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To Lynne, the black people of the South were
Art....To her eyes, used to Northern suburbs
where every house looked sterile and identical
even before it was completely built, where even
the flowers were uniform and their nicknames
were already in dictionaries, the shrubs incapable
of strong odors or surprise of shape, and the peo-
ple usually stamped with the seals of their profes-
sions [italics added]; ... to her, ... the South—and
the black people living there—was Art,!®130

N Alice Walker’s! novel, Meridian, Lynne, a

white, Jewish, deeply dedicated civil rights
activist from the North shares her vision of
black people who live in the South. Lynne’s
perspective on southern black life and com-
munity is informed by her status as an ac-
tivist, friend, partner, lover, colleague, and ad-
vocate for equality and justice during the Civil

Autbor Affiliations: Obermann Center for
Advanced Studies (Dr Taylor), and College of
Nursing (Dr Taylor, Mss Mackin and Oldenburg),
University of lowa, Iowa City.

A version of this article was presented at the 2007 Qual-
itative Inquiry Conference in Champaign, 1llinois.

Corresponding Autbor: Janette Y. Taylor, PbD, RN, Col-
lege of Nursing, University of lowa, lowa City, IA 52242
(janette-taylor@uiowa.edun).

342

Rights era. Despite multiple interactions as
well as living among this community of peo-
ple, Lynne’s perspective romanticizes, exoti-
cizes, and “others” the black people of the
South. A similar romanticized gaze is sus-
tained and expressed in the above passage,
when Lynne compares the sterility and same-
ness of the North with the creativity and vi-
brancy of an oppressive culture of the South.
This contrast is later described more fully
when she states: “If Mississippi is the worst
place in America for black people, it stood
to reason, she thought, that the Art that was
their lives would flourish best there,” ®139

To her credit, Lynne is able to acknowledge
the contradictions and tensions in her views
about black people:

This she begged forgiveness for and tried to hide,
but it was no use ... “I will pay for this,” she often
warned herself. “It is probably a sin to think of a
people as Art.” And yet she would stand perfectly
still and the sight of a fat black woman singing to
herself in a tattered yellow dress, her voice rich
and full of yearning, was always—God forgive her,
black folks forgive her—the same weepy miracle
that Art always was for her.!®139

Through Lynne’s character in Meridian,
Walker'! demonstrates 2 ideas. First, that
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we can be profoundly committed to social
justice, transformation, and research; yet,
without the work of self-discovery, easily slip
into ways of thinking (and being) that may
prove counter to meaningful understanding
of self and others. Second, and less visible, is
the idea that values, attitudes, and beliefs are
normalized and routinely incorporated (eg,
“stamped” and sealed) into professional dis-
ciplines as nice, neat, and orderly as the en-
vironment Lynne describes above. In other
words, the professional education of nurses
has “stamped”racist assumptions into its prac-
titioners and researchers by leaving these as-
sumptions largely unchallenged and unprob-
lematized. How can we challenge and expand
the traditional ways of thinking as we prepare
nurses for careers in research? How can we
effectively disrupt and decolonize the think-
ing about research? How do we encourage a
more complicated worldview for the practice
of research? How does my social location in-
fluence my approach to teaching, and can I
use my location to advance a student’s under-
standing of social context as it relates to re-
search? And what are the rewards and risks of
centering a womanist approach to teaching?
Although many articles explore the ap-
proaches and curriculums for teaching about
race/ethnicity, social justice, health, and
health disparities, little attention has focused
on the role of race, self, and negotiating white
racial identity development for the practice
of research. This article reports on the ways
in which an African American nursing fac-
ulty member (J.Y.T.)) and 2 white graduate
students (M.L.M. and A.O.) incorporate racial
autoethnography as a departure point for
learning about various health experiences of
women and families in the United States. As I
am the primary author of the article and also
because of the pedagogical approach adopted
here, my voice predominates. To highlight
the potential impact of the pedagogical strat-
egy, the students who engaged in the course
present their reactions to course materials.
The aims of this article are to explore
how racial autoethnography: (1) repositions
students to effect an epistemological change

(2) challenges dominant ideology, and (3)
functions as a link between the student and
critical theories for use in nursing research.
Students engage in and share reflective nar-
ratives about a variety of instructional materi-
als used in the course. The use of a woman-
centered pedagogical approach to the course
resulted in a transformation experience for
the students. Racial identity development the-
ory best captures the students’ responses to
the race-related content and their shift toward
antiracist thinking and scholarship. Reflective
narratives are presented in a framework that
addresses white racial identity development.

CONNECTING PEDAGOGY AND THEORY

Similar to many teachers of nursing, I
encourage students to explore and articulate
the discipline’s theoretical, conceptual, and
substantive materials relative to research and
practice. However, as a woman of African
descent, I explore the above critical ques-
tions about the pedagogical process in terms
of their implications and incorporation of a
womanist-black feminist framework for ped-
agogy at a predominantly white institution
in the Midwest. My concept of teaching is
grounded in an approach that Freire? and
hooks® passionately describe as the practice
of freedom. hooks purports that teachers
should strive to “serve as a catalyst that
calls everyone to become more and more
engaged, to become active participants in
learning. ?®!D She further states that teach-
ing should enable transgression or movement
against and beyond boundaries: “It is that
movement that makes education the practice
of freedom.?®12

My approach to the classroom environ-
ment was based on the following sugges-
tions outlined by Beverly Tatum* and bell
hooks?: (1) viewing the classroom as a com-
munal place in which collective effort is re-
quired to create and sustain a learning com-
munity; (2) encouraging the use of a voice
that is engaged in dialogue and is fluid, not
fixed or absolute but changing and evolving
in response to the world; and (3) practicing
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engaged pedagogy—recognizing that each
classroom encounter is different and strate-
gies must constantly be changed, invented,
and reconceptualized to address each teach-
ing experience. I further incorporated ele-
ments of a womanist framework to guide the
structure of the course.

‘Womanist theory was developed by African
American women scholars as a framework
for analyzing the influence of race, class, and
gender on the lives and health of African
American women.> ® The interdependence of
experience, consciousness, and action is a
defining feature of womanist theory. This ap-
proach allows for the possibility that sponta-
neous and/or gradual shifts in thinking can
occur and that the classroom may serve as a
catalyst to become more engaged for a height-
ened or changed consciousness.

A womanist framework has clearly been
articulated by Collins,® implemented in re-
search with African American women,®-10
and used in the education of African Amer-
ican nursing scholars.!! Collins® delineates
4 dimensions of womanist epistemology: (1)
concrete experience as a criterion of mean-
ing, (2) the use of dialogue in assessing
knowledge claims, (3) an ethic of caring, and
(4 an ethic of personal accountability. An ini-
tial challenge was to see whether a womanist
framework, one that I closely identify with,
could be used as an approach to pedagogy.
‘What could a womanist epistemologic frame-
work for pedagogy incorporate? What is the
usefulness of this perspective as a framework
to guide teaching about self, social context,
and health.

One of the first challenges I face in teach-
ing is the dispersion of authority.'?>"'% 1 do
not want my students to think that I have an
all-encompassing or extensive foundation for
authority to speak on minority health or so-
cial context just because I am a woman of
African descent. I do not hold expert knowl-
edge solely on the basis of my racial/ethnic
status. On the other hand, there is an ever-
present risk that my authority and credibil-
ity will be challenged because of racial/ethnic
bias.!>"17 Still, I encourage students to see
that I am a (and they are) cultural, racial, and

complex social being about to embark on a
semester of mutual and dynamic learning.

APPROACH AND DESCRIPTION OF THE
COURSE STRUCTURE

Many nursing students have not encoun-
tered the courses that offer a foundation for
learning about race/ethnicity, social justice,
health and health disparities.'®?3 Research
in sociocultural perspectives for family and
women’s health is an elective in the PhD pro-
gram. Class occurs in a seminar format that
meets over a 15-week semester. Course objec-
tives include the following:

e analyze economic, social, political, his-
torical, cultural, racial, and psychological
forces that affect the health of diverse
groups of women and families;

e analyze the impact of oppression and
ongoing discrimination on the health of
women and families;

¢ explore the values and behavioral roles of
“privileged” populations; and

e evaluate approaches to developing and
testing of interventions and outcomes
that promote and enhance the health out-
comes of women and families.

Several strategies were used to accomplish
the course objectives and to develop aware-
ness, perspectives, and knowledge: racial
autoethnography and autobiography, racial
autobiographical analysis, personal journals,
seminar discussions, videos, monologues, mu-
sic, and lastly, food and recipes (such as plan-
tains and collard greens)! I spent a signifi-
cant amount of class time introducing and
building on fundamental concepts important
to womanist and feminist thought. From my
perspective, a womanist epistemologic frame-
work for pedagogy would incorporate expe-
riential learning, interaction with peers, and
opportunities for personal reflection. There-
fore, I began the course by focusing on racial
autobiography or autoethnography because
they provide an opportunity to explore all
4 dimensions of a womanist epistemology.
I then build on this experience to further
enhance learning opportunities. Although
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this article focuses on racism and privilege
within the context of US society, racial au-
toethnography has implications for the study
of colonialism, migration, and diaspora. In
other words, a racial autoethnography ap-
proach could be used to explore the com-
plexity of privilege and power in a global
context.

AUTOETHNOGRAPHY

An autoethnographic approach to inquiry
is a research methodology in the qualitative
tradition. Autoethnography is one of several
terms used to describe research in which the
use of self is central to the process of research,
and is also labeled as: narrative autoethnogra-
phy, self-ethnography, autobiography, reflex-
ive ethnography, and more recently, portrai-
ture methodology.>#?> The popular applica-
tion of autoethnography is in anthropological
and educational research as well as sociology
and womanist perspectives. In autoethnogra-
phy, individuals use themselves as a source
for data generation, collection, and analysis,
allowing for the exploration of sensitive social
and cultural issues. Personal narrative and/or
accounts are used to extend self-awareness
and understanding across a variety of social
concerns and challenges. The use of per-
sonal experiences can be a starting point for
gaining multiple in-depth and comprehensive
viewpoints.

CONCRETIZING THE PRACTICE OF
AUTOETHNOGRAPHY

I work to design a pedagogy that en-
courages self-reflexivity and dialogue. I used
racial autoethnography to promote a more
complex awareness of social context. I
wanted to create in the students an aware-
ness of race-class-gender (and other types
of differences/similarities) in the context
of their research, practice, and everyday
lives. Following the examples set by schol-
ars such as Asher,?° Gillette and Boyle-Baise,?’
Pennington,?® and Stoddart,'? I used au-
toethnography to facilitate and deepen self-

knowledge and our knowing of those who
live and labor on the margins and whose
health is firmly embedded there. I adapted
the autoethnographic mode of inquiry as a
foundation or stepping-off point for thinking
about power imbalances (eg, race, class, gen-
der, and differences). Readings included the
following:

¢ Minnie Bruce Pratt’s Identity: skin, blood,
heart,?
¢ Peggy Mclntosh’s White privilege and
male privilege,>°
¢ Naomi Wolf’s The racism of well-meaning
white people,3!
e Valerie Wesley’s Understanding black
anger,>? and
¢ Naomi Wolf’s Understanding white fear
These essays are self-narratives on how one
learned about the idea of race. Wesley>? and
Wolf’'s?3 articles are companion pieces that ap-
peared in Essence magazine and model how
conversations can occur across the difficult
dialogue of race, racism, and race relations.
Following these readings, students are in-
structed to create their own self-racial ethno-
graphies. Bushnell and Henry>* state

Self-authorship is essential to the development of
contextualized knowing because it serves as the
point of integration between three factors that
make contextualized knowledge so powerful: cog-
nitive (making meaning of knowledge), interper-
sonal (making meaning of relationships to others)
and intrapersonal (making meaning of one’s sense
of identity) 34®4®

Journaling was encouraged to help stu-
dents to connect with and process experi-
ences that contribute to their perspectives
and to further translate how similar/different
social contexts shape the perceptions and ex-
periences of others. Reflective journal writing
is a useful strategy for research® as well as
personal and professional development.3®37
Banks-Wallace asserts:

Journals provide a place for us to weave together
our private and professional lives. This allows us to
more fully understand how the different contexts
in which we live our lives come together to shape
various aspects of the research process.?>®29



346 ADVANCES IN NURSING SCIENCE/OCTOBER-DECEMBER 2008

AUTOETHNOGRAPHICAL ANALYSIS

As students engage education as a practice
of freedom, they approach readings, class ac-
tivities, discussions, and written assignments
in a critical and self-reflexive way. They grap-
ple with the enormous complexity of power
dynamics, race, and privilege in one’s life as
well as the research and practice in nursing.
Mclntosh contends that this way of thinking
is new for many white students because of
lack of awareness about white racial identity:
“Many, perhaps most, of our white students
in the United States think that racism doesn’t
affect them because they are not people of
color; they do not see ‘whiteness’ as a racial
identity, 30®8

The development of a new awareness and
shift in consciousness evoked a wealth of
experiences. The students’ narratives of the
learning experience are the topics for analy-
sis in the next section. I formulate the story
about this class in terms of the 6 stages
of Helms’s>*~4* white racial identity develop-
ment. The 2 students’ reactions to racial auto-
biography and other course content are var-
ied and presented with minimal editing (or
silencing/altering) of their voices by the fac-
ulty coauthor. The student coauthors, each of
whom wrote about their experiences, draw
from course assignments, journals, and post-
class and postevent self-reflexivity. These con-
tributions are marked in italics and labeled by
the student authors’ initials. A student “com-
mentary” precedes and follows the journal
entries. This commentary stands in for the
scholarly analysis of their journal content. In
addition, the “discussion” is incorporated
throughout the text. By retaining their voices,
I hope that their experiences help illuminate
the potential for powerful and sustainable
epistemological change.

WHITE RACIAL IDENTITY
DEVELOPMENT AND
AUTOETHNOGRAPHY

Models of racial identity development are
useful frameworks for understanding the ef-

fective and intellectual responses as students
process information and come to a greater
level of understanding of how cultural and
institutional racism exist.* For the purpose
of this discussion, I use Helms*® 4 model
of white racial identity development the-
ory consisting of 6 stages: contact, disinte-
gration, reintegration, pseudoindependent,
immersion/emersion, and autonomy.

Contact

The contact stage of identity is charac-
terized by little or no awareness of individ-
ual, cultural, and/or institutional racism and
vulnerability. This stage also includes an ab-
sence of knowledge about white privilege,
benefits, and protection. Pratt describes her
experience with privilege and the loss of
protection:

Raised to believe that I could be where I wanted
and have what I want, as a grown woman I thought
I could simply claim what I wanted . .. the shell of
my privilege was broken, the shell that had given
me a shape in the world, held me apart from the
world, protected me from the world. I was aston-
ished at the pain; the extent of my surprise revealed
to me the degree of my protection.?*®27

McIntosh also recognizes and writes
poignantly about her experiences of privilege
and racism:

As a white person, I realized I had been taught
about racism as something which puts others at a
disadvantage, but had been taught not to see one
of its corollary aspects, white privilege, which puts
me at an advantage . .. I think whites are carefully
taught not to recognize white privilege.>®7®

Writing toward a similar analysis, Segrest el-
evates the level of conversation and responsi-
bility about whiteness, racism, and privilege
when she states:

Racism normalizes whiteness and makes people of
color the problem, so white people are generic
humans who don’t have to look at ourselves. We
escape scrutiny, and we escape accountability as
a group for creating racism and as individuals for
challenging it.41 ®15®

The contact stage may also include stereo-
types, caution, fear, and naive curiosity about
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people of color. Ideas about “others” are
learned from family, friends, and/or the me-
dia. Comments such as “You don’t act like a
black person” or “I don’t notice what race a
person is,”may be expressed. Denial of seeing
others as raced exemplifies “color-blindness.”
Carr*? suggests that the concept of “color-
blindness” is in fact the latest in a series of
American racist ideologies. The contact stage
is entered into as soon as one encounters
the idea, actuality, or reality of black people.
One’s length of time in the contact stage de-
pends on the ability to limit interactions with
people of color as well as knowledge about
racial issues. One can remain in this stage
indefinitely.

M.LM.

Pratt®® uses the metaphor of the “familiar”
to describe her position of white privilege and
the normalization of white privilege. The fol-
lowing excerpt was written as part of my re-
sponse to reading Pratt’s autoethnography.

Growing up as a white person in an all white com-
munity I have never said I lived in a white neighbor-
hood because that was self-evident. I was Catholic
and there were some few in my town, maybe
10%, who practiced other religions, of which I was
never, taught the names. There were families who
lived on the other side of the tracks and I knew I
lived on the right side. Everyone I knew had par-
ents, a mother and a father, that were married.
I had an uncle who was “divorced” and my par-
ents whispered to me warnings to not mention my
absent aunt’s name. Differences between me and
my peers consisted of whether I lived in town or
in the country and whether my father wore nor-
mal clothes or work clothes when he left in the
morning.

This writing exercise marked the first time
that I examined exactly what was my own
“familiar.” Writing these words marked the be-
ginning of a realization that many of my per-
sonal characteristics set me apart because I
was part of the white, Christian, heterosex-
ual, middle-class, which establishes societal
norms. Being inside of this “circle” allowed
me to never consider the forces of being out-
side or on the margins of my safe world. My

“familiar” was only my own disadvantage and
never the realization of the forces of my posi-
tion of privilege in the creation of “others” op-
pression. I see now that setting myself apart
and denying that I am part of the problem is a
place of safety. This safety is freedom from the
pain of acknowledging my own responsibility
in historical racism. It is much easier and com-
fortable to continue to believe that wrongs
committed in the past were due to someone
else’s actions. It takes much more courage to
see myself as part of a larger whole and ac-
cept rather than reject the pain of things that
happened long ago.

A.O.

My reflection writings on the Pratt® article
included acknowledging that although I knew
there were neighborhoods of families in my
home town from the Middle East, Hmong cul-
ture, and some Asian descent; various cultural
grocery stores; and factories of workers from
other countries, I was never integrated with
these places or individuals.

In my grade school, our Cambodian janitor was
my only outlet to cultural diversity. His Cambo-
dian children went to our school, but I never re-
member inviting them to my birthday parties or
slumber parties. We never discussed their cultural
background, and how it was different than mine,
or how their lives were different and/or similar to
mine. I was never taught to ask or think about in-
dividuals of other cultures or skin color.

This highlights how, in grade school, I had
a total lack of awareness about cultural and
institutional racism in my hometown, exem-
plified by the division of those of color and
the majority white population. My life was
structured to limit my interaction with peo-
ple of color, and this limited my acknowledge-
ment of the presence of cultural and ethnic
variety.

Disintegration

Although limited interactions and thinking
about people of color may be common, en-
try into the disintegration stage is encouraged
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when students are exposed to information
about white privilege, racism, and power dy-
namics. The general theme of the disintegra-
tion stage is an increasing awareness, often
conflicted, of one’s whiteness. It is during this
stage that an individual begins to question and
challenge racial realities that they have been
taught. At this stage, the veil of innocence
or lack of knowledge and awareness is trans-
formed. Individuals begin to understand that
“...whiteness is a signifier of power and con-
dition of access in U. S. culture.”!®157 This
coming to consciousness often includes the
experience of guilt, anger, embarrassment,
depression, helplessness, anxiety, and/or cog-
nitive dissonance.

M.LM.

The realization of my position of white
privilege was at times a difficult place to be
in. The first quote is in response to reading
Pratt?® and the second is a reflection on the
feelings of discomfort that came with realiz-
ing my own part in the oppression of people
from my position of privilege.

I can think back to the Pratt article and remem-
bering how it changed the way I looked at people,
places, events and myself. I suddenly felt as if I was
in a fun house, house of mirrors and every mirror
that Ilooked in showed me a different perspective.
Sometimes the mirrors showed me how beautiful I
was but many times what I saw was ugly. I wanted
to be Pratt experiencing the pain and growing in
awareness but many times I realized I was one of
the people she wrote about that contributed to the
pain caused by others.

I remember reading about how one of the char-
acteristics of post-traumatic stress disorder (PTSD)
was that an experience was so powerful that ini-
tially the thoughts and feelings are unspeakable.
I don’t mean that I have PTSD but I can relate to
not being able to find words to express the turmoil
that was going on in my head and heart. I think
that the ability to eventually talk about these feel-
ings and memories was due to the creation of a safe
place where I could share my thoughts and maybe
have my ideas threatened but not feel personally
threatened. I don’t think this was immediate and I
am still not confident that I can articulate myself

clearly and fully but sharing my thoughts and writ-
ing them down like this is certainly a start.

These comments represent the feelings of
guilt, fear, and embarrassment that come with
this recognition. It is much easier and com-
fortable to continue to believe that wrongs
committed in the past were because of some-
one else’s actions.

A.O.

In high school, I was an exemplar of “naive
curiosity” about students of color, in particu-
lar, “how and why separate groups formed.”
Thinking back on high school, I now realize
that the white students had more opportuni-
ties than those of color in where our lockers
were, who we socialized with, etc.

Racial division became clear for me when I was
integrated in the public school system. In ninth
grade, I chose to leave the private Catholic school
system and began to attend the public high school
in town. There I experienced that Black students
spent time with other Black students but not with
the majority of white students at the school; there
were other groups of children that I had never seen
before. Since I had never considered diversity until
then, it fascinated me. I shared a locker with the
Cambodian child of our janitor from grade school
that year, but we separated lockers in the middle of
the year when she wanted to share with another
Cambodian student. I suddenly realized how iso-
lated she must have felt in our small grade school.
I was in the majority in school and never once felt
isolated because of the color of my skin or my fam-
ily background.

This represents the challenge of new think-
ing and a sense of discomfort in confronting
my own privilege and involvement in racism.
Although I was not quite ready to handle
this in high school, a journal entry from Dr
Taylor’s class explains my recent growth:

My family upbringing, my place in society, my cul-
tural origins, and all the opportunities that have
been given to me were all under scrutiny by the
concepts that I learned in this class. They become
under scrutiny because I became aware of the dom-
inant ideology that is embedded in all of these
aspects.
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Reintegration

A transformation of beliefs signals entry
into either the disintegration or the reinte-
gration stage. In the reintegration stage, the
student comes to terms with a white racial
identity and clings to ideas/beliefs that one is
superior to people of color. In this stage,
individuals are more accepting of cultural
and institutional racism and the belief that
white persons are entitled to privileges, pro-
tection, and preferences because they have
earned them. An accompanying belief is that
adverse social conditions that exist for per-
sons of color are a result of “...inferior so-
cial, moral, and intellectual qualities.33®%®
Remaining feelings of anxiety and guilt are
often replaced by fear and anger and aimed
at persons of color. Victim blaming and a be-
lief in white superiority often remains firm de-
spite the information that challenges or con-
tradicts them. The reintegration stage is a rel-
atively comfortable and unproblematic posi-
tion, and it is easy to become fixated here.
However, Helms® also notes that a pivotal
moment or event can encourage further self-
reflection and examination and may activate
transition from the reintegration stage. Con-
tinued participation in courses that focus on
issues of race, class, and gender may also pro-
vide a catalyst for deeper self-examination and
entry into the pseudoindependent stage.

M.ILM. and A.O.

We had no luck finding “perfect” reinte-
gration quotes for this section. From our dis-
cussion at the coffee shop, we agree with
Tatum’s quote that states, “In my experi-
ence, continued participation in a course on
racism provides the catalyst for this deeper
self-examination.”®'» Because we have been
writing an article about our class experience
and writing reflective journals about our ex-
perience, we have been in a permanent state
of self-reflection and really have not had the
opportunity to move into a place where we
do not have this challenging safety net. We are
both grateful for this.

Pseudoindependent

The pseudoindependent stage is the first
stage of formulating a positive self-definition
of whiteness. Active questioning of social po-
sitions, particularly those related to race, is
hallmark. The person begins to leave behind
beliefs of white superiority, acknowledges the
responsibility of whites for racism and racial
formation in the United States, and begins
to acknowledge their own unintentional par-
ticipation in systematic and everyday acts of
racism. Individuals in this stage seek out white
models of positive whiteness that are a better
fit with their new-found knowledge and un-
derstanding. The pursuit of an antiracist def-
inition of whiteness marks a person’s entry
into the immersion/emersion stage.

M.LM.

I think the following quote represents a
sort of turning point in my worldview. I was
able to catch myself doing what is so unknow-
ingly easy for a person of privilege.

Just the other day I met my child’s new teacher. She
was petite, very young, perfectly tanned and had
the whitest teeth I had ever seen. I found myself
thinking that with those qualities she could never
be the kind of teacher my child needed. During this
negative spiral in my mind’s eye I caught myself
and realized that I was making a judgment based
solely on physical attributes that was unfair and
unjust. This is exactly what happens with racism
... physical appearance and stereotype becomes
the forefront characteristic in which judgment is
made. That is wrong and I was wrong. Somehow I
see now what I couldn’t or wouldn’t see before. . ..
Silence keeps the road smooth ... acknowledging
racism in myself and others creates all kinds of pot
holes.

Once 1 accepted my responsibility in
perpetuating racism, I began to seek a deeper
understanding of my role and potential reme-
dies. For example, I was able to grasp the
intellectual and acontextual understanding of
some of the social justice-oriented theories
but now I had a need for more comprehen-
sive understanding. This motivated me to see
how various oppressive forces play out in
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practice including applying these concepts
to my own research, current events such
as Hurricane Katrina, and my own personal
interactions with people. I actively sought a
connection between theory and practice.

I do not think this stage really comes to an
end, at least not for me. I continue to expand
my own knowledge of oppression in relation
to race, class, and gender to also include role
and self-expectations. I also find myself ap-
proaching nursing with a critical eye—not in
a negative way but seeing constructively how
nurses can be aware of their own biases and
involved in practices that reduce the effects
of racism.

A.O.

The following writings taken from my Re-
flection journal pages show that watching and
reading about people’s personal stories added
to the depth of my reactions to the theories
that we were reading about. Intricate ideas be-
gan to influence and shape my thinking.

Complex ideas about men being feminists, white
individuals researching other racial groups, and the
word “objectivity” really challenged me to learn
theories and methods well enough to be able to
spin them on their head. Through the fuzziness
of learning and accepting these new theories and
concepts, I was able to relate these readings to
my own thoughts about approaching my own re-
search. I am grateful for the fact that I was chal-
lenged to understand that I have a certain position
in society that is connected to a history embedded
in the greater contexts of race, class, gender, the en-
vironment, education, and politics. . .. After watch-
ing the Spike Lee video, When the Levees Broke, 1
want to go to New Orleans and help with Katrina
Relief 3

After watching the Spike Lee film,* I re-
alized the important differences in the way
the people of New Orleans experienced these
losses. Race and class appeared to play a sig-
nificant role in the ability to escape the de-
struction, the way people received assistance,
and later efforts to rebuild the city. I found
myself asking the question: Did the lack of
my government’s response to the people who

were suffering in New Orleans have to do
with the fact that those that had to remain
in the city were poor and black? Information
seeking during the course marked the begin-
ning of how I began to take ownership of be-
ing part of the fight against racism and rec-
ognizing white privilege as a researcher. The
above journal entry exemplifies the thinking
that laid the groundwork to future action that
I took after the course was complete.

Immersion/emersion

The immersion/emersion stage of devel-
opment surfaces when in redefining a posi-
tive white identity, individuals seek to replace
racial myths and stereotypes with a more ap-
propriate meaning of whiteness in the United
States as well as a global identity of whiteness.
Answers to questions “Who am I racially?”
and “Who do I want to be?” are sought 33®0»
Reading autobiographies, racial autoethnogra-
phies, and life stories of others who have
come to terms with their own history as a
white person as well as how they engage
themselves as antiracist activists and allies to
people of color is central to this process.

M.LM.

I realize that my privilege allows me to as-
sess a person and, in seconds, claim judg-
ments about their ethnicity, sexual orienta-
tion, and socioeconomic class.

My prejudice and racism are there when I notice
the troupe of young man trespassing through my
yard with jeans wore way below their beltline and
feel disgust that details of their underwear are visi-
ble to me. It is also there when I pass the accident
with the Asian man and I know that the collision
was his fault due to his lack of driving skills. My
ignorance and prejudice are there when I wonder
how my lesbian neighbors explain to their daugh-
ter how it is she has no father.

Somewhat simultaneous with the course
experience, I began exploring Buddhism.
There is a belief in Buddhism that what-
ever was in my past is in me now. This in-
cludes molecules from my predecessors as
well as memories. It is all part of me and
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connected with the larger world. This con-
cept has helped me acknowledge my respon-
sibility in creating and perpetuating racism. I
cannot separate myself from the historical or
present racism. It is a part of me. Now, I rec-
ognize that I have to decide what I am going
to do about it.

A.O.

This entry occurred after the completion
of the course and focuses on my need to rec-
oncile and develop a new meaning of life for
people at the margins. I had the opportunity
to work at a free clinic in Biloxi, Mississippi,
for Katrina survivors after taking Dr Taylor’s
course. Although I was volunteering one and
a half years after Hurricane Katrina hit the
Gulf coast, the damage to families’ lives was
still largely recognizable.

When I arrived in the clinic one early morning,
the physician we were working with said to me,
“This is not a natural disaster we’re dealing with;
it’s a personal disaster.” Recognizing the lack of
power that these individuals had was a skill that
I developed in Dr. Taylor’s course. Power differen-
tials in Mississippi dictated who received proper
resources to rebuild their lives and who did not re-
ceive resources.

There was a sense of safety on my own be-
half to know that I was in a position to go
and help others while staying in my comfort-
able lodge and clinic. I was fascinated with the
greater political, racial, and social symbolism
that affected these people’s lives. However,
I was not prepared for the transformation of
thoughts that would occur when I went. I was
willing to immerse myself in this social situ-
ation, but immersed myself as a nurse in a
privileged position. I still struggle with how
this affected me; I felt guilty about it, helpless
at the racism, classism, and political systems
that were working against these honorable
individuals.

Autonomy

The autonomy stage is characterized by in-
ternalizing, further developing, and enacting

new definition(s) of whiteness. In this stage,
the person abandons the need to oppress,
exoticize, idealize, and/or denigrate people
because of socially constructed categories
such as race. They vacate personal, institu-
tional, and cultural racism because the threat
associated with these categories no longer
exists. Autonomous persons embrace oppor-
tunities to interact and learn from multicul-
tural exchanges. Autonomy may be conceptu-
alized as “racial self-actualization or transcen-
dence”; however it is more accurate to think
of it “...as an ongoing process. . .wherein the
person is continually open to new informa-
tion and new ways of thinking about racial
and cultural variable.?8®%® In my experi-
ence, continued self-reflection and interroga-
tion of whiteness provides the epistemologi-
cal changes that challenge dominant ideology
and functions as a critical link for the practice
of nursing research.

M.LM.

I do not think that the process of overcom-
ing my own racism is quick. I think realiz-
ing and undoing all I have been taught and
conditioned to think about people who are
unlike me requires more than making a few
friends of people of color or overrepresent-
ing the people of color in my research. I think
it is a long time and, maybe, eternal struggle
to recognize the acts of racism in my own ac-
tions and in the larger world and move toward
making a change.

I often think of ways to combat the things I now
know about. Sometimes the problems require com-
plex solutions but sometimes humility and inspir-
ing respect and dignity are actions I can always un-
dertake as a starting point.

Before taking this course, I envisioned ac-
tivism as grand statements of protest and calls
for social change that only people with large
amounts of resources could undertake. An im-
portant lesson for me was seeing that activism
has a “daily-ness.” It is through these daily en-
gagements of activism that I learn I can make a
difference and I see people of color and other
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marginalized individuals as models for engag-
ing in this type of activism.

Viewing the documentary “When the Levees
Broke” helped me to understand how individual
stories added a lot to the total picture of Hurri-
cane Katrina. I can also apply this approach to
building nursing science. I realize that seeing all
women’s health experience, the same erases the
contributions of individual stories. I also realize
that asking how structural oppressions related to
race and class can account for some of these dif-
ferences in the way women experience health. I
think understanding experiences based on differ-
ences in social position is important in the abil-
ity to be able to move nursing science forward by
highlighting rather than erasing these differences
in experiences. It moves the science more parallel
to goals of social justice.??

Also important for me in my approach as
a future nurse researcher in women’s health
is that “we” women do not experience health
in the same way and that social determinants
of health play an important role in the health
of individuals of oppressed and marginalized
groups.

A.O.

Moved by some of the readings of this
course such as Henderson’s* article about
participatory research and Stacks®> book All
Our Kin, 1 wanted to learn more about
participatory research and building on com-
munity strengths. Another opportunity was
presented to me to practice some of the meth-
ods learned in Dr. Taylor’s class. I recently
practiced community-based participatory re-
search in an internship with minority commu-
nities of low socioeconomic status in a large
urban setting. This is an excerpt from my di-
aries about this internship.

There were neighborhoods that were dirtier, far-
ther away from the mainstream community cen-
ters. These neighborhoods were usually for those
with lower socioeconomic status. I was surpris-
ingly comfortable when driving to these locations
as aresearcher, although warned by the other nurs-
ing researchers to lock my car doors and drive
there during the daylight hours. I felt a strong com-
passion for these individuals and recognized that

limited power and resources put them in these po-
sitions in society; it was not because they were ma-
licious people.

My formation of thought has changed a lot
since the beginning of my doctoral courses,
and Dr Taylor’s course was able to articu-
lately link my call to a vocation of commu-
nity health service and the intellectual pursuit
of rigorous social research. However, I have
become more comfortable with beginning to
build community relationships to better the
health of its citizens.

EMPOWERING PRAXIS

This course starts with a personal focus of
having students write and talk about race, so-
cial class, and/or gender (to name a few). Stu-
dents were able to make theoretical connec-
tions to health and research. They acquired a
pattern of “emancipatory knowing” through
racial autoethnography. Chinn and Kramer de-
fine emancipatory knowing as “...the abil-
ity to recognize barriers that create unfair and
unjust conditions and to analyze complex el-
ements of the social and political context, to
change a situation to one that improves peo-
ple’s lives."0®299 praxis was fundamental to
their knowledge development:

M.LM.

After the course, I feel that I have new
glasses that have focused my vision and al-
lowed me to see the invisible societal forces
that separate women’s health experience of-
ten based on race and class differences. I think
the personal “work” offered by the course led
me, maybe not always willingly, outside my
normalcy and self-created boundaries. But . . .
I survived ... and, in realizing this, I am more
willing to cross these boundaries and risk the
comfort by traversing into other realms of per-
sonal and professional growth.

A.O.

Humming along on my doctoral course-
work, the essay written by Pratt stopped me
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in my tracks. Her beautiful critique of our priv-
ileges, questioning everything about the way
we grow up, our family’s beliefs and values,
and what to do for social justice have inspired
me to think about my life in a completely dif-
ferent light. Reading the Pratt’s essay at the
start of class opened my eyes to taking a criti-
cal approach to my own personal upbringing
in the context of certain privileges that I had
been given without thinking about it ... One
of the greatest lessons I learned during this
time was to think about how my research will
affect the individuals who I am conducting re-
searching with.

Powerful epistemological changes oc-
curred through written autoethnographies
and also through the viewing of 2 videos—
Tim Wise’s,*” The Hidden Cost of Privilege:
How Racism Harms White People and Spike
Lee’s™> When the Levees Broke: A Requiem
in Four Acts. When the Levees Broke is a doc-
umentary film directed by Spike Lee about
the devastation of New Orleans, Louisiana,
due to the failure of the levees during Hurri-
cane Katrina. Although not available when I
taught the course, a recently developed cur-
riculum package titled Teaching the Levees:
A Curriculum of Civic Engagement is de-
signed to encourage dialogues about race and
class in America. A free copy is available at
http://www.teachingthelevees.org/teaching_
the_levees.pdf.

The transformations experienced in the
students are conceptualized via a white
identity development model; however, there
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