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DISSERTATION ABSTRACT

The White Papers:
Mapping the Journeys of Antiracist White Educators

We must dedicate our best efforts in teacher doucto prepare a ninety percent
majority of white educators to meet the needs wéidie students. As we simultaneously work
toward a more representative teaching force, fureshdiah to this task is examining how antiracist
white educators come to exist. The aim of this paokresearch study was to examine the racial
conceptualizations, teaching practices, and lifgeeiences of white teachers, teacher educators,
and scholar-activists who are committed to ants&ciculturally relevant pedagogy, and social
justice. Critical race theory, critical white stadj and theories of culturally relevant pedagogy
undergirded both studies. The first portion of ti@isearch followed a nominated sample of
twelve white urban elementary school teachers. @ldasa uncovered that some dominant
ideologies regarding whiteness, cultural defiogdty, and decontextualized racism can coexist
even in the psyche of white teachers who strongipese and genuinely demonstrate
commitments to antiracism and culturally relevaedggogy. The second study examined the
racial understandings of well-known white teachdiraators and scholar-activists who are
farther along in their trajectories toward antismci The findings indicated that antiracist white
educators: (a) understand racism as foundatiamstitutional, and intersectional; (b) maintain
that whites are mis-educated via Eurocentric cukaicand (c) firmly believe that whiteness
serves only to dehumanize both people of colorvemites. This cadre of scholar-activists cited
duping and dissonance, racial devastation and sgéparexemplars and efficacy, and
subordinate-status relationships as origins of @diracism. Participants also used
conscientious co-optation, white proxyhood, an@@nkunderstanding of "privilege within
privilege" in their pedagogies with primarily whiéelucators. These antiracist educators also
revealed possibilities for transnational and glab#iracist movements, that we might make
significant headway in the selection, preparataord professional learning of a majority white
teaching force in education, and in the wider gleidor social justice writ large.
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Preface

I am a multiracial woman whalwaysteaches the “diversity” courses at various
universities. | was introduced to multiculturaledtion by the able work of James Banks (1991)
who has defined it as “a field of study and an eyimgy discipline whose major aim is to create
equal educational opportunities for students fraverde racial, ethnic, social-class, and cultural
groups” (Banks & Banks, 2004, p. xi). | was ifiaattracted to multicultural teaching for its
goal of holding our nation accountable to its deratic ideals by focusing on “equity, justice,
and cultural democracy,” and maximizing the comrgoad (p. xi; see also Darder, 1991). |
continue to be a proponent of collective upliftt malividual interest. | take seriously the notion
and activist stance of social justice, or the estayypractice of focusing my “inquiry on how
institutionalized theories, norms, and practicesanools and society lead to social, political,
economic, and educational inequities” (Dantley &8lrian, 2006, p. 17; Tillman, 2002).
Education is the most important mechanism for imsgicitizens who are open to diverse
worldviews, welcoming of multiple peoples, and asmitted to the humanity of their
neighbors as they are to their own (Spring, 2002CK, 1984).

As much as | have enjoyed being “thrown” into nawitural education as a field, |
continue to be struck that | have so often beescsadl as the naturally appropriate faculty
member to teach such courses despite my strongdeauc training in early childhood
education, human development, psychology, and SpamBased on the complexity of my
identity, | always wonder if my minority statusag@matically qualify me to teach about
diversity. Is it easier for me to understand rilsiararchy based on my minority status(es)? Do
my critical understandings of multiple forms of opgsion stem from my upbringing as a multi-

marginalized person? Such questions have alwags gne pause and caused me to wonder if



particular life experiences enable me to more tgabrace progressive, multicultural
worldviews. They prompt me to consider whetherlii@ong memberships in various cultural
groups, or specific events—or a combination of bellave better molded me into a critically
conscious teacher, or one with some awarenessdhbgl hierarchies exist (Freire, 1970/2006).

Asking these questions of myself led to a deeprelés ask them of others—particularly
antiracist whites who have become multiculturaleadars despite their racial and cultural
differences from myself. Antiracists are “peopleorhave committed themselves, in thought,
action and practice, to dismantling racism” (O’'Bri@001, p. 4). Given that we are bombarded
by images of white normativity (and superiority)awerything from literary canons to global
beauty aesthetics, | am interested in whites wive samehow managed to “resist becoming
reinvested” in the white mainstream dominance shatounds us each day (hooks, 1995, pp.
157-158). This work is an opportunity to bettederstand antiracist whites who seem to
struggle against the realities of white power.

My curiosity about antiracist white educatorsesigled with constant wonder about the
effectiveness my multicultural coursework with nipsthite teachers in teacher education.
Each year, my students are overwhelmingly white, ldiace the most passionate resistance from
them (Sleeter, 2001). By resistance | mean tloat fyear to year, white students doggedly
refute the existence of racism, the pervasivenkesuitiiple systems of oppression, and the
illusory nature of meritocracy in our society. Manhite students flatly dismiss these ideas,
request more “facts,” and demand that | substantiagir claims that racism is dead. While |
acknowledge resistance from a few students of @iong my teaching, their resistance to
critical understandings of race, power, and prggélés never as extreme as that of whites.

Internalized oppression, or notions of reducedweltth based on the real effects of deeply



embedded racism, can account for the resistanoegemple of color, women, and the other
minority groups | have taught (Middleton, 2002; drat 1997). Their resistance, however, is
qualitatively different than that of my mostly whistudents.

In my years of working with “overwhelming” numbeséwhite pre and inservice
teachers—consistently 95 to 99 percent in multisaltcourses and professional learning
sessions—an alarming number of them refuse totheanessage (Sleeter, 2001, 2004). In light
of this, I have begun to focus on whites who embraore progressive, multicultural, antiracist
views because their stories are, sadly, so fewi{Re8ilva, 2003). If a handful of whites can
absorb information about endemic racism, oppressiomg multiple axes, and deeply embedded
white normativity, what, exactly, makes them ripethe hearing? What are the sources of their
understandings of racism and oppresgoar to taking my classes? And what are the roles of
teacher education programs in general, if anyyithéring those understandings? | enjoyed
seeking these answers in the research detailed here

Since | entered the field of teacher educatidrave been pleasantly surprised—nbut
surprised nonetheless—by the number of white edueanhgaged in the same type of work as
me: countering racial hierarchy, unveiling oppr@ssn multiple forms, and preparing teachers
to be responsive to the needsabbfstudents (Banks, 2004; Spring, 2009). | alwayschsny
fellow white comrades questions such as: How didgiine Sleeter (1994) come to name and
disclaim white racial bonding and white racism wstich fervor? What are the elements of Paul
Gorski’s (in process; 1998) upbringing that prondptén to deeply examine not only his white
male privilege but also the complex intersectiohisaoe, class, and gender? What in Tim
Wise’s (2008a, 2008b, 2009) background led himetmone one of the most vocal and publicly

outspoken antiracist activists of our time? Howa dlilie Landsman (2001), who experienced



severe trauma with a Black man, not only recovemfassault, but reject the “Black-man-as-
dangerous” stereotype so widely espoused? Howthati Joe Feagin (2010), a white man who
was raised in the Deep South and attended primahite institutions until graduate school,
came to understand racism so deeply? And in @oftied with uninterrogated white
dominance, which of Peggy Mcintosh’s (1988/200fE) dixperiences help to explain her
groundbreaking work on naming privilege and reningpn@? My fascination with why these or
any whites would strive to overturn their own plege in a white-dominated society was at the
forefront of my mind when | designed this resear€hudies like these acknowledge and pause
to celebrate what is good and possible in the gteuigr social justice while never losing sight of
what is necessary and yet unaccomplished.

The purpose of this research was threefold. ,Hissiught to answer questions about how
white educators who were nominated as either éffeeind dedicated to children of color or
demonstrated a commitment to antiracism in theicheng, activism, and scholarship viewed
race, whiteness, and culturally relevant pedagbtgygon-Billings, 1994). Second, | hoped to
describe and document the exemplary classroomigeacif these educators, from whom others
can learn. Finally, | wished to “work backwarde’determine the life experiences that informed
the racial conceptualizations of burgeoning andaraaivanced white educators who exemplify,
to varying degrees, antiracist views, progresseaeling practices, and socially just ideals. In
essence, | studied how antiracist white educateveldp over time and “come to be.” By
examining their lives and determining “how they pete,” we might have more luck in leading
other white educators down similar antiracist “gatf©’Brien, 2001). Such trajectories
represent a lifetime of praxis, or constant reftectind action—always ongoing, and forever

unfinished (Freire, 1970/2000).
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This work details a two-part research study iniraiva group of white elementary school
teachers and a smaller sample of well-known, asisitavhite educators who are on various
journeys toward antiracism. It also includes chepthat situate the research within the larger
social landscape. The piece concludes with praattcommendations for leading more whites
to abandon hegemonic whiteness—or that which viylignores and upholds racism—for
healthier, more productive antiracist stances (se2004). Writ large, this work is
conceptualized as a collection of “white paperdyich has multiple meanings. The educators
featured in these research studies self-identifytate, therefore the participants themselves are
explicit in naming their identities as well as #gignificance of race in their own work (Weedon,
2004). Secondly, each chapter stands as its owrtéywaper,” advancing its own thesis,
possibility, or consideration for future work. What follows, | offer a guide to the organization
of this collection.

Chapter 1. In this introductory chapter, | argue that while mast take measures to hire
more teachers of color, we must also attend taitihgnorable 90 percent majority of whites who
do most of the teaching (Landsman & Lewis, 2006jve concentrate on the development of
teachers as antiracist whites who understand rajistice, we might make significant headway
in struggles against cultural devaluation, minoutderachievement, and the mis-education of
both students of color and whites (Nieto & BodeQ20Woodson, 1933/2000). Theoretical
frameworks for culturally relevant pedagogy andicai race theory, both of which undergird the
research, are also laid bare in the opening chapter

Chapter 2. This chapter outlines the first portion of the ash, which followed twelve
white elementary school teachers. These educatmsnominated by African American female

principals as effective white teachers who werdieitly dedicated to teaching students of color
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in under-resourced schools. These teachers pegsantarray of pedagogical styles but
ultimately adhered to many tenets of Ladson-Biling 994) culturally relevant pedagogy. This
mindset and method of teaching is rooted in howttees critically examine social contexts,
cultural influences, hidden and overt curriculag #me goals of education (Ladson-Billings,
2006b). Teachers also embodied various forms dewbss, including both progressive and
retrogressive strands. The chapter presents fisdnom interviewing the teachers and
observing their classroom practices. The teadhdtgs sample had embarked on paths to
antiracism but also exemplified the complicatedgitudinal nature of the journey. This cadre
of white teachers espoused complex and often congpeews of race, whiteness, and culturally
relevant pedagogy, which is indicative of the ragisolorblindness, and majoritarian narratives
that permeate even the ideologies of whites whaleemed “liberal,” or racially aware (Kailin,
1999). These teachers also lent insight into thaeyaof life experiences that can account for
more nuanced understandings of racism.

Chapter 3: The third chapter presents the “allied countersirof antiracist white
educators and scholar-activists. The life expeesrof Marilyn Cochran-Smith, Jane Elliott, Joe
Feagin, Paul Gorski, Julie Landsman, Peggy McIntGs$histine Sleeter, and Tim Wise are
profiled. From their journeys we learn about ke&periences that helped shape their antiracist
views and commitments to activism. Their own bairical and scholarly writings, along with
findings from in-depth interviews with each of themaveal much about the telling trajectories
they followed to become some of the staunchesharst well-known antiracist educators today.

Chapter 4: As teacher educators, we can learn a great dealdrdiracist white
educators whose lives can be instructive for otvfgtes. By garnering valuable information

about the life experiences that inform the viewsjagogies, and activist commitments of whites
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who are just beginning, or are far along the patartiracism, we can better select and prepare
more white educators with antiracist dispositiomslevsimultaneously working to recruit larger
numbers of teachers of color into the professioie(A& Hermann-Wilmarth, 2004; Futrell,
1999). Hence, this chapter explores a “pedagogthtooppressor” based on what these
classroom teachers and renowned scholars reveal abtiracism-inducing life experiences, and
details practical strategies for better preparimieveducators (see also Freire, 1970/2006).

Chapter 5. This chapter provides greater context for the qoestl sought answers to
regarding white educators’ conceptualizations oéravhiteness, and pedagogy. For instance, a
primary principle of critical race theory is “inst convergence,” or the notion that racial
equality is only advanced when it converges withititerests of whites (Bell, 1995). Examining
the lives of antiracist white educators allowsagéconstruct the motives and multiple interests
of whites in order to determine the complex balavfdacentives and disincentives for
dismantling racial injustice. Studying whites wimave begun to renounce retrogressive white
identities in favor of antiracist white identitipsovides possibility for answers to the question:
Using what we learn from antiracist white educatbmv might we educate other whites about
the benefits of divesting of racism and committiogntiracism?

| posit that the concept “interest” in criticateatheory must be rendered more complex
in order to truly understand the pernicious eff@ftsacism on people of color and whites in
particular. In this chapter | complicate the megrof “interest” to demonstrate that while
whites benefit in real and tangible ways from wititeninance, the costs of racism far outweigh
its limited benefits.

Chapter 6: The research presented here is housed within therleealm of critical

whiteness studies. By attempting to highlightladit we might glean from antiracist whites,
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however, at times | inadvertently reinscribed hegeimwhiteness and further marginalized
minorities. | focused on “star” teachers and “eptary” whites without adequately appreciating
the unintended consequences. In the first podfdhe research, some teachers of color felt
overlooked, excluded, and ultimately devalued. eHatiscuss the unintended consequences of
conducting research with dominant groups and advaaonsiderations for critical race research
methodologies that not only address my own shdrsdness, but help to minimize the re-
marginalization of oppressed groups.

The antiracist white educators | studied havdesiadlown paths that demonstrate
promising elements of how other whites might comerhbrace more complex understandings
of their stake in ending racial inequality. As meve forward, it is crucial that we purposefully
useall that we glean from these participants and frondaeting critical white research studies

to nurture and foment more antiracist educatoegher educators, and citizens.
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Chapter 1
Why White Teachers? The “Critical” Role of Whitesin Education

An overwhelming and increasing number of white, afédclass, monolingual women
serve as teachers in the United States (CochrathSnZeichner, 2005; Hollins & Torres-
Guzman, 2005; Sleeter, 2001; Villegas & Lucas, 20 National Education Association
(NEA) survey found that nearly 90 percent of teastaad 81 percent of preservice teachers are
white, with no influx of minority teacher candidati& sight (Kelly, 2006). In fact, the number
of teachers of color is declining as the numbesloite teachers is rising (Gay, Dingus, &
Jackson, 2003; National Collaborative on Diversityhe Teaching Force, 2004; Quiocho &
Rios, 2000). This “overwhelming presence of whatgsi (Sleeter, 2001) in the nation’s teaching
force is also unfolding alongside increasing radigérsity among students. According to the
most recent survey, 44.2% of the 49 million eleragnaind secondary school-goers in the
United States are children of color—21.2% Latind/¢%% African American, 4.8% Asian, and
1.2% Native American (United States Departmentaiidation, 2011). Longitudinally, people
of color are projected to comprise 50% of the galngopulation and 57% of the student
population in the year 2050 (Banks, 2008; Unitemtéd Census Bureau, 2007; Villegas &
Lucas, 2002). Simultaneous trends of increasimgbauss of white teachers and non-white
students have far-reaching implications for tea@ukrcation, schooling, and society (Apple,
2000; King, 2005).

In nine out of ten settings, students of colortatght by white teachers who often do not
share their cultural backgrounds and understandidgsper, 2003; NEA, 2003). The presence
of a teacher of color does not guarantee “cultsyathronization,” or the congruence of beliefs,

norms, and worldviews between students and teaclBersin many instances of cross-racial
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teaching, as is increasingly the case, opportwiitiealack of cultural synchronization between
white teachers and “Brown” students are more prigbabhd academically detrimental (Harding,
2005; Irvine, 1990). The consequences of cultdisparities between white teachers and
racially diverse students can include: academdetachievement, increased retention rates,
disproportionate disciplinary reprimands, highdenal rates to special education, tracking into
vocational programs, lack of access to collegegradpry curricula, and inflated “push out” or
dropout rates for minority students (Dance, 200&;libg-Hammond, 2007; Fine, 1991; Ladson-
Billings, 2006a; National Center for Education 8&t&ts, 2006; Oakes, 1985, 1992). Given that
these persistent, negative outcomes disproporgbnatfect students of color, the white
teacher/racially diverse student relationship keyissue in education. The preponderance of
white teachers as “the racial group who does mio$teoeducating” should be a central concern
when considering how to improve both student oute®and teacher education (Landsman &
Lewis, 2006, pp. 1-2).
Historicization: How Teaching Became White

A foundational tenet of critical race theory—tleas through which we name and
struggle against pervasive racism and other forfisgsiemic dominance—calls for
historicization, or properly situating social comoiis in due context (Bell, 1992; Delgado &
Stefancic, 2005; Lynn & Parker, 2006). To adedyatentextualize the current state of a mostly
white teaching force, we must first recognize ttstdnical and sociopolitical forces that have
colluded to produce such an imbalance. In bottabheount of an African American “good”
school during segregation and her tandem retetifrige life and leadership of a Black principal
in Jim Crow Georgia, Walker (1996, 2009) descrithesstruggle and resistance of Black

educators, professionals, and community membargintain their influential places in public

16



education. In the latter work, Walker (2009) chetes the advocacy and community support of
Black school principals who were revered and ofedarred to as “professors.” She notes that
with school integration came the dissolution of Biack “professorship” (administration) and
the demise of many Black teachers. Black prinsipare often fired. Black faculty assigned to
teach at white schools were selected scarcely mue-consciously” based on their complexion.
Black educators who did not retire or face demotitso met the harsh fate of being “sent to
school buildings that contained no students” (pt)23Nalker (2009) goes on to lament that the
razing of the Black “professorship” by way of dissing massive numbers of African American
educators during desegregation meant that “withn tleparture was dismantled the system of
education on which black communities dependedheir uplift” (p. 234). Walker makes clear
the cultural devastation and educational demiseréisalted from th&rown v. Board of
Educationpublic school desegregatialecision. Both Podair (2002) and Fisher (2009khav
discussed the seriousness with which Black comnasntbnfronted the influx of white teachers
and acted on their concerns about the subsequémudtarally irrelevant curricula in New York
and elsewhere beyond the South.

In a thoughtful account of the “price we paid Bmown, Ladson-Billings (2004) denotes
the desegregation of schools as the single-mqstlorg event for Black teachers and
administrators (see also Fairclough, 2004). Sbledtes figures that describe the massive loss of
African American teachers from the nearly 82,00écpcing professionals in 1954. One figure
estimates that between 1954 and 1965 alone, mane3®,000 Black teachers lost their jobs in
17 states. What's more, this estimate does ndticathe sweeping demotions, reprehensible
assignments to empty schools (Walker, 2009), oespdead retirement by “choice” or

intimidation (see, for example, Haney, 1978). ladBillings (2004) not only discusses the
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contextualized gainandlosses associated wiBrown,but also poses key questions about the
lingering effects of such a great loss in Blaclkcheas. She asserts that the gdsiwn

diminishing of the African American teacher presenontinues to wreak social havoc in at least
two areas: the current and problematic staterbstly white teaching force, and the continued
difficulty recruiting Black teachers and other tears of color. The latter concern led her to
consider the “cumulative effects of discriminatiqp’ 7), whereby African Americans have
difficulty conceptualizing the teaching professama viable option for them because—since
Brown—they see so few of them.

In a contemporary account of history’s repeatsaBuRandals, Salaam, and Students at
the Center (2010) present the “counternarrativahémaster narrative that is the new New
Orleans (Delgado & Stefancic, 1995). With promisk$starting from scratch” in the wake of
Hurricane Katrina, racism and the disenfranchisé¢raéBlacks once again feature prominently
in this remaking of the city (Buras, 2007). Thislirth” of schools has included fewer African
American teachers. Buras et al. (2010) tell titcat story of how legions of highly
experienced, community-rooted, veteran Black te@chave been dismissed and literally
displaced by younger, generally less experiencedtlgnwhite teachers. As a result of
neoliberalism, or the aggressive approach to saeotms aimed at privatizing and “opening
the market” of public education, African Americasiueators who were teaching in their
communities for years have now been supplantedbgflux of novice, less expensive white
teachers, primarily from Teach for America (TFA)his program recruits and provides just a
few weeks of teacher preparation to graduatespafies universities, many of whom quickly
exit the profession. Darling-Hammond (1994) hasvéyded strong arguments against TFA and

other such alternative certification programs firatvide little preparation and many short-term
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teachers who do not disrupt the current demogragpftacmostly white, middle class,
monolingual teaching force (Cochran-Smith & Zeiah@905). As we learn from Buras et al.’s
(2010) work on the race-based dispossession dfitggapositions, school admission slots,
housing options, and continued attempts to denya&8ack New Orleanians their place in the
“history and cultural legacy of the urban lands¢gpe6), this calculated replacementrobstly
African American teachers witinostlywhite teachers in New Orleans is but one examiplleeo
power of whiteness and its history of removing RlgEachers.
Critically Teaching the Teachers We Have

All teachers—minority and white—are themselvesatoped by a multifarious system of
economic, social, and political forces that aldtuance student outcomes. Inequitable school
funding structures, sub par working conditions, Hrelstresses of overwork, for instance, each
contribute the complex ecology of teaching. Kenyn@®10) admonishes us to avoid
committing a fundamental attribution error, or “o@stimating the influence of personal
characteristics on behavior and underestimatingnfiieence of the situation itself” (p. 591).
Still, given what we also know about the importantéeacher quality in affecting student
achievement, teacher educators must pursue thoeis kaf control and focus due attention on the
fomenting of able educators (Darling-Hammond & Bai@nowden, 2005). One way to combat
the persistent denial of quality education to stiisi®f color is to prepare white teachers to
implement culturally relevant pedagogy. This apgtois both a mindset and method of
teaching rooted in how teachers critically exansoeial contexts, cultural influences, hidden
and overt curricula, and the goals of educatiordgloa-Billings, 2006b). Three key tenets of
culturally relevant pedagogy are that teacheryhgéd high expectations for all students, (b)

provide opportunities for students to express tbein cultural traditions while gaining a critical
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understanding of mainstream norms, and (c) edwstatents to challenge inequitable
conditions. By adhering to these or similar tenetachers take responsibility for students’
academic success well agheir aspirations to reconstruct an unjust samidér (Grant &

Sleeter, 1998; Ladson-Billings, 1994, 1995). Urities frame, white teachers must be prepared
for their role as advocates of social justice addnters of change.

Culturally relevant white teachers recognize tidgelible connections among cultural
representation, academic success, and self-acttiafizas they relate to students of color.
Darder (1991) notes that white teachers of divetsdents must first understand that “the ability
of individuals from different cultural groups topgess their cultural truths is clearly related to
the power that certain groups are able to wielithénsocial order” (p. 28). She employs the
concept of “cultural democracy” to link the valuatiof students’ culture in schools to the self-
determination they can exercise as products of dtkication. Fraser (1997) underscores the
point by linking cultural recognition in the eduicatal sphere to social equality in the economic
sphere. Both highlight the association betweerctiigral recognition (Apple & Buras, 2006)
of “others” in schools and their subsequent abtlitgelf-actualize, or to realize their possileiti
in the larger society. However, when cultural ‘@si are viewed as inherently lazy, genetically
unintelligent, or stereotypically inept (Herrnst&rMurray, 1994; Moynihan, 1965/1997;
Wilson, 1985/1997)—as is common—equality of oppoitiuis severely diminished (Buras,
2008; Irvine, 1990).

Consequently, white teachers must be consciotlseofrole in reconstructing society as
one in which cultural groups are valued equally—wthbose outside the mainstream culture are
in no way hindered based on the degree to whichdliger from it. Preparing white teachers

for culturally relevant pedagogy will directly addis how cultural devaluation translates into
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minority underachievement, and may help to stentitieeof disproportionate, negative
outcomes for students of color. Most importanttgse teachers will contribute to the broader
goal of creating a cultural democracy where diffiees do not automatically translate into
deficiencies, and all students have equal oppdrésnio succeed in school and in life (Bellamy
& Goodlad, 2008; Darling-Hammond, 2006; Dewey, IH@&ser, 1997; Giroux, 1995).

It is crucial to also note thathite students suffer when they are kept unaware ofuthe
human record—which includes more than the “contiims” of people of color—and when they
are not educated to interrupt unjust social cooadgi(Banks, 1991; Freire, 1970/2006). When
teachers fail to employ culturally relevant pedagadth white students, the effects of
assimilationist, Eurocentric practices are devasigBode & Nieto, 2008; Goodman, 2001;
Howard, 2006; Michie, 1999; Wise, 2008a). Suchistits may not develop a critical
consciousness, or pursue social justice in sclardlse wider society. Racism, classism, sexism,
and all forms of oppression affect whites as weliranorities, albeit in different manners and
with different results Without education that offers a more completearstanding of how
these oppressive systems affect the entire humadhitean, white students are also denied a
quality education and in turn, their own full huntgifFreire, 1970/2006). Without culturally
relevant pedagogy, both whites and minorities suffis-education (Woodson, 1933/2000).

The consequences for students of color, howeveraa graver (Darling-Hammond,
2007; Irvine, 1990, 2003; Lipman, 1998, 2004). iRldoequality and lack of cultural
recognition in schools leads to disproportionatiyastating outcomes for minorities (Apple &

Buras, 2006; Fraser, 1997). The prevailing, m&gden discourse largely denies the role of race

! Although multiple forms of oppressia@ifectwhites, one must note that whites are syiressedy racism. All,
however, are dehumanized by it (Freire, 1970/2006) crucial to more fully explicate how peogmcolor and

whites suffer from racism in nuanced and fierceffedent ways, which | include in forthcoming itéians of this
work.
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and white dominance in reproducing such outcomas, fer example, Dixson & Rousseau,
2006; Gillborn, 2005; Gotanda, 1995; Peller, 199Bhis “colorblind” approach to pedagogy
and education only fuels the urgency to productucally relevant teachers as contributors to a
larger social project whereby both white studemdstudents of color have educational
experiences that not only prepare them to sucdéspfurticipate in society but also to reorder
its unjust foundations (Delpit, 1995; Giroux, 198%ncheloe, 2005).

Teacher educators must actively addresses thefoestbre teachers of color (Allen &
Hermann-Wilmarth, 2004; Futrell, 1999; Sleeter, £00As we pursue that end, however, we
should consider how white teachers can succesddligate increasing numbers of minority
students. Irvine (2003) advocates for the preparaif teachers as antiracist educators because
“racism is particularly difficult for White teacheto address” (p. 78). Hence, if teacher
educators emphasize antiracism, or the active emgewgt in dismantling systems of racial
inequity (O’Brien, 2001). —and culturally relevgrgédagogy, white teachers might better
understand racism, white dominance, and teachiisg@al transformation. We can either leave
masses of white teachers to reinforce existinggiras of social inequality, or we can educate
them to overturn those structures by disruptingsthéus quo and inspiring their students to do
the same (Harding, 2005; Ladson-Billings, 1992).

A burgeoning body of literature has focused ont&vteachers who practice culturally
relevant pedagogy with students of color (Coop@032 Hyland, 2005; Ladson-Billings, 1994,
Landsman & Lewis, 2006; Powell, 1997; Reed, 19%udies have also explored the
effectiveness of culturally relevant pedagogy bkilg it to increased achievement, self-esteem,
motivation, and academic engagement for minoritgents (Howard, 2001; Sheets, 1995).

Additional studies have focused on how teacherg@acher educators of all racial backgrounds
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have developed commitments to their multiculturatkMGay, 2003; Kenway & Fahey, 2009;
Ladson-Billings, 2005b; Torres, 1998) while othkave specifically addressed the development
of antiracist whites in various professions (Feagb03; O’'Brien, 2001; Thompson, 2001).
Despite this research, studies in the field ofhea@ducation generally have not focusedhow
white educators come to adopt antiracist viewsutturally relevant pedagogy, nor how they
reach the understandings of race and whitenessiticigtlie their practices. Such was the task of
this research, which examined how white educatdis wvarying levels of antiracist beliefs and
practices come to exist.

Theoretical Frameworks

Theories of culturally relevant pedagogy and caitrace theory (CRT) undergirded this
research. Both highlight the significance of rane whiteness in the United States, their effect
on education, and their influence on the wholeoafety (Leonardo, 2009; McCarthy &
Crichlow, 1993; Omi & Winant, 1994; Tatum, 1997070 West, 1993).

Culturally relevant pedagogy. Theories of cultural relevance, or how best to atkic
minority students while simultaneously honoringitustinct cultural backgrounds, have origins
in the work of many. Woodson’s (1933/2000) notodmis-education for negroes, Freire’s
(1970/2000) concept of liberatory education fordppressed, Podair’'s account of minority
resistance to Eurocentric schooling (2002), andkér& historical retelling of care ethics in
segregated Black schools (1996) are examples ofscbaiars have conceptualized
emancipatory pedagogies. Similarly, culturallysppensive,” “synchronized,” “congruent,”
“proficient,” “appropriate,” and “compatible” allenprise a non-exhaustive list of terms used to
describe the task of “more closely matching sclodture with student culture to promote

academic success,” and the broader goal of congteppressive conditions (Giroux, 1995;
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Ladson-Billings, 1992, p. 313). This research gaminded in the theory of culturally relevant
pedagogy put forth by Ladson-Billings (1994). Exding the aforementioned theories, she has
defined culturally relevant pedagogy as not meselgking to “fit” school culture to students’
culture, but fundamentally recognizing the worthmohority cultures as valuable strengths upon
which education should be strategically fashionkdthis way, culturally relevant pedagogy is
rendered a “pedagogy of opposition” that is digtiredy unlike more commonly employed
assimilationist pedagogies which “accommodate” atsl culture but prepare them for the
existing social order nonetheless (Ladson-Billirk392, 1994).

In her landmark study,he Dreamkeepers: Successful Teachers of Africaeridan
Children,Ladson-Billings (1994) delineated the key tenetsufurally relevant pedagogy as a
theory of education. Although her work is basedAfmican American students, culturally
relevant pedagogy has valuable implications fostltients of color (Delgado Bernal, 2006;
Martinez, 2006; Yosso, 2006). This framework gdidey analysis of white educators’
conceptualizations of race and whiteness, theic&hinal practices, and most importantly, their
underlying rationales for adhering to each.

The basic tenets of culturally relevant pedagagypaomoting academic success,
developing a relevant cultural personality, andoading students for transformation of the social
status quo (Ladson-Billings, 1994, 2006b). Acadesniccess requires that teachers expand the
knowledge and skills of their students and “deman@inforce...and produce...academic
excellence” (Ladson-Billings, 1995, p. 160). Cudily relevant teachers also foster students’
cultural integrity, competence, and pride in tleeim identities by incorporating students’
cultures into their practices. Teachers encoutiagie students to develop a “relevant cultural

personality” that allows them to operate withinith@me cultures yet move easily between their

24



own norms and traditions and those of the so-callashstream. Ladson-Billings (1995)
explains: “Culturally relevant teachers utilizeadnts’ culture as a vehicle for learning,” and
nurture students’ cultural wholeness (p. 161).ngshis approach, high academic achievement
is important, but so too is the fomenting of studeaultural selves.

The final tenet of culturally relevant pedagogygustivating students’ critical
consciousness, or aptitude for contributing toemtil’e, social reconstruction (see also Grant &
Sleeter, 1998). Education becomes emancipatogusechose who are underserved,
marginalized, and oppressed learn to criticallytdg their unjust position as subordinates in a
culturally and racially hegemonic society. Studénewfound “conscientization” moves them
to disrupt injustice in their own lives and whereitehrives (Freire, 1970/2006).

Culturally relevant pedagogy served as one ofttveoretical frameworks guiding this
research. This framework is heavily influencecchtical race theory (CRT), which provided an
additional underpinning for its focus on race, whess, and the central role of white teachers in
education (Ladson-Billings, 1999; Ladson-BillingsT&te, 2006).

Critical race theory. Critical race theory (CRT) guided this study basadts
recognition of the deeply embedded nature of racke United States. Ciritical race theory
originated in the legal field with the scholarsbipDerrick Bell, Richard Delgado, and Alan
Freeman (Crenshaw et al., 1995; Delgado & Stefa@6i@1), but was later introduced to
education via Ladson-Billings and Tate (2006). sTthieory was initially borne from a need to
rectify the pervasive but unacknowledged influeateace in the institution of law. Its
fundamental goal of challenging the dominant dissewn race, however, provided an apt frame

for examining education with an oft-avoided racesmous lens (Ladson-Billings, 1998).

25



Critical race theory is particularly useful in ¢har education based on its refusal to
acquiesce to the “colorblind” or “I don’t see cqlbjust see children” discourse that dominates
the ideology of many white teachers, including thetudied in Chapter 2 (Gordon, 2005;
Landsman & Lewis, 2006; Sleeter, 2004). Wheneweafronted with race or the privilege
affiliated with whiteness, white teachers tendlen colorblindness, or the extraordinary
inability to see color while paradoxically acknodigng the negative connotations of non-
whiteness (Bennett, 2007; Leonardo, 2004a, 200a@0)2 Irvine (2003) adds that,

Far too many pre- and inservice teachers appdas tmt only colorblind but also

“color-deaf” and “color-mute” when it come to issuef race—that is, unable or

unwilling to see, hear, or speak about instancesdiwidual or institutional

racism in their personal and professional lives/§).

Such discourses convince whites that to recogmize is automatically racist and simultaneously
efface racial significance for whites and non-wéiiteer whom race is oftetihe most important
aspect of their selfhood (Daniel-Tatum, 1997, 208d\ward, 2006; Pollack, 2004).

The colorblind discourse emanates from a longticadof “post-racial” politics designed
to recalibrate the nation after the civil rightsvament (Crenshaw, 1995). The mantra “Race
shouldn’tmatter” was transfigured into “Radeesn’tmatter” when post-civil rights era
politicians spurred a retrenchment consisting afiischly meritocratic ideals (Peller, 1995;
Lawrence, 1995; Schmidt, 2005). Political leaderd purveyors of the dominant discourse not
only declared that the goals of the civil rightsiggle had been reached, but that programs
designed to achieve those goals actually wentanoThe political climate circa the Reagan
administration forward has been rife with “postiadicspin fueled by cultural conservatives and

neoconservatives who have cried foul (Buras, 2008 rhetoric of equal opportunity has taken

a hegemonic bent, and has come to include expaogipgrtunity for racial minoritieand
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restricting legislation that prevents whites frofaifly” competing in a purported, now race-
neutral meritocracy.

Colorblindness has only been re-elevated by thetieh of Barack Obama, a half Black,
half white man whose presidency seems to “provat tacism could not possibly co-exist with
his success (Jackson, 2009). According to claiihp®st-raciality, which Obama has seemingly
“confirmed,” it is both impolite and uncouth to vegect racism by “seeing” someone’s race or
viewing minority racial identity as anything bubgigone liability (Feagin & Harvey, 2009). The
insistence on colorblindness as itself a remedydoism has unfortunately seeped into the
“common sense” of the national dialogue, the piewgideology of whites, and most
importantly, the paradigms and pedagogies of mamyevteachers (Apple, 2000; Buras, 2008;
Gotanda, 1995; 1995; Gramsci, 1947/1995). Applyrgitical race theory lens to education
aids in dismantling the colorblind discourse.

Yosso (2006) defined critical race theory as ‘@otietical and analytical framework that
challenges the ways that race and racism affedatdumal structures, practices, and discourses”
and “a social justice project that works toward ltheratory potential of schooling” (p. 172).
Although the tenets and “conceptual tools” (Gilllho2006) of critical race theory are many, the
most pertinent elements of CRT that informed tegearch were:

1. Highlighting the endemic nature of racism as opddsedts purported

“aberrant” or “post-racial” status
2. Exposing the pervasive dominance of whitenessdrptlvailing racial
hierarchy as put forth in critical white studies

3. Challenging the “master narrative” or the domindeblogy that claims

neutrality, objectivity, colorblindness, and mecitacy.

Racism as endemic, whiteness as dominahie significance of whiteness and the

unearned privilege it affords those who can idgrdg white feature prominently in examining

the life experiences and racial conceptualizatafrtbhe white educators selected for this
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research. Because whiteness functions as botidandual form of identity and as an
embedded, institutional structure of dominancetevigss is regarded as a form of “property”
that renders its owners the recipients of psychicraaterial benefits (Harris, 1995). | employed
the notion of whiteness as conceptualized in thiEak white studies tradition, which falls under
the auspices of critical race theory.

David Roediger (1991) and Noel Ignatiev (1995),doample, are critical white scholars
who have written extensively about white privileagel the historical formation of whiteness as a
malleable identity—particularly for the Irish aneMish, who have not always been considered
white (see also Omi & Winant, 1994). A host ofdeins writing from within and outside the
critical white studies and CRT traditions have alsgaumented the pervasiveness of white racial
dominance both nationally and globally (Nakayam®&&itin, 1999; Schwartz & Disch, 1970;
Wellman, 1977; West, 1993). The origins of whii@r®macy lie in the genesis of race as a
largely social construct manufactured by dominalites in history (Gould, 1981; Kincheloe,
Steinberg, & Gresson, 1996; Mukhopadhyay, Henzbla&es, 2007). From Sir Francis
Galton’s cranial capacity research, to the Eugemicgement of the early 1920s, to reincarnated
social Darwinist theories put forth by HerrnstendaVurray (1996), scientists have kept pace
with the dominant discourse. Joyce King (1997)fefesrred to such arguments as “hoodoo
social science” using a West African term to ddsxa “science of deception.” Such “science”
supports a master narrative that ever attemptsoteethe inferiority of those who are not white
and to somehow justify their “natural,” subordinateial position (Gould, 1981). The
coordinating, dominant position of whites and thearned set of advantages only accessible
through possessing a white phenotype—and ther&daneing” whiteness—are collectively

known as white privilege (Mcintosh, 1988/2001).
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In this research, race is understood not as d Be¢ of genetic determinants but as a
historicized, ongoing “project” whereby individuase granted significance according to
hegemony, or “the way in which society is organiaed ruled” hierarchically (Omi & Winant,
1994, p. 56). Race, therefore, is not considerg@dtzc concept that merely places human bodies
into rigid categories where white is “good” andlder“bad.” Rather, race is contextualized and
considered as much an evolving social processasgns power and cultural worth as it is an
arbitrary system for categorizing phenotypes (Goi881; Leonardo, 2009). Thusly
conceptualized, race largely accounts for the eopteary social hierarchy which all but ensures
the preservation of property, privilege, and pofeerthose who can phenotypically “pass” for
white (DeCuir-Gunby, 2006; Harris, 1995).

Drawing on critical race theory and critical wheteidies, | posit that race and racism
have featured prominently in the disenfranchiseméstudents of color historically and
contemporarily. From the standpoint of both CR aritical white studies, white teachers can
be educated to renounce hegemonic whiteness, wbitdtiously ignores, blindly accepts, and
staunchly upholds normalized white dominance (Ledma2004a, 2004b, 2009). Anti-
hegemonic whites consciously counter white suprgnmrathemselves, in schools, and in society
(Howard, 2006). Raible and Irizarry (2007) havsoakeferred to “transracialized,” post-white
identities, which offer hope and direction for vasitwho can both acknowledge their whiteness
and white dominance while simultaneously workingdeod racial equity and justice. One aim of
this research was to uncover the life experientaismight help to facilitate white educators’
adoption of such anti-hegemonic, critical whiteritites.

Challenge to dominant ideologies of “neutrality.Another tenet of critical race theory

that provided a foundational analytical tool insthésearch is the challenge to dominant claims
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of neutrality, objectivity, colorblindness, and mecracy, all of which are correlates of
hegemonic whiteness (Leonardo, 2004a, 2004b; $|&€@4). Educational equity has been
elusive for students of color due in part to prengimyths of meritocracy and equal
opportunity. One reason for the pressing neeartiracist, culturally relevant teachers is the
acknowledgement and reversal of an education syttanfiavors a white male perspective, the
affirmation of white identities, and systemicallypgrior outcomes for white students. The
culture, canon, and hidden curriculum of schoolg. (eolicies, dress codes, expectations of
students) are professed as neutral, objectiveillasttative of a “common American culture”
(Ellington & Eaton, 2003; Hirsch, 1992; Kristol, 9% Schlesinger, 1998). But school curricula,
when viewed through the lens of CRT, commonly peergie the dominant ideology that white
males are the only historic figures whose socadards, cultural mores, and “discoveries” are
worth lauding (Nieto & Bode, 2008). Schools thatdw a simple “contributions” approach to
multicultural curriculum may sprinkle in a shorost or poem by an African American or a
woman (Banks & Banks, 2004), but leave the curdculargely untouched. What students
learn is ultimately reduced to “the classics” aodlection of Eurocentric works. The work of
whites is tacitly reinsribed as “core” knowledgeiletihe contributions of people of color,
women, and other marginalized minorities are deefpedpheral” (Apple, 2000; see also
Buras, 2008; Hirsch, 1992). This selective traditivrongly promulgates the notion that the
white perspective is universal, and in so doingteyically promotes the success of white
students (Asher, 2007).

The well-documented and persistent disparitiexcimevement between students of color
and their white counterparts indicate that schgotiould not be farther from objective,

meritocratic, or with equal distribution of oppanity (Crenshaw et al., 1995; Dixson &
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Rousseau, 2006). The existence of an accumulateev@ment gap—or more aptly, the
accumulated “education debt”—rife with markers toéistured and persistent minority
underachievement, provides strong evidence togh#ary (Bell, 1995; Kozol, 1991; Ladson-
Billings, 2006a).

My research is based on the assertion that edsozdo contribute to the success of
white students over students of color—knowinglyinknowingly, consciously or
dysconsciously— by being complicit in an unjust eational system in a wholly racialized
society (Dixson & Rousseau, 2006; King, 1991; LadBdlings & Tate, 2006). Teachers and
teacher educators alike can either passively dasigtholding the status quo by delivering a
monocultural curriculum centered on the validatdiiEurocentric norms, or they can actively
engage in disrupting the status quo by teachingdoral justice. The latter challenges the
neutral, colorblind pretenses of schooling and eygph critical pedagogy to dismantle claims of
apolitical, aracial education for all. We needraaist, culturally relevant white educators who
can successfully bring race, whiteness, and sptte to the fore in order to meet this
challenge. Using critical race theory, this reskdrelps to determine how such critical teachers

might be “made.”
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Chapter 2
“Whites have been given every opportunity to succeé
White Teachers on the Path to Antiracism

Developing a commitment to antiracism is lifelongyer ending, and always incomplete.
Freire’s (1970/2006) notion of “unfinishedness”derntself beautifully to the courageous but
riddled journeys of the twelve white classroom tesas whose views on race, whiteness, and
culturally relevant pedagogy | examine here. lratempt to study their development as
antiracists, | posed three questions that guidedime with them:

1. How do white teachers conceptualize race, whitersss culturally
relevant pedagogy?

2. How are white teachers’ conceptualizations of radeteness, and
culturally relevant pedagogy manifested in thesssfoom teaching
practices?

3. What are the life experiences that inform whiteckeas’
conceptualizations of race, whiteness, and themmasidment to culturally
relevant pedagogy?

Interviewing, observing, and following these tearshover the course of a semester
revealed a moving snapshot of their life traje@®ri These teachers exemplified glimmering
moments in which the reasons they were nominatethi® study by African American female
principals as culturally relevant teachers becamaons. There were other less progressive
moments that revealed the endemic nature of rat¢isrpervasiveness of cultural deficit
theories, and the outright difficulty of renderiwditeness visible (Marx, 2006; Sue, 2004).
Nonetheless, these teachers provided invaluahlghingbout the racial conceptualizations,
culturally relevant teaching strategies, and I¥pexiences that might help to inspire other white

teachers. Although these twelve teachers weraraius points on their paths toward antiracism,

their stories are still both powerful and promising
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Although much research is dedicated to exploringeMbreservice teachers’ beliefs
about race and diversity (Cochran-Smith, 2001, 2@@{hner, Melnick, & Louise-Gomez,
1996), only a small body of literature has addresgkite inservice teachers’ beliefs. Before
discussing the racial and pedagogical beliefs @téfachers studied, | first wish to provide
context for the terrain on which this researchtisased. The literature reveals that white
teachers often hold problematic views of race dffdrdnce that thwart their ability to serve
students of color in optimal ways. Many of thesiagh studies detailed here highlight both the
challenges and promises of such teachers.

White Teachers’ Beliefs about Race and \Wteness: What We Know

At least three empirical studies from the existiagearch base on white inservice
teachers’ beliefs about race and whiteness infornrmgdesearch. Bell's (2002) study provided a
“baseline” for understanding how widely white edwca minimize race and adamantly profess
colorblindness. Mazzei (1997) highlighted theidiffty that practicing white teachers have in
discussing racial issues that affect them in udzdools. Kailin (1999) uncovered white
teachers’ perceptions of racism in purportedlyétdd” schools where even those teachers were
blinded by whiteness. On the whole, white teackeesned not to understand—or flatly
denied— the racialized context of education, wheraae is quite real in their students’ lives.
With so few white teachers who fully grasp the enidenature of race, racism, and white
dominance, this research will hopefully increasertbmber of critical white teachers by
illuminating how their racial conceptualizationsvébp, change, and are embodied in their
practice.

A substantial body of literature is aimed at disrivg the role of multicultural courses,

fieldwork, and cross-cultural immersion experieniceshanging whitgreservicegeachers’

33



beliefs about race, racism, and teaching divers#esits. However, literature addressing the
effects of professional developmentioservicewhite teachers’ beliefs is just emerging.

Studies by Makkawi (1999) and Lawrence and Tatl@9T7) offer some assurance that
movement in teachers’ white identities can be pagit influenced by professional
development. Lawrence and Tatum (1997) also peogittouragement that the thouginsl
actions of white teachers can improve as a re$ugjtiality preparation and ongoing training.
My research addressed, in part, the “teachabitify@ntiracist white identities by attempting to
uncover the factors that most influence white tee€movement along such a continuum and
suggesting how those elements might be incorporatezhcher education.

A fair amount of research in the field of teachéueation has addressed the culturally
relevant classroom practices of teachers of céloster, 1997; Irvine, 2002; Lipman, 1994;
Quiocho & Rios, 2000; Walker, 1993, 1996). Fewmapgical studies, however, investigate
those of white teachers (Chapman, 2005; Coopef3;28@rding, 2005; Hyland, 2005; Powell,
1997; Reed, 1998). These studies are bolster@dwgrful narrative research from culturally
relevant white teachers, which also informs whakwew about this exemplary group (Kohl,
1967; Michie, 1999; Paley, 1979; Pearce, 2005; karah, 2001; Landsman & Lewis; 2006;
Schultz, 2007, 2008).

Studies examining white teachers’ effective pradiwith students of color have
provided valuable insight about the multiple fortinat culturally relevant pedagogy can assume.
Reed (1998) has highlighted the common and protilerfraissionary paradigm” that many
white teachers espouse while working in minorityads. Hyland (2005) also uncovered that
white teachers who self-identify as “good teaclwéBlack children” demonstrate a range of

ideological stances and often enact culturallywah pedagogy, but ultimately perpetuate
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racism via their inability to acknowledge whitepiege. Importantly, Cooper (2003) found that
white teachers can be identified as effective teechf Black children by a Black community
and still struggle with naming race (see also Phw8b7). Collectively, these studies call for
the examination of teachers’ fundamental beliéfis experiences, and personal biographies in
determining how antiracist, culturally relevant vehieachers come to be. My own research has
helped to address that very challenge.

Notably, the empirical research base exploringpfacthat motivate teachers to enact
culturally relevant pedagogy is nearly nonexistere few studies | encountered attempted to
uncover these factors (Ford, 1999; Johnson, 208&;i&ne, 2000), but did not examine their
role in the exclusive developmentwhiteteachers.

Ford (1999), Johnson (2002), and Paccione (208 bontributed much needed
research on the factors that shape the developohéedchers. Ford’s (1999) study revealed the
relatively small impact of professional developmentincreasing teachers’ cultural knowledge
while Johnson (2002) explored the life experiermasirring outside the bounds of formal
teacher education that had a significant impact/bite teachers’ practice. Paccione (2000)
found that some but not all of the important expeces that shape educators’ commitment to
multiculturalism could be replicated in teacher @ation, but did not incorporate classroom
observations to substantiate their professed vebmmitment. In contrast, | used both
interviews and observations to enrich our undedstenof how culturally relevant teachers
develop. Indeed, | not only sought to determine kdite teachers conceptualize and enact
race, whiteness, and culturally relevant pedagbgiyhow theyarrive at the paradigms that

guide their views and teaching practices.
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Methodology

From the sample selection process, to interviesvslassroom observations, my goal was
to study the culturally relevant teaching strategad underlying racial conceptualizations of
white teachers who are committed to teaching callyudiverse students. The ultimate aim was
to examine the life experiences that lead teadioergew race, whiteness, and culturally relevant
pedagogy in progressive ways in order to replitadse experiences, if possible, in teacher
education.

| used the perspective of African American adntiaiers to arrive at a nominated
sample of white teachers who, they believed, detratesl cultural relevance with students. A
series of three semi-structured interviews allowdde teachers to then explain their teaching
philosophies, guiding beliefs, and classroom peastfrom their own point of view. Finally, a
classroom observation and time at their schoolsigea important opportunities to observe how
white teachers’ conceptualizations of race anducallly relevant pedagogy were manifested in
their practice. These methods yielded a nhuancddmstanding ofvhat culturally relevant
pedagogy “looked like,howwhite teachers enacted it, and most importamthy they espoused
it.

The first portion of this study was conducted jpublic school system in a major
southeastern city. Concentrating the researcihéndistrict reduced the effects of confounding
variables based on differences in administratiohpsel policies, and district-specific regulations
(Moore & Notz, 2006). The school district was aited in one of the most culturally diverse
counties in the country and served over 100,008esits who were roughly 75% African
American, 10% White, 8% Hispanic, 3% Asian, anddifferently identified. The district was

also geographically and demographically bifurcat@d.is typical, the county experienced
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racialized residential segregation and the effettsstorical “white flight.” One portion of the
county served mostly white and Asian students gh lperforming, sought-after schools whereas
the other primarily served African American andestiinority students in under-resourced,
lower performing schools. Because | sought toystuite teachers of racially marginalized
students, this research was conducted in four el@aneschools in the portion of the district that
served mostly students of color.

To reach a sample of twelve white elementary sctemahers, | used a modified
community nomination method (Foster, 1993; LadsdhrBs, 1994). Principals and vice-
principals at each elementary school—all Africanekioan females—were solicited for
nominations of white teachers who demonstrated plamy culturally relevant teaching
methods. | wanted to understand what constitutiarally relevant pedagogy not just in my
view, but in the eyes of Black principals in themsaunity. Thus, | trusted the judgment, or
“emic” perspective of these African American wonemdentifying the multiple forms this
pedagogy may have taken (Cooper, 2003; Merriam3Y199

In explaining her nominations, one principal spakeut a teacher being the first to enter
the building each day, running an informal homewuelpline from his home, and sponsoring a
program designed to mentor young men at the schobther principal told of how a teacher
shared her phone number with each of her studedtsvalcomed calls from parents or family
members at any time. A vice principal spoke supypely of a white teacher who ignored the
professional dress code but “closed her door amghtdike nobody’s business.” She clarified
that that particular teacher had little tolerarmerhandates and school rules, and only cared

about the progress of her students.
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White teachers who were nominated by their prialsignd vice-principals were then
invited to participate in this research. Regardhegracial classification of teachers and the
precaution | wished to exercise in avoiding thes&ggialization” of whiteness, only teachers
who self-identifedas white were included in the study (Dixson & Rsmasl, 2006; Lewis, 2004).
Their formal teaching experience ranged from 2Qg®&ars, and the final sample consisted of ten
women and two men. The identities of these teacher protected by using pseudonyms for
names and altering conspicuous information (seeeAgix A for participant profiles).

Teacher participation in this study consistedafl interviewed three times, spaced one
to two weeks apart. All interviews were audio-nel=ml and transcribed. Teachers were
observed in classrooms for at least one lessofass period of their choosing, during which |
took pen and paper field notes that were also typed

At the conclusion of interviews and classroom obetons | also penned analytic
memoranda as part of a researcher’s journal. Tineseos were expanded “notes that
represent[ed] some level of inference or analyd&Walt & DeWalt, 2002, p. 153; Merriam,
1998). The memos served as record of a persoalalgdie with myself regarding “hunches”
about findings and possible interpretations. Thhmut the study, the analytic memos allowed
me to “stay self aware” (Miles & Huberman, 20023p7), draw out my researcher’s
perspective, and remind myself of its possibleat#f®n interpretation and data analysis (see
Appendix B).

The findings of this research, which constitutesfirst portion of a two-part study (see
Chapter 3 for the second portion), reveal that doinghg antiracist white teachers are complex
and multilayered individuals who ascribe to a Vg ideologies, including competing ones.

Within their racial paradigms, there are progressnoments that give rise to antiracism as well
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as more difficult moments that resemble the colndbideologies often espoused by whites.
Like many others, the white teachers in this saraptgibed to both progressive ideas about race,
whiteness, and culturally relevant pedagogy, a$ aglo those that belie a non-critical,
majoritarian narrative (Solorzano & Yosso, 200Zhese findings unearthed the intricacies of
white teachers’ racial and pedagogical ideas, hagérvasiveness of racism and cultural deficit
theories (see Hirsch, 1992; Moynihan, 1965/1997s¥i, 1985/1997). Even among
“exemplary” white teachers who were nominated bgic&in American administrators, and
whose observed teaching practices were among teepramising | had witnessed, racial biases
and decontextualized social understandings wdtewgiilent. Their stories uncover the
complexity of racial thought, the “blind spots” wés often have concerning race, and possible
pedagogical directions we might take in teachecation to address these less favorable
expressions of racial dominance (Gere, Beuhledahial & Haviland, 2009; Wise, 2008b;
2009). These results also offer promise, howeheat,white teachers are capable of grasping
nuanced ideas about race, whiteness, and cultugdlyant pedagogy even if those notions
simultaneously coexist alongside problematic others

Data collection for this study spanned three meaiid served as a “snapshot” of the
racial understandings and multicultural commitmexftahite teachers. Thus, one must
remember Ladson-Billings’ (2006) admonishment thdturally relevant pedagogy is much less
about “doing” than “being,” and that one comeshe™a more culturally relevant, social justice
educator over time. Teachers in this study weterwewed and observed during just one
window in a lifelong process. When we recogniz this only through constant praxis and
transformation that anyone is reshaped, theseptatéde much promise for how we might

move more teachers along an ongoing learning tajec
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In what follows | discuss the findings based oentlatic categories that emerged from my
coding of the data (see Appendix C). Many theragganized by each of three research
guestions guiding the study, illustrate both thegpessiveandretrogressive tendencies of the
white teachers studied. It is the aim of this aesle, however, to focus on what is good, right,
and working in the struggle for social justice vehdt the same time maintaining a necessary
critical stance toward the progress that mustlstilimade (Chapman, 2007). Thus, | contend that
even as these teachers demonstrate some of tHerpatlz ideologies that typify the state of
white racism, they also stand out in their moregpessive moments of burgeoning antiracism.
How do White Teachers Conceptualize Race, Whitenesand Culturally Relevant
Pedagogy?

In an attempt to determine how white teachers ettbefirmed or departed from the
research base on white teachers’ often retrogresadsial understandings, | posed the following
guestion: How do white teachers conceptualize race, whitersess culturally relevant
pedagogy?Several themes emerged, which support the cdnaltisat white teachers espouse
many of the same problematic, deficit-rooted idgae as those commonly found in pre- and
inservice white teachers. They also, however, Banaously adhere to deeper, more “qualified”
understandings of those concepts.

Qualified colorblindness. Colorblindness is a worldview that is directly deaged in
critical race theory (Leonardo, 2004a, 2004b; ®e&X004). Whites’ refusal to “see” color
placates their sensibilities about noticing racéhasequivalent of racism (Omi & Winant, 1994).
In multicultural education and teacher educatibe,dradication of colorblindness is key because
it negates one of the most important aspects oftityefor people of color and for whites, even if

not explicitly recognized. Mr. Royal, a veteraadber of 30 years, expressed his preference for

40



racial colorblindness with, “I'm probably race nelf’ Ms. Applegate, a fourth-grade teacher of
just two years, spoke of her proudly colorblindidhood home by saying, “I don’t think about
race,” and “My parents weren’t racist, obviouslyalit They didn’t see color.” Most notably,

Ms. Applegate mentioned that she didn’t considerBiack nanny as Black: “To me she wasn't
black. 1 mean, hername was __ and that wa%ihen Mr. Bentley, a deeply student-
centered teacher, was asked how he thought abmayttra simply replied, “I don’t. | don’t
because when you look at your kids you’re not logkat whether they’re—they’re Muslim or
Christian, or Jewish, or White, or Black, or HisganYou’re looking at them as a kid.”

In each of their verbalizations, teachers overwiadly expressed their desire to not
focus on race but to look past it in order to fsmnething more important to affirm than their
students’ racial identities. Causey, Thomas, amdehto (2000) have referred to such a desire
asabsolute democracyyr the notion that “kids are kids regardless ofrtbeltural background”
(pp. 33-34). It was certainly the case here thathers greatly preferred to prioritize another,
more individual feature of their students overitmacial identity. This colorblindness
unfortunately negates the importance of race iritles of the students and becomes a missed
opportunity to use their cultural identities to anhe learning and student success (Ladson-
Billings, 1994; Tatum, 1997; Irvine, 2003). Additially, statements such as, “To me she wasn't
Black,” serve the dual function of indicating tipeaker’s desire to not see Blackness as the
social handicap it often is, in favor of seeing jire individual, irrespective of the societal
conditions that make being Black a true liabilifihis statement on the receiving end—in this
case, for Ms. Applegate’s family nanny—also becoaresinnecessarily painful reminder that
Blackness is somehow an identity to be overloolemtked through “in spite of,” or altogether

eschewed. Many a person of color has sufferedresudt of hearing such statements (Howard,
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2006; Wise, 2008a; 2008b; 2009), and Ms. Applegattidents could also have been at risk for
such damage given her preference for colorblindness

An interesting caveat that many teachers affirmed that, while it was preferable to not
see the color of their students, it was eletter,and an actual compliment that students did not
see them as white. Mr. Royal expressed prideftindhe parents of his students, “They don't
see that it's a white man fussing at my childs Mr. Royal.” Even better, Mr. Royal enjoyed
the idea that for his students:

| think that most of the children—I believe—haveshdaught to be colorblind,

and all they see in me is Mr. — I'm just Mr. Royalteel like, and I've told

parents this before: | appreciate your child bsedwon’t think your child sees

me as maybe like they see other white people.l Bah't think they make the

connection that Mr. Royal is white also. | jushddhink they see that.

Ms. Applegate seconded Mr. Royal’s sentiment with) not white in this building. I'm
really not. For Christmas, | told you, they alvgane a little Black angel.” And Ms. Applegate
was most proud of the idea that her students hadmy politely ignored her whiteness, they
simultaneously designated her as an honorary Blddke they don’t, my students all think I'm
Black. They just think I'm a light-skinned Blaclerson.” Ms. Fielder, a fifth grade teacher,
shared that even when she decided to have theehiddmpare and contrast her with a student
of color for a class graphing activity— where spest knew” the first thing the children would
notice was her race—they didn’'t. She was surpyigetdcontent with the unacknowledgement.

In these instances, teachers not only expressderpnce to not see, think about, or
concentrate on their student’s race, but also thedight in not being identified as white. What
helped to ameliorate such seeming colorblindnessefier, is that each of these teachers also

recognized that “other” whites had, in the pasatgoresent, contributed to negative connotations

of white racial identification by actually propaieg racism. Tatum (1997) has argued that both
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passive and active racism are equally insidiousreHeachers were aware of injustices at the
hands of overtly racist whites, and despite thein passive colorblindness (Marx, 2006), they
could readily identify how other whites had madeadtder for them tavantto be identified as
hegemonically white Mr. Royal noted that, although he enjoyed nandp¢hought of as white,
there were other whites whom students or familigghtrvery well have had racist interactions
with: “Somebody at the mall, somebody at the stor@ybe somebody that's been rude...they
may have made an off-hand remark that had racettones to it.” Similarly, Ms. Applegate
spoke candidly about the prevalence of the Ku Kdlan in a nearby area and acknowledged, in
tongue and cheek manner, that “Originally, whenaiyrwas built, the people who had the
highest opinions about other people lived in ___You’d often see them dressed up at night...
going from house to house.” Ms. Jordan, a secameet teacher of nine years, acknowledged
that she did not have to look past her own fanalidentify overtly racist whites, whom she
knew existed. She spoke of her sister: “She’siethto one of the most racist people on the
planet. When [ filled out my mother’s write-in bl she said, ‘Now please, please, no matter
what you do, don't ever tell him | voted for Bara®kama.” Finally, Mr. Bentley discussed how
his African American history classes helped himealize that if a parent thought he was being
racist toward their child, he could understand beeahe represented “a lot” of white men who
had been racist in the past.

In addition to having “qualified” understandingswehy students and families of color
might separate them from hegemonic whiteness, tieeshers also adhered to a type of

“qualified colorblindness” that did not necessabnefit people of color in result, but revealed

2 Hegemonic whiteness consciously ignores, blindbeats, and staunchly upholds normalized white darmie
(Leonardo, 2004a, 2004b, 2009). In contrast, la@gjemonic whiteness is a form of white identityt tllows
whites to critically acknowledge their race andogatize its dominance in society. Anti-hegemonidtegactively
counter white supremacy in themselves, in schaoid,in society (Howard, 2006; Lewis, 2004; Raiblé&ri&arry,
2007).
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much about themselves as whites in termateht. Here, their intention for being colorblind is
actually rooted in a strong desire to operatepost-racial society. These teachers espouse
traditional notions of colorblindness as the ongywthey know how to be polite, as well as
slightly more complex views about what matters noeghteracting with fellow human beings.
The teachers indeed do damage by eschewing ractdyusucceed in wanting to bypass race
for the purpose of focusing on students’ humaniyhereas others have looked to
colorblindness as a way to repeal policies desigoeatcount for racial injustice such as
affirmative action and race-conscious admissionerf€haw, 1995; Crenshaw et al., 1995; Omi
& Winant, 1994), these teachers desire to placedagphasis on race as a hindrance for students
who “deserve the very best.”

Ms. Darling, a second-career teacher of four yetscribed her ability to see differences
but to focus on the more pressing needs of students

You have children that are children first and foosimand they need you. And it

really doesn’t matter the color of your skin. Theaed you. They're children.

Yes, there’sgic] differences, of course, ‘cause we're humans,\a@dio have

differences. Just — | don’t care who you arehink it just — it's — it's humanity.

A human is a human.
Ms. Applegate also noted that humanity above a# glas priority with, “I don’t think about
race. We’re all human beings. | don’t care.” fBnhy, Ms. Jordan noted, “I can see kids for
who they are, not just what they can do. You haveok at their soul, their spirit, you know,
who they are.”

Interestingly, their statements simultaneouslylintpe negative effect of being
recognized as a person of color. Additionallycteas’ whiteness is rendered invisible here by

assuming that, like whites, people of color eapableof being considered as individuals who

represent only themselves as opposed to automatiters of racial groups who bear the
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burden of representing their races at all timesrg12006; Mcintosh, 2001). The assumption
that people of color can enjoy such individualinddnumanity, which comes with their own
whiteness, is a racial blind spot (Wise, 2009b).

In my attempt to analyze the data more objectivelsequently referred to my
researcher’s journal and perspective (see Appdylin make sure | was not unduly
complicating “colorblindness,” which is retrogressiinto “qualified colorblindness” simply
because | came to like these teachers a greahdéabanted quite desperately to deny the
highly damaging, hegemonic nature of colorblindriegbe absolute. What | realized, however,
is that they would like to not have to deal witbegnor have their students deal with race) as an
inhibitor to connecting with people, being educated wellegeiving fair and equal treatment in
larger society. Ms. Springfield, a “tough loveirthgrade teacher adequately captured the
complexity of qualified colorblindness with:

| don't look at it [race]. They’re my babies. dithere. | mean it's there. | mean,

obviously it's there. You know, | mean so it'shey’re kids. They're not a

color. They're not a race. They're not an ethgjclthough we celebrate all of

those. They're kids and | think you have to —~Mdany babies as kids before |

even look at what they are. Does that make sense?

What “makes sense” about the ideas of Ms. Speidjind a host of other teachers in the
study are two things, albeit conflicting. Firgt,iggnore a child’s race or cultural identity iseft
devastating for the child and a missed educatioppbrtunity for all. Teachers must first learn
to affirm children’s relevant cultural personalgié adson-Billings, 1994) and acknowledge race
as an asset and not a deficit before academic@l rErogress can occur (Gay, 2000; Irvine,
2003). In this way, many of the white teacherthia sample are just embarking on paths toward

antiracism because antiracism requires, foremastt,oneseeand acknowledge race so as to

work against racism (O’Brien, 2001). Second, hasvess | think about the goals of
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multicultural education, social justice, and paatiality, it is impossible to ignore that we
should, in fact, be striving toward a society iniethrace doesn’t matter in a negative,
oppressive way (Schmidt, 2005).

The problem is that the only way we will actualghieve such a cultural democracy is if
we first learn to recognize the damaging effectigobring race, which thereby ignores the very
real ways in which race works against those whaatevhite (Darder, 1991). Leonardo (2009)
has advocated a critical qualified colorblindnéfsgou will, which actually takes up the notion
that we might one day reach a state where all @llidentities are affirmed, but the language
and constructs that indicate race are literallgezad useless. A racial realist critique of
Leonardo’s vision is that those days are eitheaferad or altogether elusive (Delgado &
Stefancic, 2005). | continued, however, to heansts of his vision in the words of the teachers
studied here. Unlike Leonardo, they were unabletognize the crucial step of first affirming
racial identities. But the teachers were still vated by the eventual goal of teaching children
who were not treated poorly or educated inadequagsed on their race alone.

These teachers were attempting to use colorbls=tteoperate in a society that is not
yet post-racial. They warrant, | believe, somerde@f recognition for the intentionality behind
their treatment of students as simple human beiigsrightly deserved to be focused on as
students in need of a quality education despite thee. It is, however, the “despite their race”
element that makes these teachers very simil@&swprogressive educators who simply wish to
ignore students’ race, the real impact that nortewsicial identities actually have on them, and
legitimate claims of racism in school and sociefjhese teachers are capable of acknowledging
racism and the significance of not being white likemselves, even as they inadvertently

contribute to racism itself by also attempting ypass race. Still, however, | maintain that
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progressive moments exist when teachers like thiederstand that race aloisecurrently, but
nevershouldbe a hindrance in education or in life.

Deficit theories are “true,” but the “true” deficit s are...One finding that represents
the duality of how teachers used concepts of radendniteness in their views of the mostly
minority children they taught was their simultans@spousal of cultural deficit theories as well
as nuanced understandings of broader social ineqwhite teachers in this study adhered to
theories about minority children rooted in theiegwmed dysfunction and the lack of educational
aspiration (Hirsch, 1992; Moynihan, 1965/1997; \bis1985/1997). They also, however,
demonstrated broader understandings of other wypasficits, which were systemic and had
nothing to do with minorities’ deficits. That is, addition to adhering to retrogressive views of
minority culture and students of color, these teaslalso saw deficits of resources and endemic
social conditions that hinder minorities from enpayfull equality.

Ms. Darling, a second-career teacher of four yespgke about when her own children
attended mostly minority schools. She was surgrisethe assumptions of many white parents
that there would be “drugs” and “weapons” at tiseinool: “Inner city high school is where we
had some issues, [but] we didn’t have drugs irstif®ol. We didn’t have weapons.” Although
she was delighted with the upset of this steregtype later expressed her assumed mandate for
tighter discipline in her current mostly minoritgteol: “And also the fact that these children,
many of them — not all of them — but many of thesn’tdhave structure, the discipline, the
concern” and “You know you’re needed ‘cause yowkmoce they leave your classroom at the
end of the day, they probably don’t have anyortgoate that can give them the attention they

need.” Hence, her more progressive incredulitthefstereotypical assumptions coexisted
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alongside her own assumptions about the levelrotsire and discipline required for the
minority students she taught.

Ms. Applegate, who on the day of our observatiad just “lectured” the children about
their behavior, said there were no holds barredwgie told her 100 percent African American
class:

You can walk around with your britches around yknees and you can watch

Jerry Springer all day and you can join your faesilthat haven’t graduated, or

you can work hard and be the first in your famdygtraduate and be successful.

If you wanna stay home and pop out a hundred kidsb& on welfare, that’s

your choice, but some of you are going to be swefaks

Ms. Applegate later expressed that she was adhyitteo harsh when she scolded the
children this way and thought of even worse thitegsay, but was decidedly heavy-handed with
the children because they seemed not to care #imineducation. She later added that school-
wide, children were uninterested in their persqgmakentation and appearance: “Belts and shirts
are a battle. The norm. Their priorities areautvhack.” She also shared a frustrated opinion
about hygiene and the children wearing dirty cletivéh, “If we don’t tell them to wash their
clothes, it's not like anyone at home is goingdatd Mr. Bentley also expressed his rationale
for being careful to provide structure in the foofirules in his class because “these kids, they
don’t understand what rules are.” Finally, Ms. Riea, a no-nonsense third-grade teacher spoke
of her anxiety about her children who listen to oy “utter criminals” and her
disappointment that they would aspire to be musgthemselves.

While naming or alluding to deficits in respedsaipline, values and priorities for
children of color, teachers often simultaneousktaposed whiteness with color and implied that

whiteness itself embodied opposite traits. Mr. Bgnequated suburban and private schools as

places where parents were more ablewaitichg to do more for their children “because you have
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really smart kids that have what they need, anil gagents are willing to give out, or shell out
money, to get extra stuff outside of the classrdom.this statement, he also included his
thoughts on increased “intelligence” in white sdsawith “you have really smart kids.”

Ms. Jordan simultaneously expressed her frustratith the incompetence of minority
schools and the lack of quality leadership undackd while juxtaposing the higher quality
administration of a white school. She spoke ofwels signs at her current Black school that
contained misspellings and poor grammar usageasiciAnimals that lives in Africa.” She
noted, “So there’s — unfortunately there’s a foihcompetence. Now | don't think you'd see
that in a suburban school...if you have administsatbat don’t pick up on those things...that
can't use English.” When asked, “Do you think #igra qualitative difference in the
administration based on if it were a white suburbemool and if it were a Title | school?” her
response was, “Absolutely. Absolutely.”

What complicates the way these teachers thinktadeficits, however, is their coexisting
ability to locate what they believe are deficitsnmmority cultureas well agn the racist culture
of schooling. Even as these teachers unduly assdcnon-whiteness with lack of sophistication
and undisciplined lethargy, they also grasped lacgacepts of how students of color and their
schools were systemically and institutionally disanchised. Mr. Royal spoke eloquently of the
lack of quality teachers in schools for minoriteeswell as his 30-year, career-long observation
that white teachers tend to “pay their dues” inamity schools, then transfer to whites schools
as quickly as possible:

If given qualified, good teachers, the children parform as well as anywhere.

‘Cause a lot of times you know the schools in the _ part of the county, you

got new teachers because that's where all the ngenvere. That’s the schools
where, ‘As soon as | get enough years to tranBfeitransferring out of here.’
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Ms. Darling concurred with Mr. Royal’s observatwith, “Why can’t they be given an
equal opportunity ton€? They need phenomenal teachers.” Ms. Jordaragte®d that quality
teachers often sought white schools by adding, f&laee plenty of teachers to teach in those
kinds of schools. So | made a conscious decisiaome here.” Mr. Bentley spoke eloquently
about how the presence of more resources doeveotiedicate a higher quality teacher.
Rather, it simply spoke to the school resourcespandntal funding available: “You could be a
great teacher and work at a school that has, @mses rich kids that have every single resource
available to them. It doesn’t mean you're a gaather. It means those kids have the money to
get what they need to have.”

Both Mr. Royal and Ms. Applegate spoke about mamporities’ inability to opt out of
public education given limited access to money.. Msplegate specifically explained the
undervaluation of Blacks in schools, which compautiekir already run-down facilities. These
realizations are progressive moments in thatquige difficult to convince whites that racism
functions as policy and is embedded in structuneissystems (Gillborn, 2005; Gollnick &
Chinn, 2009). Many whites cling to notions of saias individual acts of meanness. In reality,
racism is individual, institutional, cultural, ardn be active or passive (Bennett, 2007;
Mclintosh, 1988/2001; Tatum, 1997). That these evteachers could broaden racism to more
than the acts of the “other” racist individualsythiad identified earlier is a step in the right
direction.

Both Ms. Jordan and Ms. Prescott (a foreign-bdth §rade teacher) directly addressed
assumptions that minority parents do not care atloitdren or education. Ms. Jordan noted
problems with language barriers by saying, “As lasghey understand it and know they’re

supposed to do that, then they do it. But agéiygu’'re sending home everything in English
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and they don't read English, how do you know thsksupposed to sit down and read the
book? That's the way | look at it with all my pate.” Ms. Prescott noted the difficulty parents
sometimes have showing their concern by workingrdigortionately long hours, by being
physically unable to visit the school, or even Ihgit own denial of a quality education: “But the
parents don’t have time to work with the childré¥ot that they don’t want to, or else they don't
have the education themselves, so they expect frwrethe school.”

One of the more progressive revelations of systémjiistice in education came in an
interview with Ms. Underwood, a third-year teachér.her treatise on education in the United
States, she not only indicted the fundamentallyeamatcratic ways in which children are
educated, but spoke of “elites” as the direct biergfes of these injustices:

And like with American history, schools were foudde teach the elite. That's

what schools were at first. Only very affluentldren went to school. And |

think because we’ve kept that sort of same strectue’re still just teaching the

elite. Everybody goes to school, but the elitéiddren are being educated in the

best way. American education needs a completestée over, overhaul.

Because that's all we’re still doing.

Even though Ms. Underwood did not explicitly nathe educated “elite” as traditionally
white, landed-gentry males (Johnson, 2002)—whianaally came to encompass whites in
general—Ms. Underwood could still quite nimbly poaut the fundamental injustice of how
education functions in the U. S. By pointing oahgrational legacies of opportunity and
relating quality education to affluence and clagds, Underwood succeeds in focusing on at least
some of the deficits of thiountryand its failure to provide truly equal schoolirgportunities
as opposed to just the assumed deficits of fantiiemselves. She did, however, later point to
such deficits with, “They’re still, we can’t changdere we are, and we can’t change the

parental involvement, things like that, and thgimion about education...” In this oration, Ms.

Underwood simultaneously expressed that minormyilias must value education more
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fervently than they do, and perhaps that evenubkgducational opportunity existed, the
parents of her 99% African American class still migot pursue it as avidly as others would.
Thus, Ms. Underwood’s sentiments are a prime examphow white teachers in this study
ascribed to cultural deficit theories somewhat,dsb demonstrated broader understandings of
other types of deficits, which were systemic. Wpratvides glimmers of hope for these teachers
is that they did not fully subscribe to the ess#iziing idea thaall families of color fit this

general mold, nor the idea that people of colomelves were wholly responsible for the lack
of educational opportunities they faced.

Racism is real, but decontextualized understandinggrevail. Among the more telling
findings was that white teachers could indeed ifierdcism, but largely (although not entirely)
conceptualized it as propagated by individualsrotdnstitutions or larger societal structures.
Teachers disclosed instances of racism in their fawmlies and in other individuals, but less
often viewed racism as a system. Teachers alssidered racism as bidirectional and all-
encompassing, as in often perpetuated by Blacksmamarities themselves. Ideas like these,
unfortunately, revealed deficits in teachers’ apilo successfully contextualize how racism
came to be, how it functions pervasively in societyd how a specific outgrowth of racism is
not just historical, but contemporary white domioan Thus, although teachers were able to
name and recognize racism in various forms, thely tia the whole, decontextualized
understandings of race and whiteness.

Ms. Jordan admitted that her friends, and whitegeineral, had a generally incredulous,
negative outlook on her work with minority studentMost of my white friends cannot imagine
why | teach here. So it is — there’s definitelgiading, you know a division of the races in

terms of what they think about working in an urb@mer income school.” Ms. Searle recalled
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open racism in her own family by describing andiecit in which her brother was not allowed to
bring a Black friend to her parents’ house: “Anginember that my brother had a...friend who
was a girl, she was African American. They woutdet her in the house, and to me that was
very, that’s not how | feel.”

Both Ms. Underwood and Ms. Fielder expressed getthat their friends refused to
accept the possibility of a Black president. Adudtially, Ms. Reardon spoke of her mother-in-
law, “a huge conservative,” who refused to watclwsibroadcasts if President Obama speaking.
Although she did not outwardly name racism as tideuying cause for her mother-in-law’s
refusal, she certainly implied that her motheram+imay have been using her Republicanism to
justify her disapproval of him as a Democrat asagepl to her veiled disdain for him as a Black
man.

Not only did teachers tend to locate racism inviadials or other whites, they also
conceptualized racism as something that had priynaeccurred long ago. Ms. Jordon noted
that, “Yes, there was a lot of persecution of Blpebple. Yes, there was oppression. Yes,
slavery was wrong. Yes, there were horrible thithgse.” Both Ms. Fielder and Prescott
generally taught about racism as historical evehts. Fielder used Black History month to
make a poster of how things used to be, and MscBtespoke to her children about how whites
are no longer against Blacks. Ms. Reardon ever seefar as to downplay the significance of
Barack Obama’s Blackness as a characteristic fydoed of, and she even offered some
misguided revisionist history to her students rdogey how we might reconceptualize African-
slavery:

African-Americans are not the only ones who hawer &een slaves before.

Greeks have been slaves and, you know, just &dirdiit people. And besides,

there are people in Africa that are white. It's mtrat the reason why they
brought the African-American people over and, yaow, convinced them to
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come to the United States was because, you knavgsthveren’t so great in
Africa.

In these instances, Ms. Reardon was attemptiedugcate her children about issues that
other teachers may consider taboo. In doing seghier, she reveals that she also lacks a
contextualized understandingrakcializedslavery and the pervasive injustice attached tclBla
skin.

Even more unfortunate than any of the teachetextualized understandings of
racism as a largely historical event were Mr. Rayad Ms. Jordan’s strong assertions that
racism is bi-directional and equally perpetuatednrtayorities, and that residential and
educational segregation is voluntary and self-inepddsy Blacks. For example:

Mr. Royal: | don’t ever recall any racial tensiaatsschool other than what
children do about taunting back and forth, both svay

Ms. Jordan: Black teachers are prejudiced agaihge teachers, and they don’t
want white teachers in their school. It's a twoyveireet.

Ms. Jordan: We have to end all this voluntary eggtion. The vast majority of

our schools are segregated because people segitegrateelves geographically.

So | don’t know why we don’t mix.

In these statements, what comes forth is a redpletteality about missing context. The
verbalizations of Mr. Royal, Ms. Jordan, and maeschers in this study indicate a strong deficit
in teachers’ own ability to contextualize racisnsgstemically propagated and not individually
imposed, and as contemporarily relevant and ntdtiéally dead. The white teachers in this
study identified certain types of racism and ackieolged its existence in basic ways. However,
their decontextualized understandings of how foomshite racism and institutional racism, for
instance, evolved, progressed, or came to infttaé many spheres in which they operate

ultimately prevailed. Moreover, their critiqueraicism is that it is bi-directional and equally

propagated by both privileged and marginalizedalagiioups. The goal of antiracism, however,
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is to first understand racism as firmly rooted init@ privilege, which eluded many of these
well-meaning teachers (O'Brien, 2001).
How are White Teachers’ Racial Conceptualizations Mnifested in their Practice?

To understand how white teachers’ conceptualizatafirace, whiteness, and culturally
relevant pedagogy manifested in their teachingtjmes; | posed a second questidfow are
white teachers’ conceptualizations of race, whigsnand culturally relevant pedagogy
manifested in their classroom teaching practicdd# data revealed that teachers adhere to
many tenets of the culturally relevant pedagogya#th by Ladson-Billings (1994), even as they
struggle to name whiteness and take up the comteptism. Teachers also, however,
embodied culturally relevant pedagogy in slighthanced and varied ways as well. All twelve
teachers in this study, when observed, confirmeddkionale for their nominations by Black
administrators. Each teacher seemed highly etiecéind—regardless of any retrogressive
tendencies in their racial ideologies—employed pesgive, student-centered teaching strategies.
Skilled as they were, however, it was also appatattricher understandings of race, whiteness,
and especially the social justice goals of edunatiould only have enhanced their teaching.

Teachers are unrelenting “warm demanders.” Teachers in this study held incredibly
high expectations of students, families, and théraeseand were disappointed when they were
not met. Ms. Darling remarked: “They understdmete’s high expectations of them, and now |
know that that's what they’re expecting from meg.tdAnd boy, they got pushed. Boy did they
get pushed.” She also confirmed that her expectativere “High. Very high. Not just for
them, but for me.” Ms. Darling actually surveyeat Btudents at various times of the year to
solicit their expectations of her from the studeridaring the preparation period for their state-

mandated test, she asked each student to write dod/submit each of their expectations for
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what Ms. Darling needed to do in order for thenpass their tests. Many students, she reported,
wrote, “Push me!”

Ms. Applegate spoke of her expectations as uraer&verybody should have high
expectations for their students.” Ms. Jordan usadempathy as a mother to express that in
school and in life, “you want them to fulfill thexgectations that you would have for your own
children.” In his treatise on academic and behaViexpectations, Mr. Bentley actually used the
word “expectation” no fewer than 13 times to makat {point that “It's expectations and holding
them accountable to them.” Ms. Jordan even exteéhde high expectations to parents, some of
whom had violated the equal partnership she ligesstablish with them. She lamented that
several parents did not follow through with cominghe school to address behavior problems,
so she sought grandmothers for help. Just begausats did not always offer the support she
needed, she did not stop there in her expectafiwrdassroom achievement characterized by
parent or group partnerships.

Irvine (2003) has emphasized the concept of “wdemanders,” or teachers who pursue
their classroom demands with an equal dose of dMare (2006) has even explored warm
demander pedagogy as part of culturally relevaathmg. Each teacher in this study embodied
what | term “unrelenting warm demander” pedagogiat is, teachenelentlesslydemanded
things from students, whether it was homework gittdines, manners, raised hands, lowered
voices, or an orderly fire drill. Despite the apmece of seeming arbitrarily militaristic, the
demands | saw the teachers exacting on studentsbidto do with the fulfillment of
expectations than with the exertion of mere contMs. Applegate, for instance, delayed a
scheduled physical education class by 23 minuteause students were not using manners when

she brought in cupcakes for her own birthday, &eg tvere lining up rambunctiously even
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though they were capable of being more orderly. $&sarle had one child repeat a
grammatically correct phrase several times durimg dass period because she wanted to make
sure he could at least access and practice morestream forms of English. In this instance,
her insistence on his knowing these forms cankeméd to Ladson-Billings’ (1994) notion of
simultaneously understanding the rules of the cailltyildominant group even as you work to
maintain your own cultural personality. This is@bkin to Delpit's (1995) insistence that
minority children learn about “the culture of powas they also learn to undermine it.

An interesting similarity amongst almost all tea¢hers was their demand for full
participation from all students. Most teachersethbn students to answer questions who did not
even have their hands raised. Mr. Bentley, whonad children to get up and mill around if
they became restless, still expected studentsrtwipate: “You get up, you go back there, you
better be listening, because you will still be edlbn to answer questions while you’re going.”
Both Mr. Bentley and Ms. Applegate were sticklemsstudents completing their homewartk
home In Mr. Bentley’s case, he explained that he wallvays speak to students to determine
the home conditions that prevented them for conmgetork there. If home life was difficult or
in any way chaotic, he would work with students.tHis instance Mr. Bentley exemplified
cultural relevance by taking into account the ainstances under which his students might not
be able to complete homework based on factorsectlatthe challenges of life at home. Ms.
Applegate did not mention the rationale behindihgistence on homework being done in the
home, other than her demand that students prietitigir schoolwork in particular, and their
education in general. She expressed, “I'm goingetowhat | want one way or the other. | don’t

accept less than their best.” To Ms. Applegatgjestt’s “best” consisted of completing
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homework at home and not at school. Arriving &tost without having done their homework
was less than her students’ best, and for her,caepdable.

Both Ms. Prescott and Ms. Jordan expressed tiegpdointment in students who had no
interested in learning or parents who had lessesten insisting that their children learn. Ms.
Prescott told one student to “Just stay home”éfwkre not going to work hard, and Ms. Jordan
voiced a similar admonishment for parents: “If yeant to raise somebody who doesn’t know
how to write, that’s fine. Take him out of my dasause I’'m gonna make him write. He’s
gonna write his name.” These admonishments didowhd harsh in context because both
teachers were expressing their refusal to accepsédf-expectations from students and a
presumed lack of insistence on their students’ pigiiormance.

Instance after instance, these teachers spergraoynt of time demanding manners,
homework assignments, answers after long wait timesiainstream grammatical forms. The
ordinary danger of hearing about such white teacisethat they are often guided by
expectations based on white culture, or normatikigerbehaviors. In these instances, however,
instructional time never seemed to be compromisettivial matters that ultimately did not
contribute to the students’ learning of the curdow and elements of good citizenship, or the
structured orchestration of class time. On thelejHaunderstood the consistent strategy of all
twelve teachers to provide structure for their siid by doling out the same punishments for
unmet demands time and time again. These teasleeesindeed warm and demanding, but the
white teachers studied here need additional goatibn asunrelentingwarm demanders. Their
strict demands, tolerance for off-schedules, andlanting disregard for anything other than

their having their highest expectations fulfilleéne simultaneously awe-inspiring and effective.
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Teachers universally held the highest academltaweral, and career expectations for
students, and strongly embodied the first majoeten culturally relevant pedagogy (Ladson-
Billings, 1994). These teachers also extended aéigiectations to parents and families, as well
as themselves. Although teachers frequently ezspteBustrations with parents or families not
living up to their expectations for partnershiphaeoral reinforcement, or even the valuation of
their child’s education, they nonetheless maingitmat if they continued to demand the help of
parents, they would make headway with studentss dimlity of “family as culturally deprived”
yet “family as crucial to the teaching enterprigeds not the prevailing ideology of all teachers
in the study. Even those who held problematiceigeiand seemingly “low” expectations for
families still clung to hopes that parents woulddpartnerships with them and work together
for the good of the students. Both Ms. Underwood lr. Royal mentioned that part of their
strategies for partnership building was making fssicontacts with parents in the opening
weeks of school and throughout the year. Ms. Jorllis. Brighton, and Ms. Applegate all
mentioned their insistence that parents and fasiilave and use their phone numbers. All
teachers in the study evidenced strong desiresdw land work with parents and families more,
and the close relationships they had built withmilveere evident in their interactions. Overall,
each teacher was exemplary in how they actuallghtauegardless of the less favorable
underlying beliefs they sometimes expressed. @bggand recording their practices was quite
informative and will be extremely useful for shayiwith preservice teachers. Ladson-Billings
(1994) has called for more observation of teactwrs employ culturally relevant pedagogy, and
all twelve of the teachers in this study can mestainly be observed and learned from.

Teachers tell students “the truth.” Teachers in this study were candid with students

about a variety of issues, including race, poljtarsd the subversive function of their curricula.
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Although largely unable to name whiteness and gftemaking in colorblind ideologies, teachers
still managed to be candid about a variety of tepithout hesitation. Much like Cooper’s
(2003) findings that, despite being culturally ket teachers of Black children, white teachers
still find race difficult to mention or openly disss in their classrooms, these teachers were
willing to discuss race on limited terms. Unlikese findings, these data support the notion that
culturally relevant teachers not only discuss adéeir classrooms if students or current events
bring it to the fore, but actually include race andture as part of their curricula at times. That
these teachers often espouse problematic antiegigimonic views of race is unfortunate, but
their willingness to address race and culture @irtblasses is still worth noting. In the case of
Ms. Reardon—who herself could not fully contextealracialized enslavement—she was still
willing to openly grapple with her racial “truths/ith students.

As a teacher of many international children, Mslder began her year by having
students make personal collages so she and thssmbtes could learn about their cultural
identities. She also used herself and her chilgiigimenotypical characteristics for counting,
graphing and other math activities in which shedabghildren would notice differences in skin
tone, gender, and origin. She especially lookeddod to learning about new countries. Ms.
Reardon expressed that during country reportsiostked forward to the constant challenge of
knowing relatively little about foreign culturescagenuinely learning from her international
students. Although Ms. Reardon did not expressraents similar to Michie (2001), who
ardently sought information about the cultural lggokinds of his students, she specifically
asked if my university could help her with a schsiép to observe the culturally relevant

teaching practices of a nationally renowned educalm ran a school nearby.
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Mr. Royal kept race and culture at the forefrdnhis mind as a Spanish speaker and
world traveler. During my observation, he usedssbn on equivalent fractions to introduce the
issue of social equality with: “If | tell you wésuld treat people the same, what does that
mean? What does it mean to treat people the sarhaPs right. Do for one the exact same
thing you do to the other. It's called equalityo what does that mean for these fractions? You
multiply one fraction by the exact same thing tdkenthem equal.” Both Mr. Royal and Ms.
Searle used holidays such as Cinco de Mayo to Hizerthe recognition of holidays and
celebrations in other cultures. Although thisesilg similar to the “heroes and holidays”
approach to multicultural education (Banks, 19%i¢,normalization of cultural holidays is a
step in the right direction. Ms. Prescott, whdddhirom another country, prefaced many of her
statements with, “In the U. S., we ...” to keep cteld ever aware that other countries and
cultures, including her own, followed different nog altogether. On one of the days | observed
her teaching, she reminded students that someroeginse the metric system for measurement
and temperature, whereas the United States teratdd.nShe made her students aware that
other countries use alternative conventions thetldferent, but equally viable.

The most revealing instance of the “truth” tellithgse teachers engaged in was in Ms.
Prescott’s lesson to her young class using a nuregme. The rhyme involved kings, queens,
and commoners, and she seized the opportunitykal@ut social class as well as the
subversive nature of seemingly neutral, innocergeny rhymes. She said to her young learners:
“Many people think nursery rhymes were just siliywgs. Actually they were not. They were
political comments. They wepmlitics’ (emphasis hers). Ms. Prescott also stated pldinat
she tells students the truth. She noted thatditet grow up on Disney.” And just as she told

her own daughter the true story of the Little Meichat the end of which she died, Ms. Prescott
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was committed to telling her own students the taitavery turn because “Disney’s made
everything to work out fine. It doesn’t work tha&y. So, | wanted to show the kids, like that —
you know, like, they need to know — have the prdpels to grow up with.” Ms. Prescott
emphasized that unabashed, yet developmentallpppate truth telling was far more valuable
than sugarcoating or even lying to children. Hadents needed to know the reality of
everything in order to be properly equipped adwh® can handle sad endings and life’s
realities. Although it would have been best if Nsescott explicitly stated that her goal was to
have children transform the very same unjust seaatlitions they discovered, thus embodying
Ladson-Billings’ (1994) ultimate tenet of cultusalelevant pedagogy, | did not inquire about
her expressed purpose in preparing children fertlesn perfect endings. Ms. Prescott did note
that she had reared her own children by alwaystethem the truth and she was determined to
do the same for her students. Rather than dertlyasg “ugly truths,” she wished to at least
demonstrate concern for acknowledging societallprob and their often intractable existence.

It was evident throughout the study that, evdeathers had misguided beliefs
surrounding race or whiteness, none of them wtrsdillgd away from the opportunity to be
honest with students or to candidly entertain qoestand issues of culture and race. In these
instances, teachers believed that addressing eutace, and differences head-on would benefit
children in ways that avoiding race and difficialities would not.

Teachers view schooling as social reconstructios in many other areas, teachers
often held self-conflicting, yet ultimately progsige views about the function of education and
their roles as teachers. Many teachers indeed“ugete knight” or savior paradigms to
describe their work as helping to rescue childremfsupposedly deficit-tinged cultures

(Mclintyre, 1997; Sleeter, 2004). Some were moggdb save children from an impending life
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of underachievement and welfare, yet they deeptietstood the crucial, social reconstructionist
function of education—albeit with mixed, sometinmisguided explanations of racist
inequalities in mind. One could argue that hegamand antiracist whites, and all people for
that matter, are out to reconstruct society in sa@g. Thus, teachers who wish to put an end to
supposed minority welfare-leeching are in the saategory as hegemonic social
reconstructionists. While some teachers’ goals¢daching did hinge on some degree of social
reconstruction to reduce the number of their sttgleto they presumed would end up on
welfare as well as Freirian (2006) notions of “éatharity,” | later propose that in a pedagogy of
such white teachers, having them understand thepofreducation to reconstruct society at all
is a key starting point. Solidarity, or standingantiracist coalition with those who are
oppressed, is far different from the false chaoitygiving back” intentions that some teachers
espoused. The goal of antiracist, culturally rateMeachers is ultimately to stand beside their
children in joint struggles for equality as opposedtanding above and giving them a proverbial
hand up irtheir struggles. Regardless of their intentions or fglskaritable efforts, however,
these teachers subscribed to the idea that tlaeihiteg was capable of changing social
conditions to something better. In moving morete/eachers toward antiracism, it is my hope
that their conceptualization of “better” has lessld with mediating the “culture of power” and
more with the establishment of racial equity.

Teachers employed practices that transformed thessrooms into democratic sites of
debate, critical questioning, and equal voice. tHaehers in this study demanded fairness and
justice in their own spheres and strove to prepardents as “citizens” of whichever type of
world they imagined. Each of these white teachen® acutely aware of their role within a

larger social system and they were committed taglthe most good and having the most
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significant impact as long as they were teachifigus, even if the white teachers in this study
espoused more traditional ideas about saving ntindhildren, there is much to be said about
their appreciation for how teaching low-income nmityostudents was, in their view, the single
best grounds for social reconstruction.

Ladson-Billings (1994) delineated transformatiorgching as one major tenet of
culturally relevant pedagogy. Here, teachers abvath the notion that education is essential in
reshaping society regardless of their culturalaiiefinged motivations for doing so, and they
taught with the betterment of society as the ultergoal. Most importantly, even for teachers
who chose to de-emphasize the immediate payofteedsd with teaching (focusing on future
generational impact, for instance), they still igui@ed the importance of using education to
invest in underserved children’s lives and, in emg, improving societal conditions for all. Ms.
Underwood had the following to say regarding hetiwadions for teaching in a culturally
relevant manner: “I think that you just have taerstand that you’re making a long-term gift.
You know, that is you’re not reaping any benefdslly from it. How can you deny that that's
not making a difference, you know?” Rather thamgshe term “gift’ to describe something
she was giving of herself and reaping little torewvards for, Ms. Darling instead conceptualized
her ultimate goal in teaching as an “investment”:

They are our future, and | don’t know if peoplelizathis. And whatever

difference | can makebecause rewards work both ways. If you prepamathe

for the future and break their cycle...[you] giverththe opportunity to not just

make a better life for themselves, but for me (hised’'m getting on as a senior)

and for their future generation. | want to searthrosper and succeed to pass

down to the next generation. So it — the rewardskwoth ways. It's seeing the

big picture.

Ms. Darling was one of few teachers who recognthatiracial injustice was still alive

and well, as her own experiences included de feetppegation. She spoke of Blacks being
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unable to attend her all-white school, to drinker water fountains, or to dine at the restaurants
that she and her family enjoyed based solely oin Wigteness. Her references to victimhood
most likely referred to her students sufferingldgacy of endemic racism, which she identified
more adeptly than most other teachers. Empowerimdrdr mind meant self-determination, as
she spoke about the athletic and musical drearheratudents, which she respected. But in the
event that those didn’t materialize, she wantedttehave a “plan B, plan C, etc.”

Ms. Jordan spoke of the importance of shapingzaiis” from the youngest age possible:
“My mother always used to tell me that when | washen they're babies, you decide what you
want them to be like when they're 15.” Ms. Jor@éso added that she wanted to equip students
for a modern, ideal world: “I hope that it will ikethem stronger and more versatile and more
able to handle the 2century.” Similarly, Mr. Bentley noted the urggmaf shaping students
early for success in later grades and in life: ¥t is it that I'm doing in the third grade that
can help them out with that?”

Interestingly, both Mr. Bentley and Ms. Applegapmoke about the goals of their current
investment in children. Ms. Applegate offered:etBause if these children aren’t successful,
then really, we're the ones that are gonna hayaydor it, so why wouldn’'t we do what we can
to help them in order for them to be independedtsrccessful?” | took her statement to mean
that her investment was worth more as a teachausedt is indeed more expensive to see a
return on the dollars spent for prisons, juvengérdjuency systems, and law enforcement—all
related to academic underachievement—than thenretueducational investment (Darling-
Hammond, 2003). Mr. Bentley, on the other hand; gsigking up the slack for undereducated
children in a different, more majoritarian fashion:

| don’t want my kids to grow up being on welfadedon’t want my kids growing
up depending on the government, and then clainiagthey didn’t get the
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chance to get a good education, which is ridiculddg long as they come from

my classroom, as long as I'm their teacher, thegtvena get a quality education;

which will hopefully prepare them to deal with getta good job, and being able

to support themselves...and being able to understatd/ou have to work hard

to get where you wanna be. So there are peopl@atbavorking hard that are

supporting those that aren’t working hard, andju& not fair. So, all my kids

understand that you have to work hard to get whatwant. It's not just given

to you. So, that plays a big role in the way ttea

There are multiple troublesome strands runningugin Mr. Bentley’s oration. First, he
has a decontextualized understanding of raciakaldational inequity. Cultural racism and
institutional racism in education are entire sys@hoppression that negatively impact minority
student’s ability to compete equally in society aetf-actualize. Mr. Bentley is convinced,
however, that he alone is capable of reversingetidegp, endemic systems simply by teaching
one group of children at a time. He hopes to thestrip young students of color of any
“excuse” for not faring well as productive citizenshe notion of the “White knight” comes to
mind, and these strands were also prevalent iegheused ideologies of others. Additionally,
Mr. Bentley hopes to reshape society in such aagayp eliminate the number of his students
who are potential welfare recipients and those mlag inadvertently end up on welfare if they
are not remediated from their assumed “I care metdrk hard” mentalities. Mr. Bentley is
looking to reshape society, but based on feardhiBaninority and impoverished students will
one day become a financial burden on him.

Other teachers shared similar sentiments abonglsaviors to children in need of
salvation. Ms. Darling and Ms. Searle immediatidgned teaching to “God’s work” or charity
work associated with being Catholic. Also Ms. dordpoke of hailing from a long lineage of
people who “gave back,” as she had a grandfatherratn a soup kitchen. Ms. Applegate

described her parents as inviting racial otheditaer, which she referred to as “strays” or

“underdogs.” Having a father who coached inteaksports as a child, even Mr. Bentley
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conceptualized his teaching as both social transftion and charity: “You can offer
something. Charity. There is always someone vwdeala your help.”

Despite interesting and often self-conflictingions of how best to achieve social justice
and precisely what that “justice” looked like, thiite teachers in this study modeled democracy
as best they could at this juncture in their anistgourneys. Cultural deficit theories and
assumptions of welfare dependence notwithstaneach of these teachers actually understood
the social reconstructionist function of educatiéterhaps the role of teacher education is to
encourage white teachers to reconstruct sociegtbas contextualized understandings of the
multitude of deficits embedded in a racist, inegjlié society. Then, rather than seeking to
change culturally deprived families and studemtachers can embark on the task of reversing
the institutional and societal conditions that @lief in large part, why families and students face
race-based challenges to begin with.

What are the Life Experiences that Lead Whites dowm\ntiracist Paths?

In addition to determining how culturally relevamitite teachers conceptualize race and
whiteness, and how those conceptualizations manifeékseir teaching, this study also sought to
determine the life factors that most influencedbess’ racial and pedagogical ideas. Hence, |
posed a third research questidihat are the life experiences that inform whiteckesis’
conceptualizations of race, whiteness, and themnmitment to culturally relevant pedagogy?
Interestingly, teachers hailed from a variety ofkzrounds—some littered with overtly racist
experiences, and some whose racial encountersmane subtle—but all offered strong
common strands which help to account for their tigyeent as culturally relevant white

teachers-in-the-making. Each teacher in the shadlysome type of exposure to another culture
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via friendship or partnership with a minority, draugh their teaching experiences. With
exposure to a different life experience often cansedden or gradual recognition of injustice.

Exposure to a different life experience.All twelve of the white teachers in this study,
offered a litany of information about how they gadraccess to perspectives and ways of living
that differed from their own. As part of her reaoendations for inspiring more culturally
relevant teachers, Ladson-Billings (1994) suggeitatinew teachers spend time gaining insider
perspectives on Black cultures, different cultumeghe surrounding communities they serve.
The teachers here gained exposure and often dexttppathy for cultural and racial others in
their travels, friendships, mandatory teacher etiicdield experiences, and personal lives.

Ms. Underwood, Mr. Royal, and Ms. Jordan mentiothedimpact of their travels to
foreign countries as key experiences that enableh to broaden their white, U. S. perspectives.
Ms. Underwood noted that traveling infused wither,hat a very early age, that there were
alternate, equally viable ways of living. Accordito Bennett (2007), Ms. Underwood’s
ethnocentricity, or the false and uninformed betnsit one’s own culture is superior, was most
likely reduced as she realized the multiple waydahg things and conducting lives. Mr. Royal
and Ms. Jordan both speak Spanish. Mr. Royal gdickethe language on over 40 trips to
Spanish-speaking countries. His first visit camtha request of a friend who was from the
Dominican Republic. Ms. Jordan, a formal interoiadéil aide, also served as her school’s official
Spanish language interpreter. Seeing how polafiested the destitute in other countries helped
her to appreciate both the flaws and strengtheefJnited States.

Mr. Royal was one of many teachers who spoke oflgoting his field experiences and
mandatory student teaching in an extremely impsted, all-Black school. He would talk to

his co-teacher—a Black ex-military man and leadeghe Southern Christian Leadership
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Conference (SCLC)—about his experiences in segedgathools versus Mr. Royal’s in a
“token” integrated school in another state. Mry&aecalled: “Of course, we went to different
schools, ‘cause the schools were segregated. iHieg\&ke got yall’s old lockers. So hearin’
things like that that | was never aware of, it hadeffect on me.” Ms. Darling noted that she had
grown up in “suburbia, all white school, no Hispamil500 solid white high school” that was
very “Leave it to Beaver,” but experienced the ‘gbar” side of life as one of only a few women
in a male-dominated industry: “There were NO womkwas in a man’s world. It was dog eat
dog. | was a minority.” Both Ms. Applegate and.Merdan identified the lack of exposure to
words and the world, which constituted a majorat#ghce between them and their students
(Freire, 1970/2006). Ms. Applegate offered, “Theyhever seen the ocean. They don’t know
what sand looks like. They don’t know anythingiles this neighborhood, and it makes me
sad.” Ms. Jordan, former international workerpaisted life experiences she may have taken
for granted had she not realized their non-univigysa'So you know these are kids that have
never been to the beach. You know they have re@m in a diverse environment. I've spent
my life trying to better the lives of kids from téfent kinds of situations.” It is also worth
noting that Ms. Darling, Ms. Brighton, Ms. Fieldand Mr. Bentley all discussed mandatory
field experiences in minority schools as part @fitheacher education programs. While some
scholars argue that requiring white, monocultugathers to experience these schools might
either reinforce negative racial stereotypes osedhem to regress at a later point (Causey et al.,
2000), it is important to note that several teasloiied these required experiences as their first
meaningful, in depth, memorable encounters witls¢hwho experienced life differently.
Recognition of injustice. Teachers not only overwhelmingly cited the impoctaof

exposure to different life experiences as semiméheir development, but also the effect of
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learning about injustice as a result. Mr. Royat,ihstance, learned about inequitable school
funding by accepting a job in an all-Black schatlated near a private academy for whites just
down the street. Through overheard conversatibas all-Black faculty in the lounge each
day, he eventually realized the injustice that,&TWhites in that town had their own private
school, so they didn’t support the public schodalat So it was an eye-opening experience and
it probably did more to shape the main” ideas retdizout race. Ms. Darling shared a powerful
awakening to inequitable school funding that ocedigturing her student teaching: “I came
from white suburbia and didn’t have exposure tacBlehildren or minority children. What |
saw when | was going to teach these children wes&slthat were broken, not enough desks, not
enough books, holes in the ceilings where the Wilee missing, and I'm like not in this country.
Why is this happening in this country?” Ms. Dagliwent on to offer one of the most well-
conceived reflections on how her observations tgtkber ability to recognize racial injustice
and white dominance:

So this opportunity that these minority childrevéaever experienced or never

had, it's way beyond time that this country changesause | still have difficulty.

It's just been — what — 40, 50 years ago that tlaelBrace was not allowed to

drink at the same water fountain that | drank,tinshe same restaurant without

going into the back or at a counter. | mean, thst' hard to comprehend that this

stuff was going around when | was growing up.

Ms. Darling was even able to extend her recogmitibinjustice and disenfranchisement
of minorities to the corresponding enfranchisempnvjlege, and dominance of whites:
“Whites — we’ve been given every opportunity to e'wve had everything for the most part. No
excuse for it, really no excuse for it cawg@tes have been given every opportunity to sucteed

Ms. Jordan offered a personal anecdote abouteavinen a dear friend was treated

poorly according to her Blackness: “And one time, needed a ride somewhere...and we

asked that [white] lady, and she said no. She evoat give a Black kid a ride to wherever it
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was we were going. So those kinds of experierea/rimpacted me in terms of — I'm all for
fairness.” And finally, Ms. Applegate used her omarginalized status as a Jew, coupled with
what she had learned at her Hebrew school, to shs@cism in an endemic way, as well as the
systemic denial of opportunity for Blacks basedkobn their skin color and their inability to
claim whiteness as Jews could: “So | guess it dbel the same with the Civil War. African-
Americans were mistreated, same kinda thing. Bxfoep think that the Jews blended better
into society than the African-Americans as if tivegre slaves because they stick out a lot more
than the Jewish people do.”

In each of these instances and many others lé&m tleach white teacher in the study
could pinpoint a time in their lives in which thegt only learned of a new perspective, but
recognized the racial injustice belying those nantage points. This finding has implications
for multicultural coursework and how we might breadr at least expand it in teacher
education so as to offer white teachers more oppiiigs to recognize different life experiences
and to possibly learn of the injustices that oftbaracterize those of minorities.

Spiritual tenets guide understandings of race, whéness, and pedagogyOne of the
most fascinating findings of this study was thdamthat many teachers ultimately attributed
their commitment to racially diverse children torsoform of spirituality. Mr. Bentley
considered teaching a calling. Ms. Springfieleéfikd teaching to the priesthood and was very
clear that it either was or wasn’t for certain wnduals depending on their educational
predestination, so to speak. Ms. Searle plaintgchd'God wants me here,” and planned to stay
at her Title | school until she heard otherwises. Barling used her Catholicism and “God’s

work” philosophy to fully dedicate to children. M¥ordan and Ms. Underwood noted that all
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major religions shared similar tenets, and the nmpobrtant among them was to love your
fellow man despite his vessel. Ms. Underwood pbest when she said:

The Bible says people are a soul. Your body isweat houses your soul. So if
your body is just a vehicle to house what’s biggmed better, then how can you
say if two men fall in love or if a white woman aadlack man — if we’re such
beyond that, then it doesn’t even make senseathgament...So that’s sort of the
standpoint | take.

Ms. Prescott likewise explained the ease with wiioh was dedicated to her multiracial

students:

The basic thing, which is probably the root of whdo, is when | was
about 12, or a bit younger, | always questioned Wy on earth. My family is
religious, but religion is not it either. Religianjust something you do. That's
not why we’re on earth. So my question was why?

Eventually, | had to get the answer, but that pbdy affected my thinking
because if God accepts us, they why do we have sbthese barriers? So as far
as God'’s purpose goes, there’s two kinds of peoplearth.

The only ones He’s interested in is either JewS@ntiles. So a Gentile is
everybody who is not a Jew. It's very simple, ist? So it doesn’t matter what
kind of Gentile you are. You're a Gentile as far@od’s point of view. So that,
to me, is very simple. It's very clear. So I'mtiomthered by people being
different ‘cause God'’s not bothered. So why shdulld bothered?

When we consider the implications of spiritualdgisnguiding a good number of teachers’
understandings of race, whiteness, and pedagoggntee into an interesting realm of
considering how best to recruit and train futurdturally relevant white teachers. Feagin and
Vera (1995) have written about the importance otifing on and explicitly teaching about
common humanity if racism is ever to be overcome:

Multicultural training is not enough, for all Ameens must come to see

themselves as brothers and sisters. Every humag isen fact related to every

other human being; each person is at least atfifieusin of any other person on

the globe. One major step forward in the antitazasise is to integrate into all

US educational systems new courses on the onehaBshiomankind. (p. 184)

These white teachers seemed to grasp a largee, unorersal identity that does and

should transcend the limits of categorization basedace (Leonardo, 2008, 2009). A helpful
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function of teacher education might be to use rouiltiral education and globalization curricula
to further the humane understandings of those vahaod subscribe to spiritual tenets as a way
to recognize the need to value everyone, regardfes® socially constructed racial constraints
placed on them (Banks, 2004; Omi & Winant, 1994).
Implications for Teacher Education

We know from the demographic imperative that adégjy preparing legions of mostly
white teachers for increasing numbers of divergdesits is a pressing and growing mandate.
These data reveal both the challenging and promaspects of achieving that goal. First, all
twelve teachers in this study were “exemplary” edars in a variety of ways, albeit imperfect.
This study is, in many ways, both critical and “pibditarian” because it begins with the idea
that culturally relevant, antiracist white teachess and do exist. Conversely, this study also
reveals the challenges of combating the prevalehogjoritarian narratives and racist
ideologies even in the psyches of committed teacher

These data indicate a need for teacher educdtainst centered on revealing the endemic
nature of racism and white dominance, and oneitichtdes strategies for empowering students
in culturally relevant, affirming ways. Even thdsachers struggled with notions of cultural
superiority and had many racial “blind spots” (Getal., 2009; Wise, 2009) despite their
development as burgeoning antiracist whites. Hetheestudy helps to uncover a complex set of
implications for teacher education, which | discus€hapter 4. There | offer concretized,
programmatic, empirically based strategies to frrthe work of fellow teacher educators who
are also charged with preparing a majority whitekéng force.

The twelve white teachers in this study have ekdzhon journeys toward antiracism in

ways that can inspire other white educators tchécssime. Gaining insight into how they
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conceptualize race, whiteness, and culturally eelepedagogy has allowed us to consider the
holes, gaps, and necessary reforms in teacher walucost importantly, examining their
trajectories toward more progressive, multicultstahces—however nascent they may be—has
also given rise to concrete directions which otkeacher educators might follow. One teacher
quite adeptly proclaimed that in education andetgci'whites have been given every
opportunity to succeed.” This teacher’s proclaoratind profound understanding of this
country’s continued legacy of white racial dominamenpowers her to teach her minority
students to transform that status quo. Using tres@mmendations and additional research on
antiracist white educators with even deeper raciderstandings, as | do in the next chapter, we

might encourage others to embark on their own patlard antiracism.
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Chapter 3
The Making of Antiracists:

Understanding White Educators who “Understand” Whiteness in Education

As we move forward in our nation with increasingmoers of students of color and
white educators, we should consciously addressameitongstanding issues of educational
equity (Noel, 2000; Ladson-Billings, 2001). Thejondy of P-12 teachers are white, and so too
are most teacher educators (Zeichner, Melnick, &is®Gomez, 1996; Stenhouse, 2009). In
both these crucial spheres, whites continue toesasV'the racial group who does most of the
educating” (Landsman & Lewis, 2006, pp. 1-2). Wewdd, therefore, dedicate our best efforts
to determine how to educate white classroom teaasawell aghe mostly white teacher
educators charged with preparing them to meeteéleesof diverse students. Fundamental to
this task is examining how antiracist, culturakyavant white educators come to exist.

The study presented here constitutes the secstallment of a larger research project
aimed at increasing the number of white educatoeserersandteacher educators—who are
committed to antiracism, culturally relevant pedggand social justice. This research extends
an earlier study that examined the racial concéighatans, classroom practices, and life
experiences of a nominated sample of twelve wek#ehers (see Chapter 2). Participants in the
first study revealed the complexity of thought tisatharacteristic of white teachers who have
begun to embark on journeys toward antiracism. s€fdata uncovered that dominant white
ideologies about cultural deficits and decontexteal racism can coexist even in the psyche of
white teachers who simultaneously express commiigrterantiracism and culturally relevant
teaching (see King, 1991 for a discussion of “dysoous” racism). This study documents the

racial conceptualizations of a sample of well-knppublicly vocal white educators who are
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farther along in their trajectories toward antismei The scholar-activists— those who
intentionally use scholarship as a form of soc@ivésm—featured in this portion of the research
project move us closer to understanding how wliésdevelop more advanced antiracist
sentiments, which surpass those of the first samptgether, both studies lay out the terrain of
white educator ideologies and help to inform how gklection, preparation, and professional
learning of a majority white teaching force couklimproved.

The Case for Critical White Educators

Providing an equitable, culturally relevant ediarato all students is a persistent
problem, yet powerful promise. Ladson-Billings @B) has referred to the ongoing, systemic
denial of quality education to children of colorthe “education debt.” In stark contrast to
notions of the achievement gap, which describgsadgiises in standardized test scores, school
performance, grade promotion, graduation ratescahiege entry, Ladson-Billings boldly
renames this “gap” with a term that more aptly déss the historicized, cumulative effect of
grossly underserving children who are economiadibpdvantaged and primarily non-white.

As we consider the state of education for childmo are disproportionately Black and
Brown, we must also consider the racial backgroefritie largely monolithic group at the helm
of education, both in classrooms and in schookdotation. Even as we make fervent efforts to
recruit sorely needed teachers of color, we shalgd strive to optimize the preparation and
professional learning of the current white teachejority (Allen & Hermann-Wilmarth, 2004;
Futrell, 1999; Irvine, 2003). In fact, specifigalittending to the development of critically
conscious, antiracist, culturally relevant whitadieers can be an effective strategy for closing

the achievement “gap” and reducing the educatidn ld&g owed to students of color.
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It is important to establish, semantically, theafic type of critical white educator | seek
to examine in my research and inspire in teachecadn. Critical consciousness emanates
from the work of Paulo Freire (1970/2006), who wrektensively about effective pedagogies
for oppressed people. His work emphasizes the foge¢dachers of the oppressed—those who
experience subordinate positions in hierarchiaalistly ordered societies—to reach
conscientization, or an understanding that hegensaists (Gramsci, 1945/1995). Hegemony,
in its own complexity, requires a keen awareneasdbcial control and hierarchical domination
are not achieved by brute force, as in some fagoigrnance models, but by consensus,
consent, and what Kumashiro (2008) has termedsiection of common sense.” Thus, when
conscientization occurs, one recognizes and steggrgainst both the overt and subtle
sociopolitical forces that systemically thwart saé¢termination and optimal human flourishing.

In the first installment of this research projechite teachers who worked in severely
underfunded, mostly minority schools observed shatlents contended with lower quality
teachers, fewer resources, a fundamentally clasdigtation system, and cultural prejudice from
surrounding white communities. To varying degréeachers understood the challenges their
students faced as having less to do with their punported cultural deficits and more with
external factors beyond their control (see, fomeple, Irvine, 1990; Herrnstein & Murray, 1994;
Moynihan, 1965/1997; Wilson, 1985/1997). Theseheas had some awareness—or critical
consciousness—of inequitable school funding, tleegting white ideologies of their

contemporaries, and the unjust social conditftimst made it difficult for their students to thrive

% Some will posit that antiracist whites who haveealeped critical race consciousness should be degaas
ordinary, and therefore not constitute a laudable groapithconsideredxtraordinary. In future work, | will more
full advance my own views regarding the necessityetognize and draw hope (Freire, 1970/2006) fndrite
antiracist efforts even as we simultaneously idgtiiem as necessary and minimal in the struggledcial justice.
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Similarly, some whites have developed a critreg@le consciousness and have moved
toward a more antiracist stance as a result. lfoptirpose of this research, antiracists are
“people who have committed themselves, in thougttipn and practice, to dismantling racism”
(O’Brien, 2001, p. 4). As populations shift worldie and transnational borders become less
rigid, teaching will continue to become an incregby cross-racial enterprise in the United
States and elsewhere (Harding, 2005; Obidah & P&80; Spring, 2009). As such, | examine
the conceptualizations, practices, and life expesas of white educators who not only
understand race as being at the forefront of USatthn, culture, and life (Bell, 1992), but
actively work against it in their teaching and gdives. | am made hopeful by antiracist white
educators who resist the possessenvestment in whiteness, or the temptation to “rentae
to an identity that provides them with resourcesy@r and opportunity” (Lipsitz, 1998, p. vii).

In Chapter 2, | interviewed a nominated sample loitevelementary school teachers who
illuminated their teaching philosophies, motivatlifg experiences, and culturally relevant
practices. In the study presented here, | exanmtimedacial conceptualizations, reported
pedagogical practices, and formative life expemsnaf a smaller, well-known group of white
scholar-activists who adhered to more advanceda&igt ideologies.

We must take a proactive stance in preparing vddtecators who understand the deeply
embedded nature of racism, the importance of edurcet combating racism, and their role in
ending racism. This study, which examines theraci8t paradigms and pedagogies of white
scholar-activists who already embrace these clhgdigrallows us to embark—and hopefully
draws us closer—to fulfilling such a mission. Baidn more about this group of antiracist white
educators, | posed the following research questions

1. How do antiracist white educators conceptualize ratiteness, and culturally
relevant pedagogy?
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2. What are the life experiences that inform antirtaeisite educators’
conceptualizations of race, whiteness, and themmmoiments to antiracism?
3. How are antiracist white educators’ conceptualoatiof race, whiteness, and

culturally relevant pedagogy manifested in theported teaching practices and

scholarship?

Examining the life experiences that motivate acist white educators to reach higher
levels of critical consciousness helps to inforragbices that can be emphasized in teacher
education. This type of inquiry can improve theru&ment, selection, and preparation of white
preservice teachers who constitute an increasingrityain schools of education, Teach for
America corps, and many alternative certificatioogpams (Cochran-Smith & Zeichner, 2005;
Darling-Hammond, 2005; Villegas & Lucas, 2002).isltmy hope that by addressing these
guestions within a tradition of “expertise resedradn focusing on leaders in a given field to
learn more, we will advance teacher education lmpuering important elements to include in
the preparation of teacher candidaisavell aghe professional learning of inservice teachers,
all of whom are primarily white. By providing arin knowledge base about how best to
cultivate antiracist white educators who enacturalty relevant pedagogy, this study and others
like it can ultimately improve educational outconfi@swhite teachers and their P-12 students.
The Small World of White Antiracist Educators

Providing detailed, “thick, rich descriptions” dfd beliefs, practices, and critical
conscience-shaping life experiences of antiracistereducators is crucial to the field of teacher
education (Geertz, 1973; see also Merriam, 1988) studies are situated within a larger
research tradition aimed at unearthing what we kabwaut the type of educator we need in a
culturally diverse nation (Cochran-Smith & Zeichn2005). Importantly, | am augmenting a

small collection of literature that documents théracist beliefs and practices of educators in P-

12 classrooms, as well as those of educators weratein colleges, universities, teacher
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education programs, and public intellectual spateshis portion of my research, | broadened

the term “educator” to include scholar-activistsontot only play significant roles in influencing
students and teachers in traditional settingswhaise “classrooms” and “students” include an

array of public listeners.

Ladson-Billings (2005b) has contributed a great de what we know about African
American teacher educators—who, similar to teacbicslor in literature and film, are seldom
recognized (Bruckheimer & Smith, 1995; DeVito & La@enese; Giroux, 2007; Haines, 2006).
She conducted interviews with several renownedctiees of teachers” whose stories inform our
understanding of the life experiences that moticat@mitments to multicultural, antiracist, and
more anti-oppressive forms of education (Kumastdff0). Ladson-Billings (2005b)
highlighted the salient influences in the liveshef all-Black sample. In many of her
participants’ views, their own racial marginalizatiand the whiteness of their students and
academic institutions were significant in theijedories (see also Aragon & Akintunde, 2006).
Race and whiteness were key considerations folaprepteachers for diverse students, which
Ladson-Billings and her participants (2005b) coasid “important multicultural, antiracist,
feminist, democratic work” (p. 141). She providedndational information about the journeys
of antiracist, multicultural educators of color whinderstood the endemic nature of racism and
were committed to preparing a mostly white teacliange for racial and social justice.

Similarly, Gay (2003) explored a crucial aspecN@to and Bode’s (2008) admonition
that in order to become a multicultural educatoe must first become a multicultugzrson
(see also Paccione, 2000). She examined thediv@snultiracial group of educators to solicit
their best insights for improving teacher educaaad to document their “personal journeys

toward professional agency.” In her “storied reska(p. 4) Gay offered a collection of
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narratives that inform how multicultural educattake varied, lifelong journey®ward

advanced understandings of race and emphasizdohifitudinal nature of reaching critical
consciousness. Gay (2003) considered the trajestof multicultural educators as “paths” with
some degree of lifelong “unfinishedness” (CochramtB, 2004; Freire, 1970/2006; O’Brien,
2001). She also provided broader perspective @néhgroup of native, foreign-born,
linguistically diverse, racially varied individuatgvigated their vastly different cultural contexts
to arrive at similar commitments to racial equity.

Torres (1998) expanded the literature on renovanigidal educators and their paths
toward Freire’s (1970/2006) notion of conscienimaty using personal biographies and
dialogue to illuminate their trajectories. He meted their stories in the form ohgoing
dialogues to describe how his sample had incorpdrtdteir personal experiences into their work
on deconstructing education as a crucial sitedoras transformation. Torres’ contribution also
detailed the life experiences of a racially, cudtly; and linguistically diverse group of scholars
to highlight their motivations for selecting criticresearch agendas and teaching against a
hegemonic status quo. The author’s decision tosha sample of critical thinkers that included
mostly white scholars was deliberate and illusteatf two points. First, like Torres (1998), |
am inspired by prominent white scholars who adwéait racial and social justice in the field of
multicultural education, which is generally consebe“minority work.” Their presence
provides hope for what is possible in overturnirtgtessupremacy from within white
communities (Harvey, Case, & Gorsline, 2004). &edcbis work with a larger, but not
exclusive representation of critically conscioustedmoves us closer to parsing how such
antiracist white scholars come to exist, and mosgiirtantly, how we might nurture more of

them to build cross-racial coalitions and commuf(iityoks, 2003).
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Thompson and Tyagi (1995) also used autobiogré&phpyofile the antiracist progression
of a multiracial, multinational, multi-sexually ented group. In seeking “the stories behind
their antiracist politics,” these scholars purpgsetluded racial minorities and whites “in order
to counter the notion that people of color havaae while white people do not” (p. x). In so
doing, they documented a range of historical event$ural “border-crossings,” and experiences
of “internal outsiders” (those with transnationdgmtities in “foreign” lands), as fundamental in
shaping the antiracist trajectories of these vapeticipants. Their work moves us beyond
more traditional notions of antiracist activismsé@nce only, as opposed to a personal identity.

Kenway and Fahey (2009) even further extended whdnow of critically conscious
scholars beyond the national context. They preskeatcollection of interviews with six
researchers—half of whom were white women—who radnly adopted multicultural stances
toward US issues, but also global perspectivegsaarch, education, and antiracism. From
their work, we can better understand how some actiahcluding a fair representation of white
female scholars, come to identify and deeply urtdadsthe multiple axes of oppression in their
own contextsas well aghe hegemonic forces affecting the global terrain.

Feminist scholars are integral to the literaturdhow white women have come to see
themselves as racial beings and develop commitntenite hegemonic function of their white
identities. In her interviews with 30 white womémankenberg (1993) described the
construction of whiteness, white identities, anel tiechanisms by which her interviewees came
to acknowledge the importance of whiteness in tives. Many women cited elements such as:
“a history of dramatically unequal Black-white ridens...resistance to racism during the civil
rights movement...[an] all-white neighborhood, thesibility of a Black family moving into it,

and white neighbors’ hostility when they did so” 38). Stalvey’s (1970) autobiography
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detailing her trajectory toward antiracism as atevlwoman provided a similar account of the
vitriolic hatred whites routinely unleashed on nBlack residents of white neighborhoods and
the lasting impact it made on her. Her work aésd kignificant insight into the overlapping
structures of racism, sexism, and anti-Semitisthédevelopment of white women'’s racial
identities, which many of Frankenberg’s (1993) imitevees acknowledged as well.

In my earlier work, | extended the descriptiowdiite teachers’ culturally relevant
practices and experiences in multiracial schookswer calls from both Sleeter (2001) and
Ladson-Billings (1994) to fully document “what wafkwith racially diverse students. | also
addressed Cooper’s (2003) admonishment to mongduplore how “good white teachers”
come to adopt more multicultural beliefs. My foctiserefore, on therigins of the racial
conceptualizations, educational philosophies, dfettve classroom practices of white teachers
augments the work of these authors and the extardtlre on practicing white educators in
ways it has not been expanded before. This rdsedth white teacher educators and scholar-
activists also adds to a rich research traditiowlutes documenting their own journeys toward
more progressive, multicultural, antiracist undemstings (Griffin, 1977; King, 1971; Wise,
2008a). Additionally, my work deepens the existitgrature on white classroom teachers who
have used autobiography, memoir, and “autocritiquefocument their growth and increasing
race-consciousness (Landsman, 2001; Landsman &sl.@806; Marx, 2006; Michie, 1999;
Paley, 1979; Schultz, 2007). Teachers, teacharaolts, academics, and public intellectuals
who significantly influence the education of teashieave also used personal narrative to present
their trajectories toward antiracism (Gorski, 198®ward, 2006; Landsman, 2008; Sleeter,
2007, 2008; Mcintosh, 1990, 2001; Wise, 2008a)esEautobiographical accounts provide

significant insight into the antiracist progressafrwhites as individuals. They do not purport,
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however, to offer insight into the common experesand possible shared experieraa@sss
the trajectories of multiple white antiracists. uhthe extant literature base leaves ample room
for the study of commonality among the experierafasghite antiracists in general, and white
antiracist educators in particular. Addressing thitical gap was the intent of my own inquiry.

The scholarly contributions that came closesh&odims of my research were studies of
white antiracists that sought commonality, andame waysgcausalityfor whites’ antiracist
commitments. Feagin and Vera (1995), for instansed focus groups to interview several
whites who had participated in at least one aristgrotest event, including marches against the
KKK or demonstrations against apartheid. Thes@&mgists found that many of the participants
who had “taken a public stand against racism” §2)Jattributed their antiracist action to
significant events in their lives ranging from thewn marginalized status or close relationships
with dominated groups. In both Feagin and O’'Brsef2003)White Men on Racand
Thompson, Schaefer, and Brod’s (200&)ite Men Challenging Racistieir samples of white
antiracists were specifically limited to men. Ioth pieces, the scholars cited the generally
intractable and less common phenomenon of whitesnabrking for racial justice. For
example, Feagin and O’Brien (2003) conducted im&rs with over 100 of such “elite white
men” whose understandings of race were more preigeeand nuanced and offered valuable
insights into the experiences and identificatidreg bielped to dismantle the subtle and overt
racist ideologies characteristic of their group.

The work of Thompson (2001), O’Brien (2001), andivén (2010) also offered
invaluable insight into the antiracist commitmeaoitsvhite activists or whites who not only
expressed more advanced understandings of raciswele explicitly devoted to combating it.

Thompson (2001) interviewed nearly forty whites wiaal in some way participated in popular

84



or everyday struggles against racial injusticer $éample included a variety of whites from a
range of professions and was not limited to thdlkaged with education. Likewise, O’Brien
(2001) interviewed over thirty white antiracisterit two major antiracist organizations. Her
work, although again not limited to educators, jaled significant insight into the lives of
antiracist whites and their life-long, sometimedumus “paths to action” (see also Middleton,
2002). As in my own research with white classrdeachers, O'Brien (2001) was careful to
describe the process of unlearning racism as at&jongoing, and never-ending.

In his work with fifty white activists nationwid&yarren (2010) emphasized the
importance of fighting “for” racial justice verstighting “against” racial injustice as a chief
motivating factor for antiracist whites. He aldteoed several “seminal activist experiences”
that help to explain why some whites, who are mctims of racism in traditionally
conceptualized ways, come to act on behalf of Fpcstice. Warren noted that relationships
with people of color, moral visions for “purposéfiives, multiracial collaborations, and
impetuses to build new identities in multiraciahmounities, all deeply contributed to white
activists’ ability to “embrace racial justice” appmsed to “resist racial injustice.”

These contributions most closely mirror the resledipresent here, which deepens the
dialogue about white antiracism. My research, h@wespecifically relates to the origins and
antecedents of antiracism for white scholar-adsviis the powerful sphere eflucatior—not
just white activists writ large. Although whitesaupy an overwhelmingly large space in
education, the world of white antiracist educatord what we know about them is relatively,

and unfortunately, quite small.
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Methodology

The goal of this research was to understand ttialreonceptualizations, culturally
relevant teaching strategies, and life experietitatsmost significantly influence antiracist white
educators, that we might inspire more of them. fliseaim of the study was to use
autobiographical literature and academic scholprgharrive at a sample of white antiracist
scholar-activists who embody the type of exemplanite educator so desperately needed in a
multiracial society. Next, semi-structured intews allowed these well-known antiracist
educators to explain their racial paradigms, ggidieliefs, and formative life experiences from
their own points of view. These two data sourcekeApmenological interviews (Seidman,
2006) and the participants’ own body of autobiobregl literature and academic scholarship—
help to illuminate the antiracist trajectories ajte white educators.

Another goal of this research was to develop “dleunterstories” to describe each
educator’s path to antiracist activism (Chapma®,72@elgado, 2000; Dixson & Rousseau,
2006; Solorzano & Yosso, 2002). Ordinarily, coustigries are the untold stories of
marginalized people, which interrupt the racistugauo by countering majoritarian narratives
of colorblindness, meritocracy, and post-racigliy@Cuir & Dixson, 2004). According to
Delgado and Stefancic (2001), counterstories gépe@rve to illuminate what life is like for
those who are systemically marginalized. Hencentastories are about both substazog
storyteller. In considering, therefore, whetheites can tell counterstories, the answer is a
simultaneous yes and no. The stories of antiradige educators who have developed a critical
consciousness for issues of race and actively putgioverturning of racism do indeed confront

traditionally hegemonic white paradigms, which isracial function of counterstories (Delgado,
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2000; Solorzano & Yosso, 2002). We must bear imdnhowever, that whites are matially
marginalized, and can therefore only tell “alliexlinterstories.”

“White allies” are those who stand in solidaritythvpeople of color in challenging the
racial status quo (Tatum, 1994; Sleeter, 2007)e ddunterstories of white allies who have
developed a critical race consciousness illumihate other whites might embark on the
lifelong journey of assuming counterhegemonic whdamntities, or those that reject normalized
white supremacy (Leonardo, 2009). The allied cerstories of the antiracist white educators in
this study, therefore, serve as a “tool for analgzand challenging the majoritarian stories of
racial privilege,” which these educators activelierrogate or reject altogether (Solorzano &
Yosso, 2002, p. 32). In this way, their allied otarstories are powerful and necessary in the
struggle against largely unquestioned white dongeand persistent racial inequity.

Participants. The participants in this study include eight wiatgiracist educators:
Marilyn Cochran-Smith, Jane Elliott, Joe FeagirylRaorski, Julie Landsman, Peggy Mcintosh,
Christine Sleeter, and Tim Wise. These participavdre selected based on their notoriety as
antiracist whites, their extensive antiracist sahghip, and the degree to which they exemplified
antiracism in their writing, teaching, and life’®w. These white educators have significant
stature in the fields of multicultural educatiorddeacher education, and as eminent, publicly
antiracist intellectuals. To arrive at the ideetif sample, | was also guided by the following
selection criteria:

1. Explicit stance and scholarship in the field

2. Self-identity as educators

3. Introspection

These eight white scholar-activists were chosaedan the degree to which they had

formerly expressed their views on race, whitenasd,antiracism. Additionally, what
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distinguishes this research from previous studieghite antiracists is its explicit focus on

whites who deeply influence education in generdl@acher education in particular. Therefore,
it was crucial that each of the participants sel@dor this study identify themselves as teachers,
teacher educators, educatoran some capacity. Finally, these participantseaenstantly
engaged in introspective processes of naming aachbiguously describing the significance of
race and whiteness in their own lives. In theadsmic scholarship, personal autobiographical
accounts, ongoing engagements, and research tagscthe white educators in this sample had
made, and continue to make public their evolvingraleepening reflections on race. In what

follows, | briefly introduce each participant amtlude an accompanying photograph of each.

Marilyn Cochran-Smith is an endowed professor @mdwned teacher educator at
Boston College. This highly respected, outspoldmeate of social justice-oriented reforms in
education anteachereducation has written widely about the “good argd faaching” she
wishes to see in a current and problematic whaehimg force, as well as her own practice as a
white teacher educator who daily and admittedlygites with being a member of multiple
privileged groups (Cochran-Smith, 1995a; 2005; CaxatSmith, Davis, & Fries, 2004; Cochran-
Smith et al., 2009). In her piece entitled “UnaertAllies: Understanding the Boundaries of
Race and Teaching” (1995b), and in her single aathbookWalking the Road: Race,

Diversity, and Social Justice in Teacher Educa(®®04) Cochran-Smith has described not only
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the arduous task of preparing a majority white h&ag force for understanding racial equity
issues in schooling and society, but has alsoslglostantial insight into the long and ongoing
process of confronting race in her own life. CachBmith is also co-editor &tudying Teacher
Education: The Report of the AERA Panel on Reseand Teacher Educatid@ochran-Smith

& Zeichner, 2005), one of the most comprehensipents advocating teacher education reforms
that will prepareall teachers to challenge the racial and social clamditthat render schooling

unjust for students of color, English languagerieas, and other marginalized groups.

Jane Elliott is a fiery, no nonsense, fiercelyspoken antiracist speaker, diversity trainer,
and educator. A former classroom teacher, shegskmown for her groundbreaking Brown
Eyes/Blue Eyes experiment, which she conducted avithll-white group of elementary school
students in Riceville, lowa on the heels of theaasmation of Martin Luther King, Jr. Her goal
was to highlight the ways in which racism function®rder to inspire her children to struggle
against it. Her videos depicting the antiracigtreise with various groups are widely popular
and requested from around the globe. Elliottriscpient of the National Mental Health
Association Award for Excellence in Education baseder filled-to-capacity, internationally-
requested diversity trainings (Elliott, 2011). #wnch antiracist advocate, she has appeared

several times on television but once refused aeamce on Oprah based on the “watered

89



down” nature of the racial dialogue they request8te has also been featured as an antiracist
advocate with a keen understanding of race asteudéige social construct in Guy Harrison’s
(2009)Race and Reality: What Everyone Should Know abouBiological Diversity. Jane
Elliott is a rapid fire, quick-witted, articulat@saker who, now in her 70s, continues to battle

antiracism in her daily life and work.

Joe Feagin is a Pulitzer-prize nominated socistaind endowed professor at Texas
A&M University who quite literally wrote the booknowhite racism. His collaboration with
Hernan VeraWhite Racism: The Basi¢$995) is a renowned and heavily cited work in
multicultural and teacher education (see, for eXantpell, 2002). His scholarly contributions
are squarely centered on debunking what he hasdcalie white racial frame,” or the white
racial narrative in all of its deep complexitiegéigin, 2010). His pieceShe Many Costs of
Racism(Feagin & McKinney, 2003) ant@he Agony of Education: Black Students at a White
University(Feagin, Vera, & Imani, 1996), are just two of tmany works that highlight the racial
paradigms of whites as well as counterframing atjias used by people of color that best
exemplify how white dominance can asitbuld beabated. Feagin is also a veteran academic
who claims his role as an educator as his mostitapbidentity: “Teaching students is what |

enjoy most in life.” Over the span of more thanyéars, he has taught courses in sociology,
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cultural diversity, and race and ethic relationsagin, 2011). Notably, he teaches a “Racism
and Anti-Racism” course at his current universijis teachings and scholarly contributions to
the fields of sociology and multicultural educateme heavily cited, widely renowned, and well

respected in multiple fields.

Paul Gorski describes himself as an educatostaaind activist. He is well known for
his public rebuttals to racism and classism in RBhyne’sA Framework for Understanding
Poverty(1996), which is wildly popular among white teachar public schools. Gorski is also
the founder of EdChange and the Multicultural Rawil both dedicated to sharing materials that
contribute to “equity, diversity, multiculturalisrand social justice.” He is also a long-standing
board member and past president-elect of the Natissociation for Multicultural Education
(NAME). Many use his publications about multicuéiliteacher education—often aimed at
raising critical consciousness among white studeirisluding “A Narrative on Whiteness and
Multicultural Education” (2000). Gorski’'s own dessation, entitled “Racial and Gender ldentity
in White Male Multicultural Educators and Faciles: Toward Individual Processes of Self-
development” (1998), also provides invaluable ihsigto the antiracist, anti-sexist development
of white males, including himself. Gorski is als¢ongstanding ally for multiple marginalized
groups. His affiliation with the Association fore@der Equity Leadership in Education and the

National Organization of Men Against Sexism ill@sé his proclivity to take up causes that
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other men would not. Gorski is well-known for laistiracist work and preeminence in the field
of multicultural education and teacher educati@all as for his personal, public exemplar of
how members of dominant groups can successfulgtrepcial, gender, and class identities that

thwart social justice.

Julie Landsman is highly regarded for advocatiregriecessity of white teachers
critically reflecting on their own whiteness in erdo provide the education that all children
deserve. Her influential booR, White Teacher Talks about R42601) spurred my initial
guestions about how whites become inspired to neceuacism despite a lifetime of
socialization in racial supremacy. As a classraeather, Landsman was dedicated to teaching
“at promise” students in her area. She continodddch despite being physically violated by a
Black man as a young civil rights-activist and egh student (2001). Landsman exemplifies not
only the incredibleesiliencyit takes to heal from violence, but also to congimesisting racial
stereotypes and dedicate her life’s work to anrac Julie Landsman has also edited one an
insightful volume describing the complex relatiopsbetween white teachers and culturally
diverse students White Teachers, Diverse Classrooms: A Guide tédBig Inclusive Schools,
Promoting High Expectations, and Eliminating Racitandsman & Lewis, 2006). She has
written books about her own whitenes&rewing up White: A Veteran Teacher Reflects on

Racism(2008)—and has collaborated with other well-knawticultural scholars to produce
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an instructional video for other white educato&he continues to serve primarily as an
educational consultant for P-12 teachers, alwaytly addressing, and attempting to dismantle

racism among white teachers.

Peggy Mcintosh is perhaps one of the most wellknantiracist feminists of our time.
She is best known for her list of 46 white priviésgwhich she and other whites often enjoy
based solely on whiteness (1988/2001). Her serpieaks, “White Privilege: Unpacking the
Invisible Knapsack” (1989a) and “White Privilegedadale Privilege: Coming to see
Correspondences through Work in Women’s Studie88812001) are some of the most widely
cited sources in teacher education and multipldeméc disciplines in which issues of race and
whiteness are discussed (Gorski, 2010). Her wgrgaper on white privilege is also the highest
grossing publication from copyright sales at WedgdJniversity. A three-time Harvard
graduate, Mcintosh is the former Director of AmancStudies at the University of Denver and
the current Associate Director of the Wellesleyl€geg Centers for Research on Women. She is
also the founder and co-director of the SeekingcBtional Equity and Diversity (S.E.E.D)
Project, assisting educators at multiple levelsaking their pedagogy, curricula, and school
climates more inclusive. Peggy Mclintosh is oftea first-named authority on white privilege.

Her scholarly contributions are frequently refertedby her peers in the field, and each of the
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participants in this study specifically cited hewrl as being influential in some capacity. She
has also been described by Michael Eric Dyson (RG0Wther prominent academic and expert

on race, as “a pioneering thinker” in naming anglesing white privilege (p. 115).

Christine Sleeter is one of the most respectetréaist, multicultural teacher educators”
in the field (Sleeter, 2005). She is very well-wmofor the preponderance of highly regarded
and widely cited literature she has produced onemleiss and white teachers in education. Her
pieces, “How White Teachers Construct Ra@904), “White Racism(1994), and “Preparing
Teachers for Culturally Diverse Schools: Researaththe Overwhelming Presence of
Whiteness” (2001), for instandeave featured prominently in my own teaching amingate
widely in multicultural education courses. Heralanship is popular and oft-cited, and her
advocacy for the effective and targeted preparaifomhite teachers is seminal in multiple
fields. Her books, which includ@ritical Multiculturalism: Theory and Praxi€010) and
Multicultural Education as Social Activis(i996), along with her collaborations with co-autho
such asMaking Choices for Multicultural Education: Fivgpproaches to Race, Class, and
Gender(Sleeter & Grant, 2007) arideveloping Multicultural Teacher Education Currieul
(Larkin & Sleeter, 1995), all foreground race artiiteness in P-12 classrooms and in teacher
education. Additionally, many of the more thanatinpublished articles she has written on

whiteness, white teachers, and antiracist teadnie@lso considered pioneering. At time of
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writing, Sleeter is also the president of the NagiocAssociation for Multicultural Education
(NAME), which is “the largest professional orgartiaa focusing on educational equity and

multicultural education” (Gorski, 2010).

Tim Wise is perhaps the most recognizable anstamiblic intellectual and scholar-
activist today. He self-identifies as an “antisiawvriter and educator” (Wise, 2011) and
contributes almost daily to his high-traffic welesitwww.timwise.org. As a member of the
SpeakOut bureau, Wise is one of the most sougét-afitiracist presenters. With nearly 18,000
“fans” on Facebook, he is highly visible as a peipliesence and is popular among multicultural
educators, teacher educators, and general audialikes Wise is also a frequenter of the annual
White Privilege Conference and the National Confeeeon Race and Ethnicity, at which
scholars reiterate their stances on racism andehkd for antiracist action. Wise is especially
prolific, publishing numerous books includiSgeaking Treason Fluently: Anti-Racist
Reflections from an Angry White MgR008b) and his well-respected membihite Like Me:
Reflections on Race from a Privileged $2008a). When not featured in “viral videos” o$ hi
numerous public appearances in which he denounleiés racism and calls for social justice, he
can also be seen in a video widely-used among &aisc@ntitledColorblind: The Rise of Post-

Racial Politics and the Retreat from Racial EqR2910b; see also his book with the same title,
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2010a). Wise also makes frequent appearancesatsaal television program guest and can
often be seen on CNN, for instance, discussingdtamcident§” and his own antiracist views.
Whether male or female, in their 30s or 70s, omfieconomically privileged or working
class backgrounds, all participants in this stuéyeawhite. | did, however, wish to exercise
caution by avoiding any “essentialization” of theiniteness. As in Part | of my research, only
white educators wheelf-identifiedas white were included in this study (Dixson & Rseau,
2006; Lewis, 2004). In their autobiographical aguts or scholarly publications, each of these
participants had written extensively about thegntification with whiteness as an acknowledged
identity and enjoyed set of structured advantdgeaddition to being prominent antiracist
scholar-activists who are widely known in the feelaf multicultural education and teacher
education, it was their own emphasis on their wiags that greatly contributed to their selection
for this sample. Moreover, while it is true thattgors can construct particular narratives in
print, yet present themselves in ways that areradrdtory to their true character, these scholars
were also chosen for their self-reported falligilimperfection, and self-identified need for
growth. Therefore, one measure of their authdgtas white antiracist scholar-activists was
their willingness to openly declare or everhighlight their own blind spots, retrogressive
tendencies, and personal deficits regarding raeeg @t al., 2009; Wise, 2009). Their candid
and critical self-acknowledgements increase confiden their authenticity as people,
antiracists, and advocates for racial justice. dimgracist white educators in this study, both in
their writing and in their interviews, expresseditegion about having been identified as whites
who “understood” or had racism “all figured oufThus, in seeking to understand antiracist

white educators who “understand” whiteness in etloicait is crucial to remember that it is their

* “Racial incidents” appears in quotes because Wiseself would argue that racism is not locatedberaant,
situational, “every once in a while,” discrete etgenRather, racism is rooted in laws, norms, asttutional
practices that involve far more than a single pegper or a lone “racist” actor (see also Bell, 899
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own apprehension about their presumed “arrivalirdgacist whites that speaks not only to the
title of this piece, but also to their own notiafs'unfinishedness” as human beings (Freire,
1970/2006).

Participation in this study required being intewed once during a one to two-hour, in-
person meeting. Each interview was audio-recorttadscribed, and returned to the interviewee
with follow-up questions. Prior to their interviep had already identified works in which
participants offer detailed examples, personal gamknd information, or descriptions of the
specific formative events they found salient initideveloping commitments to antiracism. The
pieces in which they discussed such instances wgar@ to formulate questions that were
uniquely tailored to each interviewee. The inabasof their own literature also helped to clarify
answers givenuring the interviews and enriched the interpretatiothefr words. A table with
select examples of literature-based questionssgietifically related to the afore-written
experiences of each participant appears in Appelddas do further details about the
methodology.

In what follows, | report conclusions that emerdeun the data in hopes of presenting
findings that are useful in understanding the anist trajectories of a sorely needed group of
white educators. Findings are disaggregated lBarek question, with categories subsumed
under each section. The findings were robust amdel and each category was bolstered by
numerous examples from multiple participants. WMithe confines of the current work,
however, spatial limitations will only allow thedlusion of select, poignant examples.

Race in the Eyes of Antiracists
In my quest to understand how antiracist white athurs come to exist, the first question

posed wasHow do antiracist white educators conceptualizestaghiteness, and culturally
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relevant pedagogy a previous research study with twelve white @lasm teachers, the data
revealed that burgeoning antiracists often clingdtons of colorblindness while simultaneously
working toward a veritable state of post-racialilyhey also attributed some failures of minority
students and their families to subtlely acknowletigaltural deficits, but could also identify

“true cultural deficits” in systemic racism, whitey located in school structures, institutional
practices, and the white psyche itself. White heas understood the existence of racism but still
often conceptualized it in highly decontextualizedns and “individual acts of meanness”
(MclIntosh, 1988/2001).

In keeping with the tenets of critical race theawhat distinguishes the more advanced
antiracist white educators in this study (whengpased with those in the first), is the
fundamental manner in which they conceptualize,rat@eness, and pedagogies that
undermine deeply-rooted racism in US culture afeg-especiallyin education (Bell, 1992;
Ladson-Billings & Tate, 2006). These antiracistpressed thoughts about race and whiteness in
education that both echoed and extended the mogegssive ideas espoused by the burgeoning
antiracist teachers in previous research. An pHddiscussion of each major finding follows.

“Niceness has nothing to do with it”: Racism is fandational, institutional, and
intersectional. One of the most salient findings from the antirbwikite educators featured here
is their understanding of racism as foundationahahistorical formation and contemporary
function of the U. S. In his response to querlasua his thoughts on race, Joe Feagin offered a
reply that best typified the racial paradigms oihyaf the antiracist white educators. Feagin
begins by explaining “the white racial frame,” loiwn construction describing the all-
encompassing social framework that deepens ourrstagheling of the majoritarian racial

narrative. Feagin (2010) argues that stereotypessalated images of Blacks and people of
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color alone do not capture the totality of emotioredences, visceral connotations, imagined
features, or embedded roots of racism conjuredyupdothought or mere mention of Americans
of color. Similarly, Wallace-Sanders’ (2008) wark the concept of Mammy—the “creative
combination of extreme behavior and exaggeratetdriest’ (p. 5) of African American and Afro
Caribbean caregivers in collective American menarg the white imagination—illuminates
what Feagin aims to capture with the “white rafiame” by explaining the inadequacy of
examining images or objects in isolation in atteénmgto capture the total essence of a specific
type of Black stereotype—that of the archetypal mmgm

...both the historic and the contemporary interpretat of the mammy too often

isolate the image within narrow categories: ageadry stereotype, or as a

historic reality, or as an advertising trademarka® a visual subject. These

approaches reduce the complexity of the mammy’seplmvpresence in

American consciousness. (p. 3)
Both Feagin (2010) and Wallace-Sanders (2008)ssthesimportance of moving beyond
singular images, stereotypes, or lone concepts asi@hejudice in describing the degree to
which negative images of people of color are subcmusly and almost ubiquitously embedded
in the white psyche. Both scholars complicatentireguided beliefs and deeply rooted
pathologies that dominate the white imagination ewitective, historical white memory.

Feagin conceptualizes racism as a foundationastandtural underpinning of the U. S.
He notes that viewing racial oppression as abeoaatitside the purview of an otherwise
normal functioning society is not only historicalhycorrect and conceptually naive, but
inherently countervailing in his quest to see ttwantry live up to its democratic ideals.

You can watch the white frame from 1700 to today there’s more
similarity than differences. The same conceptsThamas Jefferson lays out in
his famous racist treatise section of Notes orStfa¢e of Virginia..there’s a

section 14 where he goes through all the racisitBdack concepts, and they're
still echoed by whites today. So the white framedry persistent and lasting.
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This is the kind of racial thing I've been studyisince | did my
dissertation. My racial analysis is getting eveeger, and | am trying to figure
out how the analytical concepts | was taught avblar are not adequate.
Prejudice and stereotyping as concepts, they'taralsut they’re not adequate
for making sense out of a racial system that'sesygt. These traditional
concepts tend to look at racism and racial diseration as tacked on to the side
of an otherwise healthy society.

The cancer metaphor is useful but it's inadequéfegured out that the
best metaphor is the house metaphor. [Draws aatiagSee Figure 1.] The US
racial system is foundationally racist, and the"b&ise” was built on that
foundation of racism. It's not like it's just agilem in our house. It's the
foundation. So you need more profound—you needeuis that go deeper into
the reality than just prejudice and stereotypes.

A fundamental tenet of critical race theory is tfatism is deeply woven into the fabric
of the U. S. (Bell, 1995; Delgado & Stefancic, 2D0OWhat Feagin reveals in his own analysis is
the full historical ontology of racism as an intki and foundational building block. He argues
that racism is not a cancerous illness or extgrradlem that is merely “tacked on” to the edifice
of this country. Rather, a system of structuremisra was present at its inception and continues

to ground everyday life and limit this nation. His own diagram, he illustrates his thought.
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<Feagin illustrates thaacism is the

foundationof the United States “house.”
Racial reforms come and go throughout
history, but the nation’s legacy of foundational
racism is never seriously addressed.

Figure 1: Feagin’'s Foundational Racism
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Akin to Feagin’s view, renowned teacher educatonsiine Sleeter refers to racism as
both institutional andhstitutionalized. Her assessment is that racism permeates everytadpec
US culture, particularly education. In additiontihe multiple levels on which it functions, she
notes that racism has been institutionalized infigabistructures, fixed mindsets, and even the
physical divisions of space here and elsewheresciili@ng her own conceptualizations of race,
as well as the task before her as she educates tghithers and white people, she notes:

[W]hen I'm teaching multicultural education | dtad off with race and racism.

I'll start with trying to pack institutional racisimoth in the broader society and how
it's reflected in the way schools are structured arganized and the impact on kids
and communities.

[A]nother way of understanding the institutionalibn of racism is.in 1995 |
spent three weeks in South Africa. | had heardibhpartheid but actually seeing
the physical division of space with completely umgldand and resources, just
seeing like the Black townships...then this big noim#and between the Black
townships and the white areas. And then withc¢load of charcoal smoke hanging
over the Black townships because they didn’'t haeess to electricity. It's that
visual image of the institutionalization of racisit’s powerful.

In each of these, and quite dissimilar to the bargng antiracist teachers studied
heretofore, Sleeter moves beyond the more topmadms of racism as an individual problem
suffered occasionally by people of color to a mateanced understanding of it as institutional,
institutionalized over time, and structured throoghsociety. Similar to Feagin’s white racial
frame—which he developed in response to the inaatgqaf the isolated concepts he had
learned—Sleeter also lamented the shortfall of ingwacism in individual, psychological
terms. Writing about her own work with white teachand how they frequently construct race
in primarily individualistic terms, she explained:

To ‘solve’ racism by educating whites is to loceteism mainly in biased

individual actions, which in turn are assumed @nsfrom ideas and assumptions

in people’s head: prejudiced attitudes, steregtgipd lack of information about

people of color. A psychological view of racisnsasies that if we can change

and develop what is in the heads of white peopky tn turn will create
significant changes in institutions. (2004, p. 164
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Sleeter would prefer that white teachers constacz in ways that locate oppression in
systems that continue to reproduce racial inequitighe also partakes in a more structural
analysis of race, which “focuses on distributiorpofver and wealth across groups and on how
those of European ancestry attempt to retain suggnvhile groups of color try to challenge it”
(p. 164). Both Feagin and Sleeter conceptualigesmain drastically different terms than the
white teachers | previously studied, and the mahigesteachers both Sleeter and | encounter in
teacher education programs (Sleeter, 1995). Wdgsrates these antiracist white educators’
paradigms from those of white teachers who constage in largely individual terms is their
fundamental comprehension of racism as deeply eddaenh the historical and contemporary
institutions that govern society and maintain legsof white power.

Another teacher educator, Marilyn Cochran-Smitgsatibes her own conceptualizations
of racism in terms of “a bigger, institutional,sttural view that is ever deepening and becoming
more nuanced. Most importantly, she mentions Apaftheid schooling” (Gollnick & Chinn,
2009; Kozol, 2005; Orfield & Lee, 2004) experienogbere white students in her high school
were clearly and disproportionately tracked intadmanced college-preparatory curriculum at
the expense of Black students, who were just astimoretalented and deserving (see also
Oakes, 1984, 1992). Cochran-Smith spoke aboutdsrhigh school realizations in these
words:

[T]hat built on what | had seen in my own high schand in my own

experience...a way to make sense of what | was sesisgmething systemic and

something structural and something institutiona historical. Not just about

what'’s fair, what's not fair, who’s nice, who'’s judiced, who'’s not prejudiced.

But this whole bigger understanding of the racadizociety in which we live and
the whole socioeconomic history of racism.
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In these terms, Cochran-Smith explains her own siefrracism not in individual terms or based
primarily on the “niceness” of people or the “fags” of situations, but in terms of the
structural, socioeconomic, and historical forces trave colluded to produced a wholly
“racialized society.” Further, in her own work wimostly white student teachers who were
learning to teach for social justice, she conclutias bringing her own students—and most
importantly, theirP-12 students—to similar conclusions about strattacism is imperative to
her purpose as a teacher educator:

[P]art of learning to teach for social justice tisuggling to make visible and

explicit...the inequities of society and the insidmtal structures in which they

are embedded. To do so, student teachers encarniga thinking about

information, texts, and events; openly discuss esmeracism, equity and

inequity, oppression and advantage; and work agtiassocial, organizational,

and structural arrangements of schooling and sothet perpetuate inequity.

(2004, pp. 78-79)
Here, Cochran-Smith describes her own structuesd\af racism and her intent to teduoér
students, and correspondinglyeir students about racism in similar institutionatrier

Peggy Mclintosh also expounds on racism not juatsisgular hegemonic force, but one
that is located in “power systems,” and deeplyraxtéve with other forms of oppression. In her
interview, and in what is perhaps the most famouseton white privilege—"“White Privilege
and Male Privilege: Coming to see Correspondetioesigh Work in Women'’s Studies”
(1988/2001)—Peggy Mclintosh explains her own undeding of the “correspondence”
between racism and sexism. In a retelling of imee with male faculty members with whom she
was working to render university curricula morelusive of women, Mcintosh describes her
revelation that individual actions and personatémess” has absolutely nothing to do with

racism, sexism, or any system of power. She redsdwer experiences with these “nice men”

alongside her own experience of working throughuaations from scholars of color that white
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women are oppressive to work with. Her words réetreaearly assemblage of her now
famously well-developed conceptualizations of haaism, sexism, and multiple axes of power
function at levels that far exceed the limits afiindual “niceness.”
| had in my mind:Are these nice men or are they oppressive men?
Because | knew they were nice. But | also feltas oppressive when they said
[women] were extras. | didn’t know how to judgeske men. Are thayicemen?
But they say those oppressive things. And | thbligpad to choose. At

that time, my consciousness was such that | tholuggad to choose: either they

are nice men or they are oppressive men. Eithe&ad then | suddenly

remembered | had read two essays by African Ameraamen who said, “White

women are oppressive to work with.”

At first | was quite offended to read those essdythink we’re nice. And
then | especially think we’re nice if we work wittiem (slant). And | thought,
“Oh, that’s not very nice, is it?” Maybe nicenéss nothing to do with it.

I've got these two things confused. These men s&id, “[W]omen...are

not foundational to the discipline”—these are men. They don’t realize what

they’re saying. And it's not their fault, and ni@ss hasothingto do with it.

In these indelibly linked recollections, Peggy ktoish describes the temptation of many
whites to locate racism in “individual acts of meass” (which are her words; 1988/2000) and
contrastingly, in individual “niceness.” Such was common tendency of some of the white
classroom teachers | studied earlier. For Mcintostism and sexism manifest themselves in
deeply imbued power systems that permeate evegyfftom epistemological assumptions, to
curricular canons, to progressive social movemgr@siselves (see, for example, Delaney, 2010
for a discussion of sexismithin the civil rights Movement). In her own introspeetiaccounts,
Mclintosh adeptly disentangles the temptation tingefacism, sexism, and other forms of
oppression by the words and acts of individuals veeemingly, can and must be characterized
as either nicer racist—niceor sexist—as opposed to locating oppression in widere broad-
spanning systems of power.

Mcintosh illuminates the vital ways in which aatiist white educators conceptualize

race and whiteness in education. She identifieismaas a multifarious, overlapping system of
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power that is foundational, institutional, and msttional. She also brings to the fore the
deliberate invisibility of these systems, which reakheir recognition even more difficult for
whites who are taught not to see them (1989a).isReis at once ubiquitousnd veiled, and
those who propagate it are privilegaad oppressive even if they are “nice.” From her own
deeply personal deliberations about whether indiisl or groups can be simultaneously nice
and oppressive, we can glean, just as she didwtiete racism and the white privilege are
concerned, “niceness has nothing to do with it.”

“All these big white males made all this history’The mis-education of white people.
Although the antiracist white educators in thigdgtaould clearly identify the ways in which
systems, structures, and even their own careestiracism afforded them advantageous
opportunities and white privilege, they also readitknowledged the gross “mis-education” they
and other whites suffer as a result (see Wood<288/2000 for the origin of the concept).
These white educators could specifically pointacism in education as fundamentally
devastating in their own schooling processes, atiimg short of tragic for all white students.
They routinely referred to curricula as strangelgomplete, based on “fantasy” and “white
mythology,” and constitutive of a “lie.” Participts used the terms “poison” and
“imprisonment” to describe the distorted human rdand crippling view of the world whites
often come away with as a result of Eurocentricicula and white supremacist schooling.

Jane Elliott explained her own mis-education yi#ission and disdain. She suffered a
mis-education from her formal education along viigin parents—who, as Mclintosh has pointed
out, were also taught not to see white privilegthair own schooling (1988/2000). She
explained the source of her anger by describingrigreducation in these terms:

| had been lied to! They sold me a bill of gotiukst everything good that
was ever done was done by white people! They [amgms] never confronted
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the education system. They were old school: yaiewed what you were

taught...and you don’t argue with the teachers.
You teach that lie. You do it in the classroo¥fou teach all those lies.

You force them to stand up and say the pledgelegiahce with the words

“under God” in it in a country in which we have aegtion of church and state.

You teachthatlie. And you keep teaching all this good Ameritéstory, which

isn’t American history. It's Americahysteria. It's Americanmythology.And in

order to pass the test, they've got to regurgitzaé lie.

And then you say to yourself, “Well, we aren’tazist nation. We have a

Black president in the white house.” Yeah. Sopteavho say we aren’t a racist

nation are lying.

Throughout her lamentation of the unquestioningicance to school teachings by her
parents, as well as the “bad bill of goods” she Ieh sold at home and at school, Elliott
illuminates white cultural dominance and the pefiteaching outright “lies” that offer an
incomplete, contradictory, unfailingly “mythologitaiew of the world. She adamantly resents
the “lie” that both she and her parents were |ebeiceve by being schooled in a country where
its racist roots are hidden, whemely white males feature prominently in history, andeveh
white normativity reigns supreme. Her parents, paxdicularly her father, helped propagate
what was taught in schools and peddled by a dorhimhite society: that white males are the
makers and keepers of this nation. She notedstieatlid not realize the depths of her own mis-
education until she went to college, at which peim felt particularly duped and disadvantaged
by both the racist education system she had jystresnced, as well as the same lies her father
had come to believe as a result of his own mis-atiuc:

Until I went to college, | didn’t argue with my far. [W]hen | got in college ,[l]

started arguing with my father because we’d helutthia: “All these big white

males had done all this exploring, and all thisaoN®ring, and all this inventing,

and made all this history, and had done all theaedband wonderful things...”

It was not until college that she was able toyfgllasp the level of curricular

incompleteness and historical fallacy she had liegas a white student studying a white

dominant curriculum. In her adult years, she reakral progressive works that “backfilled” her
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knowledge of American history, but she spoke offifecess as totally unnecessary had she
never been taught the “lie” of white male-centristbry to begin with. She went on to explain
that such a curriculum handicaps everyone and ‘isops” white students in particular. Nieto
and Bode (2008) have argued that every curricutifrelevant” to someone’s culture. Here,
Elliott acknowledges the US curriculum as indeedlttaally relevant’—that is, relevant to the
culture, perspective, and dominance of the whitenstieeam.

Peggy Mcintosh also described the US curriculurpaaicularly “poisonous” and
“damaging” for everyone, but especially for whitedhe contends that whites are severely
limited by an educational “system of power” thdsély and unnecessarily confers racial
dominance on their group. She first describesolar schooling experiences—both in her
college days at Harvard and as a professor atwsataiversities—where she came to realize the
lopsided nature of the “all white, all male curtioon.” She begins by recounting her experiences
with “womanless” curricula and laments that theyanlrricular figure she could identify with
was the poet Emily Dickinson. She goes on to descthe “mis-education” of her college
students at the University of Denver, who were &vaiy helped along in acknowledging the
hegemonic tones of history in their own curriculland came to develop realizations that
“history is versions.” Unfortunately for white stents, the “version” of history that is taught
panoramically in P-12 schools, universities, andicular canons never serves them well. In
fact, such a mis-education “poisons” and “damagiesin greatly.

Well, first | should say I taught for about 20 yeavithout understanding
that | was white, without thinking consciously aboace and ethnicity. So it was
an all white curriculum...without seeing that.

And then | began to get restless at the Univerdityenver. | got restless

with English—because it left too much out. | i@stless with women’s studies

because it left too much out. Then I felt resti@h ethnic/racial studies

because it left too much out. It left out the womeahe women's studies. It left
out—everybody wawhite
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[H]ow do these versions of reality take over oues and keep us from

doing well racially, gender wise, class wise, natwase, in our physical bodies,

in our mental states? How do these inherited opssof reality interfere with our

decent development as human beings?

Because the damage done by the belief systemthartdings you're

taught is enormous. It was news to me that | lehlfed a series of poisons, but

that’s really what the school curriculum did. dges yoipoison It says most

people don’t really count...And poor people got taly because of their

defects. And all those things—that poisons thednaind the soul of the student.

Mcintosh repeatedly refers to an all white, allendistorted curriculum as one that
leaves everyone incomplete—including white studehkter own trajectory toward antiracism
involved the gradual and difficult realization thhaistory is versions,” and the curriculum as it
stands leaves almost everyone out. That is, emergacept white males, who surely did not
make all history. Like Elliott, McIntosh uses tesiiike “poisonous” and “damaging” to describe
the incredible inaccuracy and incompleteness of éAocan history” and its teaching.

Both Jane Elliott and Peggy Mcintosh are conceatmalit the mis-education of white
students and its effects on them. They arguevthdé¢ the current curriculum is indeed relevant
to the culture of whites, and white males spedifjc@ serves no one well-especiallywhites—
who continue being fed such “poison.” These aaita pinpoint the holes, deficits, and
altogether fallacious aspects of their own “mis@adion” and acknowledge the senselessness of
continuing with a system of education and publgcdurse replete with this pro-white pathology
(Wise, 2006). Indeed, as Elliott suggests, “A#tsh big white males diabt make history,” and
these continued “white lies” reveal the deeply dgimg function of mis-education in this
country.

“Whiteness is nothing but oppressive and falg€br white people) The antiracist

white educators in this study have discussed tb& db joy, psychological well-being, spiritual

health, and wholeness suffered as a result ofmaci&/hile mis-education in a white-dominant
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education system may rob whites of truth, thes@qieants also posit that whiteness itself robs
whites of much more. The burgeoning white teachrePart | of this research recognized the
retrogressive aspects of white people, such asittahility to function in a diverse and changing
world, their focus on materialistic items and indival progress, and their overall ineptitude at
comfortably living and learning alongside diversople. In other words, they were able to
recognize the pathological nature of racial xendydnowhich is predicated on a social construct
rooted in “hoodoo science” and arbitrary phenotgpaategorization (Gould, 1981; King, 1997,
Leonardo, 2009). The white classroom teacheisasdid, however, clung to some notions of
white superiority based on their thoughts aboutékel of care white parents were assumed to
exhibit with their children compared to the defititged families of students of color. What
separates these antiracist white educators frogebuaing antiracist teachers is their view that
whiteness offers far less in return for what ietgdrom whites. Roediger (1994), Towards

the Abolition of Whitenessjrote, “it is not merely that whiteness is oppressand false; it is
nothing but oppressive and false” (p. 13). Theracist whites in this sample understand it as
such, and they too see whiteness as nothing buesgipe, false, and a formidable culprit for
why whites will never fully thrive as humanized hgs.

Julie Landsman offers her thoughts about why raesthwhiteness are detrimental to
the health and well-being of white people. In temponse, one can sense the deep sincerity, yet
unreserved urgency behind her words.

Oh! [ think it's [whiteness has] a huge psycldogt]—If you were in

denial of racial differences, | think you’re neweming to terms with the way this

country was formed and the way white people hawtonly here, but in Europe,

colonized other people, enslaved other people gheted genocide on natives,

you know, in their form of it on slaves.

| don't think you can live a whole, joyous existerin the world if you do

not take this in and understand it and accept doautles. Because then, you're
fighting the truth at times. And that’s a lot ofezgy...
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And | find the other kind of anger, the anger able groups, that people
stereotype or whatever, that kind of anger, peapeeally unhappy. They hold

that and they'’re really...And so | think it's psychiealth for white people and for

the country that someday we haveuth in reconciliation.

In her reply about the “psychic cost” of racism anqholding hegemonic whiteness,
Landsman describes her rationales for being a velmtieacist: the restoration of joy, the
elimination of fear, and the advancement of peacepaogress. She begins by describing the
incredible loss of wholeness and joy that whitasesuder when they partake in racist paradigms.
She notes that striving for racial equity keepswieole because she is not living a life of denial
or fear. Because she has acknowledged the wayliah our history and present include racial
domination and degradation, she understands theuman record and is equipped to avoid
history’s repeats. Landsman also acknowledgew#sted energy that whites must expend by
“fighting against the truth.”

Tim Wise made very similar points about how prigéeand a false sense of white
superiority robs white people of their individuaaze, and whole societies of their collective
potential. He described how “weak” white privilegmders white people, and how
unnecessarily unsettled they can be about racihkte” making gains on them.

That'’s the problem with privilege. It can makeuysnft in a way. So to

me that’s a pretty good reason to want to overthemaystem that really produces

insecurity. Even as it produces great advantagani produce this level of

constant fear. You know, Satchel Paige used taydway, “Don’t look over

your shoulder. Something might be gaining on yo#irid he has a point.

Gore Vidal said something like, “Every time a gdodnd of mine

accomplishes something, a little piece of me di¢$dw isthat supposed to be?

That hagyotto be a privileged voice speaking. That has gdietthe voice of,

“If you get what I've got, then the value of whatd got is diminished.” And

that’s asick pathological mentality that will kill you or makewy sick and

depressed and unhealthy if you indulge in it far kang.

Here, Wise expresses many of the same sentimghisnasman about the ominous

nature of clinging to hegemonic whiteness. He sithat partaking in a false sense of
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superiority makes white people less able to cole thie advancement of marginalized groups.
He also addresses the sense of “fear” that unrexigsaundates whites by constantly feeling as
though they have to “look over their shoulders$éa who is gaining on them. Whether they are
concerned about the diminished value of their prsgias whites, or that they will no longer be
able to claim all important accomplishments singulas their own, Wise is adamant that
accepting the myth of white superiority hinders t@kiin very real, very irrational ways. For
Wise, “not indulging in whiteness for too long” @sts of nothing less than acknowledging the
pathological nature of whiteness—fwhite people.

Jane Elliott also spoke about the consequencebsicsibing too strongly to a false sense
of white superiority. She was adamant about the@nahat whites are oppressed by racism
themselves:

“Oppressor” is the wrong word. Because “oppressare being

oppressed in order to oppress. White people app@essed by racism as people

of color are. And they don’t realize that as l@sgt's happening to somebody

else, they are having to cooperate with it sohppening tahem. They don’t

realize that.

They don't realize the harm it's doing to theirroehildren. When white

people realize that their children’s experientiatkgrounds are lessened and

imprisoned by racism...When white people realize their children are as

encaged by racism as children of color are, whew #iart realizing that, then

white people will try to put a stop to this.

Akin to the Freirian (1970/2006) notion of oppriess Elliott illustrates a fundamental
grasp of the simultaneous dehumanization that sagben one group oppresses another. Here
she demonstrates her understanding that racidtiigesvare just as disenfranchised by racism as
people of color, albeit in immensely different wayghe explains that in their racial dominance,

whites have to surrender a portion of their owncpsyogical freedom by being “encaged and

imprisoned by racism” as well. The challenge, sbees, is to bring this reciprocal
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dehumanization to the fore for whites, who mighrthvork against racism as a liberatory act for
themselves.

Similarly, Joe Feagin has described the bindingteritical” life of whites and the
unhealthy toll it takes on them. He conceivesntiy¢h of white superiority and the reality of
white racial oppression as a slow killer of ouriort(or at least a serious inhibitor to our
progress) as well as an unnecessary source offfadissonance in the lives of white people.
He explained the incredible burden of living suctgpocritical life” in these terms:

So if you talk about whites generally, for allus it should mean not

living a hypocritical life. Whites who say theyliawe in liberty and justice for all

are usually hypocritical. [W]e're living as hypdes most of the time. If you as

a white person do start living by it, and help lrdawn the racist system, you get

the huge personal payoff of moral integrity in negeo liberty and justice values.

Most whites and most other people know at somel iéthey’re not living

up to it. You have to use a lot of things to regrthat liberty-and-justice frame.

So one huge payoff for whites doing antiracism se@ase of doing what'’s right,

and just as much as you can. So you get a semseraf integrity from it and of

honesty. You have to kind of live a dishonestififpou don’t work against

racism in this country.

Like many of the participants, Feagin notes tloeadible effort it takes to live a
“hypocritical” life and to “repress” what many whipeople know, but often refuse to admit
regarding this nation not living up to its demouradeals. Tatum (1997) has argued that racism
is both passive and active. She puts forth thdividuals—particularlywhite individuals—are
passively racist if they are not actively antiraciBeagin extends her argument by noting the
“huge personal payoff” and worthwhile benefit ofiae antiracism. In Feagin’s view, whites
stand to gain a better sense of “moral integritgSdd on the alignment of their ideals with
working toward those realities. For him, the gashpursuing antiracism for white people far

outweigh the costs of maintaining the “racist Amatiin which too far many whites

hypocritically reside.
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Finally, Paul Gorski describes the deleterious@# of whiteness not only for himself,
but for his father, who demonstrated overt racisroughout his childhood. Gorski explained,
with palpable sadness, the loss of joy his fatlkenwlified: “I remember interpreting my dad’s
racism as almost like a cancer within him. It jpsémed like, he can’t possibly be happy...He
was so xenophobic.” Fortunately, Gorski was latde to use his observation of his father in his
own antiracist development, but the lack of fuleslife that his father missed out on was not
lost on Gorski. He remembered that racism waslgelmaging emblematic of the destructive
force it is for many other whites.

In a compelling manner, Gorski further describésteness as “nothing but oppressive
and false” in rather sophisticated terms. He arplthe oppressive nature of racism, classism,
and consumerism, and how they collude to rob himeason and ultimate fulfillment as a white
person and multiply situated white man.

There’s a socialization process that goes on @atisumer culture. How

do | benefit from being white? | benefit econonliiceand also I've been

socialized to basically trade every bit of my dpiai well-being in order to

participate in that, right?

If ’'m socialized to think that [consumerism] isyrgoal, then I'm

supposed to spend my life striving for the accutimteof stuff. [W]hite people

who understand, develop some sort of understandihgt I’'m being suckered

into this by a system that is, for a vast majooityvhite people, oppressive. It's

oppressive financially. It's oppressive spirityall

For white people who can step back and see, wait,a second, is this

really giving me what | need? | this really fdifilg me spiritually? [A]t least

that’s what it was for me. Starting to come t@alization that | might benefit.

But | benefit in a system that is destructive ta Mot in a system that,

ultimately, is good for me.

Here, Gorski describes his progression of undedatg whiteness first as a system that
has real and valuable benefits, but ultimatelyrestbat undermines him. He explains that by

participating in a racist system in which he isditioned to believe that he has more in common

with Bill Gates based solely on his whiteness—agsospd to Gate’s secretary, whose class
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status and struggles might more closely resemBlewn—and by coming to value things more
than people, Gorski (alongside all whites) is fdrte trade his “spiritual health,” sense of
reason, and mental well-being to collude with sadystem. By coming to understand systemic
white advantage as an elusive form of economicagtgbion, coupled with the realization that
valuing consumeristic tendencies hinders his welres a person, Gorski arrived at a firm sense
of conscientization about whiteness. What he exadhytdiscovered is that while whiteness
indeed confers economic and psychological bendfilmes not serve the totality of his interests
as a white person and human being. Gorski has tornederstand—and can adeptly
articulate—that “it is not merely that whitenes®gpressive and false; it is nothing but
oppressive and false” (Roediger, 1994, p. 13).

These participants in this study extended whabthigeoning antiracist white teachers
began to identify, but did not fully articulatehat whiteness is fundamentally destructive to
whites. These antiracist white educators part foomgeoning antiracists in that they fully
comprehend that whiteness will never benefit whitesays that compensate for that which it
takes from them: mental health, moral integrityd apiritual well-being. We must remember,
however, that in any serious racial project aimedegaonstructing racism, the focus on how
racism harms whites is simultaneously necessarpestilematic to address. These scholar-
activists, in many ways, embodied the nuanced mannghich antiracist whites must first and
foremost address how racism affgqoepple of coloand subsequently, how it affects
themselves. It is a difficult and delicate balatastrike, as all oppression involves both the

oppressed and the oppressor.
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But how did you gethere? Mapping the Journeys of White Antiracists

A key aim of this research was to examine thed¥periences that help to explain how a
group of staunchly antiracist white educators hayae to espouse their beliefs. Thus, | posed
the following research questionVhat are the life experiences that inform antiraeibite
educators’ conceptualizations of race, whiteness, their commitments to antiracismidme
and time again, the participants in this study réohgping, dissonance, or experiencing the
violation of a moral, ethical, or spiritual ethagsgerminal in their antiracist development. Many
of them also cited deep, emotional devastationpamsgonal, physical separation—based on
race—as having painfully memorable, yet lastinduigices on their lives. Interestingly, these
white antiracist educators valued their close figimps and connections to racial and ethnic
others with whom they seemed to enjoy equal stdtymon closer examination of their
relationships, however, these white educators wiea “patiently re-educated” by the
“Americans of color” who actually taught them maigout race than they ever would have
discovered on their own. Hence, these white edusaeem to have engagedubordinate
statusrelationships in which they were not and did nohdnbeing the person with the least
amount of racial and cultural knowledge. Finalhgse antiracists also discussed being greatly
influenced by white exemplars or gaining more séficacy about their ability to fight racism
based on their own mastery experiences or thosthefs (see Bandura, 1997; Morris, 2010).

“I don’t see why the serfs stood for it!”: Duping, dissonance, and the violation of an
ethos. Repeatedly and robustly, the participants in thim@e cited numerous occasions of
experiencing the “ridiculousness of racism” in wlyat made no sense to them. In many cases,
these white educators could sense that some citanogs interaction, viewpoint, or utterance

was “wrong,” and would not have existed were it footracism. Marilyn Cochran-Smith
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offered a compelling account of the dissonanceezhby racism in her high school. In what
follows, she reflects on one of her most memorahké problematic encounters with the
confusing, senseless effects of racism in what vghtmow call an “apartheid school” (Gollnick
& Chinn, 2009; Kozol, 2005; Orfield & Lee, 2004).

In my high school there was actually a majoritypebple of color, and a
minority of white students, which is unusual. Bohool was tracked. The
highest track has virtually no people of color, sotprisingly so at the time. As |
recall it, we're all tracked, so I'm in the top st&s. | don’t see kids of color in my
classes, but we were mixed in home room, in luicgym.

Here is this, essentially two different schookr&veven though the
majority of the student bodyis. primarily African American, that the college
preparatory classes are primarily white...

So there was nobody helping us to unpack thaer&'was nobody helping
us to problematize that. So it was very complex lahink | was upset by it. |
think | was confused by it. | think | was veryutwed by the unfairness of what
was going on, but really didn’t have any kind dfamework for really
understanding.

And it was very, very clear. How could it betthl the kids in the top
group were white? How could that be? So therealgtwo possible
explanations, right? White kids are just naturahyarter and they're always
going to be in the top group, or there’s somethimgng with the system. And for
me, it was pretty clear there was something wroitly thie system, but | could not
have articulated it, | don’t think, at that time.

Here, Cochran-Smith illuminates several key paatitsut the confusing and
irreconcilable nature of her schooling experiengée notes that her school was technically
majority Black, yet these students had somehow bgeluded from the highest college
preparatory tracks. This violated not only herdamental sense of fairness, but also common
sense with regard to numbers and how her courgesdshave looked had racism not prevented
Black students from participating at the highesticular levels. She also noted there was no
one to help her “unpack” or “articulate” her incuitly at the lopsided nature of the tracking
sequence. She knew there was a major probleneidistribution of students in the various

tracks, but she was at a loss, at that time, fptaging the dissonance she felt.
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Tim Wise has expressed, both in his interview iartds memoir, remarkably similar
confusion about noticing how he was gradually satearfrom his Black friends as he
progressed through school. He also describedhattkedf a vocabulary, or even just an
explanation from adults who could have helped havigiate his sense of loss and the
inexplicable feeling of tragedy at being newly digtfrom his friends based solely on race.

It took a couple of months for it to sink in atfen we started to realize

that the people you actually hang out with...areinohe class that you're in.

And you see them at homeroom, but then you doe’tlsem later because you’re

in the advanced track even though you really agdod student and they’re in

the remedial track even though some of them arellext students.

[Y]ou don’t know what it is. | didn’t have a wabffor that. And | didn’t

have anybody to help me process that. | didn'heeally process that at home.

My parents were awfully progressive on race andbgioty could have helped me

figure it out but | didn’t even know how to apprbatem like, “What’s going

on?” | didn’t even have a language for it untiay®later. But it was happening

really early.

Mirroring the words and experiences of CochrantBngsiome of Wise’s first
recollections of how racism violated his sensenfsss manifested themselves in racist tracking
practices. Even as a young student, he knewibkisds of color were being treated unfairly in
their educational sequences because Wise himgaitity emphasizes his average, even sub
par performance as a student. The absence ofiduk Biends in higher level classes made no
sense to him, and he, like Cochran-Smith, lackedcabulary and framework to describe what
he knew was both wrong and racist.

Peggy Mcintosh told one of the most vivid, reveglstories about dissonance and the
violation of many an ethos with her story aboutirgzg the plight of serfs in an undergraduate
course at Harvard. Mcintosh had been schooleduak&s whose inclusive curriculum

spanned the globe. She was also raised by pditeetive, conscientious-objecting parents

who protested the bombing of Japan and hosted apan&se women whose faces had been
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disfigured by those bombings. Mclintosh noted theegeeriences as having some effect on her
outrage at serfdom, and subsequently, about mailtigpins of oppression.
| was sitting in a first year course on feudalisAnd there | discovered...

the idea that vast tracts of land were owned byasotr kings, and the land was

worked by serfs. This was astonishing to me. 8ejpt away to the library to

figure out what the feudal system was. And thearhe back to class...and all of

a sudden one day it just erupted from me. | infged and said, “I don’t see why

the serfs stood for it!” And we hadn’t even mengd the serfs.

And so there was a horrible silence. So | thotight was the stupidest

thing | said in college. And then years latergghn to say that was the smartest

thing | ever said in college. | don’'t see why fegfs stood for it. Because it's a

good question.

Mclintosh spoke of her “dybbuk,” or the Jewish tdon“something brewing from your
soul” over which you have no control. It was somag that she at first regretted, but later used
to catapult her thinking on systems of power thpgiress people unfairly. Based on her
background as the daughter of socially consciousnpsiand the product of a Quaker education
that “multicultural in its teaching,” Mcintosh calihot reconcile the injustice suffered by the
serfs with what she knew to be true in her soul-ttihere is “that of God” in everyone, and
even serfs deserved just treatment.

Unlike the teachers in the first sample, the antst educators in this study did not simply
use Christianity or a particular religious bengtode their moral compasses for how others
should be treated. Rather, the participants @tedde variety of tenets that often spoke to
higher ethical codes such as justice, fairnessgiity, and equality, which dictated how people
should have been regarded, but somehow were naevieral cases, the dissonance, the feeling

of having been duped or lied to, and the violabban ingrained set of ethical standards or an

ethos prompted them to reconcile these discongedistrepancies by later pursuing antiracism.
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Beyond injustice: White racial devastation and ggaration. Another salient finding
was the discovery of racial devastation, and playsicd emotional separation due to the
arbitrariness of racism. In the first study, bungieg antiracist teachers were able to recognize
injustices in the lives of people they were claseere, however, the participants themselves
experienced circumstances that directly limiteghpded, or harshly affected them. Peggy
Mclintosh offered a poignant story of separatiostas described the severe emotional trauma
she suffered a result of racism. She shares enate account of one of her earliest encounters
with the emotional devastation and physical separaiaused by racism when she was just six
years-old.

| was rushing out of my grandmother’s house. Myther was waiting in

the car outside. | realized | had forgotten to gagdbye to the people in the

house. So I ran into the kitchen and | kissed iBagsodbye. She was the Black

cook. | kissed Bessie goodbye.

And then I ran into the parlor where my grandmpothas standing. And |
kissed her. And she reared up and she shriekae,dtl bet you kissed me with
the same little ole lips as you kissed Bessie!”

| was terrified. | had never heard her speaktliks. | knew | had done
something very wrong. | didn’t know what it wa&nd | internalized the sense

that that was bad. But | never touched BessienagBat’'s the cost, see, of these

systems. | never touched Bessie again.

Mclintosh illustrated the emotional devastation aeparation from the predictable
“breaks” that whites often had to make with thelad “mammies,” servants, or friends.
(Wallace-Sanders, 2008). Below, she illustratas she at first loved Bessie and her
grandmother, but Bessie’s image “wobbled down” Bkéeflated balloon after her
grandmother’s racist shriek. Her grandmother, wiste also loved and did not wish to

disappoint, “shot up to a formidable height.” Stes forced to identify with “the apparent

protector,” which tore apart her heart as a chMtintosh describes being broken in two,
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divided within herself, and in “jeopardy” becauke virulent reaction caused her to project

“darkness” onto the beloved Black cook in ways tisatlied” her lips and separated them.

<Mclintosh depicts her “hite Virginia grandmoth(’ and
the Black cook, Bessie, first as equals. After the
grandmother “shrieked” and repudiated Mcintosh for
kissing her “with the same little ole lips” with vein she
kissed Bessie, MclIntosh felt compelled to identifth the
white grandmother while Bessie “wobbled down” and
became the “dark” servant who had “tainted” hertevhips.

Figure 2. Peggy Mcintosh’s Emotional Devastation and Sepamati

Joe Feagin recounted an uncannily similar expeeievith emotional devastation and
physical separation from his good friend and clolathplaymate, Robert. He, too, even some
60 years after the experience, was palpably upmeitahe sad, abrupt, forced separation from
his Black friend.

When | went to my grandmother’s house in east $etkeere was a Black
family. The woman in the family used to work foy mrandmother and | used to
play with some of her children, especially ondditioy. He and | were about the
same age. Around the time of puberty, | don’t knd® years-old or something
like that, my grandmother abruptly stopped me fdaying with him anymore.
Up until that time we had been able to rough hameplay.

We could chase rabbits. We could shoot slingsh@is could climb
trees. But then around puberty white adults inSbath ended children playing
together and | can still to this day remember lagkhrough the screen at my
grandmother’s house and talking to Robert about wéyouldn’t play together
anymore. It didn’t make any sense to either ongsof
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There is nothing like hearing a well-seasoned lschresearcher, and antiracist recount
the story of his childhood with as much regret, derment, and frustration as he may have felt
on the day his cross-racial child’s play ceasedichSvas the heartache one could sense in
Feagin, who echoed Mcintosh’s sentiments aboutitteaks” white adults would inevitably
enforce on the close relationships of white anaBlzhildren.

Julie Landsman shared a similar experience wlagmism emotionally separated her from
a Black caregiver named Jean as well as from harfather, who essentially taught her that she
was racially superior and need not worry aboufeledéings of Blacks. Landsman retold the
painful story of a time when she was quite yound sang a song that used the word “Nigger” in
Jean’s presence. In both her interview and irbbbeks,A White Teacher Talks about Race
(2001) andGrowing up White: A Veteran Teacher Reflects ocelR2008), Landsman recalls
the pain she felt about hurting Jean’s feelingd, the utter disregard her father expressed:

In Dallas a Black woman came to clean our hougelieve her name was
Jean. And so in Dallas...l learned from Jean about radeurs later | learned
from my father about separation.

| was four. | recited the eeny-meeny-miney-muogre with my sister. |
used the word “nigger’—as in “catch a nigger by tibe.” ...and Jean took me
and sat across from me...| was almost encased irsdeghs. “That hurts me,
the nigger word, and | wish that you would not gay

I nodded vigorously, up and down, up and downeyss filling. | was
not a child who hurt people and perhaps this is adsy the moment stays with
me, a crystallized memory | can still feel. Lats,| said goodnight to my father, |
told him about the word, how | would not say it dogger because it hurt Jean.
[H]e shrugged his shoulders, dismissed me with wtike this: “Oh, she is such
a sensitive woman, that Jean. Don’t worry abouDibesn’t mean a thing. Forget
it, sweetie. Colored people are like that sometime

| knew something was wrong. It hurt Jean too Imfec this word to have
been okay and for him to be right. | kept my caidn about him secret, never
speaking of it, uncertain what to do with it. (2009. 17-21)

® Wallace-Sanders (2008) has written about how #mees of Black caregivers, or “mammies” of whitddten are
often only referred to as “Mammy” and not by thgiven names. Here, Landsman’s recollection ilatss the
difficulty with which unnamed “mammies” were spokand thought of as people. Landsman may also tnauble
remembering based on her young age, but seldomikgdhe names of Black caregivers is common nometke
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Here, and in many other instances, the antiradige educators recalled a discernable
separation not just from their loved ones who W&eek, but as in Landsman’s case, from the
overtly racist parents, family members, or adult®wenforced such arbitrary frustrations. These
white antiracists were ultimately able to use thmianswered questions as motivation to
continue learning about racism and ways to contbat i

“A patient re-education”: Subordinate status relaionships. The participants in this
study repeatedly credited “Americans of color” asihg taught them a great deal about race.
Whether through scholarship, an upbringing durhregdivil rights movement, or a close
relationship, each of the participants in some begame the “student” of racial minorities who
were willing to “patiently” educate or “re-educatdfem according to their deficits in racial
knowledge. Some of the participants specificallyned “equal status relationships,” or those in
which both they and their friends of color enjoyedity in some way, as formative in their
development. This concept emanates from the wiobMtlport (1954), who cited equal status
relationships as crucial in reducing white prejedidn the case of these antiracist white
educators, who have over the years been gentlggyesasively brought along in their thinking
by their peers of color, | would argue that theyev@ many ways participating subordinate
status relationships where their friends of colereveducating them in ways that could not be
reciprocated.

Christine Sleeter candidly recounts how her Aftigamerican friends patiently re-
educated her about racial matters. Whether itsséisadmonishment when she committed racial
flubs, or didn’'t understand housing discriminatasexperienced by a Black man looking for an
apartment, she credits her friends of color wigfatient re-education about racial “cluelessness,”

which many whites often embody. In what followlse ®ffers a quite personal rendering of how
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her African American friends have featured promthem her development as one of the most
respected “antiracist, multicultural teacher edositof our time.
| spent about six or seven years living in Seaitlé during that time.my
main friends got to be a Black/white group. Andis® combination of African
American friends patiently re-educating me stareadly shifting my
consciousness and my understanding about how thiagdsin the United States.
Living in inner city Seattle realizing that 'mugless when it comes to
African American experiences. And realizing there’s a whole lot | don't
know. Because people periodically, gently poisett thut. One example that |
can remember of is when my African American boyfdén Seattle was looking
for a place to live. And it took him two monthssw. And it took me like half a
day. And somehow he sat me down and he startddiexg how housing
discrimination works.
And | do remember thinking, “Oh. | thought th#itgot solved.” And
then him pointing out to me that it didn’t all geglved. And so, that was one of
those examples of becoming aware of my cluelessness
Sleeter described the general racial “cluelessrgsstvas helped to discover when the
friends she enjoyed, or the African American mam dhted, patiently and gently aided her in
seeing it. DiAngelo (2006) has pointed out thaited) by virtue of power, are frequently left to
determine “whether racism has happened.” She nlodegever, that whites ar®texperts on
race and are tHeastqualified to make judgments about race. In Sléetperiences, it is not
the case that her friends or partners of colomdidbenefit from her presence in their lives.
Rather, it is that her racial “cluelessness” readdrer more dependent on those people of color
via the unidirectional education about racial nrattevhich onlytheycould offerher. As a white
woman, she could not reciprocate in equal ways.
Similarly, Tim Wise has cited his time as a comityactivist in one of the poorest
public housing projects in New Orleans as contiitgusignificantly to his understanding of

racial dynamics. He noted that by being a whitéentae needed to listen and learn from his

fellow Black activists in order to even do his jeffectively in a minority community. He also
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noted that he learned a great deal from both veung and very old residents of one particular
housing project, without whom he could not havéved in that space:
| went in there assuming, like a lot of organizsten they first go into

that kind of job, they think they’re going to offekills and it’s like a one-way

thing. [W]ithin a very short period | realized bw...whatever | left of myself, |

was going to take back so much more because th@epeothat community, even

though their formal education was less than higioston average, they had an

incredible amount of knowledge. And there werel1B},16 year-old kids that

could tell you things about race and class that,didn’t learn those things at a

university. You just didn’t. You learned abousatct stuff, but this was much

more. | became a student as much as | was a teacbducator or an organizer.

Both Julie Landsman and Joe Feagin echoed Wisatigents by crediting people of
color with assisting them in unlearning racism &aining anew about racial inequities.
Landsman credited a Black neighbor who had a PinD.a Black teacher whom she had
worked alongside for 40 years for teaching hereamigdeal about race. Feagin credits “equal
status Black friends” in his Harvard doctoral pagrand specifically, listening to their stories
as a primary source for much of his re-educatioer diving and being schooled in the Deep
South.

In addition to having equal status black friends—dngo over to their house and

we ate together—if you had to pick something thasnaffected my

development, it was listening to African Americdaalk about their lives and

their perspectives on life. They've taught me mabbut the society.

Given the imbalance in racial knowledge, there s@aewhat of a downward, lopsided
flow of information that streamedom the people of coloto these white educators. Given that
these antiracist scholars themselves credit te&tionships with people of color as having
formatively stretched, increased, and significaatigmented their thinking, | doubt that any of
them would disagree that racially, they took sligintore than they gave.

“I wish somebody had taught me that”: Exemplars ad efficacy. While many

participants in this sample cited early encouniétis racism as being germinal in their
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development as antiracists, it was also tellingrtearth the seminal events that encouraged them
to continue on. The participants seemed to gaimemium from successes, mastery
experiences, and increases in their self-efficagarding their ability to positively effect change
and influence people (Bandura, 1997; Morris, 201I3ne Elliott offered one of the most
powerful examples of how her initial success wittiracism continued to fuel her antiracist
commitment. She tells the story of how her “refedhracist father and an “unbroken circle” of
possibility inspired her to become, and to remaitiracist.

My father used to tell racist jokes. And herethhese four children |

was trying to rais@otto be racist, which was hard to do in Waterloaydo And

| finally said to my dad, “Dad, if you're going teep on telling, saying those

things, | can’t bring the kids home because | vihatn to respect you. And they

can’'t respect somebody who says those things.” lensaid, “Don’t worry about

it. 1t won't happen again.”

He never said anything like that around me againd when he saw the
first film of me in my classroom...when it was ovre had] tears in his eyes—
and | hadn’t seen my father cry since my littleethyear-old sister died.

Until the day he saw that film. The first filmathwas made in my

classroom. And when it was over, with tears indyiss he said [Elliott cries as

she speaks], “I wish somebody had taught me thahwhvas 9 years-old.” Now,

if the father you adored said that to you aboutesting you had done, would

you ever stop doing it? No.

Here, Jane Elliott describes the deep emotionadfaation she gained from seeing her
father benefit from her antiracist teachings, exea markedly older age than her elementary
school students. She went on to explain that “ftbat day on,” after he viewed her video
depicting the differential treatment of childrersbd on eye color and the insidiousness of
racism, he would say in response to others’ rategements, “You’'ll want to think about that
before you say it. You'll want to think about tiatn her pursuit of antiracism, Elliott had not

only greatly influenced her students, she had ialkwenced her dad, whom she loved dearly. In

her success with him, she found motivation to cargi
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Both Marilyn Cochran-Smith and Paul Gorski fouxe@mplars of successful antiracism
in books, mentors, activist groups, and even iir felow antiracist peers. Cochran-Smith
discussed the influence of seeing activism in actio

| also had the wonderful opportunity of workimgRhiladelphia with a

group of teachers...who were—I used to refer to sohtbem as old socialists

and social activists. [l] really worked with peepmostly women, mostly white

activist women, some people of color, but who readly made a commitment as

educators and activists to try to be part of somgthigger that was changing the

educational opportunities of kids in school, arat there trying to join with

others to challenge the system.

So here | was sort of being enlightened by athefcritical reading and

working with this wonderful group of people. Aralthis day in this book that

my colleague Susan Lytle and | just publishedyasir,Inquiry as Stanceye talk

about the dialectic of inquiry and practice.

Cochran-Smith first highlights seeing mostly whitemen joined together, working for
educational and social justice. She twice usesettme “wonderful” to describe the opportunity
to work with people who were actively fighting anjust system. In this sense, she was able to
gather inspiration from exemplars as committed;qwaial justice, mostly white people. The
“critical readings” to which she referred also unbéd “romantic critics” of education like
Herbert Kohl, Jonathan Kozol, and George Dennistimfite men). She noted that these
authors “wrote about the enormous inequities ardsény limited life chances of many, many
poor students and students of color. And all af.thbuilt on what | had seen in my own high
school and in my own experience.”

Similarly, Paul Gorski cited being inspired by nast literary voices of color, but also by
his fellow antiracist contemporaries. In his owords, he explained their indelible influence:
“You know what was huge for me was reading the okderlandsby Gloria Anzaldua. That

book knocked me on my ass. Actually, the two bablks were hugest for me was that and then

readingMulticulturalism as Social Activisiiny Christine Sleeter.” Gorski first cit@&orderlands
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as a provocative, poetry-infused piece of crittbalory thaforced him to “ask a whole new set
of questions” regarding the intersectionality arah$nationality of oppressions. He also notes,
however, that Christine Sleeter’s book, along wighs and Julie Landsman’s professional
guidance as fellow antiracists, continue to fuslgassion to grow in his activism.

Gorski also noted that unlearning racism and cdtmyito antiracism became
“addictive” in graduate school, where he signedaipe a teaching assistant for a diversity
courseeighttimes. Gorski discussed how learning about rack®ed the gaps and reduced the
dissonance left by constantly having to recondseféther’s racism with his long-term
friendship with Aaron, a Black male with whom helh@een friends since first grade. Gorski
cited the “addicting nature” of increasingly undarsling the oppressive forces at play to the
point that he was drawn closer and closer to multtical education and antiracism. He was
especially inspired by his mentors, who were whitd male and provided exemplars of white
vulnerability, antiracist activism, and further seas to pursue social justice.

...one of my mentors told me once that the measuaetofism is vulnerability.

You're an activist to the extent that you make welfrvulnerable to a cause.

Where there’s no vulnerability, there’s no activism

Much like Elliott and Cochran-Smith, Gorski citedemplars of antiracist activism in his
mentors, as well in the work of his antiracist geefhese participants characterized the
“snowball” nature of their antiracist developmeasbd on how their teaching and activism
brought increased successes even amidst admonishneearitique. Whether they relied on
their own previous triumphs as white antiracistsherexemplars and models of other white
antiracists, these participants gained self-efficatd a sense of freedom, legitimacy, and worth
based on their antiracist discoveries. Their viealong the way were formative, positively

reinforcing life experiences that fueled even degpenmitments to battling racial oppression.
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These antiracist white educators continue to dram fthose successes and mastery experiences
in their antiracist work (Bandura, 1997). Likei&tt, the participants have witnessed “unbroken
circles” of seeing, and then helping others to Hezperniciousness of race. In a self-affirming
loop, they find strength in their own strength, dinely draw inspiration from the strength of

other white antiracists.

What do you want to do with whiteness, and whatydo want white people to do€ulturally
Relevant Pedagogy for White People and Whiteess

In an effort to determine how best to prepare thstiy white teaching majority we
currently have, even as we make fervent effortetouit and prepare teachers of color who
better represent our racial diversity, | posedftlewing question: How are antiracist white
educators’ conceptualizations of race, whiteness, eulturally relevant pedagogy manifested in
their reported teaching practices and scholarshipspecifically sought answers that would
inform teacher education practices in hopes ofifimgpmore antiracist white educators like
those studied here. As a teacher educator mysedfs looking for ways to critically prepare
white teachers for a rapidly changing nation by imgithe curriculum more “relevant” to what
white culture could become.

Leonardo (2009) has posited that we must remefiiiere is a difference between white
people, white culture, and whiteness” (p. 186). hids also articulated, quite aptly, that in
struggles for social justice: “The problem is ndtit® people. The problem is whiies$
(Leonardo, 2008). The responses of the particgpacitio both these sentiments in that these
white antiracists would like to see the abolishn@nwhitenesswhich they conceptualize as a
system of oppressive and false racial superiofiyey wish to salvage whiggeople however,

by giving them “somewhere to go” after they havaired the fraudulence associated with
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having a hegemonic white identity that precludesitiirom striving for racial justice for others
and themselves (Mclintosh, 1985, 1989b, 2000). llyiress educators, the participants here
would like to see a reconceptualized white cultorehich white people are just as outraged by
the effects of racism as the people of color whitydxperience them. According to Tim Wise
(2006), “[T]he project is to pathologize whitenessijte privilege, and institutional white
supremacy. lItis to make white culture—the domir@auttural form on the planet today—the
problem, the enemy, not only of folks of color, lfitvhites too” (para. 39).

Woven throughout the findings below, we see theagedical underpinnings and
deliberate strategies of white antiracist educatdrs are using their own whiteness to
undermine institutionalized white supremacy. Thedgcators are quite intentional in serving as
“white proxies” and “conscientious co-opters” bynsitaneously invoking the power of
whiteness to abolish the power of whiteness. Aaladitly, and of utmost concern to these
antiracists, is the notion that racism costs wpéeple their integrity, honesty, and full
humanity. Without a severe reduction in, or thergual obliteration of racism, whites will
never be able to reach their potential as humamgevho can successfully coexist alongside
racial others—be they the current majority, orftitere minority.

“You can say things | can’t”: White proxies and onscientious co-optation.The
white antiracist educators in this study were qoléar about the problematic nature of whiteness
and even the privilege they experienced in convierssiabout white privilege. They also,
however, found ways to serve as “white proxies” awhscientious co-opters” who could in
some way use their whiteness to undermine it. Bdde and Gorski, for instance, understood
whiteness a system of structured advantage andioating racial oppression based solely on

skin color. Both contended that were it not fag Hocial significance of their lack of melanin,
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the “whiteness” of their skin would not matter. ejfwere also in favor of abolishing whiteness
in the sense that they no longer wished to seefthets of white skin privilege on people of
color and whites themselves.

Wise spoke candidly about his own novelty as aenvduntiracist in kick-starting his
career as a widely sought after speaker and educatohis credit, he is a former champion
debater who is extremely articulate, impassionethpelling, and even comical. He has no
doubt enjoyed much success as a white antiracsstblargely on his talent and the fact that he
is impeccably skilled. But he is also highly awaféhe “privilege within privilege” and the
coordinating ability to co-opt his own whitenesgiia work. From securing jobs with audiences
who find antiracist teachings from a white male eleand more palatable, and from what Gorski
would call his “institutional likeability” and theache his whiteness confers, Wise is very aware,
of how white privilege itself strategically works his favor:

The speech | gave last year...that was more militamd of coursel can

do that. Because I'm a white guy. And | can gedywith it. And I take full

advantage of that, knowing of course it’s privilegad always pointing out to the

audience in the aftermath, either in the talk iteein the Q&A.

Look, | really want you to really think about hgwu felt this speech

versus how you would have, had the same talk been ghaybe even three

steps down on the militancy scale by a person loircby a woman of any color,

or by a woman of color especially. What would yceaction have been? And

usually when you put it out there for people, whiclo all the time, you can see

their reaction. They know in that moment. Tha&ytkook it in a way they

wouldn’t have taken it, and then that becomes mnieg experience for them too.

That becomes a teachable moment like, “[W]hatisg®o happen the

next time you hear this message from a personlof,doecause yowill hear it,

and what are you going to do?” In some casegdahs them up to hearing it.

Wise is keenly aware of the “privilege within glage” he enjoys as a well-paid
antiracist speaker who is often deemed more désikased largely on his whiteness. He is so

aware, in fact, that he makes a point of acknowteglbis ability to co-opt privilege with the

very audiences who receive antiracist messagesdeg easily from him than they would from,
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as he said, “a person of color, a womas@my color, or a woman of color especially.” Wise
firmly grasps the power of whiteness even in hisi@ntiracist work and uses it as part of his
teaching. Wise is intentional about using everdysred privilege as a teachable moment with
his largely white audiences, who often claim unamass oanylevel of white privilege.

Gorski shares Wise’s sentiment about the inherer@ninglessness of whiteness as a
farce, save for its very real effects on those @bamot “own” white skin (Harris, 1995). Gorski
notes that, “whiteness in and of itself is mearesgl | think the only way for whiteness—to use
whiteness to struggle for social justice is thaiteress has to work on eliminating itself.”
Gorski is therefore also willing to “use” whitendgssundermine it, but he also cautions against
misusing the “institutional likeability” and “prilege within privilege” that comes with being a
white male antiracist working to expose the vulbéity of other whites, who based on their
socialization, do not always know where to go onbéeness is exposed.

Mclintosh is more than willing to use whitenesgliminate whiteness. In her piece,
“White Privilege: An Account to Spend” (2009), diterally conceptualizes white privilege as a
bank account that she didn’t ask for, but one stmeatioose to spend in order to eliminate white
privilege-based oppression. In her own writtendgoher mantra as a white woman is:
“Privilege gives me power that | can use for soci@nge” (p. 2). In her interview, she
described the piece thusly: “It talks about the/ Wean use the power that | have from white
privilege to weaken the system of white privilegédditionally, in a reciprocal interview in
which Mcintosh sought information about how multiaual educators like myself use her
literature in our work, we discussed her role asad-in “white proxy” of sorts who can say
things | can’t as a multiracial woman. We discdsge role of her pieces in “lending me her

voice” and doing the same for multiple others wh®engaged in antiracist, anti-oppressive

131



work. She also noted that, as a multiracial wowfarolor, | carry with me “the textbook of my

life,” which is rich and meaningful, but not alwagsvelcome voice. In those instances, she is
happy to use her own voice of privilege to writ@atprivilege or even “radical” racial redress

of grievances such as reparations “with impunity.”

Finally, Julie Landsman is quite aware of herigbib give people of color “a day off” or
to relieve them from “being the only one” in hernkavith teachers and mostly white educators.
She noted that her whiteness allows her to at teagtorarily take, or share some of the pressure
of being the “go to” person whenever there is @taocident in school, a cultural program to be
organized, or a disciplinary situation in which aarity student needs to be “dealt with,” for
instance. Landsman is both aware and comfortalitn happy to serve as a “white proxy” in
her teaching if it means offering brief respite tioe people of color who occupy that space and
are ordinarily bombarded with all matters pertagnia ethnicity and culture.

There’s a certain group that’s very hostile frdra beginning. They're

in...denial or minimizing. And then there’s [sic]me that are going, “Whew!

Finally! Somebody’s saying this!” Often they gqoeople of color who happen to

be there, too. And they say, “You go tell ‘em,usa I'm tired,” you know?

Regardless of the semantics they use—co-opt,silyddreak, day-off—each of these
antiracist educators in some way recognizes tbhé&ras a “white proxy” for the many people of
color who yearn to say to their white peers theesiimgs they do, but can’t, knowing full well
they will not be received with as much serious aeration, credibility, or credence. ltis, then,
often the explicit acknowledgement and teachingtsgy for these antiracists to use their very
whiteness to reduce or eradicate the power of wede as a false and oppressive force.

“And all it costs is your integrity and humanity”: Antiracism as humanization. The

one thing that antiracist white educators overwligdy refer to in their rationales for engaging

in this work, is the honesty, moral integrity, fdeen, and restoration of full humanity it brings. |
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and many of the scholars studies there seem tormdering “humanity” in a Freirian sense
(1970/2006). Although humans are always “unfindgsheven until their last breath, humanity in
the Freirian sense means being made fully humdralsyng regard for fellow men and women,
not participating in the dehumanization or oppr@ssif others, for “[n]Jo one can be
authentically human while [s]he prevents otheraflzeing so” (p. 85). Hence, because full
humanization does not occur in isolation, but @tidwship and solidarity,” no one is ever fully
human unless her sister in the struggle is aldp fwiman. It is this shared fate that should
motivate each one of us to pursue full humanity.

When asked why she engaged in antiracist wonkhgrwhites would ever want to
overturn a system that fundamentally benefits thdarjlyn Cochran-Smith said it best.

| think there is a way in which it has to do withmanity and

understanding teaching and teacher education amartizing activity. | think

there’s a genuine sense of this idea of humanityere’s a genuine sense of, why

would we assume that white people should have nedadvantages and

privileges? Why? Why should they?

| don’t think | knew this at the beginning, butink there’s also a great

deal that all of us can learn from each other.f 8 live in a much more

equitable society, everybody has a richer expegienc

Jane Elliott extended her commitment to antiradiynmmagining herself with multiple,
alternate identities. She expressed that she wiuttis work regardless of her identities
because she would ultimately still belong to thenho race.

If I were a lesbian, | would work at this job. | Nvere Jewish, | would work at

this job as a Jewish member of the human racet’sTtm& only race I'm a

member of. And that’s the only race anybody eds& imember of. And if you're

going to be truly, fully human, yooaveto, and if you're going to be a citizen of

the USA, you havlaveto guarantee people equitable treatment unddatie

In her own words, Elliott acknowledges the commamanity of all people regardless of

identity. She sees her antiracist work as all fEsvocation” to become more fully human.
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The common connectivity of people, which cuts asmase, ethnicity, and sexual identify, for
instance, is what unifies humanity and motivatesamgéiracism.

Finally, in a mini-tome, Wise describes his desirfoment antiracism and become more
fully human as the ultimate “vocation” (Freire, B00970), which no other species can achieve.
His words about his purpose in engaging in antitaagtivism offer a glimmer of the
seriousness, yet light-hearted optimism that shioetk in his reflection.

The ultimate purpose is to leave the world &litit better for my

children than it was left for me. Also it reallyto become human. And I'm

using that in terms that James Baldwin used it...gajhthe things he said was,

the process of our life is about becoming humanu’® not really fully human

just because we’re members of the species callewlsapiens. That human is

more of a spiritual or metaphysical concept antbdmecome human is to do

those things every day in the course of your lifeat@allow you to become fully

what you’re meant to be.

[W]e are the only species | know of that has @rganized collectively

for liberation. That’s special. And if that's th@ng that literally separates us

from all the other species, then who arenséto do that? Who are we not to do

the one thing that actually makes us different positive way? It seems to me

that to not do that one thing is to really wastarjame. So I'm just trying to

figure out what it means to be human and achieaetththe greatest extent

possible.

Like Wise, each of the participants in this stwtgwed their own journeys toward
antiracism as freeing and emancipatory despiteldlots, critiques, or growing pains along the
way. Itis now, as antiracist white educators scliblar-activists, that they wish to see other
whites join them in collectively organizing for salgustice and becoming more fully human.
These antiracists see their work as nothing sHgesonal liberation. They do not consider
their teaching, consulting, writing, or everydayng to be in any way reconcilable with the
dishonesty and hypocrisy that racism and white damge confers. Be it in teacher education

programs, diversity trainings, public venues, othia pages of their own scholarly works, these

white antiracists embody the promising possibgiié what can happen when white people
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change (hooks, 2003). And although they are theséuman, admittedly unfinished, flawed,
and ever growing in their own understandings oéracditeness, and antiracist pedagogy, they
present much hope for what we might accomplishasfeed people.
Globalizing the Discourse: The “New” Antiracism(s)and the Next Frontier

Although these antiracist whites understood radetemess, and antiracist pedagogy in
far more nuanced ways than burgeoning antiradtstsnext phase of their antiracist journeys
might consist of conceptualizing antiracism in mgl@bal terms, with direct consideration of
intersectionality, transnationalism, and multipieieacism§. Whereas these scholars
demonstrated a firm handle on racism and oppres$airoften emphasized a Black-white
binary or generally domestic struggles, aspecthaif antiracism that were not as plainly
explicit were their antiracist commitments to mpiki marginalized groups worldwide. Hence,
the next frontier in an antiracist project wouldtbehink more comprehensively and to make
our antiracist efforts more critically consciousamid responsive to the needs of dominated
groups beyond the U. S. To some degree, the astitandertakings of many of these scholar-
activists were deep, sophisticated, and criticatl,d@rhaps in some ways, bordered. To fully
realize a global antiracist project, we must expamdlens to include a more “neo-abolitionist
global pedagogy” where whiteness is directly linkedhighly interconnected global processes
(Leonardo, 2009, p. 169).

Notable exceptions included Christine Sleeter’'skwaith white South Africans
mediating the legacy of apartheid, and discussigtis Marilyn Cochran-Smith and Julie
Landsman about racism against various ethnic grougee U. S. Cochran-Smith expressed her

concern for the racist linguicism currently codifie Massachusetts schools via policies aimed

® | am grateful to Dr. Kimberly Wallace-Sanders ifuroducing the notion of “multiple antiracismstier
admonishment to deconstruct antiracism accordirants commitment to one, some, or all racially givzalized
groups has complicated my thinking and forwardest paradigms for defining antiracism in nuanced t&rm
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at forcing English language learners to quicklyragate. Landsman also described the new
racism and emerging xenophobia experienced bynedional students in Minnesota, including
Somalis, Eygptians, and Muslims writ large. Paat$Ri, however, has expanded his view of
racism to include deep intersections with othessafeoppression, which are ultimately linked to
multiple forms of economic exploitation. Gorksinoeptualizes racism as but one layer of a
global struggle for justice. He explains this intersewdi highly interrelated, global “onion” of
oppression by describing his own process of peddauk its layers:

And to me, my own consciousness has been a @sigreof realizing

every time | think | have a grasp at what this ghiacism is, taking one step back

and seeing bigger connections. | mean, like, “Qif this is way bigger than |

thought.” So...seeing it just about as human ratatiand of stuff, and then

taking a step back and saying, “Oh, this is pa# [&gacy of imperialist

economization,” and then stepping back and sayfy, shit, this is global. This

isn’t just the U. S.” And racism within the U. I&elps to socialize us to comply

with things like unjust imperialist intervention alver the world, right? And

then, taking a step back and saying, “Oh, shig, ihconnected to capitalism,” so

it's even bigger thathat. And it just gets bigger and bigger and bigget pst a

constant process of deepening my consciousness tihainé that’s the first step.

Gorski undertands racism not just as a domestialpabut a global threat to overlapping
and interrelated struggles for human, and environiatgustice. Leonardo (2009) might term
Gorski’'s assessment of global manifestations otewtsicial dominance as integral to his own
vision for a “neo-abolitionist global pedagogy.uc a pedagogy and perspective “suggests that
teachers and students work together to name, tefle@nd dismantle discourses of whiteness”
on multiple levels and with serious regard for thgid, highly interconnected globalization
processes to which Gorski referred (p. 169). Ledwia (2009) concept helps to articulate
Gorski’'s view of racism in terms that situate th@ticipant’s conceptualizations in much

broader terms. Gorski believes that racism isliigiersectional, concentric, and global. In

this way, his perspective affirms that of transmaai feminist scholars who have heretofore
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argued the same (Mohanty, 2003; Ng et al., 19@®)tski also helps to illuminate the important
notion that, if left in more rudimentary terms, tlvays in which we currently conceptualize race
and whiteness will only ever scratch the surfacka deeply and destructively racism truly
functions.

In the tradition of expanding the definitions otieacism since the emergence of
whiteness studies in the 1990s (Delgado & Stefard€ig7), several feminist scholars—
particularly feminist scholarsf colo—have provided additional denotations for antiracis
feminism, antiracist pedagogy, and possibilitiesmltiple, feminist transnationahtiracisms.
These paradigms not only help to parse the glattabaist discourse to which Gorski referred,
but also help to inform the next phase of a ungiethal antiracist project (Harris, 2008;
McWhorter, 2005). Collins (2006), for example, Inasned the “new racism,” to be market-
driven, highly nationalistic, colorblind-rhetoriouting “phenomenon of laissez-faire exclusion”
(see also Williams, 1995; Bonilla-Silva, 2003). liZxs’ (2006) notion of a Black feminist
antiracism would invoke “Black nationalism’s tenefsseeking group-based remedies for racial
inequality and promoting group-based social actign”9). These anti-individualist ideals,
which are currently upheld by white mainstream idgg, would be traded farollective
struggles against racial dominance that more rgéitihe ethos, experiences, and struggles of
people of color.

Likewise, Ng, Staton, and Scane (1995) have warittgh disillusionment about the
“watering down” of Canadian multiculturalism and iack of emphasis on dismantliagstems
of racial and ethnic prejudice. The simmering da#multicultural education into a mere tour
of racial and ethnic diversity mirrors the increagy conservative multicultural movements in

Britain and elsewhere (Gillborn, 2008, 2006, 1998y et al. (1995) define a more
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contemporary antiracist pedagogy as one that cersstie explicit role of racism in feminist,
critical approaches to Canadian education as weh global struggles for social justice in
education. Rezai-Rashti (1995) also put forth sloaial class and gender must be considered in
antiracist struggles if antiracist education iglicminate the maintenance of white dominance in
Canadian society and international societies \argé. For her, struggles for racial equity are
inextricably linked to gender equity and the glglsgistemic oppression of women, who
constitute the world’s majority. Finally, Mohan{®003) has defined feminist, antiracist practice
in transnational and global contexts as an actimstement that requires us “to understand our
collective differences in terms of historical aggaad responsibility so that we can understand
others and build solidarities across divisive baures (p. 191). For Mohanty, antiracist
struggles are simultaneously inward and outwartipnal and international, local and global.
The notion of “borderless” struggles for equityatifkinds—particularly for racial justice—must
occur in concert, and in transnational solidarity.

Weedon (1987) would likely situate each of thesaihist extensions of antiracism
within a larger social project of collective strig@gainst global white dominance. This scholar
might subsume these expanded definitions of amimaander a feminist post-structuralist
framework that “addresses subjectivity, discouasel power in an attempt to show that we need
not take established meanings, values, and povetiores for granted” (p. 174). Guided by this
lens, transnational feminist antiracism and fentiargiracist pedagogies “pick up” where US
multicultural education leaves off. As Sleeter &®tnal (2004) have argued, it is too often a
place where educators and schools are “addingritribations, advocating ‘let’s all get along,’
or promoting individual upward mobility within higrchical structures rather than critiquing the

structures themselves” (p. 250; see also Buras &&v[d2006 for a discussion of subaltern
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cosmopolitan multiculturalism). Hence, using fersliperspectives on antiracist struggles and
the intersectionalities they can and must confraetmight better address the demise of racial,
gender-based, nationalist, and other strands ofrddion in education within and beyond the
United States.

“The new antiracism”—characterized by a fierce aiitful ignorance regarding the role
of race in national and global struggles for justieentails dismantling white dominance
worldwide (Bonilla-Silva, 2003). According to treescholars, it is first necessary to expand and
“globalize” the discourse on whiteness itself (Laado, 2003) in order to arrive at the “multiple
antiracisms,” antiracist pedagogies, antiracistathrs, and antiracist educational reforms we
need.

The Making of More Antiracists: An Anti-Hegemonic Agenda for Whitenes

A key consideration for teacher educators at thiatgn history is to simultaneously
build a national teaching force that better repnesthe increasing diversity in this country as
well as to attend the specific needs of the ovelmvimg number of white teachers at the helm of
education. To these ends, a few components ofi@ih@gemonic attempt to critically address
whiteness in teacher education will be briefly dssed. The next chapter will elaborate on key

pedagogic strategies.
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Chapter 4
Being White is like Getting an A on a Paper You Did’t Write:
Toward a Pedagogy for the oppressor in Teacher Edation

Learning about the antiracist journeys of classroeachers and scholar-activists has
served as an incredible opportunity to inspire otigite educators to follow in their footsteps.
As a professor of education, | constantly facelehgles associated with dismantling white
racism, the invisibility of whiteness, and the ogfiressive ideologies that often dominate the
psyches of mostly white teacher candidates. Timysown perspective as a teacher educator
leads me to a pedagogical model that directly foanss what we can glean from studying
antiracist whites into workable strategies for legdther whites down similar paths of racial
and social consciousness. Based on my researclihege white classroom teachers and well-
known antiracist educators, | offer a “pedagogytha oppressor,” which directly addresses the
racial conceptualizations of whites in a white-doated education system. This work pays
direct homage to Paulo Freire, who put forth a ‘guejogy of the oppressed” (2006/1970). For
Freire, “this pedagogy makes oppression and itsesaabjects of reflection by the oppressed,
and from that reflection will come their necessangagement in the struggle for their liberation”
(p. 30). Whereas he sought to forge a pedagodytivitse who were disfranchised in systems of
power, | shift focus those who are currently memgpowered Racially speaking, | aim to
implicate whites.

In a “pedagogy for the oppressor,” whiteness ically centered so as to make teacher
education more culturally relevant itself for thajority white teaching force we are currently
charged with preparing. Anti-hegemonic whitensssmphasized over traditionally hegemonic

forms so as to avoid the forewarned danger of gpsjahe lives and experiences of people of
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color in favor of reincarnated, self-referencingit@tdomination (Sheets, 2000). Hopefully, by
concentrating on anti-hegemonic whiteness in taaethgcation in a critical way, we can
produce more white teachers who are farther dowlmsga antiracism than the teachers studied
in the first portion of this study, and more likeetantiracist white scholar-activists who offer so
much hope in the end.
Whiteness in the Classroom: An Uphill Battle

My multicultural courses are primarily filled withihite teachers who almost always
expect me to lecture about the racial oppressidndaenfranchisement of minorities. Much to
their surprise, | instead focus our attention andppressors, or those who ardgranchisedy
systemic racial inequality. That is, | focus oniteh. We discuss power, privilege, white
supremacy, and the endemic racial hierarchy thgeha dictates how affairs are conducted in
schools and society. | present a discourse thaletiges common views of colorblindness,
meritocracy, and the deeply held myth that anyoegardless of race, has equal opportunity to
thrive as whites do, if only they would (or coujd}t assimilate (Omi & Winant, 1994, Sleeter,
2004). | encourage my white students to examine they have come to reside in their
neighborhoods as others have been kept out, homhtinee succeeded in schools as mass
numbers of non-whites fail, and how they have lilrfedoften oblivious to the psychological and
material benefits they enjoy from having been behite as many non-whites who surround
them are ever-aware. In other words, | compel migaxstudents to name that which largely
lurks in silence, yet resounds loudly for those wloanot possess it. | compel them to name
their whiteness.

Much like other teacher educators, | encounteft#r@acious resistance” of whites who

take my multicultural education courses but ultiehatispute the message (Sleeter, 2004, p.

141



164). | recently taught a course in which | shaadit about my educational background.
Before | finished speaking, a white male interrdpaath, “Do you think the fact that you're not
white had anything to do with your getting intottsahool?” In a different course, but in a
similar tone, another white male retorted, “I cae Bow there are obstacles Black people face
that | don’t, but | just don’t believe that whitegple have it easier than anyone else.” The
comment most recently offered was, “You seem tedyeng that white people think they are
better and deserve more than others. Who toldewdgbple they were superior? No one told
me, so | just don'’t feel it.” In each of thesetareces | groped for instant, delicate words in
response. Given my passion for ending the ra@gtassion that many of these students simply
couldn’t grasp, many times, they escaped me.

What | have gathered from such statements, heaegdand time again, is that no matter
how delicately or bluntly I craft my explanationghite students have difficulty comprehending,
seriously considering, and accepting what | tedaduairacism. It seems nearly impossible for
them to recognize their whiteness, and they ofsemot fathom the power and privilege it
confers.

In my constant frustration | have turned to aladenways of explaining, | have struggled
to find more convincing terms, and | have scourgdifas for more “indisputable” anecdotes
and statistics that illustrate my points about eféss. Why, | ask, is this so difficult to teach?
What are the peculiarities of whiteness that reitdar less palatable than the usual,
“oppression-of-Other” classroom fare? In my mesent moment of desperation, and lacking
answers to these, | stood straightly, looked attags (filled with Whites), and offered the
following:

Being white is like getting an A on a paper yourdidvrite. You submitted it all
right, but that required less effort on your pdRiather, a group of expert ghost
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writers labored long and hard to produce it for.ydund while they were at it,

they created the very rules and conditions undeciwibwould never be difficult

for you to write a paper again. When the paper easied back, you were

initially ecstatic because yours was the ultimaggkof achievement — evidence

that you are indeed the best. But then you remesdidbat you didn’t write it.

That earning the highest mark had almost nothirgdptaith you. You

remembered that your A is what set the gradingestov all others, and now

everyone in the class has been disenfranchised byossible standard. You

feel like a fake because you cannot possibly aiteilthe A to your own hard

work...even though you fiercely try. At once youlfraudulent, false, and

oppressive. This is what whiteness is. This iatwhmeans to be white.

At the end of that particular session, a pondesileace befell us all. Hands did not
immediately rise in protest as usual, and | didhente to instantly deflect, “But what about...”
comments from an unconvinced crowd. No-one saythamy, and we hung on those words for
more time than we had. 1, for once, felt strandelymphant. At last | had found a metaphor
that began to express what | so desperately nessdtlof my students to grasp. Words were
finally of service to me as | battled through amstbxplanation of whiteness to mostly white
people. Briefly, | reveled in the small but suretory.

I left my classroom that evening with a slight kn@ind a soft assuredness that there
might be hope for my whiteness teachings after Béfore | reached my vehicle, one of my
students stopped me and kindly offered, “I am yeatjoying the class so far. | told my friend
about it today, and | didn’t even mention that yaere Black. In fact, | don’t even think of you
as Black!” Exhausted, | thanked her for the comimgot into my vehicle, and started home.
The ride ahead was long, as is my work with wretechers.

Why Whiteness? An Introduction
In keeping with national statistics that indictte steady whitening of the teaching force

with the simultaneous “browning” of the U. S. statlpopulation, my courses have always, and

continue to consist of 90% or more white teach€mchran-Smith & Zeichner, 2005). This
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“overwhelming presence of whiteness” (Sleeter, 300@1eacher education and the nation’s
teaching force, when compared to an increasinglgrde student body, has significant and far-
reaching implications for education (Irvine, 2003he battle for cultural recognition and
educational justice faall students has long been waged, and if a vastlyewbéching force is

not adequately prepared to hold high expectationalf children and to value their array of
cultures, it is not likely to be won (Fraser, 199Bducation has become a hotly contested terrain
on which both neoconservatives and neoliberals @tedor school reforms that systematically
benefit those who are disproportionately White aedlthy. Neoconservatives call for the
restoration of a unifying, “common culture” in suygedly fragmented post-9/11 times. So-
called “ethnic loyalists” are no longer contentgdtiee stripping away and discounting of their
cultures for a common Americanness, which has &uaded those who are not and cannot be
white (Buras, 2008; Hirsch, 1992; Schlesinger, 1®8eter, 2004). At the same time,
neoliberal open-market advocates rally for schanichers, standardized curricula, and the
privatization of education such that only those wha pay, succeed (Apple, 1996, 2000; Apple
& Pedroni, 2005). In both these movements the powrevilege, and material interests of
whites are emboldened. Their hushed hegemonylgagsdy unspoken, and attempting to
unearth and dislocate white supremacy in educatnchin teacher education has become an
even more daunting task.

The consequences of following a trajectory towadtinued or even increased white
dominance in education and society are grave. fféasl can, however, be slowed and
eventually eradicated if addressed in teacher eucand in other spheres such as the legal
system, the political arena, school funding, sopadicy, and the media. Teachers play key roles

as gatekeepers, cultural brokers, and possibléasin the fight for education that is
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multicultural, equitable, and just (Darder, 199Tat & Sleeter, 1998; Irvine, 2003). The
dismantling of whiteness, the institution of crii¢eacher education, and the implementation of
a “pedagogy for the oppressor” are integral tootsdisarming racism. A pedagogy for the
oppressor will also render teacher education molterally relevant for the mostly white,
middle class, and monolingual population it cureaérves (Cochran-Smith & Zeichner, 2005).
Also significant is the overwhelming representatdrnvomen in teaching, which has
implications for “a politics directed at changingsting power relations between women and
men in society,” otherwise known as feminism (Weed®87, p. 1). Thus, as we consider the
sphere of education, long considered “women’s viavke, must give credence to notions put
forth by feminist scholars who have argued thaessilwvomen—white women—acknowledge
privilege and their role as racial “oppressorsyieither bodes well for progress in education nor
for larger social movements aimed at progressviimen Writing as a white feminist in
education, Russo (1991) notes that this “does matnnhowever that we are incapable of action
and change, or that we are always...oppressors’0§). 3Unless racism and hegemonic
whiteness are challenged in education, teacheratidu¢c and many other spheres, we all—
female and male, people of color and white—starldge a great deal.
Race and the Rightness of Whiteness: At the Eye thfe Storm

While scholars such as Scatamburlo-D’Annibale amdl&fen (2005) disagree that race
is a vitally important cause of much oppressiosaniety, critical race theorists such as Bell
(1995), Ladson-Billings and Tate (2006), Dixson &ualisseau (2006), and Harris (1995) argue
that race is not only important, begntralto a great deal of human injustice. As a founder o
critical race theory, Bell (1995) has put forthtthece is permanent and endemic to American

society, to the point that “racial equality is @otealistic goal” (Dixson & Rousseau, 2006, p.
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47). While | do not espouse the latter sentimieat tacial equality is perhaps an unattainable
social goal, | do agree that race is deeply emlsdastorically rooted, and currently active in
the racial oppression of those who are not whit@so concur with Leonardo (2004) that in
racial discourse, whiteness stands firmly atopthler racial categories and that “[a]spects of
white culture assume superiority over others” atagy basis, and in powerful ways (p. 119). In
everyday society, not only is racism always at pathe detriment of people of color, but
whiteness and white culture operate in full foroethe benefit of whites.

Critical race theorists who illuminate racism amiteness as both causes and
perpetuators of oppression have turned to educai@n important terrain on which resistance
to white supremacy can be levied. Education aachter education, for their impact on both
legions of white educatoendtheir subsequent P-12 students, can serve asi@bpec
instrumental sites for disrupting long-standinglitians of racism and legally endorsed white
privilege.

The Relevance of Culturally Relevant Pedagogy in B2 Education

As the first scholars to introduce critical racedty to the field of education, Ladson-
Billings and Tate (2006) forward the notion thatieation, when viewed through a critical race
theory lens, is a powerful site of resistance ®dtatus quo. Both scholars have advanced
culturally relevant pedagogy as a vital method‘@npower[ing] students to critique society and
seek changes based on their reflective analysete(1L995, p. 169), as well as upturning
whiteness in schools and society (Ladson-Billingsa&e, 2006, p. 22). Ladson-Billings’ (1994)
own work on culturally relevant pedagogy illustsateer commitment to educating P-12 children
to disrupt racism and social injustice. She adtexcéor the production of teachers who realize

students’ need for access to “the culture of povkgrivay of basic skills and academic
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excellence, while using students’ own culturestaaoels for learning (Delpit, 1995). She also
emphasizes the nurturance of students’ relevatiralipersonalities, allowing them to function
both at home and at school while simultaneouslwairg upon their unique cultural histories,
backgrounds, and assets. Most importantly, Lad&timgs (1995) names the classroom as an
ideal environment for the fomentation of all stutdwritical consciousness, which “allows them
to critique the cultural norms, values, mores, iastitutions that produce and maintain social
inequities” (p. 162).

Drawing on the work of Paulo Freire (1970/2006) &is monumental piecBedagogy
of the Oppressed.adson-Billings (1995) ultimately emphasizes whatermed
“conscientization,” or “a process that invites leans to engage the world and others critically”
(Freire, 1970/2006; McLaren in Ladson-Billings, 599. 162). To fully implement a culturally
relevant pedagogy, therefore, teachers within Lad&itings’ (1995) framework must model
the conscious-raising, status quo-challenging tegles of Freirian teachers of the oppressed.
For both Ladson-Billings (1994, 1995) and Freir@10/2006), teachers who are truly dedicated
to educating students to rename and change thd wust first recognize that “[t]here is no
such thing as a neutral education process,” anidéhahers play key roles in determining
whether the status quo will be upheld or overturpasked on that which transpires in their
classrooms (Shaull, 2006, p. 34). Both would fyrmgree that in order to disrupt hegemony and
to fight the dominant powers that be, legions atteers who are critically conscious and well-
prepared to producgudentsvho are empowered to challenge the status qusoaety needed.
Thus, because so much of the nation’s teachingfisrcomprised of white teachers, instituting
critical teacher education and a “pedagogy forajyeressor” would begin to remedy many of

the social ills and forms of oppression we face.
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Toward a Pedagogy for the oppressor

Just as Ladson-Billings (1994, 1995) insightfulgnmed P-12 classrooms as powerful
sites of resistance to a current status quo doednay whites, other scholars have also focused
on teacher education as fertile ground for grovangh resistors (Delpit, 1995; Sleeter & Grant,
2007). By employing critical teacher educatiort thaorporates a pedagogy for the oppressor of
sorts, schools can become launching grounds fohé&esand P-12 students who refuse to be
content with the highly racialized, horribly inetable, and heavily undemocratic state of affairs.
By flatly refusing to participate in schools as #rabodiment of the “correspondence principle,”
which perpetuates the social stratification of stcby sifting students and producing various
levels of laborers for a capitalist market, teashwn then make choices for multiculturalism,
student equity, and social justice in schools amiesy (Au, 2006). A pedagogy for the
oppressor could produce such teachers.

To fully appreciate a pedagogy aimed at raciaptepsors’—that is, primarily white
students in teacher education programs—we musuiderstand a pedagogy of the oppressed,
as originally conceived by Paulo Freire (2006/197ave termed my approach to critical
teacher education, which currently serves a problenwvhite majority, “a pedagogy for the
oppressor” to consciously emphasize whites’ stati®ppressors” to pay due attention to the
hegemony of whitenessparticularly in the sphere of education. Here | present kegnehts of
Freire’s original pedagogical vision based on leisvésm with impoverished, marginalized
peoples in Brazil and regions throughout Latin Aiceer | also discuss correspondences between
a traditional pedagogy of the oppressed and mytassef a contemporary pedagogy for the

oppressor, borne of my own experiences with magliye teachers.
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Like Freire, | am particularly taken with eduoat teaching, teacher education, and
critical white studies as projects of humanizatiéma chapter entitled “Teaching is a Human
Act” (1998), Freire explains his understanding @fieation as a particularly powerful site of
oppression and opportunity:

...education, as a specifically human experienca fesm of intervention in the

world. In addition to contents either well or battught, this type of intervention

also applies both to the reproduction of the domiimdeology and its unmasking.

The dialectical nature of the educational processaot allow it to be only one

or the other of these things. (pp. 90-91)
First, the concept of humanization features promtigen both Freire’s pedagogical vision and
mine. He defines humanization as the “ontologiadation” of human beings whereby we use
our consciousness and reflective capacity for detérmination and world transformation. For
Freire, humanization is the lifelong, ever unfirdiprocess of moving from less powerful
“objects” to active “subjects” of the world. Deteining our courses of action in life, proposing
for ourselves what our personal and professiornstimes shall be, owning our labor, and even
owning our thoughts by being “masters of our owinkimg” each define Freire’s ideal human
existence (2006/1970, p. 124). He juxtaposesdiimr with oppression to show that
humanization consists of the former, whereas dehimation is characterized by the latter.
Only humans can engage in praxis, or “the actiahrafiection of men and women upon their
world in order to transform it” (p. 79). What segi@s humans from our animalian counterparts,
then, is our singular ability to name ourselvesaetsrs in the world, and to reconstruct those
worlds for alternate, more just ways of living.

Freire is especially aware that education setvegtucial function of directly

intervening in the world. Schooling plays a monataérole in conscientizing students to resist

multiple forms of bigotry and to reconstruct theisborder. This process of coming to critical
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consciousness, or conscientization, unfolds whedestts learn to read not only the word, but
the world (2006/1970). That is, as students beddsrate, more knowledgeable, and better
versed in how dehumanization occurs along numeares of oppression, they are better able to
reconfigure their lives, cultures, and societigshis own words, Freire explains:

Humans...because they are aware of themselves asdtiiue world—because

they areconscious beingsexist in a dialectical relationship between the

determination of limits and their own freedom. $Ahey locate the seat of their

decisions in themselves and in their relations withworld and others, people

overcome situations which limit them. (p. 99)

Freire is an adamant proponent of the liberatangtion of education, which should and must
increase students’ critical consciousness. Edutadicritical—as in, both necessary and
deliberately mindful of existing inequities—in thashould awaken and elevate students’
understanding of the ways in which they could Edlipowereé@ndempowered in the current
social order. In this way, education itself beceragowerful, deeply influential tool for
uncovering and dismantling systems of power thét bmit and enable its human subjects.

In Freirian terms, education is especially usefidtrategically countering the multiple
weapons of oppressors. Oppressors follow highheldped “theories of action” that attempt to
limit the knowledge, consciousness, and freedoth@bppressed (Freire, 2006/1970). Two
such weapons of oppression, which are most reldgampedagogy of white oppressors in
education, are conquest and cultural invasiorthérmoppression of others, conquest is:

accomplished by the oppressors’ depositing myttisjpensable to the

preservation of the status quo: for example, tigghrthat the oppressive order is

a “free society;” ...the myth that anyone who is istlious can become an

entrepreneur—worse yet, the myth that the strestiaeis as much an

entrepreneur as the owner of a large factory;.nt of the industriousness of

the oppressors and the laziness and dishonestyg a@ippressed, as well as the

myth of the natural inferiority of the latter arttetsuperiority of the former. (pp.
139-140)
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Conquest is not only physical, in the form of gade@and unlawful seizing of the land and
property of the oppressed, but also psychologitais weapon of the oppressor is especially
effective in education, which is one of the largasi most important historical forms of
socialization (Spring, 2009; Tyack, 1974). Theation of myths that distort history and the
human record is deployed as a form of conquesthidigee and keep ignorant oppressed peoples
and their ability to develop critical consciousnesthe status quo. Contemporarily we can
locate conquest in discussions of colorblindnessijtotracy, and the “death” of racism that was
ushered in with the installation of a half Blaclkegident (Wingfield & Feagin, 2009; Wise,
2010a). Itis a powerful tool in the submissiorpebple whose experiences do not align with
such cultural myths.

The weapon of cultural invasion is also partidylaelevant in the education system,
particularly one in which white teachers are prilgaesponsible for teaching. This weapon of
the oppressor is characterized by “the invaderrassythe role of a helping friend” (Freire,
2006/1970, p. 153). Cultural invasion involves,iftstance, oppressors who invade the terrain
of the oppressed in gestures of “false generosilly.such instances, rather than standing in
solidarity, or participating in “true generosityppressors dispense just enough help, aid, or the
grace of their physical presence in “oppressedtapéi.e. urban schools) to placate the
oppressed (Freire, 2006/1970, pp. 44-45). Theegzors thereby offer “Band-Aid” remedies
and palliative support when only drastic and defibe=measures to countervail unjust systems
would serve those they are “helping.”

In the pedagogy of the oppressed proposed hdneedtly oppose such weapons. In my
vision for critical (white) teacher education, lurder these weapons by first making them

explicit to those who are most likely to use themhitesteachers. | then propose to assist white
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teachers in uncovering the inherent dehumanizamahoppression that comes with deploying
such weapons. By awakening their critical conssin@ss about the cultural invasion and racial
myths that whites often suffer themselves, | irk@vin a social status quo and a legacy of white
mis-education that all too frequently leaves therahle to articulate the struggles of the
oppressed—or that they even exist. Additionallydectly confronting the “white knight,” or
“white teacher as savior of culturally deprivedidren” embodiments of false generosity, | also
purport to controvert the cultural invasion thatwrs too often in schools and is too frequently
glorified in film (Bruckheimer & Smith, 1995; De\it& LaGravenese, 2007; Haines, 2006).

The task of “hisoricizing,” or providing deep cert for how both whites and people of
color arrived at their oppressed and oppressit@®atais also requisite in critical teacher
education programs for whites. | aim to direettidress the lack diistorical consciousness
that white teachers too often bring with them tacteer education (Haberman, 1991; Haberman
& Post, 1998). Finally, by engaging in deep distwss of alternate identities for people of color
and whites—including anti-hegemonic white idensitieas we cooperatively work toward
wholeness and collective humanization, whites migghéspecially inspired to part from their
roles as oppressor. Taken together, and invoked‘psdagogy for the oppressor,” it is my hope
that we might proceed with the task of adequatety aitically educating a largely white corps
in teacher education programs specifically aimear@dlucing critical, antiracist white teachers.
A Pedagogy for the oppressor in Critical (White) Tacher Education

What might constitute a pedagogy for the opprésddased on my research with a group
of white classroom teachers and antiracist schdlgmst forth that at least four elements could
comprise an effective and successful pedagogigabagh for educating masses of white

teachers who have the potential to serve as polwarénge agents. They include an emphasis
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on: (a) the role of self-identity in teaching asaditical act, (b) power, privilege, and whiteness
in US society, (c) the formation of a healthy, drgemonic white identity, and (d) a cost-
benefit analysis of racism. If these four elementgich together form a pedagogy for the
oppressor—are instituted in critical teacher edooatettings, we might begin to stem the tide of
pervasive racism and White supremacy, which pernalatspects of education and society.

The first element, or the role of self-identityteaching as a political act, indicates the
necessity of white teachers to realize how raaHtidentities are materialized and incorporated
into the everyday classroom teaching practicesedlsas in the larger educational system. White
teachers must be encouraged to reflect on theirragial and cultural backgrounds and make
room for race-based conversation in classroomséteAthers espouse a particular worldview
and vantage point which are intimately connectedow their own identities have been shaped
by their families, traditions, customs, and soo@ams (Irvine, 2003). “Cultural conflict in the
classroom” occurs when white teachers’ unexamidedtities clash with the diverse racial and
cultural backgrounds of students (Delpit, 1995hisTcultural mismatch can lead to the academic
underachievement of students of color, straineatiozls between white teachers and racially
diverse students, and the denial of equitable dtucto students. This disenfranchisement of
students of color can be juxtaposed with the coattiig advantage of white students whose
home and school cultures are not disparate, beih @dngruent with those of the teacher and
school.

White teachers must also learn to recognize teattlture of schooling and its practices,
policies, and explicit and hidden curricula systeoadly advantage those who hail from white
racial identities. Policies such as tracking, mefis to special education, school suspensions, and

“push out” rates are all higher for students whe raot white (Irvine, 1991, 2003; Ladson-
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Billings, 2006). Teachers play key roles in thglementation of such policies, as well as in the
administration of a Eurocentric, mostly white, nipshale, mostly middle class perspective in
texts, teaching styles, and school traditions (ApRD00). White teachers must be informed that
whether or not they are cognizant or well-meangatpools as they are currently fashioned
employ a monocultural curriculum aimed at propellihe success of whites while
simultaneously stymieing the progress of non-whitéseachers profess a “colorblind” or “race-
neutral” stance on these issues, and therefore tthenyple of their own self-identity and how it
is manifested in relations with students and irostipolicies, teachers will contribute to the
hegemonic machine that is monocultural educati@$¢bn-Billings, 1997, p. 134; Mcintosh,
1990; Nieto & Bode, 2008). They will also, eitherowingly or unknowingly, uphold the
dominance of whiteness in their teaching whetheradthey wish to be implicated in a political
struggle. Education is by nature a non-neutralags political act (Apple, 2000; Freire,
1970/2006). Teachers need only to be consciotlsecgide on which they will act.

The second element of a pedagogy for the oppregsawer, privilege, and whiteness in
US society—maintains that white teachers must beadd about the power that dominant
whites hold, the privilege and unearned advanttggsall whites enjoy, and whiteness as the
standard against which all other racial and cultimans are measured. In the United States,
whites hold institutional power by representing #ast majority of political leaders, business
owners, professionals, wealthy individuals, boasinhers, school administrators, and teachers
(Gollnick & Chinn, 2009). Based on the particulays in which whiteness affords its “owners”
(Harris, 1995) certain unearned and invisible peyes, whites are free from the burden of
thinking about themselves as members of a racmlgrof being lumped together with others as

opposed to being regarded as individuals, and spared from having to search for Band-Aids
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and hosiery that do match their “natural” skin ®klcintosh, 1988/2001). White teachers
should be exposed to the notion that “whites epjayileges largely because they have created a
system of domination under which they can thriva gsoup” (Leonardo, 2005, p. 48), and that
the “white imprint is everywhere” (p. 49). It issential that white teachers be compelled to
grapple with the historical construction of whitesas a tool of domination, as well as the
current reality that whiteness and white cultuié @nstruct “official history” and represent

“the best that a culture has produced” (Leonar@052p. 49). We must make known to white
teachers that although hegemonic whiteness is iimgpthut oppressive and false” as an absolute
ideal, its predominance and coordinating power@ndlege in society are real (Roediger, 1991,
1994). Unless white teachers first come to undadsthe oppressive falsehood of hegemonic
whiteness for themselves, they will continue toaldtthe innocence of whiteness” and the
invisibility of a quite powerful, hegemonic forcegonardo, 2004).

The third element of a pedagogy for the oppressoourages white teachers to form a
healthy, anti-hegemonic white identity. Encoumtgrone’s own white racial identity as false,
oppressive, and implicated in the subordinatioatbérs reveals a counterfeit form of white
existence which, when discovered, can be daunthddesave whites with “nowhere to go.”
Leonardo even employs the terms “delusional wotd facial fantasyland,” and “a consensual
hallucination” to describe the world of whitenessl &s bogus rationales for domination over
others (Leonardo, 2004, p. 126). Thus, once vibdehers have been educated to recognize the
oppressive falsehood of hegemonic whiteness, thest be led down a path of recreating their
own white racial identities in laealthyandpositiveway. Howard (1996, 2006) has advocated
that whites develop an affirming sense of whitevelsish transcends the normal feelings of guilt

and shame that accompany the awakening of how mésteis deployed as an oppressive tool.
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He argues that whites can be educated about theiésgof “John Brown” figures, white
freedom riders, lynched but seldom mentioned wtiite rights workers, and other whites who
have led in the struggle for racial equality anoviuted viable models for anti-hegemonic
whiteness (Harding, 2005). My research and othgcal studies like it can continue to
augment the list of critical white educators fromom others can model their own antiracist
trajectories.

White teachers might also be introduced to theephof “race traitorship,” or whites’
conscious decision to reject privilege and to qoasts very existence each time it is presented
(Ignatiev & Garvey, 1996; Wise, 2008b). These edistand in such solidarity with Blacks that
they take on the role of “being, acting, and spegkiut as though one were black.” A race
traitor flatly refuses participation in a raciskgand questions a police officer who stopped her
yet let her off with a warning by asking, “Wouldwybave done that if | had been Black?”
(Delgado, 1996, p. 615). Theoretically, a collectof such race traitors would so disrupt
commonly anticipated features of the white-on-whatiationship that other whites would not
know who was “white” and who was a race traitohisTrandom, unexpected disruption of white
racial bonding would so profoundly shake white ne@whexclusive behavior that whites in
general would no longer know how to behave in meitlthite nor mixed company (Sleeter,
1994). This ingenious, antiracist form of whitemesuld be offered to white teachers as one
alternative to more “traditional” and oppressivetehvays of being.

White teachers who are conscious of the falseoppdessive nature of hegemonic
whiteness as a tool of social domination, subot@naand control, must be shown how to
reformulate their identities to become anti-hegelmarhites. Anti-hegemonic whites are aware

of the illusory nature of whiteness, but standdaraant protest of the reality of white power.
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Teacher education must move beyond a “pedagoggliépess” in which white teachers are
granted the emotional space to lament their legappwer and domination, but are spared the
responsibility of taking action against it. As ltewdo (2004) contends, “a pedagogy of
politeness only goes so far before it degradestirggaradox of liberal feel-good solidarity
absent of dissent, without which, any worthwhilelpgogy becomes a democracy of empty
forms” (p. 126). The aim of a pedagogy for ther@gpor, therefore, is not to stop at the “feel-
good solidarity” that white teachers may come f@oese, but to push these same white teachers
to adopt a lifelong mentality of change and conssiaction through anti-hegemonic whiteness.

The final element of a pedagogy for the oppreseasists of a necessary and thorough
cost-benefit analysis of racism. White teacherstrknow that although there are costs of
overturning a system which advantages them, thg-term benefits of an antiracist society far
outweigh the costs. The question of why white heas (or any whites, for that matter) would
want to abdicate their white power and trade itsfdruly democratic system in which all racial
groups benefit equally is a very valid and realéssand one that | more thoroughly address in
Chapter 5. Whwvoulda person want to overturn a system and societytléinely benefits
her? Leonardo (2004) articulates this dilemma:best

The act of interpreting the totality of racial foatrons is an apostasy that white

students and educators must undertake but one wbi&fhnot come easy or

without costs. The costs are real because it mghites would have to

acknowledge their unearned privileges and disinvestem. This is a different

tack from saying that whites benefit from renougdineir whiteness because it

would increase their humanity. Whites would losengnof their perks and

privileges. So, the realistic appraisal is tvlites do have a lot to lose

[emphasis in original] by committing race treasoot just something to gain by

forsaking whiteness. This is the challenge. ()12

The “challenge” of which Leonardo (2004) speakgashaps the most difficult but

crucial element of formulating a pedagogy for tippressor. White teachers will and must
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grapple with their primary purpose as an educat@mniinequitable system. Freire (1970/2006)
offers the most fundamental answer to this quétg.posits that all humans are bound together
in the strugglde humanthat is, to live dignified lives, to achieve salftualization, to pursue
meaningful work, and to have gratifying existencEseire (1970/2006) rightly asserts that
dehumanization, as it occurs to one person, simedtasly involves and implicatedl others.
Thus, if there are groups of humans being sortedratrary reasons and are subjected to
inhumane and dehumanizing conditions, we aretah tresponsible for those conditions and are
dehumanized and damaged in the process evenéf énersimultaneous and very real benefits.
The earlier words of Martin Luther King, Jr. aldoquently describe the bounded nature of all
human suffering as he put forth that, “Injusticg\ahere is a threat to justice everywhere”
(King, 1963). This sentiment is also embodiedchi& World War Il inspired poem about the
Holocaust, which reads:
First they came for the Jews
and | did not speak out
because | was not a Jew.
Then they came for the Communists
and | did not speak out
because | was not a Communist.
Then they came for the trade unionists
and | did not speak out
because | was not a trade unionist.
Then they came for me
and there was no one left
to speak out for me.
The piece is said to have been written by PastmtiMNiemdller, an anti-Nazi activist

who reflected on the guilt he felt as a result aff speaking out on behalf of those who had
suffered one of the most atrocious injustices bfirme (“Who Was Martin Neiméller?”). The

poem captures the imminence of self-destructi@eifain groups are allowed to suffer

discrimination and to perish while others passivebk on. It also encourages the solidarity of
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all humans againstll forms of oppression, not simply because we arem&a of our own
demise based on arbitrary or subjective identigydrichies, but because we carsbeeof our
demise if even one of these identities is placédvbeur common humanity and responsibility
for one another. Freire (1970/2006), King (1963) adliemdller (1945) provide powerful
reasons to pursue the “challenge” (Leonardo, 260éhcouraging dominant whites and white
teachers to engage in the struggle for racial @guabalitarian forms of democracy, and
common humanity. In the absence of such a struggiges are no more safe than Blacks; those
who identify as lesbian, gay, bisexual, transgengieeer, questioning, and intersex
(LGBTQQI); or Jews from fear of dehumanization aedtruction. Similarly, if we ponder
racial justice as a “Not on my Watch” issue suclhascontinued human atrocity in Darfur, we
areall inescapably implicated when gross human suffercayis as most sit idly by (Citizens
for Global Solutions, 2008). For who, we might asks watching?

In my view, when millions of minority students enpublic schools to search for and not
find themselves in the curriculum, to be held twwdo standards of academic and life
achievement simply based on skin tone, and to tiate their dreams trounced and their spirits
crushed, it is as horrific as the cultural genocit® occurs in Darfur. The only difference isttha
it is slower, more widespread, does not produdamutrage, and goes largely unspoken. It is
a practice that is cruel, brutal, psychologicatimtenting, and most importantly, deeply
effective. The legions of white teachers who nseeh children in schools should be awakened
to this atrocity at home, and they should be eduatat a way that encourages them to consider
what they have uncovered about themselves andtgoarel to act on that which they find
outrageous and unjust. This is what Freire (190WB2 refers to as “praxis,” and this ongoing

process of constant reflection and action is irgkegr the pedagogy for the oppressor if we all
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wish to escape the effects of oppression. Forestaan look forward to the freeing capability of
shedding the usual “white guilt” for a more powéidad potent form of white activism. And
non-whites can look forward to having a new legibmllies. It behooves whites, white
teachers, andll individuals to limit the power of whiteness, andbliterate all forms of hushed
hegemony. In their presence, we all suffer.
What To Do with Whiteness in Teacher Education

Although some scholars may argue that an emphagsigog, much less whiteness, is
misplaced in the contemporary multicultural dissayr hold that a critical view of whiteness
and its role in education and teacher educatiessential. Other scholars warn that focusing on
whiteness too heavily, even as an exercise irgaeti can upstage voices of color and re-center
the discourse on whites in a “But enough about {etune tell you about me” maneuver (Apple
in Gillborn, 2006, p. 257; Sheets, 2000). Eduasbrould take heed of this warning, but
proceed with paying due attention to the issuelufemess as a salient and vital subject of
teacher education. Leonardo (2004) has rightlyedghat whiteness and the power thereof
thrives on its invisibility and normativity and th8As a collection of everyday strategies,
whiteness is characterized by the unwillingnessaime the contours of racism, the avoidance of
identifying with a racial experience or group, thimization of racist legacy, and other similar
evasions” (p. 119). Thus, the perpetuation of erfess depends on whites’ very refusal to
acknowledge it, and educators must not waiver éir tmission to eradicate white supremacy by
naming and critiquing it closely. By forcing whitess to the fore of critical teacher education
(at least as we attempt to increase the voicesaghters of color in this space), we might begin to

overturn white racial dominance, which is still yesive and very much alive.
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Here | present programmdltistrategies for critical teacher education basefinoiings
that emanated from my research with burgeoningname: advanced antiracist white educators.
This section will illuminate how we can translatese findings into tangible, programmatic
structures in programs that undertake the preparaind professional learning of a majority
white teaching force.

Increase white teachers’ “exposure” to alternativdife experiences. Many of the
white educators, particularly in Part | of my resba ascribed their openness and more antiracist
predispositions to their exposure to cultural aadal others. Teacher educators can increase
these experiences by ensuring a culturally divezaeher candidate pool, by using the
“counterstories” (Delgado, 2000; Solorzano & Yos&002) of subordinate groups throughout
the curriculum, and by providing ample opportursitier teacher candidates to meaningfully
interact with individuals and communities from areg of cultures. Sleeter (2004) has noted
that teacher education can and should functioermifitly for teachers of color and whites. For
whites, it should provide an opportunity to leaboat alternate, but equally viable ways of
living, as well as how whiteness itself functiorf®r candidates of color, teacher education
might help them to use their subaltern experief@epolitical and social change.

Participants confirmed the benefit of such expesarcounterstories and to the presence
of racial others by consistently describing th&ident teaching experiences and personal
relationships with people of color as crucial crossls for discovering, learning about, and
empathizing with subordinate others who suffereidstriife experiences. Additionally, the
antiracist white scholar-activists cited their esp@ to subaltern viewpoints by way of literature,

the public presence of civil rights leaders andepthsible activists, and being firmly rooted in

" The scope and spatial limitations of this work wit allow the inclusion of programmagndmore fully detailed
pedagogic strategies for critical white teachercation. Forthcoming iterations of this work witidlude such a
discussion, which is especially useful for inteedsteacher education practitioners.
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communities with a listening ear for their strugglélhese antiracist educators also cited fellow
white exemplars and mentors as models they couldaten Programmatically, teacher
educators should vary the curriculum to includevarde literature base from people of casr
well asprogressive members of dominant groups. Structaneldongoing community advocacy
and activism should also feature prominently itical teacher education programs.

Teach about injustices as embedded, pervasive, aptbpagated by institutions The
burgeoning antiracist teachers studied here cditdeh @ssociate problematic societal conditions
with the substandard educational and life oppotiemtheir students faced, but at times had
difficulty locating racism and classism in systenhsstead, teachers tended to explain racism
and oppression more as individual acts of meaniMsitosh, 1988/2001) than as embedded in
institutional practices, laws, policies, norms, aveén the national psyche. Both Bennett (2007)
and Tatum (1997) have argued that racism in pdaticaust be understood as operating on
multiple levels and propagated by more than indiald. The participants in the first sample
exemplified less sophisticated understandings@$naas a multifarious, complex, deeply
pervasive phenomenon, and demonstrated their wedebining about racism in ways that
would better reconcile how it permeates the wholeogiety and education.

Even the scholar-activists who had more advanceénstandings of race and whiteness
brought to the fore the necessity to not only legacism and injustice in national structures, but
also in overlapping, highly interconnectgidbal structures. Thus, it would not only behoove
critical teacher education programs to anchor cggio@ in courses that address the historical,
sociological, psychological, economic, and politicaindations of the United States, but also in
critical, comparative education courses that defimdtiple antiracisms and transnational

struggles for justice both and home and abroadreMeer, in addition to critical white studies,
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new strands of critical race theory should alsetm@hasized, including Latino (LatCrit),
feminist (FemCrit), Asian (AsianCrit), tribal (T@Crit), and gay-legal narratives (Delgado &
Stefancic, 1997). These critical movements cosetittuemerge in order to challenge the
“tendency toward a Black/white binary” in discussaf structured oppression (Yosso, 2006, p.
169). These emerging fields might be offered asdstlone or interdisciplinary courses to
counter the tendency of even advanced antiracistsriter their antiracist struggles in
traditionally binary, domestic terms. A seriousipgogy for the oppressor for whites and people
of color would call into question taken for granteations that struggles for racial and social
justice are isolated, local, and single-faceted.

Equip teachers with historical context and curriculr strategies for talking about
race. In stark contrast to Cooper’s (2003) findings istady of “good white teachers” of Black
children, the white classroom teachers in thisystwll little fear about addressing racial issues
with their students. Several teachers saw gaps$aled in their children’s textbooks, and many
used auspicious celebrations such as Black Histlanyth to supplement the given canon and
curriculum with more information about Blacks amdbsrdinate groups. Even though teachers
sometimes held misguided views about race, eatieai welcomed opportunities to discuss it
and tended not to shy away from race if broachethély students. Many of them did, however,
express the lack of strategies for the teachinigraontent they contended with as a result of
non-mandatory multicultural coursework in theirdleer education programs or the absence of
opportunities to learn about non-white culturethieir own education or upbringing. This “mis-
education” of whites, so to speak, left them withiracomplete view of the total human record,
or with a limited and distorted sense of themse(kishie, 2001; Nieto & Bode, 2008). The

white classroom teachers expressed frequent régrethey were learning about other cultures,
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countries, and peoples for the first time only tigio teaching students from various
backgrounds. This was also a shared sentiment@thernwhite scholar-activists who suffered a
similar mis-education that often escaped realipatiotil much later in their lives.

Teacher educators should, therefore, seriouslgidenmandating courses and including
non-Eurocentric curricula that would help whitedieers to gain valuable cultural and racial
content—about people of colas well aghe normative invisibility of whiteness—so as tut n
be intimidated by such topics in their future taagh(Marx, 2006). Mcintosh (1988/2000)
would also argue that courses specifically dedet&tdearning about whiteness serve both
whites and people of color well. In her recolleng of how she formulated her famous list of
white privileges, she noted that colleagues angleeaf color often thank her for the
contribution because they were aware of a swidipgression, but could not name it. Like
whites, people of color are also taught not tovglegeness, which brilliantly succeeds in helping
to keep white dominance in place. Similarly, CachEmith noted thatll teachers need to be
prepared in ways that minimize marginalization liseathe ways in which structured oppression
functions eludes teacher of color as often asesdehites. A course, or multiple courses
focusing on whiteness, white racism, and the folonatf a anti-hegemonic white identities
would illuminate these issues for teacher candgdateolor and whites.

Encourage whites to envision cultural, not absolutdemocracy. Causey et al. (2000)
have used the term “absolute democracy” to destnibeleeply flawed consequences of whites’
perception of a world in which race no longer matteColorblindness plays a polite but
insidious role in perpetuating whites’ views thitiming not to see their students’ color
somehow contributes to a more just world in whigtoring race diminishes its significance

(Bonilla-Silva, 2003; Haney Lopez, 1996). On tloatrary, teacher educators would do well to
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emphasize Darder’s (1991) more aptly descriptieaidf a cultural democracy in which
currently subordinate races and cultures are ngtamknowledged as rich assets, but positively
affirmed in education and society. In the lattision, whites—and most importantly, white
teachers—are no longer tempted to pretend thaneblind eye toward race eviscerates the
very real ways in which it functions as a sociahdiaap. Rather, teachers would focus on
learning how to nurture students’ “relevant cultyrarsonalities” (Ladson-Billings, 1994),
which would not only allow them to feel pride irethselves and their own cultures, but also to
thrive in dominant cultures until a cultural denexxy is achieved (Darder, 1991). As the
burgeoning antiracist teachers in this study redgbrofessing colorblindness and clinging to
beliefs in a currently nonexistent absolute democf€ausey et al., 2000) will only delay the
attainment of a society in which students actuadgerience educational and social equity.
Moreover, the more advanced antiracist educaemesaled their lack of paradigms,
words, or explanations for the violations of denaagrthey witnessed even as young children.
Courses that emphasize the very real and reletatet af racism in society would not only
supply teacher candidates with the vocabularieg itleed to describe the ways in which our
current society falls short of its democratic idedlut would also allow them to expand their
visions of society to include more just forms offgmance. Neither the classroom teachers nor
veteran scholar-activists felt comfortable discugghe racial dissonance they felt at school and
in their social lives, much less feeling free tagme a more just social order. Courses,
assignments, action research projects, and comynaivocacy programs aimed specifically at
engaging in conversation and social action sequetieg unearth and highlight injustices would

be welcomed by teachers who often feel starvethitruth. Such programmatic elements are
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requisite for critical teacher education prograheg &im to equip their teachers with an antiracist
language, paradigm, and vision for the future.

Each one teach one: White allies as mentor&Vhat became surprisingly clear in Part
Il of my research was the degree to which antitaeiste educators knew one another, struggled
with and sometimes against one another (in prigate public), and learned and grew with one
another. The world of white antiracists is relatliwsmall compared to the many whites who
tend to partake in a majoritarian view of racismttis often devoid of an understanding of
whiteness, white privilege, and structured whitend@nce. Given that the number of white
antiracists is decidedly fewer than the number weld like to see in a currently diverse and
rapidly diversifying society, Bergerson (2003) Ipased the questioris there room for white
scholars in fighting racism in education@imilar to the notions of serving as “white proxies
and “conscientious co-opters,” as came forth froeresearch, this author would answer with a
resounding yes. For Bergerson, a key role of whgdo “bring other whites to an
understanding of white privilege, where our wordsyrbe heard in places that those of people of
color are not” (p. 59). Likewise, Paul Gorski rewhed us that the work of antiracism is not and
cannot always be the domain of people of color, etgoalready encumbered with the additional
burden of experiencing racism even as they fightlithink one of the most important things
white people can do is to take on other white peaptead of always putting that back on the
shoulders of people of color to do that.”

Tim Wise, in his antiracist mission, embracedrnbgon that a significant part of what he
does is for the benefit of his own peoplesite people: “It's not charity work. It's not
missionary work. It's about reclaiming somethihgttwhite supremacy steals from us.” Wise

made clear that his antiracism work is just as mifeiot more about maintaining the sanity and
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reclaiming the humanity of white people as it isatbactively addressing what structured white
advantage robs daily from Black and Brown peope. also noted that white people do not
always have exemplars of successful, historicallyomtemporarily active white antiracists from
which to draw inspiration for action. One of hi®jects at the time of writing was to compile an
anthology of historical and present-day white atists so whites could envision themselves in
those roles, actively fighting whiteness.

I concur with Bergerson (2003), Gorski, and Wiséhiat one of the best contributions
antiracist white educators can make is in servé\gath cross-racial arghme-raciagllies in
antiracist struggles. If each white antiracist egkonscious efforts to not only disrupt, or serve
as “race traitors” against the prevailing whitedligies in public spheres (Ignatiev & Garvey,
1996; Wise, 2008b), as well as in private instammdashite racial bonding in more closed
spheres (Sleeter, 1994), we would make signifibeatiway in reducing white dominance and
abolishing whiteness as a hegemonic force. Witieagists could then serve as “mentors,”
adopting an “each one teach one” strategy borradiredtly from the Du Boisian (1903) concept
of African Americans their “talented tenth” model social uplift.

Programmatically, in critical teacher educatioagsams, course content would be co-
taught by both white or dominant group professtowagside racially dominated group
professors. In this way, the phenomenon of profsssf color primarily teaching
“multicultural” content would be directly challendje Additionally, white teacher candidates
would experience opportunities to hear from bothastern and dominant voices. If a white man
is a co-professor with a Black woman, students might ordinarily position the Black
professor as a “racial complainer” might receive shme antiracist narrative from her teaching

partner. Using this model, the relatively smadlf yfluential number of antiracist whites could
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take pedagogical responsibility for the mentorsing “patient re-education” of whites who
might hear them with more facility. The numbemdfite antiracists might then grow
organically, albeit not at first exponentially disethe small base. The goal is to foment, nurture,
and inspire more white antiracists. Serving agtise” allies in critical teacher education
programs would certainly aid whites in startingtbose journeys.

White people tend to take oveithe role of white leaders in the struggleln “Wanted:
A White Leader Able to Free Whites of Racism,” DekrBell (2000) himself calls for new
leadership—white leadership in the struggle agasgsm. As one of the most influential
founders of critical race theory, he issues an aadinand even a standing employment
description for what this new white leadership posimight consist of to serve the racial
project of eliminating the racial project (Omi & Want, 1994). He writes: “The leader | seek
and that this country needs must be well-knowndJable to be heard with power or charisma
to be taken seriously (p. 531). In his appeahfw white leadership in the antiracist struggle,
Bell explains that because racism is primarily atevproblem, this new white leader “must
demonstrate to other whites the economic harmslstisadvantages, and lost opportunities
white people have suffer and continue to sufferdiasct result of institutional racism (p. 532).
Bell warns that Blacks need not apply for the posibecause, as in the case of Jesse Jackson or
many a Black professor in schools of educationthecacademy, this message coming from any
Black person will quickly be dismissed. Hence, t@bimustbe the ones to deliver such a
message to other whites whose ears will be moeefaipthe hearing.

Bell (2000) is confident that new white leadersimphe antiracist project will and can
only be beneficial. The visibility of a white perstouting racism as the problem and ultimate

demise of whites is precisely what we need. Otheywever, specifically in education, are
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concerned with the re-centering of whiteness anlitayproblems” in maneuvers that once again
render it hegemonic, self-referential, and “all abme™—as in, white people (Apple in Gillborn,
2006, p. 257; Sheets, 2000). To the contrary,dfiha Sleeter cited the necessity of seeing
instances in which cross-racial coalition, with tekiin clearly defined roles that did not usurp
the anti-white racial project, was important in beam development as a now actively antiracist
scholar. She described a desegregation prograrouaridulum to which she had been exposed
by way of her then African American boyfriend:

[T]hey called it Rainbow Activities. One of thedt early multicultural curricula.

A very diverse group. | didn’t see the fightssalw this group seemed to be able

to work together. But that had white people i the white people weren’t in

charge. | was conscious about this, that whitgleetend to take over. And so |

was trying to figure out, if | were to do this kind work without taking over,

what does that look like?

Sleeter, like many of the participants, expresbedability to commit to antiracist
activism as a direct function of seeing exempléisuacessful antiracism. Going forward, we
must continue to be cautious about antiracist gtesgin which “white people take over,” but
duly recognize the necessary role of the whitedestdp for which Derrick Bell (2000) himself
has issued a call. As we bear in mind that whsmends itself to “taking over,” we can better
address the ways in which this can be counterbathwith positive leadership from whites who
are not only fightingagainstracism, bufor something much more important—their very own
humanity (Thompson, 2003; Warren, 2010). If welddalance these elements, we might make
significant headway in fomenting even markite antiracists who understand whiteness and live
for antiracism. In critical teacher educationsthew leadership might manifest in antiracist-in-
residence fellowships, antiracist post-doctoragpams, funds set aside for antiracist research

studies, or any other programmatic feature in witehvalue of anti-hegemonically identified

white leaders could serve as emblematic for othetes who need “permission” to follow suit.
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While we must bextremelycareful to not partake in yet anotlierm of white affirmative

action with “set-aside” programs or positions ofveo reserved specifically for whites, we must
also give adequate consideration to the ways ichwisible antiracist white leadership or the
mere presence of an explicitly identified critigdlite scholar could serve the antiracist project
in new, important, and deliberate ways (Katznel2095).

As the student population continues to includeeabrildren of color who deserve to
have their racial and cultural heritages valuedqslly as white culture, a mostly white legion
of teachers must be ready, willing, and equippeubtadle this democratic demand. If we
employ a pedagogy for the oppressor to concentralie teachers’ efforts on recognizing and
dismantling this long-standing system of structuiadal oppression, all races can be fully
humanized. This ideal could come to fruition iLiedtors gather the collective will to engage
white teachers in a serious exploration of the epgive and false nature of whiteness, and the
benefits associated with disentangling its powexdacation and society.

Wishing Whiteness Away

When | returned to my classroom after the mini-eigtl scored with the “A paper”
metaphor | shared at the outset, | realized itmaather academically sound nor socially humane
to continue our class discussion based solelyherfraudulence of whiteness. Thus, equipped
with yet another zinger of an example, | proceede@!l my students two “stories” of what it
might be like for a white and Black couple to sp#akr first words to a newborn child given
our current racial situation. | thought theseiswwould be appropriate since this lecture began
with my hopes for a reinvisioned society for futgenerations in which whiteness no longer
reigned, and whites no longer felt “nothing but iggsive and false” (Roediger, 1994). So,

having found the will to teach about anti-hegemdaims of whiteness, | began:

170



It should be the goal of everyone in this roomtooget rid of whitepeople but
whiteness We have already discussed the falsehood, oppessss, and
fraudulence of whiteness, and we will continueeasit that concept. But let us
now focus on how to get rid of whiteness. Becabse don’t, what will Black
and white parents say to their newborn childremoithe world as is? The
Black parents might say: “Welcome to the worlit]dione! We love you, but
there are a few things we have to tell you. Fksgw that you will be
considered “less than” based solely on your skiou will grow into a fine
person with a sharp brain, eloquent tongue, arehdegpersonality. But no one
will assume these things of you at first glancedose you are not white. You
will work hard in school, do your best, and achigveat things. In fact, you will
work twice as hard for your accomplishments becawsees will neither expect
nor want too many Blacks to succeed. And whendmuvhite people will say
that your presence is tokenistic, that you areftimeative action hire, and that
your accomplishments are ill-gotten, undeserved,idggitimate. But try not to
let that get you down. So welcome to the worldlelione, this will be your life!”

My students were sufficiently riveted. Severahof Black students deftly nodded their
heads in agreement as | spoke. One Black studertéd her head and rested them on folded
arms on her desk. She let out a long sigh asllth@ story. | later found out that the story was
“heavy” for her and all too familifr Most of my white students, who sat a bit diseyegh
through the first “story” began to perk up slighdly | introduced the next.

Now let’s think about what a white family might vepier in their newborn’s ears:
“Welcome to the world! Hallelujah, you look whitéfou will go where you
want, do what you want, and have what you wante @iy thing is, your
accomplishments won’t have everything to do with.y&ou’ll work hard in a
school that teaches all about you and no one yisglj take tests that were
designed for your success; and you will get jolsehopportunities, and gain
access not just for beirygu, but just for beingvhite You will be let in as others
are kept out, you will be let go as others are déaclp, and you will be made to
feel as though your perspective is universal tapihiat that you will know no
other. Oh yes! But remember, most of what yowawgaish in life will be less
about you and more about a system that favors Y will run a race that
starts closer to the finish line. So however faat run, know that your path is
straighter and your distance is shorter. But tiiyto let it distract you.
Welcome!

8 While | cannot elaborate in the current manusctifitke seriously the notion that critically cerig whiteness in
teacher education could in some ways re-marginédiaehers of color. We must address the compbsxaf
tailoring teacher education to meet the needs tf tairogressive whites and people of color. hhftoming work,
| take up the issue of bifurcating pedagogiestiervastly different needs of multiracial teachenadion cohorts
(see Jackson, in process; Montecinos, 2004).
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| asked my students about the “stories” and geliciheir reactions to either, both, or to
the general need to eradicate white supremacy. s@ident replied: “l wish whiteness could go
away. | don’'t want to feel like a fraud or tell rkigls they’re frauds too. | know what you mean
about not deserving the A. | want my As in lifeb®mine.” My student’s words were
introspective and sincere. | appreciated the samti that belied them. She was a particularly
difficult student to reach, yet she had at leastlypgrasped what it meant to be white, as well as
what it might mean to dismantle it. |1 pondered phemise of a pedagogy that led her and
several students down a path of lifelong reflecaod action—of critical consciousness and
praxis (Freire, 1970/2006). | grew excited abaihg such a pedagogy to weaken whiteness.
When | began to think on those things, the possédsifor a pedagogy for the oppressor seemed

all the more promising, and certainly more pressiktpst importantly, it felt powerful.
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Chapter 5
Which interests are Served by the Principle of Interes€onvergence?
Whiteness, Collective Trauma, and the Case for Antacism

| routinely confront the “tenacious resistance’hadstly white teachers as both a
professor of multicultural education and resear¢B&eter, 2004). Many whites do not fully
grasp the endemic nature of racism, cannot lotamselves within a larger system of racial
oppression, and truly believe that Barack Obameésigency and the achievements of a few
prominent people of color have ushered in the deathcism (Wise, 2009, 2010). Given my
work with mostly white students who hope to becdeazhers in increasingly multiracial
schools, | find it necessary to offer a concepftahework that will simultaneously assist whites
in regaining their full humanity and improve theds of the diverse students they will soon teach
(Freire, 1970/2006).

All oppression directly undermines the basic hunyaoi those who are oppressed as
well as the oppressors. In a system of raciabnoéry, people of color are dehumanized by
arbitrary systems of phenotypical identity thatesely limit freedom, expression, and self-
determination (Leonardo, 2009; Mukhopadhyay, He&zkloses, 2007). Whites on the other
hand, who benefit in real and tangible ways froat 8ystem, are also disenfranchised as both
participants in and beneficiaries of a racially |ggsive power structure. My role as teacher
educator is to prepare a nearly 90 percent whijenmaof teachers for education in a
multicultural, far from post-racial society. Rauiss harmful to everyone, and the multiple
interests of the white teachers charged with daiegt of the educating in this country are both

relative and absolute (Landsman & Lewis, 2006; \W2899). To adequately prepare white

173



teachers and build a stronger coalition of antstaciwhites must be able to fully parse their own
stakes in ending racial inequality.
Beyond White Guilt: A Look Back to See the Way Foward

Disaggregating the many ways in which whites apeeiglly and adversely affected by
racism—an assertion which itself may appear counttetive—first requires examining the
guilt, collective trauma, and “pathology” that mankites face as a result of racism (Schwartz &
Disch, 1970). “Black pathology” is an oft-used ansidiously deployed concept to describe the
purported cultural deprivation, moral bereftnesgl social maladjustment of African Americans
who have long been identified as the racial “profilen the United States (see, for example,
Moynihan, 1965/1997; Wilson, 1985/1997). Racisowéver, causes whites to arrive at
illogical and self-limiting decisions that they wdwtherwise never make. Upon more careful
inspection of the irrational, delusional, and palr&ffects of racism on whites, then, we find that
racial rationales which prompt a false sense oésapty, assumed entitlement, and the physical
and emotional separation of people is more aptbguleed by the notion of “white pathology.”
Although not an ideological tit for tat, a close@eination of racism reveals its power to move
far too many whites toward alienating and self4ning modes of thinking that can at best be
described as illogical and at worst, pathologiGdddman, 2001; Wise, 2006).

In the following example, we see that whites dile & recognize the incredible
injustices that people of color often suffer. Wiieay do, there is an unnecessarily painful
shaking of their conscience that could easily bmded by a full understanding of racism at the
outset. When Xernona Clayton—organizer for thetsenun Christian Leadership Conference

and friend of Coretta Scott King—recollected thattieof Martin Luther King, Jr., she offered
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this story about her interactions with a white stavner in her quest to dress Mrs. King for her
slain husband’s funeral:

First, | went to this store [Joseph’s] downtowrtolt him, “I have to dress Mrs.

King, but | didn’t want to bother her for a creddrd, but | don’t have any

money. May | take them?” | took several garmémtsie for her to choose. |

went back to the store and said, “Heraig][cards to cover the cost.” He said,

“You don’t have a bill with us. I'm a white Amerag; | have to take some of this

guilt and pain, and this is a way to assuage nsf.giYou have no debt here.”

(Burns, 2008, p. 133)
The white store owner’s reaction to Clayton’s atéed payment, and most importantly, to
King’s slaying, exemplifies the menacing guilt tidtites often feel when they reflect even
briefly on the pernicious effects of racism in thauntry (Tatum, 1994). In Joseph’s instance,
his guilt may have been prompted by the indivicaions of a fellow white man (the confirmed
white gunman), or perhaps by the shameful actibmsamy white civil rights protestors
(represented in extreme form by the Ku Klux Klakyhether beknownst to him or not, his
sorrowful and guilt-laden reaction may well haveméhe culminating result of a legacy of
white supremacy in this nation and the trauma Ipeeanced as an admitted beneficiary of
racial oppression. His heavy-hearted response &xemplar of the psychological and moral
bankruptcy of white dominance, the devastationreélizing racism,” and how the totality of
white interests is not always served by the ongoéegal project in the United States (Omi &
Winant, 1994).
The Principle of Interest Convergence: A Magnifiedview

Interest convergence is a key principle of critigae theory, or the lens through which
one can view social and structural power relatesmgrimarily mediated through race. Derrick

Bell, one of the theory’s founders, has definedr@st convergence in this manner: “The interest

of Blacks in achieving racial equality will be acomodated only when it converges with the
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interests of whites” (1995, p. 22). Thusly denofell (1995) contends that progress toward
racial equality for Blacks (and all people of cgl@r contingent upon the degree to which whites
are calculated to benefit from that progress. Badl argued that a seminal example of interest
convergence was the 19B4own v. Board of Educatiodecision which outlawed de jure public
school segregation in the United States. Whilepedicial glance at the decision might lead
one to believe that racial progress had occulespitethe undermining of white interests, Bell
has quite sophisticatedly put forth that far greatels, which exclusively benefited whites, were
also achieved. Among the benefitdBobwnfor whites were:

1. Gains in global credibility regarding the strugglginst communism. By legally
uprooting the “separate but equal doctrine” at haime United States could make
a better case for its pursuit of democracy abroad.

2. Reassurances to African American soldiers thatléguwad freedom were not
empty precepts that were fought for and availably t foreigners, but equally
available to returning soldiers from World War II.

3. Acts of dismantling segregation as an obstacleth&rn industrialization. The
economic interests of Southern whites who wishgatedit from the abolition of
segregation were indeed served and yielded grestal returns than state-
sponsored apartheid and its unpopularity with peosipe investors.

Bell (1995) contends th&rown while a seemingly direct symbol of racial progresas

actually a mere smokescreen for the bundle of ltsrtbht whites stood to enjoy as a result of its

“implementatiorl.” That is, when racial progress takes one steméhwhites take several leaps.
A more contemporary example of interest convergen®arack Obama’s presidency.

At the time of writing, Barack Obama, a half AfacAmerican/half European American man, is

the current president of the United States. Obammergin of victory was overwhelming and

nothing short of a political spanking for his oppah His supporters spanned all races and

included educated voters of various backgrounds1@4a2010). His backers cut across class,

° White resistance to the 1984owndecision was so ardent that a second decision Hatwlen in 1955, known as
Brown I, had to be implemented. In the latter, the US Supr€ourt mandated that desegregation occur “with al
deliberate speed,” or at a discernable rate irt biflthe relative inaction that followdgrown | (Kluger, 1975).
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gender, and even political affiliation lines. Olmamassed the votes of a wide swathe of
citizens and built a formidable coalition of donarso funded his campaign primarily through
small pledges (Obama for America, 2008). Most Iolgtor the first time in history, a biracial
African-American man is the first non-whifepresident. Initially, one might assume that we
have made so much racial progress that a Blackateupies the highest leadership post in the
country (Wingfield & Feagin, 2009). Obama has seefy transcended the multitude of
barriers associated with being a Black man in theédd States. His triumph over a divorced
home and the difficulty of “difference” as a birakiminority enable some to believe that we as a
nation have transcended race alongside him (F&agiarvey, 2009; Leonardo, 2008; Wise,
2009). Specifically, Obama’s success story pasihe racial guilt felt by many whites and
contributes to the illusion of a “colorblind” sotye After all, if Obama can do it, so can
everyone else (O’Reilly, 2009). In this way, tlie€l good” psychological interests of whites are
served, and resolution to our long-standing ratsrdna seems to have been reached.

When we pause to take a magnified view of Obamsidency, a very different portrait
becomes clear. While we might concede that haaibgacial president is undeniable progress,
we must also assess the costs associated withumgph. Of particular interest are the various
ways in which white interests are senad undermined by Obama’s victory. | contend that
while the guilt many whites feel as a result ofitiparticipation in an endemic system of racial
domination is placated by the Obama win, the cogndissonance that whites continue to
experience has hardly subsided. Even now, as Olsprasident, the structural conditions that
render Black and Brown people 146% more likelyxpegience infant mortality, 447% more

likely to be imprisoned, 521% more likely to diehafmicide, and 42% more likely to lack health

9 The term “non-white” is itself a tool of white démance given that whites are a global numericalomiip. We
do not refer to whites as “colorless” or “peoplehsut color” (Elliott, 2010). “Non-white” is empy@d here only to
emphasize that all forty-three presidents sincertbeption of this nation have been white.
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insurance are firmly in place (Banaji, 2008). Tisain the absence of a serious upturning of the
social realities that create such racial inequitiyites continue to benefihaterially as they

always have, andmotionallyby experiencing a new “reality” that aligns quiterfectly with
colorblind, meritocratic, “pull yourself up by thmotstrap” ideologies (see, for example, Bell,
2002; Gotanda, 1995; Lawrence, 1995; Leonardo, 208keeter, 2004). Whites enjoy the same
superior quality of life they enjoyed prior to Obaspresidency while believing that all is well
because we now have a Blatgresident (for which many whites have voted).ut forth,
therefore, that whites are simultaneously disemhaedpsychologicallyandmorally by

partaking in a “false consciousness” that doesandtcannot adequately explain the subordinate
position of Black and Brown people even after Obaman (Marx & Engels, 1848/1998).
Neither does his victory eviscerate the incongrwtuedism that whites continue to experience in
the multiple, unequal Americas over which a Blackhnnpresides. Even in an Obama-led United
States, the inferior financial and cultural stattipeople of color persists, and the systemic
advantage of whites who benefit from such oppressmains. Whites’ material and emotional
interests are indeed served, but the greater affgutrsistent racism on their psychological and
moral interests continue to take their toll. Witiis “multiple interest” analysis in mind, those
who use critical race theory to analyze social stnactural power relations can consider the
concept of “interest” in a more magnified and coaxpinanner, that we might all more fully
understand the deeply embedded nature of racismrination—regardless of who is president.

“Interest” Disaggregated: Toward a Nuanced Undersanding

1 Barack Obama is biracial, but based on the legéglye law of hypodescent, or the “One Drop Rukhés’ half
African American heritage renders him the natidiv& “Black” president regardless of how he wishesonsider
himself. Because whiteness is a form of propentyy those who can physically pass for white mayrolit.
Obama does not “own” a white phenotype and carefaer only be known in the United States as “Blag#arris,
1995).
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As others and | have illustrated in tBeowndecisions and Obama’s presidency, when
racial progress is achieved through convergende wiiite interests, we must disaggregate
“interest” to reach a more nuanced understandirtgpof racism simultaneously serves and
undermines thenultiple interest®f whites. | posit that “interest” consists ofl@st four types,
and that racial progress panders to particularenhterests while at the same time undercutting
others in a somewhat contradictory fashion. Is ginultaneous enfranchising and
disenfranchising, empowering and disempowering lufeg in particular ways, | contend that
the costs of losing psychologically and morallydatweigh the benefits of winning materially
and emotionall}”. Below | outline each type of interest and offeef examples of

circumstances in which white interests are servachdermined — or both:

The Multiple Interests of Whites
1. Material Interest (Having)
2. Emotional Interest (Feeling)
3. Psychological Interest (Thinking)

4. Moral Interest (Doing)

Figure 3. The Multiple Interests of Whites

1. Material Interest (Havingyefers to gains in or the maintenance of the soper
socioeconomic status of whites. Material intesgstompasses what whites ¢ave
based solely on being white. At present, whitgeyehigher rates of political
representation, professional careers, leaderstspiqgues in governing bodies, home and
business ownership, high school graduation anégelmatriculation rates, academic
achievement, and physical health (Feagin & McKinrgd03; Gollnick & Chinn, 2009).
Material property interests ranging from employmamd educational opportunities to

12 Allen (2004) has employed the DuBoisian conceptsaterial and psychological benefits as part ef‘thages
of whiteness” that whites of low socioeconomic slaave used historically to gain advantage. Healsmsposited
that although the benefits of being white are repportunities for cross-racial solidarity that wiblead to
collective social uplift across races and classe® ibeen, and will continue to be thwarted in theeace of a
critical deconstruction of how the wages of whitenwill never yield a larger sum than the end ofsra.
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home ownership via higher loan approval and lowesrest rates, for instance, are
protected, maintained, and increased by laws tutisthal practices, and unspoken
cultural norms favoring whites. In addition to sketangible benefits, material interest
also refers to whiteness itself as a form of priyp@tarris, 1995). The concept of
whiteness as property delineates the terms by wieolple who phenotypically “pass”
for white can “own” whiteness and the exercise powaletermine who else can or
cannot claim whiteness for themselves. Whitenessers” receive the many fiscal
advantages of being a member of the dominant rgodalp. Those with white
appearances have access to a series of uneamigeges that can only be enjoyed by
owners of whiteness, and such white privilege tisally translatable to economic
opportunity (Darder, 1991; Lipman, 2004; Mcinto$888/2001).

. Emotional Interest (Feelingkfers to the sense of well-being that whitesfeghas a
result of being white. Emotional interest descsilnites’ ability to temporarily
experience an alignment of circumstances that caifgrblind, meritocratic, “bootstrap”
ideologies that are not real, but seem to be osuhiace. Emotional interest also
includes the assuaging of white guilt (negative g#ong associated with being
implicated in white racism) based on short-livedlmnd-aid” remedies to endemic
racial oppression in society. Examples includepgsage of the civil rights
amendments, affirmative action, and the limited powaf a few African American

public figures such as Barack Obama, Oprah Winfeyiger Woods. The prominence
of these “Black, but not too-Black,” mainstreamagiable people of color allow whites
to temporarily enjoy the illusion and correspondseq) of positive emotions based on the
idea that if they have made it, others can andgiwin the proper amount of “hard
work” (O'Reilly, 2009; Wise, 2009). The triumphsafew popular minorities permit
whites to feel as though nothing more must be donmdermine the gross disparities
between people of color and themselves. For a tivhées are free to enjoy the “feel
good” emotions associated with how much racial pregywe have made, and how
many successful exemplars to which they can p@nti(& Winant, 1994).

. Psychological Interest (Thinkinggfers to whites’ positive and negative thoughts in
response to race. On the one hand, whiteness laitel dominance afford whites the
psychological freedom from the constant burdenreogcupation with thoughts about
whether their race negatively impacted their ggttrjob, housing, or school admission
(Harris, 1995; MclIntosh, 1988/2001). AdditionaNyhites are often seduced by a
depiction of themselves as universally correctpfiters and innovators of all things, and
the most civilized “race” (Leonardo, 2004a; Loew#895). On the other hand, the
cognitive dissonance and collective trauma thagbkténed whites frequently face once
they realize their accomplishments have less tittomerit and more with whiteness

is crushing. Privilege is the only force that djgis meritocracy, and whites’ discovery
of the role of unearned advantage in their achiergacan be likened to the discovery
that there is no Santa Claus. Revelations ofi@dilfy helped-along achievement at the
expense of others, and the reality of a white erist that is primarily “false and
oppressive” far outweigh the freedom of mind andusosense of superiority that whites
initially experience (Roediger, 1994). Whitenessgluly causes devastation of
ideologies—that is, how whites tendttonk about themselves, their identities, and the
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role of race in their lives. Whites’ psychologigaterests are ultimately undermined by
racism and the false superiority it confers.

. Moral Interest (Doingyefers to the moral and ethical bankruptcy of huityahat

whites often encounter as a result acting out @fs¥ charity” rather than
acknowledging the legacy of white racism and atyiverking against it irsolidarity
(Freire, 1970/2006). Whites’ moral interests aigally upheld by their work with

racial subordinates because they feel morally tpio@mt in their ability to consider
others, to act on the behalf of racial minorit@seven to use their own racial privilege
to help those without. Examples include slaveowneives teaching slaves to read
while simultaneously holding them captive, affirmataction policies that select a
“token” Black, or savior-esque white women “saciifig” themselves by teaching in
urban schools with missionary zeal (Giroux, 199¢ohardo & Hunter, 2007; Mclintyre,
1997; Peller, 1995; Sleeter, 2004). At first glanihie moral interests of whites are
superficially reified by serving people beneathnthen the racial ladder. Upon closer
inspection, however, whites eventually strugglenwiite demoralization of people of
color and the lack of genuine progress toward tgegty. As whites discover their role
in a racially oppressive system, their dehumaropaliecomes apparent and can be
devastating in light of their initial “moral” po&in. In many instances, whites may well
enter situations in which their actions can be @ieed as “moral,” but based on the
unchanged nature of structured racial oppressienyléimately revealed as immoral and
devoid of full humanity. In sum, the moral vacuoess of temporary or misguided
attempts to placate racial oppression aiaysfall short when compared to the
dedicated efforts of whites to abolish racism, awer white privilege, and end the
dehumanization of both racial minorities as weltlemmselves (Feagin, 2010; Leonardo,
2008, 20009).

While not exhaustive, this list offers an initiabaggregation of what a more complex definition

of the “interest” in Bell's (1995) interest converge principle might resemble. An expanded

and more nuanced view of “interest” must be involfede are to fully comprehend the ways in

which racism both benefits and disenfranchiseseshitt is also an essential viewpoint when

considering how best to incentivize more antiragisites in the struggle for racial justice.

It Pays to be White: The Material Interest of Whites

With the exception of sparse and misleading stesistbout immigrant success, few

metrics can refute the broad, panoramic dominaifomhites in almost every sphere of US life.

Lee (1996, 2005), for example, has documentedxpergences of Asian American students and

illustrated the divergence in perceptions of hoeerand class (adversely and systemically)
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affect the academic, social, and life outcomes sibAs who are a presumed hyper-successful
“model minority.” Similar statistics regarding tieducational advancement of African students
have caused some not only to celebrate the relstigial successes of immigrants of color writ
large (see, for example, Journal of Blacks in Higbducation Foundation, 1999), but also to
bolster claims of a now “egalitarian” state. Stibwever, laws established by a mostly white
electorate, institutional practices such as “goledlmoy” systems of nepotistic inclusion, and
everyday cultural norms in the form of “the hiddrnriculum” in schools, for instance, all cater
to the material interests of whites (Howard, 200@ne, 1991). Here | present two examples—
No Child Left Behind legislation and neoliberal echvoucher programs— that typify how the
material interests of whites are systemically ughelsociety. | also present the alternative view
that even though whites enjoy material benefita essult of white-dominant legislation and
school programs, the ultimate costs of racism aveerfiscally unproductive than the individual
and collective wealth of whites. Additionally, theychological and moral “costs” of such
policies far exceed their material benefits.

A salient example of governmental protection araliferation of white material
interests, or “whiteness as policy” (Gillborn, 20@&onardo, 2007), is the No Child Left Behind
Act (NCLB). This monumental piece of legislatiomsvsigned into law during the George W.
Bush administration and continues to serve as téxeagling mandate for nationwide school
reform. The unspoken premise of NCLB is that Usosts should provide an array of workers
for the knowledge economy in which some studetitsdivice jobs while higher performing

students occupy technological and managerial posif (Lipman, 2004). Under NCLB, states

13 While NCLB is not without flaws in its effect oupport of white material interests, a progressareet of this
legislation is its requirement to disaggregate esdrased on race, ability, etc. A positive outghoef this mandate
is that “achievement gaps” between racial/ethnizigs can be rendered explicit for the purposesofaging more
attention and being more fervently addressed (M&iértood, 2004).
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are required to set standards that will renderesitgl‘competitive” in a global market, and the
achievement of those standards are to be met tsyttest ultimately succeed in measuring the
accumulated cultural and class capital of middésswhite children (Gillborn, 2005). When
schools “make AYP,” or adequate yearly progressetary rewards are meted out based on
these test scores. Schools that fail to meet Arépanalized by withdrawals of funding or even
takeovers by municipal or private entities.

The material interests of whites are served by R@Lmyriad ways. First, by using
standardized tests which have been normed on thevaenent of white middle-class children,
NCLB succeeds in “empirically validating” the ini@rity of low income and minority children
whose cultural and class capital is neither valwedchools nor tested on bubble sheets. In so
doing, a “legitimate” sorting of children takes ptawhereby whites can rightfully claim that
“objective” tests have been administered basedyjoalenstruction by equally responsive
teachers. Thus, failure to perform well on sudtsimustbe attributable to the students’
inability alone (Darder, 1991; Leonardo, 2007; Lgpm2004). Schools with higher
concentrations of economically disadvantaged amebnty students are punitively sanctioned
based on lower collective scores. Consequenthgas that were under-funded and ill-
resourced to begin with are asked to do more wiéindess. Parents with adequate cultural
capital, transportation, and time can transfertblgildren to schools with higher AYP rankings
while low income and minority students, whose pteeannot, are left to perish in severely
under-resourced schools. This strategic shephgafinvhite children to better performing
schools, andewardingschools with more white children who test higlserves whites’
material interests by helping to ensure that wétitelents are better educated than students of

color (Leonardo, 2007).
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An adequate education is and will continue toHeekey determinant for the career
choices and economic futures children can secaré@ylao has access to what knowledge is
critical” (Lipman, 2004, p. 11). In the NCLB sargj process, higher-paying and better
professional opportunities for white children ai@ast certainly secured based on the
legislation’s inherently flawed achievement standdgvhite-normed tests) and the “choice” it
grants those parents (mostly white) who can mandte& children to the best schools. In this
way, the material interests of whites are maintimg using a purportedly legitimate system of
sorting students while simultaneously “proving” thlerent inferiority of students of color who
may not test well. White children receive highaality P-12 education, then higher quality
post-secondary education, which translates malendb higher paying jobs at the top of the
knowledge economy (Lipman, 2004). Private wedttherefore built and sustained primarily in
the white sphere via free, well-resourced, cultyrt@ilored public education (Irvine, 2003;
Nieto & Bode, 2008).

A logical outgrowth of the “school choice” movenmao heavily propagated by NCLB is
a voucher program that allows parents not onlyntoletheir children in better-performing
public schools, but also in private and parochr@ In this system, the notion of “choice” is
expanded so that those who can supplement the lgperyaupil expenditure that a public school
voucher is worth can then save money on the primagarochial tuition they could have
afforded even without a voucher (Apple & Pedrofi02). Because whites hold a higher
concentration of wealth in society, white paremtd tamilies primarily benefit from such a
system. Private and parochial schools generaihg Banaller student/teacher ratios, more
aggressive college preparatory curricula, and bqtialified faculties (Irvine & Foster, 1996).

This highly coveted and expensive form of educatibarefore, is made more readily available
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to mostly white parents who can supplement thelipschool vouchers with private monies.
Children who attend private schools often enjoyhkigmatriculation rates into Ivy League
colleges such as Harvard, where “historical refetiops” are forged between reputable schools
and the university. Alumni interviewers for Hargare sometimes made privy to informal
“slotting” practices for academies as Phillips EExetnd Andover, where undergraduate
admission “slots” are favorably granted to studevite attend such prestigious schools.
Generally, this predictable trail of higher qualRyl6 education holds truer for those who can
afford elite and private pre-collegiate schoolinghveor without subsidy. Hence, the private
wealth of mostly whites is fortified by public tabollars at the mass’s expense, and largely white
private schools benefit from public monies along way.

Both NCLB and the neoliberal, free-market inspisetiool voucher programs serve the
material interests of whites by all but securingitilominant place in the knowledge economy.
Qualified teachers, higher-order critical thinkisiglls, liberal arts curricula, and advanced
college preparatory courses are rationed out antlgdse who score well on tests or can afford
higher quality schooling (Apple & Pedroni, 2005;ydack, 2000; Lipman, 2004). In both
practices, traditions of white wealth and raciainiltance are protected, perpetuated, and
publicly subsidized. While the effects of NCLB aswhool voucher programs promote financial
gain and confer economic superiority to whitesyanted understanding of “interest” allows us
to further investigate the true costs of under-ating children of color and to tease out how
both practices ultimately disservice minorities avidtes alike.

While on the surface both NCLB and school vougitegrams seem to serve the totality
of white economic interests, we must also condigketremendous fiscal toll that an uneducated

citizenry takes on society as a whole. Levin (20@&rling-Hammond (2006), and others have
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written extensively about the costs of inadequdtecation and the ultimate financial penalties of
large-scale public school disinvestment (LipmarQ40 Levin, after decades of attempting to
guantify the cost of under-education, has descréideast four areas of taxpayer burden and loss
of public funds when students drop out of high sthdoss of tax revenue, increased costs of
criminal justice, higher costs for public assis@rand increases in public health expenditures.
Most significantly, he found that each new studeho graduates from high school will “on
average, generate economic benefits to the pubdiosof $209,100” for a net societal benefit of
$45 billion dollars per year (p. 15). Darling-Hamma (2006) has also shown that investment in
early childhood programs, quality P-12 educatiaralbstudents, community centers for teens,
afterschool programs, and college assistance pregadl yield a much higher return on the
dollar than does the building of prisons and yaigtention centers, or drug, gang, and violent
crime prevention. Nisbett (2009) and countlessienusts have also demonstrated that every
dollar spent on prekindergarten schooling yieldgight dollar savings on crime, public
assistance, and supplemental schooling. Derekf®aker president of Harvard, has more
concisely synopsized this cost-benefit analysiseqeieverly with, “If you think education is
expensive, try ignorance.” In these few wordspbeerfully described the peril of leaving
legions of students in academic squalor while &l awaiting their demise with open wallets.
Although one can discern the incredible advantageNCLB and school voucher
programs afford whites—among whom the concentraifomealth is already disproportionate—
a more longitudinal assessment of their effectstinetaken into consideration. Whites benefit
from a system of public education that tests taequmulated cultural and class capital and
overwhelmingly rewards children who are white. Hwer, leaving a significant number of

students of color to languish in a system thateamt to sort and prepare them for subordinate
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jobs is far more expensive than assuming the moréhwhile task of educating all students to
their highest potential (Bennett, 2007). Despaemative claims that children are and must be
“sorted” so as to ensure a laboring class, | puhfthat such sorting along racial lines—as
opposed to personal choice and self-determinatigribeih morally bereft and unnecessary
(Spring, 2007). In capitalist societies, a perpktlass of service workers is a necessity, but |
posit that such a class of workers must not beeddaased on arbitrary and racially unjust
sorting measures. | also dispute whether a cadriaboring class is compatible with our
fundamental democratic ideals and notions of caltpluralism, to which we should be ardently
striving™* (Feagin, 2010; Gollnick & Chinn, 2009).

Without addressing the additional negative effettisow the material interests of whites
are ultimately undermined by educational policlest propagate economic privilege and
disproportionately sort whites into higher-payingfessions, we miss the complexity of how
whiteness as policy directly translates into fiscakpensive and morally bankrupt practices.
We might ordinarily allow the superficial materiaterests of whites to dictate the utility of
particular forms of racial progress, but a closemination of “interest” and the longitudinal
costs of structured racism in education indicae we should do otherwise.

Delusions of Grandeur: The Civil Rights Era and Afirmative Action

Emotional interest, or how whitéselabout racism, is based on the precept that

individuals tend to demonstrate “positivity bias Generally, many people assume and desire to

assume that life is good and fair. And despitertra or contradictory evidence, we fervently

14 Feagin (2010) has argued that racism is irrecabiglwith the “liberty and justice for all” framewioestablished
by our democratic ideals. Racism directly contrtdfundamental notions of democracy in the Un§eates and
cannot coexist alongside it.

!5 The research upon which “positivity bias” is sugipd may well be based on white samples. All tiiervin the
empiricist tradition, the perspectives of raciander, or sexual identity minorities are disregdr(2enzin &
Lincoln, 2005). Positivity bias may be reducedrimorities based on their everyday lived experisres
marginalized individuals. Ayoub’s research, howeigstill instructive for describing the wish wfany, including
whites and minorities, for a default state of statibenevolence and the end of racial injustice.
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cling to representations of the world that are fpasi{Ayoub in Lambert, 2008). Feagin and
Vera (1995), along with Bell (2002), have employee term “sincere fictions” to describe
whites’ overwhelming desire to hold fast to thealdeof racial equality, meritocracy, and rugged
individualism so as to feel good about our soctkgpite periodic racial “incidents.” To explore
how whites’ emotional interests are served by tgmaaty projects, the civil rights era and
affirmative action policies provide apt examples.

Omi and Winant (1994), Peller (1995), and othergehargued that the civil rights era
and the passage of its amendments effectivelythadjroundwork for the belief that racism is
dead. After what Omi and Winant (1994) describ&las Great Transformation,” many whites
in the United States experienced an ideologicdl shward post-raciality, or the identifiable end
of racial oppression. When there were no londewriged sit-ins, bus boycotts, marches, and
coordinated public outcry, a paradigmatic transfion occurred such that “Race shouldn’t
matter” was directly translated into “Rageesn’tmatter” (Schmidt, 2005). According to Omi
and Winant (1994), by the end of the 1960s, “alethato grasp the comprehensive manner by
which race is structured into the US social fabédl reducedrace to: interest group, class
faction, nationality, or cultural identity” (emphasn original, p. 111). Contemporary
interpretations of the racial progress borne ofdilié rights era include contentions that the
movement and its coordinating legislation not dally achieved racial equality, but policies to
pacify the interests of so-called “ethnic loyalisited minority factions have actualypne too
far (Hirsch, 1992; Schlesinger, 1998; for a critigsee Buras, 2008).

One of the most popular and hotly contested refasfrthe civil rights era was
affirmative action. Ladson-Billings (2006) has @ed that it is the best known example of a

“dramatic policy” designed to recognize the cersidld marginalization of people of color and
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truly address racial inequality in its persist@antemporary manifestations. Although the
primary beneficiaries of that policy have been whitomen, many whites in the United States
seem convinced that affirmative action has lifeegions of subordinate minorities out of poverty
and leveled the playing field, and has even gorfarsas to make the “game” of school
admission and job placement unfair. Consequemtany whites now feel disenfranchised by
people of color in an epidemic wave of “reversasm@a (Bennett, 2007; Gotanda, 1995). The
post-racial rhetoric has been so potent as to mtael logic of many including Thomas Sowell,
an African American anti-affirmative action actitisho has said, “The battle for civil rights was
fought and won—at great cost—many years ago” (Sawérenshaw, 1995).

In both the “We have arrived” and “Affirmative &t has gone too far” lines of
reasoning, one can easily identify how the emotiortarests of whites have been served. Many
whites have allowed feelings of post-civil righta évictory” to infiltrate their psyches to the
point of emotional satiation. The inverted “nove-bur-turnism” (Kennedy-Dubourdeiu, 2006)
argument well-articulated by the Reagan adminisinadnd its contemporary neoconservative
counterparts has enabled many whites to emotiomalgst in contentions that affirmative action
has not only helped people of color achieve ta@eaiad equality, but has overextended itself into
the comfortable, normative, superior position ofteg, who now feel subordinated themselves
(see, for example, Buras, 2008). Bell capturesl sentiment best: “Whites simply cannot
envision the personal responsibility and the padésacrifice inherent in blacks’ conclusion that
true equality for blacks will require the surrendéracism-granted privileges for whites” (1995,
p. 22). Thus, whites’ emotional interests (speeify fear and resentment of unfairness) have
been successfully tapped into with a post-racésdly egalitarian rhetoric. These emotional

investments and delusions of grandeur are notyesigitendered.
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A complexified understanding of “interest” allowstical race theorists to parse a post-
racial discourse and the reverse racism outcrydreraophisticated ways. While civil rights era
victories and affirmative action policies providpapable sense of “feel good positivity” that
allows some whites to cling to their inherent goeskiand sense of charity for having “lost the
civil rights war” or for “letting others run the stv for a while,” we can also unearth the ways in
which whites’ emotional interests are not servedigh false claims. The cognitive dissonance
felt by whites who proclaim the “racism is dead’ntra while simultaneously serving on
diversity search committees at corporations orrdityetask forces at universities, for instance, is
not lost on the critical race theorist who deemynprehends that multiple “interests” can
simultaneously be served and undermined. In tbases, whites may well believe that
affirmative action has “gone too far,” but becatlsgy do not see the tangible results of the over-
selection of minorities on their campuses or air tharporations, they cannot reconcile the
common rhetoric with common sense (Gorski, 200@pites’ investments in wanting to
experience the reality that minorities have oveeyefited from affirmative action programs are
served, but their emotional interests are ultinyateldermined by experiencing a reality that
directly disrupts their feelings. The dissonarelelly a university admissions counselor who is
suddenly placed on a diversity recruiting task éoffor instance, is just as real as her desire to
maintain a “positivity bias” toward the inherennftairness of the admissions process. Seeing
that that process has not and will not result ienea representative number of non-whites in a
meritocratic, “if you just work hard enough” sogié$ disappointing and unnecessarily
conflicting. For whites to experience the joy ofwally living in a post-racial society and seeing
the fruits thereof, we must make the realitiesamiesty match the hopeful, emotional investments

of well-meaning whites (Wise, 2009, 2010). Urtiéh, perceptions of a society in which
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normative whiteness is no longer a reality will toue to fuel the emotional devastation that
often follows when positively biased whites realilaat racism is still very much alive.
Psychological Interest, Collective Trauma, and th®rigins of “White Pathology”

Whites experience an enviable degree of psychabfieedom where race is concerned
(Harris, 1995; MclIntosh, 1988/2001). Wise (20083 kescribed such states of relative
ignorance as “racial blind spots.” If ever a wipgrson is declined an interview, apartment, or
loan, she is generally free of the heavy burdemaidering whether her race negatively
impacted her ability to secure them. Such is na tor people of color, and the experience is
epidemic. The exception is when whites feel disenthised by minorities who have supplanted
them based on supposed “reverse discriminationitiBt, 2007; Gotanda, 1995). In these
instances, whites become taken by the notion kieét €ntitled successes have been unfairly
granted to minorities who are less deserving aedpnably “unqualified.” In circumstances in
which whites are oblivious to the constant affirivataction they receive as a result of simply
being white (Katznelson, 2005), or those in whiatytfeel unduly punished for being white,
their psychological interests are affected. Infdrener case of obliviousness, whites experience
an incomplete view of the world, a lack of knowledgpout alternate cultural perspectives, a
false sense of superiority, and a “pathology ofifgge” that renders them highly susceptible to
a particular form of collective trauma. In thedatinstance of whites firmly believing that they
have been robbed of their expected, rightful esrtignts, whites still unnecessarily suffer from
thoughts of perceived injustices that often doenast (Gurin, Lehman, Lewis, Dey, Hurtado, &
Gurin, 2004). Schwartz and Disch (1970) have emittxtensively about the “pathology” of
white racism, which addresses the multiple wayshich whites’ psychological interests are not

always served by endemic, unjust racial supremsey élso Wise, 2008b). Attorney,
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community activist, and educational rights advodailee Molina has stated, “There is a
pathology that comes with priviled®. He has aptly described the unnecessary and
disequilibrating state of mind ushered in by fagperiority, which thwarts human contact and
breeds an incredible waste of human potential (B#nB007; Feagin & Vera, 1995).

Scholars like Goodman (2001) and Nieto and Bo@8&2have argued that largely
invisible socialization into white dominance andrmoultural education that excludes,
marginalizes, or distorts the histories and peitspes of racially diverse people damages whites
just as much, if not more, than students of cdidciftosh, 1990). Based on their exposure to
only a narrow Eurocentric presentation charactdrizethe over-inflation of racially dominant
perspectives, many whites are left with “limitedf-$s@mowledge and a distorted sense of self”
(Goodman, 2001, p. 106; see also Ladson-Billin@842. As a result, whites like Michie (1999)
and Stalvey (1970) often experience nothing shioat @isis of identity when they are forced to
confront the extent of their “limited self-knowleglgand are left feeling quite ignorant and
duped. In the case of Michie (1999), a white teachis inability to teach mostly Latina/o
students was fueled primarily by the paucity obimnfiation he had received about cultures other
than his own. He had succumbed to the universalityhite perspective that is all too often
propagated in literary canons and textbooks. g¢tisiance of other vantage points handicapped
him as an effective educator and “educated” margiwhiichie himself came to acknowledge
and even resent (see also Apple, 2000; Buras, 2(&i8)ilarly, Stalvey (1970), a white resident
of a racially mixed neighborhoodxperienced the deep betrayals of the limiting reatdi white
dominance by ultimately coming to rely on her rielaships with Blacks more than those with

overtly racist whites. In fact, when she was degsympathetic to Blacks and a veritable

16 Guest speaker Mike Molina contributed this thougha class discussion in the course, “CriticaléR@beory and
Urban Education” at Emory University on April 28)a8.
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“niggerlover,” a white woman—demonstrating certainite pathology—admonished her by
angrily shouting, “I hope your daughter marries@Black one!” (p. 297). We can observe
similar expressions of pathologies that are roatedcism by examining countless photos of
white mobs proudly posing next to the charred, humgsing body part, mutilated bodies of
lynching victims throughout history (Allen, Lewikitwack, & Als, 2000). White racism, deeply
bought into, causes whites to fear Black and Brpewople with an often vehement, or even
violent xenophobia that motivates irrational thoughd behavior, separates people physically
and emotionally, and ultimately prevents meaningftéraction, social productivity, and optimal
human flourishiny (Bennett, 2007; Goodman, 2001).

Susan Abadian has coined the term “collectivent@ito describe “the pervasive
consequences communities suffer when powerful eatéorces violate their physical and/or
sociocultural integrity” (in Lambert, 2008, p. 40Although she originally conceived of this idea
as pertaining exclusively to Native Americans anaditionally subordinated people of color, |
invoke the term here to describe the almost inbigtaiolation of sociocultural integrity that
whites experience when their “oppressive and fatsdsject position as racially privileged
individuals is uncovered (Roediger, 1994). Thdl&ative trauma” described here is not to be
confused with Truong’s (2010) notion of “racialuma,” which is experienced by people of
color who suffer the “psychological, emotional, plojogical, social, functional, and spiritual
consequences of having suffered racism-relatedsst(p. 18). Collective trauma in this

instance is a re-appropriation of Abadian’s concepich more closely encapsulates the

7| wish to thank Professor Devon Carbado for legditvaluable insight into the normative nature of thesis at
the 2009 Critical Race Studies in Education Comfeedn Tucson, AZ. | contend that if whites fulisasped how
racism undermines theinultipleinterests, more of them would be moved to anstamttion. Although not all
whites will be so moved—or moved for reasons tleaiture beyond self-interest, as Bell (1995) oritiyraut
forth—I maintain that improved social function aratial progress that drives us closer to optimahil
flourishing would still be achieved. A disaggregatof Bell's “interest” does not require antiracistion solely
motivated by altruism, selflessness, or self-daiest. Rather, this framework simply requires tilaites
comprehend the panoply of their interests and thtitnately, racism does not serve totality of their interests.
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emotional devastation of tmeajoritarian group as a result of shattering the thin and utelat
“integrity” of whiteness and hegemonic white idénti For whiteness itself is a fragile house of
cards built from illusions. Racism adversely affemnd most certainly traumatizes whites as
well as people of color, albeit in markedly diffetevays. Hence, | contend that much like a
people whose mental and cultural integrity has heaated by unjust circumstances or
conquest, so too can whites experience a formyafrygdogical trauma if they become aware of
their role in a racial hierarchy, and their existeras a people for whom achievements have less
to do with individual merit and more with a legamfyunearned privilege.

While certainly not identical to the situationrafnorities for whom race has been
externally constructed and specifically designesdubordinate them, the collective trauma of
whites can nonetheless be devastating upon suddépation that they are the undeserved
beneficiaries of a great deal of human sufferidhites may be quite content in their ignorance
about alternate perspectives, world histories goadly viable ways of living. But that ignorance
can be abruptly or slowly shattered. Newly reveadean ugly past, an oppressive present, and
an uncertain future. Even as the material and iemaltinterests of whites can be upheld for
quite a long while—or perhaps even a lifetime—thabte are fortunate enough to recognize
and productively work through their racial priviegan become disinvested in those interests
(Allen, 2004; Raible & Irizarry, 2007). Whites’ yshological interests are far better served
when they come to a critical consciousness of thie ®f racial inequality (hooks, 2003). These
realizations constitute a liberatory ontology arbaverful, personal freedom for whites. Put

simply, antiracism is a more honest iffe

18 prominent white antiracists in my own research ethers’ have attested to the “joys of unlearniagism” as
liberation, freedom, and personal victory (Thompsebal., 2003; Goodman, 2001; Warren, 2010). TMiewy
antiracist activism as the ultimate alignment @itldemocratic, moral, or even spiritual belie#hite antiracists
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The wholeness, intactness, and empowerment thetaes from discovering oppression
is far more worthy than the psychologically trauimand highly exhausting ways of clinging to
“sincere fictions” and white racial obliviousne&e(l, 2002; Feagin & Vera, 1995). While the
rudeness of white awakening may be painful, thelpsipgical interests of whites are best
served by realizations that racial parity has re@rbachieved, and that progress in the United
States has yet a long way to go. We can likerd#éwastation of discovering white privilege and
racial oppression to the reaction of believers wehwserlds implode at the news that there is no
Santa Claus. My own reaction was, “Why didn’t sometell me sooner?” While some may
argue that it is better to have believed in Santaftime than never to have believed at all, such
an exact translation does not work with whitendRacism is nasty, pernicious, and literally life-
threatening (Feagin & McKinney, 2003). And inteiegly, one of the only ways to effectively
combat it is to expose the invisibility of whitesgdarx, 2006; Sue, 2004). Ending racial
injustice is far too urgent to invest any amounpsgychological interest in its perpetuation.
Thus, if whites are not made privy to the unfintheisiness of racial progress as early as
possible, they stand to experience trauma, cognadissonance, emotional devastation, identity
crisis, and the embodiment of white pathology—almosvitably—at some later point (see, for
example, Derman-Sparks & A.B.C. Task Force, 1988w&rtz & Disch, 1970; Tatum, 1997,
Van Ausdale & Feagin, 2001). A false sense of @edf world, and its coordinating irrational
beliefs and exhausting efforts to uphold it, areegessary and preventable casualties of racism.
Moral Interest and the Demoralization of Whites

The moral interest of whites is directly relatechtiw “good” one can feel about the

injustice-appeasing actions that take place inceespprimarily controlled by whites. The

also attribute this congruence as a primary matwebor their willingness to engage in what otheften perceive
as “working against” their own racial interests.
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response to Hurricane Katrina in 2005 and its joagition with the response to the California
wildfires in 2007 provide apt illustrations of theral bankruptcy that can be incurred by whites
as a result of endemic racism. The neglect of inésty income, primarily African American
residents in New Orleans has been described anif@i” (Buras, 2007). While George W.
Bush carried on with daily life and Michael Browirector of the Federal Emergency
Management Agency (FEMA) insisted that things wemeasetic, thousands of Black and
Brown people were literally left to drown, to waitsqualor with no help on the way, or to die in
unforgiving heat. Katrina and the underwhelmingpnse it garnered is one example of how a
white-dominant government, from the state to tluefal level, so devalued the lives of poor
Blacks that children, the elderly, and everyonbetween died as a result of a predictably
disastrous hurricane in the richest nation on thegd. It is also an exemplar of how the moral
interests of whites are neither served by whiteemacy nor any other racial project.

To be clear, white material and emotional intey@gtre most certainly served by the
responses to Katrina and the California wildfir€uring Katrina, whites who lived on higher
ground were reported as having “everything” ateetivhen a disproportionate number of
Blacks at the superdome and throughout the cityest Orleans had nearly nothing. Mayor Ray
Nagin reported that conditions for whites who wgeaerally wealthier and lived in suburban
areas were “like the Ritz Carlton. They had watsy had ice, they had everything” (Buras,
2007, p. 111). Similarly, both the FEMA websiteld®NN reported the anticipatory and
drastically different response to the Californiddfires, which primarily affected wealthy whites
whose high-dollar homes were threatened by firendZions at San Diego’s QualComm
Stadium were akin to those at Zephyr Stadium fonarily white New Orleanians (CNN.com,

2007a, 2007b). In California, even as the wildfirgere unraveling, people rendered homeless
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by the fires could immediately apply for aid at wMama.gov, a fully functioning website rife
with contact information, real-time news updates] aformation about how to locate loved
ones (Federal Emergency Management Agency, 2008).

Even a cursory analysis of Katrina versus thef@alia wildfires reveals a disparity in
the level of priority and immediacy of care for hambeings based on ra&eThe response to
Hurricane Katrina was pitifully slow, agonizinglyadequate, and criminally sub par, and it
remains so even now (Buras, Randels, ya Salaan@e8ts at the Center, 2010). Conversely,
the treatment of mostly white Californians was swifxurious, and seamlessly executed. |
specifically recall one victim of the California ldfires reporting that there was “too much food”
at QualComm stadium, and his greatest concern \masher the uneaten items would go to
waste (Booth & Geis, 2007). The juxtapositionlede two “natural” disasters helped to unearth
America’s moral deficit regarding the marked diéfiece in the nation’s treatment of racial
groups. This disparity—regularly played out in edlion, the criminal justice system, and
multiple spheres of US life—abruptly unfolded ire thorrendous response to mostly blacks in
New Orleans versus the smooth handling of mostlyeshn California. During Katrina, many
whites were confronted with the unfinished busir@sscial parity and the blatant devaluation
of people of color. Kanye West spoke harsh wordBwe television by announcing that:
“George Bush does not care about Black peoplewalt a comment that many, still tempted by
illusions of racial parity, could not at the timekaowledge.

Katrina and the California wildfires both illumiteahow white material interests were
served in both instances based on their supegatrirent. The preservation of real estate and

the immediacy of financial assistance from FEMAetyihelped to maintain the financial

9 One could argue that disparities in the hurric@sponses were also based on class. That discborsever, is
beyond the scope of this work. For a full discossif Katrina and its complexities, please see 82805, 2007
and Buras et al., 2010).
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investments and material interests of whites. &lisasters also revealed, however, the ways in
which white moral interests were not served by skpmpthe unfortunate lack of regard for
primarily poor, primarily Black “refugees.” By deging New Orleanians of color as looting
welfare dependents who should have “gotten outedan “left when they could,” moral claims
of fairness and neutrality to an on-looking pulgioaild no longer be made. Not only were there
stares from disapproving fellow US citizens, bueagaged global audience was confused about
how something so “third world” and inhumane coudghpen in the United States (Buras, 2005).
After Katrina, and especially after the Califormédfires, it was far more difficult for whites or
anyone to deny racial discrimination and unequedttnent without simultaneously investigating
basic principles for how human life is valued al@agial lines in this country. New Orleans is a
city in which the very placement of homes —with Wleiar whites living on natural levees in
uptown and economically disenfranchised peopleotiradwelling in the most vulnerable of
flood plains—is a demonstration of how racism alegeography and city planning itself
(Buras, 2005). The loss of real estate alone (wisithe single best way to build wealth), and its
disproportionately devastating impact on minoritiegealed how even natural disasters uncover
disparities in who owns homes, who suffers damagé,most importantly, who can afford to
rebuild (Gollnick & Chinn, 2009). In the case oéWM Orleans, Blacks also contend with the
issue of who is welcomed, encouraged, and allowedttirn (Buras, 2005; Buras et al., 2010).
Katrina and the California wildfires plainly illusited that whites’ material interests were
secured in their skewed ability to save their hoares even their lives. The moral interests of a
white-governed country, however, were abruptly uiedeand severely undermined.

Until Katrina occurred, and later the wildfiregénst which we could compare disaster

responses), the brokenness of our moral compashid@den from view. When these telling
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disasters took place, many whites were promptegiéstion the integrity of our decisions when
mostly poor Blacks versus mostly wealthy whitesiawelved. Katrina brought to the fore the
ugly revelation that people who are not white repree danger, and even when their very lives
are at stake, they will be held back at gunpoint stopped from crossing bridges that lead to
safety, “good neighborhoods,” and white people (ftt; 2005; Healy, 2007). We also
witnessed that when the estates of whites aretémwed, FEMA will move quickly and
decisively not only to salvage their properties foutnake the inconvenienced whites as
comfortable as possible throughout their “orded@ie might argue that the California wildfires
were handled differently based on the two-yearqukin which FEMA could better prepare itself
to respond. Even if elapsed time were a consideréetween the disasters, however, one still
cannot fully explain the disparity of treatment fanites in New Orleans who were protected by
guns, and their minority counterparts who weredted by them. The moral interests of whites
are never served by maintaining myths that posaiiaichas been achieved, nor by the idea that
whites and people of color experience fair and canaiple treatment even in the case of disaster.
Rather, moral interests are far better served witetes are able to consider the many ways in
which racial parity is still elusive, that they rhigarm themselves for a different and much more
ethical fight.
The Store Owner’s Guilt Revisited: A Prognosis fo“Pathologized” Whites

When a white storeowner named Joseph provideththening attire for Coretta Scott
King based on his own guilt about the slaying af ingsband, a form of personal healing took
place that served his best interests. As a whétle proprietor, his material interests had been
served via business ownership and perhaps by acgsserational legacies of wealth built on

ownership of whiteness alone (Harris, 1995). BoéwJoseph chose to act on behalf of all
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whites by forgiving Ms. Clayton’s debt as a smayment for his racial advantage, his
psychological and moral interests were addressed tiat freed him from the pathology of
hegemonic whiteness. Unfortunately, whitenessatbstan unnecessarily delusional existence
based on false precepts that too often exist imtijeritarian psyche. This storeowner regained
his personhood by assuming a stake in Martin Luklieg's slaying. He most certainly regained
his humanity, which moved him to make a single Blgerson'’s life easier, if only in a limited
manner. Joseph’s response to King’'s death maekpdifect beginning to the end of racism.
Like this man, the pathway to healing and full launization can most certainly be
achieved by every white person who dares to undbsetruth about racism. Opportunities
abound for discovering the salience of race and®dkeiction of colorblindness. Similar to the
burgeoning and committed antiracist educators elsundied (see Chapters 2 and 3), whites
need only to understand that it is ultimately iaithbest material, emotional, psychological, and
moral interests to act on behalf of racial prograsiser than to thwart it or deny its necessity
even with a Black president. The prognosis fortegin a nation plagued by white dominance
need not be bleak. With nuanced understandingswfthe “interest” in “interest convergence”
is not monolithic, but varied and complex, we caltyfgrasp how racism undermines the
psychological and moral interests of whites in wngg are far more disadvantageous than their
material and emotional interest gains ever will B¢e might also use these new understandings

to abolish racism, to reduce trauma, and to firarigergird the case for antiracism.
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Chapter 6
White Teachers Stay Here...Everyone Else is Dismissed
The Unintended Consequences of Whiteness Research

Critical white studies and research designs aimedamining whiteness in education
have become more popular over time (Marx & Penoimg?003; Marx 2006). | have conducted
a series of research studies aimed at learning admet the journeys of antiracist white
educators, and | have also reflected on my ownrmagsalvith mostly white students in teacher
education. While it is imperative twitically center whiteness in educational research, there ar
unintended consequences associated with actuattzngesearch in real time, in real schools,
and with real people (Haviland, 2008; Sheets, 206®re | offer one exemplar of the missteps
associated with conducting whiteness researchrenthadvertent consequences of centering
whiteness in ways that further marginalize minesti | also suggest practical solutions for
avoiding the reinscription of whiteness in fututedies and forward conceptual considerations
for how to re-theorize research on whiteness amairnt groups writ large.
The Allied Counterstories of Whites

My research on antiracist white educators is uridiéd by critical race theory and
specifically, the notion of counter-storytelling. key tenet of critical race theory is that those
who are marginalized by endemic racism must bea @it opportunities to share stories that
directly confront majoritarian narratives of medtacy, racial equality, and ubiquitous fairness
in society (Solorzano & Yosso, 2002). Thus, inagtempt to improve teacher education for
mostly white teachers, | conducted well-intentionesearch studies seeking the “allied

counternarratives” of critical white educators whespite socialization in a white supremacist
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society, have managed to develop critical consciess around race and teach for social justice
(Howard, 2006).

Johnson (2002) has advocated the use of autolpioiged narratives as a pedagogical
tool in teacher education and research. She wahweeever, that soliciting stories from white
teachers about race should not downplay or equidieeracial experiences with those of people
of color, but draw out the role of privilege andpogssion in white teachers’ everyday lives (see
also Sheets, 2000). Asking white teachers to coctshutobiographical narratives could help
them reflect on the life experiences that have stidpeir racial awareness or lack thereof. In
the absence of self-interrogation, Johnson notesl difficult to determine the factors that shape
white teachers’ racial understandings.

The studies | conducted constitute well-intentioregskarch on antiracist white educators
who have adopted progressive views of race, whitgrend culturally relevant pedagogy. In
pursuing this type of inquiry, however, | have uamtionally reinscribed whiteness in several
ways and violated a fundamental tenet of critieakrtheory, which is to dismantle a status quo
that positions whiteness as the foremost, univgrsedpective (Bell, 2002; Crenshaw, Gotanda,
Peller, & Thomas, 1995; Harris, 1995). Here, wiijeng to study whiteness in order to name,
render obvious, and confront passive racism in &g, | inadvertently allowed whiteness
itself to be co-opted as a tool for oppressingiéaehers of color who weretincluded in the
first portion of this research study (Freire, 12006; Marx, 2006). This documentary account,
therefore, offers anecdotal as well as theoretioakiderations for how to conduct research that

minimizes the chances of reinscribing whitenesdamninant social positions.
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Working with Whiteness

I conducted a two-part research study of antiragiste educators. In the first portion, |
studied a sample of twelve white teachers who wereinated by African American female
principals as exemplary, highly effective, and datkd to multicultural education. | conducted
three interviews and at least one classroom obsernvaf these white teachers who taught in
mostly minority, underfunded schools. From thelgtsiinception, | kept an extensive
researcher’s journal whose purpose was to recorteglings, hunches, triumphs, and
difficulties associated with the research (Merridi®98). | felt progressively uncomfortable
about the exclusive recruitment of the white teaghte dissemination of information about my
study to the surrounding teachers of color, angtreeived exclusion of the minority teachers
who often directed me, with subtle resentment érttones, to the classrooms of the “star”
white teachers | sought:

ResearcherExcuse me, could you tell me where Ms. 's classroom is?

Teacher of Color:Oh, | knew you were looking for her. Her clasghat way.

As time went on, more teachers of color begandp ste in the hallways to inquire about the
study and to probe for additional information abetiy | had chosen to study ONLY white
teachers.

At the close of Part | of my research study, saiviachers of color approached me about
results-sharing, and some passed along their parsorail addresses or phone numbers so they
could read the dissertation and any articles tiratrated from the research. It became
increasingly evident by the end of the first seghtleat teachers of color in each school felt

overlooked, alienated, excluded, and marginalizethi exclusive interest in “exemplary” white

203



teachers who were, in large part, doing what teaobiecolor had been doing for years (Foster,

1997; Irvine, 2002, 2003; Lipman, 1994; Quiocho &% 2000; Walker, 1993, 1996).

Below lies a smattering of verbalizations from teas of color (who were not included

in my research studies) that typified my growingsternation:

1.

After an open faculty meeting (with all teachersgant) in which the principal
allowed me to introduce myself and the researathystois final words of the
meeting were:*White teachers, stay here. Everyone else is dised.

After the same school-wide meeting, a Black fenideher approached me and
said,"Have you considered studying us? We like giftdsaioo.”

That same teacher proceeded to Sdgye you also thought about studying
Black teachers who teach in all white schools asntimority? | have a friend in
that situation. | wonder why nobody studies what’s like for us.”

At the close of Part | of the study, a teacher wéib-identified as multiracial said,
“Could you send me your dissertation so | can ra@&dl feel like | want to know
more about what you wrote. | think | know whera’s@coming from, but I'd

like to see.”

When one teacher of color was attempting to beftietyy reaffirming the sample
of white teachers who had been nominated for thysishe askedDid you talk
to Miss X? She’s half white and she is an AMAZtBE&gher. Oh, but you just
want the pure white teachers, right?”

Just after a classroom observation and beforetarsahool interview, a Black

teacher from the classroom next door visited ormayparticipants. To introduce
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me, the white teacher saifi)s. X, meet Ms. Jackson. She’s the lady from
Emory. She’s here to help us because I'm white!”

7. When | shared with a fellow teacher of color antleague that | would collect
“counterstories” from antiracist white educatorst keply was;Can white
people even TELL counterstories?”

Comments regarding the inclusion of white teachedthe exclusionof teachers of
color in the study were frequent, problematic, alvdays bothersome. Minority teacheust
participating in the study expressed a desire forenmformation. White teachers participating
in the study were fascinated by their inclusiothi@ research based on their whiteness, which
was somewhat novel to them because whites areanetrglly identified by their racial markers
or affiliated with any racial group (Leonardo, 2Q00deto & Bode, 2008; Tatum, 1994). This
type of incident, which happened repeatedly througlthe first portion of the study—along
with new challenges to consider whether whitestellrtounterstories—is precisely the type of
healthy criticality | welcome, but was not expegtin
Transgression by Omission: Minority Teacher Exclugon

One of the most hurtful unintended consequencesmducting research with white
teachers in mostly minority schools was the paisé@rise of exclusion felt by the surrounding
teachers of color. Time and time again, as | adiat various schools and walked their
hallways, | was chillingly reminded of the diffi¢ids associated with choosing to work with
some teachers and not others solely based on Addbe outset of my research study, | never
asked myself what it would mean in real time, ial ’chools, and in real people’s lives if |
routinely entered a school, selectively worked withite teachers only, and therefore sent the

following message to the principals who nominatesht: “I am a researcher who wants to
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study excellent teachers of mostly minority chitddr& ou know how you have all these wonderful
teachers of color here doing just that? Now, ghethe names of your WHITE ones.”

This message resounded loudly and clearly afk@ncaprincipal at a local school placed
me on the agenda of an early morning school-widetimg. He supported my research and
wanted the entire faculty to be aware of the redestudy that would soon take place in his
school. He first made announcements, discussetideaontracts, and finally invited me to the
front of the school media center to introduce miyaetl solicit participation in my study. My
presentation marked the end of the meeting, so lfied made my case, the last words he
uttered to all teachers wef@kay, that’s all | have everyone. So, white tearshstay here with
Ms. Jackson. Everyone else is dismissdd.the moment, some white teachers giggled in
surprised amusement, and a brief bout of nervawghler from everyone filled the air. But it
was such an awkward comment—and the last onalihtsachers heard before leaving—I
noticed that many of the remaining teachers ofrqpdmsed to glance at one another as they rose
from their seats, pushed in child-sized chairs,fdad out of the library murmuring and with
eyebrows raised.

But some teachers of color did not leave. In,face Black female teacher was sure to
push in her chair and walk over to me straightaw@lge approached me and sékthve you
considered studying us? We like gift cards to8lie was responding to my explanation of the
incentive to participate, which was a $20 gift cerédupport their educational efforts. We had a
lively exchange about how my research interestseinaahated from nearly a decade of being a
teacher educator. | explained that throughout eary of teaching, | continued to encounter
white teachers who consistently express their désiteach in suburban schools where they

would not have to “deal with” minority children afigrban problems.” | noted that, if vast
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numbers of minority teachers showed the level sistance that my white teachers did, | would
have conducted a study of antiracist teacherslof.c®ut since a heavy majority of my white
students expressed their fear, disdain, or comgisteterest in teaching in schools like theirs, |
needed to learn from the white teachers who ditdthesopposite—their colleagues.

The same teacher agreed that many white teackgrsss problematic attitudes about
minority children and urban education. But sheticmred to challenge me to change my
research trajectory in the future by at least iditlg Black teachers who choose to work in all-
white schools, or those that many of my preserigeeher education studemtsly wish to work
in. She pressed the issue witHave you also thought about studying Black teashgho teach
in all white schools as the minority? | have @il in that situation. | wonder why nobody
studies what that'’s like for us.f was moved by her comments, to say the leaste kleg
revealed the exclusion, overlooking, and lack tdraton she felt as a teacher of color. She
mentioned a friend who worked in an all-white sdhget she used the word “us” to inquire
about why no one seemed to study or care aboutiinsdike to be a teacher of color
surrounded by whites. At that moment, | felt asuiyh | had indeed made a terrible mistake in
presuming that | could enter a school with a mifeenlilty, choose to study just one racial group,
and have no one question my decision to do sesuraed everyone would see the merits of my
“expertise research,” in which | would find onlyetbest urban white teachers and highlight their
beliefs and practices to take back to the neargtyipercent white teaching force we currently
have (Cochran-Smith & Zeichner, 2005). | thoudjait by studying the life experience of whites
who have somehow adopted multicultural stancesigesgifetime of socialization
characterized by white power, | could convince mehées to teach critically and with social

justice in mind. It was more complicated than that
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At the conclusion of this study, | presented thaipiinary results again at a school-wide
faculty meeting. | was grateful to have an addaicopportunity to clarify my original aims, to
let each teacher know how much | appreciated Haarifice (be they participants or innocent
bystanders), and to share what | had learned frenmitial data analysis. Again, just after | had
finished speaking, a teacher who was half Blackraifiwhite approached me directly. During
an earlier visit to the school, one of her colleegyasked:Did you talk to Miss X? She’s half
white and she is an AMAZING teacher. Oh, but ystiyvant the pure white teachers, right?”
This comment disturbed me greatly not only becduesgeer was making distinctions between
who could be considered white and thus “pure,” taode who could not (and were therefore
useless for my research purposes), but also beshasgas clamoring to have her colleague,
whom she considered to be amazingteacher, included in a study about amazing teachers
Whiteness has been guarded as a form of propertefduries (Harris, 1995), and it was hurtful
to me that | had forced someone to pit a birac@inan against her “pure” white peers.
Moreover, the biracial teacher was obviously higlelgarded for her teaching alone, and to her
friend, it was a missed opportunity for her nohtwe been included in the study based on her
pedagogical skill set.

The biracial teacher expressed her own conceres whe approached me after the end
of year meeting. She sal ould you send me your dissertation so | can rgadl feel like |
want to know more about what you wrote. | thikkdw where you’re coming from, but I'd like
to see.” In this statement, the teacher seemed to indieatercertainty about my rationales for
conducting the research and presenting some ofrdings. Several other teachers were
waiting to speak with me at the meeting, so | lateited her classroom to extend the

conversation and to offer her every opportunitgxpress her concerns. When we spoke in her
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room, this teacher expressed that she understogd mdeded to learn more about antiracist
whites given that so many of my white students weséstant to: teaching in urban schools,
believing in the teachability of minority childreand dedicating themselves to teachatig
children well—not just suburban white children whtirey perceived to be “easier” students.
But in the presentation of my preliminary findingggiot only focused on the white teachers’
beliefs and life experiences, | also highlighteglitpracticeswhich | found to be culturally
relevant. This teacher made clear that she wdaotkdow more about “what they did
differently,” and why it was significant. | appiated her concern for wanting to ensure that |
was not unduly highlighting the “specialness” ofitglteachers who are often cast as “white
knights,” or the only ones capable of “rescuinghority children (Mcintyre, 1997). That, by
the way, is how we often arrive at films aimed @ebrating angelic white teachers who save the
day in “chaotic” minority schools (see, for examdangerous MindsBruckheimer & Smith,
1995;Freedom WritersDeVito & LaGravenese, 200The Ron Clark Storyaines, 2006). For
instance, the cover dhe Ron Clark Storgeads: “No one believed in them. Except himfe A
we really to believe that in a class of 25-30 stiislenot asingleperson cared about these urban,
Black and Brown students except the new “white Rtiigeacher (Giroux, 1997; Mcintyre,
1997)? Furthermore, would we ever read this kihpromotional blurb or be led to believe this
same taken-for-granted declaration if the movieenadyout even the poorest, most disadvantaged
white children? It is precisely this focus on “téhteacher as savior” that | wished to avoid in
my research. Still, it was the astute and indeeddzing” biracial teachertincluded in my
sample who pointed out my unintentional reificatadrit.

In many of the aforementioned instances, | fethlierrible and hopeful at the same time.

How awful, if you are a teacher of color, to bedttiat you are dismissed, even as your white
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counterparts stay behind in a school-wide meetingatticipate in an “innovative study” about
excellent teachers. What’s more, how hurtful teekeluded in research that highlights best
practices with minority students in ways that mighggest onlyvhiteteachers are capable of
employing them. Finally, how incredibly unfortuadb not be asked to participate a study based
on biracial identity, knowing full well that raceself is arbitrary, based on phenotype, and
ultimately more related to power—not self-identityjture, or how multilayered people
experience their everyday lives (Harrison, 2009riagdo 2009; Mukhopadhyay & Henze,
2007). At the same time, we cannot hope to oventacism without a serious deconstruction of
whiteness and the necessity of cross-racial eftortombat it (Bell, 2000; hooks, 2003). While
we must be planful, careful, and thoughtful abbgtways in which we approach critical white
inquiry so as to not injure or racially traumatsople of color along the way, neither can we
allow white dominance to escape interrogation &togr (Truong, 2010). Whiteness thrives on
invisibility by largely eluding acknowledgement aatiention by both whites and people of
color. As critical race researchers, even in eirstances in which the practical, on-the-ground
effects of conducting whiteness research is “mésgy,must continue to highlight the salience
of whiteness and white identity to make lastingdveay in any serious antiracist project.
Hurtful Humor and the Novelty of White Identity

A paradoxical consequence of singling out whiteleas to participate in my research
was that both the naming and “novelty” of whitenessurred. On one hand, whites are not
generally identified by their racial markers orilédfed with any racial group at all. Thus, to
name whiteness in a mixed setting and to forceesti first identify themselveswhite is an
important step in critically centering their raciééntity and acknowledging their membership in

a dominant group (Leonardo, 2004; Nieto & Bode,@0atum, 1994). On the other hand, as
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was the case here, the novelty of being identifigtheir whiteness not only reified dominance
but conferred an unnecessary level of discomfoohupystanding teachers of color. In each of
these instances, | am thankful that white idemtids brought to the fore, but | deeply regret that
the jokes and sometimes carelessly flippant ratiédbgue surrounding th@veltyof such a
concept was unduly and unintentionally hurtfultie teachers of color who were privy to it.

| was in a participant’s classroom awaiting thd ehthe school day. We were to
interview just after dismissal. A fellow grade-&veacher, who was a Black woman, came into
the classroom. The teacher | was just about evi@w introduced us by sayintMs. X, meet
Ms. Jackson. She’s the lady from the universsige’s here to help us because I'm whitdhe
teacher went on to explain that | would be voluntegin the classroom (for observations) and
possibly sending over some students from my unityeis volunteer in the future. Thus, she
indicated that she was to receive some additidmelp” from me based solely on my interest in
her whiteness. Both the teacher and her Blackdrggggled after she said this. But for her
fellow teacher who came in just to chat, | wondeafékere were tears behind her laughter.

In such instances, the potential for harm to ngditag teachers of color is rendered more
and more evident. On one hand, it is deeply ingmtrthat whites come to understand their
racial identity as a central part of raciamd multiracial struggles for racial justice (Howard,
2006; Sue, 2004). Hence, to ask whites to racidéntify themselves, and to highlight their
whiteness as something that is significant in eathcation and wider society is a positive
consequence of educational research. Howeveuniméended consequences of whites’ reaction
to the novelty of doing so is where damage is ddPeople of color, on the other hand, face
“forever foreign syndrome,” where no matter how maanturies their ancestors have occupied

this land, if they do not look white, they will patually be asked what they are, where they are
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from, and why their English is so good (Takaki, 3p9For whites, the normalization of their
existence is so universal and invisible, only tigloa study involving race would white teachers
find themselves contemplating their whiteness agiddasked to check a proverbial white box.

While it is beneficial to create a situation iniethwhites must identify their whiteness, |
must also take responsibility for the psychologenad racial trauma that can ensue for the
people of color surrounding them (Truong, 201@) thie instance of white teachers gathering in
a hallway, in mixed company, and shouting down|avag that it's time for a “white person
interview,” one cannot underestimate what heariag must have been like for the bystanding
teachers of color. Those teachers were not sumtinane may have already felt overlooked, or
as though | was not interested in their work. ngider the fact that millions of children are
lagging behind and languishing in schools wheretyipercent of teachers are white to be a
serious problentCochran-Smith & Zeichner, 2005My presumption is that so did the
surrounding teachers of color who have sons andhtars in those same schools. Thus, even
the presumption that the research, or my visitenydecision to study white teachers was
nothingbut serious caused some consternation of my dwat.to mention that of their fellow
teachers of color.

The unintended consequences of whiteness resiatatle both positive and negative
effects. The positive consequences include whresdization that their identity does factor into
their teaching, into education writ large, and itite functioning of a white dominant society. It
is also important for the critical centering of wdness to sometimes “study up” as researchers,
or to call attention to groups that are dominamt do not traditionally see themselves as part of
the multicultural conversation (Howard, 2006). Yeékiplay a major role in the problem of

racismas well asn struggles to end it (Pearce, 2005). Indeed,nbt only the burden of people
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of color to work for racial justice, it is the bl of everyone. Thus, even though | accidentally
reinscribed whiteness in hegemonic ways throughgutesearch, | maintain the inherent value
of collecting and using the “allied counterstorie$whites from whom we can learn a great
deal.

“Can White People Even TELL Counterstories?”

A significant reminder of the importance of botimsentics and voice came when a
former teacher, historian, Black female colleagmime questioned the ability of whites to
even tell “counterstories.” Her concern was tbased on her understanding, only someone who
is racially marginalized can tell a story of maination. In her view, equally problematic was
my assumption that whites—who are not racially esped—could tell stories about their own
lives that would qualify as a critical race coustery as we know them. | was grateful for her
forcing me to clarify first what it means to solittounterstories” from dominant group
members who were not systemically marginalized,sswbnd, what it means to wrest from the
hands of oppressed groups the exclusive abilitgltstories about struggles against endemic
racism. By asking whites hotueyexperience race, and what it is like fbem,was | not re-
centering the dialogue on whiteness while simulbaisty depriving minorities of the very right
to their own counterstories and to tell them fa@rhselves? But need we be so arbitrarily
exclusive in who can tell counterstories if thelysarve to undermine racism? Regardless of the
storyteller, should we not gather as many storsgsassible, which all actively counter a
majoritarian narrative? In considering these daast | had to return to the original aims of the
research.

A fundamental goal of my research studies waetelbp narratives, or “allied

counterstories” to describe white educators’ pagfsita antiracist activism (Chapman, 2007;
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Delgado, 2000; Dixson & Rousseau, 2006; Solorzan@m&so, 2002). | concur with my peer in
that ordinarily, counterstories are the untoldistof marginalized people. Their stories
interrupt the racist status quo by countering nigoan narratives of colorblindness,
meritocracy, and post-raciality (DeCuir & Dixso@). According to Delgado and Stefancic
(2001), counterstories generally serve to illungnahat life is like for those who are
systemically marginalized. Hence, counterstoriesadout both substanaadstoryteller.

In considering, therefore, whether whites candelinterstories, the answer is both yes
and no. The stories of antiracist white educatdrs have developed critical consciousness
around issues of race and are actively pursuingmieof racism do confront traditionally
hegemonic white paradigms, which is a crucial fiomcbf counterstories (Delgado, 2000;
Solorzano & Yosso, 2002). We must bear in mindydweer, that whites are nodcially
marginalized, and are therefore limited only tdirigl“allied counterstories.” White counter-
storytellers themselves may experience individetdlration by fellow whites who shun them
socially or label them as “niggerlovers” (Stalvé®,70) or self-hating whites (Wise, 2008b).
Still, however, whites are not systemically oppeesby pervasive, endemic racism, and can only
speak from a position that is racially privilegadd not marginalized (Feagin, 2010).

Much as in the case of Afrocentric feminist epistérgy, for instance, “only Black
women can truly know what it is to be a Black worh@radson-Billings, 1994, p. 155; see also
Collins, 2000). Thus, while it is extraordinarimportant to consider the experiences of
antiracist whites who constitute a peculiar, oenially ostracized “minority” among other
whites, we must not hegemonically recenter theodia¢ on whiteness by equating the allied
counterstories of whites with the counterstoriepedple of color (Apple, 1996; Apple & Buras,

2006). At best, whites can inform us about thentiphs and challenges of being antiracist white
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people among more majoritarian-minded whites. Teeyalso tell “allied counterstories” about
what it means to actively counter a racially ungtstus quo in their teaching, scholarship,
activism, and everyday lives. They cannot, howgeserve “as a means for giving voice to
marginalized groups” because at best, they cansymhpathize—no¢mpathize-with racial
marginalization (DeCuir & Dixson, 2004, p. 27).

The term “white ally” is used to describe whitesorgtand in solidarity with people of
color in overturning the racial status quo (Tatdi994). The counterstories of white allies who
have developed critical consciousness for racgtlga will illuminate how other whites might
embark on the lifelong journey of assuming courgggmonic white identities, or those that
reject normalized white supremacy (Leonardo, 2@8eter, 2007). The allied counterstories of
the antiracist white educators in my research sasve “tool for analyzing and challenging the
majoritarian stories of racial privilege,” whichetbe educators actively interrogate or reject
altogether (Solorzano & Yosso, 2002, p. 32). Is Wmy, their allied counterstories are powerful
in the struggle against normalized white suprenzay racial injustice for all.
Recommendations to Avoid Retrenchment

Based on my experience as a critical race/multicalteducation researcher, | will offer
here several practical suggestions for how to conadisearch on whiteness without
simultaneously reifying racial hegemony and centgwhiteness in a manner that is
counterproductive to the enterprise of social pes{Sheets, 2000). When | shared the nature of
my research and my plans to feature the “alliechtengtories” of antiracist white educators with
my colleagues (primarily women of color), many loéit reactions typified this statemeriOh,
so you're doing a ‘Beyond the Big House’ for whgemple?” This comment made direct

reference to Ladson-Billings’ work with African Amean, multicultural teacher educators
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(2005b). Indeed, since the inception of my research, mytgstéear has always been to widen
the space that allows for whites and white edusdtmsay, “Enough about you, let me tell you
about me” (Apple, 1996). | do posit, however, thighlighting the “allied counterstories” of
whites who provide much hope, direction, and modéldevelopment for other whites is a
worthwhile enterprise. It is also a necessary andeif we are to reach any meaningful goals
toward ending racism and injustice by way of cragsal community-building and social justice
coalition (Feagin & Vera, 1995; Sleeter, 2007).

As | have learned from conducting both of thesdistj there are incredibly important
implications for critical race research that spathe necessity of asking larger questions about
what it means to use critical race theory andaaitivhiteness as frames for studyprgvileged
groups without further marginalizingppressedyroups in the process. Here lie my
recommendations for both the practical considenataf dominant group studies as well as a
critical re-theorization of whiteness research.

Countering Hegemonic White Reification in Critical Whiteness Research: A Practical
Guide

In thinking of my own research design, there amtafele, practical strategies for
avoiding the minimization of the minority experienehile simultaneously extracting very
important aspects of the white majority experienthe following tips serve as self-
admonishments for my own future work engaging iticad white research and should assist
fellow researchers in avoiding many of the pitfalleave encountered heretofore.

1. Establish an open and honest line of communicatitimthe administrators of the

schools at which you conduct research. Princigalsjinistrators, and teacher
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leaders serve as crucial advocates of the study Wigeresearcher is not on the
premises.

. Attend or assemble as many school-wide, or cragsiriaculty gatherings as
possible so teachers of color do not feel exclidmd physical spaces or denied
important information about the research studydr&ds both groups at such
meetings.

Forge and maintain informal connections with sunding faculty of color and
directly solicit their views of the research. Fegroups or casual interactions play a
crucial role in gathering minority faculty countemses (Solorzano & Yosso, 2002)

. Take advantage of the entire faculty for result@rsiy, member-checking, or the co-
construction of data. Faculty of color in spacé®ie white teachers are studied are
an integral part of the school unit and have vdki&@howledge about the inner-
workings of the school as well as advanced undedstgs of fellow teacher
performance and the racial dynamics in that space.

Do not hesitate to serve as cultural brokers foultst of color who seek out
researchers for information, insight, or help.

Use “allied counterstories” as a frame for gathgethre racial narratives of whites.
Do not let the semantics or the research enterpgaéibrate the racialized
experiences of whites with those of people of gator of dominant group members
and the dominated. They are inherently differert all counterstories are not

created equal.
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Rethinking Whiteness Research: Theoretical Considations

The future of critical white studies rests on obitity to pose important questions about
what it means to “study up,” or to critically centtominant groups in multicultural research.
Carefully considering the following might begintike our research designs in directions that
minimize the reification of whiteness and maximilze rich data that lie in multiracial research
settings and communities.

1. How can we as researchers name whiteness withouttaneously re-centering it in
hegemonic ways (Freire, 1970/2006; Sheets, 2000)?

2. Can we consider the storytelling and narrativesrivical, anti-hegemonically
identified whites as counterstories and counteatiangs (Johnson, 2002; Solorzano &
Yosso, 2002)?

3. How can we avoid whites recentering themselvesjriEnough about you, let me
tell you about me’maneuver (Apple, 1996; Apple & Buras, 2006)?

4. What are the moral and ethical methodological aersitions of conducting actual
research in mixed-race school settings where thdsef both white participants and
participants of color must be met (Marx & Pennimgt®003; Tochluk, 2007)?

5. How can we as critical race and critical whitenesearchers balance the justification
and veritable need to “study up” with privilegecdhmounities given the legacy of
white researchers “studying down” (Denzin & LincoR®05)?

6. How can we critically center whiteness within @di race and critical whiteness
research methodologies in ways that productivedyndintle white supremacy while
simultaneously attending to the need for due atiertb minority counterstories and

anti-majoritarian narratives of the oppressed (B€DB5; Freire, 1970/2006)?
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These and other important inquiries emerged fromown account of how to and how
notto address these issues with critical race, clititateness, and critical multicultural research
designs.

Treading Lightly on Whiteness

The increasing focus on whiteness, privilege, amdidant groups within educational
research is an important and useful trend in disiingrendemic systems of racism (Allen, 2005;
Gillborn, 2005; Howard, 2006). Studies that calbiserious question the legitimacy and
invisibility of hegemonic whiteness move us clogeracial dialogues that name racism not just
as a people-of-color problem, buivaiite problem (Lipsitz, 1998; Owen, 2007; Wise, 2008).
we proceed with research designs that criticalljterwhiteness in an attempt to combat it as an
oppressive regime, me must exercise extreme caimiconsidering the unintended
consequences of such inquiry in practical terms.

In my study of white teachers of racially divestedents (as well as in my study of white
educators writ large) | inadvertently re-inscrilvedite dominance by not taking full account of
the effects of my research on the surrounding meoptolor who were passive participants in
the study. How, then, can we simultaneously sthdybeliefs and practices of critical white
educators whil@ot contributing to the unintentional heroificationwlhite teachers whose
stories and contributions to education, at theddrttle day, still trump those of re-marginalized
minorities? How might we also honor the journeyajvist commitments, and scholarly
contributions of antiracist white scholar-activistshout hegemonically centering their “allied
counterstories” in ways that enhance and suppottiiminish the counterstories of people of

color? This admonishment, borne from my own exg®e of falling short in doing so,
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hopefully illuminates suggested answers to veryssary questions about thoughtful,

counterhegemonic research design for the futuestifacist scholarship and action.
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Appendix A

Research Study I:

Participant Profiles

The participant profiles below include more detdiinformation about the twelve

elementary teachers who participated in part hefdtudy. Here, protective pseudonyms, grade

levels, subjects taught, and experience leveladf ¢eacher are included. In instances where

particular information may unduly identify an indiual, facts and conspicuous items have been

altered or replaced. The profile portion outlisafient details about each teacher, which she or

he elaborated on or reiterated as important duhiagourse of the research.

Table 1

Participant Profiles by Gender, Grade/Specializatiand Teaching Experience

Pseudonym

Gender

Grade Level or
Specialization

Years of
Teaching
Experience

Profile

Ms. Applegate

Female

5

3

One of 6 Jewish childreo had a Black
housekeeper; never a “good” student and
did not attend college initially; felt extremg
disgust for the Ku Klux Klan, which was
active in a community near her.

Mr. Bentley

Male

Grew up making sacrifices giilsgs
could attend college; father participated ir
baseball activities that exposed him to
diversity; enrolled in several African
American history and cultural studies
courses in college.

N

Miss Brighton

Female

Health and
Physical
Education (all
elementary
grades)

Had Black/white biracial cousins; was
dating a Black man at the time of study;
lived in a multiracial athlete’s dorm in

college; attributed desire to work at a Title

school to her student teaching in diverse
schools.

D

Mrs. Darling

Female

4

Raised in a highly segred@ommunity
and “all white school,” where she witness
de jure segregation in water fountains an
restaurant service; purposely sent her ow
children to diverse schools to counter her
own experience growing up; has a firm
belief in multiple intelligence theory.

=]

Mrs. Fielder

Female

Experienced de facto segi@yin the
counties she was from and taught in;
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attributed her openness to diverse others|
her mother and a mixed group of friends,
including LGBT identified individuals;
recognized inconsistencies and missing
counterstories in textbooks; rectified

textbooks by supplementing the curriculum

to include more information about
minorities.

Ms. Jordan

Female

Held strong feelings agaihges who

were unduly afraid of people of color; lived

in a diverse, urban area for several decades;

had a strong sense of community, or that
individuals should work together to solve
problems; attributed her openness to
diversity to a long lineage of family

members who participated in charity work.

Mrs. Prescott

Female

Immigrant from anothemntgyia pioneer
in her previous profession; attributes

diversion of thought about race and socigty

to a family history of innovators and non-
conformists.

Mrs. Reardon

Female

Has close Latino relatigegys

urbanicity and the diversity that comes with

it; would like to study the pedagogy of a
well known urban educator with an
academy near her.

Mr. Royal

Male

30

Experienced a life-changing toeship
with a Black man during his student
teaching; frequented the teachers’ lounge

of

an all Black school and learned a great deal

about segregated schools from their
perspective; travels widely to Spanish
speaking countries and is fluent in the
language.

Ms. Searle

Female

Special
Education
(grades 2 and 5)

Experienced racism in her own home

growing up when a brother could not bring
a Black friend home; has siblings who are
gay and have marginalized status; believes

in keeping pace with the literature on
educational theory and practice to self-
improve; exposed to more open, Eastern
philosophies in college, which were
radically different from the closed racial
paradigms she had experienced before t

Mrs. Springfield

Female

4.5

Often the only Jewasident growing up,
and one of two outwardly identified
teachers on her faculty; mother was a
teacher and administrator at Title | schoo
similar to the one at which she currently
teaches.

Miss
Underwood

Female

Kindergarten

Moved and traveled frequeagtlg child;
was earning a master of business
administration at the time of study; sees

education as needing an overhaul so as tlo

not continue legacies of educating the eli
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Appendix B
Research Study I:
Methods and Matters of Interpretation
Methods
For those who wish to replicate the data collectoanalysis, here | offer a more
detailed explication of both. Part | of this stddilowed a qualitative, “collective case study”
design (Stake, 1995) to answer important quesadosit the development of culturally relevant
white teachers. Merriam (1998) notes: “A caseétiesign is employed to gain an in-depth
understanding of the situation and meaning forghogolved” (p. 19). Due to the nature of the
research questions, this design allowed gathenng-depth understanding of how culturally
relevant White teachers conceptualize race, whiterend culturally relevant pedagogy, and
how those understandings informed their teachibgch “case” was represented by a single
teacher, and a total of twelve teachers compriseaollective case (Stake, 1995). This select
group of white teachers enabled me to examine thesisroom practices and underlying beliefs
to improve teacher education and professional dgweént for the population of interest—white
teachers.
| used three data sources—transcripts from inkgggtenomenological interviews
(Seidman, 2006), interview field notes, and fietdes from at least one classroom observation—
to understand the racial conceptualizations, abasgsrpractices, and life experiences of
culturally relevant, antiracist white educatorieTinterviews yielded insight about the rationales
underlying their pedagogies with racially diversedents. Field notes taken during interviews
allowed me to record information and my own thosghhile interviewing teachers, my

observations of classroom if teachers stepped winglinterviews, and insights not captured on
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tape due to breaks in the tape (e.g. having toflieplace a tape during an interview). Field
notes from classroom observations also enablecrsed how each teacher’s conceptualizations
of race, whiteness, and culturally relevant pedggogy have manifested in their classroom
practices.

Setting. This study was conducted in four public elemengatyools in a southeastern
metropolitan area. All sites were Title | Distinghed Schools, which met or exceeded
Adequate Yearly Progress (AYP) mandates or sigaitiy improved academic achievement for
two consecutive years with 35% or more impoverisstedents (National Association of State
Title | Directors, 2008). | conducted this resdairt elementary schools because unlike middle
and high school settings, teachers generally remgimthe same group of students for the
duration of the school day. With the exceptiomaipecial education and physical education
teacher in this sample, | was not limited to obseyteachers during a particular subject, nor
was | constrained to a time of day when teachestsuoted a specific group of students. Given
the nature of the classroom observations, seeirgj teachers with a single group of children at
various times throughout the day allowed me to $omu the particulars of the teachers’ practices
and not on varying dynamics with different groupstodents. Even in the case of the specialist
teachers, each of them taught either a self-caedaspecial education or health education class
on a daily basis.

Participants. The participants in this study were twelve whiteneéntary school
teachers. | employed Foster’s (1993) and Ladsdm&s’ (1994) community nomination
method to select these participants. The AfricameAcan female principals at each school were
given a consent form outlining the aims, scope, spetific details of the study. | then asked the

administrators who agreed to participate to recomin&hite teachers who were, in their view,
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commitment to teaching racially diverse studentsl, to share a brief anecdote about the
nominated teacher. | posed the following questittiease share the names of White teachers
at this school who want to be here, who are coneuhitd teaching children of color, and who
demonstrate an appreciation for cultural diversiytheir teaching.” | also requested examples
by asking: “Please give me an example or share a brief stdrgua why you are nominating this
teacher.” By soliciting more in-depth information about ithehoices, | took the first
opportunity to assess the administrators’ undedétgnof my nomination criteria. 1 relied on the
judgment of these African American women in ideniti§ teachers who were culturally relevant
and dedicated to the enterprise of teaching rgaifierse children. At one school, | had the
unique opportunity to befriend the president of faeent Teacher Association, who had held
that post for more than a decade. She also va@wedethe names of each teacher whom she
thought was exemplary and dedicated to raciallgidie students. | was then able to cross-check
her nominations with those of the administratonsl the lists were almost identical.

| originally intended to solicit teacher nominatsofrom parents via Parent Teacher
Association (PTA) presidents. | attended the lagligrograms and largest annual meetings of
each PTA and introduced myself to the PTA presidéfdwever, at each school, both the
administrators and PTA presidents warned of thigcdify of soliciting nominations from
parents either individually or as a group basetbenPTA participation. Both cited parental
challenges such as odd work hours, multiple jobd,the general inability of parents to
communicate with me or them in ways necessarydeive their nominations. Thus, although |
was able to attend at least one PTA meeting at gawbol, | was unable to solicit parents for

their own nominations of teachers.
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At initial meetings in which | officially invitedhe nominated teachers to participate in
the study, | introduced myself, notified them ttrety had been nominated by their
administrators, and distributed a consent formt tRose who agreed to participate, | asked them
to complete an additional form to gather basicrmfation about subjects and grades taught,
years experience, best methods for contacting thachpnames they wished to be called, for
example (Seidman, 2006). A final sample of ten worand two men were chosen. Profiles of
these participants are available in Appendix A.

Teacher participation in this study involved thseeni-structured interviews, spaced one
to two weeks apart. At the end of data collectteachers received a $20 gift card to support
their educational efforts in exchange for theirtiggration. Seventeen teachers originally
comprised the sample. The five participants whibhdvew from the study, or could not
participate in all three interviews or the obsevastill received the gift card as compensation
for their time.

Data Sources.Once | gathered all consent forms from principalg participants, | used
three data sources—three interviews, intervievdfredtes, and one classroom observation with
field notes—to explore the racial conceptualizagideaching practices, and life experiences of
culturally relevant white teachers.

Interviews. | conducted three interviews with each teacheofalhg Seidman’s (2006)
three-session sequence for in-depth, phenomenaldgterviewing. Using this structure, life-
history and in-depth interviewing methods were comad to describe a phenomenon, or a
research topic that a particular sample knows fr@th experience. Phenomenology “enables
researchers to examine everyday human experiemoésse, detailed ways” and “attempts to

discover the meaning people place on their livgeeeences” (deMarrais, 2004, p. 56). Using
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Seidman’s (2006) technique, researchers ordineohguct three interviews to make sense of a
phenomenon by first establishing the context ofgheticipants’ experiences in a focused life
history interview in which participants are askeddconstruct their early experiences in
families, schools, neighborhoods, and other sedtilysecond, “details of experience” interview
asks participants to lay bare the details of curcegnumstances that inform their experience with
the study topic—here, racial conceptualizations @riturally relevant teaching practices. |
found it necessary to reverse the order of thedinsl second interviews in this study based on
my need to build rapport with the teachers. Thushe first interview, | found it easier to ask
teachers about the “details of experience” teachinigtle | schools. In the second interview, |
sought information regarding the context of theperiences and focused more on their life
histories. | found it awkward and preemptive teedily inquire about teachers’ backgrounds,
upbringings, and childhoods in the first interviafter only a brief introductory meeting in
which | gathered consent forms and their cont&otimation.

| did, however, revert to Seidman’s (2006) seqeandhe final, “reflection on the
meaning” interview. | asked participants to malkeaming of any relationships between their
past and present life experiences regarding thegshenon in question — in this case, their
commitment to racially diverse children and teaghimunder-resourced minority schools.
Ultimately, interviewees had at least three opputies to answer primarily open-ended
guestions that helped me to reconstruct the inflaedd their life histories on their current
experiences as teachers in Title | schools (Seid2@06). Due to the nature of these semi-
structured interviews, where the focus was to aggdly build upon themes mentioned by
participants, | provide a partial list of intervieestions that attest to the scope of my inquiry,

but does not include each question that was posed.
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Background, Family, and Childhood Experiences:
O What was it like growing up?
0O What was your family like?
0O What was your neighborhood like?
0O Do you remember any encounters with race? Whatheddike for you?
0O Did you ever notice that someone else was diffaieart you? What was that like?
0O Growing up, were your friends the same or diffefemitn you? In what ways?

Education, Teacher Preparation, and Inservice igin

0O Tell me about your schooling experiences. Whaewieey like?

0O How did you decide to become a teacher?

0O Tell me about your teacher education. What watslitke?

0O What do you remember most about your teacher pagpaf

0O Tell me about your professional development aseher. What is that like?
Whiteness and White Privilege

0 How do you identify yourself?

O What does being white mean to you?

O What is it like for you to teach at this school?

O Does race come up in your teaching?

Adulthood, Adult Relationships, and Experiences
O Tell me about your family.
0O Tell me about your friends.
O Do you have relationships with people who are d#ifé than you? In what ways?
0O Tell me about your relationships with people as gthool.
O Tell me about your relationships with students.
0O Tell me about your relationships with parents aardifies.
O What is it like for you to teach in this community?
0O What does your family think about what you do @asacher?
O What do your friends think about what you do asaxher?
Teaching Philosophy and Life Experiences that krilte Ideologies
What is your main purpose in teaching?
What influences the way you think about teaching?
Do you teach your students differently than you \dathers?
What influences the way you think about race?

oOooo

The interview transcripts did reveal, however, magkable consistency in my asking teachers
many of the same questions, often using identi@bhatim phrasing.
During our initial meetings, | built a “balance m@ipport” with the white teachers in this

study (Seidman, 2006). The interviewees needédi$b me enough to share the sensitive
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information | sought, yet clearly understand myipos as researcher. | established rapport by
introducing myself as a graduate student, teadathgcagor, and former preschool teacher. As
Seidman (2006) suggests, “the interviewing relatigm can be friendly but not a friendship” (p.
97). | shared information about myself as a felteacher to build adequate camaraderie, but
refrained from sharing information (e.g. my poktiziews) that would unduly sway the
interviewer-interviewee relationship. In the finsterview, | asked teachers to share their
teaching philosophies, their classroom practiced,the ideologies guiding their instructional
methods. During the second interview, | asked s to gain an understanding of each
teacher’s ideas about race and whiteness and timection of their racial understandings to
their teaching.

After the second interview, | conducted at leamt observation of each teacher, during
which | took field notes. Classroom observatiomtded important perspectives on how
teachers’ expressed philosophies in the prior terviews manifested in their teaching. The
third interview included a discussion of the obs¢gions and how teachers’ observed practices
aligned with topics raised in the first two intexwis. The final interview also focused more
pointedly on each teacher’s upbringing, backgrodauajly history, schooling, and life
experiences that were fundamental in shaping thelerstandings of race, whiteness, culturally
relevant pedagogy, and the development of theietstdndings over time (Marshall &
Rossman, 1989).

Classroom observationsBetween the second and final interviews, | askeabserve
teachers during a time or lesson that they felt itlastrated their multicultural teaching
practices. | used the following statement to regtige invitation:“l am trying to understand

how you teach with diversity in mind. Pleaser& a lesson or day | could observe to see your
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best practices.” The teacher and had prior knowledge of the sdeddilassroom observation.
Many teachers scheduled a time, but four insidtatitcome at any time (unannounced) because
they always taught the same way, for the same gegpoOne teacher invited me back for a
second observation because she wanted me to witreeskildren learning in a different manner
than what | had observed during the one visit.e€hather teachers followed suit by asking me
to return on other days for events activities alvauth they were excited, or which they
considered not to be missed. In this way, | ndy tudfilled my original desire to conduct
unannounced observations, but | also succeeddasgrgdng some teachers more than once.
Each observation varied in length but ranged frénminutes, to 2 hours, to a half day, to 1 or
more hours on two separate days, according toctedsiling patterns of schools and the specific
requests of teachers.

During observations, | intended to be a non-irgva observer who did not seek contact
with students or teachers. In two instances, heweaeachers encouraged or asked me to assist
children in groups or individually. Their expredgsationale was that, as long as | was in the
room, | could offer assistance from which the af@idcould greatly benefit. In these situations,
| served as a participant observer (DeWalt & DeW\200?2) at the behest of the teachers.

| did not follow a specified observation protoc®ather, | took note of ‘the physical
setting, the participants, activities and inte@tsi, conversation, and subtle factors” (Merriam,
1998, pp. 97-98) in the classroom. | examinedhthgerials in the room; observed teachers’
interactions with students; took note of artifasuish as distributed literature, books, and posters;
noticed aspects of teaching style such as adhetert@ssroom rules, procedures, and
cooperative versus competitive activities; and dqtieysical features of the class such as seating

arrangement, work areas, and student placementlubded diagrams to document the mapping
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of each class in the field notes. In each of theagempted to understand how teachers’
expressed teaching philosophies and conceptualizatf race and whiteness translated into
their practice. | recorded my observations usiey @nd paper, but the notes were typed shortly
after class visits to maintain the integrity, detand accuracy of the session (Merriam, 1998).

Data analysis. | employed Miles and Huberman’s (1994) multi-tieradthod to code all
data gathered in this study. Guided by the thasaierameworks of culturally relevant
pedagogy and critical race theory, as well as tisciim&t emerged from similar studies in the
literature review, | first coded for all possibleetnes, then combined like terms and reduced
thematic codes into categories (Merriam, 1998)tav€l,” for example, first emerged as one of
many themes leading to race consciousness, baisitater collapsed into the category of
“recognizing a different life experience.” In whedon follows, | present categories that
emerged from these data in order to: a) parssioularities in ideologies regarding race,
whiteness, and culturally relevant pedagogy, btules culturally relevant teaching practices in
various forms but with common underlying tenets] epdescribe multiply occurring life
experiences among White teachers that affect theial understandings, teaching practices, and
commitments to culturally relevant pedagogy.

Validity and reliability. To address issues of validity | used “triangulatiorember
checks...and researcher’s biases” (Merriam, 199804). Triangulation involved using
multiple sources of data, including interview tramgtions, interview field notes, and classroom
observation field notes from which to draw conabnsi. | also conducted member checks with
participants during the second and third intervies those times, | asked teachers to clarify
particular statements they had made during preseasions or to help me understand elements

of the classroom observation. These checks atsodad teachers with opportunities to ask
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guestions about any interactions we had theretpforghare something they had forgotten at a
previous interview, and to contextualize or reflepbn their observed teaching practices (Hays,
2004). Additionally, I kept a close account of nregearcher’s biases throughout the study as
part of the fieldwork journal. These importanestgies helped to increase the validity of the
study.

Finally, I have left a clear audit trail by documieg detailed explanations of how |
collected the data, extracted themes and categartee data analysis, and made choices
throughout the research study (Merriam, 1998).imM\portant component of the audit trail is a
spreadsheet, which was created to record the entdtgames, the participants who supported
the themes, the data sources in which themes anelfand the evidentiary text supporting each
theme. Below, | provide a detailed excerpt ofdhdit trail spreadsheet.

Table 2

Audit Trail Spreadsheet

RESEARCH QUESTION 3: What are the life experienceshat inform White teachers’
conceptualizations of race, whiteness, and their oomitment to culturally relevant pedagogy?

Recognition of | Royal Interview 1| p. 29: | was in an all Black sohin the Delta where
a different life there was no compulsory school attendance at all.
experience p. 30: You know, they had to work in the fields

Royal Interview 2| p. 6: So the school was rundovany rundown, and the

children were in and out, because when | was thevas
fall. That's the time you harvest cotton, so saltags
they were there, some days they were not.

Royal Interview 2| p. 7: | would hear them talloabthings that they knew
that were going on in the community that otherwise,
would never have been aware of, even as a tedubmer. t
...it was out of my world of experience, it was dédéty
eye-opening.

p. 10: So a lot of the things | was hearing albet
injustices, | don’t know if they* were telling mbdt
because, “We know your father’s the police chief] a
we’ve got his ear indirectly through you,” or what”
Royal Interview 3| p. 15: From seeing it from tiative American’s
perspective probably came from a movie, and it was

232



Dancing with WolvesAnd | usually show that move
when we study Native Americans...

Darling Interview 1| p. 17: | come from suburliage never experienced —
other than seeing firsthand here, I've never expeed
the cultural aspect of a minority child living ahdw they
celebrate traditions. ‘cause | only had my sidem@®g
from White suburbia, | was never exposed to theroth
side and there’s two sides of America.

p. 17: They were growing up when | was... and they
never saw my world, and | never saw their world.
Darling Notes p. 1. Working, roughing it, started to open mysyé
Interview 2 | never did live in a perfect world.”

Applegate | Interview 1 p. 30: they've never sdendcean. They don’t know
what sand looks like. They don't know anythingitles
this neighborhood, you know, and that makes me sad.
Jordan Interview 1 p. 20: So you know these @i that have never been to
the beach...You know they had never been in a diverg
environment.

Jordan Interview 3 p. 15: I've spent my life iigito better the lives of kids
and from different kinds of situations.

D

Each set of categorized themes was organized kijatbe research questions posed in the study
for those who wish to see the evidentiary basééov themes were extracted from the data.
Any researcher who desires to replicate this shasyample, documented instruction (Merriam,
1998). Together, these strategies increased libiligy of the research.
Matters of Interpretation

The most difficult challenge in this research psxwas resisting the temptation to be
“easier” on the participants in their retrogresgivieking based on the fact that | liked each of
them a great deal. Two teachers sought to ketqueh after the study by finding me on a
popular social networking site. One teacher ralyimade calls, left voicemails, and sent text
messages to my cell phone. These teachers,jastiyone else, are on a trajectory of lifelong
learning toward cultural sensitivity and race caossness. Thus, they expressed both
progressive and problematic attitudes regarding, nabiteness, and culturally relevant
pedagogy. | had to constantly resist the tempiatadiscount their more negative expressions

in favor of those | would hope they would espousaiae people. | sought my advisor’'s
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wisdom numerous times to reveal and make plaintnong desire to treat participants more as
friends, to give them the benefit of the doubt, emdive them far more credit than was due.
The analytic memoranda | penned as part of myareker’s journal were crucial in
keeping the data analysis as objective as possiiiese memos allowed me to keep track of my
own feelings toward the teachers themselves or Wmids. These memos and the vital self-
awareness they forced into the fore increasedeightened scrutiny | used with the findings
and my interpretation of the data (Miles & Huberm2®02). Additionally, carefully
documenting the words of teachers and my direatmiasions of them in the audit trail
spreadsheet not only provided some qualitativekingcof the number of times participants
mentioned certain themes, but forced me to be meteculous in drawing out veritable themes
in the text as opposed to quotes and ideas thabked personal, emotional reaction.
Additionally, I struggled with knowing whether t#eers were comfortable discussing
racial issues with me given my own status as a ntynoln several instances teachers implied
race—particularly when speaking about parents amdlies accusing them of racism—and
would not actively name race in our conversatiofisleast two teachers spoke of friends whose
“parents kept the school grounds” or “worked fagrthin the home, for example, and | had to
explicitly ask: “Do you mean they were Black?"wlas also difficult to handle teachers’ candor
at the conclusion of the study when some of thepresssed feelings about not wanting their
children to end up on welfare, and the need tovehghtary segregation, which Blacks engage
in. It was not surprising that | heard such staets during the last minutes of their final
interviews, which was, | suppose, when the teaclwedsl had built enough rapport to verbalize

quite hegemonic things. Hence, | struggled abtitset with too much “politeness” in racial
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dialogue, and | struggled even more at the endestudy with their honest and most heart-felt
opinions about the misguided nature of minoritied the poor.

Throughout this study, | also found myself holdesgrh teacher accountable to the vast
multicultural literature base | have read, andd tatake several steps back to afford them the
appropriate slack. Some teachers had never hadtiguitural course as part of their formal
curriculum, so my holding them accountable for @pts, ideas, and progressive ideologies to
which they had never been exposed was unreasocaadbleonsistently tempting. My tendency
to want to treat them as uninformed friends rathan as examples of how the master narrative
runs deeply and affects even culturally relevaatihers, | believe, all balanced out in the end.
The harshness with which | judged their often heg@manswers and words was constantly
juxtaposed against my extreme desire to find thg est in them as people | had befriended. |
pray this balance is evident in the data analyS@. the second portion of this study, | plan to
make full use of my awareness about simultanequdlying harshly and treating too kindly my
participants/“new friends.” To remedy my biasegldn to enlist the help of the interviewees
themselves to validate, and provide reliability smeas for the data | collect from a smaller
sample of white educators and scholar-activistsswhbave grown to admire heretofore. | am
confident that the awareness of my fondness faetiparticipants, coupled with additional

research methods, will lessen or obliterate theceff participant likeability.
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Appendix C
Research Study I:
Excerpt from the Audit Trail

The data analysis for the first empirical reseatcilly began once all transcripts were
complete. | first coded each transcript basedammon threads that seemed to emerge. At
least 42 initial codes emerged based on the ésstarch questiortHow do white teachers
conceptualize race, whiteness, and culturally reté\pedagogy? then created a spreadsheet
organized into three sections—one for each reseprektion—to categorize the set of codes that
pertained to each research question. When | relcibdedata a second time, | could combine
like terms and collapse codes into at least 15 #senA third level re-coding allowed me to
collapse each sub-theme into four major theme<Qul)ified colorblindness, 2) Deficit theories
are “true,” but the “true” deficits are..., 3) Whitase no better; In fact worse, or pathological
and 4) Racism is real, but decontextualized undedshgs prevail.

Here | will detail how | arrived at one themBeficit theories are “true,” but the “true”
deficits are. to provide additional insight about the data analy8elow you will find a
pictorial representation of the process for coliagshemes to arrive at the aforementioned list

of salient findings.

*Absence of whiteness = absence of sophistication,
safety, intelligence, and money

*Associate whiteness with eagerness to learn

*Recognition of white dominance in textbooks

*White skin and phenotypes matter for assimilation

*Whiteness is related to class and having money

*Associate non-white children with misbehavior
violence, and drugs

*Students and families are not thriving, may not Cultural deficits
value academics, and need help in escaping are “true,” but the
their life circumstances “true” deficits are...

*These children need saving

*My students deserve the best, or at least as rasch
whites

*There are differences in white schools and my stho

*Expectations are different at white schools thareh

*White schools have more resources than my school

*The best teachers do not want to work at my school

*Manv teachers do not want to work with mv k
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Figure 4. Visual collapse of sub-themes into major themes.

Consistent with each of the major themes, teaghresented both retrogressive and
progressive strands of reasoning in their responkeshat follows | will provide an extended
“density of data,” textual audit trail for a singlsacher who exemplified both the deficit-tinged
thinking as well aducid recognitions of the broader challenges tleatdiass of all-Black
students faced. Ms. Applegate is an exemplar fomynof the teachers in the sample who
expressed, and in many ways, embodied commitmermsiturally relevant pedagogy and
burgeoning antiracism while simultaneously adhetingleologies about supposed inherent
Black cultural pathologies
Table 3

Audit Trail Spreadsheet Excerpt for Ms. Applegate

RETROGRESSIVE | Interview | p. 29: | mean, you've got discipline problems, iatever, you're

strands of thought 1 going to have some problems, you know...so it's likave to deal

with discipline.

Interview | p. 1: My mom was a commercial real estate ag8he sold things
2 in all the worst parts of town. We used to drivermto horrible,

horrible, horrible drug streets and Stuart Avenue.

Interview | p. 26: Some of them have siblings that have bbeehis a gang.

2
Interview | p. 17: my mom always invited strays to dinner am@&never we
2 had things. The underdog or whatever you calbkis always

invited. So she always taught us to help the neleglyess, charity
work and helping everybody.

Interview | p. 19: You can walk around with your britches amgyour knees
2 and you can watch Jerry Springer all day and youj@a your
families that haven’t graduated, or you can wondtend you can

be the first in your family to graduate and be sgstul.
Interview | p. 19: if you wanna stay home and pop out a huhkiids and be or

2 welfare, that's your choice, but some of you argdo be
successful.
Interview | p. 19: if you wanna watch Jerry Springer...so ttegeegonna be
2 some that are just gonna, you know, | can't save.
Interview | p. 26: because | know somewhere deep inside Hhey a good
2 heart, and they probably just don’t have anybodyoate to bring it

out for them.
Interview | p. 26: they come from an environment where thesetalot of
2 siblings in jail.
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Interview
2

p. 27: Yeah, a lot of them are gonna be the fiiestple in their
family to graduate from high school, most of them.

Interview

p. 27: Yeah, the whole conversation about youvealk around

2 with your pants around your knees and watch Opltatag, or you
can go to college. It's your choice.

Interview | p. 28: But so you can tell that they don’t gebiadf attention. |

2 have a couple boys that just can’t keep quiet lmatihome,
there’s so many of them, they have to be the |dudesder to get
attention.

Interview | p. 2: It's not about me. Neighborhood poor. Beghnot safe.
3 Notes
Interview | p. 2: Cussing them out. Belts and shirts aretiéebarhe norm.
3 Notes | Their priorities are out of whack.
Observatio| p. 3: She said, “If we don't tell them to washith#othes, it's not
n Notes | like anyone at home is going to do it.”
PROGRESSIVE Interview | p. 26-27: So I'd rather teach the less fortunagéatthe fortunate,
strands of thought 1 ‘cause fortunate children have every opportunitpu know, there's
always going to be people that want to teach ttsent'd rather
teach the ones that nobody wants to teach.
Interview | p. 27: You know, they're just as smart as anydse, éut they just

1 might be undeveloped, like you said, or they just'tknow what’s

out there.
Interview | p. 29: They don’t know that there are schools whgou know,

1 everything is nice and all the books are new ahtthalteachers, yot
know, bake, and all the parents bring Christmasepres. They
don’t know any of that. This is it.

Interview | p. 31: And they're not any different and theyl stéed

1 encouragement, and they still need somebody td tbeen. Just
‘cause they live in a poor neighborhood doesn’t enddem
insignificant, | guess.

Interview | p. 30: they've never seen the ocean. They dadtwkwhat sand

1 looks like. They don't know anything besides thésghborhood,
you know, and that makes me sad.

Interview | p. 30: And you know what's the big deal, comingehand teaching

1 them? Nothing. They're great.

Interview | p. 30: And the first | guess, whatever, two weekschool the IP

1 teacher gave me the deficiencies for all the chiidand for
everybody she gave me these deficiencies, and kike'$You need
to send them home.” And | was like, “It's too sdorknow if these
children need deficiencies.”

Interview | p. 32: So | didn't realize how exceptional theyrevbut | didn’t

1 teach up to them and | didn’t teach down to thenjust had high
expectations and whatever we offered them they &mokthey ran
with... but | didn’t teach any differently.

Interview | p. 30: So two of my best students are the onagtitavritten off

1 last year for behavior and because they're “new@rgyto amount to
anything.” They're my best readers, they're mythedters, and
they're my best math students. And nobody has, ever done
anything for them.

Interview | p. 30-31: You know what; I've never sbome a deficiency, and |
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1 just ripped it up. And | said, “I'm going to asse that | don't ever
need to give you a deficiency again.” ...she haswbiese
reputation for behavior in the school...she’s vegpeetful to me.

Interview | p. 31: if they act out it's because there’s somifictency

1 somewhere. It doesn't mean that they're stupithey can't do it;
it's because somebody missed the boat when they t@aching
them.

Interview | p. 31: I tell them they're smart. You know, ifytell them that

1 they're smart they're going to live up to it. legs | just encourage

them, you know
Interview | p. 32:...everybody should have high expectationsheir students.

1 ...But as long as they meet the expectation thatcgouset for them
they they're going to live up to it.

Interview | p. 35: My best math student, my worst behavior féorite

1 student in the whole world couldn’t read a lick wHeagot him, and
nobody knew how smart he was at math. Now he ead, rand he i
right up there.

Interview | p. 36: He's going to be — | want him to be an aedh, ‘cause that's

1 how good he is, and he likes to draw. But if yamn’'tread, what's
the point? You can't drive. You can't drive; yoan't go to the
grocery -

Interview | p. 30: | think the African American populationngsunderstood

1 and they're unappreciated and they're undervalued.

Interview | p. 2: But originally, when our city was built, theople that had the

2 “highest” opinions about other people lived in [NoCounty].
You'd often see them dressed up at night in thedhaidf the night,
going from house to house.

Interview | p. 2: So | wasn't conditioned to think that Blagodople were not

2 deserving or not as deserving as white people.

Interview | p. 17: Because if these children aren’'t succestfah really, we're

2 the ones that are gonna have to pay for it, sowdwldn’'t we do
what we can to help them in order for them to likependent and
successful? They deserve as many opportunitiagydsdy else,
irregardless of where they came from, | guess.

Interview | p. 18: | want to a private Hebrew Schoalewish people were

2 mistreated in World War Il and Jewish people arstreated, and
they have stereotypes, which are incorrect. ...Swigigpup my
educators made it very clear that even though werge equality,
we never got it.

Interview | p. 18: So | guess it would be the same with thal @/ar. African-
2 Americans were mistreated, same kinda thing. Bxfoep think
that the Jews blended better into society thai\ftiean-

Americans, because it's obvious, like you saidf thygou're not
White you're not White. So | think that still, etlof people look at
African-Americans as if they were slaves becausg #tick out a lot
more than Jewish people do.
Interview | p. 19: and we do examples, like street smart.stuff
2
Interview | p. 19: | have to, like, do real-life examples wittiem.
2
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Interview | p. 23: | guess it's maybe because | realizedttieat are probably
2 better ways of teaching students than the way Itauaght, because

didn’'t get anything from it.

Interview | p. 1. “Parts of Speech” Miko and Amelia (namesduse a poster ir

2 Notes | the room)

Interview | p. 1: Capitalization poster: Buddhism, Judaisimigianity,

2 Notes | Mexico, Spanish

Interview | p. 27: | would call her...and she would say, “Oleytlust need a

2 hug. Just give them a hug.”
Interview | p. 28: when | work with them, it's like they scdbeir chair right
2 up next to me so we're touching, which | know isnpbetely against
the law.
Interview | p. 32: And then | started going to school withiaed demographic
2 of people than when | went to private school.

Observatio| p. 8: She thinks good pedagogy transcends gradsle...We

n Notes | don't sit at desks...We sit on the carpet, they éeva, it's more
comfortable. It worked in Kindergarten. Who saiel have to stop?
Observatio| p. 4: Ms. Applegate explained that she wants tteeose the

n Notes | dictionary, encyclopedia, and other traditionabsesh methods
before Google. “Otherwise,” she said, “that’sta#ty’ll know.
Anyone can look on Google, but you need to haveareh skills,
too.” ...if they didn’'t have “T” for Thailand, theyhen could look up
Asia in the “A” volume. Birilliant.
Observatio| p. 1: She invited me to come on this day to “hangwith us” and

n Notes | read to her students, who were accustomed to &afiimnds and
community members coming to do the same.
Observatio| p. 7: and then mentioned wanting to have my Erstuglents come

n Notes | to her next year to work as tutors, just to see.

Interview | p. 1: Community guests (invitations). It's thght thing to do.

3 Notes

In many of her verbalizations, Ms. Applegate deni@ted either deficit-tinged or rather
progressive views of race, whiteness, and culturalevant pedagogy, or at timesth
simultaneously. Ms. Applegate experienced margiadlstatus herself as a Jewish woman. She
spoke quite eloquently about understanding thekatiuggles of Blacks via her own
experiences with anti-Semitism. Specifically, Mpplegate could recognize the importance of
having a white phenotype and the ease with whialisbepeople could more easily assimilate to
US culture and life based on looking white and éfene evading the negative stereotypes and
real discrimination associated with Blackness.th&tsame time, however, Ms. Applegate’s

frustrated, isolated tirade about watching Opradh arry Springer, for instance, also revealed
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rather sweeping, negative assumptions about thestypfamilies from which shessumedher
students hailed. Among her primary fears wasshatents would “end up” like many of their
gangster siblings and family members who were dilted, or presumed to be involved in illicit
street behaviors. The assumption of large famdreacterized by multiple children, noisy
volumes, and low educational aspirations was evisteher rant. In so doing, she revealed an
ascription to cultural deficit theories of Blackdaminority culture, which dominate
retrogressive, majoritarian modes of thought.

Ms. Applegate also presented quite sophisticatelénstandings of the societal, more
deeply entrenched, institutional barriers for tadents’ achievement in school and in life. She
made multiple references to children having bedaddy previous teachers based on the fact
that many of them could not read or had already beeitten off” as disciplinary problem-
children and throwaways of sorts. Ms. Applegateeddhat when she began her tenure at the
school, fellow teachers made a point of passinggatbe negative “reputations” of several of her
students even before she even had the opportankiyaw them for herself. She also noted
disparities in school, textbook, and curriculumlgyand gave examples of how she must
supplement the ill-equipped school with her ownKspanaterials, and curricular examples that
are more relevant to her students’ lives. In fakthost the entirety of her library consisted of
books, tapes, and listening equipment she purchasgdhaintained herself.

In addition to the absence of high expectationsper materials, and disciplinary savoir
faire from their previous teachers, Ms. Applegats\also quick to illuminate the lack of care
her students had received in the past, and weadlffggrohibited from receiving even from her.
She had great difficultly with laws against huggargl physical touching, and she lamented both

on and off the record about her sadness and ftisstraSuch policies, she believed, stripped
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children of much-needed human interaction, whiahlshged to give children whom she
presumed either did not receive at home, or degliie@spective of home conditions. Ms.
Applegate also questioned and outright condemnetdkic inattention to her children’s
developmental needs as they related to furnitl@ssmom arrangement, and the structure of the
US classroom itself. On a tour she led, Ms. Apateghowed me the abandoned Kindergarten
room from which she had removed several items $erin her own class. She used large rugs
for lessons on the floor, low furniture and bookgbs for easy access from the carpet, and she
employed circle time-esque floor activities forldnen who needed more physical space,
comfort, and room to roll around. She disliked ¥ieey assumptions associated with how
children are expected to sit upright and learn, eimglblamed a lack of inattention to their basic
needs as children for much of their previous failar disinterest in academics if there was any.

Importantly, Ms. Applegate could quite readily pdio the undervaluation of African
Americans and their culture as one of their printagsons for low achievement in schools and
society. She spoke several times about their impsived (yet assumed to be unsafe)
neighborhoods, but fully understood that the aityhich she lived was bifurcated and
segregated along strict racial lines. She spoleeaniunty in the north, which was designed as a
destination for white flighters and staunch raeiséven serving as the seat of the Ku Klux Klan.
She also spoke of the stark contrast in neighbatlgp@lity she gained exposure to as the
daughter of an urban real estate agent. She unddrsity lines as primarily demarcated based
on race even though she attributed some degrestlodlpgy to those who could not escape their
boundaries.

Like many patrticipants in this study, Ms. Applegattered a variety of verbalizations

and innuendos that both supported and refutedXpeessed and demonstrated commitments to
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culturally relevant pedagogy and antiracist ideBg.examining an extended trail of her data set,
one can also surmise that both progressive anogresive strands permeate her responses and
ideologies about race and whiteness, and how skesmaeaning of teaching minority children.
Her beliefs and practices are representative ofyroéimers in the sample, and the intricacies of
thought she presented strongly typify those idettithroughout this research. Like Ms.
Applegate, many teachers in this study still adéhéoesome retrogressive tendencies of the white
majority, thus upholding and somewhat reaffirmingfwral deficit theories. What distinguishes
them from many others, however, is that they atsgmlarger concepts of the “true” deficits, or
school and social impediments, that preclude stedents, their families, and Black
communities from progressing as whites do. Ih&rtrecognition of the “true” deficits in US
schools and society that offer strong glimpsesopfehfor the more progressive thought patterns

and practices of white teachers who are burgeaamtigacists.
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Appendix D
Research Study II:
The Method and the Madness
Methods

Here | provide the more “nitty gritty” elementswhat Ladson-Billings (2005) has
termed “the method arttie madness” (p. 13) for the second portion of béearch.

Fortunately, given how extraordinarily helpful,noépective, and supportive of my work the
participants were, “madness” was minimal. Simitatadson-Billings’ explanation of the
methodological techniques she employed to exarhi@enulticultural commitments of a group
of African American teacher educators, | offer rembdetails, instructions for replication, and
possible new directions for researchers who mai vaslesign studies with similar aims.
Ladson-Billings’ (2005) and my studies depart, hogrein that | explore the antiracist
trajectories ofvhiteeducators who comprised the sample for the resgmesented here. My
goal was to examine the racial conceptualizationkurally relevant pedagogies, and the
formative life experiences that led a small grotipvbite teacher educators and scholar-activists
down similar paths toward more multicultural stasvaad antiracist views. With that challenge
in mind, | embarked on my research journey usiegfdiowing methodological techniques,
considerations, and limitations.

Participants. This sample of participants chosen for this stualysested of eight well-
known, highly vocal teacher educators and schalaviats whose work | repeatedly
encountered in: my studies as a doctoral studepinvolvement in teacher education, activist
meetings and venues, professional research cootseand the most popular and widely-used

literature in multicultural and antiracist educaticAll participants in the sample appear on one
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or more lists generated by the 2010 Social JusticeMulticultural Teacher Educators Resource
Survey (Gorski, 2010). For instance, five of tigheparticipants—Christine Sleeter, Paul
Gorski, Peggy Mclintosh, Marilyn Cochran-Smith, anch Wise—all appear (in this order) on
the list of “Most Influential Multicultural or Soal Justice Education Scholars.” Additionally,
Julie Landsman’& White Teacher Talks about Raqgpears on the list of “Most Recommended
Entry-Level Books on Multicultural or Social JustiEducation.” Jane Elliott’s “Eye of the
Storm” and “Blue-Eyed” documentary accounts of fa@nous racial experiment with white
elementary school students are the seventh and ‘iNfast Helpful Documentary Films” in
multicultural and social justice education. Figalloe Feagin's “Racism Review” blog was also
named as one of the “Most Helpful Websites” forigbjuistice teacher educators. Each
participants in this study appears on at least ané,in many casesjultiple lists generated by
EdChange, a respected group of educators “deditateqguity, diversity, multiculturalism and
social justice” (EdChange, 2010). The resulthete polls—generated by multicultural teacher
educators and activists dedicated to racial antlspistice—indicate the powerful presence,
significant influence, and almost ubiquitously rgozed contributions of those included in my
sample.

To arrive at the identified sample, | was guidedHhmyfollowing selection criteria:

1. Explicit stance and scholarship in the field

2. Self-identity as educators

3. Introspection

Explicit stance and scholarship in the fieldThe eight white educators and scholar-
activists in this study were chosen based on tgesggeto which they had formerly expressed

their views on race, whiteness, and antiracismat 1) the participants selected here are
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“known” in their respective fields for their antaiat stance and work. Christine Sleeter and Joe
Feagin, for instance, have written pieces entiti§tlite Racism,” (Feagin & Vera, 1995;
Sleeter, 1994) in which both scholars denounceeshgurported colorblindness, their invisible
and often willful ignorance about race, and theiearned racial privilege. Peggy Mcintosh,
Julie Landsman, Paul Gorski, and Tim Wise are featgers of the annual White Privilege
Conference and the National Conference on Rac&#tmucity, for example, at which these
scholars continue to make public their strong stamtantiracism.

Marilyn Cochran-Smith has served as a keynotekgpes venues such as the National
Association for Multicultural Educatiéfy where she has rendered explicit the necessigvise
teacher education to meet the needs of childreolof. Similar to many of the participants,
Cochran-Smith also expresses her multiculturaliaspgstice-centered “stance” on education in
ample publications on matters related to the t@nsdtion of teacher education and P-12
education in ways that challenge “cycles of oppogssand upturn the social status quo
(Cochran-Smith, 2001, 2004, 2005; Cochran-Smitlak8tan, Jong, Terrell, Barnatt, &
McQuillan, 2009). Neither Jane Elliott nor Peggglhtosh has authored books on their work,
and in the latter case, in direct opposition toriee and gender-based oppression in the
institution of academia. Rather, Peggy Mclintoshsparief working papers on various topics
related to race, whiteness, and white privilegikewise, Jane Elliott uses her website, her
popular “Brown Eyes/Blue Eyes” instructional videgries, and her multiple public speaking
engagements and diversity training sessions to makestakably clear her commitment to

antiracism. Each of the participants selectedHisrresearch, by way of their own scholarship,

20 Marilyn Cochran-Smith delivered the keynote adsiestitled, “Teacher Education for Social Justiaethe
November 2005 National Association for MulticultlEalucation (2005) annual conference, which | atézhand
heard her address.
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engagements, and activities, communicated an éxgiannce against racism in addition to their
pronounced commitments to antiracism.

Self-identity as educatorsWhat distinguishes this research from previousistuadf
white antiracists is its exclusive focus on whitéiracists who deeply influence education in
general and teacher education in particular. Thezgit was crucial that each of the participants
identify themselves as teachers, teacher educatcgducatoran some capacity. Marilyn
Cochran-Smith, Jane Elliott, Julie Landsman, Peggintosh, and Christine Sleeter have all
served as classroom teachers. Each of the paisipmany of whom also explicitly self-
identify as teacher educators, have a direct haeducating large numbers of future classroom
teachers. Joe Feagin, who self-identifies as teomgist who works on race and racism issues,”
also made clear his favorite occupation: Teacktndents is what | enjoy most in life. Serious
students represent the future of this nation—arsdwbrld. And | feel privileged to have taught
so many fine young people over four decades nowagdin, 2011). Similarly, Tim Wise self-
identified as an “antiracist writer and educatiige, 2011) whose work frequently entails
“capacity-building trainings with teachers abounhto do antiracist pedagogy in the classroom,
classroom management, curriculum design, and afaif..not with just colleges and
universities, but obviously K-12s, both public gni/ate.” Each of these participants maintains
a close affiliation with education as former orarein teachers, teacher educators, or scholar-
activists whose teaching spheres are not limitathteersities, schools of education, or P-12
classrooms. Rather, these educators occupy dyafi&lassrooms” and reach wider swathes
of “students,” including multiple publics in norattitional settings.

Introspection. A chief aim of this research study was to uncokerfoundational

experiences, formative events, and significantdiperiences that inform the participants’
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understandings of and commitment to antiracismus] the white educators and scholar-
activists chosen for this research are constantijjpged in introspective processes of naming and
describing the significance of race, racism, andemness in their own lives. Whether in their
academic scholarship, personal autobiographicauats, ongoing engagements, or
personalized research trajectories, the white eédrean this sample have, and continue to make
public their own reflections on race. In “Blindsion: A Story from a Teacher Educator,”
Cochran-Smith (2004) candidly reveals both hentphs and missteps as a “White European
American woman” at helm of a teacher education r@uwg In her self-reflective piece, she
makes no secret about her struggles as a whitegeaducator then and now:

...despite my deep commitments to an antiracist auum for all students,

whether children or adults, and despite my inter#tito promote constructive

discourse about the issues in teacher educatrealized | didn’t ‘get it’ some (or

much) of the time. (p. 86)
These participants’ willingness to publicly shareit introspective processes, as Cochran-Smith
(2004) engages in here, was requisite for inclusgidhis sample. Fellow antiracist teacher
educator Christine Sleeter also frequently reflectdier white identity in her scholarly
discussions of the vast number of white, femaleldhet-class, primarily monocultural pre- and
inservice teachers (Sleeter, 2001, 2004). In ateh&ntitled “White Preservice Students and
Multicultural Education Coursework,” Sleeter (199 not fail to include her own self-
assessment:

About twenty-two years ago, | occupied the sameeptual space as the White

students | now teach. In retrospect, two of thetmmportant lessons | learned—

and learning them took a great deal of time andckweawere to ask the right

questions and to seek answers from people | had sm®alized to ignore or look

down upon. (p. 28)

Sleeter’s (1995) and Cochran-Smith’s (2004) séiffianitions are characteristic of the

reflection and introspection demonstrated by attipi@ants in this study. Peggy Mcintosh’s
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(1998/2001; 1989a, see also 1990) reflections owliseovery and unlearning of white privilege
are seminal in the field of education in general sgacher education in particular. Julie
Landsman’s (2001, 2008) reflections on her expegsras a veteran white teacher are also
among the most popularly cited memoirs for use witstly white women in teacher education
(Gorski, 2010). In Jane Elliott’'s (2011) frequgrttboked antiracism workshops, and as an
“internationally known teacher, lecturer, and dsigrtrainer,” she is constantly reminded of the
necessity for her own racial awareness, vigilanod, self-refinement: “I struggle with it all the
time. And I say things—I know | say things that #at outwrong. And | can remember when |
said them” (Elliott, 2010). Her sobering reflectsoon her own constantly developing antiracist
commitment are not only helpful to others, but elcteristic of the antiracists featured here.
Similarly, much of the scholarly work by Paul Gargl998; in process) and Tim Wise
(2008a, 2008b) focuses explicitly on racial seffe@ion and centralizes their own
autobiographies as white men as the primary suljatier. Feagin (2010) also uses his research
and scholarship to reflect upon and refine hisqeabkpursuit of “liberty and justice for all” in
the context of a “racist America” (2001). In pisagith such titles as, “White Isolation and the
Price We All Pay” (in Feagin, 2010), the authoruales himself in the racial dialogue and poses
serious questions about the direct costs of ratoshimself as a white American in a
foundationally racist country (see alfbe Many Costs of Racisfgagin & McKinney, 2003).
Feagin also calls for action and what some vieWadical” racial remedies (a new
constitutional convention, for instance) that wohédp to fulfill his unending quest to
reconstruct a country that lives up to its demactideals. In so doing, Feagin exposes his

desires, hopes, and dreams for visible and actitieaaist movements that will draw both
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citizens of coloand himself closer to the America he frequently reffagpon—one which he
openly states he would love to take part in (FeaZdi0; Feagin & Vera, 1995).

Data sources.| used two data sources—an extended interview dutig of
autobiographical literature and academic scholprstd explore the racial conceptualizations,
pedagogical practices, and life experiences ofteigtiracist white scholar-activists.

Interviews. | conducted an in-person interview with every adist educator included in
this study. Each interview followed a compresi&eth of Seidman’s (2006) three-session
sequence for in-depth, phenomenological intervigwimhis format differs slightly from its
original use as a multi-interview process over tamel was implemented on the basis that each
of the interviewees had established bodies ofditee and resources from longitudinal and
ongoing reflection spanning decades. Thus, thectted interview sequence was more
justifiable because the interviews were but onaiten in the lifelong sequence of reflection
previously engaged in by these scholars. Moredkertopics on which participants were asked
to further reflect were priorly addressed in theim work to varying degrees.

Phenomenology “enables researchers to examinedasehuman experiences in close,
detailed ways” and “attempts to discover the megpigople place on their lived experiences”
(deMarrais, 2004, p. 56). Using Seidman’s (20@6hnique, | conducted an interview lasting
one to two hours to make sense of the white amgirabenomenon by first establishing the
context of the participants’ experiences in a feculife history segment. Participants were
asked to highlight salient early experiences inifi@s) schools, neighborhoods, and other
settings that were formative in the developmertheir racial conceptualizations and antiracist
commitments. In a second segment, or the “detéigxperience” portion of the interview, |

asked participants to lay bare the details of eurcecumstances that informed their experience
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with the study topic—here, their racial conceptzations and pedagogical practices. The final,
“reflection on the meaning” portion of the intewie€equired participants to make meaning of
any relationships between their past and presiengXiperiences regarding their commitments to
antiracist activism. In this way, interviewees given extended opportunities to answer open-
ended questions that clarified the influence oirtabbreviated (yet previously written about)

life histories on their current experiences (Seidn2906).

Due to the nature of these semi-structured intersjevhere the focus is to organically
build upon themes mentioned by participants, | m@welow sample questions from the
interview protocol which attest to the scope of imyuiry, but could not include each question
posed to interviewees.

SEGMENT 1: LIFE HISTORY

What was it like growing up?

What was your family like?

What was your neighborhood like?

What were your friends like?

Growing up, were your friends the same or diffefemtn you? In what ways?
What was your school like?

Tell me about your schooling experiences. Whatweey like?

What do you remember most about your education?

When did you first notice that someone else waemdint than you? What was that like?
What was your first encounter with race? What thas like for you?

OooooOooogooo

SEGMENT 2: DETAILS OF EXPERIENCE

How do you identify yourself?

What does being white mean to you?

How did you decide to become an educator?

Tell me about your professional roles prior to ndw.what ways have you been involved in
education?

What is it like for you to be a white person dothg type of work you do?

How do you handle instances of resistance in ysaching?

Do you have relationships with people who are d#if¢ than you? In what ways?

Do you maintain relationships with people you krmfore you started doing this work?
Tell me about your relationships with the familyuyloave now.

Tell me about your relationships with the friendsiyhave now.

Tell me about your relationships with the peopla yention in your work.

Tell me about your relationships with the studemtseachers you mention in your work.
What is it like for you to teach in various capees®?

What does your family think about the work you do?

What do your friends think about the work you do?

oooag

Oooooooooood
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SEGEMENT 3: REFLECTION ON THE MEANING

What is your primary purpose in the work you do?

What is your primary purpose in the writing you do?

What MOST influences the way you think about ediocét

What MOST influences the way you think about raeeism, and whiteness?
What MOST influences the way you think about raoiatultural others?
What MOST influences the way you think about wiiites

What MOST influences your commitment to do the tgpa/ork you do?
What MOST influences your commitment to write thags you do?

OooooOoood

In the protocol, | categorized sample questionsithestrate the scope of the interviews
according to Seidman’s (2006) modified in-deptheqdmenological interviewing sequence.
Participants were not asked questions that devsgguficantly from those found here, or those
they had not previously broached themselves inm thebbiographical and scholarly writings.
Ordinarily | would conduct multiple interviews wistudy participants. However, these
scholar-activists maintained demanding scheduldsraade clear at the outset that they could
only accommodate a single one to two-hour interviéwas, however, able to establish rapport
with each participant that left open the possipitit extended conversations via email and
phone. In fact, four of the eight participantsuested some type of scholarly contribution from
me as a form of reciprocity. Both Julie Landsmad Raul Gorski requested that | make
contributions to their edited books by writing apker. Joe Feagin asked that | post the findings
of my research on hRacism Reviewlog. Peggy Mcintosh requested a reciprocal imt@nso
she could gather my thoughts on the use of her womky teaching. Thus, after | interviewed
her for my study, she immediately interviewedfor her own research. In this way, we both
served as interviewer and interviewee—as parti¢goemnone another’s research. Tim Wise
shared that he was in the process of assemblingtdhies of historical and contemporary white
antiracists and requested that | share my datahinttfor the compilation of his own work.

Participants were fully encouraged to keep in @onivith me (the researcher) in the
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instance of wanting to add to their responseslaiafg specific issues we discussed in person, or
simply to talk collegially about topics raised dgitheir interview. Indeed, after each of their
interviews were transcribed, all participants hpgartunities to respond to these four follow-up
guestions:

1. Is there anything you would like to clarify, whiatight help to explain how you have

come to your racial understandings?

2. Is there anything you would like to add, which ntigklp to explain how you have

come to your racial understandings?

3. Do you still struggle in your understandings ori@ts where racism, or any forms of

oppression are concerned?

4. Do you have any new thoughts about your life exgrexes, this process, or any

unmentioned ruminations sparked by participatinthis interview?

With the exception of two participants, all intewees responded to these queries by
providing direct answers, including new input oaitlrevised transcripts, or pointing me to
published work in which they had previously disadsthese issues. Julie Landsman supplied
lengthy and substantive answers to each of thesgtiqus in lieu of editing her original
transcript. Participants in this portion of theearch study do not remain anonymous and were
made aware of the lack of anonymity. Each inteveie provided written, informed consent
acknowledging their agreement to participate asathimdividuals. Because the participants are
identified in the presentation of data, | was esglsccareful to provide each interviewee with
these opportunities to edit, revise, or expand théerview transcriptions and thoughts.
Additionally, interviewees were given opportunittesedit the drafts of all written products
associated with this research before they were rpatkc.

Of the eight participants, four edited their iniewv transcripts to include further detail,
clarify thought, or make slight corrections. Ctirie Sleeter, for example, re-ordered the schools

at which she had taught as a young teacher betaaskechronologically transposed their names.

Likewise, Joe Feagin inserted parenthetical tewnoh as “(smiles)” to emphasize the light-
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hearted nature of a comment he made during thesiate, which lost its savor as a joke without
the emotional and parenthetical qualification.siim, five of the eight participants expounded
on the content of their original interview by edgitheir transcript, answering the
aforementioned follow-up questions, or a combimatbboth. Again, because each participant
is named in the presentation of results, | fourgliihtessential to give the interviewees every
opportunity to own their data, and therefore, tbtkeir own story.

Autobiographical and scholarly literatureTo further bolster the data set, in addition to
the interviews and follow-up communications, | alsed a second data source—the
participants’ own autobiographical literature astddarship—to develop context and clarity for
my interview questions and data analysis. Inshisly, | had access to ample, published, readily
available details about the lives of each participa heir scholarship and multimedia resources
(DVDs, instructional videos) included illustratioabtheir work with students, teachers, and
wider audiences, and their writings provided dstabbout their life experiences. Hence, during
interviews with these well-known antiracist whigueators, | could more acutely focus on
asking each of them to describe or reiterate thedtive events that were fundamental in
shaping their views on race, whiteness, cultunalgvant pedagogy, and antiracist activism
based on the bodies of literature and materialg ltlael already produced.

Because these antiracist educators were not tinatéeaching in traditional classrooms
or teacher education settings and were locatedathe nation, | was unable to observe their
practices as culturally relevant pedagogues andeaetiucators. | did, however, during the
interview, solicit specific examples of instancesvhich they had confronted racism, countered
whiteness, or intervened in the resistance to pulttiralism that white teachers—or whites in

general—tend to show. Each scholar-activist seteftr this sample had also written about
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such instances in their publications. Unlike threreentary school teachers studied in Part | of
this research, | could rely on both the verballlietgs and written accounts of how these
participants had employed culturally relevant,icaily conscious pedagogies with a broad range
of learners.

Paul Gorski is a known scholar who, as a partidigahis own dissertation research,
offered ample detail about his personal journeyam@mantiracism, which he described as having
spawned from the ugly racist expressions from &tisefr at a time when his best friends were
Black and Latino (1998). Christine Sleeter hasuised her background as a resident of various
racially sheltered, mostly white neighborhoods eachmunities characterized by “white racial
bonding” (1994). Similarly, in his work, Joe Feag@2010) offered reflection on his whiteness
by way of his strong, “equal-status” relationshigth black friends and the many “Americans of
color” who helped him to gain racial perspective éreed him from a life of white hypocrisy.
Even in acknowledging his own resistance to whatgsm, Feagin (2010) simultaneously
cautioned against exalting a few white antiradistisalance out the overwhelmingly oppressive
regime of racist whites who dominate the raciatikrape. In her books, Julie Landsman (2001,
2003, 2008) shared intimate details about her emeos—positive and negative—with people
and students of color. Similarly, Cochran-Smitd(q2) gave ample insight into her own world
as a beginning white female teacher educator itaé&lphia and her “experience as a first-
generation-to-college, working-class girl who haglped into a middle-class, highly educated,
male profession” (p. 87). Finally, both Jane Ellend Tim Wise offer “racial reflections” in
multiple videotaped accounts of their speaking gegeents and training sessions. Wise is
especially well-known for his personal memoirs ofning to see racism as profoundly

problematic and white racism as altogether perogi@008a, 2008b). In extended interviews
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with each of these antiracist white educatorsguired about the experiences that best explained
their public pursuits of racial justice. | supplemed these interviews by also drawing upon the
life experiences they had themselves chosen tdigighn their own published work.

Before and after in-person interviews with eachip@ant in this study, | used samples
of their autobiographical literature and publiclyadable work to help construct “allied
counterstories.” Prior to each interview, | idéetd works in which participants had offered
detailed examples, personal background informatiothe specific formative events they found
salient in the formation of their antiracist commménts. Each of their works in which such
instances are mentioned were examined to formglastions that were uniquely tailored to
each interviewee. The inclusion of their literatand self-produced resources also helped to
clarify answers giveduring the interviews and enriched the narratives of gecticipant.

Below lies a table with select examples of literatbhased questions that fell within the scope of
the semi-structured interview protocol but furthened in on the specific, previously written
about experiences of each participant.

Table 4

Examples of Individually-Tailored Interview Quesiso

Interviewee Tailored Interview Question

Marilyn Cochran-Smith mYou wrote that you were a first generation collsg&lent and working
class girl who managed to push into a middle claighly-educated, male
dominated profession. Do these things help leadtg@ more
multicultural stance? Why did you list these idgg and not others?

m\Was the first time you started thinking deeply abage through your
experiences in Philadelphia? Or had you startiedfitig about race and
whiteness before you went there?

Jane Elliott ml know you conducted the first brown eyes/blue eygseriment with
your all-white students around the time Martin lartKing, Jr. was
assassinated? But was that the impetus for teeresr was it something
else?
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mYou say,“The task of combating prejudice and raaisquires education,
introspection, and commitment.” Can you tell matanore about what
prompted your own introspection about race?

Joe Feagin mYou make a point of expressing gratitude for theefimans of Color
around you who have contributed to your perspectigsghat what explains
your commitment to antiracism?

mThroughout your books you are a proponent of esiadlis relationships
between whites and Americans of Color. Why? Did ggperience very
many of those relationships in your own life?

Paul Gorski mIn your dissertation, you describe your father powlr Black and Latino
friends as being a source of cognitive dissonaii¢hy?

mAs a white male, what motivates you to be presidémtt of a
multicultural organization and a member of an aetiist organization?
Julie Landsman mYou mention the incident of using the “N word” wigbur black
housekeeper in both of your books. Is this youliesi memory of racism?

m\When did you realize that your childhood neighbaxhavas all white not
by accident, but because of restrictive covenaft&you question it thenp
Or later in life?

Peggy Mcintosh mIn your writing, you mention your ability to discevwhite privilege
through your work in women'’s studies and examimrade privilege. Is
this parallel what explains your commitment to dasrtting white
privilege?

mYou mention that you were “taught not to see” wipitevilege throughout
your entire life. Can you tell me when you firgtgan to realize that?
Christine Sleeter mln the book you edited with Larkin, you mentionbdttyou had views
similar to your teachers in 1973. What did you mbg that?

min the biographies you include in your Un-standardj the Curriculum
book, you describe yourself as an antiracist multiical teacher educator.
Why not just a multicultural educator? Why distirgh yourself as an
“antiracist?”

Tim Wise mYou mention the separation from your Black frieadsparticularly
painful in White Like Me. Is this the reason yoechme an antiracist?

m You speak about your early learning at a histti§iddlack university —
Tennessee State. Was that germinal in your conenitto antiracism?

At the conclusion of interviews, follow-up corresmlence regarding the interview
transcriptions, and analyses of the participanitlaiographical and scholarly literature, | also
penned entries for my researcher’s journal. TheBective and analytical entries served as

expanded “notes that represent some level of inéerer analysis” (DeWalt & DeWalt, 2002, p.
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153; Merriam, 1998). The entries also served esrdeof a personal dialogue with myself
regarding “hunches” about findings and possiblerrietations. Throughout the study, my
journal entries allowed me to “stay self aware” ig¢di& Huberman, 2002, p. 397), to draw out
my researcher’s perspective (see Appendix E), amermind myself of its influence on the data
collection and analysis.

A primary aim of this research was to understéfedelkperiences that enable certain
whites to more readily embrace antiracism and agwvetitical consciousness. Thus, a critical
race methodology enabled me to describe the spesiénts or life experiences that might help
to inspire more whites to do the same. By usitigcatounterstories to highlight what is
possible in fomenting antiracist white thought @oedmitment, | disrupted the oft-cited and
well-documented tendency of white teachers anchexaeducators to adhere to dominant white
ways of thinking (see, for example, Bell, 2002).

Member checks.Regarding member checks, or “taking data backeg#ople from
whom they were derived and asking them if the tesuére plausible” (Merriam, 1998, p. 204),
participants were given the option to review comktheir interview transcript to clarify their
responses, reflect on their answers, or checkdbtgracy of their statements according to the
transcription. In this way, the participants cootdconstruct meaning, define their own
experiences, and collaborate on representing Wueiils, particularly because their identities
were attached to the data they supplied (deMar28i34). Additionally, interviewees were
given opportunities to edit the drafts of writtemogucts associated with this research before they
were made public.

Unlike the previous empirical study, | entered $leeond portion of this research with

stronger suppositions that the participants wouatt/aely employ race consciousness and
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culturally relevant pedagogies. My assumptionsuabzeir more advanced antiracist stances
were likely based on their established reputatans scholarship in multicultural education.
Therefore, | used interviews, follow-up correspamzeabout transcriptions, and the
participants’ own literature to present the alleedinterstories that describe the individual
journeys of antiracist white educators who arehfartailong the spectrum of critical
consciousness. These allied counterstories wenacterized by “thick, rich description” and
interweave the educators’ life experiences intoleecent story of their development (Geertz,
1973; Merriam, 1998, p. 29). The narratives yidldedeeper understanding of the
developmental trajectories of antiracist whites lage been traveling down paths toward
antiracism long enough to be well-known for theinaarship and activism in this arena. Before
counternarratives and possible typologies desdaithe relationship among life experiences,
racial conceptualizations, and embodiments of tefiracist activism could be constructed,
however, data from interviews and autobiograpHitedature were analyzed.

Critical race theory and data analysis. Critical race theory (CRT) provided the
theoretical framework and underpinning for how tleg¢a set was analyzed. CRT undergirded
the research study based on its recognition ofiteply embedded nature of race in the United
States and its permeation of the national whitelpsy This theory originated in the legal field
with the scholarship of Derrick Bell, Richard Detiga and Alan Freeman (Crenshaw et al.,
1995; Delgado & Stefancic, 2001), but was laterodticed to education via Ladson-Billings and
Tate (2006). Its fundamental goal of challengimg dominant discourse on race, however,
provided an apt frame for examining education amalya&ing data with an oft-avoided race-
conscious lens (Ladson-Billings, 1998). Specificad central feature of CRT is the use of

counterstorytelling to challenge majoritarian naves (Solorzano & Yosso, 2002).

259



Critical race methodology and the analysis of ¢erstories has been employed by
Solorzano and Yosso (2002), Gutierrez-Jones (2@dt) others. Yosso (2006) defined critical
race theory as “a theoretical and analytical fraorthat challenges the ways that race and
racism affect educational structures, practiced,discourses” and “a social justice project that
works toward the liberatory potential of schoolir{g’ 172). Although the tenets and
“conceptual tools” (Gillborn, 2006) of critical ra¢heory are many, the most pertinent elements
of CRT that informed the data analysis for thiseegsh are:

1. Highlighting the centrality, permanence, andemic nature of racism in

U. S. culture and society;
2. Exposing the pervasive dominance of whitenesise prevailing racial
hierarchy as put forth by critical white studies;
3. Challenging the “master narrative,” or the doamt ideology that claims
neutrality, objectivity, colorblindness, and mecitacy.
A primary aim of this research was to understafeddkperiences that enable certain whites to
more readily embrace antiracism and develop cliticasciousness. Thus, a critical race
methodology allowed me to describe the specifiatsser life experiences that might help to
inspire more whites who can do the same. By ualiied counterstories to highlight what is
possible in fomenting antiracist white thought @edimitment, critical race researchers disrupt
the oft-cited and well-documented tendency of wteeehers and teacher educators to adhere to
dominant white ways of thinking (see, for exampell, 2002). The task of this research was to
“work backwards” from the self-reported formatiweeats and life experiences that white
educators attributed as being the most influemi#their decisions to adopt antiracism. It was
my hope that by using critical race theory to aralthe events that most significantly

contributed to their racial understandings, antitaactivist efforts, and commitments to cultural

relevance, race-conscious pedagogical models i@r ethite educators could be generated.
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| first used Miles and Huberman’s (1994) multir¢ié method to code the interview data.
| coded for all possible themes by using coloreghlghters to mark content that corresponded
to each research question. | then transferreddted content to “code sheets” for each
interviewee, which again disaggregated the coriigmésearch question. | chose to use code
sheets as opposed to a multi-interviewee matrik tmtmaintain the integrity of each
participant’s story, as well as to compare findiagsoss participants since there were only eight.
In Part | of my research study, | determined bdfaral that attempting to maintain the narrative
of a dozen teachers would be cumbersome for tlieereand less useful than looking at
commonality of experience across a sizable grdtigxe, however, because each allied
counterstory is compelling in itself, | coded tregalfirstwithin transcripts, theacross
transcripts.

In the instance that codes overlapped, they welladed under each relevant research
guestion. For example, many interviewees cited thedief in the “malleability” of white power
and white people, or the belief that structuralte/ipiower, the majoritarian white psyche, and
whites themselves can and must change. This Wasrg both to how they conceptualized
whiteness as well as their purposes for teachiegigally to the needs of white students,
teachers, and audiences. Next, | reduced thewadies into categories that more broadly
encapsulated what the themes individually referénioet collectively described (Merriam,
1998). The combination of like terms also addreésserlaps in coding based on better
capturing the gestalt of the individual codes. Wlahthe participants, for instance, expressed
beliefs about the incompleteness of a “white-wagshiedrocentric curriculum—which they
often suffered through themselves. What they welectively referencing, however, was the

“mis-education” that they and other whites sufférew the perspectives of the world’s majority
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populations are routinely omitted. Hence, codeklée terms referencing an “incomplete
curriculum” were collapsed into the category of &lmis-education of white people” to better
encapsulate the fullness of what the participamteewlescribing. | also cross-referenced
participants’ responses with their own literatwéjch, in many cases they pointed me directly
to. When Joe Feagin edited his interview transcigp example, he also wrote:

| have edited it a little here and there, and filafisome of my comments

a bit. You can also get some of my personal petsgein the first and

last chapters and introductions of fRacist America, Systemic Racism,

andWhite Racial Framéooks.

Hence, after | coded the interview data, | re-rénedparticipants’ own autobiographical
and scholarly literature to make sure | had fuliteat for the ideas they referenced in their
interviews and understood, with as much depth asiple, their thoughts on race, whiteness,
and culturally relevant pedagogy.

As in the first research study, | employed Miled &uberman’s (1994) multi-tiered
method to code the interview transcriptions, mgnvew notes containing any verbalizations
not captured on tape, and email correspondenceasdiag the follow-up questions. | coded for
all possible themes, then combined like terms addced thematic codes into categories
(Merriam, 1998). Based on my empirical findingsl @imeir own writings, for example, racial
devastation, or the deeply hurtful experience afidgpemotionally or physically separated from
people of color, is one of many themes that comesihd when considering the life experiences
commonly mentioned by this small group of scholetivésts. Next | linked categories as a basis
for drawing conclusions about the commonalities agnibe trajectories that these white
educators followed in developing their racial cgrtoalizations and commitments to antiracism

(Rubin & Rubin, 2005). Using this analysis, | vedse to describe the development of a small,

collective case of antiracist white educators, gaimable to a similar population of white
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educators and teacher educators (Stake, 199BgnIreported conclusions that emerged from
the data in hopes of establishing findings thatuseful in understanding the development of a
sorely needed group of white antiracists in clazsm®

A review of the autobiographical and scholarlgriture produced by the participants in
the dissertation sample was also conducted. Génermre formal document analysis entails
mining physical, written artifacts for messaged #ira specific to a theme (Merriam, 1998).
Here, | reviewed multiple published works from egelnticipant in order to understand the ways
in which the interviewees themselves had highlidhke salience of various events in shaping
their racial beliefs, critical consciousness, anagitments to antiracism. Each of the
participants authored books, seminal journal a&sicbr took part in video recordings that lent
some insight into how they came to espouse critigals of race, whiteness, and culturally
relevant pedagogy. This additional layer of analgdowed me to formulate questions before
our interviews, as well as to support the signifimaof any themes that emerged from their
answers during the interviews. An analysis offihgicipants’ own literature served as an
additional data source to more fully understanditee=xperiences of white antiracists who had
already highlighted the importance of such incidemtor to the invitation to participate.
Limitations

The proposed study was not without design flalse first limitation is that | could
conduct only one interview with each of the papi#its. Seidman’s (2006) protocol for
phenomenological interviewing calls for at leasethsessions so both the interviewer and
interviewee have time to adequately reflect onghestions posed and answers given. In this
study, | was unable to interview participants miwa@n once based on highly demanding

schedules. All participants were professors, adacher educators, consultants, and authors.
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They were also highly sought after speakers, lecsupresenters, and diversity trainers. Thus,
time constraints only permitted a single meetinthwiach. Even though | conducted a single
interview, the availability of their own literatuesnd widely published information about each of
them recompensed for the limited time they couldickge to this study. Additionally, |
mediated the effects of conducting only one inemwby establishing and maintaining a rapport
with each participant that was conducive to a pastrview relationship in which both they and

| felt comfortable continuing our dialogue via emmphone, or other technologies.

A second limitation is that | was unable to obsethe pedagogical practices these
educators employed. As teacher educators, profeslsievelopment consultants, public
intellectuals, and scholar-activists, the partinigan this sample taught in a wider variety of
venues than traditional teacher education settiggdl, they interacted frequently with white
teachers, fellow white educators, and whites iregaln | specifically solicited examples of how
they “taught” in settings with whites who can bstjas resistant as the white preservice teachers
| routinely encounter, or the white inservice tesxshl frequently conduct workshops for.
Although | was unable to rely on direct observaidmow, precisely, they employed notions of
cultural relevance, | could rely on their verbglods as well as their written accounts. Because
each of these scholars has written and publishedétails of their own teaching, | could access
additional information about their practices frameit own writing.

Finally, one might argue that a small sample ghtantiracist white educators is
insufficient for generalizing to a larger populatiof antiracist whites. | sought to create thick,
rich descriptions of the trajectories of a smatlgy, however, so we could better understand the
complexities of their journeys and the intricacsheir development. Additionally, because

the sample is almost equally gender-balanced xamele, we could also gain valuable insight
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into how antiracist whites develop in ways that@oelimited to their lived experiences as a
monolithic group.

This small cadre of antiracist white educators diasvn from an already modest number
of whites who represent anti-hegemonic white idesj or those that reject and actively work
against white racial dominance (hooks, 1995; Ledma?009). In fact, many of the participants
in this sample knew one another, regularly workét wne another, and could suggest few
other white participants beyond those | had alreamhtacted for participation in the study. The
sample was, by nature, not representative of mbges: Hence, studying a small number of
antiracist white educators is all that @mlddo. It was precisely their distinction as antisaci
whites from which | hoped to learn and formulatetof pedagogic recommendations that
would more broadly engage whites in antiracisthearand activism. As | did then and do

now, | firmly believe that from few antiracist wag can come many.
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Appendix E
Research Study II:
The Researcher’s Perspective

In the first portion of this research study, | dislee emic perspective of African
American principals to arrive at a sample of witétechers who were outstanding in multiple
ways. The teachers embodied complex and ofterceafficting views of race, and the intricacy
of their thoughts slightly vexed and disappointeziahtimes. As a multiracial, multicultural
educator, it was difficult to ever so often hear treficit-tinged utterances of teachers who were
stellar on so many fronts. | was left hopeful altbe possibilities for white teachers, yet
daunted by the enormity of the task of moving esepressly progressive white teachers along a
never-ending continuum toward antiracism.

| am deeply inspired by the work of the antirasisiolars in my second sample. | must,
however, continue to resist the temptation to hiodan up as exemplars of antiracism knowing
full well that NO ONE is perfectly antiracist. lust also arm myself against my tendencies
toward liking my participants as people and beemted to tread lightly around their
statements that are retrogressive, indicative gbntarian narratives, and laced with white
racism. | hope to find that each of these eightiggpants is as antiracist as one could possibly
be. But | am soberly reminded that whites, Blaalsof us are surrounded by the smog of
racism (Tatum, 1997). We inhale it constantly,h@ge no choice about having it permeate the
smallest of our bronchioles, and we all releas®éry now and then no matter how badly we
resist it. 1 must be prepared for instances incWigarticipants fail to be “poster children” for
antiracism, and | must honestly document my feboaiithat here in order to do justice to the

data.
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| am inspired by the work of bell hooks (2003),08k chapter entitled, “What Happens
When White People Change” gives me every bit ofidence | need to conduct this worthwhile
study. Init, she reminds us that we must newez gp hope that even white people can, in large
numbers, come to understand and rebuke raciaticguisilly and completely. In my quest to
find such white people, | have arrived at eightgdeavho can hopefully show me just how that
battle is waged (...and won?). Even though | undashow long, arduous, and incomplete
their journeys are, | am hopeful that these anstaghite educators can point the way for other
white teachers, white teacher educators, and wkeible to take up the cause of antiracism.

As a woman who is not white, and as a teacheraduwho encountersomuch
resistance from whites in my multicultural courdesymetimes have difficulty clinging to hope
that Bell's (1993) notion of racial realism—or timsurmountable permanence of racism—is too
harsh an assessment. Saying that racism is ahdlwdys be permanent ssicha different
starting point than saying, “Yes, this is huge.t Bwon't always be so. We made race and
racism, so we can unmake them. We made whitemesa/laite racism, so we can unmake them
too” (Rasmussen, Klinenberg, & Wray, 2001). | ptiagt by the end of this study my hope is
restored, and that | might offer some concrete @yuteé on how to teach teachers of all kinds,
renovate teacher education, and coexist so thizstmdaces certain death. That would make it

all worthwhile.
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