clopment was named in the landmark document “The Student

dentity dev 3 : : e .
oint of View (SPPV)” (American Council on Education,
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working with the concept to enhance student learning an
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In the eight decades since the SPPV was written, social iden
student development. Indeed, as we descri

central to

evidence suggests that it is even more significant in

than it was in 1937. o i e
In this chapter we provide a brief history of s
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identities” (Leonardo, 2004, p. 140). Race and I‘aC.lS;l?dmﬂl.lence Worldviews’
the treatment of people, life opportunities, and racia 1det;mty.

Racial identity theories highlight the role ?f r.ac‘f? AELER LIRS ?’“e“t 0 which, it
is incorporated into self-<concept. Racial identity 18 ;‘ selns: OF BTOUP or cq|je,.
tive identity based on one’s perception that he orls9 9631 1a e; :)1 COMmop racia
heritage with a particular racial group” (Helms,. d’ P- reA An underlying
presupposition about race is that people.expcncfl;e ambation*og OPpres.

sion based upon the racial group with which they1 entify or are Perceiveq y,
belong.

While race and racism prevail in the United States, little alténtion has
been placed on them in theories of student development. Some W.Ould
that race remains undertheorized in student developme”nt theorieg becayse,
they often omit race and are cloaked in “racelessness” (Patton, MCEWen,
Rend6n, & Howard-Hamilton, 2007). Critical race theory (CRT) frames
introduction to the racial identity models presented in this chapter, As Noteq
in Chapter Two, CRT—an interdisciplinary movement of S.ChOlars COmmiteq
to challenging and deconstructing the interpla?' of race, ra.clsm, aI.ld POwWer—iq
based on several key tenets (Delgado & Stefancic, 2901 ). First, racism is ng
and systemically embedded, allowing it to go unnotced; student developmem
theories are no exception (Delgado, 1995; Delgado & Stefancic, 2001), 1y
addition, the voices of communities of color are legitimate and central to chal.
lenging racialized discourses rooted in White racial domination-

» hence the
need for racial identity theories that center experiences of people of colgp and

disrupt the perceived normalcy of whiteness (Delgado, 1995. Solérzang, 1998)
Third, the dominant culture will concede to advances for people of color

only when there is also a benefit for them; this is referred to as the principle of
interest convergence ( Bell, 1995, Delgado, 1995, Ladson-Billings, 1998) Fourth,
notons of colorblindness and neutrality must be challenged (Bonilla-Sijy,
2014; Solorzano, 1998). When colorblindness is used as the dominant script:

it renders the experiences of people of color invisible (Ladson-Billings 1998)
In this chapter, we provide an overview of ‘

€

ma]
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cial identity LMVETOpRTeY 3
al

:a1 identity development of people of color and White people has attracted
Ras .l‘qqing attention 1n the student affairs literature (McEwen, 2003b). Build-
i l(;,‘{me work of Erikson (1950, 1968) and Marcia (1966, 1980
ing Y4t~

n to examine racial identity development (for exam
bega )

relms, 1993a; Kim, 1981) and build models to better un
.I es are resolved.

lhbu('I‘he Atkinson, Morten, and Sue (1979, 1989, 1993, 1998)
1‘,C10pinent. model was introduced in the late 1970s Sue and Sue (2003)
(.C'Sed the model, calling it the racial and cultural identity development
Z(I:élb) model. It comprises five stages. In conformity, individuals identify with
white culture, internalize negative stereotypes about themselves or their
racial/ethnic group, and have no desire to learn about their cultural heritage.
In dissonance, individual.s’ e.xperiences contradict their White worldview. They

minant culture and gaining an increased

), researchers
ple, Cross, 1978, 1991
derstand how identity

minority identity

racial/ethnic identity,.

elves and their cultural
group, leading to the formation of a new identity. In

individuals grapple with finding a balance between the domj

their own cultural heritage and the role of hoth In shaping their identity.
Those who continue this intensive exploration move t 7] il

and awareness, In which they integrate their knowledg

a new identity whereby they accept themselves, appre

of other groups, and balance their racial /ethnic 1dent
their identity.

€ and experiences into
ciate the contributions
ty with other aspects of

ations found in other identity development models presented in this chapter,
including models of Black (Cross & F hagen-Smith, 2001), White (Helms, 1995;
Rowe, Bennett, & Atkinson, 1994), Latino (Ferdman & Gallegos, 2001), Asian
American (Kim, 2001), American Indian (Horse, 2001) and multiracial iden-
ity development (Renn, 2000). Research and application literature on most of

these racial identity models is largely absent. As a result, our review of research
1S limited to scholarship related to Black identity development and multira-

clal ident ty develapment, and discussion of application is brief, We close with
Critique and suggestions for future work.
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Cross and Fhagen-Smith’s Model of Black Identity Development

Many models of Black identity development exist (Helms, 1990. 1.
Sellers, Smith, Shelton, Rowley, & Chavous, 1998). Cross, Smi{h
(2002) describe Black identity as “the passing down from :
the next the learned experiences and identity activities that o
adjustment and humanity under conditions often frame “llitare black
and the proactive dimensions of Black culture” (p. 94). Will;lce, facisn,
theory of psychological Nigrescence is the best known theq
development. The French term Nigrescence refers to the

theory, but in 1991 he condensed it to four stages and intrg

: . duce
central concepts: personal identity (PI), reference group orientat; d thre

el | fi . “ation (RGQ
and race salience. Personal identity refers to the traits and char |

, . : ACLeristics thy
one's personality comprises, whereas reference group orientation desers

person values, how the individual sees the world, and the lens
the individual’s philosophical and political views are filtere

‘refers to the importance or significance of race in a perso
life” (Vandiver, 2001, p. 168).

William Cross and Peony Fhagen-Smith (2001) approached Black identity
development using a life span perspective to reposition the original Nigres-
cence theory within the larger discourse on human development and to
account for racialized experiences during childhood. The Nigrescence life
span approach is composed of three patterns. Nigrescence Pattern A describes
a process 1n which individuals develop a Black identity resulting from “for-
mative socialization experiences” (Cross & Fhagen-Smith, 2001, p. 243). In
this pattern, individuals establish their Black identity through interaction
with parents and significant others from birth toward adulthood. Nigrescence
Pattern A represents most Black people because, by adulthood, they have
adopted one of several Black identities. Nigrescence Pattern B represents the
conversion experience described in Cross’s (1991) earlier work. Black people
who are not socialized toward Blackness or who have not formed 2 heatlhd;)r’
Black identity usually experience a conversion during adulthood. W;Iitem
African Americans experience Nigrescence Pattern A or Nigrescence acmw
B, Nigrescence Pattern C will occur. Nigrescence Pattern.C involvesh gﬁgt":duh_
recycling, an expansion or modification of Black identity throught ectors
hood. The Cross and Fhagen-Smith life span model (2001) has S
encompassing all three Nigrescence patterns.

d. Race salipy,,
n's approach to

ment. Ill
Sector One; Infancy and Childhood in Early Black Identity Develop social

1CES)
\ . : . ‘ —— oo e 1d ractl
Sector One, factors including family income, t aditions, and P

B
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1 (dentity Developmem
o [ LA '

Rac
and church; and historical events contribute to the

ences of Black children. These aspects make up the

netwe Lo . 3
._ation experl
who are unaware of racism or a racial iden-

(\.“1\' SOA A ) \
- ocologies of Black children
]lll '

reoss & Fhagcn-Smlth, 2001).

ence. Development is fostered through parental

forcement outside the home. Through parental
e: low race salience, high race salience, and

dren with low race salience receive few or no messages
significance on being Black with the

ortance of race is instilled in high race
pect

TWO: preadolesc
and their rein

hysical features. The imp
1dren. They are taught to view Black culture as an important as

The internalized racism identity develops when children see
ward being Black or toward Black people in their

begin to adopt these negative ideas and believe
of the (mis)education they receive.

tred. Despite the presence of these
they are not fully developed

of S(’lf-concept.
patterns of negativity to

dic ily. They
¢ Black people as @ result

nalized ideas can lead to self-ha
dentity types In preadolescence,

‘hree emergent i
f adolescence.

:dentities until the onset O
nce. Using Marcia’s ( 1966) identity statuses as 4 frame-
Smith (2001) pointed out

Fhagen-
k children accept without critical

ped as a result of the socialization they
tity status 18 foreclosed). They move

tor Three: Adolesce
hirteen), Cross and

many Blac

Sec
work (se€ Chapter 1

‘hat as they enter adolescence,

reflection the identity they have develo
received to this point (that is, their iden
hey begin the exploration process necessary to establish a

. to moratorium as t
personally created self-concepl. Adolescents reach an achieved identity status
by determining that their Black self-concept s truly based on their own beliefs.
Their authenticated identity may reflect low race salience, high race salience,

or internalized racism.

Cross and F hagen-Smi
identity changes that occur in
occur in adulthood (Sector
while Black identity conversion 18 1€
Nigrescence theory assumed Black peopl
of their Blackness and had to reconstruc

placed salience on race and Black culture.
1.

hagen-Smith assumed that most adolescents pOSSESS
nter moratorium W

'ar
Jlack self. Black adolescents who €
or internalized racism pat[erns may have an GXperience simil

differentiated between the Black
(Sector Three) and those that

thentication is related to adolescence,
¢ development. The original

dulthood with no idea
pt into one that

odel, Cross and
awareness of a

th (2001) clearly
adolescence

e entered a
t their self-conce

[n the current
SOMeE
ith low race salience

ar to the adult
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vond these patterns and develop 3 healthy B
on if th |

ace salience.
~ ]HA((‘.SA '

During MOrAOLH = e concepts. Instead of exploring Blaey iden
alience ! nON-race identities that cimerged w ile t;: ;
for éxalllple’ being Ajner:ican, .not el A‘“eﬂcan;z
were pré | ninant Sexual or gender lden.tll")’). .FOI’ Black youth Who
focusing on a No1 0“ ith an ‘nternalized racism identity pattern, the; fi
are likely to be maintained and strengtheneq ifthg(;
\ ons they have previously internalized are not challer}ged or dispelled,
awumpuonsd lopment in the adolescence phase can be linear, by j; s noy
(1)\@11:?11,1.6‘;‘“(3&& Thus it is highly possil.)le that child.ren Who entere
absolute ,\CI; with low race salience will transition out of this sector with low
?jfelessz:l(i):nce. However, it is also possible th?‘t Chi.ldr Chy sy .have all. €Xperi-
ence that prompts progression tow{ard E}doptmg hlgh race sallenc?. .Sunilarly,
children who enter adolescence with high race salience cou.ld solidify a race
salient identity but might also experience challenges to their Blackness thy

could lead to de-emphasizing race and Black culture, and shift focus toward a

ey M Ve be aCk

ative Black §

non-race salient identity.

Sector Four: Early Adulthood. The three identity types that emerged in pread:
olescence and were potentially explored during adolescence are present in
early adulthood. Black people with high race salience identities typically rep-
resent the largest number in this sector. These adults have established a clear
reference group orientation that values race and Black culture. Thus the
changes that may result in their identity occur during Nigrescence Recycling
(Sector Six). Persons who did not critically consider their reference group
orientation in adolescence (that s, they maintained a foreclosed identity)
may n‘ecd L0 expand their understanding of their Black self-concept. In short,
}li‘::ails%f f}slzzll:l(;e:ipe}x;fnce ;s. r?ot a coanarsion per sc? for these individt;f;ll-‘:1
e lh(?irtseli/ge vaeBz;‘ ugh race salience, but Nigrescence helps
‘ ackness.

B]'d(,"k Al i .
SLruct divers({l{l;b WI.ll.l low race salience still see race as nonessential and com
ihtldennues across an drray of categories, They can continue © live

where b 8 - :
acknowledged, [, ere their identitieg ape maintained and their race is 1
Particularly if (e, o s ) ¢ highly susceptible to adult Nigrese®

1ey (X])(*.]-l(:ll(‘(f d (.‘l'ili(fkll cvernt (-l'l‘dt CAlLISes them {0 examille

11 (fnvimnmmxm

lnwmaliz(td I

lent iSSU(fS that

aAC1Sm Continye

] eV
Cxisted iy > Mo adulthood as well. The same P

' ¢
Carlier - ¥ T mov
'€ Stages of life remain embedded. To
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e corrective self-concept, these individuals have to experience

d a 1101

{ 1t \xigl.(,sf(s“(‘(‘. In (')(h(‘l’ \V()fds, a Conversion 18 n(‘(‘(‘ssary for them to estab-
e LA ' ‘
althy Blac

-
ll\l\ “ ' , X A y ’ . .
Rlack adults who have low race salience or internalized racism may never

k identity and race salience.
dult Nigrescence. Race can potentially remain nonessential, and

ce salience may remain stagnant without having renewed or
Black self-concept. All of these individuals have unchanged

& Fhagen-Smith, 2001).

with hig‘h 14
“\t‘ycsh(‘d thelr
dentit jes (GIross

sector Five: Adult Nigrescence. This sector represents Cross’s (1991) orig-
Nigrescence involves four stages: pre-encounter, encounter,

inal model.
. on-emersion, and internalization/internalization commitment. Pre-

oncounter represents two i(.ientity typ?s previously mentioned: low race salience
(Pr(».encmmter assimilation) and internalized racism (pre-encounter anti-
Black). The encounter stage OCCUTIS when Black people experience an event
‘hat causes a conflict in their understanding of their racial identity. Cross
(1991) qoted that an encounter 1s an unexpected situation, which can be one
raumatic experience ora series of events that prompts a turning point.
Tmmersion-emersion has two developmental processes. In discussing the
earlier Cross (1971) model, Vandiver (2001) stated, “Individuals immerse
hemselves in black culture to the point of romanticizing it” (p. 166). They
hecome deeply entrenched in the immersion process and ultimately adopt
1 Black nationalist or pro-Black identity. A pro-Black identity embraces
everything Black and strongly opposes White people. Cross (1991) explained
that upon entering immersion, individuals have a clear sense of the identity

‘hey wish to shed but have little information about the identity they wish to
.ssume. Individuals go through an “in between” phase in which they connect
hemselves to symbols of Black identity (that is, hairstyle, clothing, music,
language; Cross, 1991). However, as they move away from an ant-White
perspective toward a pro-Black vision, they begin to focus on nurturing a
onnection and commitment to Black people. In emersion, individuals begin
heir transition toward stage four, internalization, by reexamining, through a
Hore balanced and focused lens, the coalescing of the affective and cognitive
sspects of Black identity. They move beyond the superficiality character-
ized in the immersion phase toward a more authentic understanding of

mmers

Black identity.
Although the immersion-emersion stage 18 a critical poin
| Cross (1991) explained that negative outcomes might occur, such as rggression,

continuation/fixation, and dropping out. Regression toward pre-encounter can
_ , g B

t in this model,
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occur when individuals have negative experiences that ar Co"ege
or when they are unsuccessful in coping with the i
and seek the comfort of the old identity. Individy:
ingly negative perceptions of White people and rema Oor gye
exhibit continuation/fixation. Individuals who become
and stressed may drop out of dealing with being Black.
once they have established a comfortable sense of Blackn Do
pelled to move on to examine other pressing matters in I 3 ang fee] ‘s

. . ® lfe. com.
[nternalization represents dissonance resolution and is ¢
b . us . O
different perspectives: Black Nationalist, bicultura] and Mpose Teg
)

viduals with a Black Nationalist identity consider being Blac UlUcultural. Ing;.

| . . K thej
identity and commit themselves to political and socia] platform::r 08t sg]
O advan
Ce the

Black community. Individuals who have a biculturq reference
tion concern themselves with infusing their Black identity anq t;tlre (;UP Orieng,
identity. Individuals who accept a multicultural perspective focusrAmen'can
range of identities; thus in addition to being Black, they explore ¢ t}‘:n 4 Wide
ties and worldviews and push for social justice. *1 Ident;
Black adults who experience a conversion through adult N;
represent Nigrescence Pattern B. These individuals have 3 reinterpre
work of Blackness. The Nigrescence process can be corrective, parti
Black adults who exhibit self-hatred. This sector involves coming ¢

sciousness and establishing a more authentic and balanced com
of being Black.

leng

gr €Scence

ted frame.
cularly for
O race cop-

prehensiop

Sector Six: Nigrescence Recycling. Cross and Fhagen-Smith reworked
Parham’s (1989) model of Nigrescence recycling to be more applicable to
their life span model. Nigrescence recycling occurs when one’s preexisting Black
self-concept is called into question. Having no explanatory power to resolve
emergent questions regarding their identity, adults reflect on and subject their
identity to close scrutiny as they seek resolution. This examination results in an
identity that has been enhanced or changed in some way. Throughout adult-
hood, African Americans will continuously be prompted to address 1ssues or
questions of identity, and through resolution they may reach wisdom, or a
complex and multidimensional understanding of Black identity. |
Cross and colleagues expanded Nigrescence theory by further exploring
the functionality of Black identity in daily life. Strauss and Cross (2005) 3“8];
gested three patterns of negotiation that influence the socialization of Bla?
people, These patterns include promotion of “Fransactional.coﬂfPe[e?;::
racist situations (transactions with oppression), in all-Black situations o
actions with African Americans), and mainstream circumstances (transact

|
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with the larger and Incr ‘--?1Singly il
‘ e . 11
Fach pattern 'epresents the Ypes ftn.
. , ik S Of i
whether it be contending wi, racis

or understanding the impol.l.anCe of e
— = ‘, R . h I
sum, Cross’s expansion of Nigy '8 Succesgf; 13

ences of Black People and re
but the manner in which

communication October . 2013). g
Cnactments or transactiong ¢

ments occur, identity remajns the same ACTO8S sie s - As these enger.
| . - - : a .
respond to a given Simulus in the environmen Sh,ftlons, but
N n e - S l
integration in their Black identity, S based

Presents

Buffering, the first ransaction,
individuals use to either shield

Oppressive interactions, Buffer; e behavior engcieq i
an 1mmediate threat. address

Code-switching is a ransaction in whjc
ver interactions within the larger maj

d, Suggesting a form

, 2005, p. 70). While code-
switching could be used as 2 buffering strategy,

environment to gain or maintain employment and promotion and striving
toward a positive educational trajectory.

Bridging reflects the ability to foster close and meaningful interpersonal
relationships with others, whether they are Black or not. This transaction
represents a comtortable sense of identity and willingness to embrace peo-

ple from various walks of life.

' that Black peo-
B’/Hding/attachment refers to the central, daily enacfglfzntls3 B }; o
ple use to remain connected to and grounded within

f(‘h (\’()ll“eCtionS LO Ot.hel BlaCk people dnd CO [1es

e “being them-
; ¥ . people are “beln
Mdividualiom 1s n endctiment i, W GH fI‘3 lz'ld\t p\jusl other Black people.
o ivistic affinity towarc )
. llectivistic affir POl AN ]
selves” and express less of a co | X “individual” (Stre
1] I | Ives as simply “American’ orasan I
ICY See tnemselves ¢ -

Cross, 2005, p. 99).
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,_“.\“m‘ms-———buﬂ’cring, code-switching, and briqg
v - > > : - > o n 1
(rateRies Rlack l_,mplc use to navigate interactions with other grglng\are
gcularhy white pcnpl(’. However, they are also enacted through izuPS, Par
15 social status colorism, and d; tra
nces i P

relations Around “igsU1ES such
ical .id(‘n]og\"" that can cause intragroup conflict (Strauss & Crosg 200 n polis
1] orientation . another aspect that can shape the ex,te 5,1, )
nt to -
Whi
ch

d bridge within Black interactions
. - ~ and i
mainstreai it the) , lesbian, bisexual, ‘ransgendernd in the
. entity that challenges perceived norms could pr, OF Queg,
OMPL they,
Cse

three enacunents. The bonding enactment is less about the ext
ernal
World

and reflects a sense of belongingness and affinity with Black peopl
sents the promise of continuity and connection with other 113)16' Bondiy,
G d
nents “are race- and culture-sensitive identity ck People,
Operati
Ons

term collective identity’ (Strauss & Cr
Individualism differs from the other enactments because its r61aoss’ P- 99),
lect a minimization of race-salience and a prioritizing of in(;ie d actiong
thinking over a collectivistic perspective. Vidualistic
The identity enactments, while reflective of the many daily activit;
Black people, also represent variation in relation to the stages ozls.cn\flues of
theory as described in Sector Five. For example, individualism tend 1grescence
closely tied to the pre-encounter stage (Strauss & Cross 2005;3 2 Ins t.o.be more
the internalization stage who have adopted a Black N,ational: .dmd}lals 3
enact buffering and code-switching when dealing with Whit lst ddendimwil
a}so more likely to minimize bridging with White peo le ae geople.'rpey are
vidualism, Their primary enactment would reflect boIr)ldinn fft;llgage L
people. Black people with a multicultural or bicultural id ; WI 'Other Dk
a.ll of the transactions (Cross, Smith, & Payne 92002). F .en.qu will engage in
tify as Black and Biracial/Bicultur f ). For individuals WiG e
occur, but in mor icultural or Multicultural, these same R
" Wh;ch b fos:; :(:;g)iegxcxsi);l Tbese individuals may enact “dual-bonding’
ilarly, they may enact buffering acnu(;)lclz ;(;.I:l%d(hénd mainstream society, Sim-
Black authenticity or to combat otl Mt°c Ing o douba g
others who abide by a monoracial mindset.

One's sexu

repre
All four of these enacll

that ... give meaning to the

ref

H /
elms’s Model of White Identity Development

Highly influenced ; -

duced the people b(zli‘t}cl(fl(v)v f)l,k of William Cross, in 1990 Janet Heln® intre>

models (Helms, 1995). Tl i\;nd the White identity development (WIDM)

theory of White id(*mi.t (ll( S B wisiafy Sxow and the most researche

of White people ah;)m le :Y(’l()])l.llcn[. [t was created to raise the awarene®

and the need for ‘hmlu' 1(1;‘ role in creating and maintaining a racist societ
m (0 act responsibly by dismantling it (Helms 1992)
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Helms (1995) cont'ex.lded t.haf al.l people in the United States have a racial
dentity that 18 experienced W1.thm a framework of power and privilege. She
Joted thal U.S. rcsid‘ents experience and respond differently to their race and
heit designated racial gI:Ollp. i |

Helms (1992) explamed.that White identity development occurs in two
” qucmiﬂl phases. The fjlrst 18 aban.donment of racism or the process of mov-
ing from oblivious or n.alve concel.;)tlo.n.s of race. Upon ?nc011ntering a racial
(mémma that causes dlssonance,. individuals grapple with the idea of relin-
g  Jealized notions of whiteness and acknowledging their complicity
.1 maintaining a racist society. The evolution of a non-racist identity, the second
1se, involves deeper reflection and attempts to interact with other racial
, members that are often superficial and/or paternalistic. In this phase,
people spend a significant amount of time devising a way to “be White without
Jlso being bad, evil, or racist” (Helms, 1992, p. 61). This phase progresses as
1 dividuals begin a quest toward understanding themselves as racial beings and
‘he racism and privilege associated with being White, as well as redefining for
‘hemselves what it means to be White and taking ownership of racial privilege
.nd how it affects others. Individuals continuously work toward abandoning

White privilege and learning about other racial groups.

quishm

ph
oTOU]

rowe, Bennett, and Atkinson’s White Racial Consciousness Model

Wavne Rowe, Sandra Bennett, and Donald Atkinson (1994) introduced the
White racial consciousness model (WRCM) in response to four key concerns
with White racial identity (WRID) models, including Helms’s model. They took
ssue with the fact that many WRID models suggest White people and people
of color have parallel identity development processes. Secondly, they asserted
hat rather than focusing on the development of a White identity, WRID mod-
els “mainly describe how Whites develop different levels of sensitivity to and
appreciation of other racial/ethnic groups (i.e., racial attitudes)” (p. 131).
A third problem is that WRID models assume an arbitrarily assigned linear
process that has yet to be verified empirically. The fourth concern is that
WRID models, namely Helms’s theory, are contextualized strictly through a
Black-White framework, with no consideration for other racial groups. Rowe
¢t al. offered an alternative model that explains “the role of White attitudes
‘Oward their own and other racial groups...and can consequently describe
Hie phenomena more accurately, predict relationships better, and provide a
HOre stable base for assessment” (p. 133),

White racial consciousness involves “one's awareness of being White and

| Atthatimplies in relation to those who do not share White group member-
sin” | . e
P (Rowe et al,, 1994, pp. 133-134). Rowe et al. assumed that White racial

wh

i
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. tin
consciousness and racial awareness are related and thgy di °°"eg.,
TR 1S3

cause for

manner in which it is resolved is the primary |
‘rived from the ethnic idens; “lange |
tudes. The model, derived from the ethnic identity sac. In

Phinney (1989; see Chapter 5ix), 1s composed of “types”

L e ,, . Of attifyq ; lceq
individuals may possess. The types are grouped into twe Categ 8 thay by
Ories.

USness It {0
- r . | r e o ] . lSl
c 3 11(‘ tvpes are not stages dlld llaVC 1Nno ll : m
note t-h it \l B near SequenCe.I Ste pOrtam

uals may transition from one type to another contingent Upon t, ad, i“divi:
they encounter. Transitions result from significant dissonance n i rienCeS
between the unachieved and achieved White racial conscio\;sneeded t(’Tnove
experience of dissonance, positive or negative, can dete es

individuals move.

White racial consciousness and achieved White racial conscig

Unachieved White racial consciousness is COm
types: avoidant, dependent, and dissonant. Ayog;
individuals’ lack of conscious thought about their ¢

their denial.

Dependent attitudes exist when individuals commit to
of White consciousness. Awareness of being White exists

. without OWnersh;
of it. Individuals depend on others to gauge their own vie P

Ws and Opinions and

eaningfy] reflectiop
Dissonant types have high levels of uncertainty about being White and thc;

experiences of people of color. They are open to learning but May experience
confusion due to the disconnection between previous and newfound raci

knowledge.
Achieved White racial consciousness is composed of four types: dom-
inative, conflictive, reactive, and integrative. Dominative type attitudes are
ethnocentric, rooted in stereotypes, and emphasize racial superiority over
people of color. Dominative attitudes can be “passive or active” (Rowe et al,
1994, p. 138). Passive dominative attitudes are expressed through avoiding
interactions with people of color and denial of racist attitudes. Active dom:
native attitudes are overtly expressed through the use of racial slurs, violence
and discrimination, .
White people who possess conflictive attitudes “are opposed to obvious
clearly discriminatory practices, yet are usually opposed to any pl‘Og.faf‘: 9% pr;
cedure that has been designed to reduce or eliminate discrimination (R::a-
et al,, 1994, p. 138). Individuals may espouse equality but disagree Wld;clolor
sures to achieve it because they think equal opportunity exists. People O.
are blamed for the challenges they face in society.
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Reactive racial attitudes represent beliefs that inequities exist and people of
ar the brunt of these issues in their life experiences. White people
| theyare afforded unearned privileges and benefits that perpetuate
mcqnali‘."' They work t.ox.vard recognizing and addressing discrimination, while
Atempting to connect with p.eople of color. Reactive attitudes may be passive or
Those with passive attitudes intellectualize issues facing people of color
ay present genuine concern in the presence of other White people, while
laving no real interactions with people of color. Those with reactive attitudes
can be patcmalistic in their approach to people of color, often using a White
1‘1~;1111<’“'0rk' Their concern is genuine as they wrestle with tensions between
connecting with people of color and challenging the White status quo.

White people who see the realities of living in a racialized society demon-
<(rate integrative racial attitudes. They understand the complexities associated
«ith race and come to terms with being White. Their more integrated view of
.dentity in relation to people of color fosters a commitment to social change.
They have genuine interactions with people of color and may engage in
<ocial activism. “This type of racial awareness should not be construed as

2 state of racial self-actualization or transcendence, but more as a process”
(Rowe et al., 1994, p. 141).

actIve.
;1]1(1 I

+an and Gallegos’s Model of Latina and Latino Ethnoracial Orientations

Ferd

Ferdman and Gallegos (2001) stated, “The racial constructs that have predomi-
ated the United States do not easily apply to Latinos, and when they are forced
o fit, they truncate and distort Latino realities” (p. 44). They offered three con-
<derations for understanding how Latinos experience race and racism. First,
while being Latino involves racial, cultural, and ethnic distinctions, race 1s sec-
ondary for these populations. However, skin color remains pertinent among
| atinos, and racism may manifest itself in the devaluing of those with darker
skin (that is, people with African and indigenous backgrounds) (Ferdman &
Gallegos). Second, Latinos often come from mixed heritages and represent a
wide range of skin colors, making it difficult to place them in finite racial cate-
sories. Third, Latinos respond in various ways to the racial categories in which
theyare placed in the United States, Some identify as White, while others reject
this classification and use Latino as a racial and an ethnic category. Such dis-
nctons can either be “imposed or self-imposed” (Ferdman & Gallegos, p. 45).
A number of factors, including familial reference group, educational experi-

“uces, peer interaction, and physical appearance, contribute to how people

(i(*wlup their identities.
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orientation throughout life. In later work, Ferdman and Gallegos

their thinking by prefacing the original model with a set
ovide a more nuanced perspective on Latina/o
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different from other Latinos?
fltered through a racially tinted lens?

9 How are acculturation and enculturation
Under what conditions will [ atinos see themselves as linked to the larger community

around them? When will they make the effort, for example, to bridge their
neighborhoods ... with the larger world? For [ .atinos embedded in a highly Latina/o

hey venture out and for what purposes? For those Latina/os
er ... them to reconnect

bout those connections?
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) to the Latino world? And how do they feel a
ir differences

embedde

(or connect
4 When and how do Latinos see (and experience) the

advantage and value, rather than as a hindranc

differencer
How do Latinos understand and explain discrimination? (p- 63)
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Tdentified Individuals in this orientation adopt a White racial
ve as White people. They see other racial groups, includ-
2 inferior and have minimal association with other Latinos.
tividuals may have been exposed to negative, rather than positive,
and imagery of Latinos, and the consistent exposure inhibits
om developing a positive Latino identity. Their lens 1s entirely
4 around White culture, and they avoid or remove themselves
1” situations to lessen their vulnerability; by doing so, their

Whate-
ity and N

These 11

from “ethnoracid

dentity remains un
lrn.diffmmtz’ated/Denial In this orientation, individuals have a narrow lens

and adopt 2 color-blind ideology in which they claim that neither race, cul-
wure, NOT ethnicity matter. They possess “the absence of negative or positive
attitudes ‘oward Latino identity,” due to limited or no exposure to their cul-
aure (P 68). Individuals do not connect with other Latinos and have a more

d mindset. Movement within and beyond this orientation

ndividual-centere
<ould involve greater exposure to culture and acknowledgment of both assets

.nd limitations the culture represents.

1 atino as Other Individuals with this orientation do not identify with being
[ atino because they may not know their specific background or heritage within
the Latino community. However, they also do not see themselves as White
.nd are likely to connect with other people of color because of their physical
Jiributes (skin color) and the manner in which race is socially constructed.

They do not place themselves in a rigid racial category or identify with any
particular group, including White and Latino. Learning about their cultural

group and making thoughtful decisions regarding the value of cultural knowl-
edge is an important challenge for those with this orientation.

Subgroup-identified Subgroup-identified Latinos identity with their specific
subgroup of origin and may view other subgroups, including Latino sub-
oroups, as “inferior.” They do not view themselves within a larger pan-Latino
amework: instead, they have “a more narrow and exclusive view of their
sroupness,” rarely engaging with Latino groups beyond their own (Ferdman
& Gallegos, 2001, p. 52). Many Latinos maintain this orientation throughout
heir lives, The challenge is understanding that other subgroups exist and also
have valuable cultural traditions, as well as galvanizing with other subgroups
1o push political and social agendas that move all Latinas/os forward.

} Latino-identified Individuals in this orientation assume a “pan-Latino”
identity (the entire Latino community encompasses one Latino race). These
ndividuals have awareness of subgroups but may minimize these difterences.
Ihey connect with all Latinos in an effort to promote group solidarity,

examined.
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Kim’s Asian American Identity Development Model

Based on research examining the experiences of

Jean Kim (1981, 2001, 2012) introduced the Asian Ameri
fi(’\'el.()pm(unt. m(?del (AARID) Kim’s model Specifically e
1dentity t(? hlg.l?llght. the “soc1.al and psychological consequenceg? s
racially minoritized in the United States (2012, p. 155). i .belng
notes, 1s also of critical importance, but regardless of one v 52 11, she
tion, Asian Americans as a collective must deal with racism in th;
‘It is their racial membership, not their ethnijc membership, thay impact;
how Asian Americans feel about themselves in this country” (2019, p. 156)
The AARID model addresses how Asian Americans come

their racial identity and resolve racial conflicts In a soci
by White perspectives. Kim (2001) presented three key
explain how racialized populations manage their identities i
society. First, Asian American identity and White racism are not mutually
exclusive entities. The insidious nature of racism and the press of the
external environment influence the development of an Asian American
self. Second, Asian Americans must consciously work to unlearn and chal-
lenge the negative messages and stereotypes they previously adopted without
question. Third, a positive Asian American identity is contingent upon onf:’s
capacity to grapple with identity crises and transform previous negative
experiences into constructive, growth-enhancing ones (Kim, 2001).

Kim’s (2012) later work expounds on the AARID. The author notf:d
that AARID has close similarities to other theoretical perspectives on racial
identity in that the process occurs throughout the lifespan and stagzs, Ot?:;
accomplished, may be “revisited” based upon how individuals resgonfc‘:lfdcal
a given environment. Kim (2012) also contends the AARI.D model 1s;>l e
relevance to understanding how Asian Americans deal with the psycho

10 terms it
€ty dominageq
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i ited States. She explained, “One such psychological
\ 9, ' ¢ | ' ‘

oTeC 0 antity conflict” (2012, p. 143). Many Asian Americans struggle
 their racial selves and managing the expectations that sterm

T {’(\(‘lil\}.ﬁ ‘ ' y . ‘ £ - *
. ions of who they are and specific expectations from the

ternal percep '
) to which they belong. Such experiences heavily

(group orientation
4 *(1 thelr internal perceptions of themselves (Kim, 2012). Overall, the

{Juend : :

il rox challenges that some Asian Americans face are largely
: 5 ]‘l \ . . . ¢’ o ’ ’ s "
dc! s ta B . 2 racist society, in which the lives of racially minoritized
Ul v little value. Kim (2012) explained that shifting political

differences and shifts in the structure of Asian
search within these respective areas

: s 11

.$SCS and

nce the :
ned consistent over the years and reflects the

AARID has remal
f many Asian Americans.

“describes a deve10pmental process
d relation to one’s racial group and the dominant

influe

nodel ol

riences O
that progresses through

oness. Individuals at this stage view their identity through their

-milies and have notyet had any schooling experiences. As they develop, those
who live 1n predominantly Asian American communities begin to gain greater
areness of their culture and ethnicity and develop a positive self-concept.
ive in predominantly White communities experience confusion

jout being Asian American and feel “neutral” about their ethnicity. The pri-
sence in this stage is discovery of ethnic heritage; thus increased

positive consequences for positive identity development (Kim,

Ethnic Awa

Those who |
al
mary expe
exposure has
2001; 2012).
White Identification At this

seriences and may have learned severa
ding public shame, and valuing a collective group

orientation (Kim, 2001). At a very early age, Asian Americans are exposed
0 others who point out or make insensitive comments about how Asian

unericans are different, fueling the development of shame for being Asian

\nerican (Kim, 2012). Due to the “collective orientation” (Kim, 2001, p. 74)
individuals will react by attempting to
e rejection
andards, “especially
Kim, 2001, p. 74).

point, children have begun their schooling
| ‘cultural norms such as enduring

suffering quietly, avol

alnong Aslan American communities,
]l‘? | & 3 r. » - - "
1 or denying racism exists. The desire to be accepted leads to th

(A{ ‘ .‘ ", N » . ¢ ¢ :

I their Asian identity and internalization of White st

!( () A — P . ! ’ . b )
garding standards of physwal beauty and attractiveness” (
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T'his stage is characterized by both active
Asian Americans who experience active White 4
predominantly White environments, As 3 re

passive White identification likely have positive Asian
0 being raised in a predominantly Asian community, 7y,
themselves as White, but internalize White culture ang expegy do Vi
of "fantasizing about being white” (Kim, 2012, p. 1 47). Chce

C
e Y Moving ... *Meng
stage requires individuals to dismiss the belief of full g 8 bey0nd this
White world. lmlatmn intg 2

negative experiences are the result of racist socjal Structures, The
a paradigm shift through which whiteness is no longer treate !

individuals in this stage, “passing” for White is unacceptable
astutely aware of the political and social implications of racis
of Asian descent. In fact, “White people become the antirefer

they don’t want to be like” (Kim, 2012, p. 147). Asian Amer;

an Asian American, and establish a sense of self-pride (Kim, 2001). This trap.
sition occurs with the support of family, friends, and the Asian American com-
munity, as well as through exploration of self and Asian culture, history, and
heritage. Learning about the historical marginalization of Asian Americans
produces feelings of fury and anger, but individuals move past these reactions
in an effort to reconcile feelings about themselves as both Asian and American.
Movement to the next stage is possible when individuals define what it means

to be Asian American and the politics embedded in espousing this identity and
embracing a sense of pride in being themselves. '

Incorporation The incorporation phase involves establishing a strong sex.lse
of “confidence in one’s Asian American identity” (Kim, 2012, p. 148).- Asian
Americans in this stage have a positive self-concept. They move beyond H?I:ii;:
sion in strictly Asian American communities, can success.ful.ly COfme‘:i e
other populations, and can focus on other aspects of their identity
abandoning their newly redefined racial identity.
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ective on American Indian Identity Development
S

s can ndians represent a diverse array of peoples, tribes, and cultures. In
1(\l ( ARy - e ' ' ' . o

‘\”{ (0 inderstand their racial identity, it is important to recognize the role
~y Cl . > k. 4 ’

or qization. “Colonization refers to both the formal and informal meth-

)i (()l() . v - ' ’ e . & i ) y
| haviors, ideologies, institutions, policies, and economies) that maintain

y($ (l)(‘ 6 , .
‘] subjugation or exploitation of Indigenous Peoples, lands, and resources
tNC UK

Wazivatawln & Yellow Bird, 2005, p. 2). In the face of colonization, such as
Ui b

offorts by White peopl.e t? “c.ivilize” .Indigenous peoples and force them into
hegemonic cultural assmnlz%tmn (Wright, .1 488), Native Americans consistently
ha:'t‘ fought to preserve th.elr cu‘lture. While cautioning against the generaliza-
ion of American Indian 1dent.1ty, Horse (2001) offered several perspectives
‘hat often prevail in the establishment of a healthy identity for members of
Native populations.

perry Horse’s (2001, 2012) model of Indian racial identity is grounded in
<hat he termed individual and group “consciousness” (p. 100). This conscious-
qess captures the unique and collective experiences of American Indians
within a psychosocial context (Horse, 2012). Horse (2012) offered additional
-onsiderations for thinking about American Indian consciousness across
generations and time. He explained that “contemporary influences of racial

awareness, the legal status of Indians, and potential loss of native languages
and culture will all figure into the Indian identity equation” (p. 110).

There are five cross-generational themes that Horse used to characterize
consciousness.

First, knowledge of native language and culture reinforces a sense of con-

sciousness. Language is central in American Indian culture and helps individ-
uals to establish a sense of self, while also providing a vehicle through which
cultural traditions, values, and behaviors are transmitted (Horse, 2001). Sec-
ond, consciousness is grounded in the validity of one’s genealogical heritage
4 Indian. Itis important for individuals not only to understand tribal history
butalso to embrace teachings throughout life about being Indian. Third, con-
sclousness also exists through adopting a worldview that respects the traditions
and philosophical values of Indian ways (Horse). The extent to which indi-

viduals see themselves as Indian people is the fourth aspect of consciousness.

the fifth element of consciousness is one’s status as a member of an ofhicially
recognized tribe,

Horse’s later thinking about native consciousness was shaped by his belief
4tit1s a product of “eras of change” (2012, p. 109). These eras of change shift
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Research related tO racial identity developmer.lt has larlglelyf centered op l&
Black identity. Wwith regard to student p0pulauons,0 much O .the .resez}rch \
on Black racial identity examines the phenomen(m n COlilnsehng Slt}lanons
(Bradby & Helms, 1993; Carter, 1993; Helms, 1,993%1). I.Jlttle attention has
focused on how racial idenfity Affects students daily lives and decisions,
However, one study examined the relationship between Black students’ racial

identity and their participation in cultural (Black-oriented) and noncultural
campus organizations (Mitchell & Dell, 1992). As the researchers hypoth-
esized, students whose scores onl ‘the RIAS-B (Parham & Helms, 1981; an
instrument based on Cross's (1978] early work on Black identity) indicated
they were in encounter, immersion, Or internalization stages were more likely
‘0 be involved in cultural organizations, while students in the pre-encounter
stage were not.

Using the RIAS-B and the African American Acculturation scale (AAAS),
Pope-Davis, Liu, Ledesma-Jones, and Nevitt (2000) found significant pOSiﬁVC
correlations between the constructs of acculturation and racial identty
among 187 African American students. A study of Black college students
using Cross's early model provided partial support for the hypothesis that
'r‘g(:lal identity stage and self-esteem are related (Parham & Helms, 1983).
l lluzf :stu(ly lound that Black college students in pre-encounter and jmmersion
;‘ii%i‘l :\I(il((}li‘:l z:(l:ve low self-esteem, whereas those in encounter tend 0 have
o - ‘x.n. [n alater study, racial identity was a significant predictot

- psychological health of 136 African Ameri 1 dents at ¢
¢ can college stude
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qantly White institution, endorsing the theoretical concepts offered
« revised model (Pillay, 2005). Gilbert, So, Russell, and Wessel (2006)

§S ]

1 the RIAS-B to examine racial identity and psychological symptoms
qdents at Historically Black Colleges and Universities (HBCUs ).
Research ‘ndicates that racial identity 18 not a predictor of grades or
omiC outcomes for college students (Awad, 2007; Lockett & Harrell,
. However, §anchez and Carter (2005) reported significant relationships
cen racial identity attitudes and religious orientation among Black
sudents. Spurgeon and Myers (2010) used the RIAS-L to examine the
: ~Jationship of racial identity, .wellness, and college type among African Amer-
. men Jitending predominantly White institutions (PWIs) and HBCUs.

. . ificant relationship was found, they were surprised to learn that

At PWIS had higher internalization scores, and they noted that PWI envi-

onments, though seemingly negative, may actually facilitate opportunities

for men to ~onnect with other men of color in solidarity. Men at HBCUs had

1] self-wellness, suggesting a welcoming climate at HBCUs.

high 5OCI

When the Nigrescence theory was expanded, researchers began to use
Racial Identity Scale (CRIS) to examine racial identity. For example,
1sed the CRIS to measure the relationship between racial iden-
ity and ternalized racism among African American college students at an
HBCU. He found that those in earlier stages (pre-encounter and immersion-
) were more likely to hold negative stereotypes of Black people,
including tellectual inferiority and sexual prowess, whereas those in latter

stages did not. Scholarship on the relationship of racial identity in Black
ents to several other variables continues to grow and remains
Cross’s contributions. These studies examine racial identity

| judgment (Moreland & Leach, 2001), stereotype threat
(Davis, Aronson, & Salinas, 2000), perceptions of racial bias (Jefferson &

Caldwell, 2002), psychosocial development (Pope, 1998; Taub & McEwen,
socialization (Thompson, Anderson, & Bakeman, 2000), college

(Cokley, 1999), coping (Neville, Heppner, & Wang,
1997), involvement (Taylor & Howard-Hamilton, 1995), psychological health
Whittaker & Neville, 2010), adjustment O college (Anglin & Wade, 2007),
| perfectionism (Elion, Wang, Slaney, & French, 2012).
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Application

A few scholars have encouraged faculty to learn more about their own and
Dieir students’ racial identity development. Tatum’s work (1992) has been
particularly helpful over time since she used many examples (o explain racial
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identity theory and its utility. Ortiz and Rhoads (2000)
education framework that could be used in pro
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deconstruct whiteness. They asserted that the only way to “diSp]a €x
’ . ' ’ : 4 C . a
identity as the universal norm is by challenging ourselves apq € Whi,,  ang
name it” (p. 82).
Clayton and Jones (1993) recommended v

unlearning racism for student affairs administrators

appreciating, and celebrating racially different people, Such %
contribute to the eradication of racism in the academy,

The promotion of racial identity development ang
how racism operates in society is sorely needed at colleges ang Uniyepy:
dents of racial violence (verbal, physical, and psychologica]) o Coelfsuy' Ing;
puses and beyond are too numerous to avoid. Student affajpg e dUCatoege Can,
responsibility for facilitating dialogues and hostin 1
students to examine race, racism, and racial identi

iy k"°Wled8e f
0

I general undemanding

s a manifestation of their racial identity, as well as the €xtent to which, they
&

privileged or oppressed due to their racial identity.

Any of the theories mentioned in this chapter thus far ¢o
frame programs and services that promote racial identity de
example, revising the curriculum in ways that incorporate diy
various racial groups is one way to expose to
some racial groups. Research indicates that diversity-related courses have bep.
efits when intentionally planned (Chang, 2002). In addition, culture centers
and multicultural affairs offices are Important campus spaces that allow racially
minoritized students to learn about themselves, reflect on their culture, and
develop into racially conscious individuals (Patton, 2010: Stewart, 2011), These
centers can also be helpful to white students who wish to move beyond their
comfort zone, engage in cross-racial Interactions, and move toward a more
developed understanding of their white identities (Benitez, 2010). Overall,
tostering racial identity development could serve as a major tool in prompt
Ing students to consider their contributions to a racially just society as well a,

the actions in which they might engage to disrupt racism on campus, and in
soclety upon graduation,

CTS€ voices frop
students the marginalizatiop of




‘heories of racial identity were significant contributions to under-
srocess of development for racially marginalized groups, these
» a monoracial experience and fail to account for populations
ple who identity with two or more racial categories. Nearly 7 million

(2.4% of the population) indicated on the 2000 U.S. census that their
1ed more than one race (Jones & Smith, 2003). Based on data

l”]('(‘s‘ 1'}' illClll( . |
| . census, Jones and Smith described the multiracial population of

y 14

™~ :ited Srates as young, reflecting an increase in multiracial births and
ed heritage individuals claiming multiracial identities, The mixed
ation is also diverse, with the largest percentage (32.3%) indicating
they . :
n this ection we review key theories related to multiracial identity
jevelopment. While the terms biracial, multiracial, mixed race, and blended
~ommonly refer to individuals. whose racial .and/ or ethnic heritage is mixed,
Srephan (1992) correctly Pomted out “mixed heritage” is more accurate
hecause it avoids the biological assumption of the term “race.” In this chapter,
erms used by various authors are retained, with the caveat that “mixed

heritage” 1S @ mOTe accurate label.
Acceptance of “multiracial” as an identity is difficult for those who view

~ces as discrete and cannot fathom people legitimately belonging to more
‘han one group (Root, 2003a; Zack, 1995). For many, mixed race people are,
frst and foremost, not White (Gordon, 2004; Root, 1990). Such thinking stems
rom the “hypodescent or ‘one-drop’ rule,” which was legally used to catego-
e mixed heritage individuals as Black “regardless of the proportion of black
ancestry or the person’s physical appearance” (Davis, 1995, p. 115). The rule
was used to prevent children of White slave owners born to Black enslaved
women from having any of the privileges associated with their paternity (Root,
1995) and operated as a strategy (o maintain the White male power structure,
ensuring that property, voting, and inheritance rights stayed in White hands
(Wijeyesinghe, 1995).

In both historical and present day contexts, refusal to accept multiracial
ndividuals has been manifested not only by White but also by non-White per-
wons (Renn, 2012: Root, 1990; Song, 2003). For example, opponents of mul-
iracial identification argue that such identification would obscure important
racial differences and make it impossible to track progress on eftorts to elimi-
nate racial discrimination (Staples, 2007: Wu, 2006). Challenges such as these
can have a tremendous impact on development of a secure identity.
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}1)111\::11](’11':? . the American racial landscape” (Wijeyesinghe, 2001, p, 131),

. sues are believed to be internal rather tl.lan the result of societg]
Gibbs, 1987, Stonequist, 1937). Stage theories attempt to present mul-
riracial identity development as normal .(Wijeyesinghe, 2001). Patterned after
stage theories of Black and White identity development‘ (for example, Cross
Jackson, Helms, Hardiman), these approaches (Collins, 2000; Kerwin &
Ponterotto, 1995; Kerwin, Ponterotto, Jackson, & Harris, 1993; Kich, 1999.
Poston, 1990) include an immersion-like stage, strong emotional content,
and greater self-awareness and self-appreciation in later stages (Wijeyesinghe,

92001). Critics note that stage theories may not be as appropriate for mul-
tiracial people as they might be for monoracial individuals, since multiracial

individuals have more than one heritage to reconcile, a process that is varied
and complex rather than linear (Renn, 2004). In addition, Standen (1996)
suggested that the choice of a single multiracial identity could be viewed as a
“forc;cjd choice” (p. 247) and therefore not necessarily positive.

- Dypology approaches suggest there are multiple ways for mixed heritage indi-
viduals to develop. Cortés (2000) and Daniel (2002) both rejected the idea
that an f'n‘tegrated multiracial identity is the only healthy identity for mixed
race individuals, They proposed that, depending on background and environ-
iz«jg t:l) Iljlfl'f l 12(‘)11?({5, a‘n umber of options exist for how an individual may choose
iudivi’dualy.s.‘ of(z/ldtz(li) (2‘(})(,)0) 'dentified five identity patterns among mixed race
the individug)’s h(»rlil;s ' )d)(:.k‘ grounds: (1) single racial identity, where one aspectOf
uals identify witl, ;%a(:(ll:g :dl(s(f 21;]1(,) l'ed;' \2) multiple racial identity, in which individ
and White); (3) ¢ that umk.es up their heritage (for example, Blafk

ractal—multiracial identity, where individuals identif

[denaty
pressures (

il } y L -I/mllz'/)le
. ' ()I '}l()ll» l K

A . : l(‘ll ; & - w . o . ‘alt

(4) multiraciqy i, 16¢ While also viewi ng themselves as muldiracid

th: ‘ . | ' ATy b8 b 8 : “
A1 01€ Or More . 0 | Joidentty as the primary one chosen rather
aclal Identities, and (B) nonracial identiy, where &
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.+ has no sense of racial identity (for example, a re
;u‘%““\‘“'\. :n which race has little or no meaning)
} ‘N]])]‘mi(‘l (2002) hy.pmh(‘s?zcd a com‘inmfm ()f. Identity for individials with
ived Black and White heritage, rangn.lg frgm Integrative to pluralistic. On
,"1;“ continuum, Daniel (2002) saw three identity types: (1) synthesized identity,
, qunctional identity/European American orientation, and (3) functional
’(;\” v/ African American orientatj(.)n. A weakness of the approaches
..,m--u(-hlﬂ‘d by Cortés (2000) and Daniel is. that both are based on anecdotal
ta only. Also, while both Cortés and Daniel expanded how multiracial iden-
(r\ 1S ('<'mcq)t.ualized, neither theorist examined factors that influence the
:;imnit\' choices individuals make. g

Ii‘('b/ogi(al approaches include an examination of external factors that affect
how individuals decide to identify racially and/or ethnically, as well as how and
\‘\ Ly an initially chosen identity may change over time and place (Root, 2003a).
\ number of theorists writing about multiracial Identity development adopted
;m ecological perspective, including Stephan (1992), Wijeyesinghe (2001,
9012) and Root (1996, 2003a, 2003b). A weakness of these three approaches is
; hat the theorists did not conduct follow-up research to validate their findings.
They also failed to consider the various identities that individuals chose. Maria
PP Root’s (1996, 2003a, 2003b) ecological model addressed these issues by
outlining the variety of identity choices that mixed heritage individuals make,
n addition to delineating factors that influence identity development. Her
model is based on empirical research conducted during the 1990s.

Root (1996) first described four ways that mixed race individuals negotiate
their identities as "border crossings” (p. xx). They are: (1) accept the identity
assigned by society, (2) choose a monoracial identity, (3) choose a mixed-race
identity, or (4) create a new racial identity. Later she added a fifth 1dentity type:
select 1 White 1dentity (Root, 2003a, 2003b). Root (2003a) suggested persons
understand  themselves within the context of their environments, which
change throughout life and can lead individuals to alter how they 1dentify.
oot (2003a) also noted that people might label themselves in more than one
way depending on context.

Root (1995, 2003a, 2003b) identified a number of external factors that
Niluence ethnic and racial identity development of mixed race individuals.
Lhie first five influences are contextual and therefore may not be obvious: the
istory of race within one'’s geographical region, generation, sexual ()rienfa—
101, gender, and class. More apparent factors are family functioning, tamily
Oclalization, community, personal attributes, and physical appearance.

cent immigrant from
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tity choices of multiracial in dividas
(90034) suggestes ,1 e cont ngent o1 the social conte.xt (Brown, 20011"'
1096). Researchers nave also determined that identit;
1 Root's (1995, 20082 2003 PECHEEEEE
s aflect 1 Hall, 1992; Hall & Cooke Turner aA8HKome
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designed toO validate Root’s theory, and a limited numbe; |
experiences of college students (Kilson, 2001; Rock- |
sma, 2002; Twine, 1996; Wallace, 2001,
supported by a reasonable amount of
. ons to higher education could be found. Renn’s
identity development addressed this concern,
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1’s Ecological Theory of Mixed Race ldentity Development ‘i
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<earch on biracial identity had been completed in
Renn (2000, 2003, 2004) conducted three increas-

both the identity development process and
ce college students of various racial/ethnic

Ren

Noting that very little re
college settings, Kristen
ingly complex studies examining

outcomes experienced by mixed ra

backgrounds, generating an ecologica
theory focuses on both ecological factors that 1
development and the various labels individuals with mixed heritages use 0

i

identify themselves. Renn’s (2000) study revealed the importance of spact
jand peer culture on multiracial identity development. The concept of space
included both physical and psychological elements. Students were influenced
b? the extent to which they found places where they saw themselves fitting 0
either in formal organizations or in informal peer groups. Seeing Pz"muels

i):t;,vecn her findings and Bronfenbrenner’s (1979, 1993) ecology model
f human development, Renn (2003, 2004) used the four compOﬂCﬂu of
(PPCT)

gy PTG

.
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”mdvl,n(b‘r)(,nn(‘,x s (1979, 1993, 1995) person-pmcess-context-ume
L (see Chapter Two) as a fr . C aoed face

yarticinan f<’ as a framework to discuss hel mixe

participants’ experiences,
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Renn (2003) found that for biracial individuals the tollowing aspects of

e person component of the model applied: fafnily background and heritage,
tent of cultural knowledge, degree of experience with individuals of one’s
i heritage and other cultural ba.ckgrounds, and physical appearance.
secondly, Renn (2003) noted that in Bronfenbrenner's mode] the “key

o Jevelopment 1S t!le .in.creasfng complexity of interactive Processes [italics
.dded] 0 which the mdlv?dual s engaged” (p. 392). The college environment
| s many such options for multiracial students to grapple with the
cognitive demands of making sense of race (Renn, 2003, 2004)

" Within the context of the college environment, Renn (2003, 2004) identi-
ced the following settings that influenced the identity development of mixed
ce students: (1) microsystems that encouraged face-to-face interactions with
either positive Or negative racial overtones, including monoracial and multira-
cial student organizations; (2) mesosystems of campus culture that sent positive
or negative messages, including the “permeability of group boundaries and
e desirability of identifying with various groups within the campus environ-
qent” (Renn, 2003, p. 394); (3) the exosystem that affected students’ aware-
qess of racial identity, including policies for identifying one’s race/ethnicity
n forms required by the college, and attention paid in the curriculum to
cial issues; and (4) the aspects of the macrosystem that were influential in
he students” development, including how the students viewed race and cul-
wre and their own roles in these systems as influenced by the existing belief
«stems about individuals with mixed race backgrounds. Time—the sociohis-
orical context— greatly influenced the macrosystem, in that debates about the
racial and ethnic categories to be included on the 2000 census were very preva-
lent during these students’ formative years. Renn (2003) correctly pointed out
that Bronfenbrenner’s model does not provide a sense of individual develop-

ment over time.

} n‘()\'i d C

dentity Patterns

Kenn (2004) illustrated the variability and fluidity of identity among
mixed race college students. Her participants chose various ways of iden-
ufying racially, and many presented different identities depending on
he situation and context. Indeed, Taylor (2005) suggested that the most
Important finding from Renn’s (2004) study is that a single identity may be nei-
ier possible nor desirable for mixed race students. Renn (2004) described
ve fluid and nonexclusive “identity patterns” (p. 67), all of which she
Hewed as healthy: (1) monoracial, (2) multiple monoracial, (8) multiracial,
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(4) extraracial, and (D) situational. Different life €Xperien CO"QQQ
| . . . , ce
viduals to change how they identify at various times in their l's ay leadi
a discussion of each of these patterns. ves, FOIIOM dj.
Ng |
1§

Monoracial Identity Close to half (48%) of Renn’s (2004)
Pa

claimed a monoracial identity, if one of their parents was Wh; l‘tiqpanu ‘

. : . 1 :
they chose generally represented their nondominant dnces €, the d

monoracial identity was easiest for students whose appearan
. . . C
knowledge were congruent with that identity. Cultural knOwle; and
ge

influenced by the presence or absence of family represent; ng th
Once in college, peer microsystems affected the degree to%v

could easily assume a monoracial identity and have it accepted

Multiple Monoracial Identities Almost half (48%) of the s
(9004) interviewed identified using multiple monoracia idem;ieflts Reny,
representing their parental heritages (for example, White and Latintlej;f Most
0 Al
resdl

American and Asian). These students often were equally knowledgeap)
each aspect of their heritage or sought more information in i € aboyt

Was Breg

hich Studege'

Nty

Students’ ability to successfully identify with more than one monoracia] gre..
. . . O
was contingent on how accepting their peers were of such a label s

Multiracial Identity Most of the students (89%) in Renn’s (2004) stud
identified using a term that represented their unique mixed race backgroun(}i,
(for example, multiracial, biracial, hapa, mixed). They saw themselves as “ex.

isting outside of the monoracial paradigm”™ (Renn, 2004, p. 156) and sharing
common experiences with other mixed race students regardless of heritage.

For some students this was a privately held identity; others used it openly. On
campuses that had either formal or informal groups where mixed race students
interacted, public identification as mixed was more common. Being exposed to
racial identity issues in classes and other educational settings also contributed

to identification as multiracial. ,

Extraracial Identity Students in this pattern either opt out of racial catego
rization completely or do not adhere to the categories used in the United States
(Renn, 2004). About one quarter of Renn’s ( 2004) interviewees fit this patterl;
Many had been raised outside of the United States, and about h.alf a“eg(:;e
an institution where they were exposed to postmodern perspectives ap S
idea that race is a social construction rather than a biological reallt)”d"l’z o
that contributed to their decision not to identify racially. All bur i Oitudents
dents who chose this identity were juniors and seniors. None of i such at
solely identified in this manner, which might suggest that “holding

l e v l
Ming 5
“Ultury)

ly
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'1]’1“'”3(1] to racial identity is a difficult stance to maintain in the face of pow
oful forces on campuses that are organized in part around racial identities”

Rent 92004, p. 78).

Sjtuational Identity Over half (61%) of Renn’s (2004) participants identi-
ed ferently in (}ifferent (.:ontexts, including all of the students whe ide’nd-
Ged oxtraracially. They ?onslc.i(:rred racial identification fluid and contextually
driven. Shifting among identities was sometimes unconscious and other times
teliberate. This process w.as easy for some students and stressful for others The
gidity of racial boundaries (.)n campus was a factor. Renn (2004) argued that
1-;;111(‘1' than being problemat.lc, as stage theorists would suggest, “the ability to
-ead contexts and construct identity in relation to specific contexts is 2 highly
wvolved skill requiring emotional maturity and cognitive complexity” ( p. 80).

L
research

Renn (2004) identified trends with regard to identity choice among vari-
ous student populations. In addition, researchers have found patterns of
identity labeling similar to Renn’s (2004). Factors influencing identity
‘hoice—in particular, the importance of the college years for multiracial

dentity development—have been documented.

rrends in Identity Choice

Renn (2004) reported some trends with regard to the five identity patterns.
Women identified with more patterns on average than men. Men were more
likely than women to select only one monoracial identity. Students whose
parents were both people of color were less likely than students with a White

parent to identify monoracially, more likely to select multiple monoracial
identities, and very much more likely to select situational identities. Students

with one White parent and one Black parent were less likely to select an
extraracial identity, perhaps because of peer pressure to identify racially.

dentity Pattern Trends

While not directly based on Renn'’s (2004) theory, anumber of research studies
supportsome or all of the identity patterns she found. These include Wallace's

2001) study of high school and college students of mixed race background
and Kilson’s (2001) study of biracial youth. Wallace (2001) found that 14 of the



|5 students in her study used at least two labels to i(l(*m.if th i 1 Qo"ege
tent with Renn'’s (2004) finding that many students i‘l(‘ntif ,
wav. However, fewer of Kilson’s (2001) participants (10 4
one label. Participants in a study conducted by Miville Cor;
So-Lloyd or Miville, Darlington, Whitlock, and Mullig
a private multiracial identity and a public identity thay was
racial. They also exhibited an ability to adapt the

_ . N _ t ¢ N
surroundings and expectations of others, as Renn (2004) il O thefp . "%
e

identity Development Influencers

ldenuty development for the individuals in Miville, Darlington Whi
Mulligan’s (2005) study was influenced by significant Others, p;r Atlock dng
ents; specific places, especially school environments; an
especially elementary school years, high school years, and
that support Renn’s (2004) ecological perspective. Renn (2004) also
differences in identification based on the specific Institution the styq
attended, indicating that the culture and curriculum of the jnes: 2

influence on how students saw themselves. In their study

CO]lege\ﬁn dlIl

. | of 47 racially Mixed
college students of various heritages at two state universities in California o,
_ s VIIE

more racially diverse than the other, Phinney and Alipuria (1996) discovereg
that 80% of the students chose 3 monoracial identity label when asked for

parent, on the predominantly White campus (45.5%) than on the ethnically
diverse campus (5.9%), demonstrating the influence of context on identity,

similar to Renn’s (2003, 2004) findings concerning the differential 1mpact of
CAmpus environments.

I'he Impact of College

Paralleling Renn'’s (2004) findings, researchers have found that colz)%gﬁ
s a particularly challenging time for biracial individuals (Bro@, . 'o;
fung, 2008a; Korgen, 1998; Twine, 1996; Wallace, 2008). College is a ma

| " . , , . : influence
transituon for mixed heritage students in that they leave the direct 1

: d
- ™ . . . i ction an
of their families and enter an environment in which peer Intera

T
f!'uf‘mishlp.s become (fsp(~f(‘lzllly iIll[)()l‘li‘dll[. Brown (2001) found
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- nlack and Whilc biracia'll p.artjcipanl's were not given an opportunity to
jentify a8 biracial on applfcat.lc.)n torms and therefore indicated that they
core nlack, they were recruited into Black organizations, where many found
. home but others felt Pushcd to be something they were not and to choose
;»mwv(‘ll Black and White cultures. The Black and White biracial students

1t UG Berkeley Wh(). participated in Twine's (1996) study reported that the
Politicizcd racial environment pressured students who had any Black ancestry
(o assume a Black identity, date Black partners, and join Black student organi-
Ations. Korgen's (1998) and Harris’s (2015) respondents also felt pressured
o choose between the Black and White communities on campus, particu-
jarly by monoracial Black students, and to perform blackness in order to

he accepted. .
In the college setting, “cultural legitimacy and loyalty” (Wallace, 2003,

p. 89) are key factors.in acceptance and greatly influence the identity devel-
opment of mixed heritage students. If their appearance is ambiguous and/or
if their name Or language does not reflect their ethnic identity, students may
have a particularly difficult time being accepted by monoracial groups of color
(Wallace, 2003). At the same time, biracial students are assumed by whites
‘0 be “of color” and are therefore excluded from White peer groups. The
degree of fluency that mixed heritage students have with their racial/ethnic
cultures greatly influences the extent to which they are eventually accepted
by and see themselves as belonging to groups reflecting their background
(Wallace, 2003).

King's (2008b) findings supported those of Wallace (2003). She identi-
fied the two major challenges facing multiracial students in her study: (1) how
other students perceived their racial identities, based on the multiracial stu-
dent’s appearance, and (2) pressure from peers to conform to specific ways of
being, based on their perceived racial heritage. King (2008a) reflected that “as
a light-skinned multiracial woman with a racially ambiguous appearance and
no knowledge of what [her] actual racial identity is because [she is] adopted,”
finding an answer to the question, “What are you?” was an ongoing concern.
King (2008a) also reported another poignant example of being spoken to in
Spanish because individuals perceived that she was Latina and the awkward
result when she was unable to understand them.

College experiences led many individuals in Brown’s (2001) study to
reconsider and modify how they identified racially, and they left college "more
lirmly grounded about who they were” (p. 92). The women in Twine's (1996)
study noted that taking courses in Black and ethnic studies helped them learn
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enrollment numbers in colleges and umverSIt.lelS an((ii LS V-anous ways in Which,
they identify. Institutional policy on how racial and ethnic data are co"eCted

must be reviewed and changed (R?nn, 2004) .. For multirzotcial Students, being
able to indicate their mixed heritage, “by elFl1e1: Sfledmg More i

race/ethnicity or being able to choose n?ulurac.lal as a way of idengir.: :

gave students in Renn’s (2004) study a feeling of inclusion, Whereas having t(;
“check one box only” was viewed as exclusionary. Renn and Lunceforq (2009
reported that only 17.3% of the 127 randomly sampled institutiong Provided
students the option to indicate more than one race and /or ethnicity, Ny only

does limiting students to only one racial/ethnic choice result in INaccurgge
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qadents. Increasing the numbers of students of
:mw‘(‘;‘“’s (he likelihood that the number of mixed r
o the critical Mmass n(‘.c(‘,ssmy LO create informal
2000, 0003) also pointed out the importanc

Thou! multiracial issues and identity in classes to enable all

nore about this topic, create a more inclusive environme
Lixed heritage, and assist multiracial
]

wn identity. In addition, Williams
\

color v
T On campus also

ace students will inc rease
and formal networks. Renn

students to learn

| nt for students of
students in developing a sense of their

| | o ‘ Ct‘ al. (1996) stressed that courses on
Ll racial topics are important for social and political purposes in that they

egitimize multiracial identity. Finally, Renn (2004) argued for environmental
design that allows students to cross boundaries between peer cultures. In

(his process, it is helpful to ensure diversity in student groups over which the
|niversity has some control—such as orientation groups, advising groups

nd course sections—and to make sure that physical Space is used in way;
(hat promote interaction among students of different backgrounds. Faculty
.nd student affairs staff can also encourage boundary crossing in one-on-one
conversations, leadership education programs, and student group advising.

e ———
rritique and Future Directions

While itis encouraging to see a number of racial identity development theories
appearing in the literature, the lack of research available to validate the theo-
ries discussed in this chapter as well as others (for example, Hardiman, 2001;
Jackson, 1976, 2001) is problematic (Burrow, Tubman, & Montgomery, 2006).
Moreover, the research studies of racial identity that do exist rarely address
the applicability of the models to higher education or student affairs specifi-
cally. To further complicate matters, existing models do not account for the

complexity of development, and they characterize identity “in relationship to
other groups and, in particular, the dominant majority” (Casas & Pytluk, 1995,
n. 166), with little attention to other aspects that can influence development
(for example, history of racism, other social identities).

Despite this complexity, ecological theories of multiracial identity develop-
ment seem to provide a closer representation of reality than other theories that
can be found in the literature. Further research is needed, however, to validate
'hese approaches. Existing research, while supportive of the ecological theo-
fies of Root and Renn, is mostly atheoretical (Miville, 2005). Existing resefu‘cl.l
oumultiracial identity is also limited in that it tends to be based on biracia} indi-
“duals of mixed Black and White heritage; studies have used small, regional,
Alidentified samples; they have been mostly qualitative and therefore are not
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generahzable; they have lacked congistent de

. 10ns of ..
ables; and data analysis procedures have ¢ . ACig] |

growing student populations that are becom;
education. More must be known about th bro ‘high

students from a “dynamic perspective—the affecti +Clsey of gi>
tons and their implications for an Individuga]’
personality and/or characterological develo

than factors—such as language, country of origj
shape identity (Sue & Sue, 1990)

be grounded in theory, the lack of a
theories and accompanying research

Latinos/as, Asian Americans, and Native Americans, and valj
experiences. For example, Sanchez (2013) argued:
development for Dominican and Puerto Rican Lag

ited States” (p. 497). The
ry in which other racial

groups remain understudied (Chen, LePhuoc, Guzman, Rude, & Dodd, 2006;

Delgado, 1998),
T'his Black/White

binary, a result of institutionalized racism, has partic:
ular conse

quences for mixed-heritage individuals and how they are treated
in society, For example, Rockquemore and Brunsma (2002) argued persud
sively that assimilation of any racial or ethnic population into White culturei;
possible and even desired, except for African Americans, Rockquemore i
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grunsima pomte(l out that people “with one quarter or less Native American,

. Chinese, or Japanese ancestry are treated as assimilating Americans

" (p 110). In contrast, White people, Black people, and biracial individ-
Rlack ancestry have consistently been influenced by the one-drop
rended to keep undesired assimilation from occurring. By chal-
e, the recent multiracial movement has contributed to increas-
ong these groups over the identity of mixed race individuals.
ROquuemore and Bi'un'sm.a argued that the one-drop rule will not disappear
il prejudice and dlsci‘lmmauon are significantly reduced. However, multira-
cal individuals who resist using a single racial category to identify themselves
ATe pushing against this norm and the racial biases associated with it (Rock-
emore & Brunsma). To fully understand the identity development process
. .ed race individuals, this important difference based on racial her-

1'1‘101 .
enging this rul
ing cension am

jtage must be kept in mind.
Student affairs professionals who use theory to inform their work must

ceed with extreme caution, given the lack of research currently available.
[nstitutions of higher education are increasingly more diverse, and the failure
of student affairs educators and faculty to understand fully students’ racial
dentity development “can lead to inappropriate and ineffective responses
‘o volatile racial situations on_campus” (Hardiman & Jackson, 1992, p. 21).
Iy fact, how students even conceptualize race remains a topic to be studied.
Johnston’s (2014) work is particularly instructive here, as he found distinct

ways that students defined race, ranging from seeing race as tied to biology or
genetics to identifying race as a social or cultural construction to viewing race

.5 connected to issues of power, privilege, and oppression. Some students
even held these different views simultaneously. How students view race has
implications for the work that student affairs educators do to promote their
racial identity development.

Helping White individuals find avenues for exploring their identity can
help curb, and disrupt, racism and other discriminatory practices against
racially minoritized groups (Cabrera, 9012). Furthermore, educators must
recognize their role in providing opportunities for all students and staft to
explore racial identity. Most important, educators need to participate in their
own racial self-exploration to better understand themselves and then work
collectively toward helping others to do the same. There is no one path that
people follow in forming their identities and presenting themselves. Students’

li J )' ? » “y . b 2 -
ves are shaped by their parents and family, neighborhoods, school, friends
and str; g '

d strangers, work experiences, love and romance, and other forces. All of
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Discussion Questions

1.

. Describe the five sectors of Cross and F hagen-Smith’

1 you
. How can you use the models introduced by Helms and YOUT Campy

Define raaial identity and articulate its significance j

: e, 3. oy n the |;
tized and majoritized individuals. tves

tity Development and its relevance for Black students 0

opment of White students and encouraging students’

identity, Kim’s Asian American identity, and Horse'’s perspec
can Indian identity. How can student affairs educators use th

inform the development of programs and services that facil
identity of all minoritized students on your campus?

tive on Amer;.
€se theories tg

tate the racig]

. Describe current theoretical approaches to multiracial identity develop-

ment and Renn’s ecological theory of mixed race identity development.
What trends did Renn identify in her research on identity choice?

. Outline steps academic and student affairs educators can take to make

your campus more welcoming for students who want to explore their racial
and/or mixed race identity(ies).

. How can current events that deal with race and racism be used in the class-

room or programmatic efforts to bring greater awareness to students while
also facilitating development?

. . . e
- What rationale would you provide to White students who do not se€ th

. o . .0 . : xplore
selves as having a distinct identity? How would you help them to €Xp
their whiteness and white identity?




