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CHAPTER 1
INTRODUCTION

In the twenty-first century, the face of higher education is changing to reflect the
demographic shifts in society. In 1976, only 16 percent of postsecondary students were
minorities. According to Anderson (2003), 25 percent of all postsecondary students were
persons of color by 1994, and the student of color population increased to 28 percent by
1999. From 1976 to 1999 the number of minorities enrolled in postsecondary institutions
increased by 137 percent, compared with an increase of only 13 percent among whites
(Anderson, 2003). During this period, African Americans increased by 59 percent while
Hispanics and Asian Americans were responsible for the largest numerical increases
(933,000 and 712,000, respectively) (Anderson, 2003). The increase among American
Indians was also significant (360 percent); however, because the number of American
Indian students enrolled in 1976 was so small the numerical growth from 1976 to 1999
was only 69,000 (Anderson, 2003).

Furthermore, projections indicate that by the year 2015, 8 percent of college
students will be Asian American, 13 percent will be Hispanic, 15 percent will be African
American, and 63 percent will be White (Carnevale & Fry, 2000). In addition, not only
will there be greater numbers of ethnic and racial minorities, but there will also be more
part-time and older students. These shifts in student demographics indicate that colleges

and universities will be comprised of a greater number of students with a variety of



backgrounds and experiences. As a result, universities will be able to capitalize on this
diversity to promote development in a range of cognitive and social outcomes.

Due to sustained demographic shifts, diversity has become embedded in higher
education in myriad ways (hooks, 1994), thereby increasing the need for “knowledge
about the differences and similarities in the [racial/ethnic] identity development of
individuals within the groups as well as...one’s own social group identity” (Smith, 1996,
p. 532). Learning, growing, and communicating in this complex, diverse context requires
students to possess multicultural skills, knowledge, and awareness to be effective (Ibarra,
2001).

In 2003, the Supreme Court ruled that diversity in higher education is a
compelling state interest, acknowledging that exposure to diversity promotes learning and
development and provides skills essential for a global marketplace. Given the recent
Supreme Court rulings, the discourse on diversity must now turn from legally defending
the educational value of diversity to conceptualizing and maximizing the influences of
diversity on student outcomes. Individual and institutional success rests on the ability of
colleges and universities to value and harness the multitude of talents originating within
various cultures, identities, ideologies, and backgrounds.

One of the central goals of higher education is to prepare graduates to live and
work in a U. S. society in which one out of three Americans will be a member of a
racial/ethnic minority group (Bok, 1986; Bowen, 1980). In order to achieve this goal, the
same considerations leading the Court to recognize racial diversity as a compelling
government interest in the context of higher education must compel both practitioners

and researchers to take a greater interest in student outcomes related to diversity,



including racial/ethnic identity development. Increased awareness of the racial/ethnic
identity development of diverse student groups enables both faculty and administrators to
better address and improve the educational experiences of all students. Moreover,
identity development serves as one of the important theoretical tools by which
practitioners can understand diverse populations.

Despite the general acceptance that adolescence is a pivotal time in students’
identity development, little has been done to explicate the relationship between identity
development and college experience or the identity development process for ethnically
diverse students (Chickering & Reisser, 1993). The increasingly pluralistic context of
higher education has received limited attention with regards to students’ racial/ethnic
identity development. Few studies have examined diversity as it pertains to co-curricular
and curricular experiences of students from varied racial/ethnic backgrounds.
Furthermore, the majority of studies are limited to a single racial/ethnic group and do not
attempt to examine multiple racial/ethnic groups simultaneously. Based on the shift in
demographics and burgeoning racially/ethnically diverse college population, the topic of
racial/ethnic identity is of sufficient importance to warrant serious research attention
(Phinney, 1990).

Purpose and Scope of the Study

Increased diversity on campus has changed not only the racial/ethnic composition
of the student body but also the nature of research on student change. Two distinct
theories, college impact theory and developmental theory, have emerged to investigate
college student change; however, some researchers (Stage, 1987) continue to stress the

need for a more integrated examination of college student change. The purpose of this



study, therefore, is to advance the work of college impact and identity development
theorists by investigating the usefulness of an integrated model that considers key aspects
of both theories. In addition to the college environment, this particular study seeks to
examine the psychosocial changes that lead to diversity-related growth. Specifically, this
study will examine how aspects of racial/ethnic identity development (i.e., sense of
common fate, race centrality, and shared racial/ethnic values) are influenced by diversity-
related college experiences. The three research questions that will guide this study are as
follows:

a) How do diversity-related college experiences affect the racial/ethnic identity
development of White, Asian Pacific American, Latino and African American
students?

b) What is the relationship between racial/ethnic identity development and the
frequency and types of interaction with diverse peers?

c) Does a significant difference exist in the racial/ethnic identity development of
White, Asian Pacific American, Latino, and African American students?

In the past, researchers have explained student growth outcomes by focusing
solely on individual experiences and environments without considering the psychological
dimensions that help define and frame these experiences. Realizing that “the individual
plays a central role in determining the extent and nature of growth” (Pascarella &
Terenzini, 1991), it is worth examining racial/ethnic identity development using an
integrated framework that takes into consideration multiple dimensions of racial/ethnic
identity, participation in diversity-related experiences, and the college environment. Due

to the fact that limited empirical attention has been given to the relationship between



racial/ethnic identity development and diversity-related college experiences, the present
study is exploratory in nature. This investigation is guided primarily by theory and is
focused on serving as a foundation for future research and learning.

Significance of the Study

As the United States becomes increasingly diverse, and the market continues to
globalize, it is of great importance that college students develop skills to interact with
people of cultural backgrounds different than their own. The building of such skills is
heavily dependent upon students’ level of self-awareness and identity development. Thus
the current examination of racial/ethnic identity and the ways in which it develops among
college students is an important area for researchers in higher education to study.

This study is further meaningful in that it investigates the relationship between
multiple dimensions of racial/ethnic identity, diversity-related college experiences, and
the college environment. By measuring different aspects of racial/ethnic identity,
including sense of common fate, race centrality, and shared racial/ethnic values, this
study seeks to extend former conceptualizations of racial/ethnic identity while serving as
an exploratory investigation of the potential relationship between racial/ethnic identity
development and diversity-related college experiences.

In sum, exploring the relationship between racial/ethnic identity, college
experiences, and college environment is significant because it can potentially offer new,
detailed information as to how students develop their racial/ethnic identity. Ultimately,
the findings of this study should provide valuable information to the field of higher
education, particularly those individuals and departments charged with promoting and

supporting students’ identity development.



Relevant Terminology

Prior to the examining the literature, it is important to cover the terminology used in

this study. For the purposes of this study, the following definitions are offered as a tool

for understanding the complexity and nuances of racial/ethnic identity development

(Torres, Howard-Hamilton, & Cooper, 2003):

Acculturation refers to changes in attitudes, behaviors, values, and cultural
identity as a result of prolonged intercultural contact (Berry, Trimble, & Olmedo,
1986). It does not assume non-affiliation with own group.

Assimilation is the process of change that occurs when a racial/ethnic minority
adopts the culture of the majority or host and is fully incorporated into that
culture’s social, economic, and political institutions.

Culture describes the enduring behaviors, ideas, attitudes and traditions shared by
a large group of people and transmitted from one generation to the next. Culture,
on a broad level, provides individuals with an identity that represents a particular
group of people.

Ethnicity is a social identity derived from an individual’s historical nationality or
tribal group. Any one racial group is comprised of many ethnicities (Helms,
1994).

Race deals with how humankind creates socially defined differences by socially
categorizing the hereditary traits of different groups of people. These categories
are based on traits that are biologically visible and deal mainly with skin color and

physical difference.



e Social group is used to describe membership in a socially defined segment of the
population considered to be outside of the majority, including membership groups
according to ethnicity, gender, social class or sexual orientation.

Summary

This chapter underscores the importance of examining racial/ethnic identity
development in a context that supports diversity-related college experiences. Changing
student demographics not only affect the campus climate and culture, it also affects the
ways in which students see themselves and experience their multiple identities. Chapter
2 of this dissertation provides a review of the literature relevant to this study. It includes
literature regarding theories of identity development, racial/ethnic identity models, and
research related to racial/ethnic identity development and relevant constructs. Chapter 3
discusses the methodology of the study including the conceptual framework, research
design, data collection process and sample, and survey data preparation. Chapter 4
presents the results of the study and Chapter 5 provides a discussion of findings and

recommendations.



CHAPTER 2
REVIEW OF THE LITERATURE

This study explores the relationship between racial/ethnic identity development
and diversity-related college experiences. The review of the literature provides a closer
examination of the relevant terminology, theories of identity development, models of
racial/ethnic identity development, and dimensions of racial/ethnic identity which have
served to guide numerous studies of identity development, including this study. This
chapter opens with a review of four relevant terms: race, racial identity, ethnicity, and
ethnic identity. This section of the literature review is meant to further clarify and define
the terminology undergirding this study. Next, my review of the literature turns to the
theories, models, and dimensions of identity development and racial/ethnic identity
development. This chapter concludes with a review of the empirical investigation of
racial/ethnic identity development as it relates to multiple student groups, diversity-
related college experiences and interactions with diverse peers.

Review of Terminology

Race and Racial Identity

Race is a concept that involves both a biological and social component. The
biological definition focuses on the physical appearance of human beings such as skin
color and facial features (Atkinson, Morten, & Sue, 1998). Skin color is one of many

labeling tools that individuals and groups use to distance themselves from others



considered to be different (Chavez, Guido-DiBrito, & Mallory, 2003). Omi and Winant
(1994) argue:

Although the concept of race invokes biologically based human characteristics (so

called “phenotypes”), selection of these particular human features for purposes of

racial signification is always and necessarily a social and historical process.
As a social construct, race is viewed as a politically oppressive categorization scheme
that individuals must negotiate while creating their identities. Four distinguishable racial
groups are thought to exist in the United States: Asian, Black, White, and Native
American; Latino is often treated as a fifth racial group, although its members exhibit all
the “racial” characteristics of the other four (Helms, 1994).

The concept of racial identity is defined as the individual’s internalization of race
due to his or her racial socialization. Meanings of racial identity, similar to those of race,
have been constructed through the use of its biological and social dimensions. As a
biological category, racial identity is based on an individual’s physical features. As a
social construct, racial identity “refers to a sense of group or collective identity based on
one’s perception that he or she shares a common heritage with a particular racial group”
(Helms, 1993, p.3). However, racial identity is most often viewed as a frame which
individuals use to categorize others, often based on skin color (O’Hearn, 1998).

Ethnicity and Ethnic Identity

The term ethnicity, similar to race, carries multiple connotations. In the broad
sense, ethnicity is determined by cultural or physical characteristics. However, the
narrow definition of ethnicity involves group differences based on customs, language,

religion, and other cultural factors that are not biologically defined (Atkinson et al.,

1998).



Currently, the definition of ethnic identity that is most widely used is the one
developed by Phinney (1990, 2000, 2003). According to Phinney (2003), “ethnic identity
is a dynamic, multidimensional construct that refers to one’s identity, or sense of self as a
member of an ethnic group” (p. 63). Based on her definition, individuals claim an
identity within the context of a subgroup that has a common ancestry and shares at least a
similar culture, race, religion, language, kinship, or place of origin. Phinney continues by
stating, “Ethnic identity is not a fixed categorization, but rather a fluid and dynamic
understanding of self and ethnic background.” (2003, p. 63).

Like racial identity, ethnic identity is often considered to be a social construct.
However, in contrast to racial identity which is constructed in response to others using
one’s ascribed racial classification, ethnic identity is constructed based on one’s
perceived country or culture of ancestral origin. Ethnic identity most often represents a
construct by which individuals identify consciously or unconsciously with others who
share a common bond because of similar traditions, behaviors, values, and beliefs (Ott,
1989).

As previously noted, race is an externally imposed social construct, whereas
ethnicity is a self-imposed social construct. The terms race and ethnicity both play an
important role in self-identification. A review of the literature suggests that the
definitions of these terms are varied, causing race and ethnicity to be viewed as
ambiguous concepts that can at times be used interchangeably (Atkinson, et al., 1998). In
this study, the terms are used collectively (i.e. race/ethnicity) with the understanding that
at times race/ethnicity may apply more aptly to conceptions of race and at other times to

ethnicity. This approach is deemed appropriate because: 1) the original study, from

10



which this study emanates, does not attempt to distinguish between race and ethnicity;
and 2) the scope of this dissertation limits the ability to fully examine and elaborate on
the varied definitions of these two terms.
Theories of Identity Development

Theories of identity development have emerged from both developmental and
social psychology with racial/ethnic identity development being situated at their
intersection. Interest among developmental psychologists stems from Erikson’s (1968)
work which identified the search for and development of one’s identity as the critical task
of adolescence. According to Erikson’s (1968) identity development theory, the process
of exploration and commitment is essential for forming a healthy identity. Rather than
examine the developmental aspects of identity, social psychologists focus on the
individuals’ social identity as it relates to: 1) the value society has placed on one’s group
membership (i.e., social identity theory); and 2) the changes that occur as a result of
contact with other groups (i.e., acculturation theory). Following is a more focused review
of the three prominent theories of identity development, including social identity theory,
acculturation theory, and identity development theory.
Social Identity Theory

The framework of social identity has been utilized to conduct much of the
research on ethnic identity. Social identity theory was developed in the late 1970s by
Henri Tajfel and John Turner (Tajfel, 1970, 1981, 1982; Tajfel & Turner, 1979). Tajfel
(1982) contends that social identity serves to create a psychological link between the
sense of self and identification with an in-group. Social identity, according to Tajfel

(1981, p. 255), is “that part of an individual’s concept which derives from his knowledge
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of his membership of a social group (or groups) together with the value and emotional
significance attached to that membership”. As a result of perceived commonalities,
individuals make comparisons between and among groups. By comparing the relative
value of one’s group to another group, an individual is able to garner positive or negative
values of the self.

In three of the developmental models described below (i.e., Cross’ Model of
Psychological Nigrescence; Atkinson, Morten, and Sue’s Minority Identity Development
Model; and Kim’s Asian American Identity Development Model) individuals derive a
social identity through collective-level identification. In each of these models, an
encounter, or series of encounters, causes the individual who initially identified with
white culture to realize that differences exist between self and other. Consequently, they
begin to seek identification with their own group and reject identification with white
culture. Thus, though an individual initially valued the dominant group culture and
attempted to gain access into that group, they now value their own ethnic group and a
new group membership which provides positive aspects to their identity. In summary,
social identity theory provides a theoretical explanation for why individuals prefer ethnic
group membership over dominant group membership, and how inter-group comparisons
aid them in developing a positive ethnic identity.

Acculturation Theory

Acculturation theory addresses the process by which minority group members
change and become more like majority group members. Changes can normally be seen
in cultural attitudes, values, and behaviors when two or more ethnic groups are in contact

over a period of time (Berry, et al., 1986). Racial/ethnic identity becomes a meaningless

12



concept in environments that are ethnically or racially homogenous. When utilizing the
acculturation framework, researchers focus on the group rather than the individual and
question how minority or immigrant groups relate to the dominant or host society.

Two distinct models have been used to investigate acculturation, including a
bipolar model and a two-dimensional model (Phinney, 1990). Ethnic identity, in the
linear model, is conceptualized along a continuum from strong ethnic ties at one extreme
to strong mainstream ties at the other. This model assumes that a strong ethnic identity is
not possible among those who become involved in the mainstream society, and
acculturation is inevitably accompanied by a weakening of ethnic identity.

Unlike the linear model, the two-dimensional model of acculturation takes into
consideration the individual’s relationship with the traditional or ethnic culture, as well as
their relationship with the new or dominant culture. These two relationships may also be
independent. According to this view, a strong ethnic identity does not necessarily imply
a week relationship or low involvement with the dominant group, and minority group
members can have either strong or weak identification with both their own and the
mainstream cultures.

Identity Development Theory

Erikson’s (1959) theory of identity development was the first theory of
development that encompassed the entire life cycle. This theory serves as the basis for
models of racial/ethnic identity development (Evans, Forney, and Guido-DiBrito, 1998).
Erikson’s eight-stage theory (see Table 2.1) is characterized by conflicts which
individuals must experience and resolve in order to develop a healthy personal identity.

If the conflict is resolved in a constructive, satisfactory manner, the positive quality

13



becomes the more dominant part of the ego and enhances the personal identity.
However, if the conflict is resolved unsatisfactorily, the negative quality is incorporated
into the personality structure and impairs further development. Identity issues remain a
lifelong concern, although the conflict or “identity crisis” is most pronounced during
adolescence.

The first four stages of Erikson’s theory are considered to be the foundation for
identity development (Evans et al., 1998). Stage 1 (basic trust versus mistrust) involves
establishing basic trust which is rooted in the quality of care during infancy and the
relationship with the primary caregiver. Stage 2 (autonomy versus shame and doubt) and
Stage 3 (initiative versus guilt) are characterized by feelings of confidence and self-
control along with the ability to pursue goals despite the possibility of failure. Finally, in
Stage 4 (industry versus inferiority), children develop the competence needed to master
new tasks and skills successfully. The first four stages of Erikson’s framework create a
foundation for negotiating the remaining stages.

Stage 5 (identity versus identity diffusion) represents the transition between
childhood and adulthood when a meaningful self-concept must be established.
According to Evans et al. (1998), the final three stages of Erikson’s theory (intimacy
versus isolation, generativity versus stagnation, and integrity versus despair) deal with
how one interprets love, care, and wisdom after identity formation is resolved.

The first attempts to submit Erikson’s theory to empirical tests began with
Marcia’s (1980) model of adolescent identity development. This model utilized two
constructs to describe identity formation, including exploration and commitment. The

beginning of the exploration phase happens when one questions the goals and values that
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Table 2.1 Erikson’s Stages of Psychosocial Development

Stage Basic Conflict Important Events Outcome
Stage 1 Trust Children deyelop a sense of trust
Infancy vs. Feeding when LATegIvers p rovide .
(birth to 18 months) Mistrust rellablhty., care, and affecpon. A
lack of this will lead to mistrust.
Children need to develop a sense
of personal control over physical
Stage2 Autonomy skills and a sense of
Early Childhood vs. Toilet Training independence. Success leads to
(2 to 3 years) Shame and Doubt feelings of autonomy, failure
results in feelings of shame and
doubt.
Children need to begin asserting
control and power over the
Stage 3 Initiative environment. Success in this stage
Preschool Vs Exploration leads to a sense of purpose,
3 Children who try to exert too
(3 to 5 years) Guilt .
much power experience
disapproval, resulting in a sense
of guilt.
Children need to cope with new
Stage 4 Industry social and academic demands.
School Age Vs. School Success leads to a sense of
(6 to 11 years) Inferiority competence, while failure results
in feelings of inferiority.
Teens need to develop a sense of
Stage 5 Identity 1selt(‘i and persopgl identity. Success
Adolescence Vs. Social Relationships eads to an al.alhty. to stay true to
(12 to 18 years) Role Confusion yourself, whlle failure leads to
role confusion and a weak sense
of self.
Young adults need to form
Stage 6 Intimacy intimate, loving relationships with
Young Adulthood Vs. Relationships other people. Success leads to
(19 to 40 years) Isolation strong relationships, while failure
results in loneliness and isolation.
Adults need to create or nurture
things that will outlast them, often
by having children or creating a
Stage 7 Generativity positive change that benefits other
Middle Adulthood VS. Work and Parenthood | people. Success leads to feelings
(40 to 65 years) Stagnation of usefulness and
accomplishment, while failure
results in shallow involvement in
the world.
Older adults need to look back on
. life and feel a sense of fulfillment.
Stage 8 Ego Integrity .
: . . Success at this stage leads to
Maturity VS Reflection on Life feelings of wisdom, while failure
(65 to death) Despair ’

results in regret, bitterness, and
despair.

http://psychology.about.com/library/bl_psychosocial summary.htm
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have been defined by one’s parents. This questioning may or may not create a crisis or
decision-making period (Marcia, 1980). After a crisis period, a person experiences
personal investment or ownership of his or her chosen goals and values and eventually
commitment develops.

Marcia (1980) proposed four distinct “identity statuses” to describe the process of
identity development. During the first status, identity achievement, adolescents have
experienced a crisis and committed to certain values or roles. In the second status,
identity moratorium, individuals are currently in a crisis but have not made a commitment
or lack the desire to make decisions. ldentity foreclosure represents the third status of
Marcia’s identity statuses. Adolescents in this status have made a commitment without
having gone through a crisis. The fourth and final status, identity diffusion, relates to
adolescents who are not currently going through a crisis and have not made a
commitment. Individuals in this stage may feel overwhelmed by the task of identity
development and seek to avoid exploration and
commitment. Based on Marcia’s model of adolescent identity development, individuals
benefit from supportive parents, schools, and communities that encourage the exploration
and commitment needed for identity achievement.

Like Marcia, Chickering and Reisser (1993) used Erikson’s theory as the basis of
their theory of student development, which proposes that identity development is a
fundamental developmental issue during the college years. They define identity
development as a series of tasks or stages, including qualitative changes in thinking,
feeling, behaving, valuing, and relating to others and to oneself. According to Chickering

and Reisser’s (1993) theory, students resolve identity issues by successfully completing
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seven specific tasks (vectors): developing competence, managing emotions, moving
through autonomy toward interdependence, developing mature interpersonal
relationships, establishing identity, developing purpose, and developing integrity. They
posit that developing a healthy identity creates clarity, stability, and positive feelings
about oneself and others. For example, tolerance for racial and ethnic differences
increases when students develop intimate and mature interpersonal relationships
(Chickering & Reisser, 1993).

The three theories outlined above describe social identity theory (Tajfel, 1982),
acculturation theory (Berry, et al., 1986) and identity development (Erikson, 1968),
respectively. Of these theories, Erikson’s identity development theory serves as the most
influential and comparable theory to those investigating racial/ethnic identity
development. Similar to Erikson, racial/ethnic identity theorists emphasize the
importance of crises in which individuals reexamine previously held racial/ethnic
attitudes, beliefs, and values (Cross, 1991; Hardiman, 1994; Helms, 1990; Phinney,
1990). The next section will be used to discuss the various models of racial and ethnic
identity development that have been applied to college students followed by a review of
dimensions used to study racial/ethnic identity.

Models of Racial/Ethnic Identity Development

This section of the literature review draws attention to models of racial/ethnic
identity development which have been applied to the study of college students. Five
models have been used extensively in higher education research including the
Nigrescence Model (Cross, 1971), White Racial Identity Development Model (Helms,

1995), Cultural Identity Development Model (Phinney, 1991), Minority Identity
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Development Model (Atkinson, et al., 1998) and Asian American Identity Development
Model (Kim, 1981). These models, described in detail below, generally rely on a
progression from conformity with majority (white) culture through stages (or “statuses”)
of dissonance and resistance to an immersion in minority culture, ending by integrating
racial/ethnic identity with other aspects of the person’s self-definition (Atkinson, et al.,
1998; Cross, 1991, 1995; Helms, 1990, 1995).

Cross’ Model of Psychological Nigrescence

Cross’ Nigrescence model provides a cognitive-developmental framework from
which to understand the Black racial identity process. This model includes five stages in
which uniquely different values, attitudes, opinions and affective states are reflected: (a)
Pre-Encounter, (b) Encounter, (¢) Immersion/Emersion, (d) Internalization, and (e)
Internalization-Commitment (Cross, 1995). The original Nigrescence model has been
expanded and elucidated by Cross (Cross, 1991, 1995; Cross & Vandiver, 2001). More
recent explanations of this stage paradigm have provided delineations of the Pre-
Encounter, Immersion-Emersion, Internalization, and Internalization-Commitment stages
and placed somewhat less emphasis on Encounter as a stage.

In the Pre-Encounter stage of development, Black individuals are likely to define
themselves by on criteria other than race since race may hold little salience. At this stage,
individuals may work to deny their "Blackness" by aligning themselves with Whites,
whom they see as the ideal (Cross, 1994, 1995; Helms, 1995). Because of negative
incongruous experiences (e.g., discrimination) or positive incongruous experiences (e.g.,
positive cultural messages), people at this stage begin to question their beliefs. This

questioning of Pre-Encounter stage beliefs marks the Encounter stage. During the
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Encounter stage, formerly accepted truths regarding the inferiority of Blacks are called
into question, causing the salience of racial being to increase and denial to decrease.
Confusion is common among individuals in this stage who find that they are struggling to
reconcile the dissonance resulting from new perceptions of their socioracial group (Cross,
1994, 1995; Helms, 1995; Parham & Austin, 1994).

Individuals in the Immersion/Emersion stage are characterized as being engaged
in an inner battle of identities. These individuals experience emotional highs and lows
and often hold extreme positions on relevant topics (Cross, 1994). According to Helms
and Parham (1996), individuals at this stage may see themselves in a somewhat grandiose
manner, and they may behave in ways perceived to be opposite of "White" behavior. The
next stage, Internalization, is occupied by individuals who have developed comfort in
their socioracial group identity. These individuals tend to be more sophisticated in their
cognitive and behavioral responses to racism (Cross, 1995; Helms, 1995). Their greater
acceptance of self and of others of differing races and cultural worldviews of leads them
to become bicultural or multicultural. In addition to race, other aspects of identity (e.g.,
religion, gender, social class) may become salient in the Internalization stage (Cross,
1995). Internalization-Commitment is the final stage in which individuals extend their
racial acceptance to other groups, and integration occurs in a more fluid manner. This
stage is characterized by a great deal of ideological diversity and the consistent use of
personal identity as a catalyst for action (Cross, 1995).

Helms’ White Racial Identity Development Model
Although the racial identity construct emerged from research and theory based on

models of Black identity, models of White racial identity development have also been
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proposed (Helms, 1990; Rowe, Bennett, & Atkinson, 1994). Elaborating on Cross’
model of psychological Nigrescence, Helms (1990) conceptualized racial identity
development as a succession of appraisals that people make about themselves and others
as racial beings. Helms’ developed a six-stage model to explain the process by which
Whites develop a healthy racial identity as they experience greater interaction with non-
Whites and therefore confronted racial issues and conflicts. The six stages of Helms’
(1990) model include:

a) Stage one—contact or obliviousness to one’s own racial identity: The contact
stage is entered when the person becomes aware that Black people exist. The
person will approach Black people with feelings of curiosity and then choose to
interact or not interact with Black people;

b) Stage two—disintegration, or first acknowledgement of White identity: The
person is forced to acknowledge that they are White. The acknowledgement is
accompanied by feelings of guilt and depression as the person becomes aware
that racism exists and that they are more or less conforming to White racial
norms;

c) Stage three—reintegration, or idealizing whites and denigrating Blacks: The
person becomes hostile toward Blacks and more positively biased toward their
own group. Individuals in this stage struggle with moral dilemmas associated
with race and may avoid cross-racial interactions;

d) Stage four—pseudo-independence, or intellectualized acceptance of own and
others’ race: A person engages in an active redefinition of Whiteness and

acknowledgement of the responsibility of Whites for racism. They develop an
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intellectual acceptance and curiosity about Blacks and whites. Cross-racial
interactions are possible, but may be limited to a few Black people who are
perceived as being similar to whites;

e) Stage five—immersion/emersion, or honest appraisal of racism and significance
to whiteness: A person replaces white and Black stereotypes and myths with
accurate information about what it means to be white in the United States; and

f) Stage six—autonomy: In this stage a person internalizes a multicultural identity
with non-racist whiteness as its core. They actively take steps to eliminate
racism and other forms of oppression.

Racial/ethnic identity development is different for whites and people of color, but
a common premise in all of Helms' models is that the final status of development for all
racial/ethnic beings entails an increased ability to work through the dehumanizing impact
of racism on perceptions of one's self and others. The person must learn that in the
construction of racialized societies, there is a magnification of the accomplishments and
virtues of influential dominant group members, particularly wealthy, white, heterosexual
males, and a minimization of the accomplishments and virtues of subordinate group
members (Helms, 1990). This construction also entails minimizing the fallibilities and
misdeeds of dominant group members as opposed to the frailties, misdeeds, and
vulnerabilities of subordinate group members. History lessons are mistold and contexts
are selectively distorted. In essence, this development depends in part on recognizing the
wrongful deeds that feed the construction through critical learning.

Although several studies have found support for her stage model (Tokar &

Swanson, 1991; Helms, 1990), Helms' (1990) measure has received considerable
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criticism (Rowe et al., 1994; Swanson, Tokar, & Davis, 1994). Critics argue that Helms'
(1990) conceptualization of White racial identity is too focused on attitudes toward
another group (Whites' attitudes about Blacks) and that data do not support distinct
developmental stages.

Phinney’s Model of Ethnic ldentity

In response to criticisms of Helms' (1990) scale, Phinney (1991) proposed a
measure of ethnic identity that conceptualizes development along a continuum and
measures the aspects of ethnic identity that are common to all groups. She argued that
ethnic identity is a construct that varies across individuals and represents the process of
identity formation within an individual. According to Phinney, ethnic identity
development begins with a complete lack of exploration and ends when the individual
comes to terms with ethnic issues and accepts himself or herself as a member of an ethnic
group. Phinney (1990) proposed that individuals who have spent time reflecting on racial
issues, coming to terms with their own ethnic group membership, and interacting with
members of other groups, will achieve a more complex ethnic identity. When an
individual engages in increased self-exploration, he or she is more likely to compare
options and make conscious decisions about how to deal with racial issues and conflicts
when confronted with them.

Phinney’s (1991) model assumes that once achieved, group identity will remain
relatively consistent throughout the life course. The identity stages that Phinney
discusses in her model are Diffuse/Foreclosed, Moratorium, and Achieved. Phinney’s
first stage, Diffuse/Foreclosed, consists of a combination of two identity states. Diffused

individuals have little understanding of their ethnic identity and have not had to address
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issues of ethnicity. As a result, their ethnicity is not important to them, and they do not
possess a clear understanding of the meaning of ethnicity. However, those individuals
who understand the concept of ethnicity, but have not explored their ethnic identity are
considered foreclosed. Accepting the ethnic identity that has been expressed by their
families, these individuals do not question the values and ideas to which they have been
exposed. These values and ideas may lead individuals to develop either negative or
positive views of their ethnic group.

Individuals who actively search for meaning in their ethnic group identity but
have not yet accepted a particular meaning are characterized by the Moratorium stage. A
person in this stage experiments and seeks different ways to understand their identity.
They spend an extensive amount of time discussing race with friends, reading books on
race and ethnicity, and expressing their awareness of racial prejudice and discrimination.
The final stage of Phinney’s model, Achieved stage, occurs when individuals have
searched for the personal meaning of their ethnic identity and found one that they
embrace. This identity state is characterized by individuals’ deeper sense of belonging to
the group, clearer understanding of their group, and acceptance of the group.
Atkinson, Morten, and Sue’s Minority Identity Development Model

Like the preceding racial/ethnic identity models, Atkinson et al.’s (1998) model is
based on psychological perspectives. Similar to Phinney, Atkinson et al. (1998)
conceptualize the model as covering all of the minority groups in the United States and
not just Blacks and whites. The authors claim that although each of the ethnic minority

groups has a unique culture, the fact that they have been subjected to various forms of
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physical, economic and social discrimination suggests that they share a common
experience that affects how they view themselves and others.

Based on earlier studies of oppressed groups, Atkinson et al. (1998) developed a
five-stage Minority Identity Development (MID) model. Although changes in attitudes
and subsequent behavior usually follow a predictable sequence, they suggest that the
model should be viewed as a schema to better understand minority individuals’ attitudes
and behaviors, rather than as a comprehensive theory of personality development.
Atkinson et al. (1998) contend that the MID is more accurately conceptualized as a
continuous process in which one stage blends with another.

In the first stage of the model (Conformity), minorities prefer dominant cultural
values over those of their own. To those individuals, there is a high desire to assimilate
to the dominant society. For example, individuals in the minority may consider their own
physical traits as less desirable and their cultural values as a deficit. Their attitudes
toward other minorities tend to be highly negative. In addition, they view other minority
groups according to the dominant group’s system of minority stratification (i.e., those
minority groups that most closely resemble the dominant group in physical and cultural
characteristics are viewed more favorably than those less similar). Finally, their attitudes
towards members of the dominant group tend to be highly appreciative. In the second
stage (Dissonance), a person’s attitude towards self, member of one’s own group, and
members of the dominant group are in conflict between self-depreciating and self-
appreciating. The attitude towards members of a different minority is a conflict between

dominant-held views of minority stratification.
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During the third stage (Resistance and Immersion), the individuals completely
support minority-held views and reject the dominant society and culture. Feelings such
as guilt and anger are common for individuals in this stage as they begin to: explore their
history, identify with their minority group and other minority groups, and distrust the
dominant group. The fourth stage (Introspection) is characterized by the minority
individual questioning some of the held beliefs (e.g., “All whites are bad”) of the
previous and re-channeling attention to higher individual autonomy. Finally, minority
individuals in the fifth stage (Synergistic Articulation and Awareness) experience a sense
of self-fulfillment in terms of their cultural identity. Conflicts experienced in the
Introspection stage have been resolved, allowing greater individual control and
flexibility. Individuals in this stage are able to carefully examine and accept or reject the
dominant and other minority groups’ cultural values.

Atkinson et al.’s model (1998) provides a broader scope for examining the
interaction between minority groups and the dominant group in the United States.
Although this model follows a stage-like format, the authors emphasize that the stages are
not hierarchical and that not everyone achieves the final stage in their identity formation.
With this model it is important to note that it only draws on the experiences of native-
born minorities without taking into account the experiences of the foreign-born (e.g.,
immigrants and refugees). Also, this model has not been employed in practice to
adequately determine if it is applicable to all ethnic minorities in the United States.
Kim’s Asian American Identity Development Model

Consistent with Atkinson et al.’s reasoning, Kim (1981, 2001) views identity

conflict as one of the most critical psychological issues faced by Asian Americans.
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Identity conflict occurs when an individual simultaneously perceives and rejects certain
self-attributes. Such conflict occurs for Asian Americans when they reject their Asian
identity in favor of identification with white symbols and images. The concern is not the
lack of ethnic awareness but feelings about that aspect of oneself (Kim, 1981, 2001).
Kim’s model consists of five stages of Asian American ethnic identity development:
Ethnic Awareness (EA), White Identification (WI), Awakening to Social Political
Consciousness (ATSPC), Redirection to Asian American Consciousness (RTAAC), and
Incorporation (I).

Stage 1, Ethnic Awareness (EA), occurs prior to kindergarten and elementary
school. During this stage, the individual is aware of their Japanese descent and exhibits
an attitude ranging from neutral to positive towards their ethnicity. The neutral to
positive attitude relates to the individual’s self-concept and ego identity as a Asian
American, as well as their exposure and participation in Japanese ethnic activities.
However, the individuals’ perception of self is negatively affected when the individual
enters school and is exposed to an environment that increases their contact with white
society. This increased contact between the individual and whites leads them into the
next stage.

Stage 2, White Identification (WI), is a direct consequence of the increase in
significant contact between the individual and white society. Individuals in this stage
have the sense of being different from other people and not belonging anywhere. Their
self-perception changes from neutral/positive to negative and they begin to internalize the
belief systems of white society. Consequently, the individual fails to question what it

means to be Asian American and alienates themselves from other Asian Americans,

26



while simultaneously experiencing social alienation from their white peers. In order to
move to the next stage, the individual must acquire a political understanding of social
status.

In Stage 3, Awakening to Social Political Consciousness (ATSPC), the individual
acquires a different perspective on who they are in this society. The process by which
this political consciousness is acquired varies by individual. However, Kim notes that
significant changes in perspective occur via involvement in a political movement. The
individual begins to shift their self-concept from negative to positive as they become
exposed to people who work on social issues. The range of political activities that the
individual participates in varies (e.g., reading and taking courses on racism and the Asian
American experience, being a member of political discussion groups and women’s
support groups, attending demonstrations, etc.). During this stage, the individual’s
identity centers on being a minority, being oppressed, not being inferior, and feeling
connected to experiences of other minorities and shifts from feeling alienated and
inferior.

In stage 4, Redirection to Asian American Consciousness (RTAAC), the individual
changes his or her identification from minority to that of an Asian American. In an
attempt to better understand Asian American people, the individual becomes immersed in
the Asian experience, which could involve spending a lot of time in the Asian American
community or simply reading about Asian American history and culture. The goal is to
distinguish between the Asian and American parts of self. This stage is marked by

intense negative emotions directed at whites and at racism (Kim, 1981). With time,
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however, these emotions diminish and the individual learns to acknowledge and deal with
racism while feeling comfortable and proud to be an Asian American.

Lastly, in stage 5, Incorporation (1), the individual maintains his or her identity as
an Asian American while relating to different groups of people (Kim, 1981). The
individual realizes that being Asian American is part of their identity and not their sole
identity. In addition, they are no longer threatened by prevailing white values because of
his or her strong sense of self. It is during this stage that the individual’s Asian identity
begins to blend in with the rest of their identities.

Table 2.2 (see below) provides an overview of the racial/ethnic identity
development models described above. It outlines the key stages for each model and
emphasizes the similarities between these stages. Besides the described models of
racial/ethnic identity development, various measures have been developed to effectively
research questions relating to racial/ethnic identity development. The section below

reviews these dimensions of racial/ethnic identity and the ways they have been assessed.
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Dimensions of Racial/Ethnic Identity

In addition to using identity development theories and models, researchers
attempting to study racial/ethnic identity have also focused on the key dimensions
thought to be relevant to the specific group of interest. Components have been developed
for measuring the racial/ethnic identity of many different groups, including, but not
limited to, African Americans (Parham & Helms, 1981), Mexican Americans (Garcia,
1982), Jewish Americans (Zak, 1973), Greek Americans (Constantinou & Harvey, 1985),
and Chinese Americans (Ting-Toomey, 1981). Some racial/ethnic identity components
that have been included in these studies are described below, including self-
categorization, evaluation, values and beliefs, importance, sense of independence, social
embeddedness, behavioral involvement, self-attributed characteristics, ideology, and
narrative.
Self-categorization

Self-categorization is the identification of self as a member of, or categorization
of self in terms of, a particular social grouping. All other dimensions of identity are
contingent upon self-categorization (Phinney, 1995). Researchers assessing self-
categorization (e.g., Phinney, 1992; Shelton & Sellers, 2000) use a variety of approaches
to ensure that collective identities of participants are measured appropriately. Phinney
(1992) employs open-ended questions to ask participants about their collective
identification. However, such measures can only reveal whether a person has placed the
self inside a social category; they are limited in determining how certain the person is of
the categorization and whether they view themselves as a marginal or prototypical group

member.
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Evaluation

Evaluation refers to the positive or negative attitude that a person has toward the
social category in question. Several research literatures (e.g., Sellers, Rowley, Chavous,
Shelton & Smith, 1997) distinguish between two forms of evaluation: (a) favorability
judgments made by people about their own identities; and (b) favorability judgments that
one perceives others, such as the general public, to hold about one’s social category. The
terms private regard and public regard have been coined by Sellers and his colleagues
(Sellers, Smith, Shelton, Rowley, & Chavous, 1998) to distinguish the two forms of
evaluation. Private regard, as defined by Sellers et al. (1998), refers to the evaluation of
one’s social category as judged by the self (e.g., How positively or negatively do I view
my identity). Public regard refers to the perceived evaluation of others (e.g., How
positively or negatively I think people in general view my group). The separation of
private and public regard is justified by the fact that these two components are not always
correlated.
Values and Beliefs

Values and beliefs have been included in the many measures developed for
specific groups. The assessment of values and beliefs usually requires the use of
different content for various groups. For example, Latinos may place an emphasis on
familism while African Americans place emphasis on Afrocentric values and Asians
place an emphasis on filial piety (Phinney & Ong, 2007). Values are important indicators
of an individual’s closeness to the group and tend to be strongly correlated with

commitment and sense of belonging.
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Importance

Importance captures the degree of importance of a particular group membership
to the individual’s overall self-concept. There are two forms of importance: (a) Explicit
importance is the individual’s subjective appraisal of the degree to which a collective
identity is important to an individual’s sense of self; and (b) implicit importance is the
placement, from low to high, of a particular group membership in the person’s
hierarchically organized self system.

Sellers et al. (1997) use the term “centrality” to create a subscale reflecting
explicit importance. Other researchers have conceptualized implicit importance as
salience (Stryker, 1980; Stryker & Serpe, 1982, 1994) and cognitive centrality (Gurin &
Townsend, 1986). Stryker and Serpe (1982) operationalize salience by asking
respondents to imagine meeting someone for the first time and to indicate which piece of
information about self would be told first, second and so on (p. 210). Herring,
Jankowski, and Brown (1999) use data from the 1984 National Black Election Study
(NBES) to assess racial salience. The salience item was included in both the preelection
and postelection surveys: “People differ in whether they think about being black—what
they have in common with blacks. What about you—do you think about this a lot, fairly
often, occasionally, hardly ever or never?” The measure assumes that the more salient
one’s racial identity, the more frequently he or she should think about it.

Sense of Interdependence

Interdependency beliefs as a dimension of social identity are rooted in Sherif’s

(1966) definition of group and theory of intergroup relation. By Sherif’s definition,

norms and values regulate the behavior of group members as they pursue common goals
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and reach to in-group and out-group members. Sherif also postulated that an encounter
between two individuals could be more or less interpersonal or intergroup in nature
depending on the extent to which they interact “in terms of their reference group
identification” (Sherif & Sherif, 1979, p. 9). Reference group identification was defined
in terms of perceived interdependency or common fate, that is, that self-identity and self-
interests are based on group membership.

According to Baumeister and Leary (1995), human beings’ basic and fundamental
need to belong leads them to form positive, lasting and stable relationships. Given their
theory, we become members of groups and conform to group norms at least in part to
satisfy this need to belong. Group membership is also desirable because of individuals’
belief that their fates and outcomes are similar to that of other group members despite
individual differences (Gurin & Townsend, 1986). Gurin and Townsend (1986) specify a
“sense of common fate” as one of three properties of gender identity (the other two being
perceived similarity to other group members and centrality of gender to the sense of self).
Phinney (1992) uses the measure “I have a strong sense of belonging to my own ethnic
group” to assess ethnic identity.

Social Embeddedness

Social embeddedness captures the degree to which a person’s everyday ongoing
social relationships reflect a particular collective identity. The level of social
embeddedness is directly related to the perceived cost and pain of abandoning a particular
collective identity because a majority of one’s social contacts and relationships reinforce

this identity. According to Stryker (1980) who labels this hypothesized identity element
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as commitment, this variable is defined by the secret and personal cost entailed in no
longer fulfilling a role based on a given identity.
Behavioral Involvement

Behavioral involvement is defined as the degree to which a person engages in
actions or activities that directly implicate the collective identity in question. Phinney’s
(1992) MEIM Ethnic Behaviors subscale measures behavioral involvement and includes
items such as “I participate in the cultural practices of my own group, such as special
food, music or customs.” Racial and ethnic involvement is most often assessed by
examining language, friendship, social associations, religion, area of residence, cultural
customs and political affiliation (Phinney, 1990). Knowledge and use of an ethnic
language, in particular, has been viewed by some researchers as an integral aspect of
ethnic identity.

When investigating racial and ethnic involvement, it is necessary to recognize and
differentiate the unique practices that are inherent to specific racial groups. Since it is
typically inaccurate to assume that one racial/ethnic group’s involvement activities apply
to all people of color, it is important to maintain the distinctions between various groups.
Yet, this is a common oversight of research on racial/ethnic identity.

Self-attributed characteristics

Self-attributed characteristics include traits and characteristics that are associated
with a social category and endorsed as self-descriptive by a member of that category.
The most heavily researched area of traits as identity content is that of gender identity,
including various measures of masculinity, femininity and androgyny. The hierarchical

classification method developed by DeBoeck and Rosenberg (1988) is used to assess
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traits associated with collective identities, such as gender, age, ethnicity, and political
identities. Using this ideographic methodology, participants are asked to generate a set of
traits and/or behaviors that they associate with a particular identity category they have
previously named as self-descriptive. The attributes shared between different identity
labels become the basis for development of an identity hierarchy.
Ideology

Individuals’ beliefs about experience and history of the group over time constitute
ideology. The term group consciousness has been used by Gurin and Townsend (1986)
to describe this set of beliefs: “[Group] consciousness refers to the member’s ideology
about the group’s position in society” (p. 139). According to Gurin and Townsend, as
well as others, group consciousness is multidimensional, including components of
collective discontent over a group’s relative power, resources, or prestige; appraised
legitimacy of the stratification system; and a belief in collective action.
Narrative

Narrative is an individual-level collective identity element that represents the
internal story that the person has developed regarding self and the salient social category.
Narrative research consists of two types of stories: collective identity story (or, story as a
member of my group) and group story (or, story of my group). Although narrative has
not been the focus of much psychological work on collective identity, it has become a
major approach to understanding personal identity. In addition, narrative has become a
substantial and growing approach to self/identity in sociology, political science,

anthropology, cultural studies, and the analyses of stigmatized minorities.
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As articulated by Phinney (2007), these dimensions support the examination of
parallels between the constructs of ethnic and racial identity. Both identity constructs
involve a sense of belonging to a group and a process of learning about one’s group.
Both racial and ethnic identities are associated with: cultural behaviors and values,
attitudes toward one’s own group, and responses to discrimination. Both of these
identities also vary in importance and salience across time and context. While various
studies have focused on different components of ethnic and racial identity, this particular
study emphasizes three dimensions believed relevant to multiple racial/ethnic groups,
including sense of common fate, race centrality and shared racial/ethnic values. Having
examined the theories, models, and dimensions of racial/ethnic identity development, I
now turn attention to the review of studies related to the empirical investigation of
racial/ethnic identity development and (1) multiple student groups; (2) college
environment; and (3) interaction with diverse peers.

Racial/Ethnic Identity Development and Multiple Student Groups

Much of the research on racial/ethnic identity development has focused on a
single racial/ethnic group. Phinney and colleagues have sought to address the dearth of
studies involving multiple racial/ethnic groups by conducting research involving various
groups, including Asian-Americans, Blacks, Latinos, and Whites. A review of research
involving multiple racial/ethnic groups is offered in this section.

In an effort to study racial/ethnic identity development for multiple groups,
Phinney (1989) conducted in-depth interviews with 91 Asian-American, Black, Hispanic,
and White tenth-grade students, all American born, from integrated urban high schools.

Although the White subjects could not be reliably coded, the minority subjects were
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coded as being in one of three identity stages. About one-half of the minority subjects
had not explored their ethnicity (diffusion/foreclose); about one-quarter were involved in
exploration (moratorium); and about one-quarter had explored and were committed to an
ethnic identity (ethnic identity achieved). While Phinney (1989) found similarities in the
process of identity development for the three minority groups, the particular issues faced
by each group were different.

Phinney and Alipuria (1990), examined the ethnic identity of three minority
groups (i.e., Black, Mexican-Americans, and Asian Americans) and a comparison White
group, using a sample of 196 college students. Their results suggested that ethnic identity
is a component of identity development. In this study, Black and Mexican-Americans
showed greater ethnic identity search than their White counterparts while Asian
Americans had the lowest ethnic identity among the three minority groups.

In a study utilizing both 417 high school students and 136 college students,
Phinney (1992) reported significant differences between ethnic minority groups. The
study revealed that African American college students scored the highest in ethnic
identity, followed by Latino Americans, Asian Americans, and then White Americans. In
a similar study, White students were found to have the lowest ethnic identity while
African Americans had the highest ethnic identity followed by Latino Americans, and
Asian Americans (Phinney, DuPont, Espinosa, Revill, & Sanders, 1994).

Chae (2000) conducted a study to assess the influence of gender and ethnic group
membership upon ego and ethnic identity formation. This study included 150 male and
female college students from four ethnic groups, including African American, Asian

American, Hispanic American and White American. The results of his study revealed
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significance difference in the way ethnic group members identified with their ethnic and
cultural heritage. Similar to Phinney (1992, 1994), Chae (2000) found that White and
Asian American students scored the lowest on ethnic identity while Hispanic Americans
and African Americans scored the highest.

Racial/Ethnic Identity Development and College Environment

The greatest gains in identity formation appear to occur during the college years.
During this time, adolescents may experience an identity crisis which causes them to
struggle to understand themselves and decide their future. The diversity of experiences
found in college environments serve both to trigger consideration of identity issues and to
suggest alternative resolutions for identity concerns (Waterman, 1982).

As noted by Erikson (1956), the search for identity marks an important step in
adolescence. For young people, attending college represents a psycho-social
moratorium—a time and a place in which they can experiment with different social roles
before making permanent commitments to an occupation, to intimate relationships, to
social groups and communities, and to a philosophy of life (Erickson, 1956). In her
expert report to the Supreme Court, Patricia Gurin (Gratz, et al. v. Bollinger, 2003 &
Grutter, et al. v. Bollinger, et al., 2003) concurs with Erikson by stating:

Our institutions of higher education are constituted precisely to take advantage of

this developmental stage and to provide that ideal moratorium. Residential

colleges and universities separate the late adolescent from his/her past. They
allow young people to experiment with new ideas, new relationships, and new
roles. They make peer influence a normative source of development. They
sanction a time of exploration and possibility (at least four years and, for many,
graduate years as well) before young people make permanent adult commitments.

Diverse college environments provide a rich context for students in need of

“discontinuity” (Erikson, 1956) from their past environments. Various co-curricular and
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curricular experiences are thought to contribute to the identity development of college
students, including multicultural education, intergroup dialogue, service-learning, cultural
organizations, and living on-campus. Research highlighting the relationship between
identity development and curricular and co-curricular college experiences is reviewed
below.

Co-Curricular Experiences

Co-curricular Diversity Activities. Research indicates that students who are
involved in co-curricular activities stay in college and develop valuable skills including
critical thinking, interpersonal communication, and leadership (Boyer, 1987; Inman &
Pascarella, 1998; Pascarella & Terenzini, 2005). According to Astin (1993), almost any
type of student involvement in college positively affects student learning and
development. Extracurricular activities serve an important role on college campuses
including complementing the university’s academic curriculum and augmenting the
student’s education experience.

Participation in extracurricular activities provides students with a setting to
become involved and to interact with other students, thus leading to increased learning
and enhanced development. Activities which provide a setting for student interaction,
relationship formation, and discussion help students mature socially. In addition,
collaborating outside of the classroom with diverse others allows for students to gain
more self-confidence, autonomy, and appreciation for others’ differences and similarities.

In studies of the impact of college on White students racial attitudes and views,
Milem (1992, 1994) found that an increased level of racial and cultural awareness,

greater commitment to the goal of promoting racial understanding and more liberal racial
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attitudes were associated with various student behaviors including: participation in more
frequent discussions of social and political issues, frequent talks about racial/ethnic
issues, socializing with someone from another racial/ethnic group, attending a racial
awareness workshop, and/or enrolling in ethnic studies courses. Other studies (e.g.,
Pascarella, Whitt, Nora, Edison, Hagedorn, & Terenzini, 1996) have reported that racial
and cultural awareness workshops positively influenced students’ openness to cultural,
racial and value diversity. Moreover, White students who attended racial and cultural
awareness workshops were closely aligned with students of color in how they perceived
the racial climate on their campus. Finally, Pascarella et al. (1996) reported that students
at the end of their first year of college had measurable gains in critical thinking as a result
of their participation in racial and cultural awareness workshops.

Most of the studies focused on co-curricular activities have investigated the
racial/ethnic identity development of African American students. Taylor and Howard-
Hamilton’s (1995) study examined the relationship between racial identity attitudes
among African American male students and student engagement. The study involved
117 participants from 10 predominantly white institutions. Findings suggest that higher
levels of out-of-class engagement contribute to stronger racial identity attitudes.
Specifically, highly involved students tended to be at the Immersion-Emersion and
Internalization stages of Cross’s (1995) model, whereas less-engaged participants
reported higher levels of Pre-Encounter attitudes.

In a study of 7,923 African American students from 192 postsecondary
institutions, Flowers (2004) found that in-class and out-of-class experiences positively

impacted student development for all of the students included in the study. In addition,
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the study showed that the magnitude of the positive effects of student involvement on
academic and social development was more pronounced for some student involvement
experiences (e.g., library experiences, course learning experiences, personal experiences)
than it was for other student involvement experiences (e.g., experiences in the student
union, experiences with athletic and recreation facilities, participation in clubs and
organizations).

Cultural Organizations. Cultural clubs and organizations include, but are not
limited to: fraternities and sororities open solely to membership among one racial/ethnic
group, cultural groups that celebrate one specific racial or ethnic heritage, and activist
organizations that concentrate on political interests for a certain race or ethnicity (Inkelas,
2004). Critics of these clubs argue that they create an enclave within the college campus,
in which ethnic minorities congregate and never make any effort to interact with other
diverse peers (D’Souza, 1991). Proponents of these clubs assert that racial/ethnic
minority students need a safe space for the purpose of social comfort, identity
development, and/or community advocacy (Hurtado, Milem, Clayton-Pedersen, & Allen,
1999; Trevino, 1992).

According to Espiritu (1992), participation in racially and ethnically focused
student clubs and organizations awakens a sense of communal affiliation and serves as an
external force that compels individuals to form certain identities. The importance of such
clubs and organizations in the psychosocial growth of minority students was advanced by
Tatum (1999), who recognized that connections with similar others are a significant step

in the process of identity development.
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Saylor and Aries (1999) traced the strength of ethnic identity among 110 minority
college students from the beginning to the end of their first year. Results of the study
indicated that strength of ethnic identity at the time of college entry was predicted by
family participation in cultural traditions and high school involvement with ethnic
organizations and friends. By year’s end, students’ background experiences as predictors
of ethnic identity were replaced by affiliation with ethnic people and activities on
campus. The findings of this study support the argument that ethnic organizations benefit
minority students by allowing them to adjust to the campus environment without
surrendering their ethnic identities.

Living On-campus. According to Chickering and Reisser (1993), interacting with
others enables the development of a sense of respect and interdependence and should be
considered an essential component in identity formation. They posit that living on
campus increases the likelihood of interactions with diverse others, which in turn may
lead to developing a sense of self through mature interpersonal relationships.
Furthermore, student development is enhanced by the environmental influences (e.g.,
friendships, sense of community, etc.) gained from living in on-campus housing such as
residence halls.

The residence hall community is a key environment for students seeking to
become involved in campus-related and off-campus activities during their undergraduate
years. These activities may serve to influence the personal development of individuals
who are still in the process of forming their identity. By participating in residence hall
activities to support and build their community, students are engaging in learning

experiences that impact their education and personal development (Astin, 1999). Thus,
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living in residence halls with well-integrated academic and nonacademic aspects may
have a positive influence on the student (Terenzini, Springer, Yaeger, Pascarella, & Nora,
1996). The benefits of living in residence halls may not accrue from the place itself, but
from the activities and opportunities for students to socialize with others in a shared
living space (Terenzini et al., 1996).

Curricular Experiences

Diversity Courses. In an attempt to meet the challenge of preparing students to be
effective citizens in a diverse society, diversity courses encourage interaction with
diverse peers and promote democratic engagement. Although diversity courses vary in
many aspects, most seek to accomplish the following: (1) expose students to multiple
perspectives on issues; (2) teach students to think more complexly; and (3) actively
engage students in social issues such as oppression (Adams & Zhou-McGovern, 1994;
Banks & Banks, 1995; Tatum, 1992).

Diversity courses have been linked with different learning, civic, and
multicultural outcomes. Enrollment in these courses has a positive impact on civic
outcomes, including promoting racial/ethnic understanding (Astin, 1993; Gurin, 1999;
Milem, 1994), interpersonal skills (Hurtado, 2001), and participating in a community
action program (Gurin, 1999). Researchers (Astin, 1993; Villalpando, 1994) have also
found that ethnic studies courses, cultural awareness workshops, cross-racial
socialization, and discussing racial/ethnic issues were associated with widespread
beneficial effects on a student’s academic and personal development, regardless of the
student’s race. Furthermore, students who enrolled in an ethnic or women’s studies

course were shown to experience positive gains in learning outcomes such as complex
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and socio-historical thinking (Gurin, 1999), developing critical perspectives (Musil,
1992), foreign language skills (Astin, 1993) and critical thinking (Gurin, 1999, Hurtado,
2001; Tsui, 1999). While studies have examined the relationship between enrolling in a
diversity course and outcomes related to racial/ethnic identity development such as
cultural awareness (Gurin, 1999), tolerance (Hurtado, 2001) and awareness of inequality
(Lopez, 1993), there is still a lack of studies that directly assess the impact of diversity
courses on racial/ethnic identity development.

Intensive dialogue. Intergroup dialogue, a commonly used form of intensive
dialogue, brings together members of two or more social identity groups that have a
history of conflict or potential conflict. Such dialogues are normally facilitated, face-to-
face meetings that occur over a period of weeks or months. The goals of intergroup
dialogues include having participants: explore the role and experience of social identity
group memberships; examine ways in which power, privilege, and oppression structure
these experiences; develop constructive skills for engaging across differences; and
identify ways to challenge group inequalities and promote social justice (Zuniga, Nagda,
& Sevig, 2002).

Research indicates that engagement across differences (e.g., intensive dialogue)
enables students to challenge misconceptions and stereotypes (Zuniga & Sevig, 1997),
develop increased personal and social awareness of social group membership (Nagda,
Spearmon, & Holley, 1999), develop more complex ways of thinking (Gurin, Peng,
Lopez, & Nagda, 1999; Lopez, Gurin, & Nagda, 1998), build skills for communication
and working with disagreements, and identify ways of taking actions for social justice

(Zuniga et al., 1997).
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Despite the positive relationship between dialogue and various student outcomes,
few studies (Burbules & Rice, 1991; Nagda & Zuniga, 2003) have examined the impact
of dialogue on identity. In a study of the impact of intergroup dialogues on students of
color and White students, Nagda and Zuniga (2003) found that such dialogues raise
awareness of racial/ethnic identity. Students who participated in intergroup dialogues
more strongly considered race as an important social identity in how they thought about
themselves and thought more frequently about being a member of their racial/ethnic
group.

Burbules and Rice (1991) described how the specific practice of dialoguing with
others can help teachers and their students to expand their own sense of identity. They
wrote that “one’s identity will be more flexible, autonomous, and stable to the degree that
one recognizes one’s self as a member of various different subcommunities
simultaneously” (p. 404). When individuals begin to reconsider their own beliefs as
informed by the perspective of another culture, they come to see the value of developing
a more complex and multifaceted framework of understanding by incorporating that
perspective into their own. Their sense of identity and their understanding of their own
perspective deepens.

Service-learning. Service-learning is used to describe curriculum which links
community service to course work. Students who enroll in service-learning courses are
able to gain academic credit by participating in community-based service activities.
Students further their understanding of the course material by reflecting on their
community service (Bringle & Hatcher, 1995). The three key principles underlying

service learning are: (1) student’s service activities in the community are integrated into
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the course work through assignments, exercises, discussion, and writing; (2) the needs
and attempted remedies are defined by a participation among university and community
actors in order to benefit those in the community with fewer life chances; and (3) students
undertake a process of observation, action, analysis, and reflection that demonstrates their
educational development (Honnet & Poulsen, 1989; Marullo, Lance, & Schwartz, 1999).

According to Marullo (1998), exposure to different types of people through
service-learning helps the identity formation of college students who are experiencing the
challenge of discovering and defining their own identity. It also teaches these students
respect for others. When done properly, service learning is thought to: provide students
with an increased awareness of civic responsibility; promote students’ moral
development; and help students analyze and explain the causes and consequences of the
social problems with which they are involved (Honnet & Poulsen, 1989; Levinson,
1990).

The connection between the identity development process and the motivation to
participate in community service has been highlighted in studies by Rhoads (1997) and
Youniss and Yates (1997). In both studies, the development of a sense of self and social
responsibility was linked to community service. Students developed greater knowledge
of self through meaningful work with others during involvement in community service,
which resulted in the development of both a personal and collective identity (Rhoads,
1997; Youniss & Yates, 1997). According to Jones and Hill (2001), long-term
involvement in community service provides a unique opportunity to reflect on one’s

identity and what is important in one’s life.
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Racial/Ethnic Identity Development and Interaction with Diverse Peers

Research shows that a diverse student body provides students with multiple
opportunities for interracial and cross-cultural interactions that contribute to the
development of a wide array of positive educational outcomes. Specifically, interracial
interactions enhance students’ social lives and lead to student development in cultural
awareness (Antonio, 2001; Astin, 1993), close interracial friendships (Antonio, 2001),
commitment to racial understanding, and open discussions of racial issues (Astin, 1993;
Chang, 1999). Also, interracial interactions contribute to students’ improvement in
communication and leadership abilities (Antonio, 2001; Toutkoushian & Smart, 2001).
Finally, interracial interactions produce higher levels of academic development and
greater satisfaction with college (Astin, 1993; Bowen & Bok, 1998; Gurin, 1999;
Hurtado, 1999).

Astin (1993) used a longitudinal database consisting of a national sample of
students to study the correlates to socializing with someone of a different race in college.
Astin found that independent of students’ entering characteristics and different types of
college environments, frequent interracial interaction in college was associated with
increases in cultural awareness, commitment to racial/ethnic understanding, commitment
to cleaning up the environment, and higher levels of academic development (critical
thinking skills, analytical skills, general and specific knowledge, and writing skills) and
satisfaction with college.

Chang's (1996) multi-institutional study of interracial interaction indicated that, in
general, greater racial/ethnic diversity in the student population leads to greater frequency

of socialization across race. In addition, he found that socialization across race was
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associated with discussing racial/ethnic issues in college, taking ethnic studies courses,
attending racial/cultural awareness workshops, promoting racial/ethnic understanding,
and believing in the power of individuals to change society. These associated behaviors
and attitudes, Chang (1996) found, directly enhance student retention, college
satisfaction, intellectual self-concept, and social self-concept.

Despite the increase in studies related to interracial interaction, only a handful of
studies (Broman, Neighbors, & Jackson, 1988; Demo & Hughes, 1990; McKinney, 2006)
have specifically addressed the impact of interracial interaction on racial/ethnic identity
development. Broman et al. (1998) used data from the National Survey of Black
Americans to explore the relationship between sociodemographic factors and racial group
identification. Their hypothesis that increased contact with the outgroup weakens
identification was supported by their finding that childhood interracial contact decreases
feelings of closeness to other Blacks.

Using data from the same national sample, Demo and Hughes (1990) examined
the social structural processes and arrangements related to racial group identification.
They found that childhood interracial contact decreases both feelings of closeness to
other Blacks and separatist ideas; however, adult interracial contact increases racial group
evaluation and has no relationships to feelings of closeness. These conflicting findings
led Demo and Hughes (1990) to suggest that the impact of interracial contact depends on
its timing in the life course.

McKinney (2006) used autobiographical writings by young whites to explore how
interracial contact changed whites’ attitudes of people of color and perceptions of what it

means to be white. She found that experiences of interracial contact led the respondents

48



to either a new understanding of themselves as whites or of the life circumstances of
those in other groups. As a result of interracial contact, respondents began to better
understand racial inequality, white privilege, and how whiteness distinguishes one’s
perspective from others’ (McKinney, 2006).
Allport’s Contact Hypothesis

To better understand the relationship between diverse peer interactions and
racial/ethnic identity, it is important to examine the nature of the student interactions or
peer contact. Therefore, the contact hypothesis proposed by Allport is included in this
literature review. Contact theory was first introduced by Allport’s (1954) in The Nature
of Prejudice. According to Allport, ignorance about an out-group is the result of limited
contact between in-groups and out-groups, which can ultimately lead to racial conflicts.
Allport hypothesized that eliminating the prejudices and stereotypes underlying racial
conflict requires substantive contact among members of different racial groups. As such,
the basic premise of Contact Theory is that, depending on its nature, contact can reduce
stereotypes and prejudices and subsequently increase racial tolerance (Allport, 1954).

Allport (1954) suggested that there are primarily two types of contact that can
occur between individuals. The first type of contact is casual or superficial contact,
which is contact that is practically unavoidable whenever two or more groups live
intermingled in a common territory. For example, on college campuses, students of
different racial groups are often in close proximity due to shared classes and living
environments; however, these students know very little about each other. The second

type of contact that can occur between individuals is “true acquaintance”. This type of
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contact, according to Allport (1954), brings about knowledge and acquaintance with out-
groups and encourages more positive beliefs concerning minority groups.

In order to achieve “true acquaintance” and reduce racial prejudice, several
conditions must be met in intergroup situations. The five conditions include the
following: (1) cooperative interdependence among individuals across groups; (2) equal
status among participants within the contact situation; (3) pursuit toward common goals
by the group members; (4) opportunities for personal acquaintances between members;
and (5) contact sanctioned by authority or institutional supports, such as laws or customs.

Summary

As evidenced by the literature, racial/ethnic identity has been studied utilizing a
variety of models and dimensions. This particular study will focus on three dimensions
of racial/ethnic identity including sense of common fate, race centrality, and racial
values. These dimensions were chosen because: 1) they are measured in such a way that
allows for comparisons between different racial/ethnic groups; and 2) they are consistent
with the survey items used in this study. According to Tajfel (1981), racial/ethnic
identity is best viewed as a multidimensional construct because it is “that part of an
individual’s self concept which derives from his knowledge of his membership of a social
group (groups) together with the value and emotional significance attached to that
membership” (p. 255). The use of these three dimensions (i.e., sense of common fate,
race centrality, and racial values) serves as a starting point for investigating the
relationship between racial/ethnic identity and diversity related college experiences.

The studies presented in this literature review are representative of the research

that has been conducted in the area of racial/identity development as it relates to multiple
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racial/ethnic groups, the college environment, and interaction with diverse peers. As
evidenced by this literature review, the empirical studies of racial/ethnic identity are far
outweighed by the formidable body of literature on racial/ethnic identity development
theories, models, and dimensions. The dearth of empirical studies related to the
racial/ethnic identity development of diverse student groups provides a compelling reason
for continued investigation of this topic. The reason why the aforementioned studies are
inadequate is fourfold. First, the sample size and participant groups are lacking in
diversity. While some studies involved multiple student groups, the sample sizes were
relatively small in regards to the number of participants attending college. Also, many of
the studies involving interaction with diverse peers focused solely on White students’
interactions with Blacks. Second, the studies do not examine racial/ethnic identity using
multiple dimensions; rather they tend to focus on a single overarching measure of
racial/ethnic identity. Other studies have focused on measures of racial/ethnic identity
that were group specific, which limits the ability of researchers to make meaningful
comparisons across groups. Third, the studies do not attempt to measure the impact of
student context or diversity-related experiences on identity development. Few studies
have examined the factors that influence adolescents’ ethnic identity development.
Rather, researchers have studied individuals at different stages of ethnic identity and then,
related their level of ethnic identity to other measures, such as self-esteem. Of the limited
studies examining college context and experiences, none attempts to simultaneously
examine diversity-related co-curricular and curricular experiences. Lastly, none of the
studies measures racial/ethnic identity as a continuous variable and therefore fail to

adequately capture the dynamic nature of racial/ethnic identity. Most of the studies do

51



not take a process approach to understanding racial/ethnic identity although it is a
construct that has been found to change with time and context.

Based on my review of the literature, my investigation of racial/ethnic identity
seeks to further existing research by: (1) examining elements of identity that may be
common across multiple racial/ethnic groups (i.e., sense of common fate, race centrality,
and shared racial/ethnic values); and (2) investigating the relationship between various
contextual factors (i.e., institutional characteristics and climate; interactions with diverse
peers; and diversity-related college experiences) and racial/ethnic identity development.
Chapter 3 discusses the methodology of the study including the conceptual framework,
research design, measures utilized in the study, data collection and sample, survey data

preparation, and limitations.
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CHAPTER 3
METHODOLOGY
Research Questions and Hypotheses
This chapter describes the research design and methodology used to answer the
research questions posed in this study. As previously stated, the three research questions
that guided this study were:

a) How do diversity-related college experiences affect the racial/ethnic identity
development of White, Asian Pacific American, Latino and African American
students?

b) What is the relationship between racial/ethnic identity development and frequency
and type of interactions with diverse peers?

c) Does a significant difference exist in the racial/ethnic identity development of
White, Asian Pacific American, Latino, and African American students?

These questions further the existing literature by examining and comparing the effects of
diversity-related college experiences on the racial/ethnic identity development of White,
Asian Pacific American, Latino and African American students. Several conceptual
hypotheses can be drawn from the research questions, as well as the previous review of
the literature and findings related racial/ethnic identity development. Specifically, I

propose:
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Hypothesis 1: Diversity-related college activities will positively contribute to the
racial/ethnic identity development of White, Asian Pacific American, Latino and
African American students. Both co-curricular and curricular experiences that
center on diversity will have direct positive effects on students’ racial/ethnic
identity development. This hypothesis is consistent with prior research (Astin,

1993; Chickering and Reisser, 1993; Hurtado et al., 1999; Trevino, 1992).

Hypothesis 2: Positive and sustained interactions with diverse peers will cause a
positive change in students’ racial identity development. This hypothesis is
supported by previous research demonstrating the effects of interactions with
diverse peers on student development (Astin, 1993; Demo & Hughes, 1990;

McKinney. 2006).

Hypothesis 3: Students identifying as African American and Latino will

demonstrate a higher level of racial/ethnic identity development than those

identifying as White and Asian Pacific American, as suggested by previous

studies (Chae, 2000; Phinney, 1990, 1992).

Data Collection and Sample

The data for this study came from two surveys that serve as a primary component
of the Preparing College Students for a Diverse Democracy Project conducted by Sylvia
Hurtado and assistants at the University of Michigan. First-year students from nine
public universities were surveyed during freshman orientation or shortly after their
matriculation as freshmen in the Fall of 2000. These universities which covered different

geographical regions of the United States included Arizona State University, University
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of California-Los Angeles, University of Maryland, University of Massachusetts-
Ambherst, University of Michigan, University of Minnesota, University of New Mexico,
University of Vermont and University of Washington.. Respondents who completed the
first-year survey were surveyed again during their sophomore year (i.e., Winter/Spring
2002). In both surveys, students were asked about their attitudes, values, and behaviors
concerning a number of diversity-related issues, such as racial discrimination, societal
problems, and interactions with diverse peers.

The first-year survey focused on the pre-college behaviors and attitudes of first-
year students. The purpose of the second-year survey was to understand how students’
exposure to diversity and civic engagement during college influences their development
along cognitive, social-cognitive, and democratic outcomes. In regards to diversity, the
survey measured students’ involvement in different diversity-related courses and co-
curricular activities as well as the quantity and quality of their interactions with diverse
peers.

In addition to providing data on students’ commitments and racial/ethnic identity
during college, the second-year survey provides important follow-up information on a
number of different outcomes. By comparing students’ data from the first-year survey
across these outcomes, the second-year survey offers a means to assess students’ change
during the first two years of college.

First-Year Survey Administration

All first-year freshmen at the nine participating campuses in Fall 2000 were

eligible for participation. Ideally, all entering students would complete and return the

first-year survey. In consultation with each campus, a survey distribution method that
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was most appropriate for their respective campus was developed. As a result, three
general strategies were employed: (1) distribution during a summer orientation session,
(2) mailing the surveys to first-year students at the beginning of their fall
semester/quarter, and (3) distribution within designated classes, early in the fall
semester/quarter.

Three institutions administered the survey during summer orientation sessions.
Each of these institutions scheduled time for the students to complete and return the
survey during the orientation session. This method produced the highest response rates,
which ranged between 67% and 81%.

Four campuses mailed the survey to their first-year students and then did a
second-wave mailing later in the term to students who had not returned the initial survey.
The response rate for this method varied widely ranging between 14% and 42%. One of
the campuses also made follow-up phone calls after their second-wave mailing to
racial/ethnic populations with the lowest response rate.

The remaining two schools distributed the first-year surveys to entering students
in freshman seminar and English composition classes, which had high enrollments of
first-year students and produced response rates of 12% and 19%.

Response rates ranged form 12% to 81% for the first-year survey with a total of
12,561 respondents from the nine institutions. Due to the low response rates at some of
the campuses, weights were developed to minimize non-response bias. This weighting

procedure is described in detail in a subsequent section.
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Second-Year Survey Administration

Budget constraints limited the distribution of the second-year survey, meaning
only first-year survey respondents at the nine institutions were sent a second-year survey.
In addition, an oversampling of ethnic minority students at six of the institutions were
sent a second-year survey, because past research has shown that response rates from
ethnic minority students are lower than White students (Dey, 1997; Hurtado, Carter, &
Kardia, 1998). Ideally, all students who were sent a second-year survey would complete
and return it.

Each of the campuses mailed a letter from its president or provost to let students
know that they would be receiving a second-year survey from the Diverse Democracy
Project with a gift card from Borders Bookstores. This letter was sent for two purposes:
(1) it gave forewarning to students, because of the anthrax cases and terrorist tragedies of
9/11, that they would be receiving a large envelope from an off-campus address with a
gift card enclosed, and (2) returned letters would help the institution identify incorrect
mailing addresses, so that addresses could be sought. Each campus provided students’
names and addresses to the survey company. During the Spring 2002 term, a paper
survey was sent to each student, followed by a reminder postcard two weeks later, and a
second paper survey two weeks after the reminder postcard. In addition, a web survey
was available for student who wanted to complete the survey online. Based on response
rates from the spring mailing and availability of students’ email addresses, email
messages were sent to students at seven campuses during the summer with the link for

the web survey.
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The methods used for the follow-up survey resulted in a response rate that ranged
from 27.1% to 45.2% with a total of 5,541 respondents from the nine institutions. The
longitudinal sample (i.e., students who responded to both the first-year and second-year
surveys) for this study is 4,403 cases. The breakdown for each racial/ethnic group is as
follows: White (n=3,051), Asian Pacific American (n=701), Latino (n=378) and African
American (n=223).

Survey Data Preparation

After the data were scanned, the research team worked with individual campus
representatives to clean the data. Previous research reveals that students’ response to
surveys varies substantially by ability, race, and gender (Dey, 1997; Hurtado et al., 1998).
To establish important controls and create weights to minimize non-response bias in data
analysis, information related to students’ ability, race, and gender was obtained on the
entire entering first-year class from each institution.

Adjusting the Data for Non-Response

Weights were created using the characteristics of each institution’s first-year
student population to correct for possible sources of response bias and to approximate the
total first-year population for each campus. Electronic data was requested from each
institution on their population of first-year students in order to develop the weights for
their campus. The same weighting technique was used for all of the institutions.

The weighting procedure required three steps that included a logistic regression
analysis to obtain predicated probabilities of responding in Year 1 and Year 2, a post-
stratification weighting method, a weight variable adjustment. Researchers use this

weighting technique to adjust the sample so that it reflects its population (Babbie, 2001;
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Kish, 1965). The general formula to develop the weight variable is: Total
weight=1/probability of selection* 1/predicted probability of response*post-stratification
weight (TWEIGHT=1/PROBSEL*INVPROB*POSTSTRT).

For this longitudinal study, the probability of selection was 1 (PROBSEL=1) for
all students. That is, each student had an equal chance of responding to the first-year
survey because we surveyed the institutions’ entire first-year class. In order to determine
the probability of responding to a longitudinal survey, it was necessary determine the
predicted probability for both time points. First, a logistic regression model was created
to determine the predicted probability of Year 1 response for each student (Astin &
Molm, 1972). Research suggests that using demographic characteristics (e.g., gender,
race) is a common procedure to compare respondents versus non-respondents (Dey,
1997). Thus, for the logistic regression the probability of responding to the first-year
survey was based on three demographic variables: student’s gender, race/ethnicity, and
SAT composite scores (or converted ACT using the conversion chart by the College
Board, see Appendix C). This regression created the inverse of the predicted probability
of response (INVRESP1) for each student for Year 1. A second variable was created
using an additional logistic regression for Year 2 data. Using the same predictor
variables from Year 1, this logistic regression model produced the inverse of the
predicted probability of response for Year 2 (INVRESP2) based on the total population.

Next, a post-stratification weight (POSTSTRT) based on the product of both years
of predicted probabilities was created. The post-stratification weight represents an
adjustment for specific racial/ethnic groups in order to make the weighted sample appear

more like the population in terms of race. Thurs the final total weight (FNLWGHT)
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included the predicted probability of response for Year 1 and Year 2 and the post-
stratification adjustment.

Once this final total weight (FNLWGHT) was created, students responding in
both years were assigned a weight variable based on their gender, race, and SAT score.
This weight (FNLWGHT) ensures that the responses of low responding racial/ethnic
groups are weighted to reflect the population. The population weight variable
(FNLWGHT) used for this study was a longitudinal weight that accounts for the
probability of students responding to the first-and second-year surveys.

In order to ensure that the weighted sample does not produce incorrect standard
errors and inflated t-statistics due to a large weighted sample size, an adjusted weight
variable (ADJWGHT) was created. The adjusted weight variable is the final total weight
variable divided by the mean of the final total weight variable for all groups
(ADJWGHT=FNLWGHT/ MEAN FNLWGHT). This adjustment ensures that the
weighted sample will closely match the original sample size, yet still yields a sample that
proportionally corrects for non-response across the sample.

Due to the wide variation in response rates among the nine institutions in this
study, longitudinal institutional weights also were created using the weighting method
described above. Thus, the sample has two different weights that were applied in
different sets of regression analyses. The first weight adjusts for non-responses for the
overall population. The second weight adjusts for non-response within each institution.
That is, the weight created for Campus X is based on the campus rate at Campus X and is

applied to only students from Campus X.
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Missing Data Analyses

Missing data analyses were conducted across all variables used in the model. In
order to maintain statistical power, missing values for all continuous independent
variables were replaced using the EM algorithm within each racial/ethnic group. The EM
algorithm represents a general method for obtaining maximum likelihood (ML) estimates
when data were missing (Dempster, Laird, & Rubin, 1977; McLachlan & Krishnan,
1997). The EM algorithm consists of two steps, as expectation step and maximization
step, which are repeated multiple times in an iterative process that eventually converges
to the ML estimates (Allison, 2002). Unlike conventional regression imputation, in
which decisions must be made on which variables to use as predictors, the EM algorithm
starts with a full covariance matrix and uses all available variables as predictors for
imputing missing data.

Allison (2002) showed that applying the EM statistics to variables with up to 45%
missing data yielded similar regression coefficients as regression estimates derived from
listwise deletion. The frequency of each continuous variable in this study was examined.
The highest percentage of missing data was from variables used to measure students’
socio-economic status (i.e., African American=20% missing from mother’s educational
level; Asian Pacific American=15.1% missing from mother’s educational level;
Latino=17.6% missing from father’s educational level; and White=11.9% missing from
estimate of family income). All other continuous variables had missing frequencies of
less than 15%. Therefore, it was deemed appropriate to use the EM algorithm to replace
missing values within each racial/ethnic group based on Allison’s (2002) example. Only

the variables identified for use in the regression analyses (and structural equation
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modeling) were included in the missing value analyses. The missing value analyses were
conduced separately for each racial/ethnic group using the EM algorithm function in
SPSS version 11.5.
Exploratory Factor Analyses

Factor analyses were conducted as a data reduction technique using the multiple
survey measures reflected in the conceptual framework. These analyses resulted in the
development of eleven factors that are relevant to this study of racial/ethnic identity
development. These indices include: pre-college sense of common fate, sense of common
fate, White pre-college environment, predisposition to participate in diversity related
experiences, negative climate for diversity, sense of belonging, positive interactions with
diverse peers (IDP), negative interactions with diverse peers (IDP), interactions in an
informal context, participation in diversity co-curricular activities, and reading materials
on diversity. Alpha reliabilities for these factors ranged from .565 to .902 (see Table E.1
and E.2). These factors allow me to begin to assess the impact of various aspects of
college experience on racial/ethnic identity development.

Research Design

In order to integrate theories advanced in separate paradigms into one framework,
this study utilizes an exploratory design (Creswell, 1994). Because this study examines
the relationship between racial/ethnic identity development and college experiences, the
primary organizational framework for this inquiry is Astin’s (1993) inputs-environments-
outcomes (I-E-O) model. The Astin I-E-O model posits that "outcomes," or student
characteristics after exposure to college, are influenced both by (1) "inputs," or student

characteristics before and at time-of-entry to college, and (2) "environments," or various
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programs, policies, faculty, peers, and educational experiences that students interact with
while in college (Astin, 1993).

While past studies on ethnic identity have assessed changes over the first year of
college, as well as the impact of student involvement and friendship group on ethnic
identity development, this particular study will address students’ identity development in
a college environment during their first two years of college. Specifically, this study
examines three dimensions of racial/ethnic identity (i.e., sense of common fate, race
centrality, and shared racial/ethnic values). It will also extend current research by paying

particular attention to diversity-related college experiences.

Background
Characteristics

Pre-college
Socialization

Pretest Measures for
Racial/Ethnic Identity

Sense of Common Fate

Race Centrality

Shared Racial/Ethnic Values . . .
Racial/Ethnic Identity

e Sense of Common Fate
e Race Centrality
e Shared Racial/Ethnic Values

Institutional
Characteristics and Climate

College Interactions with Diverse
and Same-Race Peers

V4

Co-curricular
Experiences

Curricular
Experiences

FIGURE 1.1 Conceptual framework for the impact of college experience on racial/ethnic identity development
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As suggested by Astin (1993) and Chickering (1969), various pre-enrollment
characteristics of students must be taken into account in order to understand the impact of
experiences in college. For the present study, it was determined that pre-college sense of
common fate, pre-college race centrality, pre-college shared racial/ethnic values,
students’ background characteristics, and pre-college socialization experiences were
necessary pre-college characteristics and involvements to control. As illustrated in
Figure 1.1, these pre-college measures, as well as institutional characteristics and climate,
co-curricular experiences and curricular experiences are regressed on the outcome
measures of racial/ethnic identity development. Blocked hierarchical regression analyses
were conducted in order to observe how the different clusters of variables interact with
the dependent variables (i.e., sense of common fate, race centrality, and shared
racial/ethnic values) This analytic procedure holds the effects of the other blocks of
variables constant while investigating the influence of one group of variables on the
outcome measure.

The regression analysis for this study consists of seven blocks. Keeping in mind
the specifications set by the conceptual framework, the independent variables were
arranged in the following order of blocks:

Block 1 Student background characteristics: Gender, race/ethnicity (All Race

group); composite SAT score; mother’s level of education; estimated
family income (All Race group); and generation status in the U.S.
Block 2 Pre-college socialization: Parental influence; White pre-college

environment; pre-college frequency of interactions; pre-college
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Block 3

Block 4

Block 5

Block 6

Block 7:

experience of discrimination; and predisposition to participate in
diverse related experiences

Pretest measures: Sense of common fate; race centrality; and shared
racial/ethnic values

Institutional characteristics and climate: Structural diversity of
institution; perception of negative climate for diversity; and sense of
belonging

Interactions with diverse and same-race peers: Positive quality of
interactions; negative quality of interactions; frequency of interactions;
informal context for interactions (All Race group); and same race
interactions

Co-curricular experiences: Participation in diversity co-curricular
activities; participation in cultural organizations; and lived on-campus
Curricular experiences: Courses with diversity readings and
materials; courses with intensive dialogue; and courses with service-

learning

Table 3.1 (see below) describes the variable name, data source, and coding for each of

variables used in this analysis. The item wording, factor loadings, and reliabilities for the

relevant dependent and independent measures are outlined in Table E.1 and E.2 (see

Appendix E).
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Table 3.1 Description of Variables

Variable Description

Data Source and Items Used

Coding

Dependent Variable
Sense of common fate

Race centrality

Shared racial/ethnic values

1* and 2™ year survey; Items
27a, 27b, 27¢, and 27h

1 and 2™ year survey; Items
26b and 26¢

1" and 2™ year survey; Items
28e thru 28e (1% year) and
Items 23a thru 23e(2™ year)

Student Background Characteristics

Gender

Race
(All Race group)

Composite SAT or converted
ACT score

Mother’s level of education

Estimated family income
(All Race group)

Generation status in the U.S.

Pre-College Socialization
Parental influence

White pre-college environment

Pre-college frequency of
interactions

Pre-college experience of
discrimination

Predisposition to participate in
diversity related experiences

Institution
Institution or 1% year survey;

Items 32a thru 32¢

Institution

1™ year survey; Item 33m

1* year survey; Item 34

1* year survey; Item 35

1% year survey; Item 6m

1* year survey; Items 10a, 10b,
and 10c

1* year survey; Items 19a thru
19¢

1* year survey; Items 11a and
11b

1* year survey; Items 15k, 151,
and 150

Scaled index, four items: 1=strongly
disagree; 2=disagree somewhat; 3=agree
somewhat; 4=strongly agree

Single item, continuous: 1=never; 2=rarely;
3=sometimes; 4=often

Single item, continuous: 1=very different;
2=somewhat different; 3=somewhat similar;
4=very similar

Dichotomous: 0=male; 1=female

Dummy-coded: African American; Asian
Pacific American; Latino; White (referent

group)

Composite SAT score or converted ACT
score (400-1600 scale). (See Appendix C for
conversion chart.)

Dummy-coded: High school graduate;
College graduate; Graduate school (referent

group)

Dummy-coded: Low income (0 — 19,999);
Middle income ($20,000 — $59,999); Upper-
middle income ($60,000 — $99,999); Upper
income ($100,000 or more) (referent group)

Recoded to 3=1%" generation; 2=2"
generation;
1=3" generation

Single item, continuous: 1=not at all
important; 2=somewhat important; 3=very
important; 4=essential

Scaled index, three items: 1=all or nearly all
people of color; 2=mostly people of color;
3=half white and half people of color;
4=mostly white; 5=all or nearly all white

Composite variable, continuous: 1=no
interaction; 2=little interaction; 3=some
regular interaction; 4=substantial interaction

Composite variable, continuous: 1=never;
2=occasionally; 3=frequently

Scaled index, three items: 1=never;
2=seldom; 3=sometimes; 4=often; S=very
often
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Table 3.1 Description of Variables (cont.)

Variable Description

Data Source and Items Used

Coding

Institutional Characteristics and Climate

Low structural diversity

Moderate structural diversity

Perception of negative climate

for diversity

Sense of belonging

Institution

Institution

2" year survey; Items 14d, 14i,
and 14f

2" year survey; Items 14e,
14h, and 14

College Interactions with Diverse and Same Race Peers

Positive quality of interactions

Negative quality of interactions

Frequency of interactions

Informal context of interactions
(All Race group)

Same race interactions

Co-curricular Experience
Participation in diversity co-
curricular activities

Participation in cultural
organizations

Lived on-campus

Curricular Experiences
Courses with diversity readings
and materials

Courses with intensive
dialogue

Courses with service-learning

2" year survey; Items 10b,
10d, and 101

2" year survey; Items 10c,
10e, and 10f

2" year survey; Items 18a thru
18e

2" year survey; Items 10a,
10g, 10h, and 10j

2" year survey; Items 18a thru
18e

2" year survey; Items 11c,
11g, and 11h

2" year survey; Item 6h

1 and 2™ year survey; Item 14
(1% year) and Item 29 (2™

year)

o year survey; Items 15a,
15¢, and 15a

2™ year survey; Item 15f

2" year survey; Item 15d

Dummy-coded: Low structural diversity;
Moderate structural diversity; High structural
diversity (referent group)

Dummy-coded: Low structural diversity;
Moderate structural diversity; High structural
diversity (referent group)

Scaled index, four items: 1=strongly
disagree; 2=disagree somewhat; 3=agree
somewhat; 4=strongly agree

Scaled index, three items: 1=strongly
disagree; 2=disagree somewhat; 3=agree
somewhat; 4=strongly agree

Scaled index, three items: 1=never;
2=seldom; 3=sometimes; 4=often; 5=very
often

Scaled index, three items: 1=never;
2=seldom; 3=sometimes; 4=often; 5=very
often

Composite variable, continuous: 1=no
interaction; 2=little interaction; 3=some
regular interaction; 4=substantial interaction

Scaled index, three items: 1=never;
2=seldom; 3=sometimes; 4=often; 5=very
often

Single item, continuous: 1=no interaction;
2=little interaction; 3=some regular
interaction; 4=substantial interaction

Scaled index, three items: 1=never;
2=seldom; 3=sometimes; 4=often; 5=very
often

Dummy-coded: 0=no; 1=yes

Dummy-coded: With parents or relatives;
Off-campus (not with parents); Fraternity or
sorority; Residence hall/other campus
housing (referent group)

Scaled index, three items: 1=none; 2=one;
3=two; 4=three or more

Single item, continuous: 1=none; 2=one;
3=two; 4=three or more
Single item, continuous: 1=none; 2=one;
3=two; 4=three or more
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Measures Utilized in the Study

In the following sections, detailed information is provided on the dependent and
independent measures used in the study. As previously mentioned, Table 3.1 describes
the variable name, data source, and coding for each of the variables used in the analysis.
The appendix includes additional information about the factor loadings and reliabilities
for each of the factors used in this study.
Dependent Variables

Racial/ethnic identity was operationalized through three measures—sense of
common fate, race centrality, and shared racial/ethnic values. These concepts were
chosen based upon prior research demonstrating their usefulness for measuring the
cognitive and affective aspects of ethnic identity. Some items were relabeled (i.e., social
identity awareness labeled sense of common fate) in an effort to maintain consistency
with preexisting measures of ethnic identity and establish reliability with other studies.

The survey items that represent sense of common fate include: | often think about
what | have in common with others in my racial/ethnic group; It is important for me to
educate others about the social identity groups to which | belong; I feel proud when a
member of my racial/ethnic group accomplishes something outstanding; and | think that
what generally happens to people in my racial/ethnic group will affect what happens in
my life. All four of these items have reliable factor loadings that are internally consistent
at alpha level of .72. Each response was scored on a four-point Likert scale (1=strongly
disagree to 4=strongly agree). Race centrality, as measured by How often do you think
about your race/ethnicity?, has a scaled index ranging from 1 (never) to 4 (often). Lastly,

shared racial/ethnic values, as measured by Indicate whether you think each of the
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following racial/ethnic groups have similar or different values and beliefs from your own,
has a scaled index ranging from 1 (very similar) to 4 (very different). The outcome
measure, shared racial/ethnic values, represents students’ perception of having values
and beliefs that are similar (or different) from members of their racial/ethnic group.
Students are expected to share similar values and beliefs with members of their
racial/ethnic group.
Independent Variables

The independent variables (see Table 3.1) included in this study were chosen
from the literature review conducted and correspond to measures suggested in Astin’s
(1993) college impact model: input or student background characteristics, environment or
collegiate experiences, and socialization measures. Students’ background characteristics
include measures for students’ race/ethnicity, gender, family socio-economic status,
generation status, and academic ability. Pre-college socialization measures include
parental influence, White pre-college environment, pre-college experience of
discrimination, pre-college frequency of interactions, and predisposition to participate in
diversity-related experiences. Institutional climate and characteristics incorporates
measure for institutional structural diversity, students’ perception of the campus racial
climate, and students’ sense of belonging. College interactions with diverse and same
race peers relates to students’ positive quality of interactions, negative quality of
interactions, frequency of interactions, interactions in an informal context (All Race
group), and same race interactions. Co-curricular activities cover students’ participation
in diversity co-curricular activities, participation in cultural organizations and experience

of living in a residence hall. Curricular activities include enrollment in courses with
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diversity readings, enrollment in courses with intensive dialogues, and enrollment in
courses with a service-learning component. These variables are discussed in further
detail below.

Student Background Characteristics

Six background characteristics were considered relevant to the study of the impact
of college experience on racial/ethnic identity development. These characteristics
include: race/ethnicity (All Race group), gender, mother’s level of education, estimated
family income (All Race group), SAT/ACT scores, and generation status in the U.S. The
relevance of these background variables to student outcomes has been demonstrated in
numerous studies (e.g., Pascarella & Terenzini, 1991; Astin, 1993a), thus justifying their
inclusion in this study.

Gender is represented by a dichotomous variable with male being the referent
category. Gender is an important variable to control for given the high number of women
present in the sample (60%). In addition, previous studies suggest that females are more
likely to predict higher scores across various democratic outcomes (Hurtado, Engberg, &
Ponjuan, 2003) and undergo more thorough enculturation into their ethnic groups
heritages (Phinney, 1990) than their male counterparts.

Dummy variables were used to represent the racial/ethnic backgrounds of White,
African American, Latino, and Asian American/Pacific Islander respondents. White is
the reference group for this set of dummy variables, which were only used in examining
the All Race group. Information regarding students’ race was collected directly from the
participating institutions. These variables were deemed critical to research design

because the model may reflect groups that are more or less likely to interact with diverse
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others. College diversity experiences have been found to have a more pronounced effect
on White students than students of color (e.g., Gurin, Dey, Hurtado, & Gurin, 2002;
Lopez, 1993). Differences among ethnic minority groups have appeared in several
studies including Gurin et al. who found differential effects for race groups in terms of
the significance of classroom diversity in predicting outcomes such as racial/cultural
engagement and citizenship engagement, respectively.

Socioeconomic status (SES) is a term applied to the combined attributes of social
status (often expressed in terms of education and occupation) and economic status (often
expressed in terms of income). For this study, both mother’s level of education and
estimated family income (All Race group) were used as a proxy for socioeconomic status.
Both mother’s level of education and estimated family income were dummy coded and
graduate school classifications and upper-income level were used as referent groups,
respectively. Research suggests that mother’s education is usually predictive of students’
racial attitudes and general tolerance (Smith, 1993; Taylor, 1994). Education can reflect
background socialization regarding racial issues, as prejudicial attitudes toward others
tend to decrease as individuals acquire more education.

The academic ability of respondents is measured by their score on the Scholastic
Aptitude Test (SAT) or their converted ACT scores. In an effort to provide the most
accurate assessment of students’ ability possible, the host institutions were asked to
provide information regarding students’ SAT and ACT scores. Studies on racial attitudes
and general levels of tolerance (Smith, 1993; Taylor, 1994) have shown that effect of
SAT scores is indirect. Generation status in the U.S. is being included to help control for

the experience of being an immigrant, which may “trigger” the ethnic identity exploration
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process (Verkuyten & Brug, 2002). Generation status is likely to be important for the
students in this study because of the recent immigrant background of many Asian and
Latin American adolescents.

Pre-college Socialization

Five different measures are included in this study to represent student’s pre-
college socialization including parental influence, White pre-college environment, pre-
college frequency of interactions, pre-college experience of discrimination, and
predisposition to participate in diversity related experiences. Parental influence is
measured by a single-item, continuous variable which asks students to describe the
importance of parents/guardians, family members, and friends in their decision to attend
their selected university. Each response was scored on a four-point Likert scale (1=not at
all important to 4=essential). White pre-college environment is a three-item scaled index
with a Cronbach’s alpha of .85. The question asks students to describe the racial/ethnic
composition of three pre-college environments: neighborhood where they grew up; high
school that they graduated from; and their friends in high school. Student responses were
measured on a five-point Likert scale (1=all or nearly all people of color; 2-mostly people
of color; 3=half white and half people of color; 4=mostly white; 5=all or nearly all
white).

Experience of discrimination was measured using a scaled index of two items that
measured how often students encountered discrimination in high school based on their
race/ethnicity and gender. A three-point Likert scale (1=never; 2=occasionally;
3=frequently) was used to measure student responses. Predisposition to participate in

diversity related experiences is a three-item scaled index. Students are asked how likely
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they are to do the following during their college career: join an organization that
promotes cultural diversity; participate in groups and activities reflecting your own
cultural-ethnic background; and take a course devoted to diversity issues in your first
year of college. Student responses were measured on a four-point Likert scale (1=very
unlikely; 2=unlikely; 3=likely; 4=very likely).

Institutional Climate and Characteristics

The important influence that the institutional climate exerts on students’ attitudes,
values, and beliefs has been generally noted in the college impact research (Hurtado et
al., 1999; Hurtado & Dey, 1997). Studies suggest that students’ perceptions of a non-
discriminatory climate for diversity will influence their openness to diversity and
challenge (Pascarella et al., 1996; Whitt, Edison, Pascarella, Terenzini, & Nora, 2001),
whereas a hostile or tense climate results in a negative influence on students’
development of democratic competencies (Hurtado et al., 2003).

The influence of institutional climate has been noted in research on college impact
(Hurtado et al., 1999; Hurtado & Dey, 1997). Numerous studies suggest that students’
openness to diversity and challenge are influenced by their perception of a non-
discriminatory climate for diversity (Pascarella et al., 1996; Whitt et al., 2001). On the
other hand, students’ development of democratic competencies is negatively influenced
by their perception of a tense or hostile climate (Hurtado, et al., 2003).

Four measures were developed to assess the impact of institutional characteristics
and climate, including low and moderate structural diversity, perception of negative
climate for diversity, and sense of belonging. The level of structural diversity is

measured by a continuous variable representing the “numerical representation of various
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racial/ethnic groups” on campus (Hurtado & Dey, 1997, p. 414). The institutional
research department at each participating campus was contacted to obtain the percentage
of students of color. The level of structural diversity is measured on a three-point Likert
scale, which was recoded from the original six-point scale (1=low diversity to 3=high
diversity).

Studies have shown that campuses that have high percentages of White students
provide limited opportunities for cross-racial interaction and learning from diverse groups
(Hurtado et. al., 1999; Hurtado, Dey, & Trevino, 1994). As campuses become more
diverse, White students are more likely to socialize with other racial/ethnic groups and
discuss racial and ethnic issues (Chang, 1996). Students are also likely to become more
aware of other cultures and increase in their attention to what others have to say when
campus racial climate is improved (Clements, 1997). Due to the variability in structural
diversity among the participating campuses, students’ opportunities to interact with
diverse peers may be markedly different.

The institutional climate for diversity is measured using a continuous variable,
which assessed student’s perception of racial tension on the University campus. The
following items measure the perception of negative institutional climate for diversity: |
have been singled out in class because of my race/ethnicity, gender or sexual orientation;
There are a lot of racial tensions on the University campus; and | have heard faculty
express stereotypes about racial/ethnic group in class. The sense of belonging is
composed of the following three items: | see myself as a part of the university
community; | feel that I am a member of the university community; and | feel a sense of

belonging to this university. A four-point Likert scale (1=strongly disagree to 4=strongly
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agree) was used to measure whether students agreed or disagreed with the
aforementioned statements.
Interaction with Diverse Peers

Few studies exist highlighting the relationship between intergroup contact and
racial/ethnic identity. Research, however, suggests that students’ interactions across race
significantly impacts student outcomes (Gurin, et al., 2002; Hurtado, Engberg, Ponjuan,
& Landreman, 2002). Measures related to interactions with diverse and same race peers
include positive quality of interaction, negative quality of interaction, interactions in an
informal context, frequency of interaction diverse peers, and frequency of interactions
with same race peers.

The history of race relations in the United States has shown that all encounters
with diverse peers will not be positive and meaningful experiences. Because some
intergroup relations are negative, it is expected that negative interaction with diverse
peers will not produce the same learning outcomes that are associated with positive
interactions. Hurtado, Engberg, and Ponjuan (2003) found that quality of interaction with
diverse peers engenders the most change over and above the frequency of IDP on
democratic outcomes. The extent to which students engage in interactions that are
personable, meaningful and honest, rather than guarded or tense, have a positive impact
on outcomes related to democratic learning and development. Therefore, the present
study extends the existing body of literature by exploring the quality of interaction with
diverse peers to assess how both positive and negative intercultural interactions influence

the development of ethnic identity.
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A four-item index was used to measure interactions in an informal context, which
was only used in examining the All Race group. Students were asked how often they
engaged in the following: dined or shared a meal; studied or prepared for class; and
attended events sponsored by other racial/ethnic groups. The frequency and positive
quality of interaction with diverse peers was measured by a three-item index asking
students how often they did the following: had meaningful and honest discussions about
race/ethnic relations outside of class; shared personal feelings and problems; and had
intellectual discussions outside of class. Similarly, the frequency and negative quality of
interaction with diverse peers was measured by a three-item index asking students how
often they did the following: had intense, somewhat hostile interactions; felt insulted or
threatened based on my race or ethnicity; and had guarded, cautious interactions. All
three measures were scored on a five-point Likert scale (1=never, 2=seldom,
3=sometimes, 4=often, S=very often).

Beyond examining the quality and context of diverse peer interactions, this study
also measured the frequency of interactions with diverse and same race peers. The
amount of diverse peer interactions is measured by students’ responses to how much
interaction they had with people in each of these groups: (a) African Americans/Blacks;
(b) Hispanics/Latinos/Chicanos; (c) Asian Pacific Americans/Pacific Islanders; (d)
Whites/Caucasians; and (e¢) American Indians/Alaskan Natives. These items were
recoded into a composite variable based on the respondent’s race, so that the variable
measures interaction with others who are a different race from one’s own. Same-race

interaction measured the amount of contact respondents had with members of their own
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racial/ethnic group. Interactions with diverse and same race peers were scored on a five-
point Likert scale (1=no interaction to 4=substantial interaction).
Co-Curricular Experiences

Co-curricular experiences included in this study are as follows: student
participation in diversity co-curricular activities, participation in cultural organizations,
and living on-campus. Students’ participation in diversity co-curricular activities is a
three-item scaled index which included the following: Campus organized discussion on
racial/ethnic issues; diversity awareness workshops; and events or activities sponsored by
groups reflecting you own cultural heritage. Students were asked to indicate their
frequency of participation along a five-point Likert scale (1=never, 2=seldom,
3=sometimes, 4=often, S=very often). Students’ participation in cultural organizations is
represented by a dichotomous variable which measures student responses to joining an
organization reflecting their own cultural heritage.

Living on-campus has been reported as having a positive influence on students’
growth and development (Lacy, 1978; Pascarella, Bohr, Nora, & Terenzini, 1995; Whitt
et al., 2001). Students were asked to indicate their living arrangements during their first
and second year of college: (a) with parents or relatives, (b) off-campus (not with
family), (c) fraternity or sorority; or (d) on-campus in residence halls or other campus
housing. On-campus housing serves as the referent group for this set of constructs.
Curricular Experiences

Curricular experiences measured in this study include courses with diversity
readings and materials, courses with intensive dialogue, and courses with a service-

learning component. The measure, courses with diversity readings and materials, is
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composed of three items: material/readings on race and ethnicity issues; material/readings

on issues of oppression; and material/readings on gender issues. Students also indicated

the number of courses they enrolled in that included: 1) opportunities for intensive

dialogue between students with different backgrounds and beliefs; and 2) an experience

serving communities in need (e.g., service-learning). All three measures of curricular

experiences were scored on a four-point Likert scale (1=none to 4=three or more).
Limitations

Several methodological limitations have implications for generalizability and
should be considered when interpreting the results presented in this study. First, this
study was conducted using previously collected data. The survey instruments used to
collect the student data were not originally designed to measure racial/ethnic identity
development. The outcome measures utilized in this study are based on a review of the
literature. While the measures are considered comparable to previously studied
dimensions of racial/ethnic identity, they have not been validated for measuring
racial/ethnic identity.

Secondly, it is important to remember that not all students who were sent a survey
returned one. In addition, the study depends on self-reported measures, which are
susceptible to social desirability, meaning that students may provide answers that they
believe to be more politically correct, rather than indicate one’s true attitudes and
behaviors. Therefore, the influence of social desirability and personal perceptions must
be taken into account when interpreting our results.

Thirdly, the sample consists of data collected at nine, four-year public institutions.

Given this limited number of institutions, it is not possible to generalize the results to all
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four-year institutions in the United States. The wide range of U.S. higher education
institutional types, such as community colleges, smaller public institutions and private
institutions were not addressed in this study, therefore results cannot be applied to all
types of colleges and universities.

Lastly, the study may have been influenced by social and political situations
which took place during the study, specifically the events of 9/11. The salience of the
“war on terrorism” and perceived national threat may have influenced responses by
minimizing participants’ focus on their individual racial/ethnic group membership.

Summary

This chapter covered the research methodology used to investigate the
relationship between racial/ethnic identity development and diversity-related college
experiences. It highlighted the theoretical framework, research design, and data
collection and analysis techniques relevant to this study. The limitations of the study
were also reviewed. Chapter 4 shares the research results followed by in-depth

discussion of the findings and recommendations in Chapter 5.
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CHAPTER 4
RESULTS
The purpose of this exploratory study was to elucidate the diversity-related
college experiences associated with racial/ethnic identity development. The demographic
and high school academic characteristics of the students in this study are outlined in
Table 4.1 (see below). In terms of demographic characteristics, females constitute 60%
of the participants. The racial/ethnic make-up of the sample is 69% White and 31% non-
white. Of the students of color, Asian Pacific American students comprise 16% of the

population, Latino students equal 9%, African American students equal 5%, and Native

Table 4.1 Background Characteristics of the Total Sample in Percentages (n =4403)

Gender
Male 40%
Female 60%

Racial/Ethnic Background

Native American 1%
African American 5%
Latino 9%
Asian 16%
White 69%
Estimated Family Income
Low income level 6%
Middle income level 29%
Upper-middle income level 25%
Upper income level 40%
Mother’s Level of Education
High school 6%
College 37%
Graduate 57%
SAT or Converted ACT score 1170.46
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American students equal 1%. The percentage of Native American students is extremely
small resulting in a 2:1 ratio of cases to independent variables in the model. The small
number of cases for Native American students underscores the decision to omit this
group from this study. For this study, mothers’ level of education and estimated family
income (All Race group) are used as comparable measures of SES. A large percentage of
students (65%) reported being from families where the estimated income level was
upper-middle or greater and the majority of mothers (94%) had obtained a baccalaureate
or higher. The students surveyed also had a mean SAT score of 1170 or higher.

Five hierarchical multiple regression equations (one for the All Race group and
each of the racial/ethnic groups) were conducted to examine the influence that various
background characteristics, pre-college socialization, institutional characteristics and
climate, interactions with diverse peers, co-curricular experiences and curricular
experiences have on students’ racial/ethnic identity development. Prior to the regression
analyses, Pearson correlations (see Appendix F) were conducted to determine the strength
and direction of the relationships among the independent and dependent variables. The
primary interest of this study is in understanding how the same model might explain the
outcomes for different racial/ethnic groups. In each model, the pretest measure for the
racial/ethnic identity outcome under investigation (i.e., sense of common fate, race
centrality, and shared racial/ethnic values), students’ background characteristics, and pre-
college socialization experiences were controlled. The adjusted R-squares suggest that
the model fits the data well, accounting for between 15% and 38% of the variance for
sense of common fate, between 19% and 35% of the variance for race centrality, and

between 18% and 39% of the variance for shared racial/ethnic values.
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A full regression model was used for the All Race group while a modified model,
which omitted estimated family income and informal context of interactions, was
employed for examining the individual racial/ethnic groups. This analytical approach
allowed for a fuller and richer comparison between the four racial/ethnic groups. The
regression results of this study are presented below in two sections: 1) All Race group
and 2) individual racial/ethnic groups.

Multivariate Regression Results for the All Race Group

The results for the three hierarchical multiple regressions conducted for the All
Race group are shown in Table 4.2 (see table below). The models explain 36%, 32%,
and 20% of the variance in sense of common fate, race centrality and shared racial/ethnic
values, respectively. Background and pre-college socialization variables which cause
students to feel a greater sense of common fate include: female gender (f =.037,p <
.01), African American racial/ethnic background ( = .054, p <.001), Asian Pacific
American racial/ethnic background (f =.031, p <.05), Latino racial/ethnic background
(B=.043, p <.05), parental influence (B =.029, p <.05), and predisposition to participate
in diversity experiences (B =.065, p <.001). Other variables which had a positive
influence include the pretest measure of common fate (f = .323, p <.001), negative
climate for diversity (f =.061, p <.001), sense of belonging (B =.068, p <.001), positive
(B=.047, p <.05) and negative (f =.052, p <.001) quality of interactions, diversity co-
curricular activities (f =.102, p <.001), participating in cultural organizations ( =.009,
p <.001), and enrolling in courses with diversity reading and materials (f =.047, p <
.01). Students’ sense of common fate is negatively affected by: high school academic

performance (B =-.075, p <.001), generational status (B =-.098, p <.001), White pre-
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college environment ( =-.032, p <.05), and pre-college interactions with diverse peers
(B=-.040,p <.01).

While each block of variables made a significant contribution, the following
independent variables were nonsignificant: American Indian racial/ethnic background,
income level, mother’s level of education, pre-college experience of discrimination,
White pre-college environments structural diversity, frequency of interactions ,
interactions with diverse others in an informal context, same race interactions, living on-
campus, courses with intensive dialogue, and courses with service-learning.

As mentioned above, the regression model explains 32% of the variance in all
students’ race centrality. The results for the all race group reflect 11 significant
independent variables with all blocks making a significant contribution to the overall
variance. Not surprisingly, the pretest measure of race centrality at college entry (f =
.330, p <.001) has the most effect on students’ race centrality during the second year of
college. The seven strongest predictors, each representing one of the other six blocks,
include: African American racial/ethnic background (f =.062, p <.001), Asian Pacific
American racial/ethnic background (f =.077, p <.001), predisposition to participate in
diversity related experiences (f =.066, p <.001), negative climate for diversity ( = .082,
p <.001), negative quality of interaction ( = .086, p <.001), participation in diversity
co-curricular activities (f =.052, p <.001), participation in cultural organizations (f =
.064, p <.001), and courses with readings and materials on diversity (B =.124, p <.001).
Having a Latino racial/ethnic background (B =.035, p <.01) also causes a positive

change in students’ race centrality. Being from a White pre-college environment (f = -
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062, p <.000) is the only measure which causes a significant negative change in
students’ race centrality.

All seven blocks of variables helped to explain the variance in racial/ethnic values
(R*=20%). In addition to the pretest measure of racial/ethnic values (p = .320, p <.001),
African-American racial/ethnic background (f =.050, p <.001), Asian Pacific American
racial/ethnic background (f =.070, p <.001), Latino racial/ethnic background (§ = .060,
p <.001), and parental influence (f =.027, p <.05) cause students to rate themselves
higher on racial/ethnic values. Other variables that positively influence racial/ethnic
values include: moderate structural diversity (B = .046, p <.01), sense of belonging (f =
.046, p <.01), same race interactions (f =.217, p <.001), and informal context for
interaction (B = .063, p <.01).

On the other hand, there are three variables that have a negative effect on this
racial/ethnic identity measure for all students. They include: high school academic
performance (B = -.064, p <.001), negative climate for diversity (f =-.050, p <.001),
and positive quality of interactions (B =-.057, p <.01). Shared racial/ethnic values are

significantly weakened by these variables.
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Chi-Square, ANOVA, and Scheffe’s Post-hoc Tests

One of the goals of this study was to understand how diversity-related college
experiences differentially affect the racial identity development of White, Asian Pacific
American, African American and Latino students. Results from the regression analysis
conducted on the All Race group suggest a difference exists in White and non-White
students’ racial identity development. A chi-square test was conducted for each
racial/ethnic identity outcome measure to determine if students differ in how they rate
themselves on their sense of common fate, race centrality, and shared racial/ethnic
values. As highlighted in Table 4.3, Table 4.4, and Table 4.5, significant differences do

exist among the four racial/ethnic groups.

Table 4.3 Students’ Sense of Common Fate — Time 2 by Race/Ethnicity
(in Percentages)

Asian
African Pacific
American  Latino  American White
(n=223) (n=378) (n=701) (n=3051) Chi-Square

Sense of Common Fate — Time 2
Strongly disagree 0.0 1.0 1.6 4.2

2_
Disagree somewhat 3.2 12.8 13.7 33.9 X 53_3?298
Agree somewhat 62.8 65.5 61.7 55.2 <_001
Strongly agree 34.0 20.8 22.9 6.6 p=

Table 4.4 Students’ Race Centrality — Time 2 by Race/Ethnicity (in Percentages)

Asian
African Pacific
American Latino  American White
(n=223) (n=378) (n=701) (n=3051)  Chi-Square

Race Centrality — Time 2

Never 2.2 8.0 3.7 15.1 2
Rarely 74 2.1 16.7 39.9 X af5_717.207
Sometimes 42.1 42.6 44.1 34.5 <‘001
Often 48.3 27.3 35.4 10.5 p=
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Table 4.5 Students’ Shared Racial/Ethnic Values — Time 2 by Race/Ethnicity
(in Percentages)

Asian
African Pacific
American Latino American White
(n=223) (n=378) (n=701) (n=3051) Chi-Square
Shared Racial/Ethnic Values — Time 2

Very different 3.4 2.4 1.5 2.1 2439
Somewhat different  12.8 1.2 10.4 7.0 X &_31'20
Somewhat similar 30.2 33.7 38.5 36.7 p<.001
Very Similar 53.6 52.7 49.6 54.2 '

Next, ANOVA and Scheffe’s post-hoc tests were performed to understand
whether there were mean differences across racial/ethnic groups in terms of their
racial/ethnic identity (i.e., sense of common fate, race centrality, and shared racial/ethnic

values) at the time of matriculation (Time 1) and at the end of the second year of college

Table 4.6 One-Way ANOVA Results for Racial/Ethnic Identity Development

Variables Across Racial/ Ethnic Groups (T1 and T?2)

Sum of Mean
Squares df Square F

Social Identity Awareness Between Group 220.240 3 73.413  170.342%**
Time 1 Within Groups 1710.543 3969 431

Total 1930.783 3978
Social Identity Awareness Between Group 192.252 3 64.084  171.456%**
Time 2 Within Groups 1506.273 4030 374

Total 1698.526 4033
Race Centrality Between Group 494.781 3 164.927  221.274***
Time 1 Within Groups 2994.084 4017 745

Total 3488.865 4020
Race Centrality Between Group 432.585 3 144.195 197.216%***
Time 2 Within Groups 2983.100 4080 731

Total 3415.685 4083
Shared Racial/Ethnic Values  Between Group 7.574 3 2.525 4.009**
Time 1 Within Groups 2460.580 3907 .630

Total 2468.154 3910
Shared Racial/Ethnic Values =~ Between Group 4.247 3 1.416 2.658*
Time 2 Within Groups 2124.346 3988 533

Total 2128.593 3991

*p<.05, **p<.01, ***p<.001
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(Time 2). With the exception of shared racial/ethnic values at Time 1 and Time 2, the
between group differences are highly significant (p<.001) across of the racial/ethnic
identity measures. That is, students have significantly different levels of racial/ethnic
identity development (i.e., sense of common fate and race centrality) when they enter
college and at the end of their second year of college.

In order to clearly understand the ANOVA results, Scheffe’s post-hoc test of
mean differences was conducted for each of the one-way ANOVAs. This test is
particularly useful when analyzing groups with unequal sample sizes. The results for
each of the post-hoc tests are shown in Tables 4.7 through 4.12. In examining the results
of the Scheffe post-hoc test, African American students exhibit the strongest sense of
common fate (Time 1 and Time 2), which is significantly higher (p<.05) than White,
Asian Pacific American, and Latino students. Similarly, Asian Pacific American and
Latino students have a higher sense of common fate (p<.05) than their White
counterparts, both prior to college and at the end of the second year of college. This
pattern suggests that majority students tend to enter college with a weaker sense of

common fate compared to minority students.

Table 4.7 Scheffe’s Post-hoc Analysis of Mean Differences for Precollege Sense of
Common Fate by Racial/Ethnic Group

Racial/Ethnic Group Mean Standard Deviation
White 259 " |" 680
Asian American 3.06 * .620
Latino 3.06 . .602
African American 330 =/ 501

*significant difference at p.<.05
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Table 4.8 Scheffe’s Post-hoc Analysis of Mean Differences for Second-Year Sense of
Common Fate by Racial/Ethnic Group

Racial/Ethnic Group Mean Standard Deviation
White 230 " |” 498
Asian American 2.81 * .614
Latino 27719 — . .599
African American 3.07 /- .619

*significant difference at p.<.05

In examining students’ precollege race centrality, African American students (M
= 3.20) had the highest mean followed by Asian Pacific American students (M = 3.06).
Both groups have means that are significantly higher (p<.05) than White (M =2.26) and
Latino (M =2.81) students. Latino students’ precollege race centrality is also
significantly higher (p<.05) than that of White students. Given that the majority of White
students in this study are from a predominantly White background, they may have placed
little emphasis on race or spent little time thinking about race. Similar to their sense of
common fate, the race centrality of African American students after the first two years of
college is significantly higher (p<.05) than that of White, Asian Pacific American and
Latino students. Asian Pacific American students’ race centrality at Time 2 is
significantly higher (p<.05) than that of White and Latino students while Latino students’

race centrality is significantly higher (p<.05) than White students.
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Table 4.9 Scheffe’s Post-hoc Analysis of Mean Differences for Precollege Race
Centrality by Racial/Ethnic Group

Racial/Ethnic Group Mean Standard Deviation
White 2.26 — N 862

|
Asian American 3.0 . .844
Latino 2.81 ] N .936
African American 320 816

*significant difference at p.<.05

Table 4.10 Scheffe’s Post-hoc Analysis of Mean Differences for Second-Year Race
Centrality by Racial/Ethnic Group

Racial/Ethnic Group Mean Standard Deviation
White 2.40 * * .868
:I *
Asian American 3.11 812
Latino 2.89 N .897
*
African American 336 ——— 718

*significant difference at p.<.05

There were no significant differences across the racial/ethnic groups in terms of
shared racial/ethnic values at Time 1 and Time 2. It may be possible that shared
racial/ethnic values is an identity construct that remains stable and consistent across time.

Also, shared racial/ethnic values may form early in students’ lives and alter little as a
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result of college experiences. Thus, college experiences are not expected to significantly

impact students’ shared racial/ethnic values at the end of their second year of college.

Table 4.11 Scheffe’s Post-hoc Analysis of Mean Differences for Precollege Shared
Racial/Ethnic Values by Racial/Ethnic Group

Racial/Ethnic Group Mean Standard Deviation
White 3.44 779
Asian American 3.39 781
Latino 3.34 .859
African American 3.28 779

*significant difference at p.<.05

Table 4.12 Scheffe’s Post-hoc Analysis of Mean Differences for Second-Year Shared
Racial/Ethnic Values by Racial/Ethnic Group

Racial/Ethnic Group Mean Standard Deviation
White 3.43 716
Asian American 3.36 729
Latino 3.37 176
African American 3.34 .830

*significant difference at p.<.05

The ANOVA and Scheffe’s post-hoc tests reveal interesting results that may
guide the interpretation of subsequent analyses performed in this study. First, the rise in
certain measures of racial/ethnic identity and decline in others supports the view of
racial/ethnic identity as a multidimensional construct. Secondly, based on the group
means at Time 1 and Time 2, it appears that college experience has a differential impact
on the racial/ethnic identity development of White, Asian Pacific Americans, Latino, and

African American students. At the end of the second year of college, African American
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and Latino students show a positive change in race centrality and shared racial/ethnic
values while White and Asian Pacific American students show an increase in race
centrality and a decline in shared racial/ethnic values. Despite this variability, students
are not significantly different in their shared racial/ethnic values during Time 1 or Time
2. As previously suggested, racial/ethnic values may be a racial/ethnic identity construct
that remains consistent over time and varies little with college experience. Lastly,, White
students are entering college with lower levels of racial/ethnic identity development,
particularly as it relates to their sense of common fate and race centrality, than their Asian
Pacific American, Latino, and African American counterparts. Consistent with prior
research, these students also remain behind their minority counterparts at the end of there
second year of college.

Multivariate Regression Results for White, Asian Pacific American,
African American, and Latino Students

White Students

The results for the three hierarchical multiple regressions conducted for the White
group are presented below (see Table 4.13). Six variables, including pretest measure of
sense of common fate (f =.332, p <.001), predisposition to participate in diversity
related activities (B =.062, p <.001), negative climate for diversity (f =.076, p <.001),
sense of belonging (B =.070, p <.001), participation in diversity co-curricular activities
(B=.081, p <.001), and participation in cultural organizations ( =.100, p <.001), are
the strongest positive predictors of White students’ sense of common fate. Other
variables with a significant positive effect on white students’ sense of common fate
include positive quality of interactions with diverse peers (B =.037, p <.05) and negative

quality of interactions with diverse peers ( =.041, p <.05).
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Independent variables that are negatively related to white students’ sense of
common fate include: academic achievement (B = -.082, p <.001), generation status (f =
-.086, p <.001), and same race interactions during college (f =-.044, p <.01). The
inferences suggested by these variables are that White students from a middle income
background who perform well academically, have pre-college interactions with diverse
peers, attend institutions with low structural diversity, and have same race interactions
during college are less likely to share a sense of common fate with their White peers.

The model explains 23% of the variance in White students’ race centrality. White
students who grew up in a predominantly White pre-college environment ( = -.046, p <
.05) think less about their race than their White counterparts who presumably
experienced diverse pre-college environments. Based on these findings, White students
benefit from highly diverse pre-college environments as opposed to those environments
that may be described as monocultural.

Race centrality for white students is positively associated with the pretest measure
for race centrality (f =.326, p <.001), parental influence ( =.039, p <.05),
predisposition to participate in diversity related experiences ( =.080, p <.001), negative
climate for diversity (f =.089, p <.001), and negative quality of interactions with diverse
peers (p =.076, p <.001). This result suggests that taking into account White students’
quality of interactions with other groups is important in determining how often they think
about their own race. Additional variables that cause an increase in White students’ race
centrality are as follows: participation in diversity co-curricular activities (f = .047, p <
.01), participation in cultural organizations (B = .055, p <.001), and enrolling in courses

with readings and materials on diversity (B =.120, p <.001).
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The model explained 18% of the variance in White students’ racial/ethnic values.
Those White students who share common values with other Whites tend to have a high
generational status (f =.072, p <.001), grew up in a White pre-college environment (f =
.081, p <.001), have a sense of belonging to their institution ( =.070, p <.001), and
engage in same race (f =.161, p <.001) interactions. Independent variables which
cause students to decrease in their shared racial/ethnic values include high school
academic performance ( = -.057, p <.01), experience of discrimination (§ =-.033, p <
.05), predisposition to participate in diversity related experiences ( =-.053, p <.01), and
negative climate for diversity (B =-.066, p <.001). The unexpected significance of
White students’ experience of discrimination will be explored further in the discussion
section.
Asian Pacific American Students

The results for the three hierarchical multiple regressions conducted for the Asian
Pacific American group are shown in Table 4.14 (see table below). Similar to those in
the White student group, Asian Pacific American (APA) students’ sense of common fate
and shared racial/ethnic values actually decrease during the first two years of college.
This interesting finding will be explored in greater detail in the discussion section. Asian
Pacific American students who have a sense of belonging to their institution (f =.089, p
<.01), participate in diversity co-curricular activities (f = .146, p <.001), join
organizations reflecting their own culture (f =.139, p <.001) and enroll in courses with
readings and materials on diversity (f = .084, p <.05) have a higher sense of common
fate than their peers. APA students’ sense of common fate is negatively influenced by

their generation status (B =-.112, p <.001), meaning first generation students APA share
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a greater sense of common fate than second or third generation APA students. These
independent variables explain 37.8% of the variance in APA students’ common fate.

In addition to the pretest measure of race centrality (f =.313, p <.001),
experiencing negative quality of interactions (f =.119, p <.01), participating in diversity
co-curricular activities (f = .098, p <.05), participating in cultural organizations (f =
.082, p <.05) and taking a course with readings and materials on diversity (f =.196, p <
.001) have a significant positive effect on Asian Pacific American students’ race
centrality. With an increase in variance of 3.0%, students’ enrollment is courses with
reading and materials on diversity and courses with service-learning make the largest
contribution to students’ race centrality outside of the variables measuring pre-college
socialization and the pretest measure for race centrality. APA students who participate in
courses with service-learning (f =-.100, p < .01) have a lower race centrality than APA
students who do not participate in such courses.

Four independent variables have been found to detract from APA students’ shared
racial/ethnic values with other Asian Pacific Americans. These variables include high
school academic performance (B =-.113, p <.01), generation status (f =-.094, p <.01),
White pre-college environment (f = -.082, p <.05), negative climate for diversity ( = -
.096, p <.01), and frequency of interactions ( =-.099, p <.01). Those variables which
contribute to APA students’ shared racial/ethnic values include the pretest measure of
shared racial/ethnic values ( = .281, p <.001), moderate structural diversity (f =.129, p

<.001), and same race interactions (B = .225, p <.001).
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Latino Students

As outlined in Table 4.15 (see table below), Latino students’ sense of common
fate is positively affected by parental influence (B = .114, p <.01), negative quality of
interactions (B = .120, p <.05), same race interactions (B = .123, p <.05), participation in
diversity co-curricular activities (f =.171, p <.05) and enrolling in courses with diversity
readings and materials (B =.118, p <.05). Similar to White and APA students, Latino
students’ sense of common fate is negatively influenced by generation status (f =-.123, p
<.01). Based on these findings, students who have the influence of parents, as well as
those who have negative quality of interactions, same race interactions, and co-curricular
experiences during college, share a greater sense of common fate with their Latino peers.

All blocks of college measures significantly contribute to Latino students’ race
centrality with the largest college contribution of 2.3% being made by students’
curricular experiences. Latino students who live on-campus (f =-.137, p <.01) and
participate in intensive dialogues (f =-.130, p <.01) are less likely to think about their
race than students who live off-campus and do not participate in courses with intensive
dialogues. On the other hand, Latino students who have perceptions of a negative
campus climate (B =.094, p < .05), have negative interactions (f =.103, p <.05),
participate in cultural organizations (f =.126, p <.05), and enroll in courses with
readings and materials on diversity (B =.163, p <.01) tend to think more about their race
than Latino students who do not have these experiences. Overall, the model explains
34.4% of the variance in Latino students’ race centrality.

There were six significant independent variables for the regression model

measuring shared racial/ethnic values. Four of these measures had a positive influence
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on shared racial/ethnic values: the pretest measure of shared racial/ethnic values ( =
412, p <.001), parental influence (B = .085, p <.05), same race interactions ( = .246, p
<.001), and enrolling in courses with readings and materials on diversity (f =.109, p <
.05). Negative quality of interactions ( = -.100, p <.05) and living on-campus (f = -
111, p <.05) are the only significant independent variable which causes a decline in
shared racial/ethnic values. The remaining independent variables were not significant for
this racial/ethnic identity development outcome. The model explains 36.1% of the
change in Latino students’ shared racial/ethnic values.

African American Students

Students from an African America background report the greatest change for two
measures of racial/ethnic identity development, including race centrality and racial/ethnic
values. The fact that these measures at Time 1 (college entry) contribute significantly to
student growth suggests that African American students enter college with a relatively
advanced level of racial/ethnic identity. It also suggests that some aspect of their
background or socialization prepares them to effectively manage a myriad of college
experiences. Being the sole minority (or one of a few minorities) in the dominant pre-
college environment may increase the salience of their ethnic group membership
(Landrine & Klonoff, 1996).

Table 4.16 (see table below) outlines the results for the three hierarchical multiple
regressions conducted for students in the African American group. In addition to the
pretest measure of common fate (f =.205, p <.001), students’ participation in diversity
co-curricular activities (f =.184, p <.05) is the only significant predictor of African

American students’ feeling of common fate. Students’ who participate in such activities
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share a greater sense of common fate with other African Americans. Overall, the
regression model explained 16.1% of the variance in African American students’
common fate.

Variables that were nonsignificant across all racial/ethnic identity development
models for African Americans include: academic performance, socioeconomic status,
generation status in the U.S., parental influence, pre-college interactions with diverse
peers, pre-college experience of discrimination, predisposition to participate in diversity
related experiences, moderate structural diversity, negative climate for diversity, sense of
belonging, quality of interactions, frequency of interactions with diverse others,
participation in cultural organizations, on-campus housing, courses with diversity
readings and materials, courses with intensive dialogue, and courses with service-
learning.

The regression model accounted for 19.1% of the variance in African American
students’ race centrality. The pretest measure of African American race centrality (f =
217, p <.001) was significant. African American females (f =.232, p <.001) were
significantly different from their male counterparts in how often they thought about their
race. The only other significant pre-college measure was living in a White pre-college
environment ( =-.139, p <.05), which causes students to think less about their race.
Similar to African American female students, African American students who attended
institutions with low structural diversity (f =.198, p <.01) thought about their race often.
Similar to sense of common fate, the college measures accounting for the greatest amount
of variance in race centrality, specifically 4.6%, was the institutions’ characteristics and

climate.
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The regression model for the final measure of racial/ethnic identity development,
shared racial/ethnic values, explained 38.9% of the variance in this measure. Outside of
the pretest measure of shared racial/ethnic values (f = .481, p <.001), same race
interactions (p =.275, p <.001) made the only significant contribution. As mentioned
above, variables representing the other five blocks of variables were not significant.

Summary of the Study Findings

The goals of this study were as follows: (1) to determine institutional
characteristics and student experiences that affect racial/ethnic identity development; (2)
to highlight the differences in the racial/ethnic identity development of White, African
American, Asian Pacific American and Latino students; and (3) to examine the impact of
interactions with diverse peers on racial/ethnic identity development of various
racial/ethnic groups. With a focus on diversity-related college experiences, this study
highlights the nuances in the racial/ethnic identity development of White, Asian Pacific
American, Latino, and African American students. It not only substantiates the
differential impact of diversity-related college experiences on racial/ethnic identity
development but also serves as a basis for continued research in the area. Chapter 5
summarizes the findings of this study while revisiting the identity development and
racial/ethnic identity development theories previously reviewed. Recommendations for

faculty and administrators and future research are presented at the close of this chapter.
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CHAPTER 5
DISCUSSION AND IMPLICATIONS
Differences in Students’ Racial/ethnic Identity Development

Overall, the findings support the use of a conceptual framework that incorporates
diversity-related college experiences in the study of racial/ethnic identity development.
As a result of such experiences, the four racial/ethnic groups included in this study
demonstrate a significant change in racial/ethnic identity during the first two years of
college. The changes for each individual racial group are explained in greater detail
below.

Asian Pacific American students in this study scored lower on two ethnic identity
measures (i.e., sense of common fate and shared values and beliefs) at the end of their
second year of college as compared to their ethnic identity at beginning of their first year.
Previous studies of Asian American racial/ethnic identity utilized theories of assimilation
to explain the decline. These theories suggest that weakening ethnic identity may be a
sign of integration into the host society. Some researchers (Sears, Fu, Henry, & Bui,
2003) have offered that gradual assimilation may cause ethnic identity to be supplanted
(or at least supplemented) by other forms of identity. According to Lee (2003), a
decrease in identity may represent another-group orientation that may be used by Asian
Pacific American students as a form of protection against the negative effects of
discrimination. Such an orientation may also serve to keep APA students actively

engaged with the White majority group, as well as enable them to marshal resources from
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other ethnic groups who may be in a similar predicament. The results for White students
were similar to those for Asian Pacific American students. These students also decreased
in their sense of common fate and shared racial/ethnic values. While assimilation has
been used to explain the decrease in APA students’ racial/ethnic identity, other theories
have been offered for White students’ decrease in racial/ethnic identity. It has been
posited that when faced with a diverse environment, White students choose to utilize
interactions with diverse peers in their search for a shared identity that may help to
diminish or thwart possible racial/ethnic conflicts (Saylor & Aries, 1999). Given the
timing of the second-year survey administration for this study (i.e., post 9/11), White
students’ decrease in racial/ethnic identity may also be attributable to their desire to
maintain a strong national identity. In the wake of the terrorist attacks, these students
may have chosen to emphasize their commitments to basic Western cultural beliefs and
values (e.g., civil rights and democracy) (Dunkel, 2002) instead of focusing on their
racial/ethnic group. Contrary to other group findings, White students appear receptive to
various forms of interaction with diverse peers, as well as co-curricular and curricular
experiences. It may stand to reason that, as members of the majority group, these
students would benefit the most from a diverse college environment.

Previous research findings indicate that African American students demonstrate
significant racial/ethnic identity development during college. This study substantiates the
relevance of the college context to African American student development. Similar to
previous studies involving multiple racial/ethnic groups, African American students in
this study show a greater change in race centrality and shared racial/ethnic values than do

other racial/ethnic groups; however, they do show a slight decrease in their sense of
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common fate. African American racial/ethnic identity development was found to be
largely influenced by the institutional characteristics and climate.

Latino students’ racial/ethnic identity development is less pronounced during the
first two years of college than that of their African American counterparts. These
students, much like African American students, are affected by their college experiences
however to a lesser degree. They report an increase in all measures of racial/ethnic
identity except their sense of common fate which decreased during the first two years of
college. As the only student group reporting changes due to enrolling in courses
involving intensive dialogue, Latino students produced interesting results with regard to
their co-curricular and curricular experiences. Enrolling in courses with intensive
dialogue caused a decrease in students’ race centrality. The overall findings for the
Latino group suggest that one of the greatest influences was their pre-college
socialization, specifically the level of parental influence and predisposition to participate
in diversity related experiences.

Students’ Background Characteristics and Pre-college Socialization

Generally, findings suggest that females possess a higher sense of common fate;
however, there was no statistical difference in race centrality and shared racial/ethnic
values for male and female students. The White student group replicated these findings
while African America females differed from African American males only in their race
centrality, with females scoring higher in both cases. Consistent with findings from
Phinney and Tarver (1988), this study found a higher trend toward racial/ethnic identity
development (i.e., race centrality) for African American females compared to males.

This study revealed no significant difference in the racial/ethnic identity development of
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Latino male and female students. Future research should focus attention on
understanding the developmental differences between male and female students.

Generation status in the U.S. was the only other measure of students’ background
characteristics that was significant in this study. This measure had a significant impact
on the sense of common fate and shared racial/ethnic values of White and APA students,
as well as the sense of common fate of Latino students. White students’ sense of
common fate decreased while their shared racial/ethnic values increased, due to their
generation status. The generation status of APA students decreased both their sense of
common fate and shared racial/ethnic values while Latino students’ experienced a
decrease only in their sense of common fate. For students in this study, particularly those
identifying as APA and Latino, the length of time in the U.S. may lead them to shed the
marks of their ethnic group membership (Tajfel & Turner, 1979); thereby negatively
impacting their racial/ethnic identity development.

The concept of parental influence has been included in numerous studies of
racial/ethnic identity. This variable proved relevant to the racial/ethnic identity
development of White and Latino students. Parental influence positively influenced the
race centrality of White students and the sense of common fate and racial/ethnic values of
Latino students. The importance of parental influence to Latino racial/ethnic identity has
been described by Rodriguez (2000) as familismo, a strong sense of family centrality and
importance. Latinos traditionally adhere to familismo because family is viewed as a
primary means of social support. The pervasiveness of familismo is manifested by: (a)
providing material and emotional support to other family members, (b) relying primarily

on family members for help and support, (c) using family members as referents for
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attitudes and behaviors, and (d) placing the needs of the family or family members before
individual needs.

Research has found that measures of Black racial/ethnic identity (i.e., feelings of
closeness and black group evaluation) are enhanced by parental socialization and positive
interpersonal relations with family and friends (Demo & Hughes, 1990). Contrary to
former findings, this study revealed no significant relationship between measures of pre-
college socialization and the racial/ethnic identity development of African American
students. It may be that these measures failed to adequately capture the socialization
experiences of African American and APA students. Another plausible explanation is
that entering a diverse college environment represents a critical turning point when pre-
college experiences, such as parental influences and involvement, have begun to
attenuate and are gradually being replaced by experiences involving ethnically similar
classmates, ethnic-specific organizations, and academic coursework that stimulates ethnic
identity (Uba, 1994). These findings warrant further investigation to gain a better
understanding of socialization experiences that influence the racial/ethnic identity
development of African American and APA students.

According to Demo and Hughes (1990), the socio-racial forces of a White
environment have the potential to constrain individual self-expression for persons of
certain racial/ethnic groups and to falsely inflate feelings of self-worth in others. This
constraint is evidenced by the decrease in APA students’ shared racial/ethnic values and
African American students’ race centrality. Although a White pre-college environment is
expected to strengthen racial/ethnic identity and inspire self-pride among White students,

the findings of this study provide mixed results. White students’ race centrality actually
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decreases while their shared racial/ethnic values increase. Being in a predominantly
White pre-college environment may discourage White students from thinking about their
race or reflecting on the impact of race in their day-to-day lives.

Contrary to other studies which measure experience of discrimination (e.g.,
Verkuyten, 1995), pre-college experience of discrimination was not predictive of
racial/ethnic identity development of minority students in the present study. White
students, however, reported a decrease in shared racial/ethnic values due to their pre-
college experience of discrimination. This interesting finding suggests that the strength
of the association between discrimination and racial/ethnic identity may vary with the
source of discrimination (Pahl & Way, 2006). The source of the discrimination reported
by White students in this study may be within group and therefore, based more on
students’ ethnicity than race. The majority of White students reported growing up in a
predominantly White environment which may result in more emphasis being placed on
ethnic group differences (e.g., European-American, Polish, Italian, Irish, Jewish, etc.).
Further research is warranted in this area to clarify the impact of discrimination on
racial/ethnic identity development.

Only White students with a predisposition to participate in diversity related
activities showed a significant difference in all measures of racial/ethnic identity. This
independent variable caused White students to increase in their sense of common fate and
race centrality but decrease in their sense of racial/ethnic values. APA students reported
an increase in their sense of common fate due to their predisposition to participate in
diversity related experiences. It has been suggested that the predisposition to participate

in diversity related activities opens students to the opportunity to engage in experiences
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and knowledge that may expose them to diverse others, similar and different from
themselves, which may ultimately result in a better understanding of their own
racial/ethnic identity. White students were the only group to show a significant change in
racial/ethnic identity, specifically shared sense of common fate, due to pre-college
interactions with diverse peers. These students tended to decrease in their sense of
common fate when they engaged in pre-college interactions with diverse peers.
Institutional Characteristics and Climate

In this study, institutional characteristics and climate prove relevant to the
racial/ethnic identity development of college students identifying as African American,
Asian Pacific American, and White. This study examined the influence of four measures
of the institutional characteristics and climate, including low structural diversity,
moderate structural diversity, negative climate for diversity, and sense of belonging.
Findings support Inkelas’ (2004) conclusion that students’ perceptions about their
campuses may be just as influential as their experiences.

Structural diversity appears relevant to the identity development of the APA and
African American college students in this study. Asian Pacific American students who
attend institutions with moderate structural diversity tend to have shared racial/ethnic
values. African American students tend to think more about their race when attending
institutions characterized by low structural diversity. Interestingly enough, such
institutions may present African American students with the dilemma of being called
upon to “represent the race”, leading to an increase in race centrality. The dilemma often
centers around whether to be a token and serve as the “spokesperson for Black people” or

assimilate with the majority. Unfortunately, the increase in race centrality of students

111



attending institutions characterized by low structural diversity is likely attached to
experiences of tokenism. Beyond the composition of the student body, other factors
relating to institutional climate (that institutions can reasonably shape) affect student’s
racial/ethnic identity development. These factors include a negative climate for diversity
and students’ sense of belonging.

Institutions with a negative climate for diversity significantly impact students to
varying degrees. For White students, this independent variable positively affects their
sense of common fate and race centrality but negatively affects their shared racial/ethnic
values. Likewise, Latino students experience an increase in their race centrality while
APA students experience a decline in shared racial/ethnic values due to a negative
climate for diversity. As members of the largest student groups, White and APA students
may seek to avoid conflict associated with a negative campus climate by deemphasizing
their racial/ethnic values. This negative relationship also suggests that these students
may attribute the campus climate to their presence as students with White and Asian
American backgrounds. Another measure of institutional climate, having a sense of
belonging to the institution, is also relevant to racial/ethnic identity development,
specifically the increase in White and APA students’ sense of common fate and White
students’ shared racial/ethnic values. For these students, racial/ethnic identity is
bolstered by feelings of being a valued member of the university community and faculty
having a sincere interest in their development.

Based on the findings of this study, African American students appear to be most
affected by the characteristics and climate of their institutions. For African American

students from a predominantly homogenous pre-college environment, entering college
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may represent an encounter or crisis. Given their level of racial/ethnic identity
development at college entry, these students may be more sensitive to the college
structure and climate than other students.

In improving the college environment, it is important to understand how the
culture of institutions is “structured in terms of historical and collective memories, as
well as in terms of racialized places and interaction” (Feagin, Vera, & Imani, 1996, p.
84). Both campus culture and climate influence the development of students’ racial,
ethnic, and multiple identities. According to Torres (1999), if students of color perceive
that their race is not valued, their struggle to define themselves racially can be further
heightened by inhospitable campus environments. Realizing that more students are
entering college from a homogenous environment (Gurin, Dey, Hurtado & Gurin, 2002),
it is important for college and universities to give greater attention to creating
multicultural environments that are not only structurally diverse but also inviting and
inclusive of the diverse racial/ethnic identities on campus. Institutions must work to
establish clearly defined policies, procedures, and practices that empower every student
to develop a secure racial/ethnic identity while maintaining a healthy regard for the
identity of others.

Interaction with Diverse Peers

Quality of interactions. For White students, interactions of a positive quality, as
well as interactions of a negative quality, result in a stronger sense of common fate.
Interactions of a negative quality also cause White, Asian, and Latino students to think
more about their race. Furthermore, this measure increases Latino students’ sense of

common fate. The positive relationship between certain measures of racial/ethnic
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identity and interactions of a negative quality suggests that White, Asian, and Latino
students are able to resolve the conflict associated with negative interactions so as to
learn and grow from these experiences.

While this study does not speak to student’s predilection for conflict resolution or
the nature of the negative interactions, it does substantiate the view of ethnic and racial
identity theorists that critical incidents (i.e., interactions of a negative quality) are
relevant to the process of racial/ethnic identity. Without such incidents, students may not
progress to higher levels of racial/ethnic identity development. According to Cross
(1995), negative interactions with members of other ethnic groups (i.e., an encounter) are
more likely to push one toward exploring the meaning of being a member of one’s ethnic
group. Numerous studies (Atkinson et al., 1998; Cross, 1995) have shown that minorities
draw on these negative ethnic and racial experiences to develop more complex and
integrated identities.

Frequency of interactions. As a whole, students report no significant change in
racial/ethnic identity development as a result of frequent interactions with diverse peers.
For White students, such contact during adolescence—when youth are striving to attain a
sense of who they are and what they stand for—has a negative impact on their
racial/ethnic identity, namely their sense of common fate. APA students are the only
other student group which reported a change in racial/ethnic identity development as a
result of frequent interactions with diverse peers, specifically a decrease in their shared
racial/ethnic values. Interactions with diverse peers, particularly those identifying as
White, may cause APA students to reevaluate values believed to be relevant to members

of their racial/ethnic group.
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The racial/ethnic identity of the White, Latino, and African American students in
this study was neither heightened nor diminished by their frequency of interactions with
diverse peers, despite previous studies (Demo & Hughes, 1990) suggesting that
interaction with diverse peers weakens racial/ethnic identity development, particularly for
Black students. Studies also suggest that interaction with diverse peers during college
causes students to abandon their own racial/ethnic identity development in search of a
common sense of belonging and shared identity with other college students. While this
study substantiates the negative influence of interactions with diverse peers during
college, particularly for APA students, it cannot conclusively support the finding that
students readily abandon their own racial/ethnic identity development in search of a
common shared identity. Future research should be conducted to examine the tenuous
relationship between interaction with diverse peers, racial/ethnic identity development
and the formation of common shared identity among college students.

Same race interactions. As for same race interactions, all of the racial/ethnic
groups included in this study appear to benefit significantly from such interactions with
an increase in their shared racial/ethnic values. Based on this finding it could be argued
that interactions with others from the same racial/ethnic background provide students
with opportunities to practice and reinforce values thought common to members of their
racial/ethnic groups. Interesting to note, the White students included in this study also
experienced a decline in their sense of common fate as a result of same race interactions.
While same race interactions potentially serve as a resource for minority student groups,
these types of interactions may prove constraining for those in the majority. These

findings suggest that White students’ sense of common fate is based on ethnic
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distinctions which go unnoticed until same race interactions occur. Once these ethnic
differences are realized, White students decrease in their sense of common fate. Given
the complexity of students’ social needs as they relate to racial/ethnic identity
development, increased attention must be paid to the creation of diverse college
environments that provide opportunities for meaningful and sustained interactions with
diverse and same race peers.
Co-curricular Experiences

Participation in diversity co-curricular activities increases the sense of common
fate for all racial/ethnic groups and the race centrality of White, Asian, and African
American students. White and APA students who participate in cultural organizations
report a stronger sense of common fate and race centrality. Latino students only report a
positive change in race centrality as a result of participation in cultural organizations.
Engagement in diversity co-curricular activities may provide the informal yet supportive
environment needed to bolster racial/ethnic identity. Students who participate in these
activities may feel comfortable addressing issues of race/ethnicity openly and honestly.

Living on-campus proved relevant only to the racial/ethnic identity development
of Latino students. As a result of living on-campus, Latino students reported a decrease
in race centrality and shared racial/ethnic values. It may stand to reason that living on-
campus isolates Latino students from like others and limits the opportunity to engage in
familial interactions. Living in an environment where they are in close proximity to
White students, Latinos may feel the need to minimize their race/ethnicity by

assimilating.
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With the greatest variance in common fate and race centrality, Asian Pacific
American students appear to benefit the most from co-curricular experiences, namely
diversity co-curricular activities and cultural organizations. Kiang’s (1996) study found
that ethnic student organizations were useful in promoting a stronger sense of common
identity among Asian Pacific American students. According to Kiang, participation in
ethnic clubs and other diversity-related activities were significantly related to awareness
and understanding of Asian American issues and interests.

Most scholars who study the impact of college on students agree that what
happens outside the classroom—the other curriculum—can contribute to valued
outcomes of college (Kuh, 1995). For example, participation in extracurricular activities,
living in a campus residence, and conversations with faculty and peers have been
positively related to persistence and satisfaction and gains in such areas as social
competence, autonomy, confidence, self-awareness, and appreciation for human
diversity. Students benefit from the opportunity to participate in ethnically oriented
programs that promote interactions with ethnic peers, as well as possible exposure to
peers of other races. While students have a variety of reasons for seeking membership in
campus groups, the most popular reason is for the psychological benefits of belonging
which has been shown to serve as a powerful force for academic survival on University
campuses. As campuses grow more diverse it is important to have activities,
organizations, and clubs that allow for same race, as well as, cross race interactions.
These activities allow for a college environment that is both supportive and encouraging

while exposing students to other cultures.
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Student participation in co-curricular activities warrants further attention to better
understand the characteristics of co-curricular activities that contribute to student
development. This study utilized a composite measure of participation in diversity co-
curricular activities; however, it may prove beneficial to examine each item comprising
diversity co-curricular activities (i.e., events sponsored by groups reflecting your own
cultural heritage, campus organized discussions on racial/ethnic issues, and diversity
awareness workshops) independently to more accurately measure the contribution to
racial/ethnic identity development.

Curricular Experiences

While co-curricular experiences significantly impact all students’ sense of
common fate and race centrality, participation in curricular experiences only influences
the race centrality of White and Latino students. Two reasons may serve to explicate this
finding: 1) Sense of common fate and race centrality may represent measures of
racial/ethnic identity development that require the relationship building and bonding
fostered through co-curricular activities; and 2) It may be that while curricular
experiences cause students to think more about their race, they fail to encourage the
additional self-exploration needed to increase their sense of common fate and shared
racial/ethnic values.

Curricular activities. White, APA, and Latino students enrolled in courses with
diversity readings and materials tend to think more about their race than White, APA, and
Latino students not enrolled in such courses. APA and Latino students also report a
significant change in sense of common fate due to enrolling in such courses. Latino

students also report a modest change in shared racial/ethnic values as a result of enrolling

118



in courses with diversity readings and materials. Unlike other racial groups, African
American students show no change in racial identity as a result of enrolling in courses
with diversity reading and materials. This lack of significance for African American
students may represent their need to have the experiences of their communities not only
represented in supplemental course materials but also viewed as an integral part of higher
education curriculum. According to Tatum (2004), academic excellence should be
incorporated into the definition of what it means to be Black. Stereotypical expectations
of academic ability, as well as curricula that fails to provide accurate and adequate
representation for all student groups, may prove detrimental to racial/ethnic identity
development, particularly for those students from African American backgrounds.

Carter and Goodwin (1994) support the use of racial/ethnic identity development
as a conceptual framework that undergirds the creation and implementation of curricula.
While their research focused on schoolage children, it is reasonable to conclude that
college students also stand to benefit from curriculum transformed to enhance the
development of positive racial/ethnic identity. Developing a strong identity has the
potential to alter the perceptions various racial/ethnic group members have of themselves
and in turn, can modify the manner in which students approach college and interactions
with others.

According to Ortiz and Rhoads (2000), multicultural education is relevant to
increasing awareness and understanding of the racial/ethnic identity development of both
non-white and White students. Their framework for multicultural education (Ortiz &
Rhoads, 2000) is a five-step nonlinear process that includes: (1) understanding culture—

the person attempts to gain a deeper understanding of culture and how it shapes all of our
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lives, (2) learning about other cultures—the need to learn and explore diverse cultures at
a deeper level, (3) recognizing and deconstructing white culture—the attempt to
understand the nature of white privilege and to challenge what has been considered the
norm, (4) recognizing the legitimacy of other cultures—the recognition that all cultures
make a significant contribution to society, and (5) developing a multicultural outlook—
reconstruction of the systems operating in the United States if society is to embrace all
cultures. This process can be used as an educational intervention or curriculum
development guide.

Intensive dialogue. Intensive dialogue proved relevant only to the change in the
racial/ethnic identity of Latino students. Engaging in intensive dialogue causes Latino
students to think less about their race than Latino students who do not participate in such
dialogue. The conditions used to guide courses and programs involving intensive
dialogue, such as equal status, community sanction, and a common goal, are intended to
promote positive interaction across social groups (Pettigrew, 1998). However, the same
conditions used to promote comfortable discussion between diverse participants, may
produce threat to the integrity of members’ separate group identities (Dovidio,
Kawakami, & Beach, 2001). The contact experienced during intensive dialogue may also
reveal overlapping social categories and contribute to a broadening of the in-group
category. These cross-cutting identities may operate to reduce salience by making
identity categories more complex, reducing the relevance of intergroup comparisons, and
reducing the importance of a single identity category, such as racial/ethnic identity, in
satisfying an individuals need for social belonging. The findings of this study have direct

implications for the design and implementation of courses which utilize intensive
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dialogue, as well as intergroup dialogue programs. Future research in this area should
examine not only the role of intensive dialogue in racial understanding but also the
relationship of dialogue to racial/ethnic identity development.

While it is unclear what teaching or training methodologies were used in the
courses with intensive dialogue, numerous useful strategies have been cited in
multicultural education research. Some of these strategies include journaling, in which
individuals reflect on specific incidents of oppression and privilege; use of critical
incidents to identify how race and privilege operate in one’s life; use of dyads and
sharing of stories to acknowledge cultural differences and similarities; and use of role
plays and the empty chair technique to assume the roles of privileged and oppressed
individuals regarding power differentials (Hays & Chang, 2003). Regardless of the
strategy, learning what other people think does influences stereotypic beliefs which may
in turn foster racial/ethnic identity development.

Service learning. The independent variable representing service learning is only
significant for those students identifying as Asian Pacific Americans. Contrary to
Teranishi’s (2007) finding that students’ understanding of the meaning of their ethnic
identities grew throughout a service-learning program, this group of students actually
tend to think less about their race as a result of enrolling in courses with a service-
learning component. Service-learning opportunities may shift the focus of APA students
from inward to outward on members of the community that they are serving. If the goal
is to positively impact student’s racial identity, APA students would benefit from service-
learning opportunities that place them in direct contact with members of the APA

community.
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Recommendations for Administrators and Faculty in Higher Education

Having provided empirical support of group similarities and differences in the
racial/ethnic identity development of White students and students of color, this study
holds important implications for both practice and research. In terms of practice, the
difference in the significance of co-curricular and curricular experiences suggests that
administrators and faculty should employ multiple approaches to support and promote
students’ racial/ethnic identity development. Some recommended approaches are
discussed below followed by research recommendations and conclusion.
College Administrators

Cultural Programs and Multicultural Activities. Administrators should increase
the attention given to the development of all student groups by supporting cultural
programs and multicultural activities. Administrators should work collaboratively with
faculty and students to design and implement campus-wide programs to promote
racial/ethnic identity development. Students continue to differ in their responses to race
and racial issues as well as their identification with other members of their racial/ethnic
community. “As a result, the effectiveness of practitioners may be reflective of the extent
to which the programs and events that they design are developmentally appropriate for
the full range of racial identity statuses exhibited by students on their respective
campuses.

Colleges should continue to support the role of cultural organizations in diverse
college environments. Cultural organizations serve to enhance the racial/ethnic identity
development of both White and non-White college students. The results of this study

support the need for students to have some space in which they feel like they belong and
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are able to engage in intra- and intercultural contact. “Student organizations should be
marketed as outlets for students to learn more about themselves and others, as well as
opportunities to develop a set of cross-cultural communication skills that will prove
useful during college and in their post-college endeavors.”

Organizational Commitment to Diversity and Multicultural Competence. Shifting
student demographics require institutions to demonstrate a clear and accountable
commitment to diversity. Colleges and universities must strive to show their
commitment to diversity not only by increasing the enrollment of minority students but
also creating opportunities for students to strengthen their racial/ethnic identities. Such
student opportunities include: (1) interacting with other students from various
racial/ethnic groups, (2) sharing a safe space with members of one’s racial group, and (3)
participating in intergroup dialogues and courses that explore issues of race and ethnicity.

Administrators should understand what strategies can be used to support and
challenge students in the development of a more advanced racial/ethnic identity. When
planning, programming, and establishing policies, institution’s should take into account
the culture, race, ethnicity, age, and ability of the students they serve. Institutions
considered diverse serve a heterogeneous group of people from a broad range of
backgrounds. An understanding of racial identity development may serve as a further
reminder of the heterogeneity of the student community.

Institutions must continue to hire diverse faculty that can provide students with
various perspectives on the world. Faculty must understand the value and importance of

their role in the identity development of students. Also, faculty must be trained on
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broadening their multicultural competence and addressing the interests, concerns, and
issues of the diverse community they serve.

Campus Climate and Culture. Efforts of the institution should focus on shaping
and strengthening the campus climate and culture. Theories of racial identity
development should be used a means to assess campus climate and determine areas
where institutions could enhance opportunities for student learning and development
(Renn, 2003). Likewise, administrators should be encouraged to develop procedures and
policies that assist students in their development of healthy racial/ethnic identities.
Faculty, as well, should be encouraged to develop curriculum that acknowledges the
racial/ethnic identities of both majority and minority students.

“Every student should be able to see important parts of him/herself reflected in
some way. All should be able to find themselves in the faces of other students and
among the faculty and staff, as well as reflected in the curriculum.” Furthermore,
organizations and programs that reflect personal, cultural, or service interests help
students fell that they belong on campus, that they are contributing to the campus culture,
and that their interests are reflected in the institutions. Students who feel affirmed in this
way not only strengthen their own racial identity but also reach out beyond their own
identity groups to engage with others.

College Faculty

Racial Identity and Multicultural Competence. Faculty must understand their
own racial identity in order to be supportive of the racial/ethnic identity exploration of
their students. Faculty members should examine their sense of racial identity and their

attitudes toward other groups, as well as develop effective antiracist curricular and
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educational practices that would affirm student identities. Faculty members should
become more informed about the history and culture of groups other than their own.
They should strive for some measure of multicultural competence by knowing what is
appropriate and inappropriate behavior and speech for different cultures. Faculty can
also learn about other groups by sponsoring mono- or multicultural student organizations
and attending campuswide activities celebrating diversity or events important to various
ethnic and cultural groups.

The educational philosophies and teaching goals of faculty are central to the
success of diverse classrooms and are indicative of whether faculty members value such
classrooms. Faculty can prepare for diverse classrooms by: being open to and
appreciative of issues of diversity; having confidence in one’s teaching ability;
invalidating one’s own stereotypes; and approaching teaching in a diverse classroom as a
benefit, not a burden. Faculty should also recognize their own stereotypes and
racial/ethnic biases. They should examine how their own experiences, values, beliefs,
and stereotypes inform the way they interact with individuals whose racial/ethnic
backgrounds differ from their own, as well as influence their knowledge and
understanding of other groups.

Course Content. Faculty should view racial/ethnic identity development as a
conceptual framework for creating and implementing curricula. According to Carter and
Goodwin (1994), transforming curricula to promote the development of racial/ethnic
identity levels on the part of all students will alter the perceptions students from various

racial/ethnic group have of themselves. The idea of racially and culturally responsive
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pedagogy becomes sharper when one considers instruction that aims to both respond to
and further develop students’ racial/ethnic identities.

The content of a faculty member’s course should reflect the perspectives and
experiences of a pluralistic society. An inclusive course uses texts and readings that
reflect new scholarship and research about previously underrepresented groups, discusses
the contributions of various ethnic groups, and describes how recent scholarship about
gender, race, and class is relevant to the course. Also, inclusive courses do not place
women, people of color, and non-European or non-American cultures as “asides” or
special topics. Such courses value the experiences of all groups and do not view one
group’s experience as the norm or the standard against which everyone else is defined
(Jenkins, Gappa, and Pearce, 1983). With the diversity of experiences in today’s
classroom, faculty should understand that merely grounding learning in students’
experiences is not enough; purposefully providing students with language, theory, and
cognitive tools to understand better the complexity of race, racial/ethnic identity, and race
relations may facilitate racial/ethnic identity development for some and enhance it for
others.

In order to effectively promote racial/ethnic identity development it is essential
for faculty to recognize and acknowledge that there are other groups, besides African
Americans and Whites, for whom racial issues are relevant (Arab Americans, Asian
Americans, Latinos/as, Native Americans, etc.). Whenever possible, perspectives on
racial issues from other groups should be included in course materials. When
appropriate, speakers representing various racial/ethnic groups should be invited to

present and offer other perspectives into course lectures and discussions.
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Tatum (1992) recommends the following four strategies for developing and
sustaining instruction that supports racial/ethnic identity development. First, a safe
classroom atmosphere should be created by establishing clear guidelines for discussion.
Guidelines addressing confidentiality, mutual respect, and speaking from one’s own
experiences should be established during the first class session. Secondly, opportunities
should exist for self-generated knowledge on the parts of students. While students may
challenge the validity of what they read or what they hear from their instructor, it is
harder for them to deny what they have witnessed themselves. Thirdly, students should
be provided with an appropriate developmental model which can be used to help them
understand their own process. By sharing the model of racial/ethnic identity
development with students, they have a useful framework for understanding their
classmates’ processes as well as their own. Lastly, students should be given the
opportunity to explore strategies for becoming change agents. As students develop a
heightened awareness of racism they should also be developing an awareness of the
possibility of change.

Classroom Climate. Classroom climate should be facilitative of personal and
interpersonal growth. Faculty should be aware of how racial identity and racial dynamics
impinge on the educational climate of the classroom. Establishing a positive classroom
climate requires faculty to communicate how they value diversity and how student
diversity can contribute to their learning experience in the class. Students should not be
forced to serve as the spokesperson for their group nor should they be expected to know
everything about issues relating to their group. Likewise, it should not be assumed that

students who share racial/ethnic backgrounds feel the same way about an issue. Students
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should know that they have a place in the classroom and that their racial/ethnic identities
and different perspectives are important components of the learning process.

During their college years, adolescents of color and White youth tend to be on
very different developmental timelines in terms of their racial identity development. This
difference is a potential source of misunderstanding and conflict. However, when
students (and faculty) understand the process of racial identity development they have a
framework for understanding each other’s processes as well as their own. This cognitive
framework does not necessarily prevent conflict, but it does allow students to feel less
frightened and resentful when it occurs.

Recommendations for Future Research and Conclusion

The paucity of research highlighting the relationship between racial identity and
college student development underscores the need to continue this line of research.
Given the differential impact of college environment on the racial identity development
of diverse student groups, future research should seek to identify specific diversity-
related co-curricular and curricular activities and programs that positively influence the
racial/ethnic identity development of White, Asian American, Latino, and African
American students. Future research should also examine the varied characteristics of
higher education institutions, such as racial composition and climate, that serve to
promote (or attenuate) identity development.

Beyond the stages of racial/ethnic identity development, dimensions of
racial/ethnic identity provide a useful framework for practitioners and researchers to
better understand the college experiences of diverse student groups. As previously noted,

the outcome measures used in this study were limited to three dimensions of racial/ethnic
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identity development. Future research should continue to consider dimensions of
racial/ethnic identity individually as they appear to differentially relate to diversity-
related co-curricular and curricular experiences. In light of the significance of
discrimination to the identity development of White students, researchers should also
give further consideration to ethnic subgroups and intragroup differences in ethnic/racial
identity development. These differences may become obscured when ethnic and racial
groups are combined indiscriminately in studies. Similar racial/ethnic identity
development research should also be conducted with a focus on the experiences of Native
American students, as well as multi-racial/multi-ethnic students, since these group were
not included in this study.

This study adds to existing research on racial/ethnic identity development and
furthers research on the value of diversity. As student populations increase in diversity,
colleges and universities must solidify their commitment to understanding the nuances of
each population. Through a better understanding, faculty, staff, and administrators can
better facilitate and support the academic and identity development of students.
Institutions must be prepared to offer all students the opportunity to explore their
racial/ethnic identities while engaging in diverse experiences. Classes that emphasize the
contributions of all populations and that encourage students’ self-exploration give
students an opportunity to reflect on their ideals on race. Likewise, college programs and
activities that consider students’ race and ethnicity and support intra- and interracial
interactions provide students with the opportunity to appreciate likeness and experience

difference.
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Students enter college with a unique history and perspective on race. At the time
of entry, each student will be at a different place developmentally and will identify
differently. In addition, they will often present themselves physically in one way, but
connect psychologically in another. It is important that these students have a safe space
where they are able to fully appreciate and value their racial/ethnic identity. It is equally
important that they encounter faculty, staff, and administrators who are diverse, open-

minded, and supportive of students’ racial/ethnic identity development.
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PREPARING COLLEGE STUDENTS FOR A DIVERSE DEMOCRACY
FIRST YEAR STUDENT VIEWS AND EXPERIENCES
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Preparing College Students for a R .

Diverse Democracy: First Year
Student Views and Experiences

- .-I,t i il_'-i I |-=l..-.i-i ‘l

OADKAOAGAOXOADHOXOKOXOXOAOADAOHOHAQACHOXG AT A OX G KO CHOHD

Dear Student: This survey la pan of a national, collabomative projact sponcored by the U.S. Department of Education. This
campus has agread to involve you In order to learn about students' college experiances and find ways universitiss might
improve studant preparation for living In a diverse demociacy. Your participation is mportant to us; but itis voluntary and
you do not have 10 answer questions that make you feel uncomfortable. Responses are sirictly confidential. Identifying
Irdormation will be usad only for purposas of following up to find out about the quality of your experfances at this university.
Thank you in advance for your assistance in this national efiort.

OAOADKOXDAVAQAOACHOXOAOCAORkOAOXOAQAOXOKOXOAOAOKTAOAOXO

Statement of Consent
I undarstand that this survey is administersd by my institution in collaboration with researchers to understand students'
expenances within a divarss democracy.

1 hereby voluntarily give permission for my responses 1o ba used as data in this study. | undenstand that all responses are

confidential and that my name will not be assoclated with my responses. | understand that my name and other
Identiying factors wilf nat be associated with any document produced from this research. | understand that | can express
my ldeas and cpinions without consaguanca.

1 may contact campus administrators or the national Projact Director, Syivia Hurtado, 2117 SEB, Ann Arbor MI 481091258
any ime with questions or concems about this study.

Print your narne Signature Date

OO AT RO AOXROATHOAONOA DA OAC A O U DA OAO K OHOXCAOAOH DA KOO

Piloase indicate yaur answer 1o aach quastion by filling in the oval
representing the categary which best describes your views on the Issue.

Marking instructions:

RNCORRECT MARKS CORRECT MARK
mmmmww
M (221t LI—1 ) -

Continue on
the next page l@:
ﬁocl.olcc:.goué‘ﬂwgﬁgacocoooo 46192 .
=n =
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Ploase the following information so that locats you and
uﬁl%mﬂmmﬁmr&‘l’m

Plaasa print your name cloarly and fifl in ths appropriate ovais.

(IO B TV VAL LT f L] ]

DID [

[slelalslelanlolelelaslclslalslslnnlasslalsInlaalelalelsleelelelelsle
oxlordestolosdralrdesloleiosleslesfeafestoviosfealevlesiesleiesdade oo ferfoerlefevlofestor Lrvloafealen]
POPEEPOOOODEOOEEOEROOEOOEOODEEOEIEEORO®O®
QOOOEOROOODODNODEEORODOOODOODOOODOOOHOODD
@@@@@D@@@g@g@@@@@@@@@@@@@@@0@@@@@@@@@@
PODRPOEOTEDOOEDEEREXOEEEEOIEOCOEEOOROODEEOE
gelialoalealo bl lialialotolialoliaTiafo ol ool lolol s bl Tolololoadoto T T Tt o)
sofeododerluorfiodoife bl deslis Bedo fedo ol el el el el efeo T fodo T DO
uluileifedefnloinleifudefeilo oo ife ool el edesfinanlode e e Tl il foe T e fe s
oluololololulalojololoatalolelololololololololoalolololalolo o Tolo Tl TaTaolo ool
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University Code: (Mark pne according to instructions)
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ILW&MW

1. What of high school did from?
g you graduate

C Public
© Reiiglous
O Privats, nonretighous

O GED
O Home school o other

2. How would mwm“'ﬂwﬂ'm?
(Mark o1 for 9agh flem)

4. ARty to aolve compleX problaims
h. Opsnnesa to having my views challenged

I abilli
0 s {rom someons else’s

k. Knowledpe about the cultural backgrounds of
othars
1. Abfitty to discuzs and negotiate controversial

m.
n. Tolerance of others with diffecant befefe
0. Social seff-confidence

3. How many colisges did to for Fall 2000
mmnnmmmr;a (Mark one)
1 college © 4 coleges
) 2 colle O 5 collages
OSoubg:: O Bormome

4, How many accepiances did you receive? (Mark ppe)

o1 o4
o2 os
(@] O 6 ormore

E. s this college your: (Mark pne)

O 1stcholce O 3rd choloa
O 2nd choice O lass than 3rd cholos
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8. Which best dascribes where you lived most of your
IHe before college? (Mark ona)

O Urban area © Smal town
O Suburban area O Aural area
Continue on
the next page ngi
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15. How likely are you to do the following during your
L Precollegiate Experiences/Background (con't) coflege career {Msﬂmforemn?fn-)
@

10. lnmmﬂng P deolmimmﬁmn on
(mAﬂan Amaricans and American
Indians) mmmmmm

L i :

¥

k Whmaﬂdammw

I mummwwmmmr

m&mb«sSﬁmww{mMeh
elactions.

n. Challenge others on racialiy/sexually derogatory
commants.

o. Join an organlzstion that promotes cultural

" Fiaks an SHor o edeais wihers abod 853
issues,

q. Make efforts to get to know individuals from
diversa backgrounds,

16. What is the highest acedemic degree that Intend
to obtain? (Mark cne) yod
12. Mark all the statsments that apply 1o you: &3 Bachelor's Dagrse
m«wdwmmuwﬂmm OMDBST”(O-B-MS.MMWI
Ob. |received 8 stholarship to attend here. O Doctorate (g EdD)
O c. | went1o a two-year college before entaring hers, ) C)thwmalgme(e.g JD,MD)
Qd Imhuﬂmwmwwwhm O0Other
O e. Hreteivad naed-based financial ald
Ot lhammndndadmdummm
8& :szwwmmmmwum I HL Preferences for Thinking and Interacting
and,
OL | recaived merii-pased financial aid.
SL | ook a class on multicultlural/diverelty lssues.

}applad foraloan to pay for colage. 17, Indioate the exton to which you agree or isagreo with
the following statements: (Mark gne for gach item)

13. How difficuit do you think each of the following will
be during rour myﬂrl‘lml}nw
(Mark pne for _—

a Students who talk a iot about socetal problems
tum ma off, with current

b. liry to keep up

e mmmnrmmmmmmmm

e, lmmmmﬂmm“mh
L lwwldpmwmmlemhnsmwmmny
Tward o gain a broad, &

education. ) .
1 enjoy getting Into discussions abowut pofitical
Issues.

' Shuation during '!mvmmoum? (Mark ane)

ﬂ“’“ﬂ L iuhﬂmm:mtmdpmrpeuplam
C)Gﬁ-mpm{nmwmm) dﬁarmt secrments of s have.
O Residence hall i
O Other campus hausing BoN
k. 1kam the most about socialal issues in 4
| B H =
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HNOT MARK N

. PLEASE DO
401062 - oocooooololoooﬂ%‘g‘iollooi

I 1L Preferences for Thinking and Interacting (con't)

18. \'Iovmuldllhnh ina of
situations. Fi aﬁehmmﬂcmmmhwwawv
mmmnuruluumuubuwmhwm

Ib fmportant 5
mﬂatdsndwmmhmm
I1end to take pecple’s behavior al face valus
and not worry about the inner causes for
thelr bahavior.
1. 1think a ot about the ifiuence that sociaty has
on my behavior,

18. m;gﬁwmyuummwm
;Iaga? {Ma.rkn“g: "

. Confiict is & normal part of ife. 3
e. | somatimes find i dificult 1o see the “other x T

person’s” poim of view, @%@g
1 am afraid of conflicts when discussing soclal % E

a. Mmi'rn upsetalmlu;:aﬂywww ” Eu!.

myself in their ehoes® for

h uhbeammoummoum

I y thrives on

k. Bulding coaktians from varled inlerests iskaytna  thy; 4
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?1. Indicate how often you foit Ina
{Mark onea for each item

I TV. Attitudes and Beliefs

ﬂhﬂﬂunwlﬂupusm;oum people who are:

22, Ploase rate your lavel of agreemant or disagreement
statements:

with the tollowd

RN L e —

good.
. Some dagree of inequality is necessary ina
socisty that wants to be the best In the world.
Mﬂlhmmimhmm,imﬂ‘l

teadarmhip o policies tor this country.
. 1 s not really that big a problem if some people
hava meda of a chanes in Be than others,
i. Sodalp shauid be d by how far
ﬂ:nhnstmwmauobm

X lﬁmmnmmmmmm
than having to abide by ruies o be civil to

k. | have an ohligation to "give back™ to the
L. Therais  can do to make the world a better

—place io live,

m, ! often think about how my parsonal GeCiSions
affect tha wetare of othars.

n. Becled officials are unable to resolve thelr
differences for the good of the paopie.
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environment.

k. Workdng to minimize govemement Invelvemant in
Inthvidun) sffairs.

L. Making consumer decisians basad on &

m o =

sl jUIHoe.
n. Wuﬂngwhoonmﬂwmmww,

24. Meﬂlﬂmhmmmfnrmm
education. oppose
sach of following: (Mark mm‘)’

mmwmmmm
8. Oﬁaﬁngupponu far intensive

batwean students with different batkgrounds
and bellels.
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25, hmmmmm or disagree
with sach statement. (Mmkgmhrnaﬁ;i&em}

_ Strongly agree
6. Racialethnic discrimination is no longs! a major
probiem in the 1.8,
b ll‘shhhglwprufmmmﬂegeadmmmslu
children of alumni,
-3 mw&mukmmwndhgarma
that pecple from different

%ﬁﬂdmmmaﬁmn

much as they support men's athletics,
e wmmmsmmmm
GroUps.

welfare of diffanent racialethnic
{. Ahigh prioty should be gven 1o ste that sludents
oimlorraaa[vemmmm_
g. Hi mum of color showdd ba a top p

ot this University.

h memmvmmwhmmmm
thelr falr share of good jobe and behter pay.

i. State hate cnmes laws are needed to protect
mmmmmammm

|- Aperson’s racis! *""'-.. 5 S0CIB1Y 0008
mmﬁmmmmhemm
wants to achiove.

i EmndngaWsablﬂtymkvahm
multicutiural socisty Is part of & university’s
. 0“!\0! ave @ responalblity 1o corec]

raciatiethnie injustice.
n Emphasizing diversity contributes to disunity on
campus.




IV. Attitodes and Beliefs (con't)

27. indicate the extent to which you agres or disagree
with each ststement. (Markmhrmm}

a usmwmwMMmmm
social idantity groupe to which | belong.
b. 1often think about what | have in common with
othara in my racialethnic group,
¢. | ke to lsam about social identity groups different

e [TOMT: MY OWAL
4. Twould prodabiy ot Ds able to continue my
friendship with & frlend who | discovared was

hotnosexual.
a. | think that what generaly happens o people in
wwmmwmmmm

in my lite.
i Iw:ttobriﬂoaﬂsmmmuw

]
g. | am phy tracted t wamen.
f. |feel proud a mamber of my radial/ethnic

acoompl something outstending.
L mmumamnmh

|- 1 found out sormaone | knaw was gay, leshian, or
bisexusl, I'd be and supportive.

k. Students with disabililies should not ba given extra
time Lo take tests, ¢

L Wmmmmm&

g,
Q. | am not bkely to date or mamy someana from a
race/ethmicity difterant than my own.

28. Mmmﬂmmmhkmhdm

raclalfethnic groups have simllar or different
and belisfe from your own. (Mark ons for gach item)
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V. Demographic Information

29. What is your gender? (Mark one)
O Malo O Femals

30. What is your cument maritl status? (Mark one)
O Single, never mamied © Separated
Ollﬂ;.& O Divorced
O Living with someonse ina O Widowed

mamiage-ike relationship

$1. Do you have a disability? {Mark all thet apply)

O a. African Amernican/Black
Ob. Asian American/Pacific islander (includes the Indlan

subcontinent)
8: Native Americar/Amesican IndlanvAlaskan Native
. Higpani/Latina/Chicano
O 6. White/G lan {not of Hispanic origh; having
otigins in Europe, North Africa, or the Middle East)

33. What is the highest leval of aducation complsted by
each of your parentefguardians? {Markm!ngm
column)
_ﬁmmmugﬂ_ﬁ?r_

Know
Some high school o o]
High school graduate (=] o
Some collage (w] (@]
Bachelor's degree Q Q
Masters Q o
Doctorate or professional degree o o
(e.g- JD, MD, PhD)

34, What is your best estimate of your total intome
mmmmmmm%n

taxes: (Mark qia)
O Less than $10,000 ) $40,000-59,890
O $10,000-19,699 O $50,000-99,009
O $20,000-29,999 O $100,000-149,895
$30,000-29,959 O $150,000 or more
35. Which of the unhly deacribes
your ganeration and Ip Mark ope)

C?Mmonedmgran@armwmamlmus bom,

O At imast one of my parents and | ane
O lam U.S. bom, my parents are not .
OForuunhnm - naturalired citizen.

O Forelgn bom — residant allen or permanent resident.
O Student visa.

Continue on
the next page
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Thank you for participating! i you have any questions about the study, you may contact Sylvia
Hurtado, Project Director, Center for the Study of Higher and Postsecondary Education, 2117 SEB,
Ann Arbor M, 48109-1259. © 2000

AOHOAOAOAO KA OAOKOHOACHOAOAOAOKOAQOXOXOHOAOAOKXOXOAOXOAD
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o ™ by NCS USA. Mark Rellox® NMZI2071 65430 EDOS P
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APPENDIX B

PREPARING COLLEGE STUDENTS FOR A DIVERSE DEMOCRACY
SECOND-YEAR STUDENT VIEWS AND EXPERIENCES
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Preparing College Students for a R B R .
Diverse Democracy: Second-Year

Survey of Student Views and
Experiences

Pverse

DAUHINCTOL

OXOAOXOAOROAODHOXOXOXONCAOAOHOX DX O XD ADXOAOROAOAOAO*OQ

Dear Student: MmmbmdamwmmmmwnUS.WdM This

campus has agread to invoive you in order to leam about students’ coliega axperiences and find ways univarsities might

improve student preparation for living in a diverse demoaracy. Your participation is important to us; but & ls voluntary and

you do not hava to anawer guestions that make you feel uncomfortable, and you can withdraw at anytime. Rasponses are

strictly confidential. ldentitying information will be used only for purposss of following up to find out about the guality of
your expariances at this university. Thank you In advance for your assistancs in thia national effort.

O OADAOAOAOAOHONOAOAOROKOACACGHOXOADAO KT ATAOXOKOXOXD

Statement of

Consent
| am over 17 years of age, in good physical health, and understand that this survey is administared by my institution in
coldaboretion with researchers to understand students' experiences within a diverse democracy.

1 heratry voluntarily give panmigsion for my responses fo be used as data in this study. | undarstand that alf responses are
compietsly confidential

1D number will be used to merge nesponsas from this survay and the first-year survay and that after all data have been
merged, my name and ID number wi ba removed from the data set. | understand that | can express my ideas and
opinions without consaquence and that there are no known risks to participating in this project.

| may contact campus administrators or the national Project Director, Syivia Hustado, 2117 SEB, Ann Arbor M1-48109-1259
any time with questions or concems about this study. Additionaity, | may contact the Chalrperson of my campus IR8 Office
with any questions regarding my participation in this study.

Print your name Signature Dats
DX OKXO KO HO KO KO XSO OD A DA OHOAO RO KO HOXOKOROHO O RO KO AOXD

Pileasa Indicate your answer to each quastion by filling in the oval
represanting the category which bast dascribes your views on the issue.

Marking instructiona:

Blacken in each oval completely ysing a number 2 pandi
I you ' Jatel PSS ®

Continue on —
the next page @ :

T T —— = -
Esocococomlo n.“-“l““moooooooooo 2T 628 povs
]

1} |
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®
Please the foliowing Information so that we locals you and
m:mmmmmmﬂ:’

Piease print your name clearty and fill in the appropriste ovals.

First Name

Last Name

HERNENRRERERR

0880e8088E80600880868E0808E
086068668066808800006866668
09808B80860600880088868088
08800860688060088000868086686
0988886086680886086660568
0880806680980880800685086
08866868626000888608808088
0886868666080886008666608
028068006C080868000806088
0880686686080880088866088
0£8068£080080880086268008
028068800000880886098868088
0880586990580880880869088
mm@@W €880060886 8
8680608860680880666068688

HIREEREERERNREERNEREREEN

09808eE8800808s
008668L88068068
088868869BE680C8H8
DEBEEA08B0LACE0E0E8060088
0E86800800080886086800608E
08866808£88£080806088808988
0890806080060868080806988
088086L886080000LHREE008
08666080000008800866808008
08806808600808686088680868
08B80E0L8006R088608680608
D8BEE8LEBEEECEH0EN0EB0E88
09868680£866680880088L0888
0880680886660060888680688
028e8668088£600886088806888
o@@@mwmmmmmmmm@@®QQMMmm

OO
OP®
DO
OE®
®OE®
QPO
@D ap @,
DO
®®®

leelealesles

6
8
8
8
8
8
8
8
6
8
8
8
8
8
8

[=]
D@®
D®
D&
D®
B ®
alt)
D@
D@
@D
DD
RE®
D00

® mmmommmmmmmmmm

soluadustualualaaloloadusToTolvaTvaloaloloalualvs Tualea TuslvalusTeales

Please print clearty and fill in the appropriats ovals.

Student ID

88868808
8880608068
088060886
800606806E
286660886
wmmmm@@mm
8
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e

1. Which Univeraity did you enter In FaR 20007
(Mark ona onty)

o
O Univ. of Maryland
© Unv. of Massachusetis < Univ. of Washington

2. Which of the deacribes
mt-ﬁ;%mm

O Envolied at the same university | entanad In Fall 2000
d¥ferent collspeiuniversity

3. Wil you enroll at this university in Fall 20027
ONo
OYes
OxOKOKOHOD KO K OH DK SO K OXS
Please complete the survey even i are
:lo ionger nl:mllul atthe mmﬁm
n
O*XO*DACADHOXDAOAOXOAOXD

mwmm“mm

Sunma-y

Somewhat difficult

Vory difficult
& Keaping up with school work DHOD
b. Making new friends [+ 1er100)
G,

5. How would currently rate yoursslf in the
mhgmm? {Mark one for gach item)
Amajor strength
Sompwhel wenk
A major woalmass

& Communication sidie DRDODE®
u. mwmmwmmﬂe G}G)(D@ﬂ)

fealeaferlesfes)
k Mwmmmmd

DORD®
) mmmmmm

lssues @

T BRBBB
n. Tolerance of others with differant beliets OODDE®
0. Social sst-confidence ooOO®

144

I
!

6. Mark gii of the activitiss that to you since
apply to you you

O a. Paicipated in ntafcolegiste athiatics
Ob. Wmhhmwbwmwm
cultumily-themed residence halfioonhouse

(] Wﬂlﬂmw
O Livad wih paople from cutiral backgrounds difsrent than

Ty OWn
Oo. Voisd in studant govermnment eloctions

7. Since have you

often
pruagisapins: oo Pngoh
Veryolten

orientation | OPOa®
h. Made offotts 1o g6t 0 know Individuals from

OHDD®
Falt all | had 0 do
'I-' on :
derogatory comment oOOTDO
ke Talked io high school siudents aboutcoliege DD PDD
i, Engagad In discussions about meia¥athnic
issues in clasa OPRDDD
m. pressure My OWn ; ;
raciaVethnic group not to sociaitze with other .
racialiethnic groups DDOOD

Continue on
the next page =y
-
| L =

L AR R R R AR R TN R R R RN R RN RN LR RN LRI



27628 000000366060 HRECRECOCCNE

e
i__ 12. Which of the following describe your response to the
L Experiences/Background (con't) WIToris? attacks on the Worid Trade Center and

O a. Atterwded a class, seminar, cempus panel, workshop, or
8. Approximately how many hours per week do Iﬂnnmbn-uhlnhhdbsm 1
Ob. Felt mom aware of my own athnic minority status or Middle

Oc. Attended a campus vigil
O d. Bacame mona aware of being an American

. Denated
Qf. Feitwary of peopie who appaar 1o be of Middie Eastem
O p. Parlicipated in activities to help others
Oh. Displayed an American

Uag
OL Feit more aware of my status as an intemational studant
©]. Did not participata in any acthvites related to September 11

IL Classroom Experiences

13. Which best describes the fleld of your intonded major?
{Mark only ona answer)

O Agricultural Sclences O© Education
O Arta (incitiding

1. Folt insuited o threatenad based on my race iy 51 L.
w#

[ of propared for ¢lags m

h. Sociakzad or partied D E

L wmma 5

1. m bh
m’lﬂaﬂcmmmma‘

o . L
. | sse myseif a8 a part of the unkvemlly community (DEH
1. There ks & 161 of racial tension on the Universiy o
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‘27628 COD00O0O0O0ORE

FLEASE UL MUT MAME

T { l=letele) |

I IL Classroom Experiences (con't}

15. How courses have enrolled in that
included the following?: one for gach item)

mbmé

oPOD
ulelolo)

16. indicate the extent to which
MMWMMMM;

Stongly
2. Students who tak a lot about societal problems
tam me oft
b. | try to keep up with curment avents
c. Tm?uhqummwmmﬂn
d oy taking -."..-.... the reasons.
and possidbie solutions 1o
e lmﬂmma‘iﬁ%mh
f lwﬁwububhmuammﬂnpww

education
-
L 1mmmnmmmmm
difforent 8

146

17. We wouid fike to know your thoughts in a varisty of
mmmmmm.ﬁnu
describes you. (Mark ona for gach itam)

a. | &minterested in undarstanding how my own
thinking works when | maike judgments about

lmmmmumw
I%mummm

-4

(-3

Varmﬁ\hm
i
Somewhat fke mo
' Not g .
Not at an Eke me

DEDO®
CBOD®

ERRERERRRRNINNLS

5 closest friends st this how
nd university;

Continue on
the next page



I—_- 23, dicate sach of the
I Thinking and Interacting (con't) mmwmmhmm .

20. Peopis often hava differences in Vewymidoles - (. .
mmmmwumm } , oot smlar
statement. (Mark one for each item) ! i . .

w E d WhteaTaucass 3
& There are two sides o every issue and | ry o . 8. American indians/Alasican Nativas DD
b W‘”ﬁmhmm 3333
[
c ity ’ at everybody's side of a 24, %ﬁm“dmﬁnﬂwdw
before | make a decision with b;:g statsments:
8 (Mmi« m} ;'fm' .. A
€. 1.acmetimes Knd it dificult to see the “ofer X AQTo8 somawhat
person's® polnt of view OOOD . i
{. | am afraid of conflicts when discussing social . disagea -
ssuss a. My individual rights ara more important than
mysadl in thelr shogs" for a whit DDDD | b Some of inbquallty |5 NeCcessary ina
h. Itis best to avold confict with others DOOD soclety that wants to be the best in the world DO

L mmmgﬁm DOHDD . Even K | da the best | can to help others, it won't
Proups can chang fy societ ...-.--.:I

CONBOqUNces OPDD oop) g
k. Bullding coalitions from varled interests la key o s ] welt in OPOD
working democracy DEDD | e Hpoople wens treated more equally we wouki
. |~murwﬂdt:huuh'l:smwy v aleTerlc)
balieve | can do things that can make a
21. indicate how often you feit terence in the ives of others

ina
situation with a or a group of psople who ara:
)
(Markunform ‘Nover lsadership or policies for this country RD®
have more of a chance in e than others CROD

L Soclal progress should be measured by how lar
the laast among us are able to move

DOEOHD

HOUD Do abio 10 say whils At Tathe i
than having 1o abide by rules 1o be chilio othes D RO @
k. 1have an cbiigation to "give back" to the b

community POD
1. There is it | can do 1o make the workl & better :
to ive ( ¢
afloct the wottaro of cther ol Talo!
n. Ekcted officials are ynable to resoive their 1
differences for the good of tha people cODD
L ]
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I . 27. indicate the extent to which agree of disagree

Gender DPOD
flace DDDD : 39, What is your current marhtal status? (Mark o)

! Single, naver mamed © Sepamted
DDOB S Maves © Divorced
*)ummmha O Widowed
marriage-ike ralationship

.EF’F

i
§s

if

i

}
E
8

d,
12 0. Whita/Caucasian of Hispanic origin; persons having
! oﬂruh&um%mm«mmm

Continue on
the next page

-
-
" -—
Sirongly agree . :

25. Indicate the extent to which you agree or disagree sadhet .
with each statement. (Mark ong for each hem) .. -
Strongly sgres - & ltisimportant for me 1 educate others about the p -
g.mm ' social idendity groups 1o which | balong DZOD ww
somewinat :  b. |often think about what | have in common with -
Strongly disagree : othesa in my raclalsthnic group DODPDD wm
& Raclallsthnic discrimination la no longet a major e |mummmmmm . . ==
b. s far hwmhwm ODO® & Twould probably not be abie & cantnoa 222D =
. bm o pod not [ mry -
children of CODOD . friendship with & friend who | discovered wes . -
e mmwmﬂsMu . homosesqual DD wm
nud 9y support men's athlal DO@DD . e fthink that what generaily happens to people in -
d wmmmmbmm my raciaiethnic group will alact what happens . =
I'Itfng faculty of color should be priority PEOD - f lhwhmmmw oeeE =
8. mrn atop want to " -
of this university R <rlealesle ] m& -
£ Coll da not have a reeponsibifity to comect Rlnm attractad to women -
_%m ___ocooo’ I foed proud when & member of my recial/ethnic T -
[} sysien pravents people of color from getiing . group accomplishes something OCPOD ==
their fair shane of good jobs and better pay DDO® | L HIMumlm“mmm -
h. Emphasizing diversity contributes to digunity on T coaptin g a —
campus OOP® ; | Swdenis mmmu -
i, State hate crims lows are needed to protect : time to take tosts OPRPD wm
people from hamasament based on race, gender ' -
ORDDD -
MMWMM ] B Divysically attractsd 3 me -_—
students of color O@DO®®D © 'm. Romantic relaticnahips betwean peopie of the ] , -
k. Aporson's racial In thia sociaty does ' aame gander are as acceptable as they are for . -
mtlm-bmm ng everything he ar she H heterosexuial couples DOOD =
L Enmdng studont'c abiity PRO®D | =
a twoiveine ! -
ruliculturel society is part of a university's i —-—
___misgion DDDD | V. Demographic Information —-—
mmmwmmmwm : -
Amyll'.dy - et DDOD -
n priority should be given o 3ee that students : -
ﬂmmm o for ootege ©®@m@ 28 Whatis your gender? (Mark one) -
+ C2Male O Female -
26. Wae are all members of different social identity - - -
e.g., gendsr, race, ethnicity, ssxual . Which best describes your curment Rving situation -
wm ).Hwonln . academic year? (Mark ona) -~
0-1 ' 5 Offcampus (not with famity) —
Sometimes { %mm -
Rarely 2 Fratemity or soronty —
Never {2 Dther campus housing —
-—
-
-
-
]
-
-—
-—
[
]
-_—
—
-
-
—
-
L}
-—
-_—
-_—
-
]
-
-
-
—-—
-
-
-—
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Your campus may have a of adkiitional
questions. Follow lﬂﬁﬂMnEg
and mark your antwers here for each of the
st of quastions provided by your campus.

28 8 8|3 B B8 BB
0l6e 6 8|8 BB B|B B G
0|6 088 ®BO|OGB B
e|le e oleveleB B
eloe P BB OGO SO
8|6 8B 80 BBIG BB

OAOKXTHOAOATCAODAOAO IO O HOAOAkOAOXDAOAOKOXOAOADAOAOXOXO

Thank you for participating! if you have any questions about the study, you may contact Sylvia
Hurtado, Projact Director, Center for the Study of Higher and Postsecondary Education, 2117 SEB,
Ann Arbor M1, 481091259, © 2002

ORI X OHOXOKOAOXOXONOKXOK O K OXOKOHOXO XD HOHONOXOKONOXOROD

DA CAONOATAO KOO A OAOAOAO KO ROHOHO XTI Ck Ok Ok Ok Qe OXCkGhO

DeslgnExport™ forms by NCS Paarson Printad in U.3.A. Mk Reflex® NMI240798-1 654321 EDOS
LEASE DO NOT MARK BN THIG AREA .
E'ooooilo.ﬁoc‘:‘c%oooooocc 27628
[ W] [ ]

o
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APPENDIX C

Table C.1 2000 SAT I to ACT

Rece\r}teerrtfgl iAJaltr?mre ACT Composite Score

1600 36
1560-1590 35
1510-1550 34
1460-1500 33
1410-1450 32
1360-1400 31
1320-1350 30
1280-1310 29
1240-1270 28
1210-1230 27
1170-1200 26
1130-1160 25
1090-1120 24
1060-1080 23
1020-1050 22
980-1010 21
940-970 20
900-930 19
860-890 18
810-850 17
760-800 16
710-750 15
660-700 14
590-650 13
520-580 12
500-510 11

http://internationalcounselor.org/College%20program/concordance between_act composit.htm
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Table C.2 2000 ACT to SAT I

. Recentered SAT | Score
ACT Composite Score Verbal + Math
36 1600
35 1580
34 1520
33 1470
32 1420
31 1380
30 1340
29 1300
28 1260
27 1220
26 1180
25 1140
24 1110
23 1070
22 1030
21 990
20 950
19 910
18 870
17 830
16 780
15 740
14 680
13 620
12 560
11 500

http://internationalcounselor.org/College%20program/concordance between_act composit.htm
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2000 SAT | - ACT SCORE COMPARISONS

Points to Note:

Equivalent scores are those with the same percentile ranks for a common group of
test takers.

e A concordance table is dependent upon the sample used to establish the
relationship between two sets of scores. Other available SAT I - ACT tables use
different samples of colleges and students than this table, resulting in slightly
different equivalent scores. For this reason, the best concordance table is one that
is established for and used by a specific institution.

e SAT I scores do not cover the full range of the ACT scale due to differences in
how percentiles are distributed at the top and bottom of the two scales.

e Data are based on 103,525 test takers who took the both the SAT I and the ACT
Assessment between October 1994 and December 1996.

Source reference, "Concordance Between ACT Assessment and Recentered SAT 1
Sum Scores" by N.J. Dorans, C.F. Lyu, M. Pommerich, and W.M. Houston (1997),
College and University, 73, 24-31; "Concordance between SAT I and ACT Scores for
Individual Students" by D. Schneider and N.J. Dorans, Research Notes (RN-07),
College Entrance Examination Board, New York: 1999; "Correspondences between
ACT and SAT I Scores" by N.J. Dorans, College Board Research Report 99-1,
College Entrance Examination Board, New York: 1999; ETS Research Report 99-2,
Educational Testing Service, Princeton: 1999. If you would like to order copies,
please send us an email.

http://internationalcounselor.org/College%20program/concordance_between_act composit.htm
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APPENDIX D

DESCRIPTIVE STATISTICS FOR VARIABLES IN THE MODEL
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Table D.1 Descriptive Statistics for Variables in the Model for All Race Group (n=4403)

Variable Name Mean Star_lda}rd
Deviation
Dependent Variables
Sense of common fate—Time 1 2.75 .70
Sense of common fate—Time 2 2.53 .65
Race centrality—Time 1 2.49 .90
Race centrality—Time 2 2.60 .89
Shared racial/ethnic values—Time 1 3.42 15
Shared racial/ethnic values—Time 2 3.40 .70
Independent Variables
Student Background Characteristics
Composite SAT or converted ACT score 1170.46 165.74
Generation status in the U.S. 2.25 151
Pre-College Socialization
Parental influence 2.47 97
White pre-college environment 3.75 .95
Pre-college frequency of interactions 2.53 .59
Pre-college experience of discrimination .169 37
Predisposition to participate in diversity related experiences 2.30 73
Institutional Characteristics and Climate
Perception of negative climate for diversity 151 .53
Sense of belonging 2.97 T7
College Interactions with Diverse and Same Race Peers
Positive quality of interactions 3.10 1.05
Negative quality of interactions 1.68 .69
Frequency of interactions 2.60 51
Same race interactions 3.78 54
Co-curricular Experience
Participation in diversity co-curricular activities 1.65 73
Participation in cultural organizations 155 .36
Lived on-campus .661 37
Curricular Experiences
Courses with diversity readings and materials 2.49 .92
Intensive dialogue 231 1.09
Service-learning 1.47 74
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Table D.2 Descriptive Statistics for Variables in the Model for White Group (n=3051)

Variable Name Mean Star_lda}rd
Deviation
Dependent Variables
Sense of common fate—Time 1 2.60 .68
Sense of common fate—Time 2 2.39 .62
Race centrality—Time 1 2.26 .83
Race centrality—Time 2 2.40 .84
Shared racial/ethnic values—Time 1 3.44 74
Shared racial/ethnic values—Time 2 3.43 .68
Independent Variables
Student Background Characteristics
Composite SAT or converted ACT score 1190.47 153.14
Generation status in the U.S. 2.59 .93
Pre-College Socialization
Parental influence 2.44 .96
White pre-college environment 4.05 7
Pre-college frequency of interactions 2.44 .59
Pre-college experience of discrimination 147 .35
Predisposition to participate in diversity related experiences 2.15 .68
Institutional Characteristics and Climate
Perception of negative climate for diversity 1.45 .46
Sense of belonging 2.99 g7
College Interactions with Diverse and Same Race Peers
Positive quality of interactions 3.01 1.04
Negative quality of interactions 1.60 .64
Frequency of interactions 257 51
Same race interactions 3.93 31
Co-curricular Experience
Participation in diversity co-curricular activities 1.55 .63
Participation in cultural organizations .078 27
Lived on-campus .684 .35
Curricular Experiences
Courses with diversity readings and materials 251 91
Intensive dialogue 2.32 1.08
Service-learning 1.46 .73
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Table D.3 Descriptive Statistics for Variables in the Model for Asian Pacific American Group (n=701)

Variable Name Mean Starjda_\rd
Deviation
Dependent Variables
Sense of common fate—Time 1 3.06 .62
Sense of common fate—Time 2 2.81 .61
Race centrality—Time 1 3.06 .82
Race centrality—Time 2 3.11 .78
Shared racial/ethnic values—Time 1 3.39 75
Shared racial/ethnic values—Time 2 3.36 .70
Independent Variables
Student Background Characteristics
Composite SAT or converted ACT score 1193.58 179.88
Generation status in the U.S. 1.04 1.06
Pre-College Socialization
Parental influence 2.56 .95
White pre-college environment 3.20 .95
Pre-college frequency of interactions 2.62 54
Pre-college experience of discrimination .205 40
Predispaosition to participate in diversity related experiences 2.61 73
Institutional Characteristics and Climate
Perception of negative climate for diversity 1.66 .60
Sense of belonging 2.96 .69
College Interactions with Diverse and Same Race Peers
Positive quality of interactions 3.32 1.03
Negative quality of interactions 1.86 75
Frequency of interactions 2.55 48
Same race interactions 3.53 .69
Co-curricular Experience
Participation in diversity co-curricular activities 1.83 .84
Participation in cultural organizations .340 47
Lived on-campus .645 40
Curricular Experiences
Courses with diversity readings and materials 2.33 .92
Intensive dialogue 2.16 1.10
Service-learning 1.47 75
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Table D.4 Descriptive Statistics for Variables in the Model for Latino Group (n=378)

Variable Name Mean Star)da}rd
Deviation
Dependent Variables
Sense of common fate—Time 1 3.06 .60
Sense of common fate—Time 2 2.79 .60
Race centrality—Time 1 2.81 .90
Race centrality—Time 2 2.89 .88
Shared racial/ethnic values—Time 1 3.34 .82
Shared racial/ethnic values—Time 2 3.37 .76
Independent Variables
Student Background Characteristics
Composite SAT or converted ACT score 1048.19 161.57
Generation status in the U.S. 1.89 1.26
Pre-College Socialization
Parental influence 2.61 1.02
White pre-college environment 3.02 1.01
Pre-college frequency of interactions 2.86 .52
Pre-college experience of discrimination .209 41
Predisposition to participate in diversity related experiences 2.55 75
Institutional Characteristics and Climate
Perception of negative climate for diversity 1.54 .58
Sense of belonging 2.95 .83
College Interactions with Diverse and Same Race Peers
Positive quality of interactions 3.26 1.08
Negative quality of interactions 1.73 .76
Frequency of interactions 2.80 A7
Same race interactions 3.38 .79
Co-curricular Experience
Participation in diversity co-curricular activities 1.76 .83
Participation in cultural organizations 242 43
Lived on-campus 483 42
Curricular Experiences
Courses with diversity readings and materials 2.50 .93
Intensive dialogue 2.40 1.10
Service-learning 1.50 .83
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Table D.5 Descriptive Statistics for Variables in the Model for African American Group (n=223)

Variable Name Mean Star)da}rd
Deviation
Dependent Variables
Sense of common fate—Time 1 3.30 .50
Sense of common fate—Time 2 3.07 .50
Race centrality—Time 1 3.20 a7
Race centrality—Time 2 3.36 .69
Shared racial/ethnic values—Time 1 3.28 .85
Shared racial/ethnic values—Time 2 3.34 .79
Independent Variables
Student Background Characteristics
Composite SAT or converted ACT score 1049.29 136.09
Generation status in the U.S. 1.96 1.25
Pre-College Socialization
Parental influence 2.37 1.02
White pre-college environment 2.75 .96
Pre-college frequency of interactions 2.78 .54
Pre-college experience of discrimination .268 44
Predisposition to participate in diversity related experiences 2.92 .65
Institutional Characteristics and Climate
Perception of negative climate for diversity 1.89 73
Sense of belonging 2.80 .75
College Interactions with Diverse and Same Race Peers
Positive quality of interactions 3.28 .96
Negative quality of interactions 2.02 .78
Frequency of interactions 2.66 45
Same race interactions 341 .79
Co-curricular Experience
Participation in diversity co-curricular activities 2.29 .89
Participation in cultural organizations 469 .50
Lived on-campus 731 .36
Curricular Experiences
Courses with diversity readings and materials 2.64 .93
Intensive dialogue 2.45 1.05
Service-learning 1.56 .78
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