgiaate in this research studgou will be
given a copy of this form to keep for your records.

| consent to participation in the following proceési (please initial):

Submit all of my photo elicitation assignmandl participate in a 30 minute, semi-
structured, audio-recorded interview about the @sed went through to complete the
assignment. (*For student participants only).

Submit any notes related to my photo elicgtatissignment. (*For student
Participants only).

Participate in a 30-45 minute, semi-structuaedio-recorded interview about the
teaching the photo elicitation assignment. (*Faurse instructor participants only).

Submit any notes/lesson plans related to aghtag of the photo elicitation
assignment. (*For course instructor participanty)on

Please use my real name in lieu of a pseudpuyposes of this dissertation study
and for all future publications and/or presentaiqfFor course instructor
participants only).

Participant’s Signature Date

Researcher’s Signature Date
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Albert: Part-time, first-year, second-semester estiid
Social identity: How | would describe my social mdig¢y? In thinking through the
guestion, my first response is that | consider riysebe a white, heterosexual male, first
generation, German American with strong ties to@hicago birthplace. My Catholic
upbringing (12 years of primary and secondary Qatlealucation) is also important to
me though | don’t consider myself to be fervendgiigious. | don’t know that | would
have considered myself to be “white” prior to takithe Multiculturalism for Social
Justice class. However, | now understand thelpgeithat being white confers in our
(U.S.) culture.

Amy: Full-time, second-year, third-semester student

Social identity: My social identity in order of impance (how | see myself):

woman; class; single mother; religion; race.

The social identity that | think of first is bei@gwomen/female. | do not differentiate my
sex and gender because they adhere to the scatalypted gender roles. | think about
the fact that | am a woman a lot. | think aboutiggtout of my car alone at night, having
more children, getting paid less than men....andishgoes on. | am very aware of my
class. | consider myself middle class, but in tgdlam more working class (I live pay
check to pay check). | come from a working classkbeound and have massive amounts
of loan debt for my education (first gen studehty. boyfriend comes from an upper
middle class background and that has made me mna@eaf my class. | am a single
parent and that greatly impacts my social identigm a mother before | am a partner or
friend. Being a parent shapes every aspect of myalday life. | am Catholic and
because of my sons school and my work place | aai'aatholic dominate”

environment. | am only aware of my Catholic idgntithen | am out of my comfort zone
(Ex.when | studied abroad in China/visited friemi¢he South). Lastly, | am aware that
being white is an identity that gives me privilegefore starting graduate school | really
had never thought about how being white has impattg social identity.

Brooke: Full-time, first-year, first-semester statle
Social identity: | would describe my social ideptits white, cisgender, heterosexual,
Christian, middle class female.

George: Full-time, first-year, first-semester stude

Social identity: | describe my social identity awlaite male, from a Christian
background who was granted a lot of privilege bdssal/ily on race, gender and
religious beliefs.

Hannah: Part-time, second-year, third-semesteestud

Social identity: | am a single mom of a 19 year micked race son. | am a divorced
professional White woman. | am in a committedehetexual relationship. | am a lay
leader in my Protestant Christian church. | lw¢he Northshore in Chicagoland in an
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affluent suburb. | am generous with my time amaficial gifts when | am passionate
about an organization or cause. | am a dedicatgdogee as | have been at the same
organization (with many roles) for 25+ years. |atifelong learner--currently want to
complete a second master's degree. | have 'gtasplacts to how I live but am not at
the earth friendly | desire to be. | am an extroweth a small number of deep friends. |
am an optimist and view the world through a 'gleai$ full' (or completely full) attitude.

Keeley: Full-time, first-year, first-semester state

Social identity: | would describe my social idewptits the identity that shows visibly to
others in social interactions such as the factlthat white and a female. Other identities
such as being Catholic or the fact that | come feohmigher SES background are aspects
of my identity but not automatically seen whenrsfiinteract with someone.

Lucy: Full-time, first-year, first-semester student

Social identity: | would describe my social ideptits being an intersection of a white,
young, agnostic woman from a middle-class famiipdre broadly see a social identity
as consisting of individual identities in which se@re more salient than others, but all of
which one might identify with would impact both tivay one sees the world around
them and act as filters for the messages theywedam society relating to their
identities. The most salient identity for me riglow is being a woman.

Marie: Full-time, first-year, first-semester stutlen

Social identity: My social identity is complicateflam a college educated Puerto Rican
Woman, born and raised in Chicago to a middle dassly. Now that | am married |
have mainly belonged to the lower middle clasamlin my early thirties. | am
heterosexual. | used to be radical feminist intmgnties. While | still believe that
women can and should have the right to do the shimgs men can, | do not think that
my views are as radical anymore. Although | thatiers may disagree. | believe in
autonomy and independence as important charaateristpeople. | value and
appreciate my autonomy and independence. | antitnaaly Catholic but consider
myself more as a person of faith than belonging teligion. | feel that my social
identity is complicated because while | was rais@ti some privileges, as an adolescent
and an adult, | feel that the non privileged ididi | hold have been more prevalent in
my life and have posed more obstacles in my aliditmove forward.

Paige: Full-time, first-year, first-semester studen
Social identity: My social identity is identifieda Christian, Black, heterosexual, female

who is able-bodied.

Raymond: Full-time, first-year, second-semestedestt
Social identity: | would describe my social idéyths one of great privilege. From a
majority group lens, | experience privilege in gverajor social category. | continually



301
consider which of my social identities | most idgniwvith and, at this point, can't
definitively say I've come to a decision on that yelo try to maintain an awareness of
how my social characteristics impact the way thetgerience, and impact, the world
around me.

Renee: Full-time, first-year, first-semester studen

Social identity: Describing my social identity iard! Maybe because | still am confused
on what it really means. | think that sociallyind myself within specific ethnic and
religious groups and people would put me into theegegories as well. | find myself
within the middle-class, Black culture, althoughalve a wide "variety" of friendship

with other races, but | regularly | tend to be watack people who have college degrees
or higher. | also am consistently around those hdne a strong connection to a
religious organization, and we speak about thenmlgpend somewhat often.

Tom: Full-time, first-year, first-semester student
Social identity: | would describe myself as a whiteterosexual, middle-class, urban

male.

Dr. Art Munin: Educator, 2 years teaching ELPS 4B8UC

Professional background: Professional backgroudddes a Ph.D. in Higher Education,
a master's degree in multicultural communication, @ master's degree in counseling;
experience teaching other diversity-related couasdise undergraduate and graduate
levels apart from ELPS 433.

Social identity: A White, male, upper middle cla€$yristian, heterosexual, able-bodied
person. | feel some conflict in my identity in thavas raised in a working class family
and am a first generation college student. |f&él that way on the inside but have
experienced success in the academy that carrieg pnaieges.

Dr. Bridget Turner Kelly: Educator, 2 years teachilLPS 433 at LUC

Professional background: Professional backgroudddes a Ph.D. and a master's degree
in Social Foundations of Education; taught divgrsturses for a total of 12 years prior

to Fall 2011 apart from ELPS 433.

Social identity: Woman, Black, upper middle-classterosexual, Christian, temporarily
able-bodied, cisgender.
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