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CHAPTER 1 

INTRODUCTION 
 

Historically, African Americans students have been faced with a myriad of obstacles on 

their journey to higher education opportunity and success. For example, the creation of formal 

higher learning for White male students in America began in the mid 1600s (Bastedo, Altbach, & 

Gumport, 2016; Cohen & Kisker, 2010; Lucas, 2006). In contrast, approximately 200 years later, 

the first known African American male student graduated from Middlebury College in Vermont 

(Journal of Blacks in Higher Education, 2018). The stigma placed on African American males 

since slavery persists in their educational experiences, and they sometimes display oppositional 

behavior toward the educational system that represents a nation whose claim that all citizens are 

equal as a false reality (Ogbu, 2005). Due to the systemic historical and present day oppression 

of African American males, there is a disproportional rate of success in comparison to other 

student populations (National Center for Education Statistics, 2018). African American students 

have faced obstacles on their scholastically journey and struggled for academic success.  

African American people had been systemically excluded from access to higher 

education through federal legislation. Plessy v. Ferguson (1896), was a foundational decision of 

the U.S. Supreme Court that upheld the constitutionality of racial segregation laws for public 

facilities, including higher education institutions, as long as the segregated facilities were equal 

in quality – a guiding principle that came to be known as “separate but equal”. The federal 

decision reinforced the numerous state laws re-establishing racial segregation that had been 

passed in the American South after the end of the Reconstruction Era (Davis, 2012; Lucas, 

2006). The Plessy v. Ferguson (1896) decision not only legislatively blocked African Americans 
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from receiving inclusive education, it further contributed to the dehumanization of a people and 

supported the United States’ practiced doctrine of White supremacy.  For example, the nation’s 

dominant racial ideology influenced African Americans socioeconomically with substandard 

housing, debt peonage, and convict leasing (Hutchison, 2015) resulting in a racial dominance that 

when combined with societal inequalities contributed to African American material deprivation.  

Further, Berea College v. Commonwealth of Kentucky (1908), was a significant case 

argued before the United States Supreme Court that upheld a Kentucky state law, which further 

supported the discriminatory privileges of individual states to forbid private educational 

institutions chartered as corporations from admitting both African American and White students. 

Since being established in 1855, Berea College inclusively educated both African American and 

White students in a nondiscriminatory manner due to the founders’ realization of deficient 

education that people located in the mountains and Blacks were facing (Adams, 2012). However, 

in 1904, the Kentucky legislature passed the Day Law, which prohibited African American and 

White students from receiving an education at the same school or in schools that were located 

less than 25 miles (40 km) apart (Adams, 2012; Lucas, 2006). Specifically, the Day Law, 

Kentucky statute, verbatim read:  

(1) Each board of education shall maintain separate schools for the White and colored 

children residing in its district.  

(2) No person shall operate or maintain any college, school or institution where persons 

of both the White and colored races are received as pupils.  

(3) No instructor shall teach in any college, school or institution where persons of both 

the White and colored races are received as pupils.  

(4) No White person shall attend any college, school or institution where colored persons 

are received as pupils or receive instruction.  
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(5) No colored person shall attend any college, school or institution where White persons 

are received as pupils or receive instruction.  

(6) The provisions of this section do not apply to any penal institution or house of reform. 

(Acts 1904, p. 181, c. 85; KRS 158.020 [now repealed]). 

Berea College, the only integrated educational institution in Kentucky, appeared to be the 

target of the Day Law and was charged with violating the law, criminally convicted, and fined 

$1,000 (Adams, 2012). Ultimately, in Berea College v. Commonwealth of Kentucky, the college 

took the case to the Court of Appeals of Kentucky, which decided that the law had the valid 

purpose of preventing racial violence and interracial marriage. The Berea College v. 

Commonwealth of Kentucky decision further contributed to the blatant systematic oppression of 

African Americans in higher education. In a legislative turn, the United States (U.S.) Supreme 

Court ruling of Missouri ex rel. Gaines v. Canada (1938), the judicial branch of government 

required the state of Missouri to either allow Lloyd Lionel Gaines, an African American male 

student, to attend the University of Missouri School of Law, a predominately White institution 

(PWI), or create another school that would provide him the same education. However, in the 

matter of Sipuel v. Board of Regents of University of Oklahoma (1948) Ada Lois Sipuel, an 

African American woman, was denied admission to the University of Oklahoma law school, a 

predominantly White institution, on the basis of her race. Sipuel sued the institution, alleging that 

because the state of Oklahoma did not provide an equivalent facility for African American 

students under the doctrine of “separate but equal,” she would have to be admitted to the 

university. Sipuel v. Board of Regents of University of Oklahoma ruled that Oklahoma must 

provide instruction for African American students that was equal to that of White students 

(1948). The state of Oklahoma responded by creating the Langston University School of Law, 
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which was initially made up of a few Senate rooms in Oklahoma’s capitol (Langston University, 

2019). Sipuel again took her case to the courts, which ruled that the accommodations for her 

were not equal to those of Whites and that the University of Oklahoma must admit her to the 

genuine law school. On June 18, 1949, Sipuel was finally able to enter the law school of her 

choice. Although Sipuel was allowed to enter the law school, she was forced to sit on a chair 

marked “colored” and was separated from the rest of the class by a physical barrier (Wattley, 

2014). Additionally, Wattley noted while in the school cafeteria Sipuel was made to eat in a 

separate area, which was chained off from the rest of the cafeteria and guarded. Despite those 

obstacles, Fisher graduated in 1951 and soon afterward began practicing law in her hometown 

of Chickasha, Oklahoma.  

Rulings, such as McLaurin v. Oklahoma State Regents for Higher Education (1950), 

documented case law that attempted to equalize higher education access African Americans.  

The ruling held that students, at the PWI, must not be segregated within the institution and must 

receive equal treatment in all aspects of the education process. Sweatt v. Painter (1950) was a 

pivotal case that further developed the foundation for equal higher education access under the 

law by leading to the end of segregation at the University of Texas and paving the way 

for Brown v. Topeka Board of Education (1954). In Sweatt v. Painter (1950), Heman Marion 

Sweatt, an African-American mail carrier from Houston was initially denied access to University 

of Texas  Law School due to his race. Sweatt’s lawyer, Thurgood Marshall, argued that separate 

but equal facilities could not be provide the necessary educational intangibles and critical 

components of learning for African American students to debate ideas and exchange diversity of 

thought with other students. On June 5, 1950, in Sweatt v. Painter (1950) the court ruled 

unanimously that under the Equal Protection Clause, Sweatt must be admitted to the university 
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citing intangibles in the opinion. It is essential that all college students have the opportunity to 

learn from and with a diverse student body, faculty, staff and institutional administration.  

In the landmark case of Brown v. Topeka Board of Education (1954), the U.S. Supreme 

Court finally ended federally sanctioned racial segregation in the public schools by ruling 

unanimously that “separate educational facilities are inherently unequal.” The groundbreaking 

Brown v. Topeka Board of Education (1954) case, not only overturned the precedent of Plessy v. 

Ferguson (1896), which had declared “separate but equal facilities” constitutional but also 

provided the legal foundation of the civil rights movement of the 1960s (Birzer & Ellis, 2006). In 

the 1940s and 1950s, African Americans were arguably the most vocal minority group in seeking 

equity for access to higher education learning, which increasingly meant access to a better 

quality of life (Hutcheson, Gasman, & Sanders-McMurtry, 2011). The Supreme Court's 

groundbreaking decision in Brown v. Board of Education (1954), prohibiting school segregation, 

and the Civil Rights Act of 1964 created federal laws and affirmative action strategies that 

further focused on improving life through employment and education for African Americans 

(Bastedo et al., 2016; Cohen & Kisker, 2010). The U.S. Supreme court extended the 

desegregation of educational settings to higher education institutions in the Florida ex.rel. 

Hawkins v. of Control (1956) ruling. However, in 1965, only five percent of undergraduate 

students, one percent of law students, and two percent of medical students in the country were 

African American at PWIs because the Supreme Court failed to specify a deadline by which 

institutions were to be desegregated (Cohen & Kisker, 2010; Journal of Blacks in Higher 

Education, 2018). President Lyndon B. Johnson’s signing of Executive Order 11375 specified 

that every government contractor must be desegregated by 1968 and led to the expansion of 

related complaint investigations through the Office of Civil Rights (Bastedo et al., 2016; Cohen 
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& Kisker, 2010; Journal of Blacks in Higher Education, 2018). The action of President Johnson 

led to higher learning institutions adopting similar recruitment policies, and over time the 

enrollment rates for African American and Latino students steadily increased 3.5% in 1960 to 

6.4% in 1975 (Cohen & Kisker, 2010; Lucas, 2006; NCES, 2017). Over the course of history, 

African American students have had to seek legal action to purse equity in their right to higher 

education. 

Strikingly, in the last six decades the erosion of equal access, pertaining to affirmative 

action admissions policies, has been stricken and dismantled by successive court cases such as 

the Regents of the University of California v. Bakke (1978), which mandated that while race may 

be used as a factor in higher education admissions criteria when all other factors are equal, 

quotas were prohibited. Additionally, in 1996, the Fifth Circuit Court of Appeals court held that: 

The University of Texas School of Law may not use race as a factor in deciding which 

applicants to admit in order to achieve a diverse student body, to combat the perceived 

effects of a hostile environment at the law school, to alleviate the law school's poor 

reputation in the minority community, or to eliminate any present effects of past 

discrimination by actors other than the law school (Hopwood v. State of Texas, 1996, p. 

952).  

The Hopwood v. State of Texas (1996) decision which overruled previous affirmative actions by 

the U.S. Supreme Court.  

In Gratz v. Bollinger (2003), the United Stated Supreme Court ruled that the University 

of Michigan’s undergraduate affirmative action admissions policy, which awarded 

predetermined point allocations of 20 points towards admission to underrepresented minorities, 

was unconstitutional. The court’s opinion in the Gratz v. Bollinger (2003) ruling cited the 
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diversity contributions of applicants cannot be individually assessed and was therefore 

unconstitutional. In contrast, the Grutter v. Bollinger, (2003) case, heard by the United 

States Supreme Court, upheld the affirmative action admissions policy of the University of 

Michigan Law School. The Court held that a race-conscious admissions process that may favor 

“underrepresented minority groups," but that also took into account many other factors evaluated 

on an individual basis for every applicant, did not equate to an unconstitutional quota system. 

In Ricci v. DeStefano (2009) the United States Supreme Court held that the New Haven 

Fire Department’s decision to ignore the test results for firefighter promotions of all races 

violated Title VII because the city did not have a "strong basis in evidence" that it would have 

subjected itself to disparate impact liability if it had promoted the White and Hispanic 

firefighters instead of the Black firefighters. Although it was not a higher education case, Ricci v. 

DeStefano (2009) was directly related to educational testing and knowledge assessment for 

promotion. In the higher education case of Fisher v. University of Texas at Austin et al. (2013) 

initial brought in lower courts by White undergraduate student Abigail Fisher in 2008, was 

reinforced and ruled by the Supreme Court that must universities bear the burden of exhibiting 

their race-conscious admissions practices meet the strict scrutiny standard, defined as 

substantiating that diversity serves a compelling institutional interest and the means thereof are 

narrowly tailored. Presently, African Americans students continue to be faced with federal 

legislative barriers and individual campus hurdles on their quest to higher education success. For 

example, African American students were most likely to attend public high schools in low 

socioeconomic communities, were less likely than White students to take advanced mathematics 

and science courses resulting in greater difficult in postsecondary collegiate success (Nelson 

Laird, et al., 2007). Higher education is the great equalizer that allows for economic opportunity 
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thereby making access, diversity and support throughout the higher education journey an 

imperative for African American male students.  

Statement of the Problem 

According to Robertson and Chaney (2017), African American males have the highest 

attrition rate of any collegiate demographic group at 36%. In fact, over the past two decades the 

rate of Black males who graduate from college has steadily declined and this population is 

failing to meet the academic and social rigors of college life at predominantly White institutions 

(PWIs) (Lucas, 2018; NCES, 2018). The institutional structural impediments at PWIs that 

contribute this higher education problem may include: lack of academic assistance; absence of 

faculty and staff training on cultural awareness; low recruitment and retention of culturally 

diverse faculty and staff; minimal minority student campus and community networking 

resources; and intentional peer social opportunities (Coleman, 2015; Harper, 2013; Hotchkins & 

Dancy, 2015; Luke, 2018). In a review of the literature about this higher education problem, 

there is a lack of focus on identifying the specific needs of African American male students that 

promote resiliency and success at PWIs and instituting proper measures to strategically address 

those needs. This qualitative study included narratives from African American male students to 

allow higher education practitioners at PWIs to gain understanding of their specific needs and 

effective resources that promoted personal and academic success. 

In the landscape of higher education in the United States, African American male 

students are far less likely than White and Asian male students to earn college degrees (Guiffrida 

& Douthit, 2010).  According to the National Center for Education Statistics (NCES, 2017) the 

rates of bachelor's degree attainment among persons age 25 and over reflected 37.8 % for White 

males, 15.8 % for Latino males, and 22.6 % for African American males.  History to date reflects 
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that African American males enter the higher education arena on a disadvantaged playing field, 

which is reflected in the persistence and degree attainment statistics (NCES, 2018; Smith, Yosso, 

& Solórzano, 2006; Strayhorn, 2008). Additionally, Strayhorn (2014b) found that African 

American male departure from college campuses is significantly due to lack of sense of 

belonging and a confluence of factors may make it difficult for African American male students 

to “fit in” at PWIs. Campus climate and interactions with other students, staff, even faculty, often 

send the message to minority students that they do not belong on campus, thereby further 

alienating and marginalizing those who have traditionally been underrepresented (Dade, Turner, 

Barner, Grier-Reed, & Hendel, 2015; Frazier, 2012; Hurtado et al., 1998; Perry, 2010). African 

American male students reported that they had a significantly larger number of experiences 

where attention was brought to their race than White students (Coleman, 2015). Unfortunately, 

periodic campus incidences such as anonymous derogatory symbols (e.g. a noose hanging from a 

tree on campus), discriminatory verbal comments, and microaggressions directed at specific 

individuals demonstrate that racial climate remains and issues that must be addressed on college 

campuses (Hurtado, Alvarado, & Guillermo-Wann, 2015; Sue et al., 2008). As framed in the 

higher education literature, the abovementioned factors adversely influence the trajectories of 

African American males in pursuit of degree attainment.  

Purpose of the Study 

The purpose of this study is to examine the perceptions and experiences of campus racial 

climate for African American male undergraduate students at a predominately White private, 

religiously affiliated institution in the state of Texas. Specifically, the purpose of this study is to 

explore African American male undergraduate students’ perceptions of campus racial climate 

and the role diversity and inclusion plays in their academic and psychological success. Although 
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research exists on the significance of campus racial climate with other minority groups (Hurtado 

et al., 2015; Alvarado, & Guillermo-Wann, 2015), there is limited data specifically on African 

American undergraduate male students’ perceptions and experiences at private, religiously 

affiliated predominately White institutions. Perceptions and experiences must be researched 

further to provide higher education practitioners with greater insight into how to create and apply 

practical strategies for African American male undergraduate student success.  

Research Questions 

This study was guided by the following three research questions:  

1. What are African American male undergraduate students’ perceptions of campus 

climate at private, religiously affiliated predominantly White institutions?  

2. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus racial climate as 

influencing their academic outcomes? 

3. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus diversity as a function of 

campus racial climate?  

Significance of the Study 

As higher education practitioners, we must understand and act upon the importance of 

equipping African American males with the educational support they need to persistent and 

graduate from college to become productive, empowered, and contributing members of our 

society. Disproportionately African American males are struggling to obtain the minimum 

education and skills required to obtain a position that allows them to become contributing 
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members of our society (Donnor & Shockley, 2010). One of the most impactful solutions to this 

problem is to ensure African American males are provided the necessary higher education 

institutional supports to successfully achieve a college degree which is a direct outcome of 

campus racial climate (Hurtado et al., 1998). Therefore, it is imperative that campus racial 

climate and the impact on African American male undergraduate students be examined in this 

study to inform academic best practices to support this student demographic. 

This study is significant and contributed to the higher education body of knowledge 

because it provided researched findings and recommendations that offer practical insight on 

African American male undergraduate students’ perceptions of campus racial climate. The 

participants’ responded and expressed coping mechanisms allowed practitioners to better develop 

viable supports that produce successful academic and social outcomes for this population of 

students. Further, this study examined the role of campus racial climate at a private, religiously 

affiliated predominately White institution (PWI) and the role diversity and inclusion played in 

scholastic and social outcomes. As institutions strive to offer a quality educational experiences to 

students, there should be a more strategic focus on ensuring a diverse and inclusive campus 

exists (Crouch, 2015; Hurtado, Griffin, Arellano, & Cuellar, 2008). Higher education researchers 

found that PWIs often fail to provide African American undergraduate male students with an 

environment that supports their retention and graduation rate because it fails to support the non-

academic and social needs of this population (Coleman, 2015; Hotchkins & Dancy, 2015; Luke, 

2018). Higher education practitioners must support the educational and social needs of African 

American undergraduate male students. 

In the midst of changing institutional demographics and despite increased inclusion of 

diversity in college mission statements, U.S. higher education continues to be characterized by 
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inequity (Ward & Zarate, 2015; Visser, 2015). Distorted views of African American males by 

other ethnic and gender groups reinforce negative perceptions that increase the challenges 

African American males face (Ross, 2012). For example, Black males were considered 

criminals, perceived as dangerous, viewed as threatening, and seen as having no possibility of 

academic success much less postsecondary achievement because of their low-income status 

(McCabe, 2009; Warren, Douglas, & Howard, 2016). Ironically, Ross (2012) found that these 

distorted perceptions by other members of society were described as motivators for some African 

American males in the higher education setting. African Americans males have historically lived 

with stereotypes and generalizations but have used these challenges to inspire them to greatness 

in academic and social outcomes. Specifically, understanding the higher education plight of this 

student population may be found in hearing their stories and observing the campus climate in 

which they live and learn. 

Higher education researchers have found that students’ perceptions and experiences of 

campus climate have the strongest relationship to institutional satisfaction (Dade et al., 2015; 

Riggins, McNeal, & Herndon, 2008). Attention to the perceptions and experiences of African 

American student attending PWIs is critical due to the vast majority of this population of 

students enrolled. Historically Black colleges and universities (HBCUs) have granted access to 

African American collegiate students that have purposefully been limited from entering 

predominately White institutions (PWIs). However, while Black enrollment at HBCUs increased 

by 19 percent between 1976 and 2017, the total number of Black students enrolled in all degree-

granting postsecondary institutions more than doubled during this period (National Center for 

Education Statistics, 2018). Therefore, it is critical for PWIs to build structurally sound strategic 

plans for African American male student success as a result strategic plans should include 
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measurable goals and specific objectives to social and academic outcomes. For example, related 

to psychological and social outcomes, strategic plan goals should include that 90% African 

American male students engage in the university’s formally established mentoring program Chen 

et al., 2014; Dade et al., 2015). Additionally, the strategic plan should measurable detail that 

50% of African American undergraduate male students who enter the university as a freshman or 

transfer student graduate within five years of matriculation. The university that was the focus of 

this study currently has an 32%	graduation rate for African American students. It is imperative 

that the focused institution of this study, and all PWIs that have low rates of persistence and 

graduation of African American male undergraduate students, execute specific, measurable, 

attainable, relevant, time-sensitive goals for increased social and academic outcomes.  

Campus racial climate plays a significant role in the educational trajectory of African 

American males on college campuses. An institution’s campus racial climate is comprised of 

history of diversity and inclusion, structural diversity numbers, perceptions and behaviors of the 

various populations on campus and intergroup dynamics (Hurtado et al., 1998). The positive or 

negative racial dynamics that exist within a college community influences the psychological, 

social, and academic of African American males. A healthy campus racial climate with executed 

strategic initiatives such as professional mentoring programs; targeted, structured faculty 

advising; and social supportive group and programming contribute to positive outcomes for 

African American males.  The intentional campus racial climate measures help to develop 

positive feelings of belonging, character development, racial collectivism, and determination 

(Franklin, Debb, & Colson, 2017; Osyerman et al., 1995). As African American males have 

more positive, relevant influences in their campus experience, the trajectory of their educational 

and subsequent professional journey will have successful outcomes.   
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Summary of Conceptual Framework 

 Campus racial climate (Hurtado et al., 1998), in concert with social constructivism, are the 

selected conceptual frameworks for this study. Concepts allow researchers to distinguish one 

event or sensation from another, relate events in the past to those in the future, and cluster a 

higher-order unit of thought (Anfara & Mertz, 2015). A framework by which to filter a 

qualitative study allows for structure, order, and foundational guiding principles for the 

researcher. Campus racial climate, as established by Hurtado et al. (1998), identified the four 

specially measured dimensions of campus racial climate:  

1) an institution’s past history of inclusion or exclusion of racial/ethnic groups; 

2) its structural diversity in terms of numerical representation of various racial/ethnic 

groups;  

3) the psychological climate of perceptions and attitudes between and among groups; and 

4) the behavioral climate dimension, characterized by intergroup relations on campus (p. 

282).  

Narrative research was the qualitative approach by which the campus racial climate 

perceptions and experience was examined for the identified population. Research that involves 

narrative begins with the experiences as expressed in lived and told stories of individuals 

(Creswell & Poth, 2018). The exploration of African American male student’s perceptions of 

campus climate at a predominately White private higher education institution involves collecting 

stories about the students’ daily life experiences in their collegiate campus environment. By 

utilizing the climate racial climate theoretical framework, it allows a lens by which to examine 

the possibility of systemic racial insensitive policies, practices, and overall higher education 

campus social inequities that directly influence African American male undergraduate students. 
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The social constructivism paradigm lens allows for meaningful objective interactions 

with study participants. Interpretation of the data based on the participants sharing of their 

personal experiences is the focus of the social constructivism. Through this conceptual 

framework the researcher had the ability to gain meaningful insight through the participants’ 

point of view for the data collection and analysis. The social constructivism paradigm better 

informs this particular because it allows the African American male undergraduate students from 

the identified institution to tell their story from their point of view in an environment that 

presents inherent systemic challenges.  

Summary of Methodology 

This qualitative study used a narrative research design (Creswell & Poth, 2018). The 

setting for this research study was an urban, private, religiously affiliated, predominately White 

four-year university located in the South.  Participants included 13 purposefully selected African 

American undergraduate males who are self-identified: 1) full-time students; 2) enrolled in the 

institution for one or more years; and 3) campus residents and commuters. Data collection for 

this study occurred through participant interviews, non-participant observation, drafted field 

notes, and a member checking focus group. The participant interviews were recorded by an 

electronic audio device and professionally transcribed to ensure precision and accuracy. The data 

analysis process of this study included: 1) transcription; 2) organizing the data; 3) memoing 

emergent ideas; 4) coding and describing data into themes; and 4) developing and assessing 

interpretations. 

 

 



	 Texas Tech University, Angela Dampeer, August 2020 

 16 

Definition of Terms 

Campus climate - defined as a multidimensional complex network of relations, socially 

constructed by individuals in an environment with an influence on educational outcomes 

(Hurtado et al., 2008). 

Campus racial climate - 1) an institution’s past history of inclusion or exclusion of 

racial/ethnic groups; 2) its structural diversity in terms of numerical representation of various 

racial/ethnic groups; 3) the psychological climate of perceptions and attitudes between and 

among groups; and 4) the behavioral climate dimension, characterized by intergroup relations on 

campus (Hurtado et al. ,1998, p. 282).  

Collective identity - refers to people’s sense of who they are, their ‘‘we feeling’’ or 

belonging developed through a collective experience or series of collective experiences (Ogbu, 

2004). 

Diversity - defined as the embodiment of an institution’s racial environment, matters of 

students’ educational outcomes, and institutional programs and practices that promote equity and 

inclusion (Milem, Chang, & Antonio, 2005). 

Institutional racism - involves systemic policies and procedures, either formal or 

informal, that effectually disadvantage certain racial or ethnic groups (Sedlacek, 1987). 

Qualitative research - studies individuals in their natural setting attempting to make 

sense of phenomena in terms of the meanings people bring to them (Denzin & Lincoln, 2011). 

Racial battle fatigue – emotional, psychological, and physiological distress caused by 

the cumulative offences of indirect verbal and nonverbal insults directed at people of color 

(Hotchkins, 2016; Smith et al., 2006; Smith et al., 2011; Smith et al., 2016).   
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Racial microaggressions - are defined as subtle verbal and nonverbal insults pointed at 

people of color, layered insults based on one's race, race-gender, class, sexuality, language, 

immigration status, phenotype, accent, or surname (Smith et al., 2016).  

Racial trauma is the psychological, emotional, and physical injury from experiencing 

actual and perceived racism (Mosley et al., 2020). 

Religiously affiliated institutions - institutions of higher education which exhibit a 

sectarian character and are sponsored by a recognized religion (Bramhall & Ahrens, 2002). 

Assumptions of the Study 

This study was guided by the assumption that the African American male undergraduate 

students participating in this study understood and had been influenced by the racial campus 

climate. It is also assumed that the students were able to express their thoughts on the benefits 

and challenges of diversity and inclusion strategies in their higher education environment.  

Limitations of the Study 

 This study included three primary limitations: 

1. Only qualitative data from full-time, residential and commuter students enrolled in 

the institution for one or more years were used in the study.  

2. The study was limited to one private, religiously affiliated predominately White 

institution. The results revealed in the study may be unique to this university and non-

transferable to other similar higher education institutions. 

Summary 

Throughout the history of higher education in United States, African Americans have 

fought to obtain access and equality in higher education (Bastedo et al., 2016; Cohen & Kisker, 
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2010; Lucas, 2006). Further, the number of bachelor's degree attainment among persons age 25 

and over reflected, 15.8 % for Latino males, and 22.6 % for African American males and 55.7% 

for Asian males (Guiffrida & Douthit, 2010; NCES, 2017).  The higher education campus racial 

climate has a significant influence on the retention and graduation rates of African American 

male students (Strayhorn, 2008). As it relates to climate for diversity in the college environment, 

being subject to incidents of discrimination and bias is the experience most strongly associated 

with how often students think about their race (Hurtado et al., 2015; Luke, 2018). Campus 

diversity and inclusion strategies such as mentoring have been identified in the research literature 

to increase the student population’s sense of belonging (Chen et al., 2014; Dade et al., 

2015). This study seeks to explore African American male undergraduate students’ perceptions 

of campus climate at private, religiously affiliated predominantly White institutions of higher 

education, their perceptions of campus climate in assisting them in achieving academic success, 

and their perceptions of the benefits and challenges of campus diversity and inclusion strategies 

The results of this study were used to assist higher education institutions, specifically 

private, religiously affiliated PWIs in the state of Texas, in gaining insight and understanding 

into African American male undergraduate perceptions of campus climate. Additionally, the 

study provided understanding regarding the role of the campus climate in the students’ academic 

success, benefits and challenges of diversity and inclusion strategies.  

 

 

Organization of the Remainder of the Study 

This study was organized into five chapter. Chapter I presented an introduction to and 

purpose of the study. Chapter II presented the review of the literature addressing the problem in 
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practice and the proposed study research questions. Chapter III described the methodology for 

this qualitative research study by detailing the research design, data collection methods, and data 

analysis process. Chapter IV revealed the general results of the study while identifying 

significant findings. Chapter V discussed the study findings and provide implications and 

recommendations for future higher education research.  
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CHAPTER II 

LITERATURE REVIEW 
 

This chapter of the dissertation prospectus presents the review of the literature and covers 

the following sections: 1) historical overview of African Americans in higher education; 2) 

obstacles and institutional supports for African American males in higher education; 3) African 

American males at predominately White institutions (PWIs); 4) the influence of campus climate 

in higher education; 5) an overview of diversity and inclusion in higher education including 

benefits, challenges, and emerging strategies of diversity and inclusion initiatives; and 6) the 

Campus Racial Climate framework that guided this proposed research study on African 

American male undergraduate students’ perceptions of campus climate at predominately White 

private, religiously affiliated institutions. Additionally, the study research questions were 

presented with predicted problems and assumptions. 

The purpose of this qualitative study is to examine the perceptions and experiences of 

African American male undergraduate students who navigate the campus climate at a 

predominately White private, religiously affiliated institution in the state of Texas. Specifically, 

the interest of this proposed study is African American male undergraduate students’ perceptions 

and experiences of campus climate. Additionally, the study explored the role diversity and 

inclusion plays in their academic outcomes. Campus climate is defined as a multidimensional 

complex network of relations, socially constructed by individuals in an environment with an 

influence on academic and social outcomes (Hurtado, Griffin, Arellano, & Cuellar, 2008) and is 

the definition of campus racial climate that guided this study. 
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Historical Overview of African Americans in Higher Education 

Over the approximately 200 years of Chattel Slavery, during the foundational 

establishment of the U.S., African Americans were largely disallowed any manner of formal 

education. Chattel Slavery is a form of bondage in which a human being can become the 

property of another for life, bought, sold, traded, inherent, or given as a gift (Griffin, Ingram, & 

Onuf, 2015). In fact, after the Stono River Rebellion in 1739 in South Carolina, it was deemed 

illegal in multiple states to use or employ any enslaved Africans as a scribe or teach an enslaved 

African to write (Cobb, 2011; Craig 1992). These laws designed to suppress and deny enslaved 

Africans of any sliver of education were further strengthened after the revolt of Nat Turner in 

1831 (Cobb, 2011; Craig, 1992; Mitchell, 2008). The nations foundational oppression of African 

Americans is weaved in the fabric of higher education. 

Despite the early enacted legislation that made it illegal to educate enslaved Africans, 

these attempts did not extinguish their desire to obtain an education. Across the antebellum 

South, some of the earliest organized resistance in the United States is found in African 

American’s determinations to teach, and in their labors to learn how to read and write (Levine, 

2014; Mitchell, 2008). The unshakeable resolve of African Americans pursuit upward mobility 

through the vehicle of formal education was present in the foundational beginnings of colonial 

America and is still present today. In 1823, Alexander Lucius Twilight became the first known 

African American to graduate from a higher learning institution in the U.S., receiving a 

bachelor’s degree from Middlebury College in Vermont (Journal of Blacks in Higher Education, 

2018). In contrast, formal higher learning for White students in the U.S. began in the mid 1600s 

with the establishment of institutions known as the “schools of the Reformation” such Harvard 

College, Yale, and the College of William and Mary (Bastedo et al., 2016; Cohen & Kisker, 
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2010; Lucas, 2006). Centuries later, in an attempt toward equality, the U.S. Supreme Court 

ruling of Missouri ex rel. Gaines v. Canada (1938) required Missouri to either allow Lloyd 

Lionel Gaines, an African American male student, to attend the University of Missouri School of 

Law, a PWI, or create another school that would provide the same education. Equity, as opposed 

to equality, authentically assisted efforts to combat racism and cultivate a more level playing 

field in higher learning systems resulting in significant academic and social outcomes for 

minoritized students (Association for the Study of Higher Education Report, 2015; Riggins et al., 

2008; Strayhorn, 2008). African Americans have endeavored over centuries to educate 

themselves and to be astute contributors to society. 

Morrill Acts of 1862 and 1890 
 

Although the Morrill Act of 1862 was designed to bolster education for students in the 

United States, allowing every state to select 30,000 acres of federal land times the number of 

senators and representatives in Congress for higher education institutions, few colleges enrolled 

African American students (Bracey, 2017; Cohen & Kisker, 2010; Lucas, 2006). The public land 

acquired through the 1862 legislation was to be sold to finance the formation of a college 

specializing in the teaching of agriculture and the mechanic arts to aid in the primary industry of 

the South, but did not mandate higher education facilities for African Americans (Bastedo et al., 

2016; Bracey, 2017; Cohen & Kisker, 2010). It was not until the Morrill Act of 1890 when 

publicly supported colleges for African Americans received significant financial support, which 

served as the catalysts for institutional advancement. The passage of the Morrill Act of 1890 

stipulated that land grants would not go to states that denied admission to their colleges on the 

basis of race unless they established separate but equal facilities (Bastedo et al., 2016; Cohen & 

Kisker, 2010). Southern states, where the majority of African Americans lived in 1890, wanted 
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to preserve the flow of federal dollars into the region, therefore they chose to build institutions 

for African Americans to attend, creating a system of segregated higher education that was 

modeled on the segregation of primary and secondary education (Bracey, 2017; Levine, 2014; 

Mitchell, 2008). 

Establishment of Historically Black Colleges and Universities (HBCUs) 

Private Historically Black Colleges and Universities  

Historically Black colleges and universities (HBCUs) are defined as institutions that were 

established prior to 1964 with the principal mission of educating Black Americans (NCES, 

2019). HBCUs were founded and established in an environment of legal segregation and, by 

providing access to higher education, contributed substantially to the progress African 

Americans made in improving their socioeconomic position. HBCUs were originally founded to 

educate Black students, however they enroll students of other races. In the late 1800s, the first 

private HBCUs were founded by ex-enslave Africans and their supporters in African American 

churches affiliated with Christian denominations (Craig, 1992; Mitchell, 2008). The formal 

education institutions were established because the promise of genuine freedom for African 

American people at the end of the American Civil War was never kept (Bastedo et al., 2016; 

Bracey, 2017). The HBCUs were unique in that they provided an unobstructed doorway to a 

better quality of life for African American people (Bracey, 2017; Luke, 2018; Mitchell, 2008). 

Knowing that African Americans could not attend the many predominantly white institutions of 

higher education in the 19th century, their singular option was to advance through higher 

education at a separate institution (Bracey, 2017). The private HBCUs established in the 19th 

century are included in Table 1.1: 

Table 1.1.  
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Private HBCUs Founded in the 19th Century  
 
Institution Name  Location Founding Year 
	
Cheyney University 

	
Cheyney, PA 

	
1837	
 

Lincoln University Lincoln, PA 1854 

Wilberforce University Wilberforce, OH 1856 

Atlanta University Atlanta, GA 1865 

Clark College Atlanta, GA 1869 

Shaw University Raleigh, NC 1865 

Fisk University Nashville, TN 1866 

Lincoln Institute Jefferson City, MO 1866 

Shaw University Holly Springs, MS 1866 

Alabama State University Montgomery, AL 1867 

Barber Memorial College Concord, NC 1867 

Fayetteville State University Fayetteville, NC 1867 

Howard University Washington, DC 1867 

Johnson C. Smith University Charlotte, NC 1867 

Morehouse College Atlanta, GA 1867 

St. Augustine's University Raleigh, NC 1867 

Talladega College Talladega, AL 1867 

Hampton University Hampton, VA 1868 

Claflin University Orangeburg, SC 1869 

Dillard University New Orleans, LA 1869 
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Tougaloo University Hinds, MS 1869 

Allen University Columbia, SC 1870 

Benedict College Columbia, SC 1870 

Wiley College Marshall, TX 1873 

Bennett College Greensboro, NC 1873 

Knoxville College Knoxville, TN 1875 

Tuskeegee University Tuskegee, AL 1881 

“Freedom schools” like Hampton University, which began before the Civil War beneath 

an oak tree with a free African American woman named Mary Peake, secretly teaching enslaved 

Africans to read and write, allowed Africans Americans to pursue degree attainment (Mitchell, 

2008; Wiggan & Scott, 2015). Historically, PWIs presented a myriad of obstacles for African 

American people from racist admissions practices to harsh violent and non-violent treatment of 

those who were admitted (Hurtado et al., 2015; Smith et al, 2016; Smith & Yosso, 2007). Many 

HBCUs were established solely to educate previously enslaved and now emancipated Black 

Africans because they were generally prohibited from attending White colleges and universities 

due to segregation, a repetition that commenced well into the 1960s (Cohen & Kisker, 2010; 

Wiggan & Scott, 2015). Over the past two centuries, African Americans have been forced to 

attend segregated colleges and universities due to systematic racism in higher education (Smith 

& Yosso, 2007). Hence, HBCUs continue to serve significant and necessary role in the fabric of 

American higher education. 

 

 

Table 1.1. Continued 
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Public Historically Black Colleges and Universities 

The Morrill Act of 1890 congressional legislation stated that Blacks were entitled to 

attend land-grant schools (Clement & Lidsky, 2011; Craig, 1992). The Morrill Act of 1890 

eventually further supported and established 17 public land grant HBCUs that provided 

instruction to African Americans in the disciplines of mechanical arts and agriculture (Bracey, 

2017; Cohen & Kisker, 2010; Craig, 1992). The HBCUs established as land grant institutions are 

included in Table 2.1.: 

 
Table 2.1. 
 
HBCUs Founded as Land Grant Institutions  
 
Institution Name  Location Founding Year 
 
Lincoln University 
 

 
Jefferson City, MO 

 
1866 

Alcorn State University 
 

Lorman, MS 1871 

University of Arkansas at 
Pine Bluff 
 

Pine Bluff, AR 1873 

Alabama A&M University 
 

Normal, AL 1875 

Prairie View A&M 
University 
 

Prairie View, TX 1876 

Southern University and 
A&M College 
 

Baton Rouge, LA 1880 

Virginia State University 
 

Petersburg, VA 1882 

Kentucky State University 
 

Frankfort, KY 1886 

University of Maryland – 
Eastern Shore 
 

Princess Anne, MD 1886 

Florida A&M University 
 

Tallahassee, FL 1887 

Delaware State College Dover, DE 1891 
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Table 2.1. Continued 
 
North Carolina A&T State 
University 
 

Greensboro, NC 1891 

West Virginia State College Institute, WV 1891 
 

Fort Valley State College 
 

Fort Valley, GA 1895 

South Carolina State College 
 

Orangeburg, SC 1896 

Langston University 
 

Langston, OK 1897 

Tennessee State University Nashville, TN 1912 
 

The beginning of the 20th century still saw more public schools established for Blacks, but by 

the Great Depression of the 1930s the number of these institutions had begun to decline 

(Clement & Lidsky, 2011). HBCUs are an essential component of our national history and a 

valuable educational resource.  

Affirmative Action in Higher Education  
 

Throughout the 1930s and 1940s, the National Association of the Advancement of 

Colored People (NAACP) diligently filed lawsuits in an attempt to obtain equal employment and 

educational opportunities for African American people (Bastedo et al., 2016). In the era of the 

1940s and 1950s, African Americans were arguably the most vocal minority group in seeking 

equity for access to higher education learning, which increasingly meant access to a better 

quality of life (Hutcheson, Gasman & Sanders-McMurtry, 2011). Rulings, such as McLaurin v. 

Oklahoma State Regents for Higher Education (1950), documented case law mandating that 

African American students, at the PWI, must not be segregated within the institution and must 

receive equal treatment in all aspects of the education process. The Supreme Court's 

groundbreaking Brown v. Board of Education (1954) decision, prohibiting school segregation, 

and the Civil Rights Act of 1964 created federal laws and affirmative action strategies that 
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further focused on improving life through employment and education for African Americans 

(Bastedo et al., 2016; Cohen & Kisker, 2010). The U.S. Supreme court extended the 

desegregation of educational settings to higher education institutions in the Florida ex.rel. 

Hawkins v. of Control (1956) ruling. However, in 1965, only five percent of undergraduate 

students, one percent of law students, and two percent of medical students in the country were 

African American because the Supreme Court failed to specify a deadline by which institutions 

were to be desegregated (Cohen & Kisker, 2010; Journal of Blacks in Higher Education, 2018). 

Affirmative actions in higher education institutions contributed to the provision of educational 

equity. 

President Lyndon B. Johnson’s signing of Executive Order 11375 specified that every 

government contractor must be desegregated by 1968. Executive Order 11375 led to the 

expansion of related complaint investigations through the Office of Civil Rights (OCR) (Bastedo 

et al., 2016; Cohen & Kisker, 2010; Journal of Blacks in Higher Education, 2018). The action of 

President Johnson led to higher learning institutions adopting similar recruitment policies, and 

over time the graduation rates for African American male students steadily increased from 3.5% 

in 1960 to 6.4% in 1975 (Cohen & Kisker, 2010; Lucas, 2006; NCES, 2017). Although African 

American male student graduation rates were increased during this period, their male White 

counterparts were graduating at a significant higher rate of 14.9% by 1975. The legislative 

strides in the 1960s and 1970s furthered educational equal opportunity for African American 

male students, however graduation gaps continued to exist. 

In the late 1970s, Regents of the University of California v. Bakke (1978) ruled that while 

race may be used as a factor in higher education admissions criteria when all other factors are 

equal, quotas were prohibited. The influence of this ruling was significant due to it “insidiously 
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usurping civil rights language and ignoring the historical and contemporary realities of 

communities of color, opponents of affirmative action claimed that accounting for race in higher 

education discriminated against Whites” (Yosso, Parker, Solórzano, & Lynn, 2004, p. 2). Prior to 

the Bakke ruling, selective colleges and universities regarded race-conscious admissions policies 

primarily as a way to remedy historical societal discrimination against African Americans, 

Hispanics, and Native American applicants (Cohen & Kisker, 2010; Schmidt, 2008). The 

Bakke (1978) ruling declared admission policies based on past racial oppression and 

discrimination could not be a factor in admissions but admissions policies “grounded in the 

educational theory of diversity in the study body” was permitted (Schmidt, 2008). Additional 

legislation on the state level contributed to the decline in affirmative action in higher education. 

In the Hopwood v. State of Texas (1996) ruling, the Fifth Circuit Court of Appeals court 

held that:  

The University of Texas School of Law may not use race as a factor in deciding which 

applicants to admit in order to achieve a diverse student body, to combat the perceived 

effects of a hostile environment at the law school, to alleviate the law school's poor 

reputation in the minority community, or to eliminate any present effects of past 

discrimination by actors other than the law school (p.954). 

This 1996 Fifth Circuit Court of Appeals decision was a frontal assault on the Supreme Court's 

1978 Bakke affirmative action decision which prohibited quotas but also allowed schools to 

consider race as a factor in college applications (Gwynne & Cray, 1996; Schmidt, 2008). 

Interestingly, the court agreed that Cheryl Hopwood was "a fair example of an applicant with a 

unique background and her circumstances would bring a different perspective to the law school" 

(Gwynn & Cray, 1996, p. 54). Hopwood, at the time, was a 29-year-old White woman, married 



	 Texas Tech University, Angela Dampeer, August 2020 

 30 

to a serviceman, worked as an accountant and was raising a disabled child when she applied to 

the University of Texas with LSAT scores that met the minimums established for the pool of 

minority and disadvantaged applicants (Gwynn & Cray, 1996). Ironically, later in this decision, 

the court stated that “a university may properly favor one applicant over another because 

relationship to alumni, or economic or social background by scrutinize applicants individually, 

rather than resorting to the dangerous proxy of race” (p. 54) (Cohen & Kisker, 2010; Lucas, 

2006; Journal of Blacks in Higher Education, 2018). Meanwhile, minoritized groups argued that 

screening family relationships and “major donation prospects” amounts to affirmative action for 

White students (Gwynn & Cray, 1996).  Given the centuries of historical discrimination in higher 

education for African Americans and other racial minority groups, affirmative action policies 

served as an opportunity to level the playing field ensuring institutionalized academic access and 

equity. The following section demonstrates the myriad of obstacles and institutional supports 

African American male students currently experience on the campuses of higher education 

institutions.   

African American Males at Predominately White Institutions 

Shifts in the demographics in North American colleges and universities over the past 

decades have created more ethnically diverse campuses (Hurtado et al., 2015). While some 

recognize the multicultural trends for creating more dynamic environments, others are 

disappointed by the multiethnic “infiltration” of traditionally White, male enclaves such that 

minority groups are met with hostility and even violence (Perry, 2010). This fact was illustrated 

as recently as 2017, when White Supremacist used the University of Virginia as a location for 

their “Unite the Right” rally by protesting the Charlottesville City Council decision to remove a 

statue of a confederate general (Luke, 2018). The connections between the messages of the 
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“Unite the Right” rally and the evidenced thread of White Supremacist ideology in much of the 

University of Virginia’s history is glaring. Notably, due to the university’s strong resistance to 

desegregation, in 1950 an opportunity was created for its discriminatory practices to be 

challenged and ordered to change in the Swanson v. Rector of Visitors of the University of 

Virginia (1950) ruling. The 1950 ruling mandated that the institution increase the number of 

Blacks enrolled at the institution (Sky Lark, 2012). Although, legislative mandates have been 

developed to level the playing field for marginalized populations throughout all higher education 

environments, it is the intentional, resourced actions of institutional practitioners that have a 

profound influence on student success by shifting the campus racial climate through providing 

proactive, research-informed assistance.  

In order to examine African American African American males at predominately White 

institutions (PWIs), we must first explore the complexities of the African American male identity 

at these institutions. A common theme in the research of African American male collegiate 

students, but missing from institutional initiatives that drive enrollment, persistence, and 

graduation rates, is the function that identity plays in the successful outcomes of this population. 

Social identity development is the process by which individuals come to understand their 

ethnicity, race, gender, sexual orientation, and others personal characteristics (Evans, 2009). 

African American male students at predominately White institutions have experienced past 

socioeconomic, familial, religious, media portrayal, and pre-secondary school experiences 

factors that influence their collegiate identity. African American male lack of persistence from 

PWIs is significantly due the lack of a sense of belonging, racial battle fatigue, and the threat of 

violent and non-violent aggression (Chen, Ingram, & Davis, 2014; Dade et al., 2015; Smith et al., 

2016; Strayhorn, 2008). Additionally, the decline in Black male persistence and graduation rates 
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have been attributed to: 1) personal motivation and diverse external commitments; 2) lack of 

primary and secondary school preparation; and 3) the lack of proper integration and support in 

the classroom and social settings at higher education institutions (Brock, 2010). Although social 

identities are significantly influenced by time, place and are constantly shifting (Evans, 2009), 

Sedlacek (1987) suggested that we consider eight noncognitive variables critical in the lives of 

African American males in the higher education environment. The identified eight noncognitive 

variables include: 1) positive self-concept or confidence; 2) realistic self-appraisal; 3) 

understanding and dealing with racism; 4) demonstrated community service; 5) preference of 

long term goals to short term or immediate goals; 6) availability of strong support person or 

mentor; 7) successful leadership experiences; and 8) knowledge in an acquired field.  

Positive self-concept or confidence is related to one possessing strong self-feeling, 

strength of character, racial identification, determination, and a solid independence (Franklin, 

Debb, & Colson, 2017; Osyerman et al., 1995; Sedlacek, 1987). African American students who 

attended PWIs exhibited lower self-esteem than those who attended schools with populations of 

majority students of color (Hope, Chavous, Jagers, & Sellers, 2013). The level of self-esteem in 

African American students who attend PWIs may be influenced by the campus environmental 

racial stressors. Black students at PWIs experienced a continuum of race-related stressors 

ranging from heightened awareness of negative stereotypes about Blacks to experiences with 

blatant racial discrimination which profoundly influenced their self-awareness and college 

experience (Griffith, Hurd, & Hussain, 2019). Further, African American students at PWIs tried 

to assimilate into the campus culture often disassociating with the culture and norms in which 

they grew up (Lucas, 2018). The lessoning of stressors in the educational environment 

contributes to the students increased self-esteem and successful academic outcomes. 
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Cultural adaptation and racial identity in a PWI setting had an influence on the self-

concept of African American students which influenced their social adjustment and academic 

success (Franklin et al., 2017; Sedlacek, 1987). Most PWIs are organized, intentionally or 

unintentionally, in a manner that diminishes African American males’ concepts of their own 

possible selves as students by the discriminatory educational structure that mirrors the 

imbalanced distribution of cultural capital in American society (Hope et al., 2013; Osyerman et 

al., 1995). Cultural capital enables students to obtain the knowledge, skills, and characteristics 

necessary to become the valued adult contributor in their sociocultural position (Lee, & Chen, 

2017; Osyerman et al., 1995). Notably, it is difficult for African American males to ascertain and 

maintain a confident possible self in a nation and higher educational structure that provides a 

glaring inequitable social context for their existence (Adams, 2005; Ogbu, 2004; Oyserman et 

al., 1995; Oyserman et al., 2002). There have been limited student affairs engagements 

institutionally resourced and supported for African American males (Brooms, 2017). Due to 

these limitations, African American males must work harder than their White peers to achieve 

their desired academic, social, and professional outcomes. The work of African American males 

within this campus environment is actualized by actively counteracting presumptive stereotypes, 

behaviorally overcompensating for negative generalization, and conforming to the dominate 

campus racial norm (Hope et al., 2013; Palmer & Maramba, 2011). In addition to the traditional 

school demands, African American students must strategically maneuver through cultural biases 

and learn how to bridge their Black culture with that with the prevailing culture at the PWIs 

(Hope et al., 2013). Hope et al. further explained that African American students tactically 

moved and connected their culture with the dominant campus culture by actively counteracting 

stereotypes and discrimination negative perceptions. African American students’ counteractivity 
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to generalizations, and discrimination were displayed through strong, positive racial group 

identification which supports psychologically adaptive connections between self-esteem and 

academic achievement (Adams, 2005; Hope et al., 2013). Positive co-curricular supports 

contribute to African American students’ overall wellbeing in the higher education setting. 

Positive self-concept and racial identity play a significant role in the social and academic 

outcomes of African American males at PWIs and must be an area of enhanced emphasis for 

higher education practitioners. Realistic self-appraisal recognizes and accepts any deficiencies 

and works hard at self-development (Payne & Suddler, 2014; Sedlacek, 1987). Self-evaluation in 

higher education is related to both academic and social issues. Specifically related to populations 

in the higher education setting, self-appraisal is the individual student’s recognition for need to 

broaden his or her individuality; especially important in academic areas. Student success 

involves the ability to “take-readings” and make adjustments prior to grades being in or fully 

developing a lifestyle that is not conducive to success (Sedlacek, 1987). African American 

students may find it difficult to receive self-assessment feedback from faculty, staff and other 

students at PWIs due to the disconnection from the central part of the campus informal 

communication system. Adams (2005) found that there was also a positive relationship between 

satisfaction with the college campus and having close friends, feeling part of a community, 

interacting with students of the same race as well as with those from a different race. These 

social interactions that go beyond the classroom are integral for the development, persistence and 

success of African American male students at PWIs. 

Campus racial climate is critical for universities to assess given their particular historical-

geographical position and on-going role in racialization, in the United States (Luke, 2018). “Non-

violent and violent forms of oppression coalesce to make PWIs an unwelcoming place for 
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minority students” (Perry, 2010, p. 112). These factors demonstrate that African American male 

departure from PWIs is significantly due the lack of a sense of belonging, racial battle fatigue, 

and the threat of violent and non-violent aggression (Chen, Ingram, & Davis, 2014; Dade et al., 

2015; Smith et al., 2016; Strayhorn, 2008). PWIs often fail to provide African American 

undergraduate male students with an environment that supports their retention and graduation 

rate because they fail to support the non-academic and social needs of this population (Coleman, 

2015). Campus racial climate is in its simplest form is an institution’s campus climate potential 

influence on diversity (Hurtado et al., 1998). African American undergraduate male students 

must have institutional supports that combat campus racialization and undergird academic 

success influences that influences the trajectory of their future professional and personal success.  

Each distinctive higher education student should be accepted for who they are and 

respected for the individual differences that they contribute to the campus community (Fleming, 

2007). Consequently, most PWIs have made more or less concentrated efforts to accommodate 

the plurality of interests, largely through recruitment and curricular reform. Attempts have been 

made to hire more people of color and women as faculty, in order to lend expertise and to act as 

role models for students (Perry, 2010). Minoritized students should not feel pressured to become 

assimilated into the mainstream of a campus climate, losing their cultural identities but be 

embraced and supported. For example, African American male students should have campus 

social networks, such as affinity groups, that embrace and foster their past cultural experience 

and prepare them to be future world changes and positive contributors to the global society 

(Brooms et al., 2015). Further, the influence of these institutional responses is a continual 

systemic pull toward a dominant culture deflecting the articulated racial inequity back on 

marginalized, minoritized students (Cook, 2014; Hoffman & Mitchell, 2016). In fact, Palmer and 
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Maramba (2011) found that the media acts as a concealed curriculum and implores negative 

messages and symbols to stymie the educational engagement of African American men. The 

media rarely emphasizes positive accomplishments of African American males but commonly 

utilize their platform to perpetuate and activate negative stereotypical depictions (Palmer & 

Maramba, 2011). Therefore, faculty, staff and administrators are charged with addressing the 

societal biased and potential detrimental views in of African American males in higher education 

as to produce successful social and academic outcomes.  

Current Obstacles for African American Males in Higher Education 

Beyond the historical disadvantages, the current obstacles for African American males in 

higher education institutions are multidimensional. Although, African American male 

representation is low in number on White campuses, they experience hypervisibility and are 

targets of hypersurveillance (Smith, Mustaffa, Jones, Curry, & Allen, 2016). Throughout much 

of American history, African American males have been depicted in literature and film as 

villains, con men, and a menace to society (Palmer and Maramba, 2011). The overarching 

awareness of this depiction and generalized profile of African American males in U.S. life 

creates a constant barrage of assaults on their academic and social journey. As a result of this 

generalization, hypervisibility, and hypersurveillance, African American male students at PWIs 

must deal with the phenomena of racial microaggressions and battle fatigue (Hotchkins, 2016; 

Smith et al., 2011; Smith et al., 2016; Sue, et al., 2007). The negative attitudes and behaviors in 

the higher education campus racial climate creates multifaceted fatigue for African American 

males.  
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Racial Microaggressions and Battle Fatigue 
 

Researchers have explored the emotional, physiological, and psychological "costs" 

associated with African American male student populations at PWIs (Smith, Allen, & Danley, 

2007; Smith et al. 2016). According to Smith et al. (2011), African American males at PWIs 

experience campus racial climates replete with gendered racism, blocked academic opportunities, 

and mundane, extreme, environmental stress (MEES). Moreover, research showed that repeated 

“exposure to race-related stressors such as discrimination may take a toll on Black 

undergraduates attending (PWIs who must contend with these stressors in addition to stressors 

common to the developmental space of emerging adulthood and the transition to college” 

(Griffith, Hurd, & Hussain, 2019 p. 115). Racial microagressions contribute to the MEES 

African American males experience (Smith et al., 2006; Smith et al. 2011; Smith et al. 2016; 

Sue, et al., 2007). According to Smith et al. (2006) racial microaggressions are defined as subtle 

verbal and nonverbal insults pointed at people of color with layered insults based on one's race, 

race-gender, class, sexuality, language, immigration status, phenotype, accent, or surname. The 

cumulative offences produce emotional, psychological, and physiological distress, or racial battle 

fatigue (Hotchkins, 2016; Smith et al., 2006; Smith et al., 2011; Smith et al., 2016).  Racial 

microaggressions are further described as “brief and commonplace daily verbal, behavioral, or 

environmental indignities, whether intentional or unintentional, that communicate hostile, 

derogatory, or negative racial slights and insults toward people of color” (Sue, et al., 2007, p. 1). 

For example, racial microagressions such as being stopped by campus security for being "out of 

place," "fitting the description," or being advised to take classes in less challenging but more 

"welcoming" academic programs contribute to these environmental stressors (Smith et al., 2007; 
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Smith, Mustaffa, Jones, Curry, & Allen, 2016).  Navigating through the daily challenges of racial 

microagressions as a marginalized group produces racial battle fatigue and stress.  

African American males carry the burden of two negative social identities as they move 

through society, one as a member of the African American race and the other as a Black male 

dealing with anti-Black male attitudes and oppression (Smith et al., 2007). Further, African 

American males are the most vulnerable U.S. racial-gender group for almost every health 

condition that medical researchers monitor (Smith et al, 2006; Smith et al. 2011; Smith et al. 

2016; Sue, et al., 2007 Smith et al. 2011). Racial microagressions result in the perpetuation of 

various injustices that have significant consequences not only on the mental health of the 

recipients, but also in creating and maintaining racial inequities in health care, employment, and 

education (Smith et al., 2016; Sue et al., 2007; Sue et al., 2008). The racial battle fatigue 

conceptual framework demonstrates that African American males experience mundane racial 

microaggressions that build up over time and are detrimental to their health and overall quality of 

life (Smith et al., 2016). Notably, perpetuators of microaggressions are often unconscious that 

they engage in such communication when they interact with racial/ethnic minoritized groups 

(Sue et al., 2007). Higher education practitioners committed to providing personal attention to all 

students must take intentional institutional steps to minimize racial microagressions and battle 

fatigue for African American males.  

Current Supports for African American Males in Higher Education 

Many supports are currently in place and should be of emphasis for African American 

males in higher education predominately White institutions (PWIs) that may contribute to their 

overall student success. African American male students should be strongly encouraged to 

participate in more extracurricular activities that are related to academics and leadership such as 
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academic clubs, debate teams, student government, and not just athletics (Garibaldi,1992; Ogbu, 

2004). When higher education practitioners publicly recognize the successful academic 

experiences of young African American males through campus co-curricular non-athletic 

engagement, they simultaneously raise their self and academic confidence (Ogbu, 2004). 

Although, African American males are presented with obstacles on their academic path in higher 

education, they possess the fortitude to traverse the terrain, persist and graduate with strategic 

and sustained support. Additionally, creating supportive campus sanctuaries and counterspaces 

for coping with racial microaggressions in higher education settings are beneficial for 

minoritized students (Grier-Reed, 2010; Smith et al., 2006; Smith et al., 2011). According to 

Robertson and Chaney (2017) “counterspaces allow students of color to preserve a sense of 

home and culture in a white college environment” (p. 273). Inclusiveness and diversity in student 

social networks, campus activities, and residential arrangements are likely to maximize campus 

engagement and be beneficial to all racial/ethnic groups (Simmons et al., 2010). Further, students 

who have strong predilections to interacting with members of ethnocultural groups other than 

their own, or have had successful experience in doing so, could serve as peer discussion leaders, 

residence hall assistants, and peer mentors for minoritized students (Hurtado et al., 2015; 

Simmons et al., 2010). Various supports are present and should be leveraged for African 

American males attending PWIs which may contribute to their overall student success. 

Anthony (2010) found membership and private collective racial esteem to be a significant 

predictor of quantity of campus involvement for African American males, identity salience to be 

a significant predictor of decision to join an ethnic or minoritized organization for African 

American males. Identity-based educational climate approaches requires information about 

students’ time thinking about their own racial background and if different contexts and practices 
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are associated with this behavior, as it is critical to their identity development and relations with 

others (Hurtado et al., 2015). As an environmental scan is made of our nation, with the wealth of 

diversity that exists, notably in the area of higher education there is a misrepresentation of this 

diversity (Hurtado, Alvarado, & Guillermo-Wann, 2015). African American males continue to 

be far less likely than White males to earn college degrees (Guiffrida & Douthit, 2010; NCES, 

2017).  Further, African-American male students in colleges and universities in the United States 

are on average disproportionately represented as the lowest academically performing race in 

comparison to other races on campuses (Guiffrida & Douthit, 2010; NCES, 2017). However, 

findings suggested that African American males attending HBCUs had a greater persistence rate 

than their counterparts at PWIs due to institutional support measures such as positive faculty 

mentoring, high academic expectations, active peer engagement, minimal racial microagressions, 

and racial battle fatigue (Quarterman, 2008; Smith et al., 2006; Smith et al., 2011; Smith et al., 

2016). HBCUs are not large enough to accommodate the majority of African American males 

seeking college degrees programs (Hurtado 1992; Quarterman, 2008), however, minoritized 

students attending HBCUs experience greater academic success than that of students attending 

PWIs (Guiffrida & Douthit, 2010; NCES, 2017). The academic performance gap “becomes even 

larger when focusing solely on the vast numbers of Black students enrolled in predominantly 

White institutions (PWIs), which are often more accessible than historically Black colleges and 

universities (HBCUs) because they greatly outnumber HBCUs” (Guiffrida & Douthit, 2010, p. 

311). Explicitly, African Americans students’ academic and social integration into the college 

environment is challenging because their norms and values such as communalism, self-

expression, practice of spirituality could be perceived as unlike those of the White majority 

(Cook, 2014). According to Hotchkins (2017), “taking advantage of opportunities to support 
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students of color created sociocultural moments for determining the best ways to collectively 

organize on how to disrupt oppression and locate supports on campus” (p. 276). PWIs that 

intentionally and strategically support African American male students may positively influence 

academic outcomes.  

The status of African American males in higher education serves as a stimulus for 

research to investigate the student population’s collegiate experiences, campus climate, and other 

factors that influence retention and persistence rates compared to other undergraduate 

populations. Higher education researchers have unveiled that African American male students 

have social and non-academic needs that must be addressed to ensure greater rates of persistence 

and graduation (Brooms, Goodman & Clark, 2015; Guiffrida & Douthit, 2010; Hotchkins, 2017; 

Means, 2014; Smith, Allen & Danley, 2007; Smith, et al, 2011; Smith & Yosso, 2007; Warren & 

Hotchkins, 2015; Wood & Turner, 2010). African American male students who engaged in 

structured achievement programs reported that they gained social and cultural capital, improved 

their scholastic and social engagement, and begin to breakdown their own negative perceptions 

of African American males (Brooms et al., 2015). According to Palmer and Maramba (2011) 

“critical theory asserts that society is orchestrated in such a way to help the dominant class 

maintain their hegemony and the subservient classes maintain their oppression” (p. 441). Critical 

theory encourages resistance of majority ideals and challenge adult learners to resist the 

perceived ideology of any majority and be courageous in sharing our values, thoughts, ideas and 

solutions (Brookfield, 2005). African American male students are keenly aware of educational 

inequities and believe in education as the great equalizer Harper and Davis (2012). The great 

equalizer of higher education allows for Black males to not only be contributors but influential 

leaders in the local, national, and global community. 
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Campus Climate in Higher Education 

Smith & Schonfeld (2000) defined the four dimensions of campus diversity and inclusion 

as: 1) representational diversity; 2) curricular and co-curricular transformation; 3) institutional 

leadership and commitment; and 4) campus climate. Fundamental to the conceptualization of a 

campus climate for diversity is the thought that students are educated in individualized racial 

contexts (Hurtado, 1998). The diversity and inclusion initiatives to improve campus racial 

climate does not have a “one size fits all” solution. Each higher education institution must do an 

individual assessment that includes a historical and present day data and information. New 

matriculates that converge each semester on to higher education campuses come with a variety of 

backgrounds and perspectives that are to be supported and valued in their campus climate.  

In a more detailed contextual definition, Hurtado et al. (1998) described the four 

measured dimensions of campus racial climate as follows: 1) an institution’s historical legacy of 

inclusion or exclusion of various racial/ethnic groups; 2) structural diversity in terms of 

numerical representation of various racial/ethnic groups; 3) the psychological climate of 

perceptions and attitudes between and among groups; and 4) the behavioral climate dimension, 

characterized by intergroup relations on campus. Figure 1.1 illustrates components within the 

four dimensions of campus racial climate model: 
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Campus Racial Climate Model 

 

Figure 1. The campus racial climate model above shows the intersection of the four key 
dimensions of the theoretical framework. The model displays the specific campus characteristics 
and their strategic alignment with the distinct dimensions. (Hurtado, et al., 1998).  
 

Gusa (2010) suggested that “many educational researchers look at the Black/White 

retention gap in higher education as a racialized outcome but not the result of structural racism or 

Whiteness” (p. 480). Gusa details White Institutional Presence (WIP) as White mainstream 

ideology, with the four distinct attributes of: 1) White ascendancy; 2) monoculturalism; 3) White 

estrangement and; 4) White blindness. The four attributes of WPI apply to this study as they give 

understanding to the culture of Whiteness within a predominately White institution. Gusa 

described White ascendancy as “thinking and behavior that arise from White mainstream 
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authority and advantage, which in turn are generated from Whiteness's historical position of 

power and domination” (p. 472). This thought and behavior among a dominant group on an 

institutional campus tends to lead itself to a passively discriminatory culture and the assumption 

of the dominant group norm. Gusa further identified monoculturalism as the expectation that all 

individuals adapt to one "scholarly" worldview, founded in the superiority and normalcy of 

White culture. The participants in the study were given the opportunity expression their thoughts 

on monoculturalism by answering open-ended questions on diversity and inclusion on their 

campus. Further, Gusa explained White blindness, a racial ideology that disguises and protects 

White identity and White privilege. For example, various vehicles for instruction for collegians 

such as textbooks, articles, and electronic presentations may overlook the need for reflections of 

diversity. Finally, he defines White estrangement as the distancing of Whites physically and 

socially from people of color. White estrangement creates a culture of devaluation and tension. 

When minoritized students felt they were valued and faculty, staff and administrators are devoted 

to their development, they were less likely to report racial/ethnic tension on campus. Thus, 

campuses may minimize racial tension and competition among groups by creating more 

“student-centered” environments (Hurtado, 1992). To illustrate multicultural programming, 

roundtable discussion, external guest speakers, and formalized mentoring program can contribute 

to the development of positive student centered environments.  

The characteristics of the four dimensions of campus racial climate must be further 

investigated to emphasizes how it influences African American males at PWIs. An institution’s 

historical legacy of inclusion or exclusion of various racial/ethnic groups contributes to the 

campus racial climate. Historical vestiges of segregated institutions continue to affect the climate 

for racial/ethnic diversity through: 1) resistance to desegregation; 2) the maintenance of old 
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campus policies and; 3) attitudes and behaviors that prevent interaction across race and ethnicity 

(Hurtado et al., 1998) The historical vestiges designed to benefit a specific race are often so 

intricately weaved into the fabric of a college campus that they go unrecognized and 

unchallenged. For example, period artwork determined to be aesthetically pleasing in a higher 

educational institution may reflect images of oppression of marginalized population that go 

unnoticed and address. However, these vestige depictions reflect the majority group dominance 

that contribute to the campus racial climate. Campus racial climate research further suggested 

that: 

The need for legal pressures and extended litigation to require institutions to accept their 

obligation to serve equitably a more diverse group of students has conveyed not only the 

message of institutional resistance but, in some cases, outright hostility toward people of 

diverse backgrounds (Hurtado et al., 1998, pp 283-284) 

Examining an institution’s historical legacy of inclusion or exclusion of various racial/ethnic 

groups allows insight into past policies and practices that influence the current campus climate.  

 The numerical representational of diversity of various racial/ethnic groups provides the 

most tangible and clearly measured insight into an institution’s campus racial climate. 

Historically, Predominately White Institutions provided limited opportunities for interaction 

across race/ethnicity barriers and limit student learning experiences with socially and culturally 

diverse groups (Hurtado et al.,1998; Hurtado et al., 2015; Smith et al, 2016). In campus 

populations where there is a lack of diversity in underrepresented population, adverse outcomes 

like the phenomenon of tokenism, or distinctiveness, are prevalent and contributes to heightened 

visibility, exaggerated group difference, and polarization (Hurtado et al.,1998; Niemann, 2016; 

Pollak & Niemann, 1998). Male and female Black college students are more likely than their 
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White counterparts to “feel chronically distinctive due to their relative recency to academia, to 

feelings of otherness in academia, to their race consciousness, and to their stigmatized status in 

academia and in society (Pollak & Niemann, 1998, p. 958). Tokenism often places stress and 

fatigue on marginalized groups that contributes to negative social and academic outcomes.   

According to Niemann (2016), “experientially, tokens are rare persons of their demographic 

groups within the context, especially in contrast with majority, numerical dominants” (p. 452).  

Many African American male students attending predominantly White institutions experience 

unsympathetic interpersonal climates, feelings of social isolation, and tokenism. (Littleton, 

1995). Harper & Quaye (2007) found this student population predominantly African American 

social groups offered an alternative platform through which to address Black concerns, engage 

with other African American students, and initiate discussions and events without feelings of 

tokenism. However, Harper (2008) found that high-achieving African American male 

undergraduates at PWIs in leadership positions of predominantly minoritized student 

organizations, expressed serving on major university committees to represent the perspectives of 

racial/ethnic diverse students offered them a unique brand of access and not the feeling of 

tokenism.  

The psychological climate of perceptions and attitudes between and among groups have 

significant influence on the campus racial climate. Gusa (2010) suggested White cultural 

practices, traditions, and perceptions of knowledge are embedded and taken for granted as the 

norm at PWIs. The dominate group practices, traditions, and perceptions have an influence on 

marginalized groups such as African American males. An individual’s position within a higher 

education setting influence how one experiences and views the institution (Hurtado et al., 1998; 

Smith et al, 2016). Providing avenues for students to report and seek remedy for negative 



	 Texas Tech University, Angela Dampeer, August 2020 

 47 

experiences is critical, however many psychological stressors of the college climate go 

unreported (Chen, Ingram, & Davis, 2014; Dade et al., 2015; Gusa, 2010; Hurtado et al., 1998). 

Intergroup relations are a significant factor in the psychological components that contribute to 

campus racial climate (Hurtado et al.,1998; Hurtado et al., 2015; Smith et al, 2016). Institutions 

should create intentional structured engagement opportunities for that promote intergroup 

relations. 

The behavioral climate dimension, characterized by intergroup relations on campus plays 

a significant role in the foundation of campus racial climate and consists of  “(a) actual reports of 

general social interaction, (b) interaction between and among individuals from different 

racial/ethnic backgrounds, and (c) the nature of intergroup relations on campus.” (Hurtado et al., 

1998 p. 293). Chang (1999) found that socializing interracially and dialoguing about racial/ethnic 

issues have a positive influence on students’ retention, overall satisfaction with college, 

intellectual self-concept, and social self-confidence. To address the dimension of behavioral 

climate, institutions may learn from their pasts, and through policy and practice articulate to all 

members of the community the expectation that interracial dialogue and interaction are highly 

valued on campus (Hurtado et al. 1998). PWIs should provide focused and structured 

engagement opportunities for faculty, staff, student and community dialogue on interracial 

issues, healing, and future progress. 

 Campus climate is highly influential in a student’s overall positive engagement and 

ultimate success in higher education (Hurtado et al., 2008; Cole & Zhou, 2000). According to 

Fleming (2007), minoritized students should not feel pressured to become assimilated into the 

mainstream of a campus climate, losing their cultural identities as each student should be 

accepted for who they are and respected for the individual differences that they contribute to the 
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campus community. There is an importance in striking a balance between development of a 

unified identity among campus community members, through activities such as campus 

traditions, acknowledgment of the differences between members, and through the development 

and existence of ethnic organizations and support networks (Cole & Zhou, 2000; Harper & 

Quaye, 2007). Striking this balance between development of a unified identity among campus 

community members, and acknowledgment of the differences between members demands 

sustained, systematic effort and change.  

Universities desiring significant change in campus climate might envision 

transformational or radical change for their institution (Davalos, 2014). A robust campus climate 

promotes integration by providing a variety of opportunities for cross-racial dialogues, 

meaningful diversity and inclusion events, and peer-led activities that work against evolved 

human preferences for homogeneity, simplicity, and structure (Tienda, 2013). Cross-racial 

engagement facilitates peer to peer understanding and empathy. Communal interaction increases 

understanding and decreases prejudiced attitudes (Smith & Schonfeld, 2000). Studies suggested 

that a sense of belonging for African American students promotes significant educational 

outcomes such as institutional satisfaction, further academic achievement, retention, persistence 

to graduation, and the feeling that they are important to their institutions (Chen, Ingram, & 

Davis, 2014; Dade et al., 2015; Strayhorn, 2014). Unfortunately, periodic campus incidences 

such as anonymous derogatory symbols (e.g. a noose hanging from a tree on campus), 

discriminatory verbal comments, and microagressions directed at specific individuals 

demonstrate that race and racism remain perennial issues on college campuses (Hurtado et al., 

2015; Smith et al, 2016). For example, in 2015, African American student leaders at the 

University of Missouri complained to administrators of other students openly using racial slurs 
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and using feces to draw a swastika on campus facilities. Due to the perceived inaction of 

administrators at the PWI to the outcry of racist experiences on the university campus, athletes of 

color on the University of Missouri football team stated they would no longer participate in any 

football related activities the university president resigned or removed due to his negligence 

toward marginalized students' experience (University of Missouri, 2015). Through these blatant 

racist acts at PWIs, African American males are forced to seek and embrace coping strategies to 

navigate through the toxic campus climate. 

Research has unveiled that many African American males capitalize and embrace their 

spirituality in their collegiate experience by: 1) utilizing prayer for guidance and coping; 2) 

embracing spirituality as a social context; and 3) receiving social support from religious 

institutions (Riggins et al., 2008). Understanding the role of spirituality and religion in the Black 

community, the academic success of many African American males is inevitably connected to 

religious support (Kim & Hargrove, 2013). Harper's (2012) study shared the influences attributed 

to the successes of African American males, including the ability to navigate racially charged 

campus environments, becoming engaged on campus through leadership opportunities, 

meaningful relationships with peers and mentors, and receiving familial and spiritual support. 

Given the struggles and adversity that African Americans have faced on their journey as citizens 

and scholars in the United Sates, faith has played a critical role in their learning achievement. 

According to Merriam and Bierema (2014), there are four conditions learning and motivation 

offered for Wlodkowski’s adult learning theory that are concludes 1) a welcoming and respectful 

environment is created for the educational environment and 2) intentionally allow learners to see 

the realistic relevance of learning to their real-world experience 3) creating experiences that 

values the learners viewpoint and 4) encouraging learners by engendering confidence that they 
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are successful in their learning. Harper (2012) suggested that essential features separating 

successful Black males from their counterparts are positive encounters with individuals and 

influential experiences of cultural pertinence. Due to the precipitously shifting demographics of 

the population of higher education students, it is a necessity to address concepts such as inclusion 

of underrepresented cultures and ethnic backgrounds in curricular and co-curricular materials, 

educator preparation and diversifying educators (Bamford, Djebbour, & Pollard, 2015). 

Intentionally creating supportive conditions for learning have an influence of the scholastic and 

future career success of African American male students.  

Overview of Diversity and Inclusion in Higher Education 

According to Davalos (2014), demographic shifts and changing political and economic 

landscape have placed increased demands on universities to produce a culturally competent and 

well-trained globally minded workforce. The institutional site for this study has an overarching 

mission statement to develop students to their full potential as individuals and as members of the 

world community (NCES, 2018). As institutions strive to offer an educational experience to 

prepare their students for the global workforce, there should be a more strategic focus on 

ensuring that a diverse and inclusive campus exists (Crouch, 2015). Due to racial segregation in 

many areas of American life, multicultural educational institutions are potentially among the 

most transformative settings in which the next generation has the opportunity to develop positive 

attitudes toward racial/ethnic groups other than their own (Simmons, Wittig, & Grant, 2010). 

Benefits of Diversity and Inclusion in Higher Education 
 

According to Lee and Kramer (2016), attention to diversity contributes to an 

organization's inclusionary climate, enriches the experiences of populations served by the 

organization, and increases the potential for innovation. Innovation is a vital component in 
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allowing students to creatively express their knowledge, challenging them to think critically, and 

preparing them to compete on a global scale. Further, ethnic diversity and values diversity are 

distinct and while the former has a negative effect on innovation, the latter contributes positively 

(Ramasamy & Yeung, 2016). Due to various perspectives contributing to resolutions and 

creative actions, there is a positive relation between diversity in an organization’s knowledge 

base and their innovative capabilities (Hannemann, 2007). In the realm of academia, diversity 

has varying meanings. For this study diversity is defined as the embodiment of an institution’s 

racial environment, matters of students’ educational outcomes, and institutional programs and 

practices that promote equity and inclusion (Milem et al., 2005). 

Because of racial segregation in many areas of American life, diverse educational 

institutions are potentially among the most transformative settings in which the next generation 

has the opportunity to develop positive attitudes toward racial/ethnic groups other than their own 

(Hotchkins; 2017; Simmons et al., 2010). Cross-racial interactions were significant predictors for 

academic and social success on college campuses (Strayhorn, 2008). Lee and Kramer (2016) 

suggested that purposeful diversity and inclusion strategy (PDIS) establishes itself as an 

experiential tool that guides organizational approaches to problem solving, learning, discovery, 

and action; it is incorporated in organizational culture and identity through strategic, material, 

and symbolic processes. A PDIS may act as a dynamic concept that takes proactive action and 

counters institutional pressures and one of strategic resistance to any cultural pressure to conform 

to institutional norms and values (Lee & Kramer, 2016). All students in higher education benefit 

from discussions, debates, and ideas generated from diverse views and perspectives. 
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Challenges of Diversity and Inclusion in Higher Education 
 

A student’s mere presence on campus neither guarantees integration into campus life nor 

does it lead to realization of the pedagogic benefits of diversity and inclusion (Tienda, 2013). 

During the period of establishing institutional strategic goals and setting governance parameters, 

perspectives of students in the numeric minority are typically not represented, nor much thought 

given to how the presence of people of color would influence on the learning environment 

(Fleming, 2007). Often, it is not until students demand social justice and equity or there is a high 

visibility discriminatory action on campus that institutions make diversity and inclusion a 

priority (Hoffman & Mitchell, 2016). Institutional policies and procedures must be examined to 

ensure a commitment to campus diversity and inclusion. Tienda (2013) argued that enrollment of 

a diverse student body is but a pragmatic first step toward the broader social goal of inclusion 

and ask whether motives for campus diversification are aligned with pedagogic goals. Research 

suggested that cross-racial interactions were significant predictors for academic and social 

success on college campuses (Hurtado, 1998; Perry, 2010; Strayhorn, 2008). Specifically, 

researchers found by testing three dimensions of campus racial climate, which included: 1) 

compositional; 2) psychological, and; 3) structural dimensions, were significant predictors of 

students’ attitudes about the benefits of diversity (Ward & Zarate, 2015).  

Emerging Strategies of Diversity and Inclusion in Higher Education 
 

Faculty influence on campus diversity and inclusion. Indeed, diversity is not 

paramount for some PWIs, particularly in regards to hiring minoritized faculty (Bracey, 2017) 

due to measured low demographic representation of varied ethnicities. Dancy (2010) found in his 

study of African American males in higher education settings that the best relationships between 

faculty and the participants were those in which participants sensed sincerity in faculty actions 
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and words. Authenticity and caring through consistent behavior creates trusting and influential 

relationships for African American students. It is essential that trust between students and faculty 

be explored as an important mechanism necessary to assist in positive academic and social 

outcomes for African American male students (Rhoden, 2017).	African American male students 

insisted they received a more critical perspective of society from faculty who drew upon 

culturally relevant pedagogies and informal connections (Dancy, 2010). It is imperative that 

PWIs focus recruiting and hiring diverse faculty to support the relational needs of African 

American students. 	

Staff influence on campus diversity and inclusion. The undergraduate African 

American student experience at PWIs is persuaded by high school and college counselors who 

understand the sociocultural challenges that this population faces in their transitions to PWIs 

(Guiffrida & Douthit, 2010). Further, higher education institutional staff can provide an 

instrumental vehicle of support and advocacy for these students to navigate through their higher 

education academic success (Guiffrida & Douthit, 2010; Johnson, 2013). African American 

students reported that they needed resources to help them successfully cope with various aspects 

of campus life and it was comforting to know that they had advocacy and a system of support 

(Dancy, 2010; Johnson, 2013; Riggins et al., 2008). Staff, such as counselors, advisors, and 

residence hall employees play an integral role in the success of campus diversity and inclusion. 

Additionally, staff influence on campus diversity and inclusion through assisting students with 

their financial needs. Research has found that major determinant of African American male 

collegiate success is their financial condition (Robertson & Chaney, 2017). Human Resources or 

Career Services staff member may assist this population of student with on campus employment 

in areas that are applicable to their post-graduation careers. 
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Peer influence on campus diversity and inclusion. Peer mentoring and influence has an 

overall influence student success and may be a tool to influence the perceptions and experience 

of African American male undergraduate students at PWIs (Leidenfrost, Strassnig, Schabmann, 

Spiel, & Carbon, 2011). Notably, Chang (1999) found that students who socialize with their 

peers and converse regarding racial/ethnic issues outside of class report higher levels institutional 

satisfaction and academic self-concept than those who do not interact with their peers. Campus 

socialization with peers in the form of extra-curricular activities has a positive influence on 

social outcomes. Further, Foubert and Grainger (2006) conducted a quantitative study that 

revealed a “significant connection between involvement in student organizations and higher 

levels of development on several indicators of psychosocial development” (p. 180). Institutional 

diversity and inclusion strategic plans that factor in peer to peer interactions through various 

engagement points influence overall success and achievement for marginalized students.  

Theoretical Framework 

The theoretical framework by which this study was conducted is campus racial climate. 

Social constructivism was used as the researcher’s paradigm. Social constructivism allows 

individuals to seek understanding of the world in which they live and work (Creswell, 2017). 

The social constructivism worldview allows for meaningful subjective interactions with study 

participants. The researcher using the social constructivism framework makes an interpretation 

of the data based on the participants sharing of their personal experiences. The social 

constructivism theoretical framework allows for the researcher to rely on the participants point of 

view for the collection data collection and analysis. An object's subsistence is determined 

through: 1) an individual's sensory perception; 2) communicative acts, both intra- and 

interpersonally and; 3) defined and eventually embodying meaning (Keaton, & Bodie, 2011).  
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This is study allowed the participants to communicate their social experiences and perceptions of 

the institution’s campus racial climate based on their individualized interactions in the various 

campus environmental settings. Two of the fundamental roles of social constructivism is the act 

of communication causing an idea to be regarded as true and the role of how the communicative 

acts play in creating shared interpretation (Chesson, 2009; Creswell & Poth, 2018; Keaton, & 

Bodie, 2011). The qualitative research element of expressed narratives in this study allowed for a 

rich, thick understanding of how the students interpret the meanings of their experiences of the 

campus climate and the influence of diversity and inclusion on their social and academic 

outcomes. The campus racial climate framework was used is that established by Hurtado et al. 

(1998) which described the four measured dimensions of campus racial climate:  

1) an institution’s past history of inclusion or exclusion of racial/ethnic groups; 2) its 

structural diversity in terms of numerical representation of various racial/ethnic groups; 

3) the psychological climate of perceptions and attitudes between and among groups; and 

4) the behavioral climate dimension, characterized by intergroup relations on campus (p. 

282).  

Narrative research was the qualitative approach by which the campus racial climate 

perceptions and experience were examined for the identified population. Research that involves 

narrative begins with the experiences as expressed in lived and told stories of individuals 

(Creswell & Poth, 2018). The exploration of African American male students’ perceptions of 

campus climate at a predominately White private higher education institution involves collecting 

stories about the students’ daily life experiences in their collegiate environment.  

Collected narratives from interviews provided voice for the participants’ perceptions of 

their classroom and student life experiences related to messages, events, and values of diversity 
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and inclusion on their campus. Additionally, narrative inquiry is proposed for this qualitative 

research because it scrutinizes through storytelling how culture, environment, and 

intentional/unintentional acts of diversity and inclusion influences a student’s sense of belonging 

and academic success in higher education (Chesson, 2009). A sense of belonging is a direct 

indicator of a student’s perception of feeling a part of the community of an institution and 

contributes to academic success (Harper, 2012; Kim & Hargrove, 2013; Riggins et al., 2008; 

Strayhorn, 2014). 

Research Questions 

This study was guided by the following three research questions:  

1. What are African American male undergraduate students’ perceptions of campus 

climate at private, religiously affiliated predominantly White institutions?  

2. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus racial climate as 

influenced their academic outcomes? 

3. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus diversity as a function of 

campus racial climate?  

Predicted Problems 

 The research questions predicate problems include: 1) the sample population of students 

may be hesitant to share their perceptions of campus climate directly with an institutional 

administrator who is a Black woman; and 2) the sample population of students may not be aware 

diversity and inclusion strategic initiatives on campus. 
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Assumptions 

This study was guided by the assumption that the African American male undergraduate 

students participating in this study understand and have been influenced by the campus racial 

climate. It is also assumed that the students are able to express their thoughts on the benefits and 

challenges of diversity and inclusion strategies in their higher education environment.  

Summary 

Historically, African Americans in the U.S. have fought to gain equity and access to 

higher education (Bastedo et al., 2016; Cohen & Kisker, 2010; Lucas, 2006) African American 

males remain increasingly less likely than Whites males to graduate from higher education 

institutions and obtain degrees (Guiffrida & Douthit, 2010; NCES, 2017).  Further, African 

American male students at predominately White institutions (PWIs) in the U.S. are on average 

disproportionately identified as the lowest scholastically performing group in comparison to 

other races on campuses (NCES, 2012). The higher education campus climate has an influence 

on retention and graduation rates of students in the institutions. Campus diversity and inclusion 

strategies such as mentoring have been identified in the research literature to increase the student 

population’s sense of belonging (Chen et al., 2014; Dade et al., 2015). This study seeks to 

explore African American male undergraduate students’ perceptions of campus climate at 

private, religiously affiliated predominantly White institutions of higher education, their 

perceptions of campus climate in assisting them in achieving academic success, and their 

perceptions of the benefits and challenges of campus diversity and inclusion strategies. 

The results of this study were used to assist higher education institutions, specifically 

private, religiously affiliated PWIs in the state of Texas, in gaining insight and understanding 

into African American male undergraduate perceptions and experiences of campus racial 
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climate. Additionally, the study provided understanding regarding the role of the campus climate 

in the students’ academic success, benefits and challenges of diversity and inclusion strategies.  
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CHAPTER III 

METHODOLOGY 
 
 Chapter III presented the methodology for this qualitative research study. The research 

design, data collection, data analysis, and trustworthiness of the study was explicitly described. 

Additionally, this chapter explained the context of the study and the context of the researcher. 

The purpose of this study was to explore the perceptions and experiences of African American 

male students who navigate the campus racial climate at a predominately White private, 

religiously affiliated institution in the state of Texas. Specifically, the focus of this study was 

African American male undergraduate students’ perceptions of campus racial climate and the 

role diversity and inclusion plays in their academic and social outcomes.  

Research Questions 

This study was guided by the following three research questions:  

1. What are African American male undergraduate students’ perceptions of campus racial 

climate at private, religiously affiliated predominantly White institutions?  

2. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus racial climate as 

influencing academic outcomes? 

3. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus diversity and inclusion as 

a function of campus racial climate?  
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Research Design 

Establishing the Paradigm  
 

Research design is the process and logical sequence of examining a problem from 

conceptualizing the problem, developing research questions, data collection, and outcome 

documentation (Creswell & Poth, 2018). The identified research design approach for this study 

exploration was qualitative narrative inquiry. Qualitative research studies individuals in their 

natural setting attempting to make sense of phenomena in terms of the meanings people bring to 

them (Denzin & Lincoln, 2011). Narrative research was the qualitative approach for the 

methodological process in this study. Narrative research begins with the experiences as 

expressed in lived and told stories of individuals (Creswell & Poth, 2018). The exploration of 

African American male students’ perceptions of campus racial climate at a predominately White 

private higher education institution involves collecting stories about the students’ daily life 

experiences in their collegiate environment. The collegiate environment was included face to 

face classroom, social, and residential settings. 

Narratives collected from the student interviews amplified the participants’ voices 

regarding perceptions about classroom and student life experiences related to institutional 

messages, events, and values of diversity and inclusion on their campus. The narrative inquiry 

considers that people live multifaceted lives, reflects that people are constantly changing, and 

ultimately details more than the participants' stories (Chesson, 2009). Narrative inquiry is 

appropriate for this research because it dissects how culture, environment, and 

intentional/unintentional acts of diversity and inclusion influences a student’s sense of belonging 

and academic success in the higher education setting. The narrative research design methodology 

is powerful in that it allows the imperceptible to become perceptible. 
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The three research questions proposed aid in gathering oral histories based on the belief 

that individual experiences have meaning and are critical in providing a greater understanding of 

the realities of students’ campus culture experiences in the classroom and in life. Oral history is a 

form of narrative study that consists of gathering personal reflections of events and the causal 

effects on individuals (Creswell & Poth, 2018). The participant interviews were conducted on the 

higher education campus in which they learn, engage, and reside.  

The theoretical paradigm for this study was social constructivism. Social constructivism 

allows individuals to seek understanding of the world in which they live and work (Creswell & 

Poth, 2018). The social constructivism worldview allows for the development of subjective 

meaning of the study participants’ interactions and experiences.  

An object’s existence is determined through an individual’s sensory perception; through 

communicative acts, both intra- and interpersonally, they are defined and eventually 

embody meaning. The social process of defining the object (i.e., its construction) enables 

it to exist in a social context, to have meaning. (Keaton, & Bodie, 2011, p. 192)  

Specifically, the social constructivism theoretical paradigm better informed this particular study 

in that the subjective meanings of the participant interactions and experiences are often 

negotiated socially, historically, and through cultural norms that operate in the individuals’ lives 

(Creswell & Poth, 2018). The African American male student participants in this study had the 

opportunity to express perceptions and experiences of their campus racial climate through a 

series of broad and general open-ended questions. The broad and general open-ended questions 

allowed them to construct the meanings of interactions and situations on their campus.  

The researcher using the social constructivism framework makes an interpretation and 

analysis of the data based on the participants sharing of their personal experiences. Further, 
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through this theoretical framework the researcher must “recognize that their own background 

perspective shapes their interpretation, and they position themselves in the research to 

acknowledge how their interpretation flows from their own personal, cultural, and historical 

experiences” (Creswell & Poth, 2018, p. 24). Thus, the qualitative researcher in the social 

constructivism research design made an interpretation of the data based on the findings and their 

own background perspectives. Through the theoretical paradigm of social constructivism, the 

researcher was conscious of and prevent the insertion of negative personal biases.  The 

consciousness and prevention of the researcher’s preconceptions allowed for the study data 

analysis to be more objective. 

Type of Study  
 

The narrative research design and social constructivism paradigm has been identified as 

the methodological lenses that was used to examine the perceptions and experiences of the 

identified study population. A narrative research approach explores the life of individuals by 

focusing on the participants through the active listening of their stories and interpreting patterns 

of meaning (Creswell & Poth, 2018). The collection of data through narrative research is not 

solely based on predetermined information, it is further based on new information gathered from 

the expressions of the participants.  

Narrative inquiry was appropriate for this qualitative research because it scrutinizes 

through storytelling how culture, environment, and deliberate conscious and unconscious acts of 

diversity and inclusion can influence a student’s sense of being a valued member of the campus 

community and academic success in higher education (Chesson, 2009). The rationale for the 

narrative inquiry interview questions ultimately focused on the three research questions. The 

exploration of African American male students’ perceptions and experiences of campus climate 
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at a predominately White private higher education institution involves collecting stories about 

how the students traverse through their daily life experiences in a collegiate environment. 

Storytelling is a key component of the narrative research design as it is an educative reflective 

act that goes beyond writing, has an audience, has an imagined response, and actual response 

(Chesson, 2009). The participants had the opportunity to tell their stories within their academic, 

social, and residential setting. 

Study Setting  
 

A religiously affiliated, predominately White four-year university was the setting for this 

study.  As noted by the National Center for Education Statistics (NCES), this urban, co-

educational, liberal arts institution is located in the South. The urban institution was founded by 

the Methodist Episcopal Church, South, in 1890 (NCES, 2018). According to the Carnegie 

Classification of Higher Education Institutions (CCHEI), the university is a small, private, not-

for-profit, primarily residential institution with a majority of undergraduate students (2018). The 

institution offers and awards bachelor’s, master’s and doctoral level degrees. (CCHEI, 2018). 

According to the NCES, in Fall 2017, the institution had a total enrollment of 2,396 students of 

which 1,674 were undergraduates. During this time period, there were 136 full-time and 134 

part-time faculty employed by the institution and the student-to-faculty ratio averaged 16:1. A 

significant majority of the students at the institution attended full-time (89%, fall 2017) with 

11% attending part-time (NCES, 2018).  

The overall race/ethnicity of the student population of the university setting is 

predominately White at 30.7%, followed by Hispanic at 29.4%, International (representing 48 

countries) at 16.4%, African American at 14.8%, and other at 8.7% (Petersons, 2018). In 2017, 

76% of the undergraduate students were 24 years old or younger and 86% of these students 
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resided on campus (NCES, 2018). The six-year graduation rate by race/ethnicity for students 

pursing bachelor’s degrees at this institution was 32% for African Americans, 39% for 

Hispanics, 40% for White and 80% for International students (NCES, 2018). 

Study Participants  
 

The participants for this study were full-time undergraduate African American male 

students. It is an important component in a research study to find people and places to study, gain 

access to, and establish a connection with so they may provide suitable data for future influential 

contributions to the higher education body of knowledge (Creswell & Poth, 2018). Full-time 

African American male undergraduate students exposed to multiple facets of the campus racial 

climate of the university provided the preeminent opportunity for information gathering on the 

problem and to answer the research questions. In addition, these participants provided insight as 

to how diversity and inclusion strategies may act as a tool for their academic success.  

Specifically, the inclusion criteria for the participants included: 1) full-time 

undergraduate African American male students; 2) who have been at the university for one or 

more years; 3) that are on campus residents and commuters. The reasons for the specific 

selection criteria included the following: 1) full-time undergraduate students were selected 

because of their novice experience in higher education; 2) students who had been at the 

university for one or more years were selected because they have had an opportunity to 

experience the complete campus racial climate for a sufficient length of time; and 3) students 

who live on campus were selected because they may experience the campus racial climate during 

normal school hours and after hours.   

Study participant selection occurred following formal approval through the Texas Tech 

University Office of the Vice President for Research - Human Research Protection Program. The 
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selection process for identifying participants began with a representative from Student Affairs at 

the study institution. The researcher requested that the representative from Student Affairs 

identify students who met the requirements of the study population. The representative from 

Student Affairs was unable to refer students to the researcher 

The researcher contacted a sponsor of the Black Students Association to request their 

assistance in identifying prospective study participants. The sponsor was asked to send the study 

purpose and description to the identified prospective students. As a recruitment strategy, it was 

explained to the students that they were intentionally selected to provide their unique perspective 

on the university’s campus culture and racial climate as an African American male at a 

predominately White private, religiously affiliated higher education institution. Further, the 

participants were told that their feedback is critical in understanding what campus 

transformational diversity and inclusion efforts are working and what improvements are needed 

to ensure an environment that promotes their social and academic success. The students were 

asked to respond directly to the researcher through email if they would like to participate in the 

study. After the potential participants responded regarding their interest in the study, the 

researcher were purposefully selected 13 of the interested students to participate in this study 

based on varied demographic information. 

Sampling 
 

According to Creswell and Poth (2018), purposeful sampling intentionally samples a 

group of participants who have the ability to best inform the researcher about the research 

problem under examination. The participants in this study were based on a purposeful sample of 

13 individuals selected from the original group of interested participants who meet the 

established inclusion criteria. Purposeful sampling occurs when the researcher has an identified 
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intent of study and selected sample participants who will show different perspectives on the 

problem, process, or event (Creswell & Poth, 2018). When sampling in a qualitative study, 

Creswell and Poth also recommend that the researcher collects extensive details about each 

individual studied to provide richness and depth to the information gathered. 

Data Collection 

Data collection for this qualitative study included the following: 1) establishing 

boundaries for the study; 2) facilitating participant interviews with open-ended questions; 3) 

reviewing pertinent document analysis; 4) performing observations; 5) drafting and reviewing 

field notes; and 6) developing procedures to record and securely archive the gathered data. 

During the data collection phase, the researcher must anticipate ethical issues, conduct sound 

qualitative sampling strategy, develop plans for recording information, respond properly to 

issues that occur in the field, and ensure data storage security (Creswell & Poth, 2018). 

Documenting information gathered in the data collection phase of this study was be done by 

drafting observational field notes, interview write-ups, and sound recordings.  

 The setting boundary within this study was established with the selection of one urban 

private, religiously affiliated predominately White four-year institution in the South. The 

participant boundaries were set with the inclusion of African American male, full-time students 

who have a minimum of one year or more as a student of the university and are residing in 

campus in the residential halls.   

The participant interviews were conducted in alignment with interview and recording 

protocols to ensure the questions are phrased in a way that the interviewees understand, 

transparently disclose, and candidly share their campus experiences (Creswell & Poth, 2018). It 

is essential to the study that the participants are given a structured format in which they have an 
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opportunity to share in detail about their perceptions and experiences related to the research 

questions. It is essential to have a structured format while posing open-ended interview 

participant questions because it: 1) allows for time efficiency; 2) limits researcher subjectivity 

and bias; 3) allows the researcher to control the content and design of the interview, making it 

easier to code, compare, and analyze data (Doody & Noonan, 2013).   In the structured 

interviews with open-ended questions, each of the participants were asked the identical questions 

using the same wording, in the same order as the other participants. The qualitative data 

collected through structured open-ended questions in the interview protocol were allowed for 

reliable consistency and sound scientific inquiry. 

The interview protocol, or interview guide, in qualitative research is designed to allow 

the researcher to direct the activities of an interview and record information provided by the 

interviewee (Creswell & Poth, 2018).  The interview protocol for this study included: 1) a header 

consisting of the date, time, and location of the interview; 2) the full name of the interviewer, the 

full name of the interviewee, and unidentifiable pseudonym of the interviewee; 3) welcoming 

introduction and description of the project; 4) five to seven open-ended substantive questions; 

and 5) a closing statement of gratitude and assurance of confidentiality to the participant (See 

Appendix A).  

After the potential participants had been purposefully selected for the study, a detailed 

memo was sent to them with the time, date, and location of their study interviews. The 

interviews took place in a meeting room in the university library that allows for minimal 

distractions and interruptions. The duration of the interviews was approximately 30-55 minutes 

in length. The participants were interviewed twice to ensure thoroughness and accuracy in the 
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collection of qualitative data. The researcher conducted a focus group with the participants for 

the purpose of member checking for the assurance of accuracy and clarification of statements.  

Researchers must determine if the field observation will be a non-participant observation, 

participant observation, or a middle-ground position (Creswell & Poth, 2018). The observation 

type selected for this research project was a non-participant observation. The purpose of the non-

participant observations was to understand a phenomenon by insertion into the community or 

social system involved, while staying detached from the activities being observed (Creswell & 

Clark, 2018; Creswell & Poth, 2018; Liu & Maitlis, 2010). Non-participant observation used in 

concert with other data collection methods offers a more "nuanced and dynamic" appreciation of 

situations that cannot be as easily captured through other methods. (Liu & Maitlis 2010). The 

researcher must understand for non-participant observation to beneficially contribute to the 

study, one must create a level of trust and empathy with the participants, visit the site frequently 

over an extended period of time, and take detailed field notes.  

The non-participant observations in this study were conducted in a classroom, student 

residential hall social/common area, and the student center twice in each location for 45-90 

minutes. The student center is a natural conversion place for all students on campus. The non-

participant observation conducted in the classroom setting presented a limitation in that the 

participants noticed a non-student attendee in the class and may engage in manner different than 

their standard socialization and learning activities. The research was discreet and physically 

positioned in the back of the classroom as to minimize the limitations of the classroom 

observation. While conducting the field observation in the student residential hall social/common 

area, the participants were not alerted of the researcher’s presence as the researcher was 

positioned in an unassuming area discreetly taking notes on a laptop computer. The student 
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center of this institution is a setting in which employees, students, and outside guests often 

congregate in small groups or individually. In the student center, the researchers conducted the 

non-participant observation by sitting alone taking notes on a laptop computer in a manner 

common with the activities of the participants in this setting. The cumulative field observation 

notes were captured by entering observed information on a laptop. All documented files were 

stored on a computer hard drive, cloud server, and backed up to a portable jump drive as 

precautionary measures. 

Data Analysis 

Data analysis allows the researchers to comprehend and understand the data collected 

(Creswell & Poth, 2018). Additionally, Creswell and Poth noted that conducting data analysis for 

qualitative inquiry involves conducting a preliminary review of the documentation gathered, 

coding, organizing themes, establishing representation of the data, and interpretation. The data 

analysis process of this study included: 1) transcription; 2) organizing the data; 3) memoing 

emergent ideas; 4) coding and describing data into themes; and 5) developing and assessing 

interpretations. The method of transcription planned for this study ensured ethical measures 

related to participant protections from harm and disclosure are taken into consideration. The 

transcription of this study concealed the identity of the participants by assigning non-distinctive 

labels or pseudonym to their names and affiliations. Notes during readings, interviews, field 

studies, and reflective thinking was transcribed into a concise emergent of data. The plan for 

organizing the data consists of creating spreadsheets categorizing the information collected. In 

addition to organizing files, the researcher planned for the long term securing of the collected 

data. According to Creswell and Poth, memos attempt to describe and synthesize information 

into higher level analytical meanings. Memos also allowed the research to create an audit trail. 
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An audit trail was used as a research validation strategies to support study credibility. The next 

section described the specific planned method of coding. 

Analyzing data consists of preparing and organizing transcripts and thereafter reducing 

the data into themes (Creswell & Poth, 2018). Reducing the data into themes allowed for 

structure and organization of the findings. Creswell and Poth noted, in qualitative research, 

themes consist of broad units of information aggregated to build common foundational ideas. 

The establishment of themes in this study started with coding or categorizing of the data.  After 

transcription, organizing the data, and memoing the data analysis process moves to coding of the 

data. Coding is a process, as described by Creswell and Poth, that involves aggregating the text 

data into categories and assigning appropriate labels to the codes. The coding process allowed 

the researcher to capture emerging commonalities in the data. Coding “representing the heart of 

qualitative data analysis” involves aggregating the information into small categories, seeking 

evidence for the category from different data sources, and assigning labels to the codes (Creswell 

& Poth, 2018, p. 189). For example, in this study, coding began by the researcher naming three 

to four initial codes (i.e. experiences, perceptions, supports, and institutional strategies) from the 

interviews, observations, and document reviews. Thereafter, these initial categories were 

expanded based on detailed information captured in the data. The expanded codes were then 

being reduced to a final code categories to describe themes. The data collected from the 

interviews to develop the codes were documented through transcription.  

A researcher selecting the appropriate coding method for a study must take into account 

various aspects including: 1) research questions alignment; 2) paradigmatic, conceptual and 

methodological considerations; and 3) whether the study has a goal of developing a new theory 

about a phenomena or process (Saldana, 2016). The coding process begins with selecting a word 
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or phrase that “symbolically assigns a summative, salient, essence-capturing and/or evocative 

attribute for a portion of language based or visual data” (Saldana, 2016, p. 4). For this study the 

coding strategies was lean coding with a progression to axial coding. 

Creswell and Poth (2018) recommended lean coding for beginning researchers that starts 

with five to six categories that expand as reviews continue. Axial coding followed in the study 

and develop as the researcher creates a core category of focus with subcategories (Rabinovich & 

Kacen, 2010). Axial coding ensured that the data collections remains pointed to the centralized 

focus of the study. Axial coding was utilized for the meaning-making process of the open codes. 

Axial coding emerges by identifying one core phenomenon at the center of the process and 

assigning the other major categories into one of five subcategories associated with the core 

phenomenon that includes: 1) causal conditions – factors that contribute to the core 

phenomenon; 2) strategies – actions taken in response to the core phenomenon; 3) contextual and 

intervening conditions – broad and detailed situational factors that influence the strategies; and 

4) consequences - the after-effects of using the strategies (Creswell & Poth, 2018; Saldana, 

2016). Coding may be performed manually or it may be executed with the assistance on 

computer software that scrutinizes unorganized data (Creswell & Poth, 2018). The researcher 

proposes to code the data manually to ensure thematic accuracy that may be lost in 

communication subtleties and nuances. After the coding of information, the themes were reduced 

to create a narrative of collected data and capturing information for future research. Codebooks, 

with a list of finalized codes and descriptions, clearly articulate the distinction categories of 

information (Creswell & Poth, 2018). A codebook was used for this study so that there is a clear 

illustration thematic relationships. 
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Trustworthiness 

Researchers are obligated to articulately justify that they have performed their due 

diligence in the data collection and analysis of qualitative studies. Trustworthiness is a critical 

component of the qualitative inquiry justification process. Lincoln and Guba (1985) argued that 

the researcher following up with participants to verify that the findings reflect the participants’ 

intended meanings is the most crucial method for assessing trustworthiness. The trustworthiness 

verification process operates under the assumption that the researcher may be influenced by the 

participant’s lived experience and may have a personal position of bias (Lincoln & Guba, 1985).  

Further, as interpreters of data, researchers take their own values, historicity, and conditions by 

which they encounter the world into the research process:  

Our situatedness as interpreters, our own, do not constitute an obstacle. Prejudices are the 

conditions by which we encounter the world as we experience something. We take value 

positions with us into the research process. These values, rather than getting in the way of 

research, make research meaningful (Koch, 2006) 

The member checking procedure certified the findings in this proposed study are reliable.  

According to McGloin (2008), trustworthiness involves truth value, applicability, consistency, 

reliability, and neutrality. The tenets of trustworthiness assess the validity and reliability of 

research project. As qualitative research gains greater traction there is much debate about the 

validity, trustworthiness and rigor of qualitative research (McGloin, 2008). However,  

quantitative concepts are inadequate for this qualitative study because they are characterized by 

data being subjected to statistical analyses (Boeren, 2018). The participants in this study were 

given the opportunity to share their individual experience and perceptions of their environment 

through the qualitative method of narratives. Qualitative research methods start from questions 
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which tend to be more “open” and additional ideas for data collection are allowed to emerge 

during the data collection phase (Boeren, 2018; Creswell & Poth, 2018; McGloin, 2008). 

Qualitative research methods were used in this study to claim a point aimed at mobilizing a 

marginalized group. The narratives collected from the participants provided insight in to how to 

foster success in this population as higher education practitioners. Therefore, the tenets of 

credibility, confirmability, dependability and transferability were applied to ensure 

trustworthiness of the study. The appropriateness and rigor of qualitative research should argue 

convincingly that the data to be collected provides the research with the raw data needed to 

explore the research questions and allows the researcher to effectively address those questions 

(Ravitch & Riggan, 2017).  Credibility, confirmability, dependability, and transferability was 

used to establish trustworthiness in this proposed study. Explicitly, the four prescribed criteria 

for trustworthiness in qualitative research and naturalistic inquiry as provided by canon scholars 

Lincoln and Guba (1985) and supported by recent researchers Creswell and Poth (2018) are 

credibility, transferability, dependability, and confirmability. According to Lincoln and Guba 

(1985), when the criteria of internal validity, external validity, reliability and objectivity have 

been met, then the results are recognized to be rigorous. 

Credibility. Authenticity of a study is established by impartiality and ability to raise 

stakeholders’ mindfulness of the issues, to educate them to the worldviews of others, and to 

motivate them to apply solutions to the problems (Fitzpatrick, Sanders, & Worthen, 2012). 

Credibility contributes to the authenticity of a study. The essential role of credible analysis is to 

respond to an audience’s requirements for information in various manners that take into account 

the different value perspectives of its study participant (Fitzpatrick, Sanders, & Worthen, 2012). 

To address credibility in this research study the strategy of a decision-making audit trail was 
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used. A study is credible when it offers accurate descriptions and when external stakeholders 

presented with the experience can recognize the descriptive themes (Lincoln & Guba, 1985). A 

decision-making audit trail is a validation strategy for documenting thinking processes that 

clarify understandings over time (Creswell & Poth, 2018). The researcher examined the 

participant data multiple times and document the thematic decision making process. An audit 

trail may be retrieved and examined to further examine trustworthiness.  

Confirmability. A method of assessing the confirmability is the process of peer review 

(McGloin, 2008). Peer review involves the study findings being reviewed by another higher 

education practitioner to assess the reliability of the data. Peer review primarily relies on the 

expertise and experience of professionals to examine the study contents, underlying theories, and 

render a judgment about its value (Fitzpatrick, Sanders, & Worthen, 2012). The data in this study 

was assessed by peer reviewers who are experienced professionals in student affairs, diversity 

and inclusion, and higher education researchers of African American male experiences. 

Specifically, the data was assessed by the following identified positions: 1) Vice President of 

Student Affairs at the study institution; 2) Associate Vice Chancellor for Human 

Resources/District Title IX Coordinator at a large community college district in the South; and 3) 

Director of Diversity and Inclusion Initiatives at a large, private, religiously affiliated 

predominately White higher education institution in the South.  

Dependability. Dependability is a concept that presents justifications both for 

unreliability in the conventional sense in addition to adjustments for other modifications or shifts 

that are intentionally introduced by the researcher as the design of the inquiry emerges and 

objectivity by confirmability (Lincoln & Guba, 1982). Dependability is in preference to 

reliability in the positivist approach, proving that the study findings are constant and could be 
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repeated (Pandey & Patnik, 2015). An inquiry audit, which involves having a researcher not 

involved in the research process to scrutinize both the process and product of the research study, 

is emphasized as one measure which may enrich the dependability of qualitative research 

(Lincoln & Guba, 1982). In qualitative research, dependability may also be defined as the 

stability of data over the course of time and over various conditions. Additionally, dependability 

captures the description of changes that occur throughout qualitative research and understanding 

how these changes influence the study (Pandey & Patnik, 2015).  The creation of a codebook 

was a strategy used to support dependability in this qualitative study. A codebook articulates the 

distinctive boundaries for each code and plays a vital role in assessing inter-rater reliability 

among multiple coders (Creswell & Poth, 2018). The codebook would also include a finalized 

list of codes and the creation of foundational descriptions. For this study, the codebook included: 

1) a name and shortened label for the code; 2) a description of the code with criteria establishing 

inclusion and exclusion boundaries; and 3) examples of data in the study illustrating the codes 

(Creswell & Poth, 2018). A model of the codebook was illustrated in the appendix of this study. 

Transferability. Transferability refers to the degree to which the results of qualitative 

research may be generalized or transmitted to other contexts, settings or situations (Ruane, 

2015). As it relates to this qualitative research perspective, transferability is essentially the 

responsibility of the researcher developing the generalization. Further, transferability is primarily 

the responsibility of the researcher desiring to transfer the findings of the study to another 

condition or population than that of the researcher of the original study (Lincoln & Guba, 1985). 

Through the strategy of transferability to establish trustworthiness, criteria such as nominated 

sample, comparison of sample to demographic data, time sample, and dense description 

(Krefting, 1991). Moreover, transferability refers to the extent to which the researcher’s ongoing 
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hypothesis may be applied to another context, providing data sets and descriptions that are rich 

so other researchers are able to make judgments about the findings’ transferability to different 

contexts (Creswell & Poth, 2018; Krefting, 1991; Lincoln & Guba, 1985). As a strategy for 

enhanced transferability, the researcher in this study ensured thoroughness in describing the 

research context and the assumptions that are the pinnacle to the research through discussion, 

reflection, and relevant conclusion (Ruane, 2015). Research transferred to other contexts and 

settings adds value to the comprehensive body of social science study. 

Context of the Study 

The setting of this study is a predominately White, religiously affiliated four-year 

university. The urban-based, co-educational, liberal arts university is located in South and was 

founded by the Methodist Episcopal Church, South. The brand motto and advertised culture for 

the institution is Smaller. Smarter. (NCES, 2018). The institution offer undergraduate, masters, 

and doctoral programs ranging from schools in Arts and Letters to Health Professions. The 

Smaller. Smarter. brand emphasizes small classrooms with special one on one attention from 

faculty. The study participants are full-time undergraduate African American male students. The 

study participants were students who have been at the university for one or more years and live 

on campus. A total of 13 participants were purposefully selected to participate in the study. 

Context of the Researcher 

My journey in higher education began in 1991 as I entered the halls of a predominately 

White private institution in a Southern metropolitan city. As an African American woman, I 

attended a predominately White public high school and had a high level of academic/artistic 

success, social engagement, and civic involvement. Additionally, my mother was a college 
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graduate who drilled in me the criticality of achieving a higher education degree. She would 

always tell my sister (who is now a pediatric geneticist) and I that there is “no excuse not to get a 

degree” and we must “attain degrees above her undergraduate level degree”. Therefore, my 

experience in transitioning to higher education was smooth and in essence a non-negotiable. As 

an undergraduate liberal arts major, I was active in the campus Student Government, served as 

chair of the Black Awareness Committee, participated in the Study Abroad program, and was an 

officer in an African American Greek service sorority organization. The skills obtained through 

my student life involvement are those that I have utilized most from my undergraduate 

experience. The student life opportunities allowed me to develop and understanding positive 

social relationships, business collaborations, and commitment to social responsibility. 

 After approximately 10 years, I went back to school while working a full-time job in the 

aerospace industry and obtained a Masters in Business Administration (MBA). Obtaining my 

MBA was a life changing experience. I was selected as the student graduation commencement 

speaker at the Houston Toyota Center and received the business student of the year award. From 

this achievement and human resources industry experience, I was positioned to compete for chief 

executive level human resources positions. Three years after achieving my MBA and the Senior 

Professional in Human Resources (SPHR) certification, I became the Chief Human Resources 

Officer (CHRO) at a Houston area community college. The community college was located in a 

small community that served a diverse group of students. During this time, I also taught as an 

adjunct Business Communications and Human Resources Management instructor at the college. 

The CHRO position was a presidential cabinet level position that allowed me to learned and 

experience the administrative component of higher education.  
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 As a higher education administrator, I thought that it was essential that I obtain a doctoral 

level degree in which I would gain a greater knowledge in the practical application of theory to 

address institutional problems. Now, a doctoral student, I am also the Associate Vice President 

of Human Resources for a Southern predominately White private, religiously affiliated 

institution. One of the assumed responsibilities of this position is to develop and execute campus 

diversity and inclusion strategies which is related to the research of my qualitative study on 

African American male students’ perceptions of campus racial climate at a predominately White 

private higher education Institution. 

 Finally, this research is of interest to me because I am the mother of an African American 

male student at a predominately White private, religiously affiliated higher education institution. 

It is important to understand how the institution he attends may contribute to positive 

experiences and academic outcomes for its Africana American male students. I understand 

certain perceptions and experiences of campus culture and climate as an African American 

woman who has been a student and administrator in a private, predominately White religiously 

affiliated higher education institution. For example, I understood, to avoid operating in isolation, 

that it was important to seek out institutional programs that assisted me with positive and 

productive social and civic engagement. Therefore, I participated for social and civic 

engagement in the Black Awareness Committee and Student Senate. As an African American 

woman at a predominately White higher education institution, I knew it was essential to 

associate with other African American women for sisterhood and strength for the educational 

journey.  

Additionally, I knew the importance of having a faculty and staff mentor to motivate and 

hold me accountable on the undergraduate academic journey. One of my mentors was an African 
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American women professor of Vocal Performance in the School of Music who consistently 

demonstrated a high standard of personal and professional excellence. This professor exposed 

me to cultural arts and international studies. The second mentor was an African American 

woman staff member who worked in Student Affairs. The Student Affairs professional in my 

undergraduate career showed me the importance being engaged outside of the classroom in both 

predominately ethnic and White social groups. Finally, I understood the importance religious, 

spiritual dependence to assist me with navigating the educational and racial climate of the 

campus. As an undergraduate, I attended the Sunday afternoon student-led church services at the 

campus chapel and participated in the campus gospel choir. My desire is to conduct research on 

African American male students’ perceptions and experiences off campus racial climate so that I 

may contribute to a body of work that identifies and recommends strategies for increased 

successful academic outcomes for this population. 

The positionality of the researcher is a key component to consider when conducting 

qualitative research. Positionality acknowledges that people have multiple overlapping identities 

and thus makes meaning from various lens of their identity (Bourke, 2014). The researcher’s 

positionality has an influence on the data collection and analysis process. As a Black woman, 

researching the perceptions and experiences of Black men, I had to reflect on my positionality as 

information was received and analyzed. For example, when conducting the interviews, I had to 

convey to the participants that I authentically had an interest in their perceptions and experiences 

as men although I was a woman. The positional authenticity allowed for relation trust to be 

established and promoted candid responses from the participants.  
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Summary 

This proposed qualitative study used a narrative research design based on a social 

constructivism paradigm to examine African American male undergraduate student perceptions 

and experiences of campus racial climate. The participants for the proposed study were 15 full-

time undergraduate African American male students. The residential study participants were 

students who have been at the university for one or more years. The participants were students at 

urban, four-year, predominately White institution.  

The data collection methods used in the study included established boundaries, 

participant interviews, review of pertinent documents, observations, field notes, and secure data 

archival. The data collected was analyzed by transcription, organization, memoing emergent 

ideas, coding data into themes, and assessing interpretations. Finally, trustworthiness in this 

study was established through the filters of credibility, confirmability, dependability, and 

transferability to ensure the study information is valid and reliable.  
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CHAPTER IV 

RESULTS 

 Chapter IV presents the findings of the study. The areas of focus covered include: 1) 

summary of the research design; 2) data collection process; 3) data analysis; 4) study setting and 

participant profiles; and 5) the findings of the study. The purpose of the study was to examine the 

perceptions and experiences of African American male undergraduate students related to the 

campus racial climate at a predominately White private, religiously affiliated institution in the 

state of Texas. Further, of specific interest, the study was designed to explore African American 

male undergraduate students’ perceptions of campus racial climate and the role diversity and 

inclusion plays in their academic and social success. This study was guide by the following 

research questions:  

1. What are the African American male undergraduate students’ perceptions of campus 

climate at private, religiously affiliated predominantly White institutions?  

2. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus racial climate as 

influencing their academic outcomes? 

3. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus diversity and inclusion as 

a function of campus racial climate?  

Summary of the Research Design 

This qualitative study was conducted through the lens of narrative research design and 

the social constructivism paradigm. Additionally, the identified methods were used to examine 

the perceptions and experiences of campus racial climate for African American male 
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undergraduate students. Usage of the campus racial climate theoretical framework (Hurtado et 

al., 1998) filters participant’s experiences and perceptions through the following dimensions: 1) 

an institution’s historical legacy of inclusion or exclusion of various racial/ethnic groups; 2) 

structural diversity in terms of numerical representation of various racial/ethnic groups; 3) the 

psychological climate of perceptions and attitudes between and among groups; and 4) the 

behavioral climate, characterized by intergroup relations on campus. The social constructivist 

paradigm assisted in the development a framework of knowledge regarding diversity and 

inclusion initiatives and their influence on the participant’s academic and social outcomes. The 

narrative research designed allowed participants to express and articulate their lived experiences 

(Creswell & Poth, 2018). The data collection phases included allowing the researcher to be the 

principal data collection instrument by establishing boundaries for the study, collecting 

information through structured interviews, documents, observations, and developing a sound 

procedure for analyzing and coding the data (Creswell & Poth, 2018; Saldana, 2016). Prior to the 

data collection for this study, approval was sought from the Texas Tech University Human 

Subject Review Board and the study setting university’s Institutional Review Board (IRB). The 

researcher began the study after approval was granted by both institutions (see Appendix A).  

Data Collection Process 
 

The data collection process initially began with determining the study that was identified 

as one urban private, religiously affiliated predominately White four-year institution in Texas. 

The criterion for student participant was set as being an African American male, full-time 

students who had a minimum of one year or more as a student of the university and resided on or 

commuted daily to campus. Participants were purposefully recruited and selected by contacting 

several students and staff members on campus. Initially, the sponsor for the Black Students 
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Association (BSA) and a member of the campus Diversity and Inclusion Council provided a list 

of African American males who met the study participant boundaries and criteria. After the 

names were provided, the researcher contacted the participants by phone and thereafter sent them 

an e-mail about the study (See Appendix B).  

Upon sending the informational e-mail, a Microsoft Outlook meeting request was sent to 

the participants for an interview time that they were able to accept or decline. The initial list of 

seven participants did not meet the number required for the study. Therefore, at the conclusion of 

each interview, the researcher asked the participants if they knew of any fellow students that met 

the criteria who may be interested in the study. According to Creswell and Poth (2018), the act of 

identifying cases of interest from people who know people who know what cases are 

information-rich is called snowballing or chain.  Some of the participants provided additional 

names while others preferred to contact potential participants who then reached out to the 

researcher. After the potential participants were purposefully selected for the study, the 

interviews took place in a mid-sized conference room in the university’s main library on the 3rd 

floor, which allowed for confidential and discreet discussion. The duration of the interviews 

ranged from approximately 30 – 55 minutes.  

Additionally, the researcher performed a member checking exercise with a focus group 

that was 45 minutes in length. The focus group session was approximately one hour in length. 

Member checking is validation technique for exploring the credibility of data in which the results 

are returned to the participants to check for accuracy with their experiences (Birt, et al., 2016). 

The focus group consisted of five participants. The purpose of the focus group was to share the 

emerging themes of the research, to receive additional data, and to request clarification on 

participant feedback. During the focus group session, the researcher sought to clarify how the 
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participants felt when they experienced racial microagressions and verified that the participants 

perceived and experienced the emergent themes. The focus group took place via the Microsoft 

Teams App.  

The participant interviews were conducted in alignment with interview and recording 

protocols to ensure the questions were presented in a manner that the interviewees understood, 

could comfortably converse, and were willingly communicate their campus experiences and 

perceptions (Creswell & Poth, 2018). The participants were given a structured format in which 

they had an opportunity to share in detail about their perceptions and experiences related to the 

research questions. A structured interview format was used for the study. A structured interview 

consists of identical open-ended questions, with the same wording, in the same order for all 

study participants allowing for reliable consistency and sound scientific inquiry (Creswell & 

Poth, 2018). The structured interview format was used to: 1) allow for time efficiency; 2) limit 

the researcher’s subjectivity and bias; and 3) allow the researcher to regulate the content and 

design of the interview (Doody & Noonan, 2013).    

The interview questions were open-ended and the participants were asked the identical 

questions using the same phrasing. To ensure accuracy of data collection, the interviews were 

recorded with an audio recording device, the researcher documented notes during the interview, 

the researcher documented thematic notes during the interviews, and detailed field notes were 

moralized to illustrate the observed campus environment. The interview protocol in this 

qualitative research was designed to allow the researcher to direct the activities of the interview 

and record information provided by the interviewees (Creswell & Poth, 2018).  The interview 

protocol document for this study included: 1) a header consisting of the date, time, and location 

of the interview; 2) the full name of the interviewer, the full name of the interviewee, and 
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unidentifiable pseudonym of the interviewee; 3) welcoming introduction and description of the 

project; 4) seven open-ended substantive questions; and 5) a closing statement of gratitude and 

assurance of confidentiality to the participant (See Appendix C).  

The observation type selected for this research project was a non-participant observation. 

The purpose of the non-participant observations was to understand a phenomenon by inclusion 

into the community or social system involved, while staying disconnected from the activities 

being observed (Creswell & Clark, 2018; Creswell & Poth, 2018; Liu & Maitlis, 2010).  The 

accuracy of the interpretation process of non-participant observation that involves in the sense 

making process without actually interviewing parties is challenging due to impression 

management and potential marginality of the researcher (Creswell & Poth, 2018). Impression 

management is the effort to control or influence other people's perceptions (Klotz, et al., 2018) 

and although a nonparticipant observer may receive limited information regarding the group 

through observations, the data collection does provide dynamics and characteristics of the setting 

in which the participants operate on the campus. The nonparticipant observations in this study 

allowed the researcher to glean insight on how the participants experience campus racial climate 

on a day to day basis in the classroom and social settings. 

The non-participant observations in this study were conducted in a classroom, student 

residential hall social/common area, and the student center twice in each location for 

approximately 45 minutes. The institution’s student center is a newly constructed natural 

conversion place for all students on campus. While conducting the field observation in the 

student residential hall social/common area, the participants were not alerted of the researcher’s 

presence as the researcher was positioned in an unassuming area discreetly taking notes on a 

laptop computer. The newly constructed, modern student center was a setting in which 



	 Texas Tech University, Angela Dampeer, August 2020 

 86 

employees, students, and outside guests often congregate in small groups or individually and had 

inaugural celebrations in large groups. In the student center and classroom observation, the 

researcher conducted the observations by sitting alone taking notes on a laptop computer in a 

manner common with the activities of the participants in this setting. The cumulative field 

observation notes were captured by entering observed information on a laptop. All documented 

files were stored on the computer hard drive, cloud server, and backed up to a portable jump 

drive. 

Data collection instruments. The data collection for this qualitative study included four 

data collection instruments. The primary tools used for data collection were the participant 

interviews, observations, field notes, and documents shared by the participants. The 13 

participant’s interviews were conducted in person in a quiet conference room in the main campus 

library on the 3rd floor. The 3rd floor of the library is a designated quiet space. Therefore, the 

interview setting was conducive to allowing the participants to hear and respond in an 

uninterrupted manner.  

The participants were notified verbally and in writing that their participation in the study 

was voluntary, questions could be skipped, and they could leave at any time. The participants 

were notified verbally and writing that their information would be kept private and secure. The 

participants were told that their identifiable information would not be shared for other studies 

and a pseudonym would be selected to preserve the confidentiality of their identity. The use of 

audio recording was disclosed to each of the participants. Written consent and permissibility of 

the audio recorded interview was given by each of the participants.  

The participants were given an opportunity to ask questions before the start of the 

interview. Further, each of the participants were given the opportunity to ask any questions at the 
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conclusion of each interview and contact the researcher after the interview if they had any 

questions or desired to offer additional information. Lastly, each of the participants were offered 

the opportunity to contact the principal on the study and the Texas Tech Human Research 

Protection Program (HRPP) if they had any questions or concerns regarding the study. Each of 

the participants were given the adult consent form for review and signature (See Appendix C). 

The adult consent form included commonly asked questions, the researchers principal faculty 

member’s contact information, and the contact information for the Texas Tech University Human 

Subjects Protection Program.  

The participants were notified when the audio recording would begin. Each of the 

participant interviews began with identical interview questions (See Appendix A); however, the 

open-ended questions allowed for rich, thick, emerging concepts that added to the context of the 

study (Devin & Lincoln, 2018). The researcher made the decision to ask additional questions 

when initial information presented by the participants deemed a follow-up question relevant. For 

example, when a participant expressed that they were the recipient of a racial insult, the 

researcher would ask the participant “how did that make you feel?” The duration of the 

interviews ranged from approximately 30 – 55 minutes in duration.  

The length of the interviews varied based on the participant’s perceptions and experiences 

of campus racial climate and the role of diversity and inclusion on their academic and social 

outcomes. At the conclusion of each interview, the researcher notified the participants that the 

audio recording stopped. The researcher expressed gratitude to the participants for sharing their 

perceptions and experiences and offered an opportunity to participate in a member checking 

focus group. Member checking is validation technique for exploring the credibility of data in 

which the results are returned to the participants to check for accuracy with their experiences 
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(Birt, et al., 2016). The member checking focus group consisted of five participants to share the 

emerging themes of the research, to receive additional data, to receive clarification on participant 

feedback.  

Data Analysis 
 

The comprehensive analysis of the collected data for this qualitative study included an 

initial review of the documentation assembled, coding, organizing themes, establishing 

representation of the data, and interpretation (Creswell & Poth, 2018). The review of 

documentation included reading through the participant transcripts multiple times to accurately 

capture and compare the perceptions and experiences of each participant. Notes during the 

readings, interviews notes, field studies notes, and reflexing journaling were transcribed into a 

concise emergent of data. Manually creating spreadsheets using Microsoft Excel allowed the 

research to categorize the data. The next step of the data analysis included coding and reducing 

the data into themes.  

The analyzing of this data consisted of codifying the information in a systematic order to 

allow for properly categorization (Saldana, 2016). The coding process further allowed the 

researcher to capture emerging commonalities in the data. In this qualitative study, a line-by-line 

coding of the participants’ narratives and constant comparative method of data evaluation was 

utilized to determine themes from each individual datum (Saldana, 2016). The following quote 

relating to the emergent theme of captured experiences. Mason, senior computer Science and 

Math major, stated:  

I feel that it is a Republican culture in some of my classrooms. That the faculty members 

give off the aroma that "I've got mine - so you need to get yours" I do not think it is 

intentional but it is real and present.  I found a way to get mine – you should find a way 
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to get yours. As in I understand that you are a professor - it is unnecessary on they try to 

dump their knowledge and show how smart they are. It's not about how smart you are but 

how you are supposed to help the student. How am supposed to gain the knowledge if 

you are giving the class environment to teach and provide help "like I have a doctoral 

degree."  

The data was coded as such: I feel that it is a Republican culture in some of my classrooms 

(biased political culture). In that the faculty members give off the aroma (experience adverse 

feeling) that "I've got mine - so you need to get yours" (experience feeling alone). I do not think 

it is intentional but it is real and present (not intentional but influential).  I found a way to get 

mine – you should find a way to get yours (experience feeling alone). As in I understand that you 

are a professor - it is unnecessary on they try to dump their knowledge and show how smart they 

are (experience being unacknowledged). It's not about how smart you are but how you are 

supposed to help the student (being in of academic support). How am supposed to gain the 

knowledge if you are giving the class environment to teach and provide help "like I have a 

doctoral degree"(experience feeling dismissed). 

The coding began by the researcher naming three initial codes: 1) experiences; 2) 

perceptions; and 3) institutional supports. Lean coding was used for the first cycle of 

categorization followed by a second cycle of axial coding. Axial coding was used to ensure that 

the data collections remained pointed to the centralized focus of the study and for the meaning-

making process. The researcher coded the data manually to ensure thematic accuracy and 

communication nuances. The identified themes were reduced to create a narrative of collected 

data and information for future research. A codebook created to demonstrate a well-defined 

illustration of thematic relationships. 
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Study Setting 
 

The study setting is a private, religiously affiliated, predominately White four-year 

university (CCHEI, 2018).  The Carnegie classification for the institution is a private not-for-

profit institution. The institution is an urban, co-educational, liberal arts institution is located in 

Texas and founded in 1890 (NCES, 2018). Founded by a religious organization, in the U.S., the 

residential institution is primarily compromised of undergraduate students and offers and awards 

bachelor’s, master’s and doctoral level degrees (CCHEI, 2018). According to the NCES, in Fall 

2017, the institution had a total enrollment of 2,396 students of which 1,674 were 

undergraduates.  

In Fall 2017, there were 136 full-time and 134 part-time faculty employed by the 

institution and the student-to-faculty ratio averaged 16:1. The overall race/ethnicity of the 

student population of the university setting is predominately White at 30.7%, followed by 

Hispanic at 29.4%, International (representing 48 countries) at 16.4%, African American at 

14.8% (7.8% African American women and 7.0% African American men) and other at 8.7% 

(Petersons, 2018). The six-year graduation rate by race/ethnicity for students pursing bachelor’s 

degrees at this institution was 32% for African Americans, 39% for Hispanics, 40% for White, 

and 80% for International students (NCES, 2018). The institution has a focus of smaller class 

sizes to ensure greater faculty student interaction. Finally, the institution has over 15 NAIA 

sports teams.  

Participant Profiles 
 

The participant inclusion criteria selected for this study were full-time undergraduate 

African American male students. The purposeful sampling in this study occurred when the 

researcher selected sample participants who offered different perspectives on the campus racial 
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climate (Creswell & Poth, 2018). The researcher collected extensive details about each study 

participant to provide richness and depth to the information gathered. Precisely, the inclusion 

criteria for the participants included full-time undergraduate African American male students 

who had been at the university for one or more years that were campus residents and commuters. 

Full-time undergraduate students were selected because of their new perceptions and experiences 

in higher education.  

Participants who had been at the university for one or more years were selected because 

they had an opportunity to experience the campus racial climate for at least 18 months. 

Participants who lived on campus were selected because they were full immersed in the campus 

racial climate during normal school hours and after hours.  Additionally, commuter students 

were also participants in the study as they to experienced and had expressed perceptions of the 

campus climate racial whenever present on campus. A total of 13 participants agreed to 

participate in this study. The participant profiles are as follows:  

Matthew is a junior biology major wo has been enrolled at the institution for three years. 

He attended a large predominately White urban high school. Matthew is a first-generation 

college student. Initially, Matthew played football but ended his participation in the 

extracurricular program to focus on his studies. He has a grade point average (GPA) that has 

allowed him to be on the Dean’s list and attend the institution on a full academic scholarship. 

Matthew plans on attending medical school after completion of his undergraduate degree.  

Kelvin is senior criminal justice major who has been enrolled at the university for two 

and half years. He attended a large predominately Black urban high school. Kelvin is a first-

generation college student who grew up in an impoverished neighborhood and has experienced 

homelessness. He is a member of the university football team and had never played organized 
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sports prior to becoming a player. Kelvin was raised by a single mother who worked multiple 

jobs to support her children. Kelvin has a desire to start a career in law enforcement upon 

graduation. 

Christopher is a senior general business major who has been enrolled at the institution 

for three years. Prior to attending the higher education institution, he attended a small 

predominately White rural high school. He has immediate family members who have earned 

higher education degrees. Christopher is a member of one of the university’s business fraternity 

and the university football team. After graduation, he plans to immediately matriculate into an 

MBA program to support his career goal of being a business professional. 

SaQuon is a junior finance major who has been enrolled at the institution for two years. 

He attended a large predominately White urban high school. His mother and siblings have higher 

education degrees. SaQuon serves as the treasurer for Black Student Association (BSA) and is in 

an executive program for Certified Financial Planners. He serves as a tutor three days a week and 

is active in a local church. He desires to teach others how to build wealth through investments. 

Luke is a senior computer science and criminal justice major who has been enrolled at 

the university for four years. He plans to graduate from the university in December 2019. Luke 

attended a large predominately White urban high school. He has siblings that are currently in 

college as well. Luke is a member of the university football team. He has future plans of either 

working for the Federal Aviation Administration (FAA) or federal government.  

LaDerrick is a senior computer technology major who has been enrolled in at the 

institution for two years. He has earned an associate’s degree in general studies from a 

community college before attending the institution. Prior to the higher education setting, he 
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attended a large predominately Black urban high school. LaDerrick has immediate family 

members who have earned higher education degrees. He is active on campus as a football player. 

Malcolm is a junior psychology and religious studies major who has been enrolled at the 

university for two years.  Prior to attending the university, he attended a large diversely 

populated urban high school. Malcolm is a residential leader on campus and participates as a 

youth pastor at his local church. He considers himself well known on campus as he is a student 

employee and participates in multiple student life organizations. Additionally, Malcom has 

served as an officer in BSA. 

Anthony is a junior theater major who has been enrolled at the institution for two years. 

He attended a large predominately White urban high school. Anthony has an older sibling in 

college as well. He serves as a residential leader and is very active in campus theater 

productions. During the summers, Anthony has volunteered for on campus camps for middle and 

high school students. Initially, he desired to pursue a career in acting but has since changed his 

career goal, due to his summer volunteering, to becoming a middle school theater teacher. 

Robert is a senior business marketing major who has been enrolled at the university for 

two years. He is a first-generation college student and desires to provide a good life for his child. 

He attended a predominately Black and Hispanic community college for semester before 

attending the institution. Additionally, Robert attended a large predominately Black and Hispanic 

urban high school. He is a member of the football team and consistently works a full 2nd shift 

several days a week at an off-campus location. Robert has received three full-time job offers 

upon his graduation.  

Keenan is a senior criminal justice major who has been enrolled at the institution two 

years. He attended a diverse local community college prior to attending the institution. Keenan 
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attended a large predominately Black and Hispanic urban high school. Both of his parents have 

earned bachelor’s degrees. Keenan will be submitting law school applications as he desires to 

pursue a profession in civil litigation, public interest, or tort law. 

Aiden is a senior history major who has been enrolled at the institution for three years. 

He attended a large diverse urban high school. While in high school, Aiden was enrolled in dual 

credit with a local community college. Aiden has a mother of British decent who holds a 

bachelor’s degree and an African American father who has a bachelor’s degree. Aiden is 

preparing told apply for a prestigious internship with a major entertainment company. He desires 

to be a history professor or work as a historian for the entertainment company. Initially, Aiden 

played for the football team but left the sport to focus on his studies and volunteering for 

children with autism.  

Jackson is a junior business major who has been enrolled at the institution for one year. 

Prior to attending the institution, he attended a predominately White junior college on the west 

coast. Jackson attended a large predominately White urban high school. He has immediate 

family members who have earned higher education degrees. Jackson’s motivation for attending 

the university was to play on the football team. He has been a member of the Fellowship of 

Christian Athletes (FCA). 

Mason is as a senior computer science and math major who has been enrolled in at the 

institution for two years. He earned an associate’s degree from a community college. Prior to 

higher education, Mason attended a large predominately Black urban high school. Mason has 

immediate family members with higher education degrees. He has a male family member who is 

his mentor and is about to complete a doctorate degree in chemistry. Mason has a career 

aspiration of computer coding and programming.  
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Findings 

Campus Racial Climate and Racial Trauma 
 

The findings of the study were across the study’s three research questions. The researcher 

sought to answer the research questions through data collection that included the establishment 

of boundaries for the study and collection of information. The data was filtered through the lens 

of the campus racial climate theoretical framework. The campus racial climate theoretical 

framework includes the examination of the dimensions: 1) an institution’s historical legacy of 

inclusion or exclusion of various racial/ethnic groups; 2) structural diversity in terms of 

numerical representation of various racial/ethnic groups; 3) the psychological climate of 

perceptions and attitudes between and among groups; and 4) the behavioral climate, 

characterized by intergroup relations on campus (Hurtado et. al., 1998). The analysis of the data 

produced three emerging themes: 1) racial trauma; 2) institutional supports; and 3) campus 

diversity and inclusion practices.  

Racial microaggressions are defined as subtle verbal and nonverbal insults pointed at 

people of color, layered insults based on one's race, race-gender, class, sexuality, language, 

immigration status, phenotype, accent, or surname (Smith et al., 2016; Sue, et al., 2007). Racial 

microagressions are lived experience that occur on an individualized basis. Racial battle fatigue 

is defined as emotional, psychological, and physiological distress caused by the cumulative 

offences of indirect verbal and nonverbal insults directed at people of color (Hotchkins, 2016; 

Smith et al., 2006; Smith et al., 2011; Smith et al., 2016). Racial battle fatigue occurs as a result 

of the cumulative effect of multiple racial microagressions over time. Racial trauma is the 

psychological, emotional, and physical injury from experiencing actual and perceived racism 

(Mosley et al., 2020). A prevailing theme that emerged through the analysis of the data collection 
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was that the African American undergraduate male students experienced racial trauma as a result 

of racial microaggressions and racial battle fatigue.  

Although the participants did not explicitly use the terms racial microagressions and 

racial battle fatigue, they did recount and express experiencing indirect verbal and nonverbal 

slights based on their race and race-gender which caused emotional and physiological distress. 

The participants in this study were Black men and their race and gender were often associated 

with stereotypes such as them being threatening (Smith et al., 2016; Najdowski, Bottoms, & 

Goff, 2015) while attending campus courses, events and even in social spaces. Racial 

microagressions are precursors to racial battle fatigue. According to the participants in this study, 

racial microagressions and racial battle fatigue were present throughout their campus racial 

climate experiences. This theme aligns with the psychological dimension of campus climate 

theoretical framework.  

Influence of peers. The psychological dimension of campus racial climate pertains to the 

perceptions and attitudes between and among ethnic groups (Hurtado et al., 1998). The 

participants expressed that indirect verbal and nonverbal offenses resulted in them experiencing 

mental anguish such as shutting down emotionally and temporarily isolating themselves from 

others. For example, Aiden, who has a White mother and Black father, described frequent 

encounters in which he was indirectly insulted by not being “White enough” by his White peers 

and not being “Black enough” by his Black peers. Aiden stated “when I am with my African 

American male peers I am sometimes not taken seriously because they think I am not Black 

enough or have their same experiences.” Aiden further expressed that there is an assumption that 

African American males are not “as smart” as other race-genders. Aiden stated that “my White 

peers assume as an African American male who is a history major that all I want to do is study 
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Black history. I am interested in and want to explore a myriad of historical topics such as 

medieval history.” The consistent barrage of sentiments regarding the undergraduate African 

American male students’ racial identity association contributed to the experience of emotional 

distress.  

Christopher echoed Aiden in similar experiences when his African American peers 

frequently said "stop acting White." Christopher expressed that “when I am with my teammates 

who are mostly Black and I may be talking about computer programming or something they [the 

Black teammates] will tell me to stop acting White.” Christopher went further to say “I am 

educated just like the next man.” During the focus group session the terms racial 

microagressions, racial battle fatigue, and racial trauma was explained to the participants. During 

the focus group session, Malcolm expressed that how he feels if a racial microaggression occurs 

“depends of the actual action.” Malcolm explained that if it is a “possible learning opportunity for 

the person [aggressor], I speak up and tell them that the what they said or did is wrong and it 

make me feel like I’ve educated them.”  

LaDerrick explained that it would beneficial to see more African American students on 

campus and “sometimes I feel that I do not belong here because there are not many African 

American men on campus.” A sense of belonging is an indicator of the participant’s feeling a part 

of the community of an institution and contributes to academic success (Harper, 2012; Kim & 

Hargrove, 2013; Riggins et al., 2008; Strayhorn, 2014). Kelvin (a student who is above 

traditional age) expressed that as an African American male he felt “there is always a strike 

against you, a target on your back, and the world we live in will not show you respect and your 

worth and that is felt on campus at time which is tough to go on…with meeting my studies.” 

Kelvin’s expression of his feelings and behavior are indicators of racial battle fatigue and racial 



	 Texas Tech University, Angela Dampeer, August 2020 

 98 

trauma. Additionally, the experiences expressed by LaDerrick and Kelvin are examples of the 

psychological and behavioral dimensions of campus racial climate. 

Although many of the participants perceived the importance of communication and 

experiences with their diverse peers as important to their academic success and personal growth, 

they did express that their peers generally gathered with their own racial or cultural groups and 

created distance from peer groups socially. Malcom explained his experiences by stating that 

“some students form their own cliques and there should be less formation of international 

cliques. African American students try to assimilate more and do not form cliques as much as 

international students.” The cliques formed on a campus aligns with the behavioral climate 

dimension, characterized by intergroup relations on campus (Hurtado et al., 1998). The cliques 

are representative of the lack of the different race and gender groups interacting with one 

another. LaDerrick echoed Malcolm in his perception that the campus had very diverse cultures 

and “Asians hang with Asians. Everyone in is their own social groups and a majority of the time 

groups hang together - females and males.” LaDerrick noted that he perceived that athletes of all 

races “hang together and have a bond.” Keenan went further to say “everybody favors their own 

peer groups that look like them which they relate to the fastest. It is nothing bad or 

discriminatory. It is just the way some agendas get promoted.”  

Luke, a criminal justice major, shared that he “gets tired of the interactions with my 

White peers that assume that we [African American] bring things on ourselves like racial 

profiling.” Luke expressed that he has heard his White classmate say often "if they [African 

Americans] would just follow the rules, they would not have to worry about being shot by the 

police."  Luke further shared that “even as a criminal justice major, if I am pulled over by the 

police, I still honestly fear for my life. The police must protect and serve all and take 
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responsibility for their actions.” Luke shared that his negative experiences were from city police 

and that he “felt comfortable” with campus police. Luke further expressed that he thinks of 

“fairness in the criminal justice system” often. He stated that fairness in the criminal justice 

system it is one of the reasons he was motivated to be in law enforcement and be a positively 

influenced student leader on campus. The sentiments Luke expressed is an example of racial 

microagressions that contribute to racial battle fatigue. 

Luke expressed a unique perspective on race-gender identity in communication with 

peers. Luke shared he had gender race identity conversations with his White peers expressing 

that "you can look into any comic book and see people that represent you. You see that Captain 

American, and Hawkeye look like you. The Black Panther is the first super hero that I identified 

with, he looks like me, and I can be a hero like him." Luke went further to express in his campus 

experience regarding race gender identity he learned to “not beg for respect, but it should be 

given as the standard. I am as capable as anyone else." Luke’s experiences are examples of racial 

social identity development. African American male students at PWIs experienced past 

socioeconomic, familial, religious, and media portrayal factors that influenced their collegiate 

identity (Evans, 2009) in similar ways like these study participants. African American males lack 

of persistence from PWIs is significantly due the lack of a sense of belonging, racial battle 

fatigue, and the threat non-violent aggression (Chen, Ingram, & Davis, 2014; Dade et al., 2015; 

Smith et al., 2016; Strayhorn, 2008). 

Influence of faculty members. A majority of the study participants expressed that the 

significant lack of African American presence represented by the institution’s faculty, staff, and 

students adversely influenced their academic and social outcomes. These experiences are linked 

the structural dimension of campus racial climate that shaped the psychological and behavioral 
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responses of participants. The participants expressed that during their experience at the 

predominately White institution of higher education (PWI) they rarely encountered academic and 

career mentors that looked like them.  SaQuon stated "it is different for different races and 

business a Black male is in similar shoes, with similar experiences is a benefit because he can 

share where he stumbled and prepare me how to start a business as an african american." The 

experiences articulated regarding the lack of mentors that looked like the participants point to the 

structural dimension of campus racial climate that shaped the psychological and behavioral 

responses of participants (Hurtado et al., 1998).  

Matthew, a science major with a desire to become a physician, went further to explain 

that in his major he would “like to see more African American males in sciences and it is very 

challenging that I am in my classes all day and feels like I’m the last one standing." Matthew’s 

perception is a clear example of the psychological dimension of campus racial climate theoretical 

framework which is reflective in the participants expressing that they are mostly intrinsically 

motivated. For example, Aiden stated that “my inner drive comes from wanting to be better than 

the members in my family as it relates to higher education.” However, they shared that when they 

are exposed to African American faculty, staff, and administrators they experience a greater 

sense of belonging and collective identity through their academic journey (Chen, Ingram & 

Davis, 2014; Dade et al. 2015; Strayhorn, 2014).  

Matthew further expressed that: 

If there were African American professors that held meetings for science majors to 

attend, it may take away the stigma that science is hard. If there is an African American 

professor, I would be further motivated because I would see that somebody like me made 

it all the way through - they go through the same thing we go through.  



	 Texas Tech University, Angela Dampeer, August 2020 

 101 

Strikingly, Matthew shared that he has never had any African American mentors in the medical 

field and has never met any African American medical doctors or doctors of philosophy. Similar 

to Matthew, Luke shared “I have never even seen a Black professor on his campus - one adjunct 

that’s it. I have not seen anyone [faculty members] that looked like me.” 

A majority of the participants expressed that it had been an uncomfortable feeling being 

the only African American or African American male in a majority of their classes and 

contributes to them working harder to achieve their academic goals. SaQuon stated “sometimes it 

feels awkward being the only African American male in class.” This feeling of being 

uncomfortable being the only African American students in their classes speaks to the structural  

dimension of campus racial climate in terms of the numerical representation of various 

racial/ethnic groups (Hurtado et al.,1998).  

SaQuon and Elijah both described themselves as being the only African American male 

in most of their classes and the experience made them feel isolated and “weird.” SaQuon went 

further to explain:  

In the classroom, it is strange to be the only Black dude in a class of 15. The professors 

have open spirits and seem to listen willing to help me as long as I am asking relevant 

questions. To come to college after being at a diverse high school and you’re the only 

African American male feels weird. However, I am quick to adapt. 

Mason explained that there were only two African American males in his first entry level 

computer classes and they have since dropped out of school. While most of the participants 

expressed that the lack of representational was of concern to them, many of the participants 

perceived being the only African American male in a majority of their classes allowed an 

opportunity dismantle stereotypes by sharing their academic brilliance and positive social 
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interactions (Cole, 2014; Cole, 2007; Lucas, 2018). The participants expressed that they did 

experience incidences of race related communication barriers. For example, LaDerrick stated 

“when I first got here I felt like I could not communicate with the people like I did at my former 

HBCU. It was difficult. I had to assimilate into the culture. Race was a barrier due to 

communication break downs.” 

In slight contrast, Keenan explained that during his campus experience he had not 

encountered “overt racism,” but had from his perception received grades from faculty were 

“short-cutted”, more heavily graded than White students, and were inconsistent. Due to his 

experiences, Keenan stated: 

I ask my professors what they are expecting and specifically what they are looking for in 

assignments for me to achieve better grades. I always know what I want before I go to a 

faculty member. They typically have open office hours and are very open to give advice. 

Notably, Kelvin shared that his White male faculty members have been mentors on how to 

“follow rules and stay out of trouble with drugs.” Kelvin shared that the comments received from 

some of the White faculty members were directly insulting because he felt they were made 

because he was a Black man. Kelvin stated “I need more advice than to just stay out of trouble, I 

want advice on how to be successful in a business career.” Mason expressed dissatisfaction with 

some of the faculty members he encountered on the campus which caused him emotional distress 

on many occasions. Mason explained his perception in the following manner:  

I feel that it is a Republican culture in some of my classrooms in that the faculty members 

give off the aroma that I've got mine - so you need to get yours. I do not think it is 

intentional but it is real and present.  I found a way to get mine – you should find a way 

to get yours. As in I understand that you are a professor - it is unnecessary how they try to 
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dump their knowledge and show how smart they are. It's not about how smart you [as a 

faculty member] are but how you are supposed to help the student. How am I supposed to 

gain the knowledge if you are providing and overall class environment like I have a 

doctoral degree? 

Interestingly, Mason went further to express that “here I haven’t had a mentor on the 

campus and that’s probably on me. Sometime if you don’t open up to people you don’t know 

what you can receive from them.” Mason acknowledged that students play a role in the mentor 

and mentee relationship related to academic and social success. The experiences and perceptions 

shared by Mason align with the psychological dimension of campus climate theoretical 

framework. The dimension is characterized by the psychological climate of perceptions and 

attitudes between and among groups (Hurtado et al., 1998). 

Kelvin expressed that while in a sociologist class “I had a professor ask students to write 

a reflection journal entry putting themselves in the situation of a Black person in the 1950s and 

1960s. When I wrote, it came from a more very defensive position.” LaDerrick shared that the 

assignment made him “feel angry about the injustices of the past.” LaDerrick shared that he copes 

with the challenges of subtle racial unfair practices, racial microagressions, in the classroom such 

as not having subjects that allow students to learn about the African American perspectives. 

LaDerrick expressed that he strengthens himself from the cumulative emotional stress and strain 

of being an African American male at a predominately White institution (PWI) thorough 

spiritual support by attending a local historically African American church every Sunday with 

fellow athletes in effort to combat his racial battle fatigue. During the member checking focus 

group session, the researcher shared the definition of racial microagressions, racial battle fatigue, 

and racial trauma with the participants. 
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LaDerrick explained that “going to church on Sundays with my teammates gives me 

strength. There is no one like the Lord and He is my help.” Luke had a similar coping strategy in 

stating that “you [African American males] must keep the faith. Christianity has helped me to 

stay the course and not give up.” The stated experiences spoke to the structural dimension of 

campus racial climate that shaped the psychological and behavioral responses of participants. 

Influence of staff members. Some of the participants expressed that their racial climate 

encounters on campus were influenced by members of the institutional staff. LaDerrick a shared 

that “once you are here [on the campus] you are welcomed by the staff and then everything is just 

about business. I did not get to meet the faculty and get to know them – no mentoring by faculty 

from the beginning, you just get your student ID, register for classes.” Most of the study 

participants expressed that there was a significant lack of representational diversity of the 

university staff and administration, which also address the structural dimension of campus racial 

climate. Matthew expressed his perception of representational diversity with staff members by 

saying that “they are slowly, but surely adding more African American employees. I have 

interacted with a number of helpful African American library staff members.” Luke perceived 

that the institution needed to add more representation of “all sorts” in the employee category of 

staff. Luke went further to say he perceived: 

The institution is severely lacking in [diverse] representation. No people of color in 

administrative higher echelon positions. They have been all white men in the presidency 

and the professors, students and staff represent a melting pot. We need more employees 

so that they may relate to us and not just football coaches.  

As it relates to staff interactions, Mason expressed that: 
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As a graduating senior, I was told that I lost a major scholarship (this is a disadvantage 

for African American students who may not have family resources and it was not because 

I was not upholding my end of maintaining a high GPA, it was because of my family’s 

slight financial household increase and it was devastating. A member of the financial 

staff has been caring and helping me overcome this significant hurdle. 

The historical dimension of the campus racial climate theoretical framework includes an 

institution’s historical legacy of inclusion or exclusion of various racial/ethnic groups (Hurtado et 

al, 1998). Keenan, an aspiring political science and legal scholar, shared that he applied a 

community leadership scholarship when he first matriculated into the institution. The scholarship 

was named the Hatton Sumner scholarship. Hatton Sumner was a Texas Representative who was 

one of the main opponents of the Dyer Anti-Lynching Bill, which in 1922 was the first sustained 

effort at passing federal anti-lynching legislation (Rabanal, 2012). Specifically, Congressman 

Sumner was infamously known for attacking the anti-lynching bill by stating that African 

Americans should be “thankful” for the institution of slavery because it brought their ancestors 

out of the savagery of the jungle (Rabanal, 2012).  

According to Keenan, he desired to be granted the community leadership scholarship so 

that he may shine a light on the history associated with the scholarship. Keenan stated that he 

wanted to “break down some of the social barriers, be civically engaged, and be seen differently.” 

Keenan’s experience speaks to the constant need and action the participants expressed to break 

down racial barriers present and historical. Racial trauma encompasses experiences 

of racism inclusive of overt and covert interpersonal discrimination, as well as institutional and 

systemic racism (Mosley et al., 2020). The constant need to breakdown campus racial barriers 

contributes to racial battle fatigue and racial trauma.  
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Mason thought it noteworthy in the interview to share with the researcher three photos he 

discovered that he felt presented negative portrayals of African American males in the campus 

historical yearbooks. The photos that Mason shared pointed to the historical dimension of the 

campus racial climate theoretical framework, which the photos depicted as: 1) a young African 

American male appearing as he is sneaking out of a commercial establishment holding a large 

paper bag in his left hand and a pistol in his right hand; 2) three young African American men in 

suits with dice in their hands with the caption “the heated gambling tables” under the photo; and 

3) three young African American males in suits with a caption above the picture stating “Money, 

Mafia, and Casino Night.” Mason described the depictions as disturbing, stereotypical and 

representative of racial microagressions toward African American males. Mason’s sharing of the 

past photos of Black men being depicted in a negative manner speaks to institutional vestiges of 

past stereotyping of the participant population.  

Although most of the participants shared that gender and racial identity were important to 

their higher education experience, they perceived themselves as being somewhat intrinsically 

motivated. Anthony, a residential leader, expressed his intrinsic motivation by sharing “I try to 

break boundaries.”  As a coping strategy, Anthony explained that due to being an African 

American male at a PWI he is intrinsically motivated “I am not going to stop no matter what and 

I refuse to fail.” When explaining how it feels to be in a marginalized population of the campus, 

Anthony shared that “I try to connect with everyone. I walk down the campus and call them by 

their first names. I’m not just a statistic and want to make my time here at the institution worth it. 

I tell others don't be afraid to step out of your box. Be involved and learn.” Anthony’s perception 

explains how he felt to be marginalized. African American males at PWIs actively counteract 
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presumptive stereotypes and marginalization by behaviorally overcompensating for negative 

generalizations (Hope et al., 2013; Palmer & Maramba, 2011). 

Mason explained that “I have a male family member who is my mentor and is about to 

complete a doctorate degree in chemistry.” A significant majority of the study participants 

expressed that they have experienced challenges regarding racial identity during their higher 

education experience at the PWI. For example, SaQuon explained “there is not a strong 

representation of Black men in the business school it is mostly Black women and desire to have 

more Black men to identify with.” The statements by SaQuon address the structural dimension of 

campus racial climate in terms of numerical representation of various racial/ethnic. 

However, many expressed various coping strategies and sources of motivation to support 

their academic persistence and social outcomes. For example, the participants coped with 

challenges by being a part of supportive counterspaces such as spending time in the residential 

halls and going to church services with their African American male teammates or older African 

American male students. LaDerrick stated that “I went to church with my teammates at a local 

Church of God in Christ. I spent my time thanking God for being in college and not behind. 

Being in church just feels right.” Counterspaces within an institution allow students of color to 

preserve a sense of home and culture in a predominately White college environment (Robertson 

& Chaney, 2017).  

SaQuon stated “church is important and it’s that community and I know that I am not 

alone in this academic journey. The connection is what keeps me sane. God is not human and he 

will not deceive me.” Many of the participants expressed that they were motivated to persist in 

the institutional environment by encouragement of their parents and/or family support. In fact, 

Jackson and Christopher shared that they are the youngest in their family and their older siblings 
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have a degree and knowing that they are responsible to and have no other choice but to graduate 

has kept them motivated on their collegiate journey. Jackson stated that “because my older 

siblings have a degree I must continue the legacy and stay the course in college.” Further, 

Malcom stated that “my mom pays for everything as long as I don’t stop. I take care of the effort 

to make her proud. She always says, if you need anything I’ve got it.” Finally, the participants 

perceived that interacting with others that are of the same race and gender on the campus gave 

them a greater sense of belonging and provided support with racial battle fatigue. The 

participants confirmed that they suffered from racial battle fatigue in the focus group member 

checking session when the definition was explained by the researcher.  

Summary of campus racial climate and racial trauma. A prevailing theme that 

emerged through the analysis of the data collection was that the African American undergraduate 

male students experienced racial microagressions, racial battle fatigue, and racial trauma to 

which they each responded through a myriad of coping strategies, which speaks to the relevance 

of both the psychological and behavioral dimensions of the campus racial climate theoretical 

framework. Many of the participants did not explicitly use the terms racial microagressions, 

racial battle fatigue, or racial trauma. However, they did recount and express experiencing 

indirect verbal and nonverbal slights based on their race and race-gender which caused 

cumulative manifested into emotional, psychological, and physiological distress. According to 

the participants in this study, racial battle fatigue and racial microagressions were present in their 

campus racial climate experience with peer interactions. The racial microaggression manifested 

themselves in a psychological, physiological, and behavioral manner with the participants. For 

example, Aiden, who stated “when I am with my African American male peers I am sometimes 

not taken seriously because they think I am not Black enough or have their same experiences.” 
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Aiden further expressed that “these types of statements make me feel down on myself at times 

and question my identity.” Other participants expressed that the racial microagressions had a 

behavioral influence on their campus experience. Additionally, Christopher expressed that “when 

I am with my teammates who are mostly Black and I may be talking about computer 

programming or something they will tell me to stop acting White.” Christopher went further to 

say “I am educated just like the next man and I constantly have to change how I act around my 

Black friends and White friends to fit in and it’s exhausting at times.” The psychological and 

behavioral adjustments by the participants are aligned with the behavioral dimension of the 

campus racial climate theoretical framework. 

All of the participants expressed that there was a lack of African American faculty 

presence at the institution which is an acknowledgement of the structural ecology of campus 

racial climate. For example, Matthew shared that persisting in the major of biology is 

challenging due to the lack of African American representation in faculty be stating: 

If we had African American professors who held a meeting for science majors for 

students to and attend, African American students would go from oh science is hard to oh 

there is an African American male professor and he's cool. They would like to go into the 

sciences seeing a mentor. Somebody like me made it all the way through and they go 

through the same challenges we go through. I want to be an anesthesiologist and never 

had any African American mentors in the medical field.  

An example of social outcomes being influenced by the lack African American representation 

expressed by the participants is shared when Kelvin stated that he would be better prepared 

socially upon graduation if there should be mentoring from African American faculty on things 

like "how to dress up and have professional swag and how to interact with others in the business 
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world.” Jackson emphasized that career progression and networking is “not about what you 

know, it’s about who you know.” The significant lack of African American faculty presence 

connects with the structural dimension of campus racial climate in terms of numerical 

representation of various racial/ethnic groups (Hurtado et al., 1998).  

Finally, a majority of the study participants expressed that there was a substantial absence 

of representational diversity of university staff which is characterized by the structural dimension 

of the campus racial climate theoretical framework. For example, Matthew perceived 

representational diversity regarding institutional staff members by stating “they are slowly but 

surely adding more African American employees. I have interacted with a number of helpful 

African American library staff members.” Luke expressed that the institution needed to increase 

representation of “all sorts” in the employee category of staff. The participants’ perception of the 

absence of staff diversity at the institution is a characteristic of the structural dimension of 

campus racial climate in numerical representation of varied racial/ethnic groups (Hurtado et al., 

1998).  

Campus Racial Climate and Institutional Supports 
 

Influence of peers. All of the participants in the study perceived peer support from their 

non-Black and Black allies as influential in their academic and social outcomes. Additionally, 

the participants expressed that a sense of community as major influencers in their social and 

academic success. Malcom stated that “iron sharpens iron from the support of all of my racial 

peers.” Some of the participants immediately felt embraced by their peers upon arrival to the 

campus. Kelvin shared that he felt embraced by his peers from international countries by stating: 

I feel like the campus is more of a family campus and I have interacted with lots of 

international students and have ended getting comfortable because it is family oriented. I 
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feel like I have been invited to a home with open arms and that is something that I have 

never had before. The things that I have asked for they [international students] were able 

to do it without questions -that is something I never had before. 

The peer interactions are characteristic of the campus racial climate the behavioral dimension 

characterized by intergroup relations on campus. 

Keenan and Luke perceived peer engagement as a positive support in academics through 

classroom collaborations and after hour study sessions. Mason detailed his perception of the 

importance of peer engagement by stating: 

My classmates have been my support. We all struggle together and we all succeed 

together. My classmates stop by at night, skip lunch, dinner, and we study for hours. 

Honestly, when we are studying together and communicating I do not feel that we are 

different. I feel we are on common ground. I learn about and with them through the 

struggle. Get through the struggle together - succeed together.  

Matthew had a similar response in stating that “my classmates and I meet up in class even in the 

absence of the professor to help one another.” The peer to peer interactions played a significant 

role in positive academic and social outcomes.  

Influence of faculty members. A significant majority of the study participants expressed 

that positive interactions with the faculty members on their campus were important to their 

academic and social outcomes. SaQuon shared that “my professors seemed to be theoretically 

based and have open spirits are readily available, supportive, and listened to me as long as I was 

asking relevant questions.” Theories or theoretically based orientations provide a general 

explanation and lens through which a phenomenon is viewed (Creswell & Poth, 2018). A 

significant majority of the study participants had a generally positive perception of the faculty on 
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the campus. For example, Robert stated that “I have not had a negative [classroom] experience. 

This school is about giving everybody the same opportunity. This is the standard. They do not try 

to bend it one way or the other.”  

Anthony, a performing arts major, explained that he had positive relationships with the 

faculty by sharing the perception that: 

By having the same professors for all of my classes in my major, they truly take students 

under their wings, they help us, mentor us, and occasionally give us a hard time. They 

don’t shun student if they do not get along with a faculty member. They redirect them to 

another faculty member who is better suited for that student’s success.  

Similarly, Matthew expressed that his experience has been that it does not seem harder with non-

African American professors because the faculty members “seem the same with everyone” and 

the professors do not seem to have “favorites”.  

Malcolm, an aspiring pastor and counselor, shared that he enjoyed having faculty 

members from different countries. Malcom described the campus as having a diverse campus 

culture with professors from other countries. Malcolm explained that there are “so many different 

races and you have to be willing to learn and be more open and honest about faith and others 

religious ideals.” He went further to say that “one of my favorite professors is from India and it is 

very interesting to learn from her different cultural norms and ideals. As a person wanting to go 

into the ministry and counseling it is good to learn different perspectives and cultures.” Malcom 

further shared that he would be taking a class in the upcoming semester called Minority Groups 

and the he was very excited to be taking the class for growth and insight opportunities. 

The study participants explained their experiences with faculty and their peers in the 

classroom setting. Additionally, the researcher observed a classroom setting to gather data on the 
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campus racial climate. The findings of the observation in the classroom by the researcher include 

student evenly combined by race physically. For example, the classroom setting included African 

American, Asian, Hispanic and White students. Most tables included had representational 

diversity from each race. Students of all race were given the opportunity by the instructor to ask 

questions, provide insight, and answer questions. The researcher noted that the African American 

man in the class did not speak as much as the women of all races in the class.  

The African American men in the classroom sat closer to the back of the room in a four 

to a table format. The class size had a teacher student ration of 1:24. Through verification in the 

focus group, the participants confirmed that they perceived a smaller classroom setting as one in 

which they could better interact with their peers. Kelvin explained that his experience with 

faculty had been really helpful being that it is a small campus and the professors really want their 

students to succeed and go to the next level.  Kelvin shared this perception by stating that: 

You can interact and speak your mind no matter your skin color or if you are LGBTQ. I 

never have had a bad experience personally with individuals in the classroom setting. 

Here I am able to speak my mind and it is embraced and if I have a thought I can share it. 

I was scared to speak my mind at first.  

Many of the study participants perceived that classroom group projects allowed them to 

better interact with peers. During the field observation of the classroom, the researcher observed 

students sitting in blocks of four with tables. The students appeared to be in groups that were 

diverse in gender and race. The researched perceived benefits of the diverse grouping because 

the students were heard sharing varied viewpoints on the instructor’s discussion prompts. The 

classroom observed only had one African American male student who appeared to interact 

positively with his peers and the instructor. The class was heavily lecture driven and there was 
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minimal group collaboration. The researcher noted that the classroom setting appeared to one in 

which all students had an opportunity to share their thoughts and learn in a manner that would 

support positive academic growth. 

All of the study participants perceived interactions with other diverse individuals and 

groups as opportunities for academic and social growth that contributed to their future careers. 

Initially, LaDerrick expressed that he felt challenged in the classroom because “different races 

seem to be more advanced in math. Knowing that they get things earlier - because I was taught 

things at a later age, they have an advantage and it makes me feel down.” However, LaDerrick 

expressed that group projects “helped me to learn that I can work with Asian, and Africans and I 

get to learn about other cultures.” LaDerrick went further to share his experience in the classroom 

by stating:  

When in classroom groups it gives us a chance to hear others perspectives from other 

countries. Last night I had comparative religion class and an Asian student and I 

discussed spiritual belief versus religious belief. I asked him do you believe spirit and 

religion go hand and hand and do you consider yourself spiritual or religious? He [the 

Asian student] said didn’t believe in God but he believed in something. This [interaction] 

helped me to get to know him better.  

Similarly, Robert shared that through group projects, the faculty encouraged interactions 

with others in the classroom. Robert stated that his perception was that “the faculty members 

intentionally create diverse groups for projects. I didn’t come here to just associate with just 

Black people. I want to go out into the world and be familiar with everyone in the global 

community.” The participants all showed appreciation for representational diversity which is in 
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alignment with structural diversity in terms of numerical representation of various racial/ethnic 

groups (Hurtado, et al., 1998). 

Influence of staff members. A majority of the participants expressed that staff played a 

significant role in their overall campus racial climate experience. Malcolm perceived that the 

staff in the student engagement area were very influential to his academic and social outcomes. 

Malcom shared that an African American male staff member in a support staff role has been 

“very involved with the success of African American males on the campus.” Malcolm shared that 

he experienced being “really connected to the staff here and we all work together.” Many of the 

participants expressed their perception of staff as specifically influential in the area of financial 

aid on their academic journey. LaDerrick shared that staff in student life and financial aid “treat 

me with respect and help me.” Keenan went further to say that “every person I have encountered 

has been positive even when I experienced technical issues with my financial aid”.  

SaQuon shared that “the security staff have been helpful when I needed escorts late at 

night or when it was rainy. The career assistance staff have been helpful in helping me find good 

networks, resume building, and soft skills”. Kelvin shared the “I was injured my first year and 

could not play football and the coaches taught me how to be a man. I use to be quick to give up.” 

Jackson went further to share that the coaches partner with external mentor to provide career 

guidance for athletes. The staff influence expressed by the participants is reflected of the 

behavioral climate, characterized by intergroup relations on campus. 

SaQuon expressed “I enjoy working with our Black Student Association the institutional 

staff sponsor, who is a Black woman, who provides me support to be a leader.” A sense of 

belonging for African American students promotes positive academic outcomes such as 

institutional satisfaction, further academic achievement, retention, persistence to graduation, and 
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the feeling that they are significant to their campuses (Chen, Ingram, & Davis, 2014; Dade et al., 

2015; Strayhorn, 2014). Luke had an African American male staff member as a mentor. Luke 

expressed that the staff mentor “helped me be proud of who and what I am. It to click that if I 

love myself, I may share that love with others.” Luke expressed a strong sense of reinforcement 

related to Black male racial identity. 

Summary of campus racial climate and institutional supports. All of the participants 

perceived that peer support influenced their academic and social outcomes. For example, 

Malcom stated that “iron sharpens iron from the support of all of my racial peers.” A significant 

number of the study participants expressed that they had positive influential interactions with the 

faculty members on their campus. For example, SaQuon shared that “my professors ….have open 

spirits are readily available, supportive, and listened to me as long as I was asking relevant 

questions.” Similarly, Robert shared that through group projects, the faculty encouraged 

interactions with others in the classroom. Robert stated that his perception was that “the faculty 

members intentionally create diverse groups for projects. The participants’ perceptions and 

experiences align with the campus racial climate theoretical framework dimensions of the 

psychological climate of attitudes among groups and the behavioral climate, characterized by 

intergroup relations on campus. 

A significant majority of the participants perceived that institutional staff played a 

significant role in their overall campus racial climate experience. Malcom shared that an African 

American male staff member in a student life support staff role had been “very involved with the 

success of African American males on the campus.” Many of the participants expressed their 

perception of staff as specifically influential in the area of financial aid on their academic 

journey. For example, LaDerrick shared that staff in financial aid “treat me with respect and help 
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me.” Jackson went further to share that the coaches partner with external mentor to provide 

career guidance for athletes. The staff influence expressed by the participants is reflected of the 

campus racial climate theoretical framework of the behavioral climate, characterized by 

intergroup relations on campus (Hurtado, et al., 1998). 

Campus Racial Climate and Diversity and Inclusion Practices 
 

Representational diversity. The final emergent theme of the data analysis is the 

influence of campus diversity and inclusion practices on the participants academic and social 

outcomes. All the participants expressed an appreciation for the general representational 

diversity of the student population. Anthony expressed that: 

It is a very unique campus culture - unique but inclusive. For example, when one goes 

into or looks at the new student center, you see a vast majority of diverse people 

interacting - people want to learn more about each other. It’s inclusive but weird. 

Yesterday, we had a voice recital in which the male and female roles were switched. 

Weird - but a good weird. Male and females full supported it - very unorthodox.  

Campus diversity and inclusion strategies are representative of the structural and behavioral 

dimensions of the campus racial climate framework (Hurtado, et al, 1998). Campus diversity and 

inclusion strategic plans should address the need for appropriate representational diversity which 

aligns with the numerical representation of various racial/ethnic groups on a campus. 

Additionally, the campus climate, which is the degree to which the events, messages, symbols 

and values of the campus make it welcoming and inclusive addressed in campus diversity and 

inclusion strategic plans is characterized by intergroup relations on campus. 

Aiden perceived the campus as being “cross-cultural” as it relates to the various cultures 

on campus. SaQuon stated that his “diverse peers are friendly during social interactions and in 
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general students seemed to have respect for others.” Similarly, Malcolm shared that it is a very 

diverse campus due to international, Hispanic, and African American students. Malcom 

perceived the institution as non-threatening and a place where he embraced and learned from the 

diversity of the students. During the single member checking focus group the participants 

expressed that they experienced racial microagressions and racial battle fatigue, but did not feel 

physically threatened by anyone in the campus environment. 

Malcolm expressed that “diversity goes into the workforce, religious environments, and 

community engagement. There is value in knowing other customs and traditions through 

intercommunication and knowing how to interact with others when winning a bid or job.” During 

the field study observation in the student center, the research observed students of mixed cultures 

interacting. The researcher also observed that African American male students appeared to be 

comfortable in the campus student center and interact freely with students from other races and 

cultures. The researcher conducted a focus group following the interviews for the purpose of 

member checking. During the follow-up focus group of five study participants, they all 

confirmed they felt comfortable interacting freely with students from other races and cultures. 

Campus and community engagement. Several study participants explained that they 

perceived that communication was a critical element in the peer influence on the social and 

academic outcomes. The participants perceived that communication barriers exist and they had 

to modify their communication style to be successful in the higher education environment. 

LaDerrick explained: 

When I first got here I felt like I could not communicate with the people like I did at my 

former historically Black college and university (HBCU). It was difficult. I had to get use 

to the environment. At the HBCU it was easy to communicate. I had to change the way I 
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communicated. I can’t communicate with all people like I do my African American 

friends. The key to getting through college is communication.  

Mason explained that he learned to experience and appreciate diversity in the context 

communication is within cultural interactions on campus.  Mason went further to say that “when 

you are able to understand different cultures, you understand what [communications] can push 

somebody's buttons. For example, calling an all Asian people Chinese is inappropriate, I know 

what not to say because of interactive and informational sessions on campus.” The cross-cultural 

communication in knowing what is appropriate to say to which peers on campus addresses the 

behavioral climate, characterized by intergroup relations on campus. 

A significant majority of the study participants expressed that the institution should do 

more to promote a sense of community and peer engagement. Jackson shared that “we need to 

have a space where all the students can meet each other or have multiple roundtable talks. Out in 

the open where students want to come and speak at multiple events.” Matthew shared that he was 

excited that several athletic teams recently started engaging in community outreach events. 

Matthew expressed this by stating “I truly appreciate the fact that the football team is helping our 

local community that is underserved. I feel like I am making a difference in the world.” Other 

participants shared similar thoughts on campus community engagement. Anthony explained that 

“being with my peers while helping in the community pushes students out of their comfort zones 

and challenges them to grow.” According to Sedlacek (1987), higher education practitioners 

should the non-cognitive variables of demonstrated community service critical in the lives of 

African American males in the higher education environment.  

Most of the study participants expressed that engaging in diversity and inclusion 

activities with others on campus did promote their academic and social success outcomes. For 
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example, Kelvin shared “In the classroom I can interact and speak my mind and it is embraced 

when I have a thought I can share it on diversity matters.” SaQuon stated “I enjoyed going to the 

Hispanic heritage and Asian American events to learn more about my peers.” Keenan expressed 

“I enjoy being involved in the diversity and inclusion committee on campus because we don’t 

just have events but support other marginalized groups.” The social successes by identifying 

racially with others on campus include being involved in an excelling in diverse organization and 

having support when confronting injustices, such as unfair treatment or practices, on campus. 

Many of the participants perceived that campus and community engagement played a 

critical role in the behavioral dimension of the campus racial climate. The behavioral climate 

dimension is characterized by intergroup relations on campus (Hurtado et al., 1998). Aiden 

perceived that “although the campus is cross-cultural it is segmented” and suggested that there 

should be more student forums for the exchange of ideas. Mason presented ideas for more 

campus and community engagement by stating: 

Let’s get each other more involved. More community events. Try to pair different 

students together. We all are competitive. Games or something that establish common 

grounds and common goal. Do things that make students more involved and build 

relationships. At my HBCU junior college we had a sense of togetherness. 

The importance of a collective community was shared by participants. LaDerrick (a student 

athlete) reflected on a moment when he felt a sense of collective community and the importance 

of events by sharing “we recently had tailgate party. The students came out - students of different 

races asking where we from and excited to see us play. Events make students want to be here.” 

The participants expressed an appreciation for the diverse student ethnicities and cultures. Luke 

shared a similar perception of the importance of collective community when he stated: 
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We are a melting pot of lots of different cultures and ethnicities. Cooking traditional 

foods is inviting. We lower the level ignorance through dialogue. Have an effective 

conversations and serious conversations without it getting heated seeking to understand 

and not respond is the key. 

Some of the participants desired to experience more diversity and inclusion events. Malcolm 

expressed that the campus should have more “cultural events with food, students share the 

significance of the food, their home, psychological perspectives and counseling on how should I 

present myself to your culture.” Some of the participants perceived the diversity and inclusion 

events to be places where they could freely express their thoughts and perceptions. Anthony 

reflected on successful social engagement event on campus that promoted diversity and inclusion 

which included a poetry, speech, dance, and “safe space” to freely express thoughts. Anthony 

went further to share:    

Ministry life is a safe and brave space. While in BSA we have had controversial topics 

that we discuss like I'm Not Racist But….. which was intended to be an hour event but 

ended up lasting for three hours. Students were dying to say something for a long time. 

We addressed gender roles, classes, etc. without judgement and being comfortable. 

Some of the participants believed that discussing religion and spirituality was a way to connect 

with others of diverse belief systems. Malcolm shared a similar perception stating: 

Religious life and common meals all students to converse and get to see different 

perspectives whether it be atheist, Muslim, or Christian. We explore why you believe the 

way you believe with no judgement. Common meal is the meal fed after chapel. 

Many of the participants expressed a desire for their “voice” to be heard on the campus. Robert 

explained that focus groups were important to gain insight on students need and to “hear the 
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voice” of the students. However, Robert acknowledged that it is a challenge to include 

everybody. Robert went further to express “the world is fragile - you do not know what offends 

or excluding someone when we are trying to include everyone.” Regarding the campus 

promotion of campus and community engagement events, Keenan believed that events should be 

promoted equally with uniform emphasis.  Christopher was the only study participant who have 

a different perception of campus and community engagement on the campus racial climate. 

Christopher explained, “I do not participate in events. I do not like the fact of having specific 

events for different races like Black history month, that means it’s like Caucasian Month is every 

month.”  

The participants explained that the co-curricular influence was perceived through the 

engagement of the various cultural student groups and opportunities offered to study abroad in 

different countries. Malcolm shared that “on campus cultural events with food, the significance 

of the foods, and their home/psychology background helps me understand cultural norms. As a 

future counselor, it is important that I learn the traditions and norms of different cultures.” 

However, they felt that continuous improvement was needed in this area.  

Mason expressed the following “I hardly ever see any positive African American photos 

or art around campus.” The participants comment references the historical dimension of campus 

racial climate in that there is limited history of inclusion African Americans visible on campus. 

Referencing the historical dimension of campus racial climate, SaQuon shared that: 

The history of this institution should be more transparent and clear and get them to know 

that side of things. Like a class that you have to take to learn the history of the university. 

Transparency of history and exposure to real world events are very important. 
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Some of the participants were members of co-curricular organizations and have shared that they 

are beneficial to their academic, social, and career outcomes. Malcolm, Luke, Anthony, and 

SaQuon, all members of the Black Student Association (BSA) and perceive that the involvement 

has been beneficial to their academic and social outcomes. Malcom stated that “BSA is not just 

for Black students it in place so that everyone may come together.” SaQuon is a member of the 

Business Social Entrepreneurship and appreciated the exposure to “practical experience” and the 

opportunity to volunteer to help other entrepreneurs. Many of the participants had a positive 

perception of co-curricular influence and the opportunity to network with others internally and 

externally. For example, SaQuon stated the following “I enjoy going to multicultural festivals 

and events on campus.” LaDerrick shared that “my football coaches introduced use to 

professional mentors in the community that were Black and White and this meant a lot to me.” 

However, Anthony perceived “not everyone is not for inclusion, some people do not want change 

and I see this more with students than with faculty or staff.” 

Curricular and administrative influence. Anthony shared his perception by stating that 

“this campus pushes smaller class sizes and diversity - it is very inclusive. No matter what 

happens you cannot "run" from grades or classes here. The campus in essence pushes people to 

come together.” Robert emphasized inclusivity and the role of the campus staff by stating that: 

The culture is transitioning from the early ages of the institution and they are 

transitioning into trying to be more inclusive. It [the campus racial climate] had been 

catering more to the White culture. However, the staff in student engagement have been 

trying to help start of a Black fraternity. The institution supported the change and the 

national Black fraternity office did not support the move due a minimum number of 

charter members. 
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Most of the African American male student participants perceived that curricular and co-

curricular influence did influenced the campus racial climate. For example, multicultural and 

cross-cultural student learner outcomes contributed to positive curricular influence. The students 

who were in the School of Business explained that they had a significant amount of exercises 

that involved learning about different cultures and were exposed to the campus diversity and 

inclusion strategic plan by their instructors. Robert shared “in the business school there are group 

projects and the faculty encourages interactions with others in the classroom. The faculty 

member intentional creates diverse groups for inclusive engagement.” 

 Although Kelvin perceived that he was better able to express his thoughts in the 

classroom setting at the institution he shared that “there is a distinct focus on the history of 

Europeans and very few historical references to African American people. The [African 

American] history seems to be skipped. There is evidence of White privilege.” Kelvin’s 

expressed perception spoke to the historical dimension of campus racial climate, which examines 

the history of inclusion and exclusion of marginalized groups of an institution (Hurtado et. al, 

1998). SaQuon shared his perception of this theme by stating that “there is a deficit of knowing 

and comprehending the people that came before us [African Americans] and having knowledge 

of who we are.” Keenan went further echoing SaQuon’s sentiment regarding African American 

history courses by sharing: 

We need to have more electives to sign up for that involve African American history in 

the South and in America. Adding a general education course (GEC) African American 

history topic would be ideal. I'm in higher education now and we need to know how to 

empower ourselves with history and make ourselves better. 
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An institution’s past history of inclusion or exclusion of racial/ethnic groups has been 

identified as one of the four specially measured dimensions of campus racial climate (Hurtado et 

al., 1998). 

Kelvin’s statement is interpreted to align with the historical ecology due to the fact that he 

perceived there to be exclusion of Black history in his classroom studies. Although Kelvin 

perceived that he was better able to express his thoughts in the classroom setting at the institution 

he shared that “there is a distinct focus on the history of Europeans and very few historical 

references to African American people. The [African American] history seems to be skipped. 

There is evidence of White privilege.” Curricular transformation address the inclusion of 

multicultural learning outcomes in university courses (Smith & Schonfeld, 2000). Kelvin’s 

expressed perception spoke to the historical dimension of campus racial climate which examines 

the history of inclusion and exclusion of marginalized groups of an institution (Hurtado et. al, 

1998).  

Institutional commitment related to diversity and inclusion is the degree to which polices 

and procedure reflect a systematic commitment to the promotion of multiculturalism (Smith & 

Schonfeld, 2000). Keenan stated that “we should have more policies in place that add diverse 

class to the core curriculum and policies that promote hiring more faculty of color.” An 

institution’s past and present diversity and inclusion practices are element addressed in the 

campus racial climate theoretical framework (Hurtado et. al, 1998). Keenan’s perception aligns 

with an institution’s historical legacy exclusion of various racial/ethnic groups due to the fact that 

he perceived there should be more policies to address representational and curricular diverse and 

inclusion. 
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Some of the participants perceived that institutional commitment through administrative 

operations and policies and had an influence on the campus racial climate and their academic 

outcomes. For example, some of the participants expressed specific frustrations with the 

communication of their financial aid and academic advising which made their persistence in their 

degree program difficult. For example, Mason shared that:  

I was initially told that I would have $800 for federal work study and be living in the 

residential halls. I eventually found out that I was not eligible for work study. I was given 

misinformation. Additionally, I was told as a graduating senior that I lost my large 

scholarship and it was not because I was not upholding my end of the academics, it was 

how the scholarship was structured to taper off as students graduated. Going into the 

summer I have literally had to struggle. Initially, I was advised that my credits would 

transfer in allow me to be a Math major. However, I went to the registrar's office and they 

told me that the only way that I can transfer all your credits over is if I changed my 

degree to Computer Science. Now going from Math to Computer Science is a huge jump. 

So, I had to learn how to code which is different from applied mathematics. I believe that 

sometime they want Black football players at the institution and do not give us proper 

information in the beginning.  

Some of the participants perceived that institutional commitment played a role in the influence of 

diversity and inclusion initiatives and policies on the campus racial climate. Malcolm shared his 

perception by expressing that:  

It is policies and the doctrines that makes the institution the way it operates. Enumerated 

powers and implied powers - this is what we are going to promote and make a 

commitment as an institution. It's better to change policies than just have events. 
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Anthony had a different perception of how institutional commitment played a role in campus 

diversity and inclusion by sharing administration should “show a genuine concern for affinity 

groups and set time aside to have an event lead by institutional leaders so people [campus 

community] can ask questions and do this because you care.” Luke’s perception was that he “saw 

very few people of color in administration positions or in the higher echelon and we need more 

employees in higher positions that reflect the melting pot of our students.” Luke’s perception 

speaks to the structural dimension of campus racial climate. 

Summary of campus racial climate and diversity and inclusion practices. The third 

research question of the study sought to understand how African American male undergraduate 

students at a private, religiously affiliated predominantly White institutions perceived campus 

diversity and inclusion practices as a component of the campus racial climate. The theme of 

diversity and inclusion practices emerged in the findings aligning with the behavioral dimension 

of campus racial climate theoretical framework. Specifically, the diversity and inclusion 

practices were noted from the participants in the areas of: 1) representational diversity; 2) 

campus and community engagement; and 3) curricular and administrative influence. All of the 

participants expressed an appreciation for the diversity of the student population and perceived 

peer communication and engagement as a significant factor in their academic and social 

outcomes. For example, the participants expressed appreciating having conversation in the 

classroom setting with students of Asian and Hispanic descent as well as students from the 

Lesbian, Gay, Bisexual, and Transgender (LGBT) community. Luke expressed that “one of my 

sociology professors shared with us how to glean understanding by engaging with our peers in 

the LGBTQ community. The dialogue with members of the LGBTQ community helps to 

understanding where they are coming from and standing together for what is right.” The 
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participants shared that the conversations with diverse peer groups allowed them to gain insight 

into different cultures and perspectives. The behavioral dimension of the campus racial climate 

theoretical framework is characterized by intergroup relations on campus (Hurtado et. al., 1998).  

The participants expressed that campus and community engagement play a role in 

campus diversity and inclusion practices. For example, Luke stated “I like being involved in the 

Black Student Association and the Gay Straight Alliance to support others and so that the voice 

of these groups may be heard.” Most of the African American male student participants 

perceived that curricular and institutional commitment influenced campus diversity and inclusion 

practices. For example, Kelvin stated that “there is a distinct focus on the history of Europeans 

but very few historical references to African American people.” Keenan stated that “we should 

have more policies in place that add diverse class to the core curriculum and policies that 

promote hiring more faculty of color.” An institution’s past and present diversity and inclusion 

practices are element addressed in the campus racial climate theoretical framework (Hurtado et. 

al., 1998). Keenan’s perception aligns with an institution’s historical legacy exclusion of various 

racial/ethnic groups due to the fact that he perceived there should be more policies to address 

representational and curricular diverse and inclusion. 

Summary 

Chapter IV presents the findings of the study. The analysis of the data collected for this 

study produced three emerging themes: 1) campus racial climate and racial trauma; 2) campus 

racial climate and institutional supports; and 3) campus racial climate and campus diversity and 

inclusion practices. The findings were filtered through the theoretical lens of campus racial 

climate. The campus racial climate theoretical framework filters a participant’s experiences and 

perceptions through the following dimensions: 1) an institution’s historical legacy of inclusion or 
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exclusion of various racial/ethnic groups; 2) structural diversity in terms of numerical 

representation of various racial/ethnic groups; 3) the psychological climate of perceptions and 

attitudes between and among groups; and 4) the behavioral climate, characterized by intergroup 

relations on campus (Hurtado, et al., 1998). Chapter V will present a discussion of the findings, 

implications of the results of the study for higher education practice, recommendations for higher 

education practice, and recommendations for future research.  
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CHAPTER V 

DISCUSSION 
 

Chapter V presents a discussion of the findings of the study. The areas of focus that will 

be covered include: 1) an overview of the study with a discussion of the study’s findings; 2) 

implications for higher education administration practitioners; 3) recommendations for higher 

education administration practitioners; 4) future research topics for the area of study; and 5) 

conclusion summary of the study and findings. The purpose of the study was to examine the 

perceptions and experiences of African American male undergraduate students related to the 

campus racial climate at a predominately White private, religiously affiliated institution in the 

state of Texas. The study participants were 13 undergraduate African American male students 

who were campus residents and local commuters. Further, of specific interest, the study was 

designed to examine African American male undergraduate students’ perceptions and 

experiences of campus racial climate and the role diversity and inclusion strategies played in 

their academic and social success. 

Overview of the Study 

African American males have the highest attrition rate of any collegiate demographic 

group at 36% (Robertson & Chaney, 2017). Over the past 20 years the rate of Black men who 

graduate from a higher education has solidly declined and this population is not meeting the 

academic and social rigors of campus life at predominately White institutions (PWIs) (Donnor & 

Shockley, 2010; Lucas, 2018). The decline in Black male persistence and graduation rates have 

been attributed to: 1) personal motivation and diverse external commitments; 2) lack of primary 

and secondary school preparation; and 3) the lack of proper integration and support in the 

classroom and social settings at higher education institutions (Brock, 2010; Robertson & Chaney, 
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2017; Smith, Yosso, & Solorzano, 2006; Strayhorn, 2008). In a review of the literature about this 

higher education problem, there is a lack of focus on identifying the specific needs of African 

American male students that promote resiliency, persistence and degree completion at PWIs 

(Coleman, 2015; Harper, 2013; Hotchkins & Dancy, 2015; Luke, 2018). This qualitative study 

encompassed interviews producing experience narratives provided by 13 undergraduate African 

American males students. The feedback from the participants will allow higher education 

practitioners at PWIs to gather a deeper understanding of the participant’s educational and social 

needs which may effective strategies to promote social and academic success.  

Within the higher education setting of the United States, African American males 

students are significantly less likely than White and Asian male students to earn college degrees 

(Guiffrida & Douthit, 2010).  The number of bachelor's degree attainment among persons age 25 

and over reflected, 15.8 % for Latino males, and 22.6 % for African American males and 55.7% 

for Asian males. (NCES, 2017). Historically, African American males enter the higher education 

setting at a disadvantage which is representative of the degrees of persistence and degree 

completion (NCES, 2018; Smith, Yosso, & Solorzano, 2006; Strayhorn, 2008). Further, African 

American male departure from college campuses is significantly due to lack of sense of 

belonging, lack of high school education preparation, and sufficient integration it campus life 

may make it challenging for African American male students to “fit in” at PWIs (Brock, 2010; 

Strayhorn, 2014b). Campus interactions with other students, staff, and faculty at PWIs, often 

send the message to minoritized students that they do not belong on campus, thereby further 

marginalizing those who have traditionally been underrepresented (Dade, Turner, Barner, Grier-

Reed, & Hendel, 2015; Frazier, 2012; Hurtado et al., 1998; Perry, 2010). According to Hotchkins 

(2016), African American high school male students experienced monolithic targeting which is 
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defined as “perception of participants that White teachers framed Black males in collective 

deficit terms, including being incapable of exceeding expectations and not interested in being 

successful academically, based on a singular experience” (p. 16). According to Coleman (2015), 

African American male students at predominately White institutions perceived that they had a 

significantly larger number of experiences where attention was brought to their race than White 

students and needed more campus social supports. As presented in the aforementioned literature 

review, numerous factors adversely influence the trajectories of African American males in 

pursuit of higher education degree attainment.  

The purpose of this study is to examine the perceptions and experiences of campus racial 

climate for African American male undergraduate students at a predominately White private, 

religiously affiliated institution in the state of Texas. Moreover, this study explores African 

American male undergraduate students’ perceptions of campus racial climate and the role 

diversity and inclusion plays in their scholastic and social success. Research may be found on the 

significance of campus racial climate with other minoritized groups (Hurtado et al., 2015; 

Alvarado, & Guillermo-Wann, 2015), however there is limited data focused on African 

American undergraduate male students’ perceptions and experiences at private, religiously 

affiliated PWIs (Brooks, Jones & Burt, 2013). In this study, perceptions and experiences were 

researched to provide higher education practitioners insight into practical strategies for African 

American male undergraduate student success.  

This study was guided by the following three research questions:  

1. What are African American male undergraduate students’ perceptions of campus 

climate at private, religiously affiliated predominantly White institutions?  
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2. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus racial climate as 

influencing their academic outcomes? 

3. How do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions experience campus diversity as a function of 

campus racial climate?  

The setting of this study is a predominately White, religiously affiliated four-year 

institution. The urban-based, co-educational, liberal arts university is located in Texas. The 

participants for the proposed study were 13 full-time undergraduate African American male 

students. The residential and commuting student participants had been at the university for one 

or more years. 

Discussion of the Findings 

Perceptions and Experiences of the Campus Racial Climate  
 

The findings of the study were across the study’s three research questions. The researcher 

sought to answer the research questions through data collection that included the establishment 

of boundaries for the study and collection of information. Additionally, the researcher sought to 

communicate the findings of this study in connection to prior literature and research objectives. 

The data was filtered through the lens of the campus racial climate theoretical framework. The 

campus racial climate theoretical framework includes the examination of the dimensions: 1) an 

institution’s historical legacy of inclusion or exclusion of various racial/ethnic groups; 2) 

structural diversity in terms of numerical representation of various racial/ethnic groups; 3) the 

psychological climate of perceptions and attitudes between and among groups; and 4) the 

behavioral climate, characterized by intergroup relations on campus (Hurtado et. al., 1998). The 
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analysis of the data produced three emerging themes: 1) campus racial climate and racial trauma; 

2) campus racial climate and institutional supports; and 3) campus diversity and inclusion 

practices. Additionally, the discussion of the findings will address the limitations and strengths 

of the data analysis.  

Campus racial climate and racial trauma. A prevailing theme that emerged through 

the analysis of the data collection was that the African American undergraduate male students 

experienced racial trauma, which speaks to the relevance of the psychological dimension of the 

campus racial climate theoretical framework. Racial microaggressions are defined as subtle 

verbal and nonverbal insults pointed at people of color, layered insults based on one's race, race-

gender, class, sexuality, language, immigration status, phenotype, accent, or surname (Smith et 

al., 2016; Sue, et al., 2007). To delineate, racial microagressions occur on an individualized 

basis, while racial battle fatigue is defined as emotional, psychological, and physiological 

distress caused by the cumulative offences of indirect verbal and nonverbal insults directed at 

people of color (Hotchkins, 2016; Smith et al., 2006; Smith et al., 2011; Smith et al., 2016).  

Racial battle fatigue occurs as a result of the cumulative effect of multiple racial microagressions 

over time. Racial trauma, is the psychological, emotional, and physical injury from experiencing 

actual and perceived racism (Mosley, et al., 2020). Many of the participants did not explicitly use 

the terms racial microagressions, racial battle fatigue, or racial trauma. However, they did 

recount and express experiencing indirect verbal and nonverbal slights based on their race and 

race-gender, which manifested as emotional, psychological, and physiological distress. 

According to the participants in this study, racial battle fatigue and racial microagressions were 

present in their campus racial climate experience with peer interactions. The racial 

microaggression manifested themselves in a psychological, physiological, and behavioral 
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manner with the participants. For example, Aiden, who stated “when I am with my African 

American male peers I am sometimes not taken seriously because they think I am not Black 

enough or have their same experiences” further expressed that “these type of statements make me 

feel down on myself at times and question my identity.” Other participants expressed that the 

racial microagressions had a behavioral influence on their campus experience. 

Additionally, Christopher expressed that “when I am with my teammates who are mostly 

Black and I may be talking about computer programming or something they will tell me to stop 

acting White.” Christopher went further to say “I am educated just like the next man and I 

constantly have to change how I act around my Black friends and White friends to fit in and it’s 

exhausting at times.” The continuous need to “fit in” contributes to racial battle fatigue in the 

academic and social settings for this population. The psychological and behavioral adjustments 

by the participants are aligned with the behavioral dimension of the campus racial climate 

theoretical framework.  

All of the participants expressed that there was a lack of African American faculty 

presence at the institution, which is an acknowledgement of the structural ecology of campus 

racial climate. For example, Matthew shared that persisting in the major of biology is 

challenging due to the lack of African American representation in faculty be stating: 

If we had African American professors who held a meeting for science majors for 

students to and attend, African American students would go from oh science is hard to oh 

there is an African American male professor and he's cool. They would like to go into the 

sciences seeing a mentor. Somebody like me made it all the way through and they go 

through the same challenges we go through. I want to be an anesthesiologist and never 

had any African American mentors in the medical field.  
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An example of social outcomes being influenced by the lack African American representation 

expressed by the participants is shared when Kelvin stated that he would be better prepared 

socially upon graduation if there should be mentoring from African American faculty on things 

like "how to dress up and have professional swag and how to interact with others in the business 

world.” Jackson emphasized that career progression and networking is “not about what you 

know, it’s about who you know.” The significant lack of African American faculty presence 

connects with the structural dimension of campus racial climate in terms of numerical 

representation of various racial/ethnic groups (Hurtado et al., 1998).  

Finally, a majority of the study participants expressed that there was a substantial absence 

of representational diversity of university staff which is characterized by the structural dimension 

of the campus racial climate theoretical framework. For example, Matthew perceived 

representational diversity regarding institutional staff members by stating “they are slowly but 

surely adding more African American employees. I have interacted with a number of helpful 

African American library staff members.” Luke expressed that the institution needed to increase 

representation of “all sorts” in the employee category of staff. The participants’ perception of the 

absence of staff diversity at the institution is a characteristic of the structural dimension of 

campus racial climate in numerical representation of varied racial/ethnic groups (Hurtado et al., 

1998).  

Participants in the study described experiences as demonstrative of racial microagressions 

and racial battle fatigue and were present in their campus experience. For example, Mason, a 

senior computer science and math major, thought it noteworthy in the interview to share with the 

researcher three photos he discovered that he felt presented negative portrayals of African 

American males in the campus historical yearbooks. The photos that Mason shared pointed to the 
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historical dimension of the campus racial climate theoretical framework, which was depicted as: 

1) a young African American male appearing as he is sneaking out of a commercial 

establishment holding a large paper bag in his left hand and a pistol in his right hand; 2) three 

young African American men in suits with dice in their hands with the caption “the heated 

gambling tables” under the photo; and 3) three young African American males in suits with a 

caption above the picture stating “Money, Mafia, and Casino Night.” Mason described the 

depictions as disturbing, stereotypical and representative of racial microagressions toward 

African American males. 

Mason’s sharing of the past photos of Black men being depicted in a negative manner 

speaks to institutional vestiges of past stereotyping of the participant population. Mason shared 

that he felt “extremely angered and sadden by the negative portrayal of Black men that are still in 

our campus yearbooks.” PWIs often fail to provide African American undergraduate male 

students with an environment that supports their retention and graduation rate because they fail 

to support the non-academic and social needs of this population (Coleman, 2015). The 

information that Mason shared pointed to the historical dimension of the campus racial climate 

theoretical framework (Hurtado et al.,1998). Additionally, this information was interpreted as the 

PWIs must actively ensure that institutional messages and symbols cultivate a campus 

environment that supports and not damage the psyche of African American male students. 

Campus racial climate and institutional supports. The participants perceived that peer 

support influenced their academic and social outcomes. For example, Malcom stated that “iron 

sharpens iron from the support of all of my racial peers.” The study participants also explained 

their supportive experiences with faculty classroom setting and to this point, the researcher 

observed a classroom setting to gather data on the campus racial climate. The participants 
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perceived a smaller classroom setting as one in which they could better interact with their peers. 

For example, Anthony shared in his experience that “this campus pushes smaller class sizes and 

diversity - it is very inclusive. No matter what happens you cannot "run" from grades or classes 

here.” Furthermore, a significant majority of the participants perceived that institutional staff 

played a significant role in their overall campus racial climate experience. For example, Kelvin 

shared the “I was injured my first year and could not play football and the coaches taught me 

how to be a man. I use to be quick to give up.” The statement from Kelvin was significant in 

understand the influence of staff relationships in African American male retention and 

persistence. All of the study participants perceived interactions with other diverse individuals 

and groups as opportunities for academic and social growth that contributed to their future 

careers. For example, Malcolm (an aspiring pastor and counselor) explained that there are “so 

many different races and you have to be willing to learn and be more open and honest about faith 

and others religious ideals.” Matthew, junior biology major, expressed his perception of 

representational diversity with staff members by saying that “they are slowly but surely adding 

more African American employees. I have interacted with a number of helpful African American 

library staff members”. Luke, senior computer science and criminal justice major, perceived that 

the institution needed to add more representation of “all sorts” in the employee category of staff. 

The participants experienced both positive and negative interaction with staff members.  

Campus climate and diversity and inclusion practices. The behavioral dimension of 

the campus racial climate theoretical framework is reflective in diversity and inclusion practices 

(Hurtado et. al., 1998). Additionally, the third research question of the study sought to 

understand how do African American male undergraduate students at private, religiously 

affiliated predominantly White institutions perceived campus diversity and inclusion as a 
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function of campus racial climate. Specifically, the diversity and inclusion practices were noted 

from the participants in the areas of curricular in institutional commitment, and campus and 

community engagement. The participants expressed specific perceptions and experiences related 

to the institution’s past and present diversity and inclusion practices. Jackson shared that “we 

need to have a space where all the students can meet each other or have multiple roundtable 

talks. Out in the open where students want to come and speak at multiple events.” All the 

participants were interested in engaging more and build relationship with their peers. 

 Anthony, junior theater major, perceived “not everyone is not for inclusion, some people 

do not want change and I see this more with students than with faculty or staff.” Some of the 

participants perceived that institutional commitment through administrative operations and 

policies had an adverse influence on the campus racial climate and their academic outcomes. To 

this point, the participants expressed specific frustrations with the communication of their 

financial aid and academic advising which made their persistence in their degree program 

difficult. For example, Mason shared that:  

I was initially told that I would have $800 for federal work study and be living in the 

residential halls. I eventually found out that I was not eligible for work study. I was given 

misinformation. Additionally, I was told as a graduating senior that I lost my large 

scholarship and it was not because I was not upholding my end of the academics, it was 

how the scholarship was structured to taper off as students graduated. Going into the 

summer I have literally had to struggle. Initially, I was advised that my credits would 

transfer in allow me to be a Math major. However, I went to the registrar's office and they 

told me that the only way that I can transfer all your credits over is if I changed my 

degree to Computer Science. Now going from Math to Computer Science is a huge jump. 



	 Texas Tech University, Angela Dampeer, August 2020 

 140 

So, I had to learn how to code which is different from applied mathematics. I believe that 

sometime they want Black football players at the institution and do not give us proper 

information in the beginning.  

Keenan shared that “the policies and the doctrines makes the institution the way it operates. 

Enumerated powers and implied powers - this is what we are going to promote and make a 

commitment as an institution. It's better to change policies than just have events.” Keenan 

attributed the enumerated and implied powers to the campus administration.  

Many of the participants perceived that campus and community engagement played a 

critical role in the behavioral dimension of the campus racial climate. The behavioral climate 

dimension is characterized by intergroup relations on campus (Hurtado et al., 1998). Aiden 

perceived that “although the campus is cross-cultural it is segmented.”  Aiden suggested that 

there should be more student forums for the exchange of ideas. LaDerrick (a student athlete) 

reflected on a moment when he felt a sense of collective community and the importance of 

events by sharing “we recently had tailgate party. The students came out - students of different 

races asking where we from and excited to see us play. Events make students want to be here”. 

Luke shared a similar perception of the importance of collective community when he stated:  

We are a melting pot of lots of different cultures and ethnicities. Cooking traditional 

foods is inviting. We lower the level ignorance through dialogue. Have an effective 

conversations and serious conversations without it getting heated seeking to understand 

and not respond is the key.  

Anthony reflected on successful social engagement event on campus that promoted diversity and 

inclusion which included a poetry, speech, dance, and “safe space” to freely express thoughts. 

Anthony went further to share:   Ministry life is a safe and brave space. While in BSA we have 



	 Texas Tech University, Angela Dampeer, August 2020 

 141 

had controversial topics that we discuss like I'm Not Racist But….. which was intended to be an 

hour event, but ended up lasting for three hours. Students were dying to say something for a long 

time. We addressed gender roles, classes, etc. without judgement and being comfortable. 

Malcolm shared a similar perception as Anthony stating “religious life and common 

meals all students to converse and get to see different perspective whether it be atheist, Muslim, 

or Christian. We explore why you believe the way you believe with no judgement. Common 

meal is the meal fed after chapel. Robert explained that focus groups were important to gain 

insight on students need and to hear the voice of the students.” Regarding the campus promotion 

of campus and community engagement events, Keenan believed that events should “be promoted 

equally with uniform emphasis.” The behavioral dimension of the campus racial climate 

theoretical framework is characterized by intergroup relations on campus (Hurtado et. al., 1998).  

Implications for Higher Education Practice 

The findings of this study suggest multiple implications for the practice of higher 

education. The first implication for higher education practice, based on the findings of this study, 

is this student population may not be as prepared in the future workforce as their peers. 

According to Campbell and Kresyman (2015), as business enterprises, post-secondary academic 

institutions have responsibilities to the respective local, state, and national business communities 

to prepare graduates with contemporary skills needed to become productive members of society. 

Kelvin, senior criminal justice major, and Christopher, senior general business major, expressed 

that they felt they lacked the skills and were ill-equipped on how to properly interact on a highly 

professional level in the business world. Americans view college graduation as the principle 

benchmark for workforce readiness but only 54% agreed college graduates understand and retain 

modern day skills sought after by contemporary employers (Bushaw & Lopez, 2012). Higher 
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education practitioners must apply a greater focus on workforce skills preparations for African 

American male students. The second implication for higher education practice, based on the 

outcomes of this study, is that if higher learning institutions neglect to specifically address the 

race-gender academic and social needs of African American male students and as a result there 

may continue to be a decreased retention and graduation rates with this population. The campus 

racial climate theoretical framework for this qualitative study suggests that higher education 

practitioners need a better understanding of constitutes a racially tense interpersonal environment 

before considering how these climates contribute to student development and success (Hurtado, 

2015). Higher education institutions that do not address concerns about campus racial climate 

and the difficulties the racial climate has upon the educational and social outcomes of African 

American male undergraduate students’ risk marginalizing or even dismissing the challenges of 

this student population. The study found that African American male students experienced racial 

microagressions that led to racial battle fatigue. According to the theoretical framework used for 

this study, instances of racial conflict or microagressions can no longer be viewed as aberrations 

or isolated incidents, are rather indicators of a more general problem of unresolved racial issues 

in college environment and society at large (Hurtado, 2015). Based on the findings of this study, 

a third implication for the higher education practice is that the lack of positive reinforcements of 

the racial-gender identity of African American male students will continue to contribute to the 

decrease of successful academic and social outcomes for this student population. Some 

predominantly White institutions (PWI) exerted considerable energy in initiating programs and 

services in the response to the initial entrance of Black students, however, the PWIs did not 

consistently attend to the ongoing minority-majority relations in the physiological dimension of 

campus racial climate (Harper, Hurtado, & Patton, 2007). Chavous (2000) posited African 
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American students’ decision to participate in the PWI campus environment are related to their 

perceptions of how well the students, as members of a minoritized racial group, fit into the 

environment.  However, the participants’ cultural engagement with other African Americans is 

associated with believing that educational attainment provides opportunities and with 

recognizing that racial barriers still exist (Cole & Jacob, 2007).  

Recommendations for Higher Education Practice 

The results of this study have produced multiple recommendations for higher education 

practice. The first recommendation for higher education practice is that institutional practitioners 

annually or each semester create listening session to hear and understand firsthand from 

undergraduate African American males the status of their present academic and social needs. The 

greatest need of African American male students found in this study was the need for African 

American male academic and professional mentors through their higher education journey. 

Depending on the current societal issues and environmental demands that are influencing this 

population of students, their needs may vary or change. The frequent listening sessions will be a 

positive institutional practice than may be used to allow higher education institutions abreast to 

the various needs of the student population such as the influence of current sociopolitical and 

campus racial climates. The listening sessions coupled with subsequent action may minimize 

frustrations that African American male experience. It is evident that social media-based 

activism and student-led resistance demonstrate that Black students are invested in challenging 

campus culture and pushing for a more racially diverse and inclusive environment while in 

predominantly White institutional settings (Leath & Chavous, 2017).  

Logistically, the listening session would be presented to the university president for 
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consideration and approval. Upon approval by the president, the vice president of student affairs 

and provost would develop strategic actionable plans for the listening sessions. The strategic 

plans would include the number of sessions per year, the number of students per session, the 

faculty and staff members involved in the listen sessions, and the facilitation agenda for the 

sessions. Additionally, the strategic plan would also include quantitative intended outcomes such 

as increased retention rates for African American male undergraduate students. Additionally, 

qualitative intended outcomes such as an increased sense of belonging by the participants, would 

be measured by surveys administered to participants periodically throughout the academic year. 

Figure 2.1 illustrates the logistical structure of the establishment and assessment of the listening 

sessions: 

African American Males Listening Sessions Structure of Logistics 

 

 

 

 

 

 

 

 

 

Figure 2.1 The model above shows the intersection of the four key areas to ensure the actionable 
process of African American male listening session on a university campus.  
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A second recommendation for the higher education practice is that structured, measured, 

and sustainable mentoring program be established for African American undergraduate male 

students at predominately White institutions (PWIs). African American students typically have 

had access to relatively few Black faculty and staff for support or mentoring and often 

experienced challenges materializing relationships with White staff and faculty (Sedlacek, 1999). 

The findings in this study suggest that African American male students desire mentorship 

alliance from individuals who have experienced similar race-gender challenges. The mentoring 

partnerships may be with other students or employees within the institution or with external 

community partners. According to Hotchkins (2016), African American male students in the 

high school setting avoided monolithic targeted racial microaggression(s) by establishing 

connective partnerships within other racialized student populations by utilizing social and 

extracurricular relationships as protective barriers to lessen the adverse effects of racial 

microaggressive experiences. The participants in this study expressed that mentoring from other 

African Americans would better assist them in navigating through the campus racial climate and 

achieve academic success. The mentoring program for this student group at PWIs should be 

tightly weaved into the fabric of the institution’s measured strategic goals and outcomes. The 

established the specific mentoring goals should be developed, monitored and consistently 

measured as a component of the overall institutional strategic plan. The mentoring program for 

African American male undergraduate student would be approved by the university president. 

Thereafter, policies and procedures of the mentoring program would be included in the Diversity 

and Inclusion Strategic plan as it would be an actionable item under the representational diversity 

dimension of the strategic plan. The mentoring program would contribute to retention and 

graduation rates of African American male undergraduate students. The mentoring program 
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would be a component measured in the strategic plan on the for quantitative outcomes of student 

retention and the students would annually document in surveys the influence of the mentoring 

program on their social and academic outcomes.  

A third recommendation for higher education practitioners at PWIs is that institutions 

implement associated diversity, inclusion, and multiculturalism courses within their general 

education course (GEC) that students are required to take prior to graduation. This study found 

that there were no GEC classes offered at the institution that focused on diversity, inclusion, or 

multiculturalism. According to Mahoney & Schamber (2011): 

The growing racial, ethnic, and religious diversity of the United States and its college 

students and the increasingly evident globalism of the world present important 

opportunities, indeed imperatives, for undergraduate education. Educators in all kinds of 

institutions stress that in a world of multiple and conflicting perspectives, experiencing 

and learning from differences is a crucial part of the educational process. 

This study found that the GEC multicultural and globalism classes must go beyond simply 

providing information about different cultures which neglects to address the complex 

developmental perceptions of higher education students. The GEC diversity and inclusion 

courses must go further to explore cultural differences. Cultural difference challenges higher 

education students to reconsider ethnocentric views of the world and negotiate each intercultural 

encounter with an open mind and as an obtain skills for managing the personal and social 

difficulties posed by a multicultural society. Finally, the instructors that teach these GEC courses 

should initially assess their own cultural and racial biases to effectively facilitate the courses. 

Multicultural educators must possess a deeply reflective stance toward understanding how their 
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own particular biases shape their experiences toward interacting and communicating with diverse 

students (Laird & Engberg, 2011). Logistically, the GEC required course would be implemented 

in the following manner: 1) The university president would present the recommendation of the 

multicultural GEC course to the provost; 2) the provost would present the course to the 

Academic Affairs committee (comprised of university faculty members); 3) the Academic 

Affairs committee would vote on the inclusion on the course in the GEC required course work; 

and 4) the designated school would develop the course to be offered in the following semester. 

The instructor teaching the multicultural course would measure the student learning outcomes 

established for the course each semester. 

Recommendations for Future Research 

The findings of this study on African American male undergraduate students’ perception 

of campus racial climate at a predominately White private religiously affiliated higher education 

institution has led to the identification of needs for future research. A study that could be 

conducted to further expand on the knowledge base relative to the participants’ perceptions of 

campus racial climate at a predominately White private religiously affiliated higher education 

institution is a qualitative multiple case study that explores the experiences and perceptions of 

African American male students at multiple types of higher education institutions regarding 

campus racial climate and its implications on the academic and social outcomes. These findings 

may be beneficial to various types of higher education institutions as they strive to increase 

persistence, retention, and graduate rates for African American undergraduate students. Further, 

another study that may be developed to further expand on the knowledge base of African 

American male undergraduate students’ perception of campus racial climate at a predominately 

White private religiously affiliated higher education is a qualitative multiple case study that 
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examines the experiences and perceptions of this population with influential individuals prior to 

their matriculation into the higher education setting. These findings could be beneficial to 

institutions because the pre-collegiate experiences of students are factors for the development of 

new paradigms and resulting institutional programs that necessitate enhanced persistence and 

graduation rates for this population of students. Building off the gaps in the existing literature, 

another study may be conducted to examine African American male undergraduate students’ 

perception of campus racial climate at a predominately White private religiously affiliated 

higher education is a qualitative case study that examines the perceptions and experiences of 

higher education institution administrators about the alignment of diversity and inclusion goals in 

the general education course (GEC) structure. The qualitative study would examine the 

administrator’s perception on the functional practice of fulfilling the mission with the priorities 

of the diversity and inclusion focused GEC courses as evidenced through the development of a 

strategic plan. These findings could be beneficial to institutions because insight to administrative 

leadership’s perceptions link educational priorities with organizational practice. The 

advancement of diversity and inclusion on higher education campuses often stem from different 

constituencies, including presidents, faculty, and students (Takayama, Kaplan, & Cook-Sather, 

2017). Finally, a similar study may be conducted with males of African descent to include not 

only experiences and perceptions of natural born African American males. 

Conclusion 

In the higher education system of the United States of America, there is a glaring problem 

in practice. The problem in practice is that over the past 20 years, the rate of African American 

males who graduate from college has increasingly declined and the students are failing to meet 

the academic rigors of campus life at predominately White institutions (PWIs) (Chaney, 2017; 
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Lucas, 2018). Institutional structural barriers at PWIs contributing to this problem in higher 

education problem may include: the absence of faculty and staff training on cultural awareness; 

low recruitment and retention of culturally diverse faculty and staff members; minimal diversity-

based student networking resources; and intentional peer social opportunities (Coleman, 2015; 

Harper, 2013; Hotchkins & Dancy, 2015; Luke, 2018). In a review of the literature about this 

higher education problem, there is a lack of emphasis on identifying the specific needs of African 

American male students that promote resiliency and success at PWIs and instituting proper 

measures to intentionally address the needs. This qualitative study included 13 narratives from 

undergraduate African American males about the experiences and perception of campus racial 

climate at a private, religiously affiliated PWI. The participant feedback provided insight into 

their experiences and how higher education practitioners may address campus racial climate 

deficiencies that will promote the personal and academic success of this population of students. 

The purpose of this study was to examine the perceptions and experiences of campus 

racial climate for African American male undergraduate students at a predominately White 

private, religiously affiliated institution in the state of Texas. Specifically, the purpose of this 

study was to explore African American male undergraduate students’ perceptions of campus 

racial climate and the role diversity and inclusion plays in their academic and psychological 

success. The qualitative study used a narrative research design in which semi-structured 

interviews were conducted through an interview protocol with 13 undergraduate African 

American residential and commuting students. Additionally, the research conduct non-

participant observation, drafted field notes, and review of pertinent institutional records in the 

campus environment. The theoretical framework and lens by which the research filtered the data 
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collection was campus racial climate. The campus racial climate theoretical framework 

established by Hurtado et al. (1998), identified the four dimensions of campus racial climate:  

1) an institution’s past history of inclusion or exclusion of racial/ethnic groups; 

2) its structural diversity in terms of numerical representation of various racial/ethnic 

groups;  

3) the psychological climate of perceptions and attitudes between and among groups; and 

4) the behavioral climate dimension, characterized by intergroup relations on campus (p. 

282).  

The climate racial climate theoretical framework allowed a lens by which to examine the 

possible presence of systemic indirect or direct racially insensitive policies, practices, and overall 

campus social inequities that directly influence the academic success of African American male 

undergraduate students in the study setting. The setting for this research study was an urban, 

private, religiously affiliated, predominately White four-year university located in Texas. 

The overall findings of this study support that some of the African American males at the 

PWI experienced racial microagressions and racial battle fatigue, which points to the 

psychological dimension of the campus racial climate theoretical framework. The participants 

described various interactions that contributed to racial battle fatigue and racial microagressions 

present in their campus racial climate experience. A majority of the study participants expressed 

that the significant lack of African American presence represented among the PWI faculty, staff, 

and students somewhat influenced their academic and social outcomes in a negative manner. The 

study participants stated that a sense of belonging on the PWI institution was an important factor 

in their social and academic wellbeing. The significant lack of African American presence 

represented with the institution’s faculty, staff, and students connects to the structural dimension 
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of campus racial climate in terms of numerical representation of various racial/ethnic groups 

(Hurtado et al., 1998).  

A significant number of the study participants expressed that they generally had positive 

interactions with the faculty members on their campus, however they desired to have more 

faculty that were representative of their race and gender to help with their sense of belonging 

within the campus environment. A majority of the participants expressed that staff played a 

significant role in their overall campus climate experience and they would like to be exposed to 

more professional African American mentors. Finally, All the participants expressed an 

appreciation for the representative diversity of the student population that included Asian, 

Hispanic, European as well as students from the Lesbian, Gay, Bisexual, and Transgender 

(LGBT) community. However, the participants desired to have more demographic representation 

of African American male peers. Most of the African American male student participants 

perceived that curricular and co-curricular influence influenced the campus racial climate and 

continuous improvement was needed in this area such as classes in diversity, globalism and 

multicultural studies.  

Some of the participants were members of diverse co-curricular organizations and shared 

that the organizational involvement was beneficial to combatting negative interaction due to their 

race-gender. Some of the participants perceived that institutional commitment played a role in 

the influence of diversity and inclusion initiatives on the campus racial climate. Many of the 

participants perceived that campus and community engagement played a critical role in the 

behavioral dimension of the campus racial climate. Most of the participants shared that there was 

very limited intentional diversity and inclusion strategies that they witnessed in the PWI campus 

environment. The efficacious scholastic achievement of undergraduate African American males 
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within predominately White higher education institutions is paramount and can be used to fulfill 

a greater mission of allowing these students obtain the education and skills required to obtain a 

position that allows them to become contributing members of our society.  

Higher education institutions are charged with developing each student to their full 

potential. The research shows that African American male undergraduate students have the need 

for academic and social supports. Institutions are required to establish strategic academic and 

operational goals. Institutional strategic plans should include measurable goals that address 

retention of African American male undergraduate students. Finally, as institutions expand their 

strategic focus to include diversity and inclusion curricular and co-curricular transformative 

practices for African American male students, the mission of the organization provides the 

example for a university’s function in response to an obligatory change. 
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APPENDIX A 

INTERVIEW PROTOCOL FOR IN-PERSON INTERVIEWS 
 

Interview Protocol for In-Person Interviews: African American Male Students’ Perception of 
Campus Climate at a Predominately White Private Higher Education Institution 

 
Date of Interview: ____________________________  

Time of Interview: ____________________________  

Place of Interview: ____________________________  

Interviewer: _________________________________ 

Interviewee: ____________________________ Pseudonym: ____________________________  

Introduction Script:  
Thank you for agreeing to meet with me today. I appreciate your time and willingness to 
participate in this student research project. The purpose of this proposed study is to 
examine African American male students’ perceptions and experiences of campus racial 
climate at a predominately White private higher education institution. Additionally, I am 
gathering information on how the campus racial climate impacts your academic outcome. 
Finally, I am gathering information on how you experience campus diversity ant this 
institution.  
 
It is critical that I share with you up front that your identity will be protected in this 
project with a pseudonym appointed in place of your name. Your pseudonym will be 
connected with your interview transcript, and at no time will your real name be shared 
with the data you provide.  

 

As a reminder, your participation in this study is voluntary.  
 

Questions may be skipped, and we can stop the interview process any time. If you do not 
have any questions about the study or the interview process, I will begin the audio 
recording at this time.  

 

Interview Questions: 

1. What is your classification and how long have you been enrolled at the institution?  

2. Please tell me about your campus.  
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3. How do you describe the campus culture? 

4. How do you perceive the campus racial climate impacts you achieving academic 

success?  

5. Describe the benefits of diversity and inclusion initiatives at your institution. 

6. Describe the challenges of diversity and inclusion at your institution.   

7. What would you recommend to your institution regarding diversity and inclusion 

strategies that would support your academic achievement?   

Thank you for taking the time to sit down and speak with me regarding your experiences. 

The transcription of my notes for your interview will be complete within two week. 

Thereafter, I will send them to you for review and assurance of accuracy. Have a terrific 

day.  

	


