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Despite recent improvements for the lesbian/gay/bisexual/transgender/queer (LGBTQ)
students in higher education, marginalizing policies and climates for members of that
community are still very present on our campuses. This narrative qualitative study,
guided by the tempered radicals framework, explores how student affairs administrator
in the southern United States have worked to effect change for LGBTQ student
populations on their campuses. Grassroots activism by faculty, staff, and administrators
can provide powerful mechanisms for change within higher education. Participants
were interviewed to gain in-depth narratives of their experiences working within
higher-education institutions to improve the college policies and practices toward
LGBTQ students. Overall, participants shared inspiring and frustrating stories of how
they worked to navigate institutional bureaucracies to create inclusive campus
environments.
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Over the past few decades, members of the
lesbian, gay, bisexual, transgender, and queer
(LGBTQ) community have witnessed the grad-
ual improvement in the organizational cultures
and climates of American higher education.1 As
the Gay Rights Movement emerged in the late
1960s, propelled by the events at Stonewall Inn
in New York City in 1969, attention to discrim-

inatory practices and policies in higher educa-
tion received greater attention (Hall, 2010;
McRuer, 2002). When once marginalizing de
jure policies dominated colleges and universi-
ties, advocates for the LGBTQ population in
higher education, both members of the commu-
nity and allies, have diligently worked for the
gradual reduction and elimination of such poli-
cies (Beemyn, 2003; Dilley, 2002; Githens,
2012; Rhoads, 1998). The outcomes and suc-
cesses of their creating change in higher educa-
tion include the creation of LGBTQ Centers
(Rankin, 2005; Zemsky & Sanlo, 2005), greater
inclusion of LGBTQ issues in the curriculum
and student affairs programming (Malaney,
Williams, & Geller, 1997; Mayo, 2009; McRee

1 We use the term LGBTQ to represent the wide contin-
uum of individuals who have been historically marginalized
because of their sexual orientation or gender identity. This
abbreviated term is not all inclusive and, as educators, we
understand the importance of not limiting how an individual
chooses to identify. This term also represents the language
used by participants in this study.

This article was published Online First September 15,
2016.

Christopher Broadhurst, Department of Educational
Leadership, Counseling, and Foundations, University of
New Orleans; Georgianna Martin, Department of Educa-
tional Studies and Research, University of Southern Mis-
sissippi; Michael Hoffshire, First Year Experience, Univer-
sity of New Orleans; William Takewell, Office of Student
Life, Millsaps College.

Georgianna Martin is now at College Student Affairs
Administration Program, University of Georgia.

Correspondence concerning this article should be ad-
dressed to Christopher Broadhurst, Department of Educa-
tional Leadership, Counseling, and Foundations, University
of New Orleans, 2000 Lakeshore Drive, New Orleans, LA
70148. E-mail: cbroadhu@uno.edu

T
hi

s
do

cu
m

en
t

is
co

py
ri

gh
te

d
by

th
e

A
m

er
ic

an
Ps

yc
ho

lo
gi

ca
l

A
ss

oc
ia

tio
n

or
on

e
of

its
al

lie
d

pu
bl

is
he

rs
.

T
hi

s
ar

tic
le

is
in

te
nd

ed
so

le
ly

fo
r

th
e

pe
rs

on
al

us
e

of
th

e
in

di
vi

du
al

us
er

an
d

is
no

t
to

be
di

ss
em

in
at

ed
br

oa
dl

y.

Journal of Diversity in Higher Education © 2016 National Association of Diversity Officers in Higher Education
2018, Vol. 11, No. 4, 385–401 1938-8926/18/$12.00 http://dx.doi.org/10.1037/dhe0000036

385

mailto:cbroadhu@uno.edu
http://dx.doi.org/10.1037/dhe0000036


& Cooper, 1998; Zemsky & Sanlo, 2005), the
creation of student organizations based on
LGBTQ identity (Beemyn, 2003; Dilley, 2002;
Hall, 2010; McRee & Cooper, 1998), same-sex
domestic partner benefits (Githens, 2012;
Rhoads, 1998), and adding sexual and gender
identity to nondiscrimination clauses (Githens,
2012; Rankin, 2005; Rhoads, 1998). Illustrating
the continuing change in the organizational cul-
ture of colleges and universities for the LGBTQ
community, in 1997 only 49.8% of college
freshman agreed that same-sex couples should
have the right to legally marry (Sax, Astin,
Korn, & Mahoney, 1997); by 2014, that number
had increased to 81.5% (Eagan et al., 2014).

Despite these advances, marginalizing poli-
cies and climates still exist for LGBTQ stu-
dents. While 81.5% of college freshman in 2014
believed that same-sex couples should have the
right to legally marry, an increase since 1997,
18.5% of that group still did not support such a
right (Eagan et al., 2014). Attempts to create
more LGBTQ-inclusive policies and practices
are mired by anti-LGTBQ campaigns, often
originating in religious fundamentalist argu-
ments that reinforce a heterosexual hegemony
(Sanabria, 2012). LGBTQ students can feel less
accepted on campus compared to their hetero-
sexual and cisgender counterparts (Waldo,
1998), endure derogatory comments and harass-
ment (Brown, Clarke, Gortmaker, & Robinson-
Keilig, 2004; D’Augelli, 1992; Malaney et al.,
1997; Rankin, 2005, 2006), and even physical
intimidation and violence (D’Augelli, 1992;
Dilley, 2002). Such negative experiences can
create perceptions of an exclusionary campus
climate, inhibit LGBTQ students from reaching
their full academic potential, and prevent them
from becoming invested in their campus com-
munity (D’Augelli, 1992; Rankin, 2005, 2006).
Students are not alone, as faculty and staff who
identify as LGBTQ have reported similar expe-
riences and perceptions (Messinger, 2011).
Given the connection of homoprejudice with
religious fundamentalism (Sanabria, 2012), the
negative experiences and perceptions are likely
more prevalent in the American South.2 For
example, only 44 LGBTQ resource centers exist
on southern campuses and five states in the
South contain no centers; only six states in the
rest of the nation can make that claim (Consor-
tium of Higher Education LGBT Resource Pro-
fessionals, n.d.).

Despite the importance and growing sup-
port of advocating for change for LGBTQ
students, the research tends to focus on the
contributions of students for changing policies
for the LGBTQ community in higher education.
This is not surprising, as student activism has
been instrumental in creating change in higher
education (Broadhurst, 2014). Often over-
looked, though, is the role faculty and staff have
in not only facilitating change with students, but
themselves working as change agents (Kezar,
Gallant, & Lester, 2011). Grassroots activism
by faculty and staff can be powerful mecha-
nisms for change (Kezar, 2010, 2012; Kezar et
al., 2011). Grounded in narrative inquiry
(Chase, 2005), our study was guided by the
tempered radicals framework (Meyerson &
Scully, 1995) and our research question: What
are the experiences of student affairs adminis-
trators working for change on college campuses
in the South for LGBTQ students?

Creating Change for LGBTQ Students in
Higher Education

To provide context for our study, we ex-
plored the literature on both the organizational
climate for the LGBTQ community in higher
education and methods of organizational
change. In particular, we sought to ground our
study in the use of activism, especially by fac-
ulty and staff, as a method for organizational
change.

Organizational Climate for LGBTQ
Students in Higher Education

Students who identified as LGBTQ, at one
time, faced expulsion and counseling because of
their sexual identity (Dilley, 2002). Though dis-
criminatory policies and practices have declined
over the past few decades, LGBTQ students still
face exclusionary campus climates and environ-
ments and often experience higher education in
more hostile ways than their heterosexual coun-
terparts (Brown et al., 2004; McKinney, 2005;

2 For this study, we utilize the definition of the American
South by the U.S. Census Bureau (n.d.) to include Wash-
ington, D.C., and the following states: Texas, Oklahoma,
Arkansas, Louisiana, Mississippi, Alabama, Georgia, Ten-
nessee, Kentucky, Florida, South Carolina, North Carolina,
Virginia, West Virginia, Maryland, and Delaware.
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Rankin, 2006; Waldo, 1998). LGBTQ students,
due to a lack of understanding about LGBTQ
issues from non-LGBTQ individuals, face
unique challenges because of how they are per-
ceived and treated as a result of their sexual
orientation, gender identity, and gender expres-
sion (Hill, 2006; Rankin, 2005). This can im-
pede LGBTQ students from reaching their full
academic potential, create feelings of invisibil-
ity and silence within their organizations, devel-
oping both personally and professionally, or
becoming invested in their campus community
(D’Augelli, 1992; Hill, 2006; Rankin, 2005).

LGBTQ students are forced to endure a va-
riety of harassment and face homoprejudiced
attitudes and messages (Rankin, 2006), particu-
larly from those from religious fundamentalist
backgrounds (Sanabria, 2012). D’Augelli
(1992) found that 77% of LGBTQ students had
been verbally insulted, 22% had reported being
chased or followed, and 99% had overheard
derogatory comments. A national study by
Rankin (2005) illustrates that negative climates
persisted into the 21st century: 36% of LGBTQ
students had experienced harassment, 20%
feared for their physical safety because of sex-
ual orientation or gender identity, 41% stated
that their college or university did not address
issues related to sexual orientation or gender
identity, and 74% described their campuses as
homophobic.

The exclusion of LGBTQ topics in the cur-
riculum contributes to negative climates for
LGBTQ students (Mayo, 2009). Even when in-
cluded in the curriculum, LBGTQ topics are “a
low priority compared to other diversity topics”
(Jennings, 2012, p. 9). Challenges to incorpo-
rating LGBTQ topics into the curriculum can
include faculty and student disinterest and dis-
comfort, faculty lack of knowledge in the sub-
ject area, overcoming LGBTQ stereotypes, the
need for administrative approval to include such
topics, and opposition from university adminis-
trators and the community (Jennings, 2012;
Skelton, 2000). Those LGBTQ faculty and staff
who do incorporate such topics into the curric-
ulum and programming can be labeled as hav-
ing a political agenda, face exclusion from per-
sonal and professional networks, endure
personal attacks from colleagues because of
their outness, and encounter a “lavender ceil-
ing” in career advancement, all further margin-
alizing them on campus (Anderson & Kanner,

2011; Hill, 2006; Jones & Calafell, 2012; Mayo,
2009; Messinger, 2011). To its credit, higher
education has created LGBTQ centers to help
students develop their identity as it relates to
sexual orientation (Linder & Rodriguez, 2012),
but such organizational change can be difficult,
as illustrated by the fact that the vast majority of
colleges and universities in the United States
still lack such centers.

Activism as a Method for
Organizational Change

Changing the culture and climate of an orga-
nization is no easy task. Cultures are always in
a state of flux due to changes in the human
composition of an environment and change is a
slow and lengthy process involving a shift in an
organization’s values, rituals, beliefs, and tradi-
tions (Kezar, 2014). Change agents must be
“familiar with the history and context of the
campus where they work, particularly as it re-
lates to understanding the underlying values
that are not always apparent through examining
various artifacts and symbols” (Kezar, 2014, p.
33). Despite this need to fully understand the
culture of their organization, professionals need
to become “cultural outsiders” to best observe
and explore their institution’s practices, norms,
and patterns (Kezar & Eckel, 2002). Kotter
(1985) suggested that other skills needed to
effect change in an organization include agenda
setting, forming coalitions, and negotiation. In
higher education, educators working for change
can build coalitions through identifying key
players who will help affect change and those
individuals who might resist change efforts
(Kezar, 2014). As one of the primary reasons
change fails to occur is the lack of understand-
ing for the reason or substance of the proposed
change, educating those within an organization
is essential (Kezar, 2014). Grassroots activists
among faculty and staff are positioned to act as
change agents: They often have an understand-
ing of their campus culture and are in the role of
“cultural outsider” as activists.

Student activism has been a prominent part of
American higher education since the 18th cen-
tury (Broadhurst, 2014; Rhoads, 1998) and can
be an important aspect of the educational pro-
cess, as it has been linked to student engage-
ment on campus, civic engagement, and shown
to have positive developmental effects on stu-
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dents (Biddix, Somers, & Polman, 2009). A
student activist’s goal is often to influence cam-
pus administrators to enact or change a policy
that they feel will benefit campus or society;
they act as agents for social and organizational
change (Barnett, Ropers-Huilman, & Aaron,
2008). The tactics student activists utilize to
create change include sit-ins, marches, boycotts,
strikes, legal action, picketing, pamphlets, hun-
ger strikes, blocking traffic, refusal to pay fees,
educational workshops, teach-ins, puppet
shows, street theater, use of social media, and
using student government, meetings with cam-
pus administrators, and serving on committees
to work within the system (Barnett et al., 2008;
Biddix et al., 2009; Bose, 2008; Corrunker,
2012; Grossman, 2010; Hallward & Shaver,
2012; Maira & Sze, 2012). Students have en-
gaged in activism over a range of causes in the
21st century, such as advocating for workers’
rights and opposing sweatshops (Bose, 2008),
immigration reform and the rights of undocu-
mented students (Corrunker, 2012), the rising
costs of higher education (Maira & Sze, 2012),
and campus divestment in businesses that sup-
port the Israeli government (Hallward &
Shaver, 2012). A prevalent, and continuously
growing cause, centers on LGBTQ rights.

The Gay Rights Movement developed in
higher education in late 1960s as student groups
emerged on campus that fought for rights of the
LGBTQ community and end the systemic mar-
ginalization they faced within the government,
legal system, health care system, and religion
(Marine, 2011; McRuer, 2002). The Student
Homophile League, formed at Columbia Uni-
versity in 1967, became the first LGBTQ stu-
dent organization. This pioneering group
formed around gay identity and sought allies
with nongay students to help LGBTQ rights
become a cause supported by students (Bee-
myn, 2003). After Stonewall in 1969, students
carried much of the burden of changing colle-
giate policies and practices until institutions be-
gan implementing policies and recognizing
them as citizens (Zemsky & Sanlo, 2005). The
number of campus organizations proliferated
and, by 1978, nearly 200 LGBTQ student orga-
nizations existed; that number had increased to
over 2,000 by 1996 (Dilley, 2002). These stu-
dent organizations fought for LBGTQ rights,
such as adding sexual orientation to campus
nondiscrimination clauses or domestic partner

benefits for LGBTQ staff and faculty, by dis-
tributing literature, rallies, teach-ins, marches,
picketing businesses, and holding gay pride
events on campus (Hall, 2010; Rhoads, 1998).

Higher education scholarship tends to focus
on the campus changes that students or upper-
level administrators make. Faculty and midlevel
administrators, as grassroots leaders often with-
out formal power in higher education, can be
powerful agents of change (Kezar et al., 2011).
Grassroots activism takes place locally, as
groups or individuals within an organization,
particularly those who feel marginalized, work
to enact changes on campus (Grossman, 2010).
These grassroots activists are drawn from vari-
ous groups on campus, including faculty and
staff. While some grassroots change agents uti-
lize traditional forms of activism, such as pro-
testing, many work for change within their or-
ganization: they work within the system
(Grossman, 2010; Kezar et al., 2011; Kezar,
2012). This tactic can stem from concerns that
very overt tactics would galvanize the position
of those in charge, such as the campus leaders
or board members (Githens, 2012; Harrison,
2014; Meyerson & Scully, 1995). Kezar, Gal-
lant, and Lester (2011) noted that, as upper-
level administrators are increasingly forced to
focus more on increasing enrollment and reve-
nues, “grassroots leaders on campus act as the
conscience for the organization-often bringing
up ethical issues. Many of the change initiatives
championed by faculty and staff relate to un-
derlying ethical dilemmas found broadly in so-
ciety and campus life” (p. 131).

Faculty and staff activists are not alone in
their efforts working for change on their cam-
puses. As grassroots activists, they often work
alongside students to help assist them make
changes on campuses and express their voice;
students have unique insights into campus cli-
mates and any actions to improve that climate
should include their voice (Harrison, 2014;
Quaye, 2007). By working with students, these
faculty and staff activists cannot only create a
coalition that is stronger together than had they
worked separately, but foster student develop-
ment (Kezar, 2010; Renn, 2007). Faculty and
staff activists work with students to create
change in a variety of ways, including mediat-
ing between administrators and students, pro-
tecting students from unjust punishments, men-
toring students behind the scenes, teaching them
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how to negotiate with administrators and be
open to other views, promoting participation in
organizations oriented toward change, and serv-
ing as advisors to student organizations (Kezar,
2010; Renn, 2007; Soria, Fink, Lepkowski, &
Snyder, 2014). As campus administrators are
often viewed by student activists as representa-
tives of the greater power system of higher
education, a hierarchal system that they are at-
tempting to change, knowing they have allies
and advocates among faculty and staff can help
overcome feelings of disenfranchisement (Rop-
ers-Huilman, Carwile, & Barnett, 2005). In par-
ticular, student affairs professionals are poised
to fulfill this role as some of the core purposes
within the student affairs field include “advo-
cating for students, securing their place at the
table where decisions that affect them are made,
and ensuring they receive the support they need
to be successful” (Harrison, 2014, p. 167).

Student Affairs Administrators as
Change Agents

The tempered radicals framework, developed
by Meyerson and Scully (1995) and based on
their empirical research of leadership in the
corporate world, helps illustrate how faculty
and staff can quietly bring about change for
students (Kezar, 2010, 2012; Kezar et al.,
2011). Tempered radicals are individuals who
are both committed to their organization and a
cause or ideology; as such they “act as vital
sources of resistance, alternative ideas, and
transformation within their organization” (Mey-
erson & Scully, 1995, p. 586). This cause is
often in opposition to the dominant organiza-
tional culture, causing tempered radicals to be
loyal to both a cause and their organization.
Because of this, tempered radicals play the roles
of both insiders whose roles within an organi-
zation provide them with knowledge and out-
siders who possess ideas that conflict with the
organizational policies and practices (Meyerson
& Scully, 1995). These tempered radicals, often
drawn from marginalized groups, usually have
little formal top-down power, but instead at-
tempt to create change from the bottom up:
grassroots activism (Kezar, 2010; Meyerson &
Scully, 1995).

Tempered radicals, because they often lack
formal power, create change by using incremen-
tal actions to challenge their organizational cul-

ture (Kezar, 2010, 2012; Kezar et al., 2011;
Meyerson & Scully, 1995). Through incremen-
tal changes, small victories can lessen larger
problems and lead tempered radicals to allies,
resources, and possible resistance to future
changes (Meyerson & Scully, 1995). There are
multiple approaches used by tempered radicals
on campuses: They can quietly resist, such as
decorating their offices in a way that illustrates
support for a cause; use educational programs to
both educate others and bring like-minded indi-
viduals together; mentoring students outside of
their formal roles as employees to form coali-
tions; use personal threats against them to con-
front discriminatory policies within the organi-
zation; negotiate to find solutions to conflicts,
both personal and organizational; advocate for
the hiring of individuals with similar beliefs;
create networks with external stakeholders,
such as alumni or community leaders, to propel
change; build upon small victories to achieve
greater changes within the organization; and
take a lead in organizing collective dialogue and
action around a volatile issue on campus (Ke-
zar, 2010, 2012; Kezar et al., 2011; Meyerson &
Scully, 1995). Though initially created to ex-
plain organizational change within the corpo-
rate world, the tempered radicals framework has
recently been used to provide insights into how
the grassroots activism of faculty and staff has
created change within higher education (Kezar,
2010, 2012; Kezar et al., 2011).

Research Design and Methods

To explore how student affairs administrators
affect change on college campuses in the South
for LGBTQ students, we utilized a narrative
qualitative research design (Chase, 2005; Con-
nelly & Clandinin, 1990). Chase (2005) de-
scribed narrative inquiry as “a way of under-
standing one’s own and others’ actions, of
organizing events and objects into a meaningful
whole, and of connecting and seeing the conse-
quences of actions and events over time” (p.
656). Storytelling is a common human trait and
when individuals tell stories, they are construct-
ing their experiences and realities and their nar-
ratives explain, entertain, inform, defend, and
can confirm or challenge the status quo (Chase,
2005). Though each individual’s story is
unique, as they are also shaped by a number of
factors for the narrators, including their organi-
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zational and social memberships, researchers
can look for similarities and differences across
narratives and examine patterns in the stories
(Bold, 2012; Chase, 2005). When used to ex-
amine stories within an organization, narrative
inquiry can help us understand the nature of
organizational power and resistance (Czar-
niawska, 2007) and “have the potential to influ-
ence policy makers so that their decisions will
be more supportive of the goals and equities of
social justice” (Hollingsworth & Dybdahl,
2007, p. 167).

Data Collection

We established two criteria for participation
in this narrative qualitative research study. First,
we sought individuals who have worked in
higher education for more than 8 years, not
including time as graduate assistants or com-
pleting internships. The research team was in-
tentional in choosing this time frame as they
sought to explore the generational differences
between LGBTQ culture, policies, and public
opinion. We felt that individuals with those
years of employment would be both of suffi-
cient age to have experienced the societal
changes for the LGBTQ community over the
past decade and have achieved a position/title in
higher education to actually affect change them-
selves. In addition, participants needed to be
employed, or previously been employed, at an
institution of higher education located in the
southern region of the United States. We did not
intentionally seek out those that identified as
LGBTQ; instead, we opted to recruit anyone
that actively worked to improve climates and
policies for the LGBTQ community in higher
education, regardless of identity.

In order to draw from the largest population
possible, multiple methods for recruitment were
utilized. First, the research team began by e-
mailing colleagues at institutions in the South
asking them if they would be willing to forward
our call for participants via e-mail. In addition,
the research team utilized multiple higher edu-
cation Listservs, social media outlets such as
Facebook, contacting administrators of LGBTQ
resource centers, and announcements at national
conferences for professionals working in higher
education and student affairs. The researchers
also heavily relied on snowball sampling, a
technique where existing study participants re-

cruit future participants who meet participant
criteria (Creswell, 2007). Interested individuals
were able to contact a member of the research
team directly to ensure confidentiality. In total,
eight individuals both expressed interest and
met the criteria for the study (see Table 1).
Their experience working in higher education
ranged from 12 to 33 years and included a
variety of functional areas: residence life, stu-
dent conduct, fraternity and sorority life, orien-
tation, leadership development and programs,
service learning, student engagement, multicul-
tural programs and services, and college unions.
Of the eight participants, six identified as grow-
ing up in the South and three held doctoral
degrees. We limited our study to only eight
participants, as narrative inquiry focuses on the
stories of a small number of individuals (Chase,
2005). Though saturation grew out of grounded
theory, it is a useful methodological tool for
narrative inquiry as it helped us more com-
pletely draw patterns across participants’ stories
and positioned us to better capture common
experiences and grand narratives (Bold, 2012).
Upon our initial analysis of the data, we felt that
we had reached saturation with our eight par-
ticipants and no further recruitment was needed
for this initial study.

To collect the narratives of participants, we
conducted a single interview as the primary
method of data collection. In addition, partici-
pants completed a demographic questionnaire.
The demographic questionnaire provided the
researchers with information regarding the par-
ticipants’ salient identities, professional work
history, years working in the profession, and
area of upbringing. While unstructured inter-
views are often utilized to conduct stories, the
use of semistructured interview questions are
better when trying to collect narratives to influ-
ence policy (Connelly & Clandinin, 1990; Hol-
lingsworth & Dybdahl, 2007). The researchers
used semistructured interview questions that
asked participants to describe their undergradu-
ate experiences and how that influenced their
work with LGBTQ students; how they have
viewed the changes in perceptions of LGBTQ
individuals in their time working; the chal-
lenges they see facing LGBTQ students today
and in the future; and the ways they go about
advocating for LGBTQ students on their cam-
pus. The researchers had a specific list of inter-
view questions and many of the participants
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shared experiences that highlighted or enhanced
the original questions. Confidentiality is impor-
tant in all qualitative research, but the lower
number of participants often found in narrative
inquiry increases the need to ensure as much
anonymity as possible (Bold, 2012). To protect
participant identities, each individual was given
a pseudonym and all institutional identifiers,
such as the names and locations of campuses,
were removed.

Data Analysis

Data analysis was performed in multiple
steps. Initially, each researcher used open cod-
ing to analyze four interviews, with two differ-
ent researchers analyzing each interview (Bold,
2012). One researcher was responsible for man-
aging the codebook, an important step on proj-
ects involving multiple researchers (Saldana,
2013). After initial individual open coding, we
conferred on preliminary codes and themes. We
followed Saldana’s (2013) recommendation
that research team members harmonize their
individual coding and recoded and recatego-
rized our initial analysis. To incorporate narra-
tive data analysis, we used the problem–
solution approach of restorying (Ollerenshaw &
Creswell, 2002). Restorying is an integral part
of narrative analysis and involves the “process
of gathering stories, analyzing them for key
elements of a story (e.g., time, place, plot, and
scene), and then rewriting the story to place it
within a chronological sequence” (Ollerenshaw
& Creswell, 2002, p. 332). As we restoried the
narratives, we sought out the key elements of
the plot structure, such as the characters, setting,
problems, actions, and resolution. Restorying is
important for this study, as placing the narra-
tives into chronological order showed the key
characters within the narratives, the problems
our participants faced, and how they attempted
to overcome those problems. The recoding and
recategorizing yielded three broader themes
within the narratives: the path participants took
in becoming a change agent, how they navi-
gated the system at their institutions, and how
they worked to create inclusive communities.
Due to the richness of data collected and space
limitations, we only focus on the second theme
in this article.

Trustworthiness

Denzin and Lincoln (2008) posited that the
trustworthiness of a research study is important
to evaluating its worth. Trustworthiness in-
volves establishing credibility, transferability,
dependability, and confirmability. In conduct-
ing this study, the researchers utilized peer de-
briefing and member checking as methods for
ensuring trustworthiness. After each transcrip-
tion, the researcher transcribed the interview
and sent it back to the participants to ensure
accuracy. Points of clarification and comments
could be made to clarify any misinterpretation.
This helped the researchers to gain a deeper
understanding of the data. Furthermore, peer
debriefing was utilized throughout the research
study. As a research team, a collaborative and
team based approach was utilized, thus allowing
the opportunity for more discussions to take
place. This method proved to be especially
helpful during the coding process as four dif-
ferent researchers had the opportunity to ana-
lyze, code the data, and reconcile themes.

Bold (2012) noted that closeness to topics of
the narratives might affect analysis and Mer-
riam (2009) concurred, stating that reflexivity,
or researchers understanding their positions, en-
hances trustworthiness. Researchers need to be
conscious of how their own biases and experi-
ences might impact their research design and
interpretations. All four team members of the
research team have research agendas that focus
on improving conditions for marginalized
groups in higher education. Additionally, each
member of the research team either mentors
LGBTQ students or infuses LGBTQ issues into
the curriculum. Each researcher has a unique
positionality in regards to the focus of this
study. Christopher identifies as a heterosexual,
White male who has spent his entire adult life
living in the South. He has worked as a faculty
member at various southern campuses since
2000. Georgianna identifies as a White, cisgen-
dered, queer/pansexual, Catholic female. She
was raised in the Deep South and has previously
spent 3 years working as a student affairs pro-
fessional in the South. She moved back to the
South in 2012 and currently serves as a faculty
member. Michael is currently a midlevel stu-
dent affairs professional at an urban research
university in the South. He openly identifies as
a White, able-bodied gay male and has worked
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in the South since 2012. His research interests
surround queer identity development, career de-
velopment, and first-year student success. Wil-
liam openly identifies as a White, able-bodied
gay male. He has worked in the South since
2012 and is currently a midlevel student affairs
professional at a liberal arts college in the
South. His research interests include queer iden-
tity development, fraternity and sorority life
outcomes, and the impact of student affairs pro-
fessionals on developmental college outcomes.

Limitations

As with any research, there are a few limita-
tions to note in this study. First, all participants
in this study self-selected to participate in the
study indicating that they were particularly in-
terested and willing to speak with researchers
about their experiences. There is no way to
account for the ways in which those who par-
ticipated might be different than individuals
who did not respond to the call for participants.
Furthermore, although the researchers made a
concerted effort to solicit participants who
served as staff for LGBTQ resource centers on
college campuses, none of them expressed in-
terest in participating in the study. While staff
members for LGBTQ resources centers were
thought to be information-rich individuals, we
felt we were able to obtain thick description
from the rich experiences the individuals who
participated shared with us. Another limitation
worth considering relates to the generational
differences among some of the participants.
Two of our participants had 30 or more years of
experience in the field and each of them had
substantially different experiences growing up
and in the field than their younger and less
experienced counterparts. Future qualitative re-
search in this area would benefit from a focused
exploration with participants of the same gen-
erational status.

Findings

The tempered radicals framework used to
guide this study became an effective tool for
capturing the stories of how these higher edu-
cation professionals in the South worked for
change on their campuses for LGBTQ individ-
uals. Using the tempered radicals framework,
we looked for evidence and examples from our

participants that both confirmed elements of the
original framework (Meyerson & Scully, 1995)
and discover parallels to the findings of other
research that utilized the framework (Kezar,
2010, 2012; Kezar et al., 2011). We found that
our participants exhibited many traits of tem-
pered radicals, such as using education as a tool
for change, creating coalitions with like-minded
individuals, and using incremental changes to
improve policies for LGBTQ students on their
campuses. Overall, participants’ stories about
affecting change centered around three overar-
ching themes including how professionals be-
came change agents, how they navigated the
system at their institutions, and how they
worked to create inclusive communities. Due to
space limitations, this article focuses solely on
participants’ stories of how they navigated the
system at their institutions.

Navigating the System

In terms of navigating the system, we iden-
tified five subthemes that described the narra-
tive accounts of these participants including
dealing with a lack of knowledge from col-
leagues and administrators; their work to
build coalitions; the influence of culture, reli-
gion, and southern mentality; their encounters
with institutional barriers; and receiving resis-
tance from the LGBTQ community on campus.

Dealing with “a true lack of knowledge”.
The first theme we identified about how partic-
ipants navigated the system when working for
change for LGBTQ students dealt with a lack of
knowledge they perceived from many of their
constituent groups. Jenny clearly articulated this
sentiment when comparing her experience at
her current institution to a previous experience
she had in the Midwest. She explained,

This [is] the first institution I’ve been at that I have
experienced higher level administrators who demon-
strate a lack of knowledge—a true lack of knowl-
edge—and have actually demonstrated a lack of care
for the inclusion of [LGBTQ] individuals. . . . I’m
trying to think of the best way to say this—I have
actually had an administrator say to me, “I just do not
understand why transgenders cannot just stay in the
closet. . . . It’s much better for them and it’s much
safer.” . . . I would have never have heard that at [my
previous institution].

Similarly, Steve saw a lack of knowledge in
general about members of the LGBTQ commu-
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nity as a barrier to his work navigating the
change process. He explained,

The biggest [barrier] for me has always been data . . .
we do not know how many LGBT students we have, as
that’s not a question that over the years anyone’s felt
comfortable asking on admissions applications or other
things. We’ve never been able to fully identify that
population. So you know I was literally running around
saying this population needs help, needs our support,
and people would say, ‘well, how many are there.’ And
I could tell them how many African American students
we had. I could tell them how many Jewish students we
had, but I couldn’t tell them how many [LGBTQ]
students we had.

This lack of knowledge was further manifest
by those who did not understand the need to
create a safe space for one group of students.
When working to create a safe space program
on a former campus, Ron received pushback
because of a lack of knowledge from others
about the needs of LGBTQ students. The gen-
eral sentiment was that safe spaces were needed
for all students. Although Ron agreed, he felt
his colleagues and upper-level administrators
did not understand the specific needs of LGBTQ
students. He explained,

We’re really wanting to educate the community about
LGBTQ-specific issues and how to build safe, inclu-
sive environments for LGBTQ students. And certainly,
yes, we need to have safe space programs for different
groups or a larger conversation about how to create
safe spaces for all students. At the time it was like no,
LGBT students really need the support here and this
program needs to be for them. And it needs to say it. It
doesn’t need to be afraid to say this is a program that
supports our LGBTQ students.

“Find champions on campus”: Coalition
building. Many participants in this study
talked about the importance of building coali-
tions and identifying allies on campus to aid
them in working for change for LGBTQ indi-
viduals. Ron summed up this sentiment well
and stressed the need to find champions on
campus to help facilitate working for change:

I think [it’s] really helpful to find those people on
campus who are champions for . . . inclusion in gen-
eral, but specifically LGBTQ students. . . . [Our Vice
President for Student Life] really supports the work we
do for LGBTQ students. She made a charge to all of
our campus life staff that by the end of this year that
everyone had been safe outlet trained. . . . I think it’s
finding [people] like that . . . or our director of athlet-
ics, who does identify in the LGBTQ spectrum; she
made a commitment to offer the training to all of our
coaches. So I think sometimes I do the work by trying
to find champions on campus for this and work with

them to find opportunities to get the message of equal-
ity out there on campus.

Gwen shared a similar sentiment by recog-
nizing the importance of building coalitions so
that she was no longer working alone as an
individual voice. She explained,

I’ve learned that allies are very important for me in
order for me to be successful in doin’ the work . . .
some of my difficulties have been trying to . . . educate
on an issue as an individual. I have to surround myself
with colleagues who are well versed in the area. Fac-
ulty members have been key for me.

Gwen was not alone in finding campus cham-
pions in faculty members. Half of the partici-
pants in this study mentioned faculty members
as key members in their efforts to build a co-
alition of allies across campus. Some partici-
pants highlighted the challenges they faced in
finding champions on campus. Audrey stressed
the need for marginalized groups to work to-
gether, particularly in the South:

There’s also a lot of racism . . . and segregation still in
the South. And so trying to get different groups to work
together has been very challenging because people
have tunnel vision . . . they only can see their issue and
they do not see the connections of how we’re all being
mistreated. And if we work together, we might be able
to make it better.

Audrey’s statement above is illustrative of a
tension in the data between needing to find
allies to effect change for LGBTQ individuals
on campus and encountering individuals with
“tunnel vision” who are focused only on the
ways in which they are personally marginalized.
At first glance this tension may be surprising,
however, against the backdrop of the infamous
history of racism and mistreatment of people of
color in the Deep South, this tension makes
sense.

“Bumpin’ up against people and their be-
liefs”: Culture, religion, and southern
mentality. Every participant in this study
commented on the uniqueness of working for
change for LGBTQ students in the southern
United States. Steve talked about the cultural
barriers of being part of the LGBTQ community
and his observations on how southern mentality
has shifted some over the last 25 years. He
explained,

Growing up [southern] . . . if I had come home and said
mom, I’m gay, I do not think that would have gone
well. . . . I think nowadays that is much more of a
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reality for families to deal with—not that all of them
deal with it well. . . . In the past, [being LGBTQ] was
more of a subculture; now it is actually part of the
culture. . . . I do not know that everyone understands it,
but I think at a minimum, everyone [in the South]
knows that it exists and that this is reality. Whether you
like it or not, this is a reality and it is a population. I
think back in early ’90s, it was very much a subculture
and now it is part of who we are and what we are.

Similarly, Audrey spoke in great detail about
the cultural barriers in the South, particularly
those related to religion and values. She said,

The difficulties largely surround religion . . . the use of
religion for hateful purposes, we have to stop that. . . .
It’s important for me . . . in my work . . . to always let
LGBT people know you have a right to have a rela-
tionship with God just like anybody else. Nobody can
lock you out of a relationship with God. . . . It’s a lot
of that kind of work . . . bumpin’ up against people and
their religious beliefs that say or somebody has told
them that LGBT people aren’t worthy.

Although most of the participants were able
to clearly articulate ways in which they had
“bumped up against” southern culture and val-
ues, Carter expressed his gratitude that being
exposed to antigay rhetoric helped him under-
stood the climate in which he was working. He
explained,

I have been at enough alumni gatherings wearing a
coat and tie and those alumni didn’t know anything
about me; I’ve heard some pretty uncomfortable anti-
gay and lesbian statements and I was grateful to hear
them because it tells me what I’m working within and
how I’ve got to respond to protect my college and at
the same time provide an environment where LGBTQ
youth can flourish. . . . I have been in this field long
enough to know how to balance both ends of that
see-saw in a way that I allow my students to feel
they’re heard and nurtured and at the same time to
make certain that I have donors and alums who feel
like they are also part of [this college] and that we
haven’t changed so much they cannot relate to the
college and give money anymore.

Carter went on to talk about his efforts to be
an activist for LGBTQ individuals in a way that
is tempered and with the overarching priorities
of the college in mind. His sentiments truly
capture the complex organizational, political,
and cultural nuances of working for change as a
student affairs administrator in higher education
in the southern United States:

I put the cause of the college before my own activism.
I have to. We depend on trustee and alumni donor
dollars. If we take too many steps to . . . be pronounced
on any issue of controversy . . . [that] would cause
older [individuals in the state] to be uncomfortable—

and they do not get angry; they simply walk away. At
this time in the college’s development we cannot af-
ford for people to walk away. . . . I do my best to create
events with the leadership of students and faculty and
staff in such a way that the trustees do not have to
make themselves visible. All we ask [the Board of
Trustees] to do is be quietly supportive and they are.

Carter’s experiences truly highlight the in-
tense personal and professional dilemmas faced
by tempered radicals who identify as a member
of the LGBTQ community. On one hand, Carter
expresses a moral imperative to treat all stu-
dents with fairness and dignity and he has made
a particular commitment to champion the needs
of LGBTQ identified students. On the other
hand, Carter places a high priority on his loyalty
to the institution and is careful not to draw
attention to the cause (whatever the cause ac-
cording to Carter) or his own identity as a gay
man for fear of losing the support of students,
alumni, or other donors or even worse for fear
of losing his job.

Darryl offered insight into the cultural barri-
ers for LGBTQ students in the South:

We believe in the South, and I do say we because I was
born here and was a product of it. . . . We believe that
everything we think is right . . . nothing else can be
right and everyone else is wrong if they think [differ-
ently]. It is just the mentality of the South . . . And yes,
you can say that [LGBTQ issues and equity] are sys-
temic . . . nationally or globally, but I think that
[anti-LGBTQ mentality] is much more deeply rooted
in the South than it is in other places. . . . As a result,
[students are] constantly fighting against individuals
who feel as passionate, who feel as strongly about an
issue, [but] on the opposite side.

Overall, participants were keenly aware of
social and cultural values in their community
and saw them as being part of the fabric of
living and working in the South. In other words,
participants accepted the social, cultural, and
religious values as a part of everyday life and
even though they recognized these values as a
barrier to working for change for LGBTQ indi-
viduals, they found ways to work within this
value system to effect change on campus.

“We got stonewalled at every level”: Insti-
tutional barriers. All eight participants in
this study mentioned being faced with institu-
tional barriers as they sought to improve their
campus communities for LGBTQ students. Par-
ticipants’ stories of working through and within
institutional barriers illustrated the resilience
that this group of student affairs professionals
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shared. Some professionals, such as Ron, talked
about barriers to advertising events sponsored
by the LGBTQ student organization on his cam-
pus. He explained,

[At my previous institution], they had never had a drag
show before . . . the student organization was working
on that and was going to put it on . . . before [the show]
we got pushback from the vice president . . . we wanted
to post it on the website and have it on the events
calendar . . . there was nervousness about us advertis-
ing that and how the alums would react to it. And so I
got a group [of] students who were more vocal about it
to set up a meeting with the vice president . . . the
students were very vocal and explained why this was
an important event to them and why it was important
that it is advertised and the institution shows a com-
mitment that we’re okay with advertising for it . . .
he thought about it . . . [and made] a concession . . .
it wouldn’t be advertised as largely as they would
have wanted it to be, but it certainly got to still be on
the website, just maybe not in the exact spot that
they wanted it.

Audrey, however, discussed engaging in
higher risk activism through her efforts to move
same sex partner benefits forward on her cam-
pus. Ironically, she expressed her frustration
working for benefits equality on her campus by
using terminology that made reference to a piv-
otal historical moment for LGBTQ activism:
“We got ‘stonewalled’ at every level. People
just, you know, sayin’ it will never happen and
that battle had been goin’ on for a long time.”
Unfortunately, Audrey and her colleagues are
still working to get same sex partner benefits;
they were ultimately told to stop making re-
quests by senior administration at the institu-
tion. It is important to note that the risk associ-
ated with working to affect change for partner
benefits at the institutional level likely influ-
enced the slowness of progress in this area. In
other words, when senior level administrators
communicated messages to participants like
Audrey requesting a stop on partner benefit
requests, Audrey and her colleagues stopped.

Although a few participants spoke about tan-
gible ways they faced barriers, others expressed
subtler barriers that were harder to articulate.
For example, Gwen explained,

there was not a direct statement made to me or a letter
sent to me where I was getting push back, there was
just this knowledge that this is new work in our com-
munity. We have to be careful how we do things. I had
to proceed with intentionality and with a plan in place.

Gwen’s experience being intentional and
learning to work within institutional barriers
was echoed by others. In Gwen’s case, she
worked within institutional barriers by identify-
ing campus and community allies and through
slow and small changes to her office’s program-
ming at the start. Jenny, in particular, spoke
about her experiences supervising new student
affairs professionals. She said,

They come in and they see this need and they want to
enact change. But it’s not within their sphere of re-
sponsibility to do so . . . they become very frustrated by
that and it ultimately impacts the quality of work they
end up doing at the end of the day, because they are so
frustrated. . . . I think recognizing the small wins that
you’ve got becomes really critical. That doesn’t mean
you do not push the envelope or push as far as you can,
but I think recognizing those things for yourself be-
comes extremely important so that you do not get burnt
out along the way, because you’re no good for your
students if that happens.

Jenny went on to talk about the importance of
using data-driven arguments to work within the
system to effect change for LGBTQ students.
She explained,

I think that one of the things that sometimes we forget
to do as professionals on all levels, is that we forget
that we understand in our heads why something needs
to happen, but we have got to make sure that we
articulate that effectively to others.

It became clear that many of the partici-
pants in this study developed political savvy
in order to navigate the complicated institu-
tional barriers they faced while maintaining a
commitment to improving the campus expe-
rience for LGBTQ students.

“I had to build trust”: Receiving resistance
or acceptance from the LGBTQ community.
Beyond the regional, cultural, and institutional
barriers participants faced, many also talked
about their experiences gaining acceptance
from the LGBTQ community on their cam-
puses. Perhaps not surprisingly, participants
who identified as part of the LGBTQ commu-
nity noted that this aspect of their identity
helped them gain acceptance. Ron’s experience
illustrated this idea:

my identity shows up in the work I do . . . because
I’ve, you know, grown up and I’ve lived this expe-
rience, it allows me to have the perspective to be
able to really challenge things that I do not think are
being inclusive for our community, and I think
sometimes it gives me access more to students be-
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cause they want to talk to someone who identifies in
the LGBTQ spectrum.

Overall, four participants in this study iden-
tified as a member of the LGBTQ community
and each of them talked about how their
LGBTQ identity helped them gain acceptance
with LGBTQ students and in many ways le-
gitimized the work they were doing to effect
change on campus.

In contrast, however, Gwen expressed a need
to prove herself and to earn the trust of LGBTQ
individuals on campus. She explained,

I did not feel like the LGBTQ community trusted me to
do LGBTQ work. I had to build trust with the com-
munity, as well as create a process by which our
campus could begin to understand the need to—that
this is a marginalized community. . . . I learned that our
marginalized communities, understandably so, had
trust issues for individuals coming in and doing work
on behalf of their community.

In total, four participants in this study did not
identify as a member of the LGBTQ commu-
nity, but did identify themselves as an ally. Two
of these four talked about the importance of
building trust among LGBTQ students on their
campus.

Overall, the tempered radicals framework
offered a useful guide with which to explore
participants’ stories about working for change
for LGBTQ students. The participants in this
study exhibited great resilience as they
learned to navigate the system at their insti-
tution through building coalitions, working
within the cultural and values structure of the
South, navigated institutional barriers, gained
trust from the LGBTQ community on cam-
pus, and countered the lack of knowledge
about LGBTQ students from colleagues and
other administrators.

Discussion and Implications

The tempered radicals framework used to
guide this study became an effective tool for
capturing the stories of how student affairs pro-
fessionals in the South worked for change on
their campuses for LGBTQ students. In partic-
ular, the participants not only spoke about the
challenges they faced as student affairs admin-
istrators engaging in grassroots activism to fight
against marginalizing policies for LGBTQ stu-
dents, but offered strategies for other profes-
sionals navigating similar institutional and com-

munity contexts. By working within their
organizational structures to change policies and
practices, our participants demonstrated the ap-
plicability of the tempered radicals framework
(Meyerson & Scully, 1995) in explaining how
student affairs administrators can and do work
as change agents.

Our participants’ stories can serve as a primer
for professionals who both seek positions in the
South and who are also interested in working
for equitable policies and practices for LGBTQ
students. Many participants talked about the
nature of the South. Despite national improve-
ments for the LGBTQ community, the South
has been slower to embrace change. For exam-
ple, following the University of Tennessee at
Knoxville’s recent statement encouraging uni-
versity members to use gender-neutral pronouns
for individuals who prefer pronouns outside of a
gender binary, several state lawmakers reacted
with “outrage and a promise to action” over the
institution’s attempt at an inclusive practice
(Tamburin, 2015, para 1). Incidents such as this
reaffirm the importance of a continued and per-
sistent focus on working to create inclusive
campus communities for LGBTQ students in
the South. Understanding the unique culture of
the South and learning how to work within and
through that culture rather than to ignore it or
aggressively combat it was essential for our
participants’ efforts to create organizational
change. Such actions also confirm their roles as
tempered radicals, who use moderate, incre-
mental tactics to challenge and change domi-
nant cultures (Meyerson & Scully, 1995).
Through these incremental changes, each small
victory can lessen the larger problem and, in
doing so, the gradual reduction of cultural bar-
riers in the South can lessen the power differ-
entials between advocates for LGBTQ students
and their opponents (Grossman, 2010).

For all of our participants, working for
change still came back to recognizing a need for
further education on their campuses. Many par-
ticipants observed what they identified as a
“true lack of knowledge” by their colleagues
and administrators. One role higher education
professionals who want to affect change for
LGBTQ students need to play is that of educator
for their colleagues who may exhibit a lack of
education on terminology, history, and the im-
portance of creating safe spaces for LGBTQ
students. Other research on tempered radicals
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within higher education have shown that edu-
cational programs are a viable method not only
to bring about organizational change, but also to
facilitate bringing together like-minded individ-
uals and allies (Kezar et al., 2011). Given that
upper-level administrators often do not oversee
day-to-day classroom practices or student orga-
nizations’ internal activities (Kezar, 2010),
these can be great places for higher education
professionals to educate students about LGBTQ
issues by integrating inclusive language and
practices into the curricular and cocurricular.
Student affairs administrators need to create
more programs and initiatives to educate their
campus about the needs of the LGBTQ com-
munity. Such programs would slowly help
change the institutional culture and likely im-
prove campus climates for LGBTQ students.

Student affairs administrators can play a
pivotal role in actively building coalitions
with various stakeholders, including outside
organizations, alumni or community leaders,
and those within their organization that have
similar views and outlooks (Barnett et al.,
2008; Kezar et al., 2011; Meyerson & Scully,
1995; Ropers-Huilman et al., 2005). In par-
ticular, finding LGBTQ allies is essential
when building coalitions. Meyerson and
Scully (1995) noted that the small victories
that tempered radicals achieve when making
incremental changes can lead to the discovery
of allies for a particular cause. Such findings
are corroborated by the research on tempered
radicals in higher education (Kezar, 2010; Ke-
zar et al., 2011) and by our participants, who
stressed the need for building coalitions with
allies to secure greater change for LGBTQ stu-
dents.

As part of this coalition building, our par-
ticipants expressed the need to target LGBTQ
student groups to help gain their endorsement
for the changes they were trying to make.
While many of our participants did involve
LGBTQ students when enacting change, that
inclusion was not always sought at the initi-
ation of an attempt to change policy nor was
it found in every stage of the grassroots ac-
tivism. Meyerson and Scully (1995) found
that tempered radicals, if not fully accepted
by a group they are advocating for, members
of that group, such as LGBTQ individuals,
can provide resistance to changes initiated by
tempered radicals. From the very onset of any

attempt to change policies for LBGTQ stu-
dents, tempered radicals should form coali-
tions with LGBTQ students. Such inclusion
would help build trust, overcome any resistance
from the LGBTQ community, and strengthen
attempts at changing policies. LGBTQ student
voices need to be expressed and by including
them in the coalitions, student affairs adminis-
trators can form a more unified front to create
change within their organization (Kezar, 2010).
Additionally, it will help those students learn to
negotiate the systems themselves and help de-
velop them as change agents (Kezar et al.,
2011).

By building coalitions, student affairs admin-
istrators can identify key players that might not
only support their initiatives, but also discover
those who may resist their efforts (Meyerson &
Scully, 1995). Our participants spoke about the
institutional barriers that they faced in creating
change for students. Upper administrators and
grassroots activists can have dissimilar interests
and top-down leaders can resist change if they
feel their power is threatened (Kezar, 2012).
Even those upper-level administrators who are
not hostile toward LGBTQ students can some-
times make decisions without little direct
knowledge of how those decisions can impact
students (Harrison, 2014). One way to over-
come this barrier is for tempered radicals to
work within shared governance. Kezar, Gallant,
and Lester (2011) found that becoming mem-
bers of key campus committees, particular hir-
ing committees, could assist in creating coali-
tions of like-minded individuals: those
committed to social justice for LGBTQ stu-
dents. As with many midlevel student affairs
professionals, seven of our eight participants
occupied campus positions that allowed some
control over the hiring of new staff. Hiring staff
with similar goals and beliefs can “create a
critical mass or network of individuals with a
commitment and passion for the issues on
which grassroots leaders hope to make change”
(Kezar et al., 2011, p. 143). This would not only
help strengthen coalitions and create key play-
ers that will support initiatives, but also slowly
change the institutional culture.

Overall, participants’ narratives about their
experiences working for change for LGBTQ
students in the South illustrated the complex,
nuanced, and deeply entrenched structures at
play in higher education in the southern United
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States. As Audrey discussed, working for
change for LGBTQ students in the South meant
plenty of occasions of “bumpin’ up against peo-
ple and their beliefs.” Moving forward, it is
paramount that educators who find themselves
in a position as tempered radicals in the South
learn to navigate and negotiate the religious,
cultural, and ideological systems they are likely
to experience while working for change.

Conclusions

The stories shared by participants illustrate
how student affairs professionals can advocate
for LGBTQ students in the South. The distinc-
tiveness of the southern mentality and the
uniqueness of working as a student affairs ad-
ministrator in the South meant that our partici-
pants often felt stretched as professionals as
they engaged in activism. Advocating for stu-
dents in a region of the nation with a strong
cultural heritage prompted our participants to
learn to work within a system that has been,
historically, slower to change. Characteristic of
tempered radicals within other organizations,
our participants were forced to develop strate-
gies to affect change and push for the eradica-
tion of policies that marginalize LGBTQ stu-
dents (Meyerson & Scully, 1995). Regardless of
the political climate, LGBTQ students need ad-
vocates and supportive environments. By en-
gaging in grassroots activism and sharing their
stories, our participants can serve as exemplars
for those who currently working as change
agents in any geographic region. That they
achieved success in the South, an area that
continues to exhibit resistance to improving
policies for the LGBTQ community, is a testa-
ment that tempered radicals can instill change
within their organizations.
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