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Financial Literacy as a Means to Reducing Poverty within the African 

American Community 
 

ABSTRACT: 

The financial illiteracy rate within the African American population is extremely high. Balancing 
a checkbook, saving for the future, or planning for an annual vacation are strange concepts for 
many living in impoverished’ communities. For individuals in this group living from payday to 
payday is a struggle. This project seeks to identify tools and best practices that could assist in 
reducing poverty and increase wealth for African Americans. A major focus is with African 
Americans because the need in this area is so great and the knowledge is minimal. 

 

 

 

INTRODUCTION: 

100 Black Men of Greater Montgomery Area, Inc., Strong Families Impact Development 

Team and Alabama State University College of Business Administration Finance and 

Accountant programs teamed up to enhanced the services provided to the African Americans 

(target population). Financial planning and investing are major concerns in the communities 

served. Financial planning involved the basic concepts such as understanding how to use money, 

balancing a check book and making money. Investing referred to using money wisely and saving 

something for a rainy day. These two concepts when operating in unisons should result in a 

major positive impact on the target population’s financial status. Using the100 Black Men of 

America Flagship program “Four For The Future”—Mentoring, Education, Health and Wellness 

and Economic Empowerment we constructed a financial literacy course that included 

components of the VITA program, as well as a few other well developed money smarts programs 

(private and government programs).  
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The program works together with local communities, churches, businesses, and other 

agencies to provide a holistic approach to educating and teaching skills that reduce the financial 

illiteracy problem. We understand that this is a major need in the lives of our target population 

and have seen the value of this program through-out our communities. One of our main goals in 

this program is to break the negative trend and the fears associated with wealth development, 

financial investments, savings, credit, insurance, and economic development. 

Another key component of the study was follow-up after the initial training. This was 

done via mentoring. As a mentoring and education agency in the local area the 100 Black Men 

were well positioned to aggressively and effectively impact the youth and families with their 

mentoring programs. Strong Family Impact played an important role in training and education 

families and youth about maintaining a healthy lifestyle—physically and economically. Over the 

past few years these organizations have worked with several groups (Community, Colleges, and 

Schools) to combat the financial illiteracy problem. Combined organizational training modules 

were used with outstanding successes. These modules allowed us to create a single integrated 

process where-by we could empirically capture data.  

STATEMENT OF THE PROBLEM:  

Financial illiteracy is a major problem in the communities served by the 100 Black Men 

of Montgomery, Alabama. Among our African American population, illiteracy in finance and 

investing is extremely high, not just among our mentees but their parents and guardians as well. 

Over five years ago, we started an initiative to address the problem of financial illiteracy among 

African Americans in the Montgomery and surrounding River Region area. We continue to make 

some significant in-roads by involving junior and senior high school, college and university 

students. Although we have obtained some degree of success we are also faced with an even 
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greater problem, the resources to sustain the programs in place. There are so many more youth in 

need of such training and education. This program is critical to our continual investments in our 

youth’s financial future. Although small, in terms of actual funds, it reaches a much larger 

population in Montgomery, Alabama. The news, impact, and the youth involved advertise the 

value or our program to help propel both knowledge and needs to the communities at large. This 

program has indeed counteracted the negative trend and the fears associated with financial 

literacy and investing in the target population. This program is a great investment in the lives of 

our young folks and our communities. We believe it is breaking the cycle of dependency and 

developing new respect and skills in money management. Teaching financial literacy is like 

teaching a child that there is hope. It also gives that child the tools and skills to comfortably and 

legally deal with financial matters. This within itself will positively impact the child’s perception 

and their understanding of the fiscal world. It will also assist in developing the child’s self-

esteem thus enhancing the child’s ability to succeed in life. There are no aspects of our life or 

culture that is not in some way dependent or related to fiscal issues. Conducting this program at 

our chapter will result in benefits far greater than just financial literacy and investing knowledge. 

Their exposure to a professional group of men and women serving as mentors, advisors and 

instructors who understand financial matters and working through a program that will enhance 

their quality of life is far reaching and perhaps well beyond our goals but is a natural by-product 

of the process. All of the youth in our first phase of the mentoring program come from low 

socio-economic backgrounds. Few have had any exposure to good financial management other 

than a few sessions in school at best. In the African American population, financial illiteracy is 

extremely high. This trend exists not just among our mentees but also among their parents or 

guardians. This program can help break the negative trend and educate the target population on 
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financial literacy. Many of the young men and women in this population are between the ages of 

15-18 lack the knowledge and skills to make good financial decisions in spending, investing, or 

saving. Their parents are not much better prepared and lack the knowledge to teach those young 

adults good financial management. We see this program as a good start and in some cases a fix 

for financial illiteracy in our young folks and our communities. Teaching financial literacy 

enhances the child’s confidence to make good choices and adequately evaluate choices. It also 

gives that child the tools to deal with the challenge of purchasing large items and investing while 

maintaining a daily life style of healthy financial management. This confidence is greatly needed 

in our youth. We expect to create a positive lifelong change in the student, parent, and 

community as it pertains to money management, planning, investing, and evaluating financial 

choices.  

TARGET POPULATION:  

Over the past few years we have worked with several groups to combat this problem. 

Although we have had some success the problem has grown considerably. We currently have a 

pool of 25 youth in our Financial Focus Program. Although we will select the top 15 to 

participate for the intense preparation program we intend to continue to expose all 25 youth to 

sound financial planning and literacy. Most of these individuals are young men from single 

family homes. This program is structured to assist 15 to 25 African American youth in grades 9 

thru 12. We have identified individuals that are qualified for the program, two-thirds are males. 

Participants come from an array of backgrounds and experiences (Magnet School, Low 

performing Schools, Job Corp, Focus Industry Training Program, and High School Technical 

program) all are performing well in school, have a desire to better their lives, and someday attend 

college or start their own businesses. As in past years, our local and regional State Farm 
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representatives have volunteered to assist us with the training and recruiting aspects of the 

program.  

The majority of the target population served is and will remain African American youth 

and their families. We do anticipate a few Hispanics and Asians and rarely any Caucasians. Our 

target area contains predominantly all African American families. Some participants will come 

from at-risk communities within the Greater Montgomery Area. We have invited and 

coordinated with various schools, community centers, Boy and Girl Clubs, and churches in the 

Tri-County area that might benefit from our programs. Depending on transportation constraints 

we anticipate participants from the cities of Montgomery, Prattville, Millbrook, and Wetumpka. 

Most of the participants will come from the City of Montgomery, focusing on various 

communities such as, the West Side (Mobile Highway), Tulane Court, Smiley Court, Trenholm 

Court, and the Montgomery Mall area. We anticipate very few participants from other locations 

High Schools. We anticipate 95% - 100% of the participants will be from the Greater 

Montgomery Area. This area contains the majority of the target population. Several youth who 

will participate from the Montgomery area are of a low- social economic status and have little 

access to this type of service. The 100 of Montgomery have been visibly working in these areas 

providing health and wellness, mentoring, and financial literacy services. The Dollars and $ense 

program can continue to have a significantly positive impact in our communities and for our 

youth. The majority of the resources needed to conduct this program were acquired as a result of 

other 100 activities, donations, and In-Kind services. 

PROGRAM OUTLINE: 

a. PROGRAM GOALS: The goal of this program is to address and help eradicate 
financial illiteracy among youth of color by helping students understand basic 
savings, credit, insurance, and investment principles while applying these standards in 
their day-to-day lives. Participants will also learn basic economic concepts such as 
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affordability, budgeting, credit worthiness, financing, leasing, and evaluating options. 
They will be taught on using various presentation software products and good 
communication skills. The program is designed to increase the financial literacy rate 
among the target population as well as instill within them a life style of effective 
financial planning and investment. The participants’ knowledge of financial matters is 
expected to increase by at least 60%. We also believe the experiences from two or 
three focused field trips will reinforce their learning, application, and retention 
abilities. The field trips are designed to create a class room and learning environment 
in a local bank, credit union, financial office, college campus financial department, 
and a political or military environment where decisions about money allocation and 
distribution take place. 

b. ACTIVITIES: The program implements an eight week curriculum that explores 
investment options and processes. It will also integrate NAIC Classic which is a 
hands-on learning experience that allows students to analyze stocks, print stock 
analysis reports, and store analyst data. Program activities that will be facilitated to 
make the program unique: Field trips, Financial Bingo, and Jeopardy electronic 
games to teach and reinforce economic terms and concepts. Real World Choices 
exercise to make learning exciting, fun, and practical. A pre and a post session survey 
will be administered to measure the student’s learning upon entering the program and 
completing the program. The Table Top Model has worked well for us in tracking 
and assessing outcomes. During this eight week curriculum period the intent is to 
bring realism and exposure to program principles, concepts, and processes.  

c. OUTPUTS: We have planned for a minimal of eight two hour basic classroom 
sessions. We anticipate two field trips and one tour of the Small Business Incubator 
and entrepreneurship department. Each field trip is designed to reinforce principles 
and demonstrate the process in action. For example, we have local officials and 
business owners who have agreed to set up “open-house” type sessions that will allow 
participants to see various financial principles applied in the real world. Participants 
will have the opportunity to hear brief money matters type presentations as well as get 
an opportunity to practice their knowledge and communications skills in various 
professional environments. This should help with their ability to present to audiences 
in different places. Basic business presentations checklist and guidelines will be used 
to measure progress and outputs. Our partners: State Farm, Prudential Insurance, and 
Hamilton Advisory Group company representatives will all be available to teach or 
show in their environments, tools of the trade that will help participants better 
understand financial literacy. We have sought to diversify the training and exposure 
in the same manner in which we hope to teach participants to diversify their 
portfolios. We believe that our students will leave with a solid appreciate for the State 
Farm vision and support as well as knowledge of how other agencies share the same 
data. Because we have a good number of trainers or volunteers we will be able to 
offer assistance and additional training to any child that needs or request assistance. 
Thus enhancing our ability to sustain learning well beyond the eight week period. 
One major project tour will be scheduled the first month and the competition during 
the last month. All designed to make learning fun. These activities are lots of fun and 
provide great teambuilding and learning for participants. Several hands on projects 
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will follow the eight basic lectures. Again designed to reinforce learning and 
retention. Personality assessment for youth (Colors Program) and business investment 
profile assessments will be used as self- awareness instruments for the participants 
(compliments of Alabama State University College of Business). The real world 
game time exercise and a mock financial competition forum will be our culmination 
exercise for the project. All the professionals and agencies involved as well as the 
public will be invited depending on space and resources available. 

EVALUATION: 

a. MEASUREMENT TOOL: The evaluation methods and tools used to measure 
student’s progress (Evaluation documents from the Table Top Program and 
Alabama State University’s Business College will be used to capture evaluation and 
assessment data): In addition to participating in the 1 hour Program Orientation and 
providing written Midterm and Final Reports the chapter will track and document 
each student’s attendance, performance, and project participation. Both student’s 
input and instructor’s input will be recorded in our data base file and used to enhance 
learning and program execution. A comparison of the pre and post session survey 
results will be conducted to measure our projected 60% increase in knowledge 
assessment. End of session surveys will also be used to ensure trainers met the stated 
objectives and to readjust and improve each session. An evaluation of the student’s 
success during the overall Real World Choices exercise (This will be accomplished 
in two sessions; a 1 hour orientation and introduction session and a 2 hour hands on 
session). At least three written assessments from the program coordinator and oral 
evaluations from each instructor after each session will be obtained (includes 
perceptions, growth, overall pluses, minuses, and wishes from each session). 
Individual participation and attendance as well as demographic information will 
be recorded on the appropriate feedback forms by the program administrative 
coordinator. At the beginning of each session a PowerPoint Jeopardy Game 
containing principals, concepts and key terminology will be used to reinforce NAIC 
Classic materials and safely challenge each participant in speaking before their peers 
and instructors. A one page briefing feedback evaluation sheet will be used to 
evaluate student’s presentation skills.  

b. INDICATORS: The pre and post session surveys will be compared on each student 
to measure learning of the basic economic terms and financial principles. We 
anticipate an increase in their knowledge of investing and financial management 
by a minimal of 50% in eight weeks. Attendance will provide some indicator of 
interest, commitment, and motivation to the program and when correlated with 
the post test results it could help us identify successful patterns for others as well 
as support for program continuation. Dress and appearance, speech and basic 
business communications will be taught and evaluated by instructors. Real World 
Choices game and the mock competition will be evaluated to help determine final 
learning skills for all applicants. They must demonstrate their ability to effectively 
apply the techniques, concepts and learned behaviors. Each participant will create 
and individually and as a team present a short 5-10 minute PowerPoint 
presentation at the end of the program. The presentation must focus on what they 
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have learned and they must demonstrate an understanding of principles and concepts 
taught during the program. 

ORGANIZATIONAL CAPACITY:  

For the last three years the Montgomery Chapter successfully conducted the Dollars and 

Sense Program and competed at the national competition. We have used the FDIC’s Money 

Smarts Programs, Raising Credit Smart Kids program, as well as the State Farm Investing in 

your Future curriculum. Our membership and partners are well-qualified and experienced to use 

these tools and make financial literacy interesting to learn. We have used the electronic version 

of NAIC Classic and several other economic and mentoring programs. We have also previously 

had great success in implementing the GMAC Smart Edge Financial literacy program to youth 

and young adults. We will also have additional volunteer support from previous competition 

participants to serve as junior coaches and provide peer support for this year’s team. Our 

programs are designed to educate and train while encouraging entrepreneurship and wealth 

building. We have two young interns from the Alabama State University’s College of Business 

Administration that have also been brought on to assist with educating the youth. Experiences 

obtained from past programs and existing structure puts us in an excellent position to 

successfully complete and sustain the Dollars and $ense program. We are highly familiar with 

what it takes to conduct a financial literacy program and how to sustain it. We have the 

infrastructure, proven track record of success, the people, the know-how, and desire to do a 

fantastic job with this program. We are in good standing and meet all required criteria listed in 

the Program Announcement. But more importantly, we are excited and enthusiastic about the 

impact this project will have on the target population and the Montgomery community. We 

further anticipate that this program will leave us with committed reliable and knowledgeably 

adults to volunteer as mentors and trainers for future programs. It will allow us to continue the 
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proposed project after the requested funding period and to seek additional funding to expand the 

program into other areas of the community. By using students in the College of Business 

Administration, interested campus instructors, and trainers from State Farm and other financial 

agencies, adults and parents will ensure program success and sustainability. 

Findings: (Preliminary Results) 

Although the combined modules and programs have had good success thus far, it is still a 

“Pilot Study” and the problem has grown considerably since we started the project. Additional 

funds are always needed to better structure, train and educate families and young African 

Americans in this area. We have served other populations as needed however, this positive 

increase is not just observable in the financial area but in many other areas of their lives. We 

know that if we continue to educate and train our youth as well as our families then the high rate 

of illiteracy will decrease. Our greatest deficit at this time is resources to sustain, broaden, and 

continue the program. It is imperative that we do so if we are to help African American youth 

and their families become stronger advocates for breaking the cycle of poverty dependency by 

educating and training young men and women to make wise financial decisions and investments. 

They will no doubt become knowledgeable of the many systems in place to assist them. As 

individuals continue to learn basic economic concepts, budgeting, good financial management 

and investment, the high rate of illiteracy will decrease.  

NOTE: This was a two part project a brief paper and an oral presentation which occurred at the NAAAS 2013 

conference. Project is ongoing and will receive update as we progress. If you wish additional information or access 

to the slides please contact me at ebrown@alasu.edu. 
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The Age of Obama and the Global Leader: Public Policy Considerations for 

Other Global Leaders, Governance, Organizations, Business and Society 
 

Abstract 

During this time and age of global convergence U.S. President Barack H. Obama must 
deal with rapidly changing conditions and situations of peril and opportunity as he also seeks to 
provide influence and leadership. The current situation presents a rising number of emerging 
global leadership challenges, issues and inventions that involve situational leader negotiations 
around future global public policy decisions. President Obama was first elected in 2008 and his 
ascension to the role of top global leader at the time broke new ground in American politics and 
society, as well as global politics. It is also the preponderance of rapidly changing circumstances 
in the United States and around the world such as demographic shift, generational change, and 
climate change that are interwoven compelling factors in an expanding era of globalization. 

In November 2012 President Obama was re-elected President of the United States for a 
second term and this extension of his leadership on the world stage holds significant meaning as 
he and his counterpart global leaders from Africa, Europe, Brazil and South America, and China 
and India in particular must contend with a range of major economic and social crises, and new 
environmental realities as time and circumstance moves forward into an unclear future. As such, 
these highly positioned global leaders represent national, regional and cultural interests of their 
respective nations and regions in the world, as they must also consider global uncertainty, and 
needs of citizens and future crises to arrive. On a shared platform global leaders are compelled to 
utilize current deliberative bodies, structures and dynamics for shaping and making public 
policy.  

The primary vehicles and forums includes the United Nations, the G-20, the World Trade 
Organization (WTO), OECD and affiliated sub-structures for leaders to dialogue, discuss and 
achieve policy decisions through which solutions are to be explored in order to find and 
ultimately reach agreement on global financial, governance, environment and business issues 
that are to be adjudicated for current and future implementation. These leader driven activities 
further encompass resets of national, regional and international financial systems as well as the 
deliberating of major global policies and priorities where engaged leadership can make a 
difference when advancing and negotiating public policy. Barack H. Obama will remain on the 
world stage through a second term as President through the year 2016 as his re-election in late 
2012 will enable him to continue his influence that will also diminish as the primary elected 
global leader among peers. 

“From what we get, we can make a living: what we give, however, makes a 
life.” 

Arthur Ashe 

“I never think of the future, it comes soon enough.” 
Albert Einstein 
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Introduction: Obama, Global Leaders and New Leadership Realities 

Fellow conference participants, presenters and discussants, I appreciate this opportunity I 

have to be here with you today at the 21st Annual NAAAS & Affiliates National Conference in 

Baton Rouge, Louisiana.  

At this international meeting and forum it my view that a critical exchange of ideas about 

crucibles of responsibility are to be considered as these are difficult conversations that global 

leaders need to have as facilitators of public policy dialogue, and resulting negotiations during 

these challenging economic and social tension times. Furthermore, the direction of my comments 

is to offer a multi-dimensional proposition about practiced leadership during the age of Obama 

that hopes to convey thematic identifiers that link and traverse public policy and political 

economy considerations for global leadership engagement so that global leaders will be able to 

project coherent visions for which they must negotiate effectively to advance and explore far 

reaching public policy options that when clarified and implemented ultimately lead to better 

sustainable futures with outcomes for better life and livelihood outcomes in this era of intense 

globalization.  

Moreover, the leader generated public policy outcomes to come forth from global leaders 

can spur entrepreneurship and new wealth creation that has been severely lacking and challenged 

by deep and long-term change impacts that continues to yield a variance of national livelihoods 

as specifically ‘the haves and have not’ as regions and nations. In considering an overall state of 

being across the world, the data indicates that in a time of global resets involving finance and the 

need to broaden economic participation that some regions and nations will remain diminished 

due to imbalances evidenced by regional conflicts, and ongoing Cap and Trade considerations 

and concerns as a influencing mechanism. In The Lisbon Papers (August 2012) I suggest that 
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Obama and other global leaders need to become and maintain leadership stewards for nations 

because “communities in the pursuit of becoming more economically and socially productive 

and sustainable must confront a number of major issues for future actions and responses to arise 

from facilitative leadership and practices that encourages ingenuity toward proactively seeking to 

manage change to arrive at desirable outcomes as a requirement to successfully the headwinds of 

changed conditions.” It is further suggest that a common denominator over the past six years is 

the incapacity of leadership in America and across the world during the global financial 

meltdown that began in late 2007, and the result led to a coordinated response that in 2009 saw 

an expansion of the primary world forum for multi-lateral discussion and negotiations at the 

United Nations.  

Among comingled factors is a rising severity in complex regional conflicts and disputes 

due to multiple factors. Against this backdrop the global leader responses to prevailing 

conditions within the previous G-8 reshaped to the now expanded G-20 organizational body of 

global economic leading nations, is a structure that has limitations because there are key voices 

of not included nations excluded. Still, Dominic Barton the Global Managing Director, 

McKinsey & Company believes as others do including the World Economic Forum that 

government matters especially now more than ever and Barton has said “governments need to 

respond to major forces that demand new answers—including changing demographics, rapid 

technological innovation, and increasing public-sector complexity. Much will ride on the skill 

with which political and civil-service leaders respond (McKinsey&Company 2012). So, in this 

vein global leaders are an essential part of a larger leadership continuum. 

Accordingly, I think that the positional reach of leaders like Barack H. Obama, Angela 

Merkel and David Cameron who are joined by partner voices Dima Rousseff from Brazil and 
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Xi Jinping from China in new power sharing will in time produce the espousal of potentially new 

and broad sweeping policy options. Still other global leaders will join the dialogue that will 

shape the discussion about ideas to find and employ options and strategies to repair broken and 

fragile systems, to spur investment and growth opportunities, all together toward envisioning 

how future sustainability can be achieved and maintained. As national and local needs are 

clarified and acted on over time, the McKinsey Quarterly (June 2012) in a recent report on key 

global trends points to significant slow global growth in GDP because of continuing widespread 

uncertainty about a global economy and other factors that act as crucibles of change for 

governments and business to navigate and manage and I think that these trend factors portend a 

huge challenge for global leaders in 2013 and for several years to come during the remaining 

years of the Age of U.S. President Barack H. Obama. In brief the McKinsey snapshot raises new 

and previous questions about how will nations and geographic regions engage in a great 

rebalancing in coming years when emerging market countries are expected to contribute more 

growth than developed countries? Second how can governance organizations and business 

organizations come together to establish a productivity imperative to realize new gains in 

productivity? I further add for consideration the question what is going to be a resuscitated 

global economy going forward and how will it function over the next ten years and beyond? 

Third, there are influences and tensions on the global grid given growing interconnectedness, and 

the complex flows of capital, goods, information and people that will encounter destabilizing 

cycles of volatility. Fourth, there are more collisions ahead regarding global environmental 

policies and regulations, and balancing and replenishing resources. Fifth, the many critical 

negotiations underway in globalization will heighten and sharpen as this involves national 

entities and interests in an increasingly globalized world of gridlock.  
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Concerning the aforementioned, the recently concluded Basel III negotiated agreement 

arrived at this year in early September (Basel Committee on Banking Supervision (September 

12, 2010) this year puts into play and into the global leader negotiation mix new global minimum 

capital reforms and standards that are designed for the global banking system as financial 

reforms to withstand future periods of stress. At the Seoul G-20 Leaders Summit in November 

2010, U.S. President Barack H. Obama and his fellow leaders continued earlier negotiations to 

present a platform to eventually arrive at a ratified and sustaining agreement in support of the 

Basel III policy negotiation.  

Global Leaders and Obama Find the Future 

Former United States Secretary of State Condoleeza Rice along with top members of her 

leadership team was interviewed about the world that Barack H. Obama would inherit and what 

he might want to look out for as the primary global leader. Condoleeza Rice expressed that “the 

historical election of a black president says around the world that you can overcome old 

wounds—in the United States. Condoleeza Rice in the interview stated that she also hoped that 

foreign assistance to struggling nations would not be abandoned and especially The Millennium 

Challenge process. Under Secretary of State Daniel Fried offered “don’t shortchange the 

opportunity to make a difference, but understand how hard it is to do (The New York Times 

Magazine, November 16, 2008).” As the presidential transition went forward on January 20, 

2009, the new President Barack H. Obama emerges from the transition and he steps immediately 

onto the world stage and declares that American ideals are at work and in play for the tough 

choices and times the world faces. At that time, there was widespread uncertainty about the 

financial health and well-being of economies around the world and was the world at the brink of 

a new great depression. Given a current overall global condition of a persistent instability 
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because of a slow recovery, is that current uncertainty conditions makes it hard to answer 

accurately that a global depression has been sufficiently avoided for the near and immediate 

future. However, I also think that the “the world did not end as former Financial Times Bureau 

Chief and Correspondent Anatole Kaletsky writes in Capitalism 4.0 (2010) about the forebodings 

of disaster in the 2007 to the current and persisting financial crisis, as he brackets the crisis from 

2007-2009. In the broad discussion about the overall state of the world, and that the world has 

not ended from the perspective advanced by Capitalism 4.0 is a contrasting viewpoint to the one 

offered by Thomas Friedman writing in the World is Flat (2006) discusses traditions and 

transitions in capitalism during globalization 3.0 and the future still to come. Furthermore, this 

future to come will be challenging I think given a major debate about the depth and breadth of 

governance and policy reforms in how business will be done as spurred by new financial and 

social reforms that are soon to be implemented in the U.S., Europe, Asia and other regions with 

significant international implications as previously mentioned with the Basel III framework 

agreement. Weighing in recently on this new policy are top American business leaders Jeffrey 

Immelt CEO of GE and Ivan Seidenberg CEO of Verizon and the two business leaders and 

others recently joined by Thomas J. Donohue, President and CEO U.S. Chamber of Commerce 

who said “the U.S. Congress has failed in its attempt to modernize a broken system.”  

Minimally, I think that the rough economic and social waves that are pounding 

institutions amidst governance transitions that are rapidly taking place that 21st century leaders 

like President Barack H. Obama and his counterparts are challenged to overcome the status quo, 

to challenge powerful interests, to negotiate together a new global policy framework, and in 

doing so are compelled to elevate public policy through persistent personal conviction and 

leadership that can rise to meet the constant height and depth of systemic challenges that are 
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being faced as these challenges require clear and effective policy dialogue formulation and 

negotiation from which derived and future benefits become shaped and clarified over time such 

as Basel III, the Doha Round, and global environmental policy. The resulting evidence can then 

be called engaged global leadership led outcomes that has been vetted and exercised.  

In this vein, this also raises another important concern and potential question about the 

prowess of Barack H. Obama, a global leader whose leadership matters greatly because of his 

election to the office of President of the United States in November 2008. Again, Barack H. 

Obama as President Elect immediately inherited a nation and the wider world in the throes of the 

deepest financial crisis since the great depression of 1929. Similarly, this change in global 

conditions impacts all other nations and there sovereignty to pursue current and future 

opportunities as well as capacity to govern effectively. This is the case for President Barack H. 

Obama because of the severity and depth of the worldwide financial crisis and fall outs such as 

high unemployment, stagnating infrastructures, and clear social unrest that persists until today. I 

also think that the active scenario for President Obama and his peers requires a constant focus on 

the potential and promises of leaders that is coupled with the exercise of their power practically 

and critically as impact enablers that represent leader behavior given a plethora of lifestyle 

realities that are magnified and highlighted as daunting tasks to meet expectations realities. I also 

think that this is also a definable space where the roles of leadership are played out daily in 

government, business and society within a continuum of public policy making vehicles that are 

complex and interrelated structures that have to be capable of being contributive as well as 

distributive into a fully formed process during globalization.  

As his starting point, on Tuesday, January 20, 2009 Barack H. Obama was sworn in as 

the 44th President of the United States. On the following day the New York Times headline read 
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“Obama Takes Oath, and Nation in Crisis Embraces the Moment (The New York Times, January 

21, 2009).” As a national leader entering onto the world stage President Obama began his 

journey by stating in his first speech to the nation and world that he vowed to usher in a “new era 

of responsibility to restore tarnished American ideals…Today I say to you that the challenges we 

face are real…they are serious and they are many…they will not be met easily or in a short span 

of time.” In making this statement I see it as a signal by Obama to the nation and to the larger 

world that some policy direction would be different going forward. It is my further conjecture 

and position that as both the nation looked and the world looked in that a transition in leadership 

prowess and potential had taken place with the handoff and exit by Former President George 

H.W. Bush to a new leader who now in the role of leader signaled his readiness to guide 

America’s journey into the future to meet previously mentioned challenges, crises, and also 

unexpected challenges and opportunities in these times.  

How and Why Global Leadership Matters for the Future 

As new leadership investigation, observations, and research is continuing around the 

world like the Global Leadership and Organizational Behavior and Effectiveness (Project 

GLOBE, 2006) that has been finding and discerning what leadership and its equivalents by 

country and region. A second research strand is the Gallup Strength Based Leadership (2001) 

approach which is to recognize, further accentuate and develop those strengths, and then use 

one’s strengths for maximum benefit, and there other emergent leadership ideas, models and 

approaches developing and expanding across regions worldwide. Within this context there is also 

a parallel dialogue, discussion and focus on people centered and people driven leadership and 

their cultural equivalents being critical for global level leaders, as well as locally focused leaders 

who can come together to tackle large scale public policy issues and needs. Again, these 
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contextual leadership streams are critical to developing and inventing interventions and 

methodologies that can be put in place, created or modified to address a number of growing and 

widespread crises and issues such as food security, wealth and wealth distribution, work and 

access to work, a fragile global financial system, and global warming and sustainability. 

In the midst of challenges, needs and continuing turmoil, President Barack H. Obama has 

been described by Kenneth T. Walsh and others “as a sure-footed leader under pressure because 

he has a set of personal qualities that lend themselves to executive leadership, a sense of calm, he 

exudes confidence, has penetrating intelligence, is able to deal with complex problems, and is 

able to build and gain trust of others and make decisions.” Therefore, I think that as the political 

winds blow and batter Obama’s expressed ideas that growing resistance will challenge idea 

exploration in the prime space where his leadership intersects with public policy discourse, and 

where such action also fuels debate and conversation about flexibility and agility of thought and 

action, and that such an ethos and environment is essential for having adequate leaders who both 

deliver and fit their ideas to the situation at hand. This is a notion that is hardly new because the 

question of having leaders seek and claim a purpose or idea such as freedom is evidenced by 

Nelson Mandela whose leadership is central to transforming a society over a particular cause and 

time, a set of circumstances, or a set of conditions in life that becomes living history and 

therefore is plausible. A second brief historical marker as evidence is the shift in the national 

leader from Prime Minister Neville Chamberlain at the start of the Second World War to Prime 

Minister Winston Churchill in Great Britain during the Second World War. 

As I continue to hopefully illuminate this idea and thought of what a global leader may 

have to do and become to direct public policies that encounter both agreement and disagreement, 

I am reminded of an important distinction made by Nobel Peace Prize recipient Dr. Martin 



21 

Luther King, Jr. who said the following: “A genuine leader is not a searcher for consensus, but a 

molder of consensus.” Again, the thrust of this paper is about global leaders and their mettle and 

commitment to explore, talk, and listen for direction to find and propose an agreement, there is 

also a capacity need to get beyond compromising to result in the adopting of conventional ideas 

as the negotiation outcome to sustaining public policy. I offer that this is the grist and quality of 

leadership that is required during these times that find global leaders connecting on interpersonal 

levels to arrive at potentially mutually accepted solutions for widespread and deep crises as well 

as opportunities and options for future shared growth. In my view, this is the opportunity for U.S. 

President Barack Obama who as leader out front by position and office with preeminent power 

can readily influence the direction and shaping of international public policy. Still, I think that 

such influence is also dependent on circumstance and outcomes beyond leader control and reach 

that is a compelling reminder for high-level leadership within and across human eco-system 

dynamics and action. This is then energizing and sometimes alarming for clear reasons along 

fulcrum of incentivizing fellow high leader participation in the systems in place for managing a 

global economy, as well as articulating and clarifying motives around power and willingness in 

the current approaches, timeframes, and active strategic quest for new and strengthened public 

policy that can trigger future international competitive order that yields results that are desirable. 

Thus, I think that three primary questions are raised to the surface or can be inferred as 

speculation and options related to the common futures to be explored as policy by nations by 

President Barack H. Obama and fellow global leaders.  

The first question posed is what are some of the broad and realistic prospects and viable 

options that can be negotiated and devised as all nations of the world want to go forward to 

eventually overcome a global financial collapse in December 2007 as this will hopefully engage 
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and involve both competitive and non-competing nations as economic units or regions? To 

which I offer that there is a need to set and maintain value driven leadership prowess that clearly 

involves sharp risk taking which I think is a skill of importance for Barack H. Obama as a leader 

among other global leaders such as German Chancellor Angela Merkel, French President Nicolas 

Sarkosy, President Hu Jintao of China, and President Luiz Inacio Lula da Silva of Brazil whose 

leadership, power incentives and motives are often very evident in a complex world of large, 

small and low influence mega-regions.  

The prior reference made to mega-regions is attributed to Richard Florida (Who’s Your 

City, 2008) a Sociologist at the University of Toronto who presents demographic evidence that 

mega-region trending is a deepening reality advanced by globalization that requires 

consideration because mega-regions are further influenced by global and regional policy 

deliberations as mega-regions are also expanding population centers where economic, education, 

jobs and work, and social and other range of life activity takes place. Given this example of 

intended activity what is often produced is not necessarily supportive of constructive outputs 

while competitive are sustainable competitive ways as these are also complex environments that 

I also think have saturation points and overloads that are pivotal and crucial in the current global 

reset conversations involving governments, global governance dialogues at the United Nations 

(UN), the International Monetary Fund (IMF), the World Trade Organization (WTO) along with 

other world and regional bodies, and by business and society locally, and the resulting impacts 

play out nationally and regionally. Florida raises the question why it is critical to promote and 

have broader inclusion coming and going into where competitive and out of the game economies 

are bound, and where current and future relationships and fates are tenuous in a less vibrant and 

expanding world where an Obama doctrine will or will not find purpose and real action that can 
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lead to future progress and sustainable action in growing mega-region inclusion and 

participation. 

A second question that is now raised by current events is about the future role of 

capitalism in the current world and what can and will capitalism become and offer over time that 

is more equitable and sustainable for globalization as time goes forward? Almost seventy years 

ago a leading economist Joseph A. Schumpeter provided a strong rationale, and a clear and 

economically logical for at the time a rapidly industrializing world and he intimated that a 

“capitalist process produces a distribution of political power and a socio-psychological attitude –

expressing itself in corresponding policies that are challenges well beyond mere politics (Can 

Capitalism Survive, 1942, 1976).” As I interpret Schumpeter it is my view that his idea and 

viewpoint on capitalism is that the premise of capitalism is to foster innovation and ample profit 

as new markets are opened up to production, foreign and domestic, as intentional economic 

activity becomes coupled with organization development toward consumption that results in a 

biological or natural mutation in time cycles or cycles of time, that ultimately concludes in a 

process of creative destruction which is the essential fact about capitalism.  

The correlation in principle I think for Barack H. Obama is that there is currently intense 

negotiation and positional bargaining to arrive at a reorientation resulting from creative 

destruction practices which now compels a rigorous restructuring to adequately improve future 

prospects of the global financial system and to overhaul and retrofit financial practices and 

governance, and there is not yet unanimity regarding practices and governance because of 

motives, power, and other globalization circumstances that will need to be bridged and overcome 

in the present environment. Again, the decision to create in late 2009 a revised world governing 

body mechanism known as the G-20 as the successor to the G-8 is further tasked with 
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reinventing a practical range and type of negotiated outcomes as global policymaking for 

implementation that in my view is essential as a leader influence methodology on which to build 

and extend governance and business related processes aimed at developing a pathway to 

eventually arrive at a shared baseline of global equilibrium and a new valuation of capitalism in a 

sustainable form or modality that goes beyond old and persistent economic, education and social 

structure imbalances and inequities that remain. Schumpeter economic theory compels me to ask 

what if the new creative destruction cannot be separated or stalled, then is future sustainability in 

question again as evidenced by a widening gap between have nations and have not nations that 

will remain so because which nations get to stay wealthy and will the number of poor nations 

decrease or increase as a result of future negotiated agreements, resolutions and outcomes while 

Barack H. Obama is on the world stage? 

A third question put forth in this paper centers on the use and adequacy of power 

leadership principle associated with James MacGregor Burns as an applicable maxim for global 

leaders to realize more fully the future potential of 21st century leadership as a realistic and 

useful practice in governing and governance, business, and other principal organizations that 

operate in society? James MacGregor Burns writing in Leadership (1978) suggests that when 

exercising the power of leadership that “whatever the dimensions of the context, the fundamental 

process remains the same. Power wielders draw from their power bases resources relevant to 

their own motives and the motives and resources of others upon whom they exercise power.” 

Burns advances his power idea within the context of crucibles that do not favor or give more 

credence to whether a power base is narrow or weak, the quality of available resources, nor 

scope of situation or consideration, range or a timeframe of the expectation for exercised power 

because the process is the same for high or low relative to the dimension. Moreover, since the 
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leadership innovation advance from James MacGregor Burns was introduced brought to light the 

omnipresence and tone of leadership power is established. Further, I suggest that it is vitally 

important to take into consideration the veracity and intentions of power and its application and 

facility by President Barack H. Obama and other global leaders because of what may come forth 

as new public policy during these times where mutually conflicting national, regional and 

international motives are recognized as overarching and dominant factors that are operative in 

globalization.  

On a parallel level, I also make reference to the seminal contribution to cross-cultural 

research that clarifies and highlights the challenges in leading and working across cultures as 

reported by Geert Hofstede (Cultures and Organizations, 1997, 2005) and a groundbreaking 

study at IBM a multinational corporation. In the Hofstede research there is recognition, ordering, 

and understanding of critical cultural attributes and influences in large and multi-cultures along 

power dimensions, and the influences of power-distance factors that operate as power dynamics 

involving racial and ethnic groups, cultures, nations and organizations which are places where 

leaders such as President Barack H. Obama most assuredly will need to recognize, deliberate, 

and decide how to confront system and systemic challenges by negotiating through power, and 

respond to motives and situations by directing their power to again deal with power opposition 

dimensions daily while aspiring and seeking to do what global leaders often express they want to 

do by pursuing lofty outcomes as they must work with other leaders to find and negotiate public 

policy to address and meet national and cross-national interest, conflicts, and strategies as 

common interests. 

Moreover, I suggest that when global level leaders exercise their power from a leader 

position that available feedback and introspection as balancing factors are contributing elements 
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for decision making that translates into actionable steps to set and arrive at a position of public 

policy formulation. Going forward, when a global level leader takes up the challenge of a failed 

or poor public policy the arrival at a decision of possible action to affirm will have both short-

term and long-term consequences that emerge from outcomes. In this vein, I think that it is fair to 

state that Barack H. Obama in response to the trigger events that became pronounced in 

November 2007 has fully engaged fellow global leaders at the global leadership table as the G-

20 conducts affairs focusing on global governance and business reform structures at the United 

Nations, the Doha Round, the World Bank and the International Monetary Fund (IMF), and for 

the global finance industry and business in general. These negotiations are conflicted yet 

necessary I think to be truly representative new global economic and thought leader perspective 

nations such as Brazil, India, China and South Africa whose leaders and powers will increasingly 

be present in dealing with a wide range of global policy affairs and issues that the leaders must 

take up together for mutual gain and resolution. 

Shifting Leadership Direction  

Earlier in this paper I made references to Dr. Martin Luther King, Jr. and his mention of 

genuine leadership, and that a leader needs to be able to mold consensus. While Dr. King was 

both an acknowledged national and world leader however he was not an elected national and 

global leader like President John F. Kennedy, yet he was engaged in his role as a global leader 

involved in fundamental public policy conversations, concerns and issues during his time of 

leadership influence that continues until today. It is important to note that there is not one best or 

preferred leadership approach for global leaders whose title and position ranges from President, 

Prime Minister, Chancellor, or King or Queen as head of state. Moreover, I think that art of 

leading advances a particular cause such as proposing a global climate policy, a method to lessen 
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or lower trade barriers, and proposal and policies to forge and build consensus and action to 

confront international food security, or the political and social stability of a nation or region. To 

this point, I think that global leaders and other types of leaders do fit the times and this is not a 

statement about uniformity of leadership because there is leadership difference where leaders and 

leadership is found. Still, there is the emergence of a quality of leaders starting from John F. 

Kennedy, Fidel Castro, Margaret Thatcher, Mikhail Gorbachev, Ronald Reagan, Tony Blair, 

William Jefferson Clinton, and Barack H. Obama as being representative of authentic leaders. 

My reason for this assertion is a connective thread while approaches differ, so do individual and 

preferred strengths exhibited by leaders, who as individuals in a leader group they know or 

project individually who they are, know what they believe in and value, and each has 

communicated and acted on their espoused beliefs candidly and in full public view consistently. I 

further recognize that the preceding claim is a broad, general depiction that is also applicable to 

other national and global leaders past and present. I also think that the global leaders mentioned 

have and do engage globally in the making of public policy that resulted in policy outcomes in 

their nations, regions and across the world.  

At present, Barack H. Obama has been described as being the prototypical 21st century 

global leader and I think that this suggestion is linked to demographic shifts between generations 

across societies. The numbers of younger citizens is expanding as ideas must be considered and 

heard and felt in determining what comprises 21st century leadership. Accordingly, I think that 

the direction of 21st century global leaders will being partially driven by the reality of situations 

and conditions like the global financial crisis and other contexts in which leaders do their work. 

As the global financial crisis was in its third year, Barack H. Obama as a global leader 

experienced an approval rating that tripled among Australians and New Zealanders between 
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2008 and 2010 moving up from the low 20’s in percentages to more than 65 percent in mid-July 

2010 (Gallup, July 17, 2010). Meanwhile, the approval rating is in a stark contrast with the 

approval rating for Barack H. Obama in the United States remained between 43-48 percent in the 

United States for many months and is at 50-51 percent early in 2013. Again, the economic and 

social influence factors project uncertainty in the country represented by persistent high 

unemployment and confidence as primary factors influencing the perception and approval rating 

of Barack H. Obama as this relates to perception is reality. Moreover, the mix of behaviors and 

complexity affect descriptors and the characterization of who a global leader is perceived to be, 

and how people feel and what they think their daily circumstances are and will become.  

Again, the role of behavior and psychology is informative as referenced by a New York 

Times article by Motoko Rich (Saturday, July 17, 2010) in which the author states “that one of 

the reasons that the recovery in the United States has lost momentum is that even high end 

consumers have become jittery and more cautious as the roles of behavior and psychology are 

pronounced and quite evident when consumers of all levels are fretting more about their financial 

future, perhaps bracing for the possibility of another economic contraction.” These concerns by 

citizens will continue to swirl strongly as the domestic policy debate about financial institutions 

entered a new era with the passage of a landmark bill that is soon to be signed into law that will 

be the most sweeping remake the U.S. financial landscape since the great depression.  

Meanwhile, the peer global leaders to which I alluded to earlier are also having to deal 

with citizen expectations and feelings, and mood and sentiment swings involving old and new 

national realities and some of the early examples for tough leadership choices involves Greece, 

Spain, Portugal, Russia, China, India and Japan among other countries. In brief, the choices to be 

made is brought together by compelling circumstances and public policy challenges and 
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opportunities that are fueled by old and new tensions in the context of competing world views 

centered around East versus West alliances and North and South competing economies stemming 

from competitive industrial and social realities and systems as globalization continues its journey 

through time.  

Returning again to global leader Barack H. Obama, the claim has been made by some 

observers that he is an executive leader in his approach to national and world affairs and policy 

deliberations. Jim Collins in his Level 5 Leadership hierarchy describes level 4 as when and 

where an effective leader is being catalytic in the pursuit of a clear and compelling vision for the 

group or cause. At level 5 the quest is to build enduring outcomes through a paradoxical 

combination of personal humility and professional will (Harvard Business Review, July-August 

2005). In assessing the leadership and power motivation of Barack Obama in his role as 

President, I offer the observation that he appears to operate more frequently and often as an 

executive leader who displays humility and focus in his will on engaging his peers and others in 

the policy making arena. 

Global Leadership Transitions to Future Passages 

Barack H. Obama faces a number of challenges in exerting leadership power and prowess 

in a democracy where participation and influence also act to shape major public policy actions 

that cuts across key sectors of the American economy, business and governance systems, and this 

complexity is parallel to new global realities. Obama as the acknowledged national leader he is 

also a global leader in the dialogue where he interacts with global leader peers to discover and 

guide public policy toward what can be done, and what is possible to do, to counter angst and 

fear that has been spreading around the world as global financial organizations and other 
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cascading events threaten the long-term livelihood and sustainability of the nations and people of 

the world.  

In November, 2008 at the first emergency G-20 Meeting in Washington, DC then 

President George H. Bush in addressing global conditions with his peer global leaders began to 

codify the fragility and serious functional shortcomings of the primary governance systems that 

are in place to manage the ongoing worldwide financial system crisis that affects all nations. In a 

fluid environment engaged leadership, and clear public policy thought, ideas and actions were 

needed to set nations and regions on a future course of growth and eventual prosperity. In the 

aforementioned setting Barack H. Obama on January 20, 2009 assumed the leader of the free 

world leadership position and he engaged the international public policy ideas and negotiation 

process in April 2009 at the London G-20 Summit. Obama and counterpart leaders continued 

important dialogue to set forth newly negotiated corrective actions in motion to address a 

catastrophic global situation. Subsequently, there was another meeting in July 2009, the 

L’Aquila G-8 Summit in Italy. As the frequency of emergency G-8 and G-20 summits continues, 

global public policy formulation, review, exchange and negotiation has continued, and the Nobel 

economist Paul Krugman weighed in by suggesting that leadership influence and vision in 

delivering on public policy does matter. This is a point that is linked to the methods, approaches 

and strategies that will be advanced at world, regional and country levels, and partially facilitated 

by mediating organization level leadership as adopted practices to delineate and promote action 

steps required for future collective action to find, address and establish stability and future 

growth and expansion.  

In late June 2010 at the G-20 Toronto Summit which was the fourth meeting in this 

process both progress and clear disagreement among participating nations related to constructing 
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and refining agreements for further implementation of new and corrective global policy, 

governance and procedures related to “recognizing and overcoming the interlinked challenges of 

the current deep global economic crisis, poverty, climate change, and international political 

issues”, subscribing to a common vision for an “open, innovative, sustainable and fair global 

economy.” Obama and global leader peers have a lot of important influence work to do to set a 

tone and direction for both individual nations and regions the community of nations around the 

world at future G-20 summits through 2016. It is clear that negotiating to reach and confirm a 

consensus for concrete actions is a hard standard to meet, to set and ultimately to sustain by all 

participants and stakeholders. Concerning lingering uncertainty at hand that is faced by the G-20 

and all nations and sovereigns together, it will be participating global leaders striving to facilitate 

what can be done to stabilize worsening circumstances for global democracies when there are 

national defaults, water and food shortages, all amidst increasing polarity and tensions. An 

example of intended global cooperation is how to coordinate different stimulus efforts in national 

and regional economies that were agreed to in principle around the world. In the United States 

the primary stimulus vehicle and effort was titled The American Recovery and Reinvestment Act 

(ARRA) of 2009 that as a national public policy framework sought to jumpstart the U.S. 

economy, create or save millions of jobs, support community development, provide affordable 

housing and more.  

The Years Ahead to 2017 and a New U.S. Global Leader 

As the present year continues forward there ongoing global debate reported often by The 

Financial Times, The New York Times, and other media about different opinions about the need 

for a second set of stimulus injections in G-20 countries to lessen and reverse financial stalling, 

shift anemic consumption behaviors in major economy nations as people have shifted their 



32 

spending habits, and to rebuild democracies that have been weakened. U.S. President Barack. H. 

Obama remains engaged in a defining change process along with his fellow G-20 leaders who 

will have more dialogue and negotiating to do as their collective leadership is essential to blunt 

risky behaviors that led to the global financial collapse of early 2008. Moreover, is there will 

among global leaders to implement the September 2010 Basel III agreement that requires 

specific actions to be taken to stabilize the global financial and banking system. Given the 

context of the times and the weakened impact of country specific stimuli and strategic efforts to 

spur a healthier global economy that has surfaced disagreements, there is much to be considered 

and to be done throughout varied sectors and different parts of an interconnected world 

economy, and global financial and banking system.  

Going forward, there remains future engagement to overhaul and reset the primary 

structures and forums of the United Nations, the World Bank, and the IMF for which there are 

basic concerns and questions about the capacity of those multi-lateral institutions as viable 

governance structures and vehicles that do work and bring real value to nations. Obama and his 

fellow global leaders will be giving future consideration to policy and planning related to 

contend with deep, persistent and challenging conditions nationally and globally. Obama must 

also consider strategies to build foundations that once enacted will lead to sustainable outcomes 

economically and socially in the current year 2013 because he will complete a second and final 

term as President of the United States. Obama will not be alone in such pursuits because his 

counterpart global leaders in G-20 nations also face similar challenges, opportunities and 

prevailing conditions. In the Economist (January 19, 2013) it was suggested that Obama focus on 

three-long term problems: Balancing America’s books and putting the fiscal house in order 

because if this is not achieved then why should Beijing, Brasilia, and Europe see anything that 
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can be emulated in an interconnected world? Second, there is a need as the primary global leader 

to find and enunciate a pathway for nation-building at home, while also maintaining international 

efforts for advancing unfinished business abroad. Third, what will Obama’s influence be as a 

new Arab world emerges from the Arab spring into the larger world and global context by 2016?  

In final, this is but one possible view of what the primary global leader and other global 

leaders must consider and contend with this year and for years to come. There is a constancy of 

change for the approaches taken by Obama as he goes about doing his job as leader of the free 

world as referenced by recent news articles in print, television and other media (Jody Kantor, 

2013).  
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Leadership: Theories, Styles And Visioning 
 

Abstract 

Organizational leadership is functioning in an environment of unprecedented turbulence 
and change, and technology, education, business, and political sectors all must understand 
leadership theories, styles, and visioning. How leadership in organizations is conceptualized has 
important implications for theory, style, visioning, and research (Bolman & Deal, 2003). Much 
of the leadership research has been influenced by the implicit assumption that effective 
leadership can be explained in terms of dyadic influence by a heroic leader. A leader who 
exemplifies influence, theories of change, the change system, how to manage the process, and 
one who gains the respect of other people is considered one who will contribute and strengthen 
the field of organizational leadership. Theories guide what people actually will do, styles guide 
new direction, change, re-focusing, and new energy. Lastly, visioning is addressing the basic 
assumptions, about what is important for the organization, how it relates to the environment, and 
how people should be treated, and a picture of a desirable future (Yukl, 2002). The leadership is 
responsible for setting the vision of an organization. 

A theory is an explanation based on thought, observation, and reasoning. It is the 
principles or methods of a science or art rather than its practice. According to Argyris and Schon 
(1996), there are two distinguished types of theories. Espoused theories are accounts individuals 
provide whenever they try to describe, explain, or predict their behavior. Theories- in-use guide 
what people actually do. A theory-in-use is an implicit program or set of rules that specifies how 
to behave. There are several leadership theories which enhance organizational development such 
as the great man theory, trait theory, behavioral theory, role theory, strategic contingencies 
theory, social exchange theory, contingency theory, cognitive resource theory, the Fiedler’s least 
preferred co-worker theory, the leader-member exchange (LMX) theory, and lastly the path-goal 
of leadership theory (Fiedler, 1964). 

 

 

 

Introduction 

Leadership involves a position of responsibility for setting the vision of an organization. 

Leadership puts into place a process whereby the vision can be achieved, and involves the 

responsibility for motivating and inspiring others in the pursuit of great goals (Billick & 

Peterson, 2001). In addition, leadership is in the process of influencing others to understand and 
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deal with the theories of change and management, change in systems, how to manage the change 

process, and how to facilitate their learning organizations implementation, and adaptation to 

change (Robbins & Coulter, 2002). 

Leadership in higher education and school systems must be prepared to act to address 

leadership strategies of the 21st century. In 1983, successful grassroots community organizers 

from around the world gathered for a unique meeting in the United States of America to discuss 

the leadership theories, leadership styles, and visioning. The organizers were called “Ghandis of 

the World” producing a beautiful articulation of leadership: 

Our times are increasingly characterized by the awakening of the human force all over 
the planet, expressing itself in popular movements, grassroots communities, and local 
organizations. This world force is a new kind of leadership capable of synthesizing the 
expression of group and organizing for action. Leadership from and of the group – and 
from the least among us – is the hope for change in our time (Chawla & Renesch, 1995, 
p. 34). 

Leadership theories, leadership styles, and visioning are cultured based, considering 

values, beliefs, customs, and ways of doing things. Moreover, leadership theories, styles and 

visioning require mission patience, and courage. This paper will address theories, styles, and 

visioning of leadership for the 21st century. 

Leadership Theories 

A theory is an explanation based on thought, observation, and reasoning. It is the 

principles or methods of a science or art rather than its practice. According to Argyris and Schon 

(1996), there are two distinguished types of theories. Espoused theories are accounts individuals 

provide whenever they try to describe, explain, or predict their behavior. Theories- in-use guide 

what people actually do. A theory-in-use is an implicit program or set of rules that specifies how 

to behave. There are several leadership theories which enhance organizational development such 

as the great man theory, trait theory, behavioral theory, role theory, strategic contingencies 
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theory, social exchange theory, contingency theory, cognitive resource theory, the Fiedler’s least 

preferred co-worker theory, the leader-member exchange (LMX) theory, and lastly the path-goal 

of leadership theory (Fiedler, 1964). 

Great Man Theory 

The Great Man Theory dealt with early research on leadership which was based on the 

study of people who were already great leaders. These people were often from the aristocracy, as 

few from lower classes had the opportunity to lead. This contributed to the notion that leadership 

had something to do with breeding. The idea of the Great Man also strayed into the mythic 

domain, with notions that in times of need, a Great Man would arise, almost by magic. This was 

easy to verify, by pointing to people such as Eisenhower and Churchill, let alone those further 

back along the timeline, even to Jesus, Moses, Mohammed and the Buddah (McGuire, 1968). 

Gender issues were not on the table when the ‘Great Man’ theory was proposed. Most 

leaders were male and the thought of a Great Woman was generally in areas other than 

leadership. Most researchers were also male, and concerns about androcentric bias were a long 

way from being realized. The assumption of the Great Man Theory is that leaders are born and 

not made. Great leaders will arise when there is a great need (McGuire, 1968). 

Behavioral Theory 

The Behavioral Theory dealt with Behavioral theories of leadership that do not seek 

inborn traits or capabilities. Rather, they look at what leaders actually do. If success can be 

defined in terms of describable actions, then it should be relatively easy for other people to act in 

the same way. This is easier to teach and learn then to adopt the more ephemeral “traits” or 

“capabilities” (Bandura, 1989). Behavioral is a big leap from Trait Theory, in that it assumes that 

leadership capability can be learned, rather than being inherent. This opens the floodgates to 

http://changingminds.org/disciplines/leadership/theories/trait_theory.htm
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leadership development, as opposed to simple psychometric assessment that sorts those with 

leadership potential from those who will never have the chance. A behavioral theory is relatively 

easy to develop, as you simply assess both leadership success and the actions of leaders. With a 

large enough study, you can then correlate statistically significant behaviors with success. You 

can also identify behaviors which contribute to failure, thus adding a second layer of 

understanding (Fishbein & Ajzen, 2000). 

The assumptions of the Behavior Theory are that leaders can be made, rather than are 

born and successful leadership is based in definable, learnable behavior. 

Role Theory 

We all have internal schemas about the role of leaders, based on what we read, discuss 

and so on. We subtly send these expectations to our leaders, acting as role senders, for example 

through the balance of decisions we take upon ourselves and the decisions we leave to the leader. 

Leaders are influenced by these signals, particularly if they are sensitive to the people 

around them, and will generally conform to these, playing the leadership role that is put upon 

them by others (Graen & Cashman, 2001). Within organizations, there is much formal and 

informal information about what the leader’s role should be, including “leadership values”, 

culture, training sessions, modeling by senior managers, and so on. These and more (including 

contextual factors) act to shape expectations and behaviors around leadership (Higgins, 1989). 

Role conflict can also occur when people have differing expectations of their leaders. It 

also happens when leaders have different ideas about what they should be doing vs. the 

expectations that are put upon them (Jecker & Landy, 2003). Role expectations of a leader can 

vary from very specific to a broad idea within which the leader can define their own style. When 

http://changingminds.org/explanations/theories/schema.htm
http://changingminds.org/explanations/values/values.htm
http://changingminds.org/explanations/culture/culture.htm
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role expectations are low or mixed, then this may also lead to role conflict (Graen & Cashman, 

2001). 

The assumptions of the Role Theory were that people define roles for themselves and 

others based on social learning and reading. Also, people form expectations about the roles that 

they and others will play. In addition, people subtly encourage others to act within the role 

expectations they have for them, and people will act within the roles they adopt (Graen & 

Cashman, 2001). 

Social Exchange Theory 

All relationships have give and take, although the balance of this exchange is not always 

equal. Social Exchange theory explains how we feel about a relationship with another person as 

depending on our perceptions of: a) the balance between what we put into the relationship and 

what we get out of it; b) the kind of relationship we deserve; c) the chances of having a better 

relationship with someone else (Homans, 1961).  

In deciding what is fair, we develop a comparison level against which we compare the 

give/take ratio. This level will vary between relationships, with some being more giving and 

others where we get more from the relationship. They will also vary greatly in what is given and 

received. Thus, for example, exchanges at home may be very different, both in balance and 

content. We also have a comparison level for the alternative relationships. With a high such 

comparison level, we might believe the world is full of lovely people just waiting to meet us. 

When this level is low, we may stay in a high-cost relationship simply because we believe we 

could not find any better elsewhere (Latane & Wolf, 1981). 
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Contingency Theory 

Contingency theories are a class of behavioral theory that contend that there is no one 

best way of leading and that a leadership style that is effective in some situations may not be 

successful in others. An effect of this is that leaders who are very effective at one place and time 

may become unsuccessful either when transplanted to another situation or when the factors 

around them change (Hickson, Hinigs, Lee, Schneck, & Pennings,, 1971). This helps to explain 

how some leaders who seem for a while to have the ‘Midas touch’ suddenly appear to go off the 

boil and make very unsuccessful decisions. 

Contingency theory is similar to situational theory in that there is an assumption of no 

simple one right way. The main difference is that situational theory tends to focus more on the 

behaviors that the leader should adopt, given situational factors (often about follower behavior), 

whereas contingency theory takes a broader view that includes contingent factors about leader 

capability and other variables within the situation (Higgins, 1989). 

The assumptions of the Contingency Theory is that the leader’s ability to lead is 

contingent upon various situational factors, including the leader’s preferred style, the capabilities 

and behaviors of followers and also various other situational factors.  

Cognitive Resource Theory 

Cognitive Resource Theory predicts that a leader’s cognitive ability contributes to the 

performance of the team only when the leader’s approach is directive. When leaders are better at 

planning and decision-making, in order for their plans and decisions to be implemented, they 

need to tell people what to do, rather than hope they agree with them (Moscovici, 1984). When 

they are not better than people in the team, then a non-directive approach is more appropriate, for 

http://changingminds.org/disciplines/leadership/styles/situational_leadership.htm
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example where they facilitate an open discussion where the ideas of team can be aired and the 

best approach identified and implemented (Street & Giles, 1982). 

Stress affects the relationship between intelligence and decision quality. When there is 

low stress, then intelligence is fully functional and makes an optimal contribution. However, 

during high stress, a natural intelligence not only makes no difference, but it may also have a 

negative effect. One reason for this may be that an intelligent person seeks rational solutions, 

which may not be available (and may be one of the causes of stress). In such situations, a leader 

who is inexperienced in ‘gut feel’ decisions is forced to rely on this unfamiliar approach. 

Another possibility is that the leader retreats within him/herself, to think hard about the problem, 

leaving the group to their own devices (Sawyer, 1981). 

Experience is positively related to decision quality under high stress. When there is a 

high stress situation and intelligence is impaired, experience of the same or similar situations 

enables the leader to react in appropriate ways without having to think carefully about the 

situation. Experience of decision-making under stress also will contribute to a better decision 

than trying to muddle through with brain-power alone (Yukl, 2002). 

For simple tasks, leader intelligence and experience is irrelevant. When subordinates are 

given tasks which do not need direction or support, then it does not matter how good the leader is 

at making decisions, because they are easy to make, even for subordinates, and hence do not 

need any further support. CRT arose out of dissatisfaction with Trait Theory. Fiedler also linked 

CRT with his Least Preferred Co-worker (LPC) Theory, suggesting that high LPC scores are the 

main drivers of directive behavior (Fiedler, 1986). 

A particularly significant aspect of CRT is the principle that intelligence is the main 

factor in low-stress situations, whilst experience counts for more during high-stress moments. 

http://changingminds.org/disciplines/leadership/theories/trait_theory.htm
http://changingminds.org/disciplines/leadership/theories/fiedler_lpc.htm
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The assumptions of the Cognitive Resource Theory deals with intelligence and experience and 

other cognitive resources are factors in leadership success. Cognitive capabilities, although 

significant are not enough to predict leadership success. Stress impacts the ability to make 

decisions (Fiedler, 1986). 

Leader-Member Exchange (LMX) Theory 

Leader-Member Exchange Theory, also called LMX or Vertical Dyad Linkage Theory, 

describes how leaders in groups maintain their position through a series of tacit exchange 

agreements with their members (Petri, 1991). In particular, leaders often have a special 

relationship with an inner circle of trusted lieutenants, assistants and advisors, to whom they give 

high levels of responsibility, decision influence, and access to resources. This in-group pay for 

their position. They work harder, are more committed to task objectives, and share more 

administrative duties. They are also expected to be fully committed and loyal to their leader. The 

out-group, on the other hand, are given low levels of choice or influence. 

This also puts constraints upon the leader. They have to nurture the relationship with their 

inner circle whilst balancing giving them power with ensuring they do not have enough to strike 

out on their own. Successful members are thus similar in many ways to the leader (which 

perhaps explains why many senior teams are all white, male, middle-class and middle-aged). 

They work hard at building and sustaining trust and respect. To help this, they are empathetic, 

patient, reasonable, sensitive, and are good at seeing the viewpoint of other people (especially 

the leader). Aggression, sarcasm and an egocentric view are keys to the out-group wash-room 

(Petri, 1991). 

The overall quality of the LMX relationship varies with several factors. Curiously, it is 

better when the challenge of the job is extremely high or extremely low. The size of the group, 
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financial resource availability and the overall workload are also important. The principle works 

upwards as well. The leader also gains power by being a member of their manager’s inner circle, 

which then can then share on downwards. People at the bottom of an organization with unusual 

power may get it from an unbroken chain of circles up to the hierarchy (Petri, 1991). 

Path-Goal Theory of Leadership 

The Path-Goal Theory of Leadership was developed to describe the way that leaders 

encourage and support their followers in achieving the goals they have been set by making the 

path that they should take clear and easy. 

In particular, leaders: a) clarify the path so subordinates know which way to go, b) 

remove roadblocks that are stopping them going there, and c) increasing the rewards along the 

route. Leaders can take a strong or limited approach in these. In clarifying the path, they may be 

directive or give vague hints. In removing roadblocks, they may scour the path or help the 

follower move the bigger blocks. In increasing rewards, they may give occasional 

encouragement or pave the way with gold (Evans, 1970). 

This variation in approach will depend on the situation, including the follower’s 

capability and motivation, as well as the difficulty of the job and other contextual factors. House 

and Mitchell (1974) describe four styles of leadership as listed below. 

Supportive leadership. Considering the needs of the follower, showing concern for their 

welfare and creating a friendly working environment. This includes increasing the follower’s 

self-esteem and making the job more interesting. This approach is best when the work is 

stressful, boring or hazardous (House & Mitchell, 1974). 

Directive leadership. Telling followers what needs to be done and giving appropriate 

guidance along the way. This includes giving them schedules of specific work to be done at 



46 

specific times. Rewards may also be increased as needed and role ambiguity decreased (by 

telling them what they should be doing). This may be used when the task is unstructured and 

complex and the follower is inexperienced. This increases the follower’s sense of security and 

control and hence is appropriate to the situation (House & Mitchell, 1974). 

Participative leadership. Consulting with followers and taking their ideas into account 

when making decisions and taking particular actions. This approach is best when the followers 

are expert and their advice is both needed and they expect to be able to give it (House & 

Mitchell, 1974). 

Achievement-oriented leadership. Setting challenging goals, both in work and in self-

improvement (and often together). High standards are demonstrated and expected. The leader 

shows faith in the capabilities of the follower to succeed. This approach is best when the task is 

complex (House & Mitchell, 1974). 

Leaders who show the way and help followers along a path are effectively ‘leading’. This 

approach assumes that there is one right way of achieving a goal and that the leader can see it 

and the follower cannot. This casts the leader as the knowing person and the follower as 

dependent. It also assumes that the follower is completely rational and that the appropriate 

methods can be deterministically selected depending on the situation (Evans, 1970).  

Leadership Styles 

When an organization needs a new direction or change, a re-focusing, or new energy, an 

appropriate leadership style should be chosen. The method used, ways of speaking, writing, 

building, living, or appearing is called style. Style is a technique of presentation. Among the 

theories discussed earlier, there are several leadership styles which enhance organizational 

development such as, the charismatic leadership, transformational leadership, transactional 
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leadership, participative leadership, Lewin’s leadership style, Likert’s leadership style, and 

situational leadership to assist with the process of success (Yukl, 2002). 

Charismatic Leadership Style 

The current theories of charismatic leadership were strongly influenced by the ideas of an 

early sociologist named Max Weber. Charisma is a Greek word that means “divinely inspired 

gift,” such as the ability to perform miracles or predict future events. According to Weber, 

charisma occurs when there is a social crisis, the leader attracts followers who believe in the 

vision, they experience some successes that make the vision appear attainable, and the followers 

come to perceive the leader as extraordinary (Conger & Kanungo, 1998). 

The Charismatic Leader gathers followers through personality and charm, rather than any 

form of external power or authority. It is interesting to watch a Charismatic Leader ‘working the 

room’ as they move from person to person. They pay much attention to the person they are 

talking to at any one moment, making that person feel like they are, for that time, the most 

important person in the world. Charismatic Leaders pay a great deal of attention in scanning and 

reading their environment, and are good at picking up the moods and concerns of both 

individuals and larger audiences. They then will hone their actions and words to suit the situation 

(Yukl, 2002). Charismatic Leaders use a wide range of methods to manage their image and, if 

they are not naturally charismatic, may practice assiduously at developing their skills. They may 

engender trust through visible self-sacrifice and taking personal risks in the name of their beliefs. 

They will show great confidence in their followers. They are very persuasive and make very 

effective use of body language as well as verbal language (Bolman & Deal, 2003).  

Deliberate charisma is played out in a theatrical sense, where the leader is “playing to the 

house” to create a desired effect. They also make effective use of storytelling, including the use 

http://changingminds.org/techniques/body/body_language.htm
http://changingminds.org/techniques/language/language.htm
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of symbolism and metaphor. Many politicians use a charismatic style, as they need to gather a 

large number of followers. If you want to increase your charisma, studying videos of their 

speeches and the way they interact with others is a great source of learning. Religious leaders, 

too, may well use charisma, as do cult leaders (Conger & Kanungo, 1998). 

Charismatic Leaders who are building a group, whether it is a political party, a cult or a 

business team, will often focus strongly on making the group very clear and distinct, separating it 

from other groups. They will then build the image of the group, in particular in the minds of their 

followers, as being far superior to all others. The Charismatic Leader will typically attach 

themselves firmly to the identify of the group, such that to join the group is to become one with 

the leader. In doing so, they create an unchallengeable position for themselves (Robbin & 

Coulter, 2002). 

Conger & Kanungo (1998) describe five behavioral attributes of Charismatic Leaders that 

indicate a more transformational viewpoint: a) vision and articulation; b) sensitivity to the 

environment; c) sensitivity to member needs; d) personal risk taking; e) performing 

unconventional behavior.  

Musser (1987) notes that charismatic leaders seek to instill both commitment to 

ideological goals and also devotion to themselves. The extent to which either of these two goals 

is dominant depends on the underlying motivations and needs of the leader. The Charismatic 

Leader and the Transformational Leader can have many similarities, in that the Transformational 

Leader may well be charismatic. Their main difference is in their basic focus. Whereas the 

Transformational Leader has a basic focus of transforming the organization and, quite possibly, 

their followers, the Charismatic Leader may not want to change anything. Despite their charm 

http://changingminds.org/disciplines/leadership/styles/transformational_leadership.htm
http://changingminds.org/explanations/motivation/motivation.htm
http://changingminds.org/explanations/needs/needs.htm
http://changingminds.org/disciplines/leadership/styles/transformational_leadership.htm
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and apparent concern, the Charismatic Leader may well be somewhat more concerned with 

themselves than anyone else (Robbin & Coulter, 2002).  

The values of the Charismatic Leader are highly significant. If they are well-intentioned 

towards others, they can elevate and transform an entire company. If they are selfish and 

Machiavellian, they can create cults and effectively rape the minds (and potentially the bodies) 

of the followers (Conger & Kanungo, 1998). Their self-belief is so high, they can easily believe 

that they are infallible, and hence lead their followers into an abyss, even when they have 

received adequate warning from others. The self-belief can also lead them into psychotic 

narcissism, where their self-absorption or need for admiration and worship can lead to their 

followers questioning their leadership. They may also be intolerant of challengers and their 

irreplaceability (intentional or otherwise) can mean that there are no successors when they leave 

(Billick & Peterson, 2001). 

The assumptions of the Charismatic Leadership are charm and grace which is needed to 

create followers. Self-belief is a fundamental need of leaders, and people follow others that they 

personally admire. 

Transformational Leadership 

Working for a Transformational Leader can be a wonderful and uplifting experience. 

They put passion and energy into everything. They care about you and want you to succeed. 

Transformational Leadership starts with the development of a vision, a view of the future that 

will excite and convert potential followers. This vision may be developed by the leader, by the 

senior team or may emerge from a broad series of discussions (Yukl, 2002).  

The next step, which in fact never stops, is to constantly sell the vision. This takes energy 

and commitment, as few people will immediately buy into a radical vision, and some will join 

http://changingminds.org/explanations/values/values.htm
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the show much more slowly than others. The Transformational Leader thus takes every 

opportunity and will use whatever works to convince others to climb on board the bandwagon. In 

order to create followers, the Transformational Leader has to be very careful in creating trust, 

and their personal integrity is a critical part of the package that they are selling. In effect, they are 

selling themselves as well as the vision (Bolman & Deal, 2003). 

In parallel with the selling activity is seeking the way forward. Some Transformational 

Leaders know the way, and simply want others to follow them. Others do not have a ready 

strategy, but will happily lead the exploration of possible routes to the promised land. 

The route forwards may not be obvious and may not be plotted in details, but with a clear 

vision, the direction will always be known. Thus finding the way forward can be an ongoing 

process of course correction, and the Transformational Leader will accept that there will be 

failures and blind canyons along the way. As long as they feel progress is being made, they will 

be happy (Bolman & Deal, 2003). 

The final stage is to remain up-front and central during the action. Transformational 

Leaders are always visible and will stand up to be counted rather than hide behind their troops. 

They show by their attitudes and actions how everyone else should behave. They also make 

continued efforts to motivate and rally their followers, constantly doing the rounds, listening, 

soothing and enthusing. It is their unswerving commitment as much as anything else that keeps 

people going, particularly through the darker times when some may question whether the vision 

can ever be achieved. If the people do not believe that they can succeed, then their efforts will 

flag. The Transformational Leader seeks to infect and reinfect their followers with a high level of 

commitment to the vision (Bolman & Deal, 2003).  

http://changingminds.org/disciplines/leadership/followership/followership.htm
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One of the methods the Transformational Leader uses to sustain motivation is in the use 

of ceremonies, rituals and other cultural symbolism. Small changes get big hurrahs, uplifting 

their significance as indicators of real progress. Overall, they balance their attention between 

action that creates progress and the mental state of their followers. Perhaps more than other 

approaches, they are people-oriented and believe that success comes first and last through deep 

and sustained commitment (Kouzes & Posner, 1996). 

Transactional Leadership 

The transactional leader works through creating clear structures whereby it is clear what 

is required of their subordinates, and the rewards that they get for following orders. Punishments 

are not always mentioned, but they are also well-understood and formal systems of discipline are 

usually in place. The early stage of Transactional Leadership is in negotiating the contract 

whereby the subordinate is given a salary and other benefits, and the company (and by 

implication the subordinate’s manager) gets authority over the subordinate. When the 

Transactional Leader allocates work to a subordinate, they are considered to be fully responsible 

for it, whether or not they have the resources or capability to carry it out. When things go wrong, 

then the subordinate is considered to be personally at fault, and is punished for their failure (just 

as they are rewarded for succeeding) (Kouzes & Posner, 1996). 

The transactional leader often uses management by exception, working on the principle 

that if something is operating to defined (and hence expected) performance then it does not need 

attention. Exceptions to expectation require praise and reward for exceeding expectation, whilst 

some kind of corrective action is applied for performance below expectation. Whereas 

Transformational Leadership has more of a “selling” style, Transactional Leadership, once the 

contract is in place, takes a “telling” style. Transactional leadership is based in contingency, in 

http://changingminds.org/disciplines/leadership/styles/transformational_leadership.htm
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that reward or punishment is contingent upon performance. Despite much research that 

highlights its limitations, Transactional Leadership is still a popular approach with many 

managers. Indeed, in the Leadership vs. Management spectrum, it is very much towards the 

management end of the scale (Thompson & Strickland, 2001). 

The main limitation is the assumption of “rational man”, a person who is largely 

motivated by money and simple reward, and hence whose behavior is predictable. The 

underlying psychology is Behaviorism, including the Classical Conditioning of Pavlov and 

Skinner’s Operant Conditioning. These theories are largely based on controlled laboratory 

experiments (often with animals) and ignore complex emotional factors and social values. In 

practice, there is sufficient truth in Behaviorism to sustain Transactional approaches. This is 

reinforced by the supply-and-demand situation of much employment, coupled with the effects of 

deeper needs, as in Maslow’s Hierarchy. When the demand for a skill outstrips the supply, then 

Transactional Leadership often is insufficient, and other approaches are more effective 

(Thompson & Strickland, 2001). 

The assumptions of Transactional Leadership are where people are motivated by reward 

and punishment. Social systems work best with a clear chain of command. When people have 

agreed to do a job, a part of the deal is that they cede all authority to their manager. The prime 

purpose of a subordinate is to do what their manager tells them to do. 

Participative Leadership 

A Participative Leader, rather than taking autocratic decisions, seeks to involve other 

people in the process, possibly including subordinates, peers, superiors and other stakeholders. 

Often, however, as it is within the managers’ whim to give or deny control to his or her 

subordinates, most participative activity is within the immediate team. The question of how 

http://changingminds.org/disciplines/leadership/articles/manager_leader.htm
http://changingminds.org/explanations/theories/classical_conditioning.htm
http://changingminds.org/explanations/theories/operant_conditioning.htm
http://changingminds.org/explanations/emotions/emotions.htm
http://changingminds.org/explanations/values/values.htm
http://changingminds.org/explanations/needs/maslow.htm
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much influence others are given thus may vary on the manager’s preferences and beliefs, and a 

whole spectrum of participation is possible. 

There are many varieties on this spectrum, including stages where the leader sells the 

idea to the team. Another variant is for the leader to describe the “what” of objectives or goals 

and let the team or individuals decide the “how” of the process by which the “how” will be 

achieved (this is often called “Management by Objectives”). The level of participation may also 

depend on the type of decision being made. Decisions on how to implement goals may be highly 

participative, whilst decisions during subordinate performance evaluations are more likely to be 

taken by the manager (Hesselbein, Goldsmith & Beckhard, 1996). 

There are many potential benefits of participative leadership, as indicated in the 

assumptions, below. This approach is also known as consultation, empowerment, joint decision-

making, democratic leadership, Management By Objective (MBO) and power-sharing. 

Participative Leadership can be a sham when managers ask for opinions and then ignore them. 

This is likely to lead to cynicism and feelings of betrayal (Hesselbein, Goldsmith & Beckhard, 

1996). 

The assumption of the Participative Leadership includes involvement in decision-making 

which improves the understanding of the issues involved by those who must carry out the 

decisions. People are more committed to actions where they have involved in the relevant 

decision-making. Several people deciding together make better decisions than one person alone 

(Hesselbein, Goldsmith & Beckhard, 1996). 

Situational Leadership 

When a decision is needed, an effective leader does not just fall into a single preferred 

style, such as using transactional or transformational methods. In practice, as they say, things are 

http://changingminds.org/disciplines/leadership/styles/participative_leadership.htm#ass#ass
http://changingminds.org/disciplines/leadership/styles/transactional_leadership.htm
http://changingminds.org/disciplines/leadership/styles/transformational_leadership.htm
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not that simple (Morgan, 1997). Factors that affect situational decisions include motivation and 

capability of followers. This, in turn, is affected by factors within the particular situation. The 

relationship between followers and the leader may be another factor that affects leader behavior 

as much as it does follower behavior. The leaders’ perception of the follower and the situation 

will affect what they do rather than the truth of the situation. The leader’s perception of 

themselves and other factors such as stress and mood will also modify the leaders’ behavior 

(Yukl, 2002). 

Yukl (2002) seeks to combine other approaches and identifies six variables: 

a) Subordinate effort: the motivation and actual effort expended; b) subordinate ability and role 

clarity: followers knowing what to do and how to do it; c) organization of the work: the structure 

of the work and utilization of resources; d) cooperation and cohesiveness: of the group in 

working together; e) resources and support: the availability of tools, materials, people, etc.; and, 

f) external coordination: the need to collaborate with other groups.  

Leaders here work on such factors as external relationships, acquisition of resources, 

managing demands on the group and managing the structures and culture of the group (Yukl, 

2002). Tannenbaum and Schmidt (2001) identified three forces that led to the leader’s action: the 

forces in the situation, the forces in then follower and also forces in the leader. This recognizes 

that the leader’s style is highly variable, and even such distant events as a family argument can 

lead to the displacement activity of a more aggressive stance in an argument than usual. Maier 

(1963) noted that leaders not only consider the likelihood of a follower accepting a suggestion, 

but also the overall importance of getting things done. Thus in critical situations, a leader is more 

likely to be directive in style simply because of the implications of failure. 
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Visioning 

A vision should be simple and idealistic, a picture of a desirable future, not a complex 

plan with quantitative objectives and detailed action steps. The vision should appeal to the 

values, hopes, and ideals of organization members and other stakeholders whose support is 

needed (Bolman & Deal, 2003). The vision should emphasize distant ideological objectives 

rather than immediate tangible benefits. The vision should be challenging but realistic (Yukl, 

2002). To be meaningful and credible, it should not be a wishful fantasy, but rather an attainable 

future grounded in the present reality. The vision should address basic assumptions, about what 

is important for the organization, how it should relate to the environment and how people should 

be treated (Yukl, 2002). The vision should be focused enough to guide decisions and actions, but 

general enough to allow initiative and creativity in the strategies for attaining it (Nannus, 1992). 

Conclusion  

Organizational leadership is functioning in an environment of unprecedented turbulence 

and change, and technology, education, business, and political sectors all must understand 

leadership theories, styles, and visioning. How leadership in organizations is conceptualized has 

important implications for theory, style, visioning, and research (Bolman & Deal, 2003). Much 

of the leadership research has been influenced by the implicit assumption that effective 

leadership can be explained in terms of dyadic influence by a heroic leader. A leader who 

exemplifies influence, theories of change, the change system, how to manage the process, and 

one who gains the respect of other people is considered one who will contribute and strengthen 

the field of organizational leadership. Theories guide what people actually will do, styles guide 

new direction, change, re-focusing, and new energy. Lastly, visioning is addressing the basic 

assumptions, about what is important for the organization, how it relates to the environment, and 
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how people should be treated, and a picture of a desirable future (Yukl, 2002). The leadership is 

responsible for setting the vision of an organization. 
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Child Rearing among African Americans: Prenatal through Adulthood 
 

One of the most significant aspects of human life is the ways in which children are reared 

by their caregivers and how this impacts outcomes from the prenatal through the adulthood 

years. Although this a truism, humans can in many instances overcome bad childhood 

experiences or enhance their lives through factors from the childhood from the prenatal through 

the adolescent periods of life. It is significant that as child rearing among African Americans is 

discussed that the basic fact that human beings are alike in most ways must be understood. These 

ways include the significance of eating, thinking, moving, learning, etc. as well as the physical 

makeup of humans are similar with the exceptions of those who have limitations such as being 

born without legs. However, there are differences among these same and other areas among 

human beings regardless of race and ethnicity. Some African American families still rear 

children the “old fashion” way although this number is been replaced by child determined child 

rearing in increasingly large numbers each year. 

Research on the African American family has focused primarily on low-income families. 

Over the past few decades, the emphasis has been on all levels (e.g., Wilson, 1986; Kilgore, 

Snyder, & Lentz, 2000; Smetana & Metzger, 2005). There are some single parent families in 

which the mother has an extensive network of others in their communities. Some of the studies 

are inconsistent and more work is needed.  

The Children’s Defense Fund studied African-American and White families recently. 

They concluded that the African American children are twice as like as White children to have 

both parents unemployed, live in institutions, be in foster care, live in a female-headed family, be 

poor, and live with a parent who has been separated or divorced from the other parent; and 

twelve times as much living with a parent who has never been married.  
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The prenatal period begins long before pregnancy. This is demonstrated by the 

transmission of genetic conditions in families. For example, many families have high instances 

of such illnesses as high blood pressure, breast cancer, allergies, and certain brain disorders. 

Moreover, the food that one eats, psychological and sociological conditions of childhood, 

physiological behavior, educational levels of parents, are significant and set the stage for the 

pregnancy phase of life. Illegal and prescribed drugs may also set the human body in ways that 

will impact the prenatal period and impact the condition of human beings born from parents who 

used these.  

Usually, girls begin to mature during the middle school years although a few reach this 

stage at a much earlier age. In increasing numbers, the age at which puberty begins is getting 

younger for many girls as evidenced by a nine year old Mexican girl who had a baby in February 

2013. Boys usually reach this same level at about the end of middle school on the average. Thus, 

what children eat or do not eat, how they are treated, what traumatic experiences are endured, 

good treatment or mistreatment by peers or siblings as well as adults, medical attention received 

or not obtained, and many other factors significantly contribute to the impact of this phase of life 

on the bodies, minds, and souls of the children as they grow through the middle school period of 

life. 

The high school years contribute also as children reach a higher level of reasoning and 

independence. Many children experiment with such things as drugs, sex, clothing and hair styles, 

appearing to have limited intellectual capabilities, and hatred for religious activities. Grades may 

become higher or lower as concerns about how peers feel about teenagers soar. Teenagers may 

use group power and group think to make life miserable for their peers at this age of growth and 

development. 
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Factors that Impacted Child Rearing in African American Families in the Past 

There are many factors that have impacted the way children are reared in African 

American families in prior years. Some of these are identified below. 

1. Slavery impacted what happened since so many families were sold from each other. 
The result was that the strong African family structure and child rearing practices 
were negatively impacted. Moreover, the beating imposed by the owners of enslaved 
people to the enslaved people resulted in spankings in the African American family to 
prevent children from getting it from the police after the enslaved period ended. In 
most African countries, children have great respect for older members of their 
families and communities is one example of a desirable cultural fact that was changed 
over the years. The history of African Americans show that their lives have always 
been waged with the fight for justice and equality. Yet, African American families 
have strengths since they tend to be bicultural, people oriented, use nonverbal 
communication effectively, feelings directed, interactive at a high level with others, 
and to have many stimuli from the environment. Thus, there are many positive 
elements in child rearing although some changes are needed. 

2. During slavery and after the 1860s, many families among African Americans were 
left as single parent families in which children were reared by only one of their 
parents. 

3. Some examples of the African American traditions were strong families, great respect 
for all elders, assistance by the community to new parents and young parents during 
the entire child rearing years, and the husband taking his wife home to live with his 
parents or near them so that his mother could train his wife in rearing the children. In 
many instances, young copies lived near both of their parents thereby having help 
with child rearing from the grandparents and great-grandparents. 

4. The majority of African Americans live in California, Florida, Georgia, Illinois, 
Louisiana, Maryland, Michigan, New York, North Carolina, and Texas. The laws and 
beliefs in these states have impacting African American child rearing to a large 
degree.  

5. African Americans speak many English dialects.  

6. African Americans are taught to avoid eye contact with older people because this 
would be disrespectful.  

7. Boys and girls are reared with different expectations and under different conditions.  

8. African Americans face tremendous discrimination in the work place and make less 
money even when in the same position and with higher educational attainment than 
Whites.  
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9. African Americans tend to drink alcohol less, smoke more, suffer more from some 
diseases, and cook with oil more than Whites.  

All of these factors have had an impact on child rearing practices in the African American home. 

The success of African American children is extremely good when one reviews these and other 

factors that have impacted African Americans in the United States of America.  

Recent Factors that Impact Child Rearing 

Over time, the child rearing practices have seen many changes. These resulted from many 

factors in the society. The following significant changes have been noted: 

1. Children of today seldom respect their elders whether it is there parent, grandparents, 
great-grandparents, teachers, neighbors or other adults of both genders. 

2. Mobility has resulted in increasing numbers of young couples who live many miles 
from their parents. Some even live in foreign countries. Thus, the interactive is 
usually not face to face, but is handled through the telephone, internet, letters, and 
similar means. 

3. Mass communication raises children and informs them and their parents that the child 
should decide what to eat, say, and do. They also learn about appropriate nap and 
other sleep time, how to treat adults and other children, where to go, and how to make 
other choices. Thus, children get to do what they want to do by parents submitting to 
or soliciting from them what they want, want to do and get, and will do and get. 

4. Few new parents have had any kind of child rearing training. Thus, they do what they 
see on television, what they think they should do, and/or what they must avoid that 
they thought their parents did with them and their siblings. 

5. Birth of children by women ages 15-19 and 20-24 reached a historic low in 2011 with 
31.3 births per 1,000 of these women. Teen birth fell 8% and 49% for 1991 and 2011, 
respectively. Had the birth rate for teen remained at the 1991 level, they would have 
had an additional 3.6 million babies during that 10 year period. 

6. Americans are aging at a rapid rate and in 2011, 2, 513,171 died which was 7.4 % per 
thousand. Thus, the number of older Americans who can help young parents is dying 
at a higher rate. Moreover, infants are also dying at a higher rate. Some 23,910 infants 
died with accidents, which are usually preventable, as the biggest cause. 

7. African American families often tend to talk less and do not discuss many matters 
that need resolutions and compromises. Many girls learn about their physiological 
changes from sources other than their parents. Boys often do not see what they need 
to do as boys. This situation is getting better although it has some prevalence in rural, 
urban, and city environments.  
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Results of Negative Factors on Child Rearing 

Factors that have influenced child rearing and identified in this paper have their negative 

impact on child rearing practices. Among these are those which follow. 

1. Children receive little discipline, if any. Thus, they are not told that undesirable 
behaviors is not the way they should be or how they should behave. As a 
consequence, they do what they want to do. 

2. Some children are spanked from shortly after their births and on an almost daily basis 
for doing what is expected at that age. For example, some parents spank a two week 
old baby for crying when it is hungry which is very normal. No baby should be 
spanked.  

3. Some parents use hands to slap faces and other body parts, and they also hit their 
children with belts, sticks, tree limbs, shoes, pots, pans, and other such objects. These 
are undesirable behavior by these parents. 

4. Children eat what they want when they want to eat it. Thus, some children get food at 
2 AM or 3 AM. If a child does not want to try a new food, it is never given to the 
child again. Some parents will not give their children food that the parent does not 
like. 

5. Children are often given bottles to suck for teething regardless of what might be of 
value.  

6. Bullying of siblings and peers occurs on a regular basis. Children are not taught how 
to resolve problems in desirable ways. 

7. Many children receive limited or no medical and health care because parents decide 
that children do not need such services. 

8. Outdoor play and exercises have been replaced by television, texting, computers, etc. 
One of the consequences of the lack of exercise has been the tremendous growth in 
childhood obesity, a major health issue today. 

9. White children assume the worst traits displayed by African American children and 
African American children take on the worst traits of White children. Thus, White 
children wear pants so low that their underwear is seen, for example. Black children 
create groups to attack a single child. 

10. Children do not have chores and do not do household duties appropriate for their age. 
They expect that someone else will do all the work required to maintain a home in a 
condition appropriate for human beings. 
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11. Many children who have no special needs are tested and enrolled in special education 
programs because of their uncontrolled behavior in regular classrooms. Schools do 
not know that these children have never been taught how to behave. 

12. Many children supervise themselves while their parents maintain several jobs, do 
drugs, go partying, and perform other undesirable actions. 

13. At the postsecondary levels, children reach adulthood, disrespect their teachers, 
verbally and physically attack their peers and adults, and receive no consequence for 
their undesirable behavior. 

Actions That Can Be Done to Rectify Undesirable Child Rearing Strategies  

Parents, children, and society members are dismayed by the negative ways children 

behave. The following suggestions provide some of the strategies that have proved useful. 

1. Provide skills of family life very early in the life of children. 

2. Require and provide free training for marriage and child rearing. 

3. Have experts talk with parents and show them how to positively handle the situations 
in which they find themselves. For example, teach them that talking softly gets results 
and yelling at children often results in everyone yelling and maintaining the problem 
instead of resolving it. 

4. Show parents how to use time out and how to provide the appropriate time at each 
age and stage of development of the child. 

5. Provide few toys and electronic devices in bedrooms. Place them in a common area 
of the home. 

6. Show them how to have a united front when working with the children as a means of 
preventing the children from splitting up the family and conquering the household.  

7. Offer young couples with children, the opportunity for frequent conversations with 
their parents or older adults on solving and preventing problems with children. 

8. Require parents of children to learn about learning styles, talking, moving, seeing and 
showing behavior, using the environment, showing emotions, understanding 
sociological and physiological factors, and cognitive processing. 

9. Train young parents on the ages and stages of optimal development such that they 
know what to expect from and what to do with the newborn (ages 0-1 month, infant 
(ages 1 month - 1 year), toddler (ages 1-3 years), preschooler (ages4-6 years), school 
aged (ages 6-13 years), adolescent (ages 13-20). Major theorist such as Piaget, 
Vygotsky, Erickson, Watson, Freud, and Bronfenbrenner are among those who would 
be of value in this process. 
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10. Help parents to incorporate the vital parts of the African and African American 
culture into their child rearing. This is absolutely critical and parents may need to get 
information on the many strengths in their culture and the numerous contributions 
that Africans and African Americans have made and are still making to the world. 
This culture should be taught in schools as vital for all children regardless of race, 
age, gender, and economic conditions.  

11. Understand the needs of special needs children and how to handle them. 

12. Gain insight into the knowledge that the African American adult at all ages have 
valuable knowledge to share in child rearing practices. These can help develop 
children into extremely desirable children and adults who will have many 
contributions for themselves and society. These contributions are a part of what has 
made America such a great nation in which diversity is respected for the contributions 
to our great nation.  

Although the items identified before are significant for helping the children to grow and 

develop within the context of the African and African American culture and what should be 

done, parents can learn about visual, auditory, and tactile/kinesthetic learners and what they do 

and how they learn best. They can also learn about multiple intelligences initiated by Howard 

Gardner and still being expanded. Parents and others can find the learning styles of children by 

going to www.engr.nesu.edu/learningstyles/ilsweb.html to get a free questionnaire. 

Summary 

African Americans come from a rich cultural background which is not a part of most 

schools and is looked at with disdain, particularly by the White culture. The feeling is that there 

is nothing to be learned. However, most of the child rearing practices are of intense value and 

should be learned and practiced as valuable aspects of child growth and development. The 

involvement of the total community is still a valued and valuable part of the rearing of African 

American children in America that has much to offer other cultural groups. 
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The Biopolitics of VIP: La Otra Casa, and Its Reception among Spanish 

Students of “Middle America” 
 

While there is fertile ground to mine in Elías Jiménez Trachtenberg’s latest film from 

Guatemala, this paper serves as a basic film analysis with attention to its reception at the “Reel” 

Guate Film Festival held in Louisville, KY in fall 2011, as well as to the Foucaultian notion of 

power in the construction of the subject. 

Analysis: Biopolitics and VIP 

Guatemalan director Elías Jiménez Trachtenberg, in his 2007 film VIP: La Otra Casa, 

seeks to critique the Guatemalan political and prison systems and their intertwined corruption 

and lack of respect for the rule of law. In this work, Jiménez considers Foucault’s concept of 

power, which “subjects us to capitalism, patriarchy, racism, and homophobia, but it also 

subjectivizes us, makes us who we are” (Nelson 216). In other words, “power does not repress an 

already existing subject. Instead, our experience of subjectivity itself is produced by power” 

(ibid). This power, furthermore, is a “biopolitics of the population” (Foucault History), flowing 

through us, and in every action and intention we have, within and without us. This power and the 

subjectivity it produces exist as biopolitics “to ensure, sustain, and multiply life [bios], to put this 

life in order” (Foucault 137-138). What plays out in VIP is a manifestation of such biopolitics, in 

the microcosm of the prison, which reflects or parallels the macrocosm of Guatemalan politics. 

We see in his biopolitics the tension Foucault identified that is produced by modern regimes, 

which draw their power from life itself (biopolitics), while at the same time visiting holocausts 

and other atrocities on the people who supply the bios/life, which is the source of their power 

(Nelson 218). 
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VIP: La Otra Casa portrays a high-profile government accountant, Juan Ramos, who is 

arrested and thrown inside one of Guatemala’s most dangerous prisons. The crime for which he 

arrested is a mere pretext to his imprisonment; the underlying motivation for his incarceration is 

retaliation by another high-ranking government official, Sergio Vargas, whom Ramos 

successfully prosecuted for fraud, thus landing Vargas in the same prison in which he entraps 

Ramos, with the intention of killing him.  

It is a prison that a typical American moviegoer would hardly recognize, based on recent 

cinematic representations of prisons in the U.S. (films such as The Green Mile, Dead Man 

Walking, The Shawshank Redemption come to mind as hallmark ‘prison’ films). Although prison 

life is never represented as easy in such films, the level of violence, chaos, and corruption on 

display in VIP is so intense that it seems more a deserted island for criminals and crimes than a 

state-run prison. Cool Hand Luke, with its display of the tribalism and personal rivalries of the 

inmates as well as the arbitrariness of the warden’s power, is more in line with the feelings 

evoked by Jiménez in VIP. Such a chaotic portrayal of prison life is meant to stand in stark 

contrast with the appearance of ordered, privileged life that Ramos led outside the prison walls; 

Ramos undergoes a process of transformation, mentally and physically, demonstrating the 

biopolitics of the prison, as its power subjectivizes Ramos as prisoner and criminal. In doing so, 

it uncovers a latent truth about Ramos, who, it is revealed in the action of the film, was no 

stranger to criminal activity before being jailed. 

Jiménez filmed VIP: La Otra Casa in a real prison with real prisoners; 

cinematographically, he employs lots of kinetic movement, choppy cuts, and a lot of hand-held 

camera shots to convey the sense of jarring lawlessness of the prison and the ensuing dog-eat-

dog pecking order based on murder, torture, and exploitation that emerge as the institutional 
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stability of the prison. Through the portrayal this abusive and reckless hierarchy, Jiménez seeks 

to draw parallels with the corruption of the state, making the prison a damning metaphor for 

Guatemala’s government. 

The normally privileged Juan Ramos, confused and afraid, learns quickly that there is an 

organizational structure to the prison, where the prison is divided into seven sectors, sector one 

being the most uncomfortable and dangerous, all the way to the VIP sector, which resembles a 

kind of dorm or hostel living arrangement, although with alcohol, cocaine, money, and a lot of 

card playing, not to mention influence in the outside world. Each sector is managed by an 

inmate—the “sector boss”—who each enforces his own brand of “justicia guatemalteca” to 

maintain order, whatever he decides that means. Ramos is placed in the most dangerous sector, 

and fights his way to the VIP sector, first becoming the boss of sector one. He quickly brings 

order and organization as sector boss, rallying the inmates to complete improvement projects on 

the prison, such as scrubbing floors and putting fresh coats of paint and even murals on the walls. 

He encourages camaraderie and cohesion by promoting soccer tournaments between sectors. 

All this is perhaps Jiménez suggesting that if allowed to lead, the “good guys” in 

government could really turn the ship of Guatemala in a better direction. However, the manifest 

yet unexamined racial and class tensions, as well as the violence and subterfuge in which Ramos 

participates to gain his position within the prison, ultimately undermine the idea of “progress” or 

order suggested by these harmonizing gestures. That is, the general population (especially sector 

one, the most depraved sector), is primarily populated with brown-skinned men who are of 

apparent indigenous descent, whereas the character Ramos looks European: tall, with light skin. 

That the Euro-looking rich guy has to come in and manage all the indigenous men, thus 

improving life for them, provokes an uncomfortable colonialist echo; it likewise conjures 
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memories of U.S. involvement in Guatemalan politics for the latter half of the 20th century, 

which resulted in dictatorship, exploitation, and genocide during a 36-year civil war. Jiménez 

further critiques those wielding the reigns of the state, using Ramos as a proxy for politicians, 

such as former president Alfonso Portillo, who publicly claims to want to help Guatemala 

improve economically and socially while actually positioning themselves to benefit 

economically through fraud. Ramos ultimately uses his position as jefe to orchestrate the murder 

of his enemies within the prison, thus belying the insincere motivations of those in government 

who use the guise of “improvement” of Guatemala for their own corrupt ends. In short, Jiménez 

reveals Ramos and the inmates to be subjects of power, reproducing dysfunctional relationships 

in the setting of the prison that exist outside it too. 

Perhaps the most interesting aspect of VIP, however, is not the terrific violence and 

corruption or the latent racism; instead, it may be the role of the church, represented by the 

character of the priest, Father Morales. His presence is perplexing throughout the film; he acts as 

a benevolent force in the fate of Juan Ramos in the rising action of VIP, yet there is always 

something occluded and sinister about him.  

In the beginning of the film, he helps Juan Ramos after he is beaten, giving him medicine 

and clothing from the VIP sector where the Father lives. Then, Ramos avoids being murdered 

because Father Morales allows him to sleep in his quarters in the VIP section. All these displays 

of Father Morales’ power within the prison come to seemingly nothing, however, because the 

Father merely follows Ramos around like an ineffectual puppy, always kind and seeking to 

engage Ramos, though critical of his violent decisions throughout; yet he is unable to influence 

Ramos to choose another path. Father Morales is also bewildering and off-putting because 

despite his apparent power and position in the prison, he himself is a fellow prisoner, for reasons 
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unknown, except that he is there “por amor,” as he mysteriously says. One wonders what 

symbolic martyrdom he might have suffered, which ultimately caused his incarceration. This 

contradiction in his character exemplifies the Foucaultian concept of the subject, whose 

experience of power is produced dialectically by his own experiences at the same time he is 

dominated by such power.  

Furthermore, Father Morales seems afraid to use his power to control Ramos—although 

he uses his position as priest to avoid personal violence, help other inmates, and likewise 

continue to live in the VIP sector. The dissonance created between his wielding of power within 

the general social system of the prison, but then behaving as a prisoner with Ramos, cowering 

and inert, raises the suspicions of the viewer throughout the film. 

In the disturbing and shocking climax of the film, our suspicions of Father Morales are 

confirmed, and our reasons for suspecting him are elucidated. At the end of the film, Juan Ramos 

organizes a secret prison break. As he is about to escape, Father Morales emerges seemingly 

from the shadows to confront Ramos, clearly emotionally distraught. Ramos yells at him to leave 

him alone, and turns to run away. Father Morales shoots him in the back, and says “Lo siento 

mucho. No pude dejarte ir” (“I’m sorry; I couldn’t let you go”). Then Father Morales kisses 

Ramos, first rather fatherly on the forehead, then on his bloody, breathless mouth in a desperate 

attempt at a kind of perverted, crazed intimacy.  

In this moment, we understand at once Father Morales’ repressed homosexuality and the 

violence he commits when it overcomes him, now and in the instance that landed him in prison 

in the first place, we must deduce. This violence is a predictable result of institutional power of 

patriarchy acting upon the subject: a homosexual man. Likewise in this moment, we see Jiménez 

communicate the corruption and violence that plague Guatemalan politics extend also to church 
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authority, although the cause of such violence and corruption is different for Morales than it is 

for Minister Vargas (Ramos’ enemy in the prison, whom Ramos ultimately has murdered). 

Jiménez’ commentary on priestly celibacy, the tyranny of heteronormativity and a very 

narrow expression of gender within Catholicism is in line with many of his contemporaries 

(Pedro Almodóvar’s Mala educación comes to mind), noting how patriarchal apparati such as 

the church twist and repress sexuality, ultimately producing subjects who inevitably have violent 

and senseless outbursts such as the murder of Juan Ramos, at the extreme end of the spectrum of 

violence. 

Ramos, in his dying breath, asks Father Morales “¿Por qué?” The Father responds, “Seres 

como tú y yo no podemos estar libres” (Beings like you and me can never be free.”) These must 

be beings who live one story, but have other motivations or desires in secret which ironically 

belie their public selves. The criminal subject produced by prison life ends up revealing a sad 

truth about the systems on the outside such as the government and the church, which are just as 

powerful and dangerous in reproducing destructive expressions in their subjects as the prison is 

at reproducing the violent criminal subject on the inside. 

Student reaction to VIP 

When I presented this film to a group of about ten students as part of the University of 

Louisville’s annual Latin American Film Festival, I was not sure what students would pick up on 

and what they would have questions about. I assumed their base of knowledge about Guatemala 

was nil (most of my students cannot identify Guatemala on a map), and that their knowledge of 

prisons was largely based on American television and film. In the course of watching the VIP, I 

observed their reactions throughout, and was unsurprised that their strongest reaction was to the 



76 

explicit sex scenes in the film, rather than to the extreme violence, or to the breaking up of Juan 

Ramos’ family, which is also portrayed in VIP with full emotional intensity. 

After watching the film, I moderated a discussion about it with the students. I was 

bracing myself to diffuse a room of students irredeemably disturbed or disappointed by many 

aspects of the film: the lawlessness, the moral relativism, the drug use, the nudity, the 

comparatively low production values, and of course, the Spanish language nature of the film (and 

subsequent necessity for subtitles). However, my presumptions were largely unsubstantiated in 

the discussion I had with students after the film viewing. Most students (at least those willing to 

speak at length) did not dwell on those aspects of the film I imagined they would find 

challenging (like the explicit sex scenes); instead, they demonstrated that they had understood 

the film as a critique of the prison system in Guatemala. But instead of focusing on the plight of 

the rule of law in Guatemala, or the recourse to patriarchal gender stereotypes employed in the 

film, the students I spoke with were interested in taking Jiménez’s critique of prisons and 

applying it to a discussion of American prisons and the American justice system in general. They 

used their observations of VIP in terms of race, class, law, morality, sexuality, violence, and 

masculinity, to critically examine those same aspects of American culture.  

I asked students to consider why the Spanish section of the Classical and Modern 

Languages Department had promoted this film and asked students to see it. The answers I got 

were fairly vague, but the general sentiment was something along the lines of, “So we can see 

how corrupt and poor Guatemala is.” That notion needed a little contextualization so that 

students could understand the historical and cultural milieu in which the film situates itself. We 

talked briefly about the civil war, the fight for indigenous rights, the United Fruit Company and 

U.S. intrusions in Guatemalan internal politics for decades. By the end of the discussion, most 
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students seemed more interested in Guatemala than before we began the discussion, and more 

interested in Spanish language learning too. Several students left the film viewing to attend a 

Conversation Table immediately after our discussion! 

I was heartened by students’ openness to identifying with another culture, and their 

readiness to draw parallels between something they know about in their own life and culture and 

that of a “foreign” culture. I was likewise relieved that I didn’t have to defend the film’s merits 

to anyone. My fears that students would be closed-minded were totally unsubstantiated. I 

continue to find that to be true the longer I teach at the University of Louisville. I am impressed 

by students’ eagerness to engage with and understand difficult theoretical concepts and not to 

shy away from asking questions when they want to know more. 

Conclusion 

By promoting this film (for credit in our classes, as well as through general 

encouragement to students to attend) in the context of a film festival focused on Guatemala, we 

implicitly endorse or validate the representations of Guatemalan culture presented in the films. 

To students with no training or background in film analysis, not to mention the history of 

Guatemala or film criticism, showing avant garde films which criticize the internal politics of 

Guatemala seemed to me on the surface to accomplish little in the service of promoting Hispanic 

culture to fairly callow American students at the University of Louisville. 

So was it (and is it) still valuable to encourage students to see such films? The short 

answer is yes. There is value in promoting exploration of Hispanic culture, whether it be film, 

food, holidays, art, literature, history, or other traditions or cultural practices. Films especially, I 

think, serve as an easy and readily accepted way to open a window to a piece of culture for 
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students. That said, it is our responsibility as sponsors of the film to frame a director’s individual 

narrative interpretation within a wider context of cultural appreciation. 

By shining a spotlight on issues Guatemalan filmmakers deem important—even by 

merely proposing that one should investigate a culture other than one’s own—we as a faculty 

implicitly ask students to face their own privilege as Americans. First world privilege makes it 

unnecessary for our students to have to consider how other people in the world live or feel, the 

problems they face, the families they have, or the places they live. The purpose of hosting a 

foreign film festival is to invite students to recognize other realities. This in and of itself is a 

worthwhile endeavor, and as I said, the students I encountered rose enthusiastically to the 

occasion. 
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Why Historically Black Colleges and Universities Should Require Their 

International Business Program Students to Tour Africa: A Student’s 

Perspective 
 

Abstract: This paper will discuss the importance of international business students, specifically 
at historically black colleges and universities, travelling abroad to African countries. This should 
become a critical part of students’ college experience because it exposes them to immense 
opportunities in some of the fastest growing emerging markets and developing countries in the 
world. Just as important, it exposes students to the African continent. Such travel will attempt to 
eliminate social and cultural ignorance about the land of their roots. The purpose of this paper is 
to increase awareness of the social, cultural, political, professional, and personal growth and 
development that travel to Africa can provide for HBCU international business students. 

 

 

 

Introduction: 

Review of Literature:  

There has been much literary works about Africa, African Americans and the prehistoric 

days. One of the most fascinating pieces of information found while completing our research was 

a letter written by Alexander Crummell in 1860 addressed from Liberia to Black Americans. 

Crummell had a rich African ancestry as he was the grandson of a West African Chief. He also 

worked in Liberia for 20 years around the 1800’s and received an education from Queens’ 

College, Cambridge. 

In this letter he wrote, “Black Americans should have some relation to the land of their 

fathers whether they emigrated or not. It was natural to call upon the children of Africa in foreign 

lands to come and participate in opening treasures of the land of their fathers. Though these 

treasures are the manifest gift of God to the Negro race, yet that the race reaps but the most 
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partial measure of their good advantage” (Battle and Wells 2006). His letter was not to make 

people migrate back to the African continent but to develop a relationship between the Pan-

African communities. This is simply a historically argument that defends and contributes to our 

proposal that it is key for Internationally Business students at Historically Black Colleges and 

Universities to embark upon the journey home.  

This is also closely related to the history and development of Howard University in 1867. 

Howard was a school that was established during slavery when there was not much education 

available for Blacks. This institution of higher learning consisted of a staff and student 

population made up of solely African Americans. It however, had a policy that made sure the 

university was open to any individual regardless of “race, sex, creed or national origin.” Within 

the first year of the schools existence, it had already admitted its first four Caucasian students. 

Soon after, the international body began to grow with students from approximately 20 different 

countries coming to the United States to attend the institution (Battle and Wells 2006). This fact 

also supports our belief that if international students, especially those from African countries, can 

come to the United Sates to study, learn about its culture and the people that were once close to 

them, then the students especially of African descent should be extended the opportunity to 

explore an African country as well. 

Statement of Purpose:  

The purpose of this paper is to increase awareness of the social, cultural, political, 

professional, and personal growth and development that travel to Africa can provide for HBCU 

international business students. We hope that it will ignite academic leaders to begin their own 

research to create programs within their institutions that will support and encourage international 
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business students, as well as those who are seriously and strongly interested in international 

business, to travel abroad to African countries. 

This study is of great importance, especially to the HBCU community because these 

institutions that were created to provide Black people with an education when no other college or 

university would needs to remain competitive. There is a nurturing and family oriented spirit on 

the campus of so many HBCUs that is unlike any other; we are convinced of it. Our HBCU 

students have to do more than just survive in this globalized world, they must learn to thrive. 

HBCUs provides such an environment where-by such learning is possible. Learning firsthand 

about their African roots, as well as the various opportunities that lie within the continent can 

equip them like no other experience within the United States alone. International business is 

shrinking by every technological device released and meaningful, personal, and professional 

travel can be vital to a student’s success. 

Observational Method: 

The primary method of research for proposed topic was firsthand experience from two 

HBCU students, both of which attend Alabama State University in Montgomery, Alabama. One 

student is an African American by birth who travelled to South Africa on an International 

Business trip. The other student is a Nigerian by birth that has come to America to study. After 

various conversations, both students found a commonality in their interest for international 

business and the African continent; thus, combing both experiences to create a theory. They did 

further research by observing the interactions amongst African American and African students 

attending the institution detecting how well each entity adapts to the other culture. Discussing in 

detail the values gained when students engage in communications with each other’s culture and 
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beliefs. This is the basis for the theory. In addition to this observation, the experiences and 

exposure gained from their travel created a foundation for our research. 

Results: 

Through our observational investigations, we found that by travelling to Africa students 

would be exposed to expansive opportunities and business networks, various emerging markets 

and developing countries, personal and professional development, and a knowledgeable and 

cultured perception of African countries. Our own experiences heavily support these theories.  

Ayana Jordan’s personal experiences: As an African American travelling to Africa for 

the first time, I held within a number of ignorant ideas and a strong disconnect to the land. All 

the websites and books could not prepare for what I would encounter and experience in South 

Africa. Many described it as a different Africa; but once I stepped outside of the airport, I knew I 

had made it. I had come home. The people, the land, the buildings were all so beautiful in my 

eyes, even more to me than the lush green hills of Scotland that I had seen the year before.  

The trip was a ten day excursion abroad sponsored by the United Negro College Fund- 

Special Programs as part of their Global Entrepreneurship Initiative; hence, professional 

development. For over a week, students and faculty from various colleges and universities in the 

United States, four of which were HBCUs, were hosted by the University of South Africa. 

UNISA is the largest university on the African continent and attracts a third of all higher 

education students in South Africa. We, as U.S. students, were able to interact with our South 

African counterparts on both a professional and also social level. While there, we also learned 

basic information about the country but we got something more than a search engine could give 

and that was the ability to dialogue with the people that were actually there. We discussed small 

and medium enterprises in South Africa and the lack thereof. Opinions and ideas were shared 
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and the students even created a blog to continue the dialogue and effectively and continuously 

utilize our newfound networks. 

There were tours of local businesses, as well as global businesses that had recently 

expanding into the South African market such as Ford Motor Company. On a more personal not, 

the visit to the Apartheid Museum and Soweto strengthened many of our connections and love 

for our “far removed land.” We felt as though we were a part of the diaspora that had returned. I 

can remember holding hands with an Alabama State faculty member, and crying as we shared 

the stories of our own families past. We found that it heavily related to the fairly recent pasts of 

the stories we read on the walls of the museum. As I looked at the photos flashing across the 

screens, I said aloud “they look like the people in my textbooks.” It wasn’t until after that 

statement was made that I realized they are the same family of people. They were Africans and I 

too am an African.  

These experiences cannot take place within the United States: a physical connection must 

be made. 

Zainab Olomada’s personal experiences:  

International business students are open-minded students who find the world, its people 

and the opportunities that are available intriguing. As a Nigerian international business student, I 

have been exposed to not only the different cultures and opportunities around the world but to 

the opportunities available in my own country. Coming to the U.S., I was not aware of the 

emerging markets and opportunities available within Nigeria and Africa; therefore I did not have 

an interest in pursuing any business endeavor within the continent. After studying  international 

business and with my personal knowledge and experience of the countries in Africa the different 

business avenues became visible. In addition, I was intrigued at how there were similarities 
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between thing in the U.S. and things in Nigeria, e.g., the student organizations I belonged to in 

secondary school such as the junior achievements, and student against destructive decisions. This 

made me feel connected with the world. I strongly believe that students especially those at 

HBCU’s should be given the chance to travel to an African nation, reconnecting with their roots 

and changing the perception they have acquired about different African cultures. 

Conclusion: 

We believe it should be just as mandatory as internships for international business 

students at historically black colleges and universities to travel to African countries. Funding is 

out there, we just have to find it. Just as Alabama State, a university with a student body of about 

5600 students. A university that had to sue the state of Alabama just to receive adequate funding 

to operate was able to secure funding to send three students and three faculty members to South 

Africa, so it is possible. While there, the universities were able to meet with potential students 

and Alabama State even awarded scholarships to South African students. Such travel is not only 

critical for students, but can also benefit the university and African people as well. 

We strongly recommend that HBCU students be afforded the opportunity to visit and 

study the continent of Africa. It would make a huge difference in retention and the quality of 

students graduating from a HBCU. 
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Gumbo Gallery – The Art of Sonja Griffin Evans Ethnography 
 

Abstract 

This ethnography explored the work of artist Sonja Griffin Evans. Originally from Beaufort, 
South Carolina, Sonja Griffin Evans currently lives in Pensacola, Florida. An active member of 
Belmont DeVilliers Community, Sonja believes historical and cultural heritage should be 
preserved through the arts. Data collected from series of interviews and observations conducted 
at Gumbo Gallery, which is the art gallery owed by the artist, were analyzed and compiled into 
categories. The main purpose of the study was to answer the question: How do history, culture, 
and faith influence Sonja Griffin Evans art? Three of Sonja’s most significant collections were 
scrutinized during this investigation—Forgotten Communities, Spirit of New Orleans, and 
Inspirational Doors. Final considerations showed that, even though each collection had a 
specific aspect that clearly influenced each piece, history, culture, and faith were, in fact, 
interwoven themes in Sonja’s work. 

 

 

 

Introduction 

I initially met Sonja Griffin Evans at Gumbo Gallery, in December 2011 when 

conducting research at Belmont-DeVilliers neighborhood in Pensacola, Florida. On a Saturday 

morning I was walking at DeVilliers Street working on my photo inquiry pilgrimage, when I 

decided to enter the small building in which Gumbo Gallery is located. I introduced myself as a 

doctoral student who was conducting research on segregation history and urban development in 

the area. Sonja was very receptive and we quickly engaged in a conversation about my study and 

how it connected to her desire to preserve community cultural and historical heritage through the 

arts.  

When I decided to write this ethnography about Sonja’s artwork, my first thought was to 

concentrate my investigation on some specific pieces rather than on entire collections. I could 
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see from the surface Sonja’s imagery was expressive and full of symbols, but until I learned 

more about her story, that was just my interpretation.  

The initial motivation was scrutinizing Sonja’s paintings considering most recurrent 

aspects of her work, which evolved to investigating how history, culture, and faith influenced her 

art. As interviews and observations progressed, Sonja’s personal traits emerged increasing my 

interest on both art and artist. During few times I visited the Gumbo gallery conducting either 

observations or interviews; I gradually became acquainted with Sonja’s creative process. Most of 

all, I learned about Sonja’s origins. I realized the importance of recognizing the personal side of 

the artist in order to understand the essence of her art.  

Writing about an artist was challenging. I actually had to take some precautions to avoid 

any sort of bias due to my fine arts background, which could be a potential source of interference 

to my research. During the interviews I had to be very careful not to lead Sonja’s responses 

based on my familiarity with art techniques and styles. I focused my questions on inspirational 

elements in order to avoid any possible personal interpretation of Sonja’s work. During the 

interviews it was very difficult to control my opinions and comments about each piece from 

different collections. I frequently became over excited and shared a lot of opinions, which 

obviously were not included in this study in any instance. 

This ethnography is the product of two interviews and series of observations performed at 

Sonja’s art gallery, Gumbo Gallery. All quotes were transcribed verbatim and not edited for 

grammatical or any other purpose. Occasional characters mentioned throughout the paper, 

besides Sonja, had their real names protected for confidentiality purposes. The Institutional 

Research Board at the University of West Florida approved this project, and all documents 
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related to conducting research with human subjects were adequately completed and signed prior 

to initial data collection. 

Conducting this research project was a journey into the rich and powerful art of Sonja 

Griffin Evans. The vivid colors and faceless figures, representing the essence rather than 

physical character, told a story of struggle, injustice, strength, faith, and ancestry. The desire to 

preserve historical and cultural heritage and the inexhaustible faith in God were key elements, 

which mixed with Sonja’s extremely sensitive personality resulted in art she interestingly defined 

as “food for the soul.” 

The Person 

Sonja Denise Griffin was born on July 29, 1969. Living most of her childhood in 

Beaufort, South Carolina, not even aware of the richness of the surrounding Gullah culture, 

Sonja inherited the instinctive talent she would later develop as an adult. After suffering a 

significant “nervous breakdown”, Sonja started painting for therapy in 2005. Her stepmother, 

who was also an artist, broke her right wrist. Unable to paint, she offered her studio to Sonja, 

who at that point did not envision a prominent artistic career.  

Spending part of her life in different places while she was in the army, Sonja moved to 

Pensacola in the early 90s. Later, back to her hometown to heal her sorrows, Sonja could finally 

see the value of the culture, which in her childhood days was just an ordinary “way of life.” 

Going back to South Carolina as an adult, she explained, was like a self-discovery journey when 

she returned to her roots to find out who she was and where she came from. 

Community and People 

Sonja is definitely a person who enjoys being among people. It was not uncommon to see 

visitors entering the Gumbo Gallery looking for something beyond art. The whole environment 
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is so inviting. Two vintage-style red velvet chairs, positioned on the left side of the main 

entrance inside the gallery, were always occupied by someone who was engaged in a 

conversation with Sonja or someone else. The yellow walls and the vibrant colors emerging from 

the paintings, make the room cozy and warm. Each time the entrance door opened and someone 

entered the gallery, Sonja repeated the same ritual walking towards the person, and introducing 

herself: “Hi, I’m Sonja.” And in a very hospitable way, she would engage in interactions and 

long conversations about music, religion, culture, history, and obviously art.  

As the president of the DeVilliers Culture and Heritage Society, Sonja frequently had 

local business owners and other community members visiting her gallery. In addition, she often 

encouraged people who were new in the area to visit other local business, such as the Five 

Sister’s Blues Café, which is a restaurant located near the gallery, in the previous Gussie’s 

Record Shop building at Belmont Street.  

When I arrived at Gumbo Gallery for our first interview on July 5th, Thursday at 

5:20 p.m., Sonja was waiting for me as we had scheduled. She wore a light beige pair of pants, a 

tie-dye style brown t-shirt, and was in the company of a gentleman who was seated in one of the 

red velvet chairs. He appeared to be in his late 40’s, with mostly gray hair, and wore a light 

brown suit. Sonja introduced him as “her boss,” he stood up exhibiting his tall and elegant 

stature, we shook hands, and he left the gallery.  

On the same day, during the interview, a gentleman opened the entrance door and 

realizing we were in the middle of something, he immediately apologized and stepped back 

saying he would come back later. Sonja and I told him that we were having an interview but 

there was no problem in taking a break. We asked him to stay. The man was tall, with light 

brown skin, and salt and pepper hair. He smiled with a trace of embarrassment and shyness as he 
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entered the gallery. Sonja introduced him as the owner of Five Sisters Blues Café and mentioned 

he opened the restaurant in honor of his mother and her four sisters. We chatted for about five 

minutes and he left asking Sonja to stop by the restaurant and talk to him before she closes the 

gallery. 

On July 14th, the art event Sonja organizes every Saturday was cancelled due to stormy 

weather. It was 11:15 a.m. when I arrived at the gallery to conduct observations. I entered the 

gallery and immediately saw Sonja sitting behind her desk looking at her computer while she 

maintained a conversation with two other people who were in the gallery sitting right in front of 

her; in the same red velvet chairs Sonja and I sat when we had our first interview. Sonja wore a 

black t-shirt with silver details on the neckline and white Capri pants, which ended a little below 

the knee.  

One of the two people was a young guy, probably in his early 20’s, who wore white 

shorts and royal blue t-shirt. His hair was medium length and very dark contrasting with his 

white skin. I called him Bob. Sonja introduced Bob as a bass player who would be playing and 

maybe teaching in her gallery. The other person was an African American lady possibly in her 

late 50’s with salt and pepper straightened hair and sunglasses on her head used as a tiara. She 

wore knee-length jeans shorts and a khaki t-shirt with buttons and two pockets on the front. I 

called her Martha. Sonja introduced Martha as her “sister artist.” Other people visited the gallery 

this same day despite the bad weather. Sonja was always ready to say “Hi, I’m Sonja” exhibiting 

her signature smile. 

Interactions – Artists  

The art show Sonja promotes every Saturday on the sidewalks of DeVilliers Street offers 

new artists and new businesses the opportunity to display their products and services for free 



93 

from ten in the morning until the end of the day. I decided to participate in one of the Saturday 

art shows with some of my black and white photographs from previous research in the area. As a 

participant, I observed Sonja is very considerate and committed to the artists. When I arrived, she 

was helping artists to set up their tables, umbrellas, shelves, and artwork. At a certain point, she 

had her purse on her shoulders and car keys in her hands but because she was back and forth 

trying to make sure everything was in order, it took her about 15 minutes to leave the gallery to 

deliver one of her pieces that had been sold. 

On Saturday, July 7th at 9:50 a.m., I arrived at the gallery to get directions from Sonja on 

where I should set up my photos. She was inside the building dressed in white pants and a white 

tunic (Figure 1). She indicated in the morning the shade covers the gallery sidewalk, but in the 

afternoon it would change to the other sidewalk; she mentioned I could move to the other side if 

I wanted in the afternoon.  

Figure 1. Sonja Griffin Evans painting at DeVilliers Street 
during Art Event. Photo: Maria C. Leite 
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There were a couple of exhibitors setting up their artwork. Two African American ladies 

arrived in a red Corvette and took some very colorful paintings out the car. Later, one of them, 

apparently in her 40’s, with short black hair, dressed in black pants and a black t-shirt mentioned 

the paintings were her daughter’s. A young lady, I called her Cindy, set up her artwork, little 

dogs made out of hangers and wool strings (on shelves she got from Sonja), by the table I set up 

my black and white photos from Belmont-DeVilliers, New Orleans, and Baton Rouge. We 

started to chat and she mentioned she was from Jamaica and currently worked as a teacher at the 

new Global Learning Academy. Cindy wore a black skirt, a purple top, and her hair was 

carefully braided. She appeared to be in her late 20’s and had a beautiful accent and constant 

smile. While we were chatting, a lady who seemed to be in her 40’s, wearing a white t-shirt, light 

beige pants, and a beach hat made of straw took pictures around. I called her Monica. She 

approached Cindy and me with the camera. Cindy immediately stood and said she did not want 

to have her picture taken. Monica looked at my photos and asked me if they were recent, so I 

mentioned my research on Belmont-DeVilliers as the reason for the photographs. She said she 

was working on a documentary called “Belmont-DeVilliers: The Making of a Neighborhood” 

and asked for my contact information. She handed me a documentary brochure, where she wrote 

her name, phone number, and e-mail address on the back. 

Gumbo Gallery 

For Sonja, the concept of “Gumbo” was the perfect divine inspiration to name the gallery 

located in a small building at DeVilliers Street (Figure 2). The mix of different ingredients 

preserving the identity of each one individually was analogous to the idea of creating a space 

opened to new artist from a variety of cultural and artistic backgrounds.  



95 

When I asked about the rationale for the name Gumbo Gallery, she explained primarily 

that people, who would not be interested in art, would possibly be interested in food, so the name 

Gumbo Gallery would initially catch attention for this reason. She smiled and said: “Instead of 

food for the body it is food for the soul.” Secondly, she mentioned the analogy between the 

Gumbo and the diversity of visitors and artists who attend the gallery. She described the concept:  

I opened it [the gallery] up to every, you know, different artists, it’s a little bit of 
everything for everybody. And I see just like a gumbo, it… gumbo is this flavorful dish, 
but yet it has many ingredients in it, but it does not loose what it is. If there is a shrimp in 
a gumbo, it still taste like a shrimp, you know, so uh it’s just uh a mixture of a little bit of 
everybody. 

Figure 2. Located at DeVilliers Street, the Gumbo Gallery promotes a 
diversity of local artists. Photo: Maria C. Leite 

 

 

 

 

 

 

 

 

The Artist 

Initially inspired by her native Gullah culture, which she defined as “a language and a 

culture that derived from when the Africans were brought to the Sea Islands of South Carolina, 

Georgia and some parts of Florida,” Sonja defined herself as a “cultural artist,” who “started out 

as a Gullah artist painting the Gullah scenes and Gullah work.” Also, strongly influenced by her 

faith, Sonja attributed her healing process to art. She explained her art was a gift from God to 
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cure her. She stated: “He [God] basically put in my spirit and says: It was given to you to help 

heal you, so now you use it to help heal others.”  

During interviews and observations recurrent themes such as the African American 

struggle for freedom, African culture and heritage, and unconditional faith arose as clear 

foundation for what Sonja called “cultural art”. Although some collections may show a stronger 

influence of either history and culture, or religion, all these aspects are obviously the essence of 

Sonja’s work and are interwoven in all her pieces.  

The Art – Important Collections 

Forgotten Communities – “Restructure the History” 

While working with the Florida Black Chamber of Commerce and the “Forgotten 

Communities,” a national project aiming to restructure the history and culture of underserved 

communities, Sonja was commissioned to develop a collection of pieces reflecting these 

communities in the city of Pensacola. The collection was particularly influenced by segregation 

history and how Jim Crow laws shaped limits of where blacks could or could not go. Sonja 

explained she painted the “historical communities,” such as Aragon Court, the Tanyard, and 

parts of Belmont-DeVilliers. Sonja’s paintbrushes also portrayed black-only beaches, such as 

Johnson’s beach, Wingate’s Beach, and Bruce’s beach (Figure 3).  
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Figure 3. “Bruce Beach.” Pensacola, Florida (24x36).  
 

 

 

 

 

 

 

 

 

Belmont-DeVilliers, was the African American neighborhood, which according to Sonja, 

had about 60 businesses back in the segregation days, such as Abe’s 506, and Blue Dot 

Barbecue, both portrayed as part of “Forgotten Communities” collection. She defined Belmont-

DeVilliers as the “Harlem of the South” and declared the more she learned about the history of 

Pensacola, the more she became involved with the idea of revitalizing the local history and 

culture through the arts. Sonja stated pleasantly: “I could paint for the rest of my life, just based 

on what’s here in Pensacola.” 

Another interesting aspect of this particular collection is that all pieces were painted on 

wood, a symbol of reconstruction. She explained:  

I painted those first pieces uh… my reasoning for the wood then was because, well, 
Florida is known for its hurricanes, and I said and it was a basic material that you use to 
build the community and it’s also the same thing that you’d use to rebuild a community, 
so the symbolism of the wood and the rebuilding it, you know. 

The Spirit of New Orleans – “Out of One Came Many” 

Sonja’s latest collection, “The Spirit of New Orleans,” was a mix of mystical and cultural 

influences that brought together what she called her “primitive” Gullah culture and the “vibrant” 
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culture of Louisiana. Constantly paralleling the two cultures, she described her fascination for 

the New Orleans way of life and how they intensely celebrated their ancestry:  

Then it also showed too, how close it [Louisiana culture] was to my Gullah culture as 
well. They are a little more festive than we are, but, you know, the cultures were so close 
and I said, you know, now I truly understand that thing of out of one came many, because 
as they [Africans] move to different areas throughout the country they brought their 
culture with them. 

Using New Orleans as a model to what she believed Belmont-DeVilliers should become, 

Sonja highlighted the importance to preserve culture as a way to maintain history and identity 

alive:  

So when like I said, when I went to New Orleans it was like, it also showed me Pensacola 
could be that, Belmont-DeVilliers is that! You know, because … they [people from New 
Orleans] have taken their culture and their heritage and boy [pause] they have created a 
legacy. 

The spiritual aspect was also a strong portion in this collection. All mysticism in which 

New Orleans’ culture is immersed was illustrated on Sonja’s figures of angels and “tall and 

long” people in “sheered” clothes, “as they were spirits.” She described New Orleans as a rich 

place for artists because both physical and spiritual dimensions were so present and intensely 

perceptible. She named this co-existence of “the physical realm and the spiritual realm” as 

“sensory overload.” 
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Figure 4. “Walk In The Light.” Dimensions: 24x30 
 

 

 

 

 

 

 

 

Most of Sonja’s pieces are currently exhibited at the Hemmerling Gallery in New 

Orleans. On the first interview day, July 5th, she went through two of her paintings that were in 

the gallery. One week later, the same paintings had been moved to New Orleans and quickly 

sold. “Calling All Saints” was one of the pieces, painted on wood, with dimensions of 

approximately 30 by 40 inches. In earth tone colors, the scene showed the typical facade of New 

Orleans buildings with a balcony on the upper level. The balcony was filled with figures that 

Sonja said were “just dead.” In the foreground there was an angel blowing the horn, “that 

trumpet sound that’s called all saints,” she said. 

Another piece in “The Spirit of New Orleans” collection was commissioned for the 

documentary “Belmont DeVilliers: The Making of a Neighborhood.” She described the scene as 

an illustration of how African Americans during the Jim Crow era were forced to leave 

downtown area and move to Belmont-DeVilliers. The painting (Figure 4) depicted very tall 

figures with long arms, all dressed in white and “sheered” clothes. Each figure carried a sign 

representing values brought with them “in order to rebuild what they had.” These values were, as 

she pointed:  
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… pride, because those things, you know, specially the pride, were stripped away from 
you, you know, your strength to endure, and encourage, and rebuild; and respect, and 
man! That’s what you have, is valuable, and know that you are valuable, and of course, 
faith, you know. 

Sonja pointed to the extreme left and right of the painting to show respectively the image of a 

man carrying, what she called a “guiding light,” and the figure of “guardian angel.” She stated: 

“and we still need those things today, we need a guiding light and a guardian angel.”  

Inspirational Doors – “Painting in Parables” 

During tough times, in the midst of a serious depression crisis, Sonja found, through faith 

in God, the exit through art. She described: “I call them inspirational doors because I said it’s 

God opening some of the doors for me, I painted them, and I leave them for someone else.” 

Through “Painting in Parables,” as she named the process of creating the doors, Sonja produced 

pieces based on her close communication with God, who according to her, always provides “an 

inspirational quote, a Bible scripture, or a story to go along with it” (Figure 5). 

 
Figure 5. “Amazing Grace.” Dimensions: 12x24. Hemmerling Gallery, New 
Orleans, LA.  
 

 

 

 

 

 

 

 

Intensely influenced by the spiritual aspect, this collection also presented cultural and 

historical references to African ancestry and slavery. For instance, Sonja walked through the 
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gallery to show two of her most significant doors, “The Door of No Return” and “Freedom’s 

Door.” These two pieces have poems rather than images. Beginning with “the Door of No 

Return,” which, she explained, was “symbolic of an actual door uh, in Africa, which was the last 

door Africans saw before they got onto the slave ships,” Sonja read her poem with intense 

emotion: 

The door of no return may lead to pain 

Hurt and sorrow 

And as far as the eyes can see there seems to be 

No hope or tomorrow 

But with each step that you take you pray that 

You’re not alone 

Often being paralyzed with fear of knowing only 

the unknown 

As to stand there stripped of all your hopes 

And dreams even your identity 

Still believing in your heart that one day 

You’ll be free 

And after all you’ve been through you’re 

Still yet alive 

Leaving the world to often marvel and 

Wonder 

How you could have ever survived! 

The other door, “Freedom’s Door” was “based upon new year’s eve of the emancipation 

proclamation,” she said. Africans crossed that door for the last time as slaves “walking to a new-

found freedom, a new way of life, a new year.” In this particular door, Sonja included a Gullah 

poem written in Gullah dialect. With a deep voice, she reproduced the sounds of words written 

on “Freedom’s Door”:   
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De Say Freedum iz a step 

Way opun da do Freedum 

Gwine 

My’own muddum bredouh sistuh 

De gone way b’fo’ get way dis 

Freedum do’ 

Don’ know’um wha spec yon dis 

Do 

Oneting know’um ent gwine 

Lib dis ya lif’ 

No mo 

Munkamba (1862) 

The doors, in Sonja’s art, symbolized choices people have in life. Faith was the essential 

element individuals should carry when walking through these doors. She sincerely defended: 

“… He [God] is there, you know, so…that’s why the doors in there kinda give you visual, 

encouraging you to move on.” 

Conclusion 

Writing about Sonja Griffin Evans and the inspirational elements that made her art so 

distinctive, was an enjoyable voyage through the process of conducting ethnography. As I 

learned more about Sonja as an individual and as an artist, I could see clearly recurrent themes 

emerging from my observations and interviews, which originated the main categories in this 

study. History, culture, and faith were key aspects inspiring Sonja’s art, as well as her close 

communication with God and her desire to connect with people’s essence.  

Conducting this study was a double learning experience. As a student I walked my first 

steps in the ethnographic process, experiencing the limitations and other issues such as 

controlling the environment and reflexivity. I also experienced pleasant moments in which rich 
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information materialized from data gathering and interpretation emerged shaping my narrative. 

As a researcher, I essentially learned about Sonja’s creative process and important factors that 

made her paintings so powerful. This first-time ethnographic study was both pleasant and 

rewarding. Besides introducing me to a different methodology in qualitative research, it led me 

to a deeper understanding of cultural, historical, and spiritual traits of the captivating and unique 

art of Sonja Griffin Evans. 
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The Hope of a Child 
 

The birth of a new child is considered to be a wonderful and glorious event.  From the 

moment prospective parents are made aware of their soon-to-be arrival, plans begin to take 

shape.  Mom and Dad dream of whether their little girl will become homecoming queen or the 

star of the volleyball team and whether their son will be a varsity quarterback or president of his 

senior class.  The day that their bundle of joy arrives is filled with both joy and anxiety.  There 

are videos and photos taken on cellular phones and sent to family and friends near and far.  

Regardless of how many they have had before, each birth brings with it fresh feelings of joy, 

excitement, and anticipation, as it should.  This is how things should be.  It is a fresh beginning 

and a new start.  Unfortunately, this is not the picture every parent has on the day their child is 

born.  For so many, the birth of a new child brings with it feelings of sadness and overwhelming 

grief.  Instead of decorating rooms and buying cars, these parents wonder whether or not their 

child will live long enough to leave the hospital.  If the child does live this long, parents then 

wonder if he will make it to see his fifth birthday (Chukwa).  In a world where we have seen 

men land on the moon and robots perform surgery on cancer patients, it is hard to believe there is 

a parallel world where infants die at a rate of one child every two minutes and one million of 

these infant survivors die before they reach the age of five (UNICEF).   But this world does 

exist.  This world is located inside Africa in a country called Nigeria. 

While Nigeria is only the 14th largest country in Africa, it is the continent’s most 

populous country and the seventh most populous country in the world (CIA).  Each year, women 

give birth to 5.9 million babies yet, one million of these infants die before they reach five years 

old.  Out of those one million mortalities, one fourth of these deaths are from newborns alone.  

According to UNICEF, Nigeria has the ninth highest infant mortality rate in the world 
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(Chukwa).   Ironically, the country is wealthy in natural resources.  Crude oil is among its 

greatest export and the soil is rich for growing products such as cocoayams, sweet potatoes, corn, 

rice, peanuts, sugar cane, palm oil, soybeans and cotton lint (Babatunde).  However, despite the 

country’s ability to produce and sell these products, it is reported that 66% of Nigerians live 

below the extreme poverty line (Project).  Children are being born in hospitals where there is no 

electricity and no clean running water (Stachel).  Often times, women are giving birth to babies 

with the assistance of a midwife.  These midwives do not have the training or tools necessary to 

ensure a safe and healthy delivery for both mother and child.  Additionally these poorly trained 

and uneducated would-be physicians use random items to perform necessary tasks during 

childbirth; for example, using razor blades to cut the umbilical cord after a baby is born.  There is 

no sterilization and often, infection sets in.  Because these midwives do not possess the  

antibiotics necessary to fight infections, they simply use herbs that their husbands sell in the 

marketplace and hope this will be sufficient (Chukwa).  If a mother is fortunate enough to give 

birth in a hospital, payment for the birth must be given up front.  There are few or no intensive 

care units which can house premature or unhealthy infants and even fewer incubators available to 

protect these children from germs which could be fatal (A. Christianson).  More often than not 

mothers give birth to babies and simply wait, holding their child, until he or she dies.   

These facts, as alarming as they may seem, still have not commanded the attention they 

deserve from the government of Nigeria.  Even though some progress has been made to address 

the issue of child mortality, the pace of resolution is too slow to even be noticed by the people or 

to simply achieve the Millennium Development Goal of shrinking the child mortality rate at least 

one third by the year 2015 (Talbird).   
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When man’s inhumanity to man is spoken of, often we are talking about racism and 

prejudice and how we treat each other or see one another based on our differences.  However, 

this inhumanity extends far beyond base racism.  This behavior also speaks of our lack of 

concern for other human beings and the basic needs we all have.  Such inhumanity exists in 

Nigeria.  It is well known within the world’s community that the conditions these children are 

born into are less than humane and  little is being done about the situation (Talbird).    Abraham 

Maslow, Psychology professor who studied at Columbia University, created what is known 

today as Maslow’s Hierarchy of needs (Cherry).  In this psychological theory, Maslow states 

that all mankind possesses the need for self-actualization (being the best you that you can be), 

self-esteem (need to achieve, obtain status, have a reputation and be responsible), belonging and 

love (family, affection, relationships), and safety (protection, security, order, law, stability) all of 

which drive the actions of people everywhere regardless of their racial or national background.  

Of all the needs identified by Maslow, it is the most basic category of needs that universally 

wields the greatest amount of influence in people around the world.  The need for food, drink, 

shelter, sleep, clothing, and warmth transcend language and cultural barriers and exist among the 

wealthy and the poor.  It is expressed in Maslow’s most basic need - the access to life itself.  This 

is a need denied to many Nigerian children.  Infants born into this food deficient nation go home 

to severely impoverished communities where there is no clean water, food shortages, less than 

adequate housing and rural communities which often erupt into violence.  If they are fortunate, 

these infants live long enough to become part of these rural villages but, many do not survive this 

long. 

Despite assistance from humanitarian groups such as Save The Children, who is working 

to revive routine child immunizations in northern Nigeria (Children), and UNICEF, who is 
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working to provide every Nigerian child with health and safety protection (UNICEF), Nigeria is 

still fighting the battle of child mortality.  What makes this problem even more disturbing is the 

fact that many of these deaths could be avoided.  Malnourishment, poverty, inadequate health 

care, and lack of portable drinking water are some of the issues to blame for mortality among not 

only Nigerian children, but also the women who give birth.  Statistics state that 1 out of every 13 

women who have children will die during or immediately following childbirth (UNICEF).   

These deaths are preventable however the majority of women in the country of Nigeria do not 

have access to health care services for themselves or their unborn children. Additionally, less 

than twenty percent of hospitals or healthcare facilities offer any type of emergency care for 

women in labor (Children) 

Though it seems a world away, this parallel world I have described is not so distant from 

our own.  In America, where women and children are provided access to preventative and 

emergency healthcare, there are 1400 babies born prematurely each year who are too small or too 

sick to go home.  These children spend the first several days and sometimes months of their lives 

in hospital incubators being attended to by doctors and nurses who are trained in providing the 

best possible care for these fragile lives (A. Christianson). Thus, the majority of sick or 

premature births that occur result in healthy children who go home to grow up with their 

families.  Additionally, there are health services available to expectant mothers in the United 

States which promote optimal childbirth and maternal health (Foundation).  However, this is not 

the case for so many.  These basic needs that we all take for granted in this country are deprived 

from Nigerian women and children.  However, where a child is born, their continent, country, 

community, or clan should not determine his or her chance of survival.  These should not be the 

factors which decide whether or not this child will have access to life itself.   
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On January 23, 2006, a baby boy was born.  His name was Christopher meaning Bearer 

of Christ.  At birth he weighed a mere one pound and six ounces.  His mother gave birth to him 

when she was exactly 24 weeks pregnant.  He had very weak lungs and was unable to breathe on 

his own.  Immediately he was taken to the intensive care unit and connected to machines that 

would breathe for him.  Several needles were injected into his small body in order to provide him 

with the medications he needed to survive. Doctors informed his mother that he would not live 

and that she should not have any hope or expectation that her son would last more than twenty 

four hours.  This mother was devastated but continued to have faith in God and the hospital staff.  

Her son survived for one day.  Then he survived for one week.  Astonishing all physicians, he 

then survived for one month and two and three.  This little boy defied the odds and was able to 

leave the hospital after five months.  The joy that flooded the hearts and spirits of his family was 

indescribable.  Another child was born on the same day with what should have been better odds 

of survival.  His name was Chike which means God’s strength.  His mother was thirty weeks 

pregnant when she went into premature labor.  However, because his mother had little prenatal 

care and lived many days without food, this baby was born at two pounds and thirteen ounces as 

opposed to a normal gestational weight of approximately five pounds.  Upon his delivery there 

was no doctor to care for him and no nurse to provide him with medication.  His breathing was 

shallow and he was clearly ill.  There would be no intensive care unit.  There would be no 

incubator.  This mother loved her son but all she could do was hold him and wait.  This child 

defied all odds and survived one day.  He continued to surprise his family and lived another day 

and another day until he reached one week old.  It was that day when his mother held him as he 

died.  The grief and heartache that flooded the hearts and spirits of this family were indescribable 

as well.  What was the difference between these two boys?  One was born in Nigeria in a hospital 
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which had no medical supplies, clean water, electricity or adequate medications to ensure a 

fighting chance of survival.  The other was born her in Texas at Clear Lake Regional Hospital 

surrounded by doctors, nurses, and specialists who would care for him and ensure his chance at 

life.  What was the difference between these mothers?  One was a young woman of 37 years who 

lived in a rural community and had inadequate exposure to health services and basic needs such 

as food and water.  The other mother was me. 

At no time should a child die because of such preventable causes.  My son Christopher is 

now a six year old kindergarten graduate.  As I look at him and I remember little Chike, I thank 

God for the country I was born into, and I weep for the country of Nigeria and the children who 

deserve as much of a chance to live as my son did.  When we as human beings consider our own 

affairs to be so urgent and so overwhelming or potentially dreadful that we do not believe we 

have the capacity to think of anyone else, let us take a moment and consider how others are 

living in a parallel world; hopefully this will move us away from our self-centered existence into 

an action that may save the life of a child. 
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Racial Epithets All Around Us: Making the Ungodly an Everyday Event 
 

Most Americans would agree that the United States of America, as a nation, has come a 

long way in terms of prejudice, racial stereotypes, and racism against minorities or those resident 

groups considered not part of the majority. However, many would also agree that the United 

States has a long way to go before racism and its “siblings” are completely eliminated, if ever. 

Racial stereotypes and prejudice have been embedded in America’s sources of entertainment, 

advertisement, politics, and even dining so much so that even, today, in the 21st century, many of 

the emblems, actions, and practices of racism and prejudice go unnoticed. This is what makes 

racism and its siblings ungodly, the desensitizing effect that has occurred. Consequently, racism 

has become a part of the everyday lives of not only Americans but citizens all over the world that 

it appears to be the norm.  

Still today, in the United States, with the advancement in education, technology, 

business, and finance, many individuals continue to foster harmful perceptions and connotations 

of minorities: those with African, Asian, and Hispanic descent. It does not take long for negative 

images and connotations of blackness to emerge – a black veil of negativity. The United States is 

a nation built upon the collective backs and sweat of a variety of people with different 

ethnicities, religions, sex, and gender. With race highlighted negatively, one might believe 

otherwise that the American nation was built upon the efforts of a single group of people, 

“White” America, singling out minority groups and making it socially acceptable to make fun of 

them in a number of ways as entertaining, common stance, and factual. 

From the mid-1920s up until the 1950s, a restaurant by the name of the Coon Chicken 

flourished in Salt Lake City, Utah founded by Maxon Lester Graham and Adelaide Burt. Their 

customers would enter the restaurant through the mouth of a big mouthed, full-lipped, and gap- 
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toothed, African American man (“Ferris State University”). The letters that spelled out the name 

of the restaurant were engraved onto this man’s spaced out teeth. On his face, he wore a big 

inviting grin which welcomed all customers, except those of color. The offensive caricature was 

said to be put on the outside of the restaurant to make it more kid-friendly. This imaging went 

one-step further than just the décor of the outside of the restaurant; the symbol was also depicted 

on its menu, dishes, receipts, and other restaurant promotional items. 

During a visit to the Coon Chicken, one could enjoy menu items such as Southern-fried 

Coon Chicken Sandwiches, chicken pie, burgers and seafood. Occasionally, the waiters and 

cooks were males and females with dark skin. Although the restaurant owners welcomed African 

Americans to apply for employment at their restaurant, they were not welcome to eat there 

(Ferris State University). Racial Segregation, Jim Crow laws, and racial prejudice were popular 

during the time of the restaurant’s success. For this reason, it is believed that most of the workers 

did not see or act on problems with the obvious disrespect and negative stereotyping of their 

people as well as themselves. During this time, it was normal for African Americans to be the 

center of jokes. The owners of the restaurant, according to Ferris State University, did not 

consider themselves prejudice or racist. They only saw the restaurant as a way to make a living 

for their families. 

Aside from dining, African Americans were often disrespected in forms of entertainment. 

Popular carnival games such as Dump the Nigga, Coon Dip, and the African Dip were very 

popular during the early 1900s until the late 1960s (Mercier). The games were played a few 

different ways. The most popular way to play the game was for an African American male to sit 

on a target in a tank full of water. The person playing would throw balls to try and hit the target 

to win a prize. The person in the tank was encouraged to yell insults to the white customers to 
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intensify their anger while waiting in line (Ferris State University). By heightening their anger, 

their focus would narrow on the target causing the man to be submerged in water. Often time, the 

whites playing the game would become so angry from the insults that they would wait for the 

carnival to be over in order to find the African American target and beat him (Mercier). 

Other carnival games that were also popular and often highlighted slavery and the 

stereotypes of African Americans were the love of watermelon, a popular edible fruit. These 

games would have an African American, normally, a male, stick his head through a backdrop. 

The backdrops commonly depicted cotton fields, kitchens, or plantations (“Ferris State 

University”). The contestants would be allowed to throw softballs with the goal of trying to hit 

the target in the face. Similar to the Coon Dip, the man would often be asked to yell insults at the 

contestants in order to give them more motivation to hit the target. As time went on, the owners 

of the carnival began to use the backdrop alone because they could not find a black person 

willing to participate (Mercier). Instead, the backdrop would be a dark-skinned African 

American boy with a hole cut out where the mouth should be. During the game, contestants 

would get three chances to throw watermelons in the mouth of the boy in order to win a prize.  

By the late 1950s, the Coon Chicken Inn and the racially offensive carnival games began 

to disappear. Although the Coon Chicken Inn is no longer open for business, one can still 

purchase authentic memorabilia such as dishes, menus, and key chains that will never let the 

memory of this restaurant die (“Ferris State University”). The African Dip is still played at 

carnivals around the world, but now it goes by the name of Dunk Tank to keep it less racially 

offensive. The majority of the people who participate in the dunk tank do not know the painful 

and offensive history behind it because several ethnicity groups take part. 
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Unfortunately, with games that were played to make a mockery out of the African 

American culture, in the 1900s, movie films with talented African actors and African actress’ 

were only used to play slave or servant roles in movies. In the early 1900s, African American 

were excluded from the regular “American Life” because they were thought to be inferior to 

whites in America, but interestingly enough, this did not keep them from being cast in early 

American films (Lerner, Gerda). Many of these roles were “race” roles that only depicted 

African American in a way that created and perpetuated negative stereotypes. These stereotypes 

increased the racial tensions between blacks and whites, which eventually led to the Jim Crow 

era (Thelen, David). Over many years, some of these stereotypes were erased by seeing positive 

black roles but unfortunately today some of them are returning. African American filmmakers in 

some way have resurrected these stereotypes previously noted and are keeping them alive 

because they help sell films. 

A stereotype that is commonly thought of when people think of the African American 

male is violence (Higginbotham, Evelyn Brooks). African American males are commonly 

associated with crime, even though it is proven by the FBI that the majority of crimes in the 

United States are caused by Caucasians and Hispanics (Fuller, Lorraine). According to the FBI, 

in 2008 there were a total of 10,662,206 arrests in the United States, 69.2% of the people arrested 

were Caucasians, 28.3% African Americans, 1.3% American Indians or Alaskan Natives and 

1.1% Asian or Pacific Islanders. Despite the FBI’s records of crimes and arrests, people tend to 

relate African American men with violence. When an individual of another race does not have a 

relationship with an African American or live in a town with African Americans, they may form 

their opinions on the black race based on what he or she might see on television. Television 

paints a pretty horrible picture of the black race; sagging pants, gang related friends, drug 
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dealers, uneducated and poor, so when crime occurs, people automatically associate the crime 

with an African American not realizing the statics show the opposite.  

Generally when a person thinks of the mockery, discrimination, and hate towards a race, 

their mind goes back to the times of slavery, Jim Crow laws, and the Civil Rights Movement. 

With the election of the United States first black president, it would be logical to think issues 

such as these would be of the past but sadly this is not the case. In the United States, African 

Americas take the lead in the number of hate crimes that are committed against them, almost 

twice as many as any other race. On the night of the election in 2008, in Staten Island, New York 

two men decided shortly after learning of Obama’s victory over McCain “to find African 

Americans to assault.” The men then drove to a predominantly African-American neighborhood 

where they came upon a 17 year-old African American male who was walking home after 

watching the election at a friend’s house. One of the men yelled “Obama!” Then, the men got out 

of the car and beat the young man with a metal pipe and a collapsible police baton, injuring his 

head and legs. Their hate crimes didn’t stop there; they went on to purposely crashing their car 

into a man who they mistakenly thought to be African American. The accident caused the man’s 

body to be thrown through the windshield. Luckily the victim survived the attack but he was in a 

coma for a week. 

Racial discrimination, jokes, and offensive racial terms have been used so frequently that 

they have become what one would call “the norm.” The “N-word” in many instances, is no 

longer viewed as an offensive word among the African American community but, simply a word 

meaning “friend.” African Americans are not the only minority that uses degrading names in a 

glorious way. While African Americans are calling one another “nigger,” Asians call each other 

“chinks,” and Mexicans call each other “hoppers” or “spick (Lerner, Gerda). All the names are 
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shameful but are used so often that an average person finds it less of a big deal, and it is merging 

into everyday vocabulary.  

As discussed, one can see African American had to endure and overcome major obstacles 

throughout the history of America, but they are not alone. Minorities in general are victims of the 

ungodly everyday events. Asians have been victims of racial stereotypes such as, all Asian are 

high-achieving and will not fight back. For this reason they have borne the brunt of ethnic 

tension. It has been reported that Asian students say they are often beaten, threatened, and called 

ethnic slurs by their peers. In 2005, an 18 year old Asian boy was attacked by four of his 

classmates while waiting on a subway platform in Brooklyn, New York. The four boys were 

trying to rob him, but when he emptied out his pockets and showed them he didn’t have any 

money, they took turns beating him in the face. The boy was badly bruised and swollen for 

several days, but physically he survived. After the attack the boy so emotionally scarred he was 

afraid to return to school upon his recovery. 

The definition of a stereotype is any commonly known public belief about a certain social 

group or a type of individual. Stereotypes are often confused with prejudices, because, like 

prejudices, a stereotype is based on a prior assumption (Morton, Patricia). Stereotypes are often 

created about people of specific cultures or races because of ignorance and laziness. It is easier to 

make generalizations about a group of people than take the time to get to know people from that 

group. People don’t know everything about everyone, so it’s easier to go by what they may have 

heard from other people or even from media. 

Hispanics are constantly referred to as illegal immigrants and it seems like a lot of focus 

is being places on keeping Mexicans from crossing the border. Although this is not necessarily a 

bad thing, it is very ironic that no one ever talks about illegal Canadians. If a Hispanic is in 

http://www.yourdictionary.com/prejudice
http://www.yourdictionary.com/assumption
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Texas, or may not speak proper American English, Americans will say he or she is illegally in 

America. For many non-Latino Americans, the words “Latino” and “illegal immigrant” are one 

and the same. A new poll released by the National Hispanic Media Coalition and Latino 

Decisions finds over 30 percent of non-Hispanics believe a majority (over half) of Hispanics are 

undocumented. However, the actual figure of undocumented Hispanics in the U.S. is around 18 

percent, and only 37 percent of U.S. Hispanics are actually immigrants, according to the Pew 

Hispanic Center. If this was true 27 percent of second-generation Mexican-Americans would not 

hold white collar jobs, rising to 31 percent in the third generation (Kundera, Milan). 

It is safe to say as a country we have definitely grown and matured, and things that 

people said would never happen are happening as we live. Minorities do not need to feel pity but 

must fight hard to overcome the racial discrimination tactics that suppress them. Racist jokes, 

hate crimes games, dining experiences, and saying are unacceptable and should not be viewed as 

normal. Instead of overlooking acts of hate, one should address it, because when people allow 

“bad things” to keep occurring it no longer becomes a “bad thing” it is the norm. 

  

http://www.nhmc.org/
http://www.latinodecisions.com/blog/
http://www.latinodecisions.com/blog/
http://www.pewhispanic.org/
http://www.pewhispanic.org/
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Selecting Appropriate Native American Children’s Literature 

 

Introduction 

America is a collection of multiple communities defined by different interests, races, 

ethnicities, regions, economic stratifications, and religions. Celebrating these differences is part 

of what makes this nation great (John I. Goodlad, 2004, p. 13). Diversity also poses many 

challenges to employers, educators, and communities. As the diversity of population continues to 

increase, so will the challenges. Diverse populations bring different attitudes, perceptions, 

motivations, and needs to the workplace. Several areas of diversity found in an educational 

setting are ethnicity, culture, bicultural identity, multicultural identity, tribal affiliation, religion, 

gender, disability, and income. James Banks (1999) states “individuals who know the world only 

from their own cultural and ethnic perspectives are denied important parts of the human 

experience and are culturally and ethnically encapsulated” (p. 7). We seek to expose children to 

other cultures not only to promote diversity, which encourages tolerance, but to respond to 

children’s basic curiosity about the world in which they live. Learning about people who are 

different than one’s own background should not be limited to the Social Studies curriculum. 

Introducing individual students to various cultures and ethnicities through children’s literature 

found in classrooms and libraries is one step in learning to understand and appreciate others. 

There is a greater need for individuals to be able to move more freely between their own culture 

and mainstream society; this can only be accomplished through multicultural education and life 

experiences. 

Need for Authentic Literature 

As a child becomes more experienced in reading, textbooks and basal readers begin to 

tell a not so flattering story for some ethnic groups. Most children of color find limited reference 
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to their culture in depth or without stereotypes in their required reading or in school and public 

libraries (Charles, 1996; Hirschfelder, 1982, 1993; Hoyt, 1972; Kuipers, 1995; LaBonty, 1995; 

Scott, 1995; Wilson, 1993). “When youths see themselves in terms of race, culture and lived 

experiences in the literature they read, they benefit academically, personally and socially” 

(Guerra, 2012, p. 388). Many school-aged children therefore cannot relate to that which they 

have not been exposed. As educators, we are challenged to enlighten our students to the diverse 

world in which they live, a world in which we expect them to live responsible and productive 

lives (Reese, 1996; 1998; Slapin & Seale, 1992). The goal of Native American and multicultural 

education is to effect personal, social and cultural changes; in order to accomplish this goal, 

quality unbiased education is required (Buffington Duren, 2000; Gorski & Covert, 1996; Gorski, 

2000). Setting goals to improve the quality of literature, which compliments or supplements the 

curriculum, to include culturally diverse materials will only work when educators are equipped 

with the knowledge to select and use appropriate literature.  

It is estimated that there were over 50 million Native American people before Columbus 

landed. By the 1900s, it’s estimated 250,000 survived (Chapman, 1998, p.177). Today’s Indian 

population is estimated at over 2 million, yet Native Americans make up less than one percent of 

the total U.S. population. Native Americans also, represent half the languages and cultures in 

United States, which includes over 500 different groups with diverse languages, socioeconomic 

conditions, school experiences, spiritual and cultural practices spread across this country. As 

Kuipers (1995) pointed out, if the needs of the American Indian are to be met, one of the most 

critical goals must be the education of non-Indians about Indians. All libraries, both public and 

school, can provide American Indian materials to meet this need. However, many teaching 

materials available present a generalized image of Native American people with little or no 
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regard for the differences that exist from tribe to tribe, along with “legends” being the major 

theme. This gives readers the impression that Native Americans no longer exist or are a 

disintegrating society, when in fact the diversity among the various tribal cultures is expansive.  

Children need multiple perspectives in which to view the world in order to understand 

their place in it. Some functions of children’s stories are to provide answers to important life 

questions and communicate society expectations while modeling desired behavior. Books written 

for children are held to a higher set of standards than material written for the rest of the 

population. As such, books with minority characters are held to an additional set of criteria for 

excellence, regardless of the author or genre. Authentic materials by and about Native Americans 

or minorities in general, must not contain any misinformation that could harm students or 

perpetuate stereotypes about that particular culture or people (Collins, 2000; Derman-Sparks, 

1993; LaBonty, 1995; Van Hamme, 1995). Multicultural literature for Native Americans must 

meet or exceed the following criteria:  

• The characters must be portrayed as unique individuals rather than cultural and/or 
racial representatives,  

• The book must transcend stereotypes in appearance, behavior, and character traits, 
physical diversity must be evident, 

• The culture must be accurately portrayed,  

• If the story deals with factual information, it must be accurate,  

• Dialect cannot be presented as substandard English,  

• Offensive and degrading vocabulary must be avoided (Banks, 1988, Norton, 1991).  

Educators are reminded to look for literary strength (merit), value, diversity, and 

accuracy when selecting Native American themed books and materials for children and the 

classroom. All selection guides had the following criterion in common which was the conceptual 

framework for the codebook designed for this study (see page 10): 
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• Are the Indian characters portrayed as individuals with their own thoughts, emotions, 
and philosophies? The characters should not conform to stereotypes or be 
dehumanized. 

• Do the Indian characters belong to a specific tribe, or are they grouped together under 
one category referred to as Indian? 

• Does the author recognize the diversity of Indian cultures? Are the customs and 
ceremonies authentic for the Indian tribes? 

• Is the Indian culture respected, or is it presented as inferior to the white culture? Does 
the author believe the culture is worthy of preservation or that it should be 
abandoned? Must the Indian fit into an image acceptable to white characters in the 
story? 

• Is offensive and degrading vocabulary used to describe the characters, their actions, 
their customs or their lifestyles? 

• Are elders treated as the loved and valued custodians of a People’s history, culture, 
and life ways? 

• Are Native cultures presented as separate from each other, with each culture, 
language, religion, and dress unique? 

• Is attention paid to accurate, appropriate design and color; are clothes, dress, and 
houses drawn with careful attention to detail? 

• Are women portrayed as an integral and respected part of Native societies? (Everhart, 
1998, pp. 107-117; McBride, 1997, pp. 161-62). 

One of the best resources for selecting high quality multicultural literature in order to develop an 

integrated instructional program was Harvey, Harjo and Welborn. This book not only covered 

Native American issues but they covered all minority groups, gender, disability, facility, and 

staff preparation, etc. The best criteria written specifically about Native Americans were found in 

Harvey, Harjo and Welborn (1995) How to Teach about American Indians: a Guide for the 

School Library Media Specialist (p. 31). Their evaluation criteria for American Indian literature 

included the following (my examples):  

1. Are the traditional settings authentic? For example, Plains Indians lived in teepees or 
earth lodges; the Iroquois lived in dome shaped wigwams and long houses. Today 
they live in houses, and apartments like everyone else in USA. 

2. Is the traditional culture accurately portrayed? For example, Iroquois women grew 
crops and the men hunted deer and small game; Plains Indians made their clothes 
from buffalo hides and deerskins. 
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3. Is the diversity of American Indian cultures accurately presented? Example, 
American Indians can have skin tones of pale yellowish brown to dark mahogany 
with hair brown to black and mix-bloods can be of any shade. 

4. Are the factual and historical details accurate? Example, Cherokee “pin Indians” were 
a military company that was known for the safety pins worn on their jackets.  

5. Does the book amend historical details accurately? Example, Plains Indians was 
among the last to engage in a serious struggle with the white settlers in the United 
States.  

6. Does the book transcend common stereotypes of American Indians? Example, the 
character could be changed to any race or culture and the story would still have merit. 

7. Are the American Indian characters portrayed as individuals instead of 
representatives of a group? Example, an Osage Indian cannot be the expert on all 
tribal groups or an example of the “Indian”. 

8. Does the author avoid glamorizing, glorifying, or stereotyping American Indian 
characters? Example, the “Indian Princess” or Disney version of “Pocahontas” is not 
the real life of an American Indian woman. 

9. Does dialect have a legitimate purpose, and does it avoid the stereotypical “Indian’ 
stilted language? Example, Indian’s portrayed as using grunts and sounds, rather than 
their own cultural dialect, Indian sign language or English. 

10. Will children be able to relate to the characters in the text and illustrations? Example, 
the characters are human beings, involved in believable activities, finding reasonable 
solutions to their dilemmas. 

11. Does the author accurately describe contemporary reservation and urban settings? 
Example, most young Native Americans are interested in their culture and wish to be 
treated as an equal with all other people. 

12. Are social issues and problems depicted frankly, accurately, and without 
oversimplification? Example, the majority of Indian and white conflicts were due to 
the Indian tribes being displaced from their home and their traditional way of life by 
these new comers. 

13. Do American Indian characters solve their problems without intervention by non-
Indian people? Are they shown as capable and competent in their own cultural ways 
as well as in the ways of the non-Indian world? Example, Apache Indian’s bartered 
with forts in their area by trading hay for supplies.  

14. Does the author avoid offensive or degrading vocabulary? Example, “Indian Joe”, 
brutal, stealth, massacre or heathen used to depict an Indian character, their actions or 
mentality. 

15. Are the illustrations authentic and non-stereotypical? Example, a popular children’s 
book depicts an Iroquois man wearing a headband with feathers, being a warrior he 
would have worn his hair in a roach, not braids although, he may have worn a cap 
with feathers. 



128 

16. Does the book reflect a respect for American Indian people and their cultures? 
Example, Indian giver is used to describe someone who takes back what they 
sneakily bestowed or real Indians only exist in ethnographic, decorative and slightly 
menacing stories. 

Interracial Communication in Children’s Literature: 

It is crucial that elementary students are exposed to accurate and bias-free materials; they 

should also be taught how to identify appropriate materials. In order to have multicultural 

education we must first identify multicultural literature to be used in that setting. The purpose of 

multicultural education is designed to preserve unique cultural orientations within a diverse 

society, while also preparing members of all cultural groups to function effectively within the 

larger society (Banks, 1992). Goodlad (2004) was more direct in his evaluation,  

“Education is a difficult and demanding profession, especially if it is to be done well. 
There are no simple, easy answers — no one-size-fits-all solutions to ever-changing and 
often complex problems that must be faced daily in classrooms across the country. To 
pretend otherwise is both foolish and dangerous, we are, after all, dealing with the 
making and shaping of human lives” (p. 19).  

Thus the immersion of multicultural education / Native education is a major undertaking 

that needs to be made a priority in all schools. Multicultural education has been explained as a 

progressive approach for transforming education that holistically critiques and addresses current 

shortcomings, failings, and discriminatory practices in education. It is grounded in ideals of 

social justice, education equity, and a dedication to facilitating educational experiences in which 

all students reach their full potential as learners and as socially aware and active beings, locally, 

nationally, and globally (Gorski, 2000, p. 2). Researchers agree education of American Indians 

and other minority students in schools that respect and support a child’s culture has significantly 

better academic outcomes, thus meeting their AYP (adequate yearly progress). Thus a child who 

finds cultural relevance in his curriculum will be able to find success in and out of the classroom 

(U.S. Department of Education, 1991; Van Hamme, 1995). 
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Most students are ethnocentric and frequently have negative attitudes and conceptions 

about other cultural and ethnic groups. Multicultural / Native education’s goal is for pupils to 

understand other cultures and to develop unity with them is essential to the advancement of 

peace and social equality (Gagliardi, 1995). Using literature in the classroom produced by such 

Native American artists-novelists (Rudolfo Anaya, Joseph Bruchac, Kathleen and Michael 

Lacapa, N. Scott Momaday, Leslie M. Silko), playwright (Sherman Alexie), and poet (Sherman 

Alexie, Joseph Bruchac and N. Scott Momaday) can stimulate the emotional intelligence and 

intellect of all students, while giving Native Americans positive role models and culturally 

relevant literature to explore. For example, storyteller, educator and musician Joseph Bruchac, 

Abenaki, English and Slavic ancestry has received several awards for children’s literature. In his 

book Arrow over the door (1998), he writes from the perspective of two boys, one Quaker and 

the other Abenaki, developing the story as both boys learn to respect each other as human beings 

rather than as enemies. Bruchac’s books usually include background information and tribal 

affiliation of the story.  

Leslie Marmon Silko, Laguna Pueblo, Anglo-Mexican ancestry, is a storyteller, professor 

of English and writer. Her stories show respect for tradition yet encourages change so that 

Laguna Pueblo culture survives. Silko’s writing inspires hope and possibly for those who have 

received less encouragement that is enough to strike a spark in a child’s self-image. Her book 

Almanac of the Dead: a novel (1991), is told from the Indian perspective; it’s a story intricately 

woven of ideas, passion and conquest in American history.  

Rudolfo Anaya of Mexican-Indian ancestry has both bachelor and master degrees in 

literature, along with a master of science in counseling, and Professor Emeritus in New Mexico. 

His book Tortuga (1979) is a coming of age story of a boy who is admitted to a long-term 
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crippled children’s hospital. Native American myth and lore provide a backdrop for Anaya’s 

cross-cultural stories set in the Southwest. 

Psychologists and educators agree books have a powerful influence on children (Kuipers, 

1995, p. 3). One reads to learn how to complete various tasks such as writing poetry or how to 

build a birdhouse for Scouts or reading for the simple pleasure of reading. Most importantly 

when children read about another cultural group, they accept what the author has written as the 

truth, regardless of any biases or inaccuracies found in the text. Children do not (often) question, 

if the information in the book is not accurate or shows author bias. Why would the publisher 

publish it? Why would that particular book be found in the children’s library collection? Reading 

is the most obvious and cost-effective measure for educators and students to learn how to work 

with all types of people from all walks of life. It is imperative that quality children’s literature be 

made available in the classroom and libraries; it is even more important that literature which 

portrays Native Americans have literary merit. To ensure authentic and accurate content in 

teaching or learning about Native Americans was to use the date when the material was first 

written as a guideline. The older the material the more likelihood it is to have historical and 

cultural bias, unless it is a first-person account or a historical document (Everhart, 1998). 

Many poor and minority students experience difficulty in school because their culture is 

not positively recognized in the classroom, within the curriculum materials or reflected within 

the school personnel. Students read more skillfully when the passages describe events, people, 

and places with which students have some prior knowledge. The more culturally literate students 

are, the better prepared they will be to read and understand more serious and challenging 

materials (U.S. department of Education, 1986). Instruction based on inaccurate information 
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such as stereotypes, and bias teaches or reinforces negative beliefs, which are inconsistent with 

respect for democracy, diversity, honesty and scholarship that we teach in the classroom.  

The “code book” can be used to teach anyone how evaluate any literature that portrays 

Native Americans. After reading text through once, re-read text following the guidelines and 

documenting any findings using the code book provided. Happy reading! 
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CODEBOOK 

Reviewer’s Name: ______________________________________________________________ 

Title of Book: __________________________________________________________________ 

Name of Author / Illustrator: ______________________________________________________ 

________________________________________________________________________ 

Year of Publication: _____________________________________________________________ 

Number of Pages: _______________________________________________________________ 

List of Main Characters: _________________________________________________________ 

_____________________________________________________________________________ 

 

Theme of the Book: ____________________________________________________________ 

 

Count the number of occurrences for each criteria and note the page number with sample 

statements found for each section. 
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Characterization/Stereotyping 

Characterization: A person marked by conspicuous, often peculiar traits. 

Stereotyping: By assigning traditional and rigid roles or attributes to a group, 

instructional materials stereotype and limit the abilities and potential of that group. 

1. Did the characters show characterization/stereotyping? Comments and examples 

_____________________________________________________________________

_________________________________________________________ 

2. Are women portrayed as an integral part of Native Societies? Comments and 

examples ____________________________________________________________ 

_______________________________________________________________ 

3. Were the “Indians” given ridiculous names, like “Little Chief” or “Many Moons”? 

Comments and explain 

_____________________________________________________________________

_____________________________________________________________________

___________________________________________________ 

4. Were Native people depicted as genuine individuals shown? Comments and examples 

_____________________________________________________________ 

_____________________________________________________________________

_________________________________________________________ 

5. Total number of times characterization/stereotyping was displayed in this book _____ 
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Language/Lexicon 

Language: Form or style of verbal expression; the Native’s dialect cannot be presented as 

substandard English.  

Lexicon: The vocabulary of a language, which is free from offensive or degrading 

vocabulary. (Stunted, stultified = to make look foolish or stupid (Webster, 1994, 715). 

1. Did the characters show inappropriate language/lexicon? Comments and examples 

_______________________________________________________ 

_____________________________________________________________________

_________________________________________________________ 

2. Does the dialect have a legitimate purpose, and does it avoid the stereotypical “Indian 

stilted language? Comments and examples 

_____________________________________________________________________

_____________________________________________________________________

___________________________________________________ 

3. Were the Indian people labeled as either friendly or unfriendly? Comments and 

examples 

_____________________________________________________________ 

_____________________________________________________________________

_________________________________________________________ 

4. Does the text contain offensive and degrading vocabulary used to describe the 

characters, their actions, their customs or their lifestyles? Comments and examples 

_____________________________________________________________ 

_______________________________________________________________ 

5. Total number of times inappropriate language/lexicon was displayed in this book 

_____ 
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Historical Inaccuracy 

Historical Inaccuracy: Is there more than one interpretation of an issue, situation, or 

group of people, such as the Native perspective of history and their contemporary life 

experiences. 

 

1. Was the Indian culture respected, or is it presented as inferior to the white culture? 

Comments and examples 

_____________________________________________________________________

_________________________________________________________ 

2. Were the Native people shown as capable and competent in their own cultural ways 

as well as in the ways of the non-Indian world? Comments and examples 

_____________________________________________________________________

_________________________________________________________ 

3. Was there anything in this book that would embarrass or hurt a Native child? 

Comments and examples 

______________________________________________________________ 

_____________________________________________________________________

_____________________________________________________________________

___________________________________________________ 

4. Does the author recognize the diversity of Indian cultures? Comments and examples 

__________________________________________________________ 

_______________________________________________________________ 

5. Total number of times historical inaccuracies were displayed in this book _____ 
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Cultural Inauthenticity 

Cultural Inauthenticity: Accurate portrayal of beliefs, characteristics, activities, 

fundamental values and behavior patterns unique to a particular group. Opinions are 

distinguished from facts, and show the diversity of the tribes. 

 

1. Was there an ethnocentric Western focus on material objects, such as baskets, pottery, 

rugs? Comments and examples 

_____________________________________________________________________

_________________________________________________________ 

2. Was the Indian characters portrayed as individuals with their own thoughts, emotions, 

and philosophies? Comments and examples 

_____________________________________________________________________

_________________________________________________________ 

3. Was there some point when text focused on respect for Native peoples and 

understanding of the sophistication and complexity of their societies? Comments and 

examples 

_____________________________________________________________________

_____________________________________________________________________ 

  

4. Were there one or more positive role models with whom a Native child can identify? 

Comments and examples 

_____________________________________________________________________

_____________________________________________________________________

___________________________________________________ 

5. Total number of times Cultural authenticity was questioned in this book _____ 
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Other 

Were there other traits or values identified in the book, which were not among those specifically 

mentioned? List them and page numbers 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

Will children be able to relate to the characters in the text and illustrations? 

_______________________________________________________________________ 

______________________________________________________________________________ 

 

Would you recommend this book to a child? Explain  

_______________________________________________________________________ 

____________________________________________________________________________ 

 

Additional comments on the book: 

_______________________________________________________________________ 

___________________________________________________________________________ 
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Determinants of Achievement: The Effects of Self-Motivation and School 

Environment Factors on Early Career Outcomes 
 

Abstract 

Despite findings that students from disadvantaged socioeconomic backgrounds have more 
obstacles than others, it is clear that even in the direst of circumstances, some students can rise to 
the top, and can achieve. Financial wealth in early stages of life is not always a guarantee for 
success in early career outcomes. Thus, more emphasis must be placed on researching social and 
human capital capacities that lead to greater success in life. This article uses data from the 
National Longitudinal Survey of Youth to examine how combinations of self-motivation and 
school environment factors influence the likelihood of higher pay in early career stages. 
Multivariate regression models indicate that the type of school institution attended, the amount of 
advanced coursework, and a student’s attitude toward school seem to highly influence a person’s 
ability to succeed. These findings prompt further reconsideration in examining the role of 
socioeconomic variables in a student’s ability to succeed.  

 

 

 

Determinants and definitions of achievement are varied according to personal contexts. 

Federal programs are aimed at both increasing personal student achievement and decreasing the 

widespread national achievement gap present in the United States. In education, achievement 

research is focused on the factors that contribute, whether positively or negatively, to successful 

academic outcomes (mostly measured by standardized exams). Other studies in education focus 

on how success in academics contributes to long-term success in life. This study proposes that to 

understand the impact of education on life outcomes requires a look beyond the world of 

academics. In essence, grade point averages (GPAs) and Scholastic Aptitude Tests (SATs) are 

not the end goal. They are some of the means by which we assess performance. To know the true 

impact of education requires consideration of the student and school traits present in a student’s 

life that contribute to positive performance.  
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The social organization of students’ lives and how they react to it is a good indicator of 

how they will perform on tests. It is good to explore these topics beyond the scope of 

standardized exams, however, to determine the qualities that lead to success beyond exams and 

across race, class, and gender lines. Success in education has caught the interest of researchers 

around the world because of its links to better long-term health (Walsemann, Geronimus, and 

Gee, 2008), a quality work experience (Carr, Wright, and Brody, 1996), more civic engagement 

(Pacheco and Plutzer, 2008), and overall greater sustainability in society (Israel, Beaulieu, and 

Hartless, 2001). More often than not, however, attention is placed on academic outcomes as 

achievement rather than constructive personal and social traits as achievement. In lieu of 

academics, then, this study focuses on exploring how two determinants of achievement, self-

motivation and school environment (instead of academic measures of performance), can increase 

a person’s income in early career stages. This research focuses on trying to determine the 

behaviors of successful people, and to observe the influences of certain personal and 

environmental factors upon earnings in early career stages.  

I go beyond prior studies in three ways. First, unlike studies that that examine only a 

single type of variable upon a student’s achievement (e.g., teaching style, neighborhood context, 

school institution type, racial composition of school, etc.), I examine a range of variables that 

vary from personality traits, to school transcript data, personal attitudes, community 

involvement, and household resources. This feature is potentially valuable not only because 

personal and social factors have different effects on educational outcomes, but also because the 

effects of these as intervening variables might differ and be of significance. Second, the use of a 

nationally representative sample of children helps to ensure heterogeneity. And, most 

importantly, I explore simultaneously the impact of both self-motivation and school environment 
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on educational outcomes. This is potentially valuable because several of these mechanisms 

overlap, and are likely to be intercorrelated. This analysis, then, is more comprehensive of the 

role of these variables in shaping life outcomes.  

In this article, I use data from the National Longitudinal Survey of Youth 1997 

(NLSY97) to estimate the relationship between self-motivation and school environment variables 

with the respondent’s income in 2008 (the final round of the survey). The analysis reveals that a 

positive attitude toward school, peers, and teachers is the most important factor making an 

impact on early career income. 

BACKGROUND 

Research on Achievement: Education discourse indicates that using performance on exams as a 

main indicator for success has led to using minority students as pawns in the race to achieve 

results on high-stake accountability practices (Heilig and Darling-Hammond, 2008). Policy 

pressures have created more obstacles to effective classroom instruction (Sloan, 2007; 

Valenzuela et al., 2007), and educators often refer to a student’s “culture” as a reason for under 

performance instead of exploring the depths of a student’s actual ability (Ladson-Billings, 2006). 

Sociocultural studies tend to isolate variables indicating whether a student will be low or high 

achieving due to certain circumstances present in a student’s life, such as race/ethnicity, 

socioeconomic background, and parent education level (Montt, 2011; Nero, 2010; Park, et al., 

2011; Pearce, 2006; Renzulli et al., 2011). The measure of success, then, according to these 

variables is not the actual student and his or her ability to achieve, but an accumulation of 

“performance” data (often longitudinal), which does not reflect the expectations or standards of 

each individual student (Domina et al., 2011). 
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The focus of these studies, when summarized, is a look into who is testing well, what are 

the conditions under which some test well and some don’t, when are these results being 

achieved, in what places, and why? Instead, a more critical aspect of any study on the state of 

education must be how students learn and how students achieve, which is a far more important, 

but complex and under researched topic. All of these studies over the past few decades have not 

been able to improve or create initiatives that make significant gains in the actual “achievement” 

or closing of the gap between students, especially amongst those termed minority youth 

(Rosenbaum, 2011). An in-depth look into education will show, if anything, that the gap between 

high and low performing students is increasing, that students actually do worse as they proceed 

along their education, and that the degree to which they are failing is increasing now more than 

ever (Massey &Probasco, 2010). The question then is what are we missing that might help 

improve our students’ success educationally?  

Self-Motivation: In this article, I explore whether self-motivation variables predict higher 

income in early career stages. Schooling and life outcomes have been a topic of debate for a long 

time. Historically, education has been a pipeline toward developing the skills necessary to 

succeed in the labor force. During the past few decades, however, the enterprise and innovation 

that has made many men and women successful in our country has become lost in translation 

within traditional public education. Recent federal and state legislation has made it increasingly 

hard to provide students with academic freedom due to heavily imposed mandates centered on 

standardized testing. Education’s role in a student’s integration into society as a full-functioning 

adult has been completely redefined.  

The relationship between self-motivation and achievement has been formally researched 

in contexts ranging from different locations, subjects, and life outcomes. Uguroglu and Walberg 
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(1979) identify self-motivation as 1) general self-concept, 2) academic self-concept, 3) locus of 

control, 4) achievement motivation, and 5) mathematics self-concept. These authors suggest that 

even though the correlations between achievement and motivation are not the highest, that failure 

to address self-motivation factors in pedagogical practices lead to negative and detrimental 

effects in schooling outcomes. Generally, self-motivation has also been linked to probability of 

dropping out (Plank, DeLuca, and Estacion, 2008), delinquency (South, Baumer, and Lutz, 

2003), and participation in extra-curricular activities (Zaff, Moore, Papillo, and Williams, 2003). 

Self-motivation scales can be constructed from self-reported surveys, interviews, observations, 

affective and cognitive data, and other life experiences that point to how a student engages with 

tasks.  

Although there are actual instruments that have been used to measure self-motivation, 

such as the Personal Values Inventory (Finger and Schlesser, 1965), most rely on self-reported 

data items that allow students to assess activities, such as how often they study, how much 

encouragement they receive at home and at school, and how often they seek extra help in 

completing assignments (Jegede, Jegede, and Ugodulunwa, 1997). In recent years, attention has 

been given to the expectations/aspirations of students, and how these affect achievement. South, 

Baumer and Lutz (2003) find that social contexts influence personal motivation, and that 

negative social experience oftentimes “lead adolescents to scale back their aspirations for high 

levels of educational attainment” (6). In their study on community effects, these authors also find 

that self-motivation is in fact a “mediating factor,” and that “youth in economically distressed 

neighborhoods may respond to the deficit by detaching themselves from their studies, which in 

turn is likely to depress future educational opportunities” (7).  
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Self-motivation studies in educational research are not without its critics. According to 

McLeod (2004), personality traits are oftentimes viewed as a nuisance, and “sociologists remain 

reluctant to fully incorporate personality and other psychological predispositions into their 

analyses of the society-individual” (637). To challenge this school of thought, McLeod’s study 

finds that emotional well-being and behavioral traits, such as externalizing and internalizing 

problems, contribute greatly to the amount of success a student has in attaining a high school 

and, subsequently, a college degree.  

Finally, participation in extracurricular and community activity is encompassed under 

self-motivation in this study. This is based on Zaff, Moore, Papillo, and Williams (2003) who 

find in their study that participation in extracurricular activities and civic involvement lead to 

positive academic outcomes and lower participation in high-risk behaviors. In other words, 

students who personally choose to engage in civic society are more likely to exemplify a positive 

general self-concept and achievement motivation.  

The disconnect in including individual traits in social performance studies stems from the 

notion that someone’s personality is an inaccurate empirical measure. To shift this perception, 

this study uses quantitative data from interview questions from the National Longitudinal Survey 

of Youth 1997 (NLSY97) to assess the previously mentioned self-motivation variables; mainly, 

personality characteristics, expectations/aspirations, and civic involvement. This approach 

contrasts from traditional education research studies that often attempt to control for personal 

characteristics or view them as inconsequential when compared to social and economic factors 

affecting educational attainment.  

School Environment: The question of whether a student’s neighborhood/school environment 

has a connection to educational attainment has plagued researchers for decades (Owens, 2010). 
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Despite numerous studies, a clear answer has not risen from these studies. Neighborhood 

contexts do affect educational attainment; however, when other factors are entered into the 

model, neighborhood effects can either increase or decrease according to context (Owens, 2010). 

Conclusive findings regarding neighborhood and schooling have not been reached, and are at 

times even contrasting. 

An element of the school environment in this study is the school institution type. This 

draws from the literature suggesting that there are differences in the ways that students are taught 

in different types of schools. Work in the field of school institution studies focus on the 

difference between public and private schools, and most recently charter schools. Although 

charter schools are an item under hot debate, the NLSY97 survey data used does not differentiate 

between public or charter. Mostly, school institution type serves as a way to compare the quality 

of education received, and to measure opportunity, especially for low income and minority 

youth. Neal (1997) notes in his study of urban Catholic and public schools that, “Catholic 

schools succeed in communities where public schools fail miserably” (83). Specifically, “ninety-

one percent of blacks and Hispanics who attend Catholic secondary schools in urban counties 

graduate from high school…In contrast, only 62 percent of blacks and Hispanics who attend 

urban public schools graduate” (83). According to the author, it is a combination of factors, such 

as learning more skills and less frequent experiences with violence in schools that contribute to 

the success of Catholic institutions.  

Advanced coursework and a balance of academic versus vocational classes are also a 

factor in determining the influence of the school environment. Although not every school offers 

the same types or levels of courses, there is agreement that variety of exposure and experiences 

is regulated by the school environment (Hallinan, 1994). The type of courses offered is important 
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because tracking of students into a certain curriculum is highly determinant of the career path a 

student takes (Lee and Bryk, 1988). School program and coursework effects upon student 

choices and outcomes are highly debated, but conclusions about exactly how and why these 

findings come about is slightly limited.  

METHODS 

Sample: The NLSY was conducted over the course of 13 years starting in 1997. Respondents are 

followed over this time and asked a series of questions either by telephone or in person. This 

information was input into computers, and entries displaying errors are flagged for review. This 

allows interviewers to go back and modify information to reflect accurate data, thus minimizing 

the amount of error, and ensuring higher accuracy in data analysis. Respondents were 

interviewed from 1997 to 2009. The age range for the respondents when the survey started was 

12 to 18 in Round 1, and the age range of the respondents during the final interview was 24 

to 30.  

The total NLSY97 sample consists of 8,984 individuals. The number of responses for all 

of the variables varies. Demographic information taken in the first round, such as race, age, and 

school institution type have a full number of responses (8,984). Although not every person in the 

sample as a response for every variable used in this study, I decided to keep the sample at 8,984 

for greater possibility for interaction and interpretation. 

Modeling Strategy: This study uses linear modeling to examine the impact of a block of self-

motivation factors and a block of school environment factors on early career outcomes (as 

measured by respondent’s income in 2008). For the dependent variable, I estimated a series of 

regression models designed to determine the net effect of controls, and which of the self-
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motivation and school environment factors exhibits a significant effect over and above the 

control variables, and which ones can account for this effect.  

Variables: (please, see Appendix A for a complete list of concepts and variables) 

Dependent Variable: Income is measured as an outcome variable, and it is the respondents’ 

income as reported in 2009 for the 2008 year. The income was self-reported and the question 

asked was, “What was your gross income for 2008?” The variables are used as a continuous 

variable in this study.  

Self-Motivation: Prior studies lead us to believe that respondents with higher scores on the 

personality trait index will have higher incomes. In this study, the personality index is based on 

eight survey questions with responses on an ordinal scale of 1 to 5, with 5 being the highest 

asking, “How much do you feel organized… conscientious… dependable… thorough… 

cooperative… flexible, and trustful describe you as a person?” These are added, and then a 

range/quartile is formed in order to create categories (South, Baumer, and Lutz, 2003). A dummy 

variable scored 0 for respondents in the low range of exhibiting positive personality traits, and 1 

for respondents who did report high positive personality traits. Expectations were calculated in 

the NLSY97 survey as a percentage, and are reported in the data as a continuous variable ranging 

from 1 to 100. Community service is reported as a categorical value with each number 1-4 

referring to a range of times the respondent volunteered in the previous year. Community service 

is measured here by a dummy variable scored 0 for respondent who answered never, and 1 for 

respondents who reported some degree of community service activity. 

School Environment: Measures of the respondents’ school experience and environment are 

calculated using the respondent’s school transcript data (school institution type, school program 

type, total math credits, and total advanced credits). Institution type was measured with a dummy 
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variable (0=public, 1=non-public), and school program was measured with a dummy variable 

(0=vocational only/other, 1=academic/both academic and vocational). The Enriching 

Environment index relates, according to the respondent, how many of three elements identified 

for success are present in the home (1) a computer, 2) a dictionary and 3) extra lessons/classes, 

such as dance, music, or a foreign language). Scores are reported from 0 to 3 for each element 

present in the home. Prior research indicates that children who have faith in the education system 

and think schools are a just and fair place will do better than those who do not. For attitude 

toward school, this study accumulates responses to a series of seven ordinal questions asking 

agreement or disagreement about satisfaction with certain classroom, student, and teacher 

behaviors. Scores were totaled and made into quartile/ranges. Attitude toward school is measured 

with a dummy variable scored 0 for respondents with less than 50% satisfaction with their 

school, and 1 for students above 50% satisfaction with their school.  

Controls: As stated earlier, academic ability is held constant in this study, and instead of being 

interested in performance on these measures, this study acknowledges that ability has an impact, 

but that factors, such as self-motivation and school environment, can greatly increase the chances 

of even an average student outperforming others in terms of success if certain variables are 

present. As a proxy for academic performance, this study uses SAT math scores. SAT math is 

used instead of verbal because when correlated to income, it showed a slightly higher advantage. 

Here, SAT math is measured as a dummy variable with a score of 0 for respondents with a below 

average performance on the SAT (<500), and 1 for students with an above average SAT (>500). 

High school GPA is used instead of 8th grade GPA even though these two are highly correlated 

because 8th grade grades are reported prior to commencement of the survey years. Race and 

financial resources (income) of the parents’ home was included, which have been identified as 
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weighing heavily on future success. Race is measured in this study as a dummy variable. A score 

of 0 represents a Black or Hispanic minority, and a score of 1 is a Non-Black/Non-Hispanic. 

Finally, age in the final year of the survey is included and a score of 0 indicate a respondent less 

than or equal to 25, and a score of 1 is a respondent who is 26, 27, or 28 years of age in 2008. 

Age in the final round as opposed to the first round is used because age has been found to play a 

role in the accumulation of income across time. 

RESULTS 

Results of Multivariate Regressions: Table 1 displays the results from a series of linear 

regression models that evaluate the impact of the explanatory and control variables on the 

respondents’ gross income earnings. These coefficients register the impact of the variables on the 

amount of earnings. In all models except Model 1, the SES control variables are excluded. The 

first column represents the bivariate coefficients.  

At the bivariate level, most of the predictor variables have the anticipated effects. Of the 

control variables, all academic controls, SES controls, and age are positively and significantly 

related to the respondent increase in earnings in early career stages. All self-motivation variables 

and all school environment variables are positively and significantly related to a higher increase 

in earnings in adulthood. All of the potentially intervening variables also demonstrate anticipated 

bivariate associations. For example, respondents with high GPA and SAT math scores 

demonstrate high expectations for degree attainment and a presence of volunteer work (to name a 

few). Similarly, respondents with a high Enriching Environment index indicate positive attitudes 

toward their school and high levels of advanced coursework, and so on and so forth.  

The remaining columns of Table 1 present the beta coefficients and standard errors from 

the multivariate linear regressions models. Model 1 is a baseline model that includes only the 



157 

academic and SES control variables. The significance, impact, and variance explained by 

household SES are recorded. When regressed with the other variables, this baseline control 

model shows high significance over and above each of the explanatory variables, as expected. 

When controlling for the baseline, self motivation and school environment factors all together, 

only GPA and SAT performance reduces the coefficients for parent family income, which means 

that only good grades in school and high test scores can alleviate the effects of coming from a 

low-income household.  

This study finds that school institution type (public/private) and school program type 

(academic/vocational) exhibit the same effects of household SES controls. Therefore, in this 

study school institution type and school program type variables are treated as part of the SES 

controls in all following models. The SES controls (race, family income, school institution, and 

school program) were excluded from the final model in an effort to find determinants of 

achievement outside of these limiting factors in the lives of minority youth.  

Model 2 of Table 1 shows the net effects of the self-motivation variables upon gross 

income earnings in 2008. As expected, high expectations for degree attainment shows a positive 

and significant linear relationship with an increase in earnings. Surprisingly, the effects of having 

positive personality traits and participating in volunteer work are weakened when controlling for 

all three self-motivation variables. Model 3 returns volunteer work as statistically significant 

when personality traits are excluded from the regression. This shows that when high expectations 

are present, regardless of personality traits, participation in volunteer work matters. 

Model 4 introduces the net effects of the school environment variables combined with the 

self-motivation variables. This model addresses key questions in our analysis: To what extent 

does the school environment determine earnings in early adulthood? One of the SES control 
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variables is included in this model because preliminary analyses showed that the effects of this 

variable are actually possible to mitigate. In this model, the coefficients for attitude toward 

school, math credits, and advanced coursework are positive and statistically significant above 

and beyond whether a student is in a private or public school. Controlling for self-motivation and 

school environment reduces the coefficient for school institution type. Thus, it appears that when 

students have a positive attitude toward school and take advanced coursework (in math or 

otherwise), it does not matter whether the respondent attends public or private school because 

there will be an increase in earnings just the same.  

In the Final Model, all of the potential intervening variables are included (self-

motivation, school environment, and academic controls). With all of the non-SES variables held 

constant: only a positive attitude toward school shows significance; thus, showing that success is 

possible above and beyond the effect of academic performance on tests when a student thinks 

that his or her school is safe, that the teachers are fair, and that the student peers are disciplined. 
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Table 1.Linear Regression Analysis of Gross Income earned in 2008: Impact of controls and IVs 
Variables Bivariate 

Coefficients 
Model 1 Model 2 Model 3 Model 4 Final Model 

Personal 
Char.  

4,566.29* 
(2,025.94) 

 3,711.735 
(2,202.26) 

  -433.6433 
(5,615.07) 

Expectations 83.74*** 
(19.79) 

 86.01** 
(27.74) 

75.03*** 
(21.22) 

4.67 
(26.18) 

9.80 
(74.76) 

Comm. Serv. 5,602.52*** 
(1,603.89) 

 4,033.29 
(2,183.80) 

4,913.88** 
(1,650.62) 

1,173.99 
(2,008.687) 

-2,381.67 
(5,383.83) 

School inst.◊ 7,647.02 ** 
(2,601.44) 

   3,674.61 
(3,540.99) 

——- 
——- 

Attitude sch. 7,192.67*** 
(1,463.28) 

   5,681.96** 
(1,996.25) 

13,913.86* 
(5,737.55) 

Math credits 50.02*** 
(7.06) 

   29.87*** 
(8.55) 

-32.41 
(27.14) 

Adv. Credits 5.60*** 
(.886) 

   3.48** 
(1.01) 

-.34 
(2.21) 

School Pg.◊ 14,380.48*** 
(1,958.55) 

   ——- 
——- 

——- 
——- 

Enr. Env.  
 
Academic 
Controls 

10,516.22*** 
(1,235.38) 

   ——- 
——- 

588.26 
(3,631.36) 

GPA 107.55*** 
(14.58) 

-3.04 
(43.34) 

   14.60 
(59.10) 

SAT math 
 
 
SES Controls 

7,343.33* 
(3,307.87) 

-501.19 
(4,772.06) 

   6,708.50 
(5,814.77) 

 
 

HH income .308*** 
(.019) 

.2214*** 
(.0462) 

   ——- 
——- 

Race 
 
 
Age 
 
 
r2 

 

df_r 

16,460.46*** 
(1,451.72) 

 
-1,810.07 
(1,493.31) 

 
 

4,371.57 
(4,886.27) 

 
 
 
 

.0571 
 

4823 

 
 
 

 
 
 

.0056 
 

3311 

 
 
 
 

 
 

.0042 
 

5414 
 

 
 
 
 
 
 

.0146 
 

3884 

——- 
——- 
——- 
——- 

 
 

.0124 
 

743 

Source: National Longitudinal Survey of Youth, 1997 NOTE: Entries are beta coefficients with standard errors in 
parentheses. *p<.05,**p<.01,***p<.001  
 ◊ After analysis, this variable was found to exact the same effects as an SES control, and so it was eliminated from 
the Final Model. 
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DISCUSSION and CONCLUSION 

Although there are plenty of studies on the effects of socioeconomic status, self-

motivation and school environment on achievement and success, there are few studies that 

examine the interaction of these simultaneously. The examination of the longitudinal data 

follows anticipated outcomes, and separately each of the variables shows a significant impact 

upon early career outcomes. The analysis of the National Longitudinal Survey of Youth data 

suggests that a positive attitude toward school, teachers, and peers is a key mechanism in linking 

school experience with an increase in earnings in early career stages. In this study, the positive 

effect of being self-motivated can mostly be explained by having high expectations for advanced 

degree attainment. Expectations are highly dependent on school and home environment factors. 

This study finds, however, that community service can be an intervening variable that can form a 

bridge between high expectations and early career increase in earnings.  

Sometimes, self-motivation is not present in a student’s life, and so the school 

environment will also play a key role in determining educational outcomes. This study finds that 

the importance of self-motivation factors is diminished once school environment factors are 

taken into account. Of the school environment factors, school institution type, which in this study 

is categorized as an SES indicator, exhibits the strongest influence upon early career outcomes. 

Especially for minority students, attending a public or private school is rarely within the control 

of a student. This study shows, however, that a positive attitude toward school diminishes the 

effects of this SES factor and shows that an increase in early career earnings is possible when a 

positive attitude toward schooling is present, despite being in a public school.  

These findings have important implications for future research. This study finds as 

Uguroglu and Walberg find, that self-motivation variables are not the most significant, but still 
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can form part of the conditions that push a person to succeed. This study lends support to the 

idea and provides concrete examples of self-motivation variables that work in students’ favor in 

the long run. Also, when students are exposed to fair teachers and disciplined peers, the chances 

of a positive impact on career outcomes is possible. This is not to say, however, that education 

must become a witch hunt to measure teachers and students. On the contrary, it means a student 

needs to feel safe and respected in order to succeed.  

Of equal importance in this study is that this article provides little support to the theories 

that minority and disadvantaged youth do not have sufficient pathways to success. The effects of 

race and household family income can be diminished by achievement in school classes/grades 

and high standardized test scores, while the effects of attending a public or vocational school, 

instead of a private or academic one, can be diminished by a positive attitude and exposure to 

advanced coursework in math or other courses. Studies’ attachment to using socioeconomic 

status as an explanatory variable or as a barrier to success can be overcome by taking a look at 

the intervening variables that do have an impact on income. This study reaffirms that many of 

the explanatory variables are correlated with high family income and with being Non-Black, 

Non-Hispanic, however, it also provides ways to bypass the effects of these.  

These results have implications for public policy as well. These finding suggest that 

improving the levels of personal satisfaction with the schooling experience will enhance the 

early career trajectories of a student. In order to increase the chances of success for minority 

youth, future research must be conducted as to how safe, respected, and challenged by rigorous 

coursework and peers students feel at their schools. Furthermore, the results suggest that raising 

the expectations of youth and their participation within the community and increasing exposure 

to high level courses will improve early career outcomes. In this study, the effect of these is most 
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prominent in the middle-class children. These are the students that have a “middle of the road” 

opportunity to succeed. What this study tells us in terms of recommendations is that to push 

those lingering in the middle above and beyond, in terms of success in adulthood, there must be 

some system in place that ensures that these students also have positive personality traits and a 

good attitude toward school in addition to their resources at home. Essentially, the presence of 

positive personality traits and a positive attitude toward school pushes the possibility of success 

“over the edge” and causes middle class children to increase earnings in areas where their home 

environment cannot.  

Even though these models do not provide enough explanation of the variance in the 

model, they do start the conversation around the accuracy of using socioeconomic status as a 

measure of a students’ potential. It provides answers to the questions of social mobility, bridging 

the achievement gap, and hints at the possibility of breaking through barriers that one cannot 

control, such as the class of the family that one is born into. This study tells us that when a child 

puts in maximum effort and is happy, he or she can succeed in the future, and that type of reform 

does not take the kind of legislation that we are making right now.  
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APPENDIX A 

Table A: List of Concepts and Variables 

Concepts/Variables Description 
Dependent variables  
 
Gross respondent income 

 
Gross income in 2008 for the respondent only. 
Does not include household. 

  
Key concepts and independent variables 
 
Self-motivation  

 
 

 
Personal Characteristic Index Eight variables in which respondents ranked from 1 

to 5 the degree to which certain variables described 
them. A score of 1 means the respondent exhibits 
the trait, 3 means neutral, and a score of 5 means 
the respondent does not exhibit this trait/quality. 
Characteristics are organized, conscientious, 
dependable, thorough, agreeable, cooperative, 
flexible, and trustful. Measured in 2002 (round 6).  

  
Expectations of schooling outcomes This variable was measured in 2000 when 

respondents were asked the percent chance they 
will be a student in school in five years. Out of 
100%.  

  
Community service 
 
 
 
 
 

The respondent was asked to state the frequency 
of volunteer work.  
 1 Never 
 2 1 - 4 times 
 3 5 - 11 times 
 4 12 times or more 

  
School environment 
 
Enriching Environment index 

 
 
Availability of supplies in the home, such as a 
computer, leading to an educational advantage. 

  
School institution type 
 
School program type 
 
 
 
 
Personal attitude toward schooling 
 
 
 
Total math credits 
 
 
Total advanced courses credits  
 

1=public, 2=parochial, 3= private, 4=other 
 
Transcript survey data detailing, according to the 
definitions of the U.S. Department of Education, the 
type of school respondent attended (1=academic, 
2= vocational, 3=both, 4=neither). 
 
In the initial round, youth respondents were asked 
to agree/disagree with statements about their 
personal attitudes toward their school. 
 
Summary of credits in math courses by type over 
entire high school career.  
 
Percentage of credits from advanced coursework. 
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Controls 
 
Academic 
 
GPA 
 
 
SAT math 
 
 
Family/Household 
 
Household income 
 
 
 
 
Race 
 
Age in 2008 

 
 
 
 
Credit weighted overall grade point average on a 4 
point scale.  
 
Highest SAT math score. Measured in the final 
round (round 13). 
 
 
 
During 1996, how much income did you receive 
from wages, salary, commissions, or tips from all 
jobs, before deductions for taxes or anything else? 
 
1= Black, 2=Hispanic, 3=Mixed, 4= Non-Black/Non-
Hispanic 
 
Birth month and birth year of respondent.  

  
Source: National Longitudinal Survey of Youth, 1997 
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The Relationship between Pre Praxis Preparation and Praxis I Performance 

of Teacher Education Candidates 
 

Abstract 

This study extends current research by exploring the relationship between individual 
characteristics and perceptions of psychological tools needed to be successful on the Praxis 
examination. This study utilized a survey administered to six Education related courses in the 
College of Education in a small, suburban HBCU. Data was collected on 78 teacher education 
candidates: 70 were African America, 5 were White, and 3 defined themselves as Other. Of the 
78 participants, 85% were female and 15% were male. Analysis revealed significance in the 
number of attempts to pass the Praxis exam by gender. Other moderate relationships between 
several indicators relating to math and perceived mathematical performance are reported. 
Implications of the social stigma on self perceptions and group performance are discussed. 

 

 

 

Introduction 

The need to ensure that teacher preparation programs are producing quality teachers has 

long been the charge of federal and state mandates. However, the passage of No Child Left 

Behind of 2001 and Interstate New Teacher Assessment and Support Consortium requiring 

“highly qualified” teachers in every classroom, has raised the expectation for not only teacher 

candidates but teacher education programs across the nation. The continuously changing calls for 

accountability in legislation on teacher testing have left historically Black colleges and 

universities (HBCUs) lagging behind in meeting the demands for qualified minority teachers. 

This undesirable trend has left many key stakeholders, including instructors at the university 

level, seeking a broader understanding of the challenge of preparing initial licensing candidates 

at HBCUs to successfully manage the Praxis exam and the variables impacting that success. 
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The concern about the nation’s teaching force is not a new phenomenon. The interest in 

producing quality teachers can be traced back to the early 20th century. During the past 25 years, 

there has been a growing amount of evidence to support that teacher quality has a direct impact 

of student achievement. From A Nation at Risk in 1983, to the National Education Summit in 

1989, to the formation of the National Commission on Teaching and America’s Future in 1994, 

and the No Child Left Behind Act in 2001, the production of quality teachers has remained the 

focus of national and state education agendas.  

Accordingly, the last decade, arguably, has been replete with the most intense discussions 

about the production of quality teachers and an explosion of policy activity aimed at improving 

the teacher pool. These policies have been designed at the federal, state, local, and institutional 

levels to ensure not only that teachers are qualified to teach the subject areas that they are 

assigned but also that institutions that prepare these teachers are accountable for the candidates 

that they graduate from their teacher education programs. In response to the call for more quality 

teachers, many institutions have increased their academic requirements for beginning teachers as 

well as require certification requirements be fulfilled prior to graduation. Gitomoer (2007) 

supported the notion that accreditation processes too have become more rigorous and focused on 

student outcomes. When states adopted new tougher certification tests years ago, higher rates of 

failure were expected. That is, after all, the ultimate goal of instituting higher standards—to 

weed out mediocrity and encourage candidates to work harder and aim higher. So what is so 

distressing about the current trends? Probably the most disturbing is the racial disparity that 

continues to be observed between prospective teachers aiming to meet those new standards.  
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Teacher Quality and Teacher Shortage 

In 1999, Educational Testing Service released a report which examined the demographic 

and academic characteristics of teachers. The focus of the earlier reports grew out of critical 

concerns about the academic ability of teachers that date back decades (Kerr, 1983; Weaver, 

1983). More specifically, the report examined how licensure requirement could impact the 

demographic and academic characteristics of the prospective teaching pool. The nation continues 

to struggle to maintain the standards set forth by the nation’s initiatives. Moreso than the struggle 

to meet the standards of producing more quality teachers, the real problem was that the nation 

has struggled to maintain a qualified teaching force whose racial and ethnic composition was 

reflective of the diverse demographic student population being educated in the public school 

system.  

As federal and state policy makers wrestles with how to create an aligned 21st century 

public education system to close the achievement gap and prepare students to compete in the 

global economy, research reports support that some school districts across the country are 

contending with a shortage of qualified teachers while other school districts have a surplus of 

qualified teachers (Partnership for 21st Century Skills, 2008). Curran, Abrahams, and Manuel 

(2000) argue that the country produces, yearly, thousands of college graduates who are prepared 

to teach. Nevertheless, the situation is still dire because those qualified teachers do not always 

represent the diversity of students in the school system. 

Over the years, research has supported that teachers are the single most important factor 

in determining student achievement (Alliance for Excellent Education, 2008). Haycock (1998) 

and Carey (2004) both researched the disparities in performance of students with differing socio-

economic statuses. Not surprisingly, both researchers found that the most effective teachers 
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produce student gains four times greater than the least effective teachers, and, alarmingly, 

students with three effective teachers in a row make gains almost three times higher than 

students with three ineffective teachers. The most unfortunate finding in these bodies of research 

was that low income minority students and students with the greatest learning needs usually 

attend the schools with the greatest number of unprepared teachers and with the highest 

percentage of teacher turnover and attrition 

Over the last decade, many colleges and universities have attempted to meet the 

challenge of producing more quality teachers by making significant improvements in their 

teacher preparation programs—increasing the number of core content courses, requiring more 

intensive coursework that focuses on the needs of diverse learners, modifying the focus of their 

yearlong practicums, and creating innovative partnerships in the community to provide more 

enrichment for teacher candidates (National Council for Accreditation of Teacher Education, 

2010). These modifications have proven to create much richer programs but the struggle with the 

praxis exam seems to continue as a source for filtering minority teacher candidates out of the 

pool of highly qualified teachers. 

Challenges at an HBCU 

The requirement that teacher candidates pass Praxis I has had an adverse impact on 

minority teacher education candidates. Competency testing has historically posed special 

obstacles to minority teacher candidates (Gitomer, Latham, & Ziomek, 1999). The failure rate of 

Blacks and minority teacher candidates on required state Praxis exams are two to ten times 

higher than those of White candidates (Gursky, 2002). Routinely, fewer than 50% of African 

Americans who take teacher tests pass those tests. The National Education Association (2009) 

attributes some minority teacher candidates‟ poor performance on certification tests to 
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inadequate K-12 schooling, leaving them ill-prepared for higher education, teacher training, and 

teacher certification programs. The achievement gap has been found even among Black students 

who are members of relatively affluent middle-SES families (Ogbu, 2003; Rothstein, 2004) in 

Snowman, McCown & Biehler, 2009, p. 149). 

The ratio of African American students at the HBCU to other ethnic groups is nearly nine 

to one—that is significant. So, naturally the challenge to produce large numbers of qualified 

teachers is heightened since the majority of the student body tends to represent the very group 

who struggle the most with the praxis I exam. Sleeter and Garant (2007) and Snowman et al. 

(2009) found that Black students seem to favor learning tasks that allow interpersonal 

interaction, multiple activities, and the use of multiple sensory modalities (such as combining 

body movement with sound) and further contended that “…Compared to White students who 

graduate from high school, minority students have lower levels of motivation, lower self-esteem, 

and weaker academic skills; they are also more impulsive” (p. 149).  

Theoretical Framework 

The theoretical framework of this study is grounded in Piaget’s and Vygotsky’s 

descriptions of the intertwine nature of culture and stages of cognitive development. It is the 

belief of the researchers that the Praxis I examination is structured with the assumption that 

candidates leaving high school or those completing a baccalaureate degree are functioning at a 

normal level of formal operation, equipped with the psychological tools (i.e., speech, writing, 

gestures, diagrams, numbers, rules, memory, techniques and others) and operational 

characteristics (abstractions, formulation of hypotheses, systematic problem solving and mental 

manipulations) that allow them to possess basic cognitive and academic skills needed to be have 

GPA’s or SAT scores that are indicative of their skill level. Snowman, McCown & Biehler 
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(2009) discuss how the formal operational characteristics (abstractions, formulation of 

hypotheses, systematic problem solving and mental manipulations) described by Piaget attribute 

to adolescents as they relate to cognitive development. Snowman et al. (2009) stated that “Jean 

Piaget believed that children’s schemes develop more quickly when they interact with one 

another than when they interact with adults. But Lev Vygotsky believed that children learn more 

from the instructional interaction they have with those who are more intellectually advanced” 

(p. 49). Thus, the assumption is that the teacher candidates, coming into post-secondary 

programs, should possess more mature operational skills. 

At a small HBCU on the East coast, from 2009 to 2010 and the summer of 2012, program 

coordinators provided Praxis and Pre-Praxis workshops and tutorial sessions for students in 

reading, mathematics and writing. The workshop and tutorial sessions focused on remediation of 

skills in the areas above for two to three hour sessions twice a week or one-on-one sessions 

scheduled by mathematics and reading specialist as well as content specific professors at the 

university. Despite the support, teacher candidates continue to experience challenges passing the 

Praxis examination. Thus, the researchers and coordinators began to study other factors other 

than academic related; such as psychological tools and formal growth and development tools that 

might be related to success on the State Licensing Examinations. 

Given the published research base available and the trends observed at the university 

level, it is clear that the disproportionate number of minority teacher candidates is a trend that 

cannot be ignored. It is problematic at not only the local level, but the national level. However, 

identifying how teacher preparation programs can more effectively support the teacher 

candidates to reduce the disproportions has not been so easily identified. Thus, the intent of this 

study was not to reject or endorse the state licensing examination for certification. However, the 
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intent was to investigate the degree a relationship existed between the individual characteristics 

of teacher candidates, and their self-ratings of the psychological tools needed to be successful on 

the Praxis exam—using, high school GPA, SAT, and Praxis exam scores. Accordingly, the 

specific purpose of this study was two-fold. First, this study was exploratory in nature. First, the 

researchers sought to better understand who the students are who struggle with the Praxis I exam 

by identifying them through the use of an intentional sample and analyzing the characteristics of 

that sub-group. The second research purpose of this study was to investigate the relationship 

between the demographic characteristic of the teacher candidates at a HBCU and their 

perceptions of the psychological tools needed to be successful on the Praxis exam. Accordingly, 

the research question guiding this study was: What is the specific profile of students who struggle 

with the Praxis exam at one HBCU? What is the relationship between the individual 

characteristics of the participants who struggle and their perception of the psychological tools 

needed to be successful on the Praxis I exam? 

Method 

Procedure 

Participants. The sample consisted of 78 teacher education students. The typical 

respondent of this survey was a female between the age of 18 and 22. There were 66 females 

(85%) and 12 males (15%) who participated in the study. Twenty-nine (37%) participants were 

considered traditional students (aged 12-22) and 49 (63%) were non-traditional students (aged 23 

and older). Of the 78 students studied, 16 students (21%) worked in the teaching profession and 

62 (79%) were not currently working in the teaching profession. Five (61%) of the participants 

were White, 70 (~90%) Black, and 3 (~4%) coded themselves as Other. A total of 50 (64%) 

participants passed the Praxis I exam and 23 (29%) did not pass the Praxis I exam prior to 
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participating in the study. The average number of Praxis I attempts for the group was 2 and 

although it is important to note that no participant reported taking the Praxis exam more than 3 

times, 7% (N=5) of respondents either provided ambiguous responses or did not answer the 

question at all.  

Research Design. A non-experimental, purposive group was used for this study. A 

purposive group was selected for this study because the researchers attempted to better 

understand the teacher candidates at the specific HBCU where the data was obtained in attempts 

to more effectively support them with the Praxis I challenges. This study focused on teacher 

education candidate’s self-reported perceptions of the psychological tools needed to be 

successful on the Praxis I examination and was guided by the following research questions: What 

is the specific profile of students who struggle with the Praxis exam at one HBCU? What is the 

relationship between the individual characteristics of the participants who struggle and their 

perception of the psychological tools needed to be successful on the Praxis I exam? Given the 

past research on the indicators related to Praxis I performance, it was hypothesized that current 

GPA and high school SAT scores are significantly related with passing rate on the Praxis I exam. 

It was further predicted that participants were fully accurately aware of their abilities and no 

relationship was expected to be found between students GPA and perceptions of their abilities on 

any of the psychological tool indicators. 

Measures. The Psychological Tool Survey (PTS), developed by the researchers, was the 

primary data collection instrument used in the study. The decision to use a multi-dimensional 

survey was based on the research Vygotsky’s Social Development Theory that focused the 

connections of learning on interactions with others and Piaget’s Stages of Cognitive 

Development which outlines the developmental stages that higher order cognitive processes are 
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mastered. The PTS was a multi-scale instrument that assessed student’s perceptions of their 

ability to perform using different psychological tools during learning tasks. The questions 

assessed participant’s perceptions of their ability to work with number, read and write, interpret 

and apply techniques learned in different content areas, recall information for application, 

formulate hypothesis, and assimilate new ideas. For the purpose of this research study, a 5-point 

Likert scale (1=unsatisfactory to 5=excellent) was utilized. 

The PTS was handed out to 6 core education classes; 3 undergraduate and 3 graduate 

courses. Surveys were also sent out 10 students who graduated from the undergraduate teacher 

education program. The surveys that were emailed to teacher alumni rendered an 80% return 

rate. The other surveys were handed out and collected by the first researcher. Survey data was 

coded and entered into a database by a graduate student and results were analyzed by the 

researchers. 

Results 

Demographic Characteristics. As noted before, 78 teacher education candidates from 

one teacher preparation program at an HBCU participated in the study. Ninety percent (N = 70) 

of the participants were Black, 6% (N=5) were White and the other 4% (N=3) categorized 

themselves as other. The number of female participants far exceeded the number of male 

participants by 60%; there were 12 males and 66 females in the study. Other than gender, the 

participants were not found to be statistically different from each other.  

To analyze the data, means and modes were used to evaluate measures of central 

tendency for the variables evaluated. A Pearson r correlation was utilized to measure the 

relationships between the indicators on the survey. The mean GPA range of the sample was 3.05; 
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the mode was 2.50. The mean of Praxis 1 examination attempts was 1.77; the mode was 1. The 

average SAT score range for the sample was 1599 or below; the mode was below 1200.  

Relationship between Characteristics and Perception of Skills on Psychological Tools. 

This study explored teacher education candidate’s self-reported perceptions of the psychological 

tools needed to be successful on the Praxis I examination. Contrary to original predictions, there 

was no evidence found that supported a significant relationship between GPA or high school 

SAT scores and passing rate on the Praxis I examination. In fact, the relationships between the 

indicators were extremely low. It was also predicted that participants were fully and accurately 

aware of their abilities and no relationship would be found between students GPA and 

perceptions of their abilities on any of the psychological tool indicators. This prediction was not 

supported on one the indicators for the males in the study. A moderate relationship between GPA 

and males perception of their ability to interpret diagrams was found, rendering a correlation of 

0.51. Several items on the PTS that were found to have a moderate to high relationships. 

Specifically, there was a significant relationship found in male’s perception of their ability to 

work with numbers and writing (r=0.57) and as well as their perception of their ability to respond 

to abstractions and symbolism (r=0.73). Interestingly, there was a significant relationship found 

in the number of attempts participants took the praxis exam by gender. There was not a 

significant relationship found amongst the female respondents but a moderate correlation of 0.61 

was found within the survey respondents. Several other moderate relationships, ranging from 

0.35 – 0.57, were also observed. The highest moderate relationships found were between 

perceptions of ability in math and number of Praxis attempts (r=0.57) and for females 

specifically, there were 2 moderately high relationships found—those who passed Praxis on the 

first attempt & perceptions of their ability to integrate and follow rules (r= – 0.57) and 
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perceptions in math and number of praxis attempts (r= – 0.57). Both rendered a negative 

correlation, indicating a negative relationship. For females, other moderate correlation included: 

the perception of working with numbers and the integration and following of rules (r= – 0.41) 

and the engagement in mental manipulations (r= – 0.41). For males, the only moderate 

correlation found was perceptions of ability to respond to abstractions via symbolism and the 

engagement in mental math (r= – 0.35).  

Discussion 

The results of this study did not confirm the hypothesis made by the researchers; 

however, the findings did add valuable information about the participants in the study. 

Interestingly, there were no moderate to high correlations found with any of the indicators 

related to reading and writing. In general, that might suggest that students do not only perceive 

themselves to be stronger in the area of reading and writing, but perform better in that area too. 

The negative relationships found, specifically on the indicators of math with both males and 

females in the sample, suggest that their perceptions of their abilities are not accurate and may 

account for some of the difficulties students have with the math portion of the praxis exam. 

Perhaps, the items on the scale did not covey exactly where the students perceive their 

weaknesses to lie in the areas of math. 

The National Center for Educational Statistics (2003) reported that less than 40% of the 

Nation’s schools have a teacher of color on staff. The statistic is detrimental to meeting the 

educational goals of the 21st century and it clearly provides evidence that there is a need to 

address the ratio of minority students to minority teachers. In an article related to the impacts of 

stereotypes on self-identify and performance, Steele (1997) stated that “theoretical focus is how 

societal stereotypes about groups can influence the intellectual functioning and identity 
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development of individual group members” (p. 713). This contention might account for some of 

the relationship disparities observed between participant’s actual and perceived performance. 

Vygotsky also contended in his Social Development theory that full cognitive development 

requires social interaction. At a HBCU, where much of the social community—other teacher 

education majors—struggle with the praxis exam, the idea of the impacts of societal stereotypes 

as it relates to minorities performance on the Praxis is a monumental obstacle to address. During 

informal conversations with students participating in this research, their conversations centered 

around a fear of others knowing about their lack of skills in mathematics and reading relative to 

being minority Americans. While the impact of repeated failure of certification exams required 

of teachers has been heavily researched, the social impact that might influence one’s perception 

of their abilities and ultimately performance has been relatively unexplored. Perhaps future 

studies should not only attempt to better understand the trends of failure at HBCUs regarding 

certification exams for teacher education prospects, but also continue to attempt to tease out the 

specific behaviors (indicators) or impacts of behaviors that can be directly addressed within a 

university setting. It is important to understand the impacts that positively or negatively influence 

performance—regardless of whether they are social or academic, but it is also imperative to 

better understand how supports might be put in place at the university level. 

During school year 2012-13, there were 42 (40 were African-American or Black, two 

were Caucasian) undergraduate initial teacher candidates at the HBCU in this study who were at 

the point in their program to move into their methods courses that were required for internship. 

Of the 42 candidates, 26 (two Caucasian, 24 African-American or Black) moved to internship. 

This represents 62% of those who made it through the door and could become teachers. Thus, the 

researchers moved forward to address the issue. The focus of most research has been on reading, 
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writing and mathematics skills as it related to GPA and SAT. Thus, investigations showed that it 

was more to it (e.g., Gitomer, 2007; Perry, 2011; Rothstein, 2004). There pre-performance skills 

prior to attending college appeared not to be the only problem. After researching many avenues, 

it was decided that Lev Vygotsky and Jean Piaget theoretically made since. Thus, the study 

added a much broader view to the current, published literature base.  

The results of this study contribute to the knowledge base about the relationship between 

teacher education candidates and their perceptions of their skills as it pertains to the 

psychological tools necessary to be successful on state certification exams. It is important to note 

that while this research effort does contribute significantly to the knowledge base, the results 

cannot be generalized beyond the scope of the participants included in this study. Future studies 

should continue to tease out the variables that impact performance on the praxis exam at HBCUs. 

The impact of social stereotyping is an area that direly needs to be address also. A convenience 

sample was utilized for this study for the purpose of having the results be evident for the student 

at one HBCU but additional studies that involve larger number of participants may render 

different results.  

This study only identified indicators as it related to the academic perceptions of students 

but much broader lens may be the answer to determining the specific impacts on performance on 

the Praxis exam. How much does social stigma on a group really impact performance? The next 

step for research might be to move the study from correlational to prediction and then to cause-

effect.  

Americans have adopted a reform agenda for their schools that calls for excellence in 

teaching and learning (Goals 2000: Educate America Act of 1994, P.L. 103-227; Improving 

America’s Schools Act, 1994, P.L. 103-328; Council of Chief State School Officers, 1998). 
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School officials across the nation are hard at work targeting instruction at high levels for all 

students. Gaps remain, however, between the nation’s educational aspirations and student 

achievement (Jencks and Phillips, 1998; Rothstein, 1998; U.S. Department of Education, 1996b, 

1997a, 1997b, 1997c, 1998b, 1999a). To address these gaps, policy makers have recently 

focused on the qualifications of teachers and the preparation of teacher candidates (National 

Commission on Teaching and America’s Future, 1996; U.S. Department of Education, 1999b); 

(BOAT, 2001, p. 1). The researchers’ agenda is to provide excellence in teacher and keep our 

minority teacher candidates moving through the door.  
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Transformational Leadership Paves the Way to Students’ High Academic 

Achievement 
 

Abstract 

Globalization and unprecedented development of technology have forever changed 
modern reality by creating a need for higher quality of education. Educators, policy makers, 
politicians and public began their search for the ways to increase student’s achievement. 
However, newly adopted standards for student performance along with requirements for teacher 
accountability arrived to schools accompanied by the economic struggles caused by the 
beginning of the Great Recession. School districts were forced to consolidate schools, close the 
programs, and lay off teachers and staff. Lack of stability, resources and job insecurity, created 
unhealthy work environment in many schools across the country thus affecting student 
achievement. 

This longitudinal case study examines one inner-city school created at the very beginning 
of the Great Recession. In its efforts to consolidate schools with low enrollment, the School 
District planned to close this school by the end of its first year. School administrative team was 
able to reverse this decision: the results of the Criterion-Referenced Competency Tests (CRCT) 
showed that student performance was one of the highest in the state. Consolidation plans were 
only postponed because enrollment did not increase, and the school lost several teachers, 
paraprofessionals, and some programs.  

Subsequent efforts of the school leadership team to increase student achievement under 
highly unfavorable conditions brought unparalleled results, making it one of the best schools in 
the state. The school population consists of 99 percent African Americans and 1 percent other.  

 

 

 

Statement of the Problem 

The School Board created Magnet School for High Achievers (MSHA) by moving a 

highly regarded Magnet Program, which had operated for over ten years as part of an elementary 

school, into a separate building. The Board provided this newly created school with a new 

administrative team and a half century old elementary school building located in the middle of a 

neighborhood consisting of one story brick houses built in the early 1950s in a downtown area of 
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a major Southern city. The area surrounding the school building is not considered very safe; 

maybe, that was one of the reasons that the MSHA encountered problems with student 

enrollment.  

When Magnet Program was a part of the elementary school, it never had any difficulties 

related to student enrollment. In fact, there was a waiting list of qualified students, whose parents 

often provided their children with additional tutorial help to ensure that their high academic 

scores would afford them acceptance into the Program. The Magnet Program typically had 240 

students enrolled in grades 4th, 5th, and 6th, with 20 students (maximum number allowed per class 

in magnet programs) in each of its 12 homerooms. The acceptance to any magnet program in the 

state is based on the students’ academic performance. Students need to meet the following 

criteria: have GPA no less than 75 percent in Reading and Math, with overall GPA score of no 

less than 85 percent based on the results of the standardized testing.  

The Magnet Program, teachers and students, moved to a new location, and became a 

separate school in the school year of 2008-2009. I will call the school Magnet School for High 

Achievers (MSHA) in this study. The Magnet Program faculty, highly trained and dedicated 

professionals with advanced degrees, has been with the Program for a number of years, some 

from the very beginning, and all but two, moved to a new location. Student enrollment in MSHA 

during its first year was so low that in September of 2008, the School District re-assigned two of 

the teachers to other schools, and their homerooms were consolidated. 

Perhaps the unfavorable location of the new school played its role, but not all of the 

students who had attended Magnet Program, enrolled into MSHA. To justify its right for 

existence as a school, the MSHA had to accept any student willing to enroll. Thus, in its first 
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year, very few of the students at Magnet School for High Achievers qualified as being gifted or 

even high achieving students.   

Very soon, the Great Recession threatened the main existence of the newly created 

school: in urgent need to save money, the School District announced its decision to consolidate 

the schools with low enrollment and the closure of MSHA by the end of its first year. The 

exceptionally good results of the standardized testing, however, forced the School District to 

postpone this decision: in some areas MSHA students achieved the highest results in the state. 

The principal of the MSHA, Dr. Cornelius, called the school “the best kept secret” because in 

spite of its success, in the second year the enrollment decreased again, and the School District re-

assigned another four teachers. Again, the MSHA was accepting any student whose parents were 

willing to bring the child to the school. 

Lack of funds created additional problems for MSHA: the School District had to cancel 

special Magnet School bus routes; besides, in economic turmoil some parents were losing jobs, 

and were not able to provide daily car rides for their children. Financial situation in the school 

district was further aggravated as school superintendent was forced to resign from his position 

amidst allegations of corruption and mishandling funds designated for construction projects; then 

the school board faced allegations of corruption, favoritism and nepotism thus affecting district’s 

accreditation status and bringing bad publicity. The name of the MSHA appeared on the list of 

schools destined for consolidation published by the state’s main newspaper. While the 

standardized test results of the second year exceeded the test results of the previous year; the 

enrollment decreased again bringing more losses.  

Only its fifth year brought MSHA an increase in enrollment, however, it came 

accompanied by the loss of some key positions – the school completely lost the position of 
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assistant principal; while school counselor, media specialist, PE and enrichment teachers (music, 

strings, arts) work here only on a part time basis coming two or three days a week alternatively. 

Recognizing school’s exceptional academic success, the School District decided that it will also 

serve students in grades 7th and 8th. New superintendent announced that by the end of the 2012-

2013 school year, the MSHA will forever close its doors and move to a better and bigger 

building to accommodate more students. The MSHA is now eligible and has already applied for 

a Blue Ribbon Award; every year of its existence, the school received top rewards for which it 

was eligible depending on the number of years it was in operation.  

The purpose of this study was to answer the research question: How did the urban school 

achieve such a tremendous success in a very short period of time and under extremely 

unfavorable conditions? 

Theoretical Framework 

I decided that contemporary longitudinal single case study framework was the best 

approach to answer the research question. Longitudinal approach focuses on social history, and 

data collection takes place during a long period of time (Hakim, 1987). The subjects of the 

longitudinal study are the same or broadly comparable (Ruspini, 1999). Yin (2003) identified 

rationale for a longitudinal single case study as “studying the same single case at two or more 

different points of time” (p. 42). My position of an MSHA teacher, afforded me to collect data 

for this longitudinal single case study using multiple sources of evidence: historical data, 

personal experiences and observations, notes taken during faculty meetings, vertical planning, 

meetings of school committees, memos and communications delivered through school email, and 

oral discussions with colleagues, administrators, and parents, thus providing required 

triangulation for data validation. 
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Description of the MSHA Administrative Team 

School administrative team consisted of Dr. Cornelius, the principal, and Mr. Watson the 

assistant principal. Dr. Cornelius appears to be an introvert, careful with details and interested in 

the idea behind the job (Briggs Myers & Myers, 1980). Mr. Watson is an extravert, 

approachable, knowledgeable and competent. Northouse (2009) maintains that men and women 

are equally effective leaders, while there are gender differences such that women and men are 

more effective in leadership roles that are congruent with their gender. The research 

demonstrates that women are more effective than men in the field of education (Northouse, 

2009). Personally, I think that it is because there are more women than men in the field of 

education. However observing on a daily basis the performance of both school leaders I can 

attest to the fact that they both are very effective, especially working as a team.  

The administrative team had a clear vision and plan on implementing the vision: become 

number one in the state of Georgia. One can hear this vision daily during morning and afternoon 

announcements over school intercom, during faculty meetings and in school memos. Every 

school success is a step towards this goal, and school leadership team constantly repeats it, thus 

infusing energy into strategies and making subordinates commit to causes. (Kouzes & Posner, 

2007). 

The MSHA leadership team clearly demonstrates having most of the qualities that define 

transformational leadership (Northouse, 2009): inspirational motivation, contingent reward, and 

intellectual stimulation. However, no leadership trait or approach exists in real life in its pure 

form, and some individuals may project even controversial traits at time. Very often both 

Dr. Cornelius and Mr. Watson display the qualities of servant-leaders (Starratt, 2004). The two 
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also project authentic presence. Both leaders constantly exhibit enabling presence, which 

signifies that one brings oneself fully into the situation (Starratt, 2004). 

Mr. Watson is very open and friendly; big part of his successful communication with 

parents, students, faculty and staff is a charisma that he possesses. Both administrators keep an 

unobtrusive control, they empower teachers to create committees designated to work on specific 

tasks; they provide a holding environment full of trust, nurturance, and empathy, so that the 

followers feel safe to confront hard problems (Northouse, 2009).  

Mr. Watson was just 29 years old in 2008, and it was his first administrative job. He is a 

product of this School District: after earning a teaching degree, he came back as an elementary 

school teacher. During his seven years of teaching second grade students, Mr. Watson obtained 

Master’s degree in educational technology and Education Specialist degree in School 

Administration. The position of an assistant principal at MSHA was his first administrative job. 

After serving eighteen years in the US Air Force, Dr. Cornelius was able to accomplish 

her dream of working with children. While working as a middle school teacher, she obtained her 

Master’s in Education degree and then Doctorate degree in Educational Leadership. Prior to 

being assigned as a principal, she had worked for a year as an elementary school assistant 

principal. The school leadership team practically did not have much of administrative experience 

when they were assigned to their respective positions at MSHA. 

Vision, Cooperation, Empowerment 

It is important to know that there is another Magnet School for High Achievers in the 

same School District. That school has been serving qualified gifted students in 4th, 5th, and 6th 

grades for over twenty years. The school is well established, well known, and while having 

enrollment of approximately 400 students, it always has a waiting list of qualified students. This 
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school is located in the northern part of the county with upscale and predominantly white 

neighborhoods. The School District placed MSHA in a different part of the county, with modest 

neighborhoods populated mostly by African-Americans. Some parents, especially those who live 

close to the school, perceive the location of the MSHA, as the “magnet school for our kids.” 

During the first year of the MSHA operation, Dr. Cornelius secured permission from the 

“old” Magnet School to have the MSHA teachers go there to observe the classes. The MSHA 

teachers were to report to another school and spend all day there observing the same classes they 

taught. After each one of these monthly visits, Dr. Cornelius required her teachers to have grade 

level meetings and subject area meetings to discuss what the teachers have observed and to see 

what new strategies could be implemented for MSHA students. Thus, the principal was 

providing two full days every month for every teacher to work on building up the curriculum and 

enhance collaboration within faculty. To afford teachers having these two full days free of 

teaching, Dr. Cornelius was providing substitute teachers. These visits helped MSHA teachers in 

an unexpected way by strengthening their confidence and self-esteem. 

During the very first faculty meeting, Dr. Cornelius provided the teachers with a list of 

the “approved substitute” to use for the absences. The School District employs over 14,000 of 

certified personnel, and has an automated system, subfinder, to simplify the process of reporting 

an absence: teachers can call the automated system any time to report an absence, request a 

substitute, and, if necessary, leave a message for a substitute teacher. Dr. Cornelius, however, 

was very firm in her desire to see only substitute teachers from the “approved list” coming to 

MSHA. After the first semester, she modified the policy for the absences. When teachers needed 

a day off, they have to notify the MSHA bookkeeper, who would enter the information into the 
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subfinder system, and bring the “approved “substitute teacher for the absence. Dr. Cornelius 

made it clear to her faculty and staff member: If you are sick, take care of yourself first. 

I became a subject of this attitude on two occasions, both times returning to work after 

surgeries. When Mr. Watson saw me the first day returning after eye surgery, he came to my 

classroom with a substitute teacher, and offered his assistance to drive me home. Mr. Watson 

insisted that I went home and rest for at least several more days. A year later, when I returned to 

school after minor surgery just two days before the winter break, Dr. Cornelius told me to go 

back home “before anybody could see me” and “get enough rest.” 

Committees, Action Plans, Moving to the Mountain Top 

Dr. Cornelius has a clear vision – getting Magnet School for High Achievers to the 

“mountain top” and becoming the best school in the state. She asks teachers and students to write 

and update their personal action plans so that each individual, an adult or a student, knows what 

he or she needs to do to get to the “top of the mountain.” The MSHA has a number of different 

committees; every school year, when there is a need to address a specific task, a committee is 

formed to deal with it. Normally during faculty meetings, which take place every Wednesday 

after the students are dismissed, Dr. Cornelius asks the faculty who would like to chair, co-chair 

or simply participate in the work of a certain committee. Very often, she joins the committee 

with low participation. The committees are flexible; designated for specific task or event: Black 

History Committee; Spelling Bee Committee, Award Ceremony Committee, and many others. 

The committees at Magnet School for High Achievers are flexible, established when needed and 

consist of teachers who volunteer to serve. Very often, only teachers serve on the committees; at 

times, administrators join as well. I served on a number of different committees every school 

year. Below I present the details of the work of the Leadership Test Data Analysis Team, on 
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which I served during MSHA for two years. The Leadership Test Data Analysis Team directly 

targets improvement of student performance. 

Leadership Test Data Analysis Team 

According to the Standards, Instruction and Assessment division of Georgia Department 

of Education, the Criterion-Referenced Competency Tests (CRCT), “are designed to measure 

how well students acquire the skills and knowledge described in the Georgia Performance 

Standards (GPS). The assessments yield information on academic achievement at the student, 

class, school, system, and state levels. This information is used to diagnose individual student 

strengths and weaknesses as related to the instruction of the GPS, and to gauge the quality of 

education throughout Georgia. Georgia law, as amended by the A+ Education Reform Act of 

2000, requires that all students in grades one through eight take the CRCT in the content areas of 

reading, English/language arts, and mathematics. Students in grades three through eight are also 

assessed in science and social studies. The CRCT only assesses the content standards outlined in 

the GPS.” 

The following rationale is provided for this test:” Criterion-referenced tests, such as the 

CRCT, are designed to measure how well students acquire, learn, and accomplish the knowledge 

and skills set forth in a specific curriculum or unit of instruction. The CRCT, therefore, is 

specifically intended to test Georgia’s performance/content standards” (www.ga.doe.org). No 

matter how each individual feels about standardized testing, the testing is real, it is important, 

and as of today, the school success, and meeting Adequate Yearly Progress (AYP), is directly 

linked to the results of the yearly tests. The acceptance to the 4th grade magnet program is based 

on academic performance demonstrated in another standardized test, Iowa Tests of Basic Skills 

(ITBS). Students need to have Grade Point Average (GPA) no less than 75 percent in Reading 
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and Math, with overall GPA score of no less than 85 percent based on the results of the ITBS 

standardized testing. 

The faculty of Magnet School for High Achievers consists of highly trained seasoned 

professionals with advanced degrees, most of the teachers hold Specialist in Education degree, 

several have doctoral degrees, and every teacher is certified in gifted education. Most of the 

teachers have been with the Program for a number of years, some from the very beginning. 

During the years when the Magnet Program was part of the elementary school, the results of the 

standardized testing of Magnet students were blended together with the test results of all of the 

students of the appropriate grade level. The school year of 2008-2009 was the very first year of 

the very existence of what was previously known Magnet Program, as a separate school, and the 

situation for a new school was not favorable. 

It is possible, that the location of a new school played its role, but the new school did not 

get a full enrollment. Less than 200 students were in attendance during the first year, the school 

lost a teacher, who was transferred to a regular elementary school, and the School District 

publicly announced plans to shut down the school. However, the exceptionally good results of 

the standardized testing made the District postpone its decision: in some areas, the MSHA 

demonstrated the highest results in the School District, and the scores of the 4th grade Language 

Arts tests were the highest in the state of Georgia.  

It is important to mention that due to the lack of qualified students, many students who 

did not qualify for a Magnet, or gifted program, were accepted to the MSHA. The 2008- 2009 

school year CRCT results showed that 2 percent of the students performed at Level 1 (below the 

average); 35 percent of the students performed at Level 2 (average), and the majority of the 

students, 63 percent, performed at Level 3 (850 or better). 
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The School District only postponed its decision of closing MSHA pending the results of 

the second year CRCT performance. It was crucial for the survival of the MSHA not only to 

repeat the success of its first year, but to significantly improve the results of the testing: the 

enrollment for the second year significantly decreased resulting in another outstanding teacher 

being transferred to a different school as well as the loss of all three of school’s 

paraprofessionals. Only on the 6th grade level the number of students enrolled was close to the 

required number; the 5th grades hardly had enough students to fill in four classes; and the 4th 

grade level consisted of only two very small classes with less than 15 students in each.  

According to the state recommendations, the minimum amount of students in magnet 

program is 18 per class, and the maximum -20 students per class. During its second year, the 

MSHA had only 165 students, of which only 102 students were identified as gifted, and the rest 

of the students, 63, did not qualify for gifted status. Several students did not qualify for the 

Magnet Program academic requirements; they were accepted to MSHA on a provisionary basis. 

In order for the school to survive, it was necessary to accept any student whose parents were 

willing to enroll him or her into MSHA. 

It was decided and agreed during the faculty meeting to do the best everybody could, and 

not to think about the uncertain future of our school. The administration and faculty decided to 

work on building in our students a strong foundation of ownership, self-sufficiency, so that it 

would become as a second nature to each and every child. We wanted our children to become 

critical thinkers, analyzers, and synthesizers, building in them the skills necessary to meet life 

challenges with competence so they could be successful in their life and careers. 

The 2 percent of the students, who performed on Level 1, translated into just one 4th 

grade student, who was now in 5th grade class. The goal for the students on Level 1 (in this case, 
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just one student) was to perform at least on Level 2. The Team identified and analyzed the 

academic weaknesses of the student, discussed them with the teachers, and came up with the 

following strategies. To help this particular student to achieve higher score on the test it was 

important to develop critical thinking and problem solving skills. That could be achieved through 

additional individual focus during regular class activities. 

The Leadership Test Data Analysis Team also analyzed the performance of the 35 

percent of the students whose test results were at Level 2. We wanted them to move forward and 

to achieve at Level 3. However, upon closer look at the test results, we concluded that mainly in 

the area of Social Studies students did not achieve as high as in other subjects. There was a 

reason for that: that was the year when new standards for Social Studies had been implemented 

in the state of Georgia, and these new standards were tested on CRCT. This school year the 

teachers were more familiar with the new standards, so we could positively expect improvement 

in this area. 

However, in order to help the students to accelerate from Level 2 to Level 3, it was 

decided that the following strategies should be implemented: during weekly grade level meetings 

teachers would discuss, analyze, share and decide upon creating multiple opportunities to work 

on specific skills; every six weeks teachers would have cross-planning days, when they spend the 

entire day working together in the cluster of their subject area, analyzing, sharing, and planning 

for the next six weeks. Besides, we would have weekly team meetings with administrators, when 

the all grade level teachers would get together with administrative team to provide the feedback, 

share their concerns and express their needs. 

Each grade level team utilized the same strategy: they share daily their concerns, and if 

the slightest problem with the student appeared – not staying focused, not turning in assignments 
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on time, and so on, a designated team member contacted the parents to set up a teacher-parent 

conference meeting. Each grade level teachers’ team had a day designated for parent 

conferences; the person responsible for scheduling these meeting, rotated every year. The parents 

meet with a grade team. These meetings are very effective: one teacher takes notes, by the end of 

the meeting which normally lasts 15 minutes, after every teacher and parent sign the paper, 

parents are provided with their own copy. Teachers are discouraged to ever have individual 

meeting with parents. These weekly conferences are held in addition to two teacher-parent 

conference nights per semester, which are mandatory for all the schools in the School District. 

Having weekly conferences increase student achievement, they also promote strong 

cooperation between teachers and help to build team spirit.  

Both school administrators are members of the Leadership Test Data Analysis Team. The 

work on the committee helped me to better understand and see the mechanism of administrators 

assisting teachers and helping the students through the implementation of different strategies and 

through team building approach among the faculty. I could clearly see that with strong faculty 

that we had, and with analytical and innovative administration team, we could achieve our 

ultimate goal – performance of all of our students, gifted or not, at Level 3. As for this particular 

school year, our immediate goal was an increment of at least 5 percent of students performing at 

Level 3, and elimination of the performance at Level 1. 

Dr. Cornelius says that the MSHA is still “the best kept secret in the state of Georgia”, 

because many parents are not even aware of the existence of the school. Some of the parents of 

the students enrolled in the school do not want the student population to grow, they want to have 

low numbers, thinking that this way their children would get better and more personalized 
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treatment. This is not true, of course, because the same teachers worked with full load before – 

twenty students per class, and were very successful.  

Working on this committee made me aware that even though our schools was designed 

for “high achievers”, meaning gifted students, we were not there yet, because we had to accept 

literally every child, whose parents wanted to enroll him or her into our school. The teachers had 

to adjust their teaching accordingly, and thoroughly differentiate the instruction, so that every 

child could achieve. The teachers provided students with additional tutorial assistance on a 

regular basis, in groups and one-on-one.  

While working closely with administrative team, I learned how they keep an unobtrusive 

control, especially in such an important area, as raising test scores. I saw in action how the 

principal and the assistant principal provided a holding environment full of trust, nurturance, and 

empathy, so that the followers felt safe to confront hard problems (Northouse, 2009). I often 

observed how the administrators were acting as required by specific situation without following 

the precise guidelines. Life, as we know, is unpredictable, and I observed the school leaders 

being very flexible, responding quickly in an unexpected situations. The expanding repertoire of 

leadership behaviors indicated the development of leadership effectiveness. 

Updated Outline of the Proposed Action Plan 

As I described above, the Leadership Test Analysis Team comprised of teachers and 

administrators. The Team met several times during first semester and identified the following 

strategies the teachers and administrators need to use in order to achieve the goals set for that 

school year: Having vertical planning once a month for all core subject teachers, and placing 

students into so called “travelling groups.” Students were assigned to their travelling groups 

according to their math level: accelerated math students, and other levels of math. Once math 
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teachers created lists of the travelling groups, they met with the Leadership Team and other 

teachers to discuss the proposed groups. After everybody agreed on the suggested” travelling 

teams”, the letter was sent to the parents, explaining new strategy aimed at assisting individual 

students achieve his or her full potential. The students still remained in their homeroom, but they 

attended their daily classes within their travelling group. 

Below I provided the chart depicting the relationship between administrative team, 

Leadership Test Data Analysis Team, and teachers. Everybody is involved, everybody is 

responsible, and everybody helps each other:  

 
 

 

 

  

Administrative 
Team 

Leadership Test 
Data Analysis 

Team  

4th, 5th, and 6th 
Grade Teams 
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ACTION PLAN INCLUDING GOALS, ACTIVITIES, TIME LINE AND OUTCOMES 

Goals Activities Time Line Expected 
Outcomes 

4th grade: 
Eliminate 
Level 1 
performance; 
Raise Level 3 
performance 
by at least 5 
percent 

Implement online assessment provided by Georgia 
Department of Education (GPS). Based on the results, 
select areas in need of improvement. Create activities 
targeting these specific areas. Daily use of “Buckle Down”. 
“Coach”, and “Compass”, Georgia Performance Standards 
based materials published by GPS. 

February 
through 
April  

Up to 70 
percent of 
students 
performing at 
Level 3 

5th grade: 
Raise Level 3 
performance 
by at least 5 
percent 

Implement block schedule in order to extend class time. 
GPS online assessment. Morning sponge activities 
targeting areas of concern. Remediation activities for the 
students who miss classes. After school tutorial 
assistance. Use of Online Assessment of Students (OAS), 
teacher-created tests 

February 
through 
April  

Up to 70 
percent of 
students 
performing at 
Level 3 

6th grade: 
Raise Level 3 
performance 
by at least 5 
percent 

Provide students with CRCT pre-test. Based on the results 
adjust the activities to help individual students in the areas 
of concern by providing after school tutorial, implement 
individualized and differentiated instruction to help 
students achieve their goals. Monitor student progress 
through teacher created tests. Use of OAS. 

February 
through 
April  

Up to 70 
percent of 
students 
performing at 
Level 3 
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EXPLANATION OF THE CURRENT PROGRESS BASED ON GOALS 

This is the state of Georgia spreadsheet showing the CRCT results of the previous year. I indicated how 
the MSHA ranks statewide in 2 categories: 1. Mean Scale Score and 2. Percentage of students 
exceeding the Standards: 

 Mean Scale Score Ranking Percentage Exceeding 
Standards Ranking 

4th Reading • 2nd - 873.01 • 2nd - 81.8% 

4th ELA • 17th - 857.95 • 1st - 90.9% 

4th Math • 2nd - 884.68 • 3rd -77.3% 

4th Science • 35th - 870.36 • 5th - 86.4%  

4th Social Studies • 75th - 846.45 • 96th - 45.5% 

•  •  •  

5th Reading • 4th - 858.99 • 3rd - 74.3% 

5th ELA • 27th - 859.39 • 17th - 72.9% 

5th Math • 34th - 874.47 • 7th - 84.3% 

5th Science • 9th - 878.04 • 10th - 80.0% 

5th Social Studies • 14th - 859.70 • 17th - 62.9% 

•  •  •  

6th Reading • 6th - 857.20 • 4th - 78.9% 

6th ELA • 3rd - 861.68 • 3rd - 74.6% 

6th Math • 9th - 850.77 • 14th - 50.7% 

6th Science • 69th - 831.68 • 110th - 22.5% 

6th Social Studies • 20th - 865.23 • 6th - 77.5% 

4th Reading • 2nd - 873.01 • 2nd - 81.8% 

4th ELA • 17th - 857.95 • 1st - 90.9% 

4th Math • 2nd - 884.68 • 3rd -77.3% 

4th Science • 35th - 870.36 • 5th - 86.4%  

4th Social Studies • 75th - 846.45 • 96th - 45.5% 
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 Mean Scale Score Ranking Percentage Exceeding 
Standards Ranking 

•  •  •  

5th Reading • 4th - 858.99 • 3rd - 74.3% 

5th ELA • 27th - 859.39 • 17th - 72.9% 

5th Math • 34th - 874.47 • 7th - 84.3% 

5th Science • 9th - 878.04 • 10th - 80.0% 

5th Social Studies • 14th - 859.70 • 17th - 62.9% 

•  •  •  

6th Reading • 6th - 857.20 • 4th - 78.9% 

6th ELA • 3rd - 861.68 • 3rd - 74.6% 

6th Math • 9th - 850.77 • 14th - 50.7% 

6th Science • 69th - 831.68 • 110th - 22.5% 

6th Social Studies • 20th - 865.23 • 6th - 77.5% 

ANALYSIS AND CONCLUSION 

The purpose of this longitudinal single case study was to describe an “ideal type” (p. 158) 

situation; hence, there was no reason in disclosing identities of the individuals and places (Yin, 

2003). As a participant-observer, I had extensive personal exposure to the situations described in 

this report. I collected and analyzed the data for this longitudinal single case study using multiple 

sources of evidence: personal experiences and observations; notes taken during faculty meetings, 

conferences with administrative team and my colleagues as members of different school 

committees, internal internet communications and memos; conversations and conferences with 

parents; articles and reports as they appeared in the media, internal communication within school 

district.  

For validity purposes, I discussed my findings and conclusions with several colleagues. 

They validated the facts described in this report and agreed with my conclusions that 
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transformational leadership of the school administration team paved the way for success. This 

confirmation is well founded, because three of the teachers, who I consulted, hold advanced 

degrees, Education Specialist in Educational Administration, and the fourth teacher holds a 

Doctorate degree, besides, all of them have valid administration certification. 

The analysis of the data clearly points to the following recurring themes: School leaders 

have clear vision of what they want to accomplish; they project optimism and confidence in the 

future inspiring the faculty and staff, and creating the culture contributing to the organizational 

success. Kouzes & Posner (2007) state that “organizations are most effective when a well-

articulated and ambitious vision of the future exists” (p. 114).  

According to Kouzes & Posner, “transformational leadership is the kind of leadership 

that gets people to infuse their energy into strategies”, so that “people commit to causes, not to 

plans” (p. 122). The MSHA leadership team clearly demonstrated having most of the factors that 

define transformational leadership (Northouse, 2009): inspirational motivation, contingent 

reward, and intellectual stimulation. However, no leadership trait or approach exists in real life in 

its “pure form”, and some individuals may project even controversial traits at time. 
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Leadership Strategies: Tools for Success 
 

Abstract 

The purpose of this research was to examine leadership strategies used by successful K-12 
Principals. Emphasis was being placed on Instructional Leadership, Transformational 
Leadership, Transactional Leadership and Facilitative Leadership styles used by successful 
principals. Participants were interviewed and also requested to complete a survey.  

 

 

 

Background Information 

We recognize that the school principal is expected to wear many different hats as duties 

are performed. They are not only the school leaders but they must also lead the organization. 

Usually this person provides supervision, evaluations, and help in planning professional 

development activities and is expected to work successfully with all aspects of the school 

community. 

Everything that is focused on in the school environment should lead to students’ success 

and increased individual student learning gains. Achievement outcomes should be very 

noticeable as assessed by data analysis results. Leaders are expected to accomplish goals 

established for positive, successful outcomes. Sometimes this could become quite challenging 

for various reasons.  

Today’s principals face issues that were not part of the school organization years ago, 

therefore, as a result, a successful principal must be informed with current issues found in 

education such as how to use data; data analysis, researched based curriculums, budgeting skills 

and planning required to meet the needs of all students, teachers and parents. 
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Parent partners are key players in the success or failure of the school. Principals who are 

able to build relationships with parents are also supportive of school goals that are sometimes not 

easily accomplished. Information in this document will assist principals with tips on using 

successful strategies in the school environment. 

Purpose 

The research objectives was to identify and examine leadership strategies used by K-12 

principals that could be included and used by other administrators who are looking for assistance 

in improving their schools. More specifically, this study investigates the experiences and 

performance of principals in the K-12 schools. 

Methods 

This study involved 20 participants answering questions during telephone interviews of 

school principals. Data collected was compiled and used to develop a list of strategies used by 

these successful principals. The most commonly repeated strategies were listed when principals 

were asked the following two questions: 1. could you identify five strategies that you use in 

performing your duties as the school principal? 2. What leadership strategies have you used that 

you would identify as successful and recommend to other principals for implementation? 

Data Analysis 

All data was analyzed and placed into several categories. Leadership styles, different 

strategies and recommended plans of action were included in the final analysis. The significant 

results of this study are listed for other principals and administrators to share and adapt for their 

environments. 
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Discussion 

We have a list of educational strategies that are still expanding because of the research 

that have continued in this field. Effective leadership is a field of inquiry that is dominated by 

pragmatic, empirical approaches (Scheerens, 1997). It is the opinion of these writers that 

research in Educational Leadership should focus more on behavioral characteristics of the school 

leader and also student achievement as opposed to a purely scientific analysis.  

The belief that schools can and must make a difference is at the core of the current high-

stakes accountability and reform movement that can be traced back to the publishing of A Nation 

at Risk Report (National Commission of Excellence in Education (NCEE), 1983. Now, more 

than ever, educators, specifically principals are expected to meet the many demands of a global 

society for higher academic achievement and increased accountability to remain in compliance 

with all education mandates.  

This paper on leadership strategies will be presented as best practices to be used and 

incorporated in various school situations. There are many theorists who have defined effective 

leaders and successful leadership strategies. One example is Waldman (1993) consolidated 

Deming’s Total Quality Management TQM 14 points resulted into five key leadership 

characteristics:  

1. Change Agent, 2. Teamwork, 3. Continuous Improvement, 4. Trust Building and 
5. Eradication of short term goals; Fullan (2001) list included: moral purpose, 
creating knowledge, sharing, and building relations as being the framework for 
leadership.  

James Collin’s (2001) research on companies that highlighted his work from “Good to 

Great” describes differences between the companies moving from being just a good company to 

attaining the level of becoming a great company. He indicated that the future of company’s Level 

5 leaders relied on high standards in comparison to personal charisma and surrounding 
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themselves with the right people to do the job. Collins also discussed creating a culture of 

discipline; honestly looking at facts regarding the company, remain open to difficult questions 

regarding the Level 5 leader as one who relies on high standards opposed to personal charisma. 

This leader will focus on the right people for the jobs and create a culture of that would reflect 

honesty, discipline and who are ready to look at facts regardless to how difficult the questions 

are and what will be the future of the organization. 

Bolman and Deal (2003) indicated that leadership is situational and should utilize four 

frames of an organization. The four frames should be reframing the issues to better understand 

how to address the problems. Another point of view indicates that traditional leadership focus on 

the organization, Sergiovanni (2007) believing that leadership as we know it is overemphasized. 

We have various types of leaders and sometimes think that they are direct and interpersonal, we 

also have teachers who are quite motivated and do not need to be inspired or motivated from a 

leader. 

Hallinger and Heck (1966) fifteen year researches looked at the relationship of the 

principal’s leadership and student achievement. The results indicated that the principal’s 

influence on the student’s achievement was debatable and up for interpretation. Forty studies 

were examined and found that they used a Mediated effect model and it was more effective than 

the direct-effect models when building a theoretical base and practical ideas for use by principals 

to achieve results. The Mediated model indicates that improved achievement for students results 

because of the principal’s impact on the environment. For an example, principals could send 

teachers for mathematics training and as a result, improves mathematics instructions. The direct 

effect model suggests that principals directly impact s student’s achievement, as a result of direct 
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interaction. Another example of direct effect is also found in schools where principals are more 

likely to become a mentor or become an advisor to a student group. 

Successful principals must be able to multi-task and are usually able to address several 

tasks as the educational team leader. However, it is also expected that the principal would be able 

to perform as an instructional leader. They would be quite aware of research based curriculums 

and involved with teams that recommend and help select new textbooks and other resources for 

their students. This is also the educational leader who continues to motivate teachers and staff to 

buy into keeping high standards for the school community.  

Today’s school leader will come to the environment ready to perform in an ever changing 

culture. He would be able to demonstrate several different types of leadership styles as dictated 

by the situation. Some of the most common combinations include the distributive, educational, 

instructional and transformational leadership styles. Each of these leadership styles are displayed 

in various situational roles. 

The fiscal manager’s role does differ from the principal but must be able to become 

knowledgeable enough to clearly articulate the salient points of the budget. Salary lines, supplies 

and materials; capital outlay and other line items that is important to the operation of the school. 

Priority areas needing a great deal of attention start with student achievement and learning gains. 

This is the most important focus area in the school. Everything that is planned from the 

beginning to the end leads to student achievement. 

Data driven instruction and curriculum development is the next area of focus for the 

principal. Planning in this area is critical to the success of all students. Using data to drive the 

curriculum is not only addressing the individual needs of the students, it also provides data and 
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evidence used in monitoring learning gains, identify skill deficiencies and tracking mastery of 

skills taught by the teacher.  

Professional development activities for teachers are essential to the continuous 

improvement of student achievement. Teachers who are currently aware of new strategies, 

techniques and resources that could be infused into instruction are usually able to produce 

successful outcomes with students. These teachers are able to transfer skills learned into 

productive classrooms using various tools to motivate critical thinking skills, creative 

expressions and possible cutting edge responses. 

Another area where educational leaders must become pro-active is to insure that the 

classroom environment is conducive to teaching and learning for all students. Special need 

students should also be included in the process especially orthopedically handicapped and 

chronically ill students. Other special students could be included and accommodated. 

Schools that are successful tend to enjoy a great deal of parent participation and support. 

Early years when these students are in pre-school, elementary, and middle schools appears to 

have a higher percentage of parent support when compared to the high school. Parents tend to 

think that more time at school is not necessary when the students are older. They will support 

special programs, graduation activities, award assemblies and other fund raising programs. 

Community partners play a major role within the school culture. They are able to support school 

initiatives and special projects for students, faculty and staff. Principals are quite aware of 

community partners as viable resources to their school mission. 

Leadership Styles 

Principals who are able to identify their leadership styles are usually much more aware of 

their strengths and weaknesses to lead the organization in comparison to those principals who are 
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new to the job and are becoming more aware of who they are in the leadership role. Some of 

those leadership styles are listed in Figure 1.1. 

Figure 1.1 Leadership Styles 
Authoritative Leadership 
Educational Leadership 
Facilitative Leadership 

Instructional Leadership 
Transactional Leadership 

Transformational Leadership 
Strategic Leadership 

These leadership styles are listed and were most frequently discussed during our research 

with principals and other administrators: 

Authoritative Leaders provides clear levels of authority and establish a chain of command. 

They do not encourage collegiality; show no or very little cooperation. Usually their behavior is 

excessive when it comes to accountability. 

Educational Leaders focuses on student achievement, individual learning experiences and the 

education of the whole child in the school environment. 

Facilitative Leader fosters the involvement of employment of employees at different levels. 

They also promote collaboration and encourage power through others, not over them. 

Instructional Leader emphasizes data analysis to drive the curriculum. The focus also is on 

professional development for teachers and staff. Research based curriculum promoted along with 

analysis using assessment outcomes to improve student’s learning gains. 

Transactional Leader exchange rewards contingent upon successful performance. These 

leaders also require balancing of the organizational goals. Employees receive rewards in 

exchange for their collaboration and assistance. There are two primary areas emphasized, 

1. Contingent rewards and 2. Management by exception. 
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Transformational Leader creates environments to empower individuals, celebrates successes 

and promotes productivity in the learning community. They articulate the purpose of the 

individual in the organization and provide inspiration and motivation to the team. 

Success Plan 

Planning provides principals with an opportunity to create a vision of how they would 

like to see their schools operate. Key components are included in this plan with the 

understanding that this is a flexible document with room for modification when needed: 

1. Establish priorities 

2. Review Student Data 

3. Identify dates for ongoing professional development. 

4. Identify resources for the school year 

5. Promote an environment conducive for teaching and learning 

6. Encourage parent support 

7. Create data teams 

8. Implement Research Based Curriculum 

9. Use and promote best practices 

10. On-going monitoring for student achievement and learning gains. 

Strategic Organization Plan 

This is a plan designed to share ideas that will capture what is needed to create successful 

achievement outcomes for students. Principals should lead this discussion the first work day for 

teachers to understand the importance of meeting established goals. When principals lead the 

organization from an instructional point of view teachers are more likely to follow through with 

the cooperation needed to become productive. See Figure 1.2 
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Figure 1.2 Strategic Organization Plan 

High Expectations Data driven outcomes 
Focus Leadership Activities Assess limitations 
Shared Decision Making Create an action plan 
Collaboration  Share intervention process 
Commitment Validate special programs (SES) 
Resources Parents as partners 
On-going Professional Development Community partners 
Student Involvement Community Projects 

School Improvement Plan is usually created by various members from the school organization. 

The plan is designed to project overall improvement of the entire school with emphasis being 

placed on academic achievement for students, professional development, course evaluations and 

recommendations. A time line is also included. 

Personal Vision should include what you want your school to look like. These questions could 

help you create that vision: 1. what kind of school do I want to create? 2. Make student 

achievement the number one priority. 3. Use data to drive instruction. 4. Establish a data team. 5. 

On-going professional development opportunities. 6. Encourage parents as partners. 7. Identify 

and embrace community partners. 

Shared Vision for Success 

This vision is created by many stakeholders so that they will hopefully buy in to the new 

established vision with their input. This is not done in one or two sessions so that many people 

will have an opportunity to express their ideas. 

Researched Based Strategies are used to provide proven strategies that can be used to enhance 

the overall success of the school community and evidences of increased student’s learning gains. 

Data Evaluation & Assessment information is compiled as a result of testing. Data is then 

assessed, analyzed and recommendations are made to improve instruction. The process is on-

going in the school environment to track skill deficit s and areas that are in need of improvement. 
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Conclusion 

Finally, schools are in a cycle of constant change due to the nature of school 

improvement. Educational leaders must continue to meet the challenges presented to them in the 

form of various issues. They must demonstrate a willingness to be flexible and embrace 

situations from a positive point of view that will continue to benefit student achievement and 

learning gains. Schools are designed to provide all children educational experiences with high 

expectations and high standards in an effort to inspire positive productive students. It is the hope 

of the authors that this study could provoke additional research in the future. 
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Bipolar Disorder and Its Impact upon Employment 
 

Abstract 

The recent disclosure by Representative Jesse Jackson, Jr. of the U.S. House of 
Representatives of his diagnosis of bipolar disorder has called attention to the medical condition, 
treatment issues and the impact of the disorder upon employment. Zimmerman, Galione, 
Chelminski, Young, Dalrymple and Ruggero (2010) have identified a relationship between 
bipolar disorder and the length of time that persons who were diagnosed with this disorder were 
absent from work. This presentation examines the definition, treatment issues, barriers to 
employment and employment strategies for persons with bipolar disorder. 

 

 

 

The recent disclosure by Representative Jesse Jackson, Jr. of the U.S. House of 

Representatives of his diagnosis of bipolar disorder has called attention to the medical condition, 

treatment issues and the impact of the disorder upon employment. Although specifics about the 

symptoms of bipolar polar disorder experienced by Representative Jackson were not provided, 

the public was informed about this prolonged absence from work which was later followed by 

his resignation from the U.S. House of Representatives according to Davey (2012). Zimmerman, 

Galione, Chelminski, Young, Dalrymple and Ruggero (2010) have identified a relationship 

between bipolar disorder and the length of time that persons who were diagnosed with this 

disorder were absent from work. This paper examined the definition, treatment issues, barriers to 

employment and employment strategies for persons with bipolar disorder. 

Bipolar disorder can be described as “a complex disorder defined by the presence of 

mania [i.e., bipolar I disorder (BD-1) and hypomania [bipolar II disorder (BD-II) alternating with 

depression” (Lipsman, McIntyre, Giacobbe, Torres, Kennedy and Lozano, 2010, p. 692). Persons 

with bipolar depressive disorder may receive undertreatment or inappropriate treatment. 
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Elgie and Morselli (2007) reported that The World Health Organization has described 

bipolar disorder as the sixth leading cause of disability in the world. Malhi, Adams, Cahill, Dodd 

and Berk (2009) have maintained that “bipolar disorder is currently one of the top ten public 

health concerns worldwide” (p. 2064). It has been determined that between 3.5% and 6% of the 

population has been diagnosed with bipolar disorder according to Elgie and Morselli. They have 

agreed that the disorder is recurrent with 90% of persons who are diagnosed with disorder. 

Among these patients, between 25% and 50% of them may attempt suicide and 15% of them 

may be successful. In addition, the mental health condition has negatively influenced work, 

interpersonal relationships and leisure activities. Often times, family members, friends and 

colleagues are not educated about the disorder which can promote misunderstandings about the 

disorder. Many times relatives encounter feelings of distress and helplessness. Also, they face 

economic pressures and barriers that impact their daily activities.  

About 30% of persons with bipolar are accurately diagnosed initially. It has been 

determined that misdiagnosis and that this practice occurs frequently. As a result of this, the 

majority of the patients may go undiagnosed. Besides the misdiagnosis, many patients have 

voiced concerns about their right to participate in their therapeutic treatment. They are also 

concerned about the loss of the right of choice to participate in treatment according to Elgie and 

Morselli (2007).  

Zimmerman, Galione, Chelminski, Young, Dalrymple and Ruggero (2010) have 

described bipolar disorder as a serious illness that affects the psychosocial functioning and has 

the ability to impact one’s quality of life. Bipolar disorder when compared to milder conditions 

such as bipolar II and bipolar disorder not otherwise specified has been fairly widespread. The 

treatment of persons with bipolar disorder involves higher costs for the patient, the mental health 
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system and society than other mental health conditions and is identified as one of the leading 

causes of disability globally. Bipolar disorder incurs higher treatment costs, places the patient at 

a higher risk of suicide and exposes the patient to disruptions at work and in relationships. More 

than half of the persons diagnosed with bipolar disorder I have experienced a suicide attempt and 

many of them have succeeded with attempting suicide. 

Hergenrather, Rhodes and Gitlin (2011) have identified symptoms of bipolar disorder as 

“distorted self-perception with a fluctuating mood, poor judgment and decision making; 

therefore limiting one’s opportunities to complete vocational education and training, and to 

develop a successful work ethic and establish appropriate attitudes and skills for work” (p. 14). 

The economic impact of this mental health condition may involve the continued use of health 

services, loss of wages and loss of work productivity as a result of suicide. The Americans with 

Disabilities Act of 1990 and the Amendments to the Americans with Disabilities Act of 2008 

have provided opportunities for persons with disabilities which includes persons with bipolar 

disorder. As a result of this legislation, persons with bipolar disorder are eligible for job 

placement services through public vocational rehabilitation services. Successful job placement of 

persons with bipolar disorder may be influenced by the beliefs of rehabilitation professionals 

toward the mental health disorder. 

The study by Elgie and Morselli (2007) consisted of a computerized literature review for 

the period of 1990-2004. There was a total of 17 articles that were identified which focused on 

the outcomes of surveys with bipolar disorder patients and their relationships with their families, 

the impact of the disorder on their social functioning and lifestyle and used structured, 

semistructured or self-administered surveys. The findings from the study included a total of 6500 

individuals from the ages of 18-65. The articles in the review involved information from the 
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countries of Austria, Belgium, Bulgaria, Canada, Finland, France, Germany, Holland, Hungary, 

Israel, Italy, Portugal, Russia, Spain, Sweden, Switzerland and the USA. 

The first National Depressive and Manic Depressive Association Survey was 

administered in the US in the mid 1990’s. There was a total of 500 surveys that were completed 

by persons with bipolar disorder. About 80% of the participants indicated difficulty at work, 

within the family and society according to Elgie and Morselli (2007). 

In a second survey, the GAMIAN International Survey was carried out from July 1997 to 

February 1998. The study included 11 nations and 3, 164 participants of which 30% were 

diagnosed with bipolar disorder. The findings indicated that “69.8% reported that the disorder 

had significantly interfered adversely with their life, particularly regarding the performance of 

daily tasks and interrelationships with others. Between 50% and 100% reported a reduction in 

social, familial and working functionality” (Elgie and Morselli, 2007, p. 147). 

The third survey, Fondazione IDEA Survey was initiated in 2000 with 4000 persons 

associated with the Fondazione IDEA who were selected as a result of a randomization 

procedure. About 70% of the participants were bipolar patients and 64% were employed. About 

39.5 % reported an altered social adjustment and a negative impact of the disorder on features 

such as search for contacts, ability to take care of daily tasks, ability to manage responsibilities, 

self perception of social adaptation and problems with relationships (Elgie and Morselli, 2007, 

p. 147). 

The second National Depressive and Manic Depressive Association Survey that was 

conducted in 2000 in the U.S., 88% of the participants indicated that the disorder had impacted 

their ability to initiate functions associated with employment, while 80% encountered 

psychosocial difficulties related to relationships. “Sixty-eight percent reported interpersonal 



223 

conflicts within families and with friends, 49% marital difficulties and 73% employment and 

school-related problems. Additionally, 65% of the respondents reported a problem initiating and 

maintaining relationships” (Elgie and Morselli, 2007, p. 147).  

In a survey of a U.S. community with 2,450 participants, there was a total of 1,167 with 

bipolar disorder. Findings indicated that “bipolar disorder was significantly associated with 

negative impact in the performance of work-related activities, leisure and interpersonal activities 

as well as family interactions” (Elgie and Morselli, 2007, p. 147). 

Using the GAMIAN-Europe/BEAM Survey, a study was conducted in 2001, in 11 

countries with 1760 participants of which, 1.041 were bipolar disorder. A total of 86.8% of the 

participants with bipolar disorder revealed that the mental health condition had negatively 

influenced on their earlier life (Elgie and Morseli, 2007, p. 147). 

In another U.S. based study using the Sheenan Disability Scale, Social Adjustment Scale- 

Self-Self Report and the Mood Disorder Questionnaire, the analysis of results from 593 bipolar 

patients revealed that “depressive symptoms caused greater disruption to occupational (49%), 

family (64%) and social (56%) functioning. The functional impairment was often greater with 

depressive than manic symptoms” (Elgie and Morselli, 2007, p. 147). 

Using a multi-centre study that used the Rosenberg Self-Esteem Scale and the Social 

Adjustment Scale , a study was carried out in four countries that had a sample population of 144 

bipolar patients and control participants that were matched for sex, age and geographical 

location. The participants with bipolar disorder reported more difficulties with social adjustment 

and leisure and work activities and lower self-esteem than the control groups (Elgie and 

Morselli, 2007, p. 147). 
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In a final study initiated in 2004 in 11 countries with 920 bipolar patients during 

treatment after an acute episode, persons with bipolar disorder obtained lower scores on the 

social functioning scale in comparison to unipolar patients, and a reduced “ability to function 

both socially and at work” (Elgie and Morselli, 2007, p. 147). 

The study by Zimmerman, et. al (2010) recruited 206 subjects from The Rhode Island 

MIDAS Project which is a private practice group that provided medical treatment to persons with 

medical insurance that encompassed Medicare but excluded Medicaid. Most of the participants 

in the study were white, female and were married or single. The participants were interviewed by 

a trained rater who administered an adapted version of the Structured Clinical Interview for the 

DSM-IV and the Structured Interview for the DSM-IV Personality.  

The study by Zimmerman et. al (2010) compared demographic, clinical and diagnostic 

variables of the participants who were and were not unemployed for two or more years during 

the five year period prior to the assessment by the study. The two groups were compared using 

T-tests. A limitation of the study was that it used subjects from a single outpatient medical 

practice that involved patients that were mostly female, white and who had health insurance. 

According to Lipsman, McIntyre, Giacobbe, Torres, Kennedy and Lozano (2010) 

treatment techniques for bipolar disorder involve “management of acute episodes, manic or 

depressive and prevention of relapse, maintenance of mood stabilization and prevention of 

suicides” (p. 694). Challenges in treatment involve “the heterogeneity of the syndrome, treatment 

response and the absence of baseline predictors or response and/or tolerability or treatment 

(p. 694). These authors agree with several recommendations for pharmacologic therapy for 

treatment of bipolar disorder with medications such as “ lithium, lamotrigine, quetiapine or 

olanzapine and first line medications” (Lipsman et al., 2010, p. 695). Second or third line 
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medications would include carbamazepine and valproic acid. The use of antidepressants such as 

selective serotonin reuptake inhibitors (SSRIs) should be used with caution as these medications 

have produced mania or rapid cycling in some patients. Psychosocial strategies such as cognitive 

behavioral therapy have been determined to be effective in promoting compliance with 

medication, decreasing symptoms and reducing relapse.  

For medication resistant bipolar patients, electroconvulvise therapy, (ECT) , transcranial 

magnetic stimulation (TMS) and vagal nerve stimulation (VNS), deep brain stimulation (DBS) 

have been explored. (ECT) has been used in treating bipolar depression but the side effects of 

loss of memory and cognition have led to concern. Limited studies with TMS have produced 

improvement in mood. For VNS, a post-hoc analysis suggested a possible role in the treatment of 

bipolar disorder. In terms of deep brain stimulation (DBS), one study provided details of its 

usage with a patient with bipolar disorder with severe depression. However, DBS is a 

neurosurgical procedure with possible side effects such as hemorrhage, infection and hardware 

complications according to Lipsman, et al. (2010). 

A study by Malhi, Adams, Cahill, Dodd and Berk (2009) explored treatment options for 

bipolar patients. The research method used as a literature review of databases. These included 

MEDLINE and PsychoINFO for peer-reviewed articles related to the treatment of bipolar 

disorder along with the clinical experiences of the authors to determine best practices for the 

treatment of the disorder. Medications such as lithium and valproate showed evidence of 

effectiveness for treating all phases of bipolar disorder. Anticonvulsants like lamotrigine were 

used for maintenance while antipsychotics were used in acute mania. However, quetiapine was 

used in treating bipolar depression. Combinations of medications were useful in treating acute 

phases of bipolar disorder but more research is needed. Electroconvulsive therapy was noted as a 
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treatment option for patients with rapid-cycling bipolar disorder who had not achieved success 

with other medications. 

Barriers to employment experienced by persons with bipolar disorder involved obtaining 

and maintaining employment according to Elgie and Morselli (2007). This was substantiated by 

83% of the participants in the first National Depressive and Manic Depressive Association 

Survey in the US in 1994. In addition, 53% of the participants were unemployed and 50% 

frequently changed jobs. Similar findings were noted in the GAMBIAN International Survey 

where 27.9% of the participants were unemployed. In the GAMBIAN/BEAM Survey, a smaller 

percentage of participants were unemployed or engaged in voluntary work with 19.1%. Problems 

in retaining or obtaining a job were identified by 34% of the participants while 26% revealed 

difficulties with co-workers. Other employment issues experienced were obtaining and retaining 

employment by 18% of the participants. In addition, 44% of the participants stated that bipolar 

disorder “had a severe impact on their ability to satisfactorily fulfill their job descriptions” (Elgie 

and Morselli, 2007 p. 148). 

Findings from the second National Depressive and Manic Depressive Association Survey 

indicated that 88% of the participants revealed that bipolar disorder interfered with their ability 

to meet job requirements at work. In this sample, 65% of the participants were not employed. 

About 63% of the participants stated that they changed jobs frequently as a results of problems 

with the employer. In the first US community-based questionnaire, 54% of the participants had 

been dismissed or laid off while 48% of the participants encountered difficulty with their 

supervisor. In the second US community-based questionnaire about 50% of the participants were 

working full-time while 3% were employed part-time. In addition 33.4% of the participants 
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shared that they completed work assignments poorly, 27% had engaged in verbal conflicts at 

work and 49.9% stated that they felt upset (Elgie and Morselli, 2007).  

Zimmerman, et al. (2010) have concluded that bipolar disorder “disrupts all domains of 

functioning including occupational functioning” (p. 721). They described bipolar disorder as a 

chronic illness that impacted occupational functioning in terms of “reduced work efficiency to 

occasional missed days from work to sustained periods of unemployment to permanent 

disability” (p. 724). Dean, Gerner and Gerner (2004) compared persons diagnosed with bipolar 

disorder with patients diagnosed with other mental health conditions and reported that bipolar 

disorder was linked to higher rates of long term unemployment, missed days from work and poor 

work performance. 

A study by Hergenrather, Rhodes and Gitlin (2011) used the Theory of Planned Behavior 

to explore the beliefs of rehabilitation placement professionals toward placing persons with 

bipolar disorder in jobs. This study collected data on the beliefs of public rehabilitation 

placement professionals toward persons with bipolar disorder based upon the Theory of Planned 

Behavior. Then a survey was developed from the beliefs with a Likert Scale. 

A total of eight beliefs were identified but the majority of the participants addressed the 

following which were “increases consumer self-esteem, consumer is noncompliant with 

prescribed medication and provides structure in the consumer’s daily routine” (Hergenrather 

et al., 2011, p. 19). Increases in the consumer’s self-esteem was addressed by 68.3% of the 

participants. Obtaining employment can influence an individual’s self-esteem by meeting the 

social norms of a work identity and enhancing their self-image of contributing to society. “In 

working with consumers with bipolar disorder, rehabilitation professionals could assist the 
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consumer in developing social interactions skills and comprehending the meaning and value in 

work; both of which increase self-esteem and overall quality of life” (p. 19). 

The second belief of consumer noncompliance with prescribed medication was addressed 

by 64.8% of the participants. The practice of complying with prescribed medication has been 

associated with reductions in absences from work. “Rehabilitation professionals should 

acknowledge and explore the issues of consumer compliance and their reluctance to employment 

due to the adverse side effects of the prescribed medication that include lithium, anticonvulsants, 

antipsychotics and benzodiazepines” (Hergenrather, et al., 2011, p. 19). Even if side effects to 

the medications have not been encountered, rehabilitation counselors should explore the issue of 

possible effects and its impact upon maintaining employment. This could involve reducing the 

amount of medication while working to prevent side effects such as “cognitive impairment, 

drowsiness, and ambulatory challenges” (p. 19). Rehabilitation counselors can work with the 

clients and their physicians to examine adjustments in medications, altering work schedules and 

designing a work environment that promotes a match with the client’s medication and job duties 

and functions. 

The third belief of structuring the client’s daily routine was addressed by 59.5% of the 

participants. Persons with bipolar disorder who developed and complied with daily routines 

experienced a sense of well-being. Rehabilitation counselors were encouraged to work with 

persons with bipolar disorder to “explore their daily routines, to understand accomplishments, 

beyond adherence to medication to influence their prognosis” (Hergenrather et al., 2011, p. 19). 

Three normative beliefs of support systems were addressed by the rehabilitation 

professionals. These included the client’s family and rehabilitation professionals within the 

agency. Support from the client’s family was addressed by 58.2% of the participants. Family 
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support has been associated with meeting vocational goals, achievement of job placement and 

obtaining employment for persons with bipolar disorder. Rehabilitation counselors were 

encouraged to include the client’s family in making job placements (Hergenrather, et al., 2011, 

p. 19). 

The second normative belief involved peer relationships with rehabilitation professionals 

in the client’s agency. This was addressed by 53.9% of the participants. Peer relationships can be 

beneficial since it can provide intrinsic rewards and emotional support. Rehabilitation counselors 

can consider the impact of peers upon the placement process (Hergenrather, et al., 2011). 

Lastly, the questionnaire identified six modal control beliefs as impediments to the 

placement of persons with bipolar disorder into work settings. This implied that rehabilitation 

professionals may be encountering challenges to placing persons with bipolar disorder with jobs. 

The impediments to placement included noncompliance with prescribed medication, the need for 

support for the client in the work environment, the client’s need for education about the disorder 

and the client’s reduced work skills. Rehabilitation counselors can help persons with bipolar 

disorder by developing routines during episodes of depression; negotiating with employers to 

provide flexible work hours for doctor’s appointments and episodes of depression and mania; 

initiating treatment contracts with an identified co-worker whereby the client shares his diagnosis 

and develops an agreement for dealing with symptoms; collaborating with employers to draft a 

policy regarding disclosures of disabilities; obtaining education about bipolar disorder, working 

to adjust medications and prevent side effects, identifying social interactions to reduce conflicts 

with co-workers and identifying supportive people in the work environment. 

Through Representative Jesse Jackson, Jr.’s recent disclosure of his diagnosis of bipolar 

disorder, he has indirectly advocated for people with this mental health condition. His 
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unfortunate long-term absence from the U.S. House of Representatives demonstrates an example 

of a barrier to employment faced by persons with bipolar disorder. In some of the studies in the 

literature review, the ethnicity of patients with bipolar disorder was not provided and in others, 

the patients who served as participants in the study were white, female and had access to health 

insurance that excluded Medicaid. Information is needed with regard to persons with bipolar 

disorder who are minority with health insurance that includes Medicaid and without health 

insurance in order that they can fully benefit from the advocacy process. 



231 

References 

Davey, M. (2012). Jesse Jackson, Jr. resigns, facing illness and inquiry. New York Times 
(November 21). Retrieved from http://www.nytimes.com/2012/11/22/us/Jackson-jr-to- 
resign-house-seat.html. 

Dean, B.B., Gerner, D. & Gerner, R.H. (2004). A systematic review evaluating health-related 
quality of life, work impairment and healthcare costs and utilization in bipolar disorder. 
Current Medical Research Opinions, 20,139-154. 

Elgie, R & Morselli, P.L. (2007). Social functioning in bipolar patients: The perception and 
perspective of patients, relatives and advocacy organizations- a review. Bipolar 
Disorders, 9. 144-157. 

Hergenrather, K.C., Rhodes, S.D. & Gitlin, D.J. (2011). Consumers with a bipolar disorder: A 
theory-based approach to explore beliefs impacting job placement. Journal of 
Rehabilitation, 77, 3, 14-24. 

Lipsman, N., McIntyre, R.S., Giacobbe, P, Torres, C., Kennedy, S.H. & Lozano, A.M. (2010). 
Neurosurgical treatment of bipolar depression: Defining treatment resistance and 
identifying surgical targets. Bipolar Disorders, 12, 691-701. 

Malhi, G.S., Adams, D., Calhill, C.M., Dodd, S. & Berk, M. (2009). The management of 
individuals with bipolar disorder. Drugs, 69, 15, 2063-2101. 

Zimmerman, M., Galione, J.N., Chelminski, I., Young, D. and Ruggero, C.J. (2010). Sustained 
unemployment in psychiatric outpatients with bipolar disorder: Frequency and 
association with demographic variables and comorbid disorders. Bipolar Disorders, 12, 
720-726. 

 

http://www.nytimes.com/2012/11/22/us/Jackson-jr-to-%20resign-house-seat.html
http://www.nytimes.com/2012/11/22/us/Jackson-jr-to-%20resign-house-seat.html


 
 

THE RELATIONSHIP BETWEEN DIABETES, SOCIOECONOMIC LEVELS 

AND HEALTH INSURANCE IN MISSISSIPPI 

 
 
 
 
 
 
 
 
 

DR. GLORIA DANSBY-GILES 

DR. FRANK GILES 

JACKSON STATE UNIVERSITY 
JACKSON, MISSISSIPPI 



233 

The Relationship between Diabetes, Socioeconomic Levels and Health 

Insurance in Mississippi 
 

Abstract 

A document, “A Portrait of Mississippi: Mississippi Human Development Report 2009” 
identified that Mississippi held the lowest rank of all states in the United States on the American 
Human Index. This index looked at disparities in the state by county, gender, race, educational 
levels, life expectancy, health insurance, labor force participation, management, professional and 
related occupations and other factors. 

The study was initiated by the NAACP to call attention to disparities within the state. This study 
examined the relationship between diabetes, socioeconomic levels and health insurance using the 
data set from the Mississippi Human Development Report of 2009. In addition, strategies will be 
explored to improve the health outcomes for the residents of Mississippi.  

 

 

 

The purpose of this study was to examine the variables of diabetes, socioeconomic levels 

and health insurance and its impact upon the residents of Mississippi based upon the data set 

from the report, “A Portrait of Mississippi: Mississippi Human Development Report of 2009”. In 

addition, strategies will be explored to improve the health outcomes for residents of Mississippi. 

The disparities with regard to diabetes, socioeconomic levels and health insurance has 

been noted by several studies. According to Zhang, Beckles, Bullard, Gregg, Albright, Barker, 

Zhang, Ruiz-Holguin, Cerqueria, Frontini and Imperatore (2010), persons who were diagnosed 

with diabetes and who did not have access to health insurance were more likely to have not 

identified a facility or clinic to receive routine medical care. Other disparities were reported by 

Oladele and Barnett (2006) that examined data from the U.S. Centers for Disease Control and 

Prevention’s Behavioral Risk Factor Surveillance System. This study found that persons of lower 
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socioeconomic status were more likely to forego preventive care than individuals of higher 

socioeconomic status.  

Using data from the Mississippi Human Development Report of 2009, this study 

explored the variables of human development index, educational level, life expectancy, median 

earnings, participation within the labor force, health insurance, use of food stamps and the 

presence of diabetes by counties in Mississippi. Using the data set from the Mississippi Human 

Development Report of 2009, significant correlations were not found for race, gender, presence 

of diabetes and health insurance by counties in Mississippi. The data from the Mississippi 

Human Development Report of 2009 was presented in percentages and did not allow the use of 

statistical techniques. However, descriptive information can be provided. 

According to the Mississippi Human Development Report of 2009, Mississippi ranks at 

number 50 of all the states within the U.S. on a human development index that looks at factors 

such as gender, race, educational level, median earnings, health insurance, presence of diabetes, 

 unemployment rate, management, professional and related occupations. The counties of 

Rankin, Madison-Hinds and De Soto enjoy a higher human development index than other 

counties in the state. As a part of the higher human development index, the counties where 

residents hold the highest percentage of graduate or professional degrees were Forrest-Lamar 

with 11.2%, Madison-Hinds with 10.9%, Hinds with 9.7%, Rankin with 9.3 and Oktibbeha-Clay 

with 9.2%. Of the counties with the highest percentage of residents with graduate or professional 

degrees, there are universities, community colleges, and/or medical schools within the counties.  

Counties with the highest life expectancy included Rankin with 78.2 years, De Soto with 

76.7 years, Oktibbeha-Clay with 76.3 years, Lownes-Monroe with 75.9 years, Madison-Hinds 

with 74.0 years and Hinds with 74.7 years. Some of the counties were reported among the 
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counties with higher human development index and the highest percentage of graduate and 

professional degrees as well as the highest life expectancy were Madison-Hinds, Rankin and 

De Soto. 

Counties where the residents had the highest median personal earnings were Madison-

Hinds with $32, 598, Rankin with $32, 306, De Soto with $32, 069, Pearl River Hancock with 

$2, 773 and Jackson with $25, 788. Again, the three counties that were represented with the 

higher human development index, the highest percentage of residents with graduate or 

professional degrees, the highest life expectancy and highest median personal earnings were 

Madison-Hinds, Rankin and De Soto counties.  

The counties that have the highest number of residents in the labor force included De 

Soto with 59.2%, Rankin with 73.5%, Madison-Hinds with 66.3% and Forrest-Lamar with 

64.2%. The counties that are represented with the higher human development index, the higher 

percentage of residents with graduate and professional degrees and the highest life expectancy 

were presented among the counties with the highest number of residents in the labor force. These 

counties were Madison-Hinds, Rankin and De Soto.  

The counties within the state of Mississippi where the highest number of people do not 

have health insurance included Pearl River Hancock with 24.4%, Lafayette Marshall with 23.8%, 

Forrest-Lamar with 23.4%, Neshoba-Scott with 23.3% and Jones-Wayne with 22.8%. In 

examining the counties with the highest percentage of food stamp use, a different set of counties 

were represented. These were Washington-Bolivar with 12.6%, Leflore-Sunflower with 22.3% 

and Grenada-Attala with 19.0%.  

When examining the counties with the highest percentage of residents with diabetes, 

these were Pike-Adams with 12.7%, Warren-Yazoo with 12.5%, Washington-Bolivar with 
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12.3%, Leflore-Sunflower with 12.2% and Grenada-Attala with 12.1%. Counties that were 

represented with the highest percentage of food stamp use and the highest percentage of diabetes 

were Washington-Bolivar, Leflore-Sunflower and Grenada-Attala. From examining the data 

from the Mississippi Human Development Report of 2009, residents of the counties of Madison-

Hinds, Rankin and De Soto were more likely to enjoy a better quality of life, be better educated, 

have a greater likelihood of a higher life expectancy and earn higher salaries. On the other hand, 

residents of the counties of Washington-Bolivar, Leflore-Sunflower and Grenada-Attala were 

more likely to depend on food stamps and have a higher percentage of residents with diabetes. 

Based upon the study by Oladele and Barnett (2006), persons of lower socioeconomic status 

were more likely to forgo preventive care. The practice of foregoing preventive health care 

would not serve the best interests of residents who live in the counties with the higher prevalence 

of diabetes in Mississippi. 

In an effort to call attention to the disparities within the counties of Mississippi and those 

counties with higher percentages of residents with diabetes, advocacy as a response by 

counselors will be explored. Advocacy will be defined and advocacy efforts by mental health 

and rehabilitation counselors will be identified.  

The American Counseling Association Code of Ethics (2005) defined advocacy as the 

“promotion of the well-being of individuals and groups and the counseling profession within 

systems and organizations. Advocacy seeks to remove barriers and obstacles that inhibit access, 

growth and development” (p. 20). Within the advocacy effort, counselors target problem areas 

that are experienced by the client and work with issues that may promote feelings of 

helplessness. The advocacy efforts are conceptualized at an individual level and a societal level.  
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The advocacy function is listed within the Commission on Rehabilitation Counselor 

Certification’s 2010 Code of Professional Ethics for Rehabilitation Counselors. Section C.1 

Advocacy of the Code of Professional Ethics for Rehabilitation Counselors contains six 

standards associated with advocacy which are “attitudinal barriers, advocacy, advocacy in own 

agency and cooperating agencies, advocacy and confidentiality, areas of knowledge and 

competency, and knowledge of benefit systems” (p. 10). In addition, Section C.2. Accessibility 

identifies the need for accessibility in “counseling practice, barriers to access and referral 

accessibility” (p. 11).  

Leahy, Chan and Saunders (2003) offered the following definition of advocacy as 

“applying disability-related policy and legislation to daily rehabilitation practices” (p. 73). Since 

rehabilitation counselors work with people with disabilities, their work with advocacy “seeks fair 

treatment and full physical and programmatic access for clients, and the removal of any barriers 

or obstacles that inhibit access, growth and development” (Waldman and Blackwell, 2012, p. 1). 

For rehabilitation counselors who work primarily with people with disabilities, their 

efforts with advocacy may target multicultural skills and access to services for persons with 

disabilities. On the other hand, mental health counselors would also be concerned with 

multicultural skills and being sensitive to the culture of clients as well as providing access to 

mental health related services and resources. As some of the residents of Mississippi struggle 

with issues of diabetes, socioeconomic levels and health insurance, counselors can advocate with 

clients and teach clients advocacy skills as an effort to promote better health outcomes. 

According to Goodman, Liang, Helms, Latta, Sparks and Weintraub (2004), “unless 

fundamental change occurs within our neighborhoods, schools, media, culture and religious, 
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political and social institutions, our work with individuals is destined to be, at best only partially 

successful” (p. 797). 
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Exploring Success: Challenges and Opportunities of Traditionally 

Disadvantaged College Students 
 

Introduction 

In American society, individuals’ financial capacity helps determine their economic, 

social, and environmental well-being. Individuals with abundant resources may usually afford 

benefits that those of traditionally disadvantaged backgrounds cannot (Lin, Ensel, & Vaughn, 

1981; Lin, 1999; Adler & Snibbe, 2003). Thus, inequality in wages, standards of living, and 

overall quality of life create problems when social structures systematically keep certain groups 

from attaining such resources. Access to higher education is one mechanism that can help dispel 

social inequalities among traditionally disadvantaged individuals, as researchers have pointed out 

the direct correlation between income and higher education (Fashola & Slavin, 1997). 

Consequently, government agencies, academic institutions, and concerned individuals 

offer support to qualifying traditionally disadvantaged students to attend college. Support comes 

in the form of academic scholarships, grants, financial aid, work study programs, pathway 

opportunities, pre-college intervention programs, among other resources. As a result, these 

students have a means for accessing higher education they may not otherwise receive. 

Unfortunately, the administration and distribution of these resources does not always produce 

optimal results. 

In aiming for a diverse student body, academic institutions admit students of many 

different backgrounds including individuals from traditionally disadvantaged backgrounds. 

Colleges recognize that not all entering students are prepared equal, as they create programs 

aimed at alleviating disparities between students of traditionally disadvantaged backgrounds and 

their counterparts (Tinto, 1993; Collier & Morgan, 2008). One of the problems involves 
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identifying the most significant practices that may help retain students (Simpson, Hynd, Nist, & 

Burrell, 1997; Myers, 2003; Bailey & 2005, p. 2; Bean, 2005). Whether or not these efforts result 

in the creation of any programs is contingent upon individual institutional efforts.  

Moreover, various other factors influence one’s ability to obtain a college education, 

which include finances, preparedness, meeting the rigors of academic programs, in addition to 

the fulfilling all the necessary requirements for receiving a college degree. Traditionally 

disadvantaged individuals generally do not have all the appropriate resources and preparedness 

upon entering college (Titus, 2006; Aikens & Barbarin, 2008; Palardy, 2008; Moore, Slate, 

Edmonson, Combs, Bustamonte, & Onwuegbuzie, 2010 ) and tend to have disproportionately 

low graduation and retention rates (Watt, Powell, and Mandiola, 2004; White & Lowethal, 

2011). Some scholars have determined these factors to be key measurements of success 

(Murphy, Gaughan, Hume, & Moore, 2010, p. 71). Educational institutions may help these 

students succeed in college, even beyond the undergraduate level, if they recognize the factors 

that produce inequality and keep some students at a disadvantage. 

Although there is an abundant amount of literature addressing different features of many 

programs (Simpson et al., 1997; Myers, 2003; Carreathers, Beekman, Coatie, & Nelson, 2006), 

there is not enough literature determining which facets of specific programs are most and least 

valuable. The authors of this work attempt to examine some common practices and programs 

aimed at preparing, retaining, and/or graduating traditionally disadvantaged students. Identifying 

a comprehensive framework is most valuable if researchers eventually determine specific 

features of programs yielding the best and least good practices for student retention and 

graduation. As such, this paper constitutes a preliminary review of literature to address the 
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following research question: How can programs aimed at helping traditionally disadvantaged 

students increase their academic success at different levels of college education?  

Defining “Traditionally Disadvantaged Students” 

This paper focuses on students attending, or on the track to attend, traditional four-year 

colleges. Students of traditionally disadvantaged backgrounds often fall under certain categories, 

including: traditionally and historically “underserved” (Green, 2006); historically 

“underrepresented” (Carter, 2003; Mudge and Higgins, 2011); and socially (Muijs, Harris, 

Chapman, Stoll, & Russ, 2009), economically (Pallas, Natriello, McDill, 1989; Brewer and 

Landers, 2005), socioeconomically (Muijs et al., 2009), and/or educationally (Maypole, 2003) 

“disadvantaged.” They are even identified as “at-risk” in research on student retention (Knapp & 

Shields, 1990; Colton, et al., 1999). It is important to note that some works include students 

learning through electronic media as traditionally underserved (Rendón, 2006); however, this 

research does not consider such students, as they do not attend traditional four-year colleges. 

In order to understand better the challenges and opportunities of traditionally 

disadvantaged students, it is important to establish some factors that influence those experiences. 

First, many traditionally disadvantaged students lack support systems or role models prior to, and 

upon entering, higher education (Mudge & Higgins, 2011). Research has established individuals 

benefitting from having mentors, as the difficulty of completing highly competitive or 

professional programs could be alleviated through proper guidance (Campbell & Campbell, 

1997). The right mentors or guidance counselors may advise students about completing 

coursework, the process of getting through specific programs, viable methods of study, and 

internship and career opportunities. 
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Second, high school, undergraduate and graduate/professional degree educational 

environments differ and should not be treated the same (Mudge & Higgins, 2011). Traditionally 

disadvantaged college students from low-performing high schools may not have acquired the 

same positive academic attributes as their counterparts though various levels of education, 

making it difficult for them to compete upon first entering new and different environments 

(Mudge & Higgins, 2011). Expecting students to adapt independently when transitioning from 

different educational environments is not conducive to academic success, as they may not 

understand the skills necessary for college success (Byrd & McDonald, 2005).  

Third (and perhaps least studied), the skills traditionally disadvantaged students acquire 

at the undergraduate level may not be well-rounded enough to allow for academic success at the 

graduate or professional degree level. Standards of achievement and study load are often more 

difficult at higher levels of education. Although these students may have survived in college and 

may continue to survive in graduate settings, they may not have a fair chance at thriving (White 

& Lowenthal, 2011). Prior unrealized disadvantages resulting from their upbringing have 

influence in this situation (Boden, 2011). As a consequence, institutions admitting such students 

must acknowledge these potential issues, as different levels of education have varied degrees of 

academic rigor. 

Fourth, institutions offering graduate and professional degrees must not operate under the 

assumption that students making it into their programs are all equally well-equipped. While some 

professional degree granting institutions develop programs to assist traditionally disadvantaged 

students, not all institutions provide adequate support for such students ((Lovitts, 2001). This is 

even so when the field of study recognizes that there is a “survival of the fittest” or “sink or 

swim” philosophy in their educational settings. Many times an institution’s failure to 
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accommodate students of traditionally disadvantaged backgrounds can be attributed to higher 

education’s presumption that college-graduates, already possessing the skills to succeed at the 

undergraduate level, would also have the skills necessary to succeed in higher levels of education 

and thus place the burden on the student to succeed. This notion is misguided (Lovitts, 2001). 

Lastly, the use of the term “traditionally” responds to scholars’ recognition of certain 

factors that frequently affect or influence a college student’s ability to graduate (Green, 2006). 

Following the trends in the literature, this paper then characterizes students from certain 

demographic groups as “disadvantaged” because research suggests their backgrounds create 

additional detriments to their educational success (Pallas et al., 1989; Maypole, 2003; Muijs 

et al., 2009; Brewer and Landers, 2005). People of traditionally disadvantaged backgrounds, 

then, generally possess one or more of the following traits: first-generation college student, low 

socioeconomic status (SES), immigrants or children of immigrants, and racial or ethnic 

minorities. The authors then proceed to address the particulars of challenges of each trait in the 

following sections. 

Challenges of Traditionally Disadvantaged College Students 

First-Generation College Students 

First-generation college students (FGCS) are individuals whose parents did not attend 

college (Stephens, Fryberg, Markus, Johnson, Covarrubias, 2012) or graduate (Boden, 2011) 

from college. Some literature also defined them as the first in their families’ to attend college 

(Billson and Terry, 1982; London, 1996, p. 11; National Center for Education Statistics, 2005; 

Inkelas, Daver, Vogt, Leondard, 2007). At the turn of the century, FGCS college students were 

typically white male adolescents who were sons of doctors, lawyers, ministers, merchants, and 

well-to-do merchants (London, 2006). FGCS today have different demographic characteristics.  
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Oftentimes, FGCS are immigrants themselves or children of immigrants (Stebleton, 

2011). Research shows FGCS are most likely to come from a minority background, come from 

low income families, may have dependent children of their own, have lower degree aspirations 

than their peers, may have less encouragement from their parents as children, and may work 

more hours than their peers (Inkelas et al., 2007). Finally, they generally have weaker cognitive 

skills in math, reading, and critical thinking than traditional students (Terenzi et al., 1996). 

Low Socioeconomic Status 

Socioeconomic status (SES) is a combination of education, income, and occupation. It 

may be conceptualized as the social standing or class of an individual or group when viewed 

through the social-class lens, where emphasis lies on privilege, power, and control (APA, 2013). 

A student’s SES influences the availability of resources for academic support (Aikens & 

Barbarin, 2008), the surrounding school environment (Gimbert, Bol, & Wallace, 2007; Muijs 

et al., 2009), and ultimately, academic achievements (Aikens & Barbarin, 2008; Palardy, 2008). 

Low SES individuals are those with less financial, social, and educational support or resources 

(North Central Regional Educational Library). 

SES surrounding circumstances affect individual educational development. Researchers 

found that low SES children develop academic skills at slower rates (Morgan et al., 2009) and 

have less academic support from their family (Aikens & Barbarin, 2008, p. 248). Schools in low 

SES communities are less well-funded (Aikens & Barbarin, 2008), are likely to have less well-

qualified teachers and have a hard time retaining teachers (Muijis et al., 2009). These factors 

impact a child’s educational development, as a correlation exists between a child’s academic 

achievement and his or her teacher’s years of teaching experience, as well as his or her teacher’s 

quality of education (Gimbert, Bol, & Wallace, 2007). Finally, individuals from low SES 



247 

communities acquire language skills more slowly (Aikens & Barbarin, 2008), are less proficient 

when solving math problems (Coley, 2002), and have substantially higher high school drop-out 

rates (16.7%) than children from high SES communities (3.2%) (APA, 2013).  

Being of low SES continuously affects a person throughout his or her academic career. 

Low SES students enter high school at 3.3 grade levels behind their peers (Palardy, 2008). The 

students tend to learn less during high school and graduates at 4.3 grade levels behind high SES 

children. (Palardy, 2008). Upon entering college, low SES students tend to work longer hours 

than their peers (regardless of receiving financial aid), on top of already being academically 

behind (Palardy, 2008). Moreover, they take approximately six years to graduate college, which 

is typically longer than high to mid SES students who graduate in less than six years (Titus, 

2006).  

Immigrants and Children of Immigrants 

For the purposes of this work, immigrants are foreign-born individuals who migrated to 

the United States (Stebleton, 2011). Most literature identifies those individuals as first-

generation, as they were born and socialized in another country (Rumbaut, 2004). Literature 

often also considers the children of first-generation individuals as immigrants when born in 

another country and emigrating to the United States as children, as well as those born in the 

United States (Rumbaut, 2004; Stebleton, 2011). While literature considers refugee and 

immigration status as significant in terms of analyzing immigrants in higher education, 

immigration status does not affect pursuing and completing postsecondary education in itself as 

students retention and graduation rates are influenced by external factors, such as academic 

advising and college retention programs (Stebleton, 2011). 
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Moreover, generational literature is murky when identifying the generational status of 

individuals beyond first-generation. Research typically identifies the children of immigrants as 

second-generation when born in the United States (Stebleton, 2011). Recent literature identifies 

children born in another country who migrated to the United States before reaching adulthood as 

generation 1.5 (Rendón, 2006; Stebleton, 2011). Other literature suggests those foreign born 

individuals arriving at preschool age (0-4) are second generation, whereas those arriving (13-17) 

are generation 1.5 (Zhou, 1997). Rambaut (2007) uses different categories and classifies those 

arriving (0-5) as generation 1.75, (6-12) as 1.5, and (13-17) as 1.25, reasoning that the point of 

migration at different life stages cause different adaption processes which put individuals further 

or closer to those born in American. Nevertheless, the authors consider both immigrants and their 

children as traditionally disadvantaged.  

Baum and Flores (2011) distinguish immigrants as part of one of two very distinct 

groups. The first is composed of highly skilled professionals, primarily from Asia, who fulfill 

professional careers such as engineering, medicine, and other technical occupations. The other 

consists of unskilled labor and manual workers, who mostly come from Latin America, 

Southeast Asia, and the Caribbean. This work concentrates on immigrants of the latter 

distinction, as they face more challenges in their postsecondary educational careers. 

Some immigrant educational issues involve language and cultural barriers. McBrien 

(2005) reports language barriers effect immigrant self-concept when immigrants face 

discrimination (p. 330). Immigrants report feeling like outsiders in this nation (Olsen, 2011). The 

factors that help predict whether an immigrant will enroll and complete college include: age of 

migration (those migrating before reaching 13 years of age do as well in school as native-born 
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peers); parents’ level of education; country of origin or ancestry; individual perception of 

difficulty of the degree; and legal status (Baum and Flores, 2011). 

Children of immigrants make up about one quarter of all the nation’s children and 

approximately 30% percent of all low income children in the United States (Baum & Flores, 

2011). Descendants of immigrants are unique, as they may face different hurdles than their first 

generation foreign-born parents, like navigating the educational system (Stebleton, 2011), being 

the first in their families to attend college (Baum and Flores, 2011), or having ethnic identity 

issues as they straddle the old and new worlds but are not fully apart of neither (Zhou, 1997, 

p. 65) . Additionally, they face compounded challenges from simultaneously belonging to other 

disadvantaged subgroups (Baum and Flores, 2011; Stebleton, 2011).  

Minorities 

The salient nature of race and ethnicity creates specific challenges for each subgroup. For 

clarity purposes, and in order to raise individualized connotations, the authors present those 

considerations as they relate to the following groups: 

Latino/Hispanic. Researchers identify three main barriers affecting Latino students: lack 

of strong adult supervision in making educational choices, misinformation about college 

requirements, and choice of less successful options (Immerwahr, 2003). Moreover, these 

minorities typically have strong familial ties, which some cite as causing them to feel pressure 

while in college (Santos, 2004), while others suggest the strong ties are beneficial (Zalaquett, 

2006). 

Southeast-Asian/Pacific Islander. Stereotypes of academic success are often associated 

with the Asian Pan-ethnic group. Research consistently indicates that Asian students are on par 

with their White counterparts when measuring test scores and graduation rates; however, a closer 
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look at subgroups of this Pan-ethnic minority paint a different picture of success (Yeh, 2004). 

While Eastern-Asian and Asian-Indians generally do well in college, Southeast Asian and Pacific 

Islander subgroups do not have the same success rates when measured through college attrition, 

retention, and graduation (Baum & Flores, 2011). As such, Southeast-Asian and Pacific Islander 

groups are considered part of the traditionally disadvantaged conceptualization. Issues affecting 

these college students include refugee status (McBrien,2005), language barriers (McBrien,2005; 

Olsen, 2011), familial demands (Kiang, 1992), low-income backgrounds (Baum & Flores, 2011), 

first-generation college student status (Kiang, 1992), and cultural barriers (Yeh 2004). 

African American. Individuals in this minority group often report being influenced by 

gender roles, e.g., African-American men often feel pressured to play sports (Cuyet, 1997; 

Noguera, 2003, p. 445). Additionally, individuals of this race are underrepresented in the science 

field (Stolle-McAllister, 2011). This minority group has traditionally had a high percentage of 

children growing up in single parent households (Ruggles, 1994) and also has the highest high 

school drop-out rates (Koa & Thompson, 2003). 

Native American. Native Americans are the most underrepresented minority in higher 

education (Waller, Okamoto, Hankerson, Hibbeler, Hibbler, McIntyre, 2002). They have higher 

postsecondary dropout rates than any other minority (Jackson, Smith, & Hill, 2003). Literature 

highlighted cultural discontinuity as a major problem for increasing graduation and retention 

rates. Researchers suggested that their lack of academic persistence is a direct result of the 

inability of academic institutions to accommodate their cultures (Waller et al., 2002). 

Opportunities for Traditionally Disadvantaged College Students 

Having established the parameters for this work, the authors focus next on specific 

opportunities available to traditionally disadvantaged students. These are shown in the context of 
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features already present in educational institutions and include, in no particular order, academic 

advising, mentoring, and pre-college programs: 

Academic Advising 

Researchers identified two forms of academic advising, developmental advising and 

proscriptive advising (Crookston, 1972; O’Banion, 1972; Ender, Winston, & Miller, 1982; 

Winston & Sandor, 1984; Smith & Allen, 2006). In developmental advising, advisors aid 

students in ascertaining their needs by helping the student integrate life, career, and educational 

goals; connecting curricular and co-curricular aspects of educational experiences; and counseling 

students into using decision-making and problem-solving skills (Smith & Allen, 2006). On the 

other hand, prescriptive advising revolves around the advisor’s ability to provide information 

about courses, class schedules, and other institutional offerings. It focuses on the active role of an 

advisor communicating pertinent information to students, rather than giving the students 

decision-making opportunities (Smith & Allen, 2006). While some researchers argue the 

relationship is a dichotomy (Crookston, 1972: Habley, 1981; Winston & Sandor, 1984), or at 

best, on a continuum, others argue it is problematic to use these concepts in a dichotomized 

fashion (Smith & Allen, 2006). 

Literature on academic advising aimed at helping traditionally disadvantaged students 

succeed focus on ascertaining the actual effectiveness of academic advising. Most research is 

done in the form of student interviews and surveys to assess student perceptions of effective 

academic advising (Cremer & Ryan, 1984; Guiffrida, 2005; Umbach & Wawrzynski, 2005; 

Smith & Allen, 2006; Museus & Ravello, 2010). However, limited literature deals with how 

traditionally disadvantaged students perceive the effectiveness of academic advising, as higher 
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education currently aims to accommodate changing student demographics in general (Museus & 

Ravello, 2010).  

Mentor Programs 

Mentoring typically takes place in three environments: education, management, and 

psychology (Jacobi, 1991). As such, literature often differs on the precise definition of 

“mentoring” (Jacobi, 1991). Crisp and Cruz (2009) identified over 50 definitions of this concept, 

varying in scope and breadth, and found that researchers generally recognize three characteristics 

of mentoring: 1) Mentoring relationships are focused on the growth and accomplishment of an 

individual and include several forms of assistance; 2) The mentoring experience may include 

broad forms of support; and, 3) The relationships are personal and reciprocal. Still, researchers 

have contentions about each of the features of these three characteristics (p. 528).  

Although various types of mentoring relationships tend to develop (Philip and Hendry, 

2000), the literature reviewed here is on formal mentoring relationships created by postsecondary 

programs at college institutions. Mentoring relationships for college students would then 

necessarily involve faculty (Anderson & Carta-Falsa, 2002), peers (Torres Campos et al., 2009; 

Fugate, Jaramillo, Preuhs, 2001), and professionals (Brown, Davis, & McClendon, 1999). 

Regarding mentoring relationships of traditionally disadvantaged minority students, 

Hispanic/Latino student mentoring programs deal with issues like student perceptions of the 

college environment (Bordes and Arredeando, 2005), intervention programs for high risk 

students (Torres Campos et al.,2009), mentoring program influence on pursuing graduate studies 

(Luna and Prieto, 2009), and adjusting to college environments (Santos and Reigadas, 2002).  

African-American mentoring programs have also been studied (Wynetta, 1999). 

Researchers identified distinguishing differences in mentoring relationships among male and 
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female students (LaVant, Anderson, and Tiggs, 1997; Crawford & Smith, 2005; Palmer & 

Gasmath, 2008; Strayhorn, 2008: Patton, 2009). Mentors must recognize the difference in 

mentoring black male and female college students, as literature underscores black women have 

more writing experience, black men participate in more athletic and recreational activities, and 

black men are less likely to ask for help from friends for problem solving (Cuyjet, 1997). 

A lack of literature exists in regards to Asian-American mentoring programs, despite the 

recognition that Asian American students often seek vocational mentoring at rates higher than 

their Euro-American and other minority counterparts (Liang, Tracy, Kauh, Taylor, & Williams, 

2006). One reason for this may be stereotypes of academic and social success among Asian 

cultures. In addition, Asian cultures may have social barriers inhibiting their openness or 

willingness to seek out mentoring relationships (Gato, 1999).  

In general, minority students having a mentor are more likely to graduate (Campbell & 

Campbell, 1997). They also enter graduate study at higher rates than those un-mentored 

(Campbell & Campbell, 2007). However, determining the effectiveness of mentoring is often 

problematic. Campbell & Campbell (1997) studied undergraduate faculty-student mentoring 

programs catering to minorities. They found that those participating in mentor relationships had 

higher GPAs, completed more units per academic term, and had lower dropout rates than the 

non-mentored students at the end of their first year (Campbell and Campbell, 1997).  

However, eleven years after the initial study, Campbell & Campbell (2007) followed up 

on their prior study by examining the records of the initial participants. They found that upon 

college graduation, there were no significant differences in GPAs and graduation rates among the 

mentored and control groups. Also, although the initial study showed that gender-matching and 

ethnicity-matching was not significant, the follow-up study revealed that upon graduation 
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ethnicity-matched students had higher cumulative GPA’s, higher graduation rates, and entered 

graduate study at higher rates than those not paired with faculty mentors of the same ethnicity.  

Literature on mentoring traditionally disadvantaged students in graduate and professional 

schools also examined race (Brown, Davis, & McClendon, 1999). Research on 

graduate/professional mentoring for Latinos has looked at Latinas in the psychology field 

(Chamorro, 2004), the mentoring relationships of African American graduate students (Faison, 

1996), and the perspectives of African American women on their mentoring relationships in 

graduate schools (Dutton, 2009). Very few studies examine the mentoring relationships of Asian 

Pacific American individuals. Naber-Fisher (2009) inquired about the role mentoring played for 

Asian American women while they pursued becoming administrators in higher education. 

Substantial research needs to be conducted in this particular area. 

Pre-College Programs 

Pre-college programs are programs targeting students prior to entering college that can be 

residential (where students may reside on campus for a period of time) or programs targeting 

specific demographics of students prior to their beginning traditional college courses (Murphy 

et al., 2010; Strayhorn, 2011; Ghazzawi & Jagannathan, 2011). Typical pre-college programs 

include Bridge, Advancement Via Individual Determination (AVID), and TRIO programs. 

Specific details and features of each type of program are described next. 

Bridge Programs. Bridge programs help students during transitional phases in their 

education. College bridge programs prepare students by counseling them on information like 

strategies for studying, time-management skills, learning-style information, and other general 

“college knowledge” (College Parents). Some even offer accelerated instruction in 

developmental math, reading, and writing skills (Murphy et al., 2010). While most bridge 



255 

programs take place during the summer prior to students’ entering college, the start, duration, 

and type of bridge programs may be designed differently in order to cater to specific 

demographic groups within a traditionally disadvantaged background category.  

An abundant amount of bridge program literature focuses on traditionally disadvantaged 

individuals pursuing science, technology, math, and engineering (STEM) subjects, e.g., Fletcher, 

Newell, Newton,, & Anderson-Rowland (2001) described the features of a bridge program at 

Arizona State University (ASU) called the Women in Applied Science and Engineering (WISE) 

Summer Bridge Program for female students entering the school’s College of Applied Science 

(CEAS). In the program, selected students stay in dorm-like settings for 4-5 days prior to 

orientation and attend academic reviews in mathematics, physics, chemistry, as well as computer 

program tutorials. Additionally, other WISE services are continually offered, even for non-WISE 

Bridge-Program participants, such as: peer advising, seminar series, meeting space, computer 

labs, or mentoring programming (Fletcher et al., 2001).  

STEM literature pertaining to traditionally disadvantaged (potential) college students 

focus on students at the pre-college level (SOURCES). The University of Akron has several 

programs. One allows local high schools students to create hands-on projects in electrical 

engineering, mechanical engineering, civil engineering, and chemical engineering for 10-weeks 

(Zhe, Doverspike, Shao, Lam, and Menzemer, 2010). Another, an engineering bridge program 

geared towards underrepresented, low-income, and/or first-generation high students in 9th-12th 

grades (Lam, Srivatsan, Doverspike, Vesalo, Mawasha, 2005).  

Other literature described bridge program features accommodating minorities and aimed 

to determine their success. Georgia Tech’s five week pre-college technical bridge program for 

incoming minority freshman, the Challenge Program, starts before the fall term and provides 
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students with dorm-like settings and short coursework reviews in chemistry, calculus, computer 

science, and English composition. Students also have upperclassmen peer advisors (likened to an 

academic visor or mentors). Murphy et al. (2010) found that minority students enrolled in the 

Challenge Program have higher college graduation rates than non-participating students of 

similar backgrounds. Such programs enhance students’ social and cultural capital, which helps 

them succeed, as minorities see social, academic, and cultural components of STEM bridge 

programs as beneficial (Stolle-McCallister, 2011). 

Bridge programs also serve minority students outside the STEM field. The Hoop of 

Learning serves Native-American students and spans from middle-school to college. Waller 

(2002) described the features of the program which resemble a tribal community: lasts from 

junior high to college; culturally sensitive counselors establish monthly connections with 

students; remain in the program so longs as eligibility is met; large network of supportive peers 

who progress through the program with one another. The researcher suggests that participants 

have higher rates of retention, lower rates of transfer to other schools, and lower dropout rates.  

Very rarely does research determine which features of bridge programs are most 

important. However, Chapman & Hobbel (2006) studied a summer bridge program at the 

University of Wisconsin-Madison, the Pre-College Enrichment Opportunity Program for 

learning Excellence (PEOPLE), recruiting high school students during their freshman year and 

lasting the entire duration of their high-school years (so long as students maintain certain 

academic criteria). PEOPLE allows participants to receive financial scholarships upon 

completion of the program. The researchers found that support networks formed of peers and 

adults helped students sustain their progress. They suggest that students may prefer results over 

processes, which may or may not be conducive to their academic success.  
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There is not much literature on bridge programs for graduate or professional degree 

students. Moreover, the literature that exists describes programs allowing credit for practicum-

like courses. For example, a partnership between San Antonio, Texas’ University Healthcare 

System and the University of Texas Health Science Center allows undergraduate bachelor of 

science in nursing students to receive college credit for “clinical preceptorship” (UT Health and 

Science Center, 2009). Other literature describes students majoring in Social Work advanced 

standing when pursuing their Master’s in Social Work Degree, as long as they had undergraduate 

degrees in social work (GlenMaye, Lause, Bolin, 2010).  

An often-portrayed characteristic in graduate level bridge programs involves providing 

support to students pursuing STEM subjects or natural sciences. The Fisk-Vanderbilt Masters-to-

PhD Bridge Program generated some observation. Researchers suggest this program as a model 

for creating institutional partnerships for admitting underrepresented students (defined in these 

articles as Native-American, Hispanic, and African-American). Students apply to the bridge 

program upon applying for a Master’s Degree from Fisk (Stassun, Burger, Lange, 2010). 

Although there is no guarantee of getting into Vanderbilt’s PhD program, bridge students receive 

valuable benefits, such as one-on-one student-faculty mentor relationships; full financial support; 

advisors from both Fisk and Vanderbilt; access to guidance from primary and secondary 

advisors; participation in supervised research; access to some Vanderbilt courses; and cross-

privileges between campuses (Stassun, Burger, Lange, 2010). The literature emphasizes the 

significance of encouraging underrepresented student participation in master degree programs, as 

such students are more likely to get a doctoral degree if they have a master’s degree.  

Advancement Via Individual Determination (AVID). AVID serves over 700,000 

students in more than 4,900 schools and 28 postsecondary institutions in 46 states, the District of 
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Columbia, and across 16 other countries/territories (AVID, 2013). The college readiness program 

targets students in the academic middle who are willing and have the potential to succeed given 

rigorous coursework (AVID, 2013). AVID students are mostly underrepresented minorities, 

economically disadvantaged, and/or first-generation college students (defined by AVID as 

students with neither parents having a bachelor’s degree). The program is available to students in 

elementary school through their studies at higher education institutions. The concentration here 

will be on research at the high school level, as the authors did not find studies on program 

features or effects of AVID for Higher Education, which started in 2009.  

AVID exposes high school students to the demands of four-year college level classes. It 

prepares students by ensuring they meet the necessary high school requirements to enter four-

year colleges. AVID students are prepared for the nuances of attending college, as they have an 

understanding of the demands of college level coursework and have essential college entry skills, 

such as study techniques, organization, time management, critical thinking and reading skills 

(Watt, Huerta, & Alkan, 2011, p. 122-123). 

Research on AVID at the high school level seek to determine the program’s effects on 

students’ educational anticipation (Lozano, Watt, & Huerta, 2009), their preparation upon 

entering college (Watt, Huerta, Lozano, 2010), and also seeks to determine whether high schools 

implementing AVID programs have increased or modified their accountability standards (Watt, 

Powell, Mendiola, & Cossio, 2006). Some research takes these factors into consideration while 

also accommodating for a student’s traditionally disadvantaged status, i.e. whether they are 

minorities or first-generation individuals (Martinez & Klopott, 2005).  

Literature addressing the impact of AVID on students’ college anticipation suggests that 

non-participating students have the same educational goals as participating students, but do not 
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have same educational resources. This is so regardless of their traditionally disadvantaged status. 

Lozano et al. (2009) found that Hispanic students participating in AVID, GEAR UP, or (both) 

AVID/GEAR UP had the same college aspirations as similarly situated non-participants (control 

group); however, those participating had additional college knowledge, preparation and support 

(p.107). In general, AVID students have high aspirations for college as well as significantly 

higher preparation, in the form AP courses taken, higher level mathematics courses, and more 

college-credit courses taken (Watt et al., 2010). They also performed better on standardized 

English exams (Lozano et al., 2009). 

Research on AVID program institutions assess accountability measures and school 

reform. Watt et al. (2006) studied Texas High schools in various districts receiving 

Comprehensive School Reform grants and compared data to comparable schools receiving grants 

not implementing AVID. They found all 10 schools reforming with the AVID program improved 

in their accountability measures, whereas only 2 of the 10 non-AVID schools saw improvements, 

noting the 10 non-AVID schools had a slightly higher population of white students (p. 66-67).  

Martinez and Klopott (2005) looked at various school reform models and recommended 

four practices to promote success for low income and minority high school students in terms of 

achievement and increased enrollment in postsecondary education: 1) access to a rigorous 

academic common core curriculum for all students; 2) prevalence in structure or climate of 

personalize learning environments for students; 3) a balance of academic and social support for 

students in developing social networks and instrumental relationships; and 4) alignment of 

curriculum between various levels of K-12 education (p. 36). The authors assert AVID is unique 

among all the programs they studied, as it proactively seeks to raise achievement and increase 

college preparedness for students at risk by engaging all the four practices. 
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AVID literature dealing with school reform suggests AVID programs may be an effective 

reform model for schools wishing to increase student performance, attendance rates, and 

educational environments. Watt, Powell, & Mendiola (2004) studied 1,291 students from 10 high 

schools implementing AVID in 1999-2000 and found that AVID students outperformed their 

classmates on various standardized tests and attended classes more often. Watt, Yanez, & Cassio 

(2002) used quantitative and qualitative methods of data collection including student GPAs, 

attendance course enrollment, and test scores of 1,000 students in 26 secondary schools in Texas. 

The researchers found that AVID schools are expanding access to highly rigorous courses; that 

students enrolled in such courses performed well, despite their underrepresented status; and 

AVID students outperformed their peers in state exams, GPAs, class attendance. Their research 

further suggested that the presence of AVID programs indirectly impacts school reform as well, 

as many non-AVID teachers adopted AVID strategies (p. 57).  

Researchers published two pieces of literature in postsecondary educational research 

pertaining to traditionally disadvantaged students. Mendiola, Watt, and Huerta (2010) studied 42 

college students who participated in AVID for at least 2 years while in high school. The study 

found that the features of AVID influenced the students’ college experiences. Seventy-nine 

percent of the students participating in the AVID were on track to graduate within 6 years, which 

is higher than the national average (54%) and the sample school average (only 28%). 

Watt, Huerta, & Alkan (2011), sought to determine which factors were predictors of 

college success. The original inquiry’s independent variables were: AP course completion, dual-

credit or concurrent enrollment course completion, and AVID participation. The four criteria 

(dependent variables) indicating college success included: 1) enrolling in college for Fall/Spring 

semesters in fall immediately leaving high school; 2) Higher than 2.0 GPA at the end of their 
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first year; and 3) Student did not enroll in any remedial courses the first year of college. The 

researchers found that with these standards, mostly due to taking remedial courses, only 11% of 

students were successful. However, researchers also found that performing high on Texas 

Assessment of Knowledge and Skills (TAKS) and acquiring college credits while in high school 

were significant predictors of success (p. 130). Additionally, the researchers assert that AVID 

provided students with academic skills they would not have otherwise had. The implications are 

taking college level courses in high school increases the likelihood of success (p. 123). 

TRIO Program. TRIO’s original three educational opportunity programs were Upward 

Bound, Educational Talent Search, and Student Support Services. Today, TRIO offers eight 

different opportunity programs. This research looks at three of the eight programs, because they 

cater to students before entering college: Upward Bound (UB), Upward Bound Math-Science 

(UBMS), and Talent Search. These programs’ primary aim is to increase higher education 

opportunities for low-income and minority students in an effort to break the cycles of poverty. 

They serve all low-income, first-generation students, regardless of ethnicity (Pitre & Pitre, 2009).  

There is an abundant amount of literature addressing UB. The government has issued 

reports on the program’s effectiveness (U.S. Dept. of Education, 1999; U.S. Dept. of Education, 

2004). Myers, Olsen, Seftor, Young, & Tuttle (2004) most recent survey, done on behalf of the 

U.S. Dept. of Education, does not assess the overall effectiveness of the individual features of the 

program, but makes overall findings about UB. They found UB had no effect on enrollment in 

postsecondary education and limited impacts on student’s academic preparation for college; 

however, the study also found UB has a substantial impact on certain student’s high school and 

postsecondary outcomes, as the percentage of students who ended up going to college not 

believing they would when first entering the program, doubled from 18 percent to 38 percent 
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(p. 35). The report additionally showed students staying in UB for longer periods of time may 

have better student attendance rates while in postsecondary education (p. 64).  

These findings support some literature asserting that UB had positive effects on college 

participation, but possibly not postsecondary retention and graduation rates (McElroy & 

Armesto, 1998). UB’s impacts are more successful when students were enrolled for at least 2-3 

years (McElroy & Armesto, 1998). Other studies, however, show different findings. McLure and 

Child (1998) studied over 2,500 UB students and 997,069 non-UB students taking the ACT 

exam. The researchers concluded that upward bound students are taking the necessary steps to 

attend college, finding that UB African-American and Hispanic students took more Math and 

Science courses than their non-UB counterparts, and also had higher degree aspirations. Balz and 

Esteen (1998) studied TRIO students overall and found they earned baccalaureate degrees at 

higher rates than non-TRIO students (at 30% and 13%, respectively), mostly due to early 

intervention and the ability to address barriers of academic achievement (p. 341).  

The U.S. Dept. of Education issued another report profiling UB from 2000-2001. 

Relevant to this research was a section detailing the services students used. Although the 

research lists the percentage of student participation in the activities, it does not qualitatively or 

quantitatively determine which services/activities have the most significant effects for students, 

rather it lists the services offered and received (p. 59-64). In similar research, the Dept. of 

Education assessed the UBMS profile. Again, the profile looked at the services offered and the 

percentage of student participation, but did not evaluate which features of the programs were 

most effective in meeting UB goals “to foster, among low-income youths and potentially first 

generation college students enrolled in high school, the skills and motivation necessary for 

enrollment and success in education beyond high school” (p. 33-47). 
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Finally, Talent Search research yields similar results of researchers failing to evaluate 

specific program features. In Brewer and Landers (2005) longitudinal study taking place over 10 

years, the researchers find that Talent Search students are significantly more likely to enroll in 

postsecondary education than similarly situated non-participating students. Additionally, 

Constantine, Seftor, Martin, Silva, & Myers (2006) conducted a study, on behalf of the U.S. 

Dept. of Education, of the effects of the Talent Search program by examining students from 

Florida, Texas, and Indiana. The study did not aim to identify program features; rather, it sought 

to examine administrative records to compile a complete retrospective record to find student 

outcomes in secondary and postsecondary education. It further sought to determine if similarly 

situated students not participating in the program could be examined to determine student 

outcomes (p. 7). Their overall findings indicate that students enrolled in Talent Search are more 

likely to be first-time financial aid applicants; more likely to enroll in public colleges or 

universities; and that the type of institution hosting the program (2 or 4 year) did not increase the 

number of Talent Search students enrolled in their type of program (p. 96-97). The following 

section provides additional findings regarding perceived effectiveness of these measures and 

programs. 

Evaluation of effectiveness 

Schwitzer (1999) posited that students going from high school to college must meet four 

demands as they transition to the new environment: 1) academic adjustment, where students 

must meet new college level academic requirements; 2) institutional adjustment, described as a 

students’ commitment to college pursuits, academic goals, and eventual career direction; 

3) personal-emotional adjustment, which is the student’s need to independently manage his or 

her own emotional and physical well-being; and 4) social adjustments, where a student must 
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adjust to new social relationships with peers, faculty, and others. Successful programs for 

traditionally disadvantaged students are successful when they help students transition during one 

or more of these adjustment periods. All three opportunity type of programs and practices 

(Mentoring programs, Academic Advising, and Pre-College Interventions Programs) help 

students during one or more of these phases, so they can be considered effective when using 

Schwitzer’s model. Additionally, researchers identify graduation rates as a measurement of 

success. The types of programs mentioned may be considered effective in that their aims are to 

provide resources for traditionally disadvantaged students to go to college and complete their 

degrees.  

The typical criterion for establishing student college success, college graduate rates, is 

difficult to apply in determining opportunity program success. While a program may be 

considered successful if it is definitely found to the be the reason students graduate, such a study 

would be inaccurate without accounting for individual student intelligence, ability, aptitude for 

learning, potential learning disabilities, etc. Such measures or potential controls are qualitative in 

and of themselves. Moreover, personal value judgments may conclude that a program graduating 

even one student, who would not have graduated college without the program, is successful. 

Such measures of success are difficult to apply when individuals and society alike assign 

subjective value judgments to the meaning of “success.” This research has revealed that although 

institutions have made great strides in accommodating traditionally disadvantaged college 

students, existent programs are still not optimum as traditionally disadvantaged students still 

have uncomfortably low student graduation and retention rates. School administrators must 

reevaluate their programs, while researchers must revitalize their research methods.  
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The Future of this Research 

Future research on the most effective facets of specific programs may allow educational 

institutions to implement effective programs, or create programs of their own tailored to their 

student body. While much literature addresses types of existent programs, the features 

composing the programs, and the effects of such programs, time and money can be better 

managed if research addresses which individual parts of specific programs work best. Further, 

finding the most effective practices may allow graduate and professional schools to recognize 

whether, if any, traditionally disadvantaged students are entering their programs and the type of 

assistance these students may need. While some research addresses academic advising, 

mentoring, and pre-program preparation for graduate and professional school students, programs 

and research on program effectiveness for these students is lacking. The authors hopes in 

conducting this work is that discussion on this topic will continue in order to help advance our 

understandings of the challenges traditionally disadvantaged students face, along with the 

opportunities available to them. 
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The Influence of Selected Academic and Institutional Support Factors on the 

Retention Rates of African American Males 
 

ABSTRACT 

The purpose of this study was to examine the relationship between selected academic and 
institutional factors and the retention rate of African American male freshman students. Two 
hundred male freshman students from an institution of higher learning were selected to 
participate in the study. Logistic regression was used to treat the data. Selected academic and 
institutional factors were found to be statistically reliable in predicting African American male 
students who would return to college and those who would not return to college. 

 

 

 

INTRODUCTION 

In America there is an expanding gap between the educational attainment of minority and 

nonminority students entering post-secondary institutions and attaining their degrees. The ethnic 

as well as the gender gap has increasingly become a critical issue in the discussion of policies 

around academic and political roundtables. Too be sure, the retention rate which has a direct 

effect on African American males is at the center of this discussion. The growing ethnic and 

gender gap has garnered the attention of Congress, which have directed the U.S. Department of 

Education (under the Higher Education Opportunity Act of 2008, H.R. 4137) to identify and 

document this national dilemma in a report concerning the access and completion rates of 

minority males in higher education. Consequently, in response to HR 4137, the National Center 

for Education Statistics (2012) produced the report entitled the Higher Education: Gaps in 

Access and Persistence Study. 



276 

Research and statistical data indicate that African American males in post-secondary 

institutions are graduating at considerably lower rates than other ethnic groups (U.S. Department 

of Education, 2010). The implications of lower graduation rates among this population are both 

personal and societal. Personally, those who are not prepared to enter and complete a post-

secondary education are more likely to have lower income levels, traverse the penal system, and 

become a financial burden on the economy. On the other hand, for society, this problem has 

increased the rate of incarcerations, decreases societal contributions and hinders this group 

ability to compete on the global stage. Thus, the lower graduation rates of African American 

males places a great burden on America, particularly when growing the economy, competing for 

jobs, and developing a strong and viable nation are essential (Reid & More, 2008; Schleicher, 

2008).  

Over the last decade, the fight for educational access for some minority groups have 

advanced while African American males still lag behind their collegiate ethnic and gender 

counterparts.. There are numerous empirical studies and articles regarding the 

underrepresentation of black males in higher education. Researchers have investigated the effects 

of financial factors such as socio-economic status (Cuyet, 2006), academic and demographic 

factors (McGinnis, 2002; U.S. Department of Education, 2008) on the retention rates of African 

American Male students.  

During this time of intense scrutiny regarding higher education funding, academic 

completion, graduation rates, and levels of preparedness, it is necessary for researchers to further 

examine the impact of selected academic demographic and financial factors in conjunction with 

institutional factors on the retention rate of students. Educators and researchers must begin to 

examine the impact of institutional practices on the academic success of students with diverse 
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ethnic and social backgrounds particularly for African American males. James Coleman et al., 

(1966) stated that an internal examination of the academic practices of schools and its impact on 

student achievement is essential, if the institution of education is to be the bridge for every 

American to have the opportunity to become an independent member of society. This internal 

examination should include selected institutional factors which have been found to impact the 

retention rates of students. 

Educational researchers have examined the academic and demographic factors that 

plague the academic success of students. However, very little research has been done which 

focuses on the impact of institutional factors on the academic success of African American 

males. The attrition of African American males in the higher education arena is at a crisis level; 

therefore, a study is warranted that investigates the relationship between institutional factors, 

academic factors and the retention rate of African American male students. 

THEORETICAL FRAMEWORK 

The impact of selected academic and institutional factors on the retention rate of African 

American males probably could be explained through the works of Tinto’s (1975,1993) and 

Berger and Milem’s (2000) .From each of these theoretical orientations, it can be argued that 

academic and institutional factors do have predictive power with regard to the retention rate of 

African American males. (Harper, 2008) 

According to Tinto (1993) students enter college with a set of goals, which spiral from 

their personal characteristics and prior experiences. In Tinto’s model, these objectives are based 

on commitments. The first commitment is to the institution in which the students attend. The 

second commitment is based on the students’ academic goals. Once students enroll in college, 

they begin to interact with the social and academic systems of the school. Students take classes 
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and begin to socially interact with other students. If the students are successful in their studies, 

they become academically united with the college. When they meet other students from different 

backgrounds whose values are similar to their own, they become socially integrated into the 

college. As students become incorporated into these two systems, their goal commitments and 

institutional commitments are strengthened. As these commitments become stronger, students 

become more likely to complete a degree. On the other hand, if the students’ experience with the 

academic and social systems of the college is not positive, these commitments may become 

weaker. Leading to an altar of the commitments students have with the institution which leads 

them to abandon their studies. 

Tinto (1993) argued that the overall environment of the institutional community may lead 

students to withdraw prior to degree completion. Therefore, based on the theoretical framework 

established by Tinto, the integration fit between the student and institution must include both 

academic and institutional factors.  

Thus, when African American males are not able to develop an academic and social 

relationship fit with an institution of higher learning they are more likely to dropout.  

Additionally, Berger and Milem (2000) opined that students begin their higher education 

learning experience with their own personal schema based on individual experiences. Students 

enter the post-secondary setting with their own individualized academic preparation. They are 

also influenced by their own socio demographic traits such as age, education, ethnicity, family 

income, and parents’ education. Students are also shaped by their social schema which includes 

the ability to adapt personal goals and internal motivation. Consequently, if institutions of higher 

learning are to increase the retention rate among African American male students, they must 
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correlate their institutional environmental factors with the personal characteristics of these 

students.  

PURPOSE OF THE STUDY 

The purpose of this study was to investigate the relationship between selected academic 

factors, institutional factors, and the retention rate among African American male freshmen 

students enrolled in higher education institutions. First, a review of the literature was conducted 

to examine the relationship between the aforementioned variables. Secondly, this study 

ascertained the predictable relationship between selected academic and institutional factors and 

the retention rate of African American male college students.  

Review of the Literature 

Academic Factors and Retention 

Historically, research studies have focused on academic variables such as grade point 

average and classroom grades and how these factors influence retention rates. Fryer and 

Greenstone (2010) studied African American cohorts at Historically Black Colleges and 

Universities over a 13-year period from 1976 to 1989. The researchers utilized national data 

files. These researchers found that students with a high grade point average were likely to remain 

in school and graduate. According to Tinto’s model, the second commitment is based on the 

students’ academic goals and learners with higher grade point averages are more likely to 

graduate.  

Warburton, Bugarin and Nunez, A.-M. (2001) examined the relationship between 

academic preparation and the post-secondary success of first generation students. The research 

data indicated that there was a strong positive relationship between grade point average and 

higher levels of engagement. Additionally, the research by Warburton and his associates revealed 
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that a rigorous high school curriculum was related to positive postsecondary grade point 

averages. Also, rigorous curriculums minimized the amount of remedial courses that were taken. 

Higher grade point average and a minimal amount of remedial courses increase post-secondary 

retention rates. The research of Harper (2008) stated that African American males with higher 

GPA’s are more likely to graduate.  

Similarly, Gaither (2003) analyzed high school grade point average and its effect on the 

academic success of African American students at a community college in south east Texas. 

He found that high school grade point average and college grade point average were good 

predictors for remaining in school. Likewise, Hagredon, Hampton and Maxwell (2002) in their 

research reported that low high school grade point average were good predictors of student 

attrition.  

Berger and Milam (2000) stated that students arrive at institutions of higher learning with 

their own independent academic schema such as African American males. A large number of 

these students come to college already with academic deficits. Students such as African 

American males need to have a clear understanding of their individualized academic preparation 

in order to achieve their maximum academic goals. When African American males have the 

ability to utilize the systems of post-secondary institutions they are more likely to achieve 

academic success.  

Furthermore, Conger and Long (2010) studied the relationship between grade point 

average and the persistence rates of students enrolled in Florida and Texas colleges. The data 

revealed that male students who earned a high GPA in high school were more likely to maintain 

an average GPA in college. Thus, the more prepared African American males were, the more 

likely they were to maintain a decent grade point average and remain in school. 
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Institutional Factors and Retention 

Duhart and Fournillier (2010) presented research on the influence that institutional 

factors had on the retention rate among African American male students enrolled in an African-

American Male Initiative program. The researchers found that institutional factors play a vital 

role in African American males remaining in college. The researchers concluded that the 

institution must make a serious internal commitment to African American male students if they 

are to remain in school and achieve academic success.  

Additionally, Strayham (2008) studied the relationship between the type of academic 

program and retention rates among African American male students. The research revealed that 

students in math and science disciplines who had deficits in these areas did not return the next 

semester. Similarly, Bonner & Baily (2006) posited that African American male students are 

more often than not, less prepared for the academic rigors of college level work especially in the 

area of math and science. Due to this unpreparedness, they tend not to return to school. 

Likewise, Harper (2012) investigated the effect of academic discipline on the retention 

rate of African American male students. Harper found that academic discipline had a significant 

effect on the retention rate of these students. According to Berger and Milem, the students that 

were participants in Harper’s study had developed social schema which gave them the ability to 

adapt to their personal goals and utilize internal motivation to achieve academic success. 

Moreover, Bush and Bush (2010) reported that institutional factors were highly correlated 

to African American male student achievement. These researchers concluded that institutions of 

higher learning have a role beyond the cognitive development and learning function in their 

efforts to help students succeed. Institutional characteristics beyond the delivery of instruction 
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are critical aspects when moving African American males through the educational pipeline 

towards graduation and semester-to-semester persistence.  

METHODOLOGY 

The second portion of this empirical investigation examined the predictable relationship 

between the selected academic and institutional factors and the retention rate of African 

American male college students. The dependent variable retention rate was measured in a 

dichotomous format. African American male students who returned to school were coded with a 

“1” and those who did not return to school the next semester was coded with an “0” 

The academic independent (predictor) variables were high school grade point average, 

ACT composite score, SAT composite score and semester grade point average. The institutional 

independent (predictor) variables were type of academic program (developmental and regular), 

enrichment program (those students who participated in the program and those students who did 

not participate in the program) and school status. (Full-time and Part-time) 

A correlational research design was employed in the study to collect and analyze the data. 

This design is the most appropriated paradigm to determine the degree of the relationship 

between the selected academic and institutional factors and retention rate among African 

American male freshmen college students. Data were collected from an institution of higher 

learning data file during the spring semester of 2013. The institution was located in the southern 

region of the United States with an above average African American male students’ clientele. A 

sample of 200 freshman African American male college students was selected from the 

institutional data file over the academic school years between 2008 to 2012. 
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It was hypothesized that selected academic and institutional factors had some predictive 

power with regard to the retention rate of African American male college students. To test these 

relationships, the logistic regression procedure was utilized. 

RESULTS 

Academic Factors and Retention Rate 

Direct logistic regression was conducted to determine the predictability of the academic 

factors of ACT composite score, SAT composite score, high school grade point average, 

semester grade point average and the retention rate of African American male college students. 

Regression results indicated the overall model fit of the four predictors (SAT, ACT, HGPA, and 

SGPA) were statistically reliable in distinguishing between those male students who returned to 

school and those who did not return to school (-2 log likelihood = 221.563, x2 (4) = 31.03, p < 

.001). The model correctly classified 69% of the cases. The Wald statistics indicated that the 

semester grade point average was a significant independent predicator of retention rate. The 

remaining three predicators independently did not predict retention rates. The four predictors 

accounted for 20.2% of the variance in retention. 

Logistic Regression Results Pertaining to the Predictability of Selected Academic 
Factors and Retention Rate. 
Variables B SE WALD DF P 
HGPA -.375 .323 1.349 1 .246 
ACT -.016 .024 .457 1 .499 
SAT .000 .001 .018 1 .894 
FGPA -1.102 .267 17.006 1 .000**** 
-2 Log Likelihood = 21.563, Nagrl Kerke R2

 =.202; x2 = 31.031, df =4 P=<.001*** 
*** Significant at the .001 level 

Institutional Factors and Retention Rate 

Binary Logistic regression was computed to examine the predictability of the institutional 

factors of type of academic program, enrichment program and school status on the retention rate 

of African American male college students. Regression results indicated the overall model of fit 
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of the three predictors (type of academic program, enrichment program and school status) were 

statistically reliable in distinguishing between those African American male students who 

returned to school and those who did not return to school (-2 log likelihood = 244.366, x2
 (3) = 

8.229, p<.05 The model correctly classified 66% of the cases. The Wald statistics indicated that 

neither one of the three institutional predicators was related independently to retention rate. 

These three predictors accounted for only 6% of the variance in retention rate. 

Logistic Regression Results Pertaining to the predictability of Selected 
Institutional Factors and Retention Rates 
Variables B SE WALD df P 
Type .606 .333 3.311 1 .069 
Enrichment .518 .385 1.800 1 .179 
Status .295 1.187 .062 1 .803 
-2 log likelihood 244.366, Nagelkerke R2 

= .057 x2 = 8.229, df =3, p=<.042*** 
* **Significant at the .05 level 

FINDINGS AND DISCUSSION 

Academic Factors and Retention 

A significant relationship was found between the academic factors of high school grade 

point average, SAT composite Score, ACT composite Score, semester grade point average and 

the retention rate of African American male freshman students. The four academic predictors 

were found to be statistically reliable in predicting those African American male students who 

would return to school and those who would not return to school. Together, the academic factors 

accounted for over 20 percent of the variance in retention rate. 

These findings were consistent with previous findings regarding the relationship between 

academic factors and retention. Particularly, those pertaining to grade point average. In the 

literature grade point average was found to be a strong predictor of retention rate (Warburton, 

Bugaria and Nunez (2011; Gaither (2003); and Hagredorn, Maxwell, and Hampton (2002). 
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A plausible explanation for the current findings might be that those African American 

male students who integrate smoother into the college environment are the ones more likely to be 

committed to the institution. The more engaged African American male freshman students are in 

the academic community of the institution, the more successful they will be in the classroom and 

they are more likely to remain in post-secondary instructional environments. 

Institutional Factors and Retention 

A statistically significant relationship was found to exist between selected institutional 

factors and the retention rate of African American male freshman students. Too be sure, the 

institutional factors were found to be statistically reliable in predicting those African American 

male freshman students who would return to school and those who would not return to school. 

The institutional factors only accounted for 6 percent of the variance in retention rates. 

The present findings were favorable to those found in other research studies. Dohart and 

Fournillier (2010): and Harper (2012) found a significant relationship between retention rate and 

institutional factors such as type of academic program (discipline) and enrichment program. 

A reasonable explanation for the prevailing findings might be that institutional factors 

outside of the classroom are probably more important in developing the right fit between the 

institutional and the needs of African American male students. A concerted effort on both parties 

is necessary if African American male students are to return to school and matriculate. 

CONCLUSIONS AND IMPLICATIONS 

The analysis of African American males’ retention rates on the higher education level has 

become paramount in closing the ethnic and gender gap between minority and non-minority 

student populations. Given the disproportionate number of African American males enrolled in 
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higher education institutions compared to their female counterparts, a high attrition rate is 

unacceptable. 

An understanding of the impact that selected academic factors have on African American 

male students returning to college is crucial in eliminating the academic disparities which have 

created a large portion of the ethnic and gender gap in the higher education arena. It is 

recommended that educational scholars as well as institutional stakeholders become more 

cognizant of the academic needs of African American male students within the college 

environment. 

Moreover, the role of institutional factor on the retention rate of African American 

students must be taken serious as a viable and critical component in the ethnic and gender gap 

debate. The role of institutional factors that impact retention needs to be widely considered as a 

key ingredient in reducing the number of African American males leaving the college 

environment before matriculating. Consequently, it is recommended that the higher education 

enterprise develop avenues that will best assist African American male students and their 

minority peers in staying in school and reaching their academic goals despite the reported overall 

misfit between them and the institution. 
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African American Vernacular English and the Urban Classroom 
 

African American Vernacular English (AAVE) is a complicated and divisive issue that 

highlights race, language superiority and the achievement gap in a way that the majority of 

educators, on all levels, avoid discussing. It is the term coined to allow for scholastic 

conversation about “slang” or “ebonics”, a language commonly found amongst African 

American people that is an off shoot of “proper” English, which I will discuss as Standard 

American Vernacular English (SAVE). The term “vernacular” suggest a language of a certain 

group of people, or a certain region as opposed to a more widely accept language of the majority 

of the population, so it only seems appropriate to deliberate both AAVE and SAVE in terms of 

types of language that are more accepted and heard in certain areas as opposed to others. The 

conversation I am hoping to insight is one about the use of AAVE in the classroom. Is there a 

space for it? Can students learn about AAVE and SAVE and still succeed academically? If there 

is a conversation had with students who are speakers of AAVE of its cultural importance and it 

grammatical structure, they will then be able to make a smoother transition to using SAVE when 

appropriate, inside classroom and vocational environments. Having a discussion about AAVE in 

the classroom will greatly increase an understanding of language and a strong ability for code 

switching.  

As an English teacher in a urban school, in Indianapolis, Indiana I am frequently hearing 

teachers say to their scholars, “Say that again in proper English” or “We do not use slang in the 

here”. There is an assumption that enough “standard” education, and verbal redirection, can train 

these young adults to speak “properly”, and that their speech patterns are just choices that can be 

avoided. An understanding of the rules and structure of AAVE, and a realization that these 

scholars are not being defiant or lazy, could decrease the idea that the teacher has all the right 
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answers and that in his or her class you speak the way that he or she does. There is a classroom 

focus on correctness and incorrectness that needs to be dropped from the teacher vocabulary. 

With that being said, AAVE is in fact grammatically incorrect in comparison to SAVE. 

The important thing to consider though, is even if AAVE is grammatically incorrect, it should 

not be approached as blatantly wrong. AAVE has rules and structure just as SAVE does, and 

knowledge of these rules can bridge the gap of understanding for AAVE speakers. AAVE began 

as Ebonics (Ebony and Phonics), a term coined by Dr. Robert Williams, an African American 

sociologist, in 1973 to explain “black sounds”. There is also the historical context that the dialect 

is based in the Middle Passage and American Slavery. One concept is that many of the structural 

forms in AAVE originate in the Niger-Congo languages which slaves spoke when they arrived in 

the United States between 1619 and 1808 when the slave trade “officially” ended. Certain traits 

of the languages, like consonant dropping and neglecting linking verbs such as “is” and “are”, 

which I will discuss in detail later, are features that still exist in these African languages. The 

second view, which John R. Rickford calls the “dialectologist (or Eurocentric) view” explores 

AAVE in the idea that slaves were forced to learn English from southern slave holders fairly 

quickly, and were never able to retain completely their African language or heritage. This 

resulted in a non-standard hybrid of English and African dialects, which would explain the many 

similarities between AAVE and standard southern American English dialect. This resulted in a 

pidgin language that encompasses a fusion of both English and African linguistic forms. 

The legitimization of AAVE entered mainstream conversation in the mid 1990’s and, as 

Rickford writes, “was described as ‘lazy english’, ‘bastardized English’, and ‘fractured slang’” 

(320). In 1996 the Oakland (CA) School Board decided to teach it alongside SAVE, in order to 

facilitate the understanding of the latter. Controversy arose in that many parents and outside 
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educators worried that the students would not be properly prepared for a life in college or a 

career. Despite the outcry against its use in the classroom, I understand the ways in which 

paralleling the two languages is beneficial to students learning or improving both their writing 

and speaking abilities. Many linguist who have studied AAVE-the words, sounds, dialects and 

language structures- agree that it is a tangent of SAVE and Oakland’s use of it was 

“pedagogically sound” (Rickford 320). Understanding of the arrangement of AAVE, while not 

vilifying the incorrectness, allows students to appreciate the cultural value of AAVE while still 

being able to communicate using the SAVE expected in the classroom.  

The features of AAVE are not hard and fast rules, but neither are the rules of SAVE. As 

members of collegiate, university and other educational communities, we often think that 

grammar rules work in specific ways, and they work until they do not. This is also observed in 

AAVE, in that there is structure and format, but also exceptions to the rules. An overarching 

generalization of AAVE reveals two central areas of AAVE features. One is word sound and 

pronunciation, which deals with consonant sounds and reduction, and the other is verb usage and 

conjugation.  

Some examples of the first are; reduction of word final consonant sounds 

(running→runnin, hand→han), switching “a” sound for “i” sound (drink→drank, sing→sang), 

stressing first syllable rather than second (police→police, hotel→hotel). The concept of verb 

usage and conjugation is significantly more complex, but equally consistent in the transition 

from AAVE to SE. Some examples are complete absence of the/a “to be” verb (He tall, he 

runnin), the use of “had” in simple past (what had happened, we had went outside), reduplication 

of past tense (lookeded, likeded), and use of “is” and “are” and subject/verb disagreement (we is 

basketball players, she be acting). This by no means covers in its entirety the detailed lexicon of 
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AAVE, but works as an introduction for non speakers. Toni Morrison refers to AAVE as one of 

the most distinctive dialects in English and notes the structure referencing the five present tenses 

in AAVE, each one with specific meaning and emphasis, unique to African American 

Vernacular English: 

1. He runnin. (“He is running right now”) 

2. He be runnin. (“He is usually running”) 

3. He be steady runnin. (“He is usually running in an intensive, sustained manner”) 

4. He bin runnin. (“He has been running for a long time”) 

5. He BIN runnin. (“He has been running for a long time and still is”) (Rickford 322) 

The use of vocal intonation creates a different experience with the event or action. Rickford 

details a study in which he presented the sentence “She BIN married” to a group of 25 whites 

and 25 blacks from different areas of the country, and asked whether or not they assumed the 

woman to still be married. 23 of the African American participants said “yes”, while only 8 of 

the white participants said “yes”. Whether or not the black participants knew they would 

understand the rules and intonation specific to AAVE, nearly all of them responded correctly. 

Just as many of the rules of SAVE are followed subconsciously, many speakers are not aware 

that they are participating in an AAVE rules. 

What is more important though than understanding the organization of AAVE, is 

acknowledging the cultural aspects of the dialect. Just as the use of AAVE is often considered 

wrong in most classroom settings, the use of SAVE is occasionally considered inappropriate in 

the African American community. My own experience with this is that growing up in my 

household, we only used SAVE; however, because I attended a predominately black high school, 

my use of SAVE was considered “acting white” and that I was trying to be something that I 

clearly was not. Also, simply put, not all African Americans speak AAVE, and not all speakers 
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of AAVE are African Americans. There are members of the white community who are AAVE 

speakers. When the rules of AAVE are followed, this is cultural acceptable (Eminem), but when 

AAVE is imitated inauthentically by the white community this is often mocked and seen as pure 

disrespect (Vanilla Ice). Finally, an understanding of AAVE provides an understanding and 

insight to African American culture that provides leaning across difference. I have provided a 

short list of examples of AAVE, but it falls short because it does not account for the rhetorical 

expression and style that mark the identity of the user. Rickford explains; 

For the preachers, novelists, storytellers, poets, playwrights, actors and actresses, street 
corner hustlers, church-going grandparents, working mothers and fathers and schoolyard 
children, rappers, singers, barber-shop and beauty-salon clients who draw on it daily, 
AAVE is not simply a compendium of features, but the integral whole which Claude 
Brown evocatively called ‘Spoken Soul’. (12)  

Just as lovers of language and literature relate to both the writing and the writer when discussing 

literature, AAVE is about much more that the spoken or written word. 

The role of the educator in working with AAVE speakers and writers can be introduced 

similarly to the ways in which ESL training is implemented. I want to be careful not to parallel 

the two too closely, but a general understanding of ESL student’s needs both in writing and 

speaking can assist as a transition into working with AAVE students. Though using the term 

Stand English as Second Dialect (SESD), instead of AAVE, Ilona Leki explains the similarities 

and differences between ESL and AAVE students. Similar to the ways explanation of error does 

not help ESL students learn English well, the explanation of grammatical error without an 

explanation of the rules of AAVE to an AAVE speaker is not beneficial. Leki explains that like 

ESL students, AAVE students are likely to have had negative experiences with writing, and since 

academic success in many fields relies on writing in some form, may have negative attitudes 

about school and about themselves as students. She states, “These students are likely to suffer 

from writing apprehension; they may fear taking the risk of exposing themselves in writing. 
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SESD (AAVE) students have not identified the reasons for their failure in writing, they may 

consider their dialects ‘bad’ English” (30). This is a place in an educators understanding of the 

lexical differences and similarities between AAVE and SAVE are extremely beneficial. While 

working on structural and grammatical issue, an educator has the ability to criticize a speakers 

use of AAVE or reinforce a positive image of an AAVE writer; the former can create a lifelong 

struggle with literacy in all forms and the latter can improve the overall academic experience. 

Leki concludes, “That criticism goes to the core of their identities; it implies they are not literate 

in a society that equates illiteracy wit stupidity” (31). To understand the needs of an AAVE 

speaker/write is to assist them with the linguistic issues in their writing, but it also means 

understanding the cultural, racial, and socioeconomic aspects to a student’s identity. There is 

little to no respect for the dialect, because the general public, along with speakers of AAVE, 

have often been taught the incorrectness in AAVE writing as opposed to the linguistic traditions. 

Very little is taught about the process of creolization of African languages during the middle 

passage, or the impact of West African languages on English. AAVE is a language associated 

with the corruption of SAVE, instead of valued for its cultural significance. The instructed 

educator can be the foundation for initiating this appreciation and understanding.  

After an understanding of the linguistic structure of AAVE has been established, I hope 

to provide some practical suggestions on working with AAVE speakers in the classroom. 

Learning standard grammar and writing structure is not about drills and rules, but a student’s 

want to communicate effectively. She explains, “What motivates students to acquire and use 

language is the need to say something to someone who is genuinely interested in understanding 

them” (121). A teacher has the opportunity to show the AAVE speaker that he or she is 
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interested in what the student has to say or write. This occurs through low-stakes assignments, 

during which this reading of the piece is not the same version as the one that will be evaluated.  

One suggestion that is often used when working with ESL students is to have the writer 

read his or her paper out loud during a peer editing session. This transition functions well when 

working with speakers of AAVE, because they are able to hear how sentences sound, and to 

decide from there whether or not they “sound” right. This is where a concrete background in the 

structure of AAVE is necessary. When a teacher has the ability to hear a sentence that does not 

fit the expected SAVE of academia, and has a solid background in the structure of AAVE, the 

session becomes more about translation than correction. For example, in writing centers, Clark 

explains, “If the student comes in to the writing center with a completed draft of a paper, the 

tutor can have the student read the paper aloud, enabling him or her to experience the paper 

through two language channels simultaneously,” (123). The AAVE speaker can present his or 

her draft without the fear of judgment or repercussion, in front of an audience (their peers) who 

can help them point when something doesn’t “sound right”, at which moment the teacher can 

step in and help with the translating process. This provides accountability and motivation to 

continue writing without allowing the pressure of performing perfect SAVE to impede in the 

writing process. Clark notes that many AAVE speakers are aware of their short-comings and 

anxious about how this affects the way they are perceived. For example, this sample of writing is 

provided by Talkinproper.org, an online language tutoring facility; 

I myself have trouble using good English. Sometime when I talk I say things like “What 
y’all doin’?” or “Who that is?” I know that’s not the correct way to speak, but that’s how 
I talk. When I go to job interviews, I try to talk with some good English, but when I speak 
you can tell I have a little slang with my words. I hear it all the time, “Use good English, 
use good grammer.” The jobs interviews that I have went to seem to me like they do not 
think I can use good English and I don’t never get the job.  
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This piece was submitted by a 21-year-old African American woman who works with the 

tutoring facility in order to improve her writing and communication skills. Her insecurity and 

awareness are apparent as it even goes beyond the classroom to her experiences in the “real 

world” dealing with job interviews. The job of the educator is going to go beyond just reading a 

paper and responding, to involving themselves with the lives and concerns of the AAVE writers. 

When a teacher can explain that this writing is understandable, (in that meaning is not lost and as 

a reader can summarize the central points), this reassures AAVE speakers/writers that they are 

able to communicate adequately. An instructor who is knowledgeable in the rules and structure 

of AAVE can explain the parallels between the two languages and model a transition between 

the two. For example:  

One of my favorite movie is Get Rich or Die Tryin’. First of all, I likes it because of all 
the artists that’s in the movie. It’s Curtis Jackson which is also known as 50 Cent, 
Terrence Howard, Majestic, and Justice. Secondly, I like it because of the violence. 
Which leads to Curtis Jackson mother getting killed, Curtis Jackson gettin riddled with 
bullets, and Justice killing for money and respect. Finally, I likes it because of the 
recording sessions. Curtis Jackson intimidate Majestic through music. The music that 
Curtis Jackson perform be real life music that goes on in life and life it’s self. 
(talkinproper.org) 

This is a response to an essay assignment that requests discussion of a favorite film. The first 

step in evaluating this piece should be to find something strong in it, and to establish with the 

writer that the overall idea is understood. The next step would be a request for the student to read 

it aloud and ask them what they think of the piece. When they read it, they may correct verbally 

some of the mistakes that were made when writing, like reading “One of my favorite movies” 

instead of the singular in the written piece. After the student transfers the verbal corrections to 

the written piece, the tutor can have a conversation about the parallels between AAVE and SE, 

and the ways to transition from one to another. I would point out the theme of consonant 

dropping, dropping the “s” off many words. I would explain that what is written makes sense 
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within the cultural and structural expectations of AAVE, but because there is an expectation of 

SAVE in the academic and professional world, let’s find all the times in which the “s” is dropped 

and sounds better attached and change that. The use of understanding the overall piece and the 

connection made between the language a student is comfortable speaking as opposed to what is 

written eliminates the “wrongness” of using AAVE. 

The focus of educators and entire districts working closely with speakers of AAVE goes 

beyond improving writing. In 1979 Justice Charles Joiner ruled that African American students 

were not allowed to be labeled “handicap” because of their use of AAVE. This Ann Arbor case 

involved 11 African American students who were placed in a remedial special education 

classroom because of their linguistic heritage of AAVE. Although Judge Joiner did rule in favor 

of the plaintiff, he did so based on poor teacher training, not addressing the classification of these 

young people as inferior because of their speech. He neglected to connect the language 

discrimination to what it represented, which was racial discrimination. Dealing with AAVE 

speaking students, and addressing the issue at all can include some very racially charged 

assumptions. English teachers, principals, and frankly all members of the education community, 

need to be careful and considerate when dealing with the issue, and there are some precautions 

that should be addressed. 

The first is, as I mentioned before, not all African Americans speak AAVE in daily 

conversation. Like many second generation ESL students, African Americans have an ability to 

code-switch, or traverse each language within a certain context, (academia versus the 

barbershop). Some students will do this very well, and will not need the extra help that others do. 

In relation to this point, not all speakers of AAVE are African American. Some students who 

have grown up in areas highly populated by African Americans who speak AAVE will have 
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inadvertently picked up on the lexical details. Another precaution that I mentioned briefly before 

is the connection between the language spoken and the culture it represents. It is not fair to the 

student for teachers to work under the assumption that the use of AAVE is wrong. Little will be 

gained by either party, and though it may be difficult for grammarians, certain lexical differences 

must be ignored. For some speakers, AAVE is the preferred language over SAVE, and represents 

strengths in the black community. The orality of AAVE signifies jive-talk, rap lyrics, the 

language of slave spirituals, and the comforts of acceptance and status as a member of the 

majority in an over-all community that is often missing on a college campus. Geneva 

Smitherman’s Talkin’ and Testifyin’, one of the first works on AAVE, notes that educators must 

be mindful of “the constant tug-of-war faced by black people, who, as minority descendants of 

former slaves, take pride in African contributions to American culture” (Baugh Out of the 

Mouths of Slave 154). The use of AAVE goes beyond just colloquialisms and mimicking the 

language of rap and hip-hop environments. This historical and cultural significance can make 

discussion of it sensitive, but therefore, even more important. 

The final instance in which educators should be cognizant of is the socioeconomic and 

educational issues associated with the use of AAVE. John Baugh writes: 

Some urban educators have remarked that language development is a low academic 
priority for poor students of color, because of the myriad of other social problems they 
face in daily life. The paradox at hand lies in the fact that a good education is critical to 
breaking perpetual cycles of poverty, and linguistic skills are a strong indicator of the 
likelihood of eventual academic success. (“Linguistics, Education and Law” 282) 

Ilona Leki explains, that for many ESL students issues with writing are only one small part of the 

bigger picture. I feel like the same can be said of AAVE speakers, despite their status as native 

English speakers. The overall experience with the racism and judgment associated with a 

language that a person speaks on a daily basis can create an aversion not just to writing, but also 

to interacting with anyone who does not speak AAVE. I look back towards the writing sample 
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from the 21-year-old woman who clearly feels judged by her use of AAVE. Outside of her 

academic endeavors she feels like she cannot get a job, no matter how capable she is because of 

the way she talks and writes. She seems well aware that the judgment is racially 

related/motivated. 

Whether students who write and speak AAVE prefer it over SAVE, many want to 

succeed academically, and because the system is not going to change in order to adapt to their 

language students must learn SAVE in order to succeed. The job of the instructor is to approach 

this with sensitivity, concern, and enough knowledge to educate these students on how and when 

to use SAVE. Along with this, teachers must understand the lexical structure of AAVE, so that 

its speakers understand that their speech is just as complicated and regulated as Standard 

American Vernacular English and should not be considered incorrect. The classroom teacher has 

an opportunity to improve the writing of these students, but also the entire academic experience 

and view of self of AAVE speakers. 
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An Analysis of the Implementation of South Carolina Anti-Bullying 

Legislation 
 

Introduction 

This study presents an analysis of anti-bullying policies covering 24 South Carolina 

middle schools that were involved in the Abbeville v. South Carolina lawsuit. These schools sued 

the State of South Carolina alleging that the school funding system was inadequate. The schools 

are plagued with numerous problems including being among the lowest performing in the state, 

dilapidated buildings, underpaid teachers, high staff turn-over rate, and high levels of poverty. 

Along with the problems associated with inadequate funding, bullying in these schools is another 

barrier that must be conquered to achieve academic success. South Carolina implemented its 

anti-bullying legislation in 2006 and placed a mandate on each school to implement an anti-

bullying policy by January 1, 2007. 

The school districts involved in the Abbeville school district law suit problems ranged 

from struggling schools to cyclical poverty to lagging health and social well-being indicators 

(Moore, & Lawrence, 2009). These schools are widely perceived, within the region and from 

outside the region, as substandard (Moore, & Lawrence, 2009). The substandard conditions of 

the schools might possibly be a haven for bullies. According to South Carolina School Report 

Cards data, educational attainment is lower in these schools than in other parts of the states. 

More than a quarter of those twenty years or older lack a high school diploma, and fewer 

than one-in five has a bachelor’s degree; only 40% of the population have any education beyond 

a high school level; 27% have no high school diploma, and fully 10% have less than a 9th grade 

education (Moore, & Lawrence, 2009). Three quarters of the schools are deemed unsatisfactory 

or below average-compared with seventeen percent for South Carolina as a whole, thanks to 
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richer, whiter districts supplementing the educational subsidies with local property taxes 

(Baldwin, 2008). 

Utilizing quantitative methodology, this research examined the extent to which the 

Middle Schools involved in the Abbeville (SC) v. The State of South Carolina, et al. law suit are 

implementing the South Carolina anti-bullying legislation. This information is valuable as school 

districts continue to carry out the mandates of the South Carolina’s anti-bullying legislation in an 

effort to thwart the aforementioned problems affiliated with bullying.  

Purpose of Study 

Even though there are many facets to bullying, the focus of this research is to determine 

the extent to which the middle schools involved in the Abbeville (SC) law suit are implementing 

the South Carolina anti-bullying legislation. Adoption and successful implementation of an anti-

bullying policy will ensure that bullying is a school priority and will provide evidence that 

schools are concerned about the well-being of their students (Dake et al., 2003; Olweus, 1993).  

It is a given that bullying affects student achievement. According to research, children 

who are bullied are more likely to want to avoid school, which will result in a high absentee rate, 

and ultimately result in lower academic achievement and/or failure. Children who bully are more 

likely to engage in unhealthy activities such as fighting, drinking alcohol, smoking, stealing, 

truancy and school dropout, poor academic achievement, and violent acts of crime. It is vital that 

school districts necessitate that all of their schools successfully implement an effective anti-

bullying policy.  

Discussion of Supporting Literature 

The negative impact on bullying and student achievement is well documented in recent 

research with societal concerns student who have been personal affected by bullying are also 
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well documented in the literature. Reviews of the literature on bullying supports legitimate 

concerns that schools are facing regarding helping students succeed academically (i.e., No child 

Left Behind). Given the connections between bullying and potential for low academic 

performance or dropping out of school, addressing the problem of bullying is essential (Milsom 

& Gallo, 2006). Time is of the essence.  

Schools are now being forced more than ever to address the issue of bullying through 

implementing anti-bullying policies. Temkin (2007) writes that “As examining state-level 

bullying policy is a significant view into how schools, teachers, and society as a whole view 

bullying. State laws have been the primary legislative vehicle for announcing new initiatives 

designed to reduce bullying behavior.” 

Bullying poses a problem for schools because of the toll it takes on members of the 

school community and the school environment. It is documented through research that the lives 

of the (victim) and the (perpetrator) are affected by bullying behavior. The literature states that 

students who bully others are especially likely to engage in other antisocial/delinquent behaviors 

such as vandalism, shoplifting, truancy and frequent drug use. This antisocial behavior pattern 

often will continue into young adulthood. However, bullying is not an isolated anti-social 

behavior.  

Bullying may cause short-term problems for victims (e.g., depression, anxiety, problems 

with school work). Persistent bullying can leave long-term scars on the victims (e.g., low self-

esteem, depression). Studies show that bullying tends to peak in late childhood/early 

adolescence, making prevention and intervention efforts in middle school crucial (Milsom & 

Gallo, 2006). Although every child in a school may not be bullied, bullying in the school sets a 

negative climate in the school. This negative climate has serious impact on the academic 
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achievement of students. Based on the far reaching consequences of bullying, and its impact on 

the school climate, it has become imperative that all states develop an anti-bullying legislation. 

METHODOLOGY 

The following research questions guided this study: 

1) To what extent are the middle schools involved in the Abbeville law suit 
implementing the South Carolina anti-bullying legislation? 

2) How successful are the middle schools involved in the Abbeville law suit 
implementing their anti-bullying policy?  

3) Is there a difference between the survey respondent’s rating of their individual school 
and the rating assigned based on the survey results?  

Study Design 

This study utilized a descriptive research design. Descriptive research often takes the 

form of a survey, and is useful for describing the characteristics of a group or the extent of 

general or specific conditions (Cherry, 2000). As the researcher was interested in gathering data 

relative to the implementation of an anti-bullying policy within a specific time frame, it was 

appropriate to use this type of research study design. According to Cherry (2000), “a survey is a 

data collecting technique used to gather information from individuals who respond to specific 

questions related to the focus of the study.” As the study uses a modification of Fowler’s (2009) 

categories for successful implementation a descriptive research design was very appropriate. 

Data Collection 

The survey used in this study was adopted and revised from the Connecticut State 

Department of Education website. The survey questions were formulated based on the South 

Carolina anti-bullying legislation. In brief, the legislation mandates that every school district 

have (1) an anti-bullying policy in place; (2) that the policy be placed in the student’s handbook; 

(3) that training pertaining to the policy be included in the employee training program; and 
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(4) that all stakeholders (school staff, students, administrators, volunteers, parents, law 

enforcement, and community members) be involved in the anti-bullying initiatives for the 

school. A cross-sectional design, self-administered questionnaire was used to collect data on 

middle schools implementation of the South Carolina anti-bullying legislation. This is the oldest 

type of social research, dating back at least to the ancient Egyptian censuses, and continues to be 

widely used (Cherry, 2000).  

Data for this study were collected using a 30-item questionnaire which was sent via 

email. The research population included public middle schools involved in the Abbeville school 

district law suit that corresponded with the middle school definition cited in this research.  

Prior to distributing the study instrument, it was piloted on a mix group of classroom 

teachers, guidance counselors, and administrators’ attendees at a Bullying Summit Conference. It 

was revised again to pursue issues not previously addressed. The questionnaire contained 

questions that explored issues of how middle schools implement their bullying policy. The pilot 

testing indicated that there were some misconceptions on the topic of the South Carolina anti-

bullying legislation.  

Population Selection 

The population for this research study consisted of thirty-one middle schools in school 

districts that were involved in the litigations of Abbeville County School District, et al. v. The 

State of South Carolina. These school districts sued for increased funding for their districts in 

order to provide a better quality of education for their students. It was declared that the 

deplorable state of these schools negatively affected the academic achievement of the students. 

These particular school districts were selected for this research based on the extensive literature 

regarding students’ behaviors in impecunious schools.  
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There were originally forty school districts involved in the lawsuit; however, Orangeburg 

County has since consolidated from five into three school districts, reducing the number to 

thirty-eight districts. Of these thirty-eight school districts, twenty-three met the definition of a 

middle school (grades 6-8) derived from the Deputy Superintendent Division of Standards and 

Learning at the South Carolina Department of Education.  

The middle schools that were not consistent with the South Carolina State Department of 

Education definition of middle school were eliminated in the selection process. Thirty-one 

middle schools remained after the elimination process. However, one school district chose not to 

participate in the survey. Once the middle schools were selected, contact was initiated with the 

schools via email and/or telephone to apprise them of the forthcoming survey and acquire their 

support in completing the survey. One of the principal advised that their district policy dictated 

that all research information be disseminated through the district office for approval. Utilizing 

this information, a formal proposal letter was drafted and mailed out to the superintendents of all 

twenty-three school districts soliciting their support, as well as requesting permission to forward 

the survey onto the various school(s) in their district (see in appendix). Once the approval was 

secured, the bullying and implementation of anti-bullying policy survey was sent directly to the 

principals of the selected sample schools electronically via email using survey monkey. 

The selected principals were sent an email explaining the purpose of the study, as well as 

the directions regarding completing the survey questionnaire. Survey monkey was utilized to 

assist in creating, and designing the survey questionnaire, as well as to send, collect, and analyze 

the results. The use of survey monkey helped ameliorate the completion and return rate of the 

surveys. Survey monkey allowed viewing of the results, as they were collected, tracked who 

responds to the survey, and sent follow-up reminders to those who did not. To generate reliable 
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responses to the survey, the administrator responsible for receiving and investigating reports of 

suspected bullying in the schools was asked to complete the survey. Babbie, (1990) states “in 

order to maximize reliability, ask people only questions they are likely to know the answers to; 

ask about things relevant to them.” The threat to validity was minimize by revising the 

questionnaire based on the responses from the pilot study. The survey was sent confidentially but 

not anonymously. In an effort to obtain 100% return rate, several telephone calls and email 

follow-up letters were sent to those schools in which surveys were not returned. Once the 

surveys were returned, each survey was screened for random or careless responding (e.g., all 

responses of “Agree”) and missing data. Surveys that appear invalid based on these criteria were 

removed from the analyses. A cutoff return rate of 51% was established. 

Data Analysis 

In order to ensure confidentiality, each school’s survey was assigned an alphabet in 

alphabetical order from A-Z. The survey questionnaire consists of thirty questions, including the 

first section of the survey, which contains four demographical questions, about the individual 

completing the survey and the school. A frequency distribution table was utilized to summarize 

the survey data. Cherry, (2000) asserts, “the frequency distribution is the oldest and most popular 

approach for summarizing data. A frequency distribution is a count of the number of times a 

specific value of a variable is observed in a population or sample” (Cherry, 2000). It provides an 

opportunity to view a complete set of scores all at the same time (Cherry, 2000).  

Summary 

The purpose of this study was to determine the extent to which the school districts that 

were involved in the legislation of Abbeville county school District et al. v. South Carolina were 

implementing the South Carolina anti-bullying legislation. Stories of bullying incidents continue 
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to escalate in the media. The recent tragic story of Phoeba Prince of South Hadley, 

Massachusetts who committed suicide because of on-going harassment and bullying from other 

students has enhanced national awareness to this tragic social issue. All of the research on the 

effects of bullying shows how damaging and destructive it is (Sullivan, K., Cleary, M., and 

Sullivan, G., 2004). Bullying encompasses several entities. Brewer, E.A., & Harlin, R.P. (2008) 

reports “the negative outcomes of bullying can be seen in the relationship between bullying 

behavior and school issues, such as academic achievement, school bonding, and absenteeism (as 

cited by Dake, Price, & Tellijohn, 2003).” 

The negative acts of bullying have led states to implement anti-bullying legislation to 

curtail the incidents of bullying, as well as to promote a safe learning environment. South 

Carolina is one of the forty-one states that have implemented a safe school act. Georgia was the 

first state to implement an anti-bullying legislation; South Carolina passed a School Climate Act 

in 2006.  

Incidences of bullying continue to increase, and are becoming more toxic to society. 

Therefore, it can no longer be viewed as a frivolous act by children. State legislation mandates 

that schools implement anti-bullying policy necessary to ensure that students are provided a safe 

environment that is conducive to learning.  

The schools involved in the Abbeville law suit are struggling to provide adequate 

education opportunities for their students in spite of being inadequately funded. As a result of the 

lack of funding in these school districts, the schools struggle to provide the basic necessities for 

their students such as up-to-date books; sufficient heated and cool classrooms; classrooms with 

appropriate space and equipment that is equivalence to other school districts across the state; and 
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sanitary bathrooms areas. Unless adequate funding is provided to these school districts, the 

problem of bullying will continue to impact these impoverished school. 

Research question one inquired about the extent in which the middle schools involved in 

the Abbeville lawsuit were implementing the South Carolina anti-bullying legislation. The 

findings for research question one indicated that the majority (62.5%) of the middle schools 

represented in the Abbeville lawsuit are unsuccessfully implementing the South Carolina anti-

bullying legislation. When examining the total score response and the implementation rating that 

corresponded with the total scores, it is evident that schools’ anti-bullying policy implementation 

does not align with the implementation of the South Carolina anti-bullying legislation. 

Relative to research question two, regarding the degree to which the schools’ policy 

implementation was successful, 3 (12.5% of the 24 schools are unsuccessfully implementing 

their anti-bullying policy, 12 (50%) are relatively unsuccessfully implementing their policy, 5 

(20.8%) relatively successful and four (16.7%) are highly successfully implementing their policy 

according to South Carolina anti-bullying legislation. Overall, the majority (62.5%) of the 

schools are not successfully implementing their anti-bullying policy. 

Finally, research question three, which related to the schools’ perception of their level of 

implementation, determined that there is a degree of difference in how the respondents’ rated 

their schools based on the actual rating of the survey results. All of the respondents rated their 

school as either in the relatively or highly successful categories. This indicates that 91.7% of the 

respondents’ assessment regarding the implementation of their anti-bullying policy is imprecise. 

The findings report that the majority (62.5%) of the schools involved in the Abbeville 

lawsuit were not successfully implementing their anti-bullying policy according to the South 

Carolina anti-bullying legislation. 
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Technological Progress Supertrend 
 

Abstract 

The supertrend called technological progress consist of ten sub areas: distance education, 
the university as a knowledge server, the digital age, implications for higher education, guiding 
philosophies in distance learning, demographics in distance learning, the social impacts, 
technology and change for the information age, technology in management, and the brain, 
technology and education all through technological progress. The information obtained from the 
above research was used to determine the supertrend discussed by Edward Cornish. 

Duderstadt (2000) says “Universities must find ways to sustain the most cherished 
aspects of their values, while discovering new trends and issues to respond vigorously to the 
opportunities of a rapidly changing evolving world” (p. 3). Often these changes require 
significant shifts in paradigm of many different opinions of our fellow explorers about what lies 
ahead (Cornish, 2004). Some of them foresee a marvelous paradise, a time filled with wonderful 
new technologies that will keep us all well-fed, healthy, and happy (Cornish, 2004). Technology 
has become global, and it has driven an astounding amount of change in human society 
producing economic relocation, growth, unemployment, and employment for those skilled in the 
field, shifting of market conditions, human stress, and technological progress as the growing 
capability of humans to achieve their purpose (Cornish, 2004). Technological progress is a 
supertrend which will continue to grow through the 21st century and longer (Cornish 2004). It 
has created several revolutions within the field of technology in all areas of any profession. 
Education has experienced many changes throughout the last decade, particularly in distance 
learning and other professional programs. Technological progress have lead us through the 
process of the great transformation (Duderstadt, 2000), whereby our future is being created 
through new trends and supertrends (Cornish, 2004).  

For instance, advancing our understanding of the virtual and distance university, as well 
as increasing community/off-campus access to the teaching-learning community. Are we 
discovering/developing tools and standards to support new learning environments? To mention 
more is appropriate related to other fields/areas. It will take great leaders, systematic 
organizations, great strategic planning, and futuring to keep up with the rapid pace of 
technological progress. 

 

 

 

Introduction 

Duderstadt (2000) says “Universities must find ways to sustain the most cherished 

aspects of their values, while discovering new trends and issues to respond vigorously to the 
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opportunities of a rapidly changing evolving world” (p. 3). Often these changes require 

significant shifts in paradigm of many different opinions of our fellow explorers about what lies 

ahead (Cornish, 2004). Some of them foresee a marvelous paradise, a time filled with wonderful 

new technologies that will keep us all well-fed, healthy, and happy (Cornish, 2004). Technology 

has become global, and it has driven an astounding amount of change in human society 

producing economic relocation, growth, unemployment, and employment for those skilled in the 

field, shifting of market conditions, human stress, and technological progress as the growing 

capability of humans to achieve their purpose (Cornish, 2004). Technological progress is a 

supertrend which will continue to grow through the 21st century and longer (Cornish 2004). It 

has created several revolutions within the field of technology in all areas of any profession. 

Education has experienced many changes throughout the last decade, particularly in distance 

learning and other professional programs. Technological progress have lead us through the 

process of the great transformation (Duderstadt, 2000), whereby our future is being created 

through new trends and supertrends (Cornish, 2004).  

Technological Progress as a Supertrend Involving Distance Education 

Distance Education Through Technological Progress 

“Technology based education and technology assisted education are both a part of 

technological progress and are high priority for on-campus education and vital for off-campus 

education” (Nasseh, 1999, p. 3). Distance education is one example of the paradigm shift in the 

transition from institutions of higher education being teacher-centered to becoming student-

centered. Historically, the professor and his/her teaching was the most important aspect of higher 

education, but now the learner and their needs are the drivers for change. 
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The concept of being a life-long learner has impacted the traditional offerings of most 

bodies of higher education. Many institutions have had a difficult time with the transition from 

the traditional face-to-face instructional model to the technology-based delivery model, but have 

found themselves forces to move out of their comfort zone in an effort to remain competitive 

and, sometimes, remain in business. 

According to Nasseh (1999), a professor of technology at Ball State University, stated 

that today’s student is seeking the most advanced and updated education available. Due to the 

speed at which information is accessible, technological progress has created the need for 

continuous learning which has become an expectation in most fields. Seasoned professionals are 

finding that they must be in a mode of continual learning in order to remain competitive in the 

work force. “The reason for this continuous learning is that the half-life of what a person learns – 

or period of need for a given body of information – is getting shorter and shorter” (Nasseh, 1999, 

p. 3). Nassah used the engineering student to explain his theory. He says that the speed at which 

information is changing essentially makes at least half of what an engineering student has 

learned between their freshman year and their senior year obsolete. 

The technology-based curriculums which are a part of technological progress have been 

adapted by many institutions which have incorporated various delivery styles. For example, 

some universities have combined the face-to-face curriculum with an on-line format by requiring 

their student to physically appear to some lectures and participate in ‘chats’ for others. Not only 

does this provide flexibility for the student, but it also provides flexibility for the instructor, 

particularly if they are serving in an adjunct capacity. For example, Calhoun Community 

College, a small college in northern Alabama, combines the traditional face-to-face delivery 

model with the virtual classroom. According to Rick Wang (personal communication, July 30, 
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2005), Calhoun Community College’s Director of Technology, though this school is committed 

to maintaining the traditional conventional model of educating students, the introduction of a 

program called WebCT has almost revolutionized the way in which students and faculty interact. 

Wang said that it was the results of technology surveys that motivated the purchase of WebCT. 

WebCT is the nation’s leading source for electronic learning in higher education. It allows 

institutions to provide more personalized learning options for students, to expand access to 

academic programs, and to continually improve course and degree program quality. Again, 

though not interested in re-designing the face-to-face delivery of the courses, this would offer the 

faculty the opportunity to interact in a more convenient and expeditious way with their students. 

In this day and age, schools should no longer be focusing on educating students in a 

traditional classroom setting because of the limitations that it creates. Former General Electric 

CEO, Jack Welch warned business by saying, “If the rate of technological progress outside the 

organization exceeds the rate of technological progress inside your organization then the end is 

in sight” (Jones, 2002). In the past, the rate of change was related to the influx of technology, 

but, now the rate of change is about the speech at which the information is transferred. As 

Duderstadt (2000) said, possibly the largest of the paradigm shifts will occur when the traditional 

universities begin to realize that the method of teaching by way of chalkboard, textbooks and 

oral lectures are not the most effective mode of instruction. By shifting to online and distance 

formats, the barriers of time and place are virtually removed. This is a major change from the 

past when colleges and universities were more concerned with catering to the professional egos 

of the faculty, as opposed to now as they are more concerned with providing the learner with the 

necessary information as fast as possible. 
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The fastest growing university in the country uses one method of delivery – all of its 

courses are taken online. Ruch (2001) admits that although the University of Phoenix is 

sometimes referred to as “Drive-Thru U” and “McEducation,” that the 100,000 students they 

serve is observable evidence that people want to be educated, yet they need to do it on their own 

terms (p. 47). This school has been credited with leading the way into a new era in postsecondary 

education. 

Now, and even more so, tomorrow, schools will have to start looking at the student as the 

business world looks at their clients. It is all about customer satisfaction. Chaffee (2002) argues 

that getting to know the students is critical. She says that the schools need to understand the 

differences that diversity brings and they need to listen to student opinions. In his article, Facing 

New Challenges, Robert Jones (2002) insists that by 2011 more than 75 percent of the people in 

the United States will enroll in post-secondary institutions due to the discrepancies between job 

requirements and current skill levels. It can be assumed that if the current institutions do not 

make themselves more user-friendly with the way they structure their programs and deliver their 

curriculum to reach out to these life-long learners, then schools such as the University of Phoenix 

will win their patronage, because of technological progress and their attitude toward distance 

education. 

The University as a Knowledge Server Through Technological Progress 

As noted earlier that today’s generation will likely demand that the university replace the 

classroom lecture with highly interactive and collaborative experiences. It could well be that 

faculty members of the 21st century university will find it necessary to set aside their roles as 

teachers and, instead, become designers of learning experiences, processes, and environments. 

Tomorrow’s faculty may have to discard the present style of solitary learning experiences, in 
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which students tend to learn primarily on their own through reading, writing, and problem 

solving. Instead, they may be asked to develop collective learning experiences in which students 

work together and learn together, with the faculty member becoming more of a consultant or a 

coach than a teacher (Santilli, 2006). 

The use of information technology to simulate natural phenomena has created a third 

modality of research, on par with theory and experimentation. Even the nature of knowledge 

creation is shifting somewhat away from the analysis of what has been to the creation of what 

has never been – drawing more on the experience of the artist than upon analytical skills of the 

scholar (Duderstadt, 2000). The library is becoming less a collection house and more a center for 

knowledge navigation, a facilitator of information retrieval and dissemination. In a sense, the 

library and the book are merging. One of the most profound changes will involve the evolution 

of software agents, collecting, organizing, relating, and summarizing knowledge on behalf of 

their human masters. Our capacity to reproduce and distribute digital information with perfect 

accuracy and with essentially zero cost has shaken the very foundations of copyright and patent 

law and threatens to redefine the nature of the ownership of intellectual property. The legal and 

economic management of university intellectual property is rapidly becoming one of the most 

critical and complex issues facing higher education (Duderstadt, 2000). 

Although the digital age will provide a wealth of opportunities for the future, we must 

take great care not simply to extrapolate the past but instead examine the full range of 

possibilities for the future. It could well be that our present institutions such as universities and 

government agencies, which have been the traditional structures for intellectual pursuits, may 

turn out to be as obsolete and irrelevant to our future as the American corporation of the 1950s. 

There is clearly a need to explore new social structures that are capable of sensing and 
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understanding the change and of engaging in the strategic processes necessary to adapt or control 

it (Santilli, 2006). 

The Digital Age Through Technological Progress 

The evolution of information technology. It is difficult to understand and appreciate just 

how rapidly information technology is evolving. Four decades ago, one of the earliest computers, 

ENIAC, stood 10 feet tall, stretched 80 feet wide, included more than 17,000 vacuum tubes, and 

weighed about 30 tons. Today you can buy a musical greeting card with a silicon chip more 

powerful than ENIAC. Already a modern $1,000 notebook computer has more computing 

horsepower than a $20 million supercomputer of the early 1990s. For the first several decades of 

the information age, the evolution of hardware technology followed the trajectory predicated by 

“Moore’s Law” – that the chip density and hence computing power for a given price doubles 

every eighteen months. This corresponds to a hundredfold increase in computing speed, storage 

capacity, and network transmission rates every decade. At such rates, by the year 2020, the 

thousand-dollar notebook computer will have a computing speed of 1 million gigahertz, a 

memory of thousands of terabits, and linkages to networks at data transmission speeds of 

gigabits per second (Duderstadt, 2000). 

The nature of human interaction. The most dramatic impact on our world today from 

information technology is not in the continuing increase in computer power. It is in a dramatic 

increase in bandwidth, the rate at which we can transmit digital information. As a consequence, 

the nature of human interaction with the digital world, and with other humans through computer-

mediated interactions, is evolving rapidly. 

The world of the user is also increasing in sophistication, from the single dimension of 

text to the two-dimensional world of graphics to the three-dimensional world of simulation and 
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role-playing. With virtual reality, it is likely that we will soon communicate with one another 

through simulated environments, through “telepresence,” perhaps guiding our own software 

representations, our digital agents, to interact in a virtual world with those of our colleagues. This 

is a very important point. When we think of digitally mediated human interactions, we generally 

think of the awkwardness of e-mail or perhaps videophones. 

Changing lifestyles. Information technology has already stimulated profound changes in 

our lifestyles. We sense the loosening of the constraints of space and time. Many of us have 

already discarded the burden of the daily commute in favor of “telecommuting” via our 

computer, modem, and fax. Others are finding that they have become tethered to their workplace 

with the electronic umbilical cord of pager and cellular phone. Electronic mail, voice mail, and 

fax are rapidly replacing “snail mail.” Whether it is a university department, a commercial 

enterprise, or an individual, all are increasingly identified not by phone number or address but 

rather by the URL of their website. Digital products can be reproduced an infinite number of 

times with perfect accuracy at essentially zero cost. The concepts of property, copyright, patents, 

and laws, all based on physical manifestations, may no longer apply (Duderstadt, 2000). 

Some Implications for Higher Education Through Technological Progress 

Universities are supposed to be at the cutting edge of both knowledge generation and 

transmission. Yet their primary activity, teaching, is conducted today much as it was a century 

ago. Technologies that were supposed to drive radical change, television, computer-assisted 

instruction, wireless communications, have bounced off the classroom without a dent. To be 

sure, information technology has had great impact on the efficiency of administrative operations. 

It has revolutionized the conduct of research and the storage and synthesis of knowledge. But it 
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has only had a modest impact on instruction and learning, primarily being used only at the 

margins to extend the current classroom-centered paradigm.  

Today there are good reasons to believe that digital technology will indeed transform the 

university, perhaps beyond recognition. It will drive the focus of higher education from teaching 

to learning, and it will transform universities from faculty-centered to learner-centered 

institutions (Duderstadt, 2000). 

Guiding Philosophies in Distance Learning Through Technological Progress  

According to Ellsworth (2004), a military educator in the United States Army stated 

guiding philosophies of actual teacher to students and experiences involved. For instance, a 

professor may conduct conventional lectures to passive students in a classroom, “frontal 

learning” (Goodlad, 1994), but in distance learning there is the obstacle of the learners being far 

removed from the teacher (Jonassen, Davidson, Collins, Campbell, & Haag, 1995). Because a 

constructivist approach to teaching in the distance learning classroom (Crotty, 1995), designed 

for experiences requiring students to be active learners (Piaget, 1936/1952). Students are 

required to formulate questions on a topic, post those questions on the class newsgroup, research 

information on the topic on the Internet, collect data from classmates regarding the questions 

they posted on the newsgroup, analyze the data, and present the results. Students’ final 

responsibility is to reflect on the total assignment and submit a summary.  

A professor does not have to be personally present at each site to guide students through 

class activities and assignments, and even though site facilitators are well-prepared and 

competent, the demand for help from them might be too great, except for a remarkable 

happening. Less proficient students began to pair with more proficient peers to learn the new 

skills. Students who are more advanced in the use of technology and aware of the new 
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progressions will become mentors to others (Vygotsky, 1930-1935/1978).The result is that 

eventually everyone in the class will be successful in navigating the required technology. One 

student wrote, “When the (multimedia) assignment is made, I felt I might be in trouble. 

However, by asking for help and not being afraid to try what is asked of me to do, I learned to 

sail through, and became so excited when I realized all the computer could do!”  

Demographics in Distance Learning Through Technological Progress  

One of the purposes of utilizing electronic technology will make the students aware of the 

opportunities for discussion with other professionals across the state, nation, and world. 

According to Ellsworth (2004), demographics have enhanced global participation in distance 

learning. The individuals will interact from different geographic areas and sizes of communities. 

One site can be an urban area constituting the largest city in the state. The others can be located 

in a mountainous rural area, a small city, or a university town. Students have often commented, 

“The wonderful ideas given by fellow teachers around the state were so helpful and fun! Much is 

to be comprehended from such experiences which leads us to the impacting of social 

technological progress which has enhanced profoundness in distance education (Ehrmann, 1995). 

This moves us to the next phase of technological progress which is the social impact. 

The Social Impacts of Technological Progress 

Peter Drucker (1989), who is rightfully called “the founding father of the science of 

management challenges central issues, trends, and developments of the next decades.” His book 

called The New Realities, provide a strong, controversial and at times disturbing framework for 

thinking about changes in our society. Drucker discusses some insight about the social impact of 

technological progress. 
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A great deal is being said and written about the impact of the information technologies on 

the material civilization, on goods, services, and businesses. The social impacts embark an 

explosion of entrepreneurship in the technological circuit (Drucker, 1989). In fact, the 

entrepreneurial surge which began in the United States in the late 1970s, and which spread 

within ten years to all non-communist developed countries. We have progressed through 

centuries such as the “Commercial Revolution,” and the “Industrial Revolution” of electricity, 

telephone, chemicals, automobiles, pharmaceuticals, and aero planes (Drucker, 1989). Moreover, 

in the 20th century, we progressed socially to impact of more technological progress through 

politics, government, education, and economics (Duderstadt, 2000). In addition, the social 

impact of technology was visible on the national state of the hypertrophy of the totalitarian 

regime, which itself was a creature of the modern media, newspaper, movies, radio, satellite and 

dishes (Drucker, 1989). 

Other social impacts are just as important, but rarely discussed such as: trains, streetcars, 

bicycles, railroads, and freeways, which moves society back and forth from work to the home 

place. Surely, we do not want to forget the “symbol economy” of money and credit cards, 

engineering designs, ATMs, insurance policies and claims, medical records, and teleconferences. 

These are all social impacts of technological progress evolving over a period of time to bring us 

to the 21st century where we are in today’s society. We have established our trends and issues 

from social impacts which have enabled us to plan, prepare, perform, and evaluate many 

processes to enhance technological progress for now and the future. Moreover, as time 

progresses further and beyond the 21st century, many of today’s familiar technologies will have 

made enormous advances, and progress will be most impressive in newer fields, such as genetic 
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engineering, nanotechnology, and technology and change for the information age (Cornish, 

2004). 

Technology and Change for the Information Age in Reference to Technological Progress 

According to James Ellsworth (2004), for years, we’ve heard how technology, from the 

teaching machine to instructional TV and now the computer, will solve education’s problems. 

Yet little about teaching and learning has changed. This paper briefly introduces the movement 

called systemic change. Information technology has infiltrated our lives at an unprecedented rate 

during the last half-century. Initially, in education, it took the form of “audiovisual aids.” Ever 

since, much has been said about the potential for technology to “revolutionize” teaching and 

learning. It’s ironic, then, that these same years have produced equally strident laments 

concerning the state to which American education has sunk. In 1983, just as the microcomputer 

was being hailed as the latest panacea, the United States Department of Education released its 

report, A Nation at Risk, asserting in the section by the same title “…that while we can take 

justifiable pride in what our schools and colleges have historically accomplished and contributed 

to the United States and the well-being of its people, the educational foundations of our society 

are presently being eroded by a rising tide of mediocrity that threatens our very future as a 

Nation and a people” (The National Commission on Excellence in Education, 1983).  

How do we reconcile these conflicting views? If we now know more about how people 

learn than ever before, and have better tools at our disposal for facilitating learning, why do so 

many studies of technology in education show no significant difference from traditional methods 

(Russell, 1995)? Why are we losing ground, producing graduates who are less able to cope with 

the issues facing them? 
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The reasons are complex. But then, so is education. Instructional technology, whether 

“hard” or “soft,” does not operate in isolation. It is used by teachers and students; it is affected by 

infrastructure issues like classroom design and network connectivity; it is bought by support staff 

at the direction of administrators with funding from school boards who are elected by parents. 

These information technologies are part of an educational system, and are interdependent with all 

other parts. 

As Rogers notes in his classic, Diffusion of Innovations, “A system is like a bowl of 

marbles: move any one of its elements and the positions of all the others are inevitably changed 

also” (Rogers, 1995, p. 419). When technology is introduced “in isolation” (as a piecemeal 

change), it disturbs the rest of the system. The resulting instability reduces the system’s overall 

effectiveness. In an effort to restore the system to its previous state, its other components exert 

pressure on the changed subsystem (in this case, the technology) to conform to their 

requirements. Consequently, the change is usually not implemented as its proponents envisioned. 

Often it is not implemented at all by many of its presumed (or even self-identified) users (Hall & 

Hord, 1987, p. 101).  

At the same time, the needs which the system as a whole must meet have changed 

fundamentally. Current educational systems are optimized for an industrial society, where 

selection, rather than learning, was the overriding objective (Reigeluth, 1994, p. 7). Society 

required owners, managers, laborers, and schools to “presort” the future workforce into these 

categories. Today, however, we live in an information based society. Increasingly, even blue-

collar jobs require acquisition and analysis of complex information, rather than rote task 

performance (Ibid.). In fact, this entire task-based paradigm is an Industrial Age construct of 

limited utility in today’s environment. In the Information Age, there are not nearly as many 
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activities where rote performance of a known set of steps in a fixed order is effective. Instead, 

today’s world demands critical thinking and on-the-fly problem solving.  

To meet these demands, our graduates require significantly different knowledge, skills, 

and abilities than our educational systems typically provide. Intuitively, one would expect 

information technology to be a powerful tool for meeting these new requirements; yet our use of 

technology has often been hobbled by comfortable ways of thinking about education. The same 

life experiences that make us subject-matter experts also leave a legacy of assumptions. Here are 

a couple of common examples: (a) learning takes place in classrooms, where teachers (who have 

content knowledge) pour it out upon students (who lack it), and (b) Good classroom technology 

runs itself, requiring no technology skills on the teacher’s part.  

These factors have combined to keep instructional technology from achieving the 

grandiose predictions we have all heard. Gradually, we are realizing that we must change the 

way we think about change if we, and our students, are to reap the benefits we have come to 

expect. The movement that has resulted is called systemic change, and incorporates general 

systems theory, aspects of chaos theory, and what has traditionally been called diffusion of 

innovations (Cornish, 2004). This part of the paper briefly explores some of the key lessons the 

systemic paradigm holds for effective integration of technology into the Information Age 

classroom. Moving progressively forward from the information age classroom, Stephen Robbins 

and Mary Coulter (2002) explores technology in management. 

The Technological Progress as a Supertrend of the Brain, Technology, and Education 

Robert Sylwester (2003). is an emeritus professor of education at the University of 

Oregon who focuses on new developments in science and technology. His most recent book is A 
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Biological Brain in a Cultural Classroom He writes a monthly column for the acclaimed Internet 

magazine Brain Connection. 

How are the brain and technology related? According to Robert Sylwester (2003), 

technology emerged out of our realization that we have an excellent, curious, inventive brain, but 

that it is not perfect. Curiosity may have killed the cat, but it led to technologies in humans. We 

have a limited brain, but we are curious about what is beyond our limitations. For example, our 

auditory system can process only 10 octaves (many animals hear sounds that we don’t). Our 

curiosity about sounds beyond our range eventually led to the development of the oscilloscope, 

and our creativity led us to report the data visually on a screen—in oscillating waves that our 

brain can process and thus mentally comprehend. 

How might we describe this process in relation to technology mastery? An immature 

brain must practice key human skills to reach the mastery level required in a society that uses 

technological substitutes to override brain limitations. Thus, juveniles who hope to drive a car at 

16 had better get on a tricycle at 3, and do thousands of hours of lead-up practice on bikes and 

skateboards and other wheeled objects, before their parents will give them a set of keys to the 

potentially lethal weapon we call a car. 

Should our use of technology in K–12 and higher education environments differ? If so, 

how? In addition to mastering movement in natural space/time, today’s young people have to 

master cyber space/time. So if they hope to move easily through the Internet, they also must 

begin to play video games at age 3 or so. Why? Because the Internet is a giant video game, with 

striking parallels between the two. Think about it. Children sense such developmental needs and 

enthusiastically play with tricycles and video games. It is noticed that a shift from video games 

to the Internet in our children at about the age of 12. They’ve mastered computer control 
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technology and cyber space organization within the more prescribed space of video games, and 

now they prefer the more autonomous (and in some respects dangerous) frontal lobe exploratory 

potential of the Internet. 

How do parents and teachers need to be involved in technology-mediated learning to 

support children at different levels of brain development? Since the frontal lobes are the final 

part of our brain to mature, one could ask how pre-puberty children function if their frontal lobes 

aren’t mature. The answer is that they hang around folks who have functioning frontal lobes. In 

effect, their parents and teachers carry out many of their frontal lobe decisions for them (when to 

go to bed, what to eat/wear, what TV programs to watch, what to learn in school, etc.), and adults 

closely monitor any decisions children do make—generally vetoing potentially bad decisions. 

Young people need to observe adults doing things with technology, and not just hear adults 

telling them what to do and what not to do. 

What are we doing with technology in education that is good, and what needs 

improvement? Educators have a certain comfort level about how things have always been done, 

and we expect new technologies to adapt to us, rather than the other way around. What schools 

don’t do well is to quickly explore the educational applications of emerging ideas students bring 

to us, and so cultural innovation tends to come from outside the school rather than from within it. 

Recall that the rock music revolution didn’t occur in school music programs, which focused on 

traditional instruments and only played notes that dead guys composed. Young people thus 

began to create their own new kind of music in garages and basements with electronic 

instruments and an improvisational focus. Folks today can complain about the music that came 

out of this bottom-up revolution, but one could correctly ask why the music program didn’t teach 

improvisation and composition to adolescents who were fascinated by the possibilities of guitars 
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(rather than the standard band and orchestra instruments). It’s disingenuous for educators to 

complain now about what developed if they weren’t concerned enough at the beginning to 

provide encouragement and mature assistance. 

What role do you expect the youth to play in technology advancement? It seems that it’s 

always been the relatively young who have made the scientific and technological advances—

Einstein in his 20s, Darwin and the Wright brothers in their 30s, and so on. The computer 

revolution similarly was driven in large part by young folks who dropped out of school as soon 

as they discovered that their technological vision was already beyond what they were getting in 

class. Innovation thus comes from the young, who have to be old enough to understand basic 

scientific and/or technological principles, but not so old that they’ve bought into the existing 

paradigm. 

A Synthesis of All Resources 

Technological progress as a supertrend will be used to augment and enrich the traditional 

activities of our society in all capacities. In reference to all of the articles and information 

relative to distance learning, the use of technology improves the quantity of instruction available 

to students. Distance learning can be available twenty-four hours a day, and when the Internet is 

involved the sheer quantity of information to which students have access increases dramatically. 

We have also learned that you can lower cost of providing instruction by shifting from a labor 

intensive system where faculty deliver lectures in a classroom, to a technology-based approach, 

where students receive instruction on-line whenever they like. Also, the student receives 

experiences of interaction from professionals and cohorts across the state, nation, and world. 

The social impact is a trace of man’s power, intelligence, and creative inventions to 

progress technology from the 17th century to the 21st century. We are introduced to many 
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advances and progress in all educational, medical, technical, and other fields of society. In 

addition, we understand thoroughly the advancements of the “Commercial Revolution and the 

“Industrial Revolution” of engineering components. The totalitarian regime was heavily 

emphasized with the modern media, movies, and other public relation instruments. 

The technological progress of the brain, technology, and education are totally different 

from other aspects discussed previously. The human brain enhances sensory output and input. 

Also, the vast advances in technology have enhanced brain analysis, organization, sensory 

integration, research, and decision making in all life endeavors. The special needs (autism, 

learning disabilities, hearing impaired) population in America have profited tremendously with 

musical technological and other devices to enhance their improvement and learning. 

All of the above considered, technological progress is the key to a growing nation’s 

needs, quality of life improvement, and quality of education at all levels to enhance learning for 

the progress of man. We can all learn that great strides have taken place in exemplifying 

patience, beliefs, change, and the providing of a vision for technological progress, we can all 

achieve from a global prospective. 

Conclusion 

In the workplace successful integration of educational technology into the institution 

should involve a great deal more than buying computers and related equipment for your 

classrooms. We will need to do some staff development, to help others who will have to work 

with the technology to generate effective ideas about how to use it to better their teaching or 

support. We will have to invest in the infrastructure to support the uses that we envision, which 

may include things like networks to link those computers to each other or to the outside world, or 

maybe even rewiring some classrooms to support increased electrical requirements. We will 



333 

want to keep our stakeholders (e.g., students, parents, administrators or managers, legislators, the 

media) informed and involved in what we are doing. We will need to adjust our teaching and 

recruiting methods to integrate the new tools at our disposal. Also, we will have to travel with 

computerization oriented employees to increase the rapid speed of getting the job done. We have 

to incorporate more online procedures where the stackholders will not have to visit the campus 

physically. 

Finally, when technological progress is being driven by changes in the society around us, 

we must be willing to rethink everything about the way we perform, think, and teach. The 

Information Age removes many of the barriers of impossibility within which the current 

educational systems are designed. As a result, systemic change is not a choice but imperative. 

Educational institutions can choose for themselves not to change, believing that they are 

safeguarding important traditions and values. For better or worse, however, they cannot choose 

for their competitors, and entire new categories of competitors have been birthed by the same 

developments that make change possible. As Massy and Zemsky (1995) have noted, information 

and networking technologies have opened up the market for continuous education to private 

entrepreneurs who feel that they can more effectively meet learners’ perceived needs by adopting 

the advances that traditional educational entities have shunned. These are trends and issues that 

authors did not discuss or address. This can be further investigated through surveys and 

questionnaires at all levels, K-12 and higher education. 

In addition, further questions by the writer that have been granting attention is that we 

need to revisit the structure of process for getting a job well done in all facets of the educational 

system. For instance, advancing our understanding of the virtual and distance university, as well 

as increasing community/off-campus access to the teaching-learning community. Are we 
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discovering/developing tools and standards to support new learning environments? To mention 

more is appropriate related to other fields/areas. It will take great leaders, systematic 

organizations, great strategic planning, and futuring to keep up with the rapid pace of 

technological progress. 
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Using Teaching Tolerance Resources to Prepare Future Teachers 
 

Introduction  

The Teaching Tolerance organization, which is sponsored by the Southern Poverty Law 

Center, has a vast collection of material for educators, developed with the objective of supporting 

the efforts of teachers in addressing important diversity and equity issues in their classrooms. 

The material is provided to teachers without charge. 

This article presents activities and ideas on how to use resources from the Teaching 

Tolerance organization for the preparation of future educators. A discussion on what future 

teachers need to know and be able to accomplish to meet the needs of diverse children in their 

classrooms is followed by a review of available resources and practical strategies and ideas on 

how to introduce these resources to pre-service teachers. The article is written by two university 

professors, who have prepared many future teachers and strive to help them become successful 

teachers of diverse learners. The purpose of the authors is to share with the reader how they have 

used, in their own university classrooms, some of the resources provided by Teaching Tolerance.  

Setting the Stage 

Teacher education programs face the challenge of preparing effective teachers for all 

learners. Given the growing diversity in America’s public schools, future teachers need to attain 

the knowledge, skills and dispositions necessary to become effective educators for children from 

diverse cultures and backgrounds. There are many valuable resources and materials available 

from the Teaching Tolerance Organization, useful in the preparation of K-12 teachers on 

diversity issues. In addition, Teaching Tolerance has material that addresses serious problems 

prevalent in our schools, such as bullying.  
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During a recent presentation, we (the authors) were surprised that the attendees were not 

aware of the plethora of material available from the Teaching Tolerance organization; we also 

noticed that the audience was pleased to be informed about these educational materials. 

Considering that it would be helpful for other university professors to learn about the availability 

of these valuable resources, we have compiled here some examples of how we have used 

material from Teaching Tolerance in our own classrooms and discuss how these resources have 

proven to be useful in meeting our teaching objectives.  

A Word about the Teaching Tolerance Organization 

We will give a brief background of the Teaching Tolerance organization before entering 

to the discussion of its didactic resources. Teaching Tolerance started in 1991 as an educational 

initiative of the Southern Poverty Law Center. The original objective was to develop and provide 

free teaching materials to educators. Throughout its 22 years of existence, the Teaching 

Tolerance organization has developed countless resources that have supported teachers across 

the country. The quality of the resources has brought to Teaching Tolerance several recognitions 

and awards. Educators and students across the nation have received the benefit of the multiple 

resources provided, including: teaching kits, films, posters, lesson plans, ideas for activities, a 

periodical magazine, and many other valuable resources. All the material from Teaching 

Tolerance reflects its philosophy of support for equity, justice and respect. A visit to the 

Teaching Tolerance organization website will provide to the interested reader further details of 

the purpose of the organization and easy access to the existing resources (Teaching Tolerance, 

2013).  
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Our Selection and Classroom use of Teaching Tolerance Resources 

We will discuss here just a few of the many resources offered and give a selection of 

classroom applications for teacher preparation. Many of the Teaching Tolerance materials are 

designed to teach children and to be used in the K-12 classroom or by parents at home. 

As stated before, our own students are teacher candidates enrolled in programs that lead 

to teacher certification. We have undergraduate and post-baccalaureate students in our classes. In 

the balance of this article we will refer to our students as “teacher candidates” to distinguish 

them from K-12 students.  

We have found very useful for our Diversity of Learners course the article “A Tale of 

Two Schools”, which the reader can locate in the Teaching Tolerance organization website. This 

article refers to the segregation of Chicano children in California and the Méndez v. Westminster 

case, a predecessor to the landmark Brown v. Board of Education. The teacher candidates in this 

course are undergraduates intending to eventually become teachers. The assignment consists in 

entering to the Teaching Tolerance organization website, read the article and write a reflection 

about the reading. The reflection will be placed in a portfolio of reflections that teacher 

candidates build during the course.  

The article “A Tale of Two Schools” is an eye opener for the members of our class. Every 

term, the teacher candidates that complete this assignment are very surprised in discovering that 

Latino children experienced similar segregation in schools as African American children did. 

They are amazed to realize that they never have heard about this case; and to some extent 

distressed that they never had been taught about this historical issue, especially living in a State 

such as Texas, where the Hispanic population is sizable (Fleming, 2000). 
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This activity has proven to be extremely useful; the completed reflections by the class 

members generally show a new level of understanding; high critical thinking; a desire to 

continue to read more about the topic; empathy; and a deeper recognition of social issues. We 

have also used the reading of the article “A Tale of Two Schools” in our School Law class, with 

similar positive results. 

We have obtained from the Teaching Tolerance organization the documentary film 

Bullied: A Student, a School and a Case That Made History. Given that the problem of bullying 

has become so prevalent and serious in K-12 schools, bringing this issue to the attention of our 

teacher candidates is very important. This film has the objective of making school personnel 

aware of their responsibilities in preventing bullying and it highlights the need of creating a 

school environment that is safe and welcoming for all children. Teacher candidates appreciate 

learning how to face the problem of bullying in their future classrooms. Teaching Tolerance 

provides a viewer’s guide for this film which includes practical steps that teachers and other 

school professionals should take to prevent and stop bullying. The Teaching Tolerance 

organization makes available, at no cost, copies of this film and guide (Brummel, 2010). 

Other educational kits from Teaching Tolerance organization that we have used in our 

classrooms and we highly recommend include: America’s Civil Rights Movement: A Time for 

Justice (Guggenheim, 2005); Mighty Times: The Children’s March (Hudson, 2002); One 

Survivor Remembers (Antholis, 1995); Starting Small: Teaching Tolerance in pre-school and 

early grades (McGovern, 1997); Viva La Causa (Brummel, 2008); and many others. These films 

contribute to the preparation of future teachers with well-grounded perspectives on important 

educational issues.  



342 

The Teaching Tolerance film kits contain teacher guides, lesson plans, activities, and 

other supporting resources. The material is designed to meet the content standards for different 

subjects and to deliver instruction that is meaningful and fosters creativity and critical thinking. 

The Teaching Tolerance organization has done an excellent job in aligning these films and 

activities to the broad range of standards that the K-12 curriculum requires.  

Some years ago we obtained from the Teaching Tolerance organization a poster set “One 

World” with ten beautiful posters and associated lesson plans. We have used semester after 

semester these posters in many ways. The teacher candidates in our Instructional Design course 

develop classroom activities or lesson plans around these posters and design their own posters 

for a Poster session held at the end of the course. Teacher candidates realize how powerful visual 

material can be in the classroom for their future K-12 students and how important is to provide 

students, especially English Language Learners, with visual material. The posters and included 

lessons are targeted to different grade levels; pre-school, elementary, middle school or high 

school, but they can be adapted as necessary and even be used in groups with adults. The posters 

bring to the classroom images and messages of cooperation, equality, justice, understanding, 

kindness, working together, diversity, human rights, and tolerance. The posters are inspirational 

and have proven to be extremely helpful in the preparation of our teacher candidates.  

The original “One World” poster set is no longer available from Teaching Tolerance, 

however in this time of digital technology, Teaching Tolerance has posters available for 

downloading and the selection continues to grow. The Teaching Tolerance Magazine includes 

colorful posters that can be used in different classroom activities. Interested readers should visit 

the Teaching Tolerance website to view the posters available.  
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The Teaching Tolerance Magazine has been in existence since 1992 and is printed two 

times a year. The website provides unrestricted access to past issues of the Teaching Tolerance 

Magazine from 1996 through 2013. Educators and researchers on diversity matters might be 

interested in consulting the archive.  

The articles in the Teaching Tolerance Magazine are relevant to actual classroom 

situations. For example, the article by Darlene Koening and Roslyn Hester Daniels (2011), 

referring to teachers that become the bully in the classroom is very pertinent in the midst of 

concerns about bullying in our schools; and has proven to be an excellent discussion and 

reflection tool for future educators (Koening & Daniels, 2011, pp. 59-61).  

In addition to the resources discussed above, the Teaching Tolerance organization has 

many publications readily available for use in the classroom; some publications can be easily 

downloaded. Examples of the publications that we have used and recommend are discussed 

below.  

Beyond the Golden Rule: A Parent’s Guide to Preventing and Responding to Prejudice is 

a downloadable handbook designed to provide parents with practical ideas on how to approach 

children about diversity issues and tolerance, and prevent prejudice and bias. This handbook is 

also very useful for teacher candidates, as it discusses how to talk to kids about prejudice at 

different age levels from pre-school through the high school years. The teacher candidates in our 

university classes appreciate this resource, as many of them are also parents (Williams, 2010). 

The booklet Civil Discourse in the Classroom is another outstanding publication 

available in the Teaching Tolerance website. The recommendations and activities in this brief 

(23-page) booklet can be useful for upper elementary, middle school and high school teachers to 

maintain civility in their classrooms while discussing sensitive topics (Shuster, 2010). The Civil 
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Rights Activity Book is a downloadable workbook full of material on the Civil Rights Movement. 

It has pages to color, puzzles, poetry, songs, quizzes, and many activities that would be enjoyable 

to kids in elementary school. This workbook is produced by the Civil Rights Memorial Center 

and sponsored by The Southern Poverty Law Center (Civil Rights, N/D).  

We used to distribute in our classes copies of the booklet titled: Responding to Hate and 

Bias at School, which is now available as a digital book. This is an indispensable resource for 

teachers and school administrators to be prepared for a crisis or disturbing situation in the school 

or classroom. The Responding to Hate and Bias at School book provides preparation plans, 

checklists, and worksheets to assess the situation and to track the incidents (Willoughby, 2006). 

Conclusion 

The Teaching Tolerance organization materials have helped us to prepare teachers that 

are sensitive to diversity and strive to maintain a school environment that recognizes and 

celebrates the diversity of all the children in their K-12 classroom. These resources have 

provided our teacher candidates with a solid background for the instruction of diverse learners, 

students with exceptionalities, and English language learners; as required by the National 

Council for Accreditation of Teacher Education (NCATE) in its standard on Diversity (NCATE, 

2008). 

The resources from Teaching Tolerance have helped our teacher candidates to connect 

their teaching strategies and lessons to the cultures of the children they will teach; and to adapt 

and modify instruction to best serve all students. Our teacher candidates, through the many 

resources from Teaching Tolerance, gain new perspectives that help them to be able to 

communicate with the families of their students, which in many occasions are very different 
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from the teachers’ personal background. These important dispositions and skills are also required 

by NCATE standards (NCATE, 2008). 

We value the Teaching Tolerance organization resources because they support our 

educational efforts and goals; and have assisted us to teach our teacher candidates to prevent 

prejudice and bias. We want to encourage the reader to visit the Teaching Tolerance organization 

website; take advantage of the valuable resources; and contribute to the Teaching Tolerance 

organization and to The Southern Poverty Law Center.  
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Unfulfilled Promises, Educating to Deport, Plyler students at 301 
 

Abstract 

Immigration policy becomes more and more important today because the demographics 
of this country are facing a drastic shift. The impact of this impending demographic fluctuation 
has already showed some influence on the 2012 Presidential election. While throughout his first 
term President Obama failed to get the Dream Act passed in Congress, President Obama 
exercised his executive privilege to stop deporting some undocumented youths who have no 
criminal record and to grant them temporary work permits. This new policy is called Deferred 
Action for Childhood Arrivals, which is the first substantial action with respect to undocumented 
youth or students since the 1982 ruling of Plyler v. Doe. Thirty years ago in that 5 to 4 decision, 
the U.S. Supreme Court held that students should not be denied access to K-12 education 
regardless of their immigration status. This paper will address the issues, research related cases, 
and examine possible approaches to resolve the dilemma under the Constitution of this nation 
and the Plyler students. As Plyler turns 30, its students continue to be educated, to age, and 
possibly be deported along with their educational assets. 

 

 

 

Introduction 

Admittedly, undocumented students are present in the United States in violation of 

federal immigration laws. However, given practical and constitutional concerns, we should not 

educate them just to deport them. As a Supreme Court Justice stated over thirty years ago, 

denying these children a public school education “foreclose[s] any realistic possibility that they 

will contribute”2 to the progress of our nation. We need them to continue to contribute and the 

nation to continue to progress, even after undocumented students graduate from high school. 

                                                        
1 Citations in this paper are in conformity with The Bluebook: The Uniform System of Citation compiled by 

Harvard Law Review, broadly accepted and used for legal scholarship. 
2 Plyler v. Doe, 457 U.S. 202, 223 (1982). 
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Unauthorized students are the children or young adults who were brought to this country 

in violation of federal immigration laws when they were very young. Because of their 

undocumented status, these young people are restricted in many ways under the laws and norms 

of the American society. While the Supreme Court’s ruling in Plyler v. Doe3 indicated that 

undocumented youth cannot be completely denied access to a free public education regardless of 

their legal status, they normally end up as high student graduates at most.4 Referred to in this 

paper as “Plyler students,” they don’t know where to go after high school, nor does the American 

society tell them the next step. Currently, the American society is still divided on this issue.5 The 

2012 presidential election gave the beginning of an answer. The full answer is yet to come.  

To have these Plyler students held in limbo seems, perhaps, even un-American, 

especially since the United States has long been viewed as a country of immigrants.6 More than 

two centuries ago, European immigrants left their native countries and immigrated to the United 

States seeking more opportunities and better lives.7 Today, not only Europeans, but also people 

from all over the world, choose to move to the United States as their final destination.8 They 

seem to be here for similar reasons—a better opportunity and life, the so-called American 

Dream.9 However, many did try to fulfill their dreams illegally.  

                                                        
3Id. 
4Debra Utreaga, California Dreaming: A Case To Give States Discretion in Providing In-State Tuition To Its 

Undocumented Students, 38 HASTINGS CONST. L.Q. 721, 732 (2011).  
5 See John Leland, Divided By Immigration Policy, N.Y. TIMES, Sep. 9, 2012, 

http://www.nytimes.com/2012/09/09/nyregion/divided-by-immigration-policy.html?pagewanted=all (last visited 
September 17, 2012). 

6Brandon E. Davis, America’s Immigration Crisis: Examining the Necessity of Comprehensive Immigration 
Reform, 54 LOY. L. REV. 353, 371 (2008). 

7United States Immigration before 1965, The History Channel website, http://www.history.com/topics/united-
states-immigration-to-1965 (last visited July 18, 2012). 

8Id. 
9People flock to this country for the same goal- The American Dream, which normally signifies the freedom 

and better life. See JAMES T. ADAMS, THE EPIC OF AMERICA 404 (Little, Brown, and Company; 1st Ed. 1931). 

http://www.nytimes.com/2012/09/09/nyregion/divided-by-immigration-policy.html?pagewanted=all
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In 2010, according to Pew Hispanic Center, approximately 11.2 million of the population 

was unauthorized immigrants, which made up 3.7% of the nation’s population and 5.2% of its 

labor force.10Among them, 1.4 million were undocumented children or young adults who were 

born abroad and were brought to the United States by their parents. Approximately eighty 

percent of them are Hispanics.11  

Although children born in the United States are birthright citizens under the 

constitution,12 children that are brought into the country already born, even if only a few days old 

upon entry, struggle with legal status. They are not permitted to have a driver’s license and vote. 

Some citizens think they should not even be allowed to work.13 

In strict terminology, these Plyler students are not even immigrants because they are 

brought to this country without exercising their own will. If the Plyler students’ parents coming 

to this country is considered trespassing to the property of the U.S., are Plyler students liable for 

trespassing as well even through their roles were merely in childhood obedience to their parent’s 

authority? Generally, while a minor is responsible for his or her own torts, more lenient 

standards of intent or negligence may be applied. In determining tort liability for children, the 
                                                        

10Jeffrey S. Passel & D’Vera Cohn, Unauthorized Immigrant Population: National and State Trends, Pew 
Hispanic Center & Pew Research Center, Feb. 1, 2011, http://pewresearch.org/pubs/1876/unauthorized-immigrant-
population-united-states-national-state-trends-2010. 

11Id. 
12U.S. Const. amend. XIV, § 1(“All persons born or naturalized in the United States, and subject to the 

jurisdiction thereof, are citizens of the United States and of the State wherein they reside”). The Court ruled in 
United States v. Wong Kim Ark, 169 U.S. 649 (1898), that every one born in the U.S. is a U.S. citizen regardless of 
his or her parents’ legal status. See Immigration Policy Studies, Aug, 2010, http://www.cis.org/birthright-
citizenship(last visited July 18, 2012). It is estimated that, every year, approximately 300,000 to 400,000 children 
are born to illegal immigrants in the United States. According to the Fourteenth Amendment, these children shall be 
automatically granted U.S. citizenship upon birth. In recent years, due to the fact of terrorism, mass illegal 
immigrants, and fear, some have questioned the applicability and legitimacy of birthright citizenship. In 1993, Sen. 
Harry Reid (D-Nev.) introduced legislation that would have limited birthright citizenship to the children of U.S. 
citizens and legal resident aliens. In 2009, Rep. Nathan Deal (R-Ga.) sought to amend the Birthright Citizenship Act 
to limit birthright citizenship to children of U.S. citizens and legal permanent residents. However, none of them 
became the law. Id. 

13Robert Gonzales, Current Policies Regarding Illegal Immigrants Children Are Inadequate, IN NOEL MERINO, 
ILLEGAL IMMIGRATION, 120, 121(Greenhaven Press, a part of Gale, Cengage Learning 2012). 

http://pewresearch.org/pubs/1876/unauthorized-immigrant-population-united-states-national-state-trends-2010
http://pewresearch.org/pubs/1876/unauthorized-immigrant-population-united-states-national-state-trends-2010
http://www.cis.org/birthright-citizenship
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rules are usually based on the age of the minor and, more importantly, the culpability of the 

children recognizing the risk and harm resulted from their conduct. Thus, these Plyler students, 

lacking intent to violate American Law, were allowed to remain in the U.S. to be educated. 

Living transformative years in the U.S., most of them disassociated from their countries of birth. 

Many of them don’t even speak their native languages nor have a memory of their native 

countries and they identify as American.14 

For a long time, the education of undocumented immigrant children was a focal point of 

the immigration debate. In 1982 the Supreme Court ruled in Plyler v. Doe, 15 that under the 

Fourteenth Amendment, any public elementary and secondary school in the United States should 

grant equal educational access to undocumented students. In other words, thousands of 

undocumented students in the United States are entitled to free public education prior to 

college.16 However, due to the barrier of their immigration status, most of the unauthorized high 

school graduates, the Plyler students, are discouraged from applying to college.17 It is estimated 

that only between 5 and 10 percent of undocumented high-school graduates go to college.18 

Under the U.S. constitution, these Plyler students can be trained and educated as an American 

student until they graduate from high school. 19  After that, 20  they are more so considered 

                                                        
14Id. 
15457 U.S. 202 (1982). 
16Maria Pabon Lopez, Reflections on Educating Latino and Latina Undocumented Children: Beyond Plyler v. 

Doe 35 SETON HALL L. REV. 1373, 1384 (2005). 
17Andorra Bruno, Unauthorized Alien Students: Issues and “DREAM Act”, Congressional Research Service, 

June 19, 2012. Unauthorized students in the United States may not attain postsecondary education. In 1996, Illegal 
Immigration Reform and Immigrant Responsibility Act (IIRIRA) discouraged states and localities from granting 
unauthorized aliens certain postsecondary education benefits. Unauthorized aliens are not allowed to work legally 
and are subject to removal from the United States. Id.; see also Pub.L. 104-208. 

18 The DREAM Act, Immigration Policy Center, http://www.immigrationpolicy.org/just-facts/dream-act (last 
visited July 18, 2012). 

19J. Austin Smithson, Educate Then Exile: Creating a Double Standard in Education For Plyler Students Who 
Want To Sit For The Bar Exam, ST. MARY’S L. REV. ON MINORITY ISSUES 87, 94 (2008).  
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unlawfully present in the United States under federal immigration law.21 Without a work permit, 

they may likely end up taking low-skilled jobs incomparable to their knowledge and skills.22 

Many are also faced with deportation by government authorities, with nearly 400,000 immigrants 

deported annually during the first two years of the Obama Administration. 23 

Even with this large number of deportations, there has been a voice of general anti-

immigrant sentiment in both state and federal legislation calling for the removal of 

undocumented immigrant children from public schools.24 This call seems to be in contrast to the 

Supreme Court’s decision in Plyler. Yet, in the three decades since the Plyler ruling was issued, 

states and localities passed numerous measures and adopted unofficial policies with direct 

impacts on the spirit, if not the letter, of the Plyler decision.25  

                                                                                                                                                                                   
20While the Court in the case of Plyler expressed that a complete public education access should be granted to 

the Plyler students, any type of immigration raid would indirectly deprive their educational right. See Mary Ann 
Zehr, Iowa School District Left Coping With Immigration Raid’s Impact 
http://www.edweek.org/ew/articles/2008/05/21/38immig.h27.html (last visited January 2, 2013). 

21Smithson, supra note 18 at 90. 
22 Erica Perez, After College, Young Illegal Immigrants Face Low-skill Jobs, C.A. Watch, Jul. 27, 2011, 

http://californiawatch.org/dailyreport/after-college-young-illegal-immigrants-face-low-skill-jobs-11732 (last visited 
July 18, 2012). 

23Mark H. Lopez & Ana Gonzalez-Barrera & Seth Motel, As Deportations Rise to Record Levels, Most Latinos 
Oppose Obama’s Policy: President’s Approval Rating Drop, but Obama Has a Big Lead Over 2012 GOP Rivals, 
Pew Hispanic Center & Pew Research Center, Dec. 28, 2011, http://www.pewhispanic.org/2011/12/28/as-
deportations-rise-to-record-levels-most-latinos-oppose-obamas-policy/. Deportations have reached record highs 
under President Obama, rising to an annual average of nearly 400,000 since 2009, about 30% higher than the annual 
average during the second term of the Bush Administration and about double the annual average during George W 
Bush’ s first term. Id. 

24Public Education for Immigrant Students: States Challenge the Supreme Court’s Decision in Plyler v. Doe, 
Immigration Policy Center http://www.immigrationpolicy.org/just-facts/public-education-immigrant-students-states-
challenge-supreme-court’s-decision-plyler-v-do (last visited July 18, 2012). 

25Dan Soleimani, Plyler in Peril: Why the Supreme Court’s Decision in Plyler v. Doe Is At Risk of Being 
Reversed And What Congress Should Do about it.25 GEO. IMMIGR L.J. 195, 203 (2010).  

For example, in 1994, California voters enacted Proposition 187, which prohibited public elementary and 
secondary schools from admitting any student who was not lawfully present in the United States. The measure was 
subsequently struck down in federal court for violating Plyler. See Gregorio T. v. Wilson, 59 F.3d 1002 (9th Cir. 
1995).  

Then in 1996 Congress proposed the Gallegly Amendment which would allow states to deny a free public 
education to the children of illegal immigrants to deter the entry of illegal immigrants into the U.S. and to curb the 
societal cost of illegal immigration. Generally, the amendment was not well received by public school officials and 

http://www.immigrationpolicy.org/just-facts/dream-act
http://www.immigrationpolicy.org/just-facts/dream-act
http://www.edweek.org/ew/articles/2008/05/21/38immig.h27.html
http://californiawatch.org/dailyreport/after-college-young-illegal-immigrants-face-low-skill-jobs-11732
http://californiawatch.org/dailyreport/after-college-young-illegal-immigrants-face-low-skill-jobs-11732
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Then in 2010, Arizona, one of the states with a large population level of undocumented 

immigrants, 26  signed one of the broadest and strictest immigration laws to deter illegal 

immigrants.27 One of the controversial parts of the law many critics referred to as racial profiling 

when investigating immigration status. 28  The Obama administration filed a suit against the 

Arizona law. In 2012, the Supreme Court ruled in Arizona v. U.S.,29 that the federal government 

has the constitutional power to establish a uniform immigration law and this power preempts the 

state laws. Thus, the Court held the Arizona state law unconstitutional. 30 While Arizona v. U.S. 

does not have a direct impact on undocumented students’ educational rights, it suggests the 

direction of immigration reform in the nation is divided and subject to political fluctuation.31 

                                                                                                                                                                                   
failed to become an enacted law. See Michael A. Olivas, Plyler v. Doe: Still Guaranteeing Unauthorized Immigrant 
Children’s Right to Attend US Public School Public Education, Migration Information Source, Sept. 9, 2010, 
http://www.migrationinformation.org/feature/display.cfm?ID=795 (last visited July 18, 2012); also see H.R.4134.  

In 2011, the Alabama legislature enacted Alabama Taxpayer and Citizen Protection Act requiring school 
administrators to determine the immigration status of all newly enrolling students and to submit an annual report to 
the state board of education setting forth all data obtained under the requirement. 2011 Alabama Laws Act 2011-535 
(H.B. 56). The Obama administration brought an action against Alabama. The trial court upheld part of the act, 
which requires public schools in Alabama to compile and to submit to an agency regarding information of 
unauthorized students or students born to illegal immigrants, not preempted by the federal law. U.S. v. Alabama, 
813 F.Supp.2d 1282 (2011). On the appeal, the appellate court enjoined this mandate. U.S. v. Alabama, 443 Fed. 
Appx. 411, 415 (2011). 

26Gabriel J. Chin, A Legal Labyrinth: Issues Raised by Arizona Senate Bill 1070 25 GEO. IMMIGR. L.J. 47 (Fall 
2010). 

27 Randal Archibold, Arizona Enacts Stringent Law on Immigration, N.Y. TIMES, Apr. 23, 2010, 
http://www.nytimes.com/2010/04/24/us/politics/24immig.html (last visited July 18, 2012). 

28Id. at 4.The law requires police officers to detain people they reasonably suspect are in the country without 
authorization and to verify their status with federal officials, unless doing so would hinder an investigation or 
emergency medical treatment. Id. 

29Arizona v. U.S., 132 S. Ct. 2492 (2012). 
30 Id. However, the Court also ruled, for now, the constitutionality of the provision allowing state law 

enforcement to verify any suspicious person’s immigration status by conducting stop, detention or arrest without a 
warrant. 

31 Julia Preston, Immigration Ruling Leaves Issues Unresolved, N.Y. TIMES, Jun. 26, 2012, 
http://www.nytimes.com/2012/06/27/us/immigration-ruling-leaves-issues-unresolved.html. 

http://www.pewhispanic.org/2011/12/28/as-deportations-rise-to-record-levels-most-latinos-oppose-obamas-policy/
http://www.pewhispanic.org/2011/12/28/as-deportations-rise-to-record-levels-most-latinos-oppose-obamas-policy/
http://www.immigrationpolicy.org/just-facts/public-education-immigrant-students-states-challenge-supreme-court's-decision-plyler-v-do
http://www.immigrationpolicy.org/just-facts/public-education-immigrant-students-states-challenge-supreme-court's-decision-plyler-v-do
http://www.migrationinformation.org/feature/display.cfm?ID=795
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In order to solve the pressing issues regarding the future of undocumented students, both 

political parties 32 proposed an act called the Development, Relief, and Education for Alien 

Minors Act, or “Dream Act,”33 which provides a pathway to legal status for the thousands of 

undocumented students who graduate from high school each year.34 This bipartisan solution has 

been repeatedly unsuccessfully introduced and debated in Congress since 2001. The Obama 

Administration, hoping to pass the Act in 2012, ordered immigration authorities to suspend 

deporting those who entered the United States before age of 16 and have been residing in the 

U.S. for five or more years preceding the order, and are not above the age of thirty. 35 The 

situation facing illegal immigrant children or youth is not a small, single issue under educational 

policy and national immigration policy. Other issues such as national security, 36  social 

welfare, 37budget allocation38 or even religion and faith39 may all come into play. The 2012 

presidential election outcome has set a preliminary direction this country might take on this 

issue.  

                                                        
32A Comparison of The DREAM Act And Other Proposals for Undocumented Youth Public, Immigration Policy 

Center http://www.immigrationpolicy.org/sites/default/files/docs/dream_comparison_060112.pdf (last visited July 
18, 2012). 

33S. 729. 
34 The DREAM Act: Creating Opportunities for Immigrant Students and Supporting the U.S. Economy, 

Immigration Policy Center, May. 18, 2011, http://immigrationpolicy.org/just-facts/dream-act (last visited July 18, 
2012). 

35 Andrew Rosenthal, A Breakthrough on Immigration Policy, N.Y. TIMES, Jun. 15, 2012, 
http://takingnote.blogs.nytimes.com/2012/0 6/15/a-breakthrough-on-immigration-policy/?ref=opinion (last visited 
July 12, 2012).  

36 Jim DeMint, A Border Fence Is a Good Solution to Illegal Immigration, IN NOEL MERINO, ILLEGAL 
IMMIGRATION, 321 (Greenhaven Press, a part of Gale, Cengage Learning 2012). 

37Cindy Chang, Health Care for Undocumented Immigrant Children: Special Members of an Underclass, 83 
WASH. U. L.Q. 1271, 1272 (2005). 

38The High Cost of Cheap Labor: Illegal Immigration and the Federal Budget, Center for Immigration Studies, 
http://www.cis.org/articles/2004/fiscalexec.html (last visited July 18, 2012). 

39Andrew Kohut, Carroll Doherty, Michael Dimock and Scott Keeter, Trends in American Values: 1987-2012: 
Partisan Polarization Surges in Bush, Obama Years. Pew Hispanic Center & Pew Research Center, Jun. 4, 2012, 
http://pewresearch.org/pubs/2277/republicans-democrats-partisanship-partisan-divide-polarization-social-safety-net-
environmental-protection-government-regulation-independents. 

http://www.nytimes.com/2010/04/24/us/politics/24immig.html(last
http://www.immigrationpolicy.org/sites/default/files/docs/dream_comparison_060112.pdf
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Therefore, this paper, exploring the plight of the undocumented Plyler students, will be 

divided into three parts. Part one will address the positions held by each of the 2012 presidential 

candidates and will discuss other presidents’ positions. President Obama supports the Dream Act 

which gives a pathway of legal residency for unauthorized students if qualified, whereas 

Republican candidate Mitt Romney argued in opposition against a legalization of undocumented 

immigrants unless they first serve in the military. Part two will analyze the constitutionality and 

critique both Obama’s and Romney’s positions they proposed during the campaign. While the 

positions of both presidential candidates share some similarities, Obama’s position is, in this 

author’s opinion, more in conformity to the framework of the constitution than that of Romney’s. 

Part three will present this author’s recommendation and critique his position. In conclusion, this 

author argues that the government should establish a mechanism that gives undocumented 

students an opportunity to contribute their knowledge and ability to the society. Educating the 

Plyler students merely to deport them is economically wasteful and out of step with the promises 

in the America’s Constitution and the spirit of the American dream.  

I. Presidential Positions 

The framework of separation of power allows the President to execute the laws enacted 

by Congress. However, because of the ambiguity of the language in the Constitution, the Court 

has been struggling in defining how far a President can go.40 In the past, some Presidents have 

been criticized for exceeding their constitutional authority and intruding on Congress’ power.41 

However, on some occasions the Court chose to side with the President.42 So far, combined with 

case law and the tradition, the President has more power in foreign policy than in domestic 

                                                        
40Hamdi v. Rumsfeld, 542 U.S. 507, 536 (2004). Congress has not issued the Executive a “blank check”. Id. 
41Clinton v. City of New York, 524 U.S. 417 (1998). 
42Dames & Moore v. Regan, 453 U.S. 654, 656 (1981). 

http://immigrationpolicy.org/just-facts/dream-act
http://immigrationpolicy.org/just-facts/dream-act
http://takingnote.blogs.nytimes.com/2012/06/15/a-breakthrough-on-immigration-policy/?ref=opinion
http://takingnote.blogs.nytimes.com/2012/06/15/a-breakthrough-on-immigration-policy/?ref=opinion
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policy. Naturalization policy is part of Congress’ enumerated power.43 But in terms of the Plyler 

students the line is blurry. The Plyler students are deportable because of their unlawful presence; 

meanwhile they are also granted the educational right to go to school in this country. Unless 

Congress addresses these issues, any future President’s decision may have a substantial impact 

on these students’ future. Thus, an examination of various presidential positions is critical. 

A. President Barack Obama 

Barack Obama is the incumbent Democratic president who took the office in 2008 and 

was reelected in the 2012 election. 44  President Obama is also the first African American 

president. To thoroughly understand his views on immigration policies, especially as to 

unauthorized students, this section will focus on important periods of his life. 

Obama was born to a father from Kenya and a white mother from Kansas, in Hawaii on 

August 4, 1961.45 While Obama’s unique racial ancestry may affect the shaping of his ideologies 

and character, it was mostly his mother, Ann Dunham, whose ideas of multiculturalism helped 

Obama’s character and thinking.46 After her divorce from Obama’s father, Dunham remarried an 

Indonesian native. Obama moved with his mother to Indonesia. During his time in Indonesia, a 

relatively poor country compared to America, Obama became aware of not only how his being a 

U.S. citizen is a blessing, but also the ways that fate and parental decisions can determine the 

                                                        
43U.S. v. Pink, 315 U.S. 203, 223 (1942). 
44President Barack Obama, The White House, http://www.whitehouse.gov/administration/president-obama (last 

visited July 26, 2012). 
45Id. 
46David Mendell, Obama from promise to power 24 (HarperCollins 2007). 
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lives of young children.47 Obama’s mother later moved back to America, where she believed that 

the quality of education could offer her son far more opportunities than that in Indonesia.48 

After graduating from Harvard Law School and working as a community organizer for 

several years, Obama ran for a seat as a state senator in Illinois, Chicago.49 During his term as a 

state senator, he also taught Constitutional Law at the University of Chicago as a senior lecturer. 

In 2004, he was elected as a U.S. Senator. During his term from 2005 and 2008, diversity was a 

priority for Obama. Almost half of the staff he hired were people of color. 50 Although he was 

named the “most liberal” senator, he sought to emphasize flexibility and pragmatism.51 

The Development, Relief, and Education for Alien Minors Act of 200552 (the Dream Act) 

was a bill that could have had a direct impact on unauthorized students. It was introduced by 

Senator Dick Durbin53 and cosponsored by several Senators including then Senator Obama.54 

The aim of the bill was to allow unauthorized students access to postsecondary education, which 

is banned by the Illegal Immigration Reform and Immigrant Responsibility Act of 1996.55 The 

bill also offered a road for undocumented students to adjust to conditional permanent resident 

status under certain conditions.56 However, the bill lacked support by the majority in Congress. 

                                                        
47Id. at 33. 
48Id. at 36. 
49President Barack Obama, supra note 43.  
50David Remnick, The Bridge : The Life and Rise of Barack Obama 425 (1d ed. Random House 2010). 
51Id. 
52CRS Summary, The Library of Congress, http://thomas.loc.gov/cgi-bin/bdquery/z?d109:s.02075 (last visited 

July 26, 2012). 
53Dick Durbin, United States Senator, http://durbin.senate.gov/public/index.cfm/about (last visited August 4, 

2012). 
54Id. 
55Id. 
56The DREAM Act, supra note 33. 

http://www.whitehouse.gov/administration/president-obama
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Despite attempting to seek a solution for unauthorized students in the country, Senator Obama 

eyed other immigration related issues such as social security and national security.57 

In 2008, President Obama became the successor to the White House.58 Obama, who was 

born in Hawaii, has had his own citizenship challenged.59 His blueprint of immigration policy 

breaks down into several aspects: creating secure borders; improving the immigration system; 

removing incentives to enter illegally; bringing illegal immigrants out of the shadows; and 

working to promote economic development in Mexico and to decrease illegal immigration.60 

President Obama also continued his effort to get the immigration legislation, the Dream Act, 

passed as he mentioned in the National Conference of LaRaza in 2008 where he promised to 

make the immigration reform a priority during the first years of his presidency.61 However, the 

bill failed due to the opposition party’s filibuster.62 Despite entrenched opposition in Congress, 

in both 2011 and 2012, President Obama consecutively asked both chambers to resurrect the 

Dream Act63 in his State of the Union address.64 He also encouraged lawmakers to increase the 

number of visas for highly skilled immigrants so they can work here.65 

                                                        
57 For example, in 2005, Senator Obama cosponsored the Employment Verification Act, requiring employers to 

use a mandatory electronic worker verification system. The bill was to avoid possible discrimination in employment 
and ensure the functionality of the social security system. Then in September 2006, Obama supported the Secure 
Fence Act, which authorized construction of fencing and other security improvements along the border between the 
United States and Mexico. The bill was passed in both the House and Senate. President Bush signed the law in 
October 2006. CRS Summary, supra note 51. 

58President Barack Obama, supra note 43. 
59 Peter Hamby, Despite a Frustrated GOP, Anti-Obama Birthers Still Persist, May 23, 2012, 

http://www.cnn.com/2012/05/23/politics/birthers-arizona-iowa/index.html. 
60 Barack Obama on Immigration, On the Issue, 

http://www.ontheissues.org/international/barack_obama_immigration.htm (last visited July 26, 2012). 
61  Obama’s Success Could Hinge on the Success of Immigration Reform, U.S. Immigration, 

http://www.usimmigration.com/success-of-immigration-reform.html (last visited July 26 2012). 
62Id. 
63  Brian Bennett, Obama Calls on Congress to Resurrect the Dream Act, L.A. TIMES, Jan 24th, 2012, 

http://articles.latimes.com/2012/jan/24/news/la-pn-obama-calls-on-congress-to-resurrect-dream-act-20120124. 

http://thomas.loc.gov/cgi-bin/bdquery/z?d109:s.02075
http://thomas.loc.gov/cgi-bin/bdquery/z?d109:s.02075
http://durbin.senate.gov/public/index.cfm/about
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Then in June 2012, President Obama, in an open exercise of presidential executive 

authority, took a drastic lead in immigration policy. 66 He announced his office would stop 

deporting young illegal immigrants who entered into the United States as children, under certain 

conditions.67 The new policy was welcomed by Hispanic groups who had criticized the President 

of not being active in pursuing comprehensive immigration reform.68 Critics claimed the new 

policy shift as an alternative to skirt congressional opposition of the Dream Act, which they 

believe will lead to amnesty for illegal immigrants.69 President Obama pointed out on several 

occasions that the new plan is neither amnesty nor a path to citizenship.70 It is a temporary 

stopgap measure.71 Obama’s move placed Romney in a tough spot in having to choose between 

                                                                                                                                                                                   
64Address Before the Joint Session of the Congress on the State of the Union, U.S. Government Printing Office, 

http://www.gpo.gov/fdsys/search/search.action;jsessionid=hDxZQTZhj1k2ZTnx6jYQZ9f9G6nVxgNh8pnyltC78l22
LZTxVzBR!-
2142975783!1488529012?na=_presidentnav&se=_Obama%2C+Barack+H.true&sm=&flr=&ercode=&dateBrowse
=&govAuthBrowse=&collection=&historical=false&st=collection%3Acpd+title%3A%22Address+Before+a+Joint+
Session+of+the+Congress+on+the+State+of+the+Union%22&psh=&sbh=&tfh=&originalSearch=collection%3Acp
d+title%3A%22Address+Before+a+Joint+Session+of+the+Congress+on+the+State+of+the+Union%22&sb=dno&p
s=50&sb=dno&ps=50 (last visited October 29, 2012). 

65Bennett, supra note 62. The U.S. currently awards about 140,000 highly skilled visas per year. 
66Tom Cohen, Obama Administration to Stop Deporting some young Illegal Immigrants, CNN Election Center, 

June 16, 2012, http://www.cnn.com/2012/06/15/politics/immigration/index.html (last visited July 26, 2012). 
67Id. According to the US Citizenship and Immigration Service, the new program qualifications are:  

Were under the age of 31 as of June 15, 2012; Came to the United States before reaching your 16th birthday; 
Have continuously resided in the United States since June 15, 2007, up to the present time; Were physically present 
in the United States on June 15, 2012, and at the time of making your request for consideration of deferred action 
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further alienating Latino voters,72 who chafed at the anti-illegal immigration stances he took, or 

alienating conservatives who reject policies resembling immigration amnesty.73 Because the new 

program is enacted under executive power, its continuity depended on the next president.  

On August 15, 2012, the Obama administration’s new immigration policy, which is 

called Deferred Action for Childhood Arrivals, began accepting applications from young 

unauthorized immigrants who are qualified for certain conditions.74 The program provides a two-

year reprieve from deportation and work permit that leads to no path of legalization.75 Many 

potential applicants flocked to student centers, immigration organizations, or even churches to 

seek guidance and legal advice.76 However, even though the new action benefits those who long 

live in the shadow and can step toward a new life, the path to success of the program is paved 

with uncertainties.77 Confidentiality is one of the critical factors that most potential applicants 

are concerned about.78The application requires those young illegal immigrants to reveal their 
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http://pewresearch.org/pubs/1024/exit-poll-analysis-hispanics (last visited August 8, 2012). 

73Helene Cooper & Trip Gabriel, Obama’s Announcement Seizes Initiative and Puts Pressure on Romney, N.Y. 
TIMES, Jun. 15, 2012, http://www.nytimes.com/2012/06/16/us/politics/obamas-immigration-shift-puts-pressure-on-
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personal information. Since the applications are reviewed on the case-by-case basis, the authority 

holds a strong discretion in deciding those factors.79 This discretion could be abused.  

B. Republican Candidate Mitt Romney 

Mitt Romney’s life may also shed some light on a counter immigration stance that was 

implicitly rejected by voters in 2012. Romney was born in Detroit on March 12, 1947.80 His 

father, George Romney, was the head of American Motors and then was elected as a governor of 

Michigan for three times. His mother, Lenore, was an actor before marrying his father. Her 

mother ran for the state senator in Michigan, but did not succeed.81 Mitt Romney came from a 

traditional Mormon family.82 Before marrying his wife, he was a missionary in France for three 

years. Romney earned a joint degree of Law and Business Administration at Harvard.83 After 

graduating, he first began his career in the private sector. He worked for Bain & Company as a 

business consultant for several years then founded his business called Brain Capital. 84 

Romney then switched to the public field in 1994, when he competed with longtime 

incumbent Edward Kennedy for a seat in U.S. Senate. But, he was defeated.85 In 1999, Romney 

was invited to run the Salt Lake Winter Olympics Organizing Committee. The results were 

successful.86 Riding on that momentum, he won the election of Governor of Massachusetts in 

                                                        
79Id. 
80Bio, MittRomney.com, http://www.mittromney.com/learn/mitt (last visited August 5, 2012). 
81Id. 
82Michael Kranish and Scott Helman, The Real Romney 25 (NY: Harper Collins Publishers 2012). 
83Bio, supra note 79. 
84Mitt Romney biography, Biography.com, http://www.biography.com/people/mitt-romney-241055 (last visited 

August 5, 2012). 
85Bio, supra note 79. 
86Id.  
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2002. In the 2008 Presidential run, after serving one term in Massachusetts, Romney lost to John 

McCain as a Republican nominee.87  

Three years later, Romney was nominated as a presidential candidate for the Republican 

Party.88 As a Republican presidential candidate, Romney held a conservative position regarding 

illegal immigrants. He agreed to the point of opening more visas to attract and keep highly 

skilled immigrants, who entered lawfully, to stay in America.89 He also indicated that those who 

came to this country legally and obtained advanced degrees in certain fields should be granted a 

legal residency. 90 However, when faced with issues regarding undocumented immigrants or 

unauthorized Plyler students, Romney was less supportive. He indicated on several occasions 

that he would veto the Dream Act once he was the President. 91  While governor of 

Massachusetts, Romney vetoed in-state tuition benefits for illegal immigrants. 92  During the 

campaign, he only agreed that young undocumented immigrants who were brought to the United 

States as children should have the chance to become permanent residents, and eventually 

citizens, by serving honorably in the United States military.93 

Followed by President Obama’s announcement in June 2012, regarding the delay of 

deportation of those who are qualified for the proposed Dream Act, Mitt Romney faced pressures 

from both Latino voters who have long fought for a comprehensive immigration reform and from 

                                                        
87Mitt Romney biography, supra note 83. 
88Id. 
89Bio, supra note 79. 
90Id. 
91Peter Baker, Obama Draws Contrast with Romney in His Turn Before Hispanics, N.Y. TIMES, Jun 22, 2012, 
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conservative voters.94 He reacted vaguely in his response to President Obama’s new plan.95 After 

President Obama’s new immigration policy Deferred Action for Childhood Arrivals took effect 

in August 15, 2012, Mitt Romney remained ambiguous regarding the process.96 

In the second presidential debate, Mitt Romney showed sympathy to undocumented 

students who were brought to this country through no fault of their own. However, he didn’t 

address the solution more explicitly than offering citizenship if they first serve in the military. 

One of Romney’s immigration advisors Kris Kobach97 filed a lawsuit on behalf of several agents 

of Immigration and Custom Enforcement challenging that it is unconstitutional for President 

Obama to prioritize the deportation of dangerous criminals instead of unauthorized students.98  

C. Other Presidents 

Among the Presidents in the past three decades, Ronald Reagan was the only president 

who pushed for comprehensive immigration reform. Reagan, a well-known actor and former 

Governor of California, took office from 1981 to 1989.99 In 1986, Reagan signed into law the 

Immigration Reform and Control Act.100 The major proposed provisions were to impose steep 

sanctions on employers who knowingly hire undocumented workers, to increase enforcement at 

                                                        
94Trip Gabriel, Romney Doesn’t Say Whether He Would Overturn Obama Immigration Order, N.Y. TIMES, Jun 

17, 2012, http://thecaucus.blogs.nytimes.com/2012/06/17/romney-doesnt-say-whether-he-will-overturn-obama-
immigration-order/. 

95Id. 
96David Leopold, Deferred Action, Kris Kobach, and a Sense of Decency, HUFFINGTON POST, Aug. 27, 2012, 

http://www.huffingtonpost.com/david-leopold/deferred-action-kris-koba_b_1832995.html, (last visited August 27, 
2012). 

97Kris Kobach, Kansas Secretary of State, http://www.kriskobach.org (last visited August 29, 2012). Kris 
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98Leopold, supra note 95. 
99President Ronald Reagan, The White House, http://www.whitehouse.gov/about/presidents/ronaldreagan (last 
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U.S. borders, and to legalize illegal immigrants who entered the U.S. illegally since 1982. The 

number of illegal immigrants at that time was about 3 million.101 The act was not credited with a 

full success because the strict sanctions on employers were stripped out of the bill before 

passage. Lawmakers also were not in consensus with the installment of the magnetic strip on the 

social security card to prevent possible fraud documentation.102  

Reagan was open to immigration. As he mentioned in a televised debate with the 

Democratic presidential nominee in 1984, “I believe in the idea of amnesty for those who have 

put down roots and lived here, even though some time back they may have entered illegally.”103 

However, three decades later, some critics argue border security is out of control and amnesty 

was used as an incentive for more than eleven million undocumented immigrants in America.104 

Regardless, the Act represented a historical chapter of comprehensive immigration reform.  

Then in 1996 President Bill Clinton signed into the law the Illegal Immigration Reform 

and Immigrant Responsibility Act, which basically removed judges’ discretion to grant relief to 

undocumented immigrants on a case-by-case basis.105 Later, in 2001, George Bush proposed a 

temporary worker program which provided some type of relief for undocumented workers in the 

United States.106 In 2007, President George W. Bush attempted reform with the Comprehensive 
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Immigration Reform Act. This Act would have provided legal status and a path to citizenship.107 

How far a president, perhaps alone, can go in addressing immigration matters is the question. 

II. An Analysis of the Constitutionality of Various Presidential Positions 

Since the case of Marbury v. Madison,108 which recognized the Supreme Court as the 

final arbiter of what is constitutional, the Supreme Court has put its hand in determining whether 

the Presidents were acting constitutional under their executive power. In order to categorize the 

correlation between presidential power and congressional power, in Youngstown Sheet & Tube 

Co. v. Sawyer,109 concurring opinion, Justice Jackson created a formula that breaks down into 

three parts. Later in Dames & Moore v. Regan,110 Justice Rehnquist created a continuum rather 

than three parts. This part will review presidential authority based on Justice Jackson’s approach 

in determining whether the executive has authority under the constitution. This review is critical 

to determine the constitutionality of Obama’s current attempt to help the Plyler students. 

A. Constitutional Merits of Obama’s position 

In order to avoid one co-equal branch from having too much authority or control, under 

the U.S. Constitution, the U.S. government is divided into three branches: Legislative, Executive 

and Judicial. 111 Each branch has its own responsibilities. And at the same time, they work 

together to make the country run smoothly and to assure the rights of individuals. In Youngstown 

Sheet & Tube Co. v. Sawyer, 112  the Korean war effort had increased the demand for steel. 
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108Marbury v. Madison, 5 U.S. 137, 146 (1803). 
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Disputes arose between steel industry management and labor that culminated in an 

announcement of a strike by the union. President Truman authorized Secretary of Commerce 

Sawyer to take possession of the steel industry and keep the mills operating.113 The Court ruled 

that President Truman’s actions exceeded his constitutional executive power.  

The case is best known, though, for Justice Jackson’s landmark distinction made in 

presidential executive power in his concurring opinion. He argued there are three spheres of 

Presidential executive authority. 114  The President’s executive power occurs at its maximum 

when the President acts pursuant to an express or implied authorization of Congress, which 

includes his own powers plus Congress’ delegation. The next comes under the circumstances 

where the President acts in absence of Congressional grant or denial. This area is a twilight zone 

where the President has concurrent authority with Congress and the level of the President’s 

authority depends on the nature of imperative and emergency.115 Lastly, the President’s authority 

comes to its lowest ebb when the President takes measures that are incompatible with Congress’ 

express or implied intent, and to exercise his power he can only rely on his own constitutional 

powers minus any constitutional powers of Congress.116 

As to the Plyler students, in this case, Congress failed to pass the Dream Act. Here, some 

argue that the President’s power is constitutional due to the fact that the Dream Act was at one 

time a bipartisan consensus; the reason it failed to enact was because of the path to citizenship. 

President Obama’s new immigration policy does not grant citizenship to unauthorized alien 

students. Hence, he is not in conflict with congressional naturalization authority. 
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Furthermore, the President’s power here is at the maximum as immigration policies 

implemented by the executive relate to the President’s more unlimited foreign powers. In U.S. v. 

Curtis Wright,117 The Supreme Court ruled the President is the United States’ sole representative 

to foreign nations. In order to achieve the United States’ foreign policy aims, the President is 

better able than Congress to judge conditions that exist in foreign nations and is afforded 

substantial discretion and wide latitude in those decisions.118 

President Obama’s Deferred Action policy, which allows many Plyler undocumented 

students facing deportation a stay by shifting the priorities on removing criminals and those who 

might be a threat to national security, is constitutional in addressing his power in the conduct of 

foreign policy, which does not bar Congress’ authority in domestic policy. Under Deferred 

Action for Childhood Arrivals, Plyler students are granted only work permits which do not lead 

to permanent residency or citizenship. Therefore, this policy should be deemed as foreign policy 

where the President has the sole authority to take action and within his powers. 

B. Constitutional Merits of Romney’s Position  

As the 2012 Republican presidential candidate, Romney’s position antagonized granting 

a pathway to legalization for undocumented immigrants including unauthorized students unless 

they served in the U.S. military. The benefit of this policy’s rationale is that one can present 

loyalty to this country which he or she is willing to risk the life for.  

However, restricting Plyler student legitimization to participation in the military as the 

only choice seems too narrow. It may result in a violation of the Thirteenth Amendment which 

abolishes involuntary servitude. The only choice of serving in the military could be a form of 

burden of citizenship imposed on those who desire to be part of this country. In Korematsu v. 
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United States, 119  Korematsu, a Japanese descent U.S. citizen of unchallenged loyalty was 

convicted due to his violation of President Roosevelt’s executive order of removal. The Court 

upheld the presidential order, holding such hardships imposed on citizens are part of war. 

According to the Court, citizenship has its responsibilities as well as its privileges, and in time of 

war the burden is always heavier.120 So Romney’s position was valid, but only to a degree, and 

as questionable as the holding in Korematsu.  

If the access to citizenship is restricted to only military service in order to prove loyalty, 

the history during the Civil War has taught us the negative impact suffered by Blacks who served 

in the military without having a full citizenship. Likewise, for homosexual citizens who were 

willing to join the military, even though Don’t Ask, Don’t Tell121 allowed them to serve in 

military as long as they didn’t disclose their sexual orientation. Still, it didn’t prevent 

homosexual soldiers from facing continuous discrimination in military.122 Moreover, Romney’s 

proposal may also go against the equal protection under the Fourteenth Amendment, which 

addresses that, the right of all persons to have the same access to the law and courts, and to be 

treated equally. 123 Applying these constitutional arguments to Romney’s immigration policy 

urged about unauthorized Plyler students, suggest his limited policy lacked support in the letter 

and spirit of the constitution.  

                                                        
119Korematsu v. United States, 323 U.S. 214, 217 (1944). 
120323 U.S. 214, 219 (1944). 
121Don’t Ask, Don’t Tell prevented homosexual people from openly serving in military. 10 U.S.C. Section 654.  
122Matthew P. Lynch, Don’t Ask, Don’t Tell Revisited: Debunking The Unit-Cohesion Rationale For The 

Continuing Exclusion Of Gays From the Military 47 U. LOUISVILLE L. REV. 391 (2008).  
123U.S. CONST. amend. XIV. 
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C. Which position is best supported and why 

While immigration policy is a complex issue and the policy against unauthorized students 

remains unsettling and divergent between the two political parties, there is consensus support for 

the idea that unauthorized students who were brought to this country by their parents should not 

hold accountable for their parents’ faults. After all, since thirty years ago in Plyler, 124 

undocumented students are entitled to equal protection under the fourteenth amendment. Because 

they cannot be denied entering elementary and secondary public education, each year it is 

estimated that thousands of undocumented students graduate from high school.125 Some states 

also allow undocumented students to pay in-state tuition for postsecondary education regardless 

of their legal status.126 In other words, America has spent a great deal of money on educating 

undocumented students for decades since Plyler.127 This will be a wise investment only if they 

can remain in this country and contribute their knowledge after graduating. One study shows the 

cost spent on undocumented students’ education could be offset by savings in public health and 

welfare expenditures and increased tax revenue from higher incomes.128 Preventing them from 

working not only results in a waste of talent, but also worsens the nation’s economic health. 

Currently, the most-mentioned dispute is whether undocumented students should be 

legalized, which some call “amnesty”, after they complete their education. The new plan seems 

like a compromise that respects the authority of Congress. First, there are certain requirements 

and conditions that the students must qualify in order to apply for the new plan. The plan does 

                                                        
124299 U.S. at 319. 
125Passel & Cohn, supra note 9. 
126 Undocumented Student Tuition: State Action, National Conference for State Legislature, Jul, 2012, 

http://www.ncsl.org/issues-research/educ/undocumented-student-tuition-state-action.aspx (last visited September 17, 
2012).  

127299 U.S. at 319. 
128Gonzales, supra note 12, at 123. 
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not apply to anyone whoever wants to join. Secondly, there is no path to legalization for these 

students. They are only granted a certain years of work permit with possibilities of renewal.  

Lastly, Obama’s new plan satisfies the constitution. According to Justice Jackson’s 

concurring opinion in Youngstown Sheet, whether Obama’s current position falls into category 

two or category three, as discussed earlier, Obama still has authority to exercise his executive 

order. His new plan is a standpoint for pushing comprehensive immigration reform in the future. 

However, Obama’s new policy may be repealed by a subsequent President, which is a matter of 

concern although Obama was reelected for another four years.  

III. Position Proposed by the Author 

This year passes the thirty-year anniversary of celebrating Plyler v. Doe. While the 

country grants these Plyler students the same access as other American students to public 

education, under the rule of law, these Plyler students are subject to deportation at the moment 

when they walk out the door of their high school graduation ceremony. The system seems self- 

contradictory. On one hand, Plyler students are allowed to stay here and receive an education; on 

the other hand, their unlawful presence makes them deportable. 

This double standard not only results in a waste of budgetary cost, but also causes 

potential racial tensions. My proposal for Plyler students will be largely based on the extending 

of Plyler v. Doe. In that case, the Court not only allowed them to remain in this country by 

emphasizing the importance of education, but also encouraged them to contribute back to this 

society when they graduated. Unfortunately, many are unable to continue their higher education 

because Plyler only guarantees their educational right until the end of secondary education. 

In the year of 2012, however, as college education becomes the platform for providing 

basic required skills for the market, the protection of Plyler students should extend to post-high 
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school. My first position in this proposal is for the continuity of their educational rights. If one is 

qualified for a scholarship or admission to the postsecondary institution, one should embrace the 

educational opportunity regardless of the immigration status under the spirit of Plyler.  

In the case of Plyler, the Court explicitly stated that “by denying a basic education, we 

deny them the ability to live within the structure of our civic institution, and foreclose any 

realistic possibility that they will contribute in even the smallest way to the progress of our 

Nation.”129 By reading this sentence, my first impression told me that the Court anticipated those 

undocumented students would remain in the U.S. after they graduated from high school, whether 

documented or not. Following Plyler’s logical path, I believe the best way to strengthen the 

economic benefits of American society is by having a qualified workforce into the workplace. 

The American education provides required knowledge and skills that prepares unauthorized 

students facing the job market. Their joining of the job market will increase income tax revenues.  

Therefore, I propose a temporary worker program that issues work visas for those who 

meet the requirements of the Dream Act. The work visa is renewable and visa holders are 

allowed to travel back to their native countries for visit purposes. However, with respect to social 

justice, applicants holding work permits will not become a citizen, except for those whose fields 

of study are in the categories of science, technology, engineering, and mathematics.130 Work visa 

holders who are willing to apply for immigration visas can only do it through an employer’s 

sponsorship. Filing a complete employment tax record and paying the fine of illegal residency 

are requisite. Of course, the payment program must be affordable for all.  
                                                        

129457 US, at 223 
130 Hal Salzman, No Shortage of Qualified American STEM Grade, USNEWS, May 25, 2012, 

http://www.usnews.com/debate-club/should-foreign-stem-graduates-get-green-cards/no-shortage-of-qualified-
american-stem-grads (last visited August 26, 2012). Currently, STEM graduates are automatically eligible to work 
for 29 months after graduation. And for those STEM graduates who do not stay, our research and that of others 
suggests it is because they find better opportunities at home and less attractive STEM career options in the United 
States, nothing has to do with visa barriers. Id. 

http://www.ncsl.org/issues-research/educ/undocumented-student-tuition-state-action.aspx
http://www.ncsl.org/issues-research/educ/undocumented-student-tuition-state-action.aspx
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The benefit of this proposed program would allow illegal immigrants to walk out of the 

shadows, contributing their knowledge and skills to the society. Meanwhile, the educational 

investment spent on them from taxpayer would gain a credited feedback, creating a positive 

reciprocity. Seeing more possibilities and opportunities will also motivate and stimulate the 

progressing of quality education, especially for Hispanic students. Some people may oppose this 

proposal, especially with the shifting of racial percentages in this country; some may fear losing 

their current advantages. Moreover, other possible impacts may be found on legal residents or 

citizens who are poor or minority. The competition may squeeze their job opportunities.131 

Nevertheless, the downside of this proposed program could signify as an incentive attracting 

more people taking the stake crossing the border. This problem can be solved by thoroughly 

enforcing border security. To sum up, while the proposed program may have some negative 

impacts on certain groups, it could benefit society. This program would use the pool of talents, 

efficiently create jobs and a competitive workforce, and collectively enhance social health. 

IV. Conclusion 

In Gutter v. Bollinger, the Court held that diversity is a compelling governmental 

interest.132 Diversity is not only crucial in education, but also in all aspects of the society. The 

year of 2012 was a special year, noting that while the country is still recovering from the 

economic crisis, the 2012 presidential election is called the most expensive in U.S. history. A 

variety of issues deeply affected the voters’ attitude and decision. Immigration policy was no 

                                                        
131Vernon M. Briggs Jr., Illegal Immigrants: The Impact on Wages and Employment, Center for Immigration 

Studies, April 2008, http://www.cis.org/node/594 (last visited August 26, 2012). Illegal immigrant workers due to 
the lack of English-speaking skill, tend to concentrate in low skilled labor markets where have high concentrations 
of legal immigrants and citizens (native born and naturalized who are from similar ethnic and racial backgrounds). 
Even those with higher skills or educational level are often end up working in the low skilled fields because of their 
illegal status. Most illegal immigrants disproportionately flee into the low skilled market where most black 
American labor force focus on, no doubt there is a significant overlap in job competition in that field. Id.  

132Grutter v. Bollinger, 539 US 306 (2003). 
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exception. Thirty years after the ruling of Plyler, the reality shows that it is essential to continue 

to embrace the spirit of Plyler. Therefore, under presidential executive power, my proposal 

argues that the undocumented students should not be deprived of their educational right for 

postsecondary education or more. Moreover, the Court expected those students to contribute 

back after they finished their education. Therefore, the undocumented students should have an 

opportunity not only to contribute back to the society, but also apply their talent and skills to the 

fields in which this country is in need. By granting them the work visa without a pathway of 

permanent residency is acceptable and tolerable. President Obama’s Deferred Action for 

Childhood Arrivals is a small step to close the gap of undocumented immigration. As the country 

became more diverse in its demography, the votes from fast-growing people of color groups took 

an important part in deciding the results of the election. Latino votes played a crucial role in 

helping President prevail. It may seem arbitrary to conclude Obama’s immigration policy as the 

main driver that made Latino voters vote for him. However, despite the discontent against 

President Obama’s failure to get Congress to pass the Dream Act and comprehensive 

immigration reform, Latino voters still chose to side with President Obama.  

But this new immigration policy performed under Presidential executive power can only 

suffice the short-term goal. An ultimate solution still requires bipartisanship consensus and 

cooperation from this most expensive campaign lesson. 133  Both political parties must lean 

toward the policies that favor growing of color groups. In the next four years, we should expect 

to see immigration reform in Congress, fulfilling the constitutional promises to the Plyler 

students. 

                                                        
133 Andy Borowitz, Nation Spends $ 2.5 Billion on Nothing, NEW YORKER, Nov. 7, 2012, 

http://www.newyorker.com/online/blogs/borowitzreport/2012/11/nation-spends-billions-on-nothing.html (last 
visited December 28, 2012). 

http://www.usnews.com/debate-club/should-foreign-stem-graduates-get-green-cards/no-shortage-of-qualified-american-stem-grads
http://www.usnews.com/debate-club/should-foreign-stem-graduates-get-green-cards/no-shortage-of-qualified-american-stem-grads
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V. Future Work 

The work in this paper, and the ongoing prevalence of the immigration debate, leads to 

two future legal research projects. First, instead of an emotional appeal to the general public’s 

hearts to have compassion on the Plyler students, my future paper will seek to generate economic 

appeal to their pocket books. In that paper, I will use a simple economic model to create a human 

resource investment calculator. First I will focus on how much money is spent on the education 

of a Plyler student. Beginning with the recession in late 2007, states have made steep cuts in 

education funding. While the reduced budget impacts state’s financial ability in education, the 

quality of education would not improve by barring Plyler students. The real issue is should the 

government give them opportunity to utilize their knowledge because their potential is priceless.  

A second paper will consider other areas of the law to address why Plyler students ought 

to be given more consideration and leeway. In strict terminology, these Plyler students are not 

even immigrants because they are brought to this country without exercising their own will. If 

the Plyler students’ parents coming to this country are considered trespassing to the property of 

the U.S., their undocumented children should not be liable based on criminal trespassing laws. 

Further, while a minor is responsible for his or her own torts, more lenient standards of intent or 

negligence may be applied. In addition, under contract law, minors may be released from their 

contracts. This future paper will consider these and other implications as the country debates and 

negotiates the future of the undocumented Plyler students. 

http://www.cis.org/node/594
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More than Chopsticks and Fried Rice: Aspects of the Asian American 

Experience in Children’s and Young Adult Literature 
 

Abstract 

The purpose of this paper is to highlight child and young adult literature about Asian Americans 
to demonstrate how the writings can teach historical perspective and social injustices. Japanese 
American, Chinese American, and Korean American are the representative ethnic groups used to 
organize and report the findings. 

 

 

 

Children’s libraries are filled with colorful books, posters, and eye-catching displays to 

evoke interest and promote reading. Child and young adult literature allows readers to experience 

life with characters different from themselves. Literature can peek curiosity for differences, 

“assist in breaking down walls of prejudice, and ensure acceptance of cultural heritage found in 

ethnic groups throughout the United States” (Jans-Thomas, 2010). The purpose of this paper is to 

highlight child and young adult literature about Asian Americans to demonstrate how the 

writings can teach historical perspective and social injustices. Japanese American, Chinese 

American, and Korean American are the representative ethnic groups used to organize and report 

the findings.  

Japanese Americans 

Three themes emerge when studying children’s and young adult literature about Japanese 

Americans: multigenerational families; the bombings of Hiroshima, Nagasaki, and Pearl Harbor; 

and internment camps. The bombings and internment camps represent historical events 

associated with World War II. Through the genre of historical fiction, readers learn aspects of 
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military history and societal attitudes toward the multigenerational culture group. Most of the 

literature integrates the three themes to integrate social and historical content.  

An example of multigenerational families is Under the Blood-Red Sun, by Graham 

Salisbury. It tells the story of a Japanese American family living in Pearl Harbor before and after 

the Japanese attack. Unlike other immigrant groups, Japanese Americans differentiate 

generations with names. First-generation immigrants are Issei. These people were born in Japan 

and emigrated to another country, here meaning the United States or Hawaii. In Under the 

Blood-Red Sun, Grampa Joji, Papa, and Mama are Issei. Literarily, they represent the culture of 

past Japan. They are the family’s link to Japan and its culture. Tomi, the narrator, is Nisei, or 

first generation born outside of Japan. Tomi must balance family heritage in its new place. The 

demarcation of generations assists Japanese Americans in maintaining historical perspective of 

their place and culture. 

Cynthia Kadohata’s Newbery Medal winner, Kira-Kira, shares the story of Katie, a Nisei, 

who was born in Iowa in 1951 to Issei parents. Hers was an extended family with aunts and 

uncles to teach lessons from the old country. The family moves from Iowa into a Japanese 

community in southern Georgia where they gain employment in chicken processing plants. This 

extended community assists in child rearing, so the parents can labor long hours. The importance 

of family to continue Japanese folklore and traditional teachings shines through in the title’s 

meaning. In Japanese, Kira-kira means “glittering” (Kadohata, 2004, p. 1).  

War impacts everyone living in and around battle zones. When the Japanese bombed 

Pearl Harbor on December 7, 1941, they destroyed battleships and killed over one thousand 

people. History textbooks tell of military losses; however, children’s books tell stories of 

children living with the results. Dorinda Makanonalani Nicholson’s non-fiction, Pearl Harbor 
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Child, is an autobiographical account of her life before and after the bombing. Her life endured 

black outs, censorship, and rationing similar to other American citizens when the country entered 

into war. However, Japanese Americans on Pearl were in a detention camp on Sand Island near 

the airport. Others were sent to the mainland and held against their will. “Fortunately, the bulk of 

Japanese-American citizens of Hawai’i [sic] escaped being sent to these prison camps, because it 

was impossible to isolate about 150,000 people living on several islands” (Nicholson, 2003, 

p. 51).  

Japanese Americans from Hawaii living on the economy were under constant scrutiny 

regarding their possible loyalty to Japan rather than to the United States. Many chose to prove 

their loyalty by enlisting in the Army (Nicholson, 2003). The Fighting 442nd Regiment was 

formed as a Japanese American force against the Nazi’s. At the end of World War II, they were 

the U.S. Army’s most decorated unit. Loyalty is an earmark for a good citizen, and suspicions 

made against most Japanese Americans in Hawaii were false. History shows that no incidences 

of espionage could be traced to Japanese Americans in Hawaii (Nicholson, 2003). 

Though Japanese-Americans continued to live on the economy in Hawaii, those living on 

the west coast fell under Executive Order 9066 issued by President Franklin D. Roosevelt on 

February 19, 1942. The Order authorized the internment of Japanese Americans on the west 

coast. Actually, Executive Order 9066 does not specifically state detention of Japanese-

Americans; however, it was “clearly aimed at them” (Banks, 2009, p. 454). Order 9066 required 

Japanese Americans be banned from living 50 to 60 miles from the coast in Washington, 

Oregon, California, and Arizona. In essence, the order required relocation of Japanese Americans 

from their homes, jobs, and communities to prevent espionage and sabotage against the United 
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States. Since the majority of the Japanese Americans were citizens, this meant citizens were 

interned. 

Farewell to Manzanar is the true story of the Japanese American Wakatsuki family in 

Manzanar Internment Camp. Jeanne, the daughter a Nisei, tells her family’s story from round up 

to camp entry and ultimate war’s end. Within the camp, families do not dine together, which is a 

Japanese tradition. There were no real houses, rather cubicles, which gave little privacy. The area 

was surrounded by barbed wire and armed guards, yet American popular culture reigned with 

music over loud speakers, Hollywood movies, and Maryknoll nuns and priests. This dichotomy 

of philosophical thought is highlighted by the author as her father was preparing to leave: “In the 

government’s eyes a free man now, he sat, like those black slaves you hear about who, when 

they got word of their freedom at the end of the Civil War, just did not know where else to go or 

what else to do and ended up back on the plantation, rooted there out of habit of lethargy or fear” 

(Houston, 1973, p. 132).  

Children on the home front during World War II could be found throughout the world. 

The children’s classic, Sadako and the Thousand Paper Cranes, shares the story of a twelve year 

old girl dying of cancer as the result of nuclear fall-out in Hiroshima, Japan. Her wish is to create 

1,000 paper origami cranes, because it was believed that if a sick person made 1,000 paper 

cranes, “the gods will grant her wish and make her healthy again” (Coeer, 1977, pp. 35-36). 

Sadako is only able to make 644 cranes before she died. Radioactive fallout from the atomic 

bombs caused the deaths of many Japanese people, which in turn changed the heritage of 

relatives who were citizens of the United States.  

War wreaks havoc on all living things. Nuclear bombs destroyed Hiroshima and 

Nagasaki; however, Tokyo was a Japanese city destroyed by conventional bombs. In order to 
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rebuild a city destroyed, everyone must make sacrifices. During World War II, everyone around 

the world was rationing, but when a city was destroyed a heightened rationing took place based 

on prioritization. Faithful Elephants: A True Story of Animals, People and War, shares the story 

of three elephants at the Ueno Zoo in Tokyo who were starved to death by their keepers, because 

there were no longer funds available to feed them enough. Elephants John, Tonky, and Wanly 

are buried at the zoo with a monument marking their place. The effects of war destroyed both 

man and beast. 

Chinese Americans 

During the 1800s, many Chinese came to the United States to build the transcontinental 

railroad. Working conditions were poor and dangerous as they carved a mountainous path across 

the Sierra Nevada Mountains. These workers were slaves to the railroad company, treated 

disrespectfully, discriminated against, and oppressed in terms of salary, safety, and living 

conditions. Dragon’s Gate, by Laurence Yep, presents the story of Otter who flees China to 

work the railroad. When his dreams fail in America, he dreams of returning to China, but this 

dream never occurs.  

Leaving China’s governmental oppression was one reason many people emigrated to the 

United States. Others left for cultural traditions they felt were cruel and unusual punishment. One 

such tradition is foot binding. One ancient Chinese tradition is when young girls’ feet are bound 

in cotton strips to reshape their feet to create the womanly walk of aristocracy to ensure they 

married into prominence. Ties That Bind, Ties That Break is the story of a young girl who 

refuses to have her feet bound. Her behavior is a family disgrace. On the ship to America, she 

tells her story to a young man who says, “You are a revolutionary. And I admire you for fighting 

a war, a war against tradition” (Namioka, 1999, p. 121). 
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Living within a new culture involves needing and wanting to be accepted. One way of 

easing into acceptance is to change one’s name before emigrating. Before boarding the ship to 

America, young Bandit’s grandfather proclaims: “I, as Patriarch, do hereby advise my clansmen 

that my sixth grandchild, the thirty third member of the House of Wong now living under the 

ancestral roofs, and one of the thirty-ninth generation registered in the Clan Book, will now be 

known as Shirley Temple Wong” (Lord, 1984, p. 18-19). In the Year of the Boar and Jackie 

Robinson tells Shirley Temple Wong’s story of living in New York City, attending public school, 

and playing baseball in 1947. Baseball is America’s game. To fit in meant playing the game on 

the streets with friends, and acceptance on the diamond meant acceptance in society.  

Chinese Americans created Chinatowns in many cities across the country. They are 

viable communities promoting culture and heritage (Banks, 2009). Some immigrants live within 

the said boundaries of Chinatowns, while others frequent them on weekends to enjoy cultural 

exchanges, dine on ethnic foods, and be part of their shared ancient heritage.  

Korean Americans 

Chinese and Japanese Americans have a presence in child and young adult literature with 

stories about people living in the United States, but the literature for Korean Americans is 

somewhat limited to events that took place in Korea. The literature tells the rich artistic history 

of an ancient country before communism, and tales of war. The art of making pottery in the 

twelfth century is described in Linda Sue Park’s 2001 Newbery Medal Winner, A Single Shard. 

Descriptions of making pottery deemed a national treasure provide rich detail into the world of 

apprenticeships, royalty, and the philosophy of beauty. An orphaned boy named, Tree-ear, learns 

the art of pottery after breaking a pot made by master potter Min. When sent on a long journey to 

give Min’s pottery to the Emissary, Tree-ear encounters robbers who destroy the pottery leaving 
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only a single shard. He delivers the shard to the Emissary who recognizes the beauty of Min’s 

work, and commissions more pots. Tree-ear’s honesty and integrity are rewarded. Park’s story 

teaches the history of ancient Korean art. 

In 1945, Japan had occupied North Korea. The Japanese were cruel and strived to destroy 

anything meaningful to the North Korean people. In Year of Impossible Goodbyes, some North 

Koreans form a resistance movement, and others are sent to labor camps. When World War II 

ends, Russia takes control creating an oppressive and suppressed communist society. Heroine 

Sookan and her family plan an escape to freedom in South Korea. The family’s bravery insures 

their survival, but they long for family and friends left in their old home. Another book by Linda 

Sue Park, When My Name Was Keoko, shares philosophy of ‘what’s in a name?’ Set during the 

same time as Year of Impossible Goodbyes, Sun-hee has her Korean named changed to the 

Japanese Keoko during the occupation. Controlling names meant controlling the people, but 

individuals remember their heritages. 

The war between North and South Korea broke out in June of 1950. Peacebound Trains 

shares a fictional account of a family’s escape from Seoul by train. The power of generations 

sharing family history through story telling is the essence of tradition, and this book features a 

grandmother telling her granddaughter about the war of 1950 while watching trains waiting for 

her daughter to return from army service. Trains transporting citizens away from a place called 

home along parallel tracks into an unknown future is the historic message. 

Winner of the 2002 Michael L. Printz Award, A Step from Heaven tells the story of a 

Korean family that immigrates to the United States. Told through the eyes of Ju Park, the family 

loses its heritage within American society, and falls into conflict between their Korean heritage 

and a desire to be American. This story resembles those of Japanese and Chinese immigrants 
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where assimilation is concerned. Where assimilation is concerned most immigrant stories are the 

same. Meaning, in order to fit into American society, one must leave the old country behind 

physically while accepting changes in language, environment, customs, education, and religion; 

however, the old country always remains a distant love in one’s heart.  

Conclusion 

Children’s and young adult literature provides insight into shared life experiences of 

Asian Americans. Their history and rich cultural heritage expands beyond stereotypic American 

perceptions of Chinese restaurants, fortune cookies, and fireworks to ancient cultures. Recent 

young adult literature reveals the dynamic roles of Asian Americans and presents a realistic 

interpretation of their influence on society. Future research using literary genres should be 

conducted to examine political economy, ideology, and education systems to continue the 

dialogue on the role of Asian Americans in contemporary society. 
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A Picture Is Worth One Thousand Words: Representations of African 

American Women in Children’s Picture Books 
 

Abstract 

The literary genre of picture books can be divided into other genres of non-fiction, fiction, 
traditional literature, and literature. No matter the associated genre, the illustrations assist in 
telling the story giving readers details beyond the written word. This presentation examines 
representations of African American women in picture books, which in turn demonstrates their 
role in history. Consideration will be given to ways these books assist children in creating an 
awareness of culture and diversity, in understanding how stereotyping misrepresents African 
American women, and in discovering an historical sense of place.  

 

 

 

Representations of African American women in picture books demonstrate their role in 

history and contemporary culture. Picture books are classified as generally being 32-pages in 

length with illustrations on each page that tell the story (Lynch-Brown & Tomlinson, 2008). The 

literary genre of picture books can be divided into other genres of non-fiction, fiction, traditional 

literature, and literature. Contemporary children’s literature presents the rich history and culture 

of African Americans.  

Non-Fiction 

Biographies of African American women in picture books follow an historical time line 

from slavery to present day. Harriet Tubman led slaves to freedom serving as a conductor on the 

Underground Railroad. She was called Moses, reflective of the Biblical Moses who led his 

children to the promised land. Carole Boston Weatherford’s 2007 Newbery Honor Book, Moses: 

When Harriet Tubman Led Her People to Freedom, chronicles the story of Harriet’s journeys by 

integrating her conversations with God. Different fonts represent the voices of Harriet, God, and 
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the narrator. Kadir Nelson’s illustrations show Harriet’s strength through her hands (Jans-

Thomas, 2009). Harriet’s representative historical place assisted oppressed people to become 

free within a socio-economic system built upon their labors.  

The Emancipation Proclamation afforded slaves their freedom; however, Jim Crow Laws 

assured legal control over African Americans, thereby, maintaining a segregated society. Marian 

Anderson crossed the color barrier to sing on the Lincoln Memorial steps at the invitation of First 

Lady Eleanor Roosevelt. When Marian Sang is filled with spirited illustrations in various shades 

of brown that allow the reader to look into her eyes to feel loneliness, determination, pride, 

concentration, and peace. By studying the background art on each page, evidence of Jim Crow 

can be seen on a “Colored Waiting Room” sign at the train station. Marian sang for kings and 

queens around the world, but could not perform at the Metropolitan Opera simply because she 

was African American. Sixteen years after her performance at the Lincoln Memorial, Marian 

was asked to sing at the Met. That was When Marian Sang.  

Segregation continued throughout the South. African Americans could not treat white 

people in hospitals, or cut their hair in barber shops. They were required to sit at the back of 

buses, had separate railroad cars, and could not eat at lunch counters. In Montgomery, Alabama, 

the majority of people who rode the city buses were African Americans. The law stated they 

were required to give up their seats to whites, or be put off the bus. Claudette Colvin was 15 

years old when she refused to give up her seat to a white woman on March 2, 1955. Phillip 

Hoose’s 2009 Caldecott Honor and National Book Award Winner, Claudette Colvin: Twice 

toward Justice, tells Claudette’s story. The book contains black and white archival photographs 

and copies of legal documents related to the Colvin case. The photographs show the sign of 

demarcation when “Whites” on the back of a Montgomery bus seat divides the bus into black 
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and white sections. This photograph further shows a black man standing in the whites’ section 

while seats remain empty there. One historical photograph taken at the Holt Street Baptist 

Church rally to begin the Montgomery Bus Boycott shows the front rows were filled only with 

women. These are archival photographs that many have seen before; however, photographs of 

Claudette from grade school and adulthood put a face on the person whose initial refusal to give 

up her seat lead to the Browder v. Gayle case that went to the United States Supreme Court 

challenging the 14th Amendment.  

Rosa Parks refused to give up her seat on a Montgomery city bus, December 1, 1955. 

Nikki Giovanni’s 2006 Newbery Honor Book, Rosa, tells of Mrs. Parks’ historic place in history 

with illustrations showing her in a daily routine of serving breakfast, her work routine as a 

seamstress, and her routine as a citizen who can no longer accept segregation. Other African 

American woman featured in this book are organizing the literature drop for boycott flyers, 

sharing the story of Mrs. Parks, and working to support themselves. Rosa shows that women 

were responsible for organizing the Montgomery Bus Boycott, which had the greatest economic 

impact of any other boycott in U.S. history.  

Two picture book anthologies feature African American women demonstrating diversity 

in career choices, and philosophical perspectives. Lena Horne, an entertainer; Oprah Winfrey, a 

talk show host; and Zora Neale Hurston, anthropologist and writer; are featured in Amelia to 

Zora: Twenty-six Women Who Changed the World. Their images are mixed media collages, and 

incorporate the essence of their talents. Americans Who Tell the Truth, features Sojourner Truth, 

Ida B. Wells, Marian Wright Edelman, Rosa Parks, and Zora Neale Hurston along with many 

other men and women who speak words of truth in an attempt to move humanity forward into a 



396 

kinder, gentler place. Each woman’s portrait features a face full of love, kindness, and 

determination. These are women whose thoughts and words impacted history. 

Ruby Bridges’ autobiography about her experience in desegregating the public schools in 

New Orleans, Through My Eyes, uses sepia photographs and print to tell her story. Archival 

photographs show Ruby walking in and out of William Frantz Public School through hissing 

crowds with U.S. Marshalls acting as escorts. Ruby’s story is highlighted in John Steinbeck’s, 

Travels with Charlie, and visually depicted on the cover of Life Magazine by artist Norman 

Rockwell. Ruby’s mother appears in some of the photographs escorting her out of school. She is 

holding her daughter’s hand; her eyes are downcast, while Ruby is looking off to the left. 

Fiction 

Historical fiction. Author and illustrator, Patricia Polacco’s writings tell stories about 

African American history. Wise women grace storylines creating powerful role models to male 

and female characters. Moe Moe Bay, in Pink and Say, is a strong woman living in the slave 

quarters of an abandoned plantation during the U.S. Civil War. When her son, Say, returns from 

battle carrying a wounded white solider, Pink, she nurses him back to health. Images of Moe 

Moe Bay’s hands exude love as she cradles her son’s face, tends to ill Pink, and completes daily 

tasks. Pink admits he does not want to return to battle, and Moe Moe Bay cradles the boy in a 

loving embrace while responding, “Of course you don’t.” Marauders whoop through the old 

plantation, and Moe Moe forces the boys into the root cellar for safekeeping. Her life ended with 

a gunshot, but the boys survive. The strong woman’s hands would nurture no more. Polacco’s 

story is based on personal history, for Say was a distant family relative. Her illustrations show 

lingering gratitude for the woman who saved her family. The book’s last page reads: “This book 

serves as a written memory of Pinkus Aylee since there are no living descendants to do this for 
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him. When you read this, before you put this book down, say his name out loud and vow to 

remember him always” (Pollaco, 1994, p. 34).  

In another example of an inspirational African American mother, narrator, Shelan, tells 

about life Working Cotton with her father and mother. Mamma cares for the baby, keeps the 

communal water jug, serves lunch, and picks cotton all day. Multiple tasks are required of the 

woman who sings while toiling in the fields and raising a family. Illustrations in profile 

determine Mamma’s nurturing actions. While illustrations of her back show how much cotton 

she is able to pick. Her physical strength is great. Her nurturing strength is greater. It 

foreshadows future roles of her children. They will continue the cycle of picking cotton in the 

fields for others. For in the end, Shelan dreams of being able to pick 100 pounds of cotton again 

to prove herself to others. 

The Greensboro Sit-Ins of 1960 serve as historical setting in Carole Boston 

Weatherford’s, Freedom on the Menu. A mother of two young adults and one younger child, 

holds her breath while the older ones march in protests around Greensboro, North Carolina. 

Woolworth’s Department Store Lunch counters were “Whites Only,” and area college students 

conducted sit-ins to force an economic boycott. Jerome Lagarrigue’s illustrations provide hints 

of the mother’s fear and fret while watching the protests sitting on the living room couch 

watching television. Historically, television pulled viewers into protests, and his illustrations give 

the reader a view of the characters through the television screen perspective. Mama cries tears 

when her oldest daughter is arrested, and uses the “Jail No Bail” stance to remain incarcerated. 

Openly admitting her daughter’s stubbornness, Mama demonstrates resolve to her decision. 

Quilting Stories. Quilting is an art form that is functional, artistic, and evocative. 

Functionally, a quilt is used for warmth. Artistically, a quilt is a tapestry of fabrics and fanciful 
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stitches. Evocatively, a quilt prompts stories, because each pattern is a symbol for a person, 

place, or event. Symbols were used on quilts to assist slaves traveling along the Underground 

Railroad. It was illegal for slaves to read, so quilt symbols assisted them in traveling north to 

freedom. In The Pathwork Path: A Quilt Map to Freedom, by Bettye Stroud and illustrations by 

Erin Susanne Bennett, slave girl Hannah’s mother teaches her the meaning of quilt symbols 

before she dies. Hannah puts the lessons to use as she and her father travel the Underground to 

freedom in Canada following the representative symbols. 

Stitchin’ and Pullin’: A Gee’s Bend Quilt, features the quilting skills of women in the 

closed community of Gee’s Bend located on the Alabama River. Here a young girl learns history 

while learning how to quilt by sitting beside her grandmother. Each fabric scrap belonged to 

someone and was used to represent something. Illustrations of women sitting around a quilting 

frame stitching and pulling threads through fabric to create beauty move the story through each 

stage in history. Generations are depicted by hints of silver in hair and wire-rimmed spectacles. 

The women of Gee’s Bend maintain history by sewing quilts representing people, places, and 

events. Collectively, their stitches tell stories, so history is understood and acceptance of a new 

day is never forgotten. 

Jacquline Woodson shares the history of women in her family in Show Way. Show Ways 

are quilts containing secret messages. Like The Patchwork Path, Woodson begins with female 

ancestors during times of slavery and moves into the future with a mother telling the generational 

tale to a baby girl. From women in calico dresses, to women in turtleneck sweaters, illustrator 

Hudson Talbott weaves mixed media together to create a visual quilt of history. Several 

illustrations depict three generations of women sitting on the front porch quilting. Patterned 

fabric backgrounds show how African American women have evolved professionally. From 
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illiterate slaves to schoolteachers to college graduates, to authors; the illustrations form a 

biographical timeline representing mothers and daughters.  

Faith Ringgold’s, Tar Beach, is not about quilting; however, the book itself is an actual 

quilt. All of the illustrations are created with fabric, and the written words are embroidered along 

the top and bottom of the quilt. The women depicted in this story live in the city, and “Tar 

Beach” is the rooftop of an apartment building. Two women are wives and mothers who nurture 

their families, sharing friendship through card playing and picnicking at “Tar Beach.” Eight-year 

old Cassie narrates the story by dreaming she can fly around to make a perfect world for 

everyone. In the book’s author notes, Ringgold says that in African American folklore flying is 

how slaves told stories about attaining freedom (Ringgold, 1991). The threads of history and 

fabric weave a rich story about life in the city.  

Realistic Fiction. Stories that can happen to people and animals fall into the genre of 

realistic fiction (Lynch-Brown & Tomlinson, 2008). Young readers enjoy these stories, because 

they can relate to the situations presented. Bigmama’s, by Donald Crews, shares the story of 

children spending the summer at their grandmother’s house in the country. Bigmama is called 

Bigmama, because she is the children’s Mama’s Mama. The epithet represents division among 

the generations while achieving the concept of family. Their excursion begins on a “Colored” 

train car. The illustration of Mama on the train shows a gold wedding ring on her finger 

representative of family values. The children take full advantage of country life by collecting 

chicken eggs and fishing. Though the children appear to be unsupervised at times, illustrations 

feature Bigmama as an attentive listener with good eye contact as she hugs the children. Crews’ 

story is told through a male perspective. The last page shows a man pining to spend the summer 
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at Bigmama’s. Like the other books, there is a longing to remember one’s heritage, culture, and 

ancestry. 

Memories are kept as treasures in things people chose to collect. The treasures can be 

anything from charms on a bracelet to pebbles. No matter the physical appearance, the treasures 

spark the owner’s ability to tell a story and relate to specific items. Aunt Flossie’s Hats (and 

Crab Cakes Later), shares the story of Susan and Sarah who visit their Great-great Aunt Flossie 

on Sunday afternoons. Aunt Flossie is a wise woman with straight posture, large ear bobs, a 

beautiful smile, and twinkles in her eyes. When the girls choose a hat, Aunt Flossie tells a story 

related to a time she wore it. She teaches history through these stories: the Great War ends, there 

was a fire in Baltimore, and other fun family stories. At the end of each story, the family eats 

crab cakes. Anyone living in Baltimore can share a crab cake, but Aunt Flossie’s stories from 

under the brim of a hat make the crabs taste scrumptious. 

Conclusion 

Children’s picture books teach historical perspective and realistic experiences. The books 

discussed here show the role of African American women in United States history. Biographical 

stories stress the importance of family, culture, tradition, and remembrance of the past. Fictional 

stories stress these same things. Illustrations are rich and expand the stories’ details causing the 

reader to spend more time with the ideas presented. African American women represent many 

different aspects of American life. These books show their richness is greatest in the solidarity of 

women from one generation to another. 
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Factors Influencing African American Male Choice of Elementary Education 

as a Major 
 

Abstract 

Male African American elementary teachers are severely underrepresented in classrooms and 
teacher education programs nationwide. This study examines the factors that influenced males 
attending Jackson State University to choose elementary education as a major. We conducted 
interviews with African American male pre-service teachers at Jackson State University and 
analyzed their responses in order to identify the major factors that influenced them. We believe 
that this research is of great value because it can be used by colleges and universities to develop 
plans that will increase African American males’ enrollment in Elementary Education. 

 

 

 

Male African American elementary teachers are severely underrepresented in classrooms 

and teacher education programs nationwide. As students at Jackson State University (JSU), we 

have noticed that there are only a few African American males majoring in elementary education 

at our institution. We rarely attend elementary education classes with more than two male 

students and JSU is known as one of the largest producers of African American teachers in our 

country. The only time that we truly have an integrated classroom in education is when we take 

courses that are required of all education majors. We then see the males in music education, 

physical education, social studies education and other areas. One of our professors recently told 

us that JSU had partnered with Clemson University and the Kellogg Foundation to offer the Call 

Me MISTER program, a program designed to support and increase the number and quality of 

male elementary teachers, to help address this problem. After our discussion with him, we 

decided that we wanted to find out more about why males are and aren’t entering into elementary 

education and that led to this study.  
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African American males make up a small percentage of teachers in Mississippi and 

nationwide. Only two percent of the nation’s 4.8 million teachers are African American males. 

Statistics in Mississippi, a state where African Americans make up approximately 40% of the 

population, are in line with the national average. Currently, Mississippi graduates only 46 

percent of its black male students from high school, and black males make up only 5 percent of 

the state’s teacher work force (Clemson University Newsroom). Approximately three percent of 

elementary teachers in Mississippi are African American males in grades ranging from 

kindergarten through sixth. If you look at grades kindergarten through third grade only the 

percentage drops to less than three percent (MSIS Data Report, 2012). Because African 

American males are so underrepresented and desired, often time principals snatch up males for 

their elementary schools. With that being said, one would think that males would readily choose 

elementary education as a major but that is not the case. Two critical questions must be 

answered, “Why aren’t more African American males teaching in our elementary schools, and 

what influenced those males that did choose elementary education as a major to do so?”  

Statement of Purpose & Guiding Questions 

The purpose of this study was to examine the factors that influenced males attending JSU 

to choose elementary education as a major and find out what they thought could be done to make 

elementary education more attractive to them as a major. We organized this study around three 

guiding questions: 

1. What factors influenced African American males attending JSU choice of elementary 
education as a major? 

2. Why do African American males attending JSU believe that there are so few males in 
the field of elementary education? 

3. What do African American males believe can be done to make elementary education 
more attractive as a major? 
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Literature Review 

Why Are There So Few African American Teachers? 

Throughout the U.S., men traditionally have shied away from the elementary grades for 

reasons ranging from low pay and low status to stereotypes that cast them as less nurturing than 

their female counterparts. Additionally, the fear of accusations of inappropriate behavior also 

factors in. In a Denver Post article Peter Vigil, assistant professor of elementary education at 

Metropolitan State College of Denver, stated “I think there’s this assumption that there’s a 

certain maternal quality needed to be an elementary school teacher…A lot of men can’t get past 

the idea that it’s a wiping- noses and herding-cats kind of thing (Simpson, 2011).”  

When focusing on the shortage of African American Male teachers in elementary 

schools, we have to look at the factors that influence their choices. Kathy Adams stated that there 

are a number of societal factors that keep them from doing it like men are expected by society to 

be the provider and seek careers with more financial benefits and there is a stigma that deals with 

unfair suspicion of inappropriate behavior with young children. Males entering into elementary 

education feel that they have to justify why they want to teach young children (Spaulding, 2009).  

Does Race and Gender of Teachers Impact Student Learning? 

The question is posed; do men really make a difference? Some experts note that there’s 

little data suggesting a definitive correlation between teacher gender and learning. But others 

contend that men offer the added advantage of providing positive male role models in classrooms 

filled with single-parent kids (Simpson, 2011). Men do make a difference because they can relate 

directly to students that may have an upbringing similar to theirs. It makes a world of difference 

to the child that is faced with the educator that can relate to them directly.  
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African American Males who choose to teach in elementary schools expose students to 

black men as authority figures, help minority students feel that they belong, motivate black 

students to achieve, demonstrate positive male-female relationships to black girls and provide 

African American youths with role models and mentors (Spaulding, 2011; Thomas, 2009; Lewis, 

2006). While this is true Simpson (2011) stated in his article that race is simply just that. A 

model teacher should not depend upon race alone but recognize the attributes they can bring in 

the classroom towards students being successful. 

There is some research that says that a teacher’s race, gender, and ethnicity doesn’t 

influence how much students learn? Ehrenberg, Goidhaber, & Brewer (1994) conducted a study 

using a national longitudinal survey which enabled researchers to match individual students and 

teachers, to analyze issues relating to how a teacher’s race, gender, and ethnicity influenced 

students from both the same and different race, gender, and ethnic groups. They found that race, 

gender, and ethnicity do not affect the learning of students, but it can sway teachers’ subjective 

evaluations of their students. While this study says, that there are many of us who have had 

experiences of know of experiences where a teacher’s race, gender, and attitude towards their 

students have made a world of difference in their students’ learning. 

Are African American Males Attracted to Elementary Education as a Major?  

The shortage of African American male teachers is a pressing issue in education. African 

American male teachers are outstandingly outnumbered in elementary education. Tamar Snyder 

(2008) addresses the teacher shortage in her work, Male Call: Recruiting More Men to Teach 

Elementary School. Synder reveals that stereotypes about elementary education such as, 

“…teaching is ‘women’s work,’” “ deter males from pursuing elementary education. Snyder also 

opens up about other concerns that frighten males from entering elementary education fear of 



408 

lawsuits for sexual abuse charges and accusations. Another study, African-American Males in 

Urban Schools: No excuses—teach and empower, explored the declining roles of African 

American males in the community, lower enrollment in colleges and universities, and invisibility 

of Black males in the elementary classrooms. This study depicted a grim future for future 

African American educators due to lack of interest in education, early criminal records, and low 

pay (Milner, 2007). 

A dissertation written by Dr. Robert Carr, Jr. (2002) explored the perspectives of pre-

service African American males majoring in education at a Historically Black College. He 

utilized qualitative case study methods including interviews. He found that the subjects in his 

study were concerned about the use of touch in the classroom (they felt like armless men), 

expectations that they would be the disciplinarian in their schools because there are so few men, 

there were stereotypes that they considered as being negative such as homosexuality attached to 

men desiring to work with young children in the African American community or that they had a 

lack of intelligence and could only work with small children. The most encouraging finding that 

came from the study was that the male students reported that the longer they stayed in the 

program, the more that they felt that the negative perceptions were changing. 

Methodology 

We utilized qualitative research methods to conduct this study. We interviewed and 

recorded nine African American elementary education majors attending JSU ranging from 

freshmen to seniors enrolled in student teaching. We transcribed each of the nine interviews and 

coded the data with assistance from our advisor to address our research questions. This process 

includes coding and categorizing statements from the interviews to identify patterns and 

emerging themes across interviews and documents. 
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Findings 

The findings will address the themes that arose from student responses to our major 

research questions. The number of students stating each theme is denoted by a number in 

parenthesis following the theme. Quotes from student interviews are used to further explain the 

most frequently stated and unique themes that arose from the analysis of data. Student names 

were changed in the reporting to ensure that they remain anonymous. 

What Factors Influence African American Male Choice? 

Our first research question asked, what factors influenced African American males 

attending JSU choice of elementary education as a major? Numerous themes arose from this 

interview question such as past experiences (8), past teachers (2), being a role model (4), passion 

for teaching (2), loving children (2), good fit (1) and knowledge base (1). Most of the students 

stated that some past experience with one of their teachers, coaches, or a past experience that 

they had with teaching or working with young children heavily influenced their decision to go 

into elementary education. Two of the students stated that negative comments from past teachers 

really influenced them. Aaron said, “I had a teacher that once told me that African American 

males could not be teachers. I was told the African American males were just intellectually 

incapable of teaching students. I felt as though it was my duty to prove her absolutely wrong.” 

E.J. stated, “I had both positive and negative experiences. My positive was a high school teacher 

from the 11th grade. He was my first African American teacher in the classroom. It was inspiring 

to see him in the field giving me the mentality that I could one day be like him and make 

difference in a child’s life. The negative was a female teacher that once told me that I would 

never make anything out of myself and I could never be a teacher. That lead me to want to prove 

her wrong, but it was my positive experience that influenced me the most.” Caron said, “In 
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elementary, all my teachers were women. I met my first African American teacher in middle 

school and didn’t know how to take it because I was so used to women as teachers and was not 

very receptive of this male teacher. I did conceive another mindset though because he had a 

demeanor that demanded respect and that is what made me enjoy him as a teacher and learn a lot 

from him. Other students discussed their experiences working with young children in the past 

teaching drum lessons, family members, etc.” Jerry said, “I worked with the Boys and Girls club 

in my community and I saw hands on what mentoring here or there would impact on a child’s 

life greatly. I thought this is an opportunity to change lives.”  

Several students also addressed the importance of being a role model. They stated that 

many African American children don’t have role models in their lives, so that influences them to 

be difference makers. There were responses to this question that were only stated by a single 

student. Jon said, “I wanted to get the fundamental knowledge of being a teacher and I didn’t feel 

that I would get that going into secondary education.” Jerry stated, “I feel as though it is a 

calling. If you aren’t called, I feel that it won’t be something you will stick with for a lifetime.” 

Another student explained that he had to find his way to a major that “fit” his personality. E.J. 

stated, “I chose elementary education after I had tested out other majors and found out that they 

were not for me. I felt that elementary education and English was a more suitable fit for my 

personality.”  

Why Are There So Few African American Males? 

Our second research question asked, why do African American males attending JSU 

believe that there are so few males in the field of elementary education? Several themes arose 

from the students’ responses to this question. They include a woman’s job (6), men aren’t 

nurturing (2), men have other options/pay (2), lack of understanding of roles (1). Aaron and 
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E.J.’s statements are largely representative of what most of the students had to say. Aaron stated, 

“When you think of elementary education, males especially African American males just don’t 

come to mind. Most males prefer to go into business or more hands on careers instead of 

teaching students.” E.J. stated, “It is mainly because there are limited male figures in the field as 

is and that leads to students to just believing that this field is just not for the African American 

male. Another student, Willis, did however have a unique perspective on what is keeping African 

American males away from the field. Willis said, “Being a male, I feel as though men do not 

really understand their roles or in other words are not comfortable with their rolls in the 

classroom setting. They have a harder time dealing with the younger age groups rather than the 

secondary age group.” 

Making Elementary Education More Attractive 

Our third research question asked, what do African American males believe can be done 

to make elementary education more attractive as a major? We found that the students’ responses 

fit into one of four categories: increase the spotlight on African American males in the field (5); 

start promoting careers in elementary education to students at a young age (3); increase teacher 

pay(1); or nothing at all(1). Increasing the spotlight on African American males in the field was 

the most frequently stated response. Five of the nine interviewees mentioned this in their 

responses. Aaron’s stated, “I feel as though African American male teachers should come out 

more and shed light on their careers. It feels as though a good time would be during the first 

years of high school to convince students that the field is a great one to get involved in.” 

Surprisingly, we had one student to say nothing at all. He justified his response by stating, 

“Nothing. Education comes from the heart. If you have that passion for children, then it will be 

there for you but if not, I feel like you cannot be persuaded.” 
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Conclusion and Recommendations 

We think that our findings are largely consistent with the research that we examined; 

however, there were some themes that arose from our study that we did not see in the existing 

literature. A number of studies and articles address the perception that this is woman’s work, 

men are negatively stereotyped, African American male teachers would be good role models, 

and men aren’t perceived as nurturing, but few address the role that positive or negative 

experiences with past teachers plays in influencing African American male decisions and men 

not being understanding their roles or searching for the right “fit”. Additionally, we believe that 

the students own words are what is most powerful and convincing for potential males. 

There is a popular saying, “Experience is the best teacher.” This study has led us to 

believe that the more experiences and the more positive the experiences that African American 

students have with African American male teachers, then the more African American males we 

will have going into elementary education. Our young males need more exposure and as our 

interviewees stated we have to spotlight African American male teachers. It is not enough for 

them to just go to school teach their students and go home. They have to be visible and their 

stories have to be heard. 

Based upon what we have learned, we believe that major changes are needed in 

recruitment and if early interventions are not made African American male teachers will become 

extinct. Colleges and Universities need more programs like the Call Me MISTER program and 

more efforts just to spotlight African American male elementary education teachers. We believe 

that we will not get more African American males in elementary education until our children 

start seeing more African American males in elementary education!  
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Why Did I Become a Professor?: Minority STEM Professors’ Motivation to 

Enter the Academy 
 

The disparate numbers of ethnic underrepresented minorities (URMs) in science, 

technology, engineering, and mathematics (STEM) have been well documented, particularly in 

the professoriate (National Academy of Sciences, 2010; NSF, 2006; NSF, 2008; Nelson, 2007). 

In addition, the United States is lagging behind other countries in the production of STEM 

workers, who will be needed in the future as the number of STEM-related jobs are predicted to 

increase rapidly (United States Department of Commerce Economics and Statistics 

Administration, 2011; United States Department of Labor Bureau of Labor Statistics, 2012). In 

response to this complex situation, the National Science Foundation (NSF) established the 

Alliance of Graduate Education and the Professoriate, which is designed to increase the number 

of URMs faculty members in the STEM fields. In the state of Mississippi, this program is called 

the Alliance of Graduate Education in Mississippi (AGEM) and has produced over 70 URM 

faculty members in its 14-year history through the collaboration of its five research public 

institutions. 

Although such programs have been helpful in increasing the number of URMs in the 

STEM fields, the whole issue cannot be addressed unless personal aspects of the individual 

URM student or faculty member are explored. As part of a study on the graduate and faculty 

socialization experiences of minority STEM faculty members, this paper focused on the 

motivation of AGEM graduates to enter the professoriate. More specifically, the purpose of this 

paper is to describe factors that influenced the AGEM graduates to become faculty members in 

the STEM fields.  
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Theoretical Framework 

The theoretical framework of this study was based on a combination of the faculty 

socialization model outlined by Tierney and Rhoads (1994) and the graduate and professional 

student socialization model outlined by Weidman, Twale, and Stein (2001). Tierney and Rhoads 

(1994) described faculty socialization as a two-stage process. The first stage, the anticipatory 

stage, happens mostly during graduate school. During the graduate years, students are exposed to 

the patterns and standards of the professoriate and gain a strong indication of what faculty life is 

like. When graduate students become new professors, they enter into the second stage, the 

organizational stage. There are two phases within this stage: initial entry and role continuance. 

The entry phase includes interactions with members of the organization that might occur during 

the recruitment and selection process as well as during the early period of learning the 

organization soon after the individual is employed. The role continuance phase begins after the 

individual is situated in the organization. 

Built on Tierney and Rhoads’s (1994) model, the Weidman et al. (2001) model of 

graduate and professional student socialization consists of a non-linear, interactive, and dynamic 

process that includes the core socialization experience in the graduate degree program: 

institutional culture of the university (peer climate, academic programs), the socialization 

process (interaction, integration, learning) and the core elements of socialization (knowledge, 

acquisition, investment, involvement). Surrounding this core are other components of graduate 

student socialization: prospective students’ background and experience, personal communities 

(family, friends, employees), the commitment and identity of novice professional practitioners, 

and professional communities (practitioners and associations). 
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This schema is underscored by the interactive stages of socialization: anticipatory, 

formal, informal, and personal. These interactive stages reflect various levels of the student’s 

understanding and commitment to the professional roles for which students are being prepared. 

Weidman et al. (2001) posited that the socialization process characteristics for each stage could 

be seen at any point of a graduate student’s experience. 

Related Literature 

Several studies have examined key factors that motivate URMs to enter the professoriate 

in the STEM fields. The decision to enter the professoriate can be made at various points of 

faculty members’ educational career in STEM, including undergraduate research experiences 

(Davis, 2009; Hurtado, Cabrera, Lin, Arellano, & Espinosa, 2009; Strayhorn, 2010) and through 

mentoring at the graduate level (Cole & Barber, 2003; Griffin, Perez, Holmes, & Mayo, 2010; 

Heggins, 2004; McAfee & Ferguson, 2006; Saldao, 2003). Also, mentoring experiences during 

the doctoral process influence how URM faculty members treat their students (Griffin et al., 

2010; Griffin, 2012) which in turn, can be an effective means of producing more URMs in 

STEM, as mentoring has been acknowledged as a powerful tool in the motivation and 

persistence of URM undergraduate and graduate students to become faculty members in the 

STEM (Davis, 2008, 2009). 

In addition to mentoring and research, other studies have indicated extrinsic and intrinsic 

influences for faculty members’ career choices. Mack (2007) studied the motivation of African 

American pharmacy faculty and found that the number one reason African American faculty 

members taught at historically black colleges of pharmacy was the desire to give back to 

community and/ or their alma mater, followed by the desire to give back to a historically black 

college or university (HBCU). Moreover, Lindhold (2004) explored the career-making decision 
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process of faculty members in multiple disciplines. She found that faculty members were 

attracted to the independence and autonomy of the academy as well as exposure to faculty life 

through family members who were professors. She also found that environmental factors such as 

the labor market had differing effects on senior and junior faculty members, which affected their 

decision to enter the academy.  

Methods 

To understand how the participants made meaning of their graduate student and faculty 

socialization processes, a qualitative approach was used for this study. I used a collective case 

study methodology because, although there is one AGEM program, there are multiple people 

within the program who each have their own story. Therefore, each was considered as a separate 

case used to understand the phenomenon of socialization at their current institution of 

employment (Stake, 1995, 2000). To understand each case, rich and meaningful narrative data 

was collected through semi-structured interviews to explore the participants’ socialization 

experiences in faculty life. 

Data Sources 

The participants consisted of underrepresented minority faculty members who graduated 

from a STEM doctoral program at the five AGEM institutions in Mississippi: Jackson State 

University, Mississippi State University, University of Mississippi, University of Mississippi 

Medical Center, and University of Southern Mississippi. At the time of the study (Spring 2011), 

there were 62 former participants of the AGEM program who were in faculty positions at a 

variety of institutions. After IRB approval, all 62 graduates were contacted by email and a 

follow-up phone call, when necessary, to determine interest in participating in the study. Out of 

these 62 graduates, 36 participants agreed and were interviewed.  
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Thirty-three of the faculty members identified as African-American and three were 

Hispanic. Their time in the professoriate ranged from two to twenty-eight years, with an average 

of 7.8 years. Thirty-three of the participants were tenured or on the tenure track. The other five 

participants were non-tenure track faculty members, mostly adjunct faculty. The professors 

worked at a variety of institutions, including private liberal art colleges, community colleges, and 

research universities. Finally, 20 participants worked at predominately white institutions whereas 

16 participants worked at HBCUs. Pseudonyms were selected for the participants to maintain 

their confidentiality because the names of the participants’ doctoral institutions are readily 

available on the AGEM program’s website, and often a participant was the only faculty member 

of color or one of a few faculty members of color in his or her respective department (See Table 

1 of Appendix A for detailed information about each participant). 

Data Collection and Analysis 

Data was collected using a semi-structured interview protocol. These individual 

interviews were conducted in person, through Skype, or by telephone, which lasted thirty 

minutes to two hours and all were digitally recorded. Then, the interviews were transcribed and 

analyzed through coding for emerged themes using NVivo Software. According to Patton 

(2003), developing a manageable coding scheme is the first step of content analysis. Therefore, 

this software was used to create and use a coding scheme because the principles of the analytic 

process were the same as if I were coding manually (Glesne, 2006; Patton, 2003). Once themes 

were pulled from the data, thick and rich description of themes were used to make sense of the 

participants’ experiences (Glesne, 2006; Stake, 2000). Additionally, I wrote field notes as 

interviews were conducted and immediately after the interview to clarify important points. 
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Triangulation, member checking, and peer debriefing of the coding was conducted for validity 

(Creswell, 2009; Glesne, 2006; Kvale, 2007).  

Results 

From the data analysis of the individual interviews, emerged four major themes that 

described the participants’ doctoral and faculty socialization experiences. One of themes was 

called “Opportunity: Receiving it, missing it, and giving it,” which described the participants’ 

transition to the professoriate and their paths toward the faculty role. One of the subthemes 

included in this theme was the motivation of the participants to choose to become STEM faculty 

members. These six motivators, each discussed below, included (a) love of teaching, (b) giving 

back, (c) encouragement from a faculty member or mentor, (d) exposure to research, (e) family 

obligations, and (f) happenstance and alternatives. 

Love of teaching 

The love of teaching was the biggest motivator for entering into the faculty role among 

participants. This passion for teaching began in various points throughout the participants’ 

educational careers, which encouraged their persistence throughout their undergraduate and 

graduate studies. Several participants expressed a natural affinity for teaching. For example, as a 

faculty member in life sciences, Dr. Smith said that her “zeal for teaching” was due to her being 

a “people person.” She furthered, “I just love to impart knowledge, new knowledge or new 

material into students. I just enjoy it.” Other participants had parents who taught at the K-12 and 

collegiate levels. Therefore, watching their parents as educators influenced them to enter the 

academy. Dr. Winburn indicated that he liked to teach, but he enrolled into medical school after 

he received his bachelor’s degree because he did not want to follow in his father’s footsteps, who 
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was a professor. Yet, two years into the medical program, he discovered that academia was 

where he was happiest and became a faculty member in physical science. 

In addition, some participants discovered they loved to teach while working in the 

secondary education system and decided they would appreciate teaching at the collegiate level. 

For instance, Dr. Johnson, a faculty member in mathematics and computer sciences, explained 

that he worked in a high school but decided he wanted to teach in a different setting. He recalled, 

“I always had a passion for teaching and after working a couple months in a high school I figured 

it was time for something different.” 

Giving back 

A sense of giving back or helping others to reach their potential or lead minority students 

to the STEM pathway was another motivator for participants to enter the professoriate. They 

believed the faculty role would enable them to give similar opportunities to their students that 

they had received as students. Some participants, who attended HBCUs as undergraduates, 

specifically mentioned that they wanted to work at their alma mater or a similar institution. As an 

example, teaching physical science to African American students was the reason Dr. Jenkins 

chose to work at an HBCU, and particularly his alma mater. He recalled, “I remembered the 

troubles we had learning [physical sciences] as a student here, I wanted to come back and teach 

these little Black kids how to learn [physical science].”  

As an African American physical science faculty member, Dr. McMillian felt she had a 

responsibility to train and teach future scientists. She disclosed, “Basically, I wanted to share my 

experiences as well as knowledge with those that are coming behind me. I feel like that’s a 

responsibility personally that I have as well others should have, especially in the science 

community.” Moreover, Dr. Kelly, a life science faculty member, saw the need for more faculty 
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of color in STEM. He saw this void during his doctoral program, which influenced his decision 

to enter the professoriate in addition to his love of teaching. He said, “At any institution you look 

at you can find that [lack of faculty of color in STEM], so I kind of wanted to at least start the 

process of filling that void and then on the other hand, again, it was just something that I 

enjoyed.” 

Encouragement or inspiration from a faculty member or mentor 

The third biggest motivator for the participants to enter the professoriate involved the 

encouragement or inspiration from a faculty member or mentor. Often, the participants indicated 

that they had mentors or a particular professor who they wanted to emulate as a faculty member. 

As an administrator in life sciences, Dr. Nesbitt indicated that she was encouraged to teach by 

the former chair of her department. She said, “I think a personal experience with one of my 

professors who actually sat in this chair encouraged me to pursue teaching on the college level.” 

For Dr. Bonaparte, a physical science faculty member, his inspiration to enter the academy came 

from an unexpected source, his calculus professor, someone who Dr. Bonaparte described as an 

alleged member of a White supremacy group. Perhaps unintentionally, this professor 

demonstrated that students could learn from any faculty member who did not respect or like 

students personally as long as the faculty member treated students fairly. Dr. Bonaparte recalled: 

And without him maybe even ever saying it, he erased all of the stereotypes of a White 
professor by just being fair to everybody, even if he didn’t like you personally. And that 
was at [university] in [Mississippi], and I aspired to be a college professor from someone 
likened to be part of the Ku Klux Klan. 

Exposure to research 

Four participants mentioned how research experiences during various stages of their post-

secondary education helped them realize how much they liked conducting research and were 

capable of conducting research. Dr. Jones, a faculty member in life sciences, was involved in an 
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undergraduate research programs called the Minorities Access to Research Careers (MARC) 

program, an initiative funded by the National Institutes of Health. He participated in this 

undergraduate research program after he decided he was “too outspoken” for the medical field. 

He recollected, “So I decided to go the research route and that’s what got me into it. So I got into 

the MARC program and from there I just was hook, line, and sinker.” 

Dr. Richardson discovered his attraction to research in the life sciences during graduate 

school. Like Dr. Jones, his original plan was to become a medical doctor after earning his 

bachelor’s degree. However, he admitted that he did not prepare for the MCATs, as he should 

have, so he enrolled in a master’s program. It was during that program where he discovered his 

love for research. “During that program I realized that I love the field of research and also I have 

the opportunity to teach lab,” he affirmed. His love of conducting research was interrelated with 

his love of teaching students; he found that he liked the “thrill and the rewards” of helping 

students learn new concepts and ideas in the laboratory as well as in the classroom. 

Happenstance and alternatives 

Another motivator to become a faculty member for this study’s participants was by 

happenstance or as an alternative to another career. Some participants “fell into” their careers. 

They did not plan to go into the professoriate but it served as an alternate plan or the opportunity 

was available. For Dr. Ross, his path toward the professoriate could be described as 

serendipitous, a term he used during his interview. He became a faculty member because he 

believed that teaching was all he knew he could do with a doctoral degree in his field of 

mathematics and computer science. Like his reason for enrolling in graduate school, he disclosed 

that he did not plan his entrance into the professoriate either. He revealed, “Most of the stuff that 

happened was by—It just happened.”  
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On the other hand, Dr. Barnes’s initial intention was to work in industry rather than in 

academe. In fact, he had a job offer for a company when a “persistent” church member who 

worked at a university talked him into applying for a faculty position in life science. He did not 

want this position, but only attended the interview out of respect for the church member. Thus, he 

purposely tried to ruin his chances for the position during the interview process. “I did all the no-

no’s. I went with a beard, I didn’t shave, and I was dressed down because I didn’t want the job. I 

was just going to look to keep her quiet,” he confessed. Yet, the chair of the department offered 

him the position anyway and matched the salary that he was offered for a position in industry. He 

continued, “I needed the money and it will save me the relocation costs and so I took the job at 

[institution].” He remained in the professoriate and has become an administrator at his current 

institution. 

Family obligations 

Finally, three participants chose to enter the professoriate because to fulfill family 

obligations. Dr. Tucker and Dr. Campbell decided to enter into the professoriate because they 

wanted to be close to family or it provided a suitable work/life balance. Like other participants, 

Dr. Campbell had several reasons for his career choice to be a faculty member in physical 

science, including seeing his professors’ fulfillment in their careers, but he also wanted to stay in 

Mississippi to be close to his aging parents. “I wanted to stay in Mississippi and I wanted to find 

a job,” he said. In addition to giving back to students, Dr. Tucker also had family obligations that 

influenced her decision to become a faculty member in physical science. She recalled, “I had 

three daughters at the time that I was in graduate school and their education was very important 

to me.” As a faculty member, she even taught her daughter, which she considered to be a 

privilege. 
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Discussion 

The participants’ motivations to become faculty members were varied and often 

multifaceted in that none of them gave just one reason for their career choice. Their familial and 

academic background, experiences with research, and undergraduate and graduate mentors 

influenced their decision to work in the academy. The most frequently cited response was a love 

of teaching. Some participants knew they loved teaching from an early age, while others were 

exposed to teaching after earning their bachelor’s degree and teaching in the K-12 system or 

having parents who were college professors. Similarly, Lindholm (2004) found that individuals 

pursued the academy for the personal satisfaction of teaching and challenging students to 

succeed in and out of the classroom. Like the participants in my study, she argued that faculty 

members find teaching and conducting research enjoyable for both personal and professional 

reasons. 

Moreover, Cole and Barber (2003) posited that what attracted many academically high-

achieving students to the professoriate appeared to be teaching, not research, a motivation that 

resonated with the participants in this study as well. In fact, 24 participants were motivated to go 

into the professoriate because they liked teaching. Moreover, 20 participants indicated that their 

research interests and areas did not play a role in their decision to become a faculty member. 

Their research was described as a merely a requirement for their doctoral degree. However, 

unlike the participants in this study, a higher percentage of African American and Latino 

students in Cole and Barber’s study found the opportunity to mentor minority students the most 

appealing aspect of a career in the professoriate rather than teaching undergraduates; although 

teaching was another highly regarded aspect. 
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Another motivator was the sense of giving back to students or supporting students 

through teaching, research, and service, in part to address the address the low numbers of 

underrepresented minorities (URMs) in the STEM pathway. Moreover, some participants 

intentionally started their careers at HBCUs, to teach and conduct research with students of color 

in STEM fields. Like some of the participants in this study, some faculty of color seem to have 

an intrinsic sense of giving back to their communities manifested in their employment at HBCUs 

where they nurture the students who attend these particular institutions (Bridges, Kinzie, Laird, 

& Kuh, 2008; Mack, 2007; Palmer & Gasman, 2008). This nurturing aspect of the faculty as well 

as administrators at HBCUs is a reason these particular institutions are known for producing 

students of color in STEM who are successful in graduate school (Gary, 2008; Perna et al., 2009; 

Salters, 1997; Solorzano, 1995; Thompson, 2008, Wolf-Wendel, Baker, & Morphew 2000) and 

who move into faculty roles (Perna, 2001). This study adds to the literature of how influential 

professors of color can be for students of color in STEM.  

Additional motivators for the participants to enter into the professoriate included 

encouragement or inspiration from a faculty mentor and exposure to research during the 

participants’ undergraduate or graduate programs. Faculty mentors either exposed them to the 

career option of academia or made them feel capable that they could succeed in academia. 

Mentors are known to be very influential in the persistence and motivation of students color to 

become faculty in STEM (Cole & Barber, 2003; Davis, 2009; Griffin et al., 2010; Hurtado et al., 

2009; Heggins, 2004; McAfee & Ferguson, 2006; Strayhorn, 2010). Furthermore, by examining 

the career choice and academic success of faculty of color, Saldoa (2003) found that minority 

professors were invited into academia directly by their advisors, professors, or colleagues to 

apply for positions at a university, or indirectly invited by speaking as a guest lecturer or a 
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visiting professor. Without this invitation, faculty of color would have continued in other career 

options such as administrative positions or those outside of academia. 

Finally, participants expressed the serendipity or lack of alternatives as reasons for 

entering the professoriate pathway. For a few, the process was not planned. For others, the 

faculty role served as an alternative to working outside of an academic environment or being 

unemployed. Lindholm (2004) also suggested that graduating doctoral students, particularly 

those who entered the labor market after 1970’s when faculty positions were less available than 

previous years, were “grateful” that they received an offer for a full-time faculty position. In 

addition, participants in her study also expressed their unintended entry into academia, in which 

she called them “accidental academics” (p. 620). Thus, not everyone who becomes a faculty 

member is intentional in becoming so; however, most found, at least in my study, gratifying 

aspects of the academy that keep them satisfied. 

Overall, from a theoretical perspective, these six factors fit within Weidman et al.’s 

(2001) graduate and professional student model of socialization. They speak to how minority 

STEM graduate students’ personal background and experiences affected their development in 

becoming doctoral students, who then move on toward the faculty role. In addition, these 

motivators fit into anticipatory stage of Tierney & Rhoads’ faculty model, which happens mostly 

during graduate school. These factors influenced their faculty career choices by either 

reinforcing their decisions to enter the professoriate if it was made prior to graduate school or 

exposing them to the professoriate as a career choice through their graduate study. 

Conclusion 

The pathway to increased degree production in science and engineering for 

underrepresented minorities goes through our colleges and universities. Yet only 9% of the 
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faculty at our universities and colleges are comprised of underrepresented minorities (National 

Science Foundation, 2012). This issue is necessary to address as the United States’ population 

continues to shift toward an ethnic minority majority (U.S. Census Bureau, 2011). Moreover, on 

a global scale, degree completion serves as a primary indicator of future workforce capability 

and the nation’s capacity for innovation and success in global competition, especially in science, 

engineering, technology, and mathematics (STEM) fields (Wendler, Bridgeman, Cline, Millett, 

Rock, Bell, & McAllister, 2010; National Science Foundation, 2008). As disseminators of 

knowledge, faculty members are very influential in preparing the scientific future workforce 

(Campbell 2003; Delamont & Atkinson, 2001). Thus, it would be prudent to explore why 

graduate students enter the professoriate, especially minority graduate students. In addition, 

understanding why minority STEM graduate students enter the professoriate can add to the 

literature that explores the experiences of faculty of color, which are often described as hostile, 

isolating, and challenging experiences (Guidry, 2006; Saldao, 2003; Stanley, 2006; Turner & 

Meyer, 2000). It also adds to the literature that explores the reasons why graduate students of 

color are attracted and remain in the academy (Cole & Barber, 2003; Griffin et al., 2010; 

Heggins, 2004; Hurtado, et al., 2009; McAfee & Ferguson, 2006; Saldao, 2003; Strayhorn, 2010; 

Turner, 2002; Turner & Meyers, 2000). Finally, these results could be useful to university and 

college administrators and faculty members who work with minority students along the STEM 

pathway, as it may give these constituents insight into what motivates these students to start or 

continue their journey toward the professoriate in the STEM disciplines. 
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Appendix A 
Table 1. Participant Information 

Pseudonym Race Gender Discipline 
Years in the 

Professoriate 
Tenure 
Status 

Current Institution 
Carnegie 

Classification 

Dr. Askew African 
American Female Life Sciences 4 Tenured Associate’s—Public 

Rural-serving Medium 

Dr. Barnes African 
American Male Life Sciences 28 Tenured 

Private, Baccalaureate 
Colleges—Arts & 

Sciences 

Dr. Baxter African 
American Female 

Math and 
Computer 
Science 

28 Tenured 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Bonaparte African 
American Male Physical 

Sciences 12 Tenured 

Public Master’s 
Colleges and 

Universities (larger 
programs) 

Dr. Bowen African 
American Female Life Sciences 4 Tenure 

track 

Public, Special Focus 
Institutions—Medical 
schools and medical 

center 

Dr. Bryant African 
American Female Physical 

Sciences 7 Tenured 

Public, Master’s 
Colleges and 

Universities (larger 
programs) 

Dr. Campbell African 
American Male Physical 

Sciences 7 Tenured 
*Public, Research 
Universities (high 
research activity) 

Dr. Chapman African 
American Female Physical 

Sciences 1 Tenure 
track 

Public, 
Doctoral/Research 

Universities 

Dr. Chinn African 
American Female Engineering 5 Tenure 

track 

Public, Research 
Universities (very high 

research activity) 

Dr. Davis African 
American Female Physical 

Sciences 2 
Non-

tenure- 
track 

Associate’s—Public 
Suburban-serving 

Multicampus 

Dr. Evans African 
American Male Life Sciences 2 Tenure 

track 

Public, Research 
Universities (very high 

research activity) 

Dr. Finan Hispanic Male Engineering 9 Tenured 
Public, Research 

Universities (very high 
research activity) 

Dr. Goods Hispanic Female Life Sciences 4 Tenure 
track 

Private Master’s 
Colleges and 

Universities (larger 
programs) 

Dr. Holloway African 
American Female Physical 

Sciences 13 Tenure 
track 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 
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Dr. Jackson African 
American Female 

Math and 
Computer 
Science 

1 
Non-

tenure- 
track 

Public, Baccalaureate 
Colleges—Arts & 

Sciences 

Dr. Jenkins African 
American Male Physical 

Sciences 12 Tenured 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Johnson African 
American Male 

Math and 
Computer 
Science 

5 Tenure 
track 

Associate’s—Private 
Not-for-profit 

Dr. Jones African 
American Male Life Sciences 9 

Non-
tenure- 
track 

Public, Research 
Universities (very high 

research activity) 

Dr. Kaiser African 
American Male Life Sciences 14 Tenure 

track 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Kelly African 
American Male Life Sciences 3 Tenure 

track 

Public, Master’s 
Colleges and 

Universities (larger 
programs) 

Dr. McCoy African 
American Female Physical 

Sciences 13 Tenured 
*Public, Research 
Universities (high 
research activity) 

Dr. McMillian African 
American Female Physical 

Sciences 1 Tenure 
track 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Miles Hispanic Male Life Sciences 13 Tenured 
Master’s Colleges and 

Universities (larger 
programs) 

Dr. Morgan African 
American Female Physical 

Sciences 3 Tenure 
track 

Public, Research 
Universities (high 
research activity) 

Dr. Nesbitt African 
American Female Life Sciences 12 Tenured 

*Public, Research 
Universities (high 
research activity) 

Dr. Owens African 
American Male Life Sciences 5 Tenured 

Public, Special Focus 
Institutions—Medical 
schools and medical 

center 

Dr. Pouche African 
American Male Physical 

Sciences 1 
Non-

tenure- 
track 

*Public, Research 
Universities (high 
research activity) 

Dr. 
Richardson 

African 
American Male Life Sciences 2 Tenure 

track 

*Public, Master’s 
Colleges and 

Universities (larger 
programs) 

Dr. Richburg African 
American Female 

Math and 
Computer 
Science 

5 Tenure 
track 

*Public Master’s 
Colleges and 

Universities (larger 
programs) 
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Dr. Ross African 
American Male 

Math and 
Computer 
Science 

7 Tenure 
track 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Smith African 
American Female Life Sciences 6 Tenure 

track 

Public, Special Focus 
Institutions—Medical 
schools and medical 

center 

Dr. Tucker African 
American Female Physical 

Sciences 11 Tenured 

*Public, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Wallace African 
American Male 

Math and 
Computer 
Science 

8 Tenure 
track 

*Private, Master’s 
Colleges and 

Universities (medium 
programs) 

Dr. Webb African 
American Male Physical 

Sciences 13 
Non-

tenure- 
track 

*Public, Doctoral/ 
Research Universities 

Dr. Winburn African 
American Male Physical 

Science 8 Tenured 
*Public, Research 
Universities (high 
research activity) 

Dr. Wood African 
American Male Physical 

Sciences 8 Tenured 
Public, Research 
Universities (high 
research activity) 

* Note. Historically Black college or university; As of Spring 2011. 
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Federal Off-Reservation Boarding Schools: Political Economy, Ideology, and 

Practical Challenges of Educating the American Indian 
 

Names including Sacajawea, Crazy Horse, Sitting Bull, Geronimo, Chief Joseph, and 

Osceola are peppered throughout U.S. history books, offering a white person’s perspective on the 

lives of these famous “savages” and the ways they impacted our great country through the role of 

friend or foe. How many U.S. citizens have any knowledge of the perspective of the American 

Indian or even basic language etiquette? 

Sioux is considered a derogatory term. The word is a derivative of the Ojibwa tribe’s 
name for snake and was originally coined by French trappers. Instead, teachers and 
students should call them Lakota or Dakota, both of which mean “friendly people” (Pass, 
2009, p. 212).  

American Indians, in over 560 tribes, make up the poorest minority in the United States, 

and with Alaska Natives comprise approximately 1.5 percent of the population, or approximately 

4.5 million people (DeVoe, Darling-Churchill, & Snyder, 2008; Pass, 2009). Socioeconomic 

conditions vary widely throughout the various reservations and in off-reservation families, with 

approximately 27 percent living in poverty, compared to 13 percent of the general population 

DeVoe, 2008). Numerous psychosocial studies have been conducted with American Indian 

families over the years, and a theory that has emerged attributes “communal and historical 

trauma” (Mohatt, Trimble, & Dickson, 2006, p. 44) to various health and educational problems 

that perpetuate within the population, including post-traumatic stress disorder, depression, 

suicide, substance abuse/addiction, and domestic violence. Poor educational outcomes have 

received well-deserved attention for a number of years, and an examination of the historical 

perspective of American Indian education provides many potentially relevant sources.  
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American Indians attend private schools, public schools and U.S. Bureau of Indian 

Education-funded schools both on and off the reservation property. American Indians and Alaska 

Native students have a lower rate of attainment of a high school diploma than White students (75 

percent versus 91 percent in 2006; DeVoe et al., 2008). In 2003, 72 boarding schools were 

funded by the U.S. Bureau of Indian Education (BIE), serving more than 10,000 students 

(Robbins et al., 2006). Interestingly, statistics show that the trend of operation of all BIE schools 

is shifting toward tribally-operated from bureau-operated. In 2007, of the 184 schools funded by 

the BIE, 61 were operated by the bureau while 123 were tribally-operated (DeVoe et al., 2008).  

Purpose 

The vague and largely one-sided perspective provided in our U.S. history courses and the 

desire to learn more about the historical limitations of educational opportunities available to 

American Indian students led to the following research question: What are the historical and 

current institutional barriers to receiving a quality education within the setting of the off-

reservation boarding schools? The purpose of this paper is to explore the unique challenges faced 

within the off-reservation boarding schools. In discovering and researching the historical barriers 

and challenges of the U.S. educational practices related to American Indians, the evaluation of 

the practices can be related to political economy and current ideology to identify potential 

mechanisms of positive change. 

Historical Perspective of Off-Reservation Boarding Schools 

Political Economy 

In the decades following the Revolutionary War, the new U.S. government turned its 

efforts to policy regarding the American Indian. A division of the U.S. Department of Interior 

(commonly called the Indian Bureau) was established to conduct the interaction with the 
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American Indians. In the words of Adams (1995), “the policy issue could be reduced to this fact: 

Indians possessed the land, and whites wanted the land” (p. 5). Further, as the American Indian 

“savages” possessed a culture completely different from the Church of England-based 

foundation of the U.S. government, the U.S. was compelled to civilize them to maintain the 

position that “all mankind was one” (Prucha, 1985, p. 6) but that American Indians were inferior 

to whites. Adams (1995) states, “Whether discussing the Indians’ worship of pagan gods, their 

simple tribal organization, or their dependency on wild game for subsistence, white observers 

found Indian society wanting” (p. 6). The whites wanted the Indian hunting grounds, and if the 

Indians became civilized farmers, they would no longer need the excess land (Prucha, 1985). 

Therefore, the early efforts to civilize the American Indians were based on a combination of land 

hunger and benevolence (Adams, 1995). A sort of ignorant blindness existed to the possibility 

that the American Indians did not want to be civilized, yet attempts were made, in the early years 

through mission schools, and the results were mixed at best (Adams, 1995; Prucha, 1985; 

Trafzer, Keller, & Sisquoc, 2006). The attempted humanitarian efforts were prompting the 

American Indians to view the government as the “Great Father,” an all-encompassing provider, 

protector, and guardian (Prucha, 1985). By the mid-1850s, peace treaties and reservation 

boundaries were being established to ensure that the U.S. government could continue land 

acquisition and the civilization efforts. It was argued that peace treaties implied equal authority 

in negotiation but were actually fraudulent instruments of “paternalism” (Prucha, 1985, p. 15). 

With military forces required in many cases to subdue the American Indians and a 

questionable moral basis for what appeared to be cruel and inhumane treatment, the late 1860s 

and 1870s brought changes to Indian policy, including the end of the treaties and the fighting on 

the plains (Prucha, 1985). The American Indian began to understand that change was inevitable, 
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and U.S. efforts turned to the education required for civilization as the only alternative to 

“extinction” (Adams, 1995, p. 15). Adams (1995) describes the economic analysis that must 

have been in the minds of the politicians and Indian Bureau officials during this period: 

Similarly, Secretary of the Interior Henry Teller calculated that over a ten-year period the 
annual cost of both waging war on Indians and providing protection for frontier 
communities was in excess of $22 million, nearly four times what it would cost to 
educate 30,000 children for a year (p. 20). 

The Board of Indian Commissioners was appointed by President Grant in 1869, and 

throughout the conflict with the Indian Bureau over authority, the board shaped the policy 

toward American Indians for many years, including that of education (Adams, 1995; Prucha, 

1985). The U.S. began to see the reservation system as the link to total dependence on the 

government for survival, where the intent of American Indian policy from the start was a 

foundation of civilization for independence. Reform was required to stimulate independence, and 

education became a prime target. Education was the focus of training the American Indian youth 

in the ways of society and vocation, reducing American Indian dependence on the U.S. 

government, and eliminating tribal communal culture (Adams, 1995; Prucha, 1985). 

Ideology 

The basic values, beliefs, and customs of the American Indians were foreign concepts to 

the individualistic society that was evolving in the U.S. The American Indians traditionally 

embraced the connection with other people and with ecology and the environment (Cajete, 

1994). Cajete (1994) succinctly summarizes the American Indian tribal life: 

Environmental relationship, myth, visionary traditions, traditional arts, Tribal 
community, and Nature centered spirituality have traditionally formed the foundations in 
American Indian life for discovering one’s true face (character, potential, identity), one’s 
heart (soul, creative self, true passion), and one’s foundation (true work, vocation), all of 
which lead to the expression of a complete life (p. 23). 
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Conversely, the U.S. was not far removed from the drafting of the Constitution. Freedom, 

pursuit of the acquisition of wealth and property, mastery of the natural law, and Christian 

beliefs governed all aspects of everyday life (Prucha, 1985). The founding fathers of the country, 

early Presidents and Congressmen, and upper social class members envisioned the betterment of 

the U.S. through promoting knowledge (Baptiste & Michal, 2004). The common knowledge, for 

common good, would be transferred to the American Indians only by assimilation (Prucha, 

1985). In the minds of many, the assimilation was for the benefit of the Indian, a “Jeffersonian 

paternalistic bent in Indian policy” (Prucha, 1985, p. 12). The paternalistic ideology of the 

civilization of the American Indian stemmed from benevolent Christian principles aimed to 

incorporate the American Indians into U.S. society, albeit at the expense of giving up their 

hunting land. However, the effect of protecting and guiding the American Indians until 

demonstration of their self-sufficiency was the opposite of what was anticipated. As reservations 

were broken up and the land distributed to individuals, the individualistic ideals led to increased 

dependence on the U.S. government, the Great Father, in effect “total wardship for the Indians” 

(Prucha, 1985, p. 24). This paternalistic relationship was the ideology within which the federally 

run American Indian boarding schools were founded (Adams, 1995). 

Educational Philosophy 

Obviously, the prime focus of the early years of the education of the American Indians 

was the replacement of their customs and beliefs with the civilized ways of the white man. The 

means to this end was to teach the American Indians the ideals of Christian society and the 

English language: reading, writing, and speaking (Adams, 1995). Once reading and writing skills 

were established, basic knowledge of math, science and history could be transmitted. In 

particular, history and science studies could be manipulated to direct the American Indians’ 
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opinions to the “right” character of the white man and the errant and ignorant ways of the 

Indians. All aspects of the educational experience embraced routine, ritual, and recitation to 

replace the native customs, beliefs, and practices.  

An additional chief aim of the educational system was to teach the American Indians the 

concept of individualization; that is, the value of individual interests, acquiring property and 

possessions, and self-sufficiency. American Indians were considered lazy and barbaric because 

they did not value manual labor and property, and their goals were community-driven rather than 

self-serving. The result of toil and labor in the context of the American value system was 

individualization (Adams, 1995). Adams (1995) summed up the educational philosophy: 

Granted, all this called for an artful use of schooling as an instrument for furthering the 
process of white political and ideological hegemony, but philanthropists were convinced 
they could pull it off (p. 24). 

One is reminded of the philosophy of industrial education embraced by Booker T. 

Washington (2011), and indeed the similarities make sense in light of the connection of the off-

reservation boarding schools to Hampton Institute, Washington’s alma mater. The federal off-

reservation boarding school evolved from the work of Lt. Richard Henry Pratt, who was in 

charge of 72 Indian warrior prisoners transported to Fort Marion, Florida for incarceration. Pratt 

first had their hair cut and dressed them in army uniforms, then began lecturing them on survival 

in the white man’s world. Eventually, the prisoners learned trades and skills useful to the 

surrounding community and began earning money for their skills, artwork, and carved items. 

Pratt kept individual accounts for the prisoners, allowing them to make purchases based on 

earnings from their labor (individualism; Adams, 1995). He solicited volunteer teachers from the 

community to teach the Indians, and as the time for release came near, Pratt intervened to have 

younger prisoners continue their education. Hampton Institute accepted seventeen former 

prisoners as well others recruited by Pratt from the reservations (Adams, 1995).  
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The successes at Hampton Institute led Pratt to lobby for a school of his own, and 

property at Carlisle, Pennsylvania was offered for the first federally-operated off-reservation 

boarding school, the prototype of the future. Students were recruited from the Lakota 

reservations of Pine Ridge and Rosebud, former Hampton Institute students joined them, and 

Carlisle was opened on November 1, 1879 (Adams, 1995). One of the interesting byproducts of 

Hampton Institute was the use of photographs to show the “before” and “after” figures of the 

American Indian youth, said to be planned by Pratt and the principal of Hampton Institute to 

provide a public relations tool for the many visitors and depict the miraculous transformation of 

the young savages into neat and tidy Americans (Adams, 1995). Pratt believed that American 

Indians should be swiftly assimilated into the American ways of life, and that a reservation 

school or missionary-operated school was not able to do so to the extent that an off-reservation 

school could (Adams, 1995). This idea was indoctrinated into the intent of the Indian Bureau that 

students should be fed to the off-reservation boarding schools from the day schools and 

reservation boarding schools, but was never completely incorporated into policy (Adams, 1995). 

Pratt saw the immersion of the students in the community, or “outing system” (Adams, 

1995, p. 54) and the removal of the students from the tribal setting as the key advantages of the 

off-reservation boarding schools for cultural assimilation. Taking the savage away from the 

savage environment and placing him in the heart of civilization would convert him into a 

civilized man (Adams, 1995). The idea took hold among the reformers of the Indian Bureau and 

philanthropists as Carlisle passed its first year of operation, and 24 more off-reservation boarding 

schools opened from 1880 to 1902 (Adams, 1995; Riney, 1998). Some were constructed great 

distances from the reservations they served where students remained year-round; others were 
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opened closer to home to accommodate (or tolerate) periodic visits from family to keep students 

in touch with the homes they would return to upon graduation (Adams, 1995). 

Off-Reservation Physical and Educational Characteristics 

One of the first activities upon arrival was the cutting of the long hair that was considered 

to be aligned with the savagery the students had left behind. The students were dressed in school 

uniforms, and were given new names, sometimes translations of their Indian names and 

sometimes completely new names to assist in pronunciation and development of state records 

and inheritance papers (Adams, 1995). 

Boarding schools varied widely in the facilities, grounds, and supplies. Some students 

were offered adequate lodging, while others were subject to cold climates, inadequate bedding, 

poor ventilation, and non-nutritious food choices. Carlisle was afforded Army rations for its 

entire period of operation, but this was the exception rather than the norm (Adams, 1995). Poor 

health was a common resultant of the living conditions, including epidemics of tuberculosis and 

trachoma. In 1912, trachoma research showed that within the 30 boarding schools studied in 

Oklahoma, 69 percent of the students had the disease (Adams, 1995). 

The overall environment of the off-reservation boarding schools was military-like, 

“where students organized into army units and drilled in elaborate marching routines” (Adams, 

1995, p. 117). Discipline was imposed through various methods and punishments, and corporal 

punishment was a common practice. Also common was extreme marching in poor conditions, 

extra chores, reduced rations, public ridicule, and school imprisonment. In general, discipline 

was geared toward the instillation of fear rather than citizenship training (Adams, 1995). 

The first focus of classroom learning was the English language: spoken, read, and 

written. Students went from naming simple items pointed out in the classroom to reading and 
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copying short passages. Adams (1995) states, “Not for two or three years did teachers begin to 

teach grammar seriously” (p. 137). Overall, students were absolutely not allowed to use their 

native language in the boarding school, and were subjected to various punishments if caught 

doing so. In some situations, many tribes were represented in one boarding school, making 

native language use difficult, but in others, students secretly used their language of origin 

(Adams, 1995). Off-reservation boarding schools seemed to have the advantage over other 

schools due to the isolation from the tribes as well as the proximity to and contact with English-

speaking communities. Carlisle, always the model of off-reservation schools, was praised for its 

capabilities of transforming students into English-speakers (Adams, 1995). 

After the foundations of English were established, students began instruction in a 

curriculum of study of “arithmetic, geography, nature study, physiology, and United States 

history” (Adams, 1995, p. 142). The introduction of systems of measurement, of geographic 

wonders of a global scale, and of Western science and medicine were sometimes accepted with 

awe but were often greeted with skepticism. History was the opportunity to instill white man’s 

views and powerful stance for the hopes of future citizenship of the students. Adams (1995) 

states, “Teaching U.S. history to Indians, speaking of savages, civilization, and manifest destiny, 

convincing pupils that the subjugation of their race was in their own best interest, posed definite 

problems for the conscientious teacher” (p. 147). 

Thanks to the dependence of the American Indians on the “Great Father” for rations, 

clothing, and basic life necessities, the educational philosophy of the off-reservation boarding 

schools included the urgent goal of teaching industrial skills to terminate the dependence on the 

U.S. government. To that end, boys and girls were required to learn agriculture, domestic, and 

trade skills and apply the skills within the boarding school for its daily operation and/or 
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economic benefit. On the surface, the philosophy is that of industrial education; however, one 

would question at what point the student mastered the skill and no longer needed to “practice” or 

be instructed (Adams, 1995; Knight, 2008). Students spent a large portion of their school day 

learning the industrial skills or performing the tasks associated with the skills, a fact that leads to 

the conclusion of exploitation in many cases.  

Pratt’s outing system was copied at other off-reservation boarding schools. Students were 

placed first in rural, agricultural homes, and later in urban settings where trade skills were useful, 

and earned money for their work. The exposure allowed students to extend beyond the 

limitations of the boarding school experience for acculturation, and “allowed them to test their 

capacity to compete with whites in the struggle for existence” (Adams, 1995, p. 157). The outing 

was a pleasant experience for some students, with good accommodations and caring patrons, 

while the outings for others involved homesickness for classmates and difficult working 

conditions or unfriendly living conditions (Adams, 1995). Policymakers saw the outing system a 

success for promoting civilization and the ways of the white man; however, after trial and error 

they also understood the fact that residents of the western states had a particular hatred for 

American Indians, and the successes of the outing system would be realized in the east. 

Exploitation was common in the west, and through the marginal or even deplorable conditions, 

students learned of the discrimination that would remain prevalent in the western frontier 

(Adams, 1995). To a great extent, the academic lessons also supported the skills deemed 

necessary for the American Indians to become self-sufficient. Students participating in the outing 

system were provided savings accounts for their earnings. The students were indoctrinated in the 

value of a dollar, the importance of saving, and the rewards of spending on material possessions. 
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Mixed messages were established throughout the schools regarding saving versus acquiring 

(Adams, 1995).  

Historical Barriers to Education in Off-Reservation Boarding Schools 

Tribe and Family 

Students were recruited for the off-reservation boarding schools in the early years, but 

opposition was common, and enforcement was often necessary (Riney, 1998). In fact, the Indian 

Bureau withheld food, clothing, and other rations from families that refused to send or return 

students to school (Adams, 1995; Trafzer et al., 2006). Conquering and reservation confinement 

were not conducive to favorable opinions of federal government education; therefore, resistance 

was common at school, ranging from contempt or acquiescence to running away. Carlisle itself 

reported 45 discharges in one year for running away (Adams, 1995). Letters from parents as well 

as positive affirmations from tribal chiefs supported the school’s interests in retaining the 

children and fostering their willingness to learn and cooperate (Adams, 1995). 

Former students were returned to the off-reservation schools when they showed signs of 

sliding into the Indian ways (Hulston, 1995). The schools were funded based on enrollment, so 

attendance was enforced for financial as well as assimilation purposes (Adams, 1995). Some of 

the resistance was due to the separation of students from parents and siblings for years at a time, 

fears of disease and death, as well as tribal pressure (Riney, 1998). For example, the Lakota 

leader Red Cloud of Pine Ridge reservation adamantly opposed the white man’s education, and 

in 1870 “proclaimed that as long as his people had buffalo to provide them with food, clothing, 

and shelter, there was no need for schools, which he saw as charitable institutions for those 

people who could not support their children” (Hulston, 1995, p. 84). The subsequent annihilation 

of the buffalo changed the perspective on education at Pine Ridge over time.  
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When students returned home, the influence of the school waned and the native 

environment pressed. Some homecomings were peaceful, while others were riddled with the 

clash of the white man’s ways with the native culture (Adams, 1995; Huffman, 2008). This 

presented a potential negative impression of the educational experience of the off-reservation 

boarding schools to future generations of students (Trafzer et al., 2006). It also created inner 

turmoil for the returning students: how to continue practicing their new-found religious beliefs 

and quest for individualism (Adams, 1995). Many re-established the native culture in their lives 

with little thought of maintaining the lifestyle of the white man (Adams, 1995). The assimilation 

effort within the off-reservation boarding schools could educate the American Indians in the 

culture and society of the U.S., but it could not remove their hearts from their families and tribes. 

Cultural Rituals and Traditions 

Many of the rituals and traditions of the American Indians were not understood or were 

misunderstood during the early days of the off-reservation boarding schools. For example, where 

the cutting of hair upon arrival at school was accomplished as an outward sign of the civilization 

of the Indian youth, the Lakota tradition of cutting off braids symbolized mourning. The identical 

clothing of the uniforms was uncomfortable as well as disdainful to some of the students, 

because American Indians valued individuality in appearance (Adams, 1995). 

The rituals and traditions were related to the religion of the American Indians, which 

varied from tribe to tribe in fundamental characteristics. However, there was no native word or 

description for religion; it was simply the outlook on life. It permeated all aspects of life: 

community, parenting, food gathering and preparation, celebrations, art, and household. The 

American Indians were embedded within nature, rather than separate from and better than. They 

celebrated seasons of life, harvest, hunting, and death with rituals that were interpreted as pagan, 
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barbaric acts. Christianity had infused into some of the reservations prior to students arriving at 

boarding schools; however, the tribal cultural heritage typically remained strong (Adams, 1995). 

Setting/Lifestyle 

Many of the items of daily living in the white man’s world were foreign and difficult to 

understand. For example, American Indians marked time through nature; therefore, new students 

did not understand what the numbers and hands meant or why the clocks were watched so 

closely. The days were divided into regimented schedules, with bells, clocks, and timed 

assignments. Students had to learn to eat new foods, as well as to use the etiquette of U.S. 

society, with multiple utensils, plates, napkins, and other appurtenances. Eating followed a daily 

schedule that was unfamiliar to the American Indian. Also, the straight lines, rectangles, and neat 

rows of the white man’s world were unfamiliar. Adams states (1995): 

For Lakota students, for instance, the essential touchstones of cultural reality – the sky, 
the sun, the moon, the tepee, the sundance lodge, and the “sacred hoop” – were all 
circular phenomena (p. 113). 

Language 

The American Indians’ difficulty in mastering English had more to do with vocabulary 

differences. Children came to the off-reservation boarding schools from many different tribes, 

many with their own language; therefore, teachers routinely faced the challenge of interpreting 

more than one language to translate into English. Also, there were often more words to describe 

something in English versus the native language, or the exact opposite. Further, there were 

English words for which there was no corresponding native word or words to translate to 

(Adams, 1995). Adjustment to the new way of life was difficult at best when the students were 

forbidden to speak in their native language and had no words to describe what they were seeing. 
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Curriculum 

Beyond learning the language, American Indian students had to learn basic arithmetic, 

the goal being the understanding of wages, buying, and selling. The students were often 

distrustful of the lessons of geography and astronomy because of ancestral teachings (Adams, 

1995). More importantly, and carrying on through the years, was the American Indians’ concept 

of nature and spirituality. The curricula of the boarding schools included religion and moral 

training because Christianity was considered the gateway to civilization, and American Indians 

were considered to have much lower moral standards than the white man (Adams, 1995). The 

animals were considered spiritual beings, and the Indians were dependent on the animals and the 

remainder of nature, the “Mother Earth” (Adams, 1995; Cajete, 1994). Cajete (1994) states: 

Relationship is the cornerstone of Tribal community; the nature and expression of 
community are the foundation of Tribal identity. It is through community that Indian 
people come to understand the nature of their personhood and their connection to the 
communal soul of their people (p. 164). 

Evolution of the Current Ideology 

Assimilation and Dependency 

Assimilation of the American Indians into the U.S. society was the goal of the 

educational endeavors in the boarding schools. The ability of the off-reservation schools to 

isolate students from tribes and families, immerse them in the culture and knowledge of the 

emerging industrial society, and provide work opportunities was touted as the means to take 

white man’s ways back to the reservation. Instead, students were largely returning to the native 

culture, often with external friction with family members and internal strife over the clash of two 

very different cultures. As Prucha (1985) reflects on the native culture: 

Land and other resources were gifts of nature to be used, not commodities to be 
accumulated for profit and power. Political leaders were those who successfully managed 
an equitable distribution of the fruits of the earth (p. 34). 
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By the end of the 19th century, assimilation was not working as designed, and the exact 

opposite had occurred among most of the tribes. American Indians became dependent on white 

man’s tools and other artifacts after separation from their traditional diet, goods and cultural 

items, but did not acquire the skills to produce or repair. This dependency was rampant, and 

policymakers were struggling to reverse the flywheel. The Dawes Act of 1887 provided land 

allotments to be held in trust for 25 years, after which it was assumed the American Indians 

would adopt the white man’s ways and become civilized farmers and ranchers. Proceeds from 

the excess land sales were to be used for the education necessary to assimilate the American 

Indians. This was a great failure, increasing the bureaucracy required to administer the program 

and subsequently increasing the dependency on federal aid (Prucha, 1985). Prucha (1985) states: 

The destruction of the traditional means of economic well-being and the concomitant 
crushing of Indian political, religious, and social customs created dispirited communities, 
which had no motivation to advance or succeed (p. 44). 

Termination and Indian Rights 

 The early 1900s brought a new ideology into play with the lingering assimilation views. 

Indian rights were increasingly broadcast, seeking “protection, preservation, and strengthening of 

Indian ways in art, religion, and social organization” (Prucha, 1985, p. 56). The allotment system 

was terminated, and the ultimate goal was to renew tribal government and the tribal economic 

system given the limitations imposed through assimilation practices. The change in ideology 

came at the same time that the secularization of society was becoming prominent, and the 

anthropologist replaced the missionary as the expert in American Indian policy (Prucha, 1985). 

John Collier, eventually appointed commissioner of Indian Affairs by Franklin Delano 

Roosevelt, became a prominent figure in social reform of American Indian policy, which began 

to migrate toward protection of native beliefs and practices through court action and legislation.  
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The Meriam Report of 1928 outlined problems with Indian policy, particularly in the 

educational arena, and suggested that the educational goal should be to provide students with the 

knowledge and skills to live in both the native and white worlds (Szasz, 1999; Watras, 2004). 

One recommendation of the report was that off-reservation boarding schools should be more 

closely aligned with the progressive principles of public schools to encourage a college 

education (Adams, 1995). Industrial training was criticized in that some of the trades were 

outdated, and skills did not promote return to the reservation upon graduation (Szasz, 1999; 

Watras, 2004). Responses included increased vocational education for the American Indians and 

tribal government reorganization as part of the Indian Reorganization Act of 1934. The tribal 

reorganization was wrought with problems, for some tribes had crossed far into the world of 

assimilation and were no longer embracing traditional culture to the extent that others were. 

Tribal governments were largely fabrications of U.S. government policies, and did not adhere to 

traditional tribal ways (Prucha, 1985). The period of time from approximately 1930 until World 

War II was called the “Indian New Deal” (Szasz, 1999, p. 188), where policymakers attempted 

to prepare students for reservation as well as life in the white society with improvements in 

industrial training and increased native culture curriculum. Progressive educational practices 

took hold in American Indian schools, including allowing more freedom in selection of 

activities, solving common everyday problems in lessons, and promoting cooperative methods 

(Watras, 2004).  

In 1891, the federal government began contracting with public schools; however, the 

contracting was problematic in areas where it was difficult to educate the white and American 

Indian children together. Nonetheless, by 1930 more American Indian students were enrolled in 

public schools than in federally-operated schools (Szasz, 1999). This was not without challenges. 
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The states had different educational policies, as well as individual school districts within the 

states. Federal funding was provided on a per-child basis, and non-taxable Indian land created 

complexities within the school budgets relying heavily on property tax revenues. The Johnson-

O’Malley Act of 1934 laid the legislative foundation for federal-state contracts for education of 

the American Indian children. The hope was that public schools would implement native-specific 

special programs; however, reality proved that success in implementing Indian Bureau special 

programs was sporadic (Bromert, 1978; Szasz, 1999). Off-reservation boarding schools once 

again became favored over the progressive movement’s day schools (Penland, 2010). 

Termination was the 1950s polar response to the reorganization efforts, seeking to end 

the guardianship of the federal government. During this period, progressive education in 

American Indian schools was criticized, and a turn toward increased vocational training occurred 

concurrently with decreased native arts curriculum (Watras, 2004). The political climate of the 

time was policy toward reduced government spending, economic growth, and nationalism. The 

goal was to terminate federal services including education, and the American Indians quickly 

responded in agitation through fear of severance of the federal programs. Termination was 

quickly deemed unacceptable by policymakers (Prucha, 1985).  

Indian Participation and Self-Determination 

The resistance to termination and the lack of any support for the return to wardship left 

the policymakers looking for a new direction. Improved economic state, citizenship, and 

participation in American life were the goals for the American Indians, all part of the general war 

against poverty that characterized the 1960s. The culmination of the reform efforts was the Civil 

Rights Act of 1968, with five titles addressing American Indian issues (Prucha, 1985). The 

Indians’ goal was self-determination, and the last half of the 20th century was marked by the 
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move toward this effect. For example, Nixon’s stance toward Indian affairs was “self-

determination without termination” (Prucha, 1985, p. 83). Given the historical assimilation 

practices, the American Indians have remarkably maintained their culture. Prucha (1985) states 

that today’s American Indians “seek to protect their tribal autonomy and Indian heritage by 

skillful use of Anglo-American forms and agencies, while at the same time they promote the 

revival of tribal sovereignty” (p. 81). 

Participation of the American Indians in education, as well as social programs, was the 

foremost political principle; however, there was hesitancy on the part of the Indians to accept 

responsibility. Wax (2002) studied Oglala Lakota families in the early 1960s, and found that 

parents wanted children to obtain enough education to find local jobs, but did not really care 

what was being taught. The 1969 Kennedy Report stated that federal Indian policy to date had 

failed to integrate cultural differences into the curriculum, had failed to recognize or appreciate 

the Indian community served, and had blamed inadequacies on the Indian students. Studies 

reported that American Indian students left school because of lack of interest in the curriculum, 

and that dropout rates were above 80 percent at times (Briggs & Peacock, 1995; Sorkin, 1970). 

Federal responses to the self-determination movement included establishing all-Indian 

school boards with representation of the major tribes contributing to the student population. 

Further, the Indian Bureau issued a statement that it would no longer enact plans in light of 

serious opposition by the American Indians. Parental support and consent was sought for major 

decisions in schools, including off-reservation boarding schools. These radical changes within 

the Indian Bureau demonstrated that it finally accepted that “the most legitimate critics of Indian 

education were the Indian people” (Szasz, 1999, p. 194). 
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The 1970s brought an increase in the Indian participation in educational programs, and 

courts upheld the doctrine of inherent tribal sovereignty with U.S. citizenship (Prucha, 1985). 

Publicity, attorney services, and special interest group lobbying were initiated by the Indians, 

demonstrating their increased political awareness (Szasz, 1999). Three milestone Acts of 

Congress in the early 1970s, including Title IX of the Indian Education Act, made it possible for 

American Indian education to be guided by their people (Szasz, 1999). The instruction of 

Congress in the relationship between the tribe, state government, and federal government and the 

trust responsibilities was instrumental, given the historical power of the western states in 

directing Indian policy. According to Szasz (1999):  

This combination of western power and eastern ignorance has forced representatives 
from tribes and pan-Indian organizations to become educators for Congress, teaching 
uninformed members and attempting to persuade antagonistic members about the legal 
and moral obligations of the United States toward Native Americans (p. 208).  

In the last two decades of the 20th century, Indian schooling faced considerable budget 

cuts through the “Reaganomics” era. President George H.W. Bush called for an Indian Nations at 

Risk (INAR) report, the goals of which were stated as follows (Szasz, 1999): 

Community-based early childhood education; a strong language base with an emphasis 
on bi- or multilingual learning, well trained and culturally sensitive teachers; schools that 
respect and support a student’s language and cultural heritage; [and] partnerships 
between schools and parents/communities (p. 219). 

In 1998, President Clinton signed the “Executive Order on American Indian and Alaskan 

Native Education” based on the findings of the INAR report and policy recommendations from 

the American Indian community and educators, known as the Red Book (Beaulieu, 2008; Szasz, 

1999). While the American Indians knew that there was much work to be done, the Executive 

Order marked a major step toward cohesion within the federal agencies responsible for native 

education (Szasz, 1999). Over 100 years after the opening of the first federal off-reservation 

boarding school, American Indian parents were still dissatisfied with the respect for culture 
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practiced in the federal schools (Huffman, 2008). Ironically, the tribes and the reservations are 

not economically self-sustaining; therefore, dependency has not been buried, including support 

for education, health care, and economic development. However, “diversified economies to 

support further tribal scholarships, such as Indian gaming” (Szasz, 1999, p. 204) along with a 

diversity of strategies toward sovereignty of control in American Indian education have fostered 

new strategies in dealing with policymakers. 

Contemporary Off-Reservation Boarding Schools 

Political Economy 

The Executive Order signed by President Clinton in 1998 opened the door to a research 

agenda that included the following items (Beaulieu, 2008): 

(1) Establish baseline data on academic achievement and retention of AI/AN [American 
Indian/Alaske Native] students in order to monitor improvements; (2) evaluate 
promising practices used with those students; and (3) evaluate the role of Native 
languages and cultures in the development of educational strategies (p. 14). 

The President’s research agenda looked at the strengthening of Title IX of the Indian 

Education Act, which did not occur until the 2001 No Child Left Behind Act (Beaulieu, 2008). 

Through the remainder of President Clinton’s term, an agenda was developed that expanded 

priority areas for American Indian education. For the first time, priority was placed on studies 

that were beneficial to American Indians, and that supported “partnerships between community, 

researcher and schools or programs serving Native students” (Beaulieu, 2008, p. 18). 

The 1998 Executive Order “transformed Indian education at the federal level” (Beaulieu, 

2008, p. 20). The programming budget for the Office of Indian Education within the Department 

of Education more than doubled, and new research initiatives including a $1.75 million grant 

appropriation were established. New programs allowed the training of American Indian teachers 

at the rate of 1,000 in four years (Beaulieu, 2008). 
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Under the George W. Bush administration, the research grant program was developed, 

establishing as a priority the evaluation of “the role of language and culture in developing 

educational strategies” (Beaulieu, 2008, p. 20). However, according to Beaulieu (2008), the 2001 

No Child Left Behind Act placed so much emphasis on testing and testing outcomes that the 

focus on the Indian Education Act emphasized during the Clinton administration did not come to 

fruition. Further, the Office of Indian Education blatantly banned “the use of Native languages 

and cultural instruction in Indian education programs” (Beaulieu, 2008, p. 32). Concurrently, the 

Indian Bureau required all bureau-funded schools to adopt the standards of the residential state, 

contrary to previous statutes, which would greatly reduce tribal control (Beaulieu, 2008).  

A number of hearings were held by the National Indian Education Association for the 

purposes of assimilating the views that No Child Left Behind unintentionally opposed the 

positive educational principles of American Indian education, obtained from native and non-

native educators, counselors, school administrators, tribal leaders, school board members, 

parents, and students (Beaulieu, 2008). The general consensus, summarized in 2005, was that the 

overriding emphasis on testing had significantly reduced the emphasis on native culture in 

education, the involvement of tribal governments in American Indian education, and the impact 

of role models in the family, school and community in students’ lives (Beaulieu, 2008). For 

example, the funding for liberal arts programs were being cut, while music, literature and the arts 

were the key programs in which native heritage could be incorporated (Beaulieu, 2008). 

The No Child Left Behind Act remains to be reauthorized after 10 years of struggle with 

the compression of curriculum to meet the emphasis of test scores tied to performance, and faulty 

teacher credentialing. It is the hope of the American Indian advocates that the increased 
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momentum in federal policy and the Act’s reauthorization will lead to the embodiment of native 

language and culture in educational practices (Beaulieu, 2008).  

Ideology 

The climate of today’s ideology includes native language and cultural programs that 

foster self-determination, tribal self-sufficiency, and individual identity among the American 

Indians (Tippeconnic, 2000). Of importance is the research supporting higher academic 

achievement in total language immersion classrooms (Beaulieu, 2008). Cultural programs are 

desired to bridge the gap between education and community, and more is being learned from 

American Indian students who were educated in the standard way then became teachers 

themselves (White, Bedonie, de Groat, Lockard, & Honani, 2007). The importance of the 

cultural lesson integration into the curriculum is stressed to promote the desired self-

determination in thought, viewpoint, and lifestyle upon emergence into adulthood (Mahan, 2001; 

White et al., 2007). According to Ingalls, Hammond, Dupoux, and Baeza (2006), the response to 

culture within education “ recognizes and addresses students’ learning styles, the modalities of 

reflective learning, the role of group collaboration, the function of non-verbal behavior and the 

implications of self-regulation” (p. 16). 

The modern-day white American society still places tremendous value on individualism 

and living the “American dream” through acquiring money and material possessions. This 

remains in contrast with the American Indian values of generosity, harmony, inclusion, 

community, and humility that are embraced (Ingalls et al., 2006; Morgan, 2009; Robbins et al., 

2006; Van Hamme, 1996). While the contrasts remain sharp, there is at least more inclusivity 

and acceptance of the differences in the ideology today. The challenge is maintaining bonds to 
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American Indian values while preparing students for a diverse modern society (Van Hamme, 

1996). 

Education 

Contemporary education of American Indians is threaded through and through with the 

ideology of self-determination. Today, off-reservation boarding schools remain a thriving option 

for students, despite problems that some encounter. Often, the off-reservation schools become a 

last resort for problem students who have been expelled from other institutions. However, many 

former and present students praise the off-reservation boarding schools in giving back to 

American Indians (Trafzer et al., 2006). Do teachers need be American Indian? Some would 

argue that the white teacher workforce is not capable of meeting the needs of a culturally diverse 

student body; however, sensitivity to linking home culture with educational curriculum seems to 

be the important factor rather than ethnicity, at least in early childhood education (Gilliard & 

Moore, 2007; Mahan, 2001).  

Off-reservation boarding schools remain an appealing option for American Indians for 

multiple reasons. Indeed, the schools offer the last resort for some, and also provide a safe haven 

for children in homes stricken with addiction, violence, dysfunction, and/or poverty (DeJong & 

Holder, 2006). Robbins et al. (2006) found that a majority of American Indian boarding school 

students, both past and present, described evidence of “poverty, abuse and neglect” (p. 75) prior 

to attending school, leaving them emotionally scarred and broken from the start. Some children 

seek off-reservation education because of the impression that the reservation life is dull or a 

“dead end” (Trafzer et al., 2006, p. 239). Some families or tribes encourage attendance so 

children can learn the complexities of American government, for extracurricular activities and 

in-school instruction that utilize native educators to embrace the native culture in culturally 
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relevant curriculum, and for intertribal camaraderie and cultural exchange (Meyer, 2011; Trafzer 

et al., 2006). However, recent students still report a devaluing of traditional tribal values in the 

boarding school setting, and a continued attempt to “civilize” the American Indian children 

(Robbins et al., 2006). The off-reservation boarding school experience may be a positive aspect 

of the heritage of a family, incorporated as part of the family culture (Riney, 1998). Also, a 

boarding school may offer a proven path to higher education and the resulting future career 

opportunities (Trafzer, 2006). The common educational experience brings American Indians 

together in the community that their culture so embraces.  

Change is possible. Hall and DeJong (2006) evaluated an intertribal off-reservation 

boarding school that has utilized the child-centered strategies of Humanism, including respecting 

the child, structuring time, and operating a well-maintained school to allow the students to 

realize their full potential. Improved retention rates and test scores, as well as a decline in 

behavioral problems, indicate that students are receiving the message that they are valued (Hall 

& DeJong, 2006). There may not be a “one size fits all” approach to the educational philosophy 

of an off-reservation boarding school, but it is obvious that the forethought of educational 

practices in line with the American Indian values presents a high probability of improvement 

over the traditional assimilationist views. 

Conclusion 

We have much to learn to embrace native values in adapting to the unique learning styles 

of the American Indians in the classroom setting. As we gain information and make better 

decisions, we will be able to provide cultural relevance in the classroom and give American 

Indians better terms for acceptance of the U.S. educational system. Cultural relevance remains a 

challenge in the off-reservation boarding schools as it does in public schools. 
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It is obvious from a historical perspective that the future of federal off-reservation 

boarding schools is subject to the influence of multiple sources: American Indian tribal 

government, special interest groups, Congress, and the Indian Bureau. It appears that there 

remains a solid place for the boarding schools; however, differences in culture and custom are 

often forgotten in the educational practices. An awareness of the flaws in our system and the 

creation of advocacy throughout our society will foster growth and change in our perceptions and 

policies. Nothing can erase the sordid history of the evolution of the boarding schools, and it 

takes time to undo the practices of the past. Only willingness to positively modify the U.S. 

ideology in the partnership with the current political economy will ensure that the challenges 

faced the American Indian students of the past are not perpetuated.  

The words of the Lakota prayer, Mitakuye Oyasin, mean “We are all related,” and 

embodies the culture of the American Indians of both past and present. Our country can well 

benefit from embracing this philosophy in celebrating our differences and fostering a 

multicultural society.  
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Voces y Vida 
 

Introduction 

I try to speak because we’ve been silent as women for so long, especially 
Latinas, to the point of self-destruction. 

Sandra Cisneros, PBS Interview: January/February, 2000 

For centuries Latinas have fought for the respect and recognition they deserve. Pérez 

(1999) explained that these “women have been … merely a shadow in the background of the 

colonial mind … yet their actions, words spoken and unspoken, survive and persist whether 

acknowledged or not” (p. 7). Latinas such as Pura Belpré, Dolores Huerta, Jovita González 

Mireles, and Antonia Pantoja, who not only made significant contributions—but made history, 

have received little recognition for their contributions (Ruiz and Sánchez Korrol, 2005).  

Yet, within the last 16 years, Latinas have been featured prominently in the mainstream 

culture for their accomplishments in various cultural, professional, and interpersonal realms. 

After the fame Selena received with her death in 1995, the door for Latinas swung wide open, 

and the emergence of the Latino market spread (Cantu, 1999). Now Latina women who are 

living lives that young Latinas and non-Latinas can emulate have made significant contributions 

in different capacities over the years; they just did not receive attention or focus.  

With the Latina rise in fame and popularity, however, there has also been a slight 

increase in Latina biographies – with the majority aimed at an adult audience (Telgen & Kamp, 

1993). The group of Latinas who tended, to be “unseen” in history (Perez, 1999) are now being 

featured in some biographies written for an audience of young children and pre-adolescents, 

mainly in the form of anthologies of Hispanic-Americans (e.g., Kanellos, 2006) with short (one 

page/picture) summaries. However, these books do not provide adequate information with regard 

to the Latinas’ life stories, histories, or the kinds of challenges they have faced and overcome.  
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The purpose of this quantitative study was to examine Latina biographies written for 

primary and preadolescent readers. Daisey and José-Kampfner (2002) argued that by reading 

Latina biographies, students may see expanded possibilities for their own lives and develop the 

ability to imagine new stories and endings for themselves. This research contributed to the 

current knowledge about Latina biographies that was lacking in the field of children’s literature. 

More specifically, this study sought to analyze how Latinas were depicted in biographies written 

for children and how these biographies have changed over time.  

A content analysis approach was employed in which the author used the biographies of 

children’s picture and chapter books and focused on five major areas: demographics, analysis of 

character traits, narrative analysis, analysis of media, and language. A total of 75 biographies 

published between 1995-2010 featured Latinas who live or have lived in the United States, and 

are descendants of Latin America or Caribbean Countries (i.e. Argentina, Bolivia, Brazil, Chile, 

Columbia, Costa Rica, Cuba, Dominica, Republic, Ecuador, Guatemala, Honduras, Mexico, 

Nicaragua, Panama, Paraguay, Peru, Puerto Rico, Salvador, Uruguay, and Venezuela).  

My “Latina Intuition” 

During my childhood and adolescent years, early 1980s, the availability of picture books, 

novels, biographies, autobiographies and histories that depicted people who shared my features, 

identity, beliefs, values, and family culture was very limited. In school, I never saw Latinas 

portrayed in picture books or in any form of media. Not being able to relate to anyone who 

shared similar cultural backgrounds, skin, or hair color was difficult and troubling. As Sims 

Bishop (1990) affirms, children learn powerful lessons about how they are devalued in society 

when they cannot locate themselves reflected (mirrored) in the books they read. The absence of 

Latina role models in literature and media during my childhood made me feel that someone like 
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me could never accomplish some of the things that I wished to pursue. The images of success to 

which I related did not come from picture books I read in the classroom; instead, they came from 

picture frames and photo albums that my grandmother proudly displayed. They were the images 

of my extended family as high school and college graduates. I made my way by watching, 

listening to, and admiring other family members for what they were able to achieve. I heard their 

stories of hope for the future and understood that they wanted more for their children and desired 

for everyone (brothers/sisters/cousins) to receive a college degree.  

Now these recollections have resulted in my investigation of Latina biographies written 

for primary and preadolescent children, informed by my “cultural intuition” which  

Delgado Bernal (1998) described as: 

the researcher’s personal experiences (which are influenced by ancestral wisdom, 
community memory, and intuition), the literature on and about Chicanas, our professional 
experiences, and the analytical process we engage in when we are in a central position of 
our research and analysis. It is a complex process that is experimental, intuitive, 
historical, personal, collective and dynamic. (pp. 567-668) 

Latinas in History 

In her historical examination of Latina women, Pérez (1999), whose study covered those 

living in the United States during the twentieth century, said “time, in all its dialectical invention 

and promise, its so-called inherent progress, has not granted Chicanas, Mexicanas, Indias much 

of a voice at all” (p. xv). With this last statement, Pérez suggested that Latinas have not been 

given an opportunity to make their claim in society—not even in recent history. This is made 

evident as she pointed out “voices of women from the past, voices of Chicanas, Mexicanas, and 

Indias, are utterances which are still minimized, spurned, even scorned,” (1999, p. xv). In 

reviewing histories written by others, Pérez (1999) discovered that historians working before 

1990 explored themes such as intermarriage and family history that should have positioned 

women prominently. However, women were “tacked on” as an afterthought and became 
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“appendages” to men’s history. Pérez wrote: “These studies marginalized women as the mothers 

or wives of men and denied them any contribution to a community” (p. 12). Although there were 

women profiled during early Chicano history, Peréz emphasized that many of them were 

featured due to marital status or work that they may have done as a labor activist or leader. 

Other historians focusing on Latinas have found similar instances of omissions which 

may have resulted in misrepresentation equating silence with invisibility. Hurtado (1996) 

discussed this, stating: “Silence is a powerful weapon when it can be controlled. It is akin to 

camouflaging oneself when at war in an open field; playing possum at strategic times causes the 

power of the silent one to be underestimated” (p. 382). Ruiz, another historian focusing on 

Latinas, wrote two books that pointed to the relative invisibility of Latinas in literature. In the 

first, Ruiz (1987) examined the lives of Mexican women in the California food processing 

industry from 1930-1950. According to Ruiz, academic journals featuring Mexican American 

history typically downgrade Latinas to the landscape roles. Therefore, people are unaware of the 

existence of these women and only consider them mostly in the background. These academic 

publications do not view Latinas as taking center stage, and their roles as mothers or caregivers 

are barely mentioned. Although Mexican American women were often downgraded in history, 

according to Ruiz, “contrary to the stereotype of the Spanish-speaking woman tied to the kitchen 

with several small children, most Mexican women have been wage earners at some point in their 

lives” (xviii).  

In her second book, Ruiz (1998) examined the changing roles of Mexican women in 

twentieth century United States. She discovered Mexican women participated in major events 

and movements (e.g., farm workers, flappers, labor activists, barrio volunteers, civic leaders, and 

feminists). Their stories however, have “remained in the shadows” (p. xiii). Ruiz described what 
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led her to become a historian and recalled that as a child she had been taught “two types of 

history.” At home, her mother and grandmother would entertain her with their stories of their 

Colorado girlhoods, village life, coalmines, strikes, discrimination, and family lore. However at 

school, the only historical references to Mexican people or events were to Coronado, Ponce De 

Leon, the Alamo, and Pancho Villa. 

Despite this relative invisibility in history, there have been some recent attempts to 

describe Latinas’ contributions. For example, Méndez-Morse (2000) gave examples of Latinas 

from various backgrounds who made history by creating their own leadership roles (i.e., Maria 

Latigo Hernandez, fighter for civil rights; Albina Lucero, deputy sheriff of Santa Fe County in 

New Mexico during the 20s; Emma Tenayuca, labor union activist; and Maria Varela, civil rights 

activist). Méndez-Morse explained that these Latina leaders worked without example and should 

be considered trailblazers and pioneers. The women took on leadership roles that (at the time) 

would have been considered inappropriate. They did not adhere to the status quo and exhibited 

true bravery to other women during that era.  

In Borderlands La Frontera: The New Mestiza, author Anzaldúa (1999) asserted: “In my 

teaching I keep telling those Chicano kids about how women are so much considered to be 

inferior and how that has happened” (p. 229). While Anzaldúa participated in the Chicano 

Movement and farm worker activities in South Texas, she began to articulate feminist ideas. She 

called the Chicano Movement, “El Movimiento Mancha” a marimacha is a woman who is strong 

and assertive. She stated, “There were women like myself, many Chicanas, who were already 

questioning, having problems with the guys who were ignoring women’s issues” (p. 229). 

Anzaldúa claimed women (Chicana activists, writers, and artists) finally became visible in the 
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literature in the eighties and nineties. The following describes Anzaldúa’s experience with the 

movement: 

I see a lot of Chicanas when I travel. They come up to me, and while we are talking I ask 
them about their role models. They mention names like Cherríe Moraga, Gloria 
Anzaldúa, and other Chicana authors. It is, and will continue to be, women that they are 
reading, that they respect. Not the guys. So it—the Chicano Movement—has shifted into 
the Movimiento Mancha. (p. 229) 

Here Anzaldúa’s statement emphasized that women were hungry for the opinions and ideologies 

of other women, not of the men, indicating a lack of role models in print. 

Klor de Alva (2005) also pointed out that women had more limitations and had been 

allotted fewer opportunities than men of the same class. She stated that throughout history 

women’s responsibility was directed to the needs of the family, attributing this to women’s 

sexuality and reproduction. Thus, women may have been “disregarded” and “left-out” of history 

because they were busy raising children, keeping up with household duties, and tending to the 

needs of the neighborhood community.  

With regard to the difficulty in finding historical accounts of Latinas’ lives, Escandon 

(2005) emphasized the complicatedness of searching for historical roles of Chicanas even though 

they made up half of the Chicano population. She emphasized taking responsibility and exposing 

the falsehoods of previously believed legends to the new generation of Chicanas. In order to 

advance, she argued, Chicanas must oppose discrimination and prejudice. Additionally, 

Escandon pointed out that the history for Latinas’ lives should be altered. Escandon (2005) 

believed that in order to create a new consciousness, the daily experiences Chicanas had with 

their relatives, the public, association, agency, and campus should receive a complete re-

evaluation. As a number of scholars (Anzaldúa, Escandon, Pérez and Ruiz), have pointed out, the 

life stories of Latinas, which have been missing in histories, should be told.  
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Stereotyping of Latinas in the Media 

As indicated earlier, Latinas have been invisible in history or have been “misrepresented” 

as only mother, caregiver, housewife/maid, and sexual being (Rodriguez, 2008). In this section 

the researcher considered the stereotyping of Latinas during the past sixty decades. In an off-

cited book about films, Berg (2002) defined a stereotypical character as “one that is a cliché, not 

‘rounded’ … a generalization used by one group (the in-group, Us) about members of another 

group (the out-group, Them), and the generalization is not a flattering one” (p. 106). This section 

began by considering stereotyping in film, television, (programs and commercials) and finally 

news and magazines. The intent in reviewing this literature was to uncover the kinds of 

stereotyping features that might be relevant to the researcher’s study of Latina biographies. 

Portrayal in History Textbooks 

Although Latinos have played a major role in United States history, any contribution to 

the history of this nation has been overlooked and often completely neglected. Garcia’s (1980) 

examination of history textbooks revealed an underrepresentation of the Latino population—

almost to the point of neglect. Using eight U.S. history textbooks for secondary students 

published in 1978-1979 he analyzed the quality of Hispanic content.  

He stated: 

the results of the study indicate that textbook writers provide researchers with limited 
descriptions of Hispanics…the approach of most writers was to focus on the problems of 
the groups…only four texts included more than 25 sentences describing events crucial in 
understanding Hispanics…textbook writers assigned little space to the shared and unique 
experiences of Mexican American, Puerto Ricans, Cuban Americans, and other Latinos. 
(p. 110) 

According to this study, Garcia felt that the textbook writers were interested in political activists 

and charismatic Hispanic leaders—none of whom was Latina. 
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Similar to Garcia, de Varona (1989) also analyzed the role of Hispanics in American 

History text books. While speaking at the White House during National Hispanic Heritage Week, 

he angrily stated “A new effort must now begin to include the Hispanic contributions to the 

nation’s history” (p. 7). He explained that the nation was at risk for increasing in the growth of 

legends and typecasts that had begun to emerge about Hispanics among the general public due to 

the lack of information about this underrepresented group in history. Although de Varona 

brought that evidence to the forefront almost twenty years ago, lawmakers are still pushing State 

Board Educators to pay attention to the lack of representation of Latinos in U.S. history, 

government and social studies textbooks (2010). In fact, State Representative Norma Chavez, D-

El Paso (2009) told the board: 

It is as though Hispanics don’t exist in many of these standards….Mexican-Americans 
did not just all of a sudden pop up at the border….this document does a very poor job 
reflecting the contributions of Hispanics to our state and the nation….we’re in the 21st 
century, and we’re writing textbooks like it’s the ‘50’s.  

(http://www.dallasnews.com/sharedcontent/dws/dn/education/stories/DN-sboe_19tex.ART). The 

current textbooks do not reflect an inclusion of famous Mexican Americans who contributed in 

major ways to their communities and the nation. If this is reality, how long will it take before 

more Latinas stories can be heard? Just as plans are underway to revise the social studies 

curriculum in Texas, politicians and leaders are working very hard to be heard (Sharrer, 2009). 

State representatives like Mary Helen Berlanga, D-Corpus Christi, and Rene Nuñez, D-El Paso, 

also agreed that making changes to the current school curriculum and textbooks was long 

overdue. As reported by Torres (2009), Berlanga, who advocated for over 20 years for better 

representation of Latinos in the schoolbooks of Texas children, said, “It is not like we are making 

up names, these people had an impact on history” 

(http://blogs.chron.com/txpotomac/2009/11/are_latinos_missing_from_texas.html). The 

http://www.dallasnews.com/sharedcontent/dws/dn/education/stories/DN-sboe_19tex.ART
http://blogs.chron.com/txpotomac/2009/11/are_latinos_missing_from_texas.html


474 

proposed standards for kindergarten through high school had 16 historical figures of Hispanic 

descent out of the 162 being required by the state (2009). Of the historical figures proposed for 

high school U.S. Government, there are no Hispanic figures mentioned (Sharrer, 2009). 

Portrayal in Basal Readers 

Garcia and Florez-Tighe (1986) found that the overall treatment of minority groups 

remained unbalanced in basal readers. In regard to Hispanic representation, they stated, 

“Textbook authors portraying Hispanics tend to key on Mexican Americans/Chicanos they 

virtually overlook the other groups” (p. 75). Garcia and Florez-Tighe also reported that although 

85 percent of Hispanics live within the city limits, authors continue to depict this group in rural 

settings. Garcia and Florez-Tighe understand that basal readers are a necessity and assist students 

in becoming proficient readers. With respect to basal readers, they concluded, “how they are 

developed and used should be thought out carefully” (p. 76). 

Anthologies that included authors of Latino/a descent are slowly beginning to be 

incorporated within the text for young adult readers. However, Latino/a authors are not well 

known and fought for representation (Stutz, 2009). The National Council of Teachers of English 

(1997), whose focus was to expose its readers to the exploration of the U.S., multicultural history 

and the struggle for representation, asked the following question regarding this debate: What 

constitutes American Literature and on what basis do we decide? Several authors from this 

committee (Fetterley, Keating, Nunez, Harte, Greene, O’Brien Hokanson, Buley-Meissner, 

Cohen, Bizzell, Pryse, Foster, Alberti, Smith, Laughlin & Trimmer) worked together to compile 

the book, Rethinking American Literature. One of the authors, Gregory S. Jay (1997), stated, 

“Teachers cannot help the fact that they inherit schools, textbooks, and ideas that reflect the 
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biases of the past” (p. 17). Jay maintained that although Euro-Americans were not the first to 

enter the U.S., they successfully dominated “American” literature as it is known today.  

Authors Augenbraum and Fernandez Olmos (1997) edited an anthology that they felt 

would help supplement the lack of Latino/a representation in the field of American Literacy. 

They added, “the research and criticism of the last thirty years has revealed that the history of the 

literature of the United States is not one story but many different stories” (p. xix). Both 

Augenbraum and Fernandez Olmos feel very strongly that, “the writings of early Hispanic 

explorers and missionaries in areas that are now part of the U.S. should be considered a 

component of U.S. literary tradition” (p. xiv). However, it has been maintained that the fabric of 

American Literacy have been made up of writers and poets who were brought here by the early 

English settlers (Augenbraum & Fernandez Olmos, 1997). Although the anthologies have been 

few in number, Augenbraum and Fernandez Olmos (1997) explained, “recent anthologies of 

American Literature have recognized the works of such figures as Álvar Núñez Cabeza de Vaca 

and Gaspar Pérez de Villagrá, as well as the oral tradition of tales and poetry from the northern 

provinces of Nueva España (later Mexico and the American Southwest) as reflections of the 

finest European writings produced on this continent” (p. xiv).  

Latina Biographies for Young People 

In educational settings, Latina youth, young adults, and young mothers continue to suffer 

from a lack of attention regarding their experiences in educational settings. (Delgado Bernal, 

Elenez, Godinez & Villenas, 2006)  

Belenky, Clinchy, Goldberger, and Tarule (1997) argued: 

Educators can help women develop their own authentic voices if they emphasize 
connection over separation, understanding and acceptance over assessment, and 
collaboration over debate; if they accord respect to and allow time for the knowledge that 
emerges from firsthand experience; if instead of imposing their own expectations and 
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arbitrary requirements, they encourage students to evolve their own patterns of work 
based on the problems they are pursuing. These are the lessons we have learned in 
listening to women’s voices. (p. 229) 

As numerous scholarly works (Delgado Bernal et al., 2006) have shown, Latinas and their 

families have rich diverse backgrounds, experiences, and wisdom that educators have 

unknowingly neglected. Anzaldúa (1999) explained that “it is dangerous not to know about your 

own cultural heritage at all” (p. 234). She stated: “Instead of going to the roots of our Hispanic or 

Chicano culture we are getting it from white dominant culture” (p. 234). She did not reject 

everything that had to do with “white” culture, but argued that it fit with her experiences and 

cultural roots” (p. 234). 

Delgado Bernal et al. (2006) argued that instruction for Latinas should be transformed so 

that it focuses on their cultural ways of knowing and linguistic expression. These authors also 

endorsed that research into Latinas’ lives should explore such matters as the following: 

as educación (holistic and moral education), la facultad (knowing through experience and 
intuition), pensadoras (creative thinkers), consejos (narrative storytelling), testimonios 
(testimonials), borderlands (the literal geographic but also symbolic spaces between 
countries and differences), sobrevivir (survival and beyond), convivir (the praxis of 
learning together in community), valerse por si misma (to be self-reliant), and finally 
Anzaldúa’s mestiza consciousness. (pp. 4-5) 

Delgado Bernal et al. (2006) stated that a need to research the lives of Latinas and the identities 

of the women should be part of the K-16 curriculum. The exposure would be necessary for the 

college-bound Latina. Anzaldúa (1999) explained:  

I think it is very important that they get to know their culture already as children….I met 
Chicanos/as who didn’t have a clue about their own culture. They lost it all. Later on 
when they were twenty, twenty-five or thirty they took classes in Chicano studies to learn 
more about their ancestors, their history and culture. But I want the kids to already have 
access to this kind of information. (p. 234) 

Again, Anzaldúa was emphasizing that so much of the Latina identity, language, and culture 

have been “hidden” and that society—because it has a hard time with acceptance and tolerance—
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was not embracing the knowledge that Latinas and their families contribute within their 

perspective communities. 

Through biographies, readers would be able to see the ability of other people to solve 

problems and the respect they receive for their contributions to the community and society 

(Lesesne, 2002). Giorgis, Johnson, Colbert, Conner, King, and Kulesza (2000) have argued that 

strong female characters in biographies are important because all readers need to find 
themselves in the books they read…[and to] discover characters who break stereotypes 
and serve as role models….Strong female characters transcend gender to introduce 
individuals who are believable in their words and actions and are respected for their 
accomplishments. (p. 521)  

Without adult role models encouraging and guiding them, females may fail to gain 

direction and focus, thereby leaving their talents underdeveloped, (Hébert, Long, & Speirs 

Neumeister, 2001). In an interview conducted by Brodie (2003), Alma Flor Ada, a children’s 

author, stated that while she was growing up, her mentors were her grandmother and mother. 

Due to close family relationships, Latinas have been traditionally surrounded by grandmothers, 

mothers, aunts, and sisters who are strong influences in their daily lives. (Brodie, 2003). As 

Brodie concluded, these are the women that young Latinas look to for advice, guidance, and 

reassurance.  

Possible Benefits from Reading Biographies 

However, these women with whom they come in contact cannot be the only people after 

whom young Latinas modeled their lives. Because so little has been written about Latinas, 

certain stereotypes still exist regarding the capabilities of Latinas in general; young Latinas may 

not have had the opportunity to see themselves in highly regarded occupations (Brodie, 2003). 

Murray and Velasquez (1999) maintained that good books can help children develop pride in 

their ethnic identity, provide positive role models, develop knowledge about cultural history, and 

build self-esteem. Along the same lines, Vandergrift (1995) pointed out that educators can select 
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books that offer alternatives to traditional gender expectations, read this literature to students, 

and encourage parents and caregivers to share their own stories with their children. Additionally, 

Vandergrift argued that we need to be knowledgeable about the kinds of stories that shape the 

lives of girls and young woman and, simultaneously, shape the way females are perceived by 

young males. She explained, “Contemporary picture books provide opportunities for young 

people to encounter strong female voices in a variety of times, places, roles, and literary styles” 

(p. 61).  

Biographies of women of achievement may offer young women opportunities to develop 

insight into the challenges they face as females (Hébert, Long, & Speirs Neumeister, 2001). 

Taylor (2003) stated that, by investigating the lives of others, students may expand their 

knowledge about themselves, others, and the world while developing and refining literacy skills. 

In addition, Harvey-Slager (1992) suggested using: 

Women’s biographies as a supplement to textbooks can be an effective way to offset the 
dearth of females…within curricular areas…By supplying a large number of strong, 
positive female role models in the earliest years of a female child’s development, a solid 
foundation of high self-esteem could be built. (p. 395) 

Biography study can also be engaging and stimulating—and thus motivational for readers 

(Harvey-Slager, 1992). Biographies, it seems, can be an excellent tool to get Latinas interested 

about people with whom they may not be familiar (Harvey-Slager, 1992). Moreover, through 

biographies, Latinas should be able to see how others accomplish goals and make careers for 

themselves. Providing young Latinas with positive role models should enable them to look into 

their own lives through different lenses (Harvey-Slager, 1992). Using heroines to explore the 

differential impact societal issues have on people around the world, one can delve into 

examining issues surrounding expressions of individuality, identification with social groups, and 

strategies for dealing with various forms of discrimination (Singh & Lu, 2003). 
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Because Latinas drop out of school at a higher rate than females of any other ethnic 

background, it is necessary to expose young Latinas to positive role models while they are young 

and are making decisions that will influence the trajectory of their lives. Biographies should 

provide young Latinas with a “window” into their own lives and explore how Latinas before 

them were able to pursue their life goals. In a PBS interview, Esmeralda Santiago, a writer, 

answered a question regarding the feedback that she gets from readers. She stated that they say 

things like the following: 

Your book has inspired me to continue my education; your book has taught me that even 
though there is prejudice and racism, and people treat me badly because I’m poor, or 
short, or blind, or whatever, I know I can succeed. They thank me for sharing a story that 
ultimately helps them feel inspired to do something that is very, very difficult to do. It’s 
so great to get that kind of reaction. When I was a young woman struggling with a lot of 
these issues, I so wished that there had been a book like this to help me feel that way. 
(PBS interview retrieved: March 25, 2007) 

This statement demonstrates that biographies can provide realistic portrayals of women’s 

lives, leaving great impressions and eye-opening inspirational messages for women. According 

to Hebert, Long, and Speirs Neumeister (2001), these kinds of biographies may offer young 

women, whose lives are filled with adversity, practical strategies for developing resilience.  

Implications 

The review of the literature established that there are benefits for incorporating Latina 

biographies in the classroom. It also uncovered how the education for future Latinas can be 

altered by bridging the educational gap to include the themes that support Latinas’ ways of being 

and knowing (Delgado Bernal et al., 2006). 

It is vital for future educators, librarians and authors to recognize that exposing Latina 

and non-Latina students to biographies portraying Latinas in various occupational roles would be 

beneficial. Students who are able to see themselves in books can begin to develop a sense of 

identity and pride about their cultural history (Murray & Valasquez, 1999).  
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Moreover, biographies about powerful and strong females offer young women an insight 

into challenges they may face (Hébert, Long, & Speirs Neumeister, 2001). Exposing young 

readers to biographies portraying Latinas that possess leadership skills could provide a roadmap 

or framework for young females to emulate and follow. At times, teachers are forced to use 

textbooks that reflect the biases of the past (Jay, 1997). Although teachers are unable to turn back 

the pages of time, they can equip themselves with biographies that expose Latinas occupying 

various fields in a positive manner. Future publishers and authors should be better informed 

about the various occupations of the group of people in which they wish to portray, and call to 

mind the young audience that would potentially identify with those characters. Publishers, 

authors and illustrators should recognize that biographies provide young children with a 

“window” into their own lives and explore how those individuals were able to pursue their life 

goals. 

If the goal is to educate the future Latinas of tomorrow, we must begin to bridge and 

support their experiences to include conceptual terms that foster ways of being and knowing 

(Delgado Bernal et al., 2006). Educating, teaching and learning by incorporating themes such as 

educación (holistic and moral education), la facultad (knowing through experience and intuition), 

pensadoras (creative thinkers), consejos (narrative storytelling), testimonios (testimonials), 

borderlands (the literal geographic but also symbolic spaces between countries and differences), 

sobrevivir (survival and beyond), convivir (the praxis of learning together in community), 

valerse por si misma (to be self-reliant), and Anzaldúa’s mestiza consciousness would begin to 

positively change the pedagogical experiences for Latinas. Drawing from Latinas lived 

experiences and transforming that knowledge into educational knowledge would thereby foster 

the relational praxis of teaching and learning (Delgado Bernal et al., 2006).  
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Closing 

Morales (2010) stated, “the Latino child recognizes himself or herself in the stories, finds 

in the illustrations things that he has at home, sees foods that she eats with her family, cherishes 

celebrations that his loved ones taught him about, understands habits that exist within her 

community” (p. viii).  

Children are always looking for a way to relate to text and find “themselves” within the 

life stories that they read.  

Readers are drawn to life stories because of the insight they provide into the lives and 
times of specific people, or they may be fascinated by a person, that person’s milieu, or 
the times the person lived in and how she was influenced or was affected by those times. 
(p. ix) 

These works (biographies) appeal to readers interested in a specific aspect of an individual’s life. 

Because a person’s life encompasses internal and external factors, personal histories often shed 

light on the private individual and his or her private world. Whether they address country of 

origin, field of endeavor, or familial relationships, personal histories provide insight into the 

individual’s world as a whole. (Warren, 2009, p. 276).  

As a young student, growing up in South Texas and attending public school during the 

early eighties, I do not recall reading stories, non-fiction or fiction, which included characters 

that depicted my family life or cultural experiences. Due to the lack of availability, I was never 

exposed to Latina/o figures that made significant contributions in any specific field of study; I 

believe this made trying to find my niche difficult and daunting.  

Children need to read and see themselves in life stories. Moreover, children must 

continue to see themselves reflected in literature at all ages and in every venue, and they must 

also see visions of every race, ethnicity, and culture that is present in our society…only through 

an acceptance of the presence of “all” will the true concept of pluralism be realized. Therefore, it 
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is vital to provide young children, especially young females with figures that are portrayed in a 

positive light and can offer the reader new possibilities to explore.  

As the Latino/a population continues to grow, the need for biographies that portray 

educated and successful Latinas in various fields should be celebrated, showcased and embraced. 

The benefit of exposing biographies of successful Latinas to the next generation of young and 

impressionable Latinas and non-Latina/os would afford primary and preadolescent children of all 

ethnicities to completely break free of the adobe ceilings, glass windows and shattered mirrors.  

  



483 

References 

Anzaldúa, G. (1999). Borderlands la frontera: The new mestiza. San Francisco, CA: Aunt Lute 
Books.  

Augenbraum, H., & Fernandez Olmos, M. (1997). The Latino reader: An American literary 
tradition from 1542 to the present. New York: Houghton Mifflin Company.  

Belenky, M., Clinchy, B., Goldberg, N., & Tarule, J. (1997). Women’s ways of knowing: The 
development of self, voice, and mind. New York, NY: Basic Books. 

Bishop, R.S. (1997). Selecting literature for a multicultural curriculum. In V.J. Harris (Ed.) 
Using multiethnic literature in the K-8 classroom (pp. 1-9) Norwood, MA: Christopher-
Gordon. 

Brodie, C.S. (2003). Alma Flor Ada: Writer, translator, storyteller. School Library Media 
Activities Monthly, 10 (9), 44-7. 

Cantú, H.D. (1999, March 28). Selena’s death got attention of market. The Houston Chronicle, p.1.  

Daisey, P., & José-Kampfner, C. (2002). The power of story to expand possible selves for Latina 
middle school students. Journal of Adolescent and Adult Literature, 45, 578-87.  

Delgado Bernal, D. (1998). Using a Chicana feminist epistemology in educational research. 
Harvard Educational Review, 68, 555-582.  

Delgado Bernal, D., Elenes, C.A., Godinez, F.E., & Villenas, S. (2006). Chicana/Latina 
education in everyday life. Albany, NY: State University of New York Press.  

de Varona, F. (1989). Hispanics must be included in our textbooks. In National Association of 
Bilingual Administrators. Dade County Public Schools. Miami, FL.  

Escandon, C.R. (2005). Alternative sources to women’s history: Literature. In A.R. Del Castillo 
(Ed.), Between Borders (pp. 201-212). Mountain View, CA: Floricanto Press.  

Garcia, J. (1980). Hispanic perspective: Textbooks and other curricular materials. The History 
Teacher, 14, 105-120.  

Garcia, J. & Florez-Tighe, V. (1986). The portrayal of Blacks, Hispanics, and Native Americans 
in recent basal reading series. Equity & Excellence, 22, 72-76.  

Giorgis, C., Johnson, N., Colbert, C., Conner, A., King, J., & Kulesza, D. (2000). Children’s 
books: Characters. The Reading Teacher, 53, 518-527.  

Harvey-Slager, N.D. (1992). Left-out, way back and catch-up: The positions played by women’s 
biographies in four elementary schools. Journal of Youth Services in Libraries, 5, 385-97. 



484 

Hébert, T.P., Long, L.A., & Speirs Neumeister, K.L. (2001). Using biography to counsel gifted 
women. Journal of Secondary Gifted Education, 12, 62-79.  

Hurtado, A. (1996). Strategic suspensions: Feminists of color theorize the production of 
knowledge. In N. Goldberg, J. Tarule, B. Clinchy & M. Belenky (Eds.), Knowledge, 
difference, and power: Essays inspired by women’s ways of knowing (pp. 372-392). New 
York: Basic Books.  

Jay, G.S., Brannon, L., & Greene, B.M. (Eds.). (1997). Not born on the Fourth of July: cultural 
differences and American studies. In Rethinking American literature. (4th ed. Vols. 1-4). 
Urbana, IL: National Council of Teachers of English. 

Kanellos, N. (2006). Great Hispanic-Americans. Lincolnwood, IL: Publications International, Ltd. 

Méndez-Morse, S. (2000). Claiming forgotten leadership. Urban Education, 35 (5), 84-96.  

Morales, Y. (2010). Splendid Treasure of Mi Corazón [Forward] In J. Naidoo, Celebrating 
quentos: Promoting Latino children’s literature and literacy in classrooms and libraries 
(pp. ix-xi). California: Libraries Unlimited. 

Murray, Y., & Valazquez, J. (2000). Promoting reading among Mexican-American children. 
Charleston, NC: ERIC Clearinghouse on Rural Education and Small Schools.  

Pérez, E. (1999). The decolonial imaginary: Writing Chicanas into history. Bloomington, IN: 
Indiana University Press. 

Rodríguez, C.E. (2008). Heroes, lovers, and others. New York: Oxford University Press. 

Ruiz, V.L. (1987). Cannery women, cannery lives. Albuquerque, NM: University of Mexico 
Press. 

Ruiz, V.L. (1998). From out of the shadows. New York: Oxford University Press. 

Ruiz, V.L. & Sanchez Korrol, V. (2005). Latina legacies: Identity, biography, and community. 
New York: Oxford University Press. 

Ruiz, V.L. & Sánchez Korrol, V. (2006). Latinas in the United States: A historical encyclopedia. 
Bloomington, IN: Indiana University Press. 

Santiago, E. (2007). An interview with Esmeralda Santiago. Retrieved March 25, 2007, From 
PBS Website: 
http://www.pbs.org/wgbh/masterpiece/americancollection/woman/ei_santiago.html. 

Sharrer, G. (2009, November 22). Are Latinos missing from Texas history textbooks? 
Chron.com. Retrieved from 
http://blogs.chron.com/txpotomac/2009/11/are_latinos_missing_from_texas.html. 

http://blogs.chron.com/txpotomac/2009/11/are_latinos_missing_from_texas.html


485 

Singh, M., & Lu, M. (2003). Exploring the function of heroes and heroines in children’s 
literature from around the world. Bloomington, IN: The Clearinghouse on Reading, 
English, and Communication. 

Stutz, T. (2009, November 19). Lawmakers tell Texas’ state board of education that Hispanics 
are lacking in textbooks. The Dallas News. Retrieved from 
http://www.dallasnews.com/sharedcontent/dws/dn/education/stories/DN-
sboe_19tex.ART. 

Telgen, D., & Kamp, J. (1993). Notable Hispanic-American women. Detroit, MI: Gale Research. 

Torres, Z. (2009, December 21). Textbook travails: Many concerned over changes to social 
studies curriculum. El Paso Times. Retrieved from 
http://www.elpasotimes.com/education/ci_14043160. 

Vandergrift, K. E. (1995). Female protagonists and beyond: Picture books for future feminists. 
Feminist Teacher, 9, 61-69.  

Warren, T. (2009). Latino Literature: A Guide to Reading Interests. In S.E. Martinez & 
T. Warren (Eds.), Life stories (pp. 275-276). Santa Barbara, CA: Libraries Unlimited. 

 

http://www.dallasnews.com/sharedcontent/dws/dn/education/stories/DN-sboe_19tex.ART
http://www.dallasnews.com/sharedcontent/dws/dn/education/stories/DN-sboe_19tex.ART


 
 

EXAMINING A THEORY OF INSTRUCTIONAL CODE SWITCHING: 

IMPLICATIONS FOR PREPARING TEACHERS AND LEADERS IN 

CULTURALLY RESPONSIVE PEDAGOGY AND PRAXIS 

 
 
 
 
 
 
 

LINDA R. MCINTYRE 

SOUTH CAROLINA STATE UNIVERSITY 
ORANGEBURG, SOUTH CAROLINA 



487 

Examining a Theory of Instructional Code Switching: Implications for 

Preparing Teachers and Leaders in Culturally Responsive Pedagogy and 

Praxis 
 

Abstract 

This article examines a case study on cultural congruence between African American teacher and 
learners. Qualitative methods were implemented (observations, interviews, and audio 
recordings). Results generated a theory of instructional code switching: congruent and 
incongruent learning contexts. They have implications for future research on cultural 
congruence, transforming educational praxis, and professional development. 

 

 

 

The responsibility teachers and instructional leaders have for improving the quality of 

education for underserved students is a long-standing issue. The education community in the US 

is conflicted at best. The increase of diversity in educational settings presents a new set of 

dilemmas in schools. Are teachers and instructional leaders adequately prepared to understand 

the dynamics within the microcosm of the classroom? This study was conducted to determine the 

nature of the benefits and challenges for African American students. Can a theory of cultural 

code switching inform how they view, assess, interpret, and address students’ needs?  

Hollins, McIntyre, DeBose, Hollins, and Towner (2004) investigated an internal model of 

teacher development. They found that predominantly African American teachers examining their 

own practice contributed to a shift in professional development for teacher and leaders of mainly 

African American students. Furthermore, they argued that reflective practice, observation, and 

communal interaction and support are significant for preparing African American learners. 
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Leithwood, Seashore, Anderson, & Wahlstrom (2004) in their review of the literature, concluded 

the following about effective leadership and its influence on student achievement: 

While evidence about leadership effects on student learning can be confusing to interpret, 
much of the existing research actually underestimates its effects. The total (direct and 
indirect) effects of leadership on student learning account for about a quarter of total 
school effects (p. 5). 

They established clear linkages between effective leadership and its influence on student 

achievement. Furthermore, they posited that leadership is inclusive of the district administrators, 

principals, teachers, and associated professionals with significance for professional learning to 

enhance student progress.  

Discussing McIntyre’s (1999) focal study on cultural congruence, a theory of 

instructional code switching (ICS) suggested that the teacher, in a culturally congruent setting, 

performed in a dual learning context. Despite the fact that the teacher and students shared 

cultural background experiences, she used traditional instructional and pedagogical practice in 

one setting and culturally responsive praxis in another. Given these results and professional 

development outcomes, the article explores the implications the theory of instructional code 

switching has for teachers and leaders of African American and other children and youth 

relegated to the sidelines of the educational arena for too many years. It begins by examining the 

literature on congruence, the societal problematic, and the teacher and leader influence 

associated with African American students such as unfair representation in the lower strata of 

education rankings, the achievement gap, and other factors inhibiting their progress in education.  

A review of the literature on cultural congruence reveals decades of cultural clashes, 

misconceptions, and overrepresentation at the bottom of educational achievement for African 

American students. Traditional perceptions of African American students have been discussed 

through biased labels such as educationally deprived, at-risk for failure, high dropout rate, and 
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substandard ratings on standardized tests. Can African American and other teachers and leaders 

of similarly sidelined students benefit from the lessons learned explicating a theory of 

instructional code switching? 

Thus, the aim of this article is examine McIntyre’s theory of instructional code switching 

and the implications and research directions for scholars, preservice and inservice teacher 

educators, and instructional leaders. It will be beneficial to discuss the related literature on 

cultural congruence, findings of McIntyre’s study on cultural congruence, implications and 

conclusions that support the call for culturally responsive practice and professional development 

for teachers and instructional leaders.  

The Problem Facing African American Students in Schools 

African American students have long been labeled genetically inferior, culturally and 

educationally deprived, and at-risk for failure. Moreover, they are overrepresented in special 

education programs, dropout statistics, and other problems existing in education today (Gay, 

2010; Ladson-Billings, 2009). This article provides a starting point for understanding the inter-

reliant perspectives that appear simultaneously as dilemmas facing African American children 

and the successes of monolithic cultural teacher/student interactions in the classroom—cultural 

incongruence and congruence in learning (Au, 2001; Hollins, Ladson-Billings, 2006; and Irvine, 

2001). The researcher generated a theory of instructional code switching (ICS) including classic 

and contemporary viewpoints that were critical in analyzing and interpreting this case study on 

instruction in a third grade classroom of African American students and their teacher.  

In 1990, Shade described cultural diversity as the “the bipolar views of the situation,” in 

classrooms where cultural conflict was evident and the interactions of participants were 

characterized by miscommunication and misinterpretation of students’ expectations and 
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responses (p. 8). The concept of the achievement gap was well established by this time. Recent 

historical literature sets the tone for the dilemmas and benefits associated with cultural 

incongruence and congruence. According to Shade (1990), European American expectations for 

education were routinely characterized by passive tasks, performance for recognition, and 

behavior that avoided confrontations and minimal antagonisms, as compared to the expectations 

of African American culture, the latter of which was demarcated by active participation, 

socializing, communal group support, and uninhibited and divergent communication styles. 

Similarly, Nieto (1992) demonstrated that the plight of African American students was especially 

difficult in the hands of teachers who did not possess the appropriate attitudes or capabilities to 

advance African American students’ progress in school. Continuing along the same standpoints, 

scholars like Au (2001), Hollins (2009), Ladson-Billings, (2009), and Neito (2010), documented 

the challenges of cultural incongruence and the need for teacher change in contemporary times. 

Recent studies confirmed that cultural divergences, which have led to cultural conflicts, 

contributed to inequities and low performance of African American students in classrooms 

across the United States (Duncan, 1996; Foster, 2001 and Lee, 2008; O’Connor, 1996).  

Teacher and students were of similar background experiences and were able to make 

sense of their coexistence in the classroom. The literature review on cultural congruence and 

incongruence in school settings were examined through empirical and conceptual qualitative 

studies and other scholarly literature. Examining and interpreting the literature on cultural 

congruence revealed consistency with the emergent themes in the study’s results and 

conclusions. Cultural incongruence existed in some studies and consistently reflected a conflict 

between teacher and students’ values, beliefs, and expectations in education. Shade (1990) 

referred to it as a “clash of cultures.”  
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Thus, the continuing dilemmas facing African American (AA) students suggest that 

further investigation is required of their discourse histories, communicative, and thought 

processes during learning, the need to transform teachers’ attitudes and knowledge, and a shift 

from the deficit view of AA students to systemic responsibility for all students. Case study is the 

methodological framework used. The researcher designed the study to generate grounded theory, 

explore a small, single classroom setting of African American students and an African American 

teacher.  

Purpose of the Study on Cultural Congruence 

This paper contributes to the emerging corpus of literature on cultural congruence, 

previously referred to by Au and Kawakami (1994) and Hollins (2009) as culturally appropriate, 

and other contemporaries labeled culturally responsive pedagogy and instruction (Irvine (2001) 

& Gay, 2010). The investigation was designed to clarify the following: (1) cultural congruence in 

classroom of African American teacher/students; (2) influence of cultural congruence on African 

American students’ performance and achievement; and (3) implications for advancing 

congruency and equity in education for all underserved students, (4) contribution to the corpus of 

literature on culturally congruent pedagogy and instruction for underserved participants. The 

next section covers a review of the literature on cultural congruence and incongruence. 

Review of Related Literature on Cultural Congruence  

Contemporary scholars, Apple (2011) and Ladson-Billings (2006), point to the 

educational achievement gap as a source of incongruence and inequity and called for 

reattribution of the phenomenon. Past and current National Assessment of Educational Progress 

(NAEP) (2006) data suggests that African American students continue to function significantly 

below their White counterparts. Current analysis of the results can be summed up in the NAEP 
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policy report, The Black-White Achievement Gap: When Progress Stopped (Barton and Coley, 

2010): 

Based on data beginning in the early 1990s when nationally representative test scores for 
student subgroups became available, the trend line reveals a positive picture of a 
narrowing gap until the late 1980s. Since then, there have been small changes in the gap, 
up and down along with periods of stability (p. 34). 

On one hand, Barton and Coley’s analysis of the achievement gap highlights the complexity of 

the historical issues relevant to the Black/White achievement gap. They argued, however, that a 

complete story of the achievement gap is needed to bear upon solving educational problems for 

underserved student populations. On the other hand, Ladson-Billings (2006) advocated for a shift 

in perspectives on the achievement gap. She specifically proposed a change from “racial 

achievement gap” and viewing students as deficit to the “education debt” or holding everyone 

accountable (a systemic approach) for improving education due to the ill effects of race. Some 

scholars proposed cultural congruence as progress in that direction.  

For the purposes of this article, McIntyre (1999) refers to cultural congruence as the 

sociocultural similarities between teacher and students and its influence on learning and 

cognition during instruction. It highlights the importance of understanding how teacher and 

students’ shared identities, actions, and interactions, cultural knowledge, and mutual 

understandings enhanced performance and achievement. Commonality of language, customs, 

socioeconomic background, and other shared constructs (schemata and perspectives) are called 

into play.  

This case study of cultural congruence is framed within an interpretive and descriptive 

analysis of selected classic and contemporary studies examining student learning, social 

discourse, cognition, and cultural congruence. Paradigms of cultural congruence and 

concomitant factors revealed themes related to participants’ social engagement, communication, 
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cognition, and learning (McIntyre, 1999). Discourse, culture, and cognition were inherent in the 

theories of Vygotsky and Piaget and contributed to understanding the congruent and incongruent 

contexts of the case study. Vygotsky posited an important socio-cultural framework for 

understanding the relationship among interaction, context, culture, and learning. His theory 

proposed that discourse mediates social interaction, stimulates learning, informs development, 

and “gradual internalization” of intellectual thought processes. Vygotsky’s work has had a 

critical impact on the field of education.  

Piaget (1959) focused on the developmental process and stage theory. His schema theory 

(accommodation, assimilation, and equilibration) suggested intellect is a prerequisite for 

learning. Children become more social and language supports intellectual development, 

presupposing learning. Piaget’s (1959) research guided teaching and learning practices for many 

years. Vygotsky and Piaget’s constructivist theories, although divergent, shared aspects and 

related to Dewey’s perspectives on children, which suggests that learning is student centered, 

developmental, and social.  

Consequentially, ideologies shaping learning today are Progressivism and social 

reconstructionism. Teachers facilitate learning and actively engage students, placing them at the 

center of the learning process. As with Friere (2006), students are liberated to learn through a 

dialogic process and content engendering freedom, not directed in a manner that suppresses 

thought and meaning making. Instead, they assume responsibility for their own learning: 

reflecting, interacting, collaborating, and sharing experiences. Feuerstein (1994) advanced 

Vygotsky’s theory of mediated learning by proposing that “mediated learning occurs when a 

more knowledgeable person, such as a teacher, intentionally imparts meaning to ideas and events 

in a manner that goes beyond the immediate needs of the situation” (in Greenburg et al., pp. 1-9). 
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Feuerstein contributed the perspective of intentionality and extended support exemplified in Au 

and Kawakami’s 1994 study. The teacher, for example, provided support for learning the concept 

of metamorphosis as needed but intentionally contextualized the connection to incidental 

learning experiences and understandings. She allowed one student to purposefully connect with 

his Japanese grandmother’s terms for butterfly and metamorphosis. Fairclough (2010) 

contributed critical discourse theory—a descriptive and interpretive approach designed to 

interpret and analyze social interaction in the classroom. He proposed analyzing the linguistic 

components and he was particularly concerned with the productive or spoken and written social 

practices, the interpretive processes, and the influence of cultural and societal norms on learning.  

The benefits, challenges, and controversies surrounding cultural congruence in the 

classroom have been examined and documented from several perspectives (Au, 2001; Gay, 

2010; Hollins, 2008; and Ladson-Billings, 2006). Au (2001), Hollins (2009), and others 

addressed dilemmas confronting teachers and students when attempting to construct instructional 

and pedagogical understandings. While still others like Irvine (2003) and Ladson-Billings (2009) 

posited that culturally relevant or responsive instruction requires home, school, and community 

connections to promote student achievement in diverse learners.  

Some studies conveyed the story of effective and ineffective instructional approaches, 

participation structures, and numerous actions and events of actors that comprised the real world 

in the classroom context. They contributed to a deeper understanding of how pedagogy, 

curriculum, and classroom climate must be altered to accommodate African American students 

and other students of color. Philips (1972) examined cross-cultural communicative competence 

during participation structures and found a discord between teacher and underserved students of 

different cultural backgrounds. Piestrup (1973) was one of the first to show that accommodation 
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occurred when a teacher’s culturally compatible style of instruction and pedagogy (a Black artful 

style) was congruent with African students’ backgrounds.  

All studies discussed hitherto have demonstrated the challenges and consequences of the 

social phenomenon of cultural congruence or incongruence. Nevertheless, few studies focused 

on the significance of congruence between African American students and teachers with shared 

cultural backgrounds. McIntyre’s findings suggested a divided learning context with proposed 

implication for teacher and instructional leaders. The study is examined herein for its 

contribution to preparing educators to improve learning for African American students other 

underserved learners. 

Method 

The design of the case study was characterized by qualitative methods that explored the 

human condition in a naturalist setting to generate grounded theory. Social reconstructionism and 

Progressivism illuminated the instances of the study and provided a conceptual lens for 

comprehending the dynamics of a context divergent from those cited in existing studies 

(Creswell, 2007). Denzin and Lincoln’s (2005) viewpoint of “boundedness and activity 

patterns,” signified the commonalities participants shared and the ways they behaved in a setting. 

I was involved as a participant observer in the study. Case study methodology was selected to 

guide the study because I endeavored to understand how teacher and students achieved in a 

culturally congruent setting.  

Exploring cultural congruence in the principal classroom required restricting the 

participants to those of African American cultural background. The shared cultural experiences 

of the study’s teacher and students, their pedagogical practices, and social interactions across 

participation structures were of central concern. Thus, the teacher was selected based on the 
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school principal’s nomination that aligned with the researcher’s predetermined selection criteria 

(i.e., culturally congruent background or shared cultural experiences with students, grade level, 

and willingness to participate). First, the teacher taught and served as district administer for more 

than twenty-five years; immersed in African American culture and steeped in district mandates; 

knowledgeable of the students, the curriculum, and the pedagogical processes and practices 

required by the district. She had extensive professional development addressing the learning, 

cognitive, and language needs of African American students and their backgrounds. Next 

participants—the class included eighteen African American students, one Hispanic student, and 

one Asian student. Only twelve male and six female African American students, between 8 and 9 

years old participated in the study due to the nature and scope of it.  

Third, the setting—Phyllis Carter Elementary School was a small complex located in a 

large urban school district in northern California, USA. The school district was predominantly 

African American and most of the students lived within the school’s immediate proximity. The 

school, erected in 1957, was located in a stable African American working class neighborhood.  

Data Collection 

Data collection was consistent with the principles of qualitative research and designed to 

reveal what occurred in a context when students and teacher shared the same cultural background 

and to generate grounded theory. Data were collected to comprehend the intricacies of teacher-

student interactions within the classroom and across participation structures and content. Multi-

methods were employed including audio-recorded observations, structured and open-ended 

interviews—intermediate and exit interviews, and field notes. The entire group was observed and 

audiotaped from a distance. Field notes were recorded and qualified. Wolcott (1994) posited that 

having a variety of interviews substantiates the responses and results in more valid and 
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trustworthy data and findings. Selecting a case was critical to constructing a credible and 

trustworthy one. Miles and Huberman (2002) described how building theory from the case study 

functions much like quantitative research:  

As in hypothesis-testing research, the concept of a population is crucial, because the 
population defines the set of entities from which the research sample is to be drawn … 
selection of an appropriate population controls extraneous variation and helps to define 
limits for generalizing the findings (p. 12).  

Similarly, this case study was defined by the limits of the population. Participants were bounded 

by their cultural backgrounds, educational experiences, and schooling.  

Data Analysis 

Data analysis was based on the practice of Fairclough’s (2010) descriptive-interpretive 

approach. It gave credibility to the researcher, teacher, and the students’ perspectives. A 

comparative analysis of the phenomena internal to the case study was conducted (Wolcott, 

1994). The narratives of the teacher were compared to those of the students in order to provide a 

source for making sense of the data. Themes from the study emerged from constant comparison 

of interviews, observations, and field notes. They were systematically verified and triangulated, 

which allowed findings to be generalized to similarly situated populations. Otherwise, the sample 

size would represent a limitation of the study.  

The results of the study were instructive for similarly situated populations. The 

researcher’s cultural and experiential background was important to interpreting the findings 

without negatively impacting the trustworthiness of the study. Irvine (2003) viewed the practice 

of cultural sensitivity in research as “seeing with a cultural eye.” Growing up in segregated 

schools with culturally sensitive teachers, integrating schools, and working in schools similarly 

situated, and later desegregated schools, afforded me the schema needed to evaluate and interpret 

the data and generate results with appropriate cultural sensitivity.  
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In summary, the case study was achieved through an interpretive-descriptive and 

explanatory research approach (Fairclough, 2010; Denzin & Lincoln, 2011). This systematic 

process of analysis was designed, as previously stated, to generate grounded theory—a theory of 

instructional code switching, which will be delineated in the results section. 

Results 

The theory of instructional code switching (ICS) emerged through an analysis and 

interpretation of student/teacher interactions in this case study. According to McIntyre (1999), 

instructional code switching (ICS) referred to how cultural congruence or incongruence occurred 

when the study’s teacher switched from one culturally embedded construct to another: in a social 

cultural construct she employed culturally appropriate pedagogy and instruction and; during a 

traditional context she implemented traditional or culturally incongruent instruction and 

pedagogy. Results can be viewed through the lens of the study objectives: (1) cultural 

congruence in classroom of African American teacher/students; (2) influence of cultural 

congruence on African American students’ performance and achievement; and (3) implications 

for advancing congruency and equity in education for all underserved students, (4) contribution 

to the corpus of literature on culturally congruent pedagogy and instruction for underserved 

participants. 

I found that the complex and dynamic interactions teachers and students demonstrated 

were characterized differently in each setting. First, the cultural congruence between teacher and 

students was evident. Subsequent data demonstrates how teacher and students’ actions were 

highly engaging and productive. In this setting, the teacher/students shared cultural backgrounds. 

Another finding was that the teacher was not conscious of the negative influences of a culturally 

incongruent milieu could have on students’ cognition and achievement.  
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The results of this study on cultural congruence posits that the theory of instructional 

code switching is comprised of the following three dimensions: (a) culturally appropriate social 

context, described above included related dimensions of values, organization, interactions, 

discourse, and relationships, none of which, I concluded, were static but presupposed each other. 

Culturally Congruent Context 

Culturally congruent context refers to how learning routinely progresses in situations 

within a given context where the teacher and the learner share similar background experiences 

and both are fluent. The culturally embedded instructional and pedagogical constructs included 

significant elements such as: the shared student/teacher cultural backgrounds; the challenges and 

approaches they faced, and communicative and thought processes; common experiences; 

actively engaged in the learning process; high interests and aligned teacher/student intentions and 

responses; and the ability to construct mutual understandings  

For example, the culturally congruent teacher was acutely aware of the students and how 

to support them. The social norms encountered in the classroom were influenced by participants’ 

background experiences and community values and beliefs. The teacher in the study promoted 

learners as problem solvers, critical and creative thinkers, and meaning makers. Comparatively, 

delineating societal norms revealed that students and teacher’s experiences were less connected. 

Culturally Incongruent Context 

Some authors identified norms observing recurrent patterns of behavior. Other scholars 

focused on normative beliefs and expectations. The category, societal influences represented one 

of the major findings of the case study. In this instance, the teacher was authoritative and formal 

pedagogical process and procedures characterized the teacher’s style of presenting and 

implementing instructional strategies and techniques in content areas. They were not typically 
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compatible with students’ home and community culture. The teacher was constrained by her 

academic training, district policies, and assessment practices. She presented large bodies of 

knowledge disconnected from students’ culturally influenced cognitive, communicative, and 

performance styles. For example, in the traditional setting students were passive recipients of 

knowledge compared to the culturally congruent milieu where they behaved as active 

participants. The teacher was more authoritative, interactions were limited, and participation was 

typically teacher dominated. The traditional or incongruent setting included very structured 

activities such as formal reading activities (e.g., each student read two or three sentences in 

round robin fashion). The oral reading was interspersed with teacher corrections and controlled 

questioning. It was observed that the teacher’s disposition changed significantly. Discourse 

during structured reading revealed the constraints of a passive European-centric lesson.  

There are role makers in society who have determined the gold standard for student 

achievement. Standardized testing is one example of a societal standard that is difficult to 

overcome for students whose culture differs from the traditional European-centric curriculum. 

The findings demonstrated that actors and their actions were disparate, depending on whether 

they were participating in a congruent or an incongruent culturally embedded setting. Students 

performed better when their cultural backgrounds were more compatible with the teacher’s 

experiences. Moreover, student learning was enhanced in the culturally congruent setting and 

more inhibited by the culturally incongruent context. 

Discussion 

An analysis of the data reveals that although teacher and students shared cultural 

background experiences, both cultural congruence and incongruence exists in their classroom. 

Thus, giving credence to a theory of instructional code switching (ICS) previously defined. It is 
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evident that ICS extended the perspectives on cultural congruence and incongruence. In some 

settings where a familiar instructional code (cultural congruence) was consistently used, the 

participants are more likely to achieve mutual understandings through social dialogue and highly 

engaging activities. Learning is more than a process, in the study it is about access and 

connection. Their similar backgrounds allowed the teacher to access students’ habits of mind—

what students know and are able to do. For example, the teacher incorporated familiar types of 

language—verbal utterances, symbols, and gestures. She related to students with mannerisms 

and storytelling reminiscent of their mothers and fathers, grandmothers and grandfathers, aunts, 

and uncles. Her connection with students’ prior knowledge, latent understandings, and 

developmental capabilities are enhanced through culturally appropriate actions and strategies. 

Consequentially, there are implications for creating positive teacher/student learning 

outcomes. The themes of the case study emerged through the process of teacher-student 

interactions employed across participation structures. This concentrates learning outcomes on 

home, school, and community influences for African American students and culturally different 

groups. Other implications argue for developing professional educators’ (i.e., teachers and 

instructional leaders) ability to promote consistency across instructional and pedagogical practice 

and creating student access to all learning experiences. Next, I explain how instruction and 

pedagogy evolved as culturally congruent and culturally incongruent contexts (See Appendix A). 

Culturally Congruent Context 

On one hand, the outcomes related to congruence are consistent with Vygotsky’s 

constructivist views and Au (2001) and Hollins’ (2008) perspectives on cultural congruence. 

Cultural congruence exists in a context where social norms prevailed and students and teacher 

were actively engaged in the learning process. The content areas (English language arts, spelling, 
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and some math and science activities) are deliberately presented in a manner that placed students 

at the center of learning experiences. Instruction is mediated, teacher and students are able to 

scaffold student learning, and student interests are captured. Transparent expectations, and 

collaborative grouping characterize the learning climate.  

Moreover, the findings account for the teacher and students’ social interactions and the 

way they construct knowledge within the theoretical frame of cultural congruence and 

incongruence. The social norms concept is defined by the interaction; communication; teacher 

and peer instructional and pedagogical support; scaffolding; and dialogic process in the 

classroom. 

In summary, a discussion of the findings suggests that both cultural congruence and 

incongruence exists between African American teacher and students across participation 

structures. The literature presupposes that cultural congruence contributes to culturally 

responsive teaching and learning. The congruent setting was consistent with previous studies and 

the incongruent setting revealed the ill effects of social and societal factors that negatively 

influence learning. Both contexts are explicated and aid in describing, interpreting, and 

explaining the results and conclusions of the study.  

Conclusions 

A case study of cultural congruence was conceived in light of persistent detrimental 

historical factors such as racial inequality, segregation, and desegregation, which continue to 

influence African American students’ education and proved to be detrimental to their 

performance in US schools. Subsequently, many African American children and youth remain on 

that slippery slope: high dropout rate; overrepresented in special education; failing in 

reading/English language arts, math, and sciences; possess limited technology capabilities; and 
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occupy the lowest quartile of standardized test results. The theory of instructional code switching 

supports an emerging educational framework with implications for fostering consistency across 

instructional and pedagogical practice; improving teachers’ ability to influence student 

achievement, and extensive preparation for educational learning communities (teachers, leaders, 

and associated professionals).  

Limitations 

The case participants are bounded by shared cultural backgrounds, educational 

experiences, and schooling, which contribute to identifying the limitations and generalizability of 

the findings (Denzin and Lincoln, 2005). The fact that the study focuses on a small African 

American community that is not completely homogenous constrains generalizability of the 

results. Despite this limitation, the bounded feature of the study’s participants can be 

extrapolated to underserved populations of similar backgrounds (Maxwell, 1996). 

Future Research 

More qualitative and quantitative studies are required to understand possible applications 

of the theory of instructional code switching and the emergent themes. I suggest that the results 

have relevance for cultural congruence with consequences for social spaces in- and outside of the 

classroom context (teaching and learning and professional learning communities) (Darling-

Hammond & Richardson, 2009; Duncan, 1996). Future research should be integral to 

transforming education, more particularly, school reform, with a focus on culturally congruent 

models of instruction, pedagogy, professional development, curriculum, and assessment for 

underserved students in urban, rural, and global settings.  



504 

References 

Apple, M. (2010). The social production of American identity: Standardized testing reform in the 
United States. Journal of the Research Group on Socialism and Democracy, 34 (17) 2. 
Retrieved from http://sdonline. 

Au, K.H. (2001, July/August). Culturally responsive instruction as a dimension of new literacies. 
Reading Online, 5(1). Retrieved from 
http://www.readingonline.org/newliteracies/au/index.html. 

Au, K.H., & Kawakami, A.J. (1994). Cultural congruence in instruction. In E.R. Hollins, 
J.E. King, & W. C. Hayman (Eds.), Teaching diverse populations: Formulating a 
knowledge base (pp. 5-23). Albany: State University of New York Press.  

Barton, P.E. & Coley, R.J. (2010). The Black-White Achievement Gap: When Progress Stopped. 
Retrieved from http://www.ets.org/Media/Research/pdf/PICBWGAP.pdf. 

Creswell, J.W. (2007). Qualitative inquiry & research design: Choosing among five approaches 
(2nd ed.). Thousand Oaks: Sage Publications.  

Darling-Hammond & Richardson, (2009). How Teachers Learn. 66 (5), 46-53. 

Denzin, N.K. & Lincoln, Y.S. (Eds.) (2011). The Sage handbook of qualitative research. 
Thousand Oaks, CA: Sage. 

Duncan, G.A. (1996). Space, Place and the Problematic of Race: Black adolescent discourse as 
mediated action. Journal of Negro Education, 65 (2), 133-149. 

Fairclough, N. (2010) Critical Discourse Analysis: Study of Language (2nd ed.). White Plains, 
NY: Pearson ESL. 

Feuerstein, R. (1994). In K.H. Greenberg, et al. (1994). Differences in the degree of mediated 
learning and classroom interaction structure for trained and untrained teachers. Journal of 
Classroom Interaction, 29 (2), 1-9. 

Feuerstein, R., Klein, P.S., Tannenbaum, A.J., (1999). (ed.) Mediated Learning Experience 
(MLE): Theoretical, Psychosocial and Learning Implications. Freund Publishing House. 

Feuerstein, R., Feuerstein, R.S., & Falik, L.H. (2010). Beyond smarter: Mediated learning and 
the brain’s capacity for change. New York: Teachers College. 

Foster, M. (2001). African American teachers and culturally relevant pedagogy. In James Banks 
and Cherry A. M. Banks (Eds.). Handbook of research on multicultural education 
(pp. 570-581). San Francisco: Jossey Bass. 

Freire, P. (2006). Pedagogy of the Oppressed (30th ed.). Translated by Bergman Ramos. New 
York: The Continuum International Publishing Group.  

http://sdonline.org/author/sdonline/
http://www.readingonline.org/newliteracies/au/index.html
http://www.ets.org/Media/Research/pdf/PICBWGAP.pdf
http://books.google.ca/books?id=NkSTx5oUfqgC&printsec=frontcover#v=onepage&q&f=false
http://books.google.ca/books?id=NkSTx5oUfqgC&printsec=frontcover#v=onepage&q&f=false


505 

Hollins, E.R., McIntyre, L.R., DeBose, C., Hollins, K., & Towner, A. (2004). Promoting a self-
sustaining learning community: Investigating an internal model for teacher development. 
International Journal of Qualitative Studies, 17 2, 247-264. 

Hollins, E.R. (2008). Culture in School Learning: Revealing the Deep Meaning (2nd ed.). New 
York: Routlege. 

Irvine, J.J. (2003). Educating teachers for diversity: Seeing with a cultural eye. 

Ladson-Billings, G. (2009). The dreamkeepers: Successful teachers of African American 
children. John Wiley & Sons.  

Ladson-Billings, G. (2006). From the achievement gap to the education debt: Understanding 
achievement in US schools. Educational Researcher, 35 (7) 3-12. 

Lee, C.D (2008). Synthesis of research on the role of culture in learning among African 
American youth: The contributions of Asa G. Hilliard, III. Review of Educational 
Research.  

Miles, M.B. & Huberman, A.M., (2002). The qualitative researcher’s companion. Thousand 
Oaks, CA: Sage Publications.  

Nieto, S. (1992). Affirming diversity: The sociopolitical context of multicultural education (1st 
ed.). New York: Longman. 

Nieto, S. (2010). Language, Culture, and Teaching: Critical Perspectives (2nd ed.). New York: 
Routledge. 

Philips, S.U. (1972). Participation structures and communicative competence: Warm Springs 
children in community and classroom. In C.B. Cazden, V. Johns, & D. Hymes (Eds.), 
Functions of language in the classroom. New York: Teachers College Press. 

Piaget, J. (1959). The language and thought of the child. New York: Humanities Press. 

Piestrup, A.M. (1973). Black dialect interference and accommodation of reading instruction in 
first grade. Monographs of the Language Behavior Research Laboratory, #4, Berkeley, 
CA: University of California. 

O’Connor, M. C. (1996). Managing the intermental: Classroom group discussion and the social 
context of learning. In D.I. Slobin, et al. (Eds.), Social interaction, social context, and 
language: Essays in honor of Susan Ervin-Tripp (495-509). Mahwah, NJ: Lawrence 
Erlbaum Associates. 

Shade, B.J. (1990). Engaging the battle for African American minds. In C.H. Hardeman (Ed.), A 
commissioned paper for the Charles Moody Research Institute, First Annual Research 
Roundtable, 18th Annual NABSE Conference. Washington, DC: National Black Alliance 
of Black School Educators. 



506 

Shade, B.J. (1997). Culture, style and the educative process: Making schools work for racially 
diverse students. Springfield, IL: Charles C. Thomas Publisher.  

Vygotsky, L.S. (1962). Thought and language. Cambridge: The Massachusetts Institute of 
Technology Press.  

Vygotsky, L.S. (1978). Mind in society: The development of higher psychological process. 
Cambridge: Harvard University Press. 

Wolcott, H.F. (1994). Transforming Qualitative Data: Description, analysis, and interpretation. 
Thousand Oaks: Sage Publications. 



507 

Appendix A 

Table 1. Instructional Code Switching: Congruent and Incongruent Contexts 

Non-Culturally Congruent Context Culturally Congruent Context 
 

Delineating Societal Norms Culturally Appropriate Context 

 Routines and Rituals 
 Teacher controlled 
 Teacher centered 
 Too much teacher talk 
 Nomination 
 Limited interaction 
 Curtailed dialogue 
 High content-low context 
 

 Outside Influences 
 Low interest 
 Low motivation 
 Time off task 
 Suppressed engagement 
 Individualism 
 Biased Expectations 
 

 Societal Norms 
 Cultural capital 
 External forces 
 Political factors 

 Social Dialogue 
 Increased productive interaction 
 High interest learning 
 High intrinsic motivation 
 Increased engagement 
 Communal development 
 

 High Interest Learning 
 Student/Teacher shared 

responsibility  
 Student centered 
 More student talk than teacher 

talk 
 Purposeful social dialogue 
 High context-low content 
 

 Mutual Understandings 
 Students and teacher “Figuring 

It Out”/Adapted and 
transformed learning climate 

 Scaffolded or mediated 
performance 

 Relevant instruction and 
pedagogy 

 



 
 

EARLY CHILDHOOD EDUCATION IN AFRICA: TRENDS AND ISSUES IN 

EDUCATING CHILDREN WITH EXCEPTIONALITIES IN ZIMBABWE 

 
 
 
 
 
 
 
 
 

ARNOLD NYARAMBI 

EAST TENNESSEE STATE UNIVERSITY 
JOHNSON CITY, TENNESSEE 

 
ESTHER NTULI 

IDAHO STATE UNIVERSITY 
POCATELLO, IDAHO 

 
  



509 

Early Childhood Education in Africa: Trends and Issues in Educating 

Children with Exceptionalities in Zimbabwe 
 

Abstract 

Early childhood education, known in Zimbabwe as Early Childhood Development (ECD) is a 
fairly new concept; it is less than a decade old. The current study examines threats, challenges, 
and opportunities to early childhood development in Zimbabwe and implications to early 
childhood exceptional education. A concurrent mixed method design was used to collect data 
from 60 ECD teachers in Zimbabwe. Findings indicate that the major challenges and threats 
include: the need for proper sanitation; need for developmentally and culturally relevant teaching 
materials; need for appropriate personal care and routines (specifically meals etc.), and the need 
for proper accommodation and appropriate education for children with exceptionalities. Findings 
also indicate that though most teachers are aware of the benefits of ECD education, many 
teachers lack in-depth developmentally appropriate early childhood development knowledge and 
most do not follow developmentally appropriate curriculum and teaching methods and strategies. 
Unless these threats and challenges are addressed, ECD in Zimbabwe will not be as effective as 
it is meant to. This negatively affects both typically developing and young children with 
exceptionalities who are served under ECD education.  

 

 

 

Introduction 

Early childhood education is important to all children, for it supports developmental 

gains in social and emotional, language, and cognitive development (Eliason and Jenkins, 2012; 

Deiner, 2010). Literature indicates that all children deserve high-quality developmentally 

appropriate early childhood education; this is very crucial for children from low socio- economic 

and disadvantaged backgrounds, including at risk and children with exceptionalities. It has been 

found and documented that high quality, and effective early education experiences help children 

from low socio-economic disadvantaged family backgrounds to overcome the influences of 

poverty (Children’s Defense Fund, 2005), and early identification and intervention help children 
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with exceptionalities with autism, learning, intellectual, multiple and other disabilities to mitigate 

and ameliorate the challenges associated with exceptionalities (Turnbull, Turnbull, Wehmeyer, 

and Shogren, 2013).  

Research on brain development indicates that brain growth is most dramatic in the early 

years before children start formal schooling (Gallagher, 2005). It is during the early years 0-5 

years that rich experiences in the environment adds to the production of more synapses which 

leads to brain growth and development. Synapse refers to the connection points between the 

neurons. The greater the number of synapses, the greater the number and variety of messages to 

travel in the brain, making it possible for massive information processing (Bloom, Nelson, and 

Lazerson, 2001). When children are deprived of rich experiences from the environment, the 

synapse are pruned. Children from disadvantaged backgrounds have their synapses pruned early 

as they lack a viable conducive environment suitable for brain development. Therefore, early 

childhood is a critical period where effective early childhood education should be made available 

to all children, and mainly children with exceptionalities who may have more pronounced 

challenges due to the characteristics of various exceptionalities. In the United States, where early 

childhood education is more developed, this knowledge provided a platform advocating for early 

childhood education for all and including disadvantaged children, culminating in the inception of 

Head Start (Gallagher, 2005). Brain scientists encourage early childhood teachers to learn and be 

familiar with brain development so that they are able to provide intervention during these critical 

periods of human development.  

Research indicates that children with exceptionalities also benefit from early childhood 

education (Deiner, 2012; Eliason and Jenkins 2012; Turnbull, Turnbull, Wehmeyer, and 

Shogren, 2013). Early education can be viewed as the time to provide early intervention and 
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mitigate potential problems in children that might hinder learning later when they start first 

grade. Eliason and Jenkins (2012) summarizes the importance of early childhood education by 

indication that early education mitigates problems by providing special programs such as: 

… focusing on children who are economically disadvantaged and on the problems often 
associated with poverty; programs treating learning disabilities at an early age; programs 
in special education; or programs reaching children with emotional difficulties at a time 
when negative behaviors have had little time to become ingrained. All children need the 
opportunity to learn at their highest potential in an inclusive environment (p. 7).  

Studies reveal that children who go through formal early childhood education do well in 

first and subsequent grades. Most children have the literacy foundations mastered during early 

education and that plays a tremendous role in their future learning and academic success 

(American Federation of Teachers, 2002; Young, 1996).  

Since early childhood time is a critical period, there is need for those who provide child 

care, and early education to be properly trained (Eliason and Jenkins, 2012; Hyson, Tomlinson, 

and Morris, 2009). In the same vein, Hyson, Tomlinson, and Morris (2009) note that “…a 

teacher’s education, if it is rich and deep and positive, provides a critical foundation that may 

constructively influence children’s experiences” (p. 30).  

Research indicates that most early childhood education teachers have not gone through 

teacher preparation education programs, this is not only a problem in developing countries, but 

also in developed countries. Eliason and Jenkins (2012) note that: 

Children from homes where both parents work or from single-parent homes need child 
care. There is a need not only for more child care programs, but also for upgrading the 
quality of child care given. Because many young children are still cared for by untrained 
care givers…(p.7).  

Given the importance of early childhood education as discussed above, it is important to 

give a detailed background of early childhood education in Zimbabwe in order to situate the 

purpose of the study.  
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Early Childhood Education in Zimbabwe 

Early childhood education (known as Early Childhood Development (ECD) in most 

African countries including Zimbabwe is fairly new; it is less than a decade old in most African 

countries. In 2004, ECD in Zimbabwe was instituted as a policy directed at all primary schools in 

order to insert at least two ECD classes for children in the 3-5 years age group. The basis for the 

formulation of the 2004 policy was a recommendation of the Commission of Inquiry into 

Education undertaken in 1999 (Nziramasanga, 1999). The Commission found that many children 

in rural and poor communities did not have access to early childhood services. The aim of the 

2004 policy framework was to make official the ECD programme under the Ministry of 

Education, Sport and Culture (MoESAC), increase equity and access to ECD provisions, and 

enhance quality education. 

Currently, ECD is divided into two groups; A and B, 3-4 year olds and 4-5 year olds 

respectively (Ministry of Education, Sports, and Culture (MoESC), 2005). The implementation 

of ECD classes has served as a vehicle to make pre-school education available to all children in 

Zimbabwe as recommended by the 1999 Presidential Commission of Inquiry into Education 

(Nziramasanga, 1999). Today the ECD policy is fully supported by the Zimbabwe MoESC 

following global trends in early childhood education and the advantages it has for preparing 

children for elementary/primary school. MoESC recognizes that ECD education can contribute 

significantly to the nurturing of young children at various levels, that is, physical, social, 

emotional, intellectual, cultural and cognitive.  

There has been a growing literature that document the efforts that have been done by the 

Zimbabwean government alone and in collaboration with non-governmental organizations such 

as UNICEF to make early childhood education (ECD) formal and available to the public as part 
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of primary school education (ECD; A and B) These include: Dyanda, 1999; Zimbabwe MoESC, 

2001; UNICEF, 2000/2002; Freitas, Shelton and Tudge, 2008).  

Since 2004, Zimbabwe has a national ECD policy which requires primary schools to 

offer a minimum of two ECD classes for children from 3 to 5 years old. In support of this policy, 

primary teacher training colleges are now training ECD teachers who receive certified diplomas 

in ECD through the University of Zimbabwe. Recently, few universities in Zimbabwe such as 

University of Zimbabwe and the Women’s University in Africa (based in Zimbabwe) have 

started a new education programs in Early Childhood Development. This new development has 

started changing the landscape of early childhood education in Zimbabwe as graduates from 

these programs positively affect ECD. At the Women’s University in Africa, for example, during 

second year of their Bachelor of Education in the ECD program, teacher candidates complete an 

ECD course that is relevant to exceptional learning: ECD 211 Special Needs Education. As 

stated on their program website: 

“The main objective of the course is to create awareness among students on the needs of 
exceptional children. They should be able to identify as well as facilitate early referral, 
which subsequently leads to early assessment as well as placement in relevant 
educational programmes that are offered by the Ministry of Education, Arts, Sport and 
Culture. This course is in line with the Ministry of Education, Sport and Culture’s policy 
of integration where emphasis is on educating the child in his/her environment whenever 
possible. Knowledge of different types of exceptional children should also help teachers 
to design appropriate learning programmes that suit a particular child” 
(http://www.wua.ac.zw/index.php?option=com_content&view=article&id=17&Itemid=1
8) 

Such courses equip teacher candidates with relevant knowledge and appropriate skills needed for 

early childhood exceptional learning. The University of Zimbabwe and Great Zimbabwe 

University have recently started bachelors and masters degrees in exceptionalities (referred in 

Zimbabwe as Special Needs Education) focusing on school age children with exceptionalities. 
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This provides a future opportunity to infuse courses in early childhood exceptional education as 

their program develops and expands. 

The Purpose of the Study 

The current study examines new threats and challenges that early childhood teachers 

(ECD) are facing in Zimbabwe. This study also extends a new platform and opportunities for 

finding local solutions that are culturally relevant and competent. Specifically, this study sought 

to reveal new threats, challenges, and opportunities faced by ECD group A and B teachers from 

four regions in Zimbabwe.  

The research questions that guide this study included: 

1. Do schools use developmentally appropriate curriculum, methods and strategies? 

2. Do schools have adequate resources for ECD classes? 

3. What are the new threats and challenges faced by ECD teachers? 

4. What opportunities can help alleviate the threats and challenges?  

METHOD 

Research Design and Participant Selection 

In this study a concurrent mixed method approach was employed to examine new threats, 

challenges, and opportunities faced by ECD teachers. A concurrent mixed method design is a 

multistrand design in which both qualitative and quantitative data are collected and analyzed at 

the same time (Tashakkori and Teddlie, 2003). The final inferences are based on both qualitative 

and quantitative data analyses. In this study, a survey instrument was developed with both open-

ended and closed-ended questions.  

Purposeful sampling was used to select participants of the study. ECD group A and B 

teachers were recruited from four regions. Survey questionnaires were delivered to 100 ECD 

teachers in 4 different regions. Sixty teachers returned viable surveys and became the sample of 
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the study. Within the sample, there were 20 group A teachers and 40 group B teachers. Among 

group A teachers 13 were urban teachers, and 7 were rural teachers, group B had 22 urban and 

18 rural teachers. The majority of teachers had not gone through teacher education programs. 

The average class size is 20 children per teacher.  

Data Collection and Analysis 

The survey that was designed for data collection in this study was assessed for content 

validity by subject matter experts to ensure that the instrument measured what it intended to 

measure. Content validity is the degree to which a test measures an intended content area or the 

extent to which a measurement reflects specific intended domain of content (Gay, Mills, and 

Airasian, 2008). The survey instrument was pilot-tested using a convenient sample of teachers to 

ensure reliability. Pilot testing helped to determine that the participants of the study would be 

capable of completing the survey, and that they could understand the questions (Cresswell, 

2008). The survey allowed the researchers to collect descriptive quantitative and qualitative data 

simultaneously. Closed-ended questions included 10 Likert scale items and an environmental 

checklist with 20 items.The Likert scale provided information about teacher attitudes, and 

understanding of the benefits of ECD. The checklist provided information about developmentally 

appropriateness of the ECD environmental contexts, specifically the physical environment, 

curriculum, methods, and strategies. Five open-ended questions probed more deeply and 

explored the participant’s perspectives and experiences with ECD without constrain. Survey data 

was analyzed using descriptive statistics on closed-ended questions and the teacher narratives 

were coded and analyzed for themes and commonalities as suggested by Saldana (2009). 
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Findings and Discussions 

Teacher Understanding of the Benefits of Early Childhood Education 

Quantitative descriptive analysis of the closed-ended questions indicate that the majority 

of the teachers believe that early childhood education is important and necessary for preparing 

children for later primary school success (see item 1-4 in Table 1). These findings (item 1-4) are 

similar to what Mushoriwa and Muzembe (2011) found, however, the point of departure in the 

current findings is that the majority of teachers do not believe that ECD provides a strong basis 

for early interventions (see item 5-8 in Table 1). This is a point of concern because early 

childhood education should provide early intervention for children who are “at risk” or who have 

a high probability of developing learning and development difficulties (Deiner, 2012; Gargiulo 

and Kilgo, 2011). Also in this study, there is a greater number of ECD teachers who are 

undecided as to whether the curriculum lays a strong foundation for first grade (see item 3) or 

whether the curriculum they use links with what children do in first grade. This questions the 

appropriateness of ECD curriculum at teacher preparation programs.  

  



517 

Table 1 Teacher Ratings Regarding the Importance and Benefits of ECD 

Item Strongly 
Agree 
% of 
Teachers 

Agree 
 
% of 
Teachers 

Undecided 
 
%of 
Teachers 

Disagree 
 
% of 
Teachers 

Strongly 
Disagree 
% of 
Teachers 

1. ECD education is important and 
necessary to all children.  

100 0 0 0 0 

2. ECD prepares children for later 
primary school success(e.g., success 
in Grade 1l) 

90 0 10 0 0 

3. The ECD curriculum lays a strong 
foundation for Grade 1 or The 
curriculum of the ECD A and B classes 
links with what children do in Grade 1. 

0 40 60 0 0 

4. Children who go through ECD have 
less difficulties adjusting to formal 
schooling. 

80 0 30 0 0 

5. Children with special needs are 
identified early during ECD 

0 0 40 0 60 

6. ECD provides positive behavior 
supports for children at risk of 
behavioral problems in Grade 1 and 
later grades.  

10 10 20 0 60 

7. Children who go through ECD are 
likely to do better in academic work. 

80 10 0 10 0 

8. Early intervention is provided 
through ECD 

0 0 10 50 40 

Teacher Knowledge and Skills of ECD Curriculum 

Teachers were asked to rate their level of knowledge and skills regarding ECD 

curriculum (see Table 2). More than seventy percent of the teachers indicated that they are not 

sure of the curriculum. This is corroborated by the qualitative data from the open-ended 

questions where most teachers indicated that they have not gone through formal training. One 

teacher said: 

I am a temporary teacher …waiting to go to college…I cannot say for sure if what I know 
[curriculum] is preparing them well for grade one…  

Another said: 

I haven’t gone to college or any workshop. I asked other ECD teachers what they are 
teaching and that is what I do with my children 
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Teacher preparation for those who teach early childhood education is very important and 

should be treated with respect. Those who work with children should have proper child 

development knowledge and skills to help children. If early education serves to prepare children 

for future success, help to identify those with special needs who need early intervention, and to 

give the necessary skills to those children from disadvantaged background, then ECD teachers 

should be better prepared. When early childhood teachers go through quality and comprehensive 

teacher education programs, and are equipped with child development knowledge and skill, 

exhibit appropriate disposition and behaviors, and offer high quality early education, it has a 

positive impact on children’s development and learning ( Hyson, Tomlinson, & Morris, 2011 ; 

Wilson, Pianta, & Stuhlman, 2007). 

Table 2 Teacher Ratings Regarding Their Level of Knowledge and Skills of ECD 
Curriculum 

Teachers (including me) have Adequate Knowledge and Skills to 
Teach ECD 
Level of Agreement 

Percentage of Teachers 

Strongly Agree 0 

Agree 30 

Undecided 10 

Disagree 20 

Strongly Disagree 40 

A descriptive analysis of the environmental checklist indicates that most ECD classroom 

and outdoor learning environment do not have adequate teaching and learning materials, good 

sanitation, meals, and appropriate accommodation for children with learning disabilities.  
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Table 3 Environmental Checklist to Determine the Appropriateness of ECD 
Environments 

Item Inadequate  
% of 
Teachers 

Minimal  
% of 
Teachers 

Good 
% of 
Teachers 

Excellent 
% of 
Teachers 

Space and Furnishings  70 0 20 10 
1.Furnishings for relaxation and comfort (e.g., 
beds, blankets, mats, etc.) 

    

2. Space for gross motor play     
3. Gross motor equipment      
4. Indoor space     
5. Furniture for routine care, play, and 
learning (e.g., little chairs and tables that are 
at the level of children, toys) 

    

Personal Care Routines 60 0 40 0 
7. Meals/snacks     
8. Nap/rest     
9. Toileting (e.g., toilet papers, washing soap, 
diapers, etc.) 

    

Sanitation 90 0 10 0 
10. Toilets for children separate from adults     
11. Clean Water     
12. Sinks (or places to was hands)     
Teaching materials 70 0 20 10 
13. Developmentally and culturally 
appropriate reading books 

    

14. Stationery (e.g., crayons, note parts, art 
books or construction paper for drawing, etc.) 

    

Program Structure 80 0 10 10 
15. Accommodations and provisions for 
children with disabilities  

    

16. Provisions for parents (e.g., Information is 
given to parents about ECD and how they 
should be involved) 

    

17. Opportunities for professional growth     
20. Supervision and Evaluation of ECD Staff 
(e.g., ECD are frequently observed , and 
supervision is given is a helpful, and 
supportive manner).  

    

The results from the environmental checklist indicate that ECD environments are poorly 

equipped. Lack of sanitation is a huge issue and this has been found to be an overarching theme 

in the study conducted by Rwatirera, Ngweni and Dhlomo (2011) which focused on rural 

primary schools. The current study has urban and rural participants, and findings of the study 

indicate that the issue of sanitation is not peculiar to rural schools. There is poor sanitation even 

in urban schools, only 10% of the teachers from urban schools indicated that they have good 
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sanitation. For other materials such as furniture, toys, and books, teachers can improvise and use 

what they have locally, however, not for sanitation. If there is no clean water, inadequate toilets, 

and other sanitation materials such as soap or washing basins, there is little that teachers can do. 

Most of the boreholes or wells for clean water are donor funded (Gunhu et al., 2011), one of the 

leading donors (NGO-Non Governmental Organization) in Zimbabwe and Africa in general is 

UNICEF. When the boreholes breakdown, in most cases, there is no funding from the schools to 

do repairs.  

Unlike sanitation issues, teachers can be taught to improvise and use culturally or 

available materials to make furniture, toys, and reading materials. Efforts to teach ECD teachers 

how to improvise have been underway through workshops at teacher training colleges, however, 

at a small scale. A good example is of a workshop for ECD teachers which took place at 

Belvedere Technical Teachers’ College in 2009 (VVOB Education for Development-Zimbabwe, 

2009). The workshop was supported by the Belgian Development Cooperation which is an NGO. 

The aim of the workshop was to teach ECD teachers how to make toys from abandoned 

materials (VVOB Education for Development-Zimbabwe, 2009), in essence, teachers were 

taught how to use locally available, culturally relevant materials to make toys. The five-day 

workshop consisted of a close interweaving of theory and practice, with a heavy emphasis on 

toy-making from abandoned materials demonstrating that good educational toys for an ECD 

classrooms do not need to be expensive and imported but can be created by the teacher from 

material that would otherwise be thrown away. 

The participants of the workshops were divided into eight teams and in the course of the 

workshop made toys and equipment to support the eight ECD Play Areas designated by the 

Ministry of Education: Manipulative and Block, Outdoor, Pre-reading, Pre-writing, Language & 
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Book, Pre-Maths, Science and Discovery, Art & Craft, Music, Movement & Dance, Dramatic & 

Imaginative. The workshop described shows that it is possible to teach ECD teachers through 

professional development workshops how to develop culturally responsive materials. However, 

this workshop was not attended by ECD teachers who are already teaching. It was attended 

mostly by lecturers and teacher candidates in teacher education programs. Conducting 

professional development workshops on a wide scale can help those who are already teaching 

without skills, and those who went through teacher education programs but never had the chance 

to learn about creating culturally responsive materials.  

Lack of Parental Involvement 

Accumulated research indicates that parental involvement in children’s programs is 

critical to the educational success of children (Daniel, 2009; Kniepkamp, 2005; Kostelnik, 

Soderman, and Whiren, 2011). The findings indicate that parents are not involved much in the 

education of their children especially in rural areas (see Table 4). The program structure as 

indicated in Table 3 also shows that the ECD programs do not stipulate the level of parental 

involvement, neither are parents well informed about the ECD program. This is also supported 

by the qualitative findings. Many teachers indicated that parents believe that they do not have to 

help the teacher since teachers are paid to do their job, and some feel they cannot help because 

they do not have the knowledge to teach children. One teacher said: 

Parents never come in to the classroom to help. They wait outside when they bring the 
child or when they come to take the child home…  

Another said: 

I have never met the parent…the maid brings the child to school… 

Only thirty-percent of the teachers rated the level of parental involvement to be good. 

These teachers are urban teachers. However, qualitative data provided a different insight. 
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Though 30% of the urban teachers indicated that ECD parents are involved in the education of 

their children, the quality of involvement is not what is recommended by research in 

developmentally appropriate practices in early childhood education.  

Table 4 Teacher Ratings Regarding ECD Level of Parental Involvement 

Level of Involvement Percentage of Teachers 
Excellent 0 

Good 30 

Minimal 10 

Inadequate 60 

Urban parents as reported by ECD teachers get involved to organize events such as end- 

of- year Christmas party, birthday parties, and other events which are not related to the teaching 

and learning of the children. One teacher said: 

Many parents come to help all during parties like if their child has a birthday or if we are 
having parents’ day…some come for prize giving day.  

Another said:  

I have seen many parents helping to organize Christmas party …some parents come 
because they want their child to be in a Christmas play… 

Meaningful parental involvement goes beyond participating only in special events; rather, 

there should be a strong partnership between parents and teachers. Research indicates that 

successful early childhood programs collaborate with parents in the designing and 

implementation of their children’s curriculum (Eliason and Jenkins, 2012; Kostelnik, Soderman, 

and Whiren, 2011). Parents know their child better and their contributions to the curriculum 

strengthens the quality of teaching strategies and individualized materials to be used by the 

teacher (Copple and Bredekamp, 2009). Successful early childhood programs collaborate with 

parents and encourage parents to teach their children at home as a way to help children increase 
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cognitive and adaptive skills across different environments (Henninger, 2009; Widerstrom, 

2005). Partnership and collaboration between families and professionals during early childhood 

years have several benefits including enhancing the family’s quality of life, and gains in child 

skills such as language, self-help, social, motor pre-academic skills, etc., (Turnbull, Turnbull, 

Wehmeyer & Shogren, 2013). 

Lack of Funding 

Another challenge and threat to the development of ECD in Zimbabwe is the dwindling 

funding in Zimbabwean education system starting in the late 90s due to economic challenges and 

hyper-inflation which led to the crumbling of the education system and the Zimbabwean 

currency by 2008. With the advent of the Government of National Unity (GNU) since 2009, 

funding for educational programs primarily focuses on revamping the pre-2000 educational 

system and in the process there is not enough funding for ECD.  

A Way Forward 

In order for ECD to be more effective in Zimbabwe, there is need for those who form 

education policies, and other stake holders to review early childhood teacher preparation 

curriculum. The curriculum should include the provision of early childhood exceptional 

education. Culturally relevant and culturally responsive curriculum has to be infused at teacher 

preparation in order to produce ECD teachers who are self-sufficient and are able to improvise 

depending on the cultural context and socio-economic level that they find themselves in. A 

curriculum that teaches ECD teachers to improvise and make toys and other materials from 

locally available cheap materials would be more effective, as this curriculum would teach ECD 

teacher candidates to use locally available materials to develop culturally relevant teaching 
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materials. This takes into consideration the funding challenges that Zimbabwe is currently 

experiencing. 

There is need for continuous ECD professional development through workshops to 

enhance the skills of those who are already working as temporary teachers without a relevant 

teaching qualification. These workshops should be geared towards teaching ECD teachers 

culturally relevant curriculum, child development, information on exceptionalities, early 

childhood teaching methods and strategies, and early intervention assessment and skills. This 

will help in providing quality to ECD programs especially those in rural areas and also benefits 

children with exceptionalities to receive appropriate education.  

Policy makers and other stake holders should be encouraged to work closely with NGOs 

as they can provide new opportunities for ECD. Most NGOs have new knowledge from working 

in other countries that they have established ECD. Policy makers and stake holders should be 

willing to embrace new ideas, and adapt it to suite their own contexts. In most African countries 

frown upon Western or European ideas saying they want home grown ideas. Though this is 

understandable, the danger with this view is that, Africa does not have enough resources to 

conduct and develop effective research. It is encouraged to analyze trends in early childhood 

education globally (including efforts in other developing countries not only from Africa but Asia 

and the pacific, Latin America, etc. to evaluate the possibility of importing culturally competent 

models. Adopting and importing what works for other countries is the beginning point and 

implementation should take into consideration cultural and geo-political differences and 

sensitivities. Within each African country, the cultures, and contexts are so diverse that ECD 

teacher candidates have to be taught adaptation of curriculum materials to suit different contexts. 
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Conclusion 

Funding should address priority areas which include; quality physical learning 

environments, culturally relevant curricula and learning material, nutritious meals, sanitation, 

and qualified teachers and personnel who understand child development and how to 

individualize instruction depending on the needs of the children. Unless there is enough funding 

and an effective way to address these challenges, many parents will find it difficult to allow their 

3 or 4 year olds go to a preschool where they will come back with health related challenges 

because of poor sanitation, poor physical learning environments and other hygiene problems.  
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Influence of Athletic Participation on High School English Achievement 

Scores 

 

ABSTRACT 

This presentation detailed the influence of athletic participation of selected African 
American male high school students’ participation on academic achievement scores in one 
subject, English, if any, as compared to selected non participatory cohort African American male 
students’ academic achievement scores over one academic year.  

 

 

 

INTRODUCTION 

Athletics can be used as a vehicle to get students to attend school regularly; can assist in 

keeping them focused, as well as providing an incentive for them to succeed academically 

(Chambers, 1991). Academic achievement can thus be fostered through sports (Chambers, 

1991). All students benefit from involvement in sports because athletics creates and environment 

where all have an opportunity to succeed (Chambers, 1991 & Ceccarelli, 2009). The research in 

this area is explicable to all races and ethnic groups. Hence, knowledge can is especially 

important in dealing with African American males because research has found that although they 

may have paradoxically high self-perception, their self-esteem can still remain low (Steele, 1997 

& Hutchinson, 1997). Research has found that athletics often provide students with increased 

self worth and motivation needed to improve themselves in other areas (Steele, 1997 & 

Hutchinson, 1997).  

The focus of this study was the effects of athletics on African American males. Given the 

present state of urban culture and of society in general, anything that is beneficial and can assist 
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in the educational attainment of African American males must be explored and utilized 

(O’Bryan, Braddock & Dawkins 2006). Involvement in extracurricular athletics as well as other 

extracurricular activities prevents students from falling through the cracks (Metlife, 2009). 

Athletics provides students with appropriate levels of attention, engagement, and support that 

assist in helping students graduate from high school, be prepared for college, for the modern 

workforce, and for life (Metlife, 2009). 

The purpose of this study was to examine the influence of extracurricular athletics on the 

academic achievements of African American male high school students. Specifically, this study 

was concerned with the academic achievement of African American male high school athletes 

and African American male high school non-athletes in the academic area of English. Thus it can 

be hypothesized that:  

Statistically significant differences exist in the mean English achievement scores of 

African American male high school students by their athletic status (athlete/non-athlete). 

METHODOLOGY 

An Ex Post Facto design was employed in this study to collect and analyze the data. This 

type of research design allows for the examination of independent variables which can be 

manipulated and to determine their influence on the dependent variables. Moreover, this type of 

design provides an opportunity to investigate the effects of variables on other variables after the 

fact.  

Population and Research Setting 

The population in the study was 9th and 10th grade African American male students from 

two school districts in the state of Texas. School district A is located in the southern region of 

Texas. It encompasses 306 square miles with five schools (two elementary schools, one middle 
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school, one junior high school, and one high school). School district B is also located in the 

southern region of Texas. It encompasses 190 square miles and has seventy-four campuses 

(eleven high schools, fourteen middle schools, four specialized campuses, and forty-five 

elementary campuses). 

Sampling Procedure 

All 9th and 10th grade African American male students from the target population were 

selected to participate in the study. Therefore the population of this study consisted of 157 

African American high school students.  

Instrumentation 

A locally devised instrument was developed by the researcher to collect and record the 

data for the study. It was titled “The Student Data-Profile Sheet.” This instrument consisted of 

eight demographic and academic items.  

Data Collection 

The data for this study were collected from the academic records of African American 

male high school students for school years that encompassed the 2009-10 and 2010-11 academic 

years. Participation in extracurricular athletics for the purposes of this study was defined as 

participating in football, basketball, track and field, baseball, power lifting, etc. The student 

profile data sheets were mailed to the superintendent or designee in the school districts; and they 

were asked to provide the requested information and to return the sheets for tabulation.  

Data Analysis 

A parametric procedure was used in this investigation. The parametric procedure 

employed in this study was a One Way Analysis of Variance (ANOVA). The One Way ANOVA 
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is a statistical test that examines the effect of one independent variable on a dependent variable 

(Mertler and Vannetta, 2002).  

RESULTS 

First Semester Academic Performances by Status  

The One-Way ANOVA results revealed that English (F = 4.494, df = 1/155, P < .05); 

achievement scores differ significantly between African American male athletes and African 

American non-athlete high school students. See Table 1 for these results. 

TABLE 1 
Univariate ANOVA Results Regarding the Effect of Athletic Status on Semester 1 

Academic Achievement of African American Males 
  Sum of 

Squares 
    

Source   df MS F P 

Status English 1 340.714 1 340.714 4.494 .036* 

Error English 1 11751.643 155 75.817   

Total English 1 12092.357 156    

*Significant at the .05 level 

Additionally, further data analysis using the mean results revealed that African American 

male high school athletes had significantly higher English achievement scores in semester 1 than 

did their non-athlete counterparts (See Table 2). Thus, the Hypothesis was rejected. 

TABLE 2 
Semester 1 Mean Scores of African American Males by Athletic Status 

Achievement 
Subjects 

Status Mean SD 

English Athletes 81.15* 6.94 

 Non-Athletes 78.19 10.50 

*Highest Means 
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Second Semester Academic Performance by Status 

Also, the One-Way ANOVA (See Table 3) reported that a significant difference was 

found among the second semester English (F = 5.736, df = 1/155, P < .05) achievement scores of 

African American male high school athletes and non-athletes. 

TABLE 3 
Univariate ANOVA Results Regarding the Effect of Athletic Status on Semester 2 

Academic Achievement of African American Males 
  Sum of 

Squares 
    

Source   df MS F P 

Status English 2 489.505 1 489.505 5.736 .018* 

Error English 2 13228.419 155 85.345   

Total English 2 13717.924 156    

*Significant at the .05 level 

Further data analysis utilizing the mean results (See Table 4) revealed that African 

American male high school student athletes had significantly higher achievement scores in 

semester 2 than did their non-athlete peers. Accordingly, the Hypothesis was rejected.  

TABLE 4 
Semester 2 Mean Scores of African American Males by Athletic Status 

Achievement 
Subjects 

Status Mean SD 

English 2 Athletes 79.67* 7.19 

 Non-Athletes 76.11 11.28 

*Highest Means 

DISCUSSION 

Probably the most interesting finding of the present study was the influence of 

extracurricular activity on the academic performances of African American male high school 
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students in English. Specifically, African American male high school students who participated 

in athletics performed significantly better on their English achievement scores for an entire 

academic year than did their non athletics counterparts. 

The current findings were consistent with those of Karpowich (2009); Gould et al. 

(2007); Miller et al. (2005); Barber, Eccles, and Stone (2010); Hartman (2008); Cousins (2004); 

Howard and Daigle (2009); Akos (2006); McCarthy (1997); and Kirsch (1995). All of the 

researchers found that high school students who participated in athletics performed better 

academically than did those high school students who did not participate in athletics. 

On the other hand, the present findings were not consistent with those of Arnett (2006) 

and Hoberman (2000). Both of these researchers opined that athletic participation interfered with 

the educational attainment of high school students. In addition, Montgomery (2010) in his 

research study concluded that the results were inconclusive as to whether athletics increased 

achievement among African American males. 

A plausible explanation for the current findings might be that participation in athletics 

increased students’ sense of engagement or attachment to the school environment. According to 

Burnett (2000), athletes must take information directly and apply it to a situation, receive 

feedback from their superiors and peers, and evaluate the information’s effectiveness under real 

life circumstances. Because athletics allow the students to integrate fully into the learning 

process, the benefits of this integration are better academic performance. 

CONCLUSION 

The following conclusions were drawn from the results of the study: 

In general, African American male high school students who participated in 
athletics performed significantly better in English achievement over an entire academic 
year than did their non-athlete counterparts. 
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IMPLICATIONS 

The variable athletics status and its impact on the academic performances of athletes 

suggest that some form of school policy intervention needs to be implemented to encourage 

African American male high school students to participate in extracurricular activities. This 

research along with the research reported in the literature has shown that high school students 

who participate in extracurricular activities are more easily integrated into the total learning 

process than are high school students who do not participate in extracurricular activities and have 

shown improved academic achievement as a result. Thus, it appears that this positive correlation 

between learning and athletics can help some high school students reach their academic 

potentials. 
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Designing Field Experiences for Maximum Knowledge Gains 
 

Abstract 

The typical trip to the zoo or the schoolyard without teacher designed and structured 
experiences rarely lead to increases in knowledge. Although, students may make gains in 
motivation, attitudes, and stewardship, do they make gains on specific discipline-based 
knowledge and skill? Early progressive educators advocated for experiential learning that was 
well designed to ensure that students gained knowledge. Dewey and Kolb provided guidelines 
for getting the most out of field experiences. Dewey believed that reflection is key to 
transforming experiences into experiential education, thus ensuring knowledge gains. Kolb’s 
four-part model included: experience, reflection, generalization, and application. This model has 
been applied to inservice teachers participating in a professional development program 
investigating water quality issues. Reflective or phenomenological analysis strategies are used to 
report on the knowledge gains of students fully participating reflective practices as advocated by 
experiential education models. The results will help instructors to redesign the course for 
maximum gains. The researchers conclude that the student participants gained confidence, 
content knowledge, and willingness to later share their knowledge with their students. The 
sharing extended to their desire to share their experiences with family members, other teachers, 
and continue their visits to these outdoor sites on their own time. 

 

 

 

Children gain experiences throughout their lives and these experiences form the 

framework that supports them. They learn and remember such experiences as the comfort a child 

feels from the warmth of their mother’s arms, the taste of foods that not only satisfy our palate 

but take us back in time, the smell of morning coffee that stimulates our senses and awakens the 

body, the sight of a natural place that make us feel at peace, and the memories of favorite old 

songs that stir emotions in our hearts and minds. Experiences are often “a dime a dozen”, but it’s 

those that we place special meaning that bring back memories and helps us to become creators 

and innovators. 
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As instructors we can help to develop those concepts through reflection. Kolb and Fry 

pioneered research on experiential learning of late, but its beginnings come from the ideas of 

John Dewey.1 Our senses open the door that allows us to collect our experiences, but it is our 

mind and how we invent and reinvent what we experience that makes for long-lasting and 

meaningful learning. 

Dewey’s ideas were tagged as progressive education; however, educators and 

philosophers now accept them as experiential education. Many have criticized experiential 

education as not having meaning because of the erroneous assumption that there is no structure. 

Dewey himself considered that for there to be thought and learning experiences in educational 

settings the experiences must be organized and structured. More so, he believed that reflection 

was a key contributor and essential to the learning process. With that in mind, a graduate science 

education course was used as a means to investigate the transformative nature of experience. The 

course was an environmental education methods course that introduced environmental concepts 

and methods used to teach environmental education to inservice teachers. The framework for 

instruction was based on a modification of Palmer and Neil’s ideas to teach In, With, and About 

the environment.3 Furthermore, the vehicle for learning to teach about environmental was the 

implementation of David Kolb’s Experiential Learning Model originally as a foundation even 

though the model was originally focused on adult education and business management. 

Higher education is often not the place to find great examples of the implementation of 

experiential learning. Although many academics believe in providing their students with concrete 

experiences most professors teach using primarily lectures as their preferred instructional 

delivery. The course in this study provides opportunities for students to gain first-hand 

knowledge of environmental science issues so that they can implement instruction in their PK-12 
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classrooms. The course goals are not only to increase pedagogical content knowledge but it is 

hoped that disciplinary content knowledge can also be gained. The application of Kolb’s 

experiential learning model is expected to provide an increase in disciplinary knowledge, as well 

as, attitudes that promote experiential learning strategies in their classrooms. 

Integration of Kolb’s Experiential Learning Model (ELM) in Study 

David Kolb revised several ideas that others had into an experiential learning model. His 

model was rooted in the work and ideas of Jung, Dewey, Gardner, and others.2 The extensive 

literature on experiential learning cannot be covered in this paper; however, an attempt will be 

made to briefly describe Kolb’s model since it was the framework of the course structure. 

Furthermore, recent models of experiential learning use the basic ideas outlined in Kolb’s model. 

The model consists of four elements that form a continuum that spans from concrete experiences 

through the development of a concept. The model includes the following elements: concrete 

experience (CE), reflective practice (RP), abstract conceptualization (AC), and active 

experimentation (AE). 

The elements of the experiential learning model are used in this study in a sequential 

form; however, Kolb did not intend it this way. He believed that individuals could enter the 

model at any time. The course taken by one of the groups was structured and sequenced around 

the outlined model elements. The second group was not organized with the model in mind 

although many of the activities and experiences were similar. 

The model is closely linked to Kolb’s interpretation of learning styles.3 The learning 

styles are described as Accommodators, Divergers, Assimilators, and Convergers. 

Accommodators do well in situations they can explore and learn. They seek to find relationships 

in an experience and aren’t flustered by the ambiguity that a situation may pose. In fact, they 
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may be the individuals that pose questions to seek further exploration. The Diverger is a student 

that isn’t as open to unstructured activities and therefore need a little more of the instructor’s 

attention. These students are served well with lectures or guidelines. Kolb suggests that lectures 

for a diverger “should focus on strengths, weaknesses, and uses of a system.” Assimilators are 

individuals who want to know the answers to questions and rely on knowledgeable individuals to 

provide organized and accurate information. They do well with lectures followed by activities 

that support what has been presented. The Converger is an individual who is motivated to seek 

the reason for what they experience and do well with interactive instructional methods. 

Although the Kolb’s Learning Style Inventory is available and may be useful at a future 

time, it was the Kolb’s Experiential Learning Model (ELM) that is considered and discussed in 

this investigation. The section below describes how the elements of the ELM were used in the 

study. The study is extended to include the work of David Sobel as it relates to the development 

of a sense of place4. Giving the opportunity to the participants to understand where they live 

gives them the ability to understand how their environment relates beyond their immediate 

borders. 

Course Structure and Organization 

The course, Environmental Education Methods, is taught as one of four graduate science 

education courses leading toward a master of education degree with an emphasis in science 

education at a south Texas university. It has been taught for over seventeen years, but its 

effectiveness toward increasing environmental science content knowledge has never been 

evaluated. This is a preliminary study to determine the best way to structure the course to ensure 

content knowledge acquisition and introduce students to local environmental issues and natural 

areas. Within the three-hour course, students were introduced to local environmental venues in 



543 

preparation for them to teach environmental science concepts to PK-12 students. The course is 

offered during the summer or on weekends during the academic year. Students are required to 

keep a field journal where they illustrate and write reflections from prompts given to them by the 

instructor. The reflections are also posted on the course’s discussion board and photographs with 

comments are included on social networking services such as Facebook and Google Plus (G+). 

Although the intent of the course is to develop pedagogical knowledge of how to teach 

environmental science, it has been evident over the years that teachers often lack a foundation of 

environmental science content knowledge and are unfamiliar with local environmental sites and 

the flora and fauna found within them. 

The purpose of this study was to focus on the dynamic interactions that result as students 

participate in field activities designed to investigate the geologic, hydrologic, human, and 

environmental elements of a local environment—the Rio Grande delta or Colorado Delta. There 

are thirty-three (33) deltas found worldwide. This study has similar biological and physical 

principles to similar global locations (e.g., Nile, Mississippi, Mekong). Since the conditions of 

the delta being studied are similar to many deltas found worldwide, the study of a local feature 

such as the Colorado Delta has the added benefit to allow the participants the opportunity to 

generalize to other locations.  

The study reports on the field experiences provided to participants from two different 

groups; however it is important to describe differences in a key course structure. One group of 

students (G1) participated in the experiential learning model (ELM) framework in its entirety; 

whereas, the other group (G2) did not have a formal structure that included all elements of the 

ELM. Both groups did participate in field experiences and thus were involved in concrete 
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experiences (CE) and reflective practice (RP). However, the second group (G2) was not required 

to participate in the abstract conceptualization (AC) and active experimentation (AE) elements. 

Artifacts from Group One (1) activities were collected over the same summer period as 

Group Two (G2). Similar artifacts included photographs, field notes, and social networking site 

discussions. Where the two groups differed was in the development of a plan to solve a problem 

and the formalization of a product that was used to report on the problem solution. The lectures 

were minimal between both groups and each attended similar field trips to the same sites. 

Participants in GI were asked to develop a report that would solve a problem that focused on 

water quality issues. G2 participants were not required to develop or report on a water quality 

issue; however, they were asked to submit a report summarizing the field trip experiences. 

It is theorized that the students’ participation in the field activities provides a greater 

impact on environmental content knowledge than their participation in a lecture based course. 

Since both groups were involved on field excursions to locations to which they are mostly 

unfamiliar, the researchers feel that this method provides the greatest motivator to develop a 

sense of place and to use the information gained with their students. Their understanding of their 

local environment would thus lead to a greater understanding of similar features found at the 

global level. 

Field Trip Locations and Learning Outcomes 

The various field trips provided students with opportunities to experience environmental 

facts and principles. The activities and location sites are similar no matter what semester the 

course is taught. The following paragraphs provide a brief description of each of the sites visited 

and an explanation of the expected learning outcomes. Five field trip sites were selected for this 

course. 
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The overall learning outcomes of the experiences were to (1) understand the general 

topography of a river delta, (2) describe the changes in vegetation and animal life caused by 

development around waterways, (3) describe the effect of agriculture, municipalities, and 

industry on point and non-point source pollution, and (3) identify and describe flora and fauna 

and the ability or inability to adapt to changes in the environment. 

The study area is a delta located in extreme south Texas that was visited by both groups. 

The study area allowed the groups to see both the location for water collection and drainage. The 

excursions were taken over a three-week period and spanned nearly 130 miles.  

The first visit was taken to observe the beginning of the floodplain that collects and then 

channels water into the delta. Working eastward the groups visited important branches of the 

river. a major offshoot of the river and then the river proper. The offshoot was referred to as a 

yazoo stream structured similarly to the Yazoo River along the Mississippi River. The yazoo 

stream serves as a basin for the drainage of waste water from municipalities and agricultural 

interests. It enters a large lagoon prior to entering the Gulf of Mexico across a long barrier island. 

The river enters the Gulf of Mexico directly and provides the sand that forms the barrier island. 

The introduction to the river occurred at a palm forest preserve that allowed students to closely 

view the meandering of a river. The last two field excursions were to a protected bay near the 

mouth of the river and the river mouth.  

Description of Group Populations 

The following describes the populations of both groups participating in the study. The 

groups were involved in an environmental education methods course during the summer and fall 

course offering. Group One (N=15) consisted of thirteen female and two male students of which 

100% were of Hispanic origin. This group was involved in activities during July and August. 
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Group Two (N=18) consisted of sixteen females and two male students of which 78% were 

Hispanic. G2 took the course during the fall semester. Although G1 was primarily comprised of 

elementary teachers and G2 was almost exclusively secondary teachers, most of the participants 

had never been to the study area locations even though the locations were within a few miles 

from either their homes or school where they worked. Environmental science content was found 

lacking in both groups including secondary teachers who on occasion teach topics in 

environmental science and ecology. 

None of the members of either group indicated an adversity toward spending time 

outdoors; in fact, most were willing to attend the field trips. Their willingness to spend time 

outdoors is essential to whether students would actively participate on hikes and brave the 

elements. The field trips were taken whether the weather was agreeable or not.  

Data Collection and Artifacts 

Participants were asked to provide artifacts that the researchers used to determine their 

level of participation. The course required that students maintain a field journal to document 

their activities. The field journal includes drawings, field notes, weather conditions, and 

reflections. Many students prefer to photograph or videotape flora, fauna, location features, and 

field activities. These artifacts gave the researchers an indication of what students determined as 

important enough to document and include. A reflective paper was assigned and was submitted 

at the end of the course. The reflective paper provided a means to determine how students 

believed the course activities changed their perceptions of the environment and how they could 

use the information later with their students or to its connections to their personal lives. Several 

students used social media, such as, Facebook and Google Plus to share their thoughts.  
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Description of Artifact Analysis 

Since participants are actively participating in the course activities they produce a variety 

of artifacts for inspection. This provided the researchers with an opportunity to study their 

production with the intent to identify and predict future patterns of behavior. In this case, it also 

provided a direction for future implementations of the course. The following narratives provide a 

description and method of analysis of observations made from the various artifacts submitted by 

the participants.  

Field Journal: The primary artifact was the field journal. The field journal serves as a 

means to document events as students saw them, information provided about the uniqueness 

environment as explained by the instructors, notes taken when guest speakers provided 

information about a particular location or event, and field sketches or maps of the flora and fauna 

and location. Content within the field journals are limited by the participants’ use of the journal. 

The field journal was a new tool for many of the participants and they exhibited several 

behaviors that indicated their value of the journals: (1) Events were documented primarily after 

returning from the field trip with some providing entries many days after the event took place. 

(2) The use of the field journals was limited by the conditions and activities (e.g., weather, wind, 

kayaking, driving) that limited immediate documentation, and (3) Entries were limited by the 

participants’ ability and perception of their ability to describe the events or perception of being 

able to draw. This has been an ongoing problem ever since the use of the field journal has been 

instituted. 

Social Media: Social media was used to give students an opportunity to post photographs 

of the flora and fauna seen during the field trips and record features that provided documentation 

about the locations visited. The social media also allowed the students to comment about the 
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things they saw or their own interactions at the various sites. Google Plus was the primary means 

to share their photographs and comments. In previous years Wiki’s and discussion boards were 

used with limited success. The ease of use and the ability to organize events made Google Plus 

useful.  

Photographs: Events were organized so that students could contribute photographs that 

served to document the field trips. Four (4) field trip events were organized for Group One 

during the summer and another four (4) identical field trips were organized for Group Two in the 

fall. During the field trips, participants were encouraged to photograph what they felt was 

important and could be used to develop a presentation as part of their final presentation. The 

instructor often guided the students by pointing out a particular plant or feature. Students were 

not directed to take a photograph so that they could be given the opportunity to decide if it was 

important enough to take time to photograph. For example, the instructor may have pointed out a 

particular salt-loving plant and discussed salt accumulation in the soil. Although it would be 

better for students to take a photograph of the plant, students only took photographs if they were 

going to be using it for their immediate project. Thinking in terms of teaching with the idea that 

they could take the photographs for use in their classrooms did not occur to many students; thus, 

they missed out on using the artifact later as Palmer and Neil’s model had recommended.5  

There were periods of time when field trips weren’t taken and another method was used 

to encourage participants to continue to add to the volume of photographic evidence. The 

instructor organized events for monthly activities. Five monthly activities were organized and to 

which the participants could voluntarily join. 

Reflections: Looking back at the experiences and assimilating all of the information 

gathered and putting it into perspective provides the learner the opportunity to find value in the 
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experiences. The skill of reflection adds to knowledge gains and in this case, disciplinary 

knowledge. The students were given opportunities through the field journal, social media site, 

and presentation to reflect on what they had learned. Kolb asserts that to learn from experiences 

students must include reflection in the experiential process.6  

Findings of the Analysis of Artifacts 

Embree suggests the use of phenomenology that relies on “reflective observation 

analysis, and eidetic description of phenomenon”.7 It must be pointed out that this analysis does 

not follow the strictest sense of phenomenological analysis or any of its various methodologies 

toward reflective analysis of the artifacts collected in this course. However, the attempt is made 

to develop this methodology to improve future course offerings. It is important to note that 

Embree states that good reflective analysis provides good examples.8 It is our hope that we have 

done so. 

Analysis of Field Journals: The primary tool for reflection was the field journal that was 

carted around by students at every field site. The content of the field journals depended on the 

students’ personal attachment with what they had included. This was apparent when students 

made certain that the field journals were going to be returned to them. In this way they felt a 

personal connection with the journal. Less than twenty percent (20%) of either group inquired 

about when the journal would be returned. This indicated that there was little personal or 

professional connection. However in fairness, some students may have not had the time to return 

to recover the journal. 

Analysis of Social Media Sites: The primary social media tool used was Google Plus. 

Google Plus is an interactive, social media site that was launched by Google, Inc on June 28, 

2011.9 The participants were required to obtain a Google account and were provided instructions 
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on how to access Google Plus. The lead instructor created events pages on Google Plus for each 

field trip taken during the course. Prior to the course the participants were asked to indicate that 

they were attending the field trip and this activated their account. The activation gave them 

access to load photographs or comment on the selected event page. Matching those attending to 

the course roster gave the first indication of whether students in the class used the event page. 

Initially, the participants learned to navigate the tool. Additional instruction was given to support 

participant access to the event page. Although many participants indicated that they would be 

attending, the instructor monitored the posting of photographs and their engagement—comment 

monitoring. There is no way of determining those that browsed photographs and read comments 

if they didn’t make a comment themselves. At this point only the posted photographs and 

comments give an indication of knowledge gains. Students were required to visit the site and 

post comments. Most of the students made minimal comments to meet the course requirement. 

However, several students continue to post photographs and make comments. At this time the 

instructor has created monthly event pages and provides examples of reflective comments which 

have encouraged some to provide extended and reflective comments to posts.  

The use of Facebook and Twitter were not required of the course so a description of these 

social media is not included. However, I will note that some students are posting on Facebook 

about environmental topics over a year after participating in the course. This includes students 

who regularly visit and describe several sites visited during the course. Several students are still 

posting on Google Plus (G+).  

Analysis of Photographs: The analysis of photographs will be presented as two separate 

series of events.  
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The first series includes the reporting of the number of photographs taken during each 

field trip event. Participants in Group One and Group Two are reported separately, however they 

attended four similar field trips (See Chart 1). G1 took the field trips during Summer 2012. Their 

first event was a field trip to a large national wildlife refuge and it occurred on July 19, 2012. On 

this field trip forty-two (42) photographs were taken. The number of photographs steadily 

increased as we took the next three field trips—72, 81, and 97. The number of photographs 

should have jumped to a larger number, but we believe that the primary reason was the fear that 

expensive cameras or camera phones would get wet since the field trip included kayaking 

activities. Group Two visited the same locations during the fall semester. The order of the trips 

was altered due to a scheduling conflict making the trip to the western portion of the delta the 

first trip. On this field trip 194 photographs were taken. The number of photographs also steadily 

increased over the next three field trips—193, 414, 238. Similarly the number of photographs 

taken on the field trip involving kayaking activities was significantly reduced. However, the 

number of photographs was significantly higher than in the fall. The shielding of digital devices 

mitigated the fear of water damage and led to the increase of photograph production.  

The second event series was the use of monthly events to allow students to contribute 

photographs when a field trip was not scheduled (See Chart 2). Both Group One and Group Two 

participated equally in the monthly events. The first period was between the summer and fall 

semester. During the month of August 2012 seventy-six (76) photographs were taken, but the 

number dropped considerably to only 23 during the month of September for Group 1. This was 

likely a result of the pressures of beginning the school year and the lack of organized class 

activities. The monthly events were suspended until December 2012 when a total of 152 
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photographs were taken. The number of photographs increased to 181 photographs during the 

January 2013 and the current number of photographs through mid-February 2013 is 186. 

Analysis of Reflections: Participants were asked to provide comments that reflected on 

their field trip experiences. The primary sources of reflection were the field journals and 

comments made on Google Plus social site. Only a few participants contributed true reflections. 

One female student in particular included within her journal connections from her experiences as 

a Hispanic female growing up in a poor family. She described her youth with vivid detail from 

her experiences as a migrant worker and her childhood experiences with parents and 

grandparents that taught her the names of plants. It was the names of the plants that brought back 

memories as she made connections to the plants named on the field excursions. The instructor 

provided the names of the plants in various forms--common, scientific, and vernacular forms. 

Conversations with several students provided similar detail, but their writings had limited 

references to connecting their Hispanic heritage to the field trip experiences. This is definitely a 

good way to connect to their surroundings. Developing a sense of place is often not considered in 

either science or education courses, but making these connections will help students to remember 

the names and unique attributes of the wildlife and places that they visit. From student 

conversations it is apparent that they talk to one another about what they saw and attempt to 

share and make connections with their past experiences and prior knowledge. Considering the 

inclusion of Sobel’s ideas on place based education may result in added knowledge gains.10 

Conclusions and Recommendations 

The various products provided insight into how the courses would be structured. It is 

interesting also that taking part in the reflective analysis our personal views of the efficacy of 

these course components were made clearer and decisions about what needs to be done to 
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improve the use of the products became apparent. The decisions will be included in future 

courses and modifications and special training sessions will be developed to meet intended 

outcomes. 

The field journal has been a consistent part of the course for over a decade; however, 

making it more effective will require stricter guidelines. The students should become attached to 

the artifact, especially when picked up by the instructor for grading. Our offices contain many 

journals left over from years of collection in which students never returned to pick them up. 

Obviously, the fewer number of journals returned gives a good indication of the value that they 

placed on their product. The intent for future courses will be to have students connect personally 

with what they write and include within the pages. 

Social media sites like Google Plus are useful and are a good inclusion to a course that 

takes place in field settings. The primary limitation is the motivation for participants to use the 

site as it was intended. Participants will need to develop the skill to develop meaningful 

reflection and future course implementations may require the development of a module that 

expands and develops students’ reflective skills. In addition, the instructors will need to 

determine if Google Plus or some other social media may yield better results. 

Developing a repository for photographic artifacts has been a great success. Further 

research is needed to determine how teachers are using the photographs. Although, the courses 

ask for the participants to develop presentations, it would be of great value for them to use the 

photographs in their classrooms to develop lessons to help their students gain knowledge about 

environmental topics that are covered in their science curriculum. As teachers gained familiarity 

with the repository tools and developed confidence in their photographic and technology skills 
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the volume of photographic products increased. Future courses should provide students with 

easier access to technology. 

Further research on Kolb’s learning styles should be considered. It may be interesting to 

determine how these individuals’ learning styles compare to their direct participation in 

experiential learning activities which require active, self-directed participation to make 

significant knowledge and motivation changes. 
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Notes 

1. Cooper, Cary L. Theories of Group Processes. London: Wiley, 1975. 

2. Palmer, Joy, and Philip Neal. The Handbook of Environmental Education. London: Routledge, 1994. 

3. Kolb, D. Concrete/Reflective/Abstract/Active. 2012. <http://web.cortland.edu//undersmd/learning/kolb.htm>. 
February 8, 2013. 

4. Sobel, David. “Place-based Education: Connecting Classroom and Community.” In Nature and Listening 4 
(2004). 

5. Palmer and Neil, 1994. 

6. Kolb, 2012. 

7. Embree, L. Can the Doing of Phenomenology be Learned? 
<http://www.reflectiveanalysis.net/uploads/Doing_Phenonomenology__James_.pdf> December 22, 2012. 

8. Embree, p. 7. 

9. Wikipedia, http://en.wikipedia.org/wiki/Google%2B 

10. Sobel, 2004. 
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Chart 1. Number of Photographs Taken on Field Trips 
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Chart 2. Number of Photographs Taken on Monthly Events 
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Deplorable Discipline Disparities 
 

Since the signing of the Gun-Free Schools Act of 1994 by President Bill Clinton, federal 

and state responses have mandated suspension or expulsion for certain student misconduct. Zero-

tolerance policies were part of a nationwide response to crime waves of the 1980’s that included 

fatal shootings and firearm possession on school campuses. After the Columbine High School 

shootings of 1999, regulation of student behavior led more school districts to implement metal 

detectors, enforce random drug searches, and hire police officers to monitor students on primary 

and secondary campuses. Unfortunately, school boards across the nation were adopting zero 

tolerance policies originally meant for incarceration systems and the military, which as a 

consequence, forced mandatory punishment of students for violence, bullying, threats, 

possession of dangerous objects, profanity, and drug possession (Suvall, 2009, p. 551).  

The highly punitive nature of school discipline mirrored the practices of the criminal 

justice system, fed society’s panic to incarcerate criminals, and excluded students of color from 

the academic environment. For example, Losen and Skiba, (2006) reported that between 1974 

and 2006 national suspension rates more than doubled. Those students found in violation of zero 

tolerance policies were often times arrested and convicted of penal code violations resulting in 

incarceration. Recent data from a national survey of over 72,000 schools serving 85% of the 

nation’s students shows that “Black students make up 18% of the students in the CRDC sample, 

but 35% of the students suspended once, and 39% of the students expelled” (U.S. Department of 

Education, 2012). These regulatory practices in response to school misbehavior feed what is now 

known as the school to prison pipeline. As a result, incarceration levels around the nation have 

increased as the successful reintegration of violated populations declined. In California the 

correctional system inmate capacity climbed to over 200% over the last 15-20 years, while high 
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school graduation rates were deemed to be at the 50% range for Hispanic and African American 

populations during the same period, according to the Civil Rights Project at Harvard University 

(2005). Unfortunately, the disproportionate number of Hispanic and Black students being 

expelled and suspended throughout urban and suburban cities nationwide is evidence that 

traditional school discipline practices are ineffective with ethnically diverse student populations. 

As the post Columbine High School era of zero tolerance policies are being reconsidered, school 

discipline continues to disadvantage urban minority status students across the nation.  

Context of Racial Disproportionality in School Discipline 

Many educational researchers attribute the beginnings of disparity in school discipline to 

America’s school desegregation era. According to West (1993), minorities continue to confront 

many of the racist and discriminatory constraints that educational institutions were built on prior 

to desegregation like “…Jim Crow laws, second class citizenship, urbanization, and poverty” 

(Drakeford, 2006). Many of the attitudes, beliefs, and dispositions of racial segregation bled into 

education and partially explain how increases in student misconduct, especially urban student 

misconduct, is professionally handled. Lucas and Beresford (2010) argue that the moral authority 

of school officials ever since federal sanctions following separate but equal has yet to be fully 

repaired. 

Discriminatory Practices within the Regulatory Environment 

Since the decade of the 1970’s, disparities among all students of color have been 

exposed, making hidden discriminatory practices and bias policies evident. As a consequence, 

school disciplinary practices have become a civil rights issue (Losen, Martinez, and Gillespie, 

2012). U.S. Education Secretary Arnold Duncan acknowledged in response to a 2012 report, 

“The undeniable truth is that the everyday educational experience for many students of color 
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violates the principle of equity at the heart of the American promise. It is our collective duty to 

change that” (U.S. Department of Education, 2012). As the disparities between Black and White 

students continue to persist (Wallace et al., 2008), districts continue to report disaggregated 

discipline data according to the Individuals with Disabilities Education Act, suspensions and 

expulsions for possessing firearms as stipulated by the Gun-Free Schools Act of 1994, out of 

school suspensions, campus arrests, and other incidents as requested by the Office of Civil 

Rights (OCR), drug and alcohol use, violence prevention, and coordinated community based 

efforts by the Safe and Drug Free Schools Act and Communities Act (2002), and other state and 

county data collection mandates reflective of NCLB (2001) criteria. However, current district 

and state level reports are viewed as lacking accountability, failing to contain strong federal 

initiatives for districts that over rely on disciplinary exclusions, and irregularly applying 

sanctions to all pupils (Losen, 2011). 

A discipline gap can occur when subgroups of students are disproportionately removed 

from the learning environment by school officials. Researchers define the uneven removal of 

students from school as an excess of ten per cent or more of the total amount of a subgroup 

represented as excluded from a school (Reschly, 1997). It is suggested that discriminatory 

discipline in American schools was first documented by the Children’s Defense Fund (1975). 

This group, with the Office of Civil Rights, took a national sample of over 2000 districts and the 

revealed that while one in every eight Black students were suspended, only one in every sixteen 

White students were suspended (Butler, Lewis, Moore, Scott, 2012). The discipline gap that was 

exposed in the Office of Civil Rights report of 1975 has since demanded attention to the function 

of bias and discrimination in the regulatory environment.  
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Dispositions and the Distance of Diversity 

Historical and cultural experiences (Dee & Henkin, 2002) inform the dispositions of 

teachers and directly affect how teachers teach (Knowles, 1992). The historical-cultural 

underpinnings for how educators relate to children may offer insight for why Black students are 

referred for office suspensions at twice the rate of Whites (Skiba, 2000; Skiba and Sprague, 

2008). For example, studies reveal that the treatment of students can minimize student effort 

(Stipek, 2002) and alter expectations. Students respond negatively when devalued, misconstrued, 

and ignored by teachers (Hallinan, 2008). Students that experience rejection from teachers are 

unlikely to engage in pro-social behaviors (Osterman, 2000) and instructional behavior that is 

perceived as disrespectful is correlated to the lack of social responsibility goals (Patrick, Hicks, 

and Ryan, 1997). Poor educator attitudes can institutionally other (Singleton and Linton, 2006) 

students of color by transforming the campus expectations towards that of exclusion and 

incarceration for particular students (Meiners, 2007). 

The American school system is still a system largely dominated by White middle class 

female educators. Nasir, Jones, and McLaughlin (2011) suggest that the greatest share of the 

research of school aged children is still based on the consideration of White middle class 

students (Way, 1998). The dilemma with diversity in American schools persists as assessments 

of how students of color engage and disengage across contexts are misunderstood (Nasir, Jones, 

and McLaughlin 2011, p. 1760). Johnson (2009) underscores that limited research exists on the 

effect of school context and climate on students’ sense of belonging. Even as the National 

Academy of Science (2004) suggests that sense of belonging may be impacted by a student’s 

own racial identity and the identity of those in the school, educational systems remain a 

“… closed system, that lack internal flexibility, adaptability, creativity, and diversity by 
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observing teacher practices” (Mills, 2008, p. 319). For example, while less than a third of 

California administrators are faculty of color and approximately one eighth of all California staff 

are of color (CDE, 2011) evidence persists to suggest a cultural mismatch (Sullivan, 2010). The 

finding of incongruence between home culture and school culture is not conclusive of racial 

discord but devaluing students whose behavior is contrary to the norms and practices of the 

institution can hinder attempts at promoting campus diversity (Sullivan, 2010). Indicators 

suggest that a culturally unresponsive climate may impact non White students’ difficulty 

adjusting to the communication style offered in mainstream education (Losey, 1995: Phelan, 

Davidson, and Yu, 1998) due to the incompatibility between educational practices and the 

cultural aspects many Mexican and Black Americans experience (Losey, 1995). Nevertheless, 

balanced investments in social and academic relationships (Roeser et al., 1996) may serve to 

close the socio-cultural distance between educators and ethnic minority students (Baumrind, 

1968) and cultivate equitable, unfair, and positive procedural practices (Gregory et al., 2011). 

Staggering data reflecting demographic shifts among ethnic minority students continues 

to confound practitioners seeking to better reflect the diversity of the student population in the 

educator workforce. “More than 20 states have differences of 25 percentage points or more 

between the diversity of their teacher and student populations” (Boser, 2011). The greatest 

disparity is among the Hispanic population, reflecting only seven percent of teachers, yet twenty 

one percent of students nationwide (Washington Post, 2011). Due to the likelihood of Black 

students in urban areas attending majority Black schools (Morris, 2004) it is imperative to 

address the trend of present day segregation of students of color in urban schools (Frankenberg, 

2009). If not, our nation will continue to contend with disproportionate suspension rates in our 

country’s major urban centers. For example, Los Angeles Unified School District had an 
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identical student population for White and Black students at nine percent, yet twenty six percent 

of Black students accounted for all district suspensions, while only four percent of Whites were 

suspended (CRDC, 2012). New York City Public Schools has a White population of fourteen 

percent, and Whites reflect eight percent of all students suspended; Blacks represent thirty 

percent of all students enrolled but account for forty six percent of all suspensions in the district 

(p. 4). Without the adequate attention paid to diversity in the educational profession, the 

consequences, especially in high poverty urban schools, will include practices that continue to 

eliminate students of color from the educational process (Fine, 2009).  

Professional Attitudes and Beliefs 

Researchers posit that students of color endure disproportionate exclusions due to inherent 

systemic inequities (Balfanz, 2000; Neild and Balfanz, 2001; Orlando, 1990). Literature suggests that 

disproportionality may be impacted by differential selection for behavior code infractions at the 

classroom level and differential processing for exclusion by administrators at the school level (Skiba, 

Shure, Williams, 2011). This premise is based on the idea that students of color are more likely to be 

targeted for office referral or exclusion for related behavioral infractions committed by White 

students (p. 10). The impact of professional attitudes and beliefs about students of color and the 

interpretations of their behavior can appear to be arbitrary and terrifyingly unconscious. For example 

a recent UCLA report showed that Black and Latino students are primarily suspended for 

defiance, disrespect, and disobedience (Hoag, 2012). Similar data out of the state of North 

Carolina showed that White first time offenders were less likely to be suspended for minor 

offenses than Black first time offenders (Losen, 2010). No longstanding respect of moral 

authority can endure professional attitudes and beliefs that appear to marginalize and alienate 

students in the regulatory environment. Research has long ago invalidated the myth that 

suspending those that misbehave allows others to learn, suspending misbehaving students 
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maintains safety, or that Black students misbehave more often (NPEC, 2011). In fact, “Studies of 

severity of behavioral infractions suggest that racial/ethnic differences in school discipline 

outcomes may be due more to subjective or interactional elements of disciplinary encounters 

than to student behavior” (Skiba, Shure, Williams, 2011). 

Students of Color Perception of School Climate 

Research illustrates that it is essential to examine the varying school climates and 

students’ needs to the relationships in school (Martin and Dowson, 2009). While many of the 

mediators of these needs are undeveloped, student perspectives, especially students within urban 

school climates, are not recognized. Since the institution of education transmits its values 

through school climate it is vital to recognize the views of students of color. For instance, (Skiba, 

Shure, Williams, 2011) suggest that since Black students possess a more negative perception of 

school climate than White students (Kupcchik and Ellis, 2008; Mattison and Aber, 2007) it can 

be substantiated that disproportionality and perceptions of racial school climate (Mattison and 

Aber, 2007) are related. In a sample of 1,838 students, higher rates of detention and suspensions 

were also associated with low Black student ratings of racial fairness at school (Skiba, Shure, 

Williams, 2011, p. 11). Results from the perceptions of cultural sensitivity and equity within the 

school climate of over 200,000 secondary students representing 142 districts from the California 

Healthy Kids Survey (CHKS, 2012) are especially startling. High school African American 

students reported the lowest indicators for respectful treatment by school staff, teacher 

encouragement, and fair treatment of all students when rules are broken (p. 3). Asian students 

reported the highest levels of respectful treatment by school staff, teacher encouragement, and 

fair treatment of all students when rules are broken (p. 3). Hispanic students reported lower 

levels for racial tension than African American students, while White students reported the 
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lowest levels of experiencing disrespect due to race and tension among different cultures (p. 3). 

These findings are a necessary component to understanding the current dilemmas occurring in 

numerous climates and throughout different contexts. 

California in Crisis 

There is general consensus among stakeholders in California and across the nation that 

there is a discipline gap which must be addressed if students are going to meet learning goals 

(Gregory, Skiba, and Noruega, 2010). The director of the Center for Civil Rights Remedies at 

UCLA’s Civil Rights Project states that based on discipline data from 500 of California’s school 

districts, the racial disparities are a civil rights issue and “suggest a crisis in many of these 

districts” (Lin, 2012). Politicians on the national level have responded to the disparities by 

enforcing NCLB and launching civil rights probes like the one President Obama conducted in 

2011. Part of President Obama’s civil rights enforcement addresses disciplinary disparity by 

demanding Los Angeles Unified School District to “Take steps to report disparate discipline 

rates, and eliminate inequitable and disproportionate discipline practices” (U.S. Department of 

Education, 2011). California State Superintendent of Public Instruction Tom Torlakson 

responded to the U.S. Department of Education’s Office of Civil Rights report by saying, 

“Collecting this data helps us start crucial conversations at the local school level to ensure 

disciplinary practices are carried out fairly and equitably” (CDE, 2012). 

The realities for many students in California are severe. Black and Hispanic students in 

California are suspended at a rate of three to one in relation to their White and Asian 

counterparts statewide (U.S. Department of Education, 2012). The second largest district in the 

nation, Los Angeles Unified School District, reflects a total Black student enrollment of nine 

percent, but Black students account for twenty six percent of all suspensions (Blume, 2012). 
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Data taken from CRDC reports of the ten highest suspending districts in California is staggering. 

Approximately one in four students in this sample, representing all ages and races, were 

suspended at least once during the 2009-2010 school year and boasted an average Black student 

suspension rate of twenty percentage points higher among racial groups (Losen, Martinez, 

Gillespie, 2012). Statewide totals for students suspended only once during school year 2009-

2010 was reported at over 400,000 (The Chief Justice Earl Warren Institute on School Law and 

Social Policy, 2012). While only forty percent of all suspensions in California are for willful 

defiance or disruption (Hoag, 2012) California districts have averaged over 700,000 suspensions 

of students suspended one or more times over the last three years (U.S. Department of Education, 

2012). 

A recent survey of school administrators in charge of discipline from California 

representing 315 districts and four million students provides insight into the perception of the 

effectiveness of approaches, policies, and practices in public education. Among the findings are 

that 81 percent of administrators ranked student discipline and behavior management as a 

concern, only 3 percent ranked it of no concern; two-thirds expressed concern that school 

discipline policies were having a differential impact on students from different racial and ethnic 

backgrounds, one-third are very concerned; nearly half of all administrators are very concerned 

with disproportionality in high suspension districts (EdSource, 2012). The effectiveness of 

exclusionary practices appears to be called into question, for twenty-two percent of 

administrators in the sample that ordered an expulsion who preferred a different course of action 

(p. 6). An enormous aspect to consider in balancing the responses in the regulatory environment 

is that the administrators who preferred other means of correction was lowest among districts 

with low Black and Latino populations (p. 6). An abundant span of terrain exists to interrogate 
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indiscriminately applied practices and the alienating authority exercised with students 

(University of Maryland, 2006).  

Strategies to Address Racial Disproportionality 

Key strategies have been identified in literature to address the racial disciplinary 

disparities in California and nationwide. Inconsistencies in regulating behavior at the classroom 

and central office level (Skiba, Shure, Williams, 2011) indicates the practice of arbitrary 

disciplinary authority, even with recent state and district level changes to zero tolerance policies. 

Having established that nearly forty percent of the districts in the state of California have 

implemented Positive Behavioral Supports (EdSource, 2012) further research and training for 

educators is needed to determine which approaches are the most effective. In conjunction with 

this training, it is suggested that legislators pass bill language that mandates collecting and 

disaggregating suspension data at the classroom and teacher level (p. 38). School districts are 

also in need of discovering ways to increase the holding power of students of color (Balfanz, 

2000). Researchers are encouraged to investigate the practice of “…deliberate and systemic 

discharging the most difficult and lowest performing students” to its influence on increases in 

school wide test score performance (Rumberger, 2005). Without identifying and correcting the 

practices behind the predictors to disengagement, students of color will continue to be missing 

from our classrooms. While some school policies are erected to keep out students of color 

(Georgetown Law Human Rights, 2012), more research is needed to study the push out 

phenomena as a distinct cultural practice (Skiba and Rausch, 2006). Research from the National 

Academy of Sciences (2004) suggests that the investigative work be done into how teacher and 

administrator dispositions influence student performance.  
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Implications 

The implications for California are immense. California boasts the eighth largest 

economy in the world, yet the prison system is its largest industry. Yet when the California 

Department of Education reports that a 2006-2010 Black student race cohort revealed a 59 

percent graduation rate and a 67 percent cohort graduation rate for Hispanics and American 

Indians respectively, the future for ethnic and racially diverse students may hang in the balance. 

The cultural implications for urban schools are enormous if the capacity to meet the diverse 

needs of students of color is not improved (Reigluth, 2004). The prospect for preserving and 

advancing the values of the next generation in the sectors of education, business, and commerce 

are threatened as diverse communities continue to encounter barriers in the educational process 

(Gregory et al., 2011). The implications for deciding to invest in pedagogical resources and 

practices (Rumberger and Palardy, 2005) while disregarding the investment in active student 

engagement (Stipek, 2002) are also severe. The decision to establish competitive academic 

climates through the promotion of solely raising test scores places local agencies in a position to 

win in the arena of standardized test score performance but fail at retaining the students that 

require culturally relevant pedagogy and the right social support. The professional practices in 

California schools must begin to reflect that education is for all. Building communities of 

educational trust (Ennis, 2002) especially in urban centers can promote positive peer influence 

and connections associated with psychological health (Bovin et al., 1995; Parker and Asher, 

1993; Rubin, Bukowski, and Parker, 1998). If not, the disparate conditions present in our urban 

areas may continue to seep into the foundation of our school, presenting relational implications 

for school leaders and staff that are unstable, violent, and contrary to the goals of a free and 

public education. 
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Conclusion 

The zero tolerance policies of the 1980’s and 1990’s were implemented in response to the 

rash of school violence. School policy made it possible to exclude students from campuses for a 

variety of education code violations. Yet, after twenty years of implementation, zero tolerance, 

suspension, nor expulsion has been proven to be a deterring effect to reoccurring misbehavior or 

to improve overall school climate (American Psychological Association, 2008). Close 

examination of practices that extend the distance in diversity on school campuses is an 

imperative. School curricular approaches, policy changes, nor structural shifts alone are enough 

to deepen the academic engagement of students. Beliefs and attitudes that drive the dispositions 

of professionals in the school climate are necessary litmus tests to appraise the integrity of the 

authority of school officials. Without these necessary considerations, there will continue to be 

winners and losers in regulatory environment. 
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Equity Initiatives in Higher Education in Spain 
 

Introduction 

Higher Education institutions in Spain are implementing equity plans and have created equity 

offices. Most of these equity initiatives were initiated in the same timeframe as legislative 

requirements that required equity in the workplace; and give the impression to have originated as 

a response from the higher education institutions to the legislation. Several universities have 

stated in their equity plans that increasing the equity in the institution is part of its social and 

moral responsibility. The legal context of the equity initiatives is discussed. This article will 

portray an overview of the equity initiatives in several universities in Spain.  

Unexpected Research Areas and Research Questions 

During Fall 2012 I had the opportunity of a Faculty Development Leave, which in Texas 

is basically a sabbatical semester. My research proposal was about the transformation that 

universities have experienced as a result of the ongoing implementation of the Bologna Process, 

which has brought important reforms to European universities. I visited several higher education 

institutions in Spain, and in the process of conducting my research, and reviewing the available 

literature and documents, I came across several interesting issues and unexpected findings, one 

of which is the topic of this article.  

I learned that universities were implementing different diversity initiatives. Universities 

had developed equity plans. Most institutions had special offices and officers dedicated to 

achieving equity. Something that got my attention was that the equity efforts seem to be focused 

on gender equity.  

The research questions I was pursuing were not related at all with gender equity or equal 

opportunity initiatives; but as a researcher you should always be ready to discover issues that 
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might bring a possibility for a new line of research. The article that you have in front of you is 

the result of those observations and further exploration of the origins of these equity initiatives. 

The research questions that guided this study include:  

• Why do higher education institutions in Spain have these equity initiatives and 
offices?  

• Why did higher education institutions in Spain decide to conduct self-studies on 
equity at about the same timeframe?  

• Were these studies on equity a result of an outside mandate?  

• Did the broader European trends related to the Bologna process have an influence on 
these equity initiatives?  

• Was the perceived need for equity the origin of these initiatives?  

• To what extent was the preparation and implementation of institutional equity plans a 
response to an outside mandate?  

• Is the creation of these equity offices and associated initiatives central to the 
educational mission of the institutions?  

• Why are most of these equity initiatives focused on gender equity?  

The research questions listed above and further sub-questions that emerged while 

studying these equity initiatives guided this study. This brief paper, does not address all of these 

questions. Some of these questions will become the subject of further research. The information 

presented in this article comes from observations, interviews, and document analysis.  

Methodology and Limitations of the Research  

This study is limited to equity initiatives in selected public higher education institutions 

in Spain. The selected institutions are located in diverse regions of the country and they represent 

a range of sizes and types of institutions.  

When possible, the observations and interviews were conducted on site in the university 

campuses I had the opportunity to visit during the Fall 2012. Follow up questions were 

completed by e-mail or telephone communication as necessary.  
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The documents reviewed and analyzed included a variety of official papers from a 

comprehensive number of universities, such as: diagnostic results, strategic planning papers; 

progress reports; guides with orientations; survey results; brochures; and articles on the topic 

under discussion. It is essential to acknowledge that most of the discussion in this article is based 

on a review of selected documents published by the higher education institutions or by the equity 

offices in the universities; which is certainly a limitation of the study. Due to the scope of the 

paper; I had to set limits to the sources reviewed. 

In addition, relevant laws and other legal documents were consulted. Observations and 

interviews were conducted in a limited number of institutions. The interviews followed a 

qualitative research framework. This study is not a quantitative research and therefore statistical 

data was not collected. Even though this is not a quantitative research, statistical data from the 

Ministry of Education Ministerio de Educación Cultura y Deporte (Ministerio) was consulted 

(Ministerio, 2006; 2010; 2011). 

I am a native speaker of Spanish and that provided an advantage in the interviewing 

process and reviewing documents. Some of the documents analyzed were written in some of the 

regional languages spoken in Spain. I translated the original documents and statements from 

Spanish, Catalan, Valenciano, Gallego, and Euskera/Euskara; and I assume the responsibility for 

the translations. 

I have never held an academic or administrative position in a university in Spain, which 

restricts to a certain extent my experience and perspective (Ríos, 2011, p. 2). On the other hand, 

being an outsider of the system under study gave me the advantage of looking at the matters 

from a different perspective and through different lenses. 
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The scope of the discussion is limited to an overview of the equity initiatives as presented 

by the higher education institutions themselves. In addition, the investigation raises further 

questions and presents recommendations for future research studies (Ríos, 2011, p. 1). For 

academics concerned with the study of higher education worldwide or interested in gender equity 

advancements, the present article provides a glance of important developments on these matters.  

The Context of the Equal Opportunity Initiatives 

Substantial changes have occurred in European higher education in the last fifteen years 

driven in great part by the so called Bologna Process, which fostered the creation of a European 

Higher Education Area that had no precedent in Europe (Ríos, 2011, p. 1). Spain has been an 

active participant in the Bologna process, ever since the process was launched. In the midst of 

the many curricular and quality assurance developments that were taking place across 

universities in Europe; the equity issue became important. It was in the Bergen Communiqué 

(2005) when equity was declared central to the Social Dimension of the transformation of 

European higher education (Bergen Communiqué, 2005, p. 4). Spain was involved in the Bergen 

declaration and committed to ensure equity in its higher education system. It is in this context 

when legislation reform and new legislative bills on equity were passed in Spain.  

A few years later, in the Budapest-Vienna Declaration (2010) the Ministers of education 

of most European countries, including Spain, pledged their commitment to “the social dimension 

in order to provide equal opportunities to quality education, paying particular attention to 

underrepresented groups” (Budapest-Vienna Declaration, 2010, ¶ 11).  

Equity Legislation in Spain 

Parallel to the developments of the Bologna Process; early in 2007, legislators in Spain 

approved and modified legislation that became important for increasing equity in Higher 
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Education. A gender equity in the work place law was passed on March 22, 2007, Ley Orgánica 

para la Igualdad Efectiva de Mujeres y Hombres (LOIEMH) [law for effective equality of men 

and women]. This law applies to employers with 250 or more employees; and most public 

universities exceed this number of employees (LOIEMH, 3/2007, Arts. 45-46).  

On April 12, 2007, legislators modified an existing law that directly deals with higher 

education institutions. The Law of Universities or in Spanish: “Ley Orgánica de Universidades 

(LOU, 2001)” was amended. The modified legislation “Law of Universities Modified 

(LOMLOU, 2007)”, in its Article 46, refers to equal opportunities for access to higher education; 

and prohibits discrimination for reasons of gender, race, religion, disability or any other personal 

or social circumstance (LOMLOU, 2007, Art. 46).  

The legislation mentioned above resulted, in part, from widespread concerns about 

discriminatory practices in employment in which women received less salary for the same work; 

and from the existence of a glass ceiling that prevented women from rising to certain leadership 

positions. The law for effective equality of men and women, in its introductory articles, explains 

these motives. This situation was not just a problem in higher education institutions, but existed 

across the country and had become a social problem (LOIEMH, 3/2007, Arts. 1-2). For the 

purpose of this article the discussion will be focused on equity in higher education.  

Higher Education Response  

Apparently, the legislation on gender equity in the work place and the amendments to the 

Law of Universities prompted, at least in part, the widespread beginning of equity initiatives in 

higher education institutions. In the same timeframe of the signing of the mentioned legislation, 

many universities initiated processes of revision of their equity status quo or needs assessments 

studies on equity.  
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It is necessary to clarify that several universities have indicated that their equity initiative 

was a voluntary decision that came from the intrinsic social mission of the institution and that 

would have happened whether or not the legislation had occurred (UAM Plan, 2011, p.7). Other 

universities acknowledge in their equity plans that the legislation prompted the equity initiatives 

or refer to the legislation requirements in their planning documents (UCM, 2009, pp. 2-5; UV, 

2009, p. 3).  

In reviewing the vision and mission statements of the institutions and studying their 

equity plans; it is apparent that these higher education institutions have a commitment to equity 

and consider equity an intrinsic part of their social responsibility. However, it is also evident, that 

the legislation encouraged universities to take vigorous and visible actions.  

Soon after the legislation was enacted, institutions began to conduct an assessment of the 

equity status on their campuses; developed equity plans; established offices dedicated to monitor 

equity; initiated a variety of events dedicated to highlight the importance of equity; and have 

followed up monitoring the progress. The focus of most of these initiatives has been on gender 

equity. The reader should remember that the new law for effective equality of men and women is 

likewise focused on gender equality (LOIEMH, 3/2007, Arts. 45-46).  

As acknowledged in the Methodology and Limitations section of this paper; this is a 

qualitative study, and therefore is not based on the collection and analysis of quantitative data. In 

order to explain the underlying causes of the legislative changes, it would be appropriate to 

mention, that statistical data from the Ministry of Education for the academic years 2005-2006, 

before the legislation, demonstrates that there were substantial gender inequalities. The data 

shows the disparity in the number of males and females in leadership positions in the universities 

and in the faculty ranks, which are linked to salaries. There was, in general, an overwhelming 
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majority of males in leadership positions such as department chairs, deans, vice-rectors, and 

rectors; as well as more males dedicated to research or as leading investigators.  

Several of the diagnostic studies on institutional equity made by the universities 

demonstrated similar inequalities. Based on their own findings, institutions developed equity 

plans, “Planes de Igualdad.” The equity plans vary from institution to institution, but have 

commonalities in the language used and in their goals and objectives.  

In conjunction with the equity planning processes, universities established on their 

campuses offices or units dedicated to work on equity issues. These equity offices are generally 

named “Unidades de Igualdad.” The charge of these equity centers is basically the assurance of 

equal opportunity across the university. A variety of initiatives and activities related to equity, 

such as lectures, conferences, contests, and many others are organized by the “Unidades de 

Igualdad” (USAL, 2012; UZ, 2012). 

The great majority of these “Unidades de Igualdad” offices were chartered with the 

mission to work on gender equity issues, and have implemented many initiatives to promote 

gender equity. Some universities went to the extent of creating a vice-presidency on equity to 

highlight their commitment, such as the Universidad Carlos III de Madrid (UC3M, 2010, 

pp. 2-4). 

University Statements about Equity  

A selection of the perspectives and views of higher education institutions on meeting the 

challenge of achieving equity are compiled in the following paragraphs. Comments have been 

added as necessary.  

The president or Chief Academic officer of a university in Spain has usually the title of 

“Rector.” When referring to the “Rector.” of an institution in the balance of this article, I am 
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talking about the president of the university. In a similar manner, a “Vice-rector” would be the 

equivalent of a Vice-president or Provost.  

None of the original statements were made in English. As mentioned before, the author 

has translated the original documents and statements from Spanish, Catalan, Valenciano, 

Gallego, and Euskera/Euskara. The author assumes responsibility for the translations.  

The Universidad Autónoma de Madrid (UAM), which is a large research urban university 

located in the north of the capital city of Madrid, established its equity office or “Unidad de 

Igualdad” on December 2009. In its equity plan, the Rector José M. Sanz stated that the 

institution desires to establish a culture of social responsibility, and stresses that gender equity is 

a key factor to achieve a more developed and fair society (UAM, 2011, p. 7).  

The Universidad de Granada (UGR) has indicated that its equity unit would be in charge 

of fostering policies to guarantee real and effective gender equity; and that the university intents 

to eradicate gender discrimination (UGR, 2011, p.4).  

The Universidad Carlos III de Madrid (UC3M) recognizes the obstacles for achieving 

gender equity. The university considers that higher education institutions have a strategic role in 

the development of a just and productive society that fosters equal gender opportunities. The 

Rector Daniel Peña indicated that given that equity is a priority for the university; they have 

established, in addition to the “Unidad de Igualdad”, a high level office: “Vicerrectorado de 

Igualdad y Cooperación”, which is equivalent to a vice-presidency to work on equity matters 

(UC3M, 2010, pp. 2-4). 

Antoni Giró, the Rector of the Universitat Politècnica de Catalunya (UPC) makes clear 

that the institution has a social responsibility and respect for diversity. The university strives for 

attaining equal opportunities for all persons associated to the institution (UPC, 2007, p.1). The 
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equal opportunities plan of the Universitat Politècnica de Catalunya is the most complete plan 

examined for this research in terms of addressing equal opportunities for every person in the 

university. The plan includes a section on equal opportunities for persons with disabilities. In its 

second equity plan: “II Pla d’Igualtat d’Oportunitats 2013-2015”, the Universitat Politècnica de 

Catalunya, demonstrates the progress made and states its pledge to continue guarantying equal 

opportunities for everyone (UPC, 2012, p. 2). 

According to the Rector of the Universitat de Barcelona (UB), the university is a place 

for knowledge, respect and tolerance. The University of Barcelona is already in its second equity 

plan; the Rector points out that the institution continues the coordinated efforts for achieving 

gender equity and eradicating discrimination (UB, 2011, p.3).  

The equity plan from the Universitat de València (UV) indicates that the plan is the 

culmination of a long process of work towards gender equity and that many individuals in the 

institution were involved in its preparation. In the plan, the university recognizes that institutions 

were compelled by law to prepare an equity plan based on a pre-assessment of the status quo on 

gender equity. The plan details the lengthy process of its development and indicates that it affects 

all the dimensions of the university activity, including teaching, research, and cultural activities 

(UV, 2009, p. 3). 

The Universidad Complutense de Madrid (UCM) considers that gender equity is essential 

in a democratic society. The university acknowledges in its equity plan that the law requires 

institutions to develop such a plan. The leadership role that the institution has had on gender 

equity through the years is pointed out; stressing that the university is a pioneer on research on 

feminism in Spain. A center dedicated to research on feminism has been in existence at the 

university since 1989 (UCM, 2009, pp. 2-5).  
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The Gender Equity Office “Unidad de Igualdad de Género” at the Universidad de 

Zaragoza (UZ), has published the diagnostic results of its equity study. The university has 

established a commission responsible for preparing the equity plan. The Universidad de 

Zaragoza stresses in its statutes its responsibility for the elimination of any kind of 

discrimination (UZ, 2012, p. 60). 

The gender equity plan of the Universidad de Sevilla (US) is comprehensive and reflects 

the responsibility of the institution to achieve equity at every level. In its equity plan the 

university indicates how important it is for a higher education institution to prepare future 

professionals in an equity environment and to produce a multiplying effect that will influence the 

larger society through its graduates (US, 2009, p. 5). During my visit to the Universidad de 

Sevilla, I had the opportunity to observe several of the equity initiatives and programs in place.  

Regardless of being one of the oldest universities in Europe, the Universidad de 

Salamanca (USAL) is a very progressive institution. The university has embraced the equity 

initiative and rejects any form of discrimination. In its statutes and in its equity plan the 

university emphasizes the importance of reaching gender equity (USAL, 2012, p. 3). The equity 

office or “Unidad de Igualdad” at the Universidad de Salamanca has prepared a very complete 

guide “Guía de Igualdad” to support its equity initiative. This guide addresses important equity 

aspects, including the use of non-sexist language (USAL, 2012, pp. 17-23).  

The Universidad de Alicante - Universitat d’Alacant (UA) has prepared a report of its 

diagnostic study of the gender equity situation in the institution. The report includes statistical 

data and concludes with the findings of inequalities in several areas such as: access to an 

academic career; professional opportunities for advancement; and representation in governance 

and leadership positions (UA, 2010, p. 6).  
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The University of the Basque Country, Universidad del País Vasco or Euskal Herriko 

Unibertsitatea (UPV/EHU), approved in 2009 the creation of an equity commission to 

coordinate the development of an equity plan that will direct the equity efforts in the university 

(UPV/EHU, 2010, p. 3). The first “Plan de Igualdad 2010-2013” was finalized in 2010. The 

plan refers to the university as an intellectual leader on equity matters and stresses that the 

institution’s vision and social responsibility include striving for gender equity and respect for 

diversity (UPV/EHU, 2010, p. 6).  

Gender Equity improvement after Five Years  

Most higher education institutions started working on the improvement of gender equity 

after the 2007 legislation. Many of their initial self-studies on equity were done around 2008. It 

has been five years since the work was launched. Are there noticeable changes after five years? 

Apparently, the gap in salaries and in women representation in leadership and other key 

academic positions in universities in Spain has started to shrink. After five years of work on 

these gender equity initiatives; data collected by the “Unidades de Igualdad” offices shows 

improvement in several areas. For example, the Universidad Autónoma de Madrid, has data on 

how the number of women in positions as Deans or Directors of Centers increased and surpassed 

the number of men for the academic year 2009-2010. There were 62.5% of women versus 37.5% 

of men in such positions. The university recognizes that there are still many other areas were 

women are underrepresented (UAM, 2011, p. 13).  

In a similar way, while most universities report that progress has occurred and gains in 

leadership positions for women, they recognize that equity has not yet been achieved. The 

Universidad de Granada in its equity plan 2011-2014, includes graphics of its studies on equity. 

The university states that there are still some gender equity gaps in many areas. For example, the 
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“Consejo de Gobierno” (governance council) which includes the Rector, Vice-rectors, Deans, 

some Department Directors and other officials had 34 men and 21 women; or 62% male and 

38% female representation at the time of the study (UGR, 2011, p. 69).  

The Ministry of Education has established an office dedicated to gender equity, “Unidad 

de Igualdad de Género”. Recent data from the Ministry of Education demonstrates that the 

participation of women in academic, research and leadership positions in higher education 

continues to improve (Ministerio, 2011). A unit dedicated to increase the participation of women 

in science, “Unidad de Mujeres y Ciencia (UMC)” has prepared reports on the situation of 

women as scientists. The reports demonstrate some gains in the numbers from 2007 to 2011; 

however, gender inequalities in the participation of women in science careers and as researchers 

are still evident (UMC, 2007; 2011). 

In my visits to universities in different regions of Spain, I found women in leadership 

positions in every campus visited, but it was evident that the majority of leadership positions 

were held by men. Women at the top as university presidents (Rectoras) are still infrequent. An 

exception is the Rectora at the Universidad de Málaga, Adelaida de la Calle; who also happens 

to be the elected President of the Conferencia de Rectores de Universidades Españolas (CRUE); 

the association of Rectors of all universities in Spain. She is perhaps the best example that 

women are starting to gain in status in the university system in Spain  

Conclusions and Recommendations for Further Research 

Not only in Spain, but in the United States and many other countries, social changes take 

years to occur; and on many occasions legislation is necessary to support the change. Throughout 

the world, women have made advancements in their social status and rights; but there are still 
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gaps. The American Association of University Women (AAUW) has reported the salary 

disparities still existing in our country (AAUW, 2012). 

As discussed at the beginning of this article, the European Higher Education Area has 

had historical changes since the education ministers of most of the countries in the European 

Union committed to the Bologna Process. Equity became an important aspect of the change. 

Universities in Spain have been part of this process of change. The equity initiatives discussed in 

this article occurred in the same timeframe of the changes prompted by the Bologna Process. 

This study has been limited to equity initiatives in twelve selected universities in Spain. 

The focus of these initiatives was on gender equity and they took momentum after the passing of 

new legislation and the amendment to the law that regulates universities. It is pertinent to restate 

here that several universities have indicated that their equity initiatives were not just a response 

to the legislation, but an ethical decision that came from the university’s mission and social 

responsibility (UAM Plan, 2011, p.7).  

Whether the reason was to comply with the law or to meet their own mission and vision 

statements; these equity initiatives have made a difference since they were adopted and have 

triggered definite changes in the status of women in higher education in Spain.  

The equity initiatives discussed throughout this article were focused mainly on gender 

equity, as this was a recognized problem for years and the objective of the law for effective 

equality of men and women (Ley Orgánica para la Igualdad Efectiva de Mujeres y Hombres) 

passed by the legislators and signed by the King Juan Carlos I on March 22, 2007 (LOIEMH, 

3/2007).  
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Further research is needed to inquire to what extent universities in Spain have expanded 

their equity efforts to include persons with exceptionalities. Another topic for additional research 

is about equity issues for other minority groups in higher education in Spain.  
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An Analysis of Teacher Perceptions Regarding Literacy Coaches and their 

Impact on Reading Achievement and Professional Growth in a Mid-Atlantic 

School District 
 

Abstract 

This research study was conducted to evaluate the effectiveness of literacy coaching in a 
Mid-Atlantic school district as perceived by teachers working in a sample of district middle 
schools. This research study investigated teacher perceptions regarding literacy coaches and their 
impact on reading achievement and professional growth in a Mid-Atlantic school district. As 
schools struggle to improve instruction and learning, professional development provided by 
literacy coaches was identified as a powerful model for improving instructional practices. The 
research design utilized a survey research approach. The quantitative data included survey data 
from 45 middle school teachers. The findings from this study provided insight into the impact 
literacy coaches had on changing or improving instruction. The results confirmed that teachers 
believed literacy coaches were influential in changing and improving instruction and that 
instructional improvement impacted student achievement.  

 

 

 

Introduction 

Researchers have found that students with strong early reading skills do not automatically 

develop more complex skills that enable them to deal with more specialized and sophisticated 

reading (Shanahan & Shanahan, 2008). In middle and high school, students encounter multiple 

disciplinary concepts and increasingly complex texts (Carnegie Corporation, 2009).  

Secondary schools typically do not provide explicit instruction in reading that would 

assist students in comprehending disciplinary texts. In many school models across the nation, the 

principal commonly serves as the instructional leader for the school. Principals must fulfill this 

instructional leadership role in addition to their responsibilities as technical managers, efficient 

schedulers, effective disciplinarians, rigorous followers of bureaucratic regulations, reflective 
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practitioners, and builders of collaborative cultures who can forge powerful visions for their 

schools and lead significant organizational change (Elmore, 2004; Fullan, 2003). These 

multifaceted roles, and the myriad demands that come with each of them, often prevent the 

principal from providing teachers with the individual attention and guidance they need to 

implement best practices and improve student learning.  

The problem examined in this study is what are teacher perceptions of literacy coaches 

and their impact on reading achievement and professional growth in a Mid-Atlantic school 

district. This survey included questions about teacher’s instruction, interactions with literacy 

coaches, teacher demographics, and the school environment.  

According to Hargrove (2003), an instructional coach typically is someone who sees 

what others may not see through the high quality of his or her attention or listening. S/he has the 

insight and ability to step back from the situation to gain valuable perspective; helps teachers see 

the difference between their intentions and their thinking or actions; and assists colleagues in 

cutting through patterns of illusion and self-deception caused by defensive thinking and 

behavior. The typical instructional coach is a veteran teacher with a deep understanding of 

education and effective instructional strategies. He/she also is an effective communicator, and is 

a leader among teachers as an advisor and mentor (Elmore, 2003). By investing in coaching, 

schools develop on-site curriculum and instructional specialist there by creating a learning 

environment that is convenient and supportive to the needs of the individual teacher. 

By facilitating improvements in teaching and structured learning, instructional coaching 

can be used to provide the link between classroom teachers and administrative initiatives. As a 

result, schools can move toward creating a culture within the school that is collaborative in 

nature and focused on student learning (Darling-Hammond & McLaughlin, 1995).  
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Theoretical Framework 

This study is grounded in the theory of Partnership Learning (Eisler, 2001). Eisler 

provided an anthropological approach to support her belief that world cultures throughout history 

employed either a dominant or a partnership form of social organization (Knight 2006). In an 

educational context, Knight (2002) described this approach as a method for planning and 

delivering professional development sessions in which memorable conversations between 

colleagues take a central role.  

The Partnership Learning framework is divided into seven principles Dialogue, Equality, 

Choice, Voice, Reflection, Praxis, and Reciprocity that guide the process of instructional 

coaching. This research study focused primarily on the Dialogue frame and secondarily on the 

Praxis frame.  

Knight (1998) conducted research to compare the Partnership Learning approach to the 

traditional approach to professional development. Knight concluded that the Partnership 

Learning approach yielded significantly higher results on measures of teacher engagement, 

enjoyment, comprehension, and readiness to implement interventions during professional 

development. Elmore (2004) also found that effective professional development could be the 

engine for renewal and growth in districts, schools, classrooms, and students’ lives. The primary 

benefit of coaching is that each individual has access to a multiplicity of perspectives, rather than 

the singular perspective. The seven Partnership Learning principles of Equality, Choice, Voice, 

Dialogue, Reflection, Praxis, and Reciprocity provide a way of understanding the meaning of a 

partnership approach to professional development and establishing benchmarks for making 

decisions that encourage or inhibit partnership (Knight, 2004).  
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Research Questions and Hypothesis 

This study researched questions about the effect instructional coaches have on improving 

instruction and whether or not teachers perceived instructional coaches as being effective, in that 

the literacy coach is expected to work with teachers to help support them and to improve their 

use of appropriate reading strategies. This study was guided by the following research questions: 

Do teachers perceive that the amount of time they interacted with a literacy coach had an impact 

on student related achievement; Do teachers perceive that the support provided by literacy 

coaches improve teaching practice; and Do teachers perceive that the frequency of feedback 

provided by the coaches help to improve their teaching practice? The null hypotheses for these 

questions were: There is no difference in teacher perceptions of the time they spent interacting 

with literacy coaches and their perceptions of student achievement; There is no difference in the 

teacher perceptions of the support provided by literacy coaches on their teaching practice; and 

There is no difference in teachers’ perceptions of the frequency of the feedback provided by the 

literacy coach and improvement in teaching practice. 

Definition of Terms 

The following terms have been defined to provide clarity and consistency and to help 

develop a common vocabulary for the reader in the context of this research study.  

Instructional Coach: An instructional coach is someone whose chief professional responsibility 

is to bring evidence-based practices into classrooms by working with teachers and other school 

leaders The International Reading Association (IRA; 2004a). 

Literacy Coach: The International Reading Association (IRA; 2004a) defines a literacy coach or 

a reading specialist as an individual that provides professional development for teachers by 

giving them the additional support needed to implement various instructional programs and 
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practices. For the purpose of this study, the terms literacy coach and reading coach are used 

synonymously. 

Peer Coaching: Peer coaching occurs when teachers rotate roles and engage in reflection on 

instructional processes to share knowledge and enhance instructional practice The International 

Reading Association, (IRA; 2004a). 

Professional Development: Professional development entails the provision of educational 

opportunities designed to improving teacher skills to bring about effective change in instructional 

practices and student learning. The terms staff development and in-service can be used 

interchangeably with professional development (IRA; 2004a). 

Review of Literature 

In the present education policy environment, educational leaders have placed a high 

priority on improving teacher quality and effectiveness in the nation’s public schools (Darling-

Hammond, 2000). Joyce and Showers (1995) began studying peer coaching in 1982. Bean 

(2004) referenced the coach like work of a reading specialist in the early 1920’s. According to 

Toll (2005), two programs, the Literacy Collaborative and America’s Choice, included literacy 

coaches before they became a well-known form of job-embedded professional development. 

Large-scale attention to literacy coaching arose with the presence of literacy coaching in the 

federal guidelines for Reading First (US Department of Education, 2002). 

Instructional Coaching 

Instructional coaching is content-based (e.g., math coaching or literacy coaching) and 

intended to support teachers in meeting the needs of school-based instructional reform (Neufeld 

& Roper, 2003). Instructional coaching is embedded and situated work that includes observations 

of classroom teaching, demonstrations of model practices, and pre- and post-conferences with 
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practitioners (Neufeld & Roper, 2003). Descriptive literature suggests that instructional coaches 

have many roles, including enrolling teachers to be coached; identifying appropriate 

interventions for teacher learning; modeling teaching; gathering data in classrooms; and 

engaging teachers in dialogue about classroom and other data (Knight, 2006).  

Embedded professional development supported by an instructional coach is one 

promising strategy for addressing this need. Although instructional coaching roles are expanding 

in school districts across the United States and research is on the rise (e.g., Toll, 2006), there is 

little peer-reviewed research that defines the parameters of the role. 

Coaching roles often involve a delicate balance between peer coaching or mentoring 

responsibilities and whole-school improvement or system-wide professional development 

(Knight, 2004). Coaches can bring research to the table for discussions with teachers at grade 

level meetings, staff meetings, or even one-on-one. 

With increased demands for literacy achievement, it is critical for teachers to be prepared 

to strengthen literacy processes and to select appropriate instruction based on their knowledge of 

students. There is an overarching goal of literacy coaching leading to improved instruction and 

as a result, we see evidence of increased student achievement (Neufeld & Roper, 2003; 

International Reading Association, 2004). Researchers are beginning to report findings related to 

the effects of coaching, increased student learning, indicating that literacy coaching is making a 

difference (L’Allier & Elish-Piper, 2007). The small number of empirical research studies, 

however, is not sufficient to document the impact literacy coaching on student achievement 

(Dole, 2004).  

Literacy coaches encourage and support teachers to improve their instruction through 

reflection. According to empirical studies by Lyons and Pinnell (2001), the goal of professional 
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development is not to perfect an approach to instruction, but rather to promote ongoing learning. 

Literacy coaches provide opportunities for on-going learning by working with teachers as they 

design instruction, conferencing with them before they teach lessons, observing lessons taught, 

and conferencing with teachers after observations of lessons. Lyons and Pinnell (2001) suggested 

that teaching requires constant investigation of the materials, plans, and interactions illicit the 

best responses from children by the teacher. Literacy coaching is one way to afford teachers the 

support to make this happen. According to Lyons and Pinnell (2001), teachers learn from testing 

their own theories as they teach groups of children.  

Literacy Coaching and Student Achievement 

Recent research indicates that only two studies have offered empirical evidence of the 

effects of coaching on student literacy growth: one study focused on literacy coaching in second 

grade (Garet et al., 2008) and the other focused on middle school (Marsh et al., 2008). These 

studies showed minimal (Marsh et al., 2008) or null (Garet et al., 2008) effects on students’ 

learning. In both of these studies, the coaches trained for a week or less before they began their 

coaching work in the schools. The coaching models in the two studies were not well established; 

one was created for the experimental study (Garet et al., 2008) and the other was the product of a 

rapid, statewide scale-up of coaching over the course of a few years (Marsh et al., 2008).  

The literacy coaches in this study focused most on in class demonstrations, modeling, 

support for instructional innovations, and feedback. Studies of literacy coaching indicate teachers 

whose students show the greatest gains on informal and/or formal assessments were coached by 

literacy coaches who developed a set of interrelated coaching skills (Lyons & Pinnell, 2001). 

Poglinco and Bach (2003) outlined two types of coaching, small group and in-classroom. The 

study noted that teachers appreciated coaches who worked in their classrooms. The implication 
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for school leadership is clear: “with some advance planning and a more nuanced understanding 

of how coaching can work, administrators can make informed decisions about how to 

incorporate the use of coaches into their school improvement plans for optimum results” (p. 

400). Research addressing the work and influence of instructional coaches who work with 

multiple teachers who are not peer coaches, generally address intended practice and teachers 

perceptions of impact or characteristics of changed instructional behavior, frequently within 

reading or writing instruction (e.g., Rodgers & Rodgers, 2007).  

Methodology 

This study employed a survey research design to provide a quantitative description of 

trends, attitudes, or opinions of a population by studying a sample of that population. From 

sample research, the researcher generalizes or makes claims of knowledge about the population 

(Creswell, 2011). Survey research is the systematic gathering of information from respondents 

for the purpose of understanding and/or predicting some aspects of the behavior of the 

population of interest. For this research, a survey was advantageous because of its 

inexpensiveness, ease of distribution, and effectiveness in gathering attitudinal data from the 

selected population.  

Sample 

The 45 teacher participants of this study were selected from the population of middle 

school teachers of a Mid-Atlantic USA school district. The participants taught reading at five of 

the districts middle school level, had either middle school or the K-12 certification, and had 

interacted with the literacy coach assigned to their school during the 2010-11 school year. 

According to Creswell (2011), purposive sampling targets a particular group of people. 

Purposive sampling calls for the researcher to choose the sample based on whom they think 
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would be appropriate for the study. Selected Middle Schools had an embedded a literacy coach 

model for the 2011-2012 school year. 

Data Collection Procedure 

The teachers at the middle schools were sent a pre-contact email alerting them of the 

arrival of the survey, which was delivered to the school principals. The letter was found in the 

appendix was attached to the survey and distributed to participants by their principal and or the 

literacy coach of each school. Each principal delegated the department chairperson for the 

Reading English Language Arts department to administer, proctor, and collect the survey. After 

each teacher completed the survey, the surveys were returned to the principal. As each school 

completed the surveys, principals reported that the surveys were completed and ready for pick-

up.  

Data Analysis 

The data generated by the surveys were analyzed using t-tests and chi-square statistical 

analysis procedures. The data were also ordinal data, which is used to classify and rank, and 

interval, which has all of the characteristics of ordinal variables, but its values also represent 

equal values with the first question using T-test and the second and third question using Chi-

Square. Question # 1 is interval dependent variable and ordinal dependent variable. Question # 2 

and # 3 are both ordinal independent and ordinal dependent variables. The t-test assesses whether 

the means of two groups are statistically different from each other. This analysis is appropriate 

whenever you want to compare the means of two groups. 

Instrumentation 

Teacher perception of literacy coaches was measured using an instrument developed by 

Julie Marsh and her colleagues. The constructs used in the Rand Corporation survey had high 
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levels of Cronbach’s alpha coefficient, which was used on items that have several possible 

answers (Gall et al., 2007). The constructs used in this survey had alpha coefficient scores over 

0.70 (Marsh et al., 2008). The expected response rate for the teacher’s perception survey was 

approximately 60% (Gall et al., 2007). The survey of teachers used for this study included twelve 

questions with 25 items of information on teachers’ perception of literacy coaches’ influence and 

support in higher student achievement. This study explored teachers’ perception of their 

interactions with literacy coaches and the impact literacy coaches have on student achievement 

and teaching practice in a Mid-Atlantic school district. This section addresses each of the study’s 

null hypotheses and presents the data that supports each finding.  

Summary of Findings 

Null Hypothesis 1: There is no difference in teachers’ perceptions of the time they spent 

interacting with literacy coaches and their perceptions of student achievement. Empirical 

research suggests that a well-implemented coaching program can improve teaching and student 

achievement (Knight, 2004; Neufeld & Roper, 2003; Showers & Joyce, 1996). Additional 

research also noted a link between coaching and student achievement. Lyons and Pinnell (2001) 

also reported a connection between literacy coaching and improvements in reading and writing. 

The first null hypothesis posited that there is no difference in teacher perceptions of the time they 

spent interacting with literacy coaches and their perceptions of student achievement. A One-

Sample t-Test was performed to determine if results would indicate a significant difference in 

teacher perceptions of their time spent with a literacy coach and effects of that support on student 

achievement.  
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Table 1 Results of Independent Samples t tests for Hypothesis 1 

 t df Sig. (2-tailed) 

Student Achievement 7.696 44 .000 

Literacy Coach 28.266 44 .000 

Table 1 presents the results of the independent samples t tests, which indicate a 

statistically significant difference in the perceived time interacting with the literacy coach and 

student achievement (p=.000). Thus, the statistical analysis rejected the null hypothesis. 

In the present study, null hypothesis 1 was rejected, as data revealed a notable difference 

in teachers’ perceptions of the impact that the amount of time they spent interacting with a 

literacy coach had on student achievement. The results indicate that, in the area of student 

achievement, teachers agreed that their work with the literacy coach helped them to gain 

confidence in their ability to teach reading to students. Respondents indicated that the literacy 

coaches helped them to make important progress in their practice and enhance their planning and 

organizational skills. As a result, their students were more motivated to read.  

Null Hypothesis 2: This section will explore the data relating to the second null hypothesis in 

this study, which posits that there is no difference in the teacher perceptions of the support 

provided by literacy coaches on their teaching practice. 

Table 2 Pearson Chi- Square Tests for Hypothesis 2 

Chi-Square Tests 

 Value df Asymp. Sig. 

(2-tailed) 

Pearson Chi- Square 17.516 9 .041 
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There is no difference in teachers’ perceptions of the support provided by literacy 

coaches on their teaching practice. The null hypothesis was rejected, as data revealed a notable 

difference in teachers’ perceptions of the effect of support provided by literacy coaches on their 

teaching practice. 

Joyce and Showers (1996) found that teachers who received support from a literacy 

coach were more likely to use new strategies, and use them more appropriately, than teachers 

who received support via traditional professional development sessions. Linda Darling-

Hammond (2000) also noted that a well-planned and properly organized coaching model could 

alter and deepen teaching practice.  

The data collected in this study indicate that teachers perceived that the support provided 

by literacy coaches helped them make improvements in their instructional practice. Teachers’ 

overwhelmingly agreed that the literacy coach had a strong understanding of their needs and 

helped them adapt their teaching practices according to data analysis. The teachers also indicated 

that, after their time with the literacy coach, they felt more confident in their ability to teach 

reading and reading strategies. Most respondents noted that they made significant improvements 

in their teaching practice via their work with the literacy coach. 

Null Hypothesis 3: This section will explore the data relating to the third null hypothesis in this 

study, which posits that there is no difference in teachers’ perceptions of the frequency of the 

feedback provided by the literacy coach and improvement in teaching practice. 
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Table 3 Results of Pearson Chi- Square Tests for Hypothesis 3 

Chi-Square Tests 

 Value df Asymp. Sig. 

(2-tailed) 

Pearson Chi- Square 15.517 9 .078 

There is no difference in teachers’ perceptions of the frequency of the feedback provided 

by the literacy coach and improvement in teaching practice. The statistical analysis failed to 

reject the null hypothesis associated with this question and indicated that no significant 

differences existed in teachers’ perceptions of whether the frequency of the feedback provided 

by the literacy coach had a positive impact on teaching practice. 

This research study examined teachers’ perceptions of the impact of their involvement 

with a literacy coach on student achievement and teacher practice. Identifying the impact of this 

study on literacy coaching requires a closer look at the interactions between the teacher and the 

literacy coach. This study allowed the researcher to draw specific conclusions about the 

interventions and impact of the literacy coach in each of the target schools. 

Most of the teachers reported that they spent time interacting with the literacy coach (es) 

at their schools. Teachers had the opportunity to engage in on-site professional development 

where the coach provided instructional modeling and assisted with class planning and 

preparation. The coaches also provided non-evaluative feedback that proved a valuable source of 

additional support for teachers. 

Little of the existing literature on literacy coaching explores the links between the literacy 

coach, student achievement, and teacher implementation. Without solid research that links 

literacy coaching and student achievement, this form of teacher support will become a 

misunderstood method of professional development that lacks any substantial data to 
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demonstrate its positive impact on students and teachers (Buly, Coskie, Robinson, & Egawa, 

2006). 

Recommendations for Future Research 

A key limitation of this research study was that the data were gathered from a single 

school district located in the mid-Atlantic region of the United States. As a result, it can be 

concluded that the findings are not generalizable, so as a result, it is recommended that additional 

research be conducted using a larger sample size and it should be inclusive of other school 

districts. 

Researchers may also benefit from the use of an experimental design that will help to 

determine the effects if the literacy coach on student achievement. Future studies should seek to 

assess the impact of coaching on achievement over longer periods, and should collect data that 

links coaching to the performance of individual teachers and their students.  

A critical recommendation is the relationship between student achievement and the work 

of literacy coaching. Researchers must begin to develop ways to examine student achievement 

and tie it in with literacy coaching. Assessment of the impact of literacy coaching on student 

achievement, the methods must be inclusive of reflections, observations, interviews and the use 

of electronic devices. 

Summary 

One major obstacle to a teacher’s capacity to increase literacy learning is an inability to 

reform their current instructional practice. Studies and models of literacy have identified 

common elements that suggest a model is successful when it is well planned and school-based 

teacher learning is the focus (Bean, 2004). 
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Teachers in this study rated the literacy coaches as having a positive influence on their 

instructional practices and professional growth. The link to student achievement shows that 

teachers perceived that their work with literacy coaches had a weak but important impact on 

student achievement. This area is ripe for additional study, particularly as refinements are made 

to the link between the professional growth and skills development of teachers with support from 

literacy coaches and student achievement.  
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Nine Months of Transformation: From Leader Development to Leadership 

Development 
 

Abstract 

In a rapidly changing world there is a renewed interest in what is effective leadership, 
leaders, and leadership development in diverse communities and regions that is critical for the 
success of both the American economy and a larger global economy. The theory posited by the 
authors suggest that the two primary drivers or influencers of this trend are 1) increasing global 
competition for talent and skills, and 2) the need for leaders whose leadership development 
training results in greater maturation, affinity and confidence. Leadership is as much of an art as 
it good practice. This capability is essential for self and organizational navigation across cultures 
and cultural barriers as new knowledge and ideas emerge about what is leadership and what is 
leading in uncertain economic times.  

Rarely do graduates of postsecondary institutions possess all of the skills needed to 
inform and make decisions, lead projects, employees, and organizations especially in ever-
changing economic times. Focus beyond knowledge and skill is needed in order to develop 
leaders that have the capacity to succeed individually and as members of teams in more flat 
organizational structures. Over a 22-year period The Johns Hopkins University Carey Business 
School’s Leadership Development Program for Minority Managers (LDP) did just that in the 
course of nine months. LDP and it successor program does not have a singular focus – it spans 
the leadership development spectrum to include both individual and relational leadership, 
intrapersonal and interpersonal competence, and skills related to business coursework, as well as 
skills related to self and social awareness. Such a multi-faceted approach is key to achieving and 
sustaining success in organizations and supporting global competitiveness. 

How does one study transformation – the move from “leader” to “leadership”? We 
studied two LDP cohorts – a total of 49 minority managers. The two cohorts of minority 
managers were quite diverse demographically – 26% were born outside of the US, 50% were 30 
or younger, and 53% were female. We surveyed the students at the outset and the conclusion of 
the nine-month program. The survey contained Likert-type items focused on various aspects of 
psychological capital (as discussed in a prior paper, Calvin and Swayze, 2012) – such as self-
efficacy and hope – and skill development. The survey also provided an opportunity for students 
to write comments related to their LDP program – what they hoped to gain and actually gained 
from the LDP experience. The student pre-program comments were focused mainly on 
developing human capital (knowledge and skills) and thus more closely aligned with leader 
development (Day, 2000). The post-program findings were also focused on skill attainment but 
students also indicated increased interpersonal development in such areas as communication, 
negotiation, and networking. These interpersonal domains were more closely aligned with 
leadership development (Day, 2000). 
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Max Weber – a leading sociologist, philosopher and political economist – developed and 

presented a theory in the late 1800s about the social and economic organization (1904, 1947). In 

the same historical timeframe Henri Fayol (1900, 1930) developed a general theory of business 

administration that presented a structure for management as industrialization was rising to new 

heights in the western world. Moreover, at the turn of the twentieth century the prevailing view 

of the western university was that management could be taught as well as learned – which was 

originally presented by Henri Fayol. In 1911, Frederick W. Taylor conducted the groundbreaking 

time and motion study of the Ford Motor Company that resulted in codifying the principles of 

scientific management.  

As formal and rigorous study and inquiry about management continued, questions 

regarding what is management, what is leadership, and who is a leader continued to be 

contemplated. The Ohio State Studies, The Michigan Studies and other pivotal research stemmed 

from the domains of sociology, psychology, social psychology, anthropology, history, and 

philosophy as academic interest in these areas gained traction in the 1940s. During this time, the 

field of organizational behavior was emerging.  

A foundational perspective of what are requirements of leadership and who is a leader 

was elevated again by James MacGregor Burns again in the seminal book Leadership (1978) as 

he states, “one of the most universal cravings of our time is a hunger for compelling and creative 

leadership.” Burns suggests that in order to achieve leadership, the crucial variable, is purpose. 

Warren Bennis and Burt Nanus writing in Leaders: Strategies for Taking Charge (1996) suggest 

that leadership is continuously evolving – the result being an integrated person. There is 

perspective on leaders and the growing importance of psychological capital as advanced by 

Luthans, Avolio, Avey and Norman (2007). Another perspective is the groundbreaking Global 
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Leadership and Organizational Behavior Effective Research program initiated by House, 

Javidan, Hanges, and Dorfman (2002) that studies different international cultures to see and 

show that societal and organizational culture influences current leadership practices, as well as 

what is expected of leaders in 61 nations around the world. 

Others contributions and perspectives on leadership and leadership development are 

provided by The Gallup Organization at the University of Nebraska that for more than 40 years 

has conducted global research on strengths-based leadership and leaders. The Center for Creative 

Leadership (CCL) and The Hay Group are also major contributors to the dialogue and study of 

leadership expectations and requirements, as well as leader skill and practice needs and 

requirements. Joanna Barsh, Josephine Mogelof and Caroline Webb the authors of How 

Centered Leaders Achieve Extraordinary Results (McKinsey Quarterly, 2010) state,  

We have been on a journey to learn from leaders who are able to find the best for 
themselves and in turn inspire, engage, and mobilize others, even in the most demanding 
circumstances. And the business environment has become more demanding: the global 
financial crisis and subsequent economic downturn have ratcheted up the pressure on 
leaders already grappling with a world in transformation. 

In our research that is focused on the development of globally-minded minority 

managers, the connective threads are authenticity, creative leadership, character, balance and 

sustenance, inspiration, engagement, and passion as these behaviors and manifestations are 

psychological capital gained through reflective leadership skills and practices that link minority 

managers as a LDP prepared value centered person who will consider his or her organization, 

family and community, and also the larger global society. In the LDP model, this is possible 

because of clear historical precedence toward the development of minority managers. 

Briefly, societal outcomes are still influenced by the U.S. Civil Rights Movement as new 

globalization continues to have far reaching impacts on public policy at the intersection of 

business and society. The rise, journey and future direction for African American managers is 
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interwoven with the ongoing journey of national and international business organizations along 

with the journeys of Asian, Latino and women managers into and beyond the first decade of the 

twenty-first century. In a 1991 benchmark study, Good for Business: Making Full Use of the 

Nation’s Human Capital (1991), the Report of the Federal Glass Ceiling Commission stated that 

“the top of the corporate hierarchy did not look anything like America.” At the time of the study, 

two-thirds of the US population representing 57 percent of the working population was 

comprised of minorities, or female, or both groups.” The report further highlighted that less than 

five percent of the top leaders in American business organizations were African American or 

minority.  

In a 1996 Harvard Business Review article co-authored by David A. Thomas and Robin 

J. Ely, the authors addressed the question of what needs to be considered by organizations to reap 

realistic and full benefits to be derived from having a diverse workforce. Thomas and Ely clearly 

stated that workforce diversity benefits could include increased profitability, increased learning 

in the organization, greater flexibility, organizational and individual growth, and enhanced 

ability of the company to adjust rapidly and successfully to market changes. The authors also 

recommended that for a company to accomplish the desired outcomes that a fundamental change 

in attitudes and behaviors of senior leadership was required to drive and move an organization 

forward toward the goal of a diverse workforce. In the current year and in future years to come, 

the need for inclusivity is essential for future success by organizations that must compete 

globally. 

In 2011, James H. Lowery and Leonard Greenhalgh in Minority Business Success offer a 

clear reason for developing minority leaders as they state,  

We are at a turning point in history. A decade into the twenty-first century, the United 
States has changed; so has the world around us. The nation is on the brink of another 
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crisis. Minorities are destined to become the major population group in the coming 
decades, but they have not been allowed to make their proportional contribution to the 
U.S. economy. Today we need their contribution, not only to speed economic recovery, 
but also to boost the nation’s output of goods and services to preserve our position in the 
increasingly competitive global marketplace.  

These points made by Lowery and Greenhalgh fundamentally underscore why minorities have a 

significant role to play globally both in business and at all levels in society. A recent article by 

Moore, Calvin, and Beale (2012) reflects on the reinvention and realignment of management in 

organizations globally for the conduct of global business. The position of the authors is that 

achieving managerial strength and synergy involves diverse persons who are increasingly 

brought together as members of teams in global settings.  

The Leadership Development Program for Minority Managers 

In fall 1990, the Leadership Development Program for Minority Managers was 

established at the School of Continuing Studies at Johns Hopkins University, a predecessor 

School to the present Johns Hopkins Carey Business School. The beginning of LDP was unique 

and it followed an almost two-year engagement and dialogue process with leaders in business, 

government, public sector, and at the community level. The data driven effort was underwritten 

by the Baltimore based Abel Foundation so that there was a real process were findings to support 

objectives. The overarching premise and question addressed by the subsequent LDP proposal 

was two-fold: First, did leading organizations in the Washington, DC-Baltimore region recognize 

and see a need to fill a critical gap in diversifying their workforces that LDP as designed could 

over time bring into the mainstream members from underrepresented groups – by 1) providing 

leadership and management skills for advancement and future promotion; and 2) would the 

business and government organizations and other organizations commit to identifying and 

supporting viable candidates to enroll and complete the Hopkins LDP?  
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In recent decades in the United States and in the Washington-Baltimore region has 

comprised the highest number of underrepresented minorities who are eligible for managerial 

development and who can be promoted to mid-level leadership positions. The common term is to 

develop a pipeline from entry, to mid-level to senior level managerial positions where 

underrepresented minorities are few in numbers, and for some industries or organizations there 

was little or no representation. On the other hand, the region contained the highest number of 

minority professionals with leadership potential in the nation. At the time, Xerox, IBM and 

AT&T were breakthrough companies following PepsiCo who set the national lead and trend and 

they remain leading business organizations that consistently develop underrepresented minorities 

and women for top leadership and management positions.  

In a brief several years, the impact of LDP in Baltimore and Washington, DC was well 

represented in two companies – Baltimore Gas & Electric and Bell Atlantic – with Darryl Stokes 

and Ossie Tate, Jr. both advanced levels to become corporate officers and senior managers at 

BGE, and Anthony A. Lewis advancing to Vice President and later he was appointed President 

of Verizon Washington, DC. Several early years LDP alumni gained significant management 

level promotions after completing LDP and /or including Blair Johnson at General Electric, Booz 

Allen Hamilton, Kenneth Bethea Analog Devices, Inc. and Larry Miller at Lockheed Martin. 

Several other graduates eventually attained GS-15 and SES status including Teris King at the 

Social Security Administration, and Helen Holton was elected to Baltimore City Council. 

LDP in Middle Years, in 2012, and in Future Years 

In the middle years of LDP the vision and practice to prepare business and government 

leaders through LDP continued at Johns Hopkins in a robust manner resulting in a sustained 

impact on the preparation of talent for employing institutions locally, regionally and nationally 
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(by 1999 Black MBA Magazine in a national survey ranked Johns Hopkins number 10 in the 

nation in graduating African American business professionals; while the National Hispanic MBA 

Association also recognized the efforts being made by Johns Hopkins). A few names of still 

advancing graduates includes Anthony A. Lewis has become a Regional President at Verizon, 

Yen Lee has established a real estate organization, Candace Steele-Flippin is now an 

international marketing executive in the pharmaceutical industry, Jessica P. Montoya is a Vice 

President at Sodexho, Oral Muir is Vice President of eCommerce Channels at Marriott, Faizun 

Kamal is Senior Director of Partnerships at Verizon, Jerry Dawson is a Vice President at Duke 

Realty, Juan Torricco is an Entrepreneur, Angela Jones Hackney is a Vice President at The 

Foundation for the National Capitol Region, and Ken Bethea is now President & CEO of 

Southeast Fuels a BE 100 company.  

Nationally and globally in 2013 and in future years to come the challenges and 

opportunities for underrepresented minorities who want to be equal participants who are able to 

attain significant leadership growth, advancement and promotion opportunities in national and 

global companies and organizations remains a critical need. If the recent International Labor 

Organization (ILO) study on employment is right then it will be another five or more years 

before there is globally increases and growth in job and leadership opportunity. This is critically 

important given recent employment data that shows significant reductions of underrepresented 

minorities as managers and workers at all levels in both urban areas and across the nation, and 

especially the widening gap in access to wealth creating opportunities that is central to 

determining have and have not in American society, and increasingly around the whole world. 

Moreover, the rise of global competition over the past two decades has reframed the competitive 

environment culturally and practically for all managers in the United States as China, India, 
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Brazil, South Korea, Nigeria and South Africa among other nations are viable contenders and 

growing rivals for talent and opportunity for the United States and the European Union.  

A Study of Two Successive Cohorts 

An empirical study of LDP was conducted to quantify and qualify the student what LDP 

faculty witnessed over the course of the program – the transformative nature of the LDP 

experience. Specifically, student transformation or evolution from a focus on knowledge, skills, 

abilities to interpersonal relationships and integrative thinking as well as the position changes 

from management to administration as previously discussed. 

A 57 Likert-type item survey instrument that included items related to Integrity, 

Ownership, Hope, and Meaning in Life was created and administered to two successive LDP 

cohorts. In addition to the Likert-type items, minority managers also provided written comments 

to open-ended questions at the conclusion of the survey. The open-ended questions for the pre-

program survey focused on 1) why the student chose to participate in the program, and 2) what 

they’d like to gain from the program. The open-ended questions for the post-program survey 

focused on 1) what behaviors they expect to change due to the program experience, and 2) what 

they gained from the program experience. The survey was administered twice to each LDP 

cohort – once during the first program weekend (August or September depending on the program 

calendar) and again during the last cohort weekend (May). All members of both cohorts 

completed the pre and post-surveys – for a total of 49 survey responses.  

The survey respondents were quite diverse demographically – 2/3 self-identified as 

African American, 16% African or Afro-Caribbean, 14% Latino, and 6% Asian/Asian American. 

The countries represented in the survey include: the US, Columbia, Vietnam, Namibia, 

Barbados, and Ghana. The large majority of the survey respondents (77%) were 25-40 inclusive. 
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The remaining 10% were between the ages of 22-24 and the 12% aged 41-55. The survey 

respondents were almost even in terms of gender – 53% female and 47% male.  

From Leader to Leadership  

This study is grounded in the work of David V. Day (2000). Day suggests that leader 

development is focused on human capital (knowledge, skills, and abilities) while leadership 

development is focused on social capital (social networks, relationships) – and exhibit 

intrapersonal and interpersonal foci respectively. The skills underlying leader development 

include self-awareness, self-regulation, and self-motivation as compared to social awareness and 

social skills for leadership development (Day, 2000).  

When using Day’s typology we see that student comments on the pre-survey reflected 

elements of leader development – students stated their intent on increasing their knowledge, 

skills, and abilities. Representative comments to the question, “Why are you participating in 

LDP?” include: 

• Gain skills, knowledge and an opportunity to connect with future leaders. 

• I am hoping to gain a greater understanding of myself in terms of strengths and 
weaknesses … I hope to utilize these skills to further develop my own leadership 
style. 

• Seeking evaluation of self … 

• … I am looking to learn new aspects of business as well as be developed into a 
leader … 

Representative comments to the question, “What do you hope to gain from your LDP 

experience?” include: 

• I hope to gain a better understanding of myself, the community around me, and to 
gain the confidence to become more successful as a manager … 

• I hope to gain the skills and knowledge required to become a more effective leader.  

• … self awareness and confidence … 

• Develop and enhance skills in finance, communications, accounting, etc. and increase 
my perspectives.  
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In sum, these comments represent aspects of human capital (knowledge, skills, and abilities) and 

intrapersonal skills. 

The post-survey comments focused on increased knowledge, skills, and abilities 

indicating that students increased in regard to leader development. The post-survey comments 

also indicated elements of leadership development – comments were focused on relationships 

and cooperation. Representative comments to the question, “What behaviors do you expect to 

change due to the LDP experience?” include:  

• My confidence level was absolutely changed. My interpersonal skills and conflict 
management has changed as well. 

• My confrontation and negotiation tolerance and skills have improved. 

• My listening skills, negotiation skills, and the way I interact with people.  

Representative comments to the question, “What aspects of the LDP experience had the greatest 

impact on you?” include:  

• The cohort structure forced me to interact with different people consistently which 
helped me grow as it relates to interactions in corporate America. 

• I gained self-awareness, lifelong networks, and a lab to try out new things. 

• Friendships, self-awareness, negotiation skills, interpersonal skills, finance skills, and 
communication skills. 

• I found my voice. I learned to listen and trust others. 

These comments are focused on the achievement of human capital skills as well as increased 

social capital (social networks, relationships) and interpersonal skills. The comments suggest that 

at the program’s end the LDP students achieved the knowledge, skills, and abilities (leader 

development) they sought at the beginning of the program. The findings also indicate 

development in the area of leadership development especially in the domain of interpersonal 

development. 

The findings suggest that the transformation from leader to leadership would best be 

studied through a qualitative inquiry. The comments in response to the open-ended questions on 
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the survey represent the student’s perspective but having a conversation around the distinctions 

between leader and leadership dimensions would provide much greater depth and breadth of 

information on this topic. 
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Ending Opportunity: The Plot to Disenfranchise Us All 
 

Abstract 

What may sound like a plot for a mystery novel is being played out in the battle for the 
soul of American public education. Despite warnings from distinguished scholars over the past 
two decades, attacks on public schools and colleges, crippling funding, and oppressive legislation 
have taken a stark toll on systems designed to ensure that the American public would be educated 
sufficiently to govern the nation. The sad truth is that the resultant damage to public education in 
America is intentional, and powerful people are promoting this agenda. 

 

 

 

Equal opportunity is a very new concept in America, and one that has not been met with 

overwhelming support. Even though citizenship was granted to African Americans in the 14th 

Amendment to the Constitution and to Native Americans in the 1924 Indian Citizenship Act, true 

equality of opportunity was delayed until the U.S. Supreme Court ruling in Brown v. Board of 

Education (1954). The Brown decision, however, did not provide any immediate remedy to years 

of segregation in many of the nation’s public schools. Not until after the Civil Rights Act of 1964 

was passed were serious efforts begun in many school districts to eliminate prior de jure 

discrimination. Nevertheless, the foundation of resistance to equal educational opportunity is 

rigidly constructed. 

Resisting Opportunity 

Historically, the opposition to equality in America was already firmly rooted prior to the 

Revolutionary War. Believing that the aboriginal inhabitants of the colonies were culturally 

inferior, the European settlers initially sought to “civilize and Christianize” the Native 

Americans, a quest that was soon “converted into a racist force” (Knowles & Prewitt, 1969, 
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pp. 7-8). On the eve of the revolution, Thomas Jefferson incurred the wrath of many of his 

colleagues in congress when he included the following phrase in the Declaration of 

Independence: “We hold these truths to be self-evident that all men are created equal.” Jefferson 

did not entirely agree with his fellow southerners, but “in the world in which he lived…a blanket 

of racism and an institutionalized system of slavery marred the noble dream at the outset” (Urban 

& Wagoner, 2004, p. 87). The education of African slaves was also considered problematic. 

Believing that educated slaves could threaten the system of slavery, South Carolina enacted a law 

as early as 1740 to prevent the education of slaves. Later, in response to Nate Turner’s Revolt, 

most southern states had banned the public education of slaves by 1835. Given that one of the 

primary goals of early American education was to prepare the citizenry for its role in governing 

the nation, the common belief among many white people that only they should be responsible for 

government should render the education of other races to be gratuitous (Knowles & Prewitt). 

When education was finally provided, first to the newly freed African Americans and 

then to the Native Americans by the start of the 20th century, their schools were separate and 

decidedly unequal. After World War II, people began to question the previously accepted policies 

and laws that had enforced segregation, particularly in education (Rippa, 1988). The struggle to 

eliminate discrimination in American education began with the U.S. Supreme Court’s decision in 

Brown v. Board of Education (1954) and later the Civil Rights Act of 1964. Once schools, 

colleges, and universities finally initiated desegregation, individuals and groups committed to 

their vision of a racist America escalated their resistance to equal opportunity. Each victory in 

court gained by supporters of integration was met with stalling tactics, defiance from state 

officials, or even outright violence (Church & Sedlak, 1976; Urban & Wagoner, 2004). For 

example, when Arkansas’ Governor Faubus sought to prevent desegregation of the schools in 

Little Rock, Federal troops were required to enforce the law in 1957 (Gutek, 1972). In response, 
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Little Rock closed its high schools in the 1958-59 school year (Good & Teller, 1973). Similarly, 

the public schools in Prince Edward County, Virginia, were closed for 2 years to evade court-

ordered integration (Good & Teller).  

In higher education, Federal troops were also called in to enable James Meredith’s 

enrollment at the University of Mississippi in 1962 when Governor Barnett blocked his 

admission (Gutek). The following year, Governor Wallace tried to prevent black students from 

enrolling at the University of Alabama, so Federal marshals were called in, and the state’s 

national guard was put under Federal authority by President Kennedy (Church & Sedlak). One of 

the longest-running disputes over desegregation took place when “private petitioners initiated a 

lawsuit in 1975,” which evolved into United States v. Fordice (1992), a case that challenged 

continuing segregation in the public colleges of Mississippi (Olivas, 2006). The case was not 

settled until 2005. Furthermore, not every court case was a victory for equal opportunity either. In 

Milliken v. Bradley (1974), the U.S. Supreme Court decision prevented Detroit schools from 

desegregating with suburban schools that were primarily white (Imber & van Geel, 2000). Then 

in 1991, the U.S. Supreme Court permitted school districts to halt desegregation in Board of 

Education of Oklahoma City Public Schools v. Dowell. 

Ultimately, the resistance to equal educational opportunity has actually achieved some 

success. By 1991, Kozol lamented that “Public schools in most of the United States remain both 

segregated and unequal—and, in many cases, are more segregated and less equal than in 1954” 

(book notes on back cover). The schools in the District of Columbia were 92% black, 4% white, 

and 4% Hispanic in 1991 (Kozol). Frankenberg, Lee, and Orfield repeated Kozol’s conclusion in 

2003: “American public schools are now 12 years into the process of continuous resegregation” 

(p. 4). Kozol (2005) provided the evidence 2 years later. The United Nations Human Rights 
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Council recommended in 2008 that the U.S. Congress establish a bipartisan commission to assess 

resegregation in education. 

Most significantly, a number of organized groups with cleverly disguised names have 

taken obvious steps to halt the gains of the desegregation movement. The American Civil Rights 

Institute, founded by Ward Connerly to oppose affirmative action, secured the passage of 

Proposition 209 in California, outlawing all preferential treatment of minorities in state 

government, which included public colleges and universities (Schmidt, 2010). The Center for 

Individual Rights (CIR) initiated dozens of lawsuits against institutions, including the University 

of Michigan, to stop the consideration of race in admissions (Schmidt, 2001). The National 

Association of Scholars and the Center for Equal Opportunity (a conservative think tank 

committed to racial issues) have demanded disclosure of race-conscious admissions policies by 

colleges—so that the Center for Equal Opportunity can pressure institutions to abandon such 

policies and the Center for Individual Rights can file additional lawsuits (Schmidt, 2004). The 

Heritage Foundation and the Council for National Policy are establishing their own colleges and 

schools to reduce equal opportunity in education even further (Rossi, 2005). 

Ending Opportunity 

Because these groups and many like them have been unable to halt court-ordered de jure 

discrimination in our nation’s public schools and colleges, they have resorted to new tactics to 

damage public education beyond repair. Beginning with A Nation At Risk in 1983 (National 

Commission on Excellence in Education), published attacks on public schools and colleges in 

America have continued unabated. In fact, maligning American public education has become a 

game of one-upmanship. 

The White House was not alone, however, in sponsoring critiques of public 
schools in the early 1980s. The same years also produced an explosion of 
independently generated books and commission reports about American 
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education, some well meaning and scholarly, some not, all critical. (Berliner & 
Biddle, 1997, p. 140) 

Two of these reports, also released in 1983, were Action for Excellence (Task Force on Education 

for Economic Growth) and Making the Grade (Peterson). “Action for Excellence, Making the 

Grade, and A Nation at Risk were political documents that gave vivid accounts of American 

education in decline with little regard for accuracy” (Pulliam & Van Patten, 2007, p. 260).  

Some of the commentaries did not hold back their clear-cut intent: “We need to remove 

the humanism from public schools. There is only one way to accomplish this: to abolish the 

public schools” (Thoburn, 1986, pp. 152-153). One of the published criticisms even blamed the 

schools’ troubles on diversity in public education. 

By catering to the demands of special-interest groups—racial minorities, the 
handicapped, women, and non-English-Speaking students—America’s public 
schools have successfully competed for government funds, but have done so at the 
expense of education as a whole. (Pincus, 1984, pp. 52-53) 

Pulliam and Van Patten noted that over 30 such reports followed A Nation at Risk and “By 2005, 

calls for educational reform had become part of the social, economic, and educational culture” 

(p. 251). As a result of this unending barrage of critical reports, people have become convinced 

of the decline of America’s public schools and resist any arguments to the contrary. 

Consequently, alternatives to public education become more attractive. 

Public schools and colleges are also suffering as a result of the Great Recession of the 21st 

century. Some of the most damaging results of the recession have been easily defended draconian 

cuts of state appropriations for public education. “As 35 states grappled with 82 billion dollars of 

decreasing revenues in 2011, 18 newly elected governors and 20 conservative legislatures 

seemed eager to do the bidding of the anti-egalitarians by further slashing the funding for public 

education” (Travis, 2012b). The funding crisis for public higher education is especially serious. 
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In 2011, public colleges in eight states faced a reduction in state support of at least $700 million 

(Kelderman, 2011). 

If the trends in state funding continue, for example, Colorado will cease funding 
its colleges and universities in 2022, with Virginia, Michigan, Arizona, and Rhode 
Island following only 10 years later (State Fiscal Support, 2012). In fact, this 
bleak picture is projected to continue until all of the nation’s public higher 
education institutions lose their state support by 2059 (State Fiscal Support). 
(Travis, 2012a, pp. 2-3) 

Public K-12 schools are not faring any better. Over half of the states reduced funding for public 

schools as a result of the recession (Zhao, 2012). Given that state support surpassed local district 

support of schools by nearly 4% as of 2007, the decline in state funding is an ominous trend 

(National Conference of State Legislatures, 2013). 

Crippling legislation completes the triple threat to public education. Perhaps the single 

most devastating piece of Federal legislation targeted to the nation’s public schools has been the 

No Child Left Behind Act of 2001. Bracey (2003) voiced particular concern about this law: “The 

No Child Left Behind Act is a trap. It is the grand scheme of the school privatizers. No Child 

Left Behind (NCLB) sets up public schools for the final knock down” (p. 1). He further stated 

that “The No Child Left Behind law promises to leave even more children behind and to leave 

public education behind—replaced with a privatized system” (Bracey, 2004, p. 67). His 

assertions were confirmed by Emery and Ohanian (2004): “No Child Left Behind means the 

opposite of what it says. It is a plan not to help every school succeed but to declare public schools 

failures and accelerate the use of vouchers, turning public education over to private, for-profit 

firms” (p. 6). Even the National Conference of State Legislatures found fault with the legislation 

in 2005, calling it “flawed, unworkable, convoluted, and unconstitutional since it usurps state and 

local control of public schools” (Pulliam & Van Patten, 2007, p. 311). However, even the 

concept of local control has been hijacked by politicians and business leaders, who have teamed 
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together to supplant the authority of local, elected school boards in favor of political appointees 

with no educational credentials (Emery & Ohanian). 

Congress has not ignored American higher education in its nod to the private sector. 

Starting with the Higher Education Act of 1965 and continuing with the Higher Education 

Amendments of 1972, the Federal government fundamentally created a voucher system for 

higher education in America (Alexander, 2000). In essence, this major policy shift placed all 

higher education institutions (public, private nonprofit, and private for-profit) into competition 

with each other for public funding. As a result, private for-profit higher education has seen 

explosive growth (Tierney, 2011), and public institutions have been forced to seek additional 

sources of funding just to survive (Travis, 2012a). 

This three-pronged attack on public education in America is not an outcome of 

circumstance. Throughout the years, the resistance to equal opportunity has been dominated by 

an increasingly organized group, which has determined that limiting equal opportunity in life and 

equal access to the American governmental system can be accomplished by restricting 

educational access. In targeting institutions of public education for demise, these oligarchs have 

every intention of ending opportunity and thereby disenfranchising lower socioeconomic groups 

and all minorities. As far-fetched as such an objective may seem, more and more elitists have 

joined with the groups named above to carry out such a mission. In “The Anti-Egalitarian 

Mission to Destroy Public Education in America,” Travis (2012b) stated, “respected researchers 

have been issuing similar warnings for more than 20 years” (p. 92).  

Consider some of the words of these researchers. “Powerful people…[are] pursuing a 

political agenda designed to weaken the nation’s public schools, redistribute support for those 

schools so that privileged students are favored over needy students, or even abolish those schools 

altogether” (Berliner & Biddle, 1997, p. xv). 
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There are…those who would destroy public schools with a threefold agenda: 
First, putting schools in private hands would benefit corporate America. Second, 
ending public education would shrink the public sector…Third,…the teachers 
unions would also lose power and perhaps even fold. (Bracey, 2004, p. xii) 

Even public higher education in America is rapidly being privatized. “Largely without serious 

public policy analysis or debate, a series of individual state budget and revenue decisions over 

the past decade have made states increasingly smaller shareholders in their public colleges and 

universities” (Lyall & Sell, 2006, p. 6). Private institutions are not subject to the Constitution, 

court-ordered desegregation, or civil rights legislation. Public colleges and schools that remain 

may be so damaged as to offer only an inferior education. In the end, minorities and lower 

socioeconomic groups will suffer the most. 

Raise the Alarm 

While the rest of the country has been “napping,” the enemies of equality have already 

damaged public education, in some cases, beyond repair. Educators and parents need to be 

convinced of the urgency of this crisis. A new wave of protest is necessary to ensure that social 

justice and equal opportunity prevail. “The alarm must be sounded to alert everyone of the 

seriousness inherent in permanently damaging the nation’s most effective engine for social 

mobility and slamming the door of equal opportunity in the faces of the majority of Americans” 

(Travis, 2012b, p. 99). America cannot afford to disenfranchise its citizens again. 
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Non-Citizen Students and Graduates in JSU School of Engineering 
 

Abstract 

This paper examines the citizenship composition and academic performance of the JSU 
School of Engineering student body relative to citizens and foreign nationals. From academic 
year 2005-06 to 2011-12, the percentage of BS degrees awarded to non-citizen students 
increased from 2.3% to 16%. This implies a substantial increase in non-citizen students in the 
School of Engineering and calls for additional investigation of the academic performance of non-
citizen students relative to citizen students. The citizenship composition of School of 
Engineering students was examined from various perspectives including total enrollment, first 
time freshman enrollment and percentage of BS degrees awarded to foreign nationals. The data 
for JSU are evaluated with comparable data for peer HBCUs and all US universities with ABET 
accredited engineering programs. These data revealed one dramatic trend. Undergraduate 
enrollment of foreign nationals in US engineering programs has risen steadily and continuously 
during the last seven years (from 5.2% in 2005 to 7.0% in 2011) while the total US 
undergraduate engineering enrollment has increased by 27.5% (from 398,628 in 2005 to 508,026 
in 2011). This unequivocally implies that BS engineering degrees awarded to foreign nationals 
will increase substantially during the next 5 years. Further analyses were conducted to 
investigate the college readiness of incoming non-citizen students (indicated by their ACT/SAT 
scores), 1 year and 2 year retention rates and graduation rates. Those data were compared with 
analogous statistical data for the overall School of Engineering student body in order to help 
evaluate the performance of non-citizen students relative to citizen students. These analyses 
revealed that our foreign national students were better prepared for college and had substantially 
better retention rates and graduation rates (69% to 57%, 61% to 37%, and 44% to 18% for 1-year 
retention, 2-year retention and graduation with an engineering degree respectively). 

 

 

 

Background 

The authors’ motivation for investigating characteristics of our foreign national student 

population arose from findings in a series of papers published by the authors. References [1], [2], 

[3], [4], and [5] investigated the performance (retention, graduation rate and time to graduate) of 

our School of Engineering students as a function college preparedness (measured by ACT/SAT 

math and comprehensive scores), the role of HBCUs, HSIs, and OMIs in increasing the 
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production of minority engineers and gender and diversity trends of graduates for Colleges of 

Engineering in the United States. Additional motivation for the study emanated from the ongoing 

self-evaluation and continuous improvement culture instilled in our School of Engineering 

programs as an integral and routine part of ABET accreditation activities. Results contained in 

this paper expand our comprehensive understanding of the characteristics of the JSU 

undergraduate engineering student body so we may devise effective programs to continuously 

increase retention rates and graduation rates in JSU engineering programs. Previous 

investigations [1] through [5] gave us the perception that our foreign national undergraduate 

students had higher retention and graduation rates than our US citizen students. This study was 

undertaken to quantify the validity of that perception and to compare trends in BS degrees 

awarded and undergraduate enrollment with those of our HBCU peers and with all US Colleges 

of Engineering. 

College of Engineering BS Degrees Awarded by Citizenship 

Figure 1 below displays the School of Engineering BS degrees (Civil Engineering, 

Computer Engineering, Computer Science and Telecommunications Engineering) awarded for 

the seven academic year period 2005-2006 through 2011-2012 by citizenship. Figure 1 reveals a 

trend toward awarding more BS degrees to foreign national students over this 7 year time period 

and an increasing percent (12% to 18%) being awarded during the latter academic years of this 

time period. After observing this trend, we analyzed the BS degrees awarded to foreign nationals 

by our peer HBCUs collectively and by Colleges of Engineering across the USA [6]. Figures 2, 

3, and 4 below reveal a similar trend and illustrate the percent of BS engineering degrees 

awarded by citizenship at JSU, HBCUs and peer US Colleges of Engineering. 
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Figure 1. Number of BS Awarded by Citizenship - JSU 

 

Figure 2. Percentage of Engineering BS Awarded by Citizenship – JSU 
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Figure 3. Percentage of Engineering BS Awarded by Citizenship – HBCU 

 

Figure 4. Percentage of Engineering BS Awarded by Citizenship – ALL US 
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Figure 5. Percentage of Undergraduate Engineering Enrollment by Citizenship-JSU 

Undergraduate College of Engineering Enrollment by Citizenship 

Next we analyzed the percentages of undergraduate engineering enrollment for JSU, our 

peer HBCUs and US College of Engineering. The motivation for these analyses was to ascertain 

if there were any clear trends to future BS degrees being awarded to foreign national students 

and to US citizen students. Figures 5, 6, and 7 illustrate the engineering enrollment by citizenship 

for JSU, peer HBCUs and peer US Colleges of Engineering. . Over the seven year period, there 

appears to be a slight overall increase in foreign national enrollment and HBCU foreign national 

enrollment illustrates no discernible trend. Figure 7 show a steady continuously increasing 

percent of foreign national enrollment at USA Colleges of Engineering. Additionally, there was a 

dramatic increase 27.5% in the total enrollment from 2005 to 2011. The two sets of data would 

seem to project that we can expect a steady increase in the percent of BS engineering graduate 

that are foreign national. 
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Figure 6. Percentage of Undergraduate Engineering Enrollment by Citizenship-HBCU 

 

Figure 7. Percentage of Undergraduate Engineering Enrollment by Citizenship- All US 
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Citizenship and College Preparedness of JSU First Time Freshman 

Figure 8 shows the distribution of foreign national first time freshman engineering 

students at JSU from fall 2000 thru fall 2011. Two thousand two was the first year students were 

admitted to a School of Engineering program. In an effort to gage the college preparedness of 

JSU first time freshman students, Figures 9 and 10 were constructed. Figure 9 displays the ACT 

Math scores of US citizens and foreign nationals. Foreign national students have a three point 

advantage relative to US citizen student. ACT Comprehensive scores are shown for each group 

in Figure 10. These data indicate that there is little if any discernible trend when years with less 

than three foreign national students are excluded. We conclude that the mathematics preparation 

of our foreign national students in significantly better than for our US citizen students. The result 

of no discernible difference in ACT Comprehensive scores can probably be explained by foreign 

national students having a slight language difficulty in reading and interpreting the meaning of 

questions, especially in the reading section of the examination. 

 

Figure 8. Distribution of First-Time-Freshman by Citizenship-JSU 
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We analyzed data for each of these first-time-freshman (FTF) students and computed 

aggregated 1 year and 2 year retention rates and an aggregated six year graduation rate. One year 

retention rates were computed using data from every FTF engineering student from 2000 thru 

2011. This is a total of 52 foreign national students and 1274 US citizen students. Enrollment 

data for fall 2012 were used to compute the one-year retention rate for FTF 2011 students. Two 

year retention rates were computed for a total of 46 foreign national students (those enrolled FTF 

from fall 2000 through fall 2010) and 1164 US citizen students. Graduation rate data included a 

total of 29 foreign national FTF (those enrolled through fall 2007) and 851 US citizen students. 

All foreign national students graduated in either 4 or 5 years. Table I illustrates the one year and 

two year retention rates (as engineering majors) for US citizens and foreign nationals. The 

differences are dramatic. Foreign national students have a one-year retention rate of 69% and US 

citizens rate is 57%. Foreign national students have a two-year retention rate of 61% relative to 

38% for US citizens. Graduation rates for foreign national students at JSU show the most 

dramatic difference, a difference of more than 2:1. The US citizen graduation rate for FTF is 

18% and it is 44% for foreign nationals. We attribute this dramatic difference to the markedly 

higher (3 points) mathematics college preparedness of the foreign national students. 
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Figure 9. Average ACT Math for First-Time-Freshman by Citizenship - JSU 

 

Figure 10. Average ACT Comp for First-Time-Freshman by Citizenship 
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 Citizen Non Citizen 

1Yr retention 57% 69% 

2Yr retention 37% 61% 

Graduation 18% 44% 

Table 1. Retention and Graduation Rate for First-Time-Freshman by Citizenship 

Summary and Conclusions 

A comprehensive analysis of School of Engineering graduation data and enrollment data 

for JSU, peer HBCUs and all US Colleges of Engineering was performed to analyze trends in 

undergraduate degrees awarded and enrollment for US citizens and foreign nationals. While data 

for BS degrees awarded for the past seven years revealed no discernible trends, undergraduate 

enrollment data showed a steady and continuously increasing undergraduate enrollment in US 

Colleges of Engineering. These data, plus the fact that foreign national first-time freshman have 

a higher graduation rate than US citizen first-time-freshman, indicated an unequivocally that the 

percent of BS Engineering degrees awarded to foreign nationals by US universities will increase 

substantially within the next two to five years. Our best estimate is that the rise will be from an 

average of about 6.5% over that past 7 years to between 8% and 10% of engineering degrees 

awarded by U.S. Colleges of Engineering. This may have engineering education policy 

implications in the USA.  

Our analogies of 1-year and 2-year retention rates and graduation rates for School of 

Engineering first time freshman students revealed dramatic differences in the performance of 

U.S. citizens and foreign nationals. Table 2 summarizes these data for U.S. citizens and foreign 

nationals. Engineering student graduation rates for foreign nationals was 44% relative to only 18% 
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for U.S. citizens. These data reinforce the necessity of continuing and enhancing the ongoing 

JSU summer engineering enrichment program for first time freshman where the objective is to 

increase the graduation rate for engineering first time freshman by at least a factor two. Such 

success, if achieved, would put to the two graduation rates foreign and US citizens much closer 

to one another i.e. 36% or more relative to 44% (as opposed to 18% relative to 44%). We 

currently project a graduation rate for the first summer cohort of 6/16 or 37.5% in four years and 

about a 50% graduation rate in five years. 
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An Examination of Court Decisions in Special Education 
 

Special education is a field which was designed to address the unique needs of 

individuals with disabilities who could not be accommodated in the regular education settings. 

Special education is a specialized system of education at no cost to parents which grew 

out of litigation and legislation on behalf of the unserved and underserved. 

The history of special education can be traced to the work of Jean Marc Gaspard Itard 

with the “Wild Boy of Aveyron.” The wild boy of Aveyron, a feral child, was captured by 

hunters in the woods of southern France. It is posited the boy was eleven or twelve years old and 

had lived alone for a number of years but somehow managed to survive. The boy was filthy, 

naked, inarticulate, walked on all fours, and grunted like an animal.  

After having been put on public display and placed with a widow to live a French official 

decided the boy should be sent to Paris, France where he could be studied. Itard, a young 

physician who worked with deaf and retarded children, took charge of the boy’s education and 

named him Victor. Itard worked with Victor for five years and utilized systematic interventions 

and individualized educational program in an effort to educate the child (Humphrey, 1962).  

Victor learned to obey a few commands, read, and speak a few words which were 

considered to be significant gains in spite of initially being viewed as uneducable and an 

incurable idiot, however, he never approached normalcy (Gaynor, 1973). Itard’s work with 

Victor was considered to be the first successful attempt to educate an individual with disabilities. 

Today Itard is known by many as the father of special education. 

Early history has shown there was little work done on behalf of individuals with 

disabilities and in a number of cases the disabled suffered harsh and inhumane treatment. It was 
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not until Brown v. Board of Education of Topeka Kansas (1954) that significant strides were 

begun to be made on behalf of individuals with disabilities.  

Brown v. Board of Education of Topeka Kansas (1954), a landmark case of the Civil 

Rights movement, which legally ended segregation in public schools across the country, laid the 

groundwork for federal legislation. The Brown case involved a seven-year-old third grader, 

Linda Brown, who lived in Topeka, Kansas. Linda had to walk one mile through a railroad 

switchyard to get to the “colored” elementary school in spite of the fact the “white elementary 

school” was located a few blocks from her home. Linda’s father, Oliver Brown, concerned about 

the safety of his daughter and the blatant segregation and inequities in the school system, 

attempted to enroll his daughter in the white elementary school in the summer of 1950, but the 

principal refused (http://www.watson.org/~lisa/blackhistory/early-civilrights/brown.html).  

“Separate but equal” was the prevailing law of the land for the country during this era. 

Separate but equal meant that black and white students attended separate schools which were 

said to have “equal” facilities, textbooks, supplies, and equipment. It was apparent that this was a 

myth especially when there was a major difference in how much money was spent to educate the 

children—$150.00 were spent on each white child whereas only $50.00 were spent on each 

colored child. 

Mr. Brown, along with thirteen other parents who tried to enroll their children in the local 

white schools, was told he must enroll his child in one of the four existing schools for colored 

children. The parents enlisted the help of the National Association for the Advancement of 

Colored People (NAACP) and filed a lawsuit against the Topeka Board of Education on behalf 

of their children. Since Oliver Brown was the first person listed in the lawsuit, the case was 
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named for him (http://library.thinkquest.org/J0112391/brown_v_board_of_education.htm?tql-

iframe). 

The plaintiffs in the Brown case lost the case at the state level on the grounds of the 

Plessy v. Ferguson (1896) case which upheld the practice of separate but equal schools for 

colored and white children. The Plessy case began on June 7, 1892 when 30-year-old Homer 

Adolph Plessy, a colored shoemaker was jailed for sitting in a “white” car on the East Louisiana 

Railroad. Plessy who was seven-eighths “white” and one-eighth “colored” was considered 

colored and therefore required to sit in the colored car.  

Plessy appealed to the court and argued that the Separate Car Act for railroad cars 

violated the Thirteenth and Fourteenth Amendments to the Constitution. Plessy was found guilty 

of refusing to leave the white railroad car. Plessy appealed to the Louisiana State Supreme Court 

and the United States Supreme Court and both found him guilty as well. The Plessy decision set 

the precedent that “separate but equal” was to be enforced in various areas of public life, 

including public schools.  

The plaintiffs in the Brown case were not to be undone, so the NAACP carried their case 

all the way to the Supreme Court of the United States. In spite of some setbacks and after careful 

examination of the “separate but equal doctrine” it was apparent that blacks were denied their 

Fourteenth Amendment rights under the United States Constitution.  

The Fourteenth Amendment to the Constitution states: 

All persons born or naturalized in the United States, and subject to the jurisdiction 
thereof, are citizens of the United States and of the state wherein they reside. No state 
shall make or enforce any law which shall abridge the privileges or immunities of citizens 
of the United States; nor shall any state deprive any person of life, liberty, or property, 
without due process of law, nor deny to any person within its jurisdiction the equal 
protection of the laws. 

http://library.thinkquest.org/J0112391/brown_v_board_of_education.htm?tql-iframe
http://library.thinkquest.org/J0112391/brown_v_board_of_education.htm?tql-iframe
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The United States Supreme Court ruled that “separate but equal” was unconstitutional 

and segregation must end. Public schools in the South ignored the declaration that segregation 

end “with all deliberate speed” (Blanchett, W.J., Mumford, V., & Beachum, F. 2005; Ferri & 

Connor, 2005). Although the separate but equal doctrine was struck down by the United States 

Supreme Court in 1954, vestiges of segregation continued to prevail in the South for many years.  

Brown v. Board of Education of Topeka Kansas (1954) was the catalyst that propelled 

advocates and parents to work on behalf of persons with disabilities who had been excluded from 

and denied the right to a public education. Parents of children with disabilities felt that if blacks 

were guaranteed certain rights under the constitution according to the Fourteenth Amendment, 

then their children with disabilities were entitled to the same rights.  

A number of court cases helped to lay the groundwork for special education. Hobson v. 

Hansen (1967) was a court case that originated in Washington, DC where the Board of 

Education utilized an ability grouping or an educational tracking system in the public schools. 

Blacks and minority students from low income backgrounds were tested using biased 

assessments which, like other IQ tests, had been standardized on middle-class white students.  

The results of the tests were used to place students in three or four homogeneous ability 

groups or special tracks in segregated classes. Once assigned to a track, there was no opportunity 

to exit the track system or upward movement to a higher ability group or track. As a result, the 

students placed in the tracks received a substandard education which meant they would 

subsequently obtain lower paying blue collar jobs, whereas their counterparts were in honors 

tracks being prepared for college and white collar jobs.  

The tracking system was implemented after desegregation under the guise of improving 

educational opportunities for black students. The problem with the tracking system was blacks 
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made up 90% of the student population, however, blacks made up 95% of the students in the 

lower track. The plaintiffs alleged the tracking system led to unequal educational opportunities 

for black students (http://sped466sp2008.wilispaces.com/Hobson+v.Hansen+(Washington,+DC). 

The court ruled that the educational tracking system discriminated against blacks and 

other minorities and was therefore unconstitutional. Although public schools continue to use 

some type of ability grouping for its students, tests are no longer used as the sole criterion for 

academic placement. A variety of factors such as teacher observations and recommendations, test 

scores, students’ behavior, and grades may be used to place students in groups. 

In California the case of Diana v. State Board of Education (1970) was brought on behalf 

of nine Mexican-American children who used Spanish as their primary language. The students 

spoke little English but were administered an intelligence test in English which had been 

standardized on middle-class white students. The students failed the test and were labeled as 

mildly mentally retarded and placed in special education classes for educable mentally retarded 

students.  

The court ruled that students could not be placed in special education based solely on an 

IQ test and they must be tested in their native language. The court also ruled the students should 

be retested and non-verbal tests and other supportive data should be used as part of the 

assessment process. 

Larry P. v. Riles (1972) was a class action suit filed on behalf of black children in the 

state of California. As in the case of Diana, Larry P. was also a discrimination suit. Larry was a 

young black child who was assessed using an IQ test which had been standardized using middle 

class white students. The results of the assessment indicated Larry was educable mentally 

retarded and he was placed in a self-contained class for instruction. The assessment did not 
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consist of any information which focused on Larry’s cultural background which was totally 

different from middle-class whites. 

The court ruled that IQ tests were culturally biased and discriminated against black 

children and other minorities. The school system was banned from using standardized 

intelligence tests as the sole criterion for placement and the court further required the school 

system to use a multi-factored evaluation approach for placement of students. 

The case of the Pennsylvania Association for Retarded Children (PARC) v. the 

Commonwealth of Pennsylvania (1972) was a class-action suit brought against the 

Commonwealth of Pennsylvania by parents of children with mental retardation. The plaintiffs 

argued that students with mental retardation in 13 school districts were not receiving a publicly 

supported education and the students’ rights were violated under the Equal Protection of the 

Laws of the Fourteenth Amendment (Yell, 2006). Further, the plaintiffs alleged the students were 

excluded from public schools because of their disability (Murdick, Gartin, & Crabtree 2007; 

Heward, 2009). The court ruled that every child in the state of Pennsylvania with mental 

retardation was entitled to a free appropriate public education. 

A class action suit, Mills v. Board of Education of the District of Columbia (1972), was 

filed shortly after the PARC case. This case was brought on behalf of seven children with 

learning and behavioral problems who represented more than 18,000 students who had been 

excluded from a public education in the District of Columbia. The school district’s contention 

that it was not financially able to support special education programs for the students was not 

sufficient according to the courts. The school board was ordered to readmit the students and 

provide them with a publicly supported education. Additionally, due process procedures for 
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labeling, placement, and evaluation of students with disabilities were set forth by the court 

(Zettel & Ballard, 1982).  

The Pennsylvania Association for Retarded Children v. the Commonwealth of 

Pennsylvania (1972) and Mills v. Board of Education of the District of Columbia (1972) 

decisions extended the right for special education to all children with disabilities and reinforced 

the right to a free public education (Murdick, Gartin, & Crabtree 2007; Heward, 2009). The 

PARC and Mills decisions also set precedence for more than 45 right-to-education cases which 

were filed on behalf of individuals with disabilities. 

In 1975 Congress enacted P.L. 94-142, the Education for all Handicapped Children Act, 

later renamed the Individuals with Disabilities Act (IDEA) (Turnbull, Turnbull, & Wehmeyer, 

2010). IDEA was designed to ensure all students with disabilities had a right to a free appropriate 

education. 

While there are a number of court cases which laid the foundation for special education, 

some have helped to define the services which are currently being provided for individuals with 

special needs. These services include the extended school year, related services, disciplining 

students with disabilities, and right to education. 

The extended school year involved the case of Armstrong v. Kline (1979). This class 

action suit (in conjunction with Battle v. Commonwealth of Pennsylvania and Bernard v. 

Commonwealth of Pennsylvania) was brought by parents on behalf of five individuals who had 

severe disabilities with IQs below 30. The parents’ argument was their children would regress 

during school breaks and therefore needed to be educated year round, beyond the typical 180 

days. The school districts denied the parents’ request. The court agreed with the parents and 

ordered the schools to extend the school year for these students.  
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Related services include a variety of support services designed to assist students with 

disabilities in receiving the maximum benefit from special education. Some of these services 

include but are not limited to assistive technology; rehabilitation counseling and psychological 

services; medical, speech pathology, and interpreting services; physical and occupational 

therapy; and transportation services. A number of related services cases were filed on behalf of 

individuals with disabilities.  

Related services involved the case of Board of Education v. Rowley (1982). Amy Rowley 

attended Furnace Woods School in the Hendrick Central School District. A case was brought on 

behalf of Amy, a deaf student, who had minimal residual hearing and was an excellent lipreader 

(Yell, 2006). Amy’s parents who were also deaf, requested a sign language interpreter for her 

which was provided by the school district. The interpreter’s job was to accompany Amy to all of 

her classes and provide sign language services.  

Sign language services were withdrawn after it was reported that Amy was not making 

use of the services being provided and the interpreting services might be hindering Amy’s 

communication with the teacher and her peers. Amy’s parents disagreed and thought Amy 

needed a full time interpreter because she was missing at least 50% of class instruction.  

Amy’s parents filed a suit on the contention that she was not receiving and free 

appropriate public education (FAPE) from her school district. The district court ruled that Amy 

had been denied a FAPE, however, the Supreme Court upheld the previous decision that every 

child with a disability was entitled to an individualized program of instruction designed 

specifically to meet their needs. 

Disciplining students with disabilities is defined here as suspension or expulsion as 

punishment for misbehavior in the public schools. The case of Honig v. Doe (1988) grew out of a 
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dispute between the parents of two students involved in separate behavior incidents and the San 

Francisco Unified School District (SFUSD). John Doe, a 17-year-old student labeled as 

emotionally disturbed assaulted another student at a center for disabled children. He choked the 

student during the altercation and later kicked out a window while being escorted to the 

principal’s office.  

The school suspended Doe for five days and the principal recommended expulsion with 

the suspension continuing until the expulsion hearing. Doe’s mother brought a suit against the 

school district alleging suspension and expulsion by the school district violated the Education for 

All Handicapped Children Act (EHA). 

Jack Smith, a student diagnosed as emotionally disturbed, was placed in a center for 

emotionally disturbed children. Jack was a child with normal intelligence who was reared by his 

parents and had been physically and emotionally abused as an infant and young child. Because of 

his distractibility and impulsivity and the perceived need for close supervision and a highly 

structured environment, the school recommended placing him in a half-day program on a trial 

basis.  

Jack’s grandparents believed his needs would be better served in a public school setting 

and the public school granted their request. Shortly after the reassignment to a middle school, 

Jack began misbehaving. His grandparents were warned that if the disruptive behavior persisted, 

they would recommend expulsion for Jack. The disruptive behavior continued and the district 

made good on their threat and suspended Jack for five days. As in the case of John Doe, the 

school committee extended the suspension indefinitely until the expulsion hearing (Yell, 2006).  
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The court ruled that students with disabilities could not be excluded from any educational 

program if their misbehavior was disability related, however, they could be excluded if the 

misbehavior was not disability related (Heward, 2009).  

Right to education can best be defined by the zero reject principle which prohibits any 

school district from denying any individual with a disability the right to a free appropriate public 

education. The case of Timothy W. v. N.H. Rochester School District (1989) was brought on 

behalf of a 13-year-old boy in New Hampshire. Timothy had severe disabilities including spastic 

quadriplegia, cerebral palsy, seizure disorder, and cortical blindness (Murdick, Gartin, & 

Crabtree, 2007). The school district claimed because of Timothy’s disabilities he could not 

benefit from educational services. 

The lower court ruled in favor of the school district, however, the court of appeals 

overturned the lower court’s decision and ruled in favor of Timothy, the student. The court 

determined all children have a right to an education regardless to how little it is assumed they 

will benefit from it.  

Numerous court cases have influenced special education and the lives of individuals with 

disabilities and their families. Parents and advocates have played a vital role in making sure the 

rights of individuals who were unable to fend for themselves were protected. Discrimination 

against persons according to race, color, creed, ability or disability is unconstitutional. “Separate 

but equal” schools like so many other practices in the United States were unfair to many 

individuals. It is unfortunate the courts had to intervene and force people to do what was right in 

spite of the fact a large segment of the population was being deprived of their constitutional 

rights. Until mankind learns to do the right thing because it is the right thing to do, adjudication 

will continue to be a major part of American society. 
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Effective Teaching Modes of the iGeneration 
 

Abstract 

It is incumbent of educators to discover what makes learning desirable and intriguing to 
students. In order to meet the educational needs of the iGeneration population, educators must 
teach in a manner that will cultivate the minds of students so that they will want to think outside 
of the box and become productive lifelong learners. The purpose of this study is to investigate an 
HBCU’s students most preferred and effective teaching modes. 

 

 

 

Technology has become a significant part of our society and is transforming the very 

fabric of life. It has transformed our way of thinking, doing, and living from the basic to the most 

advanced entity. The iGeneration, born in the 1990s and beyond, are perfect examples of people 

who have had lifelong usage of communication and media exposure. Communication, medicine, 

and military are some of the areas that are impacted and heavily influenced. Also among this list 

is education, the wellspring of life. Traditional means of learning with a textbook, worksheets, 

chalkboard, and lecturing have all been changed to dynamic learning with Nooks and iPads, 

interactive learning softwares, Smart Boards, and distance learning. However, as beneficial as 

technology can be for education there are side effects. Technological failure, inappropriate 

usage, and other hindrances are of the most concern when it comes to education. For example, 

losing Internet connection when needed (technological failure), plagiarizing information from 

the World Wide Web’s massive resources (inappropriate usage), and taking shortcuts to 

accomplish basic tasks, therefore diminishing the functioning and critical thinking skills of the 

brain (hindrances). These components have done significant damage to the field of education. It 

is because of the importance of education and the outbreak of technology that the integration of 
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the two signals the demand to research whether or not the two can successfully collaborate, and 

how much success there has been with student learning. 

Effective Teaching Modes of the iGeneration is a research study seeking to discover just 

how much technology is or is not integrated into the college curriculum. Measuring 

technological influence at the collegiate level was an idea provoked not only by advances in 

technology as it contributes to education, but by the level of education exhibited by colleges and 

universities. These are preparatory institutions that are preparing generations for careers that will 

make advancements in society. Furthermore, it is the iGeneration, the generation with the world 

at its fingertips, being affected. It is imperative that these educational institutions look at the best 

practices in teaching modes when it comes educating this iGeneration. 

Of the courses offered at an institute of higher learning, each mode falls under a specific 

class type: traditional, online, and hybrid. These three class types have been compared and 

contrasted with a number of pros and cons listed for each, researched to determine how effective 

they are, and have measured the perception of individuals who have experienced them. This 

research project will address the following question: (1) How have teaching strategies prior to 

and with the addition of technology affected student learning? While the above three types of 

classes have been considered for the research, a fourth type, collaborative, has also been chosen. 

For the sake of this research, each class type will be defined by our research team and stands as 

the foundation for which we conducted our research and concluded our results. Using the 

quantitative method of approach, we have planned to randomly survey approximately 65-75 

students from five college units (education, business, liberal arts, public service, and 

science/engineering/technology) from an HBCU campus. The survey will ask the types of 

classes taken or taught and preferences, effectiveness of each class type, types of devices, 
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technology uses, and programs, types of textbooks used (traditional and/or digital) and 

preferences; an overall preference and comfortable with technology, and student and teacher 

demographics (See Appendix C.). Appropriate literature has been sought and considered for this 

research as well as the institute, a Historically Black University, which is part of the prestigious 

Historically Black Colleges and Universities (HBCU) list. It is our hope that with the conclusion 

of this research more light will be shown on the effectiveness of the integration of technology in 

education. The traditional, online, hybrid and collaborative class types are further defined in the 

next section. 

Traditional 

Traditional instruction classrooms are described as teacher-centered classes in which the 

teacher lectures and students take notes. In these classrooms students are generally seated in desk 

or at tables, depending on the facility, during the entire lesson. Little to no student or teacher-

student interaction occurs. The teacher stands in front of the class and delivers notes, and the 

students are expected to write the information down and use it in preparation for class and tests. 

Although technology can be used in these classes, usually it is not. When technology is used it is 

mostly to display notes or examples from the teacher with students expecting to copy this 

information. Traditional classrooms do not allow much room for collaboration, or the sharing of 

teaching or learning between teacher and student. The teacher teaches and the students learn.  

Online 

Online instruction is strictly limited to technology. There are neither face-to-face 

interactions nor commuting students to a college campus to take those online classes. Online 

classrooms have swept the educational field and even offer degree programs with programs 

doubling in the last 10 years. The U.S. News Online Education site reports that online bachelor 
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and master degree programs are ranking number one in their field proving the increase in 

advances of technology (Sheehy, 2013). Working adults have the ability to earn a degree without 

the hassle of attending classes during normal working hours (Roussev, 2011). As quoted from an 

online student, “The reality is that the majority of people interested in online learning are adults 

who have real-life experience in working and in families” (Education Options, 2012, p. 2). 

Although online education faces some adversity and normal technological issues it is on the rise. 

Koons, (2012) discovered from her result that student preferred to take online classes versus 

traditional classes in college. Her research shows that the number of students enrolling in online 

classes and colleges has significantly increased over the years. Research shows that this number 

continues to increase due to the convenience of online schools. Many students do not see the 

point in driving to campus, burning gas to take a class that is offered online. While others are 

nontraditional students who simply do not have the time to attend traditional classes. Koons 

concluded that online learning will continue to increase as the benefits are far too great for 

individuals of institutions to pass up. 

Hybrid 

Hybrid is defined as a mixture of two elements: traditional and online instruction. The 

amount of each course’s integration is dependent upon the teacher, but both must be present for 

hybrid to exist. Fanter (2013) stated that this teaching mode is a mixture of the traditional and 

online courses, yet this mode must be carefully planned due to its blend. Instructors are expected 

to adjust their curriculum to be “internet-ready” so that learning can take place more effectively. 

Hybrid courses are said to encourage management of time, self-teaching abilities, higher order 

thinking skills, and problem solving capabilities. Students experience academic autonomy and an 

asynchronous class setting. Asynchronous classes differentiate from synchronous in that 
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information, lectures, assessments, and materials are provided by the instructor within a given 

timeframe, usually one week, in which all assignments and previously specified requirements 

must be satisfied (“Synchronous vs. Asynchronous,” 2012). Hybrid courses may offer 

convenience but they share some of the same disadvantages as online courses one being only a 

handful of courses are designated as hybrid, and are typically core courses (Rayburn-Trobaug, 

2013). Students who are looking for a variety of hybrid courses will find them among the 

traditional courses.  

Collaborative 

Collaborative instruction classes are not up for debate in articles, nor are they commonly 

mentioned. Their uniqueness is due to their very essence. Collaborative instruction consists of 

both teacher and student learning and teaching each other in an academic environment. Students 

become the teacher and the teacher becomes the student. The uniqueness of this instruction 

depends on the teachers themselves and the type of curriculum they plan for their students. 

Collaborative instruction is not so much a class or course as it is the type of instruction given by 

the teacher. While each of the above courses were distinguished by the amount of technology 

used, the influence of the teacher in each, the presence of lecturing or lack thereof, and their 

popularity, collaborative instruction can be integrated into each of the above three. Thus 

collaborative instruction is a means of improving student learning by making learning the most 

meaningful to students. Young, (2006) surveyed students to determine their views on the 

effectiveness of online courses. Students were surveyed using an online questionnaire. The 

questions were formatted so that a general opinion could be formulated from the responses. 

Based on answers to certain questions a level of perceived effectiveness was formulated. The 

results showed that most students believe effective teachers are visibly and actively involved in 
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the learning while working hard to establish trusting relationships with their students. They also 

believe that these teachers should provide a structured, yet flexible classroom environment. The 

research revealed the majority of students surveyed did not believe these qualities could be 

discovered in teachers who taught online courses. A review of current literature has indicated 

that students prefer both online and traditional based on their needs (Wuensch, Aziz, Ozan 

Kishore, & Tabrizi, 2008). 

Purpose of Study 

The purpose of this research study is to determine how effective teaching strategies prior 

to and with the addition of technology have influenced student learning. An emphasis was placed 

on four types of classes: traditional, online, hybrid, and collaborative. Student preferences and 

beliefs of effectiveness were measured as they pertained to these types of classes while also 

acknowledging: device, technology and program usage, types of textbooks, both traditional and 

digital, overall preference for and comfort with technology, and student demographics. Further, it 

is researchers hope that the findings of this study will help educational institutions become more 

aware of the most effective teaching modes for the iGeneration. 

Significance of Research 

The significance of this research study is to contribute to the body of literature in 

reference to the best teaching modes for the iGeneration while being conducted at a Historically 

Black University. Further, this study aims to inform higher education leaders of best practices for 

college students. In addition to the university’s rarity, this research study looks to explore 

technological influences in education as we enter the societal movement towards the digital age. 
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Hypothesis and Research Questions 

Hypothesis: It is believed that new modes of teaching, which consist of the full or partial 

integration of technology, are more effective than those that have been practiced prior to 

technology’s emergence.  

Research Question: How have teaching strategies prior to and with addition of 

technology affected student learning? 

a. Which mode of teaching (online, hybrid, traditional, or collaborative) is perceived as 
the most effective mode of instruction? 

Methodology 

The purpose of this quantitative study was to examine what the best teaching modes were 

for college students at an HBCU. The study surveyed 65 randomly selected students. The data 

were analyzed and reported using descriptive statistics 

Participants 

A total of 65 randomly selected college students from five college units (business, 

education, public service, liberal arts, and science/engineering/technology) of an HBCU located 

in the southern part of the country, participated. The majority of participants were female (n=59, 

91%), between 31 and older years of age (n=20, 31%), and identified themselves as commuter 

students (n=52, 80%). Most participants were undergraduate traditional students (n=44, 68%). A 

great number of the participants were enrolled in the College of Education (n=31, 48%). Most 

participants were African Americans (n=60, 92%). Table 1 (see Appendix A) provides a more 

detailed summary of participants’ demographic characteristics. 

Instrument 

The researchers used a survey instrument designed by Tony Latiker, Assistant Professor 

at Jackson State University. Upon gaining permission to modify his survey instrument, the 
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researchers developed one to be used for this study. In addition to the seven demographic 

questions, sixteen additional questions were posed to participants in order to assess their 

preferences and opinions regarding effective teaching modes (see Appendix B for additional 

questions and responses). Some questions on the survey were not used in the current study. 

Procedure 

Participants in this quantitative study were randomly solicited from five colleges–units 

(business, education, public service, liberal arts, and science/engineering/technology) at an 

HBCU. Potential participants were asked to complete a survey. A consent statement was 

included in the initial correspondence and was also provided on the initial page of the survey. 

The consent statement informed potential participants of the purpose of the study, their rights 

regarding participation, and their right to withdraw from participation at any time. Participation 

in this study was strictly voluntary, and participants were not offered any incentives for 

completion of the survey instrument. Participants were told that personally information was not 

collected or will be used. 

The researchers of this study made the assumptions that the participants gave precise and 

accurate answers to the questions, only completed the survey once, and were actually enrolled in 

one of the college units.  

Results 

A simple table using descriptive statistics was constructed to analyze the data. The results 

concluded that 71% (n= 46) of participants chose traditional classes as the most preferred method 

of instruction. These findings are contrary to Roussey, 2011 findings that the means to acquire an 

education has changed drastically compared to the traditional method of learning in a classroom 

environment. His findings were that online is most preferred. Review of the findings also 
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indicated that every participant had taken a traditional class (See Appendix C). As a result, 75% 

(n=49) of students found that traditional classes were the most effective to their learning. When 

rated individually, participants found hybrid and collaborative classes equally effective. Online 

classes were found somewhat effective with an overall result of 43% (n=28). The age groups had 

a greater impact in determining the effectiveness of the most preferred method of teaching which 

is traditional. Participants (31 and older) preferred traditional classes, while participants between 

the ages of (22-25) preferred collaborative classes. 

A vast majority, 49% (n=32), agreed that technology was often found in their classrooms. 

Sixty-eight percent (n=44) of participants used computers/laptops in their classrooms. 

Blackboard, an educational online learning platform, was also used in students’ classes. The 

findings also indicated that Microsoft Office and the Internet, which is no stranger to the 

iGeneration, were regularly used as part of the students’ learning/studying outside the 

classrooms. Based on these results, technology does play a huge role in the classrooms and in 

students’ learning. 

Further, the survey results provided an analysis of how traditional text is the most 

preferred textbook to use in the classrooms. The findings offered a huge margin of traditional 

text (65%, n=42) over the digital text (9%, n=6). Most participants who used traditional text in 

the classrooms found that traditional text were the best to use. (See Appendix C for more details) 

Discussion 

This study explored participants most preferred teaching modes (online, hybrid, 

traditional or collaborative). This research study was the first step to exploring students’ 

preferences and most effective teaching modes in the classrooms. As stated by Burden (2012), 

“With an increase in technology, online classes are an option, but some students can’t break 
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away from the traditional aspects of classroom learning” (p. 2). To further support her claim, the 

results from the study clearly confirmed that students found traditional classes the most preferred 

and effective mode of teaching for the iGeneration. Students reported that technology was 

frequently integrated into the classrooms and used to a greater extent outside the classrooms. The 

debate as to whether online education is more effective than traditional is ongoing and ever more 

evident in this online discussion. In a study conducted by Anonymous, (2012), individuals posted 

their thoughts and beliefs in an open discussion which stands as unresolved. The findings were 

54% of members agree to online education being effective while 46% disagree. This number 

fluctuates as more members agree or disagree to the topic at hand, a much debatable one. 

One of the limitations of the reported research is that the actual sample of 65 was too 

small resulting in a slight change from the projected sample results. Time management caused 

the intended sample to decrease. The study was conducted in four weeks. More time would have 

allowed for more participants. Further research with a larger sample will need to be conducted. 

Also, the definition of collaborative was misleading to the participants. This limitation occurred 

because the of lack of resources used to construct a precise and clear definition. Another 

limitation was that the study surveyed students mostly in education courses and one particular 

college unit, which was the educational college unit. Therefore, results cannot be generalized to 

non-education students. Lastly, students were surveyed at one university and these results cannot 

be generalized to students at other universities.  

Educational researchers should now focus on finding ways to improve the effectiveness 

of online and hybrid classes. In addition, researchers should find ways to enhance student 

learning. As the iGeneration continues to grow, new and innovative ways will need to be 

developed to help students become successful and motivated learners. 
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Conclusion 

It is evident from the data that technology has become a large part of instruction today. 

The iGeneration has been bombarded with various forms of technological integration in 

education. However, while many students continue to use technology outside of lessons, this 

study found that they prefer traditional classes over online and hybrid. These results prove our 

hypothesis that, new modes of teaching, which consist of the full or partial integration of 

technology, are more effective than those that have been practiced prior to technology’s 

emergence, void. With this data one may safely conclude that while the iGeneration is elated 

with the endless possibilities of technology at their fingertips, traditional classes still remain the 

most effective mode of teaching at this HBCU.  

Recommendations 

This research study has allotted a sufficient amount of information necessary to 

determine how effective teaching and learning is as a result of the integration and lack thereof of 

technology. It is our recommendation that this research study be extended to include more 

participants from the colleges exhibiting the fewest participants. More participants will result in a 

significant amount of information and results rather than the sufficient amount previously 

gathered. Further, our recommendation for future research studies on this topic is time. As stated 

previously, participants were randomly selected and were given the option to take the survey or 

not. With more time, more participants could have been reached, therefore enhancing the results 

of the research study. 
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Appendix A 

Table 1    
Participant Demographics     
    
Group  N % 

Gender    
Male  07 11 
Female   59 91 
    

Educational Status    
Traditional   44 68 
Non-Traditional   21 32 
    

Commuter Student    
Yes   52 80 
No  13 20 
    

Classification     
Freshman   1 2 
Sophomore   8 12 
Junior   29 45 
Senior   26 40 
    

Age     
16-17  0 0 
18-21  14 22 
22-25  15 23 
26-30  14 22 
31+  20 31 
    

Ethnicity     
African American   60 92 
Caucasian   2 3 
Latin/Hispanics   0 0 
Asian   0 0 
Other   0 0 
    

Academic Colleges    
Science, Engineering, Technology   1 2 
Education and Human Development   31 48 
Business   2 3 
Liberal Arts  13 20 
Public Service   18 28 
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Appendix B 

Survey Questions 

1. What types of classes have you taken? (Traditional; Online; Hybrid; Collaborative). 

2. Based on your answer, which types of classes do you prefer? (Traditional; Online; Hybrid; 
Collaborative). 

3. Which types of classes are most effective to your learning? (Traditional; Online; Hybrid; 
Collaborative).  

4. How effective are traditional classes? (Very Effective; Effective; Somewhat Effective; Not 
Effective). 

5. How effective are online classes? (Very Effective; Effective; Somewhat Effective; Not Effective). 

6. How effective are hybrid classes? (Very Effective; Effective; Somewhat Effective; Not Effective). 

7. How effective are collaborative classes? (Very Effective; Effective; Somewhat Effective; Not 
Effective). 

8. How often is technology integrated into your classes? (Always; Often; Rarely; Never). 

9. How often is technology integrated into your studying? (Always; Often; Rarely; Never). 

10. How often do you use technology outside the classroom? (Always; Often; Rarely; Never). 

11. How would you rate your ability to comfortably use technology as a student? (4 being the 
greatest, 1 the least) (4; 3; 2; 1). 

12. Which of these devices are used in your classes? Select all that apply. (Computer/Laptop; Smart 
Board; Overhead Projector; USB/Flash drive; External Hard Drive; CD/Floppy disk; None; Other).  

13. Which of these technologies are a part of your classes? Select all that apply. (Blackboard; My 
Education Lab (math, science, etc.), Microsoft Office (Word, PowerPoint, etc.), Visual 
Communication Programs (e.g., Skype), Electronic Mail, World Wide Web/Internet, Apple iWorks, 
None, Other). 

14. Which of these technologies are parts of your learning/studying outside the classroom? Select all 
that apply. (Blackboard; My Education Lab (math, science, etc.), Microsoft Office (Word, 
PowerPoint, etc.), Visual Communication Programs (e.g., Skype), Electronic Mail, World Wide 
Web/Internet, Apple iWorks, None, Other). 

15. Which type of textbook(s) do you use in your classes? (Traditional Text; Digital Text). 

16. Based on your answer above, which do you prefer? (Traditional Text; Digital Text).  
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Appendix A 

Table 2    
Participant Responses to Survey Questions     
Questions     

Response Options  N % 
    
What types of classes have you taken?    
Traditional   65 100 
Online   44 66 
Hybrid   31 48 
Collaborative   21 32 
Based on your answer above, which types of classes do 
you prefer?    
Traditional   46 71 
Online   18 28 
Hybrid   23 35 
Collaborative   17 26 
Which types of classes are most effective to your 
learning?    
Traditional   49 75 
Online   10 15 
Hybrid   17 26 
Collaborative   29 45 
How effective are traditional classes?    
Very Effective   37 57 
Effective   19 29 
Somewhat Effective   9 14 
Not Effective   0 0 
How effective are online classes?    
Very Effective   8 12 
Effective   16 25 
Somewhat Effective   28 43 
Not Effective   9 14 
How effective are hybrid classes?    
Very Effective   10 15 
Effective   36 55 
Somewhat Effective   23 35 
Not Effective   3 5 
How effective are collaborative classes?    
Very Effective   25 38 
Effective   26 40 
Somewhat Effective   14 22 
Not Effective   3 5 
How often is technology integrated into your classes?    
Always   16 25 
Often   32 49 
Rarely   16 25 
Never   1 2 
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Appendix A (cont.) 

How often is technology integrated into your studying?    
Always   28 43 
Often   31 48 
Rarely   7 11 
Never   0 0 
How often do you use technology outside the 
classroom?    
Always   47 72 
Often   10 15 
Rarely   2 3 
Never   0 0 
As a student, how would you rate your ability to 
comfortably use technology? 
(4 being the greatest, 1 the least)    
4  44 68 
3  17 26 
2  2 3 
1  1 2 
Which of these devices are used in your classes?    
Computer/Laptop  44 68 
Smart Board  15 23 
Overhead Projector   35 54 
USB/Flash drive   31 48 
External Hard Drive   6 9 
CD/Floppy disk   11 17 
None  9 14 
Other   0 0 
Which of these technologies are a part of your classes?    
Blackboard   47 72 
My Education Lab (math, science, etc.)  24 37 
Microsoft Office (Word, PowerPoint, etc.)  41 63 
Visual Communication Programs (ex: Skype)  5 8 
Electronic Mail   33 51 
World Wide Web/Internet  39 60 
Apple iWorks  4 6 
None   3 5 
Other   0 0 
Which of these technologies are a part of your 
learning/studying outside the classroom?    
Blackboard   40 62 
My Education Lab (math, science, etc.)  17 26 
Microsoft Office (Word, PowerPoint, etc.)  53 82 
Visual Communication Programs (ex: Skype)  9 14 
Electronic Mail   38 58 
World Wide Web/Internet  50 77 
Apple iWorks  7 11 
None   1 2 
Other   2 3 
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Appendix A (cont.) 

Which types of textbook(s) do you use in your classes?   
Traditional Text   44 68 
Digital Text  8 12 
Based on your answer above, which do you prefer?    
Traditional Text   42 65 
Digital Text  6 9 
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Ni De Aquí Ni De Allá 
 

Personal identity in contemporary art is a genre that began its rise to popularity in the late 

1950’s to as a response to a new existential category of social science: the personal identity. 

Identity politics in art have often been seen as a therapeutic project, rather than a field for artistic 

investigation and production.1 As a result, identity art remains a concept that may have gone out 

of style amongst contemporary artists almost as soon as it was truly defined. For performance 

artist Wanda Raimundi-Ortiz however, identity art is not simply a form of self expression, but a 

much broader concept of bridging the gaps between the many different parts of herself in order 

to help within bridging those same gaps in society. Identity art is a personal reflection of self, 

and in the immortal words of Raimundi-Ortiz’s popular alter-ego, Chuleta, it is “just you doin’ 

you.” 2  Through character, feelings, tradition, heritage, gender and cultural significance, 

Raimundi-Ortiz shows the viewer that identity art is not just about self but about the society that 

helped to form her as a person and as an artist. 

Wanda Raimundi-Ortiz was born a self proclaimed “Nuyorican” in the Bronx district of 

New York City in the Winter of 1973. 3 She received her Masters of Fine Arts at Rutgers 

University in 2008, and has played the roles of Puerto Rican, American, daughter, friend, artist, 

and professor ever since.4 So it’s no wonder that she consistently confronts a whole slew of 

issues such as multiculturalism, feminism, racism, and otherness as a Latina in the United States 

                                                 
1Mille Kalsmose-Hjelmborg, “Personal Identity in Contemporary Art” (Masters diss. University of Alabama at 

Birmingham, 2002). 
2 Wanda Ramundi-Ortiz, “Ask Chuleta#6 IDENTITY ART.” YouTube video, 5:25, May 22, 2011, 

http://youtu.be/FpeGFOF1Wic.  
3“Wanda Raimundi-Ortiz,” accessed March 7, 2012, http://wandaraimundi-ortiz.com/home.html.  
4Ignacio Villarreal, “Artist Wanda Raimundi-Ortiz Tackles The Melodrama of Latina Stereotypes,” artdaily.org 

(2008): accessed March 12, 2012, http://www.artdaily.org/index.asp?int_sec=2&int_new=27452. 

http://youtu.be/FpeGFOF1Wic
http://wandaraimundi-ortiz.com/home.html
http://www.artdaily.org/index.asp?int_sec=2&int_new=27452
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in her many forms of art. 5  When asked what information or inspiration she uses before 

embarking on a new piece of art, Raimundi-Ortiz simply replied, “I just need to know what the 

elephant is in the room.” 6 Originally trained in drawing, Raimundi-Ortiz has expanded her 

choice of medium to everything from glitter encrusted sculpture to ghetto-fabulous performance 

art, and enthralling slam poetry. She utilizes such a vast collection of mediums because for her 

art is not about the medium, but about the message the art holds, and how best to convey its 

meaning.7 

Although what she does is often referred to as identity art, her art focuses on much more 

than identity politics, and reaches to relate to everyone from “the inner city mother of three that 

is thrown in a tizzy because she can’t seem to get a cab for her and her kids to the wealthy 

Russian grandmothers of Manhattan” and of course, to her students, and admirers.8 Raimundi-

Ortiz makes works that speak of whatever she is most passionate about in whatever time to her 

life the specific work is created. She has been exhibited all over the continental United States as 

well as abroad in places such as Puerto Rico and Korea.9 

“Wepa!” An exclamation of pure happiness. It is a word of pure jubilation that is uttered 

by mainly Hispanics, especially used within the Puerto Rican community. It is normally yelled at 

high volumes in a nasally manner, especially after something that is celebrated.10 So, what better 

war cry and subsequent name for a super heroine of Latina proportions? Wepa Woman is the 

                                                 
5Villarreal, “Artist Wanda Raimundi-Ortiz.” 
6 Wanda Raimundi-Ortiz, (Assistant Professor at the University of Central Florida), interview by Annika 

Collins, March 28, 2012. 
7Wanda Raimundi-Ortiz. 
8“Wanda Raimundi-Ortiz.” 
9Villarreal, “Artist Wanda Raimundi-Ortiz.” 
10 Ms. Latina, “New Twitter Hashtag: #WepaWednesday,” Latina on a Mission, September 9, 2011, 

http://latinaonamission.com/2009/09/new-twitter-hashtag-wepawednesday/.  

http://latinaonamission.com/2009/09/new-twitter-hashtag-wepawednesday/
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charcoal incarnation of the idealized Puerto Rican beautiful woman. With her perfect, long, 

straight hair, hourglass figure and full lips, she is charged with the protection of Puerto Rican 

culture from the invasion of negative stereotyping, as well as preservation of their heritage. 

While she may look like the typical vision of the perfect female superheroine, there is much 

more behind her figure than what meets the eye. Although Wepa Woman and the other 

characters of her comic book meets fine art story arc were originally created pre-graduate school 

by Raimundi-Ortiz, they remain recurring characters in her constantly changing artistic style to 

this day. 

Growing up in a society that, like most cultures, strongly upheld unrealistic ideas of 

beauty, Raimundi-Ortiz did not at all feel that she met the perfected idea of what a woman 

should be. Everything from her body type to her career ambitions was counter-intuitive to her 

Latina stereotype and made for a very un-clearly defined sense of self. As a result, Raimundi-

Ortiz designed the strong and confident Wepa Woman as what she envisioned would command 

the most attention: a beautiful woman. 

The antithesis of Wepa Woman and part comic relief, part villain of the comic is Chuleta 

Yoprimero. When Raimundi-Ortiz was young, her mother had a strong distaste for brash people 

with harsh personalities and would often refer to them as “pork” or “pigs.” So the logical name 

for a character that met all of these criteria was a derivative of this heinous insult from her 

childhood, La Chuleta, or The Pork Chop.11 Chuleta was the physical embodiment of any and all 

negative stereotypes of the Nuyorican woman and had no problem flaunting them. Part of racism 

and stereotyping is the idea of how negative aspects and actions of one person of a specific race, 

                                                 
11Wanda Raimundi-Ortiz. 
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can unfairly reflect negatively onto the entire race and culture.12 Just as feminism demands for 

the lessening of male privilege, Wepa Woman seeks equality and the lessening of unearned 

white privilege. For every hero, there must be an anti-hero and just as Batman had The Joker, 

Wepa Woman had Chuleta. 

In the summer of 2006, Raimundi-Ortiz was invited to exhibit at the Museo de Arte de 

Puerto Rico as part of a group of world renowned Puerto Rican artists. It felt as though she and 

Wepa Woman, were going home. Upon arrival, as an attempt to reconnect with the authentic 

Puerto Rican experience, Raimundi-Ortiz gave herself a very unconventional vacation.13 She did 

not contact a single family member to tell them she was coming. She did not get a fancy hotel in 

a good part of the city and she did not rent a car. Why? Because, as Raimundi-Ortiz so 

insightfully put, “If you want to truly experience a culture: Take the bus.”14 So take the bus, she 

did. She did her best to blend in with the people and connect with her long lost culture. After 

only a short amount of time there, she began to feel at home, and even assimilated in with the 

locals fairly well (despite a few tell-tale signs of being a non-local such as not knowing where 

the market and the bus stop were). 

As Raimundi-Ortiz usually did when making site specific works, she had no plan for her 

mural until spending time inside the museum where the piece would be exhibited alongside the 

works of her artistic Puerto Rican brethren.15 For two weeks, she examined the walls of the 

museum, waiting for inspiration to strike on how best to leave her mark in the land she had come 

to feel was her home. Sadly though, no matter how at home and one with the Puerto Rican 

                                                 
12 Peggy McIntosh, “White Privilege: Unpacking the Invisible Knapsack,” Wellesley College Center for 

Research on Women’s Journal (1988). 
13“Wanda Raimundi-Ortiz.” 
14Wanda Raimundi-Ortiz. 
15“Wanda Raimundi-Ortiz.” 
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people Raimundi-Ortiz began to feel some of them did not seem to feel the same about her. 

Namely, the Museo de Arte de Puerto Rico’s head curator, who when being interviewed for a 

local newspaper about the show, purposefully excluded the names of Raimundi-Ortiz as well as 

all of the other Puerto Rican-American artists participating in the show. Although she was good 

enough to be invited to participate in the project, no amount of artistic talent could make the 

native population claim her as their own. 

Soon after returning home to the United States, Raimundi-Ortiz began a shift in the tale 

of Wepa Woman as well as a move to darker subject matter in the rest of her works. What 

happened in the transition of Raimundi-Ortiz’s work is part of a socio-scientific term known as 

acculturation, which refers to the process of adapting to a different culture. However, in this case 

of Raimundi-Ortiz, we are faced with a more multi-dimensional version of acculturation in 

which immigrants want to maintain their cultural heritage and also want to maintain relations 

with the host society. As a result, a completely new mixture of culture is created for future 

generations of Nuyoricans. In Raimundi-Ortiz’s struggle to relate to her inner Boricua (or native 

born Puerto Rican), she had failed to see that the Puerto Rico she had idealized in her mind, was 

not the same culture she had grown up with in the Bronx. As the shock of the experience set in, 

so grew the issues of Ortiz’s identity as ‘Nuyorican’ as opposed to ‘Boricua’.16 

As Raimundi-Oritz began to relate less and less to this idealized Puerto Rican culture, so 

deteriorated the mental state of Wepa Woman. The heroine charged with the cultural 

preservation of her beloved Puerto Rican people had been denied by her homeland and began to 

struggle with the idea of being the idealized Puerto Rican woman even though she could no 

longer fully relate to the culture. As Wepa Woman begins to question her identity more and 

                                                 
16Wanda Raimundi-Ortiz. 
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more, she begins to break down both physically and mentally. By no longer taking care of herself 

and her appearance, the perfection of her identity as Wepa Woman becomes challenged and 

allows for Chuleta to run amuck on her own.17 Originally Exhibited at Artists Space, Soho 

during the SALAD DAYS exhibition, Wepa Woman suffers a large mental break in which she is 

attacked, beaten and has her once long and beautiful hair cut off by an allegorical assailant meant 

as a representation for her final break with the perfection that once was Wepa Woman. After 

which, we begin to see the emergence of a tyrannical alter-ego known as la Llorona. 

The original tale of La Llorona is a folktale seen throughout multiple Latin American 

cultures that creates an ambiguous female symbol, often used to subvert the female image by 

highlighting tales of feminine irrationality, jealousy, and hysteria.18 While typically, La Llorona 

is used as a one dimensional female boogey-man used to warn of the pain and punishment 

caused by breaking cultural norms, more recent scholarship based on the Chicano literature of 

Gloria Anzaldua and Sandra Cisneros has shown a new version of The Weeping Woman.19 La 

Llorona is shown as a figure of both maternal betrayal and maternal resistance. Her maternal 

betrayal depicts her as a treacherous, selfish woman who drowns her own children in an attempt 

to spite her estranged lover. Her sorrowful tale ends in La Llorona killing herself and being 

denied entry into the gates of Heaven without the souls of her murdered children. She is then 

condemned to wander the world, forever crying out in search of her children and lamenting her 

own sins, making her a model of Catholic repentance. Her maternal resistance however, 

highlights La Llorona as a woman who stands up for unjust issues of gender, race and social 

                                                 
17“Wanda Raimundi-Ortiz.” 
18Ann Garry, Women, Knowledge, and Reality: Explorations in Feminist Philosophy (New York: Rutledge, 

1996), 137. 
19Stella Maris, “Stepping Away From the River: La Llorona as a Symbol of Female Empowerment in Chicano 

Literature” (M.A. diss., University of Puerto Rico, Mayaguez, 2010). 
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standing. When looking at the story from an ethnographical point of view, the responsibility for 

the tragic outcome shifts from La Llorona to that of her lover. In the tale of The Weeping 

Woman, it is said that she is abandoned with child by her Spanish lover so that he may marry a 

woman of his own social class. By taking this into account, one begins to realize the hostile 

forces that influenced La Llorona’s life at the time. Also, in the early days of Spanish 

colonization, it is thought that the Spaniards were infatuated with the beauty of the Indian 

children and would often abduct these children from their biological mothers and give them as 

gifts to their upper class, Spanish wives. Because of this, it was not uncommon for women of the 

time to kill their own children so that they could not be taken. La Llorona may have actually 

been one of such women.20 So after the torment and violation of Wepa Woman, it is not at all 

surprising that she would transform herself from a defensive protector into the offensive 

personality of La Llorona. The crying woman in constant search of revenge for her abandonment 

and attack with her ability to cause great destruction through drowning her foes in a deluge of 

her own tears.21 This was the beginning of what would come to be known as the Wepa Woman 

Exile Series. 

It is during this break in Raimundi-Ortiz’s identification with Wepa Woman that we 

begin to see the appearance of pink and blue panel backgrounds to indicate the change in 

emotion, as opposed to the simple use of charcoal on white paper of her earlier graphic novel 

style works.22 She utilizes a very personal experience of being denied by her homeland, to make 

a statement about not only about the plight of herself, but of every second-generation immigrant. 

Soon after the breakdown and subsequent coming to terms of Wepa Woman, Raimundi-Ortiz 
                                                 

20Ana Maria Carbonell, “From Llorona to Gritona: Coatlicue In Feminist Tales by Viramontes and Cisneros” 
Melus 24, no. 2 (Summer99 1999): 53, Academic Premier, EBSCOhost (accessed May 8, 2012). 

21“Wanda Raimundi-Ortiz.” 
22Wanda Raimundi-Ortiz. 
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unveiled a live endurance performance piece performed at Exit Art Gallery in New York in the 

year 2008 entitled “Becoming a Ghetto Bitch”. 23 In the piece, Raimundi-Ortiz starts out as 

herself and in front of the audience dawns new clothes, makeup and a wig in order to become the 

stereotype of her own culture. She uses this character to voice her frustrations about the truth of 

day to day life as a true Nuyorican. Not meant to be a reflection of her past character, la Chuleta, 

the resemblance between the two was done completely subconsciously and initially pointed out 

by a close friend of Raimundi-Ortiz.  

Raimundi-Ortiz said that during this transitional period in her art work and relationship 

with her heritage, she found great solace and incite in a book by Adrian Nicole LeBlanc entitled 

Random Family: Love, Drugs, Trouble and Coming of Age in the Bronx.24 The book highlights 

the stories of four Latino young people growing up in the ghetto and outlines how their 

individual choices and situations lead them down their respective life paths. Though it may have 

been a story of the lives of people she will probably never come across in real life, the 

underlying message rang especially true with Raimundi-Ortiz. That she, just as the children in 

the book, could have just as easily become Chuleta rather than becoming the successful artist and 

professor that she is. Only a few different choices in life are all that set us apart from those we 

may look down upon. From this point, Raimundi-Ortiz began to feel a close connection to 

Chuleta that she had not felt for one of her characters since the beginning of Wepa Woman.25 

Although the “Ghetto Bitch” character was not originally meant to be the same character as la 

Chuleta from the Wepa Woman series, she does spark the idea for the performance art that 

                                                 
23Russell Peters, “Not Politically Correct,” Latino USA with Maria Hinojosa, March 10, 2011, accessed May 

29, 2012, http://www.latinousa.org/936-2/.  
24“Adrian Nicole LeBlanc Narrative Journalist,” accessed May 21, 2012, http://www.adrianleblanc.com/.  
25Wanda Raimundi-Ortiz. 

http://www.latinousa.org/936-2/
http://www.adrianleblanc.com/
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would become some of Raimundi-Oritz’s most well regarded works, a YouTube based 

performance art series entitled Ask Chuleta. 

As the Chuleta character progressed, she began to prove not only was she strong in 

herself and her own abilities, she was also strongly connected to her New York City meets 

Puerto Rican heritage. The issue of the life path we take was not the only thing that hit close to 

Raimundi-Ortiz in Leblanc’s book. There was also the glaring issue of why a white woman who 

received her Master’s in modern literature from the University of Oxford was telling the story of 

underprivileged Latino children in New York City.26 In an interview with Raimundi-Ortiz she 

elaborated on the effect this had on her art by forcing her to realize that perhaps the reason an 

outsider was the one to shed light on the major trials and tribulations of these young people is 

due to the fact that the people directly involved have a hard time admitting the struggles they 

deal with on a daily basis. So how would Raimundi-Ortiz be able to act as a mediator between a 

non-Latino community that knew nothing and a Latino community that refused to admit their 

own issues? Through humor. This is where the primary difference between the character from 

“Becoming A Ghetto Bitch” and “Ask Chuleta” lies, in the aspect of humor that acts to 

symbolically soften the blow of the issues presented for both Latino and non-Latino cultures. 

Raimundi-Ortiz had now laid out a new life path for Chuleta Yoprimero. Rather than the 

rambunctious, ghetto, trouble making character of the Wepa Woman Exile Series, Chuleta had 

now become more like Raimundi-Ortiz and was attending art school. And thus Raimundi-Ortiz 

asks: 

                                                 
26“Adrian Nicole LeBlanc Narrative Journalist.” 
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“Feel like you’re in Babel when listening to Art Babble? Chuleta Yoprimero cuts to the quick 

and trims all the excess art babble as only she can...go on...Ask Chuleta…”27 A statement that, 

very befitting of Chuleta and Raimundi-Ortiz’s styles, quickly transforms from question, into 

dare. Adopting the dress, makeup, mannerisms and speech of the character from “Becoming a 

Ghetto Bitch”, Ask Chuleta introduces not only the stereotypical young Latina, but also shows 

just how non-stereotypical she is.28 

As with her other works, medium is just as important an aspect of Ask Chuleta as is the 

artistic style. Raimundi-Ortiz explains: 

“By using low-fi web stream format and inserting into the realm of YouTube, I wait to 
monitor the responses from both fans and random viewers that stumble upon the work. 
These mini video bombs, without much prefacing, are read very differently depending on 
the viewer and open up larger conversations about messages sent/messages received, and 
who/what is your true audience.”29 

Ask Chuleta makes it her personal mission to educate the masses on not only art terms 

such as “appropriation” (or “boosting” as Chuleta would say) and contemporary artists like Dred 

Scott and even Chuleta’s favorite artist, Wanda Raimundi-Ortiz, but also to bridge the gap 

between the real world and the academic world.30 In doing this, she not only educates, but also 

challenges the way we all look at the world around us. She suggests alternatives to ingrained 

stereotypes and prejudices that many of us have become accustomed to, by reminding us that 

these very stereotypes are only social constructs, rather than natural inclinations or accurate 

reflections of a culture. Chuleta Yoprimero has since graduated from character to her own entity 

with everything from a YouTube channel to a Twitter account and her popularity in the internet 
                                                 

27“Wanda Raimundi-Ortiz.” 
28 Benjamin Genocchio, “Angry, Funny and Concerned About Identity,” The New York Times (2009): accessed 

March 8, 2012, http://www.nytimes.com/2009/02/15/nyregion/new-jersey/15artsnj.html?_r=1.  
29“Wanda Raimundi-Ortiz.” 
30 Wanda Ramundi-Ortiz, “Ask Chuleta#11 Appropriation.” YouTube video, 5:51, May 24, 2011, 

http://youtu.be/dRANpRDJs2I.  

http://www.nytimes.com/2009/02/15/nyregion/new-jersey/15artsnj.html?_r=1
http://youtu.be/dRANpRDJs2I
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and art worlds, keeps on rising. Years later, as the comic and Chuleta progressed, we also begin 

to see new characters in the revamp of the Wepa Woman series such as La Profé or the 

professor. A mild mannered artist who is almost a direct self portrait, used to show the process of 

coming to terms with all the different aspects of herself.31 

To say Wanda Raimundi-Ortiz wears many different hats would be a drastic 

understatement. Though it may be easy to chuckle at the antics of Chuleta, the points she is 

making about the world we are all a part of are completely serious and something that cannot 

fully be dealt with until they are fully understood. As she works through her art to bridge the 

gaps between herself , her culture and society, the viewer begins to see just how many of these 

things affect their lives as well. One of the main and most widespread issues that present itself in 

Raimundi-Ortiz’s work is the aspect of multiculturalism, or being both Puerto Rican and 

American. While this is most easily seen from the view of the Hispanic immigrant, it also relates 

to any other second or third generation immigrant, struggling to stay connected with their 

heritage even when so far from their native land. The physical battle between Chuleta and Wepa 

Woman translates into the inner turmoil that takes place inside anyone who seeks to both retain 

their heritage while also integrating into their new society. 

Another societal issue that Raimundi-Ortiz seamlessly integrates into her artwork is the 

contrast between Wepa Woman and la Chuleta and their representations of Latina body image. 

Just as identity politics in art have gone the way of the dinosaurs, so has most feminist 

expression. Feminism has become vastly misunderstood and is often said as though it is a dirty 

word. But not for Raimundi-Ortiz. She doesn’t simply identify as a feminist, she identifies as a 

                                                 
31Wanda Ramundi-Ortiz. 
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“hood ass feminist.”32 In the vast majority of modern day societies there are pressures, especially 

on women, of what is and what is not considered beautiful, what they should and should not be. 

The dichotomy between the ‘good’ character as skinny and voluptuous and the ‘bad’ character as 

more full and rounded is a prime example of what Latino culture expects from its women just as 

American women strive for the elusive 0 dress size. Although Wepa Woman strove to defend 

against stereotyping, she herself was an unconscious representation of the pervasiveness of 

machismo and anti-female sentiment amongst Puerto Rican culture. Raimundi-Ortiz not only 

confronts this issue visually, but ultimately overcomes it in her realization of Wepa Woman as 

exceedingly perfect. In the choice of non-realistic woman as opposed to the more realistic and 

anatomically correct woman, Raimundi-Ortiz discovers a stronger relationship to the latter and 

subconsciously reminds the viewer that it is not outside appearance that matters so much as life 

experience and personality while simultaneously showing that even the seemingly perfect 

woman has issues. 

Wanda Raimundi-Ortiz’s vast array of artwork speaks not only to and about her, but also 

speaks to her viewer about themselves. By airing the trials and tribulations of her life out for the 

whole world to see, Raimundi-Ortiz makes us laugh, occasionally cry and most importantly she 

makes us question. Question ourselves, our society and even why in the world someone made a 

YouTube video completely devoted to covering a used tissue box in red glitter.33 

  

                                                 
32Wanda Ramundi-Ortiz, “Ask Chuleta#6 IDENTITY ART.” 
33 Wanda Ramundi-Ortiz, “Ask Chuleta’s HOLIDAY DECOR: Bathroom Bling.” YouTube video, 4:28, 

December 20, 2011, http://youtu.be/FjG6jWstbcQ.  

http://youtu.be/FjG6jWstbcQ
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Abstract 

This paper ties together the relationship of five Industrial Designers practicing design in the 
United States who identify as being Mexican through birth or through cultural upbringing and 
the possible design outcomes for the emerging Mexican/Mexican-American consumer. An 
investigation by the author into Latino/Hispanic Industrial Designers practicing in the U.S. lead 
to the discovery of five Mexican designers who told one story, five different ways; their Mexican 
cultural identity and experiences has shaped their careers and has provided insight into their 
profession that they might not have had otherwise. The author contends the following: (1) that 
this Mexican cultural identity has given them a “leg-up” on their American born design brethren. 
(2) They have an advantage when it comes to making products easy to use and understand for all 
consumers. (3) Empathy, a current buzzword in Design, is inherent in their design process. 
(4) These designers are poised to lead the way in the development of products for the emerging 
Mexican population in the U.S. This further investigation of Mexican Designers opened the eyes 
of the author, also a practicing designer, to the obvious differences in needs, in regard to 
products, that exists between Mexican and American culture, like a microwave oven without a 
tamale button. This paper will present possible redesign opportunities and opportunities for 
design innovation for this emerging market based on, but not limited to, topics such as culinary 
differences, aesthetic and material traditions, and Mexican modernity. 

 

 

 

Maurice Barnwell (2011), design educator and author, states in the prologue to his book 

titled Design, Creativity and Culture: An orientation to Design: “The presence of culture and the 

practice of design exist in a state of symbiosis, providing a network of opportunities to the 

vigilant practitioner “ (p. 6). In this paper, I expand on this symbiotic nature of culture and 

design as I introduce five Mexican/Mexican-American Industrial Designers practicing Design in 

the United States and briefly touch on their personal reflections of how their cultural identity has 

shaped their careers. Their introspection and my further exploration of the history of the 

Americas, the relationship of culture, artifacts, and identity and the reality of a booming Mexican 
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population in the U.S. has provided insight to me, also a practicing designer and design educator, 

in regard to current product shortcomings and new product opportunities for both the emerging 

Mexican and Mexican-American consumers in the United States. This insight will ultimately 

help to diversify the field of design and product outcomes, which in turn, will provide new, 

innovative products for all American consumers. 

Industrial Design (ID), also known as Product Design, is the professional service of 

creating and developing concepts and specifications that optimize the function, value and 

appearance of products and systems for the mutual benefit of both user and manufacturer 

(Cliver). Taken at face value, this definition already covers much ground. When one adds 

cultural context, or the “interrelated characteristics that provide a perspective—frame of 

reference—for understanding individuals— and/or groups— ways of knowing and being” 

(CCEHP), to words such as function, value and appearance, a whole new level of understanding 

and interpretation of what ID is and what ID practitioners do. One might say that it is 

commonplace to find research on Design Culture, Design’s influence on Culture, and the 

integration of Culture into design, but I feel the designers themselves are not well considered in 

this research. In most cases, product design practitioners are expected to remove themselves 

from the equation and design for specific users even going so far as utilizing empathetic design 

techniques to truly understand the user of the product and the life experiences of the user. 

Nevertheless, it has always been obvious to me that different cultures, especially Mexican-

American and African-American subcultures within the U.S., have different aesthetic traditions, 

expectations, and values. If this is the case, could the cultural identity of the designer affect the 

artifacts they are responsible for designing? 

  



697 

Method 

The first step in this journey was research for a book project where one of the foci was to 

investigate the effect of cultural identity on the aesthetic outcomes of products designed by 

Latino/Hispanic designers. To date, the author has interviewed 13 Latino/Hispanic Industrial 

Designers practicing design in the U.S. This group includes designers that are either from or 

whose cultural identity is tied to Mexico (8), Puerto Rico (1), Cuba (2), Cuba and Venezuela (1), 

or Cape Verde (1). (The inclusion of a Cape Verdean possibly creates its own dilemma due to the 

complexity of Portugal/African identity issues in Cape Verde). The point of the book is to 

showcase the talents of a small but successful group of design practitioners and their personal 

reflections on both their career and the role of culture in their career. Each of the designers was 

interviewed and asked 10 general get-to-know you type questions about their design careers. One 

question specifically asks: Do you feel that your cultural upbringing influences your design 

work? Upon reviewing the answers to the questions, a pattern began appearing, especially 

amongst the Mexican designers (for the purposes of this paper “Mexican” will refer to Mexican-

born and U.S. born designers who identify with a Mexican cultural identity). Further interviews 

with five of the Mexican designers revealed they were telling the same story, but with five 

different voices and suggest that being Mexican has 1) influenced the design work or 

commissions they have received, 2) influenced the way they have approached design work or 

commissions and/or 3) made them more aware and sensitive to the needs of users (Lopez, p. 

1089). An important contextual note on these suggestions is in almost all cases, the designer is 

asked to design for a particular user or user group rather than for himself. They are asked to 

understand what the user needs in order to improve the function of a product, make a task easier, 

make an experience better, or even “just” make an existing product look better. There is very 
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little room to extoll a personal design style and more specifically there is little or no room to 

incorporate a traditional Mexican aesthetic unless the particular product calls for it. This 

separation of culture and artifact is different than work done by fine artists who are sometimes 

recognized for and by the inclusion of their cultural identity into their art. These Mexican 

designers are incorporating a “silent aesthetic” because while there is no overt inclusion of a 

Mexican “Style”, they all say that their design process is affected by their cultural identity. This 

is similar Edward T. Hall’s discussion of culture in The Silent Language. In all cases, these 

designers had never reflected on the role that their cultural identity played in their design career 

until I posed the questions, but each easily recognized that their identity had played some role; 

they easily added some context to how they practiced design, versus what the designs looked 

like.  

The Designers 

Tirso Olivares, President at Tirso Olivares Design was born in Mexico City, Mexico. He 

specifically states that his culture is a big influence. “He thinks that his creativity stems from the 

fact that in Mexico there are many things that you don’t have or that you cannot have, therefore 

we were always looking at different ways of getting around things because things are not as 

structured as they are in the United States” (T. Olivares, personal communication, March 23, 

2010). This mode of “thinking outside of the box” is a coveted trait in the field of product design. 

Similar to Olivares, Javier Verdura, Director of Product Design and Project Management at 

Tesla Motors was born in Mexico City and has practiced design in the U.S. for over twenty 

years. He recognizes interdependence between his cultural identity and his professional design 

career, but also recognizes a conscious separation. As a trained Industrial Designer, he utilizes a 

typical design method but feels that this process is tempered by his Mexican cultural upbringing.  
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He states: 

I have found that Mexicans are very creative when it comes to finding astute and clever 
ways of making their lives better. There are a myriad of examples of raw industrial 
design via home-made solutions to solve for needs that cannot be addressed for a variety 
of reasons: Lack of money, regional unavailability, or available products simply do not 
work to the users’ satisfaction, etc. I have applied this approach to many projects with 
great success. It is very different from the American culture where all your needs can be 
easily addressed by driving to the local Wal-Mart. (J. Verdura, personal communication, 
November 18, 2011) 

Like Olivares and Verdura, Herb Velazquez, Senior Design Manager at Kimberly-Clark, 

also remarked how his design process was affected by his cultural identity. One unique element 

of Velazquez, in regard to cultural identity, is that he is American born to parents born and raised 

in Mexico. He did not have quite the same cultural immersion as Olivares or Verdura, but feels 

that annual trips to Mexico combined with a continuation of Mexican traditions in the U.S., 

including speaking Spanish, gives him a clear Mexican identity. As a result, Velazquez feels that 

his cultural identity may have influenced what he paid attention to when he made observations 

while conducting design research. Concepts and values that are culturally important to him, like 

family and interpersonal connections, influenced how he saw the problem or how he resolved the 

final design outcome. (H. Velazquez, personal communication, September, 2007 and April 2011) 

This mode of thinking is appropriate for Velazquez if one considers the nature of Mexico as a 

“traditional” society. In traditional societies, “ social relations and values are highly collective, 

contribution to and participation in group consumption tends to be rewarded with prestige” 

(Hummon p. 212). Additionally, in the case of Velazquez, the maintaining of the Spanish 

language is an element to his cultural identity and how it influences his design. He believes “ if 

you make something intuitive, that can work across cultures, now you have a better design, 

because now you don’t need the verbal explanation. The way it is designed can eliminate the 
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need for different languages and cultural messaging” (H. Velazquez, personal communication, 

September, 2007 and April 2011) 

Olivares, Verdura, and Velazquez have a more objective point of view in regard to the 

influence of their cultural identity into their design careers. I feel David Quijano and Cesar 

Vergara, on the other hand, have valid, but more subjective points of view in regard to the role 

their Mexican identity has played in their design career. Quijano, Master Industrial Designer of 

Workstations and Performance Displays at Hewlett Packard Co., grew up in the U.S. in Ohio, but 

took many trips to the U.S.-Mexico border-town of El Paso, TX, the city of Los Angeles, CA 

with its large Mexican population, and parts of Mexico where his relatives lived. He feels that 

this exposure gave him insight into Mexican culture that he did not fully experience growing up 

in Ohio. For him growing up in Ohio and visiting Mexico was like the movie The Wizard of Oz. 

Ohio was the black and white Kansas while Mexico was the bright, lively, energetic Oz.  

He states: 

“When I travelled to Mexico as a kid I was always amazed by how much of a sensory 
experience it was. The colors, music, food in the marketplaces, the bold use of line, color, 
media and materials in all aspects of their art all came together to form a lasting 
impression of a culture full of life, creativity, and energy.” (D. Quijano, personal 
communication, November, 2011) 

He goes on to say that part of his design philosophy is to make sure to develop a sensory 

experience with the solution. 

Lastly, Vergara, Principal at Vergarastudio, has a different take on how his cultural 

identity has influenced his design career and that it has more to do with his personality and how 

he has received commissions rather than how he completes commissions. He specifically feels 

that he has a “Mexico City” personality, one that is bold, artistic and articulate; the adjectives of 

bold and artistic are similar to how Quijano describes his impressions of Mexico. The example 

that Vergara uses to express this personality is when he, though uninvited, approached the 
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President of Amtrak, Graham Claytor, at a meeting, and discussed how he might get involved in 

the design of the first passenger locomotive design in North American in 50 years. He tells Mr. 

Claytor: “Allow me to design it, if you don’t like it, fire me, if the public likes it please take the 

credit” (C. Vergara, personal communication, April 15, 2010 and April 2011). These Mexican 

designers are responsible for individually creating products or leading teams of designers who 

have created products at large well known design firms or corporations that affect thousands if 

not hundreds of thousands of people every day. Many of these outcomes have been national and 

international award winners. For these Mexican designers, their cultural identity is essential to 

their design process, as there is no separation. Their long careers in the field and the accolades 

their designs have received make an argument for the fact that these designers are successful 

because of this unique background. They have more insight into the design process and 

designing for others because they identify with a minority culture in the U.S. and have a partially 

different set of values or traditions. This diversity of thought, tempered through their cultural 

identity and the experiences of working through the problems of being a minority, leads to 

innovation and innovation is one of the cornerstones of successful Industrial Design.  

Discussion 

A recent empirical study by Professor Ron Burt at the University of Chicago indicates 

that people with more diverse sources of information generate consistently better ideas (Fan). 

The study assesses employee ideas related to supply-chain management at Wal-Mart, but it does 

begin to explain how diversity in regard to age, experience, and/or expertise fosters innovation. 

As Scott Page says in his online article titled Diversity Powers Innovation, “….diverse teams 

outperform teams composed of the very best individuals. Diversity trumps ability”(Page). In this 

context, it is reasonable to assume that designers who individually bring diversity to a design 
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team in the U.S. in the form of a different cultural identity will inherently better the team they are 

part of. Furthermore, in regard to design innovation, where contemporary product designers are 

asked to create unique product outcomes that offer innovation while also trying to do the job for 

less capital investment, in a short time, while also making it green, these Mexican designers have 

a cultural history that has already been doing this type of endeavor for over 20,000 years. Jose 

Matos Mar states: “…the American continent experienced an autonomous development with 

unique organizational models and analogous creations; with precarious resources it dominated a 

difficult and hostile terrain and satisfied its people’s needs through the rational use and 

distribution of these resources (Mar, p. 46).” Within this autonomous development, the Mexican 

culture developed an identity that combines “Western modernity with the indigenous” (Mar, 

p. 50). This combination of factors makes these designers ideally situated to both develop new 

products for the U.S. market where resources are limited and needs are often superficial but to 

also bring a sense of tradition and purposeful products to the market for both the majority 

population and the new consumers within the emerging Mexican population. They can fight the 

idea that “The cultural attributes of difference and diversity have been fundamentally weakened, 

and like a face that has undergone cosmetic surgery, the result is a facsimile vaguely familiar but 

disturbingly without a true sense of identity. It is everyone’s and no one’s, and belongs in no 

single place more than another “(Carlson, p. 1). American culture is no longer solely based on 

assimilation. Individuals of cultural subcultures can and are more able to keep their cultural 

traditions such as language, art, dress and their respective culinary traditions alive. Therefore, 

consumer products do not have to be one-size fits all either. The artifacts of the culture should 

reflect the diversity of the culture, not dictate what the culture should like and use.  
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Opportunity 

Coincidently, or synergistically, with the emergence of these successful Mexican 

designers who are uniquely equipped to bring innovation to the field of design, there appears to 

be a genuine opportunity for product designers to address the needs of Mexican consumers as 

well. One obvious area of improvement is the kitchen because culinary traditions are quite hard 

to break and are often not broken. One look at the evolution of the American kitchens and the 

artifacts used within the kitchen shows constant redesign due to color trends, technology 

improvements and other cultural expectations. This constant evolution of products falls in line 

with Hummon’s (1989) assessment that industrial societies have more individualistic modes of 

social relations.  

In societies  

…structured by the market relations of consumer capitalism, individualized 
consumption tends to enhance prestige and self esteem, rather than stigmatize the 
individual and create a sense of shame. Under such conditions, dwelling places and 
household objects—as alternative means of both conveying self-identity and recognizing 
the identity of others—become increasingly useful signs of identity. (p. 212) 

In this context, the identity being portrayed is one of prestige, the proverbial “keeping up with 

the Joneses”. However, with the emergence of Mexican consumers in the U.S. who come from a 

traditional society where prestige is stigmatized, there is a genuine clash of cultures. This clash 

becomes obvious when one looks at the aesthetic development of culinary products typical of 

American culinary traditions and Mexican culinary traditions. Mainstays of Mexican culinary 

traditions such as the molcajete, metate and tortilla press have evolved little over time (see 

Figure 1). 
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Figure 1. TIFF image of a Molcajete, Metate, Tortilla Press; Traditional Mexican Cooking artifacts. 

The aesthetics are not as important as the function of the object and the constant use of 

traditional materials is appropriate for a traditional society. Juxtaposed to this traditional design 

sense, products typical to American culinary tradition such as blenders, mixers, coffee makers 

and microwave ovens change every 3-5 years (see Figure 2).  

 

Figure 2. TIFF image of a Blender, Mixer, Coffee Maker; Traditional American Cooking artifacts. 

The microwave oven could be a good starting point for the development of a product 

appropriate for both the majority population and the Mexican population within it. The basic 

function of the microwave has not changed since its invention and its overall design including its 

interface are designed for an assimilated culture rather than a diverse culture (see Figure 3).  



705 

 

Figure 3. TIFF image of old microwave oven advertisement and new microwave oven. 

This is evident in that microwave ovens almost always include a popcorn button, a pizza 

button, a potato button and a casserole button but no tamale button. Or rice button or bean button 

for that matter (see Figure 4). 

  

Figure 4. TIFF image of microwave oven touchpads. 

To accommodate a wide range of users and culinary traditions, designers could generate a 

series of interchangeable faceplates that are easily integrated into the overall design. These 

faceplates would be more culturally appropriate. One option could include a personalized system 

to offer more diversity than static faceplates. Further options could include the ability to 

reprogram the time settings based on the faceplate being used. In addition to solely addressing 
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technology and aesthetic redesigns for products, there are also opportunities to address the 

artifacts of Mexican culinary traditions to allow them to reflect the progress being made by the 

upwardly mobile Mexicans who have a strong sense of tradition, but also have adapted some of 

the characteristics of the industrial society. One current example is the redesign of a tortilla press 

that uses the same materials as traditional presses, but is a little more modern looking for a 

modern U.S. kitchen (see Figure 5).  

 

Figure 5. JPEG image of CucinaPro 1443 Flatbread and Tortilla Maker. 

Similarly, one could easily address the purely functional molcajete by introducing colors 

or rubber feet to keep the lava rock from scratching a beautiful new countertop (see Figure 6). 
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Figure 6. JPEG image of Molcajete form studies and rubber feet concepts.  

In conclusion, we are in a unique time of cultural integration, assimilation, and 

degradation. The cultural landscape of the United States continues to evolve as its population 

diversifies. Designers and other problem solvers must rise to the challenge and develop designs 

that give “… identifiable form to the iconic beliefs and values of a culture “ (Barnwell, p. 6).  
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Why Does Hazing Occur in Historically Black Colleges and Universities 

Bands in the United States of America 
 

ABSTRACT 

Despite decades of documented problems, hazing is an issue that has been largely 
overlooked and under studied until recent years. The most extensive data regarding hazing 
practices were generated from the Alfred University/National College Association of  
Athletics (NCAA) study on college athletes (Hoover & Pollard, 2000). Other accounts of hazing 
have been provided by author/journalist Hank Nuwer (1990, 1999, 2000), and Ricky Jones 
(2004), who writes about hazing in Black Greek letter fraternities. In addition, some campuses 
have examined hazing among their student body (Jones, 2004).  

Hazing is a huge problem in Historically Black Colleges and Universities which is a form 
of initiation into a campus organization that causes, or is likely to cause, physical injury or 
personal degradation or disgrace resulting in psychological harm to any student or other person. 
Hazing in today’s society is against the law. Today we know that hazing extends far beyond 
college fraternities and is experienced by boys/men and girls/women in school groups, university 
organizations, athletic teams, the military, and other social or professional organizations 
(JodaBelle, 2012). Hazing is a complex social problem that is shaped by power dynamics 
operating in a group and/or organization and within a particular cultural context. In addition, 
hazing kills, demoralizes, and hurts America’s future leaders. Also, hazing is an individual 
problem that becomes a group problem. In every chapter there are those who oppose hazing. 
They are often intimidated into silence by the hazer. Hazers don’t haze to uphold fraternal 
values, they haze because they like the feeling of being dominant and powerful. Hazing has no 
place in any organization (Chu, 2012). 

Many Historically Black Colleges and Universities (HBCU) have struggled with the 
problem of hazing in organizations, especially university marching bands. The question is asked 
by many administrators, faculty, staff, a few students, lawyers, and parents: “Why does hazing 
occur in Historically Black Colleges and University Band Programs?” Every HBCU marching 
band in the United States has been involved in hazing for over fifty to sixty years, and even 
more. It has been viewed as distinction among juniors and seniors in colleges and university 
organizations and marching bands to strive for excellence, discipline, dedication, and conviction 
to buy into a philosophy accepted by student leaders of their marching band groups. Hazing in 
HBCUs occur from leadership given to students as drum majors, section leaders, or other 
compatible positions within the organization or marching bands (Associated Press, 2012). 
Leaders in today’s society should not always contribute to controversy, but rather live and 
breathe tranquility. For centuries, nations have been in and at war due to an attempt to force 
agreements of ideals that every party does not necessarily consent to. Often, fighting is the single 
solution to dissonance which is not true; however, a leader whether it is an administrator, faculty, 
staff, or student displaying qualities of indifference and reservation, should offer different 
options (JodaBelle, 2012). This paper will address the question, “Why does hazing occur in 
Historically Black Colleges and Universities Band Programs in the United States of America 
(USA)?” 
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Introduction 

The society in which we live is comprised of people with very different beliefs and 

behaviors. It always has been, but people in society no longer act or are forced to act in unison as 

they once were years ago. This diversity in beliefs, controversy, and disagreement among one 

another is the make-up of society, thus disturbing the peace among communities and nations. 

Psychological and physical harm are commonly reported outcomes of hazing. Sometimes the 

behavior can be deadly as documented by Nuwer’s chronology of hazing deaths (Nuwer, 2000). 

For educational institutions, the risks of hazing include student attrition, abusive campus 

climates, and negative publicity. Moreover, stereotypes often shape perceptions of hazing as only 

a problem for athletes and Greek-letter organizations. Hazing behaviors are often dismissed as 

simply harmless antics and pranks. These views are short sighted and may jeopardize the health 

and safety of students as well as hinder the overall quality of the learning environment in schools 

and post-secondary institutions. Professional staff and administrators who are aware of dangers 

inherent in hazing often report feeling discouraged and perplexed by entrenched attitudes and 

beliefs that support a culture where hazing is normalized as part of college and university life 

(Allan & Madden, 2008). 

Despite decades of documented problems, hazing is an issue that has been largely 

overlooked and under studied until recent years. The most extensive data regarding hazing 

practices were generated from the Alfred University/National College Association of  

Athletics (NCAA) study on college athletes (Hoover & Pollard, 2000). Other accounts of hazing 

have been provided by author/journalist Hank Nuwer (1990, 1999, 2000), and Ricky Jones 

(2004), who writes about hazing in Black Greek letter fraternities. In addition, some campuses 

have examined hazing among their student body (Jones, 2004).  
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Hazing is a huge problem in Historically Black Colleges and Universities which is a form 

of initiation into a campus organization that causes, or is likely to cause, physical injury or 

personal degradation or disgrace resulting in psychological harm to any student or other person. 

Hazing in today’s society is against the law. Today we know that hazing extends far beyond 

college fraternities and is experienced by boys/men and girls/women in school groups, university 

organizations, athletic teams, the military, and other social or professional organizations 

(JodaBelle, 2012). Hazing is a complex social problem that is shaped by power dynamics 

operating in a group and/or organization and within a particular cultural context. In addition, 

hazing kills, demoralizes, and hurts America’s future leaders. Also, hazing is an individual 

problem that becomes a group problem. In every chapter there are those who oppose hazing. 

They are often intimidated into silence by the hazers. Hazers don’t haze to uphold fraternal 

ideals, they haze because they like the feeling of being dominant and powerful. Hazing has no 

place in any organization (Chu, 2012). 

Many Historically Black Colleges and Universities (HBCU) have struggled with the 

problem of hazing in organizations, especially university marching bands. The question is asked 

by many administrators, faculty, staff, a few students, lawyers, and parents: “Why does hazing 

occur in Historically Black Colleges and University Band Programs?” Every HBCU marching 

band in the United States has been involved in hazing for over fifty to sixty years, and even 

more. It has been viewed as distinction among juniors and seniors in colleges and university 

organizations and marching bands to strive for excellence, discipline, dedication, and conviction 

to buy into a philosophy accepted by student leaders of their marching band groups. Hazing in 

HBCUs occur from leadership given to students as drum majors, section leaders, or other 

compatible positions within the organization or marching bands (Associated Press, 2012). 
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Leaders in today’s society should not always contribute to controversy, but rather live and 

breathe tranquility. For centuries, nations have been in and at war due to an attempt to force 

agreements of ideals that every party does not necessarily consent to. Often, fighting is the single 

solution to dissonance which is not true; however, a leader whether it is an administrator, faculty, 

staff, or student displaying qualities of indifference and reservation, should offer different 

options (JodaBelle, 2012). This paper will address the question “Why does hazing occur in 

Historically Black Colleges and Universities Band Programs in the United States of America 

(USA)?” 

What is Hazing? 

Hazing is a broad term encompassing any action or activity that does not contribute to the 

positive development of a person, which inflicts or intends to cause physical or mental harm, 

which may demean, degrade, or disgrace any person regardless of location, intent, or consent of 

participants (Allan & Madden, 2005). Hazing is a form of initiation ceremony which is used to 

induct newcomers into an organization such as a private school, sports team, fraternity, or 

sorority. There are a number of different forms, from relatively mild ritual forms to severe and 

sometimes violent ceremonies. Due to concerns about the safety of hazing, many organizations 

have specifically banned this practice, although bans are very irregularly enforced (Ellsworth, 

2004). HBCU marching bands have not respected the safety of hazing and abide by the laws as 

documented, because of recent unfortunate incidents and fatalities (Roberts, 2012). 

The idea behind this practice is that it welcomes newcomers by subjecting them to a 

series of trials which promote a so called bond between organizations or marching bands. After 

the hazing is over, the newcomers also have something in common with older members of the 

organization or marching bands, because they all experienced it as part of a rite of passage. The 

http://www.wisegeek.com/what-is-a-fraternity.htm
http://www.wisegeek.com/what-is-a-sorority.htm
http://www.wisegeek.com/what-is-a-bond.htm
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practice also tests the mettle of new members, making them feel like they have earned a place in 

the organization or band. A wide variety of techniques are used in hazing. Many rituals involve 

humiliation, embarrassment, abuse, and harassment. Inductees may be subjected to a single “hell 

night” in which they go through a series of rituals, or a “hell week,” a prolonged process in 

which they must be constantly ready for new orders from older members of the organization or 

bands (Gervais, 2000). For example, new members of a sports team might be obliged to carry 

pagers so that they can be summoned to hazing events, or new fraternity pledges might be 

required to salute all current fraternity members whenever they encounter them during hell week, 

in addition to participating in events in the evening. Band members may have to clean the 

marching band field, play their instruments at a certain level knowing all of the music from 

memory, and work hard in the music lab. However, early morning hours and late hours at night 

maybe incorporated extra above the so called very good duties as mentioned above from band 

leaders. Some band students may be antagonized negatively, abused, degraded, disgraced, mental 

harm, or just humiliated emotionally and physically (Fineout, 2012). 

HBCU marching bands pass down venerable traditions, while others develop their own. 

The potential dangers of hazing can be both physical and psychological. In sororities, for 

example, a common practice involves ordering new pledges to strip to their underwear so that 

they can be judged by older sorority members, which may be humiliating or dangerous for 

women who are struggling with body image issues. Challenges in which people are dared to 

drink large amounts of alcohol or to engage in dangerous physical stunts can also be very risky, 

and in some cases, deadly (Chu, 2012). 

The history of hazing is ancient, with documented cases dating to at least the 1600s. This 

may explain why no tolerance policies are often unsuccessful, because such policies only work 

http://www.wisegeek.com/what-are-the-different-types-of-harassment.htm
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when people refuse to engage in hazing ceremonies, and report attempted hazing to officials. 

New inductees are often afraid or reluctant to discuss or report these activities, making it difficult 

for officials to enforce bans. People who do take the initiative to report or refuse hazing may find 

themselves ostracized. For newcomers who are trying to fit into an organization or even a band 

program at the HBCU, the potential for rejection from the group is sometimes viewed as far 

more unpleasant. Some institutions have established anonymous tip lines to encourage people to 

report hazing confidentially. Dangerous practices should always be reported, as human life is far 

more important than fitting in or even being a part of that particular organization or marching 

bands (Portman, 2012). 

Why Does Hazing Occur in Historically Black Colleges and Universities’ Band Programs in 
the United States of America? 

The first reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is that students who are given leadership 

responsibilities desire to demand respect and develop discipline among their peers as a leader. 

Some students do not have the ability in certain areas of leadership with much deficiency to 

perform, in turn these leaders will exert threatening words, beating, bruising, striking, and other 

physical violence to maintain respect and receive the desired discipline to reach a goal in the 

marching bands (Roberts, 2012). In addition, hazing occurs in HBCUs bands with students who 

form in the mind mentally, the idea of controlling another person through verbal abuse, teasing, 

threats, exclusion, or even violence. There are student leaders that feel that hazing is an effective 

way to teach respect and develop discipline as mentioned, but earning respect may be an excuse 

for hazing or even agreeing to be hazed (Allan & Madden, 2005). Portman (2012) indicates that 

the very fact of having power may make some students wish to wield it in a noticeable way, but 

it is also true that students may be given power without being trained in the leadership skills that 
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will help them wield it wisely. Either situation can contribute to why students haze others 

(Hoover & Pollard, 2000). However, victims of hazing rarely report having respect for those who 

have hazed them. Just like other forms of victimization, hazing breeds mistrust, apathy, mental 

confusion, and alienation (Allan, 2005a). 

The second reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is because of social issues, the fact that one gets more 

social recognition for negative behaviors than for positive ones. Situation comedies and reality 

television, as well as real life situations in schools, for example, show that acting out is more 

likely to get noticed than behaving oneself civilly and courteously. In addition, jealousy or envy 

and a lack of personal and social skills to deal with such feelings can also be reasons why people 

haze. A lack of maturity to deal with peers at a different level from just mere communication, 

can be stressful leading students in the direction of not being able to cope with behaviors 

exemplified by other peers, can cause exercising of hazing. 

The third reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is because of cultural differences in the environment. 

In a culture that is fascinated with winning, power, and violence, some experts suggest that it is 

unrealistic to expect that people will not be influenced to seek power through violence in their 

own lives. Nuwer (1990) pointed to the World Wrestling Federation (WWF) as glorification of 

hazing in the name of entertainment and pointed out that the high rate of domestic violence 

means that many young people grow up expecting that violence is an acceptable way to get what 

one wants. Many band students attending HBCUs in the band program have experienced 

domestic violence in small numbers, but these students can be the victims, promoters, and 

leaders of hazing in the marching bands (Roberts, 2012). In addition, individuals that haze 



718 

negatively and extreme tend to come from families that are characterized as having little warmth 

or affection. These families also report trouble sharing their feelings and usually rate themselves 

as feeling less close to each other. Parents of individuals who severely haze also tend to use 

inconsistent discipline and little monitoring of where their young adults are throughout the day. 

Also, sometimes parents of individuals that haze have very punitive and rigid discipline styles, 

with physical punishment being very common (Shaw, 2012). 

The fourth reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is because of standards at the institutional levels. If the 

institutions, such as a college or university, at which the hazing is taking place does not have 

high standards for the way students treat each other, then hazing may be more likely and/or 

prevalent and have an influence on why students haze each other. It is a known fact that students 

will do so much, and whatever you let them get away with, they will continue to do it and try it 

many times more (Allan, 2005b). 

The fifth reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is provocative victims. Students who are considered 

annoying and condescending to others and/or aggressive verbally and physically, or in other 

ways that are not recognized by those in authority, may contribute to the dynamic that can be 

characterized as hazing by one student, but actually grows out of provocation by another student 

(Ellsworth, 2004). 

The sixth reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is that students are rewarded for their hazing behaviors 

in the band. It may seem counter-intuitive, but the fact is that students often receive positive 

reinforcement when they haze others, which only makes them continue their behaviors. The 
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rewards could be material, such as when a student hazes his victim to give up lunch money. The 

rewards could also be less tangible. Individuals who are engaged in hazing often enjoy status and 

prestige because others fear them. They also command a lot of attention for their behaviors. One 

recent large-scale study found that students who haze others did so because they wanted to 

increase their popularity (Lowery, 1998). To avoid losing social status, they deliberately selected 

victims who were unpopular and freshmen students just entering into the band program (Allan & 

Madden, 2005). 

The seventh reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is that individuals who haze lack empathy, and may 

even get pleasure out of other people’s pain. Studies have shown that people that haze students 

negatively score low on tests of empathic reactivity, and have also found that individuals who 

haze negatively can be more likely to develop anti-social personality disorders. This is a 

condition that causes individuals to ignore the rights and feelings of those around them (Pepler, 

2011). One study scanned the brains of students who had exhibited hazing behaviors in the past, 

while they were watching videos that showed people experiencing pain. The researchers noticed 

a great deal of activity in the areas of the brain devoted to reward and pleasure (Lowery, 1998). 

In addition, the parts of the hazers brains that allows them to self-regulate their emotions were 

inactive. This suggests that individuals that haze simply do not have a way to control their anger 

and frustration, which may result in severe over reactions to small provocations (Lowery, 1998). 

The eighth reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is to keep someone from participating in the marching 

band that is not qualified. There are students that will haze a student because they cannot play 

their music, do the drills of the band very well, and cannot comprehend what is going on. 
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Sometimes students with low standards who are new to a marching band program will cause a 

leader to have insecurities about this particular student, in turn, this will cause student section 

leaders will haze (Fierberg, 2002). 

The ninth reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is because of tradition. Many of these band students 

have worked very hard to accomplish and polish the marching styles of HBCU bands. It has 

taken years of dedication, long hours of practicing, and courage to maintain academic work and 

perform in the marching bands. High standards have been executed from leadership of band 

directors and staff, so student leaders try to maintain this excellence, but sometimes in the wrong 

way. Band directors do not advocate hazing and breaking the laws. This is a set of goals and 

values that students have set to maintain discipline and strong will personalities of band students 

entering into the marching band. Students of leadership must learn that hard work pays off with 

success and dedication, without hazing and causing problems to self and the entire college and 

university; plus, jeopardizing the music/band program for year to come. The tradition of the 

HBCU marching band program has been set for passion to music and marching styles, holder of 

values with style and techniques in drills and dancing, vision to move forward with grace and 

poise, exemplify creativity, communication of goodness and fortitude, plan for the best, set great 

interpersonal skills, progress confidence and humility combined for greatness and success. 

Hazing was something created by the traditional school of learning in HBCU marching bands, 

but that tradition has been released by the law of the land, and must be respected by all. The 

tradition of hazing is obsolete. We live in the 21st century (Allan, 2005b). 

The tenth reason hazing occurs in Historically Black Colleges and Universities’ Band 

programs in the United States of America is the lack of the leadership among some band 
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directors to demonstrate ethical and moral leadership. Effective band directors are models of 

ethical and moral leadership. They project integrity by promoting and supporting an environment 

where students and band staff are always trying to do “what is right.” The band director must 

demonstrate courage in difficult situations, and provide a model of moral leadership for others to 

emulate. The band director must seek to make a difference in the lives of students, and impart a 

philosophy that positive relationships built on trust improve the quality of life for all individuals. 

Band directors with integrity are focused and purposeful, and are always attentive to being 

consistent with what they say and what they do. 

Through such attributes and integrity as stated above, students have less temptation to try 

hazing, and in turn eliminate hazing in the final ending (Paine, 1994). 

The Problem of Hazing 

Historically Black Colleges and Universities are striving to be haze free campuses. In 

order to do this, everyone in our community should help and give their all to this problem. 

Hazing can take place in a variety of organizations, not just fraternities or sororities. It very 

strongly takes place in HBCU marching bands, and it has in the past been a tremendous problem 

to parents, band directors, administrators, staff, and faculty. Hazing can occur, in honorary 

organizations, athletic teams, club sports, band and other performing groups, military groups or 

any other organization where there is a probationary or trial period before becoming a full 

member (Garber. 2002). 

Many people think hazing is just funny pranks and college students being college 

students; however, hazing is a very complex and serious problem in our society. It is about 

power and control. Those who are members of the organization have the power and they use that 

power to get those who want to join the organization to do things they wouldn’t otherwise do by 
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exercising control over them. When someone allows themselves to be hazed, that doesn’t make 

the hazing acceptable or make it permissible (Allan & Madden, 2005). 

Hazing also tends to be difficult to detect sometimes. National research conducted by 

Elizabeth Allan and Mary Madden (2008) in “Hazing in View: College Students at Risk” 

indicate the following: 

• Many students who were hazed did not believe they were hazed. 

• More than two-thirds of students are aware of hazing in student groups. 

• Band Directors, Advisors and coaches are often aware of these activities. 

• Fewer than half of students are provided anti hazing policies when they joined the 
band. 

• Many students come to college having experienced hazing in high school. 

Additionally, students who are hazed rarely decide to report it for fear of retaliation and 

further harassment and threats from the very groups they are trying to join. This is a side effect 

of the power and control dynamic (Allan & Madden, 2005). 

Hazing is often rationalized as an effective way to teach discipline and respect, or to 

foster brotherhood or teamwork. Of course it has just the opposite effect. Those who are hazed 

rarely respect those that hazed them. Instead there is isolation, formation of cliques and mistrust. 

None of these are present in successful organizations or teams. In fact, the opposite is often true 

(Allan & Madden, 2005). 

Hazing often can start out as something small or seemingly insignificant. Gradually as 

one group tries to be more competitive than the group before it, the hazing becomes more 

intense. It is important to address even the seemingly minor incidents of hazing in order to put a 

stop to those that are more serious (Ellsworth, 2004). 

  



723 

What Some Historically Black Colleges and Universities’ Band Directors Do Not 
Implement As Leaders in Their Band Programs  

It takes essential knowledge and skills for effective band programs, especially marching 

bands at the magnitude of performances by HBCU bands. Hazing is a problem that has been long 

established for many years. Students have been hurt physically and emotionally, and some have 

scares that will remain with them for the rest of their lives. Regretfully, some of our students 

have remained with dysfunction mentally, and others have died. Hazing occurs in HBCU bands 

most of the times because band directors have poor leadership during special times in their lives 

(Billick & Peterson, 2001). These band directors have eliminated the previous leadership styles 

they once had or influenced. Students recognize the deficiencies and this causes hazing. 

Band leaders should know and understand what it means and what it takes to be a leader 

Band leadership is the act of identifying important goals and then motivating and 

enabling others to devote themselves and all necessary resources to achievement. It includes 

summoning one’s self and others to learn and adapt to the new situation represented by the goal 

(Billick & Peterson, 2001). 

Band leaders should have a vision for the band that they constantly share and promote 

Band leaders should have a vision of the ideal plan, can articulate this vision to any 

audience, and work diligently to make it a reality. Leaders also know how to build upon and 

sustain a vision that preceded them (Billick & Peterson, 2001). 

Band Leaders should communicate clearly and effectively 

Band leaders should possess effective writing and presentation skills. They should 

express themselves clearly, and should be confident and capable of responding to the hard 

questions in a public forum. They should also be direct and precise questioners, always seeking 

understanding (Bolman & Deal, 2003). 
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Band leaders should collaborate and cooperate with others 

Band leaders should communicate high expectations and provide accurate information to 

foster understanding and to maintain trust and confidence. Band leaders should reach out to 

others for support and assistants, build partnership, secure resources, and share credit for success 

and accomplishments. Band leaders should manage change through effective relationships with 

school boards, administrators, chairpersons, and others in authority to make decisions 

(Hesselbein, Godsmith, & Beckhard, 1996). 

Band leaders should persevere and take the “long view” 

Band leaders should build institutions that endure. They should stay the course, maintain 

focus, anticipate and work to overcome resistance. They should create capacity within the 

organization to achieve and sustain its vision (Yukl, 2002).  

Band Leaders should support, develop and nurture staff 

Band leaders should set a standard for ethical behavior. They should seek diverse 

perspectives and alternative point-of view. Moreover, they should encourage initiative, 

innovation, collaboration, and a strong work ethic. Band leaders should expect and provide 

opportunities for staff to engage in continuous personal and professional growth. They should 

recognize individual talents and assign responsibility and authority for specific tasks. Band 

leaders should celebrate accomplishments, identify progress, recruit students, mentor, and 

promote potential leaders (McGregor, 1960). 

Band leaders should hold themselves and others responsible and accountable 

Band leaders should embrace and adhere to comprehensive planning that improves the 

band. They should use data to determine the present state of the organization, identify root cause 

of the problems, propose solutions, and validate accomplishments. Band leaders should respect 
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responsibility and accountability and manage resources effectively and efficiently. They should 

require staff to establish and meet clear indicators of success. Band leaders in education also 

know and understand good pedagogy and effective classroom practices and support sustained 

professional development. They should recognize the importance of learning standards and 

significance of assessments (Nannus, 1992). 

Band leaders should never stop learning and honing their skills 

Band leaders are introspective and reflective. Leaders ask questions and seek answers. 

Leaders in education are familiar with current research and best practice, not only in education, 

but also in other related fields. They should maintain a personal plan for self-improvement and 

continuous learning, and balance their professional and personal lives, making time for other 

interests (Nannus, 1992). 

Band leaders should have the courage to take informed risks 

Leaders embrace informed, planned change and recognize that everyone may not support 

change. Leaders work to win support and are willing to take action in support of their vision even 

in the face of opposition (Billick & Peterson, 2001). 

HBCU Marching Bands and Hazing 

According to Kimbrough’s (2012) estimation, 15 percent of the country’s 80 historically 

black colleges have had violent hazing among band members over the past few years. He’s found 

that brutal band hazing are not restricted to predominantly black schools, but do rise up as a 

problem among bands that have cliques or subgroups that operate like fraternities, without school 

authorization. Kimbrough (2012), who is an expert, shared that the beatings are a growing 

problem at historically black colleges, where a spot in the marching band is coveted, and the 

bands are revered almost as much as the sports teams for which they play their rousing fight 
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songs. There should be more attention in reference to band hazing at historically black colleges 

nationwide. Walter Kimbrough, President of Philander Smith College in Little Rock, Arkansas 

has been involved in a number of court cases pertaining to hazing. Some of these cases have 

been violent, and there may be more involving silent cases, the ones that could have been 

reported, but were not thought to be worth mentioning (Jones, 2004). 

In addition, HBCU marching bands have experienced brutality at least one time or more 

in the last twenty years or more. For instance, when two first-year French horn players in 

Southern University’s marching band were beaten so badly they had to be hospitalized in 

intensive care, it exposed a dirty secret: Hazing isn’t reserved for fraternities. The victims at 

Southern apparently were seeking membership to “Mellow Phi Fellow,” a fraternity-like 

subgroup of the French horn section, according to investigators. The three students in the band 

told investigators that on November 27, 2008, two days before the band performed at Southern 

University’s annual Bayou Classic football game against Grambling State University in the 

Louisiana Superdome, they gathered at the off-campus home of one of their band members, 

where they were blindfolded, doused with water and beaten with a board. One of the victims 

elected to stop the ritual after being hit with a board more than 50 times and the suspect was later 

identified according to authorities. The other two students kept going, and were beaten so badly 

they risked organ failure and were hospitalized for several days in intensive care, and they were 

recuperating for months according to District Attorney Hillar Moore (Greenlee, 2012). 

The University of Wisconsin-Madison last year briefly suspended its marching band 

members after allegations concerning underclassmen were forced to drink huge amounts of 

alcohol. Competition is intense among HBCU bands. These marching bands take pride in itself 

in terms of quality of shows. There are tryouts for the band, known for its athleticism, 
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synchronized dancing, and their showmanship. According to Walter Kimbrough (2012), many 

alumni, students, faculty, staff, and fans attend football games only to see the half-time shows. 

Many people attending the games, do not even watch the football players, they just wait for the 

next song the HBCU band will perform (Kimbrough, 2012). 

Even though football is the centerpiece of athletics, there cannot be a classic game 

without the HBCU marching bands. Black college bands are known for putting on high energy 

halftime shows, affectionately known as the “fifth quarter.” Precision drills, elaborate dance 

routines, high-stepping drum majors and drum line face-offs between the schools keep people in 

their seats at halftime. It’s not unusual for thousands to be around the stadium after the game to 

enjoy the songs that the band will play. There is always an after audience.  

Bill Hamilton, a veteran sports information director at South Carolina State, bands from 

both schools takes things to an entirely different level. He said, “Marching bands are part of the 

Black culture, and it generates excitement for the young and the elderly alike” (Greenlee, 2012). 

Dr. Reginald McDonald, band director at Tennessee State, stated “we are part of the 

entertainment package and take the games to another level of expertise, and the bands can be just 

as big a draw as the game itself” (Greenlee, 2012). When bands compete against one another, it’s 

not a win or lose situation. All the bands play the popular songs, so it’s an opportunity for each 

band to put their own rendition out there so that people can see and hear the marvellous sounds. 

The audience response always lets you know who they like the best. The bands also benefit from 

playing in front of larger crowds. The increased exposure is a boost for recruiting future band 

members, and depending on the classic, there are monetary rewards. That’s significant because 

in most cases, according to McDonald, the bands do not get any portion of the proceeds from 

classic games (Greenlee, 2012). 
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Moreover, the Magic City Classic is an excitement in Birmingham, Alabama which is the 

largest HBCU Classic in the South (Fontaine, 2009). Birmingham does an excellent job as the 

host city. The multiple events connected to the game keep people coming back every year. The 

big plus is that every year, the fans come out in large numbers regardless of the game’s 

importance. Most of them attend the game to see Alabama A&M University “Show Band of the 

South” and the “Mighty Marching Hornets” of Alabama State University. Both of these bands 

have encountered hazing problems and behaviours from band students during previous years 

(Fontaine, 2009). 

The director of bands at Furman University in Greenville, South Carolina, and a division 

president of the College Band Directors National Association, said  

hazing often occurs within sections of bands as new members seek approval from senior 
members who had been through the rituals in years past. New members are reluctant to 
report it, fearing they would lose their peers’ respect. Sections of the band are encouraged 
by many band members to have their own kind of bonding experience. The situation is 
not monitored, and it gets out of control (Fontaine, 2009). 

One of the worst cases concluded when a former band member at historically black 

Florida A&M University in Tallahassee won a $1.8 million award in 2004 after suffering kidney 

damage because of a beating with a paddle. A jury found five former band members liable in that 

suit. The victim also settled with the school for an undisclosed amount of money. In addition, 

four Florida A&M University students have been expelled for their role in what is believed to be 

a hazing death of a marching band member, the latest blemish for rich and cherished institution 

at historically black colleges (Fontaine, 2009).  

The most revered members are the drum majors, described as the generals. They are as 

popular on campus as a star quarterback would be at other colleges. Florida A&M has several 

drum majors, including Robert Champion, who died November 19, 2011 after he collapsed on a 

charter bus just a few hours after a football game with a rival. Authorities have still not said how 
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the junior died, only that hazing played a role at that time. University President James Ammons 

referred to the student dismissals in a memo, sent to the school’s Board of Trustees at first, but 

did not specify what had totally happened. According to a document obtained by The Associated 

Press in Florida concerning FAMU’s officials (2011) there will have to be sweeping changes in 

the aftermath of Champion’s death, which also resulted in the retirement of the band director and 

the resignation of the university president. Those changes include limiting the Marching 100 to 

just FAMU students and putting in new academic policies. The school is also hiring a 

compliance officer for the band as well as a top official whose job will be to focus on hazing 

(Greenlee, 2012). One of the worst hazing cases occurred in 2001 and involved former FAMU 

band member Marcus Parker, who suffered kidney damage because of a beating with a paddle. 

In 2008, two first-year French horn players in the band were brutalized and tormented to become 

a part of a group “The Clones” in the band (Greenlee, 2012). 

Hazing has long been a problem at college fraternities, as well as among athletic teams 

and other groups. But the Greek culture gets amplified at HBCUs and the bands over time have 

replicated violence, sacrifice, and torment of manhood from these negative examples betrayed by 

fraternities, athletic teams, and some other groups. According to Walter Kimbrough (2012), the 

students feel that this struggle is worth participation, that has nothing to do with music, but these 

students see a reaffirming of their dedication to the band, their dedication to their section, and a 

rite of passage. It is all about an intense desire at that age to belong and be accepted. 

Unfortunately, it is getting people killed and injured. In addition, the commitment begins long 

before classes at the HBCU academic classes start. During the summer, practices start before 

sunrise. Grueling outdoor workouts build strength and stamina and last more than an hour. Days 
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and nights are spent together, forming a bond that lasts long after graduation. The band becomes 

a second family to many of these students (Greenlee, 2011). 

In the midst of the death of Florida A&M University marching band drum major Robert 

Champion due to hazing, another HBCU band is seeking to change the stigma that many say is 

following Black college marching bands. The “Show Band of the South” at Alabama A&M 

University, “The Human Jukebox” of Southern University, “Mighty Marching Hornets” of 

Alabama State University (ASU), and many other HBCU marching bands have legal documents 

which are signed agreements (pledges) from students, parents, and witnesses that no hazing will 

take place in these HBCU bands. 

How to Stop Hazing in the Historically Black College and Universities’ Marching Bands 

The band director and staff cannot police students 24/7, but there are ways to educate the 

students and communicate with them, and change the attitudes of band members. Sometimes 

outside influences can be helpful, and bands may be able to learn from fraternities and sororities 

on campus. Kimbrough recommends an education program including a full day of anti-hazing 

training at the beginning of band camp, and a half-day checkpoint halfway through the season 

(Greenlee, 2012). 

Money should be spent on bringing in professionals to talk about hazing. In addition, 

students need to sign agreements where they agree that they will be expelled for participating in 

any hazing activities violating the policies of the band, university, and disobeying the laws about 

hazing. Kimbrough also advocated that there has to be much more severe penalties, so people 

can make a determination if being involved in this hazing activity is worth the consequences 

(Greenlee, 2012). 



731 

Kimbrough predicts that over time, band-specific anti-hazing speakers and experts will 

emerge. Until then, the student affairs department can be a great existing and free resource. 

Kimbrough stated that those partnerships need to be closer, and they could use those people to do 

workshops; however, they are doing them for fraternities and sororities anyway. Also, 

Kimbrough recommends increased staffing. It is too much of a major responsibility for just the 

director. Kimbrough also recommends there should be more official staff hired, people with a 

student affairs background working with the band members and keeping their eyes and ears 

open. There are people hired to work with fraternities, sororities, and athletic teams to assist with 

student academic, health and safety. The marching bands need the same support system for 

positive results. If a marching band experiences hazing, it is because the director, who is 

considered the parent of the organization, allows it to occur. It is very important for a new band 

director to investigate previous traditions of the band program, and many patterns of negativism 

must be discontinued (Greenlee, 2012). 

Music fraternity Phi Mu Alpha has extensive anti-hazing information on its website and 

provides new members with information on how to report violations, including an anonymous 

online tip service. You will be very surprise how many freshmen students enter into colleges 

unaware of their rights in reference to hazing. There must be communication and education 

about hazing to eliminate the negativism of this brutality and life threatening activities. There 

must be cooperation and allegiance of the student band leaders to obey the Director of Bands, 

and the policies and rules established by people in leadership directing them. Lastly, there must 

be constant follow-up and thorough education about state laws concerning hazing (Greenlee, 

2012). 
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Alabama Hazing Law 

According to the Alabama Hazing Law 16-1-23.  

(a) Hazing is defined as follows:  

(1) Any willful action taken or situation created, whether on or off any school, 
college, university, or other educational premises, which recklessly or intentionally 
endangers the mental or physical health of any student, or  

(2) Any willful act on or off any school, college, university, or other educational 
premises by any person alone or acting with others in striking, beating, bruising, or 
maiming; or seriously offering, threatening, or attempting to strike, beat, bruise, or 
maim, or to do or seriously offer, threaten, or attempt to do physical violence to any 
student of any such educational institution or any assault upon any such students 
made for the purpose of committing any of the acts, or producing any of the results to 
such student as defined in this section.  

(3) The term hazing as defined in this section does not include customary athletic 
events or similar contests or competitions, and is limited to those actions taken and 
situations created in connection with initiation into or affiliation with any 
organization. The term hazing does not include corporal punishment administered by 
officials or employees of public schools when in accordance with policies adopted by 
local boards of education.  

(b) No person shall engage in what is commonly known and recognized as hazing, or 
encourage, aid, or assist any other person thus offending.  

(c) No person shall knowingly permit, encourage, aid, or assist any person in committing 
the offense of hazing, or willfully acquiesce in the commission of such offense, or fail to 
report promptly his knowledge or any reasonable information within his knowledge of 
the presence and practice of hazing in this state to the chief executive officer of the 
appropriate school, college, university, or other educational institution in this state. Any 
act of omission or commission shall be deemed hazing under the provisions of this 
section.  

(d) Any person who shall commit the offense of hazing shall be guilty of a Class C 
misdemeanor as defined by Title 13A.  

(e) Any person who participates in the hazing of another, or any organization associated 
with a school, college, university, or other educational institution in this state which 
knowingly permits hazing to be conducted by its members or by others subject to its 
direction or control, shall forfeit any entitlement to public funds, scholarships, or awards 
which are enjoyed by him or by it and shall be deprived of any sanction or approval 
granted by the school, college, university, or other educational institution.  

(f) Nothing in this section shall be construed as in any manner affecting or repealing any 
law of this state respecting homicide, or murder, manslaughter, assault with intent to 
murder, or aggravated assault (Alabama Hazing Law, n.d.) 
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Summary & Conclusion 

Hazing litigation involving colleges and universities has increased significantly over the 

last few decades. Research for this paper has demonstrated that while landmark cases such as 

Bradshaw v. Rawlings provide ample precedent for the “no duty” defense, recent hazing case law 

predicts that the trend toward institutional liability with regard to hazing will continue. The 

majority of states have enacted fairly uniform laws prohibiting hazing, yet state law in this area 

is still in its nascent stages, as legislators struggle with arriving at clear, comprehensive 

definitions of hazing. In addition, more states are now recognizing the legal role of institutions 

by requiring them to establish anti-hazing policies that are more integrative and encompassing in 

nature (Greenlee, 2012). 

Institutional regulation of hazing is a complex and twofold issue. Undeniably, some 

control is expected as well as necessary, yet the institution’s extent of involvement may open the 

door to subsequent liability. Furthermore, public and private institutions face varying obstacles 

when attempting to regulate the behavior of their student organizations.  

Effectively reducing hazing incidents and potential institutional liability involves a 

consistent combination of risk management programs and proactive strategies. Research 

indicates that risk management programs are more successful when Greek organizations and 

university administrators address hazing collectively rather than separately (Greenlee, 2012). 

This paper sought to examine hazing liability from an institutional perspective. Yet this 

only begins to address the myriad of layers comprising hazing litigation. Indeed, case law has 

illustrated that the issue is not as black-and-white as one might initially perceive. The question of 

duty comes into focus in most hazing cases involving colleges and universities. However, the 

extent of that duty appears to be the determining factor regarding institutional liability. Above 
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all, until hazing liability encompasses a multi-dimensional scope involving institutions, local and 

national Greek organizations, and individual chapter members, college students will continue to 

incur serious injury or death as a result of these senseless rituals. 
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The Global Cancer Epidemic: Clinical Insights for Restorative Approaches 
 

Cancer is a disease in which the abnormal cells divide without control and the cells are 

able to invade other body tissues. Cancer can spread to other parts of the body through the blood 

and lymph systems. Indeed, cancer is a combination of many diseases. Cancer is named for the 

organ or type of cell in which they start body invasion. There are over 100 different types of 

Cancer known to man and cancer types can be grouped in larger broader categories. All cancers 

begin in the body’s basic unit of life which is the cells. The cancer cells grow and divide 

exponentially in an uncontrollable way to produce more cells. The genetic material of a cell can 

become damaged producing mutations that have impact on cell growth and division. Cancer is a 

global epidemic. It affects all ages and socio-economic groups, with developing countries 

bearing a disproportionate burden. According to Ferlay, Shin, Bray, Forman, Mathers, and Parkin 

2008) there were 12.7 million new cancer cases and 7.6 million cancer deaths in 2008. If rates 

don’t change, the global cancer burden is expected to nearly double to 21.4 million cases and 

13.15 million deaths by 2030. According to the World Health Organization (WHO) 2007, the toll 

of cancer and other chronic diseases is greater in low- and middle-income countries, where 

people develop chronic diseases “at younger ages, suffer longer – often with preventable 

complications – and die sooner than those in high-income countries. This study examined the 

most common form of cancer, causes, and mind body connection, including clinical insights for 

alternative preventive and restorative management for healthy living. 

Cancer Demographics 

Cancer causes 1 in 8 deaths worldwide and is hastily becoming a global pandemic. As a 

leader in cancer control since 1913, the American Cancer Society has been steadfast to saving 

lives from cancer and decreasing the global peril of the disease. Cancer now accounts for more 
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deaths worldwide than HIV/AIDS, tuberculosis and malaria combined. Of the 7.6 million global 

deaths from cancer in 2008, more than 55% occurred in less developed regions of the world. By 

2030, 60-70% of the estimated 21.4 million new cancer cases per year are predicted to occur in 

developing countries. Cancer is the number one killer of people 1 to 85 and number one health 

concern of every American. Every hour, 156 people will learn that they have cancer. The 

numbers of cancer cases have continued to increase despite drug and surgery innovations 

according to (Ferlay, Shin, Bray, Forman, Mathers, Parkin, 2008). 

Cervical cancer is just one example of the disproportionate burden borne in the 

developing world. Over 85% of the 275,000 women who die every year from cervical cancer are 

from developing countries. If left unchecked, by 2030 cervical cancer will kill as many as 

430,000 women per year, virtually all in these countries. There are massive inequities in access 

to pain relief with more than 99%of untreated and painful deaths occurring in developing 

countries. In 2009, more than 90% of the global consumption of opioid analgesics was in 

Australia, Canada, New Zealand, the US and some European countries; with less than 10% of 

global quantities used by the other 80% of the world’s population. 

Every year, nearly 8 million people worldwide die from cancer. Many of these deaths can 

be avoided with increased governmental support and funding for prevention, detection, and 

treatment programs. Urgent action is needed to raise awareness about cancer, dispel myths and 

misconceptions, and develop practical strategies to address the disease. In 2010, 65% of all 

deaths worldwide were due to noncommunicable diseases (NCDs) like heart disease, lung 

disease, diabetes and cancer. Fifteen percent of all deaths worldwide, nearly 8 million people, 

were due to cancer alone. The number of deaths worldwide from cancer doubles the number of 

global deaths from malaria and HIV/AIDS, as is projected to exceed 13 million by 2030. In 
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2010, new cases of cancer totaled 13.2 million, costing $290 billion worldwide. These numbers 

are projected to rise to $22.2 million new cancer cases in 2030. That’s comparable to every 

person in Australia getting cancer every year. Projected cancer-related health care costs 

skyrocket to $458 billion and costs to implement strategies to address common cancer risk 

factors in low- to middle-income countries will likely reach $2 billion per year by 2030. In 2008, 

there were 6.7 million new cancer cases in developed countries compared to 6 million new 

cancer cases in developing countries. The number of new cases in developing countries is 

predicted to rise to 10.7 million by 2030. Currently, chronic diseases are by far the leading cause 

of death in the world and their impact is steadily growing. The report projects that approximately 

17 million people die prematurely each year as a result of the global epidemic of chronic disease 

(World Health Organization (WHO), 2007). Millions of people are dying prematurely and 

suffering unnecessarily from heart disease, stroke, cancer and diabetes, WHO states that the 

global epidemic of chronic disease must be stopped. Contrary to common perception, this largely 

invisible epidemic is worst in low and middle income countries, where 80% of all chronic 

disease deaths occur. The report details the latest findings from nine countries: Brazil, Canada, 

China, India, Nigeria, Pakistan, the Russian Federation, the United Kingdom and the United 

Republic of Tanzania. 

A major element in the increase demands in the number of cancer cases and deaths is that 

the global population is growing and aging. There is a shortage of access to information about 

prevention, early detection, and treatment in developing countries, and an inadequate medical 

and public health infrastructure. As a result, cancers are often diagnosed at a late stage, and 

people suffer needlessly from inadequate palliative care. Additionally, there is a challenge within 

the developing world to bring about awareness and intervention of cancer because of the cultural 
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and linguistic diversity that exists that often block the intervention that is available to various 

individuals. Although our understanding of cancer is unprecedented, cancer continues to be a 

leading cause of death largely because of lack of application of known interventions. A 

comprehensive response that promotes prevention, early detection, treatment, and pain control is 

critical to saving lives and alleviating needless suffering, and will expedite the control of cancer 

earlier in this century. 

Cancer Diagnosis 

Currently, if you are diagnosed with cancer you are given three options: surgery, 

chemotherapy, and radiation. According to the Journal of Clinical Oncology, 2004-present, 

Chemotherapy has an average of 5 year survival success rate of just over 2% for all cancers. The 

majority of cancer patients in this country die because of chemotherapy which has been 

documented for over a decade. Cancer is a 12 year disease, with a tumor appearing at about the 

8th year. A tumor is a symptom of the disease. The disease of cancer is the uncontrolled growth 

of abnormal cells. See Table 1 depiction of cancer growth from one to twelve years. Cancer is a 

term used for diseases in which abnormal cells divide without control and are able to invade 

other tissues (Parkin, 2006). Again, Cancer cells can spread to other parts of the body through 

the blood and lymph systems; it is not just one disease but many diseases and most cancers are 

named for the organ or type of cell in which they start - for example, cancer that begins in the 

colon is called colon cancer, etc. 
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Table 1: Cancer Growth 

 

Causes of Cancer 

There are over thirty carcinogenic factors that fall into three basic categories for causes of 

Cancer. Bugs, toxins, and biological factors are considered the culprit of etiological factors for 

cancer. Cancers are primarily an environmental disease with 90-95% of cases attributed to 

environmental factors and 5-10% due to genetics. Environmental, as used by cancer researchers, 

means any cause that is not inherited genetically, not merely pollution. Common environmental 

factors that contribute to cancer death include tobacco (25-30%), diet and obesity (30-35%), 

infections (15-20%), radiation (both ionizing and non-ionizing, up to 10%), stress, lack of 

http://en.wikipedia.org/wiki/Environment_(biophysical)
http://en.wikipedia.org/wiki/Heredity
http://en.wikipedia.org/wiki/Tobacco
http://en.wikipedia.org/wiki/Obesity
http://en.wikipedia.org/wiki/Infections
http://en.wikipedia.org/wiki/Radiation
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physical activity, and environmental pollutants. It is nearly impossible to prove what caused a 

cancer in any individual, because most cancers have multiple possible causes. There are many 

suspected root causes: e.g., there is strong evidence that the depletion of our soils due to 

intensive farming beginning with the industrial revolution has led to widespread mineral and 

trace element deficiencies leading to (or promoting) in their turn numerous ailments to include 

cancer. Another cause is likely to be found in the dangerous harsh chemicals present in our 

polluted food, air, and water supply, ranging from pesticides to artificial hormones (present in 

meat and dairy), as well as in the ubiquitous electro-magnetic fields from appliances, cell 

phones, computers, TVs, microwaves etc. All of these are assaultive, unnatural substances and 

influences our bodies have to contend with on a daily basis. In general, we are talking about 

bacteria, fungus, molds, mildews, candida, parasites, and viruses. Listed below are some 

examples of toxins that play a vital role as to the core of cancer. 

Table 2. Toxins rooted to the causes of cancer 

Irradiated food 

Additives-food colors, dyes, and aspartame 

Mercury toxicity- tooth fillings 

Dental factors-root canals, infections 

Sick building syndrome 

Pesticides 

Polluted Water 

Tobacco & Smoking 

Immunosuppressive Drugs and ALL DRUGS 

  

http://en.wikipedia.org/wiki/Physical_activity
http://en.wikipedia.org/wiki/Environmental_pollutants


745 

Table 3. Biological Factors that contribute to the causes of cancer 

Diet and nutritional deficiency 

Toxic emotions (chronic stress) 

Depressed thyroid 

Hormone therapies (birth control, synthetic estrogens, and hormone blockades) 

Blocked detoxification (bad circulation, scars) 

Cellular Oxygen Deficiency (acidity, lack of exercise, pollution, lack of CO2) 

Free Radicals 

Cellular terrain- bugs grown when the terrain is out of balance) 

The Environment’s Role in CANCER 

The current level of chemicals in the food and water supply and the indoor and outdoor 

environment, have lowered our threshold of resistance to disease, and altered our bodies’ 

metabolism causing enzyme dysfunction, nutritional deficiencies, and hormonal imbalances. The 

other factor connected to cancer relates to inflammation. See table 4 sources of inflammation 

linked to cancer. 
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Table 4. Cancer and its link to inflammation 

 

Restorative Approaches to Cancer 

Complementary therapy is used along with standard or mainstream medical treatment. 

Some complementary therapies may help relieve certain symptoms of cancer, relieve side effects 

of cancer treatment, or improve a patient’s sense of well-being. Examples might include 

meditation to reduce stress, peppermint or ginger tea for nausea, and guided imagery to help 

relieve stress and pain during medical procedures. Some of the methods, such as massage 

therapy, relaxation, and meditation that are now called complementary, have actually been 
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referred to as supportive care in the past. According to the American Cancer Society, patients 

who are thinking about using any complementary or non-mainstream therapies should discuss it 

with their health care professional. The human body is designed to be self-healing and will 

beautifully do its assigned task if properly supported and does not hinder it ability to perform this 

basic function. The future of medicine will consist of variety of approaches with technology 

moving and rolling at the top of the chart. There are a number of new approaches to cancer that 

is on the rise such as: virus genome DNA sequencing, testing of tumor samples for over two 

hundred eighty different genetic mutations, allowing the body to fight cancer through an 

experimental drug developed by Merck & Co. to hunt cancer cells and shrinks the tumor cells, 

smartphone technology/apps to be used and monitored with your physician such as AliveCor, 

consist of a case that snaps onto the iPhone with electrodes on the back and reads heart rhythms 

and relays a recording to the iPhone app allowing physicians to read the data. Lastly, gene 

therapy is poised now to become a reliable option for a variety of life threatening medical 

conditions. Our bodies have a way of communicating to us in one way or the other. In Table 5 

below are some signs that may be missed by your health care professional but can merge into 

something more serious later in life and linked to cancer. 
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Table 5: Simple Signs Missed by Your Health Care Professional Connected to 
Cancer 

Failing Eyesight (together with other signs and not just as a symptom of aging) 

Indigestion (can be caused by a blood clot in the pancreas that disables from 10% to 75% of its function 

Chronic Fatigue 

Brain Fog (fuzzy thinking, lost clarity of thought) 

Hair-brittle and coarse, balding/graying 

Hernia ( a symptom of many malignancies as protein is “stolen” from large muscle masses) 

Peculiar Odor 

Muscle Pains (particularly in the back and shoulders) 

Depression 

Before any disease can begin the restorative process, the waste product and impurities 

must be cleansed from the body. The sooner this cleansing is done, the sooner the body can 

begin repairing itself. We have 70 to 100 trillion cells in our bodies. Therefore, we have at least 70 

trillion garbage cans in our bodies. Detox is just as important as nutrition. We must begin 

cleansing: Bowel, Blood, Skin, Kidneys, Lymphatic System, Lung, and Liver. The key simply is 

detoxification. Listed below are some suggestions as to things to add to your detoxification list 

for better health. 
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WATER, WATER, WATER!!! 

Parasite Cleanse 

Liver/Gallbladder Flush 

Coffee Enemas 

Skin Brushing 

Reduce Stress 

Emotional Detox 

Meditation 

Far Infra-red Sauna 

Foot Detoxing 

Green Juices (barley grass or wheatgrass) 

Carrot Juice with Celery and Beets 

Vitamin C 

Diet and Nutrition 

Plant Based Whole Foods: Fresh Fruits, Fresh Vegetables, Whole Grains, Nuts and Seeds, Lean 
Proteins, Good Fats, Herbs and Spices, and Legumes 

 
Remove any and all from your home/environment and food supply:  

Synthetic Food Additives 

Artificial Colors 

Artificial Flavors 

Preservatives 

Artificial Sweeteners 

 

We are consuming manmade chemicals with virtually every bite of food and no one 

really knows what effect they may be having on our immune system, respiratory, endocrine, and 

nervous system. There are 24 different types found in the foods we eat. Listed below are foods 

that are permitted within the United States but is of great concern because of the chemicals that 

are included and consumed into our bodies on a daily basis. See Table 6 as to the chemicals that 

contain artificial colors that are contained in our food supply. 
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Table 6: Chemicals that contain artificial colors 

 

Artificial preservatives are natural or man-made chemicals added to food products to 

inhibit the growth of bacteria and fungi, inhibit oxidation, and prevent changes in the food’s 

color, odor, and taste. Manufacturers want to save money by putting in synthetic ingredients by 

cutting cost and making a high profit. They are also able to sell a lot of their products. There are 

no rules from the government; they can do whatever they want. Many of these manufacturers 

such as: Jello, Kraft, SCOPE, Kool-Aid, Powerrade, Doritos etc. make more than one version of 

the product. One of the products will not have all of the ingredients in it and the other one will 

have the added petroleum and/or butane in the products. Many countries, such as Japan, 

Romania, Sweden, and Australia, have banned BHT, BHA in foods, but the U.S. has not yet 

followed suit. You are eating petroleum in your food consumption on a daily basis. Additionally, 

look around in your kitchen pantry and see what to avoid in your kitchen that can be linked to 

cancer in coming years. See Table 7: Toxins in the Kitchen. 
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Table 7: Toxins in the Kitchen 

 

Conclusion 

The estimated future burden could be much larger than given above due to the adoption 

of western lifestyles, such as smoking, poor diet, physical inactivity, and reproductive factors, in 

economically developing countries. The goal of primary prevention is to reduce or eliminate 

exposure to cancer-causing factors, which include modifiable factors related to tobacco use, 

nutrition, physical inactivity, occupational exposures, and chronic infections. Primary prevention 

offers the greatest public health potential and the most cost-effective, long-term method of 

cancer control. Approaches to primary prevention include immunization against, or treatment of, 

infectious agents that cause certain cancers; application of effective tobacco control measures; 

reduction of excessive alcohol consumption; maintenance of healthy body weight and physically 
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active lifestyles; dietary intervention; avoidance of excess sun exposure; reduction in occupation. 

Health is a state of complete harmony of the body, mind and spirit. When one is free from 

physical disabilities and mental distractions, the gates of the soul are open. REMEMBER: Take 

care of your body. It’s the only place you have to live.” 
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On the Case of Linguistic Competence: An Analysis of Alzheimer’s Disease 

Patients Naming Errors 
 

Today we are currently living in the age of technology. Our innovations in the past few 

decades surpass everything learned in the last 2000 years. This increase has brought with it a 

large increase in diseases associated with old age. Alzheimer’s disease (AD) is one of the most 

common and dreaded diseases afflicting the elderly community of all ethnic races. It does not 

discriminate, nor is it only found in certain age groups. AD affects all social, ethnic, racial, 

economic groups around the world. AD occasionally was thought of to be a normal part of aging.  

AD is an autonomous disease. It affects persons of both sexes and all races and ethnic 

backgrounds. AD affects more women than men. The major risk factors for AD are age and 

heredity. Persons with a high incidence of AD in their family history are most vulnerable. 

However, it is a severely debilitating form of mental dementia that affects the individual, 

families, homes, communities, etc. Although there are some other forms of dementia, there is 

currently no cure for Alzheimer Disease. AD is the most common cause of dementia among 

people age 65 and older. By 2050, 13.2 million older people are expected to have AD if the 

current numbers hold and no preventive treatments become available (Alzheimer’s Disease 

Association 2011). For every 5-year age group beyond 65, the percentage of people with AD 

doubles. Five percent of people aged 65 to 74 and roughly 35 to 50 percent of people aged over 

85 have the disorder, according to the National Institute of Neurological Disorders and Stroke 

(NINDS), (Alzheimer’s Disease Association 2011).  

Today there are 5.3 million people living with Alzheimer’s disease. 5.1 million are age 

65 and older and 200,000 are under age 65 and have younger-onset Alzheimer’s disease. Every 

70 seconds someone develops Alzheimer’s disease and by 2050 someone will develop the 
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disease every 33 seconds. In 2011, baby boomers began turning 65 so one can see we are living 

longer. For future years to come, ten million baby boomers will develop Alzheimer’s disease in 

the United States (1 out of 8) (Alzheimer’s Disease Association 2011).  

Overview of Alzheimer’s Disease 

A general overview of Alzheimer’s disease including the clinical description, diagnosis, 

and progression of symptoms, benefits one to further understand the treatment and care of 

patients, the scope of the problem, scope of practice, and the current research which is forever 

changing. Dementia and Alzheimer’s disease may be equivalent in some ways. It is important to 

relate dementia and Alzheimer’s disease to grasp the differences between the two conditions. 

Alzheimer’s is the most common form of dementia marked by memory loss in older individuals. 

Dementia is the gradual loss of intellectual function.  

Nonetheless, Alzheimer’s disease is not a normal part of aging and is not something that 

unsurprisingly happens in later life. Alzheimer’s disease can be defined as a form of dementia 

characterized by a gradual loss of several important mental functions that interrupts the normal 

flow of life. It is perhaps, the most common cause of dementia in older Americans, and goes 

beyond just normal forgetfulness, such as losing your car keys or forgetting where you parked. 

Signs of Alzheimer’s disease include memory loss that is much more severe and more serious, 

such as forgetting the names of your children or perhaps where you’ve lived for the last decade 

or two, and remembering when you had your last meal. 

Numerous studies have investigated naming errors in AD by classifying errors as visual, 

semantic or lexical in nature. A common finding is that AD patients produce many semantic 

and/or thematic naming errors (i.e., shark for dolphin). The coarse criteria by which errors are 

divided can potentially overlook interactions among perceptual and lexical-semantic processes. 
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AD can be considered a multifocal disorder; one must consider the possibility that visual 

perception and naming are two unrelated areas of concomitant decline. However, there is 

evidence of a possible link between the two processes in visual perception tasks that require 

discrimination of real objects according to (Tippett and Blackwood, 2003). Studies have found 

that when healthy individuals underwent fMRI while performing a visual discrimination task 

between line drawings, they recruited relatively more anterior regions of the fusiform gyrus 

when the two drawings had high structural similarity and relatively more posterior regions of the 

fusiform gyrus and inferior occipital cortex when the drawings were lower in structural 

similarity. Together these findings propose that fMRI signal in mid-anterior areas are related to 

processing of detailed object structure because these regions are sensitive to pictures with high 

structural similarity and pictures that require high specificity of structural processing, but not to 

other types of visual similarity according to (Bussey and Saksida 2002). Damage to this common 

neural substrate devoted to processing of an objects’ structure may impact performance on 

picture discrimination, matching and naming tasks. 

Visual discrimination tasks that fluctuate in the degree to which they likely access 

structural and semantic knowledge could possibly provide awareness into visual perceptual or 

object recognition deficits in AD that may impact picture naming errors (Enwefa and Enwefa, 

2002, 2004, 2005, 2006, Enwefa, 2002). Visual discrimination tasks that require matching of 

complex shapes should not depend on access to a structural description system. Visual 

discrimination tasks should help guide the process of discrimination. Visual discrimination tasks 

that require an individual to determine if line drawings of real objects are of the same or different 

object in different views require accurate low level visual perceptual processing and reference to 

a stored structural representation to help guide the decision. 



758 

There are a number of potential ways that visual perceptual impairment may impact 

lexical-semantic processing in AD. Visual deficits may impact confrontation naming because of 

weakened visual input (Done and Hajilou 2005, Enwefa and Enwefa, 2001, 2006, Enwefa, 1998, 

2002). 

Aims of the study 

Picture naming errors was used to study language deficits in Alzheimer’s disease (AD) 

patients. Confrontation naming difficulties confounds performance on a memory test (Enwefa, 

1998, 2002; Enwefa & Enwefa, 2006). Picture naming tests have been extensively used to study 

cognitive and language deficits in AD. AD patients picture naming errors increases as a result of 

the disease severity (Enwefa and Enwefa, 2001, 2006). Also, the number of pictures AD patients 

can name and the type of naming errors changed as the disease progresses and determined that 

confrontational naming errors of AD patients increased based on the stage of the disease. A 

linguistic measure involving errors in confrontation naming was used to establish the extent of 

linguistic impairment of AD patients. A total of ten photographs were shown to twenty AD 

patients, (ten mild and ten moderate) and ten normal elderly. The results showed that naming 

errors increased as the disease progressed. The study concluded that the number of naming errors 

of AD patients increased as the severity of the disease progressed. Since the Visual 

Discrimination Task used real, nameable objects, it may have been a strong predictor of naming 

and semantic association abilities by tapping into a visual process that occurs at a stage prior to 

naming, such as comparing visual percepts to stored structural representations. 

AD Patients Naming Errors 

Assessment of a patient’s cognition is a crucial part of many medical consultations. 

Cognitive tests aid the diagnosis of dementia and are important in the medical and social 
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management of patients and in the assessment of capacity. Several studies have investigated 

naming errors in AD by classifying errors as visual, semantic or lexical in nature. A common 

finding is that AD patients produce many semantic and/or thematic naming errors (i.e., zebra for 

horse).  

Evidence for a deterioration of semantic memory in AD comes from several studies that 

probed for knowledge of particular concepts across different modes of access and output (e.g., 

fluency, confrontation naming, sorting, word-to-picture matching, and definition generation). In 

assessing AD patients, there is a lack of specificity to test and identify AD. Before diagnosis of 

the disease is made, other conditions must be excluded, such as depression, adverse drug 

reactions, metabolic changes, nutritional deficiencies, chemotherapy, head injuries, and stroke. 

The scientific community is applying the newest knowledge and research techniques in 

molecular genetics, pathology, virology, immunology, toxicology, neurology, psychiatry, 

pharmacology, biochemistry, and epidemiology to determine cause, diagnosis, treatment, and 

cure for AD. 

The current practice is to use the DSM-5.; and there has been considerable debate as to 

the diagnostic criteria. AD is now classified as Major and Minor Neurocognitive Disorders. The 

term Dementia has been removed. The diagnosis of dementia corresponds to a variety of 

etiological domains, from cerebrovascular disease to neurodegenerative disease. However, 

Alzheimer’s Disease (AD), which is a neurodegenerative disease of uncertain origin and 

pathogenesis, is the most common form of dementia in the elderly. While the National Institute 

of Neurological and Communicative Disorders and Stroke and the Alzheimer’s Disease and 

Related Disorders Association (NINCDS-ADRDA) NINCDS-ADRDA guidelines have been 

used for a long time and have been shown to have reasonable validity and reliability, they are 
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lacking in specificity, and need to be updated to incorporate the latest advances in diagnostic 

technology. The progress of AD clinically is often measured by mental status scales such as the 

Mini-Mental State Examination (MMSE) and the Clinical Dementia Rating Scale. However, 

these scales have their own limitations in terms of corresponding with the rate of clinical decline.  

Clinicians lack a validated test battery for differentiating the communication disorders of 

patients with AD from either normal elderly or patients with aphasia (Enwefa and Enwefa, 1998, 

2008, and Bayles, et al., 1989). The communication of AD patients is often assessed with one of 

the standardized test batteries for aphasia. This was done because of the marked discrepancy 

between language and other cognitive functions. This study determined whether the number of 

cognitive errors of AD patients on visual recognition tasks increases across cognitive tasks as the 

disease progresses and Secondly, to determine whether Visual confrontation naming errors 

increase based on stage of the disease. AD participants were all medically diagnosed with 

probable AD according to NINCDS and ADRDA. Participants with any form of vascular 

dementia, head trauma, alcoholism, depression, chemotherapy, or psychiatric illness were 

excluded from the study. Age range was from 72-93 years of age. AD patients were given: 10 

real objects, 10 colored photographs of the real objects, and 30 colored photographs of any 

household object such as: spoon, cup, toothbrush, comb, etc. To score this process of VRT 

(Visual Recognition Tasks): 1 correct response, 0 incorrect response, NR no response. We 

measured the naming phase such as the correct name of object, incorrect name of object, and no 

response). Descriptive Statistics were used to identify group means and standard deviations for 

all groups. Statistical comparisons of cognitive abilities between the overall performances of the 

groups were analyzed using ANOVA. Statistical differences were found between the group 

means of confrontation naming (F (2, 27) = 34.406, p < .0001). Part II consisted of 40 colored 



761 

photographs such as: Clock, telephone, slippers, purse, eyeglasses, cards, pillow, scissors, pen, 

frying pan, radio, blanket, television, shovel, belt, fork, shoes, broom, and umbrella. 

Conclusion 

More data needed with respect to the ways in which cognitive deterioration in AD 

patients may be assessed during the staging of the disease. Future research should include other 

population samples of AD. This would aid in knowledge as to the variable features of AD. 

Longitudinal studies to determine the distinctive elements of AD, rates of decline, and reliable 

staging techniques.  

More time is needed to assess the new DSM-5 criteria for AD patients. Our findings 

suggest that there is a common deficit in discrimination of pictures using nameable objects, 

picture naming and semantic association of pictures in AD. Future studies may investigate 

whether a treatment approach targeting visual discrimination abilities improves lexical-semantic 

performance in this population. 
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No Longer Overlooked: The Modern Tale of Africa’s Relations with Brazil 
 

Introduction 

United as one during Pangaea, scientists are quick to place South America and Africa as 

two pieces of a puzzle that separated into their present geographic locations. While it is estimated 

that the physical distance between these two continents will continue to increase, the opposite is 

true for their political distance given efforts that are currently being conducted by governments 

on both sides of the Atlantic, as they push for a South-South approach to modern day affairs. 

Termed as “sleeping giants”, Africa, defined in this paper as the amalgamation of countries in 

both the sub-Saharan and North African regions, and Brazil, the South American country with 

the deepest history of involvement in Africa, have enjoyed significant steps towards a closer 

partnership aimed at progress in the cultural, economic, and political realms.  

Perhaps as drastic as the shifting of tectonic plates over millions of years, relations 

between these two giants have endured the transformations and pressures of the international 

system, and currently tread the smoothest path to date. Despite their intertwined yet distant 

histories, what could hold claim to this new positive phase is the common aspiration that has 

accompanied leaders in Brazil and Africa throughout the past forty years: the search for 

modernization. Far from a desired position in their entrance to the global community of 

sovereign countries, Brazil and its African counterparts share a common list of past and present 

ailments that include colonial legacy, exploitation, dictatorships, foreign political manipulation, 

poverty, and hunger, just to name a few. For both, the pursuit of development, progress, and 

economic growth is one that has been elusive at times, but also one that has been achieved to 

varying degrees.  
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This paper examines a central element in the relationship between Brazil and Africa, 

namely the model of modernization that has been provided by Brazil since the 1970s, which has 

been sought by African countries as they strive to develop and modernize. Modernization, as 

defined in this paper will carry the same significance as that used by Toyin Falola in his book 

Economic Reforms and Modernization in Nigeria, 1945-1965. Falola (2004) describes 

modernization as ideas and actions focused toward achieving rapid positive changes in the 

economy combined with expansion in infrastructure, schools, health services, and industries. In 

addition, this paper also defines modernization in terms of innovative political paradigms that are 

followed by governments of developing countries as they create multi-lateral organizations and 

exchange resources, technology, and knowledge in an attempt to modernize.  

Industrializing in the periphery of capitalism is an admirable feat, and managing to do so 

was the exact challenge that faced newly independent African countries in the first decades after 

independence.  

This paper also outlines the shifting policies of the Brazilian government in its relations 

with Africa. It also provides an overview of how the former Brazilian President, Luiz “Lula” 

Inácio da Silva, has embraced an innovative spirit of development and modernization, which 

must be acknowledged beyond the ‘South’ as it holds promising future tales. 

A Desired Model of Modernization 

The view of Brazil has as a country with enormous economic potential has persisted 

throughout Brazilian history (Smith, 2002, p. 242). However, it was not until the late nineteen 

fifties, under the government of Juscelino Kubitschek, that signs of a tapping into this potential 

became visible. Kubitschek set a dynamic path toward rapid economic development and 

industrial expansion, which resulted in major modernization projects such as the building of 
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Brasilia, the nation’s capital, in the middle of an undeveloped hinterland. In 1964, three years 

after his rule ended, Brazil entered a period of authoritarian military rule, which would last for 

more than two decades, and despite many years of human rights violations, would boost Brazil 

into a new phase of economic development. This duality is evident in Georges-André Fiechter’s 

pro-government book, Brazil Since 1964: Modernisation under a Military Régime. Fiechter 

highlights what he considered three major achievements by Brazil’s military government. These 

were the Social Integration Program (P.I.S.), which was designed to give workers a share in the 

surplus value arising from industrial development, the National Integration Scheme (P.I.N.) 

whose main objective was to exploit the natural wealth of the state of Amazonia, and finally the 

Rural Workers Aid Program, which brought agricultural workers within the scope of social 

security benefits (Fiechter, 1975, p. 208-209). 

By nineteen seventy, Brazil was experiencing a period of intense industrialization, which 

came as a result of the military government’s attempt to direct the country in a more 

economically independent course. Unlike its preceding administrations, which had been highly 

dependent on Great Britain and the United States for its economic development, Brazil’s military 

governments took the reins of the economy in their own hands. A main feature of economic 

policy under the military regimes was the growing involvement of the state and military officers 

in actively stimulating and directing the pattern of economic development (Smith, 2002, p. 217). 

Consequently, many of the largest and most successful companies were either owned by the state 

or depended upon the government for the supply of much of their investment capital (Smith, 

2002, p. 217). Steel production, automobile manufacturing, machinery, ship building, and 

chemicals were the targeted industries as they enabled the country to modernize at an impressive 

pace. The greatest of the above mentioned industries was the automobile industry, which not 
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only made Brazil the eighth largest producer of motor vehicles in the world, but also contributed 

greatly to the country’s growth in exports from USD $2.7 billion in 1970 to $6.2 billion in 1973 

(Smith, 2002, p. 217). The early seventies also saw other ambitious domestic projects such as the 

Trans-Amazon Highway and the Itapú Dam project. “Revolution” was the term used by the 

Brazilian government to define these dedicated steps toward modernization and labels such as 

“economic miracle” of “an emerging giant” were quickly attached to the South American 

magnate (Smith, 2002; Goodwin, 1984). 

At the time of Brazil’s dedicated quest for modernization, the African continent found 

itself in varying stages of development as some of its countries struggled to manage their new 

sovereignty, while others struggled to rid themselves from the chains of colonialism. Some 

countries were ruled by military regimes, while others became one-party states, as multiparty 

systems were scant. As such, African leaders had varying political resources to face the multiple 

challenges resulting from their countries becoming independent (Collier, 1982, p. 145). Despite 

the differences in their post-independence structures, the challenges facing these newly 

independent countries were daunting. Most states shared a common hope for quick and 

prosperous modernization, through a process of industrialization. Addressing the global issues of 

the time in India’s “The Statesman”, Paul Chutkow (1986) affirmed that “for many African 

countries, the withdrawal of the European colonizers would liberate an enormous energy for 

economic development, the goal being to take an agriculturally based continent rich in natural 

resources and propel it into the industrial age” (p. 139). 

Brazil was viewed as a “Third World” country that had just concocted an “economic 

miracle” through its industrial revolution and modernized several sectors of its society despite 

suffering, like many African countries did, from serious political, social, and economic 
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challenges. As such, Brazil was seen by many African countries as a model to be followed. 

While for many African countries this ambition never materialized, for some, as was the case of 

Nigeria, temporary progress was made and was largely based on the Brazilian model. 

Although it inherited a precarious economy at independence in 1960, Nigeria’s economic 

objectives at independence were clear: the country would seek the means to transform its 

economy at a rapid rate and the “magical solution” was regarded as industrialization (Falola, 

2004, p. 157-160). When describing this epoch, Toyin Falola (2004) states that “indeed when 

many Nigerians talked about an economic revolution, they only meant one thing: 

industrialization” (p.157-160). Like its South American counterpart, the Nigerian government 

eventually undertook several infrastructure projects including huge spending on new roads, mass 

construction of public and private buildings, and sizeable hydroelectric projects such as the 

Kainji Dam on the Niger River. As the major employer of labor in the modern sector, the 

government also followed Brazil’s footsteps in actively stimulating and directing the country’s 

economic development, attaining an overall increase in per capita income in the 1960s and 1970s 

and assuming full control of the economy by 1985. Crawford Young (1999) labels this latter 

phase as a trademark of a “developmental dictatorship,” which played a major role in the 

development process of these two countries (p. 19). Examining this relationship in his book 

South-South Relations in a Changing World Order, Jerker Carlsson (1982) stated that Nigeria’s 

military leaders, top bureaucrats and politicians share with Brazilian leaders and intellectual and 

antagonism to socialism and a nationalist vision of an industrial future (Carlsson, 1982, p. 85). 

As the author outlines Brazilian involvement in Nigeria with great detail, he reveals Nigeria’s 

desire for Brazilian modernization by pointing out that a 1976 Nigerian government mission, 

headed by the President of the Nigerian Chambers of Commerce, reported that the mission was 
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convinced that Nigeria had much to gain from the Brazilian experiment especially in the areas of 

agricultural and industrial development (Carlsson, 1982, p. 85-86). Carlsson (1982) also notes 

that the Brazilian state company, Novacap, had a contract with the Federal Capital Authority to 

help with the transfer of the Federal capital to Abuja (p. 89). 

Other newly independent African countries were also engaged in a race to modernize, to 

close the gap between their former masters, the rich countries, and themselves (Hoepli, 1973, 

p. 115). Ghana is a case in point. In his book Modernization in Ghana and the U.S.S.R: A 

Comparative Study, Robert E. Dowse suggested that one can tie in Kwame Nkrumah’s 

preference for the policy of rapid industrialization with his political ambitions, as he not only 

wished to impress and compete with his astonished African neighbors, but he also wished, as he 

often emphasized, to lay the basis for regional economic development (Dowse, 1969, p. 75). As 

such, Brazil’s rapid modernization was an example to be followed and Brazilian exports were 

utilized as tools for modernization throughout Africa.  

The most sought after Brazilian exports to Africa at that time included: road building 

equipment, machinery, motor vehicles, electronic products, electro-mechanical tools, heavy 

electrical equipment, iron and steel products, port equipment, glass sheets, condensers, 

pharmaceutical products, dentistry equipment, electric domestic appliances, calculators, 

typewriters, and data processing machines (United Nations Treaty Series, 1972/73). These were 

destined to infra-structure development projects, many of which involved Brazilian companies 

and personnel, and included: construction of hydroelectric dams, construction of roads, rail and 

automobile transport, sanitation works, telecommunications, farming technology, and 

technological training of personnel.  



770 

In the political realm, a major shift had been taking place in Brazil since the sixties as it 

carried out its industrial growth. Amid Cold War global polarization, the Brazilian government 

started to change its approach to foreign policy by replacing the ideologically split East-West 

stance, with a global North-South perspective, which focused on the true disparities that existed 

between developed countries of the “North” and the underdeveloped countries of the “South”. 

By doing so, the political significance of Africa was taken into serious consideration by the 

Brazilian government.  

At the beginning of 1976, twenty nine percent of United Nations members were sub-

Saharan African countries and four percent North African (Abreu, 1981, p. 47-62). By adopting a 

cooperative diplomacy, and modernizing its foreign policy, Brazilian leaders hoped that Brazil’s 

presence in Africa would enable multilateral assistance and development, thus generating 

positive effects as it headed for a new, more influential place in the international arena. 

Consequently, Brazil’s stance in favoring closer ties with the “Third World” caused a certain 

level on uneasiness to political observers in the north who fear the possibility of unruly 

diplomatic behavior by this “unpredictable green giant” (Isenberg, 1972, p. 152). 

At this time, Brazil also took significant diplomatic steps toward a well-defined anti-

colonial stance. This stance was particularly significant when dealing with issues involving the 

liberation struggles of Portuguese colonies. Brazil traditionally maintained close political and 

cultural ties with Portugal and usually kept a low-profile stance in the anti-colonial debate. Timid 

advances favoring African liberation movements had been made by the Castelo Branco and 

Costa e Silva administrations in the nineteen sixties in the form of a few cultural agreements, two 

commercial missions and the opening of embassies in Abidjan and Kinshasa. However, Brazil’s 

true advance to Africa was consolidated during the Ernesto Geisel administration (1974-79), 
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which coincided with the emancipation of the five Portuguese colonies in Africa, all of which 

were quickly recognized by Brazil. By officially rupturing its traditional alignment with 

Portugal, Brazil “put its diplomacy at the service of prosperity” by reaching out to other 

developing countries (Smith, 2002, p. 235). At the same time, African states also attempted to 

reduce their dependency on the superpowers by diversifying their partners and maximizing 

diplomatic advantage (Martin, 2002, p. xiv). This combination of ambitions, along with a mutual 

desire for progress and modernization, took Brazil’s interactions with Africa to an unprecedented 

level.  

Indeed, significant political interactions between Africa and Brazil date back to 

nineteenth century history. In the last years of the transatlantic slave trade, for example, the 

kings, or obás, of the Kingdom of Benin and the Kingdom of Lagos were the two first sovereign 

powers to officially acknowledge Brazil’s independence from Portugal in 1822 (Costa e Silva, 

2003, p. 11). However, much would occur before Brazil’s relations with Africa would reach its 

first golden years as it did in the nineteen seventies. Many also saw the seventies as the decade 

for Africa, “the sleeping Giant”, to wake up and finally take charge of its economic potential 

(Hoepli, 1973, p. 165). 

Commonly known as “the opening to Africa”, this period was characterized by the 

establishment of new embassies, high level state visits, and trade agreements based on Brazilian 

transfer of technology, infrastructure and economic development. A quick analysis of bi-lateral 

trade agreements, signed in the nineteen seventies by Brazil and several African countries, 

reveals a clear pattern of trade aimed at modernization. Many of these agreements were signed 

during diplomatic visits, like that of Brazilian Minister of Foreign Minister Mario Gibson 

Barbosa to nine Sub-Saharan countries in 1972 (“Country Studies: Brazil – Africa,” n.d.). 
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Additionally, bi-lateral scientific and technical co-operation agreements between Brazil and 

several other African countries were also signed in the same decade. As a result of these 

diplomatic efforts, trade between Brazil and Africa increased from US$ 30 million in 1972 to 

US$ 836 million in 1976 (Abreu, 1981, p. 47-62).  

As the seventies decade ended, things looked bright in Africa’s relations with Brazil. In 

1979, new Brazilian embassies were established in Lomé and Dar es Salaam. That same year, the 

country was visited by eighteen different delegations from Nigeria, and by Zambian President 

Kenneth Kaunda. The enthusiastic dealings with Africa that took place during the seventies were 

extended, to a lesser degree, into the eighties as Brazil entered a new political era in its history. 

A New Dimension and the Hindering of a Process 

In terms of Brazil’s effort in developing ever-closer relations with Africa, the eighties 

decade started off in the same light as the preceding one. The government’s anti-colonial stance 

was more evident than ever and in a 1980 speech to the Brazilian Congress President Joaõ 

Figuereido (1979-1985) stated that “Brazil maintains a firm position of support for the 

establishment of a legitimate government based on majority rule in Zimbabwe and for the self-

determination and independence of Namibia” (“Country Studies: Brazil – Africa,” n.d.). Three 

years later another significant step in Brazil’s Africa policy or “Política Africana” was taken. In 

November of 1983, Brazil initiated a new dimension to its relations with Africa as President 

Figueiredo visited five African countries, in what was the first visit by a Brazilian, and South-

American president to the African continent. Such visit gave birth to a diplomatic gesture has 

been repeated by three out of the five succeeding presidents to date. By 1985 commerce between 

Africa and Brazil had grown to US$ 3.3 billion (“Country Studies: Brazil – Africa,” n.d.). This 

triumph was partially due to the government’s “Projeto África” (Africa Project), whereby a 
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Brazilian model and a plan of action were created to make its involvement in Africa more 

efficient.  

Most importantly, 1985 also saw a new dimension of Brazil’s political existence as it 

returned to civilian rule after twenty-one years under military regimes. It seemed that with the 

arrival of a democratization process, Brazil’s involvement in Africa would continue to advance. 

In fact, by 1986 Brazil had twenty-two embassies in the region, and President Sarney (1985-

1990) gave continuity to the Africa policy of the previous administration by visiting Cape Verde 

in 1986, Angola in 1989, and maintaining a critical stance toward South Africa’s apartheid 

regime in what became known as the “Sarney Decree” (“Country Studies: Brazil – Africa,” n.d.; 

Lechini, 2008). The eighties also saw an array of high level visits from Africa. African heads of 

state from Algeria, Zaire, Cape Verde, and Mozambique, as well as Sam Nujoma of the South 

West African People’s Organization (SWAPO), visited Brasilia (Lechini, 2008). Although these 

seemed like promising times, the decade that followed would bring about an unexpected grim 

reality to both sides of the Atlantic.  

As the post-Cold War era of the 1990s began, Africa became, even more peripheral to the 

international political and economic order (Harbeson, 1995, p. 14). To a certain extent, Brazil 

was a contributor to the distancing of Africa by the international community. In the eighties 

decade, Brazil prioritized domestic concerns and went from having a foreign debt US$ 86 billion 

in 1983 to having the eighth most competitive economy among developing nations in 1989 

(Batista, 1985; Page, 1995). Yet by increasingly turning its efforts inward it distanced itself from 

Africa, Brazil hindered the process of increasing economic ties and brought about the lowest 

point in Brazil-Africa relations. The cooperative phase that had existed in the eighties was 

replaced by a weakening of Brazil’s Africa Policy in the nineties as the country turned to a more 
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selective and strategic approach to its foreign relations. Focus was continually given to 

immediate national and regional issues such as foreign debt relief and the development of 

Mercosul (Southern Cone Common Market).  

In addition, the political and economic instability of African countries in the nineties 

placed Africa at the bottom of the list of Brazilian priorities. This caused Africa to fall out of 

favor in Brazilian foreign policy in what was known as “custo África” or “the cost of Africa”. In 

the words of José Flavio Sombra e Saraiva (2004), Professor at the International Relations 

Institute of the University of Brasilia, “Africa was forgotten by Brazilian foreign policy as Afro-

pessimism dominated Brazil’s image of Africa”, he adds that “those were years of silence as the 

Cardoso government watched Africa’s marginalization with binoculars” (p. 298). Despite this 

distancing, a few important links between Africa and Brazil were made, and came in the form of 

a new organization which aimed at increasing ties between Brazil and Luso-African countries, as 

well as the beginning of negotiations between Mercosul and the Southern Africa Development 

Community (SADC). Both efforts kept the spirit of modernization alive during that challenging 

decade. 

Established in July of 1996 the Community of Portuguese Language Countries (CPLP) 

was created as a multilateral forum of Portuguese language countries, namely Brazil, Angola 

Cape Verde, Guinea-Bissau, Mozambique, Sao Tome and Principe, Portugal, and East-Timor. Its 

main goal was to deepen political/diplomatic cooperation among its members as a way to 

strengthen their presence in other international forums and to focus on cooperation at various 

levels in the fields of education, health, science and technology, defense, agriculture, public 

administration, communications, justice, public security, culture, sports and social 

communication (“Organização CPLP,” n.d.). To this day, the CPLP continues to grow and 
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broaden its spectrum of involvement in areas pertaining to modernization. Concurrently, the 

negotiations between Mercosul and SADC continue to advance. 

Lula’s Entrance and Innovative Approach 

President Luiz “Lula” Ignacio da Silva came to office during what was evidently one of 

the lowest points of Brazil’s Africa policy. After taking office, Lula emphasized the emergence 

of a changing relationship between Brazil and Africa not only through his rhetoric, but also 

through a set of solid actions that has brought Brazil’s Africa policy to an unprecedented level. 

In his words, “the effective Africa policy that had existed in the past and was eventually 

sidelined is now being revived” (Cabral, 2005). This new spirit of solidarity with Africa has been 

accompanied by eleven visits to the African continent, between 2003 and 2010, encompassing 

twenty-four countries. There are numerous achievements that Lula can be credited with in terms 

of his outreach to Africa including multilateral regional and international organizations, trade 

and cooperation agreements, and internal policymaking.  

Overall, there are four cornerstones that will certainly mark Lula’s legacy as one of the 

influential leaders of the ‘South’. First, his role in the 2003 creation of the India-Brazil-South 

Africa (IBSA) developmental initiative, which promotes South-South cooperation and exchange 

between the three countries in the areas of agriculture, culture, defense, education, energy, 

health, information, science and technology, tourism, trade and transport (“Areas of 

Cooperation,” n.d.).  

Secondly, Lula’s creation of the Brazil-Africa Forum, which brought together Brazilians 

and Africans from diverse sectors of society to discuss political, social, economic issues, was a 

second major step in deepening ties with Africa (Coelho, 2004, p. 10). Since the first year of his 

administration, trade between Brazil and Africa has grown immensely, from US$ 5 billion in 
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2002 to US$ 20 billion in 2007, to 29 billion in 2010 (Lechini, 2008; Redação Época, 2010). In 

order to promote continued increase in trade, Lula also founded chambers of commerce with 

several African countries. The diplomatic and commercial process that followed the Brazil-

Africa forum sparked Nigerian President Olusegun Obasanjo’s desire to duplicate its successes 

on a cross-regional basis.  

Thirdly, after mutual visits to their respective countries in 2005, Obasanjo and da Silva 

proposed, and got the approval for, the Africa-South America Summit from their regional 

leaders. As the first meeting of its kind between the heads of state and government of the two 

continents, the ASAS meeting, which took place in Abuja in 2006, provided a unique 

opportunity for dialogue between two regions of the developing world that together comprise 66 

countries, more than a billion people (Africa, 800 million; South America, 375 million), and 

occupy more than 30% of the world’s total land area (Brazilian Ministry of External Relations, 

2006).  

Lula’s fourth main mark on Brazil’s policy to Africa relates directly to his solidarity with 

Africa’s development in the areas of agriculture, health, energy, social inclusion, and 

professional development. His debt forgiveness schemes for African countries, which include 

partial or full debt cancellations to Nigeria, Senegal, Mozambique, Cape Verde and Gabon, 

among others have been as beneficial as his promotion of antiretroviral drugs to combat HIV-

AIDS, and biofuels that hold economic potential for Africa. The latter is expanding at a fast 

pace. 

Donald Mitchell’s World Bank publication titled Biofuels in Africa: Opportunities, 

Prospects and Challenges, states that the lessons learned in Brazil, the global leader in biofuel 

production and use, have application to African countries contemplating or producing biofuels 
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(Mitchell, 2011, p. 155). This sheds light on Brazil’s involvement in ethanol projects in Ghana, 

Senegal, Zimbabwe, Kenya, Tanzania and Mozambique. 

Furthermore, in terms of national issues, Lula’s domestic policies also match his outreach 

to Africa. In order to combat lack of knowledge about Africa, and the Afro-pessimism that had 

permeated Brazil in the 1990s, Lula created Federal Law 10.639 of 10 January 2003. This law 

makes the study and teaching of African, and Afro-Brazilian history and culture compulsory at 

all academic levels (Lechini, 2008). It not only promotes the government’s Africa policy to the 

nation’s students, but also seeks to eliminate the pattern of ignorance, which aside from African 

soccer greats and a mild historical understanding of the slave trade link, had left Brazilians 

questioning what that other side of the Atlantic was really about. Lula’s success in the areas of 

civil rights, social inclusion, and poverty reduction has led to trends in Africa-Brazil relations 

that bring echoes from the past. Recently, Nigeria’s Federal Ministry of Information declared 

that Nigeria will adopt the Brazilian model for poverty reduction, health and education 

enhancement in order to fast-track the attainment of the Millennium Development Goals 

(Nigerian Federal Ministry of Information, 2012). 

Conclusion 

The experience of the last forty years with regard to Brazil-Africa relations has yielded 

many useful lessons. Taken as a whole, Brazil’s ties with Africa have always fluctuated on the 

basis of government priorities and interests, as well as international pressures and circumstances. 

While the late nineteen sixties, seventies, and eighties brought Brazil and Africa together, the 

ninety nineties brought them apart. The arrival of the Lula administration in 2003 brought a 

revival of closer ties with Africa that continues to the present under of the administration of 
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President Dilma Rousseff. The desire for change, development, and modernization is still the key 

link that exists between Brazil and Africa.  

The role that Brazil played as a model for modernization and advancement in Africa 

during the seventies decade is significant in that it offered a new alternative to other models 

being provided by the “North”. This was evidenced by the steps taken by several African 

governments as they moved towards a process of modernization via the transfer of technology 

and industry from Brazil. 

Also important is the crucial revalorization of Africa demonstrated by President Luiz 

Inácio da Silva’s administration. Through bi-lateral, multilateral and regional efforts, Lula was a 

key player in the creation of the CPLP, IBSA, the Africa-Brazil Forum, and the Africa South-

America Summit. As the Brazilian president with the greatest number of trips to Africa, Lula’s 

eleven trips across the Atlantic certainly confirmed his solidarity with Africa. Simultaneously, he 

continued to promote South-South cooperation with a focus on the development and 

modernization of developing countries as they joined efforts in the global arena. Brazil currently 

has embassies in 34 African countries and counts with the presence of 27 African embassies in 

its territory. 

Moreover, the successful nature of Brazil’s interactions with Africa at the height of its 

Africa policies demonstrated that Brazil can be a future partner to an increasing number of 

African countries. Therefore, if the current and future administrations follow the nature of Africa 

policies that existed in seventies and those of Lula’s administration, it is likely that Brazil and 

Africa will continue to modernize together. Partnerships based on HIV treatment, biofuels, 

agricultural initiatives, and social inclusion are likely to continue into the future as Brazil 
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repositions itself in the international arena, treading a path towards the much desired permanent 

seat in the UN Security Council. 

In his book “Brazil and Africa”, which is one of the masterpieces of Brazil-Africa 

relations, José Honórorio Rodrigues (1965) wrote that: 

“Neither the lessons of [the past] nor our ties with Africa taught us that a broad, 

intercontinental policy designed to improve our defense, security and develop our foreign trade is 

probably the manifest destiny that has emerged from the past, is colliding with the present, and 

will advance into the future” (p. 208). 

Perhaps the measure of success in Brazil’s current and future relations with Africa should 

be based on the degree to which Rodrigues’ words can be considered outdated. 
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The Uniqueness of Taos Pueblo 
 

The Pueblo Indians of the American Southwest are unique in the United States in their 

architecture and history. Most pre-Columbian Native Americans used construction techniques 

that left faint traces at best of their habitations and civic and religious structures. The Pueblo, and 

their ancestors built enduring structures that have lasted hundreds of years. The Taos Pueblos’ 

location has given this people an advantage that has allowed them to hold a unique distinction 

within this most distinct of groups. Their Pueblo is the both the largest of the Pueblos and the 

oldest continuously inhabited structure in the United States. We will explore this people and the 

reasons why their location has given them such an advantage. 

To begin this journey we need to look for the origins of the Pueblo culture. We will first 

look in the San Francisco Mountains of southwest New Mexico. We climb to a height of 6,800 

feet and enter the opening of Bat Cave where we find the earliest known evidence of 

domesticated corn in the American Southwest, dated to be over 3,500 years old. (Stuart 2000, 

35) The introduction of agriculture is essential to the story of the Pueblo.  

Now we move north to the San Juan basin of northwest New Mexico where 2500 years 

ago people grew corn, beans, and squash and built “pit houses” that were partly below ground. 

These “pit houses” were built in groups forming small villages. (Stuart 2000, 39-42) This 

construction technique spread throughout the Four Corners region and continued to be used by 

some Pueblo into the historical period. The practice will be modified and utilized in the 

construction of religious structures by all the Pueblo even today.  

We continue our northern trek just a little farther to a deep canyon cut into a high plateau 

by the Chaco River. 1300 years ago in this canyon the ancestors of the Pueblo began to live. 

They used the canyon walls to construct huge multi-storied apartment houses. The technique of 
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digging pits to half submerge their houses had evolved and now included kivas, religious and 

social structures that were round pits dug into the earth and then covered with a roof. Irrigation 

systems were built to produce more food more consistently. About 400 miles of road were built 

within and even extending beyond the canyon. The scale of construction within the canyon is 

difficult to grasp. By 1120 A.D. archeologists estimate that over 200,000 ponderosa pine trees 

had been cut down and transported 20 or 30 miles just to be used to support the roofs of these 

structures. Pueblo Bonito is just one of the “great houses”. It has about 700 rooms and covers 

nearly 5 acres. Constructed around 1050 A.D., it would be 800 years before another structure this 

size would be built on the American continent. (Stuart 2000, 80) 

At about the same time that Pueblo Bonito was finished, a people that were apparently 

linguistically different, but very similar culturally began building a more modest, but ultimately 

more sustainable apartment house on the Rio Pueblo at the base of Taos Mountain in north-

central New Mexico. Around 1300 A.D. the Taos people had lived in their pueblo at least 100 

years, and Chaco Canyon was completely abandoned, apparently due primarily to climate 

change. Immigrants from Chaco dispersed widely. It is assumed by archeologists that this 

diaspora provides a partial explanation for the multiplicity of languages spoken by the Pueblo. 

There are four distinct languages spoken by the Pueblo. Hopi, is spoken by the Hopi of 

northeastern Arizona. Zuni is spoken only by the Zuni of western New Mexico and eastern 

Arizona. Keresan is spoken by about eight of the Pueblos. Tanoan is the fourth language and is 

further broken down into three dialects. Tewa is spoken at six pueblos. Towa is only spoken by 

the Jemez. Tiwa is spoken at four Pueblos, two in the south and two in the north, including the 

northernmost pueblo of Taos. 
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If language is not a uniting factor among the Pueblo, and between the Pueblo and the 

inhabitants of Chaco Canyon, then what does tie them together? Why do archeologists, 

anthropologists, and historians consider the Chacoans to be the ancestors of the Pueblo? First 

there is architecture. The pueblo structures themselves provide a powerful link amongst these 

peoples. Specific construction techniques do vary somewhat. Some pueblos are constructed of 

stone. Others are mud brick. Still others are mud brick exteriors with gravel and dirt fill. 

However these variations are easily explained as adaptations to locally available resources. Even 

within Chaco Canyon different materials are used. (Stuart 2000) Despite these variations, the 

pueblo style is distinct and fairly homogenous. 

Second there is culture and religion. The first formal kivas were built in Chaco Canyon. 

There are marked differences in size, but kivas of Chaco have the same basic design as those 

built by the Pueblo Indians 700 years later and hundreds of miles away. That these kivas have 

both social and religious functions is confirmed by their continued use today. Finally there are 

connections of trade. Chacoans and all the Pueblo are known to have a fondness for trade goods 

as far away as the American west coast, central Mexico, and East Texas (perhaps even the 

Mississippi River valley). At Chaco and many Pueblos we find sea shells from the Pacific coast, 

conch shells from the Mexican Caribbean, Macaw feathers from the jungles of central Mexico, 

and Osage Orange wood from East Texas. Osage Orange wood is highly prized for making 

bows, even today. Both the Chacoans and several of the Pueblo mined and worked turquoise 

found in central New Mexico and exported finished goods down to the Mesoamerican Aztecs 

and Mayans as well as to California and the Caddo of East Texas. (Riley 1995, 112-116) 

The 13th and 14th centuries saw the rise of the Pueblo culture along the Rio Grande River 

and elsewhere. It is important to repeat however that the Taos pueblo had already seen over a 
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hundred years of history by the time the Chaco immigrants came west. In the later part of the 14th 

century a new religious system, the kachina cult began to spread through nearly all the pueblos. 

This cult, with its rich mythology and visually stimulating costumes and dance, spread quickly. 

This fast expansion undoubtedly traveled along the established trade roots. The kachina cult does 

not seem to have supplanted older religious practices, but added another layer of both religious 

and social practices and created another common link that bound the Pueblos together. Only the 

Taos failed to embrace this new cult, yet another distinction that makes this group unique. (Riley 

1995, 5)  

Early in the 16th century saw a change greater even than the abandonment of Chaco 

Canyon. While most of the emphasis is placed on the arrival of the Spanish in this century, the 

Pueblo also faced an invader from the north. Athapaskan speaking peoples, who would later 

become the Apaches and Navajo, began moving into the area and raiding the relatively rich 

Pueblos. These invaders actually pre-date the Spanish and are key to understanding some of the 

Pueblo’s initial openness toward the Spanish despite the fact they must surely have heard of the 

Spanish conquest of the Aztec. These Pueblo hoped to enlist the Spanish as allies against those 

that had been raiding them for decades. (Kantner 2004, 200-201)  

The first Spanish explorer to see a pueblo was no Spaniard at all. It was Cabeza de 

Vaca’s traveling companion Esteban, the North African slave of another of Vaca’s party , de 

Carronca. Esteban was bought by the Viceroy of New Spain to act as a guide for the first 

expedition into the northern territory. The leader of the expedition was a Franciscan friar named 

Marcos de Niza. The expedition left in the spring of 1539. When Holy Week arrived, de Niza 

stopped but sent Esteban to scout ahead. Thus it was a Moroccan of Africa that was the first 

ambassador of Spain to speak to a Pueblo. The first pueblo Esteban found was the Zuni village of 
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Hawikuh. This meeting did not go well. Esteban so enraged the leaders of Hawikuh that they 

killed him. de Niza came within sight of Hawikuh then turned around and went back home. It 

was Francisco Vasquez de Coronado that led the expedition of 1540 that would not only visit all 

of the Rio Grande pueblos, but members of this expedition would see sights as far flung as the 

Grand Canyon, the Llano Estacado, and even into Kansas. Coronado’s goal of finding another 

gold-rich civilization was a failure, but the Spanish now knew a lot more about the advanced 

civilization of the Pueblo. (Sando 1992, 49-54) 

It would be Spanish missionaries, excited at the prospect of dense agrarian (and therefore 

sedentary) populations of potential converts, and Spanish mining interests that would drive 

Spain’s interactions with Pueblos for the next 100 years. Group after group attempted to create a 

permanent Spanish presence in the upper Rio Grande valley. It was not until January of 1598 that 

an expedition was successful in establishing a permanent settlement. The expedition was led by a 

man named Onate, who owned several mining interests in Mexico and hoped to find mineral 

riches in New Mexico. He established his settlement near the pueblo of San Miguel, which 

became the first European state capital established in what would become the United States. 

Jamestown would not be established for another 9 years. In 1610 a new governor of the Spanish 

state of New Mexico would move the capitol to Santa Fe. It has not moved since. 

The Spanish attempted force their forms of government and religion on the Pueblo. These 

efforts would meet with mixed results. A few of the Pueblos, most notably those that had 

suffered the worst at the hands of the northern raiders (now called Apaches), embraced the 

Spanish and even helped them against some of their recalcitrant brothers. The 17th century saw 

the Spanish oppressing the Pueblo politically, religiously, socially, and economically. The 

incident that proved pivotal to end this oppression was in 1677, when 47 Pueblo men were 
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accused by the Spanish governor of sorcery. Four men were hung publically at their home 

pueblos. The other 43 were sentenced to years or even lifelong enslavement, or to lashing. One 

of the men who received the shame of public whipping was a man named Popé. Popé is the 

legendary leader of the Pueblo revolt of 1680, which some have called the First American 

Revolution. (Sando 1992, 63-65) The legend of Popé comes mainly from the testimony of one of 

the leaders of the revolt, a man named Naranjo, who was captured and tortured to confession. In 

his testimony he blamed Popé and Taos Pueblo for inciting the revolt, but he also goes into some 

visually interesting detail of the demons with fire “shooting out of all their extremities” who 

acted as advisors to the leaders. (Hackett 1973) 

Whoever actually led the Revolt, it was even by Spanish accounts a well-coordinated 

operation in which only 21 religious men (who refused to leave) and a few Spanish civilians 

were killed. The entire Spanish population, as well as some people of the Piro and Ysleta 

Pueblos who had helped them, were forced to leave and all the churches were destroyed. Nearly 

all of them fled south to El Paso where there was a small Spanish settlement. For the next several 

years, Spanish military commanders led forays into Pueblo country and burned some Pueblos, 

but were unable to regain control of the region. However after 12 years, numerous damaging 

attacks by the Spanish, and even more damaging raids by the Navajo and Apache who now 

fought from horseback better than the Spaniards, a delegation of leaders from some of the 

Pueblos went to El Paso and negotiated a return of the Spanish. In 1692 the Spanish regained 

control of the region, although it would be another 5 years before all the Pueblos were 

“pacified”. Largely due to a combination of a change in Spanish policy toward the Pueblo, 

followed by a change in leadership to those who would enforce the policy, and even more 

pressure from the Apaches, the beginning of the 18th century saw the Pueblo treated more as 
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allies than conquered. From that point until Mexico became an independent nation, Pueblo 

peoples were allies of the Spanish and cooperated with them in fighting against Navajo, Apache, 

and later Comanche raiders. 

The years the Pueblo spent under Mexican domination were a step backward. Mexican 

officials did not honor the land grants the Spanish crown had given to Pueblo nations and 

allowed land to be taken from them illegally. Mexican military help against the raids of other 

Indians dwindled and eventually stopped, although the Pueblo were forced to continue supplying 

troops for guarding Mexican land from the raiders. However this was also a time of reduced 

religious oversight and so there were some gains in de facto religious freedom. The Texas 

Revolution of 1836 had very little effect on the Pueblos. Less than half of the pueblos are east of 

the Rio Grande River, and therefore claimed by Texas, and there was no real Texas presence to 

enforce the new nation’s claims. The Pueblos were largely unaffected by the Republic of Texas 

but would face new difficulties once the United States took control of the region with the Treaty 

of Guadalupe Hidalgo in 1848. 

Before we continue the chronological account, we need to discuss another of the traits 

that make Taos Pueblo so unique, its location. A look at a map of the state of New Mexico 

reveals the Rio Grande River nearly bisecting the state. Lying along the upper half of the river 

and its tributaries are 16 of the 19 currently inhabited pueblos of New Mexico. Taos lies at the 

very northern end of this area, just a little over 40 miles from the Colorado border. The pueblo 

sits astride the Rio Pueblo, a tributary of the Rio Grande, which has its source on Taos Mountain 

to the northwest. The Sangre de Cristo mountain range includes Wheeler Peak, which at 13,161 

feet is the highest peak in New Mexico. These mountains are inhospitable, especially for 

horsemen, and shielded the Taos from much of the depredations of the Apache, Navajo, and 
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Comanche. Taos’ position as the farthest north of the Pueblos likewise meant they received the 

least attention from whoever ruled in either Mexico City or Santa Fe, and had the most advanced 

warning of any military expedition coming up from the south. The nearness of the Pueblo to the 

source of its water supply and the dependability of the water allowed the Taos to remain in their 

ancestral home through the vagaries of climate. Even in the most extreme droughts the Rio 

Pueblo de Taos has never run out of water. 

The layout of the Pueblo itself has helped the Taos over the ages. It is not one Pueblo but 

actually two, called the North House and the South House. One sits on each side of the Rio 

Pueblo with three small foot bridges as the only easy means from one side to the other. The 

North House is the larger of the two and taller at 5 stories. The South House is smaller but sits 

closer to the river and is 4 stories tall. Archers on the roof tops of the Pueblos can create a 

withering cross fire that even the most determined force would not want to face. At all the 

Pueblos the first floor has no doors or windows (that is until the 20th century and the rise of the 

tourist trade) and the only access into the Pueblos was by climbing ladders and entering through 

the roofs. Thus attackers must either breach two foot thick adobe brick walls or bring their own 

ladders to climb to the upper levels. 

The Treaty of Guadalupe Hidalgo made the Pueblo lands part of the United States. The 

Organic Act of 1850 separated the territory of New Mexico from Texas. The Pueblo people now 

faced a new set of laws and government authorities. An excellent example of this problem can be 

found in the case of United States v. Lucero of 1869. In a ruling that seems on the surface to 

favor them, the Territorial Court of New Mexico ruled that the federal laws regarding Indian 

lands and trade were “made for wandering savages” and should not apply to “the most law 

abiding, sober, and industrious people of New Mexico”. (Sando 1992, 88). The court decision 
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heaped praise upon praise for the Pueblo people, but its effect was to remove all federal 

protections under the Nonintercourse Act. Without these protections the Pueblos lost more of 

their land and resources over the next four decades. 

In 1906 President Teddy Roosevelt placed a large portion of the Sangre de Cristo 

Mountains under the control of the newly formed United States Forest Service. The area 

controlled included Taos Mountain and Blue Lake, the source of the Rio Pueblo. Blue Lake and 

its drainage were obviously important to the Taos as a resource, but it was also very important to 

them as a sacred ceremonial site. In 1908 the Carson National Forest was carved out as a 

federally managed resource, again this include Blue Lake. Taos Pueblo attempted to have Blue 

Lake declared an ‘executive order reservation’ in 1912 and again in 1916. Both attempts were 

rejected by the administration. Blue Lake would become a controversy for decades, and a symbol 

of the struggles faced by all the Pueblo people. 

New Mexico became a state in 1912. With statehood came the Bureau of Indian Affairs. 

In a great irony, this brought the most intense religious persecution the Pueblo people had yet 

faced. Through rules set down by the Bureau and the 1883 Religious Crimes Act, Indian Agents 

began systematic attacks on the religious practices of the Pueblos. An open letter by the Council 

of All the New Mexico Pueblos from 1924 includes a quote from a Bureau report, “Until the old 

customs and Indian practices are broken up among this people, we cannot hope for a great 

amount of progress. The secret dance is perhaps one of the greatest evils. What goes on I will not 

attempt to say, but I firmly believe that it is little less than a ribald system of debauchery.” 

(Sando 1992, 93) In 1926 Charles H. Burke, who was then commissioner of Indian Affairs, met 

with the Taos Pueblo Council about the Blue Lake controversy. In the meeting he told the 

council they were “half animals” because of the “pagan religion”. (Sando 1992, 92) The record 
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of the Bureau of Indian Affairs in regard to all Native American religions has been well 

documented, and need not be repeated here. Suffice it to say that for nearly a century the Pueblo 

religious practices went underground, but were never lost. Many Pueblo were imprisoned or 

punished in other ways for keeping their ancient rites alive. It was not until the American Indian 

Religious Freedom Act of 1978 was passed that religious persecution of Native Americans was 

finally outlawed. 

Now let us return to the Blue Lake controversy. Beginning in the 1920’s the Forestry 

Service issued grazing, timber and mineral exploration rights in the area around Blue Lake. 

Camping and fishing was allowed as well. The Taos sent many delegations to Washington to 

lobby for the return of their sacred lands and protection of their only water supply. In 1946 

Congress established the Indian Claims Commission, which was a panel of judges empowered to 

hear claims of Indian tribes against the federal government. However the Commission was only 

empowered to award monetary compensation if it found there had been an illegal taking. In 1951 

Taos Pueblo filed a claim for Blue Lake. The Commission found for the Taos, but could only 

offer financial compensation. The Taos didn’t want the money; they wanted their land and so 

refused the award. They continued to lobby for a change in the laws. It would not come for 

nearly another two decades. Finally in 1970 they had a sympathetic President in Richard Nixon, 

and enough Congressional support. After defeating a compromise bill that would have actually 

been more damaging to the Taos than the current situation, the bill granting Taos Pueblo title to 

48,000 acres of land around Blue Lake was passed in the Senate by a vote of 70 to 12 and signed 

by President Nixon. In fact Nixon used Blue Lake as a cornerstone of a new federal policy 

granting more power over self-governance to all Native Americans. (Rico 2004) 
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Another milestone that was long in coming to the Pueblo was the right to vote. The 

Indian Citizenship Act of 1924 granted Citizenship to all Native Americans. However many 

states refused to recognize citizenship for Native Americans in their state, reciting several legal 

arguments. New Mexico held out for 24 years and was one of the last two states to grant suffrage 

to Native Americans, and then only by a court order in 1948. 

Taos Pueblo today is a study in contrasts. It is the oldest continuously inhabited structure 

in the United States. Yet today only 150 people actually live in the Pueblo. All the rest of the 

approximately 1900 Taos Indians live in houses built on reservation land or live off the 

reservation entirely. This is due largely to the decisions of the Pueblo’s leaders. Taos has a 

deserved reputation for being extremely isolationist and conservative. Electricity, indoor 

plumbing, and wired communications are not allowed in the pueblo. Given the choice to live in 

these conditions or move to modern housing, only a few of the very traditional choose to stay. 

The government of the Pueblo follows the pattern set when Onate first negotiated with 

the Pueblos in 1598. The nominal head is the cacique and his staff who hold both civil and 

religious authority. Answering to the cacique is a war chief and his assistants, who act as the 

religious enforcement arm of government. These are lifetime positions. Also answering to the 

cacique is a war captain with five aides. They serve for one year terms and are chosen alternately 

from members of one of the two moieties. These moieties are divisions within Taos society for 

ceremonial and social purposes. I assume these two moieties, called the North Moiety and the 

South Moiety arose out of the two physically separated Houses, but I was not able to have that 

assumption confirmed by anyone at Taos. The war captains act as the civil police force and as 

well as conducting traditional social activities for that year. The cacique also appoints a 

Governor on an annual basis, who has several aides as well. The Governor’s job is to act as the 
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spokesman for the Pueblo to the outside world and act as the Pueblo representative on the All 

Indian Pueblo Council. This role in many Pueblos has gained a great deal of power in modern 

times, and some Pueblos elect their Governors and pay them a salary. Taos Pueblo follows the 

older form. The Governor there serves without pay as a duty. The Cacique and War Chief, who 

again serve for life, are chosen by the Tribal Council. The Council is made up of former 

governors and acts as an advisory board to the Cacique and War Chief. 

Taos Pueblo does have several kivas, as is common to all the Pueblos, and are used for 

both religious and social occasions. However Taos is again unique in its use of Blue Lake as a 

sacred sight. Ancient Taos legend has Blue Lake as the place where the Taos people emerged. 

Along with the North and South Moieties there are lesser moieties associated with various social 

and sacred activities and themes. The Taos do not talk about these things with outsiders, and 

other than confirming that the lesser moieties do cross North / South Moiety boundaries they 

have not revealed any other details. 

Taos Pueblo is open for tourists, but only a small portion is accessible. Most of the area is 

blocked off, including all of the kivas. A visit in 2011 showed a major reconstruction project 

under way to repair and even replace some of the walls. Traditional mud brick construction was 

still being used, but modern labor-saving equipment such as chain saws and a small crane were 

also utilized. A fee based parking lot just outside the Pueblo sits beside an admission building 

complete with ATM (and thankfully bathrooms). Guided tours are conducted on a timed 

schedule, and visitors can also roam the accessible areas freely. No access is granted to the upper 

floors. Taos craftspeople wanting to set up shops have cut doors and windows into the walls. 

These shops are operated by families.  
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In the Pueblo culture suites of rooms within a Pueblo are owned by the women. Most 

marriages are not with someone of the same pueblo. Although it is not prohibited it holds about 

the same social stigma as marrying a cousin American society. When a man marries a woman of 

another Pueblo, he becomes a member of his wife’s Pueblo and moves into her apartment. This 

tradition is one of the main sources of stability, harmony, and cooperation among the Pueblos. A 

man does not want to go to war against his mother. 

My visit in 2011 revealed a fairly brisk tourist trade. Native craftsman of just about every 

skill level were evident. There were several very touristy shops, one was actually selling dried 

corn kernel necklaces that had been died garish colors. (Yeah I bought some as gifts to take 

home to grand kids, nieces and nephews, etc.). There were also master craftsman. We walked 

into a shop selling silver and turquoise jewelry in the main room. This was fairly common as 

some families were actually buying Navajo made goods and reselling them. It was the “back 

room” behind where I found a wonderful surprise. A 19 year old girl name Maria was sitting at a 

table making heishi bead necklaces, bracelets, and ear rings. Heishi beads, unlike almost all other 

Native American bead art, are pre-European. They were traditionally carved from sea shell or 

soft stone. A heishi bead workshop has been found at Casa Bonita in Chaco Canyon that dates to 

around 1100 A.D. At any rate this little room Maria was working in was virtually filled with her 

jewelry, and she was making more at an amazing rate.  

The area around Taos is of course arid, but the watershed at the base of the mountains 

provides enough water for cottonwood trees. These cottonwoods provide the basic material for a 

craft the Taos are known for, drum making. Cottonwood is uniquely suited for drum making due 

to its propensity to become hollow while the tree is still alive. There were several drum shops, 

but one really stood out. Popovi Da did not simply cut a hollowed log into sections and stretch a 
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hide bought from Tandy Leather over it. Popovi works the wood from the inside until the walls 

are amazingly thin. He also tans his hides, and intentionally leaves some of the hair on, partially 

to prove there are not purchased hides, and partly to show what kind of hide it is as he uses cow, 

deer, antelope, and buffalo hides.  

A discussion of Taos craftsmanship would not be complete without the subject of pottery. 

Each Pueblo produces unique pottery, partly because of local decorating traditions and partly due 

to the local clays that are available. Again Taos is unique in this regard. There is little local 

tradition to decorate their pottery. This is because the local clay is micaceous, meaning it has 

very high mica content. When fired the pottery has a unique orange color that sparkles when 

light hits it. Not only is it beautiful without any decoration, the ceramic is so hard and dense it 

can be used as a cooking vessel on a fire or in any oven. The process is apparently very exacting 

however and the secrets of how to mix and fire the clay, as well as the location of the clay, are 

given from mother to daughter. 

This is not to say there are no craftsmen decorating pots at Taos. One of the last shops we 

visited was a woman named Nina White Snow. Her father was from Acoma Pueblo, which has 

volcanic clays that fire pure white. Nina was taught pottery by her father, and she gets clay from 

her Acoma relatives. She has melded Acoma techniques with Taos symbolic traditions and has 

created pottery that is unique and some of the most beautiful I have seen. 

We did take a tour during our visit and our tour guide, whose name I did not write down 

at the time, serves well as a portrait of the struggles and triumphs the Taos now face. Our guide 

was a college student attending the University of New Mexico in Albuquerque. He received his 

primary and secondary education at a school in the city of Taos run by the Bureau of Indian 

Affairs. He had the option to go to the public school system, but the Bureau school taught Tiwa 
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and his parents wanted him to learn his native language even though neither of them did. He 

speaks Tiwa fluently but does not see much use for it other than helping him to get a summer job 

as a guide while he is in college. Our guide grew up in an apartment complex in Taos, although 

there were almost daily visits to the pueblo for various social-religious activities. He was 

majoring in business, and although he was only a sophomore he assumed he would not find a job 

in the Taos area. Only a few of his friends chose to attend college, even though the Bureau 

heavily subsidizes tuition. Some of his class mates moved away after high school and some 

stayed and got jobs locally, mainly in construction and the service and tourism industry.  

Such is the situation for the Taos people. They stand as a unique symbol of the endurance 

of a culture that remains after thousands of years of climate change, invasion, and conquest. In 

1992 UNESCO named Taos Pueblo a World Heritage Site. On the UNESCO website for 

“Pueblo de Taos” they give a brief summary of why it was chosen. “Pueblo de Taos is a 

remarkable example of a traditional type of architectural ensemble from the pre-Hispanic period 

of the Americas unique to this region and one which, because of the living culture of its 

community, has successfully retained most of its traditional forms up to the present day.” 

(UNESCO n.d.) Taos Pueblo belies the standard narrative of Native Americans in our popular 

history. While most of the native populations were forced to relocate, often several times, the 

Pueblo have managed to remain in homes that have seen 30, 40, even 50 generations. They are 

not great horsemen, roaming the plains. They are farmers, and great builders. They have more in 

common with the Egyptians than with the Apache. With neither horse nor wheel, they had trade 

networks that spanned thousands of miles. Taos Pueblo and its people deserve a greater place in 

our nation’s historical narrative. 
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Abstract 

This paper examines a largely neglected and rarely explored topic, the maps and 
cartographic techniques in the gazetteers (Fangzhi) of the Song China (960-1279 A.D.). In both 
fields of the history of China and history of cartography, the maps in the gazetteers of the Song 
dynasty is a significant topic. As Joseph Needham, a world-renowned scholar in the history of 
Chinese science, comments, “Anyone at all acquainted with Chinese literature is familiar with 
the host of ‘gazetteers’, ... In other literatures there is little comparable to this forest of 
monuments which the industry of provincial scholars erected over the centuries”. (Needham 
1959, vol. 3, 517). Since very few gazetteers before the Song dynasty have survived, the existed 
Song gazetteers have become rare and highly valued objects both for research and for collecting. 
In Chinese culture, a gazetteer is a comprehensive record of a local area. Maps were often 
considered as an important portion. These maps are an important portion of the extant maps of 
the Song period and have their own unique characteristics. In addition, they have great influence 
on later gazetteer maps. 

Through cartographic analysis on the maps in the nine existed Song gazetteers in detail, 
this paper reveals characteristics of the gazetteer maps in this period. Similar to the nature of the 
gazetteers themselves, the maps in these gazetteers presented various spatial images of a local 
area with the focus on the state administrative structures. Following the practice of the traditional 
Chinese cartography, all these maps were made based on the same concept of the flat earth 
surface. On this basis, multiple modes of cartographic representation and variety of map 
orientation were applied in the map making process. These modes include grid system, plane 
maps, and bird’s eye view.  

 

 

 

I. Introduction 

In both fields of the history of cartography and Chinese studies, the maps in the 

gazetteers of the Song dynasty is a significant topic. As Joseph Needham, a world-renowned 

scholar in the history of Chinese science, comments, “Anyone at all acquainted with Chinese 

literature is familiar with the host of ‘gazetteers’, ... In other literatures there is little comparable 

to this forest of monuments which the industry of provincial scholars erected over the centuries” 
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(Needham 1959, vol. 3, 517). Significant number of the gazetteers were produced during this 

Song dynasty (960-1279 AD). Since very few gazetteers before the Song dynasty have survived, 

the existed Song gazetteers have become rare and highly valued objects both for research and for 

collecting. Because techniques for making maps were much more complicated than those for 

writing and printing text, the chances of maps surviving are much less than those for texts. In 

addition, as Zhang Guogan, a noted scholar in the studies on the gazetteers, pointed out, “The 

style of the gazetteers was not completed and standardized until the Song dynasty.” (Zhang 

Guogan 1962, preface, 2) Only in Song time, did the gazetteers assume their final style, fangzhi, 

as comprehensive records of administrative units or local regions. The social, political, economic, 

cultural, geographical, and technical changes in this period were contributed to the development 

of this new form (Bol 2001, Hargett 1996). The style of gazetteers formed during the Song Age 

continued without significant change for almost a thousand years of subsequent Chinese history.  

It has been estimated that at least 370 Song gazetteers have been cited or their titles were 

mentioned in ancient Chinese literature. The actual number of the gazetteers compiled during the 

Song dynasty should be more than the above figure. Based on several references, catalogues, my 

own investigation for the project of Zhongguo gudai dituji (An atlas of ancient maps in China), 

and my own research in the Library of Congress and National Library of China, only 29 Song 

gazetteers are known to have survived. After searching through various editions of all these Song 

gazetteers, only 9 administrative gazetteers were found to include maps and they are listed in 

Table 1.  
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Table 1. The nine Song administrative gazetteers* 

Title 
(Gazetteer of) 

Author(s) Date Admin. 
division 

Present 
location, 

county, or city 
Chicheng zhi  
(Chicheng region) 

Huang Hui, 
Qi Shuo, 
Chen Qiqing 

 
1223 

 
Tai prefecture 
(zhou) 

Linhai county, 
Zhejiang province 

Ganshui zhi (Ganshui 
township) 

 
Chang Tang 

 
1230 

 
Ganpu township 
(zhen) 

In Haiyan county, 
Zhejiang province 

Jiankang zhi  
(Jiankang prefecture) 

Ma Guangzu,  
Zhou Yinghe 

 
1261 

 
Jiankang 
prefecture (fu) 

Nanjing city, 
Jiangsu province 

Linan zhi  
(Linan prefecture) 

Qian Shuiyou  
1268 

 
Linan prefecture 
(fu) 

Hangzhou city, 
Zhejiang province 

Piling zhi (Piling 
Region) 

 
Shi Nengzhi 

 
1268 

 
Chang 
prefecture (zhou) 

Changzhou city, 
Jiangsu province 

Qinchuan zhi 
(Qinchuan region) 

Sun Yingshi, 
Bao Lian, 
Zhong Xioushi, 
Hu Chun 

 
1254 

 
Changshu 
county 

Changshu city, 
Jiangsu province 

Siming zhi (Siming 
region) 

Hu Ju, 
Fang Wanli, 
Luo Jun 

 
1227 

 
Qingyuan 
prefecture (fu, 
also known as 
Ming zhou) 

Ningbo city, 
Zhejiang province 

Xinan zhi  
(Xinan Region) 

Luo Yuan  
1175 

 
Hui prefecture 
(zhou) 

She county, Anhui 
province 

Yan zhou tujing (Yan 
prefecture) 

Dong Yi, 
Chen Gongliang, 
Liu Wenfu 

 
1186 

 
Yan prefecture 
(zhou) 

Jiande county, 
Zhejiang province 

 
*In this table, the dates and administrative divisions of the gazetteers are identified based on the text in these 
gazetteers and a published article (Huang 1985). Present locations are identified based on the maps in these 
gazetteers and another publication (Tan 1982). These nine gazetteers do not include the Song gazetteers which have 
maps but are not considered as administrative gazetteers in this paper. For example, Yong Lu (Record of 
Yong)compiled by Cheng Dachang during the Shaoxing reign (1131-1162) of the Song dynasty includes thirty-two 
maps. However, this gazetteer focuses on the historical sites of ancient Yong instead of administrative divisions. In 
addition, complete copies of a few Song administrative gazetteers, such as Chaozhou tujing (The gazetteer of 
Chaozhou region) have been lost and only fragments of the text or maps in these gazetteers are scattered in later 
collective books. Because these maps may be confused with the gazetteer maps of the later dynasties, they are also 
not included in these nine gazetteers.  

Among these nine gazetteers, only a few of them have original editions. Fortunately, the 

gazetteers become cumulative so that many data in earlier versions are absorbed by later editions. 

Nevertheless, caution is needed when using the data from the later editions because there might 
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be differences in both text and maps, especially maps, between the original and later editions. 

The maps are sometimes missing or lose their original style in later editions. A study on 

Huangchao Jiankang fujing zhi tu (The map of Jiankang prefecture of the empire) in Jiankang 

zhi (Gazetteer of Jiankang prefecture) below is a very good example in this aspect. For this 

importance, identifying the different editions of a book has become an important filed in Chinese 

studies, Ban ben xue. 

In order to choose the best editions for this study, all available editions of these nine 

administrative gazetteers have been carefully compared. The general principle to choose the best 

edition is based on which can most exactly reflects the original features of the gazetteers and 

gazetteer maps. Specifically, the editions which have one of the following features will be 

chosen first. These features are arranged according to their importance: (a) original prints or 

manuscripts, (b) reprints based on the original copies, (c) the correspondence of the table of 

contents, maps and texts in the gazetteer, (d) evidence of proofreading or reprinting by famous 

scholars, institutions or publishers, (e) the earliest editions, (f) clear descriptions about the 

origins of the editions. 

The above nine gazetteers include a total of 86 maps. The number of maps in each of the 

nine gazetteer is listed in Table 2 . 
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Table 2. Number of maps in the nine gazetteers 

 
Gazetteers 

(see Table 1 for translations) 

 
Number of Maps 

Chicheng zhi   
10 

Ganshui zhi   
1 

Jiankang zhi   
19 

Linan zhi   
13 

Piling zhi   
7 

Qinchuan zhi   
5 

Siming zhi   
16 

Xinan zhi   
6 

Yan zhou tujing   
9 

 
Total 

 
86 

My previous article (Hu 2007) has highlighted studies on the Song gazetteers and their 

maps. It has also studied the above maps in detail with focus on their cultural 

interpretation--reflection of political power in these maps. Different from my article published in 

2007, this paper will focus on cartographic techniques applied in these maps. This topic has been 

rarely discussed in scholarly literature and recommended by the editor and reviewers of my 

previous publication.  

II. Contents of the maps 

The 86 maps under discussion have been classified and listed in Table 3 according to 

their subjects. Because the Chinese term “tu” can mean either “map” or “plan,” in Table 3, “tu” 

has been translated into two different English terms according to the nature of the map. When the 

image covers a larger area of the earth’s surface, such as the territory of a county or prefecture, 
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“tu” is translated as “map.” In contrast, if the image shows a smaller region, such as a compound, 

a garden, or city, the same Chinese term “tu” is translated as “plan.”  
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Table 3. Map categories according to their subjects* 

 Gazetteer 
 
Map 
Category 

 
 
A 

 
 
B 

 
 
C 

 
 
D  

 
 
E  

 
 
F 

 
 
G  

 
 
H  

 
 
I 

 
Total 

 
Plan of the compound of the 
emperor’s palaces 

 
 

 
 

 
 
 1 

 
 
 1 

 
 

 
 

 
 

 
 

 
 

 
 
 2 

 
Plan of the imperial capital 

 
 

 
 

 
 

 
 
1 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
Plan of the prefectural capital 

 
  
1 

 
  

 
 
1 

 
 

 
 

 
  
1 

 
 
1 

 
 
1 

 
 

 
 
 5 

 
Map of territory of the prefecture 

 
 
1 

 
 

 
 
1 

 
 
1 

 
 

 
 1 

 
 
1 

 
 
1 

 
 

 
 
 6 

 
Map of territory of the county 

 
 
4 

 
 

 
 
5 

 
 
7 

 
 
6 

 
 
6 

 
 
3 

 
 
6  

 
 
1 

 
 
38 

 
Map of the township 

 
 

 
 
1 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
1 

 
 
 2 

 
Plan of the compound of the 
prefectural government 

 
 

 
 

 
  
2 

 
 
1 

 
 
1 

 
  
1 

 
 
1 

 
 
1 

 
 

 
 
 7 

 
Plan of the compound of the county 
government 

 
 
4 

 
 

 
 

 
 

 
 

 
 
 6 

 
 

 
  

 
 
1 

 
 
11 

 
Map of military defense 

 
 

 
 

 
  
 2 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 2 

 
Plan of the prefectural school 

 
 

 
 

 
  
 1 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
Plan of the prefectural garden 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
 

 
 

 
 

 
 
 1 

 
Plan of the academy 

 
 

 
 

 
 
1 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
Plan of the compound for 
bureaucratic examinations 

 
 

 
 

 
 
1 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 
 1 

 
Plan of an altar to the God of earth 

 
 

 
 

 
 
1 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
Plan of historical cities 

 
 

 
 

 
  
 1 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
Map of scenic spots 

 
 

 
 

 
 2 

 
 
 1 

 
 

 
 

 
 

 
 

 
 

 
 
 3 

 
Map of the geographical region 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
2 

 
 
 2 

 
Map of the area along the river 

 
 

 
 

 
 

 
 
 1 

 
 

 
 

 
 

 
 

 
 

 
 
 1 

 
 Total 

 
10 

 
1 

 
19 

 
13 

 
7 

 
16 

 
6 

 
9 

 
5 

 
86 
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• A=Chicheng zhi (Gazetteer of Chicheng region).  
• B=Ganshui zhi (Gazetteer of Ganshui township).  
• C=Jiankang zhi (Gazetteer of Jiankang prefecture).  
• D=Linan zhi (Gazetteer of Linan prefecture). 
• E=Piling zhi (Gazetteer of Piling Region).  
• F=Qinchuan zhi (Gazetteer of Qinchuan region). 
• G=Siming zhi (Gazetteer of Siming region).  
• H=Xinan zhi (Gazetteer of Xinan Region).  
• I=Yan zhou tujing (Gazetteer of Yan prefecture). 

From the table above, it can be seen that the maps in these 9 gazetteers presented various 

spatial images, including the compounds of the emperor’s palaces, prefectural and county 

governments, imperial and prefectural capitals, territory of the prefectures, counties, township 

and villages, military defense, schools, gardens, academies, a compound for the bureaucratic 

examinations, an altar to the God of Earth, historical cities, scenic spots, and geographic regions. 

In short, similar to the gazetteer itself which provides comprehensive records of a certain 

administrative division, the maps present various views of the same administrative division.  

From Table 3, it is obvious that the number of maps in each category is not equally 

distributed. Through analyzing the difference in the numbers of maps in each category and the 

technique of generalization and symbolization applied in these maps, it is obvious that an 

important feature of these gazetteer maps was to show political power and state territory. Among 

86 maps, twenty of them directly depicted the compounds of various levels of governments, 

ranging from the compounds of the emperor’s palaces, prefectural governments, down to the 

county governments. In addition, fifty-two maps specifically show capitals and territories of the 

administrative divisions, ranging from the level of the empire, prefecture, county, down to 

townships. All the above maps constitute of 83.7% of the total maps. 
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III. Mapping based on flat earth surface concept 

One of the basic questions for cartography is how to realize the shape of the earth and 

how to represent the geographical phenomena from the earth’s surface to the flat sheets of maps.  

Ancient Greek cartographers found that the earth is a spherical body. Based on this 

concept, they invented map projections as a way to represent geographical information from the 

spherical earth surface on the map plane. 

However, in Chinese culture, although both concepts of the flat and spherical earth 

surface existed in traditional astronomy, the concept of the spherical earth surface had not been 

applied to cartography until the end of the Ming dynasty (1368-1644). In theory, traditional 

Chinese mapping system based on the flat earth surface concept is not as accurate as map 

projections because it did not consider the spherical nature of the earth’s surface. Nevertheless, 

since the degree of the curve in a small area is negligible for practical purposes, Chinese 

mapping system may indeed be precise enough to make a large scale map. As an example, I have 

assessed accuracy of Fu cheng zhi tu (the Map of the Prefectural Capital) in Jiangkang zhi (The 

gazetteer of Jiankang prefecture) using Geographic Information Systems (Hu 2001).  

IV. Multiple modes of cartographic representation 

Based on the concept of a flat earth surface, Chinese map makers developed their own 

cartographic tradition. Until the Jin dynasty, Pei Xiu (A.D. 223-271), the father of Chinese 

cartography, proposed six principles for making maps and established the theoretical basis for 

this tradition. Simply listed, these six principles are fen lü, zhun wang, dao li, gao xia, fang xie, 

and yu zhi*. These terms are suggestive. One might presume that they signify something like the 

                                                                    
*Some scholars quoted Pei Siu’s six principles from Jin shu, “Pei Xiu zhuan”. However, the text on the six 

principles in this book is not completed. The completed text appeared in Ouyang Xun Yiwen leiju, chapter 6, and Xu 
Jian Chu Xue ji, chapter 5. See Chen Liankai “Zhongguo gutai diyibu lishi dituji--Pei Xiu Yugong diyu tu chutan,” 
Zhongyang minzu Xueyuan Xuebao 3 (1978). 
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following: proportion, direction, distance, height (the high or low), angle (right or acute), and 

line (curves or straight). Nonetheless, such speculation does not indicate how they may have 

been specifically applied in the techniques of map-making. Although scholars have different 

explanations for the details of these six principles, basically, they emphasize the quantitative 

elements for map making in order to make accurate maps. These elements include map scale, 

directions, and distances between places.  

Based on the concept of a flat earth surface, from a view of how geographical phenomena 

were represented from the earth surface to an entire map sheet, the methods of representation 

used by these gazetteer maps can be classified into three categories: proportional grid system, 

plane maps without grid, and bird’s-eye view. Numbers of the gazetteer maps in each category 

have been listed in table 4. 

Table 4. Map classification according to methods of representation 

Title 
(Gazetteer of) 

Grid system Plane 
maps 

Bird’s eye view Total 

Chicheng zhi  
(Chicheng region) 

 5 5 10 

Ganshui zhi (Ganshui 
township) 

 1  1 

Jiankang zhi  
(Jiankang prefecture) 

 
1 17 1 19 

Linan zhi  
(Linan prefecture) 

 12 1 13 

Piling zhi (Piling 
Region) 

 7  7 

Qinchuan zhi 
(Qinchuan region) 

 3 2 5 

Siming zhi (Siming 
region) 

 15 1  16 

Xinan zhi  
(Xinan Region) 

 6  6 

Yan zhou tujing (Yan 
prefecture) 

 9  9 

Total 1 75 10 86 

Among these gazetteer maps, only one map, Huangchao Jiankang fujing zhi tu (The map 

of Jiankang prefecture of the empire) in Jiankang zhi, was drawn by using a grid system. 
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Although this map with a grid was found in an edition of the Yuan dynasty (A.D. 1279-1368) of 

Jinling xin zhi [The new gazetteer of Jinling region] (figure 1), it can be proved that this map 

should originally  

Figure 1. Huangchao Jiankang fu jing zhi tu [The map of Jiankang prefecture of the empire] found in an edition of the 
Yuan dynasty of Jinling xin zhi [The new gazetteer of Jinling region] of 1343  

 

belong to Jiankang zhi [The gazetteer of Jiankang prefecture] of the Song dynasty based on four 

elements. 

First, this map, including both its title and contents, is basically identical to the same map 

and the title in the table of contents in various editions of Jiankang zhi except for the grid. In 

contrast, the table of contents of Jinling xin zhi [The new gazetteer of Jinling region] does not 

include this map although it lists the titles of other maps which appeared in the gazetteer. 
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Secondly, the chapter number and page number indicated on this map are the same as those in 

Jiankang zhi [The gazetteer of Jiankang prefecture] but do not agree with that in Jinling xin zhi 

[The new gazetteer of Jinling region]. Thirdly, the place names on this map are those of the Song 

dynasty instead of the Yuan dynasty. For example, Jiankang prefecture (fu) not only appears in 

the map title but also is indicated as a place name within this map. However, Jiankang is a place 

name of the Song dynasty. During the Yuan dynasty when Jinling xin zhi was compiled, the 

name was changed into Jiqing prefecture (lu). Finally, Jinling xin zhi was compiled at the same 

time and the same place as Jiankang zhi was reproduced. These two gazetteers also cover the 

same area. Therefore, it is possible that the maps in these two gazetteers were confused at a later 

time. “Huangchao Jiankang fu jing zhi tu” [The map of Jiankang prefecture of the empire] in all 

different editions of jiankang zhi [The gazetteer of Jiankang prefecture] provides further 

evidence that this map did originally have a grid. In all the later editions, in the top-right corner 

of the map is the notation, “Fang kuo shi li” [The length of the edge of each square equals ten li]. 

In traditional Chinese cartography, this kind of notation only appears in the maps with grid 

systems to indicate the map scale. If the original map had no grid, this indication would be 

meaningless. The reason of the loss of the grid on the later editions of the map might simply be 

that the map makers did not copy the grid when they reproduced the map. Based on the above 

evidence, Huangchao Jiankang fu jing zhi tu [The map of Jiankang prefecture of the empire] in 

Jiankang zhi [The gazetteer of Jiankang prefecture] originally was drawn with a grid system. 

This is a good example that caution is needed when using the data from the later editions because 

there might be differences in both text and maps, especially maps, between the different editions.  

                                                                    
One li equals to 0.5 Kilometers. 
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Because this map was originally made in 1261, it became the earliest map with a grid 

system which was found in the gazetteers. It was 125 years later than the earliest extant Chinese 

map with a grid, which was entitled Yu ji tu (the map of the tracks of Yu) and was carved on 

stone in 1136. 

The proportional grid system, which was called ji li hua fang in Chinese, has been 

regarded as the most accurate one. The proportional grid system is a mapping method by which 

geographical phenomena on the earth surface were mapped on the basis of equal squares, each 

square in the grid representing the same distance on the ground. The grid looks like equal 

distance Mercator projection. However, the grid system used in traditional Chinese cartography 

is different from map projections in modern cartography because it is based on the concept of a 

flat earth surface instead of a spherical earth surface. Historians of cartography regard the grid 

system as representative of the quantitative tradition in Chinese cartography. By using a grid 

system, Chinese map makers could control the distances and directions of the mapping elements, 

as well as indicate map scale. Indication of map scale is an important feature of maps with grid 

systems. It was expressed by the ratio between the ground distance and length of the edge of 

each square, such as fang kuo shi li (the length of the edge of each square represents ten li) or 

mei fang bai li (the length of the edge of each square represents one hundred li). 

On the Huangchao Jiankang fujing zhi tu found in Jinling xin zhi (New gazetteer of 

Jinling region), the grid was arranged in 48 columns and 24 rows and appeared as a rectangular 

shape, which is a little longer from the bottom to the top than from the left to the right, although 

the original grid should be in the shape of square. According to the notation in the top-right 

corner of the map, fang kuo shi li (the length of the edge of each square represents ten li). Thus 

the scale of the map should be approximately 1:556,000 because average length of the edge of 
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each square on this map in the edition of the Yuan dynasty of Jinling xin zhi is about 0.9 

centimeters. The content of the map, as its title suggests, shows the territory of Jiankang. The 

place names on this map include a prefecture, counties, villages, mountains, and rivers.  

Among the 86 maps in these nine gazetteers, 75 of them were plane maps. Fenghua xian 

jing tu (The map of territory of Fenghua county) in Siming zhi [The gazetteer of Siming region] 

(figure 2) is an example of a plane map.  

Figure 2. Fenghua xian jing tu (The map of territory of Fenghua county)  

 

In general, except for appearance of an actual network of squares, the principle of 

representation of the plane maps is similar to that of the maps with proportional grid systems. 
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Based on the same concept of the flat earth surface, the view of a map maker or reader for a 

plane map is in a right angle with the flat earth surface in any direction.  

In contrast, the principle of representation of the maps with bird’s-eye view is different 

from that of plane maps. The view of a map maker or reader is above the earth surface with a 

certain angle, as a bird looks at the earth from the sky. The elevated vantage point, or perspective 

center of a map, is consistently maintained. The objects depicted on a map, wherever situated, 

are seen from a constant angle. This kind of representation is somewhat like variable perspective 

which is used in Chinese landscape painting.  

Xihu tu (The map of Western Lake) in Linan zhi is a good example of a map of bird’s-eye 

view (figure 3). This map is a bird’s-eye view of the Western Lake in Linan prefecture (present  

Figure 3. Xihu tu (The map of Western Lake) in Linan zhi 

Hangzhou city). The entire view of the lake on this map was depicted by conventional forms for 

mountains, groves of trees, buildings, etc., which were similar to those of Chinese landscape 

paintings. The view of the landscape has been also given order by human perception and artistic 
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depiction. On the lake, several boats were flowing on water. The impression of the whole map 

presents a peaceful and beautiful picture of a space, which shows both geographical and artistic 

view of the Western Lake. 

V. Variety of the map orientation 

In traditional Chinese cartography, various orientations were applied in map design. 

Practice for the maps in the Song gazetteers agrees with this tradition. The orientations of the 86 

maps in these gazetteers are listed in table 5. Most of these maps originally indicated north, south, 

east or west on the map borders. For those maps in which directions were not clearly indicated, 

their orientations are identified based on the relationship between the places shown on the maps.  

Table 5. Orientation of the maps 

Title 
(Gazetteer of) 

North at 
top 

South at 
top 

East at 
top 

West at 
top 

Unknown Total 

Chicheng zhi  
(Chicheng region) 

10     10 

Ganshui zhi (Ganshui 
township) 

 
1     1 

Jiankang zhi  
(Jiankang prefecture) 

 
13  4 1 1  19 

Linan zhi  
(Linan prefecture) 

 
8  1 4  13 

Piling zhi (Piling 
Region) 

 
6    1 7 

Qinchuan zhi 
(Qinchuan region) 

 
3    2 5 

Siming zhi (Siming 
region) 

 
16     16 

Xinan zhi  
(Xinan Region) 

 
5  1   6 

Yan zhou tujing (Yan 
prefecture) 

9     9 

Total 71 4 3 5 3 86 

From table 5, it is obvious that most of maps placed north at top. The number of this kind 

of map is 71, which consists of 82.6% of total maps. Nevertheless, all the other three different 

orientations, i.e., south, east, or west at the top of a map, appeared in the gazetteer maps. 
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Particularly four different kinds of orientation were applied in the nineteen maps in Jiankang zhi 

at the same time. 

Among the nineteen maps in Jiankang zhi, thirteen of them placed the north at the top, 

four had the south, one had the east, and the other one had the west at the top. Although this 

practice of applying four different orientations in one gazetteer was rarely seen in Chinese 

cartography, it is not difficult to find many surviving maps of pre-Ming dynasty (1368-1644 

A.D.) which placed the south at the top. This kind of practice can also be found in the maps of 

the Qing dynasty (1644-1911 A.D.). This indicates that different orientations for map design 

were applied in early Chinese cartography at the same time. This evidence shows that the 

opinion which holds that the practice of placing the south at the top seems to have become 

known only later in China (See Joseph Needham, 1959, 549) is not accurate.  

VI. Cartographic symbolization 

Regarding symbolization of the maps, both geometric symbols and pictorial 

representation were used in the Song gazetteer maps, in many cases, applied on one map at the 

same time. A good example is a map entitled Huang cheng tu (The plan of the compound of the 

emperor’s palaces) in Linan zhi (The gazetteer of Linan prefecture) (figure 4). 
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Figure 4. Huang cheng tu (The plan of the compound of the emperor’s palaces) 

 

This plan shows the southern half of Linan (the present city of Hangzhou, Zhejiang 

province in southeastern China), the capital of the Southern Song dynasty (A.D. 1127-1279). The 

capital is surrounded by a wall and a mountain, Fenghuang shan (Mount Phoenix), which is 

located southwest of the city. The gates of the city wall are labeled and pictorially depicted. 

Approximately in the center of the plan is the walled compound of the emperor’s palaces. Within 

the compound are pictorial presentations of palaces, vegetation, hills, and many clouds drawn 

around the palaces. The main street on the plan is from Heping men (Peace gate), the 

northeastern gate of the compound of the emperor’s palaces, to Chao tian men (The gate towards 

to heaven] which is located in the middle of right side of the plan. Along the main street from 

Heping men were imperial agencies, such as San sheng liu bu, labeled in large Chinese 

characters. North of these agencies are the name and pictorial presentation of Tai miao [The 

imperial ancestral temple]. Other features represented by names included the governmental 
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offices, military camps (distributed in up-right part of the plan), residential districts, temples, 

pavilions, and mountains. Some of these governmental buildings, temples, mountains, and 

vegetation are also depicted pictorially. In contrast, streets around the compound were depicted 

by geometric symbols, simple straight lines instead of pictorial presentation.  

VII. Conclusion 

All these gazetteer maps were made based on the same concept of the flat earth surface. 

From a view of how geographical phenomena were represented from the earth surface to an 

entire map sheet, different kinds of representation have been applied on these gazetteer maps. 

They include proportional grid system, plane maps, and bird’s-eye-view. 

The variety of orientation applied on these maps reflects one of the characteristics of 

traditional Chinese cartography. Particularly four different kinds of orientation, i.e., placing the 

north, south, east, or west at the top of a map, appear in the nineteen maps in Jiankang zhi at the 

same time. 

In both fields of the history of cartography and Chinese studies, the Song gazetteer maps 

have been largely neglected and rarely explored. In fact, however, they are an important part of 

the valuable extant maps of the Song dynasty and have their own characteristics. This study 

reveals some basic characteristics of the Song gazetteer maps and reflects general traditional 

Chinese cartographic culture from one aspect. 
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Who Was Malcolm X: Manning Marable and His Critics 
 

He fell upon his face before 
Allah the raceless in whose blazing Oneness all 

were one. He rose renewed renamed, became 
much more than there was time for him to be. 

“El-Hajj Malik El-Shabazz (Malcolm X),” Robert Hayden  

Introduction: Marable’s Achievement 

Manning Marable’s 2011 biography, Malcolm X: A Life of Reinvention, quickly rose to 

celebrity status. The book was nominated for a National Book Award. It was ranked in the New 

York Times Top Ten Books, and it received the 2012 Pulitzer Prize for History.  

That Marable’s book was to be taken seriously was signaled from the start when—on the 

book’s back cover—perhaps the three most well-known African American scholars of our 

time—Henry Louis Gates, Jr., Cornel West, and Michael Eric Dyson—each declared Marable’s 

work to be singular in its achievement and seminal to future study of Malcolm. 

Despite the book’s great success, there is, of course, also criticism. Most critiques of 

Marable that contain a negative tone, however, pretty much fall into one category—arguing that 

Marable’s work, for all that it contains, is, after all, mostly a rehash of previous Malcolm studies.  

The most sensational example of this criticism probably has come from Jared Ball, a 

Morgan State Professor, who asserts that, “Marable’s book is an abomination … It is a cavalcade 

of innuendo and logical fallacy, and is largely reinvented from previous works on the subject.” 

Ball is himself the author of a relevant “previous work,” The Judas Factor: The Plot to Kill 

Malcolm X (1992). However, even in some of the positive reviews Marable is mildly criticized 

for “rehashing.” 

In late April of 2012, shortly after the Pulitzer Prize announcement, Sonsyrea Tate 

Montgomery commented on the book in her Blog, “The Root DC Live,” a website sponsored by 
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the Washington Post. In her review Tate, who was raised as a child in D.C., and attended a 

Nation of Islam school, praises Marable’s book most of all for its careful and thorough coverage 

of the NOI during Malcolm’s time. Tate explains that some of what she learned in the NOI 

school—the number of degrees the earth is inclined on its axis—was “harmless.” Other things 

she learned, that the white man was the “devil” and the “skunk of the planet Earth,” she declares 

to be “dangerous” (1). 

Though praising Marable’s “warts and all” treatment of the NOI, Montgomery adds, 

“Much of the information in Marable’s book is rehashed from previously published works, 

particularly information regarding the lengths to which the FBI went to undermine the 

Nation” (2).  

However, one of Marable’s achievements with his production of the book, as I see it, is 

the way he made use of the changes in historical circumstances over time to gain access to much 

information about Malcolm that had never before been made public. He persuaded Louis 

Farrakhan to break his silence about Malcolm and to provide him with hours of personal 

interviews. He obtained previously unreleased NOI records and papers from the Malcolm era. 

Through the Freedom of Information Act he received virtually all of the relevant files and 

documents from both the FBI and the NYPD. He even interviewed the NYPD officer who had 

the assignment of listening to the wiretap of Malcolm’s phone.  

Further, Marable’s research process, based upon how Clayborn Carson had organized his 

massive research on Martin Luther King at Stanford University, involved a large and changing 

staff of researchers and research assistants who labored to meticulously lay out each day of 

Malcolm’s last few years and to triangulate sources to confirm results (491).  
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This allowed Marable to generate over 800 pages initially, documenting Malcolm’s life 

not just day-by-day, but almost moment-by-moment. Marable’s book editors from Penguin said 

on a Public Radio interview in 2012 that getting the book down from 800 to its approximately 

500 pages was a tall order. Their flip reference to the kind of thing they tried to leave out of the 

book was in their statement, “People didn’t need to know he had eggs for breakfast” (PBS, May 

1, 2012). 

In terms of is treatment of Malcolm the book delivers insight in several areas. 1. It 

uncovers and solves the mystery of the events of Malcolm’s assassination, 2. It provides perhaps 

the most meticulous history of the National of Islam from 1950 to 1965 that could possibly be 

presented, 3. It traces Malcolm’s speech moments and interviews so closely that it reveals both 

more about Malcolm as a human being and more about his moment-by-moment political 

calculations than is revealed anywhere before, and 4. Finally, by offering such detailed accounts 

of Malcolm’s personal movements and decision-making, it presents any careful reader a better 

opportunity than ever before to decide for themselves who Malcolm was—based on the full 

facts. 

My main criticism of Marable’s telling of Malcolm’s life is that, for all of its massive 

amount of information and its abundant episodes, it gradually becomes a narrative in search of its 

climactic moment, which, however, it never delivers. A fiction writer would signal the climax by 

arriving at the turning point of the story and then telling that part in an even more expanded 

amount of detail than any other part. That kind of expanded treatment is reserved exclusively by 

Marable for the assassination. This is justified because it is the book’s key biographical and 

historical revelation. Marable has been able to uncover and name the assassins, to trace them 

back to the NOI (and probably the FBI), and he has been able to document that day instant-by-
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instant in a way that makes a reader feel almost eerily present in the room at the fateful moment, 

and just after. 

Nevertheless, as historically important as it is to tell that moment in that way, it would be 

equally important, I would argue, to tell Malcolm’s “turning point” in a similarly dramatic and 

expanded manner. This would require, however, that Marable had determined such a turning 

point and wished to highlight that for readers.  

In the epigraph to this essay above Robert Hayden holds a lantern light up to Malcolm’s 

changes after the Hajj. In his poem, “El-Hajj Malik El-Shabazz (Malcolm X),” Hayden suggests 

that, even if Malcolm remained changeable in some ways after the Hajj, once he realized the 

Oneness of all people in the eyes of Allah, he could never “go back,” in a sense, to a stance that 

involved race hate and revenge. In the conclusion of this essay I will return to Hayden’s 

suggestion.  

Marable’s Biography Contrasted to Haley’s Autobiography 

Marable sets his work up against Alex Haley’s Autobiography of Malcolm X, the 

previous and other key book on Malcolm’s life. As is widely known, Haley and Malcolm 

contracted with the publisher together to co-produce that book, with Malcolm agreeing to 

provide Haley with abundant interview time and with Haley promising not to publish anything in 

the book Malcolm did not wish to be there. 

Marable is critical of two aspects of the workings of the process that produced the 

Autobiography. First, he was critical of the political agenda he says that Haley brought with him. 

Marable refers to Haley’s political stance as a moderate Republican and mainstream moderate 

black reformer. Marable’s editors are even harsher toward Haley, referring to him as a Nixon-

Republican. The suggestion here is that, even though Malcolm’s own words make up much of 
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the book, Haley’s agenda would have likely included: making Malcolm palatable to a wider 

audience (including whites), de-emphasizing Malcolm’s views in support of violence, and down-

playing the influence of the Nation of Islam—an organization, Marable claims, that Haley 

viewed with scorn. 

Marable’s book does offer a fuller understanding of Malcolm’s back-and-forth talk about 

possible black violence against whites. It also clarifies Malcolm’s possible motives for saying 

what he said at different times. Late in the book, and in describing a period after the Hajj and 

shortly before Malcolm’s death, Marable explains Malcolm’s vacillations on the issue of 

violence with this interpretation: 

Malcolm frequently ran into trouble like this in his speeches and remarks in early 
1965 partly because he was trying to appeal to so many different constituencies. He took 
different tones and attitudes depending on which group he was speaking to, and often 
presented contradictory opinions only days apart. That he was not caught up in these 
contradictions more often owed to the fact that news traveled slowly across the country, 
that black politics were underreported, and that speeches were not regularly recorded. In 
his later speeches outside the United States, he was at his most revolutionary. There the 
Malcolm who sometimes advocated armed violence would appear, generating significant 
controversy, as would soon be the case in England. At home, he was more subdued, more 
conciliatory, yet on many occasions he would alternately praise King and other civil 
rights leaders one day and ridicule them and liberal Democrats the next. (405) 

This constructs less a Malcolm who vacillated—as is sometimes the historical 

understanding, and more so a politically conniving Malcolm not so often presented in other 

sources before Marable. A companion question to this revelation, then, might be is this more 

politically astute and shifty Malcolm more or less admirable than the “shoot from the hip” 

speaker some have previously imagined? 

Perhaps the major structural difference between the Autobiography that Haley and 

Malcolm produced and Marable’s book is in the treatment of Malcolm’s post-Hajj life. The 

calendar time of Malcolm’s life after his Hajj is brief—he left for the Arab lands on April 13 of 

1964 and on February 21 of 1965 he was killed, less than a year later. This is, nevertheless, an 
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intensely important period of change and consolidation of that change in Malcolm’s life. In the 

Autobiography, Haley rushed to complete the book after Malcolm’s assassination, and, in the 

relatively short section on this period he, if anything, under-represented the Hajj and its 

aftermath—though he was clear that the experience was transformative for Malcolm.  

Contrastingly, in Marable’s biography the chapter titled, “An Epiphany in the Hajj,” runs 

from page 297 to page 320. While this is a relatively short treatment of Malcolm’s trip, the entire 

remainder of the book, pages 321 to 487, is devoted to Malcolm’s post-Hajj beliefs and 

experiences. Since many scholars of Malcolm’s life and achievements view this Hajj and post-

Hajj experience as critical to understanding where Malcolm ended up as a thinker and as a 

political force, this greatly elaborated coverage potentially has much to offer students of 

Malcolm.  

The story of how Malcolm’s relationship with Elijah Muhammad deteriorated over a 

relatively short time from a political split between the two to a relationship that led to Malcolm’s 

death is an intriguing one. First, it is important to understand that, though carrying weapons was 

normally forbidden within the NOI, there was nevertheless a strong tradition of violence as a 

means to support both the stature and policies of the organization. Early on Elijah Muhammad 

established the Fruit of Islam men’s organization that was generally known to be the 

enforcement, or policing, arm of the Nation. 

Marable reports that it was common for regular police to stand by and watch as FOI 

members would beat someone who had dropped out of the organization or who had violated 

some rule or protocol (244). Marable explains this situation: 

Louis X’s (Louis Farrakhan’s) brother, based in New York, was soon recruited 
into the secret “pipe squad” inside Mosque No. 7, although to Louis its disciplinary 
actions seemed excessive. “If a brother committed adultery, he would get time out, but 
the brothers would go by and visit him and beat him down. And this was sanctioned,” he 
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recalled. Over the years, a “thuggish kind of behavior” was institutionalized under the 
leadership of NOI’s most influential captains, such as Joseph in New York, Clarence in 
Boston, and Jeremiah in Philadelphia. Matters frequently got out of hand. “Carelessness 
in what you say to somebody,” explained Farrakhan, “could lead to harm and hurt to 
people who disliked Elijah Muhammad, whatever their reason.” (242-243) 

So, the stage was set for anyone who departed the NOI under less than favorable 

circumstances to be targeted for violent retribution by the FOI. Of course, after his censure and 

original 90-day suspension for his comment on John F. Kennedy’s assassination—that it was 

“the chickens coming home to roost,” (272)—Malcolm was never re-instated into the NOI 

ministry. This alone, had he been simply one of the ministers, would have made Malcolm the 

target of violence. However, his prestige and importance as the appointed National Minister, and 

his status as the best recruiter and most famous member of the NOI made it unlikely he would 

receive the “traditional” beating. 

After a brief period of hoping for reinstatement, Malcolm separated himself from Elijah 

Muhammad and even began to compete with him, albeit with little or no money to support him 

in doing so. It was through the Hajj and its aftermath that this competition became meaningful 

and menacing to Elijah Muhammad’s influence. 

Malcolm was by far the most famous national spokesperson for the NOI, having engaged 

in constant travel to give speeches for years. Now, however, he had no source of income and 

could scarcely travel anywhere. Marable guesses that his Hajj was possible only because his 

sister Ethel turned over funds to him that she had probably been saving for her own Hajj. During 

his tour through Arab and North African lands Malcolm was alternately treated like an 

internationally important celebrity and politician—sometimes signing many autographs, and, at 

other times, he traveled almost anonymously. 

At his arrival he stayed in a dormitory housing hundreds of international hajjes, and was 

even having difficulty getting permission to travel on an official Hajj. However, he contacted the 
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son of an author he was acquainted with, who lived in Jeddah, where he was, and soon found 

himself in the author’s own “well-appointed suite at the Jeddah Palace Hotel” (308). And, 

through the intervention of this well-known family, he also received his permission for the Hajj. 

Because the people who were helping Malcolm now were also friends of the Saudi royal family, 

soon “Prince (Muhammad) Faisal himself sent word that he had ‘decreed that (Malcolm) be a 

guest of the state’” (308). 

Malcolm’s Changes After the Hajj 

It was in his actual few days of travel on the Hajj to Mecca that he in particular had the 

experiences that changed his view of whites. He was traveling in a privileged fashion now, as the 

guest of royalty, and he observed that many of those helping him were white Arabs. Marable 

describes his telling Haley about this. Malcolm wrote: 

I began to perceive that “white man,” as commonly used, means complexion only 
secondarily; primarily it describes attitudes and actions.” In the Muslim world he had 
witnessed individuals who in the United States would be classified as white but who 
“were more genuinely brotherly than anyone else had ever been.” Malcolm was quick to 
credit Islam with the power to transform whites into nonracists. This revelation 
reinforced Malcolm’s newfound decision to separate himself completely from the Nation 
of Islam, not simply from its leadership, but from its theology. (310)  

Upon returning to Jeddah from his Hajj, Malcolm was invited to a personal meeting with 

Prince Faisal, during which the prince discussed differences between the NOI’s “wrong Islam” 

and the true Islam of the Arab lands. Malcolm could not deny the differences. Further, as 

Marable explains, “He could also now see the role Islam would play not just in his spiritual life, 

but in his work” (311).  

In his next stop, Beirut, his connection to influence continued:  

Malcolm gave a talk at the Sudanese Cultural Center in Beirut. The Local Beirut 
Daily Star covered the speech, printing a front-page article about it the next day. The 
New York Times also briefly reported on Malcolm’s lecture, characterizing it largely as an 
attack on King. According to the Times, Malcolm “told students at the Sudanese Cultural 
Center that Negroes in the United States had made no practical gains toward achieving 
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civil rights.” He also declared that “only a minority of Negroes believed in nonviolence.” 
(312) 

Marable says of Malcolm’s later stop in Ghana: 

By Malcolm’s visit, Ghana was suffering from many of the same political 
difficulties that he had seen in Nigeria, and his appearance had the dual effect of exciting 
a population hungry for the ideals he represented while making the government officials 
uneasy about embracing him. (315) 

Writer/actor Julian Mayfield and other celebrated American ex-patriots eagerly met with 

and entertained Malcolm in Ghana—including the likes of Maya Angelou and Shirley Du Bois 

(widow of W.E.B.). In addition to a lunch with Angelou, Malcolm met with the ambassadors of 

Nigeria and Mali, and had a private conversation with Ghana’s minister of defense Kofi Boaka at 

Boaka’s home (316). 

When he addressed a capacity crowd in a lecture at the Great Hall of the University of 

Ghana he praised anti-American African leaders saying, “These leaders over here who are 

receiving the praise and pats on the back from the Americans, you can just flush the toilet and let 

them go down the drain,” which caused the audience to react with laughter and applause. (316) 

Malcolm characterized the United States as a colonial power and called for the black, yellow, 

red, and brown races to join against whites in a Third World alliance (317).  

The next morning Malcolm addressed most members of Ghana’s national parliament, 

shortly after their official meeting for that day. Still later that day he was escorted to a private, 

hour-long meeting with President (Kwame) Nkrumah. Marable says, of the Ghana part of his trip 

in particular, “It was a thoroughly triumphal visit” (317). 

Malcolm was, however, later criticized in the Ghanian press for presenting the cause as 

black liberation rather than as class struggle (318). Upon returning to the U.S. from Africa, 

Malcolm would henceforth consciously speak more in terms of a Pan-African alliance rather 

than a black nationalist goal. This served several purposes. First, it set aside color as the 



831 

fundamental distinction, and this helped him to not exclude all white or lighter skinned Arabs. 

Second, it focused on an international and Third World purpose rather than focusing primarily on 

his work in the U.S. With this one change in his rhetorical approach he was able to include all 

Africans and to shift from color prejudice to class oppression as the key issue. 

Malcolm as a Threat to the NOI 

Malcolm’s rise to greater international prominence and his shift to Pan-Africanism as the 

focus of his speeches made him a new kind of threat to the NOI and the dominance of Elijah 

Muhammad. The degree of this threat was magnified by the fact that the NOI was never a 

respectable version of Islam to those in the Arab and African world. The most fundamental issue 

was that in true Islam Mohammad is considered the Seal of the Prophets—meaning the last of 

the prophets. However, Elijah Muhammad, also called “The Messenger,” considered himself a 

prophet—and also considered that he was the continuing representative of the person he believed 

to be the divine founder of the NOI, Wallace Fard. 

Further, the NOI’s practice of engaging in prayer while facing Mecca five times a day 

was the only one of the five pillars of Islam that the NOI practiced. As mentioned, they did not 

declare Mohammad to be the Seal of the Prophets, nor did they recite the Shahada—formal 

prayer, nor make a commitment of a Hajj to Mecca, nor did they feel obliged to give alms to the 

poor. In fact, as Marable explains, “At one point, when Elijah Muhammad felt slighted by Arab 

Muslims, he briefly commanded NOI members to face the direction of Chicago rather than 

Mecca for the prayers” (100). 

The potential for Elijah Muhammad to be declared a false prophet because he claimed to 

be The Messenger, and the potential for the NOI to be rejected by international Islam was ever 

present. So, when Malcolm converted to Sunni Islam, completed his Hajj, and assured Prince 
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Faisal of his faith, he instantly became a more legitimate point of contact for Islam in the United 

State than Elijah Muhammad ever had been. Further, once Malcolm completed his triumphant 

political trip to Arab lands and to West Africa, and converted his rhetoric from black nationalism 

to Pan-Africanism, he became much more of a focal point in this country for world revolutionary 

leaders than Elijah Muhammad had ever been. 

Once separated fully from the NOI, Malcolm also actively criticized the organization and 

its key members. For example, in a speech in June of 1964 at the Audubon Ballroom, he “laid 

out the case of Muhammad’s sexual misconduct.” He also explained that he had consulted 

Louis X, Captain Joseph, Maceo X, and others to resolve the scandal privately. Then, he added, 

that those he had consulted had conspired to expel him from the Nation (344).  

Of this occasion Marable concludes, “By expanding his grievance from Muhammad and 

the Chicago headquarters to include Louis X and other prominent ministers, Malcolm was 

declaring war on the entire leadership group of the Nation of Islam” (344). 

Meanwhile, the NOI had also come to be seen by many African Americans in the U. S. as 

not fully effective at achieving actions on behalf of blacks. Because the NOI had advocated 

separatism and self-removal from government and cultural processes of whites, it could not 

support the interaction with whites brought about by Martin Luther King’s nonviolent direct 

action movement, nor could it support his goal of integration and equality within the society. By 

the time of the March on Washington in 1963, King’s star had risen high in the sky of American 

culture and politics. King and the SCLC, plus SNCC and CORE, had achieved apparent 

successes and international fame. 

Since the U.S. would not be granting a separate land to the NOI for them to settle with 

black people, that left the basic NOI initiative dead on the water. At this time Muhammad made 
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a belated list of NOI demands—to show that there were some “actions” the NOI wished for, to 

make the NOI seem less passive. In a ten point policy statement, Muhammad and the NOI 

demanded things like religious freedom and an end to police brutality but also subscribed, in the 

absence of a black state of their own, to integrationist goals like “equal employment 

opportunities, now” (217). 

Elijah Muhammad and the NOI also became acutely aware that they needed to “do 

something about Malcolm.” On May 15 a letter from the Chicago central office was read in a 

Buffalo mosque declaring that “the wrath of Allah” would be visited on Malcolm. (339) During a 

civil suit trial contesting ownership of Malcolm’s house, which the NOI had purchased for him, a 

speaker in Mosque No. 7 in New York City declared, “We should destroy Malcolm” (347). At 

the same time a minister in the Richmond, Virginia mosque asserted, “Malcolm really should be 

killed for teaching against Elijah Muhammad” (347). 

Marable traces this verbal preparation for the murder of Malcolm to its climax: 

Probably the single most influential attack appeared in Muhammad Speaks under 
the name Louis X on December 4. “The die is set, and Malcolm shall not escape, 
especially after such evil, foolish talk,” Farrakhan declared. “Such a man as Malcolm is 
worthy of death.” This code phrase was a call to arms within the sect. (398)  

Of all the tense disagreements within the NOI and among different civil rights groups, most were 

just rhetorical maneuvers, strong or weak, but Elijah Muhammad and others realized that 

Malcolm’s threat to displace the NOI on the world stage had real potential power behind it. 

As Marable concludes: 

The fatwa, or death warrant, may or may not have been signed by Elijah 
Muhammad; there is no way of knowing. It is far more likely that Muhammad, like the 
fabled King Henry II, announced no decision but made his feelings all too clear, allowing 
his underlings to take their own murderous initiative. (402) 

Marable’s treatment of the assassination, though elaborate and complex, makes clear that 

five black men, all associated with the NOI, planned and carried out the attack, complete with a 
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two-person distraction and a three-person armed assault on Malcolm. Marable’s treatment further 

explains that only one of the three persons tried and convicted for Malcolm’s murder was 

actually among the five attackers. Two of the convicted were innocent. Marable further clarifies 

that the lead assailant, Willie Butler—the one who fired the first and fatal shot with a sawed off 

shotgun, and who escaped by a different exit from the others--was quite likely, in addition to 

being a member of the NOI, an FBI informant (475). 

So, Malcolm’s fear that possibly the CIA or FBI might have him killed may have been 

partly made manifest by the combination of killers who made the attack that day. 

What Does This Tell Us About Who Malcolm Was? 

Marable’s book achieved several results not previously possible. His research, in addition 

to shining a bright light of clarity on Malcolm’s assassination, also clarifies what type of threat 

he had become to the NOI and why they had him killed. The book explains the likely FBI and 

NYPD complicity in the murder and superficial investigation. Marable’s book also clarifies, 

more closely than any other text, the shifts in Malcolm’s stance on the use of violence, the issue 

of whites as “devils,” and whether the goal was black nationalism or Pan-Africanism—whether 

the problem was mainly color or class. 

To fully answer the key question, what does this tell us about who Malcolm was and how 

he should be viewed today, requires not only studying Marable but also adding insights on 

Malcolm from studies that existed before Marable’s book.  

In 1992 Michael Eric Dyson wrote an essay that asked in its title, “Who Speaks for 

Malcolm?” And, still in the title, he answered, “The Writings of Just About Everybody.” Among 

the abundant scholarly writings on Malcolm was James Cone’s 1991 book, Martin and Malcolm 
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and America: A Dream or a Nightmare. Dyson himself contributed his book, Making Malcolm, 

in 1995.  

Three key issues related to Malcolm that were much discussed before Marable’s study 

were: whether Malcolm was a “reverse racist,” whether he did or did not believe in violence as a 

revolutionary tactic, and what exactly he felt and thought about whites after his Hajj. Was he 

truly converted to thinking of whites as possible allies just as he was also converted to traditional 

Sunni Islam? 

One of the problems in Malcolm studies is simply the most common fact of all—there 

were several Malcolms over time. I believe the best clarification of these almost different 

“selves” was offered by Charles Alva Hoyt in 1970, only five years after Malcolm’s death. Hoyt 

referred to the “Five Faces” of Malcolm and described five stages of Malcolm’s life in terms of 

five successive names Malcolm was known by: Malcolm Little (his birth and childhood name), 

Detroit Red (his nickname as a street criminal in Harlem and Boston), Satan (a name he was 

called by other inmates for the constant ranting he did in his cell in the early part of his prison 

term), Malcolm X (symbolizing his first conversion and entry into the Nation of Islam), and El 

Hajj Malik El-Shabazz (the Muslim name he took during his Hajj) (107-112).  

When asked by a reporter if he wished to be called by El Hajj Malik El- Shabbazz, he 

replied that he would be called Malcolm X until the social circumstances that had brought about 

that name had been changed. 

Malcolm never committed one hundred per cent to nonviolence, but in a Satya interview 

in 2004 James Cone argues, “The most common misunderstanding of Malcolm X is that he 

advocated violence. Malcolm did not advocate violence but rather self-defense. He did not 
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believe oppressed people could gain their dignity as human beings by being passive in the face of 

violence” (1). 

While it is understandable why whites might be marvelously more comfortable with a 

black stance of nonviolence, it is a great distortion to think of Malcolm as a violent 

revolutionary—far from it. Malcolm was equally clear about how resisting white oppression was 

not reverse racism. As he put it, “If we react to white racism with a violent reaction, to me that is 

not black racism. Yours is racism” (Malcolm X Speaks, 195). 

Condit and Lucaites have pointed out most clearly how the demonizing rhetoric of 

Malcolm’s early period (referring to whites as “devils” and as the snake in the Garden of Eden) 

should be viewed in the full context. They explain that no matter how radical Malcolm’s goals 

for transforming the ways of American society, his method was always the rhetorical argument, 

and it was never violence. They explain that he always chose the inherent limits you place on 

yourself when you take up the responsibility to persuade your audience rather than attack them, 

and when you seek awareness and economic self-determinations within a society rather than 

destruction of the state.  

Malcolm’s Turning Point and His Last “Self” 

Not long after the Hajj, Malcolm changed his goal from achieving civil rights for black 

people in America to attaining human rights in a Pan-African movement that was powered by 

Islam. As he said, “Human rights are something you were born with. Human rights are your 

God-given rights. Human rights are the rights that are recognized by all nations of this earth 

(Official Website, 1). Even in the period just before his Hajj, in his famous 1964 “The Ballot or 

the Bullet” speech, he had explained,” We will work with anybody, anywhere, at any time, who 
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is genuinely interested in attacking the problem head-on, nonviolently as long as the enemy is 

nonviolent …” (Malcolm X Speaks 42). 

Marable reminds us that, shortly before his assassination, in February of 1965, Malcolm 

went to Selma where King had been leading demonstrators and was, at that time, in jail. 

Malcolm gave a speech praising King, and later personally assured Coretta Scott King that in the 

future he would work in concert with her husband. As Marable explains, “Before leaving, he 

informed SNCC workers that he planned to start an OAAU (Organization of Afro-American 

Unity) recruitment drive in the South within a few weeks.” 

Marable concludes, “In this one visit, he had significantly expanded the OAAU’s purpose 

and mission, from lobbying the UN to playing an activist role in the grassroots trenches of voting 

rights and community organizing” (412). 

Although Malcolm continued his politically motivated contrasting speeches, on behalf of 

revolution when speaking to revolutionaries and on behalf of nonviolence when speaking to 

other Civil Rights groups, his heart and focus seem to have clearly shifted in this Selma moment. 

He accepted membership in a movement that worked—mainly through nonviolent direct 

action—toward integration and equal opportunity, and a movement that included both black and 

white people of good will.  

To those who knew him most closely—I would say, to those who knew him best—there 

had always been a core of love in Malcolm. Though it was shrouded in a smoky atmosphere of 

hate and hurt, Malcolm always showed love to his people. And those who saw him up close 

often experienced this on a personal level.  

James Baldwin was asked to moderate a radio show in 1961 that featured Malcolm and a 

young protester who had just returned from a desegregation march. Baldwin “feared that the 
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celebrated firebrand would take the young protester apart.” Baldwin later wrote that he came “to 

throw out the lifeline whenever Malcolm should seem to be carrying the child beyond his depth.” 

However, as Marable reports: 

To Baldwin’s amazement, Malcolm “understood that child and talked to him as 
though he was talking to a younger brother.” Baldwin was profoundly moved. “I will 
never forget Malcolm and that child facing each other, and Malcolm’s extraordinary 
gentleness. And that’s the truth about Malcolm: he was one of the gentlest people I have 
ever met.” (487) 

I believe that in his Selma meeting with Coretta Scott King, and in his closing speeches, 

there was a new Malcolm, one who had reached a turning point. Michael Eric Dyson also sees 

such a shift: 

Malcolm’s push near the end of his life was for people to learn and grow as much 
as they could in the struggle to free mind and body from the poisonous persistence of 
racism and blind ethnic loyalty, as well as economic and class slavery. He apologized for 
his former mistakes, took his lumps for things he’d done wrong in the past, and tried to 
move on, even though, as he lamented, many devotees (and enemies) wouldn’t allow him 
to “turn the corner.”  

Dyson adds that, “For Malcolm’s sake, and for the sake of our survival, black folk must turn the 

corner” (Making Malcolm 176).  

The “Ballot or the Bullet” stands as one of Malcolm’s most famous speeches. And 

because it comes in April of 1964—late in the end game of Malcolm’s life--because it revisits 

several of his main themes, and because of its seeming direct honesty, it probably deserves to 

stand, along with his post Hajj remarks to Haley and to Coretta Scott King, as a final statement 

of who Malcolm was.  

When you read or listen to this speech one of the qualities that is striking is how personal 

it is—less political than personal, even though his speeches were also certainly always political. 

In the “Ballot or the Bullet” he compels his audience to acknowledge their shared predicament as 

the victims of racism by chiding them, saying “Some of us think we came over on the 
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Mayflower.” His audience reacts with a burst of laughter and chuckling—realizing their unity in 

his remark and experiencing community in their laughter. 

Malcolm adds that black people should put religious differences aside because they are 

all part of the same culture and race, after all. “They’re not hanging you because you’re a 

Baptist,” he says, “they’re hanging you because you’re black.” Again the audience chuckles, 

responding viscerally to Malcolm’s argument—which is both true—all present are part of a 

black freedom struggle—and which is also loving—clearly suggesting that they can join 

together, care for one another, and push back against racism almost as a family. 

At one point, Marable likens Malcolm to a Jazz musician who was constantly traveling 

from stop to stop, with his voice as his instrument, and with his message as his music (480). Like 

a powerful performer who loves both his music and his audience, Malcolm also loved both his 

message and his people. Both Martin Luther King, Jr. and Malcolm X had a unique capacity to 

love African American people openly and joyfully, and both taught a message of love—though 

their manner of teaching and the points of their argument were different. 

Martin taught about the Greek notion of agape love, a generous, open, compassionate 

love for all humans, a kind of love that asked for nothing in return. He did not advocate passive 

response to racism. He proposed and led his followers in non-violent direct action—often 

countering authorities with public pressure. However, he also taught that by entering every new 

situation with agape love in your heart you immediately won that situation by creating the 

opportunity to awaken the best in the heart of your opponent, and you won that situation by 

placing yourself on the side, not of evil or hate, but rather on the side of the Beloved Divine—

whom King often referred to as “your cosmic companion.” 
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King believed that the divine universe magnifies all speech and action taken on behalf of 

agape love. And, he did not just lecture about this, but he showed and modeled such love by his 

bravery on behalf of nonviolent direct action in the heart of the deep South in the 50’s and 60’s. 

Malcolm too understood much of this—but from a deficit perspective, so to speak. He 

understood that black people were the victims of racism, of violence, and of economic 

institutions that stacked the deck of life mightily against them. And he understood that, just as it 

is with other victims of violence, there was a danger that black people in such circumstances 

might feel self-loathing instead of self-love. And, like King, he modeled and demonstrated his 

love by never giving up, by never choosing to save himself instead of his people. 

Why did 20,000 people file past Malcolm’s coffin in Harlem? And, why is Malcolm 

beloved by so many black people today?  

I believe it is because Malcolm set about his constant travels with a message that was 

often mixed politically but was never mixed personally. For black people in his audience it might 

be a speech about white racism, or the need for aggressive action to take control of their local 

economy, or the need to unite as a people. But always, always the speech was also about love. 

He chided them gently, like a loving teacher, to take action on their own behalf. He coaxed them 

to realize that they should see themselves in community with one another. And, he assured them 

by his demeanor, by his life-saving message, and even by the tone of his voice, that he loved 

them.  

As C.A. Hoyt pointed out, Malcolm went through very different stages in his life. While 

he was still a boy his father had been killed in a racially motivated murder. Malcolm was told by 

his white middle school teacher that he could not be a lawyer that he would instead have to 

choose to “do something a nigger could do.” In Malcolm’s crime years he was obviously 
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responding with anger, and he obviously desired revenge. As Hayden says of Malcolm early in 

his poem, “His injured childhood bullied him.”  

Later, though his conversion to the NOI made him a member of a movement for black 

rights, it also connected him to a belief system that held hatred of whites at its core. As Hayden 

put it in his poem, “He fell upon his face before/a racist Allah,” and “He X’ed his name, became 

his people’s anger.”  

To understand Malcolm’s final complex changes requires complex analysis. In Buddhist 

spirituality there is a concept called “dependent arising.” The fundamental sense of dependent 

arising is that nothing in life happens as a singular event. Each moment is rather a result of 

related events. No one thing is fully caused by the energy of its own moment. When we search 

carefully for the turning point moment of change in Malcolm, I believe we instead may see a 

connected set of moments that helped him “turn a corner.”  

When I examine Malcolm’s final year, I see a 1964 speech shortly before his Hajj, the 

“Ballot or the Bullet, “ in which Malcolm acknowledged his desire to work with any race—as 

long as they wanted to solve the problem, and nonviolently, as long as violence was not 

occurring against him. I see next in the Hajj his experiencing of white people who expressed 

kindness and brotherhood toward him, affirming his sense that there could be an alliance across 

color. Also during his Hajj he completed his conversion to Sunni Islam, which preached 

universal love. 

Upon his return from the Hajj, partly due to his political experiences in Ghana, Malcolm 

focused more on economic issues rather than race hatred and focused more on human rights as 

opposed to black nationalism. There is no doubt Malcolm maintained his mistrust and harsh 

critique of the white dominated systems that guided society. However, in his remarks to Coretta 
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Scott King, given only days before his assassination, he communicated to her, and later to 

SNCC, his desire to join their version of the movement—nonviolent direct action on behalf of 

integration and equal rights. 

Hayden sees a final “pilgrimage/toward revelation, hejira to/his final metamorphosis.” 

That metamorphosis, in a sense, began with his separation from the NOI, a separation that freed 

Malcolm to reconsider his beliefs. The Hajj not only drew him toward love, but also no doubt 

helped finish his own healing from past hurt. Upon his return, standing beside Coretta King in 

Selma while Martin was in Jail, he felt, and he articulated, a new kinship with that side of the 

movement. 

In the poem this leads us to the ending, and back to the epigraph with which I began. 

Hayden says that one final time Malcolm “fell upon his face” only this time “before/Allah the 

raceless in whose blazing Oneness all/were one.” Malcolm’s recent life events had unhinged him 

from his previous allies and beliefs, leaving him vulnerable. Into this breach marched his 

personal Hajj, during which Malcolm lived briefly in a world where all races loved each other as 

one. I believe that he left from there with the purpose of remaking that world for humanity. 
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He decided that the personal love he so clearly showed in his speeches to northern urban 
black audiences, and that he showed in his gentleness to that young protester on the radio show, 
could be extended to all “right minded people.” And, he intuited that his bravery to oppose all 
acts of oppression and racism, in the face of all the nation’s white power brokers—the police, the 
CIA, and the FBI among them, could be companioned with an embracing love for all those who 
stood beside him actively working for the goal of equal rights. 

Because, as Condit and Lucaites have pointed out, though Malcolm often warned white 
people that black resistance was seething in this country and that it might break out into violence, 
his own approach was always rhetorical—he took his stand with the method of public speaking 
and never did he take up arms or directly advocate violent revolt.  

http://www.cmgww.com/
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And, with respect to his concept of white people, there is, of course, the widely 
publicized change he made upon returning from his hajj, having been treated with the deepest 
respect and hospitableness by a white man in Mecca, he reported in Haley’s Autobiography: 

That morning was when I first began to reappraise the “white man.” It was when I 
first began to perceive that “white man,” as commonly used, means complexion only 
secondarily: primarily it described attitudes and actions. In America, “white man” meant 
specific attitudes and actions toward the black man, and toward all other nonwhite men. 
But, in the Muslim world, I had seen that men with white complexions were more 
genuinely brotherly than anyone else had ever been. (Dyson 1) 

One of Malcolm’s most commonly reiterated themes in his speeches was the need for 
black people to own and operate the businesses within the black community. One of his refrains 
was that the man who then owned those businesses “doesn’t look like you and me” and hence, 
doesn’t have out interests at heart. Malcolm was very clear that when whites came to the black 
community “Jiving you and me for some votes,” that is not what was needed. What was needed 
was for whites to collaborate with blacks to bring about black ownership. What was needed was 
for whites to collaborate in helping bring blacks out of white established race-based economic 
oppression. (Malcolm X Speaks 25) 

Malcolm, in a London speech in February of 1965, returned once again to the language of 
unity and racial harmony, “I do not advocate violence,” he explained. “In fact, the violence that 
exists in the United States is the violence that the Negro in America has been the victim 
of.” (413) 
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Firestone, Forced Labor, & Fred Matheus: The 1930 Liberian Exposé 
 

During the 1920s, the continent of Africa, and Liberia in particular, conjured up a variety 

of images. For African Americans, Liberia was conceptualized as a territory where the 

descendants of oppressed slaves of the United States’ peculiar institution, could govern 

themselves and be free. Men like Marcus Garvey, a leader in the African American community 

of 1920s Harlem, espoused his separatist ideologies and even created the Black Star Line as an 

attempt to return to Africa, the ancestral homeland.1 To the Garveyites, Liberia meant freedom 

from the oppressive conditions of Jim Crow America.2 However, Liberia’s image of freedom 

changed in the late 1920s when allegations of slavery began to surface.3  

During the Great Depression, as a result of the findings of the 1930 International 

Commission of Inquiry, the existence of slave-like conditions and the exploitation of Liberian 

indigenous laborers was confirmed.4 Using the personal notes, journals, and official pages of 

testimony collected by John Frederick Matheus, secretary to the International Commission of 

Inquiry during the 1930 investigation, this paper provides new insight into the investigation’s 

                                                 
1 For further discussion of Garvey’s Black Star Line in the “Back to Africa” movement see, Judith Stein, The 

World of Marcus Garvey: Race and Class in Modern Society (Baton Rouge, LA: Louisiana State University Press, 
1991), 61-88. See also, Great Lives Observed: Marcus Garvey, ed. E. David Cronon (Englewood Cliffs, NJ: 
Prentice-Hall, Inc., 1973), 6. For a visual biography on Marcus Garvey see, The American Experience, Marcus 
Garvey: Look for Me in the Whirlwind, DVD (PBS, 2002).  

2 Garvey’s Liberian colonization project is discussed at length in E. David Cronon, Black Moses: The Story of 
Marcus Garvey (Madison, WI: University of Wisconsin Press, 1981), 124-132.  

3 See Phillip James Johnson, “Seasons in Hell: Charles S. Johnson and the 1930 Liberian Labor Crisis” (PhD 
diss., Louisiana State University, 2004), 140-141, for a discussion on Thomas J.R. Faulkner who was a presidential 
candidate against elected Liberian president Charles Dunbar Burgess King. Faulkner is credited with bringing 
attention to the labor abuses to the League of Nations in Liberia. However, historian Ibrahim Sundiata’s research 
indicates that Elie Garcia’s 1921 letter to Garvey indicated many abuses and that Garcia’s ‘secret report’ had been 
published in African World. Garvey later denounced President King and his cronies for his abuses of the indigenous 
population. See, Ibrahim Sundiata, Brothers and Strangers: Black Zion, Black Slavery, 1914-1940 (Durham, NC: 
Duke University Press, 2003), 77.  

4 “The 1930 Enquiry Commission to Liberia,” Journal of the Royal African Society 30, no. 120 (July 1931): 
279, http://www.jstor.org/stable/717046 (accessed September 8, 2012). 

http://www.jstor.org/stable/717046
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findings in the Black Republic of Liberia. While this topic has been examined by other authors, 

they have tended to solely rely on Charles S. Johnson’s account.5 However, Matheus kept the 

most extensive records related to the commission’s investigation. Therefore, Matheus’ papers 

housed at the Meek-Eaton Black Archives in Tallahassee, Florida, provided a unique framework 

in which to understand the various ways indigenous Liberian laborers were used by the Firestone 

Plantations Company, ruling members of the Americo-Liberian elite, and on the Spanish-owned 

island of Fernando Po from 1927 to 1930.6  

In late 1929, President Herbert Hoover working in concert with the League of Nations 

created an International Commission of Inquiry to investigate allegations of forced labor and 

slavery in Liberia. The commission was supposed to be a joint investigation consisting of two 

countries and one governing body. Charles Spurgeon Johnson, who had been trained as a 

sociologist at the University of Chicago, was chosen by President Herbert Hoover as the 

American representative to the commission.7  

At the time of his appointment, Charles S. Johnson was Chairman of the Social Science 

department at Fisk University.8 Prior to his position at Fisk, Johnson had been a pivotal figure 

during the Harlem Renaissance. As the former editor of Opportunity, Johnson catapulted the 

                                                 
5 David H. Jackson, Jr., conversation with the author, Tallahassee, FL, November 13, 2012. My most esteemed 

gratitude to my professor, Dr. David H. Jackson, Jr. in helping me to pen this line and provide a more thorough 
framework for my essay.  

6 See testimony of the sessions in, “Sessions of the International Commission of Enquiry to Liberia at Kakata, 
April 30, 1930.” in Liberia Testimonies, April-May 1930, page 8, Box 8, Folder 7, John F. Matheus Collection, 
Meek-Eaton Southeastern Regional Black Archives, Tallahassee, FL (hereafter cited as “Sessions at Kakata” and 
JFMC, respectively). See also, “Testimonies/Complaints before the International Commission to study Liberia,” 
page 2 May 20, 1930, Box 8, Folder 7, JFMC, (hereinafter cited as “Testimonies/Complaints”).  

7 “Dr. Charles Johnson Gets Hoover Position,” Chicago Defender, p. 2, col.4 December 28, 1929, under “Black 
Studies Center Database” http://gateway.proquest.com/openurl?url_ver=Z39.88-
2004&res_dat=xri:bsc:&rft_dat=xri:bsc:rec:newspaper:HNP_68419_19291228_0025 (accessed September 18, 
2012). See also “Charles Spurgeon Johnson.” Encyclopædia Britannica. Encyclopædia Britannica Online Academic 
Edition. Encyclopædia Britannica Inc., 2012. Web. 07 Oct. 2012. 
<http://www.britannica.com/EBchecked/topic/305290/Charles-Spurgeon-Johnson>. 

8 Ibid. 

http://gateway.proquest.com/openurl?url_ver=Z39.88-2004&res_dat=xri:bsc:&rft_dat=xri:bsc:rec:newspaper:HNP_68419_19291228_0025
http://gateway.proquest.com/openurl?url_ver=Z39.88-2004&res_dat=xri:bsc:&rft_dat=xri:bsc:rec:newspaper:HNP_68419_19291228_0025
http://www.britannica.com/EBchecked/topic/305290/Charles-Spurgeon-Johnson
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biggest names in African American art and literature to fame by featuring them on the 

magazine’s pages. Johnson corresponded extensively with a number of Harlem Renaissance 

writers including John Frederick Matheus, a multi-lingual professor and world-traveler, whose 

short-stories and poems were featured numerous times on the pages of Opportunity. As a result 

of these correspondences, Matheus was eventually chosen as Johnson’s secretary to the 

International Commission.  

John Frederick Matheus preferred to be called, “Fred,” a shortened version of his middle 

name, “Frederick,” for whom he was named after Frederick Douglass.9 Like Frederick Douglass, 

Matheus was truly a renaissance man who found his voice through the numerous writings he 

produced during his life. Matheus was born and raised in Steubenville, Ohio, where he launched 

his poetic career while still in high school.10 In June 1906, Matheus graduated from high school, 

and that same year, he attended the graduation commencement at Wilberforce University in 

order to hear an address given by Booker T. Washington.11  

In September 1906, Matheus attended Adelbert College, at Western Reserve University, 

now known as Case Western, in Cleveland, Ohio where he graduated cum laude, in June 1910.12 

The photo of his graduating class revealed that out of the forty-six men in the graduating class, 

“Fred,” was the only “Negro.”13 As the son of a “Union Bank custodian,” Matheus worked his 

way through college waiting tables, and in the last two years of his college career, he received 

                                                 
9 Photocopy of various newspaper clippings on Matheus, with Matheus’ handwritten assertion about his name, 

clippings span from 1938-1969, JFMC.  
10 Ibid.  
11 Photocopy of “Booker Washington Addresses 10,000 at Wilberforce,” The Dayton Journal, June 1906, 

JFMC.  
12 Adelbert College Western Reserve University Transcripts, Issued October 28, 1926, JFMC. See also, “Fred’s 

graduation picture from Western Reserve-1910-cum laude, Romance Language, only negro in class” 1910, JFMC.  
13 “Fred’s graduation picture,” 1910, JFMC.  



849 

helped from D.J. Sinclair, a ‘great man in the Steubenville area,’ in order to pay his rent.14 After 

graduating from Western Reserve, a feat rarely accomplished by African Americans during this 

period, Matheus was well on his way to future success. Matheus spent time at Florida A&M 

College, now known as Florida A&M University in Tallahassee, Florida as both a professor and 

a business manager.15 Matheus left his position at Florida A&M College to pursue a Master’s 

degree at Columbia University in 1921, thus ushering in the beginning of his successes during 

the decade known as the Harlem Renaissance.16 After graduating from Columbia, Matheus 

became director of the Department of Romance Languages at West Virginia State College in 

1922. It was at West Virginia State College, that Matheus spent thirty years and penned the 

majority of his literary works.17  

Throughout the 1920s, Matheus’ literary successes included Opportunity magazine’s first 

prize for his short story entitled, “Fog”, in 1925. It was from this exchange of manuscripts, plays, 

and poems, that Matheus knew other figures of the Harlem Renaissance, most notably, Charles 

                                                 
14 Marian Houser, “John Matheus Scores in the Field of Education,” Steubenville, Ohio, June 28, 1969, JFMC. 

Houser interviewed Matheus for the article, but incorrectly stated his graduating year as 1905. However, Matheus’ 
personal records indicate that Matheus graduated from high school in 1906, thus attending Booker T. Washington’s 
speech, the same year.  

15 Murell Vinson. “Biographical Note” from A Guide to the John Frederick Matheus Collection, Finding Aid, 
JFMC. I would like to express a most gracious thank you to Dr. Murell Dawson, formerly Vinson, for suggesting 
that we update the finding aid and materials for one of ten collections for American Archives Month, October 2012. 
Dr. Dawson’s suggestion of using the Matheus collection as one of the ten collections to be featured at the Archives, 
led to my “discovery” of John Frederick Matheus.  

16 Houser, “Matheus Scores in the Field of Education,” June 28, 1969, JFMC. The Harlem Renaissance was a 
period when African American arts, poetry, and literature flourished. It began in Harlem New York during the 
decade also termed the “Roaring Twenties.” Some of the most famous literary figures of the era included writers 
James Weldon Johnson and Zora Neale Hurston as well as, poets Langston Hughes, and Countée Cullen. Sculptors 
such as Augusta Savage and stage actors such as Paul Robeson were also part of this African American cultural 
movement.  

17 Matheus, personal notes, undated, page 1, JFMC. What is interesting to note about this artifact in Matheus’ 
collection is that it was written sometime after his trip to Liberia. It may have even been written years later, as the 
four page hand-written document stated, “In the middle of February, 1930 I received a long distance telephone call 
from Dr. Charles S. Johnson…he had offered me membership in the International Commission…” This is faulty 
memory at work, in that the dated Western Union Telegram contained in Matheus’ scrapbook, has the date clearly 
stamped as December 26, 1929.  
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S. Johnson, editor of Opportunity and Johnson’s assistant editor, Countée Cullen. In 1926, 

Matheus’ work received extensive exposure having won first prize for his “Personal Experiences 

Sketch,” and second prize for his play “Cruiter” in Opportunity.18 During the Harlem 

Renaissance, Matheus also corresponded with W.E.B. DuBois. In 1926, Matheus won “first prize 

of $100” for his short story, “Swamp Moccasin,” that appeared in DuBois’ Crisis magazine.19 In 

1927, due to Matheus winning an honorable mention in Crisis for “Literary Art and Expression,” 

he was personally invited by DuBois to attend a reception at the Civic Club in New York City.20 

With the honors he received and his extensive list of works published in premier magazines, 

Matheus truly exemplified the “New Negro,” during the Harlem Renaissance.21 The decade 

known as the Harlem Renaissance, soon came to an end, along with the economic prosperity 

associated with it. For Matheus, the 1930’s signaled a new beginning as he traveled abroad to 

conduct his secretarial duties in Africa.  

The stock market crash that ushered in the Great Depression occurred two months prior 

to Matheus’ call of duty. On December 26, 1929, Matheus was sent a Western Union telegram 

that stated he had been extended the opportunity to accompany Charles S. Johnson “as secretary 

                                                 
18 John F. Matheus to President John W. Davis, page 2, January 18, 1928, JFMC.  
19 Publications of John F. Matheus, undated, JFMC. Also, the $100 Matheus won in 1926, using the Federal 

Reserve’s online “Inflation Calculator,” would be $1301.58, adjusted for inflation in the year 2012. 
www.usinflationcalculator.com (accessed October 13, 2012) 

20 W.E.B. DuBois to John F. Matheus, November 15, 1927, JFMC.  
21 Matheus was truly a part of the “New Negro” movement, the term was coined by Alain Locke during the 

Harlem Renaissance. Another term that can be used to describe Matheus position in society is the ‘Talented Tenth.’ 
However, my statement was inspired more by Dr. David H. Jackson’s portrayal of Charles Banks in 1910. 
Therefore, in order to create a context for better understanding the African American men destined for greatness 
during this generation, I likened Matheus to Banks. See also, David H. Jackson Jr., A Chief Lieutenant of the 
Tuskegee Machine: Charles Banks of Mississippi, 2002, Reprint (Gainesville: University of Florida Press, 2008), 8.  

http://www.usinfationcalculator.com/
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of American Commissioner,” in Liberia.22 For Matheus, the decision had to be made quickly, 

since the “probable departurs [sic] around January fifteenth and requires three to four months.”23  

Johnson’s own time constraints made it so the “suddenness of call makes necessary my 

wiring two persons same time.”24 Johnson’s first choice was Matheus, his second choice was 

Arthur Schomberg; however, the State Department preferred Emmett Jay Scott, Booker T. 

Washington’s former secretary, who was employed at Howard University.25 Scott declined the 

position due to the fact that he was embroiled in matters at Howard University, thus Scott paved 

the way for Matheus or Schomberg to become secretary.26 Ultimately, it was Matheus who 

became the secretary to the commission.  

For Matheus, a well-traveled, multi-lingual writer who kept copious notes, this seemed 

like an opportunity he could not miss. Besides, the Western Union telegram stated the, 

“advantages include[d] European and African visits under favorable conditions and fairly ample 

per diem together with the study of Liberian situation.”27 For Matheus, who had been married to 

his wife Maude for a number of years, but had no children, this seemed like a great opportunity 

for travel. Additionally, during the 1928-1929 school year, Matheus asked for a sabbatical that 

had not been granted; therefore, this secretarial position was an excellent way to further 

Matheus’ career while taking a break from his professorial duties.28  

                                                 
22 Charles S. Johnson to Prof John Matthews, Western Union Telegram, contained in Matheus’ Liberia 

Scrapbook, December 26, 1929, JFMC. Please note that the telegram incorrectly spelled Matheus’ name as 
“Matthews” instead of “Matheus.” 

23 Ibid.  
24 Charles S. Johnson to Prof John Matthews, December 26, 1929, JFMC.  
25 Johnson, “Seasons in Hell,” 168,170. 
26 Johnson, “Seasons in Hell,” 165.  
27 Ibid. 
28 John F. Matheus to President John W. Davis, January 18, 1928, JFMC.  
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By January 18, 1930 Matheus made arrangements with John W. Davis, President of the 

West Virginia State College, for his leave of absence. Additionally, other preparations for the 

trip to Liberia were made, including a visit to New York, where Johnson secured “a sufficient 

quantity of sugar coated Quinine Pills for two persons, to last three months.”29 Three weeks later, 

Matheus wrote, “We were ready to leave from New York.”30 The duo embarked on their trip to 

Liberia on Wednesday, January 29, 1930 at 11a.m. from Pier 4, in Hoboken, New Jersey.31 

While aboard the U.S.S. Roosevelt that morning, Matheus received two Western Union 

telegrams wishing him well. One telegram was from the President of West Virginia State 

College, John W. Davis, and the other was from Charles E. Mitchell, the business manager of 

West Virginia State College and who eventually held the titles of U.S. Minister to Liberia and 

U.S. Consul General in Monrovia from 1930-1933.32  

From Hoboken, Matheus and Johnson’s final European destination was Plymouth, 

England, on February 6, 1930.33 The first few days of Matheus’ trip aboard the U.S.S. Roosevelt, 

were spent with him feeling “sick- sick,-sick all the long day.”34 It was not until Saturday, 

February 1st that Matheus emerged from his room to eat “a little brown bread and tea.”35 At one 

point in the three days he spent seasick, Matheus lamented, “Why did I ever want to see 
                                                 

29 Charles S. Johnson to C.& R. Timmerman, January 20, 1930, JFMC. See also, Johnson, “Seasons in Hell,” 
173. In “Seasons in Hell,” Johnson asserts that it was at a bon voyage party in Harlem, where a physician told him 
about the quinine pills.  

30 Matheus, handwritten personal notes, undated, page 1, JFMC.  
31 John F. Matheus to President John W. Davis, January 26, 1930, JFMC.  
32 John W. Davis to John F. Matheus, Western Union telegram, January 29, 1930, JFMC. See also, Charles E. 

Mitchell to John F. Matheus, Western Union telegram, January 29, 1930, JFMC. See also, “Mitchell, Charles 
Edward (1870-1937)” under Index of Politicians http://politicalgraveyard.com/bio/mitchell2.html (accessed October 
13, 2012).  

33 Matheus’ Liberia Scrapbook, “United States Lines, S.S. President Roosevelt Souvenir Log,” January 29, 
1930, JFMC.  

34 Matheus’ Journal, “U.S.S. Roosevelt,” Friday, January 31, 1930, JFMC. Matheus noted that Charles S. 
Johnson was also sick at the beginning of their voyage with a severe headache.  

35 Matheus’ Journal, “U.S.S. Roosevelt,” Saturday, February 1, 1930, JFMC. 
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Africa!”36 These words were obviously written during Matheus’ severe bout of seasickness 

because by Sunday, he was feeling much better and was able to “walk on deck after bath and 

breakfast.”37  

Matheus wrote that by Monday, February 3, 1930, he engaged in an interesting 

conversation with Raymond Duncan an American “dancer, artist, poet, craftsman, and 

philosopher,” who was also brother to the late Isadora Duncan, the “mother of Modern dance.”38 

Matheus also wrote extensively in his journal about Duncan’s interest in Haiti and his 

belief that “the Negro is more human, less harmed by civilization than other races and therefore 

can more easily grasp his idea of higher plane rhythmic living.”39 Matheus’ journal also revealed 

that the rest of his time was spent typing. Matheus also noted that he, “attend[ed] the usual silly 

affair” of the ‘Farewell Dinner.’40 On Thursday, February 6, 1930, Matheus wrote that, “the first 

dim outlines of the English Coast struck our eyes.”41 Once the U.S.S. Roosevelt arrived in 

England, the European itinerary included: stops at the American Embassy in London, England, 

and Paris, France, along with stops in Berne, Switzerland, at the American Legation, and at the 

League of Nations in Geneva, Switzerland.42 While on the European mainland, Matheus and 

Johnson met with personal friends and business contacts including actor Paul Robeson, and long-

time friend and poet Countée Cullen. Johnson met separately with renowned anthropologist 

                                                 
36 Matheus’ Journal, “U.S.S. Roosevelt,” Friday, January 31, 1930, JFMC. 
37 Matheus’ Journal, “U.S.S. Roosevelt,” Sunday, February 2, 1930, JFMC. 
38 “Raymond Duncan Collection,” under Syracuse University Library Biographical History 

http://library.syr.edu/digital/guides/print/duncan_r_prt.htm (accessed October 13, 2012). See also, “Isadora Duncan” 
under biography http:www.biography.com/people/isadora-duncan-9281125 (accessed October 13, 2012).  

39 Matheus’ Journal, “U.S.S. Roosevelt,” Monday, February 3, 1930, JFMC. 
40 Matheus’ Journal, “U.S.S. Roosevelt,” Wednesday, February 4, 1930, JFMC. 
41 Matheus’ Journal, “U.S.S. Roosevelt,” Thursday, February, 5, 1930, JFMC. 
42 John F. Matheus to President John W. Davis, January 26, 1930, JFMC.  

http://library.syr.edu/digital/guides/print/duncan_r_prt.htm
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Bronislaw Malinowski.43 Before leaving Europe, the researchers made additional stops and then, 

“boarded a German boat to take us to our destination in Monrovia, Liberia.”44 

While the traveling researchers were enroute to Monrovia, “…a stop was made in the 

Canary Islands for coaling,” where Matheus sent his parents a postcard.45 The postcard, dated 

February 27, 1930, was sent from Tenerife in the Canary Islands. The postcard featured a picture 

of the boat the Wameru, on which Matheus was a passenger. The Wameru was part of the 

Woermann-Line of the German East-Africa-Line out of Hamburg on which Matheus rode first-

class.46 Aboard the Wameru, photographs were taken of the ship’s captain, Captain Striessof, 

and of Dr. Johnson both boarding the ship and “trying out his movie camera.”47 This experience 

aboard the Wameru represented a departure from the one Johnson had received on board the 

U.S.S. Roosevelt. According to Phillip James Johnson’s doctoral dissertation, Charles S. Johnson 

had to accept third-class accommodations on the U.S.S. Roosevelt due to complaints by white 

passengers.48 The paradoxical relationship between two African Americans traveling abroad to 

ensure liberties for the indigenous population in Liberia, and their unequal treatment aboard the 

U.S.S. Roosevelt, was exactly why African Americans had called for expatriation in the first 

place.49  

                                                 
43 Matheus to Countée Cullen, March 30, 1930, JFMC. See also, Matheus, handwritten personal notes, undated, 

page 2, JFMC.  
44 Matheus, handwritten personal notes, page 2, undated, JFMC.  
45 Ibid. 
46 Fred to Mr. and Mrs. John W. Matheus, postcard, February 27, 1930, JFMC. Printed inscription on the back 

of the postcard read: “Woermann-Linie, Deutsche Ost-Afrika-Linie, Hamburg.” See also, Matheus’ Liberia 
Scrapbook, for the yellow and black “1 Klasse” boat stamp. See also, Sundiata, Brothers and Strangers, 90. 
According to Sundiata, Woermann had a history of shipping indigenous Liberians as contract labor. 

47 Matheus’ Liberia Scrapbook, photographs, 1930, JFMC.  
48 Johnson, “Seasons in Hell,” 176.  
49 In her book, The World of Marcus Garvey: Race and Class in Modern Society, Judith Stein notes that, first 

class accommodations were often denied to the black middle class on ships and as a result this drove some African 
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Aboard the Wameru, the pair sailed from Tenerife through Las Palmas where they 

arrived in Freetown, Sierra Leone. In Sierra Leone, ‘Fred’ sent his parents another postcard this 

one postmarked March 8, 1930, that stated, “My first tread upon Africa is here. All well. The 

boat leaves in 3 hours for Monrovia.”50 Upon their arrival in Monrovia, Matheus and Johnson 

stayed in former consul Wharton’s home, and then took up a more permanent residence from 

March to June “across the street from Firestone No. 8,” in Monrovia, where the “Firestone 

Rubber Company prepared a comfortable house for living quarters.”51  

Although Liberia was a seemingly independent Black Republic, it still had the markings 

of a colonial outpost by American corporations like Firestone that sought land in order to 

cultivate rubber on Liberian plantations.52 Since automobiles were gaining increased importance 

in the United States during the 1920’s and 1930’s, the rubber that was cultivated on Firestone’s 

plantations was ultimately used as raw material in the manufacture of tires. Some members of the 

Liberian ruling elite allowed corporations like Firestone to lease, and sometimes purchase, huge 

tracts of land at low prices and exploit the labor of the country’s indigenous population.53 

While Matheus and Johnson were in the Black Republic, the pair encountered members 

of the Americo-Liberian ruling elite, such as President Charles Dunbar Burgess King. President 

King, a member of the True Whig party, served as the 17th President of the Republic of Liberia 

                                                                                                                                                             
American leaders to be patrons of boats solely staffed and operated by other African Americans. See Stein, The 
World of Marcus Garvey, 67.  

50 Matheus’ Journal, “U.S.S. Roosevelt,” Friday February 28, 1930, Box 7, Folder 8, JFMC. Fred to Mr. and 
Mrs. John Matheus, postcard postmarked March 8, 1930, JFMC.  

51 Matheus’ Liberia Scrapbook, photographs, 1930, JFMC. See also, Matheus’ handwritten personal notes, page 
2, undated, JFMC.  

52 For an in-depth discussion of the ‘underdevelopment’ of Liberia by colonial corporations such as Firestone 
see, Walter Rodney, How Europe Underdeveloped Africa (Washington, DC: Howard University Press, 1982), 154.  

53 Prior to the International Commission’s investigation and following the failed attempt and fiasco surrounding 
colonization of Liberia in the 1920s, Marcus Garvey denounced President King and his cronies for his abuses of the 
indigenous population. See Cronon & Sundiata.  
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from 1920-1930.54 Matheus wrote in his journal that, “We had to wait a long time for protocol to 

meet his Excellency, the President of the Republic, Charles Dunbar Burgess King.”55 

Additionally, His Excellency, had chosen Arthur Barclay, a former President of Liberia, to 

represent the country on the Commission. Initially, the League of Nations had chosen another 

representative by the name of Dr. Meek, but he resigned and was replaced by Dr. Cuthbert 

Christy, an older man of British stock.56 The change in League representatives caused a delay in 

the investigation. What was supposed to be a three to four month expedition, lasted until 

September 1930. Thus Matheus noted in his journal, “it seems we have come two weeks early, 

before the other Commissioner arrives.”57 

It was at the Firestone Plantations Company (FPC), formal opening of the Company’s Du 

River Bridge, held on March 29, 1930, at the old Barclay Rubber plantation, which had been, 

according to Matheus, “leased or purchased by the FPC,” that he and Johnson mingled with the 

Liberian business and political class.58 Among the businessmen they met and photographed was, 

a Mr. Hines who served as General Manager of the FPC.59 For the titans of industry in the age of 

new imperialism, Liberia was a corporate outpost with colonial trappings, where money could be 

made through the exploitation of its indigenous labor force and its natural resources. In 1926, the 

FPC “was able to acquire one million acres of forest land in Liberia at a cost of 6 cents per 

                                                 
54 League of Nations Photo Archive, “Liberia Ministers” table, 

http://www.indiana.edu/~league/ministerliberia.htm (accessed November 3, 2012).  
55 Matheus’ handwritten personal notes, page 2, undated, JFMC. 
56 “The International Commission of Inquiry,” Blank Stationary lists Cuthbert Christy as the League of Nations 

Member, and Chairman of the Commission, Liberia 1930, JFMC. See also Matheus’ Liberia Scrapbook, “Liberia 
1930, Photographs of sessions of International Commission of Inquiry to Liberia,” March-September 10, 1930, 
JFMC. See also John F. Matheus to John W. Davis, March 29, 1930, JFMC.  

57 Matheus’ Journal, “U.S.S. Roosevelt,” Wednesday, March 14, 1930, Box 7, Folder 8, JFMC.  
58 Matheus’ Liberia Scrapbook, invitation and photograph, March 29, 1930, Box 8, Folder 5, JFMC.  
59 Matheus’ Liberia Scrapbook, photograph, March 29, 1930, Box 8, Folder 5, JFMC.  

http://www.indiana.edu/%60
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acre…”60 This, in part, allowed the company to become the 25th largest American corporation at 

the time.61 Thus, corporations like Firestone were in a position to exploit the indigenous labor of 

Liberia; however, the investigation showed that there were others that were even more culpable 

for the labor abuses among the indigenous population.62  

The researchers also met foreign dignitaries like a Mr. Parker, who had served as 

assistant consul of the Spanish Government and who had been on post during the shipments of 

‘boys’ to the island of Fernando Po.63 Through the course of the Inquiry Commission’s 

investigation, the Spanish-owned island of Fernando Po came up during testimony given by 

tribal chiefs and indigenous laborers again and again. Fernando Po served as the center of 

controversy due to the forced shipments of indigenous Liberian boys sent there to be used as 

cheap or slave labor. Hundreds of pages of testimony were recorded by Matheus, with the most 

fruitful and extensive testimonies gathered by the commission at the sessions at Kakata, Wedabo, 

Grand Cess, and Kronroke.64  

In their travels, the pair also interviewed Thomas J.R. Faulkner, a Monrovian business 

man and former Liberian presidential candidate, who had previously run against President King. 

Faulkner had been responsible for urging the League of Nations in Geneva to conduct the 

investigation that was underway with Dr. Johnson and Dr. Christy at the helm, and Matheus 

serving as secretary. Faulkner’s name became synonymous with the call to end the abuses 

                                                 
60 Rodney, How Europe Underdeveloped Africa, 154.  
61 Ibid., 154.  
62 Ibid., 164.  
63 Matheus’ Liberia Scrapbook, photographs, March 29, 1930, Box 8, Folder 5, JFMC.  
64 “Sessions at Kakata,” April 30, 1930, page 8, Box 8, Folder 7, JFMC. See also, “Testimonies/Complaints” 

page 2 May 20, 1930, Box 8, Folder 7, JFMC.  
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amongst the native population.65 Additionally, if the natives protested these abuses or mentioned 

Faulkner’s name, they faced even graver consequences. For example, a laborer named Karfah 

from Bangah testified at the Kakata session that, “If Faulkner’s name called, [sic] put pepper in 

the eye.”66 Similarly, the testimony of Singbe Yongbonnie of Kongwelli, stated when testifying 

about the forced labor used to construct roads from Monrovia to the outlying areas, that, 

“Soldiers picked woman from behind with stick. One protested. Beat ‘um. [sic] Nobody want 

call [sic] Faulkner name.”67 Further testimony at Kakata, a town approximately 60 miles from 

Monrovia, revealed other egregious actions.68  

From April 29-May 1, 1930, the Inquiry Commission interviewed, photographed, and 

recorded the testimonies of chiefs and other tribal members at Kakata.69 Speaking through 

interpreters, the Sub-chief Kpannah Gbarah, and Town Chief Sakebumo, gave testimony of men 

being collected to work as laborers for the FPC. Sakebumo stated that, “The D.C. [district 

commissioner] send to the Paramount Chief to collect men and send them to Firestone.”70 

Sakebumo’s testimony revealed the “impressment of labor by the FPC” that was later confirmed 

in testimony given to the commission by Faulkner. Although, the investigation revealed that the 

FPC could not be directly implicated in the use of indigenous forced labor; there was strong 

evidence Liberian officials profited from the use of forced labor. The investigation revealed that 

                                                 
65 See “Royal Typewriter” Print Ad in The Spark, July 1930, JFMC.  
66 “Sessions at Kakata, April 29-May2, 1930,” in Liberia Testimonies, April-May 1930, page 21, Box 8, Folder 

7, JFMC.  
67 Ibid., 22.  
68 “Sessions at Kakata,” in April-May 1930, Box 8, Folder 7, JFMC.  
69 Ibid. 
70 “Sessions at Kakata,” in April-May 1930, Box 8, Folder 7, JFMC.  
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Liberian governmental officials such as Vice-President Yancy who used government soldiers 

known as the Frontier Force, for his own purposes.71  

On the morning of May 1, 1930, Dr. Christy fell ill, so the rest of the testimony at Kakata 

was relayed to Dr. Johnson, while Matheus took notes. That morning, a group of men who had 

been gathered to work at Firestone crowded the deposition room. Through the interpreter, they 

told Dr. Johnson that they refused to go to work. Some of the questions Dr. Johnson asked 

included, “Who collects money at Firestone’s when forced to work.”72 The men responded, 

“People say President King gets money.”73 Later testimony revealed that if the men went to FPC 

alone, they received pay, but when forced to go as a group, their money was often taken in the 

form of fines such as, “pawn [sic] children to pay the chief.”74  

Therefore, it was certain that District Commissioners and other Liberian officials who 

recruited the native population for work, often took the pay of the laboring men, or taxed them 

heavily. A witness in the town of Niwaken also testified that the Frontier Soldiers would inflict 

beatings on the laborers in order to force them to work at the locations the district commissioners 

commanded. At Niwaken, the witness testified that, “Frontier Soldiers” had “carried” the 

laborers, “after all [the] lashes and beating[s], [and] nobody to cry to” to “go on down to 

Firestone.”75 The witness described that this order was requested by one of the district 

commissioners when they reached the town of Nyaake.”76 Therefore, it was evident that Liberian 

                                                 
71 “Testimonies/Complaints,” page 76 April 16, 1930, Box 8, Folder 8, JFMC. See also, 

“Testimonies/Complaints,” pages 41-42 May 26, 1930, Box 8, Folder 7, JFMC.  
72 “Sessions at Kakata,” April-May 1930, page 14, Box 8, Folder 7, JFMC. 
73 Ibid.  
74 Ibid., 15.  
75 “Sessions at Kakata,” April-May 1930, page 61, Box 8, Folder 7, JFMC. 
76 Ibid, 61.  
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soldiers and district commissioners forced the indigenous population to work against their will 

and that some of the forced labor was ultimately sent to the FPC by district commissioners.  

The impressment of forced labor and slave labor was also found in governmental 

construction projects. The testimonies at Kakata revealed beatings and other forms of 

punishment the laborers endured as they constructed government roads. The testimony of a ‘boy’ 

named Flomo, from Kakata, revealed the working conditions the laborers had to endure. Flomo 

stated, “Since these road start and take job as laborer when working beatin’ you. Don’t care how 

strong working, beatin’ em.”77 Flomo then related the case of a man that was “so very hungry 

[sic] could not work; beat and beat him till he die.”78 The testimony of Woudoogoo from No. 1 

District, revealed the payments the laborers received as a result of working on the roads. 

Woudoogoo stated, “Government work hard…This is our pay (Showing a whip). In our own 

country we are slave. What we have in our stomach we have to throw up.”79 Additionally, 

Woudoogoo stated that if workers refused to comply, they would be ‘smoked.’ He detailed an 

account of cruel and unusual punishment where soldiers at Belliyella, “put men in upper room 

and set fire underneath to smoke them.”80 Therefore, Liberian soldiers were used to mete out 

punishments to workers who refused to comply.  

Similarly, it was found that women and children were used literally as pawns for 

payment. In the testimony of Chief Jawoh at Kakata, he described that ever since workers had 

been collected for road construction there was a constant demand for workers. He stated, “They 

                                                 
77 Ibid., 26.  
78 Ibid.  
79 Ibid., 18.  
80 “Sessions at Kakata,” April-May 1930, page 18, Box 8, Folder 7, JFMC. 
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say, “Go bring some more- not enough.” No do-fine! Gwine take some woman, wife, daughter 

and pawn them to pay fine. Ever since road start been pawning all time.”81 

Governmental abuses were also found in testimonies given outside of Kakata. Although 

there were theoretically three members of the commission, Dr. Christy’s absence at the 

depositions persisted even after his illness, and Arthur Barclay, the former Liberian President, 

decided to stay behind in Monrovia. Dr. Johnson felt it necessary to continue collecting more 

testimonies. Therefore, he and Matheus continued on, while Dr. Christy declined, “because of 

the rain, because of his having his raincoat stolen, and because of the effects of his recent 

illness.”82 While Matheus and Johnson ventured through the rain to “Wedabo, Grand Cess, [and] 

Soloken.” to collect more testimony, Dr. Christy returned to Cape Palmas.83  

Testimony given in the Wedabo district revealed that since 1927, men not only worked 

constructing the road from between “Harper to Gbolobo” but they had also worked on Vice-

President Yancy’s private farms.84 Yancy’s name came up repeatedly in many of the testimonies 

throughout the Liberian hinterland. The most damaging testimony came from Robert, who was 

“an interpreter at Mr. Yancy’s house for the boys.”85 He told the story of a boy who tried to 

escape from Yancy’s home because he refused to be sent to Fernando Po. The boy was caught, 

carried down to the basement of Yancy’s house, where he was tied up and beaten. When the boy 

complained to Yancy that he had been “flogged,” Yancy said, “you cause yourself getting 

flogged. I called you. You ‘gree [sic] to work for me. I give you $1.00. Pay me $1.00 back and 

                                                 
81 “Sessions at Kakata,” April-May 1930, page 8, Box 8, Folder 7, JFMC.  
82 Matheus’ Journal, “U.S.S. Roosevelt,” undated, Box 7, Folder 8, JFMC.  
83 Ibid.  
84 “Testimonies/Complaints,” page 2 May 20, 1930, Box 8, Folder 7, JFMC.  
85 “Testimonies/Complaints,” page 76 April 16, 1930, Box 8, Folder 8, JFMC.  
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food you eat.”86 This testimony revealed damaging evidence of Vice-President Yancy’s 

involvement with the forced labor of the indigenous population.  

Yancy’s name surfaced in other testimony including that given by town fathers who had 

been kept as hostages. In the accounts given by town fathers, laborers detailed working on 

Yancy’s farm soley for ‘chop’ (food).87 In addition, Yancy used the Frontier Force, the nation’s 

soldiers, to enforce the brutal beatings and in the collection of wages. When Dr. Johnson asked 

Chief Togbey what road work conditions were like for the men, the Chief stated that while the 

men were working on the roads, “the soldiers of the Frontier Force are behind them beating 

them.”88 Chief Togbey then proceeded to tell the story of a boy who was ill with a fever while 

working on the road the previous year. The chief testified, “when the Vice President heard, he 

put the boy in jail and the chief had to pay £3.”89 Therefore, the control of these forced laborers 

came in many forms, not only in beatings and in reduced food rations, but in terms of seeking 

protection from the very government that was supposed to protect them. In fact, King Kedeh, 

Chief of Kwaken, stated in his testimony that Yancy once said, “…he is Government and ruled 

the country.”90 

The chasm and clashes between the Americo-Liberian ruling elite, and the indigenous 

labor force, could not have been greater. Many of the indigenous people in the hinterland 

complained that they had no power and nowhere to turn, especially since they had no way to 

protect themselves without guns. For example, in testimony at Grand Cess, Paramount Chief 

Jurry of Piccanini Cess discussed the impact of the Americo-Liberian class on the indigenous 
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populations of Liberia. Chief Jurry stated, “before you who sent them over here, you gave them 

guns to fight against the natives. And they come to us and say, ‘Well, we have come to disarm 

you’, but they got guns themselves.”91 In Soloken, Paramount Chief Nyan gave the following 

testimony: “We live here in a world and many Liberian people control us. They rule us like a 

trap around a rat’s neck.”92 The chief continued, stating that the Americo-Liberians in power 

pressed the natives for whatever they could, including food and money.93 Similarly, at Niwaken, 

a witness testified, “What bring about hunger is Liberian Government press them to do 

government work.”94 

Despite their opposition to some public officials, the indigenous population received 

Johnson and Matheus very well. To the indigenous peoples of Liberia’s hinterland, Matheus and 

Johnson were seen as ‘white’ men, although they were defined as ‘Negroes’ in the United States. 

Matheus noted in his journal that, “Everyone, regardless of his color, was a white man, who 

acted as Europeans, a Liberian was a Liberian, but we Americans of African extraction, were 

white [sic] men.”95 Perhaps they were seen as “white” men for a variety of reasons. Not only did 

they represent the United States, they represented the West and the majority of the equipment 

they prepared for the trip, came from Army-Navy stores in England. Therefore, in their dress 

they resembled English colonial game hunters, complete with sun-helmets. Similarly, the dark-

skinned researchers resembled English gentlemen in their formal clothes in two of the 
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95 Matheus’ Journal, “U.S.S. Roosevelt,” undated, Box 7, Folder 8, JFMC.  
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photographs taken while the pair was still in Monrovia. Matheus even remarked in his scrapbook 

of “the ‘pain’ of formal clothes in Africa.”96 

Through their travels, Matheus and Johnson learned the customs and culture of the 

indigenous people whom they formally interviewed as they sought testimony on forced labor and 

slavery. The traveling duo walked, waded, and rode in hammocks for approximately 165 miles 

through the Liberian hinterland and endured treacherous conditions during the rainy season.97 

Matheus wrote, “The smell of rain still was in the air and on the land. The water had not all run 

from the sloping paths turned for a time into a brook’s bed. Feet slipping on treacherous stones, 

staff striking hard into the soft earth, determined I marched along.”98 The duo certainly 

encountered fearsome conditions. In one village, they even encountered a leopard; however, they 

never traveled without the aid of indigenous tribesmen who knew the lay of the land.99  

The researchers paid indigenous “boys” to be their porters. The “boys” carried the 

researchers’ luggage, tents, movie cameras, and other materials needed for nourishment and to 

set up camp in the various villages where statements were made and recorded. Their diet 

consisted mostly of canned foods like Campbell’s soup, except when offered food by chiefs of 

the villages, in honor of their arrival.100 In one instance, Matheus and Johnson sent their share of 

beef, “to huts neighboring our tent. Altho [sic] afterwards we learned it was bad form to send 

cooked [sic] food to people.”101 Despite the traveling companions occasional cultural faux-pas, 

they were seen favorably and welcomed by the various Bassa, Kru (Kroo), and other tribes who 

                                                 
96 Matheus’ Liberia Scrapbook, photographs, undated, Box 8, Folder 5, JFMC.  
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sought to testify and gain liberation from the dreadful slave labor imposed on them. Most of the 

testimony would reveal the same themes: forced labor, beatings, and the exploitation of the 

indigenous population. Although the testimonial sessions often started at 9 am, there were many 

that were recorded well into the evening at various sites, including tent-side.  

By June 4, 1930, Matheus and Johnson again met with Dr. Christy at Kronroke, where 

additional testimony revealed harsh conditions the laborers faced.102 It was at Kronroke, that a 

witness described the “basket” punishment to Dr. Christy. He described how men would “fill 

basket with dirt and four men have to lift it up. Put rocks on top. When put it on his head he 

could not go six feet. Then clerks started beating him.”103 Although work conditions were fierce 

in Liberia, given a choice, the laborers wanted to work on road construction or at the FPC rather 

than risk their lives working on the island of Fernando Po. Generally, the Paramount Chiefs of a 

village were given a “dash,” or commission per head for each one of their men they sent to 

Fernando Po. However, if the men or the chiefs refused to comply, the men were forced into 

labor by the Frontier Force soldiers.  

At Kronroke, the testimony of Paramount Chief Nyagbe, from Kabo confirmed the harsh 

treatment at the hands of the Frontier Force soldiers. In his testimony the Chief stated, “When 

soldiers got to town they caught chiefs, held them in custody until they gave men for Fernando 

Po.”104 Most of the natives feared that going to Fernando Po meant certain death and the men 

who were caught and there, rarely came back. In fact, Matheus and Johnson heard the 

lamentations of Fernando Po sung by some of the women in the villages they visited. Some of 

the lines in “The Sad Song of the Wedabo Women,” included: “For this reason Yancy came to 

                                                 
102 “Testimonies/Complaints,” page 81 June 4, 1930, Box 8, Folder 7, JFMC.  
103 “Testimonies/Complaints,” page 91 June 4, 1930, Box 8, Folder 7, JFMC. 
104 “Testimonies/Complaints,” page 88 June 5, 1930, Box 8, Folder 7, JFMC.  
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our country/He caught our husbands and our brothers/Sail them to ‘Nana Poo/And there they 

die!/And there they die!”105 After a while, the men would have to be tricked into going to 

Fernando Po. In testimony given by a witness on April 16, 1930, he stated, “They told us a lie. 

We agreed to come because they told us we were going to Cape Palmas to the farm. We wanted 

to work but they never told us we were going to Fernando Po until afterwards.”106 The witness 

then proceeded to testify that he refused and stated remarkably, “We who come down to 

civilization, they put us to Fernando Po.”107 The Enquiry Commission report would later state 

that one of the remedies to the Liberian situation was, “the sooner class distinction between 

civilised and uncivilised is broken, and the indigenous native allowed an equal status with the 

coast dweller, the better for all concerned.”108 

During the investigation, one of the few “boys” that returned from Fernando Po and who 

also testified before the commission was, Kuia from Biabo. He had stayed on the island for “one 

year and five months.”109 He had been given separation papers in the form of an indentured 

contract, but was unable to read it because he “don’t know book,” and had no formal 

schooling.110 He, like many of the others, had been “recruited” to Fernando Po by the Frontier 

Force. In Kuia’s case, he had been kidnapped by soldiers during the dead of night. Kuia stated 

that his treatment at Fernando Po was horrendous: “The way they beat you is awful, make you 

sick. I no be natural sick. Beat me. Sometime beat man three days…”111 After he gave his 

                                                 
105 Matheus’ handwritten personal notes, page 3, undated, JFMC.  
106 “Testimonies/Complaints,” page 75 April 16, 1930, Box 8, Folder 8, JFMC.  
107 “Testimonies/Complaints,” page 75 April 16, 1930, Box 8, Folder 8, JFMC.  
108 “The 1930 Enquiry Commission,” 282.  
109 “Testimonies/Complaints,” page 1 July 22, 1930, Box 8, Folder 8, JFMC.  
110 Ibid.  
111 “Testimonies/Complaints,” page 3 July 22, 1930, Box 8, Folder 8, JFMC.  
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testimony, the witness was instructed to take his contract to Secretary of State Edwin Barclay, in 

order to find out why “after a man worked fourteen months did he only got [sic] £1.12.3.”112  

By September of 1930, the commission gave its recommendations to the Liberian 

government detailing the conditions that needed to be improved. Dr. Johnson’s report was given 

to the State Department upon his return to the United States, but it was not formally released 

until January of 1931. Indeed, Johnson refused to comment on the commission’s finding until the 

official report was released.113  

Once the official report was released, it was Dr. Christy’s summary of the events in 

Liberia that was the first to be published in an academic journal. This may have been due in part 

to the fact that Dr. Christy was the chair of the commission, and the League of Nations’ 

representative, but perhaps it may have been something more sinister. Perhaps Christy’s own 

cultural biases, both of the indigenous populations of Liberia and of Charles S. Johnson being an 

American “Negro,” caused him to minimize the allegations of forced labor and slavery in his 

June 1931 account, “Liberia in 1930,” published in The Geographical Journal.114 This article was 

a transcription of the paper that Christy read at a March 23, 1931 meeting of the Geographical 

Society. For example, Christy stated, “The [Firestone] company has experimented with various 

scales of wages round about one shilling a day, part of which boys have to spend for rice at a 

cheap rate, by no means a slave wage for primitive untaught labour.”115  

                                                 
112 Ibid., 4.  
113 “Dr. Charles S. Johnson, American Commissioner to Investigate Slave Charges in Liberia Roadwork, Back: 

Will not Comment on His Report Until it Has Been Submitted to Government,” New York Age, Box 9, Folder 13, 
JFMC.  

114 For a larger discussion on Dr. Christy’s cultural biases see, Johnson, “Seasons in Hell,” 256. See also, 
Cuthbert Christy, “Liberia in 1930,” Wiley-Blackwell on behalf of The Royal Geographical Society 77, no. 6 (June 
1931): 515-540, http://www.jstor.org/stable/1785043 (accessed September 7, 2012).  

115 Christy, “Liberia in 1930,” 527.  

http://www.jstor.org/stable/1785043
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A follow up article published a month later entitled “The 1930 Enquiry Commission to 

Liberia,” sought to clarify points that Christy made in his paper which was read at the 

Geographical Society.116 The Enquiry Commission’s report, presumably written by either 

Johnson or Matheus, was more like a rebuttal to Christy’s document in that it cited portions of 

his paper, and then proceeded to clarify the points. For example, one of the first points that the 

Enquiry Commission’s report clarified was that it was the Liberian government, not the League 

of Nations, that originally called for the investigation, and that the investigation was conducted 

by three members of a commission, including Christy.117 Although there were points of 

contention between the papers, both papers were formally published in academic journals and 

drew attention to the system of abuses that needed dire attention.  

The Enquiry Commission emphasized education was the key for improving the situation 

in Liberia, whereas Christy’s report cited that “amongst other things the appointment of white 

Senior District Commissioners in place of negro district officials, and the reorganization of the 

Frontier Force” were needed.118 However, the Enquiry Commission’s report recommended, not 

the use of white District Commissioners but rather, “a higher grade of official as District 

Commissioner or District Administrator” that is “either European or American.”119 The Enquiry 

Commission also made the recommendation that, “instead of hampering immigration from the 

United States, the best types of educated Negro should be encouraged as tending to open 

educative links with American trade affairs.”120 Additionally, Christy’s report stated that, 

                                                 
116 This writer speculates the report may have been penned by Matheus, as the collection of materials contained 

in his papers housed at the Meek-Eaton Black Archives contains many of the manuscripts that were cited in the 
report, including the 1926 Anti-Slavery Convention.  

117 “The 1930 Enquiry Commission,” 277.  
118 Christy, “Liberia in 1930,” 529. 
119 “The 1930 Enquiry Commission,” 285-286.  
120 Ibid., 290.  
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“though propagandists would have it otherwise, classic slavery with its accompanying markets 

no longer exists in Liberia, or in any other part of Africa; but in Liberia all the tribes, except the 

Kru and Grebo and their hinterland relations, recognize a system of pawning human beings as a 

very old tribal institution.”121 However, the Enquiry Commission stated that “slavery as defined 

by the (1926) Anti-Slavery Convention” did in fact exist.122 Elsewhere in the report, the Enquiry 

Commission reiterated: 

classic slavery is now no longer existent in Liberia, but such forms as domestic slavery 
and pawning are still common customs. So long as these forms of slavery are recognised 
as existing institutions in the social life of Liberia, so long will the stigma of slavery be 
attached to the Republic.123  

Therefore, it is clear and also evident from the hundreds of pages of testimony, that forced labor 

and slave-like conditions did in fact exist in Liberia in 1930. As a result of these findings, “Vice-

President Yancy was impeached…President King resigned, and Secretary of State Edwin 

Barclay was made interim President in December 1930.”124  

After the recommendations were given to the Liberian government, the official report 

was released to the U.S. State Department. Once the findings were released, there was a 

tremendous outcry in the American press and Liberia’s perception on the altar of international 

public opinion began to rapidly change. The story was reported in major news outlets throughout 

the country. The front page of the Norfolk Journal and Guide read, “Liberia Selling Slaves!” in 

big, bold letters.125 The New York Times devoted its front page to the commission’s findings and 

                                                 
121 Christy, “Liberia in 1930,” 536.  
122 “The 1930 Enquiry Commission,” 279.  
123 “The 1930 Enquiry Commission,” 288.  
124 “The 1930 Enquiry Commission,” 277.  
125 “Liberia Selling Slaves!” Norfolk Journal and Guide, Saturday, October 25, 1930, JFMC.  
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George S. Schuyler, a columnist for the New York Evening Post wrote a series of articles 

investigating the claims.126  

Schuyler’s articles caused a lot of fury and controversy, particularly in the black press.127 

Africanus Schaack, editor of Negro World, wrote a scathing editorial, lambasting Schuyler’s 

articles. The Pittsburg Courier’s July 1931 Feature Section, printed Schaack’s highly-critical 

editorial alongside Schuyler’s retort. One of Shaack’s valid criticisms was that Schuyler had 

traveled 500 miles into the Liberian hinterland on only $110 dash. Shaack pointed out that such 

was not possible: “Mr. Schuyler couldn’t have walked 500 miles into the interior for the Liberian 

interior is not 500 miles from the coast.”128 Even Matheus and Johnson had traveled a mere 165 

miles through the Liberian hinterland collecting testimonies.  

Shaack also pointed out that conditions for the American Negro were not dissimilar to 

conditions in Liberia. He stated in his editorial that ex-President King should have said to “Uncle 

Sam: ‘Yes, my foster father, we have slaves but we don’t burn them or lynch them…We learned 

our institution of slavery from you who know and practice it so well.”129 Shaack also 

commented,  

The American Negro of Georgia and Texas, Mr. Schuyler, doesn’t request anyone to go 
to Liberia or any other part of Africa to learn about slavery or forced labor. He can tell 
you more about that than you will ever know. Forced labor or compulsory labor is 
common in both states.130  

In response to these incendiary remarks, Schuyler retorted, “nowadays we have so-called ‘Race 

Men’ who deem it their duty to condone the criminal acts of whole nations [sic] because [they 
                                                 

126 “Horrors of Slavery and Conscript Labor in Liberia Are Bared,” The New York Times, Sunday, January 11, 
1931, JFMC. See also, George S. Schuyler, “Liberian President’s Allegations of Rubber Camp Slavery Denied,” 
New York Evening Post, JFMC.  

127 For further discussion on the controversy stirred in the black press see, Sundiata, Brothers and Strangers, 2.  
128 “Heated Word-War on Liberia Rages” The Pittsburg Courier, Illustrated Feature Section, July 1931, JFMC.  
129 Ibid.  
130 Ibid.  
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are] governed by black men.”131 Schuyler later wrote a controversial book entitled, Slaves 

Today: A Story of Liberia, after writing numerous articles on the subject, and visiting the 

country. With controversy such as this played out on the pages of The Pittsburg Courier, it was 

easy to see why Johnson chose to remain mum until the official report was released.  

In the end, Matheus and Johnson were kept rather busy when they returned to the United 

States. Matheus continued to communicate with some of the people he encountered on his trip 

and later wrote a fictional account entitled, “Sallicoco.” “Sallicoco” was featured in a 1937 

edition of Opportunity and was inspired by his travels in Liberia.132 For Johnson, the trip shaped 

the way he conducted later research and it allowed him the opportunity to later serve as President 

of Fisk University. Johnson also wrote about this experiences in a book entitled, Bitter Canaan: 

The Story of the Negro Republic.133 As for Liberia, the country’s image of freedom as a Black 

Republic ruled by the former downtrodden ancestors of African American origin changed 

greatly.134 However, this change in Liberia’s image was not without controversy and much 

debate.  

                                                 
131 “Heated Word-War on Liberia Rages” The Pittsburg Courier, Illustrated Feature Section, July 1931, JFMC. 
132 Cary D. Wintz and Paul Finkelman, eds., Encyclopedia of the Harlem Renaissance, vol. 2 K-Y (New York: 

Routledge, 2004), 772. http://books.google.com/books?id=NgIYIUbaoAoC&printsec=frontcover&output=html_text 
(accessed November 24, 2012).  

133 This book is cited in both the doctoral dissertation by Phillip James Johnson “Seasons in Hell” and by Ellen 
Weiss, Robert R. Taylor and Tuskegee: An African American Architect Designs for Booker T. Washington 
(Montgomery, AL: NewSouth Books, 2012), 150.  

134 John F. Matheus to Mr. William Crutcher, November 18, 1930, JFMC.  

http://books.google.com/books?id=NgIYIUbaoAoC&printsec=frontcover&output=html_text
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Literature, Archeology and Racism: H. Rider Haggard’s King Solomon’s 

Mines and the Great Zimbabwe Ruins 
 

In 1871, a German explorer named Karl Mauch, who was looking for the fabled city of 

Ophir that is mentioned in the Bible (Genesis 10), found the ruins of Great Zimbabwe, instead. 

The ruins are impressive. They consist of two sets of walls encircling a city and a palace. The 

city of Great Zimbabwe was built between the 11th and the 14th centuries by the ancestors of the 

contemporary Shona people of the republic that bears the same name (Carroll: 242). However, in 

the 19th century neither European adventurers and explorers nor the academic community of the 

Western world could accept the idea that the impressive city could have been built by Africans. 

Therefore, it was postulated that the city was built by ancient Israelites and Phoenicians who 

were also digging for gold under the orders of the biblical King Solomon (Davidson: 67-68). 

Two archeological excavations were carried out in 1906 and 1929 and both pointed out a 

medieval and purely African origin of the city. Nevertheless, a consensus among archeologists 

on the African origins of the ruins was not reached until the 1950s.  

In 1885, fourteen years after Karl Mauch’s visit to the ruins of Great Zimbabwe, H. Rider 

Haggard published his first novel entitled King Solomon’s Mines. The discovery of the 

impressive African city of medieval times ignited the imagination of Europeans who could not 

accept the idea of an entirely black African creation of the fabled ruins. Haggard was one of 

those white men who embarked upon the task of fantasizing about a mythical and, therefore, 

ahistorical origin of the old city. Haggard was born in Norfolk, United Kingdom, in 1856 and 

lived in South Africa from 1875 through 1882 working as a civil servant. He met some European 

explorers and adventurers while he was in South Africa. Haggard was profoundly impressed by 

the mineral wealth in diamonds and gold discovered and exploited by white entrepreneurs. 
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Moreover, the defeat suffered by British and other colonial forces when they fought the Zulu 

king Cetshwayo at the battle of Isandhlwana in 1879 is also reflected in his first literary work.  

King Solomon’s Mines is narrated in first person by its protagonist, Allan Quatermain. It 

takes the form of his memoirs. Quatermain became the hero of other novels later on published by 

Haggard. He is an elephant hunter in his fifties. He has survived longer than other fellow white 

hunters who tend to die young. He makes a living by selling highly valued ivory tusks at an age 

when there was little concern about the fate of the elephant species. Sir Henry Curtis, a wealthy 

English aristocrat, hires Quatermain to look for his brother, George Curtis, who disappeared 

north of the Transvaal Boer republic that is part of the present-day South Africa. George was 

apparently looking for a mysterious treasure hidden somewhere in a distant and unexplored 

region. Captain John Good of the Royal Navy accompanies Sir Henry.  

George Curtis had heard about a legend concerning the fabled mines of the biblical King 

Solomon. Somewhere north of the present-day South Africa, Solomon’s subjects had hidden a 

treasure in diamonds. In real life, as was mentioned before, the finding of the Great Zimbabwe 

ruins had inspired legends among whites who did not deem black Africans capable of building 

such an amazing city deep in the heart of sub-equatorial Africa. Quatermain, himself, had known 

a Portuguese adventurer, José Silvestre, who had attempted to reach the fabled mines and who 

had died trying to cross a desert that lies halfway between the lands already known by whites and 

a mysterious territory north of the desert. Silvestre’s sixteenth-century ancestor had found the 

treasure but had not been able return alive with it. However, a map belonging to this sixteenth-

century character had been recovered by his descendant. Shortly before passing away, José 

Silvestre had given Quatermain his ancestor’s map. This map allows Quatermain, Curtis, and 

Good to look for both Curtis’ missing brother and for the coveted treasure.  
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Quatermain, Curtis, and Good embark upon a dangerous mission and hire a crew of five 

African helpers. Some of the descriptions of the helpers abound in racist remarks typical of the 

era. Khiva, a Zulu, is described as black man who has “one failing so common with his race, 

drink” (Haggard: 30). One of the African members of the party causes a more favorable 

impression than the others. Curiously enough, this character, named Umbopa, has a lighter skin 

color that the other members of the team. Moreover, he understands English. This ability makes 

him more valuable than the rest of the African crew. In the words of the narrator, “Umbopa was 

a cheerful savage” (Haggard: 33). However, this particular helper has a mysterious personality 

and agrees to join the crew without pay.  

As the group marches northwards, they hunt elephants in order to obtain ivory and meat. 

One of the African crew members dies crushed by an angry elephant while trying to save the life 

of Captain Good. The fact that none of the white adventurers die during the trip shows how 

valuable their lives are from the perspective of a European author. On the contrary, the lives of 

blacks are expendable. Quatermain’s group begins a hazardous march through a desert. After 

almost dying of thirst during the march, they reach a mountain drawn in the map and take refuge 

in a cave. Another African crew member dies because of the extreme cold in the cave. The 

remaining members of the expedition find the sixteenth-century frozen cadaver of Silvestre’s 

ancestor in the same cave. A slave of the late Silvestre had survived the experience in the cave 

and had taken Silvestre’s map with him. 

After the team composed of Quatermain, Curtis, Good and Umbopa leave the cave they 

find a road depicted in the map as Solomon’s Road and eventually meet a regiment of African 

warriors. This fearsome group of warriors would have killed Quatermain’s team but the elephant 

hunter’s cleverness saved it. Quatermain makes the isolated and ignorant African men believe 
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that the whites were wizards who came from another star and that were some sort of demi-gods 

on a mission. Moreover, these Africans had never seen a firearm. Quatermain shoots an antelope 

and convinces his African observers that only whites have the capability of handling those 

weapons that kill animals or humans at a distance only through the powerful noise that they 

make.  

These Africans belong to a group named Kakuana. Their ruler is a brutish and huge king 

named Twala. His physical description points out his African features: “[t]his man’s lips were 

thick as a Negro’s, the nose was flat…” (Haggard: 94). His characteristics deeply contrast with 

the more Caucasian like features of Twala’s subjects. From the narrator’s perspective, Twala’s 

cruelty and savagery is an African-like trait that is reflected in his physical appearance. 

Moreover, with the help of an old witch named Gagool, Twala had killed his twin brother who 

was the rightful ruler of the Kakuana people. His murdered brother had a wife who was able to 

escape from Kakuanaland taking her son with her. Therefore, her son, named Ignosi, was the 

rightful heir to the throne that Twala was usurping.  

Quatermain’s group is treated as royalty. They are lodged in Twala’s royal compound. 

Once they are accommodated at the compound, the only surviving African helper, Umbopa, tells 

his white employers an amazing truth: he is Ignosi, Twala’s nephew. He is, therefore, the rightful 

heir to the throne. Ignosi and his mother had escaped from Kakuanaland and eventually reached 

South Africa. His mother had died and Ignosi had assumed the false name of Umbopa in order to 

conceal his real identity. He had vowed to take revenge on Twala and claim his throne. 

Therefore, Ignosi had joined Quatermain’s party in order to reach Kakuanaland where he has to 

fight his own uncle for the kingdom. In the meantime, Infadoos, Ignosi’s great-uncle and a 
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general in Twala’s army, decides to support Ignosi. Infadoos meets several local Kakuana chiefs 

and generals in order to begin an uprising against the cruel king.  

Quatermain and his fellow white partners’ pleasant stay at the royal compound is 

distressed by the fact that the annual “witch-hunt” is about to take place. Quatermain, Curtis, and 

Good are present during the ceremony in which Gagool the old witch points out several people, 

both men and women, and both royals and commoners. Those whom she points out are brutally 

murdered at Twala’s command. Over one hundred men and women are cruelly executed before 

the eyes of the European observers. However, when a beautiful black woman named Foulata is 

about to be executed as part of a ritual, the tolerance of the white observers reaches its limits. 

Captain Good intervenes and saves the young woman from execution and uses his firearms to 

avoid reprisals from Twala and his bodyguards.  

Moreover, Good had predicted a lunar eclipse that very same night. The eclipse occurs at 

a moment when the white adventurers would have faced a certain death. They would have been 

overwhelmed by Twala’s men. However, when Good’s prediction turns real, Twala’s 

bodyguards flee the compound in an act of cowardice. Moreover, Curtis kills Twala’s favorite 

son who had already attacked him with a spear. Quatermain and his group escape towards a 

place where Infadoos had gathered many chiefs and generals who were willing to rebel against 

Twala and fight against his ruthless forces. The following day a spectacular battle takes place. 

Several thousand men die, both from Infadoos’s rebel camp and from Twala’s army. 

Quatermain, an expert marksman, and Captain Good assist the rebels with their firearms. In a 

final combat, Sir Henry Curtis kills Twala with an axe. Ignosi is recognized as king by the 

Kakuanas and he thanks his white supporters for their help in defeating Twala and his forces.  
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Soon afterwards the three white men, the loyal Foulata, and Gagool, the witch, head for a 

cave where Solomon’s treasure is supposed to be found. Gagool is the only person who knows 

the route that lead to the treasure through an intricate labyrinth. Ignosi had spared her life on 

condition that she led the adventurers towards the place. One of Gagool’s ancestors had led the 

old Silvestre to the treasure three hundred years before. The entrance to the cave is surrounded 

by huge sculptures whose style is not African but Mediterranean. The European team believes 

that these pieces of art were commissioned by Solomon himself since they think Africans 

incapable of creating such masterpieces.  

Once they reach the treasure chamber, filled with diamonds and other marvels, Gagool 

escapes and closes the entrance with a huge rock that functions as a door. It can only be opened 

from outside the chamber. The three whites are trapped in the chamber waiting for a slow death. 

However, Gagool herself is mortally hit by the huge stone. Before attempting to escape, Gagool 

had stabbed Foulata. The young woman dies in Captain Good’s arms. Before dying, Foulata 

expresses her love for Captain Good. She tells the white men: “I know that he [Good] cannot 

cumber his life with such as I am, for the sun may not mate with the darkness, nor the white with 

the black” (Haggard: 190). Later on, Quatermain reflects on the idea of a marital engagement 

between Captain Good and Foulata that never took place. He writes: “But no amount of beauty 

or refinement could have made an entanglement between Good and herself [Foulata] a desirable 

occurrence” (Haggard: 205).  

The racial barriers observed in South Africa, North America, and other places are found 

in this novel. Haggard pretends to ignore that over three hundred years of racial intermingling 

had occurred wherever African slaves had been exploited by European slave owners and their 

white descendants. This statement in King’s Solomon’s Mines appears as a foreshadowing of the 
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racist laws that would emerge in twentieth-century South Africa. The apartheid politics banned 

interracial marriages in order to preserve the privileges and the integrity of the white minority 

that ruled the country throughout much of the twentieth century (Johnson: 251-263).  

After a harrowing ordeal, the three white men find an alternative route and leave the cave 

before dying of starvation. Each one of them had also carried a pocketful of diamonds, enough to 

make them rich for the rest of their lives. Since they were unable to reenter the treasure chamber 

again, they bid farewell to Ignosi. Ignosi warns them that he would not allow any other white 

intruders in his kingdom. He tells them “I will have no praying-men to put a fear of death into 

men’s hearts, to stir them up against the law of the king, and make a path for the white folk to 

run on” (Haggard: 209). This powerful statement from a fictitious African ruler denounces the 

way followed by colonialism throughout much of Sub-Saharan Africa. Missionaries became the 

forerunners of other imperialist forces. They converted many Africans of different social strata 

and paved the way for colonial troops that imposed foreign rule on peoples who had previously 

lived a politically independent life (see Solá-García). Moreover, Ignosi threatens to fight 

whoever dares come to his lands looking for the “shining stones” (Haggard: 209) that abound on 

them. Ignosi’s statements can be related to the many instances in which African societies fought 

against European forces and attempted to save their independence from foreign intruders. It is as 

if Haggard himself were warning European individuals and imperial powers of the willingness of 

African societies to fight the forces of colonialism.  

In spite of his threats of resisting any future intervention, Ignosi helps Quatermain, 

Curtis, and Good leave his territory safely. Thousands of Kakuanas respectfully say good-bye to 

the white trio. As they walk across the desert they find an oasis they had missed the first time. To 

their surprise, Curtis’ brother had survived his frustrated attempt to find King Solomon’s mines 
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and had spent two years living next to the oasis. He had one loyal African helper who hunted 

game for him, since George Curtis had a badly injured leg. They had survived their ordeal as “a 

second Robinson Crusoe and his man Friday” (Haggard: 217). The colonial power relationship 

turned into a metaphor by Daniel Defoe in his popular novel, Robinson Crusoe, is reflected in the 

relationship between George Curtis and his black servant. It is a recurrent topic in British 

literature (see Defoe). Finally, Captain Good and the Curtis brothers return to England were they 

wait for Quatermain to move his residence from South Africa to a place near the Curtis’s home.  

In order to understand Haggard’s first novel it is necessary to study Zulu resistance in 

South Africa. Cetshwayo, as it has been mentioned before, defeated a British army that was 

technically superior to the African forces facing it. The fact that in 1879 African warriors had 

defeated a powerful British army caused a major political problem to an empire that had been 

expanding throughout the world and had been overwhelming the military forces of peoples 

deemed inferior by Europeans. Not surprisingly, Cetshwayo, himself, had to face a larger British 

army during the same year. His forces were vanquished at the battle of Ulundi. This event points 

out how disturbing and demoralizing the defeat at Isandlwana had become in the minds of the 

British people. The myth of British military invincibility had temporarily vanished (Johnson: 

185). The British public demanded retribution. 

Therefore, Haggard concocted a novel in which the fictitious Kakuana group was closely 

related to the Zulus. Their languages were mutually understandable and thus it was possibly for 

Quatermain, who knew the Zulu language, to speak to Kakuana characters. The description of 

the violent battle fought by the forces of Ignosi and Twala is related to the fierceness and cruelty 

that the British attributed to the Zulu armies. Moreover, Twala resembles another Zulu historical 

character, Shaka, Cetshwayo’s uncle. Back in the 1820s Shaka created an empire that was 
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considered a threat to British newcomers in the Cape Colony. He was also construed as a cruel 

king by South African whites (Johnson: 116-124, see also Omer-Cooper).  

Therefore, this successful novel can be read at three different levels. On the one hand, the 

discovery of the ruins of Great Zimbabwe posed an intellectual problem in the minds of 

Europeans. The fact that those impressive walls and palaces were found deep in the heart of 

southern Africa had to be explained as a story that Europeans could accept. They deemed black 

Africans incapable of building those impressive architectural wonders. Therefore, the ruins had 

to be the creation of people from the Middle East who worked for the biblical King Solomon. 

This explanation is ahistorical and, from a contemporary perspective, it is even absurd. However, 

it satisfied a European public who saw Africans as an “inferior race” incapable of such feats. On 

the other hand, the novel deals with the fears experienced by colonial forces in the process of 

expanding the British Empire. The effect of the defeat suffered by British forces at Isandlwana 

cannot be underestimated. According to historians, it made the British conservative party of 

Benjamin Disraeli lose the 1879 election. Consequently, it paved the way for the electoral 

victory of William Gladstone and the anti-imperialist liberals (Wheatcroft: 80-81). British 

imperial discourse was, therefore, seriously questioned for a while. 

Finally, the riches that lay deep under the South African soil emerge as a third major 

topic in King Solomon’s Mines. Diamonds were discovered in Hopetown in 1867. The history of 

South Africa changed dramatically as the mineral wealth of the British colony attracted many 

white immigrants from Europe (Johnson: 160-161). Furthermore, black Africans became 

mineworkers but not mine owners. Cecil Rhodes and his associates eventually dominated the 

diamond mining industry (Wheatcroft: 41-56). The working and living conditions of African 

workers became miserable. Moreover, in 1886, shortly after the publication of the novel, gold 
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was discovered in the Witwatersrand area. Therefore, South Africa appeared as a source of 

infinite wealth. While Rhodes and his partners were also exploiting the gold mines of the 

Witwatersrand, they planned to look for more sources of wealth north of the Dutch-speaking 

Republic of Transvaal. They had set their ambitious eyes on the region where the ruins of Great 

Zimbabwe were found. After all, the ahistorical explanation for the presence of the ruins had 

prevailed.  
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The Border Wall in My Backyard 
 

After a prolonged grass-roots, inter-cultural, interdisciplinary and international effort to 
halt the U.S. border wall across our community lands in El Calaboz Ranchería, and in the related 
rancherías, comunidades, colonias—sites of crucial cultural significance for understanding the 
Indigenous region—local elders face new challenges to educate about the impacts of our five 
year struggle, the dimensions of Indigenous human rights cases along the U.S. Mexico border, 
and our community demands for the return of our lands and wall dismantling. Using historical 
photographs, testimonies of elders, oral histories, individual and collective memory, and daily 
objects revealing women’s daily endeavors to maintain place, I will show the relationships 
between these and current motivations for Indigenous people to stop the border wall 
construction. In this presentation, I will reflect on the daily life of the peoples’ who raised me. I 
will discuss the importance of community memory to place by showing our photographs of the 
specific place where the current-day border wall is now erected on our lands and violates our 
human rights to property, Indigenous foods, health, history, and local knowledge systems. In 
doing this, I contest the U.S. government’s claim to own/condemn our land, our history, and 
local community authority. I will show photo documentation of the government constructed 
levee, when the levee was built, for what purpose, and how we integrated that fixture (of U.S. 
and large-scale farmer’s profit) into daily rhythms. This history demonstrates Indigenous 
knowledge that our land was never ceded to the government or local authorities. 

 

 

 

In the post-9-11 era along United States borders, the construction of walls, detention 

centers, and other barriers has caused severe and ongoing disruption in Indigenous peoples’ lives 

and well-being. Along the Texas-Mexico border, the federal government’s decisions to construct 

the border wall in historically vulnerable communities with long histories of marginalization 

instigated popular resistance to land dispossession. 

In the Lower Rio Grande Valley, Indigenous peoples’ opposition to the wall took on 

unique forms of resistance. Mass protests, prayer vigils, and extensive legal disputes were some 

of the strategies used to bring awareness to the on-going conflicts between land defenders and 

the U.S. government. While the national media has avoided the border wall issue since President 
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Obama’s first term, nevertheless, Indigenous land owners have continued to resist further 

dispossession and are still seeking jury trials to address wide-scale, serious violations.  

For the purpose of this presentation, I foreground and privilege Indigenous voice, oral 

tradition, and place-based knowledge systems from El Calaboz Ranchería—a key site of 

advocacy for Indigenous perspectives on the U.S. border wall project (2006-2009). As a key 

plaintiff in Tamez v. U.S. Department of Homeland Security et al., I have been situated in a 

unique way to not only advocate for the integral rights and relationships which are unique to 

Indigenous peoples’ health-based relationships to our lands. At the same time, I have been 

situated to conduct my own unique trajectory of research. Through recovery of peoples’ 

relationships to each other and to the land, I am focusing on the relevance and meaning of 

memories and belonging that are crucial to Indigenous peoples as we have struggled to be heard 

and seen during and after the wall’s construction. This is a central issue to assessing the future 

health of peoples from El Calaboz Ranchería.  

Between the summer of 2007 to the fall of 2009, when Indigenous elders and I 

challenged the United States Department of Homeland Security’s plans to dispossess us from our 

lands, the peoples and oral histories of El Calaboz for a few brief months emerged from the 

extreme marginalized position to the center of national and international media attention. In our 

refusals to cede our land title and rights, and our refusals to allow the government to extinguish 

our title to our lands, we educated the American and international public about a very erased 

though still active reality. In this region, Indigenous peoples have complex systems of land 

ownership that are wholly unique to the region’s history of colonization between Spain, Mexico, 

Texas and the United States. In this region, Indigenous peoples are the heirs to land grants, 

locally forged agreements, and treaties which pre-date the United States. These exist today as 
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realities due to the sovereignty of the Spanish Crown and Mexican Government and how Texas 

and the United States adjudicated these when they occupied the region in the 19th century. In 

sum, the land titles in our region are sovereign in their own unique way, and this is a unique 

challenge to the present-day government. In a word, the U.S. society at large has failed to learn 

and remember vital lessons about Indigenous peoples’ legal relationships to the land—which 

have been forged in the conqueror’s court. 

In my process of advocating for the rights of my community members and myself, as 

well as for the human rights of my descendants to a specific place in North America, I developed 

an action-focused methodology of land-based consciousness. Land-based consciousness and 

revitalization of my ancestral history (learned from my parents and elders) is central to holistic 

health in El Calaboz. Basing my presentation on the oral history traditions I value and which 

shaped the person I am today, I present a historiography of the border wall from the lenses of one 

directly impacted.  

By showing and voicing the oral history of land-based peoples, I make subtle linkages 

between Indigenous peoples’ current-day lack of civil rights and constitutional rights protection 

in the Texas-Mexico border region. These are rooted in historical processes of racism, 

discrimination, and anti-Indigenous norms in the region and across the United States. At the 

same time, the unique forms of discrimination which allowed the wall to be constructed without 

much resistance from the U.S. mainstream are connected to “Mexi-phobia.” I tie the experiences 

of vulnerability to these kinds of structures of domination among Texas border communities to 

an underlying and unresolved problem of the ingrained ignorance, apathy, and numbness in U.S. 

mainstream culture which negates the existence and rights of Indigenous peoples in this region.  
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Building on this, I foreground these as factors for revisiting the past through Indigenous 

peoples’ perspectives. Through story-telling and photographs from the private collections of 

families from El Calaboz, I juxtapose the land-based and holistic health systems of local 

Indigenous life-ways which have always grounded men and women in relationships of 

complementarity, not competition. In intimate photographs of daily life, I use story-work to show 

how land-based values were instilled in a local, extended family approach to child rearing and 

community-wide cooperation. Men and women, elders and young, all cooperated in nurturing 

and providing care for children. Among a constellation of parents and grandparents, everyone 

cooperated in raising children in a deeply agrarian and earth-oriented environment. Indigenous 

foods and egalitarian values taught crucial lessons of respect, responsibility, and reciprocity.  

Maintaining harmony and balance among all members of the extended family is 

demonstrated in a photographic collage using oral tradition. Specifically I offer a perspective of 

Indigenous peoples’ humble and subsistence-based relationships to ancestral lands. My aim is to 

create a space where listeners will be invited to make deeper connections to the underlying issue 

of how walls disrupt and destroy the ability of Indigenous peoples to participate in rights. What 

is the relationship of Indigenous peoples’ values, memory, and sense of belonging, land and 

health? What is greater society’s responsibility?  

My journey in revitalization of Indigenous memory and knowledge poses important 

issues which deserve critical thinking and further theorization on the integral connection between 

health and the right to language, alternative histories to the traditional narrative, and Indigenous 

peoples’ health in relationship to architecture of domination. It opens up awareness for including 

an analysis of the built environment on Indigenous elders, adults, youth and families. When 

elders and adults are impeded from exercising and enacting their culture on their lands, how is 
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this connected to the ability for them to transmit knowledge to their grandchildren? Does the 

wall lead to the death of Indigenous peoples and to further assimilation to unhealthy living 

engineered by U.S. mainstream culture? In my journey to dismantle the wall, I have walked 

along the wall as it overshadows my history and future. As I am impeded from collecting 

traditional medicines of my ancestors, and impeded from being connected to the teachings of the 

land, I am concerned about the loss of teaching from an earth focused epistemology.  

This presentation promotes the opportunity for listeners to make connections between 

health and Indigenous foods systems, and to the right to access traditional foods; to the loss of 

language, traditional songs, and medicinal knowledge and that loss of these is related to place-

based histories of racism. This needs to be further theorized as a health related concern of 

Indigenous youth, families, and elders. The story-work and photographs that I use, demonstrate 

American methods of walls, militarization, and anti-terror ‘security’ is a crucial factor and 

disruptor in the current-day destruction of Indigenous peoples’ existence, survival, and the ability 

to carry forth knowledge.  

To resolve this crisis, I propose that it is time to make strong links between the health 

concerns and issues of the Indigenous child, mother, father, elders and extended community to 

land rights of those impacted by the wall. It is vital that the mainstream and academics become 

educated about Indigenous peoples’ needs to shape their worlds, and to have control over 

ancestral lands in order to continue our aspirations to uphold our culture. “Health” of the 

Indigenous persons’ mind, spirit, body, and whole person is intricately connected to access to 

lands and access to justice. Building future relationships must depend on the mainstream 

engaging Indigenous peoples’ perspectives, histories, and aspirations to live in two worlds—

Indigenous and as equal citizens of the nation. However, the current day policy of constructing 
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physical and conceptual walls is deepening ignorance, distortions and fictions about who is and 

who is not a “native” and “true” “American.”  

In conclusion, as Texas border health disparities continue to escalate and widen, as 

violence continues to tear our communities apart, we must assess the links between the “health” 

and “citizenship” issues of Indigenous peoples along the Texas border. U.S. dispossession and 

gulag walls and social, economic, and health disparity are deeply interlocking factors that must 

be addressed and engaged by academic researchers, educators, and health-care practitioners.  

Four years under the shadow of the wall, the people in El Calaboz Ranchería are 

confronted by the crisis of health and psycho-social impacts that “Mexi-phobia” is continuing to 

have on local traditional people’s whose fundamental rights to existence and to health are being 

terminated. Providing Indigenous peoples’ critical views on U.S. culture and educating about our 

integral and inextinguishable bonds to our ancestral lands is an important step in building an 

inter-cultural, inter-disciplinary health-based consciousness which includes the rights of 

Indigenous peoples to our lands and to justice.  
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Bayard Rustin’s Use of Public Relations Strategies and Tactics during His 

Coordination of the 1963 March on Washington for Jobs and Freedom 
 

Abstract 

This biographical study examined Bayard Rustin’s work for the 1963 March on Washington. 
Thirty memoranda used in March planning suggest that Rustin functioned as a public relations 
professional.  

 

 

 

Introduction 

On August 28, 2013, America will commemorate the 50th anniversary of the 1963 March 

on Washington for Jobs and Freedom, where Dr. King delivered his famed, “I have a Dream” 

speech. The speech was ranked number 50 on a list of the 100 Top News Stories of the 20th 

Century, according to journalists and historians at the Freedom Forum’s Newseum in Arlington, 

Virginia (Famighetti, 1999). The 2012 reelection of President Barack Obama is believed to be a 

symbolic fulfillment of King’s dream. Stodgill (2013), in Ebony magazine, signaled the March’s 

upcoming anniversary with photographs and oral accounts from the historic event featuring civil 

rights icons Myrlie Evers-Williams, John Lewis, and Eleanor Holmes Norton, in addition to 

those too young to march like Al Sharpton. During the March, Dr. King used his exceptional 

rhetorical skills to articulate the goals of the Civil Rights Movement; however, Sellers (1987) 

argued that he received credit for work that one man could not physically accomplish.  

In 1963, Bayard Rustin was deputy director for the March that brought together a 

coalition of over 250,000 people, in an unprecedented display of American solidarity (The 

Bayard Rustin Papers, 1990). Rustin’s work established a model to petition government by using 
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iconic backdrops like the Lincoln Memorial, symbolizing American freedom (The Bayard Rustin 

Papers, 1990). In Bayard Rustin and the Civil Rights Movement, Levine (2000) pointed to 

Rustin’s influence: 

Throughout the civil rights movement, Bayard Rustin was always there. He was there in 
the 1940’s, when the struggle for equality for black people seemed discouragingly small. 
He was at the center when Martin Luther King and others began to create a broader 
movement. He was a presence, actual and intellectual, when the students revitalized ‘the 
movement’ in 1960. Bayard Rustin’s moment in the sun came when he organized the 
massive March on Washington in the summer of 1963. (p. 3) 

Bayard Rustin co-founded, the Congress of Racial Equality (CORE), the Southern Christian 

Leadership Conference (SCLC), and served as chairman of the New York based A Philip 

Randolph Institute until his death (Anderson, 1997; Bigelow, 1993).  

As a senior adviser to King, Rustin was an intellectual giant with years of nonviolent 

resistance experience. He could garner Movement support from affluent donors as well as 

diverse American and international groups (Bigelow). Due to his work for social justice 

worldwide, Bayard Rustin was awarded honorary doctorate degrees from numerous institutions 

including: Brandeis, Brown, Columbia, Harvard, New York, and Yale Universities (Bigelow). 

D’ Emilio (1999) noted that Rustin’s homosexuality has caused him to be largely omitted from 

history.  

Statement of the Problem 

The public relations theories and practices exemplified during the Civil Rights Movement 

have not been thoroughly documented. Byerly (1993) proposed the following public relations 

definition: 

Any intentional, managed campaign intended to negotiate the power relations between 
(or among) groups in society, or within the membership of a given organization, for the 
purpose of either (1) maintaining or strengthening status quo institutional practices, or of 
(2) reforming or radically altering those practices. (p. 4) 
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Rustin’s role in the March has been publicized; however, it is not categorized from a public 

relations context. The leading public relations history, by Cutlip (1994), does not detail the 

Movement’s strategic grassroots campaigns from a public relations perspective. Chase (1994) 

reviewed Cutlip (1994) and noted that many key contributors to the evolution of the public 

relations profession were omitted. While some public relations textbooks briefly attribute the 

Movement to King, they do not examine the complex coalitions that were formed to implement 

the numerous campaigns. 

Need for the Study 

This study addressed the concerns of Bass (1996), Byerly (1993), Fluker (1996), Hanson 

(1997), Tisdale (1996), and Taylor (2002) who pointed to the need for further study regarding 

the application of public relations theory and practice to the Civil Rights Movement in America. 

Ward and Badger (1996) noted that, 

One of the least examined aspects of the civil rights campaigns, however, concerns the 
politics of the Movement’s self-presentation: the very deliberate ways in which the early 
Movement sought to align itself with the central ideals of American society and 
manipulate the sacred symbols of American civil rights so as to garner widespread 
support of its demands. (p. 6-7) 

The current literature available about Rustin examines his life’s work from a biographical 

perspective. This current study goes farther in that it organizes Rustin’s experiences as a 

strategist and tactical adviser in the context of public relations theories and practices. 

Research Question 

This study was designed to answer the question: How did Bayard Rustin exemplify the 

use of public relations theories and practices in the memoranda written to help plan and 

implement the 1963 March on Washington for Jobs and Freedom?  
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Review of the Literature 

Wyatt T. Walker, executive director of the Southern Christian Leadership Conference (SCLC) 

during the Civil Rights Movement, discussed the strategy and tactics of the Movement, in the 

highly acclaimed documentary, Eyes on the Prize (Hampton, 1986). Walker noted in “Episode 4: 

No Easy Walk, 1962-1966” that, 

The strength of the Albany [Georgia] Movement was that it was perhaps the first time in 
this period of struggle of black people that we had mobilized an entire community against 
segregation. And secondly, we learned that valid and crucial lesson, that you must 
pinpoint your targets so you do not dilute the strength of your attack. (Hampton, 1986) 

Walker’s comments referred to the strategic lessons learned from the Movement’s attempt to 

work on too many campaigns at one time (Hampton). Morris (1984) pointed to the African 

American Civil Rights Movement’s global significance: 

Kar-Dieter Opp, German scholar, recently wrote that the participants in the antinuclear 
movement often maintain that the movement should be nonviolent and should employ 
tactics of civil disobedience, including boycotts, “sit-ins, and “go-in”. Bernadette Devlin-
McAlishey, a leader of the Irish Catholics in Northern Ireland, maintains that ‘there is a 
strong affinity between the black civil rights movement in this country and the civil rights 
movement in our country’. (p. 288) 

Although the Movement was successful and has been used as a model by citizens from 

other nations seeking freedom and equality, Byerly (l993), noted that the current histories on the 

evolution of public relations focus on the contributions of practitioners primarily from the 

business sector while hastily summarizing the contributions of practitioners from the religious 

and social movement sectors. 

Two dissertations analyze key examples of the Movement’s public relations focus. Bass 

(1996) noted the skillful use of rhetoric, symbols, and agitation to attract media attention to the 

Civil Rights Movement. Bass focused on King’s famed “Letter from a Birmingham Jail” and 

described it as “…a public relations document—clearly composed for media consumption” 

(p. vi). King’s arrest on Good Friday and the photographs of him alone in a jail cell, while 
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penning the Letter, were used to symbolize the Movement’s struggle and served to increase 

media coverage and donor support (Bass). Tisdale (1996) examined Medgar Evers’ coalition 

building efforts with the media, community, and business groups. According to Tisdale, Evers, 

the NAACP’s Mississippi field secretary, was gunned down in front of his home while carrying 

“Jim Crow Must Go” t-shirts. His major responsibilities included informing the community 

about NAACP strategies, developing publicity, coordinating voter information campaigns, and 

merchant boycott campaigns. Tisdale pointed to Evers’ media relations dilemma on the day he 

was murdered.  

In a national television address, President Kennedy delivered a blistering attack on the 
Southern white establishment only hours before the assassination [of Evers]. Less than 
twelve hours later, Alabama Governor George Wallace stubbornly admitted African-
American students to the state university. In other words, Evers died on a busy news day, 
competing for front-page placement with the president and a southern governor. (p. 138) 

Taylor (2002) noted that public relations theories and practices were embedded in 

literature written about the historical, social, political and economic factors surrounding the 1963 

March on Washington for Jobs and Freedom. Taylor’s historical study analyzed leading works 

about the March (Gentile, 1983; Hampton, 1986; Haskins, 1993, 1997; Lewis, 1998) and found 6 

public relations theories with a total of 16 occurrences and 32 public relations practices with a 

total of 86 occurrences. 

Broussard (2002) examined the Movement’s coverage in the three largest African 

American newspapers in Mississippi, one year after the assassination of Medgar Evers. 

Broussard’s study of the Jackson Advocate, the Mississippi Enterprise, and the Mississippi Free 

Press found that the three publications covered the Movement’s 1964 Freedom Summer 

differently. The Mississippi Free Press was the only newspaper to favorably cover the 

Movement that summer; whereas, the Jackson Advocate coverage suggested that the Movement 

activists where troublemakers and the Mississippi Enterprise largely did not cover the Freedom 
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Summer activities (Broussard). Media relations is a key area of specialization in public relations 

and Broussard’s study suggests the difficulty in publicizing Movement activities in Mississippi.  

Hon (1997), in an analysis of the African American Civil Rights Movement, outlined the 

communication and programming strategies used by the Southern Christian Leadership 

Conference (SCLC) to implement campaigns in Albany, Birmingham, Chicago, and at the 

March. The SCLC was successful in eliminating state imposed segregation and obstacles 

preventing African Americans from voting. Hon said, “Information contained in the manual 

makes it obvious that the march was an expertly staged media event. A national office was set up 

in New York City,” (p. 182).  

Murphree (2003) outlined the public relations strategies employed by the Student Non-

violent Coordinating Committee (SNCC), the students who sparked the Movement through the 

Woolworth sit-ins. Murphree noted that there are not a lot of studies on SNCC’s communication 

strategy; however, lots of raw data are available to analyze. Murphree noted that,  

The SNCC papers, as well as personal interviews and autobiographic sources, reveal that 
throughout each of these stages, communications was central to the organization. Almost 
every SNCC activity was fueled to some degree by public relations…. (p. 22)  

Methodology 

The purpose of this study was to examine Bayard Rustin’s use of public relations theories 

and practices for the 1963 March on Washington for Jobs and Freedom. This study used the 

methodological approach biographical study as described by Frey, Botan, and Kreps (2000). The 

study analyzed how Rustin’s messages helped him to plan and implement the March. 

The validity and reliability of this study are largely correlated with the documented data 

regarding Rustin’s work for the March and the researcher’s plan to identify, select, and present 

his communication in a public relations context. According to Meir and Bracey in Black Studies 

Research Sources, “Rustin’s files dealing with the march allow the researcher to explore this 
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pivotal event in unsurpassed detail, as correspondence, memoranda, and position papers 

delineate the issues involved…” (Meir & Bracey, p. 2). The data supporting Rustin’s role as a 

public relations practitioner for the March rely on the credibility of the sources cited, the 

corroborating information from the historical documentation, and expert opinions rendered in 

The Bayard Rustin Papers 

In this study, data triangulation was achieved when multiple items, described and 

categorized by the researcher according to stakeholders and type of correspondence, were again 

categorized according to public relations theories and practices. The argument being made is that 

if the categorized practices used in l963 can be considered as representing the role of Bayard 

Rustin as a public relations professional, his work should be included in the history of the 

profession due to the March’s significance.  

Data Sources 

The data source for this biographical study was Bayard T. Rustin: A Register of his 

Papers in the Library of Congress that consists of 17,500 items donated to the Library “between 

l988 and l994 as a bequest from Rustin via Walter Naegle, executor of Rustin’s estate” 

((Dondanville & Brooks, 1997, p. 2-3). Regarding The Bayard Rustin Papers, the Library of 

Congress website noted that, 

The greatest concentration of material in the Rustin Papers is found in the Subject File 
(1942-87), which contains a large segment of records relating to Rustin’s 
accomplishments in the civil rights movement during the l960’s. Among the most 
comprehensive topics covered is Rustin’s role as deputy director of the l963 March on 
Washington for Jobs and Freedom. Consisting of correspondence, financial records, fliers 
and handouts, mailings, manuals, logistical records, newsletters, and other material, these 
papers document his coordination of the march and his assistance in developing a broad 
program of demands. Rustin’s planning helped lead to the passage of significant civil 
rights legislation in l964 and l965. (p. 5-6) 
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Procedures 

The process used to identify data for the study was archival review. The microfilmed 

edition of the Bayard Rustin Papers was available for public use in the Manuscript Reading 

Room located in the James Madison Building at the Library of Congress. The 17,500 items in the 

papers were arranged according to subject and microfilmed onto 23 reels. Reels 7 through 11 

contained information pertaining to the planning and implementation of the 1963 March on 

Washington for Jobs and Freedom and is comprised of 4,418 microfilmed pages. The data 

collection for this current study was limited to reel 8 that included 973 pages. The data collected 

from reel 8 were limited to interoffice memoranda that began at frame 391. The 173 pages of 

interoffice memos were sampled for this study. The memoranda sampled were limited to those 

written to or by Bayard Rustin. The researcher noted several key memos that were microfilmed 

on reel 7. The reel number and object number assigned to the memos by the LOC were 

maintained to assure proper data identification. The sample excluded duplicates, news articles, 

flyers and brochures because the current study seeks to demonstrate that public relations is more 

than news articles, flyers, and brochures—the artifacts it produces. Dubrowin’s (1971) said that 

public relations is first dependent on thinking and planning.  

Data Analysis 

The data were categorized and analyzed in a table that employed textual analysis as 

described by Frey et al. (2000) who noted that “[b]esides describing the communication 

embedded in a text from a chosen perspective, textual analysis can also be used to study how that 

communication is related to other variables” (p. 227). The “other” variables examined in the 

current study were the public relations theories and practices embedded in the memos generated 

during the planning and implementation of the March.  
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First, the items examined were categorized according to the numbers assigned on the 

microfilm by the LOC. Second, the date of the correspondence was indicated. Third, the receiver 

of the correspondence was indicated. Fourth, the sender of the correspondence was indicated. 

Fifth, the items of correspondence were categorized according to the nine groups of stakeholders 

most affected by the 1963 March on Washington for Jobs and Freedom. The stakeholders 

examined in this study included: celebrities, community organizations, labor unions, law 

enforcement, legislators, March staff, mass media, special interest groups, and trade associations. 

Sixth, the subject of the correspondence topic was indicated. Seventh, the public relations 

theories and/or practices were identified.  

Results 

The duties Bayard Rustin performed during the planning and implementing the 1963 

March on Washington suggest that he functioned as a senior public relations professional. The 

historical event was such a vast undertaking, it was apparent that Rustin could not complete 

every assignment; thus, tasks were assigned to staff members who managed various aspects of 

the event planning. 

This study found 102 examples of public relations theories and practices as a result of an 

examination of 30 memoranda from The Bayard Rustin Papers (1990). There were 14 

occurrences of public relations theories evident in the biographical study of memoranda data. In 

addition, 88 occurrences of public relations practices were evident in the biographical study of 

memoranda data.  

Table 1 presents the public relations theories evident in the biographical study of 

memoranda data. The most frequently identified theory in the memoranda data was “person is 
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the message.” This theory had 5 occurrences. The “person is the message” theory was defined by 

Seitel (2001) as the persuasive communication appeal that is embodied in prominent individuals.  

The second dominant theory evident in the memoranda data was “content is the message” 

with 4 occurrences. Seitel (2001) defined the “content is the message” theory as emphasis on 

clearly articulated information which is viewed as more important than who will communicate 

the message, as the “person is the message” theory asserts and also more important than the 

medium used to communicate, such as television, as the “medium is the message” theory asserts. 

What seemed to be most important for this meeting were the facts to be conveyed regarding the 

March, not a persuasive human icon nor the glamour of television, which demonstrated the 

“content is the message” theory.  

Table 1 

Occurrences of Public Relations Theories in Biographical Study of Memoranda 
Data 

___________________________________________________________________________ 

___________________________________________________________________________ 

Public Relations Theories Occurrences 

___________________________________________________________________________ 

 0—5—10 

1. Person is the Message ____5 

2. Content is the Message  ___4 

3. Concentric Circle  __3 

4. Global Village _1 

5. Agenda Setting _1 

____________________________________________________________________________

___________________________________________________________________________ 

Note. These theories were evident in the memoranda from The Bayard Rustin Papers (1990).  
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The third theory that the researcher considered most evident in the memoranda data was 

the “concentric circle” theory with 3 occurrences. Due to Rustin’s plan to mobilize national 

March participation, coordinators were identified in various regions of the country. March policy 

was developed by “The Big Six” who disseminated the information to the March staff, who later 

informed the regional coordinators who finally informed the local masses who planned to 

participate in the event.  

Table 2 indicates the public relations practices evident in the biographical study of 

memoranda data. The most frequently identified public relations practice in the memoranda data 

was “campaign planning” with 13 occurrences. Kendall (1996) noted that campaign planning 

involves assessing the current environment to determine what is needed to change the public’s 

actions regarding an issue through the use of strategic planning and ongoing refinement of the 

initial plan. Research during and after the campaign helps to assess its effectiveness, noted 

Kendall. In one memo, Rustin wrote,  

…Mr. A. Philip Randolph, Director of the March on Washington, has asked 
Reverend Maurice Dawkins to act as his representative…. Travel arrangement should be 
made final in cooperation with Reverend Dawkins under directions which he feels are 
conducive to maximizing West coast representation at the March. (The Bayard Rustin 
Papers, 8-413) 

The second most frequent practice in the memoranda data was “spokesperson” with 9 

occurrences. Kendall (1996) defined “spokesperson” as the “Individual who, because of special 

expertise or celebrity status, is selected to represent an organization in various speaking 

situations, media interviews, talk shows, and the like…” (p. 530). The “spokesperson” practice 

was demonstrated in a memoranda dated August 7, 1963 from Tom Kahn to Sy Posner regarding 

the upcoming filming of a March button distribution and Rustin’s scheduled speaking 

engagement. 
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The third most frequent practice evident in the memoranda data was “slogan” with 7 

occurrences. Kendall (1996) defined “slogan” as a “short memorable phrase conveying a desired 

impression of an organization, product, or campaign often using literary devices such as 

alliteration, rhyme, rhythm, and metaphor…” (p. 529). The practice of using a “slogan” was 

demonstrated in a memorandum dated August 12, 1963 from Bayard Rustin to “The Big Six”. 

This memorandum indicated that slogans calling for Home Rule for Washington residents were 

permitted; the issue would later become another objective of the March. 

The “audience segmentation” practice was also determined to be the third most frequent 

practice evident in the memoranda data with 7 occurrences. Kendall (1996) noted that “audience 

segmentation” is the “Breakdown of an audience or audiences into demographic, psychographic, 

or other dimensions in order to adapt messages to audience need or interest” (p. 518). The 

practice of using “audience segmentation” was demonstrated in a memoranda dated August 8, 

1962. Rustin wrote to March staffers,  

Henceforth, no statements are to be made to the press with regard to the demands, 
character, routes, or other arrangements regarding the March on Washington for which 
the National Committee is ultimately responsible. …I am fully aware that the distinction 
between local and national activity is not always easy to make. Therefore, I am asking 
that in doubtful cases you reference enquiries [sic] from the press, radio and television to 
Mr. Posner. (The Bayard Rustin Papers, 7-462) 

These papers revealed that Rustin wanted to provide a consistent message to the media 

regarding the upcoming national March on Washington. Thus, March coordinators in various 

areas of the country were asked to only speak to the media about their local activities that tied-in 

with the March which demonstrated the “audience segmentation” practice.  

Implications 

The data supports the purpose of the current study in that they rely on the actual 

correspondence of Bayard Rustin to substantiate his use of public relations theories and practices 
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to help plan the March. The data strengthens the need to rewrite the history of the public 

relations profession to include African Americans, other people of color, and women as 

suggested by Taylor, 2002; Creedon, 1989; Byerly, 1993; Garner, 1995; and Miller, 2000. 

Including the campaigns from the African American Civil Rights Movement into public relations 

history should inspire more people of color to enter the public relations profession and help to fill 

two critical needs articulated by the Commission on Public Relations Education (1999): a lack of 

diversity among public relations professionals African Americans and other minorities can begin 

or continue to embrace public relations as a via career option because of the contributions made 

to the profession by their historic and/or cultural ancestors. Thus, this study was intended to 

serve as a model to further examine the contributions of the Civil Rights Movement in light of 

the public relations theories and practices used.  

Conclusions 

The implications of the data in regard to Bayard Rustin’s use of public relations theories 

and practices to plan and implement the l963 March on Washington for Jobs and Freedom are 

numerous. For example, an article in The Sunday Bulletin titled, “‘Technician’ for March on 

Washington: A Busy Man with a Controversial Past,” Rustin said of his work regarding the 

upcoming March, “I am a technician. My job is to carry out policy as established at top 

leadership” (Goldman, 1963, p. 30). This newspaper article clearly demonstrates Rustin’s public 

relations savvy in 1963. Unfortunately, Rustin has largely been ignored in public relations 

history.  

Rustin’s groundbreaking work as deputy director for the 1963 March on Washington 

established a model for contemporary activists who also seek to redress their grievances with the 

American government and to influence the nation’s social agenda. Some of the causes that have 
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used the l963 March for Jobs and Freedom as a model include: the Women’s Rights Movement, 

the Gay and Lesbian Movement, the Farmer’s Movement, the Promise Keepers Movement, the 

Million Man March, and the Million Women March. Using the backdrop of the Washington and 

Lincoln Monuments, which symbolize American freedom, equality, and the pursuit of 

happiness—ideals that American was founded upon—these contemporary causes seem to have 

benefited from the model Rustin established in 1963. Even a cursory study of Bayard Rustin’s 

work as deputy director of the March would indicate that he embodied the characteristics of a 

successful public relations professional. Bayard Rustin should be included in the published 

history of public relations because he exemplified the profession in his words and deeds. 
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Table 2 

Occurrences of Public Relations Practices in Biographical Study of Memoranda 
Data 

__________________________________________________________________ 
Public Relations Theories Occurrences 

_____________________________________________________________________ 
 0—5—10—15—20 

1. Campaign planning _____________13 

2. Spokesperson _________9 

3. Audience segmentation _______7 

4. Slogan _______7 

5. Lobbying _____5 

6. Boundary spanning ____4 

7. Coalition building ____4 

8. Contingency planning ____4 

9. Identity ____4 

10. Management by objectives ____4 

11. Media relations ____4 

12. Government relations ___3 

13. Issues management ___3 

14. Symbol ___3 

15. Endorsement __2 

16. Ethics __2 

17. Fundraising __2 

18. Relationship building __2 

19. Bandwagon effect _1 

20. Event _1 

21. Feedback _1 

22. Goal _1 

23. News conference _1 

24. Promotion _1 

25. Public buildings as pr _1 

26. Tie-in _1 

_____________________________________________________________________ 

Note. These practices were evident in The Bayard Rustin Papers (1990).  
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Black Masks: An Exploration of Race in the Novels of Raymond Chandler and 

Walter Mosley 
 

I: INTRODUCTION 

American hard-boiled detective fiction was born in the pulp pages of magazines like Black 

Mask. Beginning in 1920 writers such as Dashiell Hammett and Carroll John Daly created the great, 

mythic character of the lone-wolf private eye, the tough-guy outsider who follows an ethical code to 

try and solve crimes that the police are unable or unwilling to solve. One of the most important 

writers to build on this tradition was Raymond Chandler, whose iconic detective, Philip Marlowe, 

would narrate seven novels published from 1939 to 1958. Beginning with The Big Sleep and 

including such important works as Farewell, My Lovely, The Lady in the Lake, and The Long 

Goodbye, Marlowe explores the neighborhoods and surroundings of Los Angeles in novels set from 

the late 1930s to the mid 1950s. 

In 1990 a new hard-boiled detective comes on to the scene. Like Marlowe, Easy Rawlins 

narrates his own stories. And, like Marlowe, his territory is the streets of Los Angeles. Rawlins also 

shares many of Marlowe’s hard-boiled character traits. The definition of the hard-boiled detective 

developed by Chandler in his classic essay “The Simple Art of Murder” fits Easy Rollins as 

seamlessly as it does Philip Marlowe:  

But down these mean streets a man must go who is not himself mean, who is neither 
tarnished nor afraid. The detective in this kind of story must be such a man. He is the hero; 
he is everything. He must be a complete man and a common man and yet an unusual man. He 
must be, to use a rather weathered phrase, a man of honor by instinct, by inevitability, 
without thought of it, and certainly without saying it. He must be the best man in his world 
and a good enough man for any world…. 

He is a relatively poor man, or he would not be a detective at all. He is a common 
man or he could not go among the common people. He has a sense of character, or he would 
not know his job. He will take no man’s money dishonestly and no man’s insolence without a 
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due and dispassionate revenge. He is a lonely man and his pride is that you will treat him as a 
proud man or be very sorry you ever saw him. He talks as the man of his age talks, that is, 
with rude wit, a lively sense of the grotesque, a disgust for sham, and a contempt for 
pettiness. (18) 

Easy Rawlins is squarely in the tradition of the American hard-boiled detective, but unlike 

Marlowe and the earlier Black Mask detectives, Rawlins is African-American. Walter Mosley would 

write ten Easy Rawlins novels from 1990 to 2007. Beginning with Devil in a Blue Dress through 

Blonde Faith, Mosley sets these novels in the past, so some of the novels of Easy Rawlins overlap 

those of Philip Marlowe as we move from 1939 to 1967. In some ways Mosley gives us a perspective 

that complements Chandler’s, as we see things from an African-American point of view.

Mosley foregrounds issues of race from the opening line of the first Easy Rollins novel, Devil 

in a Blue Dress: “I was surprised to see a white man walk into Joppy’s bar” (1). This opening is 

evocative of another hard-boiled detective novel that opens with two white characters entering “a 

colored joint.” Philip Marlowe accompanies another white man as he searches for an old flame in 

“Negro bar” as Farewell, My Lovely begins. Mosley seems to have his favorite hard-boiled novelist 

in mind as he develops the opening scene in Devil in a Blue Dress. Is it an homage to Chandler? A 

criticism? A compliment? A complement? A signal to readers that he is building on a tradition while 

staking out new territory? All of these things? 

Chandler has been both criticized as racist and praised for being the first to include African-

American characters in the world of hard-boiled detective novels. An examination of the opening of 

Farewell, My Lovely may be instructive. Marlowe is in “one of the mixed blocks of Central Avenue” 

(3). When he encounters a huge white man in search of his former girlfriend, he unenthusiastically 

follows him into a Negro bar. Moose Malloy will enter the bar, accost many of the people in there, 

kill the manager, and leave with impunity. Marlowe is left to meet the police; he knows the police 



915 

will do nothing because the dead man is a Negro. Throughout this episode, white characters 

continually use disparaging terms to refer to or address African-American characters, but Marlowe 

never participates in this—he uses the then-respectful terms “Negro” and “colored.” For Moose 

Malloy these people are “shines,” “dinges,” and “niggers.” 

Nulty, the cop who shows up, is upset to be assigned “another shine killing” (16) and refers 

to African-Americans as “smokes” and “dinges.” He makes it clear to Marlowe that there will be no 

effort to solve this crime: 

“One time there was five smokes carved Harlem sunsets on each other down East Eighty-
four. One of them was cold already. There was blood on the furniture, blood on the walls, 
blood even on the ceiling. I go down and outside the house a guy that works on the 
Chronicle, a newshawk, is coming off the porch and getting into his car. He makes a face, 
and says, ‘Aw, hell, shines,’ and gets in his heap and goes away. Don’t even go in the 
house.” (19) 

Marlowe’s role in the racism of these scenes is one of observer and reporter. His empathy seems 

clearly with the victims. This is not to say that Marlowe will become a great crusader for civil rights, 

but he does understand what “colored” folks are up against in the city of Los Angeles. As Judith 

Freeman points out in The Long Embrace: 

The criminology of violence, the denial of individual rights, and the infliction of cruel 
punishments as well as overtly racist police behavior had a long history in this city. And of 
course this is what Marlowe understood—that the little man could never count on the 
institutions of society to protect him—and it was this realm in which he operated as a private 
investigator, in that borderland, that liminal space between the law and the needy. (71) 

If Marlowe isn’t already convinced of the follies of racism, he gets a reminder in the next 

chapter. If one tenet of white racism is the superior intellect of the white race, Chapter 4 gives us a 

quick corrector. Marlowe goes into a Negro hotel in search of information. When he sees a sign that 

shows the hotel is protected by a security agency, he tries to bluff the African-American clerk, saying 

he is an “H.P.D. Man”: 

“What was the name again?” 
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“Marlowe Philip Marlowe—”  

“A nice name, brother. Clean and cheerful. You’re looking right well today.” He 
lowered his voice again. “But you ain’t no H.P.D. man. Ain’t seen one in years.” He unrolled 
his hands and pointed languidly at the sign. “I acquired that second-hand, brother, just for the 
effect.” (22) 

Later the clerk will suggest Marlowe “try the phone book” in search of an address. Marlowe doesn’t 

find the name he needs in the phone book, and returns to the desk: 

“No soap,” I said. 

The Negro bent regretfully and heaved a city directory up on top of the desk and 
pushed it towards me. He closed his eyes. He was getting bored. There was a Jessie Florian, 
Widow, in the book. She lived at 1644 West 54th Place. I wondered what I had been using for 
brains all my life. (25) 

Chandler’s depiction of African-American characters, although not plentiful in his novels, 

may be one reason Mosley prefers him to all the other hard-boiled detective writers. In a Q & A 

session Mosley refers to these scenes on Central Avenue from Farewell, My Lovely as one of the few 

times a white hard-boiled detective writer ventures into African-American territory (Faulkner 57). 

Lynell George points out another Chandler-Mosley connection in “Walter Mosley’s Secret 

Stories”: 

It is quintessential Chandler: “I went on out and Amos had the Caddy there waiting,” 
Chandler’s detective Philip Marlowe observes in The Long Goodbye. “He drove me back to 
Hollywood. I offered him a buck but he wouldn’t take it. I offered to buy him the poems of 
T.S. Eliot. He said he already had them.” 

Amos, Chandler’s “middle-aged colored chauffeur,” is a shadow figure whom Walter 
Mosley would eagerly give flesh and form. With lyric grace, Mosley has evoked many of 
those who passed through in silence, subtly sketching faces and histories for figures that have 
appeared as ghosts in this genre. (31) 

Many interviewers, including Thulani Davis, have asked Mosley to identify his literary 

influences, often pressing him to discuss Chester Himes, virtually the only African-American 

detective novelist to precede Mosley: 
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But, you see, I don’t feel like I came out of Himes. He comes from a very angry, a very 
disenfranchised place. Life was very hard for him and he needed to get away from it. People 
didn’t pay any attention to him. I don’t live under the kind of racism that he lived under. And 
even though I think it made decisions much clearer for him, which in some ways makes 
things easier, I wouldn’t want to trade it. I learned more from Chandler. (10) 

II: L.A. 

Both Chandler and Mosley are Los Angeles novelists and both mine the fertile ground of 

L.A. corruption—police, politicians, businessmen and the press. In 1939 Chandler begins, with The 

Big Sleep, a tradition in American popular culture, from novels to films to nonfiction books to music 

to newspapers and magazines, of viewing Los Angeles as the Mecca of corruption. This view of L.A. 

continues to be so pervasive that the satirical periodical The Onion wrote on February 19, 2013: “Los 

Angeles on High Alert as LAPD Back on Regular Duty.” The article goes on to say, “Los Angeles 

residents are reportedly on edge today following reports that hundreds of armed and extremely 

dangerous Los Angeles Police Department officers are resuming regular patrolling duties after the 

conclusion of Tuesday’s manhunt for rogue ex-cop Christopher Dorner.” 

Detective fiction has been a rich source of the lore of L.A. corruption. Beginning with 

Chandler’s novels and those of his contemporary James M. Cain, carrying on into the 1960s and ‘70s 

with Ross MacDonald, and continuing through today with authors like Mosley and his 

contemporaries James Ellroy and Michael Connelly, the corruption of L.A. society, and especially 

the police, has been kept on the front burner of American popular culture. Myriad films have added 

to this picture, many based on novels, including versions of all of Chandler’s novels as well as 

Mosley’s Devil in a Blue Dress. Chandler wrote screenplays, adapting James M. Cain’s Double 

Indemnity and writing an original script for The Blue Dahlia. Other original films include Chinatown 

and Pulp Fiction. There have been many films based on historical events such as The Black Dahlia 

and Gangster Squad. In addition, L.A. corruption has been a subject in other areas of popular culture. 



918 

In music, NWA’s debut album Straight Outta Compton with their iconic “Fuck tha Police” added 

powerful voices of protest. One of the most popular video games in recent years is L.A. Noir, which 

gives an historical perspective. In addition, with the media-saturated coverage of historical events 

from the Watts riots of 1965, to the beating of Rodney King in 1991 to the O.J. Simpson trial in the 

mid-90’s, L.A. police corruption has continued to cement its place in American culture. 

When The Big Sleep came out in 1939, many critics excoriated Chandler for his sleazy 

content. As Freeman explains: 

The Times critic went on to deem The Big Sleep “a study in depravity” and pointed out that 
Marlowe was the only fundamentally decent character in the whole book.  

The Times critic was not inaccurate: crooked cops, a homosexual blackmailer, 
pornographers, nudity, a drug-taking nymphomaniac, as well as mobsters and adulterers and 
alcoholics all show up in The Big Sleep. And yet, given the real events unfolding in 1930s 
Los Angeles, one could hardly accuse Chandler of exaggeration. 

There wasn’t an element of the political and social scene in L.A. that wasn’t tinged by 
Rottenness—the police, the local government, the business community, even the press, 
including the city’s main newspaper, the Los Angeles Times, were all riddled with bribery 
and influence-peddling. (177-78) 

Mosley’s first Easy Rawlins novel, Devil in a Blue Dress, also deals with many areas of L.A. 

corruption: brutal, racists cops who regularly beat up black men as part of their “cops versus nigger” 

routine (69); a boss who will fire a black man for not showing the proper deference; a politician who 

sexually abuses an underage Mexican boy, and is allowed to do so by many complicit, powerful men, 

If Easy Rawlins has any illusions that there may be justice in L.A., the powerful businessman Todd 

Carter disabuses him of that notion: “I’m a rich man, Mr. Rawlins. The mayor and the chief of police 

eat at my house regularly” (120). 

Like Marlowe, Rawlins is up against not just police corruption, business corruption, and 

political corruption, but up against the power of all three of these elements colluding. Rawlins 

always has the additional obstacle of racism. Before he can even see the powerful businessman Todd 
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Carter, Rawlins has to run the racist gauntlet of his secretary, and then his vice president. When 

Rawlins finally gets to see Mr. Carter, part of the dynamic is rich versus poor. The following Easy 

Rawlins paragraph could have been spoken by Marlowe: 

It was a strange experience but I had seen it before. Mr. Todd Carter was so rich that 
he didn’t even consider me in human terms. He could tell me anything. I could have been a 
prized dog that he knelt to and hugged when he felt low. (119) 

For Easy Rawlins, however, there is always an additional dynamic at work—race: “there I was, a 

Negro in a rich white man’s office, talking to me like we were best friends—even closer. I could tell 

that he didn’t have the fear or contempt that most white people showed when they dealt with me” 

(119). For Easy Rawlins: 

It was the worst kind of racism. The fact the he didn’t even recognize the difference 
showed that he didn’t care one damn about me. But I didn’t have the time to worry about it. I 
just watched him move his lips about lost love until, finally, I began to see him as some 
strange being. Like a baby who grows to man-size and terrorizes his poor parents with his 
strength and stupidity. (119) 

Chandler and Mosley share a love/hate relationship with Los Angeles. As Tom Hiney points 

out in his biography of Chandler, “‘To write about a place,’ he once decided, ‘you have to love it or 

hate it or do both by turns’” (viii). George analyzes Mosley’s ambiguous relationship to the city:  

Los Angeles was a claustrophobic web of the too-familiar and the unattainable, and he had to 
escape—but he never stopped feeling the pull of the city’s possibilities. It is a somewhat 
idealized L.A. that Mosley creates in his books, patterned after the close, culturally diverse 
South Los Angeles community of his youth, not the alienating vastness he felt navigating 
through the rest of the city. (30-31)  

Both Chandler and Mosley are powerful descriptive writers. They often give a sense of the 

exotic nature of the Los Angeles, as when Easy Rawlins describes a building in Devil in a Blue 

Dress: 

The doorway led to an open courtyard that was paved with dark red brick and landscaped 
with three large palm trees that reached out beyond the roof of the three-story building. The 
inner doorways on the upper two floors were enclosed y trellises that had vines of white and 
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yellow sweetheart roses cascading down. The sky was still light at that time of the year but I 
could see a crescent moon peeking over the inner roof. (15) 

Both authors also use L.A. area descriptions to create a mood, as when Philip Marlowe 

describes one of his many car trips, this one in The Big Sleep: 

We drove from Las Olindas through a series of little dank beach towns with shack-
like houses built down on the sand close to the rumble of the surf and larger houses built 
back on the slopes behind. A yellow window shone here and there, but most of the houses 
were dark. A smell of kelp came in off the water and lay on the fog. The tires sang on the 
moist concrete of the boulevard. The world was a wet emptiness. (149) 

In a Q & A session Mosley gives an appreciation of Chandler as a descriptive writer: 

It’s like we were talking earlier about Chandler … when he said, “He was calm, like an 
adobe wall in moonlight.” That’s a very poetic line, but it is also very true. It hits you, and 
it’s like something you probably hadn’t thought of before, even though you’ve seen it, you 
know. (Faulkner 60) 

Chandler and Mosley also use description to develop characters. Compare the following 

scenes where Marlowe and Rawlins are out of their elements, where these common men enter the 

world of the very rich. In The Lady in the Lake Marlowe enters the Treloar Building: 

The Gillerlain Company was on the seventh floor, in front, behind swinging double plate 
glass doors bound in platinum. Their reception room had Chinese rugs, dull silver walls, 
angular but elaborate furniture, sharp shiny bits of abstract sculpture on pedestals and a tall 
display in a triangular showcase in the corner. On tiers and steps and islands and 
promontories of shining mirror-glass it seemed to contain every fancy bottle and box that had 
ever been designed. There were creams and powders and soaps and toilet waters for every 
season and every occasion. There were perfumes in tall thin bottles that looked as if a breath 
would blow them over and perfumes in little pastel phials tied with ducky satin bows, like 
the little girls at a dancing class. The cream of the crop seemed to bed something very small 
and simple in a squat amber bottle. It was in the middle at eye height, had a lot of space to 
itself, and was labeled Gillerlain Regal, The Champagne of Perfumes. It was definitely the 
stuff to get. One drop of that in the hollow of your throat and the matched pink pearls started 
falling on you like summer rain. (3-4) 

Rawlins expresses a similar cynical attitude when he goes to Lion Investments in Devil in a Blue 

Dress: 

The waiting room was nice enough. There was a long, black leather couch set up against a 
window that looked out onto La Cienega Boulevard. Through the window was a view of one 
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of those fancy restaurants, the Angus Steak House. There was a man standing out front in a 
Beefeater’s uniform, ready to open the door for all the nice people who were going to drop a 
whole day’s salary in forty-five minutes. The Beefeater looked happy. I wondered how much 
he made in tips. 

There was a long coffee table in front of the couch. It was covered with business 
newspapers and business magazines. Nothing for women. And nothing for men who might 
have been looking for something sporty or entertaining. When I got tired of watching the 
Beefeater open doors I started looking around the room. 

On the wall next to the couch was a bronze placard. At the top there was a raised oval 
that had the form of a sweeping falcon carved into it. The falcon had three arrows in its 
talons. Below that were the names of all the important partners and affiliates of Lion 
Investments. I recognized some of the names as celebrities that you read about in the daily 
Times. Lawyers, bankers, and just the plain old wealthy folks. (109-110) 

Both Marlowe and Rawlins feel out of place in these snooty buildings—they are common men in a 

rich world. But Easy Rawlings has additional reasons to feel uncomfortable, for he is a black man in 

a white world. Rawlins shares Marlowe’s attitude expressed in The Big Sleep: “I hate the rich. They 

make me sick” (64). But Rawlins has more reason to hate the rich and powerful as he finds himself 

up against the racism of the police, politicians, and businessmen. 

The pervasive racism in L.A. society puts Rawlins at a disadvantage compared to Marlowe in 

many situations; he is all-too-familiar with the “cops and nigger” game that the police play, as he 

explains in Devil in a Blue Dress (69). But Easy Rawlins’ place in the African-American subculture 

of L.A. gives him some significant advantages over Marlowe. Rawlins can be as independent and 

strong as Marlowe, but he is never as alone as Marlowe—Rawlins has places where he feels at home, 

people to talk to, music to listen to, and friends. Most all of these connections come from Rawlins’ 

relationship to African-American culture. In Devil in a Blue Dress Rawlins explains the importance 

of the barber shop: 

Anybody who knew Ernest knew that that was his last warning. You had to be tough 
to be a barber because your place was the center of business for a certain element in the 
community. Gamblers, numbers runners, and all sorts of other private businessmen met in 
the barbershop. The barbershop was like a social club. And any social club had to have order 
to run smoothly (133). 
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Other African-American institutions are even more important for Easy Rawlins.  

I went over to the bar and ordered two ales. It looked like half of Houston was there. 
Most tables had five or six people. People were shouting and talking, kissing and laughing. 
John’s place felt good after a hard day’s work. It wasn’t quite legal but there was nothing 
wrong with it either. Big names in Negro music came there because they knew John in the 
old days when he gave them work and didn’t skimp on the paycheck. There must’ve been 
over two hundred regulars that frequented John’s and we all knew each other, so it made a 
good place for business as well as a good time. (29) 

But for Easy Rawlins, “John’s Place” means much more than just “a good time”: 

Life was still hard in L.A. and if you worked every day you still found yourself on the 
bottom. 

But being on the bottom didn’t feel so bad if you could come to John’s now and then 
and remember how it felt back home in Texas, dreaming about California. Sitting there and 
drinking John’s scotch you could remember the dreams you once had and, for a while, it felt 
like you had them for real. (27) 

Easy Rawlins’ voice is often, like Marlowe’s voice, cynical, tough, and street-wise. But 

Rawlins’ cynicism is often tempered by optimism. As Mosley tells George, “In the ‘40s, there was a 

time of great hope in Los Angeles” (34), and Rawlins reflects this hope. For Marlowe, however, 

there is little to offset his cynicism. In The Little Sister Marlowe sums up life for middle-class white 

men: “Tired men in dusty coupés and sedans winced and tightened their grip on the wheel and 

ploughed on north and west towards home and dinner, an evening with the sports page, the blatting 

of the radio, the whining of their spoiled children and the gabble of their silly wives” (79). As he 

drives along, Marlowe continues his description: “Behind Encino an occasional light winked from 

the hills through thick trees. The homes of screen stars. Screen stars, phooey. The veterans of a 

thousand beds. Hold it, Marlowe, you’re not human tonight” (79-80).  

Ultimately, for Marlowe, there is not much there but cynicism: 

Malibu. More movie stars. More pink and blue bathtubs. More tufted beds. More 
Chanel No. 5. More Lincoln Continentals and Cadillacs. More wind-blown hair and 
sunglasses and attitudes and pseudo-refined voices and waterfront morals. Now, wait a 
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minute. Lots of nice people work in pictures. You’ve got the wrong attitude, Marlowe. 
You’re not human tonight. 

I smelled Los Angeles before I got to it. It smelled stale and old like a living room 
that had been closed too long. But the colored lights fooled you. The lights were wonderful. 
There ought to be a monument to the man who invented neon lights. Fifteen stories high, 
solid marble. There’s a boy who really made something out of nothing. (81) 

III: AMERICAN DREAMS 

The development of the hard-boiled mystery novel parallels the American myth of the West, 

as emphasis moves from San Francisco to Los Angeles: Dashiell Hammett’s San Francisco; 

Chandler’s L.A. The American West has long stood for the land of opportunityCeven when the West 

meant Pittsburgh, Ohio, and MichiganCa place to start over, to begin a new life. By the nineteenth 

century the West comes to mean the Pacific Coast and the mythic city is San Francisco. The gold 

rush helps create this myth, as writers such as Mark Twain and Jack London reinforce the exotic 

nature of this cityCBagdad-by-the-Bay. The American Dream is to strike it rich in the gold fields. 

In the early twentieth century the mythic city moves south and Hollywood becomes the 

American Dream. As with San Francisco, part of the appeal is the exotic nature of the place. L.A.’s 

palm trees and bougainvillea, year round warm weather, dahlias and avocados, bungalows and 

Spanish place names. The American Dream is to move to L.A. and become a movie star. Much of 

Chandler’s writing explores the underside of this American Dream: what happens to the vast 

majority of people who do not fulfill their American Dream? 

Walter Mosley also explores the American Dream, but the African-American dream of the 

West is a far different from the Hollywood dream. Easy Rawlins is a participant in the Great 

Migration as he moves from Houston to Los Angeles in search of a better life. As Isabel Wilkerson, 

who dates the Great Migration from 1915 to 1975, explains in The Warmth of Other Suns: 
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By [the 1970’s] nearly half of all black AmericansCsome forty-seven per cent would be 
living outside the South, compared to ten-percent when the Migration began… . By the time 
it was over, no northern or western city would be the same. 

It was a ‘folk movement of incalculable moment,’ … And more than that, it was the 
first big step the nation’s servant class ever took without asking. (10-11) 

We typically think of destination cities of the Great Migration as northern ones Chicago, New York, 

Detroit, Philadelphia, but, as Wilkerson points out, Los Angeles was also a very important 

destination. 

Easy Rawlins’ dream of Los Angeles is not the dream of film stardom, swimming pools, a 

mansion in Beverly Hills or MalibuCbut rather the African-American dream of the Great Migration, 

a dream of a better life than the one he left behind in Houston. As he explains in Devil in a Blue 

Dress: 

All of them and John and half the people in the crowded room had migrated from Houston 
after the War, and some before that. California was like heaven for the southern Negro. 
People told stories of how you could eat fruit right off the trees and get enough work to retire 
one day. The stories were true for the most part but the truth wasn’t like the dream. Life was 
still hard in L.A. and if you worked every day you still found yourself on the bottom. (27) 

Just as Marlowe explores the seamy side of the Hollywood American Dream, so too does Rawlins 

examine the disappointments of the Dream of the Great Migration. For one woman in Devil in a Blue 

Dress, Los Angeles is simply not a good fit. She was a “real Southerner” who could not adjust to the 

fast-paced city. As Easy figures out, “That’s why Sophie went back home I suppose. She liked the 

slower life of the South” (49). 

Another disappointment of the Dream of the Great Migration is the employment situation. As 

Devil in a Blue Dress opens, Rawlins has been fired from his Champion Aircraft job by a racist boss. 

Easy likens the factory to a plantation and his boss to a slaver: 

But Benny was a white man and I was a Negro. He wanted me to work hard for him and he 
needed me to be grateful that he allowed me to work at all…He needed all his children to 
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kneel down and let him be the boss. He wasn’t a businessman, he was a plantation boss; a 
slaver. (65-66) 

Mosley follows Chandler’s formula for the hard-boiled Detective when he creates Easy Rawlins: “his 

pride is that you will treat him as a proud man or be very sorry you ever saw him.” But Rawlins faces 

attacks on his pride that Marlowe never has to face: acts of racism. Look at the confrontation scene 

with his former boss when he tries to get his job back. Mr. Giacomo first yells out “Rawlins” then 

calls him “Easy”: 

“Excuse me,” he said. He made to go past me but I was blocking his way. 

“I said you have got to treat me with respect. Now I call you Mr. Giacomo because 
that’s your name. You’re no friend to me and I got no reason to be disrespectful and call you 
by your first name.” I pointed at my chest. “My name is Mr. Rawlins.” 

He balled his fists and looked down at my chest the way a fighter does. But I think he 
heard the quaver in my voice. He knew that one or two of us would be broken up if he tried 
to go through me. And who knows? Maybe he realized that he was in the wrong. 

“I’m sorry, Mr. Rawlins,” he smiled at me. “But there are no openings at this time.” 
(66-67) 

As the chapter ends Rawlins’ pride is reaffirmed: “My bills were paid and it felt good to have stood 

up for myself. I had a notion of freedom when I walked out to my car” (67).  

Like Marlowe, Rawlins is a proud man, but for Rawlins there is even more on the line; 

Rawlins pride is a triumph over a lifetime of social assaults, as shown in this brief scene in Devil 

in a Blue Dress: 

He was a little white man wearing a suit that was also a uniform. 

“I’m looking for, um … ah …,” I stuttered. I forgot the name. I had to squint so that 
the room wouldn’t start spinning. 

It was a habit I developed in Texas when I was a boy. Sometimes, when a white man 
of authority would catch me off guard, I’d empty my head of everything so I was unable to 
say anything. “The less you know, the less trouble you find,” they used to say. I hated myself 
for it but I also hated white people, and colored people too, for making me that way. (13) 

Rawlins is much like Marlow in terms of character, pride, independence, a sense of honor, 

courage, intelligence, observation skills, determination, physical strengthCthe list can go on. But 
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when he differs from Marlowe it often has to do with his place in African-American culture. One 

area where this difference is evident is in the importance of owning a home for Easy Rawlins. 

Marlowe describes his apartment on occasion, but there is little investment emotionally or 

financially. But for Rawlins his little house is his obsession, “I loved going home. Maybe it was that 

I was raised on a sharecropper’s farm or that I never owned anything until I bought that house, but I 

loved my little home” (11). 

This quotation is followed by one of those descriptive passages typical of both Chandler and 

Mosley, passages that are typically L.A.: 

There was an apple tree and an avocado in the front yard, surrounded by thick St. Augustine 
grass. At the side of the house I had a pomegranate tree that bore more than thirty fruit every 
season and a banana tree that never produced a thing. 

There were dahlias and wild roses in beds around the fence and African violets that I 
kept in a big jar on the front porch. (11) 

What makes this description a Mosley description, and not a Chandler one, is its context, of the love 

Easy Rawlins has for this place: 

The house itself was small. Just a living room, a bedroom, and a kitchen. The 
bathroom didn’t even have a shower and the back yard was no larger than a child’s rubber 
pool. But that house meant more to me than any woman I ever knew. I loved her and I was 
jealous of her and if the bank sent the county marshal to take her from me I might have come 
at him with a rifle rather than give her up. (11) 

Easy Rawlins’ American Dream is not the mansion on the hill, or the estate with a swimming pool, 

but the more modest dream of the Great Migration. He loves his little house and dreams of being 

“able to buy more houses, maybe even a duplex” (53-54). Easy Rawlins’ dream would probably be 

Marlowe’s nightmare, but Marlowe does not come from culture of sharecropping and slavery. The 

“happy ending” of Devil in a Blue Dress combines Easy becoming a detective, renting out a house he 

has bought at auction, sitting with a friend, and describing nature in a way that could be Marlowe 
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talking: “The San Bernadino range is the most beautiful in the Fall. The high winds get rid of all the 

smog and the skies take your breath away” (213).  

IV: AMERICAN VERNACULAR 

One of Chandler’s greatest accomplishments is the creation of the “voice” of the hard-boiled 

detective, as well as the voices of the people of his world. As Freeman observes: 

All the years he’d been living in L.A. he’d been listening to the way people talked—
the wildcatters who worked the oil fields, the secretaries who hailed from the Midwest, the 
rough-and-tumble elements of society he encountered on the streets of downtown L.A., the 
women and men he’d met in bars, the peepers and creeps who haunted the porn shops and 
the illicit gambling joints. And there was the endless amusing landscape itself, the sunny 
lurid city he’d been studying for years, with its faux-glam aura, the lean Hollywood cowboys 
and their fey lover boys, the girls who yearned for fame, the old men who’d gotten rich 
peddling oil and myths and plots of land, and the children they couldn’t control. (134) 

It is Marlowe’s voice that gives Chandler’s novels their effectiveness. As Freeman points out, from 

his first novel, The Big Sleep: “The decision to use first-person voice of Philip Marlowe gave the 

book undeniable power, for in Marlowe’s voice there comes through what Chandler called the 

controlled half-poetical emotion that lies at the heart of the book” (177). 

Mosley, too, opts to use first-person and, as with Chandler’s Marlowe, a big part of Mosley’s 

effectiveness is listening to Easy Rawlins tell his stories. Like Marlowe, Rawlins is a common man, 

a man of the people, and his voice reflects this. But Rawlins’ voice adds the complexities of African-

American dialect. Early in the first Easy Rawlins novel, Devil in a Blue Dress, Rawlins talks about 

language, “I always tried to speak proper English in my life, the kind of English they taught at 

school, but I found over the years that I could only truly express myself in the natural, ‘uneducated’ 

dialect of my upbringing” (10). Rawlins does talk to us in “proper English” throughout the novel as 

he tells his story. 
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When does Rawlins use African-American dialect? As he suggests above, sometimes when 

“proper English” doesn’t have the right word or words to express his feelings. He also uses it to fit in 

with other African-Americans when he visits, say, a barbershop, or bar, or whorehouse, or jazz club. 

Easy Rawlins also moves into African-American dialect when confronted with petty, white racists. 

For example, when “the little white man” assumes he is a delivery boy: 

I was disgusted, “Forget it man,” I said. “You just tell him, when you see him, that 
Mr. Rawlins was here. You tell him that the next time he better give me a note because you 
can’t be lettin’ no street niggahs comin’ in yo’ place wit’ no notes!” (14) 

It is interesting that Rawlins uses African-American dialect for diametrically opposed goals, as when 

he uses it to connect to friends versus when he uses it to put down white racists. One is to connect to 

people, one to distance himself; one in a spirit of harmony and love, one in anger and hatred. 

Perhaps Easy Rawlins’ most interesting use of African-American dialect comes when he is 

talking to himself. In Devil in a Blue Dress Rawlins explains how “the voice” came to him during 

World War II. He was part of the segregated army in a black division, but he volunteered for combat 

and found himself in a mixed-race platoon. There were always racial problems, but as Rawlins 

explains, “I never minded that those boys hatred me, but if they didn’t respect me I was ready to 

fight” (98). He goes on to explain the genesis of “the voice”:  

It was outside Normandy, near a little farm, when the voice first came to me. I was 
trapped in the barn. My two buddies, Anthony Yakimoto and Welton Niles, were dead and a 
sniper had the place covered. The voice told me to “get off yo’butt when he sun comes down 
an’ kill that motherfucker. Kill him an’rip off his fuckin’ face with yo’ bayonet, man. You 
can’t let him do that to you. Even if he lets you live you be scared the rest ‘a yo’ life. Kill that 
motherfucker,” he told me. And I did. 

The voice had no lust. He never told me to rape or steal. He just tells me how it is if I 
want to survive. Survive like a man. 

When the voice speaks, I listen. (99) 

“The voice,” born in the pressure of combat in World War II, returns to Easy Rawlins throughout his 

life: 
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The voice only comes to me at the worst of times, when everything seems so bad that 
I want to take my car and drive it into a wall. Then this voice comes to me and gives me the 
best advice I ever get. 

The voice is hard. It never cares if I’m scared or in danger. It just looks at all the facts 
and tells me what I need to do. (97) 

So which voice is the “real” Easy Rawlins? Who is Easy Rawlins? The guy who talks to his 

buddies in the language of the streets? Or the educated man who uses “proper English”? Or the guy 

who yells at himself in African-American slang to steel up his courage? Or the man who moves 

effortlessly from standard American English to the most exaggerated minstrel-show dialect in the 

face of racist jerks? Mosley suggests that he is all of these—perhaps there is no “real” you—you are 

the sum of all of the masks you wear. 

Mosley leads us to this interpretation through another character in Devil in a Blue Dress. One 

of the plot elements of this novel is Easy Rawlins’ search for Daphne Monet, a white woman who 

hangs out in Negro clubs. Rawlins eventually finds her and sleeps with her. Later we learn that 

Daphne was “born Negro” and is passing for white. Rawlins thinks back on this: “I told him about 

her sundress, and while I talked I thought about making love to her when she was still a white 

woman” (207). Note he does not say “when she was passing for white” or “when I thought she was 

white,” but “when she was still a white woman.”  

The implication is that you are the mask(s) you wear, as Daphne Monet explains earlier: “I’m 

not Daphne. My given name is Ruby Hanks and I was born in Lake Charles, Louisiana. I’m different 

than you because I’m two people. I’m her and I’m me” (203). 

These issues of racial identity and African-American dialect give Mosley’s Easy Rawlins 

novels a complexity that does not exist in Chandler’s Marlowe novels. Chandler moves the detective 

novel to a new level in the creation of the voice of the hard-boiled detective. Marlowe becomes a 

character we care about in large part because of his voice. Mosley builds on this in the voice of Easy 
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Rawlins, a voice similar to Marlowe’s in many ways, but with an African- American flavor. The 

intricacies of African-American dialect, in the context of the richness of African-American culture, 

help Mosley create an even more interesting, multi-faceted character in Easy Rawlins. Marlowe 

brings us into the twentieth century; Rawlins points us toward the twenty-first. 
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Creativity and Relativity: An Analysis of Whitman’s Leaves of Grass and 

Emerson’s Views on Education and Creativity 

 

Abstract 

This paper explores the development of American poetry during and after the peak of 
Transcendentalism. Examination of the American and English romantics: their notion of 
“Nature,” “the new world,” and republican democracy in relation to writing, will be linked to 
Whitman’s poetic craft and to the Emersonian ideal expressed in transcendental literature. 
During the peak of Transcendentalism, American poetry began to significantly diverge from the 
Eurocentric poetics of the English Romantics, who were popular in 19th century America. Poets 
like Walt Whitman developed an American style of poetry geared toward the working class, 
which was considerably influenced by transcendental literature especially Ralph Waldo 
Emerson’s sermons, journals, and poetry. This paper will investigate the co-dependency of 
Whitman’s creative poetic ability as well a concept Elisa Tamarkin (2008) called “anglophila” 
and how this idea shaped 19th century popular culture and the production of poetry. This research 
primarily draws from primary sources, such as Emerson’s selected journals (1842-1877), 
Emersonian poetry, Whitman poetry, as well as printed Emersonian and Whitman orations. 
Prevalent secondary sources by leading Whitmanists and Emersonians, such as works by 
Stephen Matterson, Russell Goodman, George B. Handley, David Reynolds, and John Michael 
will be utilized. The intention is to evoke awareness on the heavy influence Ralph Waldo 
Emerson’s conception of “Nature” had on Whitman’s use of inclusive pronouns, extensive 
diction, in regards to Whitman’s poetic incentive and creativity. In summary, Emerson’s eclectic 
philosophy, Unitarian beliefs and his divergence from them, will be used as conceptual 
frameworks to interpret the origin of Whitman’s Leaves of Grass: the message in the poetry, the 
use of free verse as opposed to the commonly used iambic pentameter. Eloquence, both in poetry 
and prose, is found differently in Whitman and Emerson; yet, because their works advocated and 
catalyzed literary change, their literary technique and vision deserve careful, further study.  

 

 

 

The soul active sees absolute truth; and utters truth, or creates. 
—Ralph Waldo Emerson 

It is a beautiful truth that all men contain something of the artist in them. And perhaps it is the 
case that the greatest artists live and die, the world and themselves alike ignorant what they 

possess. 
—Walt Whitman 

While creativity theorists including Dean Simonton and Robert J. Sternberg have 

explored the psychology of creativity and social influences within canonical writers, they have 
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failed to examine intrinsic elements conducive to creativity, such as those that made possible the 

innovation and political force behind the development of nineteenth century American poetry. 

Teresa M. Amabile’s (1996) Creativity in Context, on the other hand, delves into the social 

environments that galvanized creative incentive in artists, particularly modernist poets. Using 

Amabile’s (1996) idea of “creativity in context” as a conceptual framework to investigate the 

relationship between Whitman’s poetry and Emerson’s notion of “Nature,” (1836) creativity’s 

relativity in the mid-nineteenth century begins to take shape. Creative ability has an unbending 

relationship with its context and or environmental setting in which it is being practiced. This 

analysis will briefly explore the interconnectedness of Whitman’s poetics and Emerson’s notion 

of “Nature” and their collective force to push Eurocentric poetry away from the center of 

nineteenth century American popular culture. Until we understand the way scholars and 

researchers influence one another—as well as the importance of an encouraging, creative 

environment—we will continue to undermine the significance of education and creativity for our 

still developing nation. By delving into the principles and ideals contained in Emerson’s concept 

of “Nature,” which advocated for the deviation from Eurocentric discourse, it becomes clearer 

how the success and relevance of Emerson’s work today was co-dependent on Whitman’s poetry 

and vise-versa. The concept of “Nature” was a Whitmanian literary tool as much as it was a 

transcendental notion, for Leaves of Grass’ (1855) expansive lines and inclusive content were a 

reaction to Emerson’s perception of the natural world.  

The contradictions expressed in Emersonian essays including “The Poet,” “Nature,” and 

“The American Scholar” (Emerson, 1837) would be inscrutable and less significant if we did not 

have Whitman’s Leaves of Grass (1855) as a result and reference point. Of course, notable 

nineteenth century works including Walden (Thoreau, 1854) and Moby Dick (Melville, 1851) 
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provide substance to the teachings of the Sage of Concord. However, poetry embodies the 

dualism and tone of transcendental thought more poignantly. The expansive lines, catalogue-

esque poetics, and the use of the inclusive first person pronoun in Leaves of Grass (Whitman, 

1855) mirror the language Emerson visualized for a developing country. Galvanizing, 

democratic prose, inclusive of the American populace, is not contradictory in the poetic form. 

Yet, Emerson’s contradictions and peripatetic style have become a major concern for 

Americanists, such as University of Hartford professors William Major and Bryan Sinche.  

In a popular article published in the Chronicle for Higher Education entitled “Giving 

Emerson the Boot,” Major and Sinche (2010) argue that when introduced to Emerson, “students 

find, in fact, a set of contradictory, baffling, radical, reactionary ideas that offer no practical 

guidelines for actual human behavior.” According to Major and Sinche (2010), there is nothing 

practical about Emerson’s “schizophrenic prose.” They allude to doing away with the father of 

transcendentalism because of his lack of relativity to our time and question the teachings of 

Nature and “Experience,” insisting that it is of no substance to the works of “hard hitters” such 

as Walden and Leaves of Grass” (2010). The article is filled with quotes from Emersonian 

essays, which the authors do not bother explaining but go into deflating and confusing for the 

reader. Their analysis, however, is a prime example of the relativity of creativity or the 

application of it in our time. Emerson was writing for a developing republican democracy, for 

the writers of antebellum America. Removing Emerson out of his literary context, at least for 

Major and Sinche (2010), confounded the teachings of the Sage beyond intellectual repair. One 

should keep in mind that more than a quarter of Emerson’s writings were manifestos then 

transferred to print e.g., “The American Scholar,” was a speech given by Emerson on August 31, 

1837 to the Phi Beta Kappa at Cambridge, Massachusetts; and similarly, the “Divinity School 
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Address” was given to the graduating class of Harvard Divinity School on July 15, 1838. Such 

orations were meant to foment the minds of prospective writers by providing guidance and 

endowing a responsibility to the style of writing they were to produce for their time. For 

instance, historians including James Miller and David Reynolds have agreed that “The Poet” 

played an instrumental role in Whitman’s publication of Leaves of Grass. Major and Sinche 

(2010) make a solid argument regarding Emerson’s contradictions; but ultimately, the paradox 

found in Emerson’s body of work did not deter his writing from having a prevalent impact on 

some of the most important literature produced in the nineteenth century. Proverbs such as 

“[e]ach age, it is found, must write its own books; or rather, each generation for the next 

succeeding. The books of an older period will not fit this,” in the “American Scholar,” (1837) 

surely contradicts his 1855 journal entry, “[b]ooks are the destruction of literature.” Yet, if these 

contradictions are justifiable cues for “booting Emerson out,” why did some of the most 

important authorial figures of the nineteenth century disregard the Sage’s contradictions and 

employ the lessons? Why are we, today, questioning them when they were then revered and 

accepted? 

The answer to these questions may be uncovered by considering Teresa M. Amabile’s 

Creativity in Context (1996). Amabile (1996) defines creativity as “the quality of products or 

responses judged to be creative by appropriate observers” (1996, p. 33 emphasis added). The key 

word in her definition is “observers.” Since the product of creativity must be somehow judged, 

the consensual agreement upon what is creative and what is not is dependent on the collective 

opinion of a people. As researchers, we have a similar responsibility. We establish a dialogue 

with one another through our work and become the “observers” and judges of the creativity 

within our fields, those found in journal articles, books, etc… Creativity becomes a matter of 
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intellectual dependency, where the existence of one’s research is related to the communal 

enthusiasm for knowledge and curiosity of others.  

 Major and Sinche (2010) effusively question the relevance of Emerson in the American 

literary canon; they go as far as to blame F.O Matthiessen, who coined “the term ‘American 

Renaissance’ in the eponymous 1941 book that fixed Emerson as the first (and least) of the great 

American writers of the antebellum era” (Major & Sinche, 2010). However, before placing 

blame on Matthiessen, we should consider what transcendental thought advocated for. 

Transcendentalism, within the context of American literature, was a literary movement mainly 

concerned with eliminating Eurocentric ideals from the future of America’s voice and text 

(among other things). It is fair to say that today the teachings of Nature and “Experience” are not 

as relevant as they were in the early and latter half of the nineteenth century; on the other hand, it 

is irresponsible to encourage the “booting” of one the most influential and progressive thinkers 

of that period because of surface contradictions found in his larger œuvre. How can one teach 

Leaves of Grass (1855) without “The Poet”? (1844) Major and Sinche (2010) encourage 

professors to omit it from their syllabi because “[t]eaching American literature that way is akin 

to giving Emerson credit for thinking up half of the books panned in the 19th century, but he 

could never have written them” (2010). How is recognizing the influence of an individual 

anything like claiming he was responsible for the literature that developed afterward? Does one 

ever question the major influence Whitman had on modernist American poets (Allen Ginsberg 

and Hart Crane) or Melville on the American novelists (William Falkner and Tony Morrison)? 

What is Emerson to us now but an early motivational speaker? On February 18, 1855, in New 

York, Emerson writes in his journal about the nature of words and reflects on his influences, 

“[m]y best thought came from others. I heard in their words my own meaning, but a deeper sense 
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than they put in them. And could well & best express myself in other people’s phrases, but to 

finer purpose than they knew”(p. 641). If influence is what Major and Sinche (2010) are 

questioning, or at least the schooling of Emerson’s influence, should we then disregard 

transcendentalism all together? Transcendentalists worked toward guiding the minds of young 

writers away from the literary conventionalities of Europe. In Nature Emerson asks nineteenth 

century readers, “[w]hy should not we have a poetry and philosophy of insight and not of 

tradition, and a religion by revelation to us, and not the history of theirs?” (1836, p. 37) General 

creativity, particularly, literary innovation, is a collective practice not derived from tradition, as 

Emerson points out, but from our insights. Emerson was concerned with individualized, intrinsic 

motivations that would operate best within a productive environment.  

According to Amabile (1996), and fortunately for the purpose of this analysis, “[t]he 

most active area of creativity research has been the description of the peculiar characteristics of 

famous or recognized creative people…of scientists, artists, and writers” (p. 5). In Creativity in 

Context, Amabile (1996) delves into the elements that make possible creativity and argues, 

“social factors have an impact on creativity” (p. 13). In sections of her research, she explores the 

success of American poet Anne Sexton and her relationship with poets W.D. Snodgrass and 

Robert Lowell and stipulates that creative ability is facilitated through an encouraging 

environment. For Sexton, the support and guidance gained from her intellectual relationships 

made some of her poetry possible. For example, with mentor, Robert Lowell, Sexton would 

exchange ideas for future poems and received approbation or rebuke from the 1964 and 1974 

Pulitzer Prize winner. Innovative characteristics, such as Sexton’s, operate alongside ones 

surroundings. More importantly, it is often questions that lead one to discovery. However, the 

environment for these questions must be formulated. An artist’s craft is co-dependent of his/her 
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environment. Similar to Sexton, Emerson created intellectual circles, which allowed his work to 

grow. Emerson’s contradictions may have inspired a number of questions for Whitman. (They 

have done so for us in our time). In antebellum America, the so-called contradictions provided 

the basis for a societal awareness that promoted change in the literary structure of a developing 

nation. However, this is merely one way of exploring Emerson’s paradoxical prose; for there are 

those who do not sense contradictions within Emerson’s writing and claim that within his craft 

exists a link to a universal truth only found in language.  

In “The Influence of Emerson,” late American critic Paul Elmer More utterly disagrees 

with the considered contradictions of Emerson and maintains that the Sage of Concord “was 

profoundly impressed by the ubiquitous dualism of life” (More, 1903). Hence, his writing 

appears, on the surface, ambiguous, paradoxical, and contradictory. Regarding Nature’s duality, 

Emerson never logically made the link between the external world and the self. More (1904) 

argues that much of Emerson’s contradictions stem from the vacant space found between these 

ideas. Similarly, in Emerson and Skepticism, John Michael (1988) discusses Emerson’s Cartesian 

dualism, the notion of the “NOT ME” (the external, material world). Michael (1988) mentions 

dualism, however, to elicit Emerson’s eclecticism not contradictions. Among today’s readers, the 

considered contradictions come from Emerson’s failure to link the external world and the self 

within Nature’s duality. In what could be the most important essay to come out of 

transcendentalism, “Nature,” Emerson writes, “the universe is composed of Nature and the soul” 

(1836). The notion that the guiding and formative principle in all Emerson’s work is meaningless 

is partly owed to Emerson’s dualism and his failure to connect the “soul” to “Nature.” To more 

fully understand the relative nature of creative ability in the nineteenth century, it is necessary to 

explore the popular literature of the time, i.e., the Eurocentric literary customs, democratic 
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language, and the ways in which transcendental philosophy mobilized Whitman’s poetic style—

particularly the use of the first person pronoun and wide-ranging lines—in a period when the 

English Romantics reigned superior in the literature produced.  

There are many reasons that can explain why early American literature and discourse was 

contingent on the European template, yet George B. Handley’s theory of Eurocentric literature is 

at the core of this influence. In New World Poetics (2007) a work that explores the development 

of American poetry as a deviation from euro-based literature, Handley (2007) claims the term 

“New World,” widely used by Europeans to refer to the United States, was a ruse and a 

misconception that hindered the United States from acquiring the credibility it deserved not only 

literarily, but politically as well. Handley (2007) argues that in 1492, and long after, Europeans 

genuinely believed that the U.S. was a physically newer land. The concept, “New World,” 

(originally coined by Amerigo Vespucci, Mundos Novus) “merely invites European settlement.” 

Furthermore, “the concept…refers to an entity which is a world only in so far as it is capable of 

transforming itself into a replica of the old world” (Handley, 1964). This European conviction 

deterred early American literature from developing an independent voice—overall affecting 

America’s creative initiatives—as writers looked to replicate literary concepts rather than 

creating new ones.  

Handley (2007) uses a poststructuralist approach to explore the concept of Nature and its 

relation to the “New World.” He quotes Roland Barthes’ Mythologies: “What is more natural 

than the sea?” (1957 p. 26). This question, Handley maintains, speaks to how easy it is to 

mythologize the natural world, in other words, the “New World.” The resulting implications of a 

mythologized natural world—which ultimately romanticized the old world—led to the 

fundamental conviction of Eurocentric ideals, such as those found in nineteenth century 
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American literature and politics. Handley states “the sea, [or the natural world] figures 

prominently in the environmental imagination of these poets as a sign of contact zone between 

human history and natural oblivion” (Handley, 1964, p. 27). Poets including John Greenleaf 

Whittier, Oliver Wendell Holmes, and Edgar Allan Poe were only a few of the many authorial 

figures writing in a European style, who established their “contact zone” to human history and 

literature via a Eurocentric discourse, the inculcated medium of the time. Handley (2007) asserts 

that it is tautological and solipsistic to argue that a poet is merely constructing his/her 

environment; rather, he argues, the poet assigns new meanings to things through his use of non-

normative language.  

In “Democratic Vistas,” Walt Whitman (1871) speaks of a similar notion: the importance 

of one developing an original literary style. He maintains that “for our new world I consider far 

less important for what it has done, or what it is, than for results to come” (Handley, 2007, p. 

19). Whitman implies that the United States’ task, as a democratic nation, is to rival all 

“established forces” and be self-reliant in order to transcend the already-existing body of art and 

history. This democratic concept would then give way to an American contact between human 

history and literature by way of a political ideal centered around “nature outwardly” and the 

“esthetic worker in any field” (Whitman, 1871, p. 929). Leaves of Grass, for instance, was 

written with the democratic ideal in mind as Whitman explores nationality through poetry. In 

Whitman’s America, David S. Reynolds (1996) asserts, “[f]rom the start [Whitman] had aimed to 

be more than an American institution, more than another celebrity to be ogled and feted. He 

intended to be an agent of social change” (Reynolds, 1996, p.120). Whitman wanted his poetry 

to ignite social change or, at least, create the conditions for it by writing poetry that attracted the 

populace. Yet, as Reynolds (1996) maintains, Whitman’s poetry was often referred to as the 
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“people’s caviar,” since it was only accessible to a privileged few. Contrary to the accessibility 

of his poetry, Whitman believed that if “Leaves of Grass [was] not for the average man it is for 

nobody” (Reynolds, 1996, p. 5).  

More relevantly, Whitman’s essay highlights the relativity of creativity, that is, the hefty 

Emersonian influence in his prose. In later parts of “Democratic Vistas,” the Long Island poet 

explains the way Nature and the “average man” informs his poetry claiming, “[the] objective 

Nature is doubtless folded, hidden, somewhere here…and life itself, with all its experiences, are 

for—it is here the great literature, especially verse, must get its inspiration and throbbing blood. 

Then may we attain to a poetry…” (Whitman, 1871, p. 930). Most of Whitman’s essay focuses 

on the United States’ western expansion. This expansive idea, however, is also relative to his 

poetic diction and democratic ideal: mirrored in Whitman’s use expanding lines, which stretch 

into the margins while simultaneously speaking of the natural American world and its citizenry. 

In other words, the physical expansion Whitman advocates for in “Democratic Vistas” is 

literarily present in his poetry. Whitman punctuates his statements by utterly rejecting popular 

culture and writing poems directly related to the growing democracy of the United States. For 

instance, in “Drum Taps” Whitman (1862) writes of the Civil War in which he served as a nurse 

(as many young northern white males did) and witnessed the death and national deterioration the 

war caused: 

First O song for a prelude, 

Lightly strike on the stretch’d tympanum pride and joy in my city, 

How she shed the rest to arms, how she gave cue, 

How at once with lithe limbs unwaiting a moment she sprang, 

(O superb! O Manhattan, my own, my peerless!). (Whitman, 1862, p. 210) 

The above lines are part of the opening stanza to “First O Songs for a Prelude” from “Drum 

Taps.” This poem alludes to the notion of originality and innovativeness in a new country, as it 
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speaks of the American Civil War. Starting with the title, which includes two words that 

emphasize the idea of commencement: “first” and “prelude,” the word “song” is not only found 

in this title, but also in many of Whitman’s poetic lines and reinforces Whitman’s conviction 

regarding poetry. To Whitman, poetry is “song” that interacts with the people who sing it and 

listen to it. The word “song,” simultaneously, has an inclusive disposition. It calls for a necessary 

connection and participation with the listeners, like that of an orator to his speech and that same 

speech to his audience. The second line levels American cities with ancient ones and the histories 

that have coercively influenced the poetry of the United States. The “lightly struck” on the 

“tympanum pride and joy of [his] city” would have had created an odd yet forceful image in 

one’s mind. A tympanum, which is associated with ancient Greek and Roman decorative walls 

shaped in an arch or circular style, usually adorned with images of gods and wars, again, placed 

the United States in a similar artistic and historical plateau. His city, once with “lithe limbs 

unwaiting a moment sprang” into a worldly recognition.  

Correspondingly, one can explore Whitman’s poetic, expansive writing in the same 

fashion as Handley’s (2007) poststructuralist reading of the “New World.” There are many 

articles on Whitman’s poetic posterity and the ways in which he inspired the modernists, but do 

we know why Whitman chose to write through this medium? Also, why and how did a distinctly 

American voice derive from it? He could have written prose with the same transcendental 

backbone. It might have been because of Whitman’s discontent toward popular forms of writing 

(such as the novel, which became popular during his century). By the latter half of the nineteenth 

century, American poetry replicated the customs of the old world, which were linked to class 

structure and politics. Hence, Whitman had to be very careful about the type of language he was 

using as well as the style of writing he was to apply. He needed a medium and language that 
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would escape the confines of mythologies, a means that Roland Barthes called “regressive 

semiotics.” Poetry allowed Whitman to deviate from the way things mean to implement how 

things mean through unorthodox verse and diction. His poetics sought to redefine loaded terms 

such as Mundos Novus with an American voice and language. According to Barthes (1957), 

poetry is the only form of discourse capable of assigning new meaning to the signified. He 

claims, “[p]oetry is a regressive semiological system. Whereas myth as myth aims at an ultra-

signification, at the amplification of a first system, poetry, on the contrary, attempts to regain an 

infra-signification state of language; in short, it tries to transform the sign back into meaning, its 

ideal, ultimately, would be to reach not the meaning of words, but the meaning of things 

themselves.” (Barthes, 1957, p. 133). As Barthes (1957) so articulately maintains, poetry 

attempts to eliminate inculcated meaning as it endeavors to create a new truth, one that escapes 

from conventionality. Whitman found a new truth in poetry. In Leaves of Grass (Whitman, 1855) 

the American landscape, its people, and national issues, transformed poetry into something very 

different, a dialogue with nineteenth century America that specifically addressed the Civil War, 

western expansion, and democratic ideals.  

Walt Whitman’s poetry opened a window of language for Americans. He was perfectly 

acquainted with the language structure of his period and was able to identify the patterns and the 

ideological systems that created the rules writers were abiding by. He deviated from euro-

centered principles through poetry, as one can read in this passage from “Song of Myself,” 

I am the poet of the mind and I am the poet of the soul,  

The pleasures of heaven are with me and pains of hell are with me,  

the first I graft and increase upon myself, the latter I translate into a new tongue 

(Whitman, Year, p. 433) 
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Through this almost playful approach that experiments with binaries and antitheses, Whitman 

explored new meaning in things. He tackles metaphysical concepts, the mind and soul, as he 

attempts to neutralize the words “heaven” and “hell,” which over the centuries have been heavily 

endowed with meaning. The following line is antithetic as the “pleasures of heaven” are with 

him, yet so are the counteracting “pains of hell.” Both lines present similarly neutral 

connotations, with equal implication and value, which distorts their traditional meaning. In these 

lines, heaven and hell do not mean what they usually do; they have become equal in meaning. 

Within the context of this poem, readers are supposed to read “heaven” and “hell” as mirror 

images of the “soul” and “mind,” (in the preceding lines), concepts, which are conventionally 

neutral. As Barthes (1957) claims, poetry is an anti-language, as it attempts to reach something 

new: “the transcendental quality of the thing, its natural (not human) meaning” (Barthes, 1957). 

Similar to Whitman, the transcendentalists ascribed new meaning to the Romantic concept of 

Nature. 

The transcendental idea of Nature was physical and metaphysical, dual like Cartesian 

philosophy, and oddly enough, it originated from a very traditional place. Emerson’s dismissal of 

Unitarianism provided the basis for transcendental thought. He looked to reorient himself outside 

the pulpit and turned to Nature: the natural world. This reorientation is visible in Henry D. 

Thoreau’s Walden (1854) and the physical connectivity he searched for in the natural world 

during those isolating two years in Walden Pond. Metaphysically, Thoreau was in search for 

spirituality and, ultimately, personal independence. In “The Poet,” Emerson asserts that truly 

“independent men do not believe in any essential dependence of the material world on thought of 

volition” (1844, p. 1811). For Emerson and Whitman, the idea of free will resided outside of the 

material world and within the natural. Free will was self-reliant and indispensably tied to the 
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“NOT ME” (“nature outwardly”) and accentuated the importance of the body and self for a 

developing intellectualism. Similarly, Whitman’s poem, “Thought,” (1860) emphasizes the 

importance of the body and soul, which can be viewed as physical (the body) and metaphysical 

(the soul). In the poem, the body and soul are valued above social titles and are key factors to 

self-reliance.  

Of persons arrived at high positions, ceremonies, wealth, scholarship, and the like; 

(To me all that those persons have arrived at sinks away from them, except as it results to 
their bodies and souls,) 

So that often to me they appear grunt and naked,… (Whitman, 1860, p. 208) 

In this poem, the speaker discredits social titles and claims that to him they “sink 

away…except as in result to their bodies and souls.” The social titles referred to, those of “high 

positions, ceremonies, wealth, scholarship, and the like,” are already-existing headings that have 

been passed from the old world to the new; and in order to transcend the body and soul (which 

will not sink) into a new and American plateau connected with Nature, one must be self-reliant, 

innovative, and in search for a national contact zone. To the speaker, the holders of these titles 

appear “grunt” and “naked”: grunt because the sound they make is inaudible to the American 

people (as the language used is not American-based), and naked because they are metaphorically 

dressed with Eurocentric titles. The idea of Nature, to the transcendentalists and Whitman, was 

an intellectual wave that was submerged euro-based discourse and brought forth the creative 

ability of a people and a growing nation. However, Nature, along with Transcendentalism, came 

from a more convoluted place: a pattern of skepticisms and ecliptic philosophies, as John 

Michael (1988) articulates in Emerson and Skepticism. 

According to Michael (1988), Transcendentalism has had a long, ecliptic development. 

Michael reminds us of Gay Wilson’s assertion in his Emerson biography that Emerson “had 

studied the British epistemologists, rejected Locke in college, worked himself free from Hume’s 
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skepticism and settled confidently on Berkley’s idealism.” Ultimately, Emerson’s notion of 

Nature stemmed from his failing eloquence, his desire for approbation, along with his 

understanding of the above thinker’s philosophies. Plausibly, Emerson’s Nature can be viewed as 

a secular turn-away from Unitarianism, disassociated from the pulpit, which involved “the author 

with the world of society and art” (Michael, 1988). Additionally, Descartes’ ideas on dualism 

were prevalent in Emerson’s definition of Nature, as both notions explore a dichotomy between 

the man and the natural world. Nature, according to Emerson, is “separate from us, all which 

philosophy distinguishes as the NOT ME, that is, both nature and art, all other men and their own 

body” (Emerson, 1836, p. 107). This, then, newly articulated Nature was finding its ways into 

Walt Whitman’s poetry and into the American Language.  

Language was “fossil poetry” for Emerson; it was a window into the history of a people 

and a nation. In “The American Scholar” he asserts, “I learn from any speaker how much he has 

already lived through the poverty or the splendor of his speech” (Emerson, 1837, p. 1141). This 

notion can be extended to a people and nation. To Emerson, “the sluggish and perverted mind of 

the multitude” was a detriment to American poetics as it ascribed an indispensable credibility to 

European literature, which conceived and limited the American voice. The influential dominance 

of the colonizers, the agency that came along with the usage of their language—poems, 

philosophies, sciences, and religions—submerged American writers into an almost inescapable 

abyss of ideological conformity. As stated previously, Emerson’s idea of language was deeply 

connected with American history. Without the creation of a fresh American language, the 

country’s history could not have been written. However, in the United States, the appraisal of 

Eurocentric discourse was a large part of sophisticated nineteenth century society. Breaking out 

from this form of anglophilia (as Elisa Tamarkin puts it in Anglophilia (2008)) consisted of many 
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variables, including the notion of sovereignty and cultural hegemony in the face of a developing 

republican democracy.  

Elisa Tamarkin’s (2008) Anglophilia acutely explores the “adulation and emulation from 

British culture” during the nineteenth-century (Tamarkin, 2008, p. 20). Euro-based literature 

played a large role in the development of American intellectualism and academic life, largely, 

because of elite nostalgia, which Tamarkin (2008) defines as the reminiscence and appraisal of 

the European world. Moreover, the British influence derived from another source: “popular 

devotion that made reverence for British tradition instrumental to the psychological innovations 

of democracy” (Tamarkin, 2007, p. 20). In other words, British cultural admiration 

unconsciously impregnated nineteenth century democracy. In the dawn of the nineteenth century, 

Tamarkin (2007) argues, there was an “imperial nostalgia” in the New England air for the British 

Empire. “The age for declaration upon the American Revolution has passed away,” claims 

George Tickor Curtis, a nineteenth century Harvard Law School attorney and a member of the 

Massachusetts House of Representatives, as he expressed his feelings toward patriotism and the 

Fourth of July holiday (Tamarkin, 2007). Furthermore, Curtis was not the only one who felt this 

way about the appraisal of the American Revolution. According to Tamarkin, “there were a 

number of historians in this period who found the Fourth of July trite” (Tamarkin, 2007, p. 90). 

The “dullness of patriotism,” as Tamarkin articulates, drove scholars and artists to British 

imperial concepts in order to escape from the platitudes of tradition. Tamarkin maintains that 

Emerson would have been surprised to find amid the “dry bones of the past” the very thing that 

some were trying to make into their future. These English misconceptions are but a few that 

made their way into the American standard of living. Misconceptions such as polite sociability 

and egalitarian politics were romanticized, often misused, and in ways supplied Americans with 
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a false sense of political and social belonging, which spilled into some of the popular literature of 

the time.  

Tamarkin (2007) directs our attention to Nathaniel Hawthorne’s Our Old Home to 

emphasize a piece of American literature fully engrossed with British influences. She claims, 

“the collapse of his English romance into so much literary backfire meant that Hawthorne would 

turn his English notebooks, the garnered record of his residence abroad, into Our Old Home 

instead of a series of broad and expository essays of England” (Tamarkin, 2007, p.78). Nathaniel 

Hawthorne could have easily chosen an American setting for his novel, yet, he chose an English 

one in which he compares the English to Americans. As a result, reviewers and popular 

American writers critically chastised him. In an 1883 article titled “A Series of English Cases” 

George Parsons Lathrop asserts that the American response to Hawthorne’s novel received 

“severest censures for his publication.” Through this example, Tamarkin (2008) demonstrates 

that even some of the most influential American writers of the nineteenth century were guilty of 

imperial influences. In spite of this, and in hope of dismissing the imperial nostalgia that 

circulated during the latter half of the nineteenth century, transcendentalism introduced a 

different outlook to creativity.  

Walt Whitman’s Leaves of Grass (1855) accomplished what nineteenth century poets, 

like Henry Wadsworth Longfellow and John Greenleaf Whittier (despite his name) could not. In 

The Life of Poetry, Muriel Rukeyser (1996) claims, “the best-selling book of verse in those years 

was a book called Fern Leaves from Fanny’s Portfolio,” which goes to show that it was not 

versification (or the lack of) that propelled Whitman’s book, but its political force. Among 

readers of poetry, Leaves of Grass (1855) did not only ignite national freedom, but also 

celebrated the political, social, and cultural capabilities of a new country. In an article titled 
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“Democratic Ethnology of the Future” Dana Phillips (1994) asserts, “Whitman’s democratic 

sensibility is what is most attractive about his poetry.” In many ways, Whitman’s poetry 

embraces the “soul of the soul of democracy” (Phillips, 1994). In “Song of Myself,” one can 

witness his all-encompassing temperament as he writes,  

whoever degrades another degrades me speak the password primeval, I give the sign of 
democracy.  

By God, I will accept nothing which all cannot have their counterpart of on the same 
terms. (Whitman, year, p. 433).  

In these lines, Whitman merely a “man,” but a people. This idea is relative to Emerson’s oration 

to the Phi Beta Kappa society, at Cambridge, where his ardently delivered “The American 

Scholar” speech defined the idea of a “whole man.” He explains how the old fable—the old 

euro-based doctrine—myopically labeled “man” as “One Man”: “Man,—present is to all 

particular men only partially, through one faculty.” “Man,” to Emerson, was much more than 

that: “Man is not a farmer, or a professor, or an engineer but he is all” (Emerson, 1837, p. 1138). 

This idea of “man” as a whole, or the universal “man,” is also reinforced in Whitman’s “Song of 

Myself.” For instance, in the opening stanza one is introduced to the Whitmanian “I” or the lyric 

“I” (of which many Whitmanists dislike and are weary of) and the celebration of the American 

“man”: I celebrate myself/ And what I assume you shall assume.” The Whitmanian “I,” (as I will 

refer to it in my analysis) according to Stephen Matterson (1964) and George E. Handly (2007) 

embodies the universality of mankind. It represents the “you,” the “we,” the “us,” and all other 

inclusive pronouns. Whitman’s inclusive “I,” as explained by David S. Reynolds’ New York 

Times article, “Of Me I Sing: Whitman in His Time,” was a democratic tool Whitman applied to 

poetry (1992). During the earlier years of the Civil War, when Lincoln strengthened the 

executive branch to maintain the union together, Whitman used the inclusive “I” to “gather 

together the desperate voices of American culture in an imaginative whole.” In doing so, 
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Whitman asserted “his executive power of poetics” (Reynolds, 1992). Whitman, however, was 

not the only one speaking for, or of, the voiceless using inclusive pronouns; Emerson’s 1841 

“Lecture on the Times” was as inclusive as Whitman’s “Song of Myself.” 

Emerson’s inclusive “our” contested his Unitarian belief and faith. Paradoxically, 

Emerson’s inclusive pronoun came from his struggle with identity, whereas Whitman’s inclusive 

“I” came from the development of it. As John Michael (1988) explains in Emerson and 

Skepticism, “Emerson’s repeated use of the first person plural makes one less certain that in 1841 

he could reject doubt,” for he used the “our” to identify the skepticisms within his (“our”) 

religion. “Our religion assumes the negative form of rejection…religion is an abolishing 

criticism” (1988, p. 5). Traditionally, readers disregard the skepticisms of the Emersonian Nature 

because of the progressive character of its philosophy as well as the relative influence it provided 

for major works, such as Leaves of Grass (1855). Nonetheless, Emerson, like Whitman used 

inclusive language. One can argue that the inclusive pronoun was an early transcendental literary 

tool used to communicate, holistically, with America. Unfortunately for Whitman, nineteenth-

century America did not sympathize with Leaves of Grass’ (1855) holistic language. 

When thinking of what Walt Whitman did for American poetry, it is important to recall 

America’s initial refusal of Leaves of Grass. Whitman registered the title, Leaves of Grass, on 

May 15, 1855: eleven years after Emerson published his essay, “The Poet,” in which Emerson 

forcefully demands Americans to write poetry that reflects their own country and not that of 

others. A few months later, Whitman printed the first copies of Leaves of Grass in Fulton Street, 

Brooklyn, with the help of two Scottish immigrants (Reynolds, 1996). The first edition was 

published anonymously and only had a sketching by Samuel Hollyer illustrating Whitman in 

work clothes. The originality that readers of poetry admire Whitman for today is what he was 
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then rejected for (which is the inverse disposition expressed toward Emerson in Major and 

Sinche’s (2010) “Giving Emerson the Boot”). Stephen Matterson (1964) speaks of this reaction 

in his preface to The Complete Collection of Poems as he claims, “Whitman’s offence was 

twofold. His subject matter offended the gentility that supposedly characterized poetry, and his 

free verse offended the very idea of what poetry should be” (Matterson, 1964). These great 

offenses came to be because Whitman’s poetry did not sound like the one being produced in 

Europe. Whitman’s Leaves of Grass was not Euro-based; it was full of American vernaculars, 

idioms, colloquialisms, as well as the names of places and events that were distinctly related to 

the United States. Reviewers of Whitman’s first edition, however, did not share his vision: one 

critic claimed that Whitman was as “unacquainted with art as, a hog is with mathematics.” 

Another critic—an English editor—commented “ we, who are not prudish, emphatically declare 

that the man who wrote page 79 of Leaves of Grass deserves nothing so richly as the publics 

executioner’s whip” (Matterson, 1964). Unfortunately for Whitman, these remarks did not 

increase the sales of his book, which remained low during its early publications. However, not 

everyone was displeased with Leaves of Grass. 

After the first publication of Leaves of Grass, there were three exceedingly positive 

reviews circulating in journals and newspapers. These anonymously published entries praised the 

boldness and bravery of the poet as well as the creative quality of the untamed poetry. The 

controversy behind these reviews, however, came from the fact that they were written by Walt 

Whitman himself (Matterson, 1964). Until this very day, some historians argue that Whitman’s 

self-promotion of Leaves of Grass (1855) was self-righteous and advocated a biased opinion of 

his book. Yet others, like T.S. Elliot, felt that he did what an artist was supposed to do with art, 

which is to reshape it to convince the public of the worth and quality of it: “Great artists must 
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help fashion the taste by which they are appreciated.” Another positive review came from the 

father of Transcendentalism, who believed Leaves of Grass (1855) was exactly the type of poetry 

the American people needed. In an exchange of letters between Emerson and Whitman, Emerson 

heavily highlighted his appraisal for the innovative and creative qualities of Leaves of Grass 

(1855): “Dear sir, I am not blind to the worth of a wonderful work…” Emerson claims to have 

met Whitman at the start of a “great career.” The marketable Whitman wasted no time in 

publishing this letter in the second edition of Leaves of Grass (1856), with hopes of improving 

the credibility of his poetry and sales of his book (Matterson, 1964). Surprisingly, Whitman’s 

untamed poetics was receiving positive reviews overseas in Europe where his poetry, according 

to Matterson, “was seen to represent America and to celebrate human liberty and sexual 

freedom” (1964). However, to more fully understand Whitman’s creative ability, one must study 

the inception of his innovative writing within the context of the already-circulating poetics of the 

nineteenth century in relation to Leaves of Grass?  

As we well know, Whitman did not look to Europe for poetic guidance; instead, he 

looked to the vast landscapes of the Midwest, into the busy cities toward the east, and to the 

lexicon and vernaculars of its inhabitants. Stephen Matterson claims, “Whitman believed that the 

kind of poetry that the old world had produced was irrelevant to the new world and that this new 

world poetry specifically needed to be expressive of a vibrant and expanding republican 

democracy” (Matterson, 1964, p. 8). Similarly, David S. Reynolds’ Whitman’s America explores 

the deficiencies Whitman encountered in popular literature. Writers like the British abolitionist 

George Thompson and playwright George Lippard were at the forefront of popular literary 

culture. According to Reynolds (1996), Whitman feared that such popular literature was 

contributing to what he regarded as “America’s alarming moral decline.” To Whitman, 
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propagandized literature could not be developed into anything greater than what it was; there was 

no promise in it. Whitman “complained in his notebook that he saw ‘in all novels, all the poems’ 

just ‘one plot’…namely, ‘a sickly, scrofulous, crude amorousness’” (Reynolds, 1996). Someone 

needed to “underrate the influence of a loose popular literature [that was] debauching the popular 

mind” (Reynolds, 1996).  

There is still ample scholarship to be done on Emersonian Nature and Whitman’s use of 

it. Such prospective analyses will help us understand creativity’s contextual co-dependency not 

only during the antebellum era, but today as well. Parts of this analysis explore the ways in 

which inclusive expansion was a physically political American ideal as much as it was an 

intellectual concept. However, there are still many unanswered questions regarding the intrinsic 

motivations of Nature as well as the differentiation of creative performance from ordinary 

performance in the nineteenth century. What intrinsic elements motivated Whitman to write 

American-based poetics? Did Whitman’s break from Eurocentric discourse relate to his struggle 

with sexuality? Also, how was creative performance defined then? Was nineteenth century 

creativity tied to Whitman’s initial rejection or to Emerson’s reputation?  
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Conflicts of Interest: Representations of Violence within Minority 

Communities in Richard Wright’s Native Son and Yu Miri’s Gold Rush 

 

And, too, they had never held up a white man before. They had always robbed 
Negroes. They felt it was much easier and safer to rob their own people, for they 

knew that white policemen never really searched diligently for Negroes who 
committed crimes against other Negroes.1 

—Richard Wright, Native Son 
Nevertheless, he had continued to postpone the time when he would have to 

confront these fears, and this knowledge bothered him. He knew that the only 
thing that could overcome fear was anger, and he waited for the day when fear 
and anger would bump heads. But he was well acquainted with the restlessness 

and anxiety you felt when something that should happen doesn’t.2 
—Yu Miri, Gold Rush 

 

Introduction 

Being different is terribly hard. 

Whether opting to play the part of the assimilationist and resolutely refusing to rock the 

proverbial boat, or, indeed, choosing to wear alterity like a badge of honour, some degree of 

effort is exerted simply existing as a counterpoint to the homogenising social hegemony. Effort 

like that can wear on populations, true, but it can also wear on individuals as well. This 

especially when conflicting modes of negotiating difference are employed within a single 

population. 

Whilst this friction between oppressed and oppressor is certainly a visible manifestation 

of the problems of capital-D, “Difference,” equally problematic and far more troublesomely 

inconspicuous are the acts of internalised violence that exist within communities of the Other. A 

phenomenon which has the potential to lead to logically inconsistent events like the six days of 

chaos that defined the 1965 Watts Riots in Los Angeles. Instead of taking out the pent up 

                                                           
1 Wright, Richard. Native Son, 14. 
2 Yu Miri. Gold Rush, 53. 
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aggression at the slow pace of racial reform in America on those in positions of authority, local 

minority citizens in the Watts district of LA erupted into violent demonstrations within their own 

community, looting and burning area businesses wholesale. 

This is a particularly dramatic representation of overt violence manifest within minority 

communities on a large scale, but such violence borne of hopelessness and fear can also be 

articulated within individual households. Children perpetrate acts of defiance against parental 

authority as a way of transferring sentiments of disaffectedness with faceless societal authority. 

Likewise do fathers come home from work beneath the grinding heel of exploitation within the 

capitalist enterprise, and problematically redirect their aggression towards wives and children 

who lack the power (theoretically) to even fight back, much less oppress. 

This phenomenon of transferred aggression of course exists outside of the minority 

experience as well, but it is so endemic and systemic within minority households in America and 

beyond and has been so for so long, that it warrants a certain special scrutiny. Frantz Fanon, a 

Martiniquan subject of the French colonial project during the 1950s, wrote about the experiences 

of the oppressed/colonised peoples at length in his collection of essays, Wretched of the Earth. In 

the volume, he dedicates an entire chapter to expressions of violence as articulated by those who 

are rendered powerless—ironic, of course, for the act of initiating violence is itself an assertion 

of a form of power. Fanon urged the colonised to channel their aggression into an assault on the 

exploitative power structure that has kept them subservient. Channeling an extant sense of anger 

born of deep fear and hopelessness. 

It is exactly this sort of fear-born rage of the oppressed that has piqued my interest, for it 

is articulated not only in the direct acts of property destruction and murder, but also finds outlet 

in literature. Richard Wright’s 1940 novel, Native Son, is aptly situated as an exemplar of this 
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sort of writing and serves as an at-times-ham-fisted3 vehicle for expressing that connection of 

chronic racialised anxiety and the resultant surrenders to the furies, by examining his young 

black protagonist, Bigger Thomas. Also a particularly thought-provoking example of a literary 

exploration of this matter of violence is Yu Miri’s 1998 novel, Gold Rush (Gorudo rasshu), 

wherein the dynamic is demonstrated in the context of Yuminaga Kazuki (弓長一樹), a young 

boy of zainichi Korean4 ethnicity living in Japan. 

Both authors as persons of minority populations within the societies that they are writing, 

I would be remiss in not considering their works as treating with the certain issues unique to their 

specific historical and cultural milieus. In spite of this, my argument is that there can still be a 

significant insight gained from viewing their works in comparison of certain thematic trends and 

ideas. The attempts of both Wright’s Bigger and Yu’s Kazuki to negotiate the situations in which 

they find themselves as disempowered young men have much in common and resonate strongly, 

in terms of the situations and subsequent responses that the authors posit. Fanonian conceptions 

of postcolonial violence defines the lives of these protagonists and their narratives, making them 

difficult figures to empathise with. As the novels continue to dissect the fear that spawns these 

violent tendencies, the characters begin to take on the functions of metaphoric representations of 

the very recalcitrant minority youths the hegemonic power structure in the world of the 

narratives fears the most. When they act against the “system,” they ultimately do become martyrs 

who are curiously sympathetic. 

  

                                                           
3 Rather than allowing his readers to make certain assumptions as to the cause of his black male protagonist’s 

rage, Wright blatantly titles the first of three ‘books’ that comprise the novel, ‘Fear’ (with the other two being 
‘Flight’ and ‘Fate’). Additionally, a various points throughout the narrative development, at meditative and 
reflective lulls in the action of the story, Wright explains to his readers that it is exactly that fear which drives the 
escalating dramatic action and tension towards its inexorably approaching tragic climax. 

4 Though never explicitly stated, his minority status is heavily hinted at.  
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Postcolonial Problem Children 
Historical Contextualisation of Social Systems that Produced Native Son and Gold Rush 

Imperialism in its various incarnations could be seen as being partially responsible for the 

creation of individuals like Kazuki and Bigger. The former as an indirect product of direct 

imperial enterprise conducted by Japan in Korea during the early part of the twentieth century; 

the latter as a direct result of the indirect processes of internal colonisation as manifest in the 

United States around the same time. I would posit, then, that it is therefore a fruitful to supply a 

historical contextualisation of these respective backgrounds and the ways in which they might 

exert influence upon the development of these narratives. 

Japan officially annexed Korea in 1910, though had had involvement in the region since 

shortly after the Meiji restoration of the mid-nineteenth century. The processes of Japanese 

imperialism and overseas expansion were intricately linked with processes of modernisation and 

industrialisation. Thus, as these endeavours gained momentum in Japan with the passing decades 

of direct involvement with the colonial periphery, so too did the “pull effect” of job-creation in 

the imperial metropole. 

With the impetus of job creation, especially as the military-industrial complex geared 

itself up for the protracted campaigns against China and Eastern outposts of imperial Western 

powers in the early 1930s, there was a steadily increasing stream of Korean immigrants into the 

cities of Japan. Hiroshima, Osaka, Nagasaki, and Fukuoka 5  all saw dramatic increases in 

populations of permanent resident Koreans. So too was the Tokyo/Yokohama area subject to the 

boom brought on by this period of migration. The number of Koreans living in Japan by the end 

of the war and dismantlement of the empire never exceeded two-million (scarcely two per cent 

                                                           
5 Weiner and Chapman, Zainichi Koreans in History and Memory, 164. 
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of the total Imperial population of 97 million), but in terms of nonnative6 minority populations 

within the four “Home Islands”,7 this number was still quite significant. 

After the surrender of Japan to American military forces in August 1945, the colonial 

structure of the empire was quickly and forcibly disassembled. Consequently, with the Korean 

peninsula thus granted its independence, 1.4 million of the formerly imperial subjects were able 

to return to a cultural homeland within seven months of the war’s end.8 Meanwhile, 600,000 

people of Korean descent who had, heretofore been a party to a “Japanese” nation-building 

imperialist project, were suddenly rendered an alien population of foreign nationals. 

And the question of what to do with this population has persisted. Grown, in fact, for 

although the numbers of Koreans living in Japan is now nowhere near the all-time high of the 

early 1940s, like other populations, it has increased steadily, if slowly, in the intervening 

decades. This has led to additional complications with social interactions between minority and 

majority groups, marked by issues concerning identity politics. There are elements within the 

zainichi community (the term which originated in the early Postwar period to define those who 

are literally “staying in Japan,” (在日), who have sought to maintain a unique identity within the 

larger social construction of the Japanese nation; but, at the same time, there is a faction that 

takes the exact opposite position, advocating strongly for inclusion and assimilation.  

Interesting societal wrinkles occur as a result of the interaction between Japanese and 

zainichi. Amongst them the creation of certain Korean schools (Chousen Gakkou 朝鮮学校), and 

interethnic marriages. Each speaks, in its own way, to the extremes of Japanese-zainichi 

                                                           
6 Minority peoples not inclusive of aboriginal Ainu and Ryukyuans (of Hokkaido and Okinawa, respectively) 

and the social minority, the hisabetsu burakumin, who form a hereditary outcaste group of people who are—
genetically speaking—still ethnically ‘Japanese’.  

7 The four largest islands in the Japanese archipelago: Hokkaido, Honshu, Shikoku, and Kyushsu. 
8 Weiner and Chapman, 172. 
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relations. The schools were originally started and funded by the North Korean government as 

part of the project of maintaining and perpetuating a sense of “Korean-ness” amongst the young 

people. Although there are no longer very many of these institutions (and they have their own 

sorts of problems, particularly in regards to the post-secondary integration of their students into 

the broader Japanese society), they are nonetheless viewed as fairly important centres for the 

transmission of elements of cultural capital. 

Interestingly, although there has historically been resistance to interracial intimacy 

between Japanese men and women and their zainichi Korean counterparts, in the past two 

decades, the phenomenon has gained a degree of social acceptance. This is particularly the case 

in heterosexual relationships between Japanese men and Korean women.9 Sociologist Yasunori 

Fukuoka attributes the current trend of mitigating traditional reluctance to co-mingle 

“bloodlines” to the primacy of patriarchal systems in Japanese society, noting that the social 

status of a woman is in most circumstances determined by that of the man she marries. 

“Mainstream Japanese men,” Fukuoka writes, “can take a minority bride out of her minority 

environment and expect her to adjust to his own family and community.”10  

To look at what was occurring in Japan with the zainichi population is a fascinating study 

in postcoloniality itself, but to take a global perspective and look at the process vis-à-vis the 

almost concurrent “Great Migration” of black Americans to Northern cities like Wright’s 

Chicago. Of course, in order to do so, it is important to identify the framework of looking at the 

experience of the black Americans as one predicated upon a system of internalised colonisation 

that took place in the US in the wake of the Civil War and Reconstruction.  

                                                           
9 Fukuoka, Yasunori. ‘Japan’s Korean Minority Today’. Lives of Young Koreans in Japan. pp. 36-37. 
10 Ibid. 38. 
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In much the same way as countries like Japan were engaged in processes of 

industrialising at the expense of their respective agrarian colonial peripheries, it is also possible 

to look at the continued advance of industrial centres in the Northern US as progressing through 

the exploitation of the rural South. Indeed, the act of moving from places like Mississippi, 

Alabama, and Georgia to metropoli in Illinois, Pennsylvania, and New York, was described in 

terms of progressing from “mediaeval to modern”. 

And this was hardly hyperbole in the cases of most blacks. The era was defined by their 

position as caught between the quasi-feudal exploitation on sharecropping farms and the 

pogroms of rampant lynch mobs. Such dire straits created a concurrent “push” dynamic that 

compounded the effects of the “pull” of jobs and opportunity (and the hopes that maybe, just 

maybe, racism might not be quite so bad above the Mason-Dixon) to further strengthen the 

impetus of Northward migration. This was the case throughout the post-Reconstruction era, 

though the process did not start truly gaining momentum until the turn of the twentieth century, 

where the bright lights and prosperity really began to capture the imaginations of the 

downtrodden on a grand scale. 

Whilst the northern cities did not have the virulent history of racial subjugation that ran 

all the way down to the roots of Southern heritage, practices and policies still made it difficult for 

the newly arrived blacks. Moreover, like the Korean migrants to the cities of Japan, there was the 

matter of economic oppression to be dealt with. Employment opportunities for the starry-eyed 

immigrants might have been more varied in the urban centre, but the sorts of work available, so 

often were of the least enviable variety (often as not, still in service capacities: elevator 

operators, housekeepers, chauffeurs, etc.). The pay might have been better than that of a 

sharecropper, but to call it unqualified improvement would be going a little far. 
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The de facto racism that manifested itself in other venues was equally troublesome. The 

practice of creating sequestered, so-called “red-line” communities for blacks to live in was 

certainly problematic. So too were the issues of socially restrictive businesses and restaurants. 

The iconic (and infamous) “Whites Only” signs might not have been visible in the windows of a 

Chicago diner as they might have been for one in Natchez, but the clientele was just as 

monochromatic. 

So, in both the case of blacks living in the American North, and of zainichi Koreans 

living in Japan, it becomes evident that the experiences of the subjugated/”colonised” peoples 

living in the midst of the hegemonic/”coloniser” people are fraught with all manner of psychic 

and emotional tension. The duration of the proximity has ways of further complicating the 

interactions. Zainichi Koreans have been in Japan, at the longest extremes, close to eighty or 

ninety years—long enough, it would seem to have developed a spectrum of conflicting modes of 

identity, be it as Japanese subject, ethnic Korean, or a point somewhere in between. The situation 

of black Americans is undoubtedly different, for although the Great Migration to the North took 

place at approximately the same historical moment as the ancestors of many present zainichi 

were travelling to Japan, blacks have been within the America nation for a considerably longer 

span of time. The situation would seem to be quite different because of this temporal factor, but I 

would instead pose an alternative reading of the narrative of the experiences of these blacks that 

might allow for a more feasible mode of comparison.  

Consider: blacks, though first brought to America from African shores in the seventeenth 

century, were, in many ways stripped of a coherent mode of cultural identification through the 

processes attendant their bondage. 11 In place of such ethnic and cultural identities as Igbo, 

                                                           
11 Though far from totally; the list of so-called “Africanisms” in American culture is quite extensive. 
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Yoruba, or Akan, a distinct new unified identity—that of the African American—was forged. 

Those who identified as such have had a role incorporated into the American story that is 

predicated primarily on this identifier. Ironically, this identity was in many ways still outside of 

the purview of an American nationality. Historically speaking, in the most fundamental ways, 

blacks were not truly “Americans” until the 1868 passage of the Fourteenth Amendment of the 

Constitution, a period which fits rather conveniently within the working chronology of 

industrialisation and internalised colonisation. 

Note also the parallels of the ambivalence surrounding the issue of “inclusion” faced by 

blacks and zainichi in their respective contexts. Here again, though, highlighting the similarities, 

of course, brings the differences into equally stark relief. American blacks were, in fact, 

ultimately legally included into the framework of the American nation (in theory of the law if not 

always the practice), but zainichi Koreans are still outsiders, culturally, legally, and in many 

other significant ways. Then again, it must be remembered that many of the most salient 

problems brought to light in Native Son and many other texts of black American authors deal 

with the problems that exist in the discrepancies between theoretical legal inclusion and the 

realities of social and cultural marginalisation. 

It is also in this liminal space, that the resistance and recalcitrance is bred which serves as 

further fuel for friction between majority and minority. Writers like Wright could articulate their 

dissatisfaction with their status as effectively second-class citizens through the medium of the 

printed word. Yet the protagonist he penned into existence for his novel, Bigger Thomas, can 

only respond through violence. The difference between the writer and subject is so pronounced 

that Wright’s contemporary and fellow writer, Ralph Ellison, once critiqued this approach by 

saying that Wright “could imagine Bigger, but Bigger could not possibly imagine Richard 
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Wright.”12 Seen in another light, however, Wright and Bigger merely represented the different 

modalities of minority resistance. One wonders if the same might be said of Yu and Gold Rush’s 

protagonist, Yuminaga Kazuki. 

Fanon puts it best, when articulating the relationship between the members of the 

minority (“colonised” in his words) and their oppressors. There might be a place for a person like 

Wright or Yu in these dynamic interactions, but even their actions of writing or narrating the 

contentions ultimately return to a core thematic motif: violence. According to him, the 

interactions of colonialism are fundamentally defined by a violence borne of the inability to 

stand the constant day-to-day manifestations of a society-wide effort to marginalise and exclude. 

Violence of this sort can be seen between coloniser and colonised, true, but also amongst the 

various colonised individuals themselves as they struggle to cope with the physical and 

psychological stressors of negotiating their relationship to the colonisers. 

Does Violence Solve Anything? 
Postcoloniality and a Psychology of Pathology 

Both Bigger Thomas and Yuminaga Kazuki are, at the most basic and fundamental level of their 

character, grappling with titanic issues of rage and fear. These two seemingly conflicting 

emotional responses effectively colour everything about the way in which the two see the world. 

Whether a person has more power and ought be given a wide berth, or less power and can be 

bullied or intimidated; life for these young men effectively reverts to the brutally pragmatic and 

individualistic modalities of survival of the fittest. 

In many respects, such a naturalistic motif is appropriate given the milieu in which the 

two youths live. Both Wright and Yu go to great lengths to describe the settings of their 

respective works’ “concrete jungles”. Interestingly enough, whether we are in the South Side of 

                                                           
12 Warnes, Richard Wright’s Native Son, 61. 
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Chicago in the late 1930s, or in Yokohama’s Kogane-cho (黄金町)13 neighbourhood circa 1998, 

the omnipresent danger of the community to say nothing of the squalor, are expressed with 

meticulous care. Consider Wright’s establishing snapshot of the Thomas family crammed four-

deep into a one-room apartment only to have their morning routine interrupted by the intrusion 

of a gigantic black rat; coincidentally, Yu introduces us to her brooding young anti-hero at the 

same time as she describes the filthy waters of the river his neighbourhood has grown up around, 

one with a dead cat (though, “even if it had been a dead baby, he probably would not have gone 

to the police”).14 

The worlds depicted here are slums. “Ghettos,” to eschew even that rather loaded 

euphemism.15 They are worlds where death is ubiquitous and to assert his identity, a man must 

find no fault or fear in the taking of lives. In a certain sense, the existence here is one that is an 

urban analogue to the jungle food chain: indeed, fight or flee, eat or be eaten, and fear or be 

feared. 

I would take a moment here to further unpack this analogy by way of looking to discuss 

the intensely significant aspects of place and space to the texts. In so doing, we can better gauge 

the significance of the rage/fear dialectic as a response to the environment. 

To begin with, one of the defining elements of the “ghetto” as an urban space is the fact 

that it is, by its very nature, a sequestered locus. It is not only largely isolated from the rest of the 

city-proper, it is effectively cordoned off. Barriers surround the space, physically in some cases, 

but more insidious, however, are those that do so psychologically. Fanon discusses this sort of 

                                                           
13 It is worth noting that the name of the community itself is made up, in part, for the kanji character of “gold”   

(金). The appearance of this character here, the gold bullion stashed away in Hidetomo’s safe, and various other 
insinuations of the metal’s presence are significant in tying back to the title of the novel.14 Yu, Gold Rush, 10. 

14 Yu, Gold Rush, 10. 
15 Chousenjin Buraku (朝鮮人部落) “Korean Ghetto”, to cite the term used during the war years. 
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confinement in terms of creating a muscular tension in the colonised; physically cramped, the 

colonised/marginalised is never given a chance to unclench the muscles of his body and allow 

for even a moment’s respite. But the mental energy required for such inhibition of actions and 

repression of response does not simply “go away”. It is stored within the body of the colonised 

until contact with the proper catalyst unleashes it in a destructive demonstration of violent 

reprisal. 

But before this potential energy becomes kinetic in the most destructive way, it is stored 

in the individuals who live in the cordoned off ghettos. Wright, by way of using Native Son as a 

platform to enunciate an example of this phenomenon, discusses at length the process of 

ghettoization and the role it plays in creating an individual like Bigger. During the protagonist’s 

trial near the end of the novel, the author has a lawyer offer a scathing condemnation of the 

hypocrisy of Mr. Henry Dalton, a white real estate baron and philanthropist. Though liberal in 

politics and temperament, Mr. Dalton nonetheless engages in the practices of red-lining and the 

charging higher rents to minorities in the South Side who can neither completely afford the rates 

or afford to move anywhere else. There is no overt Jim Crowism at work here, but racist 

economic policies on the part of white property-owners (here playing the role of Fanon’s 

“colonisers”) are every bit as devastatingly effective in restricting the movement of Chicago’s 

black population. 

Meanwhile, economically speaking at least, the characters of Gold Rush do not seem to 

be doing too bad for themselves. Kazuki’s father in particular, thanks to the small business he 

owns and the shares in its attendant companies, is ostensibly and ostentatiously very well off. 

The size of his house, his Japanese swords, and the stacks of cash he freely dispenses to his 
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children would all seem to be indicative of the fact that he is a man of some means. Why then the 

proximity to the Kogane-cho ghetto? 

Again, to a certain extent we must acknowledge the fact that it is never explicitly stated 

that the family Yuminaga are, in fact, zainichi; therefore, much of what we take from the story 

about their status as such is, ultimately speculative. However, the fact that the family business is 

a gambling hall of upright pinball machines for playing the game, pachinko16 (a stereotypical 

occupation for members of this community), 17  and the home within walking distance from 

Kogane-cho, would both seem to argue in favour of the assumed minority status. In spite of the 

obvious wealth that the family has accrued, they are still bound to the strictures of the 

ghettoization practices, and the Fanonian tension that such binding begets. 

Moreover, we must also consider the manner in which the elder Yuminaga made his 

fortune: pachinko is more than just a coded way of stereotyping zainichi status, it is also a form 

of gambling, a delegitimised way of wealth acquisition. True enough, in one sense Hidetomo is a 

businessman, which, superficially at least, would seem to be a perfectly acceptable way of up-

by-the-bootstraps economic empowerment. But the business of pachinko is one very different 

from work at a traditional zaibatsu (large corporation), like Mitsubishi or Kawasaki. It provides 

wealth, but not prestige. 

Of course, at first glance, this would all seem very far from the struggles facing Bigger 

Thomas in his late-Depression era Chicago. Upon a closer examination, though, the matter 

proves to a trick of perspective that renders the status of the two youths substantially closer than 

we might initially imagine. Not only when we consider the role of pursuits of dubious legality 

                                                           
16 Fukuoka 289n16. 
17 A survey conducted in the 1980s indicated that nearly half of the resident zainichi in Kanagawa prefecture 

(the capital of which is Yokohama), was employed by restaurants, recycling, and pachinko (Lie, 73). 
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such as numbers-rackets that historically had defined life in his city on both sides of the colour 

line,18 but also, more specifically when we understand that the nature of his job. It is certainly 

not as much of a plum as the management of a small business, but it is, at the very least, 

potentially a steady source of income. Considering the late Depression-era setting of the story 

that alone is something of a financial leg up on many of the other people in his community.  

Moreover, the type of work that he is to do as a driver and general errand-runner for the 

selfsame white real estate tycoon who owns the tenement his family lives in, is based upon his 

skill in driving a car. Bigger gets the job through the connections of his mother’s social 

network—women who work as housekeepers for wealthy whites.19 Interestingly, though the job 

is menial, its facilitation of Bigger’s vicarious procurement of the trappings of material wealth 

actually does see him gain a measure of prestige and social capital, at the very least in the eyes of 

members of his own community. His younger brother, Buddy, typifies the tone of a general black 

reaction:  

“You get the job?” Buddy asked. 
“Yeah.” 
“Driving?” 
“Yeah.” 
“What kind of car is it?” 
“A Buick.” 
“Can I ride with you some time?” 
“Sure; soon as I get it settled.” 

                                                           
18 Chicago in the late 1920s and early 30s was a hotbed of gambling, illegal liquor sales, and organized crime. 

Iconic gangsters such as Al Capone and Lucky Luciano made the city their home, as did figures seeking to profit off 
of the various black businesses and public venues (including the local Negro League baseball teams). 

19 A position which carries its own sort of social capital; one predicated directly upon the status of the particular 
white family for whom the black woman works. 
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Buddy’s questions made him feel a little more at ease; he always liked the adoration 
Buddy showed him.20 

Such pestering questions could simply be taken for the starstruck wonder of a younger sibling, 

but considering that at this point in Chicago’s history, any access to private transportation was 

still something of a luxury (Bigger himself, we see, mostly makes use of the streetcars when not 

on the clock for his benefactors), his proxy association with the implied status conferred by the 

Buick nonetheless makes him a figure of some recognition amongst his broader circle of 

acquaintances too. 

Thus, the matter of wealth is a theme prevalent in both Gold Rush and Native Son, in the 

form of conspicuous consumption and prestige (as in Kazuki’s Rolex and Bigger’s association 

with the Buick), but what is ultimately at the root of this infatuation with the potential of capital 

can be seen in the reverence conferred upon the actual physical presence of money itself. Upon 

Bigger’s killing of Mary Dalton, he finds himself in possession of a roll of money from her 

purse. More money, in fact, than he has seen in any one place, and more than he can actually get 

his head around. Likewise, Kazuki’s act of patricide, however much it might have been 

portrayed as a crime of passion against the whimsically tyrannical Hidetomo, nonetheless gains 

him access to all the family’s assets. The ownership of the pachinko parlour, yes, and the 

position as head of the household as well; but, arguably most important for him, though are 

access to his father’s vast supplies of readily accessible stacks of yen. 

Both youths seem to be working under the impression that money is a central component 

of the unseen power-struggle that they perceive as taking place all around them. One of the 

differences Kazuki makes mental note of in the course of his musings on the differences between 

children and adults is the access to power that money can provide. Of course, as a child himself, 

                                                           
20 Wright, Native Son 103. 
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he has a very limited understanding of some of the more arcane (read: “grown-up”) uses of his 

newly acquired wealth and puzzles over the nature of such things as “joint-stock companies”.21 

He does know that money can help him get all of the things he needs and most of the things he 

wants.  

Consider his ostentatious spending on the funerary paraphernalia for his “granny” 

Shige.22 The boy barges into the store with six-hundred thousand yen,23 cash, in his fanny-pack 

and demands to get the most expensive altar, mortuary tablet, and incense burner the clerk has. 

On the one hand, this could be read as a naively genuine act of devotion to the woman who had 

acted so much like a grandmother to him; that the only way that he could express his love for her 

is through spending as much as possible on her. On the other hand, though, the reader becomes 

aware through Yu’s play with narrative voice here, that what is actually taking place here is an 

act of competition being played out between the fourteen year old boy and the middle-aged 

proprietor of the shop. The owner is repulsed by what he perceives as the child’s boorishness and 

gauche spending habits, to say nothing of his unfamiliarity with the significance of the ritual and 

generally surly disposition. 

And this is but one of the many instances where the money that Kazuki seeks to empower 

himself ultimately avails him naught. Indeed, the funerary paraphernalia episode ends with his 

“grandfather” rebuking the gift, for its superficiality and garishness. Kazuki seems to be 

operating under the impression that the acquisition of wealth will save him from the 

powerlessness of his position. He thinks at one point, “He didn’t need anyone…In the end, 

money could solve everything. If worst came to worst, he could always give [his business rival] a 

                                                           
21 Yu, Gold Rush 210. 
22 Ibid. 142. 
23 or roughly $6,000 USD at 1990s exchange rates. 
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pile of money and buy her as an ally.”24 But invariably, in these situations as in others, the 

money that he has fails to get him anywhere or do anything genuinely useful for him. 

Bigger faces a similar battle with the proverbial “root of all evil”. Though he is living in 

desperate poverty when the novel opens, through a windfall directly associated with Mary’s 

death, he suddenly finds himself in possession of a substantial amount of money. Indeed, so 

much is in the “wad” that he takes from Mary’s purse, that he does not even bother to count it all, 

and it is not until much later in the plot development that his lover, Bessie, takes the time to 

appraise just how much wealth they have come into. 

Aside from splurging here and there to buy his gang packs of cigarettes or to give his 

brother a bit of “hush money,” Bigger would appear to be rather different from the flashy 

Kazuki. Yet the cult of capital has laid just as thorough a claim on his mind as well, and even 

though he has landed such a grand sum for a tenement-dwelling black man in Chicago, one of 

the very next things he begins to do is plot and scheme on how he can get more. More wealth 

would translate into more power, which, for Bigger, could ultimately translate into the ability to 

finally escape the perpetual tension brought on by the confines of the South Side’s 

claustrophobic spaces. 

That, if nothing else. 

Yet, much the same way that Kazuki’s quest for the financial empowerment is futile at 

the close of the story, so too are Bigger’s dreams of extorting the Daltons. Rather than escape 

with the money he has, as he is repeatedly given the opportunity to do, the frightened and 

embittered youth presses his luck by forging a ransom note and concocting an elaborate scheme 

                                                           
24 Ibid. 244. 
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to try to squeeze an extra $10,000 from Mary’s parents. Of course, he is apprehended well before 

this could come to fruition. 

What is perhaps more indicative of the ultimate futility of Bigger’s attempts to gain 

power from the money intrinsically linked to the matters of Mary’s death, is the fate of the 

original wad of bills he took from the young woman’s purse. This capital, which could have been 

all he needed in order to disappear after disposing of the body, he entrusts to the care of his 

lover. However, when it becomes obvious that Bessie is more of a liability than he had initially 

perceived her to be, after raping her, Bigger kills her and drops her body unceremoniously down 

an air shaft of the abandoned tenement where they had been hiding out. Aside from the obvious 

moral and ethical dilemma which we imagine clawing at him during and after this act of self-

absorbed, “self-preservation,” the big flaw in that plan was his overlooking the fact that the 

money was still in her pocket when he threw her down the shaft. In casting aside his female 

companion, Bigger also inadvertently casts aside the resources to provide for his means of 

escape. 

Here, though, in our reading of Native Son, we come to an interesting segue from the 

discussion of capital as a means social uplift and escape, and the escape provided by acts of 

casual sexual interaction. Bessie and Bigger, we later learn, are lovers only in the strictly 

physical sense. Moreover, the relationship (such as it is) is more of a quid pro quo arrangement 

wherein Bigger gets satisfaction of his sexual urges and Bessie has someone to buy her the 

alcohol she “needs” to drown out the drudgery of her monotonous existence. 

Much has been made of the representation of the feminine in Native Son,25 and indeed, it 

does come across as rather slanted in favour of its depiction of Bigger’s experiences as a black 

                                                           
25 Warnes 62. 



975 

man to the exclusion of all other perspectives. Bessie, Bigger’s mother, his sister Vera, and even 

Mary, are all rendered, comparatively, as non-characters. Their roles are subordinated to his 

perspective and experiences; yet equally as important in the analysis of this aspect gender 

representation within the text is the way in which the interaction between male and female 

characters is demonstrated. David Caute in offering a postcolonialist reading of such interactions, 

describes the situation as, “the black American, perpetually thwarted from fulfilling his 

masculinity in terms of economic or social power, finally embraces the substitute, the stereotype 

of himself as athletically and sexually superior to the white man.”26 To this end, a figure like 

Bigger feels compelled to try to exorcise the lingering spectre of white supremacy and racialised 

marginalisation through exercising his libidinal prowess. 

It never quite succeeds, though, and in the end, he only accomplishes further alienating 

himself from those who would under other circumstances, seek to aid and abet his cause. Indeed, 

after transgressing the boundaries of consensual intercourse with Bessie and raping her during 

his flight from the Chicago police, he finds himself subsumed beneath a wave of further 

helplessness and anger as he recognises her as a liability to his escape. His final recourse, then, is 

to revert to violent action and kill her while she sleeps. 

Bigger is time and again shown to be a character suffering from an intense and 

inexpressible anger towards the systems of de facto and de jure racism of American society at 

large. It is primarily because this anger is without a concrete target that he finds himself 

displacing the rage at those less powerful. 

  

                                                           
26 Caute 7. 
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Chicago Wake-Up Call 
Close Reading of Native Son 

Though it might seem a trifle cliché by modern literary standards, Native Son begins with a 

ringing alarm clock. Though the use of the onomatopoeic brrrrrrriiiiiiiiiiiiiiiinng!27 to signify the 

beginning of a new day within the self-contained narrative of the text comes across as more than 

slightly maladroit, there are, of course, other possible interpretations. Read another way, the 

ringing bells of the alarm clock could be taken as Wright’s attempt to give his audience a 

“warning”—sounding the alarm, as it were—as to the literary slings and arrows he is preparing 

to unleash in his novel. Or, in a subtly different sense, the narrative’s morning cacophony is not 

simply for rousing the slumbering Thomas family, but in a meta-fictional sense, it frames Native 

Son as a “wake-up call” for everyone in America. Startling them from placid bourgeois and 

liberal dreams of a non-racially oppressive society through fictional means in the same way that 

Du Bois, A. Philip Randolph, and others were doing via essays and treatises. 

Whatever the exact purposes behind Wright’s decision to wake us up in this fashion, 

from this jarring beginning, the novel carries its readers along on a nonstop race through the 

stygian labyrinth of the mind and misdeeds of its protagonist, Bigger Thomas. The moment the 

young man crawls from his bed, he is instantly accosted by the realities and problems (and 

problematic realities) of being poor and black in twentieth century America. His life is one that is 

defined by its confinements, the lack of space that leads to the sort of muscular tension and 

psychic tension of which Fanon writes. Significantly, the first of these spatial sites-of-tension to 

be dealt with is his oppressive proximity to the three other members of his family: the one-room 

apartment in which he lives is also home to his mother, younger brother, Buddy, and younger 

sister, Vera. 

                                                           
27 Wright 3. 
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The family dynamics themselves are but a microcosm of the stark and bitter society in 

which Bigger must endure as a black man. There is, foremost amongst the problems of the 

household, the conspicuous absence of a father figure. It is never fully clarified as to what 

exactly happened to the paterfamilias of the Thomas clan, but in the context of the narrative, this 

is actually quite insubstantial. What matters is that the man is gone, and in the heteronormative 

nuclear family structure Wright seems to idealise given the late 30s milieu of his life and art at 

this point, the absence of a father creates something of a familial power vacuum. One that, to his 

chagrin, Bigger as the eldest male in the household is often called upon to fill. 

The mother 28  is often depicted as powerless to stop the squabbling of her children. 

Whether the cause is Bigger’s late-adolescent surliness, Vera’s pubescent whining, or some 

combination of the two (Buddy usually remains removed from direct involvement in the constant 

back-and-forth of his siblings), the most Mrs. Thomas can do is shout futilely, or try to play the 

peacemaker to keep the powder-keg from really igniting. 

Yet, as previously mentioned, she is capable of at least helping her eldest to get a job, and 

it is this act that really sets the gears of plot a-turning. Taking his mother up on the opportunity 

she provides him, though not before stopping off to collude with his gang at the local den of 

scum and villainy that is the neighbourhood pool-hall29.  

This stop that Bigger makes before heading out of the South Side ghettos and into the 

posh environs of Drexel Avenue for his fateful introduction to his would-be employers the 

Daltons, allows for observations of the interactions between the youth and his fellow layabout 

ne’er-do-wells. Here, amongst the members of his gang, do we see most clearly some of the 

problems of displaced anger that the novel’s (anti)hero displays. Gus, G.H., and Jack, come 
                                                           

28 No name given. 
29 Wright 15. 
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together with Bigger to form a loose confederation when necessary to pull off low-level 

misdemeanours in the South Side community. They rob area small-businesses,30 extort people, 

perform lewd acts in public theatres31, and other such antisocial acts. However, their antics are 

intensely localised within the part of Chicago that they live. There is a particularly colourful 

colloquial expression about defecating where you eat and the problems that that can cause, but 

Bigger and company hardly seem to mind the potential ramifications of figuratively doing just 

that. 

Interestingly, this self-destructive tendency is not merely articulated against the 

community at large, but is also writ-small in the interactions of the various gang members 

themselves. Bigger and Gus in particular have a tempestuous relationship that occasionally 

results in the temperamental Bigger flying off the handle and physically assaulting his apparent 

comrade. The tension that exists amongst the four is evident even in their caustic verbal 

exchanges. For example, when the gang is plotting to rob a nearby pharmacy owned by a white 

man, the two have a particularly heated row, and in the bated silence between ad hominim 

assaults, Bigger thinks to himself, 

Gus stood without speaking and Bigger felt a curious sensation—half-sensual, half-
thoughtful. He was divided and pulled against himself. He had handled things just right 
so far; all but Gus had consented. The way things stood now there were three against Gus 
and that was just as he wanted it to be. Bigger was afraid of robbing a white man and he 
knew that Gus was afraid too…He had argued all of his pals but one into consenting to 
the robbery, and toward the lone man who held out he felt a hot hate and fear; he had 
transferred his fear of whites to Gus.32 

It is fear that drives them together and fear that forces them apart. Nonetheless, as pugnacious as 

they often are, they do still function as a unit. They might not be able to pull off any “big time” 

                                                           
30 Ibid. 14. 
31 Ibid. 30. 
32 Wright, 25. 



979 

offences (or so it would seem, until Bigger has his encounter with the Dalton’s daughter), but at 

their petty acts of internalised violence against each other and against the black community at 

least, they prove to be troublingly “successful”. 

In the interest of concision in the synopsis, we now leave the discussion of the 

dysfunctional gang and continue to the matter of Bigger’s initial interaction with the Daltons. 

We, as members of Wright’s audience, get the impression that this is one of the first times that 

Bigger has had direct contact with white affluence. His ubiquitous but understated fear suddenly 

becomes palpable as he stands nervously at the door of their estate and frets over how his 

behaviour could be perceived or misinterpreted, 

Would they expect him to come in the front way or back? It was queer that he had not 
thought of that. Goddamn! He walked the length of the picket fence in front of the house, 
seeking for a walk leading to the rear. But there was none…Suppose a police saw him 
wandering a white neighbourhood like this? It would be thought that he was trying to rob 
or rape somebody. He grew angry. Why had he come to take this goddamn job? He could 
have stayed among his own people and escaped feeling this fear and hate. This was not 
his world; he had been foolish in thinking that he would have liked it. He stood in the 
middle of the sidewalk with his jaws clamped tight; he wanted to strike something with 
his fist.33 

This acute discomfiture is only exacerbated when he engages in conversation with his employers, 

including even confronting Mr. Dalton’s perfunctory interview questions.34 Yet his rising tension 

reaches its crescendo when he meets their daughter.  

Mary Dalton is a beautiful young white co-ed afflicted by the unhealthy combination of 

an implacable naïveté and a mile-wide rebellious streak. Her own well-meaning questions, and, 

more importantly, her kindness towards Bigger confuse and upset him in a way that he is unable 

to effectively understand.35 All the more so when she and her lover (and fellow communist) Jan 

                                                           
33 Wright 44. 
34 Ibid. 48-51. 
35 Ibid. 53. 
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Erlone begin pestering him with their concerns about racially egalitarian socialism during his 

driving them around for the evening. 

As a result of their carousing and drinking that evening with their “trusty Negro 

chauffeur,” Mary and Jan become quite drunk. The young Ms. Dalton so much so, that Bigger 

must carry her up the stairs upon their return, and lay her down in her own bed. Here, however, 

is the rub, for lying beside her, the ultimate forbidden fruit of white femininity, her blind mother 

comes into the darkened room and feels around to find out if her daughter is back for the night 

after having stayed out so late. A terrified Bigger, knowing he might be caught if the young 

woman makes a sound to alert her mother’s suspicions, clamps a pillow over her face in an effort 

to keep her quiet. This, unfortunately, he overdoes and the girl is asphyxiated to death at his 

hands, whilst her blind mother looks on.36  

Bigger suddenly finds himself in quite the pickle. 

Embroiled as in a damning situation as grave as this, the panicked Bigger, in an effort to 

dispose of the evidence of his crime, cuts off the corpse’s head and puts it and the rest of the 

body into the Daltons’ furnace. From that moment on, the tone of the novel changes 

dramatically: rather than dealing with the ubiquitous fear of being in some way apprehended by 

the hegemonic power structure for the potential crimes that his very blackness makes him 

suspect of, now he has done something for which he really can be pursued. Wright clearly wants 

to drive this point home to his audience, for he very conspicuously repeats the fact that the 

killing of Mary—though accidental—was the first act that Bigger did; that in killing her he 

                                                           
36 Wright 86-7. 
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actually exercised a species of volition heretofore unknown in his cramped, circumscribed 

existence.37 

The deed done, Bigger takes various steps to secure his escape. The windfall of Mary’s 

spending money he found in her purse is a start, but in an effort to get more, he forges a ransom 

note from an imaginary communist kidnapper. Before this plan can reach fruition, however, 

Mary’s remains are discovered in the ashes of the furnace and Bigger himself is captured in a 

police dragnet.  

The story ends after a public spectacle of a trial and an impassioned speech on Bigger’s 

behalf by his communist party chapter appointed lawyer. For all the effort that the lawyer makes 

to explain the sociological pressures that had a hand in driving Bigger to murder, neither judge 

nor jury are swayed and the sentence of death is handed down without compunction. In a 

similarly trite manner as the story’s alarm clock opening, the final words are simply Bigger 

saying, “good-bye.”38 

Family Circus 
Close Reading of Gold Rush 

The plot of Gold Rush follows a very similar narrative trajectory. Of course, the beginning is not 

quite so jarring in its presentation as Wright’s overwrought alarm clock image; indeed, if 

anything, the opening line, shounen ni me wo tometa tsuukou hito hitori mo inakatta (少年に目

を止めた通行人ひとりもいなかった) or, “No one was there to notice the boy walking 

alone,”39 speaks to a degree of understatement that would seem to read as in the exact opposite 

vein. Then again, that very sort of understatement, it could be said, has its own subtle way of 

                                                           
37 Ibid. 106. 
38 Wright, 430. 
39 Yu ゴールドラッシュ, 3. 
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attracting the reader’s attention. Why was he walking alone? Where was he going? Why was no 

one paying him any mind? 

Perhaps, in this way, Yu’s proverbial rabbit-hole of questions creates an overture just as 

leading as Wright’s wake up call. Both proceed from the initial hook towards further minimalist 

pictures of the bleakness of ghetto life. Where Wright poses the sketch of the one-room 

tenement, though, Yu writes her way from the image of the unsupervised child to an image of the 

urban desolation that he is walking through. In the Japanese-language text,40 it takes a substantial 

bit of reading before we are finally even given the name of the “young boy” (少年, shounen), as 

Kazuki. 

In fact, one of the first acts to serve as our introduction to Yu’s troubled young 

protagonist is the boy’s role in the gang rape of a female high school student. Even though 

Kazuki himself explicitly refrains from participating in the act, the group of toughs who are his 

comrades have no qualms about forcing themselves on the girl. In this respect, we see the boy as 

willing enough to be a party to the act, willing enough to watch, willing enough to maintain the 

code of secrecy after the deed is done, but unwilling to actually participate.41 Fear, it seems, 

exerts itself in strange ways upon young Kazuki. He is afraid to violate the girl, but equally 

afraid (more so?) to violate the circle of trust amongst his male peers. 

But Kazuki, like Bigger, reacts violently when fear pushes him too far. When confronting 

his father, Hidetomo, and the business associates who help run the pachinko parlour, the boy is 

made shamefully aware of his youth and the powerlessness that it entails. Whilst his father and 

the others casually discuss their sexual conquests and engage in “lofty” discussions about the 

distinction between pornography and art films, the boy is frightened by the sense of humiliation 
                                                           

40 As opposed to the Stephen Snyder translation. 
41 Yu, Gold Rush, 20. 
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that he feels as a result of their conversation.42 Confused by his own reaction and caught up in 

the intensity of it, he lashes out violently at the first perceived weaker entity at hand—in this 

case, one of his father’s expensive Dobermans. Kazuki brains the dog with one of his father’s 

golf clubs and then continues to cudgel the animal to death, whilst the adults look on in 

dumbfounded horror. 

“You’re disgusting!” [Kazuki] screamed.43 The muscles in his face twitched; his stomach 
was churning and his throat stung. He edged past the dog’s bloody, mangled head and 
turned the knob on the door. It wouldn’t budge, but he tried again, pulling harder, and 
finally it flew open, nearly knocking him over. Someone spoke and he turned to look, but 
the people in the room were now just flickering shadows. As he bolted outside, his lungs 
were flooded with hot air and the agitation and tension turned to nausea. Sensing he was 
about to vomit, he rested his hand against the wall to steady himself and staggered down 
the stairs. As his feet hit the pavement, his head began to spin as though he were drunk.44 

His abstract fear of the adults mingles with the very real horror of what he has done to the dog, 

and the result is a reaction of physical revulsion.  

It is fear again which drives Kazuki to ultimately murder his own father as well. After the 

incident with the dog (an expensive breed for Hidetomo to have bought, and killed with one of 

his equally expensive golf clubs), Yu’s narrative meanders about creating vivid images of the 

familial relationships that define house Yuminaga. Her readers are introduced to Kazuki’s 

siblings: Koki, the eldest son who suffers from Williams Syndrome a mental condition which 

permanently infantilises him, and Miho, Kazuki’s elder sister who craves attention and 

acceptance by leading a lustful and lascivious lifestyle. The children’s mother, Miki, is absent for 

the majority of the story, but when she is introduced, we learn that she never fully recuperated 

                                                           
42 Ibid. 40-41. 
43 Interestingly, the original Japanese text has him shout “puraido ga nai no ka yo!” (プライドがないのかよ

！) or, “you have no pride!” (Yu ゴールドラッシュ, 41). The difference is subtle, but nonetheless indicative of a 
slightly different expression of the fear he has.. 

44 Ibid. 42. 
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from the shock of learning about Koki’s condition, and ran off, ostensibly to find a means of 

asceticism that would somehow redeem and “repair” her son.45  

In addition to the nuclear family, however, Kazuki finds members of the community at 

various points of his experiences in the neighbourhood and clings to them as surrogates for the 

father who is never around, or to the grandparents he has never known.  

He, like most boys his age, is also searching for a romantic interest as well, though his 

notions of romance are conflated with his Oedipal urges and pubescent libido. When he finds a 

young girl of consenting age and means in the form of Kyoko, the daughter of a former business 

associate of his father’s, he refrains from the gauche taking of her at first (contrast this to his 

friends in the opening rape sequence), and instead tries to entice her with his flash wealth and 

means. 

The tensions caused by the underlying discord in the familial harmony do finally drive 

Kazuki to a breaking point as the novel progresses. His drunkard, tyrannical father pushes him 

too far one evening with threats of sending the recalcitrant boy to a reform school.46 Again, the 

pressure of his father’s arbitrary decision-making and the fear that that and the threats embedded 

within have for Kazuki, drive him to extreme measures. “Fear was something he thought that he 

could manage,” Yu writes of Kazuki, “if you kept quiet and bided your time, you could most 

likely find your way out. But at the moment, Kazuki had crossed over the line; he had gone 

beyond fear to full-blown panic.”47  

                                                           
45 Yu 164. 
46 Ibid. 133. 
47 Yu, 134. 
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The boy picks up one of his father’s collected Japanese-style swords, unsheathes it and 

cuts him down. The scene is described in spectacularly bloody detail and from the perspective of 

the dying father, 

Hidetomo took a deep breath, trying to regain his composure and calm Kazuki, but the 
person standing before him was someone else, someone he had never seen before. Just as 
he was drawing another breath to call Kazuki’s name, he saw an arc of light. The blade 
sank into his shoulder, and blood gushed out. His knees buckled under him and he fell, 
turning as he crumpled to the ground…he lay there, still in shock that his son had stabbed 
him. It was inconceivable—but the one thing that did seem certain now was that he was 
going to die.48 

Kazuki’s act of murder was no more planned than Bigger’s was, for both were crimes of passion 

driven by fear. 

The deed done, the boy stuffs his father’s corpse into a safe in the basement, and—

momentary guilt-ridden thoughts of it (in the mode of “The Tell-Tale Heart”) aside—goes about 

his life as usurper to the dead man’s enterprises. Not only does he take his father’s tangible 

financial assets, but he also takes to sleeping with his mistress, the clever but money-grubbing 

Mai. In this latter arrogation, we see the extent of the Oedipal contention that so defined the 

subtext of Kazuki and Hidetomo’s relationship, for in sleeping with the mistress 49  (who 

frequently reminds the boy of how much he looks, smells, or acts like his father), the distinction 

between father and son identities begins to be effaced.50 

Eventually, however, suspicions are aroused regarding Hidetomo’s protracted absence. 

People in the community begin asking questions, and not the least vocal amongst them is 

Kazuki’s love interest, Kyoko. In order to find someone to care for Koki, Kazuki hires Kyoko on 

as a part-time nanny/housekeeper, and the three of them begin to form an artificial family of their 

                                                           
48 Ibid. 134-35. 
49 “He wondered if he’d done a better job of pleasing Mai than his father (Yu 195)”. 
50 Ibid. 194. 
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own. Curiously, although Kazuki affects the role of protector and defender of his lover and 

brother, this is not enough to ultimately prevent him from violating Kyoko sexually when she 

finally confronts him about his role in murdering his father. 

Where the boy once recoiled at the act of rape at the beginning of the novel, here he is an 

active participant. Young though he might be in years, he has his experiences with Mai to fall 

back on, and the notion that sexual relationships are those of changing power dynamics. Kyoko, 

on the other hand, has already been a victim of rape earlier in her life when she was violated by 

several boys at the orphanage she had been living at prior to moving to the Kogane-cho 

neighbourhood.51 In that instance as well as this, she fights a little at first, then submits, allowing 

Kazuki to finish before raising the issue of the murder again. 

Even after the act is done, Kyoko—unlike Bessie—is in a position to confront the male 

sexual aggressor about his crime. She tells Kazuki that further resistance is futile, and that 

nothing could be gained by continuing to hide the fact from the pachinko bigwigs or the police. 

Kazuki, who has until this point, been planning on killing Mai the mistress as well to keep her 

from fingering him to the authorities, is swayed by Kyoko’s pleas, and agrees to finally 

surrender.52 

After the “family” takes a trip to the zoo. 

What follows is a scene of such surreal dream-realism that it almost convinces the reader 

that Kazuki—always possessing something of an unreliable narrative perspective—has finally 

lost the remainder of his sanity and cracked under the pressures of his impending confession. 

After hallucinating that the zoo animals have escaped in an earthquake and unleashed a wave of 

chaos on the city, Kazuki is drawn back to reality just long enough to pose with Kyoko and Koki 
                                                           

51 Yu 266. 
52 Ibid. 268. 
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in front of the elephant paddock for a photograph. Coincidentally, this is revealed to be the exact 

same spot that the Yuminagas (Hidetomo, Miki, Miho, Koki, and Kazuki) had posed for the sole 

extant photo of them as a family.53 The novel closes with Kazuki’s patchwork family standing in 

place of his real one, as a counterpoint of true, authentic family.  

Overlapping Narratives 
Cross-Reading and Cross-Analysing 

Having thus considered the texts from a plot-based analysis, it is my hope that certain of the 

parallels will become evident to a certain degree. Of course the murders of Mary Dalton and 

Yuminaga Hidetomo and the rape scenes of Bessie and Kyoko stand as fairly obvious analogues. 

So too do the respective gangs and even the paternalistic figures of Bigger’s lawyer, Max, and 

Kazuki’s former-yakuza role-model, Kanamoto. 

These, however, are merely the trappings of a superficial similarity of plot development. 

Arguably, these elements in one incarnation or another, could be found even outside of the 

context of the minor literature mould. What, then, is at stake in considering these two works 

juxtaposed in this way? 

To further explore this issue, we must look deeper than the superficial matters of plot-

development and get into the gritty subtext of characterisation, setting, and tone. Characterisation 

provides an understanding of the innate politicisation of minority literature by examining the 

characters of Bigger and Kazuki as totemic representations of one manifestation of black 

American and zainichi Korean experience. Taking care to avoid the pitfalls of essentialist 

reductionism and stereotyping, I argue that the authors (as minorities themselves) chose to write 

in these voices as vehicles to articulate experiences that were of a fairly uniquely black or 

zainichi nature.  

                                                           
53 Yu 285. 
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Setting, as articulated here, is a way of providing a space for the various activities of 

these characters to play out against. Considering the functions of space in both Native Son and 

Gold Rush, the writers seem to place a significant stock in a curiously paradoxical 

stuck/dislocated dynamic. Motion does take place with characters shuttling and scuttling from 

one particularly charged locus to another. Yet, for all the motion that exists, there is a pervasive 

sense of entrapment—as though Kazuki and Bigger are but pacing the floor in cages much too 

small for them. Whether it be the modern equivalent of the Chosenjin Buraku or the South Side 

ghetto, scarce are the instances of characters leaving the central loci of the narratives. 

Finally, this discussion of the feelings of entrapment within the ghetto (even in the “big 

house on the block” as might be the case for Kazuki) would be incomplete without a broader 

inquiry into the overall tone of the texts. Here, it would seem, that the biggest differences 

between the two novels might ultimately be made manifest, for whilst Wright revels in his 

work’s status as a work of protest (to the point that it would be lampooned by James Baldwin as 

“Everybody’s Protest Novel”), Yu’s work takes a markedly more subtle approach. Note that 

nowhere in Gold Rush are Kazuki and his family explicitly identified as being zainichi Koreans 

in their own right. This seems particularly odd when compared vis-à-vis Wright’s trumpeting to 

the heavens that Bigger’s blackness is the source of his rage and thus, fountainhead of his 

problems and the story’s conflict. 

Grapes of Wrath 
Anger, Violence, and Narrative Voice 

The discussion of these two texts, however, is incomplete without looking at them in the context 

of the broader theoretical framework of violence and the colonial subject. To this end, I will 

reintroduce Fanon into the discussion as a way of linking the works and identifying the 

significant connections that exist between them and serve as additional means of unifying the 
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discussion of two works separated by such substantial distance, temporal and spatial. Indeed, it is 

the meditations on violence that, more than any other element in either Yu or Wright’s work, 

make both worthwhile subjects of the study of minority reactions to oppression. 

Writing as he was from a position as an academy-trained psychoanalyst and survivor of 

the carnage of WWII and the Algerian revolution, Fanon was no stranger to violence, and no 

stranger to how it could be transferred, expressed, and repressed. In the experiences of the 

colonised, it was, he writes, an outgrowth or rebounding of the violence perpetrated against them 

by the colonisers. This, not only in the sense of physically violent oppression, by gun or by lash, 

but also by the subtler acts of “half-humanising”. 

Jean-Paul Sartre, writing a preface to the 1961 edition of The Wretched of the Earth, 

identifies the lattermost act as particularly violent. Although the claims of nineteenth century 

European imperialists were cloaked in the raiment of humanism, they were contradictorily faced 

with the practical imperative of dehumanising the subject peoples. Traditions of the colonised 

were eradicated and their languages were stifled. All of which was done to effect the 

transformation of them into “a superior ape in order to justify the colonist’s treatment of them as 

beasts of burden.” 54  But such devolution was, in the eyes of the colonists, potentially as 

counterproductive as true humanism might have been. If nothing else, a man without dignity 

would be less likely to maximise his productivity on behalf of those who would mistreat him 

thusly. Sartre continues by writing that the colonisers are forced to stop breaking them halfway, 

leaving them neither beasts nor men, but “natives.”55 

Of course, the translation and the usage of Sartre’s term is bitterly apropos when 

considered in conjunction with the title of Wright’s work. But equally as important—and equally 
                                                           

54 Sartre, l. 
55 Ibid. 
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as jarring, no doubt—is the significance of attaining the status of “manhood” or “humanity” as a 

goal of Kazuki and Bigger. Beneath the layers of destructive tendencies and pathological spite at 

the whole world, their desire is to be treated as an equal. Gaining this equality, though, is 

exceedingly difficult for them, for the only language that they share with those who oppress and 

marginalise them and their endeavours, is that of violence. 

Kazuki speaks Japanese and Bigger speaks English (though in the problematical dialect 

that was occasionally deployed by writers in Wright’s day and before), so it would seem as 

though they would be able to manage a conversation with the Hidetomos and Mr. Daltons of 

their respective worlds. The language is the same, but the ability to create a mutual situational 

understanding of what is being said, however is quite impossible. At least in that verbal fashion. 

Instead, what Kazuki and Bigger resort to is the language of violence,56 a language where actions 

speak louder and clearer than words ever could. 

Strangely, as Sartre points out, the forces of authority find themselves suddenly 

uncomprehending when the oppressed find their ability to speak with them in kind. The 

theoretically mutual language of violence becomes foreign to them when uttered from the 

“native”. Hidetomo, as Kazuki’s father and by metaphorical interpretation, the paternal 

incarnation of the Japanese state, is mortified when his son rises against him and strikes him 

down with the blade. Mr. and Mrs. Dalton, to say nothing of Jan, are equally stunned by Bigger’s 

act of murdering Mary. These figures are surprised, but to the audience and with the rights and 

privileges of sight beyond the horizon of literary irony, the only surprise is that they could be so 

surprised in the first place. Their actions are always those of one inflicting casual harm upon 

others, and thus are inherently violent in their own right. Whether it is Mary’s decision to force 
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Bigger to take her and Jan to the barbecue on the South Side for an “authentic” black experience, 

or Hidetomo’s drunken escapades in front of Kazuki and the hurtful things his liquor loosened 

tongue lets slip, violence is always being levied by those in power towards the powerless. 

Eventually there has to be an articulated counterpoint in that same language. 

Fanon and Sartre both write, however, that usually before colonised can engage in the act 

of this kind of backtalk, he finds himself compelled to transfer the psychic energy of this 

repressed rage towards his own kind. Fanon identifies the situation: 

At the individual level, we witness a genuine negation of common sense. Whereas the 
colonist or police officer can beat the colonised subject day in and day out, insult him and 
shove him to his knees, it is not uncommon to see the colonised subject draw his knife at 
the slightest hostile or aggressive look from another colonised subject. For the colonised 
subject’s last resort is to defend his personality against his fellow countryman…this 
collective immersion in a fratricidal bloodbath suffices to mask the obstacle and postpone 
the inevitable alternative, the inevitable emergence of the armed struggle against 
colonialism.57 

Prior to the reaction against the perpetrators of the violence inherent in the colonialist enterprise, 

is a period of internecine bloodletting that defies rationality. There must be someone against 

whom the pent aggression might be directed; someone not capable of treating in kind. So then do 

the Biggers and Kazukis of the colonised world react against their Bessies and Mihos. 

Ironically, in the cases presented in Native Son, the white majority usually ignores such 

strum-und-drang within the black community. It matters not the number of stores Bigger and his 

gang rob in the South Side, so long as they never actually become emboldened enough to rob a 

white-owned enterprise. Likewise, as Bigger himself notes, his raping and killing Bessie is only 

significant to local law-enforcement because it could be used to demonstrate a “pattern” of 

antisocial behaviour that they could use to strengthen their case against him for having allegedly 

treated with Mary Dalton in a similar fashion. Wright delineates Bigger’s thought process as, 
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“they were using his having killed Bessie to kill him for his having killed Mary.”58 Bad enough 

for Bigger that he never even raped Mary, but the fact that the only value his sometime lover has 

to the white power structure is as “evidence” for the more important crimes of what he allegedly 

did to the white woman is injustice enough to even stir his calloused heart.59 

Meanwhile, the Gold Rush example here may also require further analysis, for it would 

certainly seem as though the internal conflict and external violence here are substantially more 

problematic, conflated as they seem to be in the person of Hidetomo. Kazuki’s father is arguably 

at the heart of much of the ambiguity surrounding the racialisation of the novel. On the one hand, 

in a literal sense, his father must be of the same bloodline as he is, given the assumed importance 

of heredity and primogeniture.60 On the other hand, though, Hidetomo occupies a space that is of 

metaphorical significance in that he, as father, is effectively positioned as the functional 

representation of the Japanese nation-state. The trope of such symbolism occurs with remarkable 

regularity within the corpus of zainichi literature, and although Yu is a rather atypical zainichi 

writer, so often obscuring race as she does, such a position of tension between father and son in 

this text hardly resists this kind of allegorical reading. In striking a blow against his father, then, 

Kazuki not only engages in violence against his own kind, but also participates in a simultaneous 

blow against the oppressive force of the hegemonic power-structure. 

An Oedipal reading of Gold Rush, to be sure, but given the psychoanalytic reading of 

colonial violence as advanced by Fanon, one that is legitimated within the discourse.  

Violence of this sort must be read in terms of the psychology of Bigger and Kazuki, 

within which the major recurrent element of their personalities is this “anger”. Not merely anger 

                                                           
58 Wright 331. 
59 Ibid. 
60 With Kazuki taking on the position of being heir-apparent in light of Koki’s condition. 
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in the sense of a minor chip on the shoulder, nor even the “righteous indignation” at some 

societal slight, whether real or perceived. Far deeper than that. What these two young men 

appear to be suffering from is the intense carmine fury of a lifetime of marginalisation and 

humiliation. The anger they feel is so deep, so psychologically pervasive, that they are often at a 

loss of how and against whom it ought best be expressed. 

Rarely is it effectively verbally communicated, this anger of the marginal. Indeed, we 

must ask to whom could it be articulated rationally. One answer might be to those within the 

structure of the family; as fellow minorities, we imagine them having to go through similar 

struggles and thus, the commonality of that shared experience—if nothing else—might serve as a 

functional release valve to relieve some of the pressure facing young men like Bigger and 

Kazuki.  

Unfortunately, though, when the family structure as posed in either novel is presented, it 

is done so as revealing a sort pathological construct. Neither family is complete per the 

customary bourgeois depiction of a nuclear household: Kazuki’s mother is absent, and so is 

Bigger’s father. Moreover, Kazuki’s father, domineering and overbearing when he is present, is 

far more often either at his work or with one of his mistresses. This before the boy kills him 

outright, and thus permanently removing his physical presence from the stage.  

Bigger’s father is never discussed to any substantial degree; we are left to wonder if such 

a male authority figure would help to affect stabilisation in his life. Such an extrapolation might 

not be too far from the realm of consideration, especially when we consider the paternal role 

Max plays for him during his time before the court. The role is paternal without being paternalist 

in the way that Mr. Dalton is characterised. 



994 

Yet Bigger too is at times at a loss to communicate effectively, even with his surrogate 

“father.” This could be due to the inarticulate nature of his rage; or, as is more likely, because 

Max is still white and thus incapable (according to Wright’s narrative logic) of understanding 

even if Bigger should attempt to communicate with him. 

The collision of race and family is a (perhaps the) vital point of similarity between these 

two works and the way in which they function in their respective cultural milieus. In Native Son, 

there is, as mentioned, the matter of Bigger’s relationship to Max as well as the broader—

failed—relationship that Mr. Dalton affects with the broader black community in Chicago. This 

latter is one of a larger manifestation of “absentee-father-ism” wherein the paternalistic white 

philanthropist gives freely of his money to assuage his conscience, but lives outside of the 

sequestering, claustrophobic ghetto that his contributions go towards. The situation is painfully 

ironic in its customary manifestation, but rendered all the more so by virtue of Dalton’s inability 

to see how myopic he is actually being in his paltry attempts to “fix” a situation that he is 

simultaneously inextricably implicated in perpetuating. 

The physical makeup of the family in Gold Rush is quite similar to that of Native Son. 

Bigger, Vera, and Buddy have direct analogues in Koki, Miho, and Kazuki, albeit with the power 

dynamics reversed to favour the youngest son rather than the eldest in Yu’s novel. And even 

with that being the case, we consider the implications of Koki’s Williams Syndrome and the way 

in which it effectively renders him least “adult” amongst the Yuminaga children and the way in 

which Kazuki must step up as heir-apparent. 

Kazuki’s role in relationship to his father is one every bit as fraught and problematic as 

Bigger’s with Mr. Dalton, if more direct. In many examples of zainichi Korean literature, the 

family as an institution is frequently depicted as a problematic social institution. This is generally 
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a means of allegorically representing the tumultuous relationship that existed between the 

Japanese imperial hegemony and the minority and marginalised status of the resident Korean 

population. The father figure here, is of course the ostensibly paternalistic Japanese empire 

which came bearing promises of pan-Asian unity and solidarity only to reveal that the olive 

branch was—surprise—a thinly-disguised switch with which to tan the “children’s” backsides. 

Or, more in keeping with Yu’s deployment of the allegorical representation, the threat of a 

“military reform school.” 

It certainly would seem like the “deadbeat daddy”/oppressive empire analogy works on a 

one to one correlation in Gold Rush, but it is important to consider it without relying wholly on 

the “because it fits” rationale. Yu constantly defies such facile interpretations of her works, and it 

is important to bear in mind the slipperiness of her interface with the aspects of her status as a 

minority writer. The matter of the family Yuminaga’s zainichi identity is never expressly stated 

in the narrative. It is implied through various manifestations of their social identifiers (Kazuki 

tells suspicious parties that his father is away on holiday in Korea or the old woman who calls 

Kazuki by a Korean name61), but these are tenuous at best and could easily enough be said of an 

ethnically Japanese family as well. Indeed, it is almost problematically stereotypical to make the 

association of the family as being Korean because of these implications. 

Not to privilege the author overly much, but it does merit an inquiry into Yu’s style of 

writing. Yu, when questioned about the approach to her fictions, explained that she does not wish 

to be considered a zainichi Korean writer so much as a writer who happens to be a zainichi 

Korean. Downplaying her own identity in this way, we can imagine that she would seek also to 

obfuscate issues of race and ethnicity as they appear in Gold Rush as well. 
                                                           

61 “You’re Chang Yong-ch’ang’s son, aren’t you? How you’ve grown!” Yu, 77. 
61 
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As Lisa Yoneyama describes it, though, it is equally important to remain cognisant of the 

fact that, Yu might make implicit equivocations about a character’s status as zainichi or not, this 

can be read as not necessarily a way of effacing that identity so much as articulating it in a 

different way. Instead of rendering ethnicity into the oblivion of subtextual space, it can be seen 

as a way of presenting zainichi Korean-ness with the same sort of representational invisibility 

that it actually has in the context of the modern myth of Japanese cultural and ethnic 

homogeneity. In the hegemonic society of Japan, even though the status of being a member of 

this minority group makes one effectively “Other-ised,” paradoxically, the same larger society 

remains selectively blind to their existence at times when not directly confronted by issues 

pertaining to them. 

Conclusions 

Examining characters like Bigger and Kazuki as typified renditions of the violence perpetrated 

upon colonised peoples by those in the ethnic majority is, as we have seen, an endeavour rich in 

enlightening potential. The characterisation and development that the authors allow them as 

figures in their own right, whilst limited, is a loaded decision in its own right and further 

facilitates the discussion of the allegorical sorts of roles that they are allowed to play. On the one 

hand, yes, they are blunt instruments that function primarily as emblems of the repression and 

transference that mark the mentality of the male marginalised. On the other hand, though they 

cannot be said to be completely workable “everyman” archetypes, for their stories are those of 

rebelling against the established “order of things.” Bigger and Kazuki are thus defined by their 

defiance to completely accept the life of stymied reactions and uncomfortable restrictions. 

It is in this way that the postcolonial dilemma of perpetual conflict is made manifest 

through the narratives’ usage of active revolt as driving action. The novels both end in a manner 
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that can be construed as being tragic with the martyrdom of these rather revolutionary 

protagonists. Punishment is meted out to the “problem children.” But for a moment in the texts, 

brief though it might be, the cycle of systemic oppressive violence is dealt a shocking 

counterblow by the oppressed’s act of refusal to acquiesce. In a hegemonic society wherein 

marginalisation of the Other results in a state of perpetual institutionalised violence—one so 

thoroughly ensconced that it generally needs no longer take on the brutish guise of physical 

assault, but exists in the subtleties of paternalism and patriarchy itself—the minority youth stuns 

both his would-be masters and himself by the act of murder. 

However, for all of their structural similarities, there are numerous and varied differences 

that exist within the narratives of Bigger and Kazuki’s respective overt acts of physical violence. 

Differences of context are those which are most readily visible, for we note that the position of 

the zainichi Korean in Japan in 1998 was not completely analogous to that of a black Chicagoan 

in 1939. Moreover, Yu Miri’s narrative voice is one of much more subtle (if we decide that it is 

even present at all) insinuation of ethnic difference than Richard Wright’s trumpeting Bigger’s 

blackness to the heavens. Even the way in which the central act of violence in the novels is 

depicted leaves room for contestation of the grounds of similarity. Kazuki, after all, kills his 

father—an act of murder that has more possible readings than Bigger’s accidental killing of the 

young Miss Dalton. No comparison of the two works can be made completely without 

qualification.  

Nevertheless, I hold that when the two novels are viewed in direct conversation with one 

another, there is a strikingly large number of things that can be utilised to effect meaningful 

discussion about the nature of minority status within the Japanese and American contexts. Even 

the gulf of years that separates them is by no means an unbridgeable divide, as I hope the 
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preceding pages have demonstrated. My efforts to provide a workable social chronology of the 

postcolonial status of zainichi Koreans and black Americans and the types of concerns to be 

addressed in the social discourse of their own alterity (as well as the literature often enfolded 

therein), serve as a way of framing that sort of capital-D, Difference, within their respective 

milieus. What is more, I daresay that the discussion of Difference as articulated in this way ought 

provide a much-needed shot in the arm to looking at the admittedly paradoxically phrased, 

“commonalities of Difference” whose existence postcolonial rhetoric so often presupposes. 

Active violence might not expressly “solve” the problem of systemic marginalisation and 

passive assumptions of inferiority, or even the demeaning phenomenon of paternalism. It 

certainly didn’t for either Bigger or Kazuki. But the dissection of those acts and the motivations 

behind them have much to offer as we attempt to better understand the nature of what it means to 

be Different. 
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Niggers, and Injuns, and Twain, Oh My: The “Sivilization” of 

Huckleberry Finn 
 

Literary censorship, regardless of intent is alteration. And alteration, especially in the 

case of classic literature is an invitation to counterfeit interpretations of the ideals originally 

presented by the author. In perhaps no other classic of American literature does this alteration so 

greatly affect the authenticity of the narrative or the dynamics of the settings as it does in Mark 

Twain’s The Adventures of Huckleberry Finn. Perhaps this sentiment is best paralleled by Twain 

himself in the novel as Tom Sawyer addresses his band of robbers and tries to “learn” them 

about the importance of faithfully recreating the details found in narrative, “Why, blame it all, 

we’ve GOT to do it. Don’t I tell you it’s in the book(s)? Do you want to go on doing different 

from what’s in the books, and get things all muddled up?” (Twain 129). Censorship of literary 

masterpieces is by no means a recent phenomenon. Since at least the nineteenth century when 

Thomas Bowdler took it upon himself to publish The Family Shakespeare for a more gentile and 

conservative audience (Schultz), “Bowdlerization,” as the verb has come to be known, has 

created an untold number of controversies over the centuries. Among these, no controversy is 

more near to the core of American literature than the recent publication of the Bowdlerized 

version of Twain’s American classic under the title, The Adventures of Huckleberry Finn: The 

New South Edition. At the heart of this latest controversy are Twain’s use of racial epithets and 

the implications that these loaded terms bring into the classroom when reading Twain’s timeless, 

if dated narrative. It is important to keep in mind throughout consideration on this controversy 

that it is but one word, “nigger,” repeated two-hundred and seventeen times that is thought to be 

responsible for the purported attack on the sensibilities of the target audience, an audience that 
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most often consists of impressionable youth being raised in this current era of politically correct 

discretion. 

Alan Gribben, a foremost Twain scholar and the English chair at Auburn University, in 

collaboration with NewSouth Books is responsible for “The NewSouth Edition” of Huckleberry 

Finn. Gribben argues that he worried that the “N-word” had resulted in the novel falling off of 

reading lists, and that he thought his edition would be welcomed by both schoolteachers and 

university instructors alike who wanted to spare the reader from a racial slur that never seems to 

lose its vitriol (Kakutani). Likewise, in an interview for 60 Minutes, NewSouth Books publisher 

Randall Williams argues in favor of a “sivilized” version of Huckleberry Finn for those readers 

and educators who would take offence at the prevalent use of “nigger” throughout the novel 

stating that, “[r]ace continues to be a volatile a divisive subject” (Schneider). He goes on further 

to suggest that his primary aim is to introduce the novel into library systems and school districts 

in which the novel would otherwise remain on the list of banned books. 

Both Gribben and Williams present a valid argument; however, if ever there might be an 

occasion where any one word is most imperative to the narrative, it would be the use of “nigger” 

as it is utilized in Huckleberry Finn to demonstrate not just the authenticity of the setting in a 

particular time period, but also to display the attitudes of the characters (both protagonist and 

antagonist) by the way in which they choose to adopt term and the context in which they employ 

it. What many readers may interpret as a racist novel, may just as easily be digested as an all too 

truthful reflection of a fractured and racist United States as it existed in the post-Civil War South. 

Twain himself, perhaps as a result of foresight, thought to preface his classic tale with the 

following foreword in regards to the terms and dialects he chooses to use throughout the tale: 

In this book a number of dialects are used, to wit: the Missouri negro dialect; the 
extremist form of the backwoods Southwestern dialect; the ordinary “Pike County” 



1003 

dialect; and four modified varieties of this last. The shadings have not been done in a 
haphazard fashion, or by guesswork; but painstakingly, and with the trustworthy 
guidance and support of personal familiarity with these several forms of speech. I make 
this explanation for the reason that without it many readers would suppose that all these 
characters were trying to talk alike and not succeeding (Twain 2). 

Throughout Huckleberry Finn, readers are presented with various instances of moral 

infractions by multiple characters short on moral values such as Pap Finn, an illiterate alcoholic 

father who is unrelentingly abusive to Huckleberry. We see the same lack of a moral compass in 

the examples provided by the conmen known as The King and The Duke who make it their life’s 

work to deceive and betray anyone foolish enough to make the mistake of displaying trust. These 

subjects seem to be of no objectionable concern to Gribben; his only issue with the novel 

remains with the use of the racial slurs, most notably “nigger.” But by presenting a counterfeit 

Huckleberry Finn, the publishers in this case do a discredit to both the novel and especially the 

author. As noted by Peter Massent, author of The Cambridge Introduction to Mark Twain, any 

social or cultural discomfort that may arise as a result of a misinterpretation of the narrative is no 

cause to warrant a censored version of the Twain classic. Moreover, the author maintains that 

“[l]anguage counts here. As Twain himself said: ‘The difference between the almost right word 

and the right word is really a large matter – it’s the difference between the lightning bug and the 

lightning.’” (Messent) 

Kent Trillby, the author the equally racially charged novel Stones for My Father (set in a 

South Africa at the heights of apartheid), presents an objection to the sanitation of classic novels. 

In his article “Writing Race: Transcending Stereotypes and Facing Historical Truth,” Trillby 

reasons that the story and the morals which are to be presented throughout suffer, as a result of 

censorship, an unjust misrepresentation of the narrative and therefore lose their authenticity. He 

argues, with good reason that even the slightest alteration of any text has a significant impact on 

its interpretation. Even in cases dealing with the translation of classic Greek or Latin texts, where 
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publishers and translators seek to remain faithful to the original narrative, meaning can be 

severely affected. It would seem difficult enough for some first-time young readers to process 

and interpret the principles within Huckleberry Finn … To introduce cryptic euphemisms into 

this process serves only to restrain comprehension and delay, if not deny the reader a true 

understanding of the novel. 

Perhaps it is Gribben’s choice of “slave” as the substitute term for “nigger” throughout 

the revised novel that causes the most uproar among scholars in opposition to The NewSouth 

Edition, especially among those scholars of an African-American heritage. In his interview with 

60 Minutes, David Bradley, an African-American author and English professor at the University 

of Oregon expresses his sentiments quite frankly in regards to the infamous racial epithet, 

“Nigger, get over it. Now let’s talk about the book.” In addition, “slave” could possibly be the 

worst choice of word as a stand-in for “nigger”. Bradley adds, “Slave is a condition; I mean 

anybody can be a slave and it’s nothing for anyone to be ashamed of, but ‘nigger’ has to do with 

shame. ‘Nigger’ has to do with calling someone something. ‘Nigger’ is what made slavery 

possible” (Schneider). It stands to reason that any narrative commentary on slavery lacking in 

authentic dialogue would only help to further the taboo of “nigger” and fail in helping to open 

classroom discussions on race relations as they existed in the novel and how they operate today.  

Rather than present new readers with an obvious counterfeit Huckleberry Finn, as is the 

case in The NewSouth Edition, cautious educators might instead choose to preface, just as Twain 

did, the reading of the novel to their students with their own discussions over the epithet “nigger” 

and how the term came to be perhaps the most explosive and simultaneously endearing label in 

American history. In his article, “Who Can Say ‘Nigger’? And Other Considerations,” Randall 
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L. Kennedy, an African-American professor at Harvard University gives warning of the potential 

dangers of Bowdlerization: 

“[O]thers contend that nigger should have no place in contemporary American language. 
Does it mean that the title of this article, or perhaps the article itself should have no 
place? Or, does it mean that people should follow the lead of educators such as John 
Wallace who recommends that high schools exclude from their curriculums such books 
as Huckleberry Finn and To Kill a Mockingbird because they contain the N-word? If so, 
one can only shudder to think of the bowdlerization that might await such American 
classics such as Richard Wright’s Black Boy, Ralph Ellison’s Invisible Man, 
Malcolm X’s Autobiography, Dick Gregory’s Nigger! Or H. Rap Brown’s Die! Nigger 
Die! (Kennedy). 

It is a very disturbing thought to think that, especially in regards to the education of the 

American youth that we should find reasons to hide from them such issues that might give them 

occasion to raise questions as to the formation of their own beliefs, whatever those beliefs may 

be. Slavery, the greatest transgression in American history which is at the heart of the lessons in 

morality presented within Huckleberry Finn, dominates in providing our readers with examples 

of the injustices suffered by its victims, most notably Jim. Slavery was a despicable atrocity, an 

affront to humanity, and the cause of great shame to generations of otherwise proud Americans. 

The issue of slavery, when thoroughly covered, brings with it, the realities of uncomfortable 

topics such as lashings, lynchings, and rape. However, one would not think it as a great idea to 

ignore the institution of slavery simply because it might be the cause of discomfort to sensitive 

students. Should we really allow truth to be modified so that it may be digested with greater 

ease? It should be expected that future generations learn from the mistakes of generations past, 

but when the most regrettable mistakes from our history are deleted, what then should be left to 

learn? As shameful as it may be to confront these issues of race and slavery in our past, those 

issues must nonetheless be confronted, if to only better educate the current generation on the 

realities of racism still in practice to this day. As we look to the future, it is imperative that both 

slavery and “Nigger” remain as part of our distasteful past so in that way Americans never lose 
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sight of the horrors in crimes against humanity presented by slavery or of the ignorance in the 

subscriptions to racist ideologies in the present. 

Racism is an ugly choice; there is no debate on that front. However, to sacrifice racist 

truth for comfort in the form of censorship, especially in the form of the bowdlerization of 

Huckleberry Finn, is to run the risk of losing the lessons on morality and race relations which are 

all too vital to the education of a generation struggling to find understanding in an overly 

sensitive, politically correct atmosphere. This sentiment is best examined in an article by John 

Alberti in The Journal of College English. Alberti believes that, “Rather than try to explain the 

term away or simply condemn the book, I want to look at the use of “nigger” in Huckleberry 

Finn as central to the operation of this text in American culture and the American classroom and 

to regard Huckleberry Finn as a kind of mediation on the word “nigger” as an attempt by Twain 

to explore the construction and maintenance of racial identity” (Alberti 920). 

When confronted with delicate situations involving race and racism, both readers and 

educators alike ought confront the issue of race and what it means to them individually before 

investing into the narrative of Huckleberry Finn, lest they lose the lesson, or worse yet, 

misinterpret the text to mean something in contrast to Twain’s intended commentaries on the 

topics of slavery, morality, humanity, and race. With his masterpiece, Twain has provided for 

multiple generations an invaluable tool for the confrontation of the forgettable issues of slavery 

and the distasteful realities of racism. What we have in Huckleberry Finn is a time-tested classic 

full of opportunities to deeply examine our own views on issues of race and humanity. As 

uncomfortable a reminder as it may be, we must nonetheless be reminded of the wounds left 

from slavery and the impact of those wounds on race relations on the present. To alter Twain’s 

text for the purpose of dimming the light he shed on the injustices of slavery during a regrettable 
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era of American history would be to dishonor the efforts of an author who has done just as much, 

if not more, for American literature than any other personality in this nation’s turbulent history. 
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Being Hospitable to Things, Cheap Mangos, and Immigrants 
 

In America, as elsewhere, the national border is a contested and divisive space. However, 

is it possible to re-imagine the border as the site of a hinge serving to not simply separate but 

also combine? Is it possible to see the border as a site capable of holding two separate pieces 

together at a distance and a site of folding that produces togetherness? Thinking of the border as 

a hinge, a coming together and not simply a line of difference is loosely based upon Jacques 

Derrida’s notion of the double articulation of the border and a consideration of his conception of 

hospitality, that which is an altruistic concept and yet, at the same time, produces the “other 

others” as strangers and invaders. In this short talk I want to consider the way in which Jorge 

Louis Borges Things and David Chorlton’s Cheap Mangos might suggest a similar movement 

that opens a space to rethink the border especially in terms of a humans crossing point.  

Both poems turn magnificently upon the relationship humanity possesses with the 

objects, things, or produce in our ever increasingly interconnected, shared experience on the 

planet and against the human actors that move and possess them. For Borges, personified things 

are at once slaves serving human desires and at the same time these objects outlast their 

supposed masters and flip the relationship. In Chorlton’s vision, things of the world persist and 

move freely across border as humans rot in the desert. This paper asks the questions: Is it 

possible that these poems do more than simply serve to document how the “hinge” operates? Do 

they allow us to recognize the altruism and its negation located in the concept of hospitality 

capable of changing the way we conceive of immigration? Or is it simply the case that 

hospitality extended to objects or people simply must carry with it the inhospitable? 

As America heads towards another round of immigration reform in Washington D.C., the 

nation is gearing up for another round of discussion and debate centered on the “problem” of the 
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southern border of the United States. An undercurrent to these debates, though most often left 

unspoken, will be conceptions of identity and race. Again, as it has in years past, the debate 

centers itself between those who want to see a more secure border and those who advocate 

reform and citizenship. Underlying these positions is an assertion of a particular American 

identity built in opposition around separation and exclusivity and an identity constructed around 

a form of melting-pot pluralism. These opposed views are themselves worthy of remark in that 

one cannot simply address the national problem as simply as a disdain for people with a skin of a 

different color, though race is most certainly an important factor in the dialogue. Immediately, 

our discussions are more complicated than simply nationalism and race; though, they will 

triumphantly return there again and again. 

The deadlock in Washington among the representatives of the people and the 

complication finds a mirror in the country at large as a Gallup poll from February 5, 2013 

documents that 68% of Americans would vote for a bill that would “Increase government 

spending on security measures and enforcement at U.S. borders,” yet nearly the same amount of 

Americans, 68% (a number within the +/- for error), would vote for a bill that “Allowed 

undocumented immigrants living in the United States the chance to become legal residents or 

citizens if they meet certain requirements.”1 While these are not mutually exclusive propositions, 

they are propositions bog down debate and ultimately policy implementation. However, this is 

perhaps of less interest than the notion that these two competing views of dealing with 

immigration, the isolationist and the pluralist, are not being dealt with at a level of understanding 

that recognizes both the wide range of belief within the country concerning immigration and the 

                                                 
1 Newport, Frank. “Americans Widely Support Immigration Reform Proposals.” Gallup. Feb. 5, 2013. Web. 

Feb. 7, 2013. 
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retrenchment of racial categories that happens within some of those beliefs. Instead the view is of 

two systems held together but apart. 

Further, what is lost in the debate of how we deal with our sense of identity (American, 

Mexican, El Salvadoran, and so on, white, black, brown, and so on) is that while in Arizona 

apprehension of illegal immigrants is the lowest has been in 19 years, deaths on the border are 

not declining at the same rate: “The Border Patrol didn’t provide a death toll, but the group No 

More Deaths, which tracks figures provided by county medical examiners and law-enforcement 

agencies, reported 179 migrant deaths in Arizona last fiscal year, down just 2 percent from the 

year before.”2 Other locations on the border paint an even grimmer picture: “Recent reports from 

Border Patrol and a Washington D.C.-based non-profit point to a dramatic increase in immigrant 

deaths in the South Texas area. In December, Border Patrol said the number of dead in the Rio 

Grande Valley sector doubled compared to the past fiscal year.”3 The inelegant point I am trying 

to make at the top of a conference paper is that I have no doubt that even with these “gains” 

made in immigration reform heretofore, the promise of a new round of bipartisanship on new 

reform bills, or a renewed sense of all of us being on a planet together, the cost, measured in 

human life, remains high on the border of the United States and Mexico.  

For these reasons, and a host of others too many to list here, in America, as elsewhere, 

the border is a contested space. Given the cost in human life for these understandings, is there a 

way to rethink them? What happens if we begin to think of borders as “hinges” that serve to 

separate but also combine?4 In Hospitality, Jacques Derrida invokes one of these “hinges” in 

                                                 
2 Ortega, Bob. “Border Patrol apprehensions in Arizona lowest in 19 years.” The Republic. Feb. 8, 2013. Web. 

Feb 8, 2013. 
3 Armendariz, Jacqueline. “Unidentified immigrant body count remains grave issue in Brooks County.” Valley 

Morning Star. Jan. 26, 2013. Web. Feb. 8, 2013. 
4 Here I’m thinking of Derrida’s Eulogy to Foucault, The History of Madness, in the most general of senses. 
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“his” conception of hospitality and this is the sketch of the idea that I began the talk with: at once 

an altruistic concept, and yet, at the same time, one that produces the “other others” as strangers 

and invaders and for the non-other it requires “to be hospitable is to let oneself be overtaken.”5 

Can we arrive at a moment where we can be “overtaken” without calling to mind images that 

build the desire to build a wall stretching across the southern border? To further return to the 

beginning, thinking about the border as a place to be combined and as a place where both a 

process of othering and of being overtaken seems to be illustrated in the works of Jorge Luis 

Borges and David Chorlton particularly in regards to their poems “Things” and “Cheap 

Mangoes.” Returning to the original question: What I want to ask here today is whether or not it 

is possible that the poems do more than document a hinge in operation? Is it possible that they 

tap into the altruism located in the concept of hospitality capable of changing the way we view 

immigration that removes us from the deadlocks of the past and allows us to see the human 

bodies we are seemingly willing to forget?  

To clarify the question a bit further, allow me a moment to talk about the “hinge” as it 

elucidates what I want to locate in the border and it highlights my use, or perhaps misuse, of 

Derrida throughout. Derrida, in his classic eulogy to Foucault, “The History of Madness,” has 

nothing of what I am intent on exploring in mind; Derrida’s concern is the connection between 

Freud and Foucault when he speaks of the hinge: “This double articulation, this double 

movement or alternation between opening and closing that is assured by the workings of a hinge, 

this coming and going, indeed this fort/da of a pendulum [pendule] or balance [balancier]—that 

is what Freud means to Foucault […] There will always be this interminable alternating 

movement that successively opens and closes, draws near and distances, rejects and accepts, 

                                                 
5 Derrida, Jacques. “Hospitality” Acts of Religion. Ed. Gil Anidjar. New York: Routledge, 2002. Print. 



1014 

excludes and includes, disqualifies and legitimizes, masters and liberates.”6 Resolving or even 

entering into the long-standing dialogue between Derrida, Foucault, and their adherents is not my 

intent; rather, it is to play with the resonances of the word “hinge” that Derrida splays out on the 

page: the comings and goings, the exclusion and inclusion, the masters and liberates, the drawing 

near and distancing, and so on. I want to question this idea of the border as hinge: a here/not 

here, an opening and a closing, a coming and going, and so on. Why does it become so easy to 

allow one coming and going and not another? Why does it seem so natural to include a thing and 

exclude a human being? This is a simple concept yet so seemingly difficult to wrap our 

collective heads around.  

Borges, outside the charged atmosphere of the border and immigration, speaks to a 

movement of sorts between the physical world and the eternal, ethereal world in his short poem 

“Things.” In doing so, he stages the type of move I seek to make or question. The speaker of the 

poem points to objects in the physical world that are near and dear to him/her and/or simply 

items in his/her world that we, as readers, might associate with value: a walking-stick, notes, a 

pressed violet. We are encouraged to make that walking stick an heirloom, the notes of some 

important personal insight, and the violet a remembrance of something singularly beautiful. 

Other items, however, appear interspersed seemingly defying the reader this attachment of 

significance and undoing the assignment of value to the prior objects in the poem: small change, 

a key-ring, a table. The small change lacks size and value, the key-ring is left without depiction, 

and the table is not worthy of a mention of even its style. Line seven, the middle of the poem, 

operates as a hinge to the poem holding the separate the prior 6 lines and yet connecting the last 

six to them as it excludes and includes the items before as human feelings and interactions with 

                                                 
6 Derrida, Jacques. “The History of Madness.” Critical Inquiry. Winter 1994: 227-266. Print. 
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these prior objects and a new listing of objects begins all wrapped around “Doubtless 

unforgettable, forgotten,”7 Borges plays with items before in such a way that they are loosed 

from the world of things in the utterance of the “doubtless unforgettable.” The reader and the 

speaker want to hold that these things have an unforgettable quality in and of themselves, 

originating in the object. The “doubtless” this is so is immediately undercut by the “forgotten.” 

These things, always already, are forgettable and forgotten. It is at the hinge, the place where the 

unforgotten and the forgotten meet that the poem garners its energy. 

Before the hinge, the things become less important than the person; they reach specific 

attachment to a person in a world of other persons. The objects become “unspeaking slaves” that 

are “blind” and “mysteriously secret.” Yet it is the objects that persist and drive to the end of the 

poem: “They’ll long outlast our oblivion; / And never know that we are gone.”8 These objects, 

these things in our lives, persist without memory. These objects, these things that we place so 

much value in, outlast us and ultimately we become their things: nameless, faceless, forgotten. In 

Borges we find a critique of our attempts to make things more than they are, to try to find 

permanence in them. Borges perhaps asks us to reconsider permanence itself, this fixity, and to 

recall the relation to the objects before and after the hinge. The poem’s brilliance is perhaps that 

it asks us to recall and to recognize the hinge is located with the individual and the 

determinations that we make. 

It is in relation to the “hinge,” Borges’ work, and this emergence of the individual recall 

and recognition that I want to read, react to, and celebrate David Chorlton’s poem “Cheap 

Mangos” while attempting to situate it around the current dialogue on immigration. Chorlton sets 

                                                 
7 Borges, Jorge Luis. “Things” Jorge Luis Borges: Twenty Poems. Trans. A.S. Kline. 2008. Web. Nov. 22, 

2012. 
8 Borges lines 11-14. 
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the scene with “There’s an easy flow of music through / the speakers at the supermercado.”9 The 

“easy flow” ironically starts the text. As the poem unfolds, it is clear that the easy flow applies to 

things, not people. The music, coded as ethnic with its placement inside the supermercado, is not 

out of joint or out of place. It is welcomed, easily flowing through the store and into all ears 

without hindrance or question. But is it ethnic? I could ask David, he’s a nice fellow, and he’d 

tell me what his intent when he wrote it was if he could recall. He could probably take me to the 

supermercado he is writing about. But this isn’t the point. We, as readers, place 

Hispanic/mariachi music on that radio. It is not necessarily wrong that we do so. What 

Americans are less willing to accept are the people that come after the music and with the music.  

Immediately evoking the contrast between people and things at the border Chorlton 

arrests the flow with the rest of the sentence: the ripening papayas of the third line whose “skins 

disintegrate / the way a man’s skin does / when he’s found on his back in the desert / facing the 

sun with his mouth locked / between a scream and a prayer.”10 Wonderfully, Chorlton’s over-

ripened fruit flow into the supermercado, and we are caught regretting the loss of sweet, 

delicious produce before being gripped by the image of the dead man (notably the skin is not 

colored by Chorlton himself) caught between two positions: screaming and praying. The 

connection between the produce from across the border and people across the border is 

grippingly presented in line after line. The sun, giving life to the fruits and vegetables imported 

from a land precisely because the sun doesn’t shine in the same way on the other side of the 

border are life-taking in the inhospitable desert. The man caught there, being sucked dry there, is 

caught. What would the prayer be? What could he scream? Would both fall on deaf ears? 

                                                 
9 Chorlton, David. “Cheap Mangos” Slip Stream 31: Sex-Food-Death Issue. 2011. Web. Nov. 22, 2012. Lines 

1-2. 
10 Chorlton lines 4-5. 
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There are multiple hinges to consider. Multiple ways in which the poem asks the reader 

to consider the way certain items are included and other excluded, the manner in which the two 

sides of the border are held apart and yet firmly connected. In the space of 8 lines, one sentence, 

Chorlton manages to accomplish what I have been at pains to suggest over a similar number of 

pages and many, many more sentences. We are at a hinge: the exclusion of some things and the 

inclusion of some things. We are hospitable to the fruit and inhospitable to the people. The fruit 

traversed the inhospitable desert and the man remains. At the border we define ourselves. It is 

not a stretch to see the man in the desert as a fruit laborer. It is not difficult to see acceptance of 

his toil in the form of fruit. It is difficult to see him, however, as something other than the other. 

The fruit, exotic as it may be, easily flows into our system. The man is left to rot somewhere 

else. Returning to the immigration debate currently raging, he, his likelihood of dying in an 

attempt to cross over like the mangos, is forgotten even as he is spoken about as a “problem” to 

resolve in Washington. He ultimately becomes stripped of his humanity. 

Further problematizing the relationship we have in our acceptance of things and denial of 

people are the next lines of the poem: “His trouser leg / is torn where a coyote / came to gnaw at 

his thigh / and of his right forearm only / the bones remain, while on his left wrist / a watch still 

measures time.”11 The reference to time evokes the passing of the individual and the manner in 

which time, counted by an object unforgettable and forgotten, continues. The man has reached 

his end. The objects continue without him. He is left in the desert, the inhospitable, where his 

flesh is made use of by a coyote: a coyote also much more free to cross the border than the man 

himself. The coyote, while on one hand is eating his flesh, also finds value in the man (as object, 

of course). Are we meant to see that Americans eat his flesh symbolically as he is related to the 

                                                 
11 Chorlton lines 8-13. 
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mangos? Perhaps this carries it too far. Perhaps it is simply evoking the natural world that 

doesn’t sort itself out with American coyotes and Mexican coyotes. Perhaps it points to a 

continuation of the natural world that at one time takes, and in doing so, also replenishes. The 

inhospitable desert welcomes him in this respect. Are we to also see the hospitable in this?  

The poem’s next gesture is to repeat the scene and complicate it further with the 

discovery of a woman also meeting her demise in the in between. The music, once easy flowing, 

now has a “teardrop in its beat / and nostalgia in the singer’s voice / but the juice aisle is a happy 

place / with any flavour you’d remember / from a trip across the border / going south to a 

colourful village / with peppers stacked in the market / just like these red, green, yellow ones / 

displayed in the order of their bite, / a village likely similar / to one the woman left / whose 

sweater clings to what remains / of her where she collapsed / in a pair of sports shoes good for 

many / more miles with the tread on their soles / and Just Do IT style.”12 The words and the 

scene become awingly complex and it becomes difficult to separate out pieces though the 

connections come easily, much like the hinge. The full weight of the poem simply can’t be 

explored in this space. The music that was once easy flowing now is shedding a tear: a tear that 

is notably absent from any human actors. The juice aisle is a happy place as it connects to the 

papaya. It is also happy in that it recalls, for the visitors there, happy times when they 

successfully navigated the border, something Americans can do much more freely than their 

Hispanic counterparts. The thoughts are not on those dying on the border and not of the people of 

the location. Instead thoughts turn to vegetables and an important choice of peppers. The peppers 

are arranged by color and order of bite, but the fact remains that the peppers are still essentially 

the same. One does not grow green peppers from a green pepper seed and orange peppers from 

                                                 
12 Chorlton 14-29. 
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an orange pepper seed. Instead, Chorlton is able to evoke the notion of being the same and yet 

still holding on to the distance between us. People who once inhabited the village are leaving and 

heading north, but they don’t make it so easily into the supermercado. The American goods do 

make it to them, and we see the promise of a flow of goods back and forth. We are hospitable to 

that idea. We are able to welcome their fruit and encourage them to dress as we do. In this way, 

we become the opposite of the peppers. We encourage a downplaying of difference. We 

encourage the other to Just Do It. Just not here.  

We then see a repetition of the waste in the desert; though this time it stands alone: 

“Something pulled at her hair / where her scalp peeled away / but the strap on her brassiere / is 

indestructible as the belt / that falls slack where the flesh has wasted / from her hips.”13 The 

coyote is replaced with “something” and heightens the starkness of the image. The waste is 

emphasized not only in “wasted” flesh as a withdrawal or shrinking of the flesh, but the flesh is 

not consumed. The desert takes nothing from her. The inhospitable emerges as just that: a long-

suffering inhospitality.  

Ultimately we arrive at the conclusion of the poem: “Had she made it / to a road she 

might have found / her way to Phoenix, to the store / where the cakes in the cold case / are 

churrigueresque, and mangos / are two for ninety-nine cents.”14 The lack of hospitality emerges 

again. The might have found echoing all the way back to the supermercado. The cakes are 

beautiful and the mangos cheap. We are called to connect her as well. The value of their 

existence is understood as less than a dollar.  

 Chorlton manages in four powerful sentences to accomplish what I am struggling to do 

in 20 minutes. He calls into question the way we understand the border. He reminds us that we 
                                                 

13 Chorlton lines 29-34 
14 Chorlton lines 34-39. 
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are ultimately attaching significance in one place as we remove it in another. Certainly there is 

more than a hinge on display, but can it change the way we think and understand our relationship 

to the border and the people and products flowing sometimes easily and sometimes more 

difficultly? It is here that the discussion must continue, must emerge. I don’t at the moment have 

an answer and may never. The poem however asks us to reconsider. 
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Representation and Rhetoric of Abortion in the Film Bella: Implications of Its 

Standards as the Latino Response to American Views on Abortion 
 

Abstract: This paper considers literature written by American Latino authors who address the issue 
of abortion. After surveying literary criticism of recent Latino literature, the paper focuses on works 
in three separate genres: Tato Laviera’s poem “Jesús Papote” (1981), the prose passage “Silent 
Dancing” (1990) by Judith Ortiz Cofer, and the film Bella (2006). The paper explicates and 
critiques these works so that non-Latino audiences can appreciate the themes evoked in the 
literature. Finally, the paper analyzes Latino literary aesthetics as pronounced by major theorists and 
determines if the standards apply to the film Bella. 

 

 

 

A substantial portion of this paper was presented at last year’s annual conference of The 

International Journal of Arts and Sciences at Harvard University in May and reprised at the 

University Faculty for Life annual conference held at Brigham Young University in June. The IJAS 

audience (colleagues from India, the People’s Republic of China, Russia, Thailand, and elsewhere) 

and fellow faculty at the multidisciplinary UFL audience aided me considerably during the 

question-and-answer periods following the presentations. Having the final version of the paper 

published in the Journal of Teaching and Learning late last year is one way to thank these 

communities of scholars. 

However, that was last year’s paper, last year’s research, and last year’s reading. This paper 

this year allows me to expand on some unresolved questions from previous research, if not to 

answer them fully, then at least to provide others with ideas that they can write about next year and 

in subsequent presentations, whether here at the National Association of Hispanic and Latino 

Studies or elsewhere. 
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Major themes in Latino literature can be culled not only from individually-published 

primary sources, but also from the most recent compendium of Latino literature yet produced, The 

Norton Anthology of Latino Literature (2011). Most of the entries in this 2,700 page, four pound 

volume can be placed under five categories (in alphabetical order): 1. devotion to one’s ethnic 

heritage, 2. difficulties of finding and performing work, 3. faith, 4. family, and 5. love of children as 

the future of the race. A sixth category (sexual conflict) is possible because a significant portion of 

the late twentieth-century literature in the Norton collection concerns sexual matters deviating from 

Latino religious and moral standards. Although my research interests concern the three life issues in 

literature (abortion, infanticide, and euthanasia), for brevity’s sake this paper must focus on the first 

life issue since substantial fictional literature from the Latino perspective on infanticide and 

euthanasia has not yet been discovered.1 

Certainly, literary treatment of abortion in the Latino population is as rare as literary 

criticism on the topic. However, as rare as the subject of abortion as a rhetorical topic is in printed 

literature, there are notable exceptions, such as Tato Laviera’s poem “Jesús Papote” (1981) and 

Judith Ortiz Cofer’s short story “Silent Dancing” (1990).2 

Moreover, if the film The Cider House Rules (1999) functions as an Anglo treatment of the 

issue, then Bella (2006) is unique in that it is the first film to represent abortion in the American 

Latino community. Bella has achieved prominence not only as an artistic representation of the issue 
                                            

1 However, see footnote eight regarding Ina Cumpiano’s poem “Yo, La Malinche.” 
2 Excerpts from these texts, which were incorporated into the presentations at last year’s conferences, are replicated 

here because I think that the works need to be disseminated much more than they have been. As every public speaker 
knows, the demo- and psychographics of an audience depend on the knowledge and attitudes that persons have of the 
subject matter. Before almost every academic presentation, therefore, I ask my audience if anyone has heard of this 
author or that work. If the audience is familiar with the person or material, then the presentation from the speaking copy 
can be adjusted accordingly. However, if the audience is unfamiliar with the author or his or her material, then I must 
supply ad hoc appositions or clarifications throughout the presentation. What struck me at all three conferences (it must 
be remembered that one was international in focus, and two others largely transcontinental) was that, with the exception 
of a few people who recognized Judith Ortiz Cofer and one other person aware of Gloria Anzaldúa, virtually no one even 
heard of the works I would discuss. I trust that my effort to highlight the controversial passages in the authors’ material 
will encourage my colleagues and their students to become closely familiar with these works. 
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of abortion, but also as a vehicle for critical commentary ranging from perceptive cinematographic 

critique to polemic. Thus, if Bella becomes the standard by which cinematic treatment of abortion 

obtains, then I will suggest the consequences of such a standard. This component of my research is 

unique, involving a discussion not merely of Latino moral values, but also of aesthetics. 

Literary Criticism of Latino Literature on Abortion 

What literary criticism of abortion in Latino literature has been generated is, if not 

completely missing, scant and biased. For example, contrary to the contemporary and admittedly 

myopic American view of feminism, the 2010 anthology Patriarchy in Sandra Cisneros’s The 

House on Mango Street neglects to mention abortion as an issue of reproductive liberation for 

women, even though nearly fifty pages of chapter three are devoted to “Patriarchy in the 

Contemporary World.” 

On the second point (literary criticism being scant or biased), literary critics may be more 

concerned with what they would like to find in the literature than what is actually present. For 

example, Aída Hurtado summarizes what she perceives are current trends in Latino studies thus: 

Currently there is a flurry of academic and artistic production from Latina feminists who are 
making connections with Latina activists in the United States and in the rest of the 
Americas. Some of the most exciting work is being created by Latina feminists who are 
questioning the heterosexism of Latino culture and are beginning to document the lives of 
Latina lesbians. These scholars are also working with Latina feminists and women of color 
to form domestic and international alliances around women’s issues. In the domestic arena 
are such organizations as the Women of Color Resource Center, which is committed to 
creating inclusive political agendas to span ethnic and cultural differences. 

Politically, Hurtado is more direct in enumerating the specific issues that, to her, drive the Latina 

community: 

Latinas in the United States have been forced to resist gender subordination within their own 
communities as well as gender, class, and race/ethnic discrimination in society at large. 
Latinas’ “triple” oppression has resulted in their earning less, receiving less education, and 
having more children to support than whites or than men in their own group. The core 
concerns of Latina feminists are material conditions such as employment, poverty, 
education, health, child care, and reproductive rights. 
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Since the language of this discussion is obviously politically leftist, doubt exists whether abortion, 

which in most leftist agendas falls under the euphemism of “reproductive rights,” is a social justice 

issue that the larger Latino population, nurtured and living dominantly Roman Catholic religious 

and ethical values, would support.3 

The political import of such criticism does little to help students, let alone their faculty, 

understand the literature. What does the literature itself say about the first life issue of abortion? 

What do Laviera’s poem, Ortiz Cofer’s short story, and the film Bella and its novelization suggest 

as the Latino approach to this issue? What Latino literary aesthetics are operative when 

controversial issues such as abortion are discussed? Why, also, is Bella a signal event in the canon 

of Latino literature? What follows are deeper analyses of these three seminal works. 

Tato Laviera’s Poem “Jesús Papote” (1981) 

The relevant passage in Laviera’s poem pertaining to abortion is brief, but not only the 

content, but also stylistic features support a rhetorical position on abortion overlooked by criticism. 

My name is jesús papote may month flowers she dis- 

covered me making her green throwing up she wanted 

abortion she took pill after pill she had to wait 

syphilis infection i came between the habit she 

needed more i was an obstruction constant pressure 

wrinkled inside cars in out constant pounding those 

men were paying they had a right to hurt the habit 

stronger tricks longer she became oral more and more 

the money was not there one night nobody wanted her 

she decided to extricate me she pounded punch after 
                                            

3 Although beyond the scope of this paper, since the focus is on American (as in US) Latino literature, Darwin 
Franco Migues’ critique of a popular Mexican soap opera indicates the degree to which scholarship serves a political 
agenda. Having a character exclaim “Abortemos la Ley, no la Vida” is, apparently, evidence for Franco Migues that 
“based on an analysis that followed the representation of abortion and alternative family formations in the soap opera 
Alma de Hierro, this paper argues that telenovelas’ engagement with the public domain may hinder civil rights and the 
actors who pursue them” (41). 
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punch like those men punch after punch abortion at 

all costs she tired herself i lost my voice 

[….] 

My name is jesús papote june [….] 

she threw up the world she greened 

she scratched-drew-blood nails on scars scabbing 

pores blood vessels eruptions hands on blood she 

painted open mental torture digging into wall’s 

electricity cabled concussion paralyzing currents 

she wrote god let me die god let me die she fought 

we fought i was not an added burden i kept quiet 

i held if she survived detoxified normal life no 

more deserted streets no more pains no more misery 

she won grandma she won she smiled she ate she 

beat the odds. (15-6) 

Presuming that the poetic narrator is reliable (the poem ends in his joyous birth, so the 

recollection of the abortion threat occurs at a safe distance), the depiction of the mother’s life is one 

which surely engenders sympathy in the reader and, if the reader lacks a life-affirming philosophical 

perspective, certainly a justification for abortion. The drug addicted mother survives on the streets 

by prostituting herself, and she is pregnant. Would anyone suggest that such an environment is a 

worthy one in which any child should be born? The answer, of course, is yes—not only from the 

mother herself, but also from her child.4 (The father’s reaction to the pregnancy is irrelevant 

because he is absent.) 

                                            
4 The mother in another Laviera poem is not as silent as the mother here. In “a message to our unwed women”, the 

mother carrying an unplanned child affirms her decision to give birth unequivocally: 

“i am now a true woman 

my child will not be called 

illegitimate 

this act was done with love 
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The stylistics of this passage wherein the mother contemplates abortion cannot be ignored. 

The lack of punctuation and sentence structure could be attributed to the general norms of vers libre, 

where the absence of conventional meter qualifies any work as being poetry. However, the absence 

of terminal punctuation and orderly sentence structure and syntax is mandatory in Laviera’s work to 

convey the eclectic emotions and events occurring in both the mother’s and the unborn child’s lives. 

External events and the mother’s spoken words and emotions which threaten the unborn child must 

be delivered in a rapid-fire mode to convey the urgency of the situation and the chaos that is the 

mother’s life. Note that the mother has no reference points for moral authority: no religion, no 

person who values her beyond a sexual object, and no faith. Even the “god let me die” anaphora 

stated twice reads more as a mere interjection and not intercessory prayer to the Divine Being. 

What is most significant about the passage is not only the resolution of the conflict between 

abortion and the affirmation of life, but also the lack of traditional characters who are usually 

depicted in abortion narratives. The US Supreme Court abortion decisions which legalized abortion 

throughout the nine months of pregnancy for any reason whatsoever were only eight years old when 

the poem was written. No activist character, no individual doctor, and no abortionist intervenes to 

resolve this moment of crisis. The characters themselves resolve the dilemma of life gestating in 

horrible conditions. The narrator’s affirmation that “she fought / we fought i was not an added 

                                                                                                                                             
with passion 

my feelings cannot be planned 

i will not let their innocence 

affect me 

i will have him, coño, 

because i want him 

[….] 

to give birth A LA RAZA 

is the ultimate that i can 

ever give.” (37) 



1028 

burden” demonstrates that, having been devastated by the world, the mother chose to fight against 

her circumstances instead of surrender to them. The only person to help her was not the father of the 

unwanted child, but the child himself. 

Concluding the poem with direct address to the grandmother is a life-affirming rhetorical 

torque that any feminist on either side of abortion as a political issue would appreciate. The unborn 

child’s exclamation “she won grandma she won she smiled she ate she / beat the odds” is not merely 

a replica of what a child would say to his grandmother. Considering it from a feminist perspective, it 

is also an affirmation of the life-giving forces conserved by the women in the family. Given the 

devotion to the maternal and to the feminine which is purportedly dominant in Latino culture, how 

right and just it is, then, that, even though he has six more months to be born, the unborn child could 

see his future secure. 

Judith Ortiz Cofer’s Short Story “Silent Dancing” (1990) 

Two functions need to be performed before one can appreciate the rhetorical value of Judith 

Ortiz Cofer’s short story “Silent Dancing” (1990). First is listing what is absent in the short story 

when contrasted against its Anglo- or European-American counterparts; second is commenting on 

the high number of “removes” that the narrative establishes to distance the reader from the event. 

The second is contrasting the short story’s perceptions of the mother who has aborted, the father of 

the child, and the unborn child him- or herself. 

Here is the passage: 

I came to tell you that story about your cousin that you’ve always wanted to hear. 
Remember that comment your mother made to a neighbor that has always haunted you? The 
only thing you heard was your cousin’s name and then you saw your mother pick up your 
doll from the couch and say: “It was as big as this doll when they flushed it down the toilet.” 
This image has bothered you for years, hasn’t it? You had nightmares about babies being 
flushed down the toilet, and you wondered why anyone would do such a horrible thing. You 
didn’t dare ask your mother about it. She would only tell you that you had not heard her 
right and yell at you for listening to adult conversations. But later, when you were old 
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enough to know about abortions, you suspected. I am here to tell you that you were right. 
Your cousin was growing an Americanito in her belly when this movie was made. Soon 
after she put something long and pointy into her pretty self, thinking maybe she could get rid 
of the problem before breakfast and still make it to her first class at the high school. Well, 
Niña, her screams could be heard downtown. Your aunt, her Mamá, who had been a 
midwife on the Island, managed to pull the little thing out. Yes, they probably flushed it 
down the toilet, what else could they do with it—give it a Christian burial in a little white 
casket with blue bows and ribbons? Nobody wanted that baby—least of all the father, a 
teacher at her school with a house in West Paterson that he was filling with real children, 
and a wife who was a natural blond. (96-7) 

Although the cousin’s abortion is briefly mentioned in “Silent Dancing” and therefore lacks 

the detail that Anglo or European authors would provide in a lengthier treatment in a novel or more 

extensive short story, what is more pronounced in the above text is the series of several removes 

from reality in which the abortion episode is related. 

There are at least six. First, of course, is the obvious removal (the text itself as the initial 

distance from reality). An immediate categorization of the short story as a work of fiction, not as a 

nonfictional account of a historical event, qualifies as a second remove. The third remove involves 

the fact of authorship; the mother who aborted is not relating her account, but another person is. The 

fourth remove becomes obvious when several layers are uncovered. The reader needs to appreciate 

the distance involved in having the person relating the abortion matrimonially removed several 

times from the event; she is not merely a common law wife of a relative closer to Ortiz Cofer, but 

the narrator’s “great-uncle’s common-law wife” (96). A fifth remove manifests itself when one 

considers the means used by Ortiz Cofer to relate the narrative of another woman’s abortion; it is 

recalled not in standard narratological form of a plot in past or present time, but as a dream, where 

facts about the abortion episode can be altered either intentionally or not. The final, sixth remove is 

evident when the reader understands that the narrator within this particular episode of the short story 

(the great-uncle’s common-law wife) does not quote the mother directly but instead offers her own 

evaluation of the abortion episode. 
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Besides considering the various removes from reality evident in this short story, one can 

also excavate a literary perspective towards the mother, the father, and the unborn child much at 

odds with those who support legalized abortion. The attitude toward the mother is intriguing. If 

negativity applies to “a responsible mother [who] did not leave her children with any stranger” (92), 

then the calculus of negativity could swing further against the mother who aborts, since she has 

“left” her child to the extreme (in the hands of an abortionist and thus abandoned the child to death). 

The narrator’s attitude toward the father is apparent in this story; the father of the child is a 

typically self-centered American man who values sex more than his marriage commitment and who 

does not regard himself as a role model for his children. 

The author’s attitude toward babies in general is not as negative as one would think. 

Reflecting on the film images in the short story, Ortiz Cofer further indicates the Puerto Rican 

attitude towards children: 

Here and there you can see a small child. Children were always brought to parties and, 
whenever they got sleepy, were put to bed in the host’s bedrooms. Babysitting was a concept 
unrecognized by the Puerto Rican women I knew: a responsible mother did not leave her 
children with any stranger. And in a culture where children are not considered intrusive, 
there is no need to leave the children at home. (92; italics in original) 

Ortiz Cofer’s example is trenchant, for the attitude thus illustrated is greatly at odds with the 

negativity or hostility towards children in Anglo culture. 

The Film Bella (2006; Novelization 2008) 

Although this study is concerned with the written aspects of the life issues in Latino 

literature, it is necessary to include Bella, which was released as a film written by Alejandro Gomez 

Monteverde, Patrick Million, and Leo Severino in 2006 and novelized two years later by Lisa 

Samson. 

The plot for both film and novel is simple: Nina becomes pregnant, loses her job at an 

upscale New York restaurant, and considers abortion, but, thanks to the kindness of José, with 
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whom she worked at the restaurant, gives birth to the child, surrendering the baby so that she can 

pursue her dancing career. 

This severe reduction of the plot of a film that runs for one hour and thirty-two minutes 

and a book of 187 pages ignores some refined and crucial details. José had been a star soccer 

player until he was convicted of vehicular homicide of a little girl; his employment now is that of 

a humble restaurant chef. Nina is pregnant by one of the restaurant’s management staff. The 

father of the child would support her only by paying half of the cost of an abortion. 

Both José and Nina are suffering souls. José’s psychic burden is the killing of the little 

girl and its attendant consequences: ignominy, a life of penance, even a radical change in 

appearance; the most frequently noted physical characteristic is his long and apparently unkempt 

beard—he calls himself “scruffy-bearded” at the denouement of the novel (181). 

Exasperated with her condition in life (she is considering abortion because she is a failure 

at virtually everything: her dancing career and now her employment), Nina exclaims, “I can’t 

even take care of myself [….] How am I going to take care of a kid?” (Samson 102). 

The rhetorical value of one image from the film is not only an example of Nina’s tortured 

self, but also iconic. 
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 5 
In the above image from one of the initial scenes from the film, Nina has fallen back onto a 

gurney, being wheeled towards her ineluctable abortion. Her face expresses the customary 

anxiety and hopelessness of any woman about to undergo an abortion, and this expression may 

demonstrate that the Latino literary aesthetic on abortion has been successfully transferred from 

the written text of the film’s narrative to this image. Her disheveled hair and the haphazardly 

placed gown slung over her right shoulder add to the perception that something is terribly wrong. 

This is not the image of a contented mother about to experience a procedure that will restore her 

to being merely a woman. 

Details of the plot and even a cursory analysis of the above iconic image, however, are 

relatively unimportant when the rhetorical functionality of the work is examined. Bella illustrates 

                                            
5 Still Photo from the Image Gallery of Bella (http://www.bellamoviesite.com/site/#/film/images, accessed 10 

February 2013). 
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the effect of a life-affirming perspective on a situation which is common in American culture. As 

true as it was in 2006, when pregnant women lose their jobs in the “new normal” of the Great 

Recession of the past four years, and when those women are irreligious, have no support 

systems, and have no moral basis to distinguish between abortion, adoption, or giving birth, then 

abortion is an ineluctable choice. Nina is such a young woman. She has no family support, her 

beloved father died when she was a little girl, and her relationship with her mother is precarious. 

Her religious background cannot be determined; a possible indication of familiarity with 

Christianity, if not Catholicism, can be suggested by her feeble effort to make the Sign of the 

Cross when she dines at José’s family’s house (“Nina tried but failed, sort of waving her hand in 

a circle in front of her chest” 155). 

And then come the round characters incarnating the life-affirming perspective: José and 

his family, of Mexican heritage, all of whom are imbued with a focus on family, good food, 

Catholic Christianity, and tolerance—even tolerance for a young woman who seems intent on 

abortion. Since the opening scene of the work shows Nina seemingly prepared for an abortion, 

the rest of the narrative (in both film and novel) follows what would be an in medias res 

structure. Nina is strongly affected not only by the sense of devotion to family asserted 

throughout the work, but also by José’s ethics. 

Is the loving support and quasi-religious imagery of this Mexican-American family relevant 

in a study concerning Latino literature on the life issues? Yes, especially since ethnicity forms a 

crucial background of the plot. After identifying himself as “RicoMex” (half Puerto Rican and 

half Mexican), José wonders about Nina’s ethnic heritage in a passage that concentrates the 

narrative’s focus on ethnic values: 
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José realized he knew so little about her. Obviously not Hispanic, what type of family did 
she come from? Irish? German? Or had they been over here so long they were simply 
typical Americans with nothing left of their old countries in them? (166) 

It is the final rhetorical question that the rest of American society must answer. 

Contemporary Latino Literary Aesthetics 

What remains is to consider how these works confirm or challenge, supplement or expand 

tenets of contemporary Latino literary aesthetics, and forming a canon of such tenets is necessarily 

conjectural. Gloria Anzaldúa’s seminal 1987 Borderlands/La Frontera eclectically identifies several 

such tenets: the idea that “la mestiza is a product of the transfer of the cultural and spiritual values of 

one group to another”; the idea that “remaining flexible” becomes a survival tactic; that “male 

hatred and fear […] we do not excuse, we do not condone and we will no longer put up with”; 

finally, that “el retorno” to one’s roots or heritage is ineluctable (1850-8).  

As summative as these points seem, they are not unique. European Americans experienced 

the same in the middle nineteenth century (especially the Irish) and other European nationalities in 

the early twentieth century. What is Anzaldúa’s definition of la mestiza if not the same as the 

European peasant who brought the Old World to the New? Flexibility became a European-

American survival tactic as the initial immigrants left their own rich Italian, Polish, or Russian 

cultural heritages for the so-called white, Anglo-Saxon Protestant American one. Anzaldúa’s focus 

on resisting male oppression may sound unique, but the history of European women writers testifies 

to the production of work resisting such patriarchy, a favorite and now tired phrase of a feminist 

literary criticism largely propped up by feminists who are themselves getting older.6 Finally, the 

idea of el retorno is not a unique characteristic pertaining only to Latino literary aesthetics; 

European immigrants, certainly the first generation, dreamed of returning to the homeland, but the 
                                            

6 I commend our colleagues Cheryl Carpenter and Charlotte Teague of Alabama A&M University, who not only 
discussed patriarchal oppression, but also said something about how to stop it. They discussed “sass” as a rhetorical 
strategy in Alice Walker’s short story “Everyday Use” to fight such oppression in their presentation (session 162). 
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opportunities of the New World forestalled the return, as much as two world wars and the 

dominance of the Iron Curtain, so that the desire for the return to the European homeland is now 

experienced by Americans only vaguely aware of their European roots and who “return” to Europe 

as a tourist during a week-long vacation. 

A similar attempt at listing attributes of Latino aesthetics may be found in a 2002 anthology 

of contemporary Latino works, Herencia: The Anthology of Hispanic Literature of the United 

States. In his introduction Nicolás Kanellos declares that 

Hispanic literature of the United States is transnational in nature; it emerges from and 
remains intimately related to the crossing of political, geographic, cultural, linguistic, and 
racial boundaries [….] Our paradigm of native, immigrant, and exile cultures and literatures 
is meant to be dynamic: It allows for the ebbs and flows of new cultural inputs and for 
culture change from one generation to another. (29-30) 

The summary idea of this passage must also be relegated as just another tenet which matches the 

European-American experience. The terms offered in the listing could apply equally to British, 

German, and Greek immigrants as they can to any Hispanic ones. 

Finally, in his 2008 introduction to a recent collection of Tato Laviera’s poems, William 

Luis writes that 

Whereas “hispano” emphasized the Hispanic language, culture, and traditions, “Latino” is a 
communal acceptance of the adopted environment that produces a new and hybrid culture, 
based on the coming together of differences. (“Tato” xv) 

This attempt at definition of the Latino literary experience is just as ordinary as the ones above. The 

stipulative definition in the dependent clause and the formal definition of the independent clause 

apply to European immigrants as much as any other ethnic group. Thus, the rhetorical effect 

between the two categories is one of comparison, not contrast. In fact, Latino culture may be at the 

point of hybridization that most European immigrant populations were in the 1930s. 

After considering these sources for contemporary Latino literary aesthetics, what can be said 

about the three major works examined here? The rhetorical argument could be made that these 



1036 

works demonstrate a shift in the Latino attitude toward abortion, a transformation that is most 

welcome as a response to the high abortion rate in that community. What is the poem “Jesús 

Papote” vis-à-vis the topic of abortion if not a documentation of American society’s attempt to 

affect the Latina mother in the most desperate way possible, to encourage her to abort her child? 

Similarly, what is the short story “Silent Dancing” if not an illustration that American society 

succeeded in affecting the Latina mother so that she aborted her child? Finally, but most 

encouragingly, what is Bella if not the Latina response to American society, a clear si to la vida and 

no to aborto? 

Whatever the current literature shows, an abortion rate twice that of white mothers “will 

out”—will need to be documented in literature, whether written or visual, to satisfy the basic need 

of catharsis. Mothers cannot live with abortion in their history; such a disruption of the maternal 

instinct has been documented well by commentators in literatures of other ethnic groups.7 Now that 

Latinos are the dominant minority in the United States, and now that Latinos are becoming much 

more integrated into American society, as the twentieth-century European immigrants did before 

them, one can expect a deluge of narratives on the first life issue of abortion. Moreover, as Latinos 

become further integrated into American society, their exposure to the remaining two life issues 

(infanticide and euthanasia) could follow the sociological trend of other ethnic groups which—

secularized, focused on material comforts, and bereft of their ethnic identities—adopted infanticide 

and euthanasia positions contrary to those of their cultural and religious heritages. Alternatively, if 

Latinos retain their positive and life-affirming values, then the anti-life philosophy which seems 

ascendant in American society may find a worthy adversary in a culture that has promoted respect 

                                            
7 A gap in the literary criticism would be filled by a detailed study of Ina Cumpiano’s poetry would be interesting. 

While one of the sections of “Yo, La Malinche” discusses infanticide, another poem (“Metonymies”) sounds odd to the 
trained academic ear, aware that the connotations of some words automatically suggest abortion imagery. The matter of 
authorial intent, therefore, would be a significant aspect to determine in future research aiming to explicate her work. 
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for family and life for the past five hundred years and has shown no inclination yet to abandon those 

values. 
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Authentic Fantasy: Socialist Prospective of Bessie Head’s “The Prisoner Who 

Wore Glasses”  
 

Media and literary writers have been known to use creative licenses to almost recreate 

history and the events of our country’s past. This is true not only for American history but for 

world history as well. Usually this recreation of historical events is done in order to paint a 

different picture of reality. It is done for entertainment purposes or to send a message to the 

reader. For example, on the issue of American slavery, even our history textbooks can be guilty 

of omitting realistic events in order to avoid teaching the ugly truths of our past. Whether an 

attempt to blatantly disregard the harsh reality of man’s inhumanity to man as depicted in the 

novel Uncle Tom’s Cabin by Harriet Beecher Stowe, or an inability to recognize the effects of 

the generations of social injustices perpetrated for and against a people as portrayed in the recent 

movie The Help which was based on the book of the same name written by Katherine Stockett, it 

is interesting to note that just as slavery in America was often depicted as not being as brutal as it 

was, the Apartheid system of South Africa and its effect on the South African people was often 

similarly minimized. This minimization is clearly seen in the writings of the South African 

author Bessie Head in her short story “The Prisoner Who Wore Glasses.” In this literary work, 

Head attempts to escape the harsh realities of apartheid and to use her craft as a platform not to 

argue political issues but to place hope and compassion in the minds of a people who have 

strayed so far from them. Whereas some critics may claim Head’s depiction of history promotes 

a Rodney King attitude of “can we all just get along,” she simply promotes the ideal of the height 

to which humanity should aspire and can attain.  

Before we can begin to understand why Head decided to take this approach in her 

writings on the issue of apartheid, we must first understand the author herself. Bessie Head was 
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born July 6, 1937, in Pietermaritzburg, Natal, a small city inside apartheid-ruled South Africa. 

Even as a child, Head had to deal with real life issues such as racial segregation, sexual 

prejudice, and poverty. She was born of a white mother and black father, which later would 

prove to place her in a precarious position on the subject of black and white issues. Head’s 

parents, for various reasons, were not able to care for her and thus initially gave her to a white 

family for adoption. After a very short period of time, this couple realized that the child they 

agreed to care for was not quite white enough for them and so released young Head to a colored 

couple. She would grow up to believe that these two people were her biological parents. Head 

would live in their home until the young age of twelve. She was then given over to the St. 

Monica’s Home, an Anglican boarding school for colored girls near Durban. Initially Head 

would remain in regular contact with her adoptive parents as they would send money to the 

school for her care. Eventually, however, the couple was no longer able to finance Head’s board, 

and it was then that she learned the harsh reality of her past. As she persisted in gaining 

permission to visit the couple whom she believed to be her parents, the headmaster of the school 

finally told her that she was indeed an orphan and simply the bastard child of a white woman and 

an unknown black man. She had no family and no one who cared for her. The reality of this 

unsolicited education regarding her family genealogy was almost too much for the young girl to 

bear. Thus began her initial descent into depression. With nowhere else to go and no means of 

supporting herself, she would remain at the boarding school until she became an adult (“Bessie 

Head”). 

Finally able to leave the confines of the boarding school, Head worked as a teacher in 

Durban, and during this time she became acutely aware of the turmoil in South Africa. After 

moving from place to place holding odd jobs, Head finally landed a job as a journalist in 
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Johannesburg where she soon joined the militant liberation movement Pan-African Congress 

(PAC). Eventually she was arrested for her actions within the PAC and after several moves, 

various writings, a failed marriage, one son, and a suicide attempt, Head finally receives 

citizenship in Botswana. During these many years, however, she was tormented by the issues of 

apartheid that continue to plague South Africa, the country where she was born. Head wrote 

many stories and documentaries on the issue of apartheid, among others. Throughout all of her 

writings, one philosophy remained constant: Head was an idealist for peace among her people. 

The same people that would not necessarily accept her because of her mixed race, were the focus 

of her idealism. Throughout her life, the author would be ridiculed and ill-treated for reasons she 

had no control over. She suffered from nervous breakdowns and depression as well as life as an 

alcoholic due to her inability to deal with these prejudices. These issues would plague her until 

her death in 1986. It is therefore no surprise that she needed a way of escape. For this author, 

writing provided a sanctuary protecting her from the reality of her mind. Head was quoted as 

saying, “I have built up a kind of people religion that is rooted in the African soil, …. My world 

opposes the world of politicians … They plan for and dictate to the people. In my world people 

plan for themselves … It is a world full of love, tenderness, happiness and laughter” 

(Bessiehead.org). 

In “The Prisoner Who Wore Glasses,” Head’s idealism comes to the surface. 

Specifically, this idealistic attitude is depicted throughout the story in regards to the relationship 

between the two main characters. This short story takes place in apartheid South Africa and 

centers on the relationship between a political prisoner, Brille, and his warder, Hannetjie. Brille 

is characterized as a proud man who was self-made. He was a political prisoner who was 

committed to his beliefs and stance on apartheid and, although he missed his family, did not 
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shamefully accept his imprisonment. He had very strong ideas about what life should be for 

blacks in his country and held on to his prejudices against those who saw minorities as less than 

intelligent humans. Comparatively, Hannetjie was also a proud man who was well off in his own 

right. He owned land not far from the prison where he worked and took much satisfaction in 

knowing that no one had been able to do the job he did at the prison. He believed that Brille was 

simply a “kaffir” who should refer to his warder as “Baas” and obey his every command (Head 

669). Neither man would agree to apologize or compromise on his conviction. Although some of 

the story holds true to history, there are places where Head’s portrayal of historical events turns 

fictitious. Political prisoners were kept separated from those who had been convicted of criminal 

offenses. They were required to spend indeterminate amounts of time in prison for their political 

opinions. However, although Brille was beaten and punished, receiving time in solitary 

confinement for an infraction, this is where Head ventures into the imaginary.  

In this short story, Head describes an instance when Brille was able to gain an advantage 

over Hannetjie. The prisoner witnessed his warder stealing from the prison and confronted him 

with this knowledge. Instead of dispensing discipline, Hannetjie asked for compassion or a favor 

from Brille in order not to get in trouble with his superiors. This behavior is not characteristic of 

a political prisoner and his warder. As described by David Smith, an online reporter for the 

newspaper “The Guardian”, prisoners had no voice and no rights while serving their time. They 

were treated as less than human and required to live in basically uninhabitable spaces. There was 

no consideration given to them, and no thought of how harshly they were being treated was ever 

entertained (Smith). The fact that Head describes a moment when a warder succumbs to the 

threat of his prisoner is idealistic at best. The likely outcome would have been Brille being 

tortured and made an example of for the other prisoners to witness. None of the officials would 
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have taken his word over that of his warder. Hannetjie would have never been punished or fined 

and Brille would probably have spent many months in solitary confinement. Additionally, 

Hannetjie would more than likely have made Brille’s remaining time at the prison unbearable. 

Head’s portrayal of these two characters is as ones who are equals instead of a subordinate and a 

superior. The author’s near whimsical sentiments regarding the possible interactions between 

whites and blacks is clearly depicted in this exchange.  

Another instance in which Head’s idealistic attitudes regarding relationships between 

blacks and whites is depicted further on in the story. She writes that Brille, after confronting his 

warder about stealing from the prison, then makes himself vulnerable to Hannetjie. The prisoner 

informs him that without his help, he and the other prisoners in Span One would not be able to 

endure the time they had left in the prison. In communicating this vulnerability, Brille takes a 

chance hoping that Hannetjie will show some sort of compassion and decency toward the 

prisoners. He is rewarded with not only the compassion he seeks, but more than he could ever 

have imagined. From that point on, Hannetjie not only provides the men with extra food and 

tobacco, but also he helps them with the backbreaking work they are required to complete on a 

daily basis. This depiction of civility and kindness is the polar opposite of the kind of treatment 

prisoners experienced during true apartheid. Had Head been true to history, Brille would have 

been punished severely for requesting such favors from a warder. Hannetjie was well within his 

right to make an example out of the prisoner. According to Steve Biko in his book “I Write What 

I Like”, “integration….is a one way course, with the whites doing all the talking and the blacks 

the listening…” (Biko) Simply put, Biko describes the real world as one where blacks had no 

voice at all and simply were required to follow orders. No warder, or any other white for that 
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matter, would have given a second thought to the request of a prisoner. On the other hand, no 

prisoner would have thought to make such a request of his warder. This was simply not heard of.  

If there had ever been any question about whether or not Head’s ideas regarding race 

relations in apartheid South Africa had ever been expressed in “The Prisoner Who Wore 

Glasses,” this question is answered definitively in the last six lines of this short story. In the 

closing moments, Head describes the compromise between Hannetjie and Brille which would 

forever change their relationship. Brille has told Hannetjie what he needs, and, in return, 

Hannetjie has informed Brille what he is willing to do. For the first time, the men see each other 

and recognize that although through the eyes of society they may be opposite, in reality they are 

very much alike. Each man needs the help of the other to survive. The men eventually agree to 

work together in making their time at the prison as comfortable and palatable as possible for each 

of them. Each man agreed to provide for the other something he needed or wanted. The entire 

group of prisoners would benefit from this agreement, and Hannetjie would receive what he 

needed or wanted to help support his family and maintain his quality of life. Although this 

illustration seems ideal, it is hardly realistic. No prison warder would ever give in to the desires 

of a political prisoner, regardless of the circumstances. Political prisoners in South Africa were 

treated inhumanely. These men were beaten, given electrical shocks, nearly drowned and 

tortured both mentally and physically (“SACP”). Yet, despite her keen knowledge of their 

conditions, Head makes the conscious decision to describe the life of these prisoners in the light 

of a faux reality. She intentionally paints a picture of the possible rather than the real. 

Additionally, Mechthild Nagel, a writer for the Journal of Pan African Studies, when discussing 

the issue of apartheid and the treatment of prisoners during this time, states, “Punishment…has 

become an African way of life” (Nagel). Head creates a fantasy world where this prisoner and 
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his warder engage in a symbiotic relationship and learn to respect each other as human beings. In 

her constructed reality, there is no such thing as submission or oppression. All men are equal and 

enjoy a world of empathy, consideration, and kindness. This world is idealistically romantic and 

realistically optimistic. Head removes the accurate depictions of historical events and replaces 

them with her own fantastic thoughts of how the world should or could be.  

Additionally, by using this fanciful approach, Head attempts to paint a picture of this new 

and ideal world as a means to not only escape her own reality, but to provide for her audience a 

vacation from their own. If for only a moment, each reader has the opportunity to remove 

themselves from a world of violence and oppression and to settle themselves in a place where 

they are valued and can see the value in others. This approach, although unrealistic in nature, can 

prove to be easier for the reader to digest. In the world that Head creates, each individual has the 

ability to create their own future devoid of the obstacles and barriers produced by prejudice and 

hatred. In her world, there is no such thing as oppression or depression. One simply lives to 

satisfy himself as long as this satisfaction does not cost anyone else the opportunity to experience 

their own. Head is attempting to create a world filled with love and understanding; a world she 

herself never experienced. As the story moves on, the audience is not forced to look at the harsh 

reality of man’s inhumanity to man, but rather they are taken into a parallel world which does not 

require such somberness of mind.  

However, depending on her reader, Head may at the same time appear to diminish the 

historical event. She does not give any credence to the reality of apartheid and consistently 

throughout the piece dismisses what the victims of this tyrannical type of government 

experienced. It is highly probable that some of her readers may find this to be insulting as well as 

offensive. There are many individuals who may believe in the old saying, “You will never know 
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where you are going if you first don’t understand where you have been”. Many members of her 

audience could believe that her exclusion of historical facts invalidates her ability to speak on the 

subject. Head’s refusal to deal directly with the severity of apartheid could prove to be to her 

detriment. She is clearly well versed on the subject, as she lived through apartheid herself. 

However, without directly contending with the issue in her writings, some may simply see her as 

a fanciful author full of visions of grandeur with very little substance behind it.  

Head is not the only author who chose not to expose or magnify the treatment of 

apartheid prisoners. Nelson Mandela, the former president of South Africa, was imprisoned for 

twenty-seven years. His story was one of triumph and the power of the human will. Although he 

had many reasons to do so, Mr. Mandela refused to allow his situation to dictate who he was or 

who he would be. In his book Conversations With Myself, Mandela describes his time in prison 

as difficult but also a time of self-reflection and growth. He does not refute or minimize the 

treatment of the political prisoner; however, he does not magnify or dwell on it either. The words 

on the pages of his book seem to have a life of their own as they tell a story of courage and 

determination. Mandela states, “Until I was jailed, I never fully appreciated the capacity of 

memory” (Mandela, Nelson) Through this statement, Mandela hoped to encourage every reader 

to take stock in what each one has and not to allow circumstances to rob them of the memories 

he or she can make today.  

Although Bessie Head grew up witnessing and being a victim of apartheid, her desire was 

to paint a vividly different picture of what the world could be if people would exercise a bit of 

compassion and kindness toward each other. As such, just as Mandela, Head refused to focus on 

the harshness of her reality. She desired to pose a solution to the problem of prejudice and 

violence. Her idea was to replace these feelings with ones of compassion and to, by default, plant 
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this seed in the hearts and minds of her readers. Surely her work on “The Prisoner Who Wore 

Glasses” was not simply for entertainment purposes. As commented by Michael Meyer, “Head’s 

familiarity with oppression and the daily difficulties endured by its victims produced in her work 

a heightened sensitivity to the necessity for human decency” (667-68). By writing this short 

story, Head suggests that the way things are is not the way they have to be. It is possible that the 

author, for the sake of her own sanity, needed to escape to a world that she could better control. 

This created world would operate unlike anything she had personally experienced. Due to her 

own horrid past and the acts of injustice that she witnessed firsthand, the invention of a brighter, 

gentler world proved to be her sanctuary.  

It must be noted that Head held a unique perspective being the child of a white woman 

and black man in apartheid South Africa during the era in which she lived. At first glance it 

would seem that Head is being unrealistically idealistic, but one must consider, is Head truly 

promoting escapism? The answer of course, is indeed not. Instead, “The Prisoner Who Wore 

Glasses” is most likely Head’s personal commentary on the height, length, and depth of what 

man should aspire to become. As humans, we have the capacity to live in a compassionate world. 

Just as we spoke of man’s inhumanity to man, Head describes a world where men have the 

capacity to get along and work with each other. Perhaps she is not being idealistic and whimsical 

at all. It is not such a far reaching assumption that man has within him the ability to overcome 

hatred and prejudice. This is evident in famous men such as Ghandi in his non violent protest of 

the social class and caste system in India, and Martin Luther King, Jr. with his non violent 

resistance against prejudice and civil rights inequality in the United States. If we as humans take 

a moment to look at each other and consider one another, the world described in her short story 

could actually exist in our reality. 
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Authenticity Denied: The Tale of a Non-melanistic Black Youth—A Reading of Langston 

Hughes’s “Passing” 

 

The road for the serious black artist, then, who would produce a racial art is 
most certainly rocky and the mountain is high. Until recently he received almost 

no encouragement for his work from either white or colored people. 

—Langston Hughes 

‘THE NEGRO ARTIST AND THE RACIAL MOUNTAIN’ 

The phenomenon or strategy of “Passing” does not seem entirely new in the North-

American socio-political landscape. In an article titled “Racial Passing” published in the Ohio 

State Law Journal, Randall Kennedy delicately argues:  

Passing is a deception that enables a person to adopt certain roles or identities from which 
he would be barred by prevailing social standards in the absence of his misleading 
conduct. The classic racial passer in the United States has been the “white negro”: the 
individual whose physical appearance allows him to present himself as “white” but 
whose “black” lineage makes him a negro according to dominant racial rules. (Vol. 
62:1145 (2001). 

Kennedy further argues:  

“Blacks” have passed for “White” in a wide variety of circumstances. One extraordinary 
instance occurred in 1848 when Ellen Craft—the daughter of a master and his slave 
mistress-escaped from bondage by train, boat, and carriage on a four-day journey from 
Macon, Georgia, to Philadelphia, Pennsylvania. Ellen Craft pretended to be White. Her 
slave husband was part of her disguise. He pretended to be her servant. And there was 
one more twist: Ellen Craft traveled not as a white woman but as a white man. To obtain 
freedom for herself and her husband, she temporarily traversed gender as well as racial 
lines (ibid). 

Racial passing narratives have often been used to reveal the constructed and fragile nature of 

racial categories and to critique the hypocritical and discriminatory system of US democracy that 

equated white skin with freedom and citizenship. In African American literary history, in 

particular, the racial passing narrative has been an important genre. Beginning with slave 

narratives and continuing through the domestic “tragic mulatto” novels of the Civil war and into 

Harlem Renaissance literature, the trope of the racial passer has been deployed to reveal the 
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unjust treatment of African Americans in US history. Whether under slavery or during the Jim 

Crow era, mixed-race subjects with light skin often “passed” for white in order to gain their 

freedom or assert their constitutional rights. 

(http://en.wikipedia.org/wiki/Passing_(racialidentity). 

In this paper I want to argue that, as a ready means of subverting racism and achieving 

racial equality in race-conscious North America, the adopted strategy by the narrator in Hughes’s 

epistolary piece, “Passing”, is fundamentally flawed, self-defeating, and indeed myopic. 

Some of the reasons behind “Passing” are biographical in orientation. They comment 
about the history giving rise to conditions commented upon in this story in as much as 
they provide background information on Hughes himself. 

James Mercer Langston Hughes was born on 1st February, 1902, immediately after the 

Reconstruction Period (1865-1900), a historical environment revealing in itself. He came into 

life at a period of political transition in the North American landscape, several decades after the 

Civil war and Abraham Lincoln’s ‘freeing’ of the slaves in 1865. To be sure, the realities of the 

times were heavily punctuated by Jim Crow legislation, formation of the Niagara Movement and 

later the National Association for the Advancement of Colored People movement. An enduring 

spectre of racism, struggle, and ‘deferred dreams’ of African-Americans loomed large across 

society. Hughes was born just a year before W.E.B. Du Bois prophetically pronounced, in the 

magisterial The Souls of Black Folk (1903), that race would be a key issue of concern in the 

twentieth century. Still, although living through dialectical conditions of racialised capitalism, 

the future poet inherited into his loins a rich cross-pollinated black oral tradition of storytelling, 

fecund culture and personal pride, the very same social pride upon which the jeremiad prophet, 

James Baldwin commented: A clear summon for “profound articulation of the black tradition 

defined as that field of manners and rituals of intercourse that can sustain a man once he’s left his 

father’s house” (The Paris Review, 8). 

http://en.wikipedia.org/wiki/Passing_(racialidentity)


1053 

In his seminal work, The Souls of Black Folk, W.E.B. Du Bois-paramount black scholar 

and activist, demonstrates unequivocally how the race problem is forever linked to the American 

Dream. In an essay titled “The Sorrow Songs” from Souls he admonishes and confronts white 

racists for turning the grand American Dream into a nightmare through their dogged refusal to 

recognise, accommodate and acknowledge African-Americans as fellow travellers; as fellow 

citizens, and as significant contributors to the country’s evolution and prosperity: 

Your country? How came it yours? Before the Pilgrims landed we were here. 

Here we have brought our three gifts and mingled them with yours: a gift of story and 
song-soft, stirring melody in an ill-harmonized and unmelodious land; the gift of sweat 
and brawn to beat back the wilderness, conquer the soil, and lay the foundations of this 
vast economic empire two hundred years earlier than your weak hands could have done 
it; the third, a gift of spirit…our song, our toil, our cheer, and warning have been given to 
this nation in blood-brotherhood. Are not these gifts worth the giving? Is this not work 
and striving? Would America have been America without her Negro people? (1990: 189). 

Hughes’s career is now a matter of public record. He is widely credited as the poet 

laureate of the Harlem Renaissance of the 1920-30s. His achievements rival and surpass those of 

his contemporaries, including the folk anthropologist Zora Neale Hurston (of Their Eyes Were 

Watching God fame), fellow verse scribe Claude McKay (“If We Must Die”), and the painter 

Aaron Douglas. As is equally acknowledged, the ‘midwives’ of this Renaissance were Ivy-

League educated father of pan-Africanism, W.E.B. Du Bois, and first African American Rhodes 

scholar, Alain Locke. Against a backdrop of discrimination in terms of jobs, housing and 

education, a quest for artistic expression, and the portrayal of black joy, suffering and laughter 

motivated the activism of Hughes’s Harlem Renaissance. Objectives of this movement were 

interdisciplinary in nature, representing such fields as art, literature (a ‘problematic practice’, as 

Jorge Louis Borges famously called it), politics, economics and music, each discipline making 

stabs at redefining the ‘New Negro’, who would possess indelible racial pride in his history, 

people and future. The Renaissance produced many works of lasting value, works that 
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commented on class, race and gender through lenses of high aesthetics and political engagement 

by, for example, the National Association for the Advancement of Colored People (NAACP) and 

the Urban League. This rebirth took an important step from slavery towards freedom, a struggle 

to be continued by writers of the protest era, black aesthetes and the neo-realism movements.  

The immediate milieu in which Hughes wrote “Passing”, was thus one symbolised by de 

facto racism. It was a period where de jure discrimination existed in politics, economics and 

social spheres, long before the historic legal decision of Brown vs. Board of Education in the 

1950s. The plight of the African-American male at this time, as depicted in “Passing”, is also 

poignantly illustrated in the works of eminent novelists like Richard Wright, Ralph Ellison, 

James Baldwin and Robert Hayden.  

These writers presented stories that gave readers insight into what it was like to be 

African-Americans facing seemingly insurmountable race barriers, a ‘veil of race’, to paraphrase 

Du Bois in The Souls of Black Folk. Hughes’s biographer, Arnold Rampersad, in The Collected 

Works of Langston Hughes delicately argues: 

Langston Hughes is one of the more controversial names in the history of American 
poetry. To many readers of African descent, he is their poet laureate, the beloved author 
of poems steeped in the richness of African-American culture, poems that exude 
Hughes’s affection for Black Americans across all divisions of religion, class and gender. 
To many readers who love verse and are also committed to the ideal of social and 
political justice, he is amongst the most eloquent American poets to have sung about the 
wounds caused by injustice. Hughes never sought to be all things to all people but rather 
aimed to create a body of work that epitomized the beauty and variety of the African-
American and the American experiences, as well as the diversity of the emotions, 
thoughts and dreams that he saw common to all human beings. He wanted no definition 
of the poet that divorced his art from the immediacy of life (1995:3). 

Consequently, Hughes was anything but pedantic. Even though his work centred on 

giving voice to the working class experience, he was forever on the move for new challenges. In 

the 1930s, especially in response to the Great Depression, certain features of his verse were 

altered as he began to emphasize the need for radical political action. This calculated radicalism 



1055 

can be seen in poems such as “Goodbye Christ” and “Let America be America Again”. 

Sometimes he was mistakenly referred to as a ‘folk poet’, by dint of his melanin, which should 

have meant moreover, he was stereotyped as having rhythm. Such an appellation, by necessity 

and indirect implication, served as a precursor to the debate around Negritude. The latter gave 

due emphasis to so-called normative characteristics of being ‘black’ which would later be 

derided as artless and beneath criticism. The truth is that Hughes published many poems that are 

doggerel. The demographic profile of his audience necessitated his choice of tone and style. To 

reach his primary audience, the black masses, he was prepared to ‘write down’ to them.  

Subsequently, “Passing” is written in the voice and tenor of a politically naïve, inward-

looking, opportunistic youth who consciously dispenses with his authenticity in order to suit 

convention and obtain white privilege: 

But I don’t mind being ‘white’ Ma, and it was mighty generous of you to urge me to go 
ahead and make use of my light skin and good hair. It got me this job Ma where I still get 
$65 a week in spite of the depression and I am in line for promotion to the Chief Office 
Secretary, if Mr. Weeks goes to Washington (1990:52).  

The black youth in this epistolary narrative is capitalizing on an accidental feature (his light 

colour), a boon conferred by providence. He is also trying to achieve upward socio-economic 

mobility in a country that still embraces, as its central loci foci, racial supremacy. He displays a 

somewhat rugged individualism and rapacious hedonism, responsive to an élan Consumer 

society, in search of a “perennial high in body and mind,” as Cornel West points out in Race 

Matters (1993: 31).  

What, however, is the significance of his strategy for upward mobility? 

The youth attempts to subvert the seemingly impregnable racial divide in North America 
through betrayal of self and abrogation of communal identification. This strategy in the 
final analysis proves myopic because it further entrenches political convention by going 
along with it. Feelings of guilt, even contrition, besiege him, but he does not yield to 
them because to do so would mean jeopardising a life of singular convenience.  
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We do well to quote our protagonist: 

I felt like a dog passing you downtown last night and not speaking to you.  

You were great though. Didn’t give a sign that you even knew me, let alone I was your 
son (1993: 51). 

Such action represents a desperate survival plan within a very hostile socio-political scene. 

Noting the complexity of the situation, the reader senses a conflict contained in the psyche of this 

boy, and actually sympathises with the protagonist for his apparent self-misrepresentation. The 

boy goes so far as to withhold essential information from his employers and his Caucasian 

girlfriend. Such fraudulent self-misrepresentation in which he engages carries potential dangers 

in the event of its likely exposure to his boss and girlfriend.  

Moreover, the individualistic young man also comes across as a master of evasion. He 

displays a persistent refusal to confront what a race issue signifies to his brethren. Instead, he 

ends up being self-serving, uninterested in the general welfare, history and political 

circumstances of fellow African-Americans. The communal way of life is shunned even though a 

more informed route would be one based on collective action to undermine and dismantle the 

framework of a racial raison d’etre. This young man further demonstrates a reluctance to admit 

to the collusion involved in his status making.  

Even more disconcerting, his stratagem to reverse his fortunes has the blessing of his 

forgiving and accommodating mother, even though it remains, ultimately, politically flawed. Not 

realising that the effect does not alter the cause, his passing for white has not altered perceptions 

and racial stereotypes among Whites of African-Americans as “a problem race”. Let us hear 

what Hughes, through the words of his protagonist, states on this race matter: 

…they go out of their way sometimes to say bad things about colored folks, putting it out 
that all of us are thieves and liars or else diseased-consumption and syphilis and the like. 
No wonder it’s hard for a black man to get a good job with that kind of false propaganda 
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going around. I never knew they made a practice of saying such terrible things about us 
until I started passing and heard their conversations and lived their lives (1993:52). 

The young man, himself, now ‘passing for white’, colludes in these stereotypical perceptions: he 

wishes that his sister would not join a black chorus: 

But I know it’s really tough for girls to get any kind of job during this depression, 
especially for colored girls, even if Gladys is high yellow and smart. But I hope you can 
keep her home and out of those South Side dumps (1993:55 

The point that the young man is trying to make implicitly here is that passing for white has in a 

sense made him an ‘insider,’ and offered him invaluable insights about white people in North 

America. Yet, being aware of white people’s attitudes towards black people is one thing, while 

doing something about it is another. It can be argued that the central character in “Passing” 

shrouds his mis-representation in screw. To him, passing for white is an act of (personal) 

economic endurance and expediency, and a calculated goal at subverting racial prejudice in his 

favour. Duplicity, however, is of its essence.  

Primarily though, we have to ask: What is it that would compel a person to act in this 

fashion and ‘abandon’ his race consciousness? 

Upon one reading, this would probably be the natural behaviour of any young man in his 

economic predicament undercut by the chance of having a ‘wrong’ physiological make-up. If 

this be an accurate propositional interpretation, then only a person of outstanding virtue would 

conduct himself otherwise in such similar circumstances, in the sense that the circumstances can 

be seen as abetting such duplicity. As we have learned to appreciate from Frantz Fanon in his 

elaboration of a psychopathology of colonisation, pathology without translates into pathology 

within.  

One might argue in this vein that the young man is not designedly destabilizing his racial 

identity. Rather, he is attempting to make his way in life, even if it involves a degree of 
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deception and disavowal of identity. Another way of reading Passing is to recognise Hughes’s 

irony: readers are encouraged to see the young man’s letter as self-serving, disloyal to his race 

and kin (even, ultimately to his own prospective children!) and, finally, despicable. On this 

reading Hughes is making it clear that accommodating to the ‘ways of white folks’ as the letter 

writer (and his mother) have done is clearly not the way to combat racism. In his ironic and bitter 

tale, Langston Hughes demonstrates the futility of ‘passing for white’ and, without, being 

explicit about it, urges his readers to take pride in being African-Americans. 

What is at stake? Let us listen to him: 

I am going to marry white and live white, and if any of my kids are born dark, I’ll swear 
they aren’t mine. I won’t get caught in the mire of race again. Not me. I’m free, Ma, free! 
(1993:54). 

In his illuminating essay, ‘The Negro Artist and the Racial Mountain,’ Mercer Hughes 

discourses cogently on his race’s ostensible obsession with colour, and its own normalisation of 

self-denigration: 

This urge within the race toward whiteness, the desire to pour racial individuality into the 
mould of American standardization, and to be as little Negro and as much American as 
possible (1994:91). 

It necessitates asking: 

Is this the best method by which to chip away at racism? Is it the most appropriate means 

to come by ‘forbidden fruit’? One thinks not. Not only is it disempowering in the final analysis, 

it also entrenches and deepens a racist agenda.  

It is known that people who are averse to the ‘other’, whose difference is measured on the 

basis of melanin constitution or even nasal morphology, are capable of engendering a primitive 

urge in humankind to exalt the ‘self’ and malign the ‘other’. This is in very large part a product 

of fear. Aversion to the unfamiliar seems to be endemic to beasts as a whole, and not confined to 

the human species. Our young man in “Passing” would not have played out his charade if it were 
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not for that feature of humanness we designate as ‘antagonism’. Such a feature, without a doubt, 

serves as the catalyst for the young man’s extended duplicity. Lest we be taken to task, we 

should remember always to go back to the seminal basis of things: Where does the ‘antagonism’ 

arise? It arises in a word, and that word is ‘fear’. If humankind could but put itself to 

‘unlearning’ its primal fear of ‘otherness’, of purported ‘difference’, then perhaps we might be 

able to avoid antagonism. In addition, had we but managed to do so in the past, the narrator in 

“Passing” would not have been anywhere near as ambivalent in his beliefs and actions. 
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Representations of the Ugly in Literature: Is Ugliness and Beauty Real? 
 

La beauté est parfaite, 
La beauté peut tout, 

La beauté est la seule chose qui n’existe pas a demi. 
 

Le corbeau ne vole que la jour, 
Le hibou ne vole que la nuit, 

Le cygne vole la nuit et le jour 
(Hugo French version 473) 

Introduction: The Importance of Beauty 

In On Beauty and Being Just, Elaine Scarry writes that beauty is a call to something 

(Scarry 109). As a result of beauty being a signal, “beauty brings copies of itself into being” (3). 

In other words, when we look at something perceived as beautiful, our natural instinct is to stare 

at it in order to not lose sight of it, to possess and replicate it. We “follow the paths of migrating 

birds, moving strangers, and lost manuscripts, trying to keep the [beauty] sensorily present” (6). 

Scarry calls this a “phenomenon of unceasing” (5) meaning the unceasing replication of beauty.  

How is beauty felt and understood? According to Immanuel Kant, the experience of 

feeling beauty is physical. In “A Theory of Aesthetic Judgment,” Kant writes, “if we wish to 

discern whether anything is beautiful or not, we do not refer to the representation of it to the 

Object” but instead “refer the representation to the Subject and its feeling of pleasure or 

displeasure” (Kant 643). In other words, these pleasurable feelings, according to Kant, are 

“agreeable [and] attractive, charming, delicious, enjoyable, etc.” (Kant 645). Kant says we call 

that agreeable object “good for something (useful) which only pleases as a means” and also as 

something we call “good in itself” (Kant 646). Hence, the beautiful is what we will instantly 

consider as “good.” 

I use Kant’s theory to explore beauty in The Bluest Eye by Toni Morrison, Marianela by 

Benito Pérez Galdós, and The Hunchback of Notre Dame by Victor Hugo. I seek to provide 
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proof that the color “black” and those who have it as their skin color, have been judged “ugly,” 

according to the standards of what is beautiful and ugly. All three books represent the 

unfortunate side of the beautiful and ugly duality. Specifically, they represent characters affected 

by this harmful duality. W.J.T Mitchell writes that representations “even purely ‘aesthetic’ 

fictional persons and events, can never be completely divorced from political and ideological 

questions” (Mitchell 15). The representations we will see are direct attacks against the way 

society is organized through a conventional style of portraying ugliness (Mitchell 13).  

Whiteness is Beauty 

According to Western standards of beauty the color white symbolizes cleanliness, purity, 

and the good. Other colors are tainted with a different connotation, especially white’s opposite: 

black. Pecola Breedlove in The Bluest Eye is a black child who wants blue eyes. Being white and 

having blue eyes is the set standard for beauty and anything otherwise is unacceptable, and ugly. 

Frieda Breedlove says that “adults, older girls, shops, magazines, newspapers, window signs—all 

the world had agreed that a blue-eyed, yellow-haired, pink-skinned doll was what every girl child 

treasured” (Morrison 20). These types of dolls were considered “beautiful and if [one] are on this 

day ‘worthy’ [one] may have it” (Morrison 20).  

The reason that darker-skinned people are judged as not beautiful in their white-

dominated world can be explained through Kant’s aesthetic theories. What makes these 

characters ugly is not only how they may appear, but how they are treated by society. As I 

mentioned earlier, due to racism, there are negative connotations associated with the color black. 

It elicits hatred and disgust. Black people are simply not the agreeable, and the color of their skin 

ignites feelings of displeasure or no feeling at all. 
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Other African Americans themselves taunt Pecola by saying, “Black e mo. Black e mo. 

Yadaddsleepnekked. Black e mo black e mo ya dadd sleeps naked. Black e mo … They 

themselves were black, or that their own father had similarly relaxed habits was irrelevant. It was 

their contempt for their own blackness that gave the first insult its teeth” (Morrison 55). This 

taunting illustrates that the African American community is broken and disenfranchised. Being 

African American and poor, they are ugly. As the rest of the novel will show, they hurt one 

another, i.e., Cholly raping her own daughter, Pecola and the whole community abandoning 

Pecola as if the rape was her fault.  

The Hunchback of Notre-Dame by Victor Hugo “set in 15th-century France … 

foregrounds the aristocracy as oppressive and narrow-minded” (Dobreva 91) and Esmeralda as 

“the other.” Gringoire, a struggling poet, sees that “her complexion was dark” and “that by 

daylight her skin must have had the beautiful golden tint of the Roman and Andalusian women” 

(Hugo 56). Esmeralda’s complexion, her dancing, her exoticness makes her agreeable to him, but 

when a piece of Esmeralda’s clothing comes off, Gregoire notices she is a Roma and suddenly 

the beauty she had “and the illusion was shattered” (Hugo 56). Esmeralda “was in fact a gypsy, 

neither more nor less” (57). It is the simple fact of her being a gypsy and the “primitiveness” of 

being a gypsy being associated with her skin color that makes her less agreeable, or, in other 

words, less attractive to Gringoire. Individuals within society enforce the conception of what is 

ugly in The Hunchback of Notre Dame and keep Esmeralda on the periphery. The citizens of a 

society are who carry ideas of what is ugly and beautiful and it is them that continue the 

stereotypes and ugliness of Roma people alive. 

In Marianela, the industrial setting has caused many to suffer in the town of Socrates and 

is responsible, according to Teodoro Golfin, for Nela’s ugliness: “No sabes que dijo D. Teodoro 
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que los que nos criamos aqui nos volvemos peidras…?” Celipin asks Nela and continues with, 

“yo no quiero ser una piedra, yo no” (Galdos 203). Marianela, in this novel, serves as a 

representative of poverty and injustice. The injustice done to her, her poverty and the conditions 

in which she lives makes her ugly. Marianela’s ugliness and death at the end of the novel 

symbolize the struggle of those that are poor by communicating that poverty is unjust and 

industrialization exploit those who are poor and unable to defend themselves.  

Marianela is the character in Galdos’ novel who is similar to Quasimodo in that she is not 

biologically beautiful due to her physical form. She is a 17 year old who has a 12 year old body. 

Marianela, otherwise known as Nela, lives in Socrates, a mining town and the mines drain the 

life out of the people who live there. They live in the worst conditions, like animals. “ya ves 

como nos tienen aquí,” Celipin says to Nela “ … no somos gente, sino animales” (Galdos 47). In 

doing their industrial work, Galdos writes that “las mujeres ocupadas en lavar parecian una 

pleyade de equivocas ninfas de barro ferruginoso crudo. Por la canada abajo, en direccion al rio, 

corria un arroyo de agua encarnada. Creeriase que era el sudor de aquel gran trabajo de hombres 

y maquinas, del hierro y de los musculos” (Galdos 60). Galdos seeks to criticize modernity for 

debasing human life and human beauty and compare Marianela’s and the inhabitants of Socrates’ 

social situation to being ugly. The characters see their gray surroundings and associate these 

darker color tones with strife, poverty, and suffering.  

Marianela sees no way of her ugliness being contradicted due to the circumstances she is 

in. “Madre de Dios,” exclaims Nela when looking at her reflection in the water, “que feisima 

soy!” (Galdos 88). Nela finds herself to be ugly. Her own body does not produce pleasurable and 

agreeable feelings within her so she feels like a nuisance to society: “yo no sirvo mas que de 

estorbo” (35) and prays to God asking why she was made as an ugly person and if she can 
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become beautiful before Pablo were to see her. Her ugliness is now engrained within her as a 

result of understanding that society around her thinks she is ugly. “Madre de Dios y mi, por que 

no me hiciste hermosa? Por que cuando mi madre mu tuvo no me miraste desde arriba? … ¿para 

que estoy yo en el mundo? ¿para que sirvo? ¿a quien puedo interesar? … ¿quien es la Nela? 

Nadie … la Nela no es menos que los gatos y los perros … si, si; que se trague la tierra mi 

fealdad. Yo no debi haber nacido” (155). Due to her ugliness, Nela feels unworthy, unwanted, 

and condemned by God who had the power to make her as beautiful as Florentina. Marianela’s 

belief in her ugliness is so profound; she believes God made her ugly. As a result she accepts 

herself as ugly and lives with self-hatred. These pressures on her ego make her feel as if she 

should not have been born and as if she should be swallowed up into the ground. 

Conclusion 

Beauty definitely does exist, and Socrates can logically prove it. In Plato’s Sophist, the 

Stranger asks Theaetetus, “hasn’t the not beautiful turned out in this way to be, in its isolation, of 

some one genus of ‘the things which are’, and again, in turn, in its opposition, relative to 

something of ‘the things which are?” Theaetetus agrees, and the Stranger continues, “Then it 

turns out, it seems, that the not beautiful is a certain kind of opposition of ‘that which is’ relative 

to ‘that which is’ (257E). In other words, the Stranger is asking Theaetetus if there is an opposite 

to what is considered beautiful. Theatetus agrees, and the Stranger, after putting together his 

thoughts that there is an opposite of ugliness. In other words, the duality of beauty and ugliness 

exists. Both of them are establishing that there is such a thing as beautiful and ugly and that 

ugliness, “if it’s sanctioned to say so, no less being than ‘that which is in itself’, and it indicates 

not a contrary to that, but only so much, an other than it” (258A). We assign different forms in 

constructing this opposite of the beautiful, and we begin to see those forms as the idealized forms 
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of beauty by which we judge others (Dye 2007). In her essay, “Beauty, Virtue and Disciplinary 

Power: A Foucauldian Reading of Toni Morrison’s The Bluest Eye,” Lynn Scott argues that 

beauty functions as a disciplinary power because it “includes some and excludes others” and 

“ranks and classifies individuals” and “creates asymmetries according to a standard of beauty” 

that functions as “an entire disciplinary structure, a mode of power” (Scott 12). Scott’s argument 

explains my argument of white having always been the standard for beauty. Through whiteness 

becoming beautiful and any darker skin tone becoming ugly, whiteness becomes superior and the 

race every individual wants to be a part of.  

The reason why Pecola Breedlove, Esmeralda, and Marianela suffer is because of their 

societies’ adhering to idea of being white as superior and the negative associations attached to 

dark skin tones within their respective cultures. Society “participated in the eternal world of 

forms prior to being incarnate in a physical body, and retain[ed] a memory of them. Although 

this memory is not readily accessible to the conscious mind, its presence is sufficient, to enable 

[society’s] limited perceptions” against the characters presented in this essay (Bruce 1998). As a 

result of being aware of these perceptions and judging themselves from them, these characters 

escape their ugliness through death, both literally and figuratively. 

I conducted this research in order to be part of the deconstruction of what is beauty in our 

twenty-first-century-society. I wholeheartedly believe there are existing standards of beauty that 

have affected millions of people. We see millions more affected still: teenagers starving 

themselves in order to appear like models in Vogue, women and men applying skin-clarifying 

lotion in order to “lighten up,” people feeling depressed because they do not fit the norm. The 

media does not represent the diversity of humans and makes people who are non-white feel like 

“an other.” I used literature for this project because literature is the perfect medium in which to 
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understand the human condition. It serves as the outsider looking into human culture, and it has 

the power to examine our diverse struggles, lives, and personalities and help us to improve our 

quality of life.  
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The Writer’s Dilemma: Enrique Serna’s Writings on the Impact of 

Economics, Politics and Popular Culture on Literature 
 

Enrique Serna (b. 1959, Mexico City) has acquired a reputation in Mexican literary 

circles as one of the country’s most talented, versatile and prolific writers of the past twenty 

years. Since 1989 Serna has published seven novels, two collections of short fiction, and two 

collections of essays. In addition, he has published a number of short essays in journals of 

literary criticism and as book chapters, a biography of Jorge Negrete, the popular Mexican singer 

and actor of the 1930’s and 1940’s, and an anthology of Mexican short fiction. Although much 

of Serna’s fictional work is characterized by a grotesque, hyperbolic, often vulgar and 

unrestrained satirical style, he has also published a painstakingly researched 520 page historical 

novel El seductor de la patria (1999), which focuses on the life and times of the 19th century 

caudillo/dictator General Antonio López de Santa Anna. Another lengthy work, Ángeles del 

abismo (2004), is based on an historical inquisitorial trial in 17th Century colonial Mexico 

(Nueva España) and contains many historical elements, though Serna does not consider it an 

historical novel, but rather a work of imaginative fiction set in an historical context 

(Camps, 172). 

The economic, political and popular cultural pressures that compromise both honesty and 

creativity in literature and other art forms has been an important and consistent thematic thread 

in Serna’s work since his earliest writings. Serna explores these concerns in stories such as 

“El alimento del artista” and “Hombre con minotauro en el pecho” from his 1994 collection 

Amores de segunda mano, and in a number of his essays on literary and cultural themes in his 

two compilation of miscellanea, Las caricaturas me hacen llorar (1996) and Giros negros 

(2008). The theme finds its most intense expression in El miedo a los animales, a 1995 novel 
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inspired by the hard-boiled detective tradition and vicious satirical work that explicitly equates 

Mexico’s literary establishment with its corrupt political system and its drug trafficking industry. 

El seductor de la patria (1999) is structured as an epistolary novel with contradictory 

perspectives and interpretations of events presented in a series of letters by an old, infirm and 

dying Santa Anna, his personal secretary and his son Manuel, among others, which are intended 

to be the prime material of a future biography. The competing claims of biographical and 

autobiographical authority of the various narrators, each motivated by different political, 

economic and egotistical factors, transform the novel into an epistemological exploration of the 

limits of veracity, honesty and memory in historical works, in general, and the biographical 

genre in particular. In a style that parodies the classical Spanish picaresque novel, Ángeles del 

abismo (2004) focuses on Spanish inquisitorial repression and examines the plight of the artist 

and the abuses of the medieval European patronage system as it survives in colonial Mexico. 

Fruta verde, published in 2006, develops two parallel plots of forbidden love while also 

exploring topics related to the economic, cultural and social pressures faced by aspiring 20th 

century writers.  

This paper focuses on core ideas related to the themes of compromised artistic 

prerogative and integrity and the satirical methods Serna uses to highlight these ideas and 

explore their many dimensions in two satirical stories, “Tesoro viviente” and “La fuga de 

Tadeo,” from El orgasmógrafo, his 2001 collection of short narrative fiction. In addition, I 

examine these themes in several essays published in Las caricaturas me hacen llorar and 

elsewhere as they relate to the two stories. Although these themes are present to varying degrees 

in most of Serna’s works, as indicated above, Serna has commented on his preference for the 

story over the novel as a narrative form and as a vehicle for expressing the themes that are most 
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important to him on a personal level.1 Each of the two stories examined here is a compact and 

symbolic treatment of the theme of artistic integrity from a distinct perspective.  

The first of the stories, “Tesoro viviente” (“Living Treasure”), recounts the tribulations of 

a young, frustrated Parisian-based French writer, Amélie Blehaut, who suffers from an extreme 

and persistent case of writer’s block. Desperate for a change of scenery, Amélie heeds the advice 

of her apartment mate, and applies for and obtains a grant sponsored by an association of “damas 

católicas” to spend a year in equatorial Africa studying the literature of the impoverished 

fictional Francophone nation of Tekendogo. The terms of the grant require her to publish a 

monograph on the Tekendogian literary tradition in a journal published by the sponsoring 

association as part of a series of works intended to disseminate knowledge of African cultures in 

Europe. After her plane trip and a subsequent grueling 15-hour train ride from a neighboring 

country (Tekendogo apparently has no airports), Amélie arrives in the oppressively hot and 

poverty stricken capital city of Yatenga with mixed feelings of apprehension and anxiety on the 

one hand, and optimism and naiveté on the other. Her fear of finding no literary tradition worthy 

of her efforts, however, is mitigated by one of her very first discoveries: a large, prominently 

displayed photo of a distinguished African man with wire-rimmed glasses and graying hair, 

together with a book cover and the following message: “Lejos del polvo, la nueva novela de 

Macledio Ubassa, tesoro viviente” (33, Orgasmógrafo). She is further encouraged by her 

viewing, in her temporary lodgings at a luxurious Radisson hotel, of an interview on a cultural 

television channel with Tekendogian poet Nadjega Labogu, also described as a tesoro viviente, 

on her new book of poems Música de viento. Amélie takes note of the two authors’ names in 

order to buy their works at the earliest opportunity and sets off for the Ministry of Culture, where 

she meets Ikabu Luenda, the Assistant Director of International Relations. Luenda explains the 
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Tekendogian tradition of tesoros vivientes, an honorary title afforded to some 50 of the country’s 

most talented and renowned artists. The designation, he says, comes with a generous pension that 

allows the favored artists to live a life of comfort and dedicate themselves entirely to the 

production of their works for the public. 

Amélie briefly reflects on the irony of an artistic patronage system in the poorest African 

country superior to the tyrannical economic forces of the marketplace operative in the rich 

countries of the world, and then embarks on a search for a decent apartment and the needed 

literary works to begin her research. She easily finds a suitable apartment and, in order to learn 

the basics of the local language, Malinké, she hires a language teacher, who soon becomes her 

live-in lover. Her search for the literary works is more problematic, however. The bookstores she 

locates are closed and seemingly abandoned. When she finally finds an open one, a nervous clerk 

declares the store completely out of stock of works by any of the tesoros vivientes, except for the 

display copies which, he says, they are forbidden by law to sell.  

Through a series of subterfuges an increasingly frustrated Amélie eventually discovers 

that the dictatorial military regime of General Bakuku has developed an elaborate façade of 

religious-like veneration of art and literature while keeping the population illiterate and ignorant. 

The regime buys the cooperation of aspiring authors of the opposition with luxurious mansions 

in gated neighborhoods, exorbitant salaries and the cult of public adoration. The sole duties of 

the tesoros vivientes are to produce titles and book covers, to give occasional interviews and to 

make appearances in traditional ethnic garb at important public events and government 

functions; in short, to serve as symbols of national identity and of a non-existent tradition of high 

culture. They are, however, forbidden to actually produce works of art: the attractive books on 
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prominent display in advertisements and in the bookstores, for example, are filled with blank 

pages.  

When the government learns of Amélie’s discoveries, Luenda and several of his thugs 

from the Ministry of Culture play hardball. Amélie and her lover are forcefully restrained in her 

apartment and Amélie is confronted with evidence of her own dishonesty: the false claims, made 

in her application for the grant, of a six-year residence in Yatenga as a child due to her father’s 

work assignment, and her attendant familiarity with and knowledge of Tekendogian culture. She 

is given two options: 1) exile in disgrace from Tekendogo, and separation from her lover, who 

would become a permanent “hostage” of the government because of his knowledge of the truth 

of the tesoro viviente tradition, or 2) to keep her lover and accept the designation of tesoro 

viviente, with the complete benefits package, a situation made possible by her false claim of a 

period of childhood residence in the nation. After weighing the options for several agonizing 

minutes, and with a glance of complicity from her bound and gagged lover, Amélie opts for the 

opulent future of a tesoro viviente.  

The end of the story heaps irony upon irony. Amélie’s self-righteous moral indignation 

upon her discovery of the sham literary tradition is brutally deflated by her forced confrontation 

with her own dishonest methods of obtaining the scholarship to Tekendogo and by her 

hypocritical action of joining and perpetuating the fraud at the first opportunity, thereby 

institutionalizing the original deceit. Further, it is revealed that Amélie used the considerable free 

time at her disposal during her frustrated search for the works of the tesoros vivientes to work on 

her own novel begun in Paris, Alto vacío, and managed only to reduce the entire work to a single 

aphorism, “La escritura busca llenar el vacío, pero el vacío es infinito y la palabra consagra la 

ausencia” (47); however, she must agree to suppress even that single line in the final edition for 
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display in Tekendogo in order to conform to government regulations of the tesoro viviente 

tradition.  

There is a clear relationship between the satirical treatment of the literary enterprise in 

“Tesoro viviente” and concerns elaborated by Serna in essays published well before the 

publication of the story in El orgasmógrafo. In “La función decorativa de la literatura” 

(Caricaturas, 131-140), for example, Serna decries “cultural climbing” or “alpinismo cultural,” a 

variant of social climbing in modern day Mexico in which authors strive for a priori validation 

of their works, not by aspiring to be read, but by obtaining the praise of established and 

acclaimed writers (“padrinos literarios” or “literary godfathers”) in order to sell their works to 

the nouveau riche classes for display, as “arte decorativa,” on their bookshelves.2 At its most 

basic level “Tesoro viviente” is a hyperbolic satirical representation of the loss of literature’s 

intrinsic merit and its use as a means of achieving artificial cultural status and prestige.  

While the choices of the poorest of the poor African countries and a writer from France, 

the traditional cultural mecca of the Western world, can be seen as ironic metonyms of 

underdevelopment and development, backwater ignorance and Western high culture, Serna’s 

comments in “Radiografía de la nueva narrativa Mexicana,” an article published in 1997 in 

Revista de la Literatura Mexicana Contemporánea, four years before the publication of “Tesoro 

viviente,” suggest a more specific and distinctly Mexican interpretive context for the story:  

“México es quizá el único país del mundo donde el Estado subvenciona la creación 
literaria y publica año con año millones de libros que nunca salen de las bodegas. A 
juzgar por la abundancia de premios, becas y homenajes que se anuncian en los 
desplegados de prensa, un visitante extranjero podría creer que el régimen realiza un 
esfuerzo similar para promover la lectura. Por desgracia, todo ese derroche publicitario es 
un engaño colorido, pues el mismo gobierno que se muestra a los ojos del mundo como 
un benefactor de las letras, necesita mantener al pueblo en la ignorancia para perpetuarse 
en el poder (“Radiografía,” 34).”  
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That is, the fraudulent misrepresentation of the state of literary culture as seen from the 

non-privileged perspective of a “visitante extranjero” also has two purely domestic advantages: 

1) maintaining a populace passive and submissive in its ignorance, and 2) co-opting the educated 

elite with awards and honors. It should be noted that the outsider, a “foreign visitor” or a similar 

character unversed in native reality, Amélie in the case of “Tesoro viviente,” is a stock figure in 

satirical texts, one whose naïveté can stand as a paragon of well-intentioned but misguided 

ignorance while at the same time providing critical distance and ironic perspective.3  

In a more recent interview (2006) Serna makes clear that the political tactic of co-opting 

the literary establishment with gifts and honors reached its zenith in Mexico in the late 1980s and 

early 1990s during the corrupt regime of Carlos Salinas de Gortari who, immediately upon 

assuming office “se dedicó a repartir a manos llenas becas, dádivas y prebendas entre escritores y 

artistas” (Camps, 170). Serna goes on to say “Me parecía y me sigue pareciendo una paradoja 

muy grotesca que en un país con una élite intelectual tan mimada, la inmensa mayoría de la 

población jamás haya abierto un libro.4  

Serna examines this general problem of non-communication, elitist writers who produce 

pretentious but vacuous works for a nation of non-readers from a different, but equally 

hyperbolic satirical perspective in “La fuga de Tadeo.” Here Serna adopts the narrative voice of 

an unidentified admiring biographer of one Tadeo Roffiel, a fictional 20th century provincial 

writer from Irapauto, Guanajuato, who adheres to a belief in the inadequacy of words to achieve 

communication. Supporting his ambivalent praise of Tadeo with frequent citations from another 

fictional work of criticism, Tadeo Roffiel: a Poetics of Nothingness (Iowa University Press, 

1992) by one Peter Fairbanks, the biographer/ narrator describes an ugly, acne-pocked, and 

dyslexic adolescent who makes a permanent break from an unsupportive family and sets out for 
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Mexico City where he eventually founds “el movimiento logocentrista,” the first of his many 

efforts to liberate modern literature from its stagnant communicative function (132):  

“El pensamiento debe pensarse a sí mismo hasta llegar a una concepción pura –
eclaraba en el manifiesto—. El significado corriente de las palabras reduce al escritor a 
una servidumbre intelectual que no podemos seguir tolerando: despojemos a la lengua de 
su referente concreto, como se arranca un árbol de raíz, para cimentar en la nada la 
literatura del hombre nuevo” (133).  

The biographer/narrator recounts that despite his unattractive physical features, his 

alleged propensity for masturbation and his “tardío despertar sexual” (133), Tadeo eventually 

marries one Perla Ondarza, the daughter of a famous art broker of the same name. However, his 

all-consuming passion for his literature of non-expression leaves little time or inclination for 

normal family activities and duties. Rather than remaining at Perla’s side on the night of the birth 

of his first child, for example, Tadeo chooses solitude in order to write an abstract poem on the 

generative powers of the mandorla, “símbolo del vacío cósmico, de la concavidad primordial 

donde se origina la vida.” Only when the newborn is returned to his mother’s arms does Tadeo 

suddenly appear, jumping ahead of the nurse “para entregarle a Perla su criatura de papel.”  

“—Para mí los productos imaginarios son más importantes que las obras de carne–le dijo 
con ternura y en lugar de abrazar al bebé siguió corrigiendo el poema, pues nunca estaba 
a gusto con el primer borrador de un texto” (136).  

Tadeo’s uncompromising dedication to his literary pursuits soon results in self-imposed 

isolation and a variety of antisocial behaviors. The sympathetic narrator defends him against 

allegations of schizoid behaviors made by unidentified detractors, while acknowledging such 

minor problems as a tendency to confuse his children: “sólo tuvo dos,” he admits, “pero jamás 

atinó a distinguirlos” (137). As Tadeo’s attention to material reality degenerates to the point that 

he ceases to attend to his own physical needs and functions, Perla renounces her role as a typical 

Mexican “mujer abnegada y paciente” and eventually leaves Tadeo, who now subsists on 
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imported Brazilian caramels and becomes so immersed in his writing and divorced from reality 

that he forgets to go to the bathroom when he is hit with episodes of diarrhea.  

Renouncing paper as a material object that separates him from the pure experience of 

writing, Tadeo has a series of impenetrable aphorisms tattooed to his body. When he contracts a 

type of dermatitis or mange from the excess of tattooing, he takes to extracting blood from his 

body for use as ink in his fountain pen in an attempt to “coagular la esencia del verbo” (138). He 

begins to lose weight at an alarming rate and one night, while working on his final work, 

“Fugas,” he simply disappears, leaving behind only a thread of blood, evidence for his 

biographer of Tadeo’s transubstantiation and the incompatibility of his literary quests with 

physical existence.  

Though Tadeo’s flight from the earthly realm is consummate, his literary “Fugas” remain 

as evidence of his contributions to humanity. The biographer, however, grants the reader only a 

fleeting glimpse of Tadeo’s alleged verbal genius, a fragment of the “Fuga número 2:”  

“Luz del oído, medianoche solar, cúbreme bajo tu falda de serpientes, bajo tu negra falda 
de amores calcinados, oh, Diosa Infértil, oh, Perra guardiana del Infinito. Nones 
cabrones, nones para los preguntones, de tin marín de do pingüe, las arboledas se 
ensanchan, los volcanes gimen a la orilla del tiempo, basta de ultrajes, basta de rononeos, 
aaaaaaagh, nnennnnepil, ccucurbitáceas de tallo esbelto que arrojan su polen al viento, 
como perversas nínfulas del burdel” (141).  

Not to be outdone by Tadeo’s flight of verbiage, the biographer indulges in some critical 

gibberish of his own, describing the “Fugas” in general as “textos crípticos y sin embargo 

diáfanos, irreductibles a cualquier clasificación genérica” and the quoted passage in particular as 

“la errancia (sic) de un alma en busca de la plenitud, o quizá el descenso al infierno, pues la 

extraña conjugación de ruido y armonía lograda por el maestro admite una infinita variedad de 

lecturas” (140-141).  
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Like many satirists, Serna delights in displays of linguistic ingenuity. His parodies of 

pompous writing styles, with misused or invented words, semantic and logical contradictions, 

tautological reasoning, and convoluted rhetoric are meant, first and foremost, to entertain.5 

However, Serna’s essays and comments he has made in interviews also point to his serious 

concerns regarding the state of Mexican culture and suggest specific targets for the critical edge 

of his satire. In “Vejamen de la narrativa difícil” (Caricaturas, 288-296), for example, Serna 

discusses the problem of the polar extremes of light, bestseller literature produced for the masses 

and esoteric, self-referential works written by and for the literary elite. Concerned with bottom-

line profits, marketing departments of the large publishing houses recycle successful narrative 

formulae with the result that the vast majority of the reading public becomes increasingly 

unfamiliar with creative styles and structures and simply rejects any and everything that requires 

concentration or mental effort. At the other extreme, writers, critics, professors of literary theory 

and other “dispensadores de prestigio literario” seek to distance themselves from the culture of 

the bestseller and to perpetrate the false belief that good literature must of necessity be too 

difficult for mass consumption. In the search for elite status, some writers attempt to compensate 

for their lack of talent with exotic themes and settings, with ornate, baroque and flowery styles or 

with narcissistic and abstruse themes (see also “Radiografía,” 34 and “Palabrería inmortal,” 

pp. 136-141, Giros negros). Others focus on language to the exclusion of content and 

communication, producing works that Serna calls “novelas del lenguaje,” which feature abstract 

characters, cryptic, amorphous plots, and language turned inward, questioning its own function.  

Serna describes a happy confluence of interests, as writers produce works organized 

along principles of literary theory for analysis by experts in that theory, whose job is thus made 

easier and who then reward the writers with their praise and the accompanying publicity and 
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prestige their stamp of approval generates. This situation is parodied in “La fuga” by Tadeo’s 

obsession with language to the complete detriment of content and communication, on the one 

hand, and the absurd adulation and promotion of Tadeo’s works by the biographers and critics 

with their nonsensical critical comments, on the other. Serna sees the conspiracy of the 

intellectual elite to dictate literary tastes and choices as another form of imposition of literary 

norms from above, as insidious as the marketing manipulation and strong-armed political tactics 

satirized in “Tesoro viviente.”  

Though the humorous element is omnipresent in Serna’s fictional works, it is a humor 

born of an often dark and pessimistic satirical vision of humankind. And with regard to the 

theme at hand, his novels and stories, taken as a whole, present a bleak and cynical view of the 

Mexican literary landscape. Serna’s essays are a source of insight and interpretive context for his 

fictional works. More important, however, unlike the fictional works, and despite their 

sometimes caustic and despairing tone, the essays often lay the framework for solutions. In 

“Vejamen,” for example, Serna has specific advice for writers to avoid the twin perils of the 

trivialization of literature for the masses and the marginalization of literature written for an ever-

shrinking cultural elite:  

“El reto es cautivar sin complacer, contrarrestar con astucia la pereza de los lectores para 
llevarlos adonde no quieren ir, como el flautista de Hamelin con su cortejo de ratas. La 
narrativa está muerta si le da la espalda al entretenimiento. En el futuro el novelista … 
deberá ser un consumado encantador de serpientes y entremezclar distintos niveles de 
significación en el mismo texto, como lo hicieron siempre los clásicos del género, para 
producir también al lector avisado que aprecia la ambigüedad y busca en toda novela una 
segunda intención” (Caricaturas, 294-295). 

While the references to the “pereza de los lectores” and the Pied Piper of Hamelin’s 

“cortejo de ratas” may have an elitist ring, they are in fact a recognition of contemporary reality, 

the immense challenges that today’s writers face to secure readership while competing with the 

powerful forces of popular culture that dominate the media, such as soap operas, sports, quiz, 
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variety and reality shows on television, video games, and modern smart phones that are both 

pocket-sized personal entertainment centers and instruments that provide instant communication 

with friends and acquaintances, to name just a few. More to the point, Serna places ultimate 

responsibility for capturing and maintaining a reading public in these trying circumstances 

squarely on the writer, who must produce entertaining works that can be read on different levels 

and appeal to a broad base of readership.  

Serna’s ideas are a refinement and a continuation into the new millennium of the broad 

based literary movement that arose in the late 1970’s and 80’s and fostered clear and effective 

communication in reaction to styles that came to be associated with some mainstream and many 

peripheral works of the Latin American boom era, such as excessive verbiage, techniques of 

Magical Realism that ultimately turned conventional and trite through overuse, and the tendency 

to communicate only with elite audiences. Serna’s challenge to contemporary writers is one that 

he himself has risen to in each and every one of his fictional works, which are, without 

exception, at once both humorous and serious, sometimes shocking and grotesque, and always 

highly entertaining. 
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Notes 

                                            
1 In the García Hernández interview Serna states that the story is “el género que más me gusta; un género que 

me permite respirar con mucha libertad, algo que llegué a extrañar en algún momento cuando estaba escribiendo El 
seductor de la patria. … Curiosamente, en los cuentos hablo de temas que me tocan más de cerca que las intrigas de 
mis novelas. En ese sentido sí creo que [El orgasmógrafo] es un trabajo más personal.” See also Camps, 
“Entrevista,” 170. 

2 See also Serna’s discussion of books as decorative ornaments in “Roperazo libresco,” pp. 142-146, Giros 
negros. 

3 As John Clark observes in his review of García Márquez’s “Un hombre muy viejo con unas alas enormes,” 
“One of the conventional stratagems of satire is to mix two diverse (and even alien) ingredients so as to generate 
friction and shock. Thus, a common device is to introduce a foreigner, an Outsider, into everyday European society 
and to record his reactions of horror, laughter, and befuddlement. … The resultant satire may stigmatize the exotic 
foreigners or it may incriminate contemporary European or American natives. At times, both suffer by the 
comparison (“Angel in Excrement,” 2). 

4 Serna also strongly criticizes the Gortari regime in relation to his 1999 novel El seductor de la patria, in 
“Santa Anna,” an essay included in the 2004 anthology of critical studies on the historical novel, Historia, ed. by 
Hernández López, 181-182; and in relation to the 1995 novel Miedo a los animales in Caricaturas, “Historia de una 
novela,” 209-210. 

5 See Griffen, especially Chapter 3, “The Rhetoric of Satire: Display and Play,” on the primacy of satire as 
performance and the secondary role of criticism or moral indignation.  
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How Borges’ Garden Reveals the Epistemes of Our Times 
 

The explanation is obvious. The Garden of Forking Paths is a picture, 
incomplete yet not false, of the universe. 

Stephen Albert 

The Garden of Forking Paths 

 

In 1941 the entire world had seemingly been reduced to the great struggle that was the 

Second World War. As the European powers and their surrogates struggled against their 

respective Other, in the relative isolation of Argentina, Jorge Luis Borges produced a short story 

that was “not entirely innocent of symbolism” (Borges 15). Symbolism in fiction goes without 

saying, but Borges uses (in a purposeful sense) the reader’s Symbolic tendencies to expose the 

Imaginary world they consider to represent the Real. Contained within most fiction is a text 

meant to reveal something to the reader, but Borges uses the reader to reveal something about the 

text and, by extension, themselves. Inevitably confused, the reader finds themselves in a 

labyrinth that is at once odd and familiar. Thus the work’s title, The Garden of Forking Paths, 

can be read as a metaphor for the confluence of the Real, the Imaginary, and the Symbolic, the 

labyrinthian maze of the episteme. Borges describes The Garden of Forking Paths as “a 

detective story; [in which] its readers will assist at the execution, and all the preliminaries, of a 

crime, a crime whose purpose will not be unknown to them, but which they will not 

understand—it seems to me—until the last paragraph” (Borges 15). The actual “crime” I believe 

Borges to be referencing is the unconsidered effect of the dominant Western episteme that has 

defined, and continues to define, the beliefs of individuals, cultures, and civilizations, 

specifically the resilient ideology of the self and the Other.  
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In his preface to The Order of Things, Michel Foucault notes that his “book first arose out 

of a passage in Borges … that shattered … all the familiar landmarks of my thought—our 

thought, the thought that bears the stamp of our age and our geography” (The Order of Things 

xv). The “thought” Foucault refers to is the body of ideas that shape the imagined reality of 

Western life. The imaginary nature of this Western episteme is easily seen in the utopias that 

form its foundation: a series of neatly ordered though unreal imaginings of life as one wishes it 

were. These utopias are what allow us to make sense of and give meaning to the otherwise 

overwhelming complexity of reality. Heterotopias, on the other hand, shatter this ideal ordering 

of life. Foucault notes how, “utopias permit fables and discourse: they run with the very grain of 

language and are part of the fundamental dimension of the fabula; [while] “heterotopias (such as 

those to be found in Borges) desiccate speech, stop words in their tracks, contest the very 

possibility of grammar at its source; they dissolve our myths and sterilize the lyricism of our 

sentences” (The Order of Things xviii). The Garden of Forking Paths certainly contains many 

familiar elements of the Symbolic fable, but the language in which Borges delivers his tale 

leaves the familiar feeling foreign, and the reader lost as to what reality the story is meant to 

convey.  

That Borges would categorize The Garden of Forking Paths as a detective story makes 

sense in so much as he is trying to lead the reader to notice (if in only the smallest degrees) the 

clues that point to the presence of the episteme. Unlike the mysteries solved by the deductive 

reasoning of Sherlock Holmes, the mysteries of The Garden demonstrate the limits of logic 

itself. Borges encourages the reader’s uses logic only to undermine it, to demonstrate how very 

un-logical the episteme is. Borges exposes the confusing nature of the episteme’s construction 

through heterotopic plot twists that leave the reader questioning what is really going on. This is 
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why Borges makes the extraction of meaning from this text so purposefully difficult compared to 

the traditional fable: Borges is not offering morals but attempting to expose the reader to the 

incongruent symbolism of the dominant episteme, and to question the idea of the Other. 

To this end, Borges presents two contrasting characters: one is a Dr. Yu Tsun, a “former 

teacher of English at the Tsingtao Hochschule,” and the other is the “learned Sinologist Stephen 

Albert” (Borges 89, 101). Borges plays on the reader’s tendencies to categorize the world into 

this and that, us or them, by giving these characters familiar and, yet, foreign identities. Tsun, we 

later learn, is from China, a familiar enough place (in an imaginarily familiar way); but, why 

would a Chinaman who taught English at a German School (in China?) be in England? The 

confusing nature of the character’s identity is intended to reveal the tendency of Western readers 

to unwittingly infuse characters with automatic attributes of familiarity or otherness.  

The text begins with an ellipses that starts the story mid-sentence, immediately placing 

the reader in a state of uncertainty. Borges only encourages this uncertainty through the use of a 

brief introduction which claims that the following account is a deposition “dictated by, read over, 

and then signed by Dr. Yu Tsun” (Borges 89). This deposition, it is said, “casts unsuspected 

light” upon the delay of a planned offensive in the First World War, the first two pages of which 

are missing (Borges 89). With the actual beginning of the story unknown, the reader must create 

a beginning for themselves. What a Chinaman living in England during the First World War will 

signify to each reader is part of the technique Borges is using. In order to reveal the existence of 

a dominant Western episteme, he forces the reader to first construct it. By leaving the story’s and 

character’s origins to the imagination of the reader, Borges allows the Imagination of the reader 

to fill in the blanks. The reader must decide the significance of Tsun’s origins, if they even think 

of them at all.  
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Borges adds to the sense of confusion about the Other’s significance with the introduction 

of two more characters. The afore mentioned ellipses lead into a statement about a phone 

conversation, that was conducted in German, with a Captain Richard Madden, a non-German, 

who was in a Viktor Runeberg’s office, which “meant the end of all our work,” a fact which 

seemed to the narrator to be of secondary importance “or should have seemed so to me 

(original)” when compared to the threat to his life (Borges 89). Five lines into the story Borges 

has already confronted the reader with the presence of three separate Others: Tsun, a Chinaman, 

Madden, who “was obliged to be implacable,” serving, as he did, an “Irishman in the service of 

England,” and Runeberg, an unknown German in England (Borges 89). The casual reader might 

recognize in this casting of characters the familiar scene of colonial Europe locked in a struggle 

for domination of the rest of the world. The First World War is a scene easily imagined by 

Western readers; so too is the issue of the Irish in England. That a Chinaman who taught English 

could be found in England is easy enough to imagine also. But what have any of these to do with 

each other, particularly in the vague and multifaceted connection in which they are so abruptly 

presented? 

The combination and role of these characters is meant only to begin the process of 

revealing the unsuspected, and fully accepted, episteme. Borges leaves behind the more familiar 

Runeberg and Madden, and forces the Western reader to focus through the eyes of Tsun, the 

more extreme, or obvious, Other. Casting the narrator as such an obvious outsider allows Borges 

to begin exposing the Imaginary nature of the Western episteme. Foucault’s work in, The Order 

of Things, revealed that epistemes often remain invisible to those living in them. Borges strikes 

on part of the reason for our inability to see our own reality through Tsun’s expression, “Then I 

reflected that all things happen, happen to one, precisely now. Century follows century, and 
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things happen only in the present” (Borges 90). Because we live in the present, with no ability to 

foresee the future, we have only the past to examine; and only with a certain amount of critical 

distance are we able to recognize the influence of the episteme on the reality we know (i.e., the 

one we construct). Foucault notes that what passed for knowledge and reason in one age was just 

as likely to be forgotten or rejected by the subsequent one. Yet, there is a continuity, a cycling of 

ideas, that links each generation to the one that came before. The reason for this link is the limit 

of our ability to impact the present through our knowledge of the past; because of the ceaseless 

march of time we are always reduced to trying to catch up to the moment that has just passed 

us by.  

In an effort to capture and expose these moments, Borges has cast a set of characters on a 

Western stage who expose the ideological tendencies of the day. The trick, however, is the 

unexpected twists in the role each character plays. That Tsun is Chinese marks him as an 

outsider, an Other, from the distant reaches of the Empire, but Tsun does not readily fit the 

perceived role he should play. In fact, Tsun thinks with a much more Western mindset, his 

thoughts resonating with a familiar ring to Western ears. A possible explanation is that Borges is 

casting Tsun in the role of what Edward Said would later refer to as a hybrid, a person born into 

one culture and trained in another, who is able to bridge the two cultures, thinking, as it were, 

with two minds. While it may appear perfectly clear to readers today that Tsun represents the 

sort of hybridized individual that Said wrote so tirelessly about, in Borges’s day the world was 

much more neatly divided into us and them, and Tsun, a Chinaman, would definitely have been 

one of them.  

The issue of cultural hybridity would not have been fundamentally foreign to Borges, 

who, having spent many of his formative years moving back and forth between Europe and 
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Argentina, was something of a cultural hybrid himself. The fact that such a theme appears in his 

fiction several decades before the start of post-colonial discourse serves as a testament to the 

advanced nature of his thinking. Borges’s casting of Tsun as an Oriental with a Western mind 

and Albert as Westerner with an Oriental mind represents one aspect of the Western episteme he 

sought to expose: the perception of the superior West.  

When Tsun arrives at Stephen Albert’s home, his eventual, and intended, destination, he 

is struck by the sound of music. He notes that “Two things dawned on me at once, the first trivial 

and the second almost incredible: the music came from the pavilion and that music was Chinese. 

That was why I had accepted it fully, without paying it any attention” (Borges 94). With this 

statement Borges is drawing the reader’s attention to how subtly culture infiltrates our minds. 

Tsun is reminded in that moment of his familiarity with the episteme of the East, through his 

subconscious acceptance of a music foreign to Western ears. That Tsun recognizes the subtle but 

powerful grip of culture shows in his comment that his natural recognition and acceptance of the 

music was almost incredible. Once more we find multiple explanations for this significance. One 

could be the fact of Tsun’s having lived so long in the West and adopting so much of its culture 

that he consciously forgot his own native one. Another, more intriguing, explanation is that 

Borges is using Tsun’s acceptance of a music that is foreign to the Western culture, which Tsun 

has shown a great affinity and familiarity with, as a way of demonstrating that people can exist 

beyond the limits of their culture. Tsun associates with the cultures of both East and West, his 

supra-episteme transcends the limits of each, so that he is able to observe and contrast between 

them.  

At this point the reader is now forced to begin making certain decisions about how they 

will identify with Tsun’s character. The reader may find themselves wondering if they ought to 
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admire or shun the actions of Tsun, and, more precisely, the feelings his actions betrayed in 

themselves. Through Tsun’s musings, Borges is forcing the reader to think about the symbolic 

structures that influence our lives, and to evaluate the method by which we judge ourselves and 

the world around us. Tsun remarks that “Silently, I dressed … [and] … took leave of myself in 

the mirror” (Borges 91). This declaration marks the start of a journey into a labyrinth of possible 

realities, where Borges, having led the reader into this garden of forking paths, now leaves him 

to wander and consider the hidden complexity of the dominant Western episteme that constructs 

an imaginary landscape in which we live our lives. 

The reader is now finally introduced to Tsun’s contrasting character, Stephen Albert, who 

“had been a missionary in Tientsin [China] before he ‘had aspired to become a Sinologist’” 

(Borges 95). Albert, like Tsun, reflects Said’s idea of a hybrid, linking the cultures of the Orient 

and the Occident. Albert, however, represents Tsun’s opposite, a child of the West who has 

adopted the ideology of the East. This fact makes his character even more remarkable as it 

directly challenges the perceived supremacy of the Western episteme.  

Albert invites Tsun inside his home with the invitation “no doubt you want to see the 

garden?” (Borges 95). The question stirs something inside of Tsun, as though another link with 

his origins is pulled taught, and he replies “with incomprehensible assurance: ‘The garden of my 

ancestor, Tsui Pên’” (Borges 95). Albert begins to describe the work he has devoted to 

unraveling the mystery of Tsui Pên’s novel that made no sense and the labyrinthian garden that 

no one had ever found. He concludes with the pronouncement that the novel and the labyrinth 

were one, a symbolic labyrinth of time, and that “I, a barbarous Englishman, have been given the 

key to this transparent mystery” (Borges 96). Albert’s claim that he is the barbarian who has 

been given the secret to unlock the great knowledge of the ancient Orient flies in the face of the 
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belief in the superior West, with its proclamations of progress, paternal benevolence, moral 

crusades for the sake of enlightening the heathen barbarians of the world. Once more, we see the 

heterotopic plot twists by which Borges forces the reader to question what normally is 

unconditionally accepted.  

As Albert attempts to explain the mystery of Tsui Pên’s work, Tsun notes the oddity of 

the situation, remarking that:  

With proper veneration I listened to these old tales, although perhaps with less 
admiration for them in themselves than for the fact that they had been thought out by one 
of my own blood, and that a man of a distant empire had given them back to me, in the 
last stage of a desperate adventure, on a Western island (Borges 98-9). 

This reversal of the expected emphasizes the challenge to the accepted tenets of the dominant 

Western episteme. Tsun, who is of the Orient but thinks with a Western mindset, respectfully 

learns of the special knowledge of his ancestors from Albert, who is of the West but who 

understands the reasoning of the Orient. 

Albert explains that “The Garden of Forking Paths was the chaotic novel itself. The 

phrase ‘to various future times, but not to all’ suggested the image of bifurcating in time, not in 

space” (Borges 98). The garden Albert describes is one of epistemes, whose paths are traversed 

in time as each generation embraces the set of ideas that determine the location from which they 

view and confront the rest of the world. Contained within the garden are all the varying bodies of 

thought that have defined and will define the beliefs of individuals, cultures, civilizations, East 

and West, the Orient and the Occident, the self and the Other, all humanity for all time.  

The garden Albert describes is meant to represent the universe in which order is found in 

its proper place and time, in which reality is known by those who recognize it. Foucault writes 

that:  

Order is, at one and the same time, that which is given in things as their inner law, 
the hidden network that determines the way they confront one another, and also that 
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which has no existence except in the grid created by a glance, an examination, a 
language; and it is only in the blank spaces of this grid that order manifests itself in depth 
as though already there, waiting in silence for the moment of its expression. (The Order 
of Things XX)  

The point is that regarding the issue of Western colonialism, and the us versus them world it 

created, Borges is trying to reveal how this reality is just one of many possible ones in which the 

people of the world might meet each other as friends or enemies, colonizer or colonized. This 

revelation is meant to force the reader to question what path they we walking now, and what 

order they are attempting to impose (or allowing to be imposed, as the case more often is) on the 

world around them?  

Such questions are difficult to answer, but, if we further consider Tsun’s character, we are 

reminded how important our view of the world around us and our place in it truly is. Borges 

highlights this fact through Tsun’s remark that:  

I am a timorous man. I can say it now, now that I have brought my incredibly 
risky plan to an end. It was not easy to be bring about, and I know that its execution was 
terrible. I did not do it for Germany—no! Such a barbarous country is of no importance 
to me, particularly since it had degraded me by making me become a spy. Furthermore, I 
knew an Englishman—a modest man—who, for me, is as great as Goeth. I did not speak 
to him for more than an hour, but during that time, he was Goethe. (Borges 91)  

To complicate the issue, Tsun adds that his actions are an attempt to somehow vicariously 

exonerate the Asian race, to prove that “a yellow man could save [Germany’s] armies” (Borges 

91). In these few lines Borges has Tsun speak as though he were several different people, each 

struggling in a different way against the influence of the dominant Western episteme.  

First we will consider Tsun’s role as that of an outsider, a man from the colonies, who 

looks with disdain upon the destructive wars of the European powers. Tsun feels his difference 

as an Other. He knows that his features mark him as different, foreign, a man from the colonies, 

a second-class human. At a time when Europe still ruled supreme, and the world served her 

interests, Borges is prompting the reader to consider the effect such ideals of superiority have on 
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the world at large. He is revealing how the dominant Western episteme leads to ethnic divisions, 

a common technique used to divide and conquer. The proof of this situation must not be lost to 

the careful reader who will remember that Madden is an “Irishman in the service of England” 

(Borges 89). This turning of colonized people against one another is a prominent aspect of the 

dominant Western episteme the reader must not overlook. That Tsun’s duel is with another, 

albeit less pronounced, Other is likely to go unnoticed by most readers, due to the subtle 

pervasiveness of the dominant Western episteme that naturally accepts the subservience of all 

outsiders to their superior counterparts. We must also not forget that Tsun’s goal is not merely to 

best the persistent Madden but to get his message out. Though the nature of the relationship 

between Tsun and Madden, two Others caught between warring European powers, is somewhat 

mysterious, the main thrust of Borges’s work remains focused on revealing the nature of the 

Western episteme, the total victory that Tsun implies. 

Another role Tsun’s character portrays is that of a Western subject, who, in appropriate 

subjection to the will of the empire, loathes their enemy as though they were his own. Borges has 

now revealed that Tsun is acting as a German spy in England. Tsun demonstrates an 

unconquerable respect for certain German ideologies, and the links such ideologies can share 

across cultural divides. The reference to Goethe and the Englishman, who was for him Goethe, 

demonstrate an appreciation for certain Western ideals. A further examination of Tsun’s remarks 

reveals still more tendencies of the Western subject that Borges has infused him with. Tsun 

remarks that he now feels “man enough” to succeed in his adventure, noting how he drew 

strength from his weakness (Borges 92). These allusions to Western ideals are unmistakable, and 

yet their utterance from the mouth of an outsider casts them in a surreal light. A partial 

explanation for this can be found in the fact that Tsun is an intellectual from one of the colonies, 
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that he represents, in the vein of Said’s Orientalism, a cultural hybrid, linking the cultures of the 

Orient and the Occident. We must also remember that Tsun is engaged in an effort to save face 

for the Chinese people, so that his actions could be interpreted as the sort of eternal resistance of 

the colonized to the colonizer claimed by Said, who argues that resistance to colonialism occurs 

in many forms, the shape of which is not always so easily defined. Tsun, in his own odd way, 

may be rebelling against his position as an insignificant Other. Has it even occurred to the 

Western reader that they are listening to the thoughts of someone from outside their own culture?  

The purpose of these multiple minds is to reveal how different epistemes exist in life. 

England and Germany are linked together as competing imperial powers whose Western 

ideologies dominate the globe. Though they are each different they both fit within the same 

larger episteme as demonstrated by the fact that the First World War was fought to establish the 

balance of power in Europe, and by extension the rest of the world; and, also through the 

reference to an Englishman that was Goethe, which points to the shared ideological tendencies of 

the two cultures. Within this episteme we find that of the colonized, the Other, the “yellow man” 

who hopes to exonerate his race in the eyes of their European superiors; yet, Tsun is also 

invested with qualities universal to humanity, as seen through his practical conclusion that, 

“Besides, I had to escape the Captain” (Borges 91).  

What is astonishing is how Borges links all of these views to a single character, so that 

Tsun at once embodies the mind of the self, recognized by the Western reader, and the Other, 

whose ideas are foreign to Western ears; but, above all of these, the reader should be struck by 

the humanity with which Tsun is invested as a man, an individual human with whom the reader 

can identify. This is how Borges is able to reveal the hidden structure of the Western episteme. 

Borges has lured the reader into a labyrinth, and as the reader journeys deeper and deeper they 
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are confronted with the foundations of the episteme on which their world is built. Borges 

repeatedly works to reveal the oft overlooked “crime” of the belief in a superior West and 

inferior East. He even goes so far as to challenge the idea of a superior culture all together. Tsun 

notes that: “I thought that a man might be an enemy of other men, of the differing moments of 

other men, but never an enemy of a country: not of fireflies, words, gardens, streams, or the West 

wind” (Borges 94). Borges is trying to demonstrate the audacity of reducing lands and cultures to 

objects of conquest, to demonstrate how the making of war against or seeking to dominate 

Others on the basis of their inferiority is the ultimate crime of egocentrism. 
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Hoy sí: La esperanza de un equipo durante la Guerra Civil guatemalteca 
 

Este proyecto analiza Hoy sí (2008), dirigido por Sergio Ramírez, que trata de la 

selección nacional guatemalteca de fútbol y su intento de clasificar para la copa mundial por 

primera vez. El cortometraje revisa la historia de unos guatemaltecos que siguen al equipo 

durante la clasificación para la Copa Mundial de 1986 en México. Las escenas presentan como 

ellos escuchan y miran al equipo por la radio y la televisión con antena y se reúnen para una 

fiesta en la cancha local.  

Varios estudios proponen que los deportes, específicamente el fútbol, sirven como una 

herramienta de unificar a una población. Los equipos nacionales estimulan el orgullo nacional, 

tienden puentes entre los grupos sociales y ayudan a construir una identidad nacional. En 

Guatemala, existe una historia larga de división social, especialmente entre los años de la guerra 

civil, un periodo de genocidio indígena y lucha entre el gobierno y grupos guerrilleros como la 

Organización Revolucionario de Pueblo en Armas (ORPA) y el Ejército Guerrillero de los 

Pobres (EGP). Este estudio sugiere que Hoy sí revisa el concepto que la selección nacional 

guatemalteca de fútbol haya ayudado a unificar a la población guatemalteca al proveer un 

sentimiento de esperanza durante una época de guerra, genocidio y división. 

James Frey y Stanley Eitzen proponen que los deportes crean un sentimiento de identidad 

nacional y nacionalismo entre una población diversa (511). En los países en vías de desarrollo, la 

cultura popular toma un rol significante para integrar una nación. Por ejemplo, los brasileños se 

identifican con su fútbol y de esta manera, el deporte une a la población y disuelve los conflictos 

raciales, étnicos y regionales (Lever 48). Asimismo el fútbol brasileño elimina la distancia social 

y estimula el sentido de orgullo nacional (Levine 248). Eduardo Galeano también sugiere que 

existe una conexión inseparable entre el fútbol y la identidad nacional, pero añade que los 
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políticos y los dictadores la han utilizado para ganar sus elecciones y la opinión pública (8-9). 

Chester Gaitán comenta que los éxitos de los equipos nacionales producen un sentimiento 

patriótico de una población y que puede servir como un instrumento para ganar prestigio 

internacional (1073). En 1969, el fútbol nacional causó un conflicto breve, “La guerra del 

fútbol,” entre Honduras y El Salvador, aunque otros asuntos como la reforma agraria y la 

formación posible de movimientos guerrerillos también contribuyeron a la lucha (Skidmore y 

Smith 383). Alan Klein argumenta que las clases dominantes utilizan los deportes para controlar 

a una población. De esta manera, estimula la homogenización e inculca los valores 

dominantes (109). 

En su historia, la selección guatemalteca de fútbol nunca ha calificado para la copa 

mundial. Mejor conocido en Guatemala como “la azul y blanco,” la selección tuvo una 

oportunidad excelente de calificar por primera vez en 1985 para la Copa Mundial de 1986 en 

México. Aunque perdió contra Canadá en su primer partido de calificación, los guatemaltecos 

vencieron a los haitianos en el partido siguiente con un gol de Víctor Hugo Monzón (Álvarez 

Rosales 207). Al derrotar a los canadienses en una revancha en el Estadio Nacional Mateo Flores 

en la ciudad de Guatemala, el equipo hubiera ganado un puesto en el torneo más prestigioso de 

fútbol internacional. Desafortunadamente los equipos empataron 1 a 1, y Guatemala falló en 

clasificar a la copa otra vez (Courtney, “Guatemala”). El corto, Hoy sí, trata de esta historia y su 

reacción pública.  

En las primeras escenas del corto, Ramírez utiliza varias tomas de primerísimo plano de 

las caras de unos aficionados guatemaltecos. La cinematografía captura su preocupación 

mientras escuchan la radio, fuman, toman bebidas y comen papas fritas. Otra toma de primer 

plano exhibe el dial de radio y una aguja que indica la emisora. El comentarista indica el gran 
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deseo de la audiencia cuado usa: “Queremos estar en la Copa Mundial de México de 86.” 

Cuando la selección pierde el partido, todos salen del bar angustiados, pero todavía creen que 

“hay chance” para calificar. En el camino de vuelta, discuten que cada vez hay un partido, tienen 

que caminar dos horas para llegar al bar y que les duelen los pies. Aunque los canadienses 

derrotan a su equipo en el primer partido, continúan creyendo que tienen una posibilidad de ir a 

la copa mundial y el fútbol ofrece una razón para reunirse en el bar para el próximo partido. 

Las próximas escenas demuestran más efectos del fútbol en el pueblo. Aquí Ramírez 

emplea unas tomas de un naranjo, el sol, los árboles, el cielo y un camino de tierra. Mientras 

muestra la naturaleza, la audiencia oye los gritos de unos jugadores de fútbol, “Atáquelo, tire,” 

en la cancha local. El director también aplica el mise en scène cuando enseña la cerca con 

alambre de púas que encierra a los guatemaltecos del mundo fuera del campo. Entonces un 

jugador tiene la idea de comprar un televisor de un vendedor para ver el siguiente partido de la 

selección. El vendedor arregla el televisor y la antena en el medio de la cancha, y una toma de 

ángulo contrapicado exhibe el aparato con el cielo celeste. La disposición del televisor en la 

cancha sugiere la centralización del fútbol entre la gente del pueblo. Aunque se rodean por la 

naturaleza y un cafetal, el deporte representa el enfoque más importante del momento, y 

demuestra su factor unificador.  

Cuando los aficionados se reúnen en la cancha para ver el partido contra los haitianos, la 

audiencia descubre como el fútbol cambia a la rutina normal. Ramírez expone una mesa con 

comida y bebidas en el primer plano, pero todos están en frente del televisor en el fondo. En este 

instante, el partido simboliza el enfoque, aunque hay almuerzo preparado. La toma desde la 

perspectiva del tele revela la diversidad del encuentro. Congrega a los hombres y mujeres, los 

jóvenes y los mayores y los ladinos y los indígenas. Gaitán expresa que el fútbol en la sociedad 
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guatemalteca ha servido como un factor unificador entre la población indígena y ladino (1075). 

Cuando el lado patrio marca el único gol del partido, todos celebran juntos.  

El pueblo está unido durante el partido, pero después de la primera parte del juego, la 

antena pierde señal. A causa del dilema, dos amigos deciden ir a ver el partido en el bar de las 

escenas anteriores. Aquí, Ramírez presenta unas de las tomas más poderosas del cortometraje 

cuando ellos están en camino. La toma enseña el paisaje del país, los nubes que cubren un pico y 

en el primer plano, abajo y a la izquierda se encuentra una piedra con graffiti que manifiesta 

“ORPA”. Durante la guerra civil guatemalteca, la Organización Revolucionario del Pueblo en 

Armas (ORPA) lucharon para la democracia y libertad, una respuesta al régimen militarista que 

dividieron la tierra y los recursos a favor de la cultura ladina, un acto prejuicio contra la 

población indígena (Colletta y Cullen 56; Falla 6). La referencia corta al grupo guerrillero indica 

como el fútbol ha ofrecido una distracción de la guerra civil. Los compañeros encuentran al 

dueño del bar en su coche y les notifica a ellos que gana la selección. Proclama, “¡Ganamos!” y 

responden, “¡Hoy sí, nos vamos al mundial.” El uso de “nosotros” simboliza el efecto que el 

deporte tiene sobre la gente, un factor que conjunta al país.  

Los camaradas regresan a la cancha y el pueblo decide tener una fiesta para celebrar la 

victoria. Durante la fiesta, una chica toca un casete de unas marimbas, un ejemplo de la música 

típica guatemalteca. Algunos bailan mientras escuchan la música y otros beben cerveza y 

Quetzalteca Especial. Un hombre reza de rodilla y exclama, “Gracias a Dios nos vamos.” Lever 

expone que los deportes son como una religión, el hecho que ellos reúnen a la población, ofrece 

un lugar de adorar a sus equipos en los estadios y que los aficionados rezan para el éxito (14-15). 

De esta manera el fútbol reúne al pueblo durante la guerra civil guatemalteca.  
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Al lado de la hipótesis de integración de los deportes, también existe otros estudios 

académicos que sugieren que se utiliza el fútbol como instrumento de control social. En Brasil 

durante la dictadura militarista de General Garrastazu Médici, el presidente manejó el éxito del 

equipo nacional y Pelé para proyectar la gloria de su propio gobierno (Levine 246). Gaitán 

expone que el gobierno de la primera mitad del siglo XX no usó la selección guatemalteca para 

la integración de las indígenas en la sociedad ladina (1075). En las últimas décadas del siglo, los 

gobiernos de General Lucas García y General Efraín Ríos Montt enfocaron más en la tentativa 

del genocidio de la población indígena y la eliminación de los grupos guerrilleros (Falla 8). El 

fútbol durante la guerra civil sirve más como un interés común entre la población y una razón 

para congregar. El fracaso del equipo durante su historia contribuye a su falta de uso por el 

gobierno.  

La escena final exhibe la resaca del pueblo en la cancha y todos duermen cuando 

enciende el televisor. Sale un periodista que informa de las malas noticias, un autogol de Víctor 

Hugo Monzón que elimina a la selección de la posibilidad de ir a la copa mundial por primera 

vez.1 Aunque los guatemaltecos pierden, el fútbol representa un elemento que anima a la 

población. Durante una época de desplazamiento, guerra y división, el juego se aúna a la gente 

con la esperanza de calificar para su primera copa de mundo.  

  

                                                 
1 Durante el partido real, Dave Mitchell marcó el primer gol para Canadá y Byron Pérez empató el juego con su 

gol en el minuto 39 de la segunda mitad.  
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From A to Z: Zora’s Use of Sass in Framing Cultural Identity and 

Individuality 
 

Children in the South learn the advantages and disadvantages of sass early. “Ain’t she a 

sassy little thing?” for example, has positive connotations for a pre-adolescent girl in her Easter 

finery; “Are you sassing me?” on the other hand, is a question that a child who knows what’s 

good for him should answer meekly, “No, ma’am.” The verb “sass” is a back formation from 

“sassy,” and it entered the English language in 1856. “To sass” is “to speak impudently or with 

mild disrespect.” Sassing is a way to convey a serious point about a conflict without risking 

defeat, punishment, or blatant offense.  

The acclaimed literary critic and editor Maria Russo titled a Salon article from April, 

2000, “Girl Wonder: The Life So Far of Multiracial Literary Sensation Zadie Smith.” Describing 

White Teeth, Smith’s first novel, Russo notes that it “differs from many of its peers by not 

seeming to be motivated by a desire to express to the world how hard it is for her, or someone 

like her, to function.” By “her, or someone like her,” Russo is referring to Smith’s race, and she 

goes on to report that Zadie Smith “is aware of the overt and subtle ways in which her life has 

been affected by race.” One would certainly hope so. Smith claims Russo, “seems especially 

concerned that the book’s optimism about race relations not be perceived as some sort of nicey-

nice obliviousness to the ugly realities of how prejudice operates.” Is it possible that Russo 

doesn’t quite understand how sass operates? 

Sass, after all, is complex for those who haven’t experienced its power from an early age. 

It’s a sensory experience related to both heredity and environment, and its connotations range far 

from dictionary definitions. To borrow Russo’s own phrase, sass is both “subtle and overt.” 

Certainly, few readers can argue about the sassy nature of Zora Neale Hurston, the most well-
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known African American female writer of Harlem Renaissance Period. Her life and writings 

define and frame sass as a vehicle to characterize cultural identity and individuality. 

What is sass? Is it defiance; is independence; is it a noun; is it a verb, or is it just one of 

those things that cannot really be defined? This is a phenomenon because sass is recognizable 

and controversial when it is seen, heard, or experienced. These questions and assumptions are all 

true when related to Hurston. Because she was sassy, she was able to write fiction filled with 

sass, and shape the sassiness of many of her characters. The shaping of these characters is 

complex because ultimately she frames cultural identity and individuality using sass in the 

African American woman, who at the time of Hurston’s writings had few opportunities to 

express herself in a uniquely feminine and black way. One can only gather that sass was a 

vehicle for storytelling that was a natural part of who Zora Neale Hurston was, so her 

presentation of sass may have been subconscious because from the beginning of her life 

sassiness was a constant mirroring reflection. 

According to Valerie Boyd in her work, Wrapped in Rainbows, “There was never quite 

enough for Zora Neale Hurston in the world she grew up in, so she made up whatever she 

needed” (p. 13). She asserted herself and had sassy ways to the extent that she was often 

misunderstood. For example, when she was only a small child and her father asked her and her 

brothers and sisters what they wanted for Christmas, Zora was chastised for wanting a horse and 

saddle. Boyd (2003) explains that her father was outraged. He raised his voice and said, “A 

saddle horse!” He then went further, “It’s a sin and a shame. Lemme tell you something right 

now, my young lady; you ain’t white.” Certainly, it is interesting that dreaming a dream such as 

this was associated with being white at the time. He then remarked, “Riding horse!! Always 

trying to wear de big hat!” (p. 14). So, was wanting a horse with a saddle really such a travesty? 
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Was wanting a horse with a saddle a metaphor for wanting a different life than her siblings? Was 

it dreaming big, or was it simply an act of individuality? To know the incident, is to know that 

she needed a horse to ride to the “horizon,” a place where, although she didn’t know it then, she 

wouldn’t get to ride; she would have to walk. Still, this was a sassy thought. It can only be 

imagined that she was thinking, “I’ve got some business to take care of, and while the rest of you 

all are wanting some basic material possessions for Christmas, I need something that will help 

me become who I am destined to be.”  

Her father, however, did not see it this way, and then the way she projects the sass further 

complicates the situation and ultimately the relationship with her father. Her father was angry 

over her wanting a “riding horse with a saddle.” In fact, readers are shown that Zora’s sassiness 

gets her in trouble. “I’ll riding-horse you, Madam!” Boyd (2003) then writes, “For sassing her 

father, Zora was bound for a spanking. But she beat her father to the kitchen door and outran 

him” (p. 14). This example shows sass in action as an adjective and as a verb. She was sassy, and 

then she sassed her father. Thus, the positive and negative connotation offerings that frame her 

assertion of individuality show the use of sass as a noun. This could possibly explain why 

readers see the dual side of Janie, Hurston’s heroine in her most famous work, Their Eyes Were 

Watching God. 

This novel shows the complexities of sass as a vehicle for personal development. Janie is 

on a quest to find herself. She is sassy indeed and dares to dream and attempts to assert her 

individuality through various choices that were undoubtedly seen as extremely sassy. According 

to Boyd (2003), “She seeks her identity, her selfhood, in the eyes and arms of men” (p. 303). In 

fact, much of her sassiness is exemplified in the fact that she refuses to give up or release her 

destiny to others fully. Hurston shows this point through Janie’s relationship with her husband 
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Jody. “After seven years of marriage, Janie recognizes that Joe requires her total submission. She 

yields. As she does so however, she retains a clear perception of herself and her situation, a 

perception that becomes her salvation in the end” (Gates & Appiah, 1993, p. 76). Because sass 

derives from the soul, it is always present even in the darkest hours of despair. In fact, it can be a 

powerful vehicle for self-reclamation. Joe finally “…pushes her to the point when she must “talk 

smart” to salvage her self-respect” (Gates & Appiah, 1993, p. 92). Unquestionably through the 

use of sass, Janie is able to reclaim her soul, and as Boyd (2003) further asserts Janie is on the 

road to self-realization, autonomy, and independence. In fact, Hurston uses sass as a feminist 

frame in this work.  

Janie is struggling with being the woman that she was created to be. Then is this 

Hurston’s way of encouraging her readers to assert these same or similar feminist choices that 

could very well be governed by sass? This framing allows African-American readers to think 

about identity in a unique way and perhaps, in a cultural way. Definitely, all women should 

recognize the framing and quest for individuality. Often, this quest is rooted in the need for love. 

Janie needs love, and it is very sassy of her to recognize this need and not apologize to the world 

for it. She is not satisfied with her first two relationships because they did not supply her with 

this need. Alice Walker wrote, “Hurston’s characters were invaluable because of their ability to 

accept and love themselves” (Gates & Appiah, 1993, p. 76). It is widely known that at the time 

of Hurston’s writing, African- American women were mostly oppressed. Hurston’s mother, 

however, told her, “Don’t you love nobody better’n you do yo’self” (Boyd, 2003, p. 69). 

Perhaps this explains why, although Janie is oppressed, she does not lose her sense of self 

completely. Hurston purposefully crafts her heroine as one who loves and seeks love, and this 

was a sassy creation. 
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Early in the text, Janie’s grandmother tells her that women are the mules of the world. 

Certainly, Janie hears this, but doesn’t quite internalize it. Her inability to accept her 

grandmother’s message is also a kind of act of defiance, and certainly not an act of submission. 

As mentioned earlier, as a child Zora wanted a horse to ride on; she absolutely did not create a 

character destined to be ridden on like a mule. Cheryl Wall (1982) in an essay included in Zora 

Neale Hurston: Critical Perspectives Past and Present was correct when she wrote, “Hurston 

was not the first Afro-American woman to publish a novel, but she was the first to create 

language and imagery that reflected the reality of black women’s lives” (Gates & Appiah, 1993, 

p. 76). This reality is filled with sass, and it cannot be denied. Her life mirrors it, and the life of 

her most famous heroine, Janie, shows readers sass in action through the framing of cultural 

identity and individuality. 
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Theatrical Examination of Political Leadership in Africa 
 

Since independence from European colonial leadership, many African countries have 

faced a nightmare of political leadership. Nowhere has the nightmare manifested itself heinously 

than in the North African “Arab Spring,” but the spring of hope that brought an end to feudalistic 

and dictatorial regimes in order to usher in much-needed democratic rule soon deteriorated to a 

winter of rolling revolutions of death, discontent, and chaos; a stabilizing summer of progress 

was thus deferred. Central Africa has not fared better. The civil war in the Democratic Republic 

of Congo has continued and has involved the United States sending in soldiers to help track and 

arrest rebel leader Joseph Kone. In East and Northeast Africa, Kenya’s ethnic groups are killing 

themselves over leadership and the Islamist militants of hitherto failed state of Somalia have 

attacked some areas of Kenya while other Somali have turned themselves into pirates of the 

Indian Ocean. The hostilities between Ethiopia and Eritrea continue to simmer as is the conflict 

between Sudan and its breakaway territory, the newly independent South Sudan. In West and 

Northwest Africa, Boko Haram militants continue their attacks on religious, educational, and 

political institutions in Northern Nigeria. In Mali, Islamist militant fundamentalists burned the 

famous Timbuktu library that housed medieval African scholarship and rare manuscripts, and 

seized parts of the country. It took the intervention of the French military to liberate Mali. South 

African police killed unarmed mine workers who went on labor strike to demand wage and labor 

improvements. 

Because the manner in which a country is governed and institutions are led affects 

everyone in that nation, African dramatists have articulated visions of leadership in their works. 

The intervention of theatre in political and national leadership has helped to create a vision of the 
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ideal to which leaders must aspire. Say Marcia Blumberg and Dennis Walder, with specific 

reference to South African theatre but which holds true to the continent in general: 

One of the most striking aspects of South African cultural life in recent decades has been 
the extent to which one area of cultural practice—theatre—has more than any other 
testified to the present condition of the country, now poised between its colonial past and 
a newly decolonized future. It has been a testimony evident not only in the written, or 
printed and published, medium in which plays are commonly made available; but also, 
and often more effectively, in the performed or theatrical medium in which plays are first 
communicated.1 

From Twefiq al-Hakim, in North Africa, whose play, The Sultan’s Dilemma, depicts the 

humility of the ruler rather than a display of his awesome power to Wole Soyinka from West 

Africa and Ngugi wa Thiong’o of East Africa who were imprisoned for their visions for their 

respective countries, and Athol Fugard of South Africa whose plays exposed the evils of 

Apartheid leadership, African theatre artists have acted as pathfinders in dark and stormy days in 

the continent. This paper will focus on a galaxy of Nigerian dramatists alone. Their views could 

very well represent the utterances and probing insights of African dramatists in their 

preoccupation with leadership. 

When Ukwu, a character in the play, The Old Masters, cries out in anguish “What we 

need is a leader,”2 Sonny Oti is only giving voice to one of the themes that some Nigerian 

dramatists have tried to explore in their works—leadership. Ukwu’s cry comes in the wake of a 

deep, revolutionary social change as the new Christian teaching and colonial administration 

challenge traditional social and cultural institutions. Ukwu needed a powerful leader in these new 

circumstances. 

Ukwu’s cry has also become the cry of many playwrights in the face of a new socio-

political change—self-government. It had dawned on many Nigerians that independence meant 

more than flag-waving patriotism; it meant more than the intoxicating idea that Nigerians were 

governing fellow Nigerians. There was a realization that it was one thing for a people to govern 
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themselves and another to have the right leadership that the trying times called for. Political 

impropriety, violence, and ethnic bickering had shown that the right leadership was absent. 

Playwrights, especially Wole Soyinka, Femi Osofisan, Gordon Tialobi, Kole Omotoso, Bode 

Sowande and Zulu Sofola became conscious of this absence of leadership, and in some of their 

plays gave an over-riding importance to the examination of leadership quality. Indeed, to some of 

these playwrights, the quest for true political leadership becomes a near obsession. Although 

there is the tendency often times to make politics, the art of government, synonymous with 

leadership rather than service, the probing by these dramatists tends to show that the idea of 

service is inherent in leadership and that good government is remote where leadership and 

service are divorced. To these dramatists then, leadership includes service and the question to 

which they seek an answer is who can give the true leadership. Towards an answer, the following 

classes of people are examined: the traditional ruler, the priestly class, the peasant class, the 

intellectual, the armed forces, and the artist. I have left the professional politician out of 

consideration here because there is enough evidence that he or she is not yet the right leader. The 

armed forces will be treated separately in another article. 

1. The Traditional Ruler 

In pre-Independence Nigeria, traditional rulers—Obas, chiefs, emirs, and a council of 

elders—in cooperation with the colonial masters, had provided the leadership on which that era 

had survived. In spite of all their shortcomings they had ruled that period, and their subjects had 

survived, even if their lives were of servitude and had been made to swear the oath of fealty to 

their rulers. The authority of these rulers was based on the concept of the ruler as representative 

of the gods. But Independence meant freedom, freedom not only from colonial authority but 

from the bondage of those who claimed to rule the people in obedience to a higher authority. 
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Independence meant a new age and a new nation. It meant that the old order must change to 

yield place to the new for the gods who had in earlier times made traditional rulers their deputies 

had then decided to “fulfill themselves in different ways.” New and radical structures of 

judgment had to be erected. Would the traditional rulers be able to provide such leadership? 

Would they who rode on the shoulders of their subjects, wiped their hands on the heads of their 

servants after meals and used their people as personal property be able to sit on the same table 

with these lowly creatures as the new age demanded without being schizophrenic? 

The Lion and the Jewel (1963) subtly looks at the traditional ruler in confrontation with 

the first harmless sparks of the new era. Baroka, the ‘Bale’ of Ilujinle, rules his people with an 

iron hand. Not only is he self-centered and pervert, he is the antithesis of progress, an 

embodiment of deceit, and, therefore, an obstacle to the demands of the new age. He cannot 

guarantee efficient and effective administration. Baroka does not possess the requirements for 

leadership in the new era but he clings to it tenaciously. He is rapacious and voluptuous, and the 

tensions of the new age that is displacing him have made him a destroyer. Not only is he “the 

hindquarters of a lion” out to destroy Sidi, “the twinkle of a jewel” in what might be looked at as 

a confrontation between old age and youth, beauty and the beast; he is bent on thwarting the 

ambition of Lakunle, the school teacher, in what might be seen as a struggle between arch 

conservatism and progressive liberalism. Definitely, one does not give a “jewel,” symbol of a 

new age, to a “lion,” symbol of unmitigated autocracy or aristocracy as in The Lion King. The 

latter would see the former as an infringement on his cherished power and would do everything 

possible to destroy it.3 

What Soyinka seems to be saying is that the traditional ruler, as represented by Baroka, 

the ruler of Ilujinle, cannot be the desired leader of the new age for the following reasons: 
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Baroka indulges in corrupt practices and bribery. In order to foil the attempt by the Public Works 

Department to build a railway through the empire he has carved for himself—the railway would 

have brought some modernizing influence and outside progress to Ilujinle, and thereby challenge 

to some extent the conservative authority of the Bale—Baroka resorts to bribery. Lakunle tells the 

story how Baroka did it: 

LAKUNLE: They [surveyor, foreman, prisoners] marked the route with stakes, ate 
through the jungle and began the tracks. Trade, progress, adventure, success, 
civilization, fame, international conspicuousity … it was all within the grasp of 
Ilujinle… (The wrestler enters, stands horrified at the sight and flees. Returns 
later with the Bale himself who soon assesses the situation. They disappear. The 
work continues, the surveyor occupies himself with the fly-whisk and whisky. 
Shortly after, a bull-roarer is heard. The prisoners falter a little, pick up again. 
The bull-roarer continues on its way, nearer and farther, moving in circles, so that 
it appears to come from all round them. The foreman is the first to break and then 
the rest is chaos. Sole survivor of the rout is the surveyor who is too surprised to 
move. 
Baroka enters a few minutes later accompanied by some attendants and preceded 
by a young girl bearing a calabash bowl. The surveyor, angry and threatening, is 
prevailed upon to open his gift. From it he reveals a wad of pound notes and kola 
nuts. Mutual understanding is established. The surveyor frowns heavily, rubs his 
chin, and consults his map. Reexamines contents of the bowl, shakes his head. 
Baroka adds more money, and a coop of hens. A goat follows, and more money. 
This time ‘truth’ dawns on him at last, he has made a mistake. The track really 
should go the other way. What an unfortunate error, discovered just in time! No, 
no, no possibility of a mistake this time, the track should be much further away. In 
fact (scooping up the soil) the earth is most unsuitable, couldn’t possibly support 
the weight of a railway engine. A gourd of palm wine is brought to seal the 
agreement and a cola-nut is broken. Baroka’s men help the surveyor pack and 
they leave with their arms round each other followed by the surveyor’s booty.) 
(pp. 23-24) 

The Bale is also lewd and deceitful. Having been dazzled by glitters from Sidi, the jewel 

of Ilujinle, his erotic passion is inflamed. He must marry Sidi, one of his subjects, but he cannot 

get her to yield to marriage the normal way. So he hatches a plan that he is impotent and deceives 

his people into believing it. Sidi, unaware of the plan, goes to him, to mock the man who had 

wanted to force her into matrimony, and she is entrapped. Baroka makes love to her and Sidi 
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becomes his wife; just another wife, the current favorite whose juice must be sapped and who 

must be squeezed dry and pushed to the sides, like Sadiku, the Bale’s first wife. 

Surely, a traditional ruler who goes about bribing people so as to get his way, and who is 

deceitful, progress-thwarting and conservative might not be able to offer the effective leadership 

that is required. Elsewhere, Soyinka has disapproved of a traditional ruler because of the ruler’s 

Machiavellian pursuits. He sings: 

These trying times demand much care 

With crises, plots and tension 

From six hundred quid to penny a year 

Is that a decent pension? 

What matters if I sell my friends 

And lick some ass’s arse-hole 

The new generation will make amends 

I’ll stay on the government payroll.4 

James Ene Henshaw’s This is Our Chance further disqualifies traditional leadership in the 

emerging nation. Like Baroka in The Lion and the Jewel, Damba, the traditional ruler of Koloro, 

is anti-progress, anti-education. To him, education—Western education—is corrosive to 

tradition, and the sanity of a people depends upon tradition! He sees himself not only as the 

executor of tradition but as the embodiment of tradition itself. He is tradition personified. For 

those of the new age who want to pervert his kingdom “with new and heretical ideas likely to 

upset the whole tradition, peace, and dignity,” Chief Damba has this to say: 

Tradition is sacred. Custom is above all. To question Tradition is sacrilege. If men do not 
respect Tradition how can our Society stand? How can we be proud of our fore-fathers 
and pass on our pride to our children? What would happen if you or I were allowed to 
change our ancient practices as we like? For us audition is not a passing thing. It is the 
earth on which we live and the air which we breathe….5 
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Note the emphasis placed on tradition with a capital T. Tradition has become a person 

whose virginity must not be violated. But to Bambulu, the radical who represents the dawning 

era with all its turbulence and iconoclasm, the die is cast. He is the apostle of the new age, the 

new man who is liberated by independence and cannot be confined to the old, servile ways. He 

must incessantly assault the ears of Tradition with what it does not want to hear: 

Though the world outside is active, moving and progressing, people are questioning and 
debating, here in this place, this prison called a village, where silence is the most golden 
and the most abundant of virtues, we move like sheep from day to day, from year to year, 
doing nothing, but worshipping Tradition and splitting hate against our so-called enemies. 
In this prison called Koloro you may be a heretic; there have been many before you, but 
only on trivial matters such as the method of planting or reaping, or even on market 
prices and women’s dresses, but never on the rocks of traditional marriage. At any rate, I 
have stepped into the ring. The die is cast. (p. 21) 

Among other things, Bambulu is stepping into the ring to fight the ruler’s belief in 

vendetta and the taboo placed on marrying outside one’s tribe. He is fighting for education in 

modern affairs and outlook and fighting against the traditional ruler, Damba, for succumbing to 

the whims and caprices of a fortune-teller. He is saying that the leadership required by the times 

would have to trace events to pragmatic economic causes, political exigencies and the national 

social structures—ideas which are well beyond the guess-work, narrow interpretations and 

predictions of the fortune-teller-and-oracle-dependent leader. 

In Zulu Sofola’s Old Wines are Tasty, there is some understanding that the traditional 

rulers never really understood the concepts of colonialism and independence in the first place, 

and therefore, have no equipment for fostering the leadership independence requires. 

AKUAGWU: I am here gaping like an ass because the itch has reached home. Our 
forefathers were all in their beds when the new system of ruling people was 
fashioned and forced down their throats. They fought and lost. So one day we 
were told that a place called Nigeria is now our country and that our king now 
lives in a place called Lagos. They also told us that the whiteman brought these 
new ways on us because they could not understand our ways. So their wings grew 
over the land of our forefathers. We prayed and waited for those bad visitors to 
return to their homes […].6 
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The same frame of thought is continued by another elderly man: 

ODOGWU […] These intruders returned to their countries at last; but before that they 
made sure they chose some-bastard blackmen to carry on from where they left. 
That shocked us because we did not think such blackmen existed; but we did not 
shed tears over it because it never reached Olona until a few months ago when a 
strange thing happened. We made some sacrifice to our goddess to drive away 
evil from amongst us. But a week ago we heard something that would make a 
chicken bury its head in the sand. We heard that Okebuno, the son of Mukolu, was 
coming down from Lagos in a big car with orders which we must obey. (p. 34) 

What we hear is the voice of “a bunch of dangerous senile illiterates and myopic half-

wits” (p. 43), who wants to protect the land they rule first from colonial rule, and after 

independence, from other Nigerians ruling over them. They are tribal or ethnic-conscious, and 

they do not see beyond their “homeland.” That concept of Nigeria as a union of many tribes is 

out of their frame of reference. They, therefore, cannot rule Nigeria as independent nation. They 

must oppose Okebuno fiercely because he speaks the language of progress and tries to initiate a 

civilization which they do not understand: 

This is a modern age when people fly to the moon. This world is on the move and Nigeria 
refuses to be left behind. The stars are in the palm of our hands. The unknown is being 
explored. Progress is everywhere. No one wants to be left behind. It was the quest for 
better life for my people that made me come to this dark jungle with light. I came down 
from Lagos because I had dreams of the day when Olona sons and daughters will walk 
high among their peers in the world and take our country to places. But alas. Olona is still 
in a deep coma. (p. 43) 

He sees no attunement to new ways in the “bunch of feathered idiots clinging on to some stupid 

tradition” (p. 44), and the traditional rulers totally reject Okebuno’s novel idea of leadership by 

telling him that “it is old wines that are tasty, not the new” (p. 44). 

There are other numerous examples of the attitudes of traditional rulers to the wind of 

change that could be drawn from Nigerian drama. From Soyinka’s Oba Danlola in Kongi’s 

Harvest, through Sofola’s Emene in King Emene to Femi Osofisan’s Alafin Abiodun in The 

Chattering and the Song, it is the same story—the story of power-drunk, bribe-offering, self-
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important, progress-thwarting, diehard traditionalists and arch-conservatives who view the new 

era and its products with suspect and do all in their might to stifle any opposition and extinguish 

the new light that has been brought. The thinking seems to be that such voluptuous and 

lascivious rulers cannot offer the much needed leadership. The leadership the dramas look 

forward to must be progressive and disinterested. Having been much acquainted with the “use” 

of their subjects as personal possessions, regarded as semi-divine (“second to the gods”), and 

having wielded an authority that no one dared challenge before the advent of colonialism and 

independence, the traditional rulers found it difficult to reconcile themselves to the ideas about 

democracy ushered in by the new period. So the traditional rulers cannot offer the leadership 

needed by independent Nigeria. They would, as much as possible, draw the hands of the clock 

back, or they and the nation might move at cross purposes. The dramas seem to look elsewhere 

for the messiah. 

2. The Priestly Class 

The history of Nigeria abounds with the activities of priests and priestesses who gave 

some form of leadership to their people. In some cases, the traditional ruler was also the chief 

priest, therefore combining in himself secular and religious powers. If contemporary examples 

could be drawn, one might talk of the Pope as the religious head of Roman Catholicism and as 

the secular head of the Vatican. But it is really to Iran we must look where the late Ayatollah 

Khomeini wielded an awesome political and religious power. The “priest-kings” of traditional 

Nigeria were awful in power display. One easily recalls the history of King Jaja of Opobo, the 

greatest political figure in the Bights of Benin and Biafra during the colonial era. Not only was 

he a political leader and a powerful merchant, he was also the high priest of “ikuba,” a grotesque 

tribal temple in which the bones of human victims of war were carefully arranged and which 
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held the iguana as the animal totem of his kingdom. He warded off missionary influence as one 

would evade the plague, and not even an illness that almost claimed his life would make him 

consider missionary teaching. Indeed, the claim by the missionaries that he was visited with a 

terrible sickness because of his sins made him more steadfast in his belief so that “sleeping under 

three chickens suspended from the roof with heads downwards, four of his lieutenants propitiated 

the gods by sacrificing human beings, goats and fowls.”7 He was determined on preserving 

indigenous religion and institutions at all costs. Convinced that indigenous religion was the 

cement of African society, he stuck to it and was thus, in Opobo, both the spiritual and secular 

head of state. To create awe in people, he always wore a smoking cap on his head. 

The traditional rulers were also religious leaders because they were aware that religion 

was central to the men they ruled since there were no scientific explanations to natural 

occurrences. Events were interpreted in accordance to god’s pleasure or displeasure; since the 

king was regarded as “God’s Deputy,” he only knew the mind of the gods. Therefore, religion 

hedged the king with divinity and awe, permeated the life of the individual from birth to death, 

subjected the low-born to their superiors, the serfs to their overlords, and more than anything 

else, formed the basis of secular authority because it instilled fear and respect. Religion was so 

important that removed from the traditional society in Africa, the moral and political systems 

would collapse. 

Though religion was so important to the traditional African, the “priest-kings” did oppose 

missionary enterprises. Apart from the fact that Christianity created priests that had no secular 

powers, there was the fact that the new religion created new references so that those converts 

who renounced their tribal religions also discarded the restraints that came with them. They 
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entered into new obligations which were not really binding, and found that they could flout the 

authority of the kings with impunity. 

Quite a good number of traditional rulers in Nigerian drama behaved like King Jaja of 

Opobo. In Zulu Sofola’s King Emene, the King carries on the religious activities of Peace Week 

in disregard to popular feelings but it is in Wale Ogunyemi’s Ijaye War and Ola Rotimi’s 

Kurunmi—both focus on the same subject—that one sees an awesome display of both religious 

and secular authorities. The chief character, Kurunmi, a true historical figure in these historical 

plays, was the Are-ona-kakanfo8 and had established a personal ascendancy in Ijaye. He was a 

worshipper of Sango, the god of thunder and of lightning. Not satisfied with this, he is reputed to 

have usurped the headship of the various cults, and was feared more than the gods. He is quoted 

to have said, “If Sango does not kill you, I myself will,” and in anger at his oracle man he said: 

“When I Kurunmi, Aare-Ona-Kakanfo by merit and by right call you, you don’t say you are busy 

consulting the oracle. What if the oracle says well and I say ill and chop off the hand that held 

your opele [divination prop]?” (p. 16)  

What seems to be the message of these three plays, especially the latter two, is that 

leadership by “priest-kings” is not ideal for Nigeria. Such rulers are too power-drunk to give 

effective leadership. At the end of the plays, there is a new order that takes over the government 

following the defeat of the priest-kings. 

However, there were men who concerned themselves with religious leadership only. They 

were the spiritual overlords, but if they are different from those discussed above, it is because 

they lacked the political and secular control. However, their spiritual authority is overwhelming. 

With the granting of independence in 1960, plays did focus on the activities of these men who 

“speak with the voice of gods”9 to see if they could offer the right leadership to the country. 
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In Wole Soyinka’s The Swamp Dwellers, we are invited to witness the life-pattern of a 

priest of the traditional religion to see if he could be the messiah. Everywhere he goes, “Our holy 

man, the Servant and Priest of the Serpent of the Swamp,” Kadiye, is heralded by drums: 

(The drummer is the first to enter. He bows in backwards, drumming praises of the 
Kadiye. Next comes the Kadiye himself, a big, voluminous creature of about fifty, smooth-
faced except for little tufts of beard around his chin. His head is shaved clean. He wears 
a kind of loin-cloth, white, which comes down to below his knees and a flap of which 
hangs over his left arm. He is bare above the waist. At least half of the Kadiye’s fingers 
are ringed. He is followed by a servant, who brushes the flies off him with a horse-tail 
flick.)10 

He goes into a house and the family head reverently bows with arms across the chest to welcome 

him; the wife of the house quickly rushes in and kneels before him to receive a blessing from 

Kadiye. He is well entertained with wine. Nothing seems strange in all this till we realize that 

action takes place in a swamp and that there is famine caused by floods, and that where everyone 

is poor and barely surviving, Kadiye lives well, very well indeed. His skin is tender, smooth and 

well-preserved; he is fat, rolling “himself like a fat and greasy porpoise,” his “thighs … like 

skinfuls of palm oil …” (pp. 101-102). Kadiye is a selfish, careless fellow who, acting on behalf 

of the Serpent, his god, and not on behalf of humanity, his clients, not only fails to serve as a 

useful intermediary between god and men but sets the bounds of human conduct and take the 

people’s offerings with little or no regard to their fates. Such a man lacks the ability to lead a 

people to survival and so has no leadership role in the new nation. 

The Swamp Dwellers seems to be saying, too, that the new nation cannot be led on the 

traditional African philosophy of sacrifice. Igwezu tries to probe into the meaning of offering, of 

sacrifice, whether sacrifice has any supernatural relevance or whether everything comes by 

chance and by nature merely fulfilling its course. Sacrifices, as the Kadiye’s utterances portray, 

become a sort of fee to the Serpent to give the things asked for. But when the latter fails to fulfill 
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its part of the deal, the people have a right to question priestly authority as Igwezu does in this 

interesting dialogue: 

IGWEZU: Who must appease the Serpent of the Swamps? 

KADIYE: The Kadiye. 

IGWEZU (His speech is increasing in speed and intensity): On whom does the 

land depend for the benevolence of the reptile? 

KADIYE: Kadiye. 

................. 

IGWEZU: And so that the Serpent might not vomit at the wrong season and 

drown the land, so that He might not swallow at the wrong moment and 

gulp down the unwary traveller, do I not offer my goats to the priest? 

KADIYE: Yes. 

................. 

IGWEZU: And did he offer them in turn to the Serpent? 

KADIYE: He did. 

IGWEZU: Everything which he received, from the grain to the bull? 

KADIYE: Everything. 

IGWEZU: The goat and the white cockerel which I gave before I left? 

KADIYE: Every hair and feather of them. 

IGWEZU: And he made it clear—that the offering was from me? That I 

demanded the protection of the heavens on me and my house, on my 

father and my mother, on my wife, land and chattels? 

KADIYE: All the prayers were repeated. 

IGWEZU: And ever since I began to till the soil, did I not give the soil his due? 

Did I not bring the first of the lentils to the shrine, and pour the first oil 

upon the altar? 

KADIYE: Regularly. 

IGWEZU: And when the Kadiye blessed my marriage, and tied the heaven-made 

knot, did he not promise a long life? Did he not promise children? Did he 

not promise happiness? 
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(Igwezu has shaved off all [Kadiye’s beard] except a last smear of lather. He 

remains standing with one hand around the Kadiye’s jowl, the other 

retaining an indifferent hold on the razor, on the other side of his face.) 

KADIYE (Does not reply this time.) 

IGWEZU (slowly and disgustedly): Why are you so fat, Kadiye? (The drummer 

stares, hesitates, and runs out. The servant moves nearer the door.) 

................. 

IGWEZU: You lie upon the land, Kadiye, and choke it in the folds of a serpent. 

................. 

IGWEZU: If I slew the fatted calf, Kadiye, do you think the land might breathe 

again? If I slew all the cattle in the land and sacrificed every measure of 

goodness, would it make any difference to our lives, Kadiye? Would it 

make any difference to our fates? 

(The servant runs out also.) 

KADIYE (in a choking voice.): Makuri, speak to your son… 

BEGGAR: Master … master (Igwezu suddenly shaves off the final smear of lather 

with a rapid stroke which makes the Kadiye flinch. Releases him and 

throws the razor on the table. Kadiye scrambles up at once, tearing the 

cloth from his neck. Makes for the door.) 

KADIYE (panting): You shall pay for this … 

IGWEZU: Go quickly, Kadiye … And the next time that you wish to celebrate the 

stopping of the rains, do not choose a barber whose harvest rots beneath 

the mire. (pp. 108-110) 

The images conveyed by the setting of this piece of dialogue—a barber, a razor, a hand 

around the jowl of the man being shaved, the standing posture of the barber as contrasted to the 

sitting, hemmed-in posture to the man being shaved, the indifferent hold on the razor and the 

antagonistic tone of the barber—seem to point to the doom of the priest and all he stands for. 

One, including Kadiye himself when he calls on Makuri to speak to his son and the priest’s 

followers when they fled, has the feeling that Kadiye’ s neck might be sliced open by Igwezu. It 
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seems Soyinka is almost saying that the priest himself be sacrificed to the serpent whom he had 

used to deceive the people and enrich himself, and that he be made to undergo such a harrowing 

life experience that he never try to dupe the people any more. Definitely, there is a rejection of 

priestly leadership here. 

A priest of the Kadiye type cannot initiate any useful leadership in the post-independence 

Nigeria because he perpetuates a system which makes possible the inequality between the 

affluent priestly class and the indigent ordinary people. Says Oyin Ogunba: 

The Kadiye, deeply sunk in avarice and gluttony, is the kind of spiritual leader who 
enjoys the perquisites of office to the fullest. He himself observes that whether it rains all 
the year round or not, people still die and give birth to children. Since he performs burial 
and circumcision rites (for fees) for members of the community, this means he will 
always be able to live far above the level of the masses, and keep exploiting them.11 

Kadiye, the ghoul preying on these swamp dwellers, does not possess messianic qualities. He 

would lead the people to disaster. 

Nor can the lecherous charlatan of a prophet, Jeroboam, in The Trials of Brother Jero, be 

a true leader. He is just one of the many deceitful prophets that made the beach their prophetic 

grounds. In their competition to acquire certain portions of the beaches far their “spiritual” work 

and to put some fellow prophets out of business, “some prophets … gained their … beaches by 

getting women penitents to shake their bosoms in spiritual ecstasy. This prejudiced the 

councillors who came to divide the beach …” among them.12 

According to Jeroboam, even such initial division of the beach did not stop the prophets’ 

ambition to out-do each other. The Town Council came to the beach to settle the “Prophets’ 

territorial warfare once and for all:” 

My [Jeroboam’s] master, the same one who brought me up in prophetic ways staked his 
claim and won a grant of land … I helped him, with a campaign led by six dancing girls 
from the French territory, all dressed as Jehovah’s witnesses. What my old Master did not 
realize was that I was really helping myself … (p. 145) 
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He had used foul means to snatch the land from his master and put him out of a job. 

Jeroboam is a man with two faces. While in his private life he is a debtor, a self-

confessed rogue and a follower of the “Daughters of Eve” and “Daughters of Discord,” he is in 

public appearances the holy of holies, donning a “white flowing gown and a very fine velvet 

cape, white also” and standing “upright, divine rod in hand” (p. 152). Because of his outward 

posturing, people think of his “goodness” and begin to call him “the Velvet-hearted Jeroboam … 

Immaculate Jero, Articulate Hero of Christ’s Crusade …” (p. 153). Jeroboam is also the chief 

engineer of the structure of dominance and dependence, and he regards his relationship to the 

worshippers not as that of a shepherd to his sheep but as a shopkeeper to his customers: 

JERO: … I am glad I got here before any customers—I mean worshippers—well, 
customers if you like. I always get that feeling every morning that I am a 
shopkeeper waiting for customers. The regular ones come at definite times. 
Strange, dissatisfied people. I know they are dissatisfied because I keep them 
dissatisfied. Once they are full, they won’t come again. Like my good apprentice, 
Brother Chume. He wants to beat his wife, but I won’t let him. If I do, he will 
become contented, and then that’s another of my flock gone forever. As long as he 
doesn’t beat her, he comes here feeling helpless, and so there is no chance of his 
rebelling against me. Everything, in fact, is planned. (p. 153) 

Indeed, everything is planned by Jeroboam to perpetuate his dominance over his 

dependents. To one of his ardent followers, he prophesies that the man would be made a chief in 

his home town some day; to another he heightens the belief that he would be the first Prime 

Minister of a new state that would be created. Yet another worshipper wants children and even 

though she is aware that often times Jeroboam’s “mind is not on the service,” she still seeks 

Jeroboam’s solution to her “sad case” (p. 157). Jeroboam keeps all of them hoping, and he 

realizes that as long as he keeps them hoping he can keep them utterly dependent on him. He 

allows Chume, finally, to beat his wife because he is in financial debt to Amope, Chume’s wife, 

and the latter has begun to make life unbearable for him. But he realizes that by allowing Chume 

to beat his wife and therefore satisfy his emotion, he has “lost him as the one who was most 
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dependent” on him. But “It was a good price to pay for getting rid of [his] creditor…” (p. 168). 

And when he wins the conversion of the Member of Parliament, a conversion so fraudulently 

executed that the man calls Jeroboam “Master!”, Prophet Jeroboam is near the zenith of his 

power. He now has political influence which would allow him to pervert justice as he wishes. 

Power now collaborates with dupery and roguery, so that when Chume comes charging at him 

with a cutlass on suspecting some dealing going on between his wife and Jeroboam, Jeroboam 

makes no secret of his intention to use the Member of Parliament as an instrument to certify 

Chume mad and to put him away for a year in a lunatic asylum. The people look towards 

Jeroboam to give the necessary leadership but he beguiles them offering them deceit. With him 

as a leader, his prophecy that he “saw this country plunged into strife” could come true. 

In Jero’s Metamorphosis, a continuation of the story of Brother Jeroboam, the prophet 

has now settled down to prophecy as a lucrative business. He has become anything but spiritual 

and religious. He seems to have understood the dialectics of materialism so well that he transacts 

his “spiritual” business with more confidence and precision than we have seen in his earlier 

appearance in The Trials of Brother Jero. We are also made to see the inner lives of his fellow 

prophets. All of them are putrid inside though sparkling white outside: Ananaias is an ex-convict, 

and has recently committed “crimes of arson, unlawful wounding, attempted murder” and has 

become a thug for a certain businessman. The police are looking for him.13 At the gathering of 

the prophets in Jeroboam’s place, Ananaias attempts stealing a fellow prophet’s wallet. Caleb is a 

drunkard. Matthew, now on parole, is a fornicator and a sex maniac, while Isaac is a drunkard, a 

con-man and a forger (pp. 198-9). And all of them, in the lust for worldly power and color, take 

to military ranks. Shadrach calls all of them thieves, robbers, rapists, and cut-throats (p. 210). 
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These plays seem to point out that men of this caliber cannot lead the nation. The priestly 

class lacks a proper orientation and a deep understanding of its own calling to be able to lead. It 

must heal itself of many gaping, mortal wounds. It is only when it survives its own self that it 

can have time to think of others. But the sad story presented by these dramas would prevent any 

nation that wants to survive from giving the helm to the priestly class. So the quest for leadership 

continues. 

3. The Peasant Class 

Nigerian drama has not really given much thought to the peasant class as a potential 

source for political leadership. There seems to be a pervasive understanding by the playwrights 

that the time is yet to come when a farmer could be considered fit to offer leadership to the 

nation. 

In The Swamp Dwellers and Death and the King’s Horseman Wole Soyinka presents 

farmers who are so tied to the belief in destiny and the supernatural that they could be easily 

deceived. They do not see why things should change. Their importance in these plays does not 

derive from their occupation but from their relationships to the protagonists. 

The first writer to attach some political importance to farming as an occupation is Femi 

Osofisan, in his play The Chattering and the Song. But Osofisan’s work does not really portray 

the farmer as a leader; rather, it sees the occupation as a leveller. It is a socialist idea which 

seems to exclude leadership. There is belief in equality, and in this work this equality can only be 

achieved when everyone is a farmer: 

1. When everyone’s a farmer 

We’ll grow enough food 

In the land 

No insurrection 
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When all are fed 

Less Exploitation 

You eat all you need 

................. 

2. When everyone’s a farmer 

We’ll wipe out the pests 

In the land 

No more injustice 

Labour’s for all 

No more oppression 

All hands to hoe 

................. 

3. When everyone’s a farmer 

We’ll burn out the weed 

In our lives 

No alienation 

Working on the farm 

But brothers and sisters 

Sharing everything.14 

It seems The Chattering and the Song does not believe in the leadership of one man. It 

seems to advocate leadership by the masses. Moreover, the fact that it sees farming just as a 

leveler indicates it does not see the farmer as possibly leading but as showing a way of life to the 

society. But the idea in the above verses is myopic. Its failure to recall the essence of the division 

of labor and of professionalism raises grave concern. A one-profession nation bears inherent 

disintegration. It must be reiterated that the greater corpus of dramatic works appears not to have 

given any serious consideration to the farmer as a possible leader of the nation, as of now. 

However, although Daodu in Soyinka’s Kongi’s Harvest sees himself as “only a farmer” who 

does not “run this place,”15 his ability to organize some formidable opposition to the ruling 
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dictatorship seems to point out that an era in which the farmer is to be reckoned with as a socio-

political force is already dawning. 

4. The Intellectual 

One would have thought that Nigerian playwrights would put national leadership in the 

hands of the intellectual class—teachers, professors, doctors, lawyers—but a study of Nigerian 

drama points to the contrary. Zulu Sofola, Femi Osofisan, Wole Soyinka, James Ene Henshaw, 

Kole Omotoso and Bode Sowande all seem to indicate in their plays that the intellectual would 

do a greater and much more violent harm to the nation than would any other person. His 

acquisition of knowledge makes him able to justify whatever he does even if he knows he is 

guilty. 

In James Ene Henshaw’s This is Our Chance and in Wole Soyinka’s The Lion and the 

Jewel, the “intellectuals,” Bambulu and Lakunle, not only create communication barriers 

between them and the people; they have begun to preach false values to them and have become 

egoistic. In his village in which only he is literate, Bambulu astonishes everyone by his display 

of learning. He wants to know from an illiterate man, Ajugo, whether the composition of a 

certain poison is “miotic, pyretip, caustic, mydriatic, hypnotic, anaesthetic, or narcotic.”16 He is 

simply trying to impress on the people how learned he is and to create around him an aura of fear 

and respectability. He wants to show how awesome he has become by being educated. But 

Bambulu’s approach is mild when compared to Lakunle’s pseudo-intellectualism. Lakunle’s 

great fault is his misconception of civilization, and is therefore capable of disrupting true 

civilization at the birth of the new nation. His bright idea of civilization for the emergent nation 

consists of eating with knives and forks from breakable plates, walking side by side and arms 

interlocked with his wife in the street, high-heeled shoes for the lady, red paint on her lips with 
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the hair on her head stretched. He would also teach the wife to dance the waltz and the fox-trot 

and to spend the week-ends in night clubs in the cities.17 He adds to this list elsewhere when he 

says: 

Within a year or two, I swear, 

This town shall see a transformation 

Bride-price will be a thing forgotten 

And wives shall take their place by men 

A motor road will pass this spot 

And bring the city ways to us. 

We’ll buy saucepans for all the women 

Clay pots are crude and unhygienic 

No man shall take more wives than one 

That’s why they’re impotent too soon. 

The ruler shall ride cars, not horses 

Or a bicycle at the very least. 

We’ll burn the forest, cut the trees 

Then plant a modern park for lovers 

We’ll print newspapers every day 

With pictures of seductive girls. 

The world will judge our progress by 

The girls that win beauty contests […] 

Where is our school of ballroom dancing? 

Who here can throw a cocktail party? 

We must be modern with the rest 

Or live forgotten by the world 

We must reject the palm wine habit 

And take to tea, with milk and sugar […]. (p. 34) 

The main fault with Lakunle’s approach is one of setting priorities. Beauty contests, parks 

for lovers, pictures of seductive girls—these are truly good offspring of civilization; they are not 
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the essence of civilization, nor what qualifies a leader. To reject cool palm wine for hot tea in a 

land whose climate is hot for most of the year is a misunderstanding of civilization, for above all, 

true civilization is a perfect adjustment of the individual within his/her particular social 

framework. Lakunle, the intellectual, lacks this adjustment. Having tasted of a foreign culture, he 

would bring it to his land without adapting it. Instead of initiating smooth cultural transition, he 

would bring violent cultural clashes because he misunderstands what true progress is. 

How capable are the professors from the universities in leading the nation? This seems to 

be the concern of Femi Osofisan’s Kolera Kolej (as adapted from the novel), Kole Ornotoso’s 

Shadows in the Horizon, Zulu Sofola’s The Sweet Trap, Bode Sowande’s The Night Before and 

Wole Soyinka’s The Road. 

Kolera Kolej presents professors who are not beyond petty squabbles and intrigues. They 

pour invectives on each other without qualms. They even fight, as Osofisan cleverly satirizes 

when Dr. (Mrs.) Abeke Paramole, Head of Mass Communications, fights it out with the Head of 

Defence, in which the latter has his head scalded with hot food and the former prevents people 

from coming to his aid as she screams and swings a pestle at them.18 Not only do these 

professors use blackmail to acquire positions of authority but also employ their personal 

“babalawos”19 for full service. While the country is in dire need of practical solutions to 

problems, the professors invent idealistic slogans to confound the people. At the same time, the 

Vice-Chancellor is fighting seriously that his post be left for him for life. More than this, Femi 

Osofisan thinks they are incapable of giving effective leadership because they never condemn 

any bad regime; rather they support it with theories garnered from different sources. 

As if to continue the line of thinking in Osofisan’s Kolera Kolej, Kole Omotoso’s 

Shadows in the Horizon shows professors who have abandoned reading and writing and 
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intellectual engagement so that they can pursue private businesses. They are so taken up with 

materialism that they are willing to use any means to acquire immediate wealth. Says Prof. Kofo 

Orimoogunje, a character in Shadows in the Horizon: 

As soon as those people come, I’m going to shoot them and all this will belong to me, 
everything here, the houses, the taxis, everything will be mine. Very simple. Just pull the 
trigger, like this. But the report of the gun? What about the noise of the gun? That would 
bring witnesses. And anyway, while I’m busy shooting Atewolara, that cunning business 
man would go behind me and do something foul. Or if it is the merchant I decide to shoot 
first, the retired security man is going to recall all his wartime experience and save 
himself, and then kill me. No. I must think of something else. Something quiet. 
Something deadly. Poison.20 

There is no doubt that Orimoogunje is still creative, but his creativity is geared in one 

direction now—how to make creative means of destroying anyone who crosses his path of 

material acquisition. He is an angry man, angry at the rich people who have made it in life, angry 

at his salary which he thinks inadequate for a professor, and angry at his fellow professors “who 

take all [one’s] ideas, … go and write a paper, or an essay or even a whole book with [another 

person’s] ideas and then they don’t even acknowledge [the person’s] existence” (p. 18). He is 

prepared to destroy professors and businessmen all should they dare form any opposition to his 

yearning. Unfortunately, for him, he gets killed before he could kill others. 

There is also a feeling that professors pursue only abstract notions and do not help find 

practical solutions to pragmatic occurrences. The professor in Wole Soyinka’s The Road is so 

obsessed with the idea of death that he uses Murano, “the dramatic embodiment of [the] 

suspension” of death as an experiment.21 Murano has crawled “out of the darkness, from the last 

suck of the throat of death;” he has “the spirit of a god in him” and by keeping Murano in his 

power “it came to the same thing, that [he] held a god captive” (p. 223). When he puts the 

“egungun” mask on Murano, the Professor comes in very close contact with death, for the 

egungun is an ancestral mask of the dead and it is believed that when worn the dead rises to 
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assume life in it once again. The tragedy of his research is that he does not live to find the 

answer, or if he found it he did not live to communicate it since the moment of the egungun/ 

Murano metamorphosis was also his moment of death (p. 228). It seems it is Soyinka’s way of 

saying that anyone who discovers the essence of death must die, and that death and its essence 

cannot be separated in the same way as the essence of life is discoverable in living and not in 

death. It seems also a way of saying that the Professor in the play would have led the nation 

better if he had faced unemployment, thuggery and road accidents that sought urgent solution 

instead of pursuing the materialization of the immaterial essence of death. 

And in The Night Before, Bode Sowande seems to present a picture of professors who 

cannot face real-life situations. The play represents a grim situation in which the Vice-Chancellor 

and his Senate of professors are unable to settle a small problem in the campus and have to call 

in antiriot policemen who out of nervousness maul the students instead of firing into the air to 

scare them. And even on some occasions, like the situation presented in Zulu Sofola’s The Sweet 

Trap, these intellectuals deteriorate to such pettiness as to invite thugs to disrupt the social life of 

their colleagues who disagree with them. 

Again, the intellectual is seen in some drama as a class that has abandoned its rightful 

role of speaking the truth. Those in the class either condone injustice and corruption in silence or, 

when they are vocal, they rationalize them away. A Dance of the Forests gives such an instance. 

At the Court of Mata Kharibu, there is trouble as the Warrior refuses to go to war to recover the 

Queen’s clothes from the husband she has deserted because he—the Warrior—feels that it is an 

unjust war and cannot lead his men to battle merely to recover the trousseau of some woman. 

Mata Kharibu’s intellectual, the Court Historian, rationalizes and justifies the war: 

(Enter the Historian (Adenebi) with scrolls.) 
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HISTORIAN: Don’t flatter yourself. Every blade of grass that has allowed its own 

contamination can be burnt out. This thing cannot last. It is unheard of. In 

a thousand years it will be unheard of. Nations live by strength; nothing 

else has meaning. You only throw your life away uselessly. 

MATA KHARIBU (apprehensive): Did you find anything? 

HISTORIAN: There is no precedent, your Highness. 

MATA KHARIBU: You have looked thoroughly? 

HISTORIAN: It is unheard of. War is the only consistency that past ages afford 

us. It is the legacy which new nations seek to perpetuate. Patriots are 

grateful for wars. Soldiers have never questioned bloodshed. The cause is 

always the accident, your Majesty, and war is the Destiny. This man is a 

traitor. He must be in the enemy’s pay. 

MATA KHARIBU: He has taken sixty of my best soldiers with him. 

HISTORIAN: Your Highness has been too lenient. Is the nation to ignore the 

challenge of greatness because of the petty-mindedness of a few cowards 

and traitors[?] 

WARRIOR: I am no traitor! 

HISTORIAN: Be quiet Soldier! I have here the whole history of Troy. If you were 

not the swillage of pigs and could read the writings of wiser men, I would 

show you the magnificence of the destruction of a beautiful city. I would 

reveal to you the attainments of men which lifted mankind to the ranks of 

gods and demigods. And who was the inspiration of this divine carnage? 

Helen of Troy, a woman whose honor became as rare a conception as her 

beauty. Would Troy, if it were standing today lay claim to preservation in 

the annals of history if thousand valiant Greeks had not been slaughtered 

before its gates, and a hundred thousand Trojans within her walls? Do you, 

a mere cog in the wheel of Destiny, cover your face and whine like a thing 

that is unfit to lick a soldier’s boots, you, a Captain? […] Your Majesty, I 

am only the Court Historian and I crave your august indulgence for any 

excess of zeal. But history has always revealed that the soldier who will 
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not fight has the blood of slaves in him. For the sake of your humble 

subjects, this renegade must he treated as a slave. 

MATA KHARIBU: Not only he. Everyone who thinks like him, be he soldier or 

merchant. I will have no moral termites a thousand miles within my 

domain. Mata Kharibu is not the idle eye that watches contemptible 

insects eat away the strength of his kingdom.22 

Because of the sophistic rationalism of the Court Historian, the Warrior and his men are sold into 

slavery, with the Court Historian making some profitable deal with the enslaver. 

Equally incapable of rational, humane behavior is Dr. Bero in Madmen and Specialists. In 

his actual taste of human flesh, in his psychical maiming of the mendicants, in the shooting to 

death of his father, Dr. Bero is a bizarre image of the inhumanity perpetrated by an intellectual. 

He is the embodiment of intellectualism exposed in all its fragility, criminal propensity and 

cannibalistic tendency. His combination of medical training and military undertaking as a secret 

intelligence agent is destructive to humanity. His mind is one of violent opposite struggles—the 

will to save life (medicine) and the will to destroy life (military secret intelligence). In these 

violent struggles the human being simply becomes an experiment.23 

If Nigerian drama does not trust leadership by teachers, professors and doctors, equally 

distrustful is its look at intellectuals engaged in legal services. It sees most of those in the legal 

profession as people who do things contrary to their vocation; they pervert justice. This is 

obviously the view in The Wizard of Law in which Zulu Sofola dramatizes Ramoni, a legal 

practitioner who goes out to dupe merchants of their wealth, and protects himself with the alibi 

of insanity. More awesome is the picture of Yajin’s father, a judge, presented in Osofisan’s The 

Chattering and the Song. Says Sontri to Funlola, who cringes from him: 

Her father is a judge, you know; if you haven’t heard of him then you haven’t been 
breathing. An eminent judge, known and respected from Lagos to Kaura Namoda! 
Esungboro! The Fearful Spirit who deals out death penalties with the same ease as a 
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wealthy man deals out fart into the air! Forty-six years on the bench! Dear father did so 
well, killing off the nation’s bad children that, to reward him, they’re going to put him on 
the Armed Robbery Tribunal!24 

These awful judges can also pass and revoke sentences at will. 

The picture of the intellectuals painted in Nigerian drama then is that of people who 

cannot be trusted with the leadership of a nation. To these intellectuals nothing is sacred. Life 

and property are unsafe, concrete problems are abandoned for abstract ones, and idealism 

replaces reality. They cannot even lead satisfactorily the little group entrusted to their care. And 

for a people who cannot take care of little things, it would be a fatal error to entrust a whole 

nation to their care. Bearers of light, they ought to show the way to others to follow but because 

of selfishness, wickedness and intentional myopia, they trim the light to the extent that it shines 

for themselves only and are thereby able to fool and mislead those who have not seen the light 

but who put their trust in them. It seems to me that a nation led by such people exists 

precariously. 

5. The Artist25 

It is possible that a particular class, in setting out the guidelines for leadership, might 

itself prove to be the messiah it proclaims. This seems to be the case of the artist in Nigerian 

drama. The artists, in their possession of a peculiar intellectual and emotional sensitivity to life 

and to situations and in their creativeness, could very well be the leader they are looking for. This 

is the idea one could get from the treatment of Eman in Wole Soyinka’s The Strong Breed. Eman, 

the teacher and healer, possesses the artist’s quality; so also is Onita in The Night Before by Bode 

Sowande. 

It seems imperative from Nigerian drama that the artist, or any person who must lead the 

nation, must be Christlike in his or her humanity. Eman, apart from the fact that the name could 

be the short form of Emanuel—“god-with-us”—and therefore another name for Christ, answers 
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positively Girl’s question whether he is the “carrier”—the scapegoat on whose head is piled the 

sins of the world, and who by destroying himself gives life to others. Says Girl, “Do you mean 

my carrier? I am unwell you know. My mother says it will take away my sickness with the old 

year.”26 

Eman believes that the Messiah must come from within the people, not from outside 

intervention. He tells the people that “a village which cannot produce its own carrier contains no 

men” (p. 129). Because he “continue[s] to stay where nobody wants [him)” (p. 120), he must be 

ready to suffer for his ideas, especially as he gives expression to the evils plaguing the society. 

Eman, like his archetypal scapegoat Christ, is betrayed by the very people he is helping 

because they do not want him. They do not want him because he is difficult for them to 

understand, and he is difficult for them to understand because he is a creator, an artist, trying to 

put in form those things that are often times verbally ineffable. The difficulty in comprehending 

his moves and ideas makes him become a stranger in the society. Indeed to the people, Eman is 

out of his mind. But then, according to Eldred D. Jones, such is a martyr and “because his 

conduct is inexplicable in terms of a selfish rat race in which each man fends for himself,”27 and 

because his ideas are revolutionary, he must be annihilated. He becomes an embodiment of an 

ethics of a higher order, of a transcendental nature—a morality so powerful that it shatters all 

social boundaries. And because Eman is all these, his leadership would be through suffering, a 

rare leadership that demands self-immolation as the ultimate sacrifice. It is by offering his life 

that Eman is able to penetrate the consciousness of the various kinds of people who make up the 

society. Oyin Ogunba puts it succinctly when he writes that: 

The artist or redeemer may torment the world—his ideas may bring about revolutions; 
subsequent generations may esteem the sterling quality of his work—but as far as his 
person or life is concerned there is no redemption, for this is what he has to sacrifice in 
order to achieve his end. He loses his soul in order to save others. This is the image of the 
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true messiah and it is this element which makes Eman so much like the conventional 
Christ.28 

Eman is sacrificed as a carrier, but the martyr’s blood has begun to change the life of the 

society even as he dies. The people for whom he is sacrificed shamefully creep away; “Not one 

could raise a curse.” Words had dried in their throats and they had fled, leaving the high-priests 

who performed the sacrifice—Oroge and Jaguna—unattended (p. 146). Things would never be 

the same again. 

In A Dance of the Forests, written for the Nigerian Independence celebrations in 1960, 

Soyinka first toys with the idea of the artist as possessing the qualities of leadership necessary for 

the nascent Nigeria. Demoke, the artist in that drama, unleashes his creative energies to serve, 

but because he becomes selfish, jealous and intolerant of possible rivalry in Oremole, his 

apprentice, whom he casts down to death, Soyinka seems to have abandoned the idea of a 

redeemer artist. In The Strong Breed, he finds the time ripe to come back to the topic and probe 

into what a true leader should he. He becomes convinced that it is the artist who possesses those 

qualities. Discarding the selfishness of Demoke, he lifts the selflessness of the Court Poet—one 

of the few people in A Dance of the Forests who dare raise voice against Mata Kharibu and his 

wife whenever they over-reach themselves—and builds up Eman in The Strong Breed as the 

conscience of the nation, and who, because his quality defies the mundane comprehension of the 

generality becomes a stranger to the people: “Let me continue a stranger … Those who have 

much to give fulfill themselves only in total loneliness” (p. 125). 

Nigeria has had a troubled political past. Since the departure of the British colonial 

masters and the attainment of nationhood in 1960, the quest for the right leadership has been one 

of futility. Those who rushed to fill the vacant posts saw themselves as masters and equated 

leadership with what suited their interests. Even the soldiers who have unconstitutionally taken 



1144 

over the government on several occasions have not fared better than the politicians. It is at this 

juncture one should study The Strong Breed and The Night Before meditatively. What The Night 

Before expects of the artist of the “rebirth” is worthy of note: 

You leaders of tomorrow you must be grateful for your new baptism. By the honor of 
your nation you rank among men of the world. You must face life with the vigor of the 
reborn. You are the privileged ones. You are the chosen few. Go out and minister unto 
your nation, the virile and tender plant of today, the strong and mighty Baobab of 
tomorrow. Turn the old hut into a skyscraper, the lake into a dam. Build a straight road 
from a footpath and lead mankind to progress, because progress is the watchword of 
today.29 

These are echoes of Christ advising his disciples before sending them out to create a new world. 

The task before the true leader in Nigeria is not dissimilar to the task that faced the early 

Disciples of Christ. 
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23 This play is more thoroughly examined in Chapter 5 of my book, Socio-political Theatre in Nigeria (San 
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before the artist but it has dawned on me, especially after the many military coups in Nigeria, that the armed forces 
have occupied such a prominent position that a separate article be devoted to them, just as the professional political 
leaders have been treated to an article of their own. 

26 The Strong Breed in Collected Plays 1, pp. 142, 118. 
27 The Writing of Wole Soyinka (London: Heinemann, 1973), p. 54. It should be noted also that Eman is actually 
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stranger; the scapegoat is always a stranger in Yoruba culture (conversation with Prof. J.A. Adedeji at the University 
of Kansas, April 23, 1991). 

28 Oyin Ogunba, The Movement of Transition (Ibadan: Ibadan University Press, 1975), p. 115. Prof. J.A. Adedeji 
gives a penetrating insight on the artist by pointing out the relationship between Eman and Ifada. Eman’s creativity 
is linked to Ifada’s. Ifada is actually the artist by his origin; he owes his being to the creator-god Obatala, also 
referred to as Orisha. Ifada is “eni-orisha”—one who belongs to Orisha—and therefore inheres in that god’s creative 
attribute. Eman, more than any other reason, qualifies as an artist because he takes Ifada’s place. There is an 
absorption here of Obatala’s creative powers. (Conversation with J.A. Adedeji on April 23, 1991, at the University 
of Kansas, Lawrence.) 

29 Bode Sowande, The Night Before in Farewell to Babylon (London: Longman, 1979), pp. 46-47. 
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Retóricas de lo real: exiliadas, migrantes, viajeras, en la novela corta 

hispanoamericana contemporánea 
 

El punto climático que dio lugar a las preguntas clave del feminismo coincidió con el 

derrumbamiento de los estados socialistas, supuestamente basados en el principio de la equidad. 

Al respecto, Gilles Deleuze observó que “the events which lead up to 1968 were like ‘rehearsals 

of the three questions: What can I do, what can I know, what I am.” (1986: 115) Estas tres 

preguntas lideraron desde entonces la actitud de re-enmarcar las funciones intelectuales desde 

una nueva perspectiva que exigió operar sobre lo particular (eventos históricos) y no en lo 

universal (trascendental). 

El feminismo estadounidense respondió a esas tres preguntas desde la perspectiva de una 

clase media de mujeres intelectuales y en su mayoría blancas, mientras las voces de las minorías 

(mujeres de otras etnias, razas y condición social), instaladas tanto en EE. UU. como en otros 

países del continente americano política y económicamente en conflicto, han respondido desde 

su presente histórico particular: amas de casa, líderes comunitarias, generalas, académicas, 

escritoras, han liderado con su praxis las luchas por la igualdad jurídica y política, aunque con la 

discontinuidad que encarnan las variables sociales y culturales. Como era de esperarse, tanto en 

Europa como en los Estados Unidos, ha habido mayores reivindicaciones en lo jurídico, y en la 

actualidad se sigue propendiendo por el reparto equilibrado de los poderes públicos y políticos, 

como quedó expresado en la primera cumbre europea de mujeres celebrada en Atenas en 1992. 

No obstante, con el fenómeno de la migración en las sociedades globalizadas, el problema 

político de las minorías aún persiste y ha tomado mayor complejidad, pese a la búsqueda 

feminista de una teoría unificada en que el liderazgo –paradójicamente- universal de la mujer, la 

liberaría de la dominación ideológica de la sociedad patriarcal, y en la que la problematización 
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de su falsa identidad de índole biológica y social trataría de ser desmantelada retóricamente. 

Tantos años de reivindicaciones en la construcción de lo femenino universal enfrentaron, y en 

ocasiones yuxtapusieron las cuatro tendencias predominantes: la biológica; la psicoanalítica; la 

lingüística; y la cultural. Como era de esperarse, tales perspectivas no pudieron ofrecer una 

visión que pudiera liderar las acciones políticas totalizadoras, y abarcara no sólo todas las 

posibilidades sociales del ser una mujer en el mundo, sino también respondiera a la pregunta del 

porqué la mujer ha sido sistemáticamente subordinada, excluida y/o marginalizada. En la 

actualidad, y luego de que las discusiones que acarreó la post-modernidad convocaran a la 

necesidad de encontrar soluciones políticas en circunstancias particulares, las preguntas acerca 

de la subjetividad de la mujer han mantenido su relevancia en los estudios culturales dentro y 

fuera del feminismo; al fin de cuentas es en el seno de las prácticas sociales donde se procura 

lograr la igualdad de derechos y se proponen cambios sistemáticos necesarios para crear las 

condiciones de sociedades más inclusivas. Y es aquí donde en Europa y EE. UU. la paulatina 

incorporación de las mujeres a puestos de poder y a tareas antes varoniles parece haber dado a 

las luchas por el reparto equilibrado de poderes una nueva agenda que incluya una reforma 

democrática paritaria. No obstante en sociedades opresivas, en conflicto y con falsas 

democracias o socialismos falsos, en las que la falta de asistencia social deja a la mujer a la 

deriva, las posibles respuestas a las preguntas sobre qué es ser mujer tienen un marco de acción 

limitadísimo. En circunstancias así, se corre el riesgo de ofrecer respuestas meramente retóricas, 

es decir, soluciones persuasivas en el plano del discurso. A sabiendas de que se necesitan 

acciones políticas, y a riesgo de quedarme en lo retórico, mi reflexión intenta continuar el 

diálogo sobre la pregunta qué es ser mujer en Latinoamérica, pero fuera de los límites 

interpretativos del feminismo actual. Mi propósito es hacer una aproximación a la pregunta 
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¿cómo alcanza la novela corta la sociedad y la cultura, teniendo en cuenta que esta forma 

narrativa tiene un modo problemático de representar las retóricas las de la realidad?  

Fundamenta mi perspectiva teórica sobre las retóricas de lo real, la propuesta sobre la 

narración, la representación y la subjetividad que hiciera Rimmon-Kenan en A Glance beyond 

Doubt. La novela corta latinoamericana contemporánea escrita por mujeres emigrantes, exiliadas 

y/o viajeras, será el canal de mi aproximación interpretativa a la zona de contacto cultural tanto 

de las escritoras como de la mía como lectora, para intentar dar cuenta de las maneras en que se 

reflexiona sobre el ser mujer fuera de los límites o en los límites de su historia. De otra parte las 

novelas cortas que ilustran hoy algunas de mis reflexiones en esta ponencia son En boca de lobo 

(2008), de la mexicana-canadiense Marta Bátiz y Libro de cuentas y otras historias (2012) de la 

colombiana Sofía Lebas-Castañeda, quien vive en EE.UU. desde hace 12 años. 

Rimmon-Kenan rescata los términos representación y subjetividad del desmantelamiento 

llevado a cabo por la deconstrucción y de la tendencia en la postmodernidad a sumergirlos 

totalmente en la práctica discursiva. La autora propone el término acceso para sustituir la 

relación entre los sistemas verbales y las realidades y dar una respuesta dinámica a la larga 

discusión sobre la relación binaria entre las palabras y las cosas. Recuérdese que tal discusión en 

la postmodernidad había desembocado en la afirmación sobre la imposibilidad de representar la 

realidad; y en tal caso, como lo advierte Rimmon-Kenan, en esta línea de pensamiento toda 

representación en tanto versión subjetiva del mundo sería una falsa versión. Rimmon-Kenan usa 

el término acceso porque tiene una doble connotación: por un lado, restablece la relación entre la 

categoría de la realidad y la subjetividad en la representación, y por otro lado, subraya tal 

relación como un proceso (no como un resultado).  
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El acceso no es una relación entre palabras y cosas; es una relación entre diferentes 

sistemas de significación y diferentes procesos de interpretación. Y la narrativa literaria permite 

a los novelistas manifestar sus inquietudes en la representación. Obviamente, el novelista no 

hace afirmaciones directas sobre la realidad, sino que dramatiza relaciones, de modo que la 

representación no es totalmente dominada por una ideología unívoca. En la narración, la 

representación es expresada por diferentes posiciones de la subjetividad, y las diferentes 

versiones y posiciones del Yo son generalmente no congruentes entre sí; es decir no se expresan 

como juicios unívocos o como una preceptiva de la significación. En tal sentido, la 

representación y la subjetividad en la narración son un modo de acceso abierto constantemente a 

la revisión, y en ello radica la dinámica de la subjetividad: en su apertura a las diferentes 

versiones. Por esta razón, la narrativa literaria se instaura como un modo privilegiado de acceso; 

es decir, como caminos de conocimiento. Las ventajas de “teorizar” a través de la narración –en 

el sentido de intentar generalizaciones conceptuales- resultan de los modos indirectos de acceso 

para expresar diferentes versiones narrativas, e incluso del acto de narrar del escritor/la escritora 

que está detrás.(19) En este panorama de la subjetividad, la respuesta a la pregunta qué es ser 

mujer –que sé, que puedo hacer, que soy- es siempre dinámica; es decir, es la puesta en escena 

de diversas versiones, no necesariamente congruentes entre sí, y que se cuestiona así misma en la 

representación.  

De otra parte, mi interés en estudiar las retóricas de los real en la novela corta surgió de 

advertir que ésta forma narrativa sigue siendo muy cultivada en Hispanoamérica por autoras/es 

de primer rango. Y aunque existe una amplia bibliografía sobre ciertas obras individuales, hay 

muy poca bibliografía que reflexione sobre estas obras como parte del género llamado novela 

corta. Así lo demuestra la escasa crítica que se encuentra sobre el tema en cuestión y la 
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sustanciosa lista de novelas cortas que se siguen destacando en la narrativa Latinoamericana del 

siglo XXI. También, los concursos nacionales e internacionales en lengua española de esta forma 

breve siguen en aumento con el apoyo de instituciones culturales, editoriales de prestigio, y de 

escritoras y escritores reconocidos internacionalmente.1  

La disonancia entre la falta de reflexión sobre esta forma narrativa y la amplia actividad 

de escritura y lectura que se promueve en la esfera cultural, despertó mi interés en indagar sobre 

la posible relación de esta forma narrativa con las búsquedas y necesidades expresivas de la 

mujer en la actualidad, y particularmente en la exploración de la subjetividad. En esta búsqueda 

encontré que un común denominador de la novela corta y una de las principales razones del 

interés de las novelistas latinoamericanas en esta forma breve se debe en parte a que ésta les 

permite explorar el rol de la subjetividad de manera focalizada; no de la manera diseminada que 

sucede en la novela. En efecto, mientras la novela tiende a enfatizar una amplia mirada de la 

sociedad y la cultura, la novela corta tiende a centrarse en un personaje y en su intento de forjar 

su subjetividad en oposición a las presiones sociales y culturales. En esta sutil observación 

advertí que en esta forma breve el/ la novelista está menos distanciado/a del personaje; en 

consecuencia, hay un mayor grado de exposición de sus rasgos autobiográficos en el forjamiento 

de la subjetividad del personaje, aunque de manera indirecta como lo he estado subrayando. En 

la tensión entre escritor/a-personaje y personaje-presiones socioculturales subyacen otras 

tensiones que la novela corta desarrolla y que se representan narrativamente en niveles de 

significado menos evidentes, y expresan tanto inquietudes y preocupaciones temáticas de la 

escritora hacia su obra y las circunstancias socioculturales, como sus contradicciones. El lector/la 
                                                           

1 Aunque la publicación de antologías críticas aun es escasa, ilustran el interés de la crítica en la novela corta, 
Oscar Mata, La novela corta mexicana en el siglo XIX (México: UNAM, 1999); Celia Miranda, La novela corta en 
el primer romanticismo mexicano (México: UNAM, 1985); Grinor Rojo, Ritos de iniciación: tres novelas cortas de 
Hispanoamérica (Boston: University of Florida, 1986); Jesús M. Lacarra, Cuento y novela corta en España 
(Barcelona: Crítica, 1999). 
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lectora, por su parte, propende a establecer una relación analógica entre tales contradicciones 

valorativas del personaje en el mundo de la ficción y la figura de la escritora y, por extensión, 

entre el personaje y su mundo y las prácticas socio-culturales de las que el lector/la lectora forma 

parte.  

Esta particular manera de identificar al sujeto de la ficción con el sujeto de las practicas 

sociales sucede merced al compromiso que la novela corta tiene con el desarrollo del personaje y 

el aprendizaje, y al efecto de realidad que persigue desde sus comienzos. Me refiero al artificio, 

intencionado o no, que da un tono familiar a la narración, por la incorporación de rasgos 

autobiográficos, lugares y personajes que guardan cierta familiaridad con la zona de contacto del 

escritor/escritora y con la del lector/ lectora, cuando uno/a y otro/a actualizan la historia ya en la 

escritura, ya en la lectura. Tal “ilusión de realidad” puesta en escena es un artificio retórico que 

la novela corta ha mantenido hasta nuestros días y que apoya los principios retóricos de deleitar, 

persuadir y conmover, o lo que en la máxima ciceroniana resume como el de deleitar enseñando. 

En efecto, Rimmon-Kenan se refiere a este aspecto retórico de la narración cuando subraya que 

la representación de la subjetividad se realiza por sustitución entre sistemas de comunicación y 

procesos de interpretación. A este término vale recordar el concepto retórico sobre el personaje 

en la doctrina política que en su filosofía materialista desarrolla Tomas Hobbes. El filósofo 

inglés define a la persona como “aquélla cuyas palabras o acciones son consideradas, bien sea 

como suyas, bien como representando las palabras y acciones de otra” (Leviatán 155). Cuando se 

consideran como suyas, se llama persona natural, y cuando se consideran como representación 

de las palabras y acciones de alguna otra, se llama persona artificial o simulada. “La palabra 

persona viene del latín, y significa la máscara del actor. En griego existe su equivalente 

prosopopeya y significa disfraz” (155). Personificar o crear personajes es siempre dar la 
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apariencia externa de una persona. Es evidente el vínculo entre la representación jurídica en el 

ámbito político y el compromiso de la novela corta en el desarrollo del personaje y el 

aprendizaje, y el efecto de realidad que persigue desde sus comienzos. La representación no 

sucede solamente en el teatro. Ésta ha sido una de las principales figuras retóricas en la esfera de 

la sociedad hegemónica: el fundamento jurídico de lo permitido en el tribunal y por extensión en 

la sociedad de derecho. En este ámbito de lo social, una persona, natural o jurídica es también un 

actor. La novela corta heredó la prosopopeya como su figura retórica principal: ésta enfatiza que 

el personaje es una máscara, un disfraz creado por quien hace la visualización, y el disfraz y/o la 

máscara son el mensaje superficial. La prosopopeya trabaja haciendo identificaciones, clamando 

poder dar cuenta de otro de manera particular.  

En suma, la prosopopeya acarrea un problema a la novela corta que se inclina a la trama 

de personaje. La pregunta que surge al respecto es si el efecto de realidad que va del escritor al 

personaje y de este al lector es una proyección del discurso hegemónico, o si el personaje es otro 

diferente de quien lo crea. En otras palabras, la prosopopeya como figura retórica de la novela 

corta problematiza la ejemplaridad en esta forma breve. 

Como es obvio, el personaje no es otro, no tiene existencia propia; es solo una manera, un 

camino de representar la otredad y es en realidad un examen de la forma como alguien ve algo. 

El personaje es una creación de la persona que lo crea. En tal sentido ha sido visto por la 

postmodernidad como una imposición del sujeto, del escritor, en el otro.  

La pregunta a la que irremediablemente conduce el debate, es si el personaje como 

máscara, sostiene solamente el discurso de su creador, es decir, es un texto hegemónico, o si hay 

alguien más hablando de manera diferente. La problematización implícita al modo retórico de la 

novela corta es un asunto fascinante que lleva a la pregunta sobre la naturaleza del sustrato 
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pedagógico. Es decir, ¿cómo lee el lector la prosopopeya?, ¿es el lector cautivado por lo que es 

solamente un juego de máscaras que representa el statu quo?  

Ésta parece ser la perspectiva con la que se ha tendido a juzgar la narrativa corta 

latinoamericana escrita por mujeres. Por ejemplo, con una visión polarizada, la crítica feminista 

Jean Franco, en “De la novela de amor a la estética refractaria” reduce la narrativa 

latinoamericana escrita por mujeres a dos grupos, y expresa su total antipatía por aquellas que no 

muestren desde los cimientos del lenguaje un desafío de los valores hegemónicos del 

logocentrismo dominante. Según esta crítica, la única manera válida de escribir novelas 

estéticamente valiosas sobre la condición de la mujer, es el estilo de neo-vanguardia: la 

fragmentación de la subjetividad, con disrupción del significado y la experimentación con el 

lenguaje llevado hasta a las últimas consecuencias. En suma, de acuerdo con esta la crítica 

inglesa, sólo la narrativa latinoamericana de neo-vanguardia puede operar contra la mentalidad 

logocéntrica y rechazar los discursos hegemónicos. La contraparte, es decir, el otro grupo de 

novelas, en las que predomina el relato lineal de los sucesos, y su ubicación en lugares 

reconocibles para el lector, instaurara un orden ilusorio, en el que las relaciones ordenadas causal 

y cronológicamente, presentan una idealización del caos de lo real, de las contradicciones de la 

vida cotidiana, que son propias de la experiencia humana. Esa lista de narraciones con lenguaje 

simple, la construcción de personajes reconocibles para el lector, con énfasis en temas como el 

sentimentalismo femenino, el enamoramiento y todas sus isotopías; en suma, el reinado de las 

sheherazade latinoamericanas, refuerza el status quo en lugar de cuestionarlo. En tal sentido, 

según Franco es el eterno femenino en la manera de narrar de las latinoamericanas lo que ha 

producido una falsa literatura femenina de los best sellers.  
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Con el ánimo de dialogar con el punto de vista de Jean Franco, traigo a colación Libro de 

cuentas, de Sofía Lebas (2012), porque esta novela corta ofrece aparentemente una narración 

lineal, de crisis, crecimiento y cambio que representa el forjamiento de la subjetividad de la 

artista adolescente. Sin embargo, la combinación del tono nostálgico y la reflexión están en 

contrapunto con la prosa poética. Cada motivo es presentado en pugna con sus contrarios e 

integrado a la experiencia de la joven adolescente dinámicamente. Las diferentes versiones 

textuales son corregidas en direcciones diversas y en las diferentes etapas de su vida, por los 

actos de su imaginación, por los actos de su experiencia, o por los actos violentos en el núcleo 

familiar. El Yo poético detrás de cada voz, pone en escena la formación de la artista adolescente, 

que en el plano de la creación va representando sus propias versiones, aunque siempre en tensión 

con los textos originales y con el espacio social-familiar. La corrección de los cuentos clásicos 

infantiles, el antiguo testamento, los libros de hagiografía, entre otros textos hegemónicos, que la 

joven va realizando con el material de su propia experiencia, a la vez que su paulatina 

integración a la escolarización va ocurriendo en las diferentes etapas de sus primeros años. En 

Libro de cuentas la tensión es el principio constructor de la identidad, siempre en proceso, 

siempre ajustándose en la interacción, pero vinculada al pasado por el cordón umbilical a sus 

palimpsestos y al presente de su sensibilidad y su capacidad observadora. En esa interacción 

dinámica al menos se reconoce que el verdugo no es necesariamente el hombre, como tampoco 

la víctima lo es necesariamente la mujer. El universo literario, el creativo, el práctico, el íntimo, 

el privado y el público se entrecruzan revelando el propósito último de la narración: la revisión y 

actualización cotidiana de la subjetividad en el escenario del diario vivir: Se advierte en esta 

tensión narrativa, una necesidad de hermandad en la comunicación, sin claudicar en el espacio 

íntimo: el del deseo y la imaginación.  
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Para problematizar aún más los riesgos de lectura que hay en las retoricas de la realidad 

en la novela corta, deseo detenerme en un aspecto que ha sido largamente discutido como 

distintivo de esta forma breve y que la emparenta con el drama en su particular manera de dar 

forma al material narrativo en virtud de su brevedad. Me refiero a la constante tensión entre 

objetividad/subjetividad mantenida por los escritores del realismo poético alemán (en Weing 29), 

y expresada con toda claridad por Theodor Store cuando dice: 

Like its sister, the drama, the modern novella can deal with the most profound and 

significant question of life. Just like the drama, the novella requires a conflict at midpoint that 

organizes the whole work. Both genres also require a tautness of style that excludes all not 

essentials. For these reasons the novella is the strictest and most demanding of the prose 

genres. (49) 

En efecto, la prosopopeya es también la figura retórica del drama, y tanto el drama como 

la novela corta dramatizan su representación: la alta dosis de emotividad, la tensión entre 

subjetividad/objetividad, la constante focalización in media res en el conflicto de un personaje y 

sus dobles, la tendencia a examinar un tema en el ámbito de un complejo de motivos centrado en 

la figura del personaje, y a la unidad de acción, tiempo y espacio, tienen un propósito implícito 

de producir la totalidad del efecto de impresión en el lector. En suma, la acción completa y 

entera, en términos aristotélicos, la tendencia a exagerar o teatralizar las emociones como 

expresión del conflicto, son elementos que emparentan la novela corta con el drama.  

La expresión carnavalesca de la subjetividad femenina es, desde mi punto de vista, el 

elemento estético más efectivo que ha usado la novela corta latinoamericana, en su aparente 

simplicidad compositiva y que la instaura como artefacto cultural efectivo, si se quiere 

participativo, en el escenario de la cultura.  
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A este término cabe subrayar que hay en la prosopopeya, una obsesión por el tema de la 

identidad. Sobre esta obsesión, Dean Flower en su Introducción a Eight Short Novels propone que 

hay una similitud en los tipos de personajes de la novela corta. Los personajes, en general forman 

un triángulo: en un ángulo está el ignorante; en el otro, su doble y su contraparte, una alternativa 

del mismo, pero con mayor experiencia, quien se convierte en el personaje trágico; en el tercer 

ángulo del triángulo está el antagonista, que puede ser un individuo, la sociedad, o inclusive las 

fuerzas naturales (19). En general el doble es el personaje central de la trama. Me interesé en esta 

perspectiva porque complementa la del subjetivismo alemán e intentan una primera 

aproximación sobre la tendencia de esta forma narrativa a la introspección del personaje, sin 

necesidad de que haya un desarrollo psicológico, y el ritmo rápido de la narración a pesar de que 

se focaliza en la situación del personaje más que en la acción. Lo más llamativo de Flower es el 

elemento antagónico, pues desde mi punto de vista éste es representado de manera menos 

evidente en la narrativa contemporánea, y en general forma parte de las contradicciones que 

sufre el personaje y su(s) doble(s). Y es precisamente con este asunto que la problematización de 

la prosopopeya y el objetivo ejemplarizante que hay detrás de esta figura retórica, tiene apertura 

a la discusión. 

En otras palabras, por el carácter reflexivo y dinámico de la representación de la 

subjetividad en la novela corta, es el elemento antagónico el que se pone en juicio del lector y es 

el menos definido en esta forma narrativa. El lector debe interpretar el elemento antagónico, que 

en general toma muchas formas, y darle el significado que resulta de su juicio como lector. 

Boca de lobo, de la mexicana-canadiense Marta Bátiz sigue engrosando la lista de éxito 

editorial atribuido por Franco a los best sellers. Obtuvo la primera mención en el Premio 

Internacional de Novela corta Casa de Teatro de Republica Dominicana, que le mereció su 
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publicación en el 2008. A un año de su primera publicación se lanzó una segunda edición en 

España, y ya fue traducida al inglés por la misma autora. La historia es la siguiente: Damiana 

Guerra, una exitosa cantante de ópera mexicana, regresa a ciudad de México para debutar como 

solista interpretando a Susana en la Las bodas de Fígaro. Su debut tiene lugar en el prestigioso 

Teatro de Las Bellas Artes. La representación en escena de Las bodas de Fígaro alterna con las 

representaciones en la trasescena de Damiana minutos antes de salir a escena: en esos pocos 

minutos asistimos a la representación de su historia personal presente, a la pública y a la íntima, 

ligada con su pasado familiar, mientras responde por escrito a un cuestionario periodístico de 

tinte autobiográfico, y recibe, entre otras, la visita de su hermana alcohólica, quien ha ido para 

avisarle del estado de gravedad del padre. En este gran teatro latinoamericano la puesta en escena 

de Damiana es realizada en crescendo, y su actuación sucede en un constante estado anímico de 

excitación, impaciencia y exaltación, que alterna con el ritmo apurado y nervioso tras 

bambalinas. El lector reconoce en las fórmulas del melodrama las tensiones irresueltas entre las 

dos hermanas y el amante común, entre Damiana y su padre, entre su presente y su pasado. En 

Boca de lobo todos los elementos melodramáticos se combinan para escenificar el elemento 

antagónico que la actriz va representando: el lector reconoce en la trasescena bufonesca, la 

infancia traumática de Damiana, caracterizada por un cuadro severo de violencia doméstica que 

va a contribuir a la muerte de la madre y a la desintegración del núcleo familiar. Estos eventos 

explican implícitamente su exilio en el extranjero. Todo en esta novela corta esta dado para 

producir el lance patético que tiene por objeto conectar personaje y lector-espectador, con lo cual 

el tiempo y el espacio de la ficción se actualizan. Al lector le es permitido presenciar la 

sobreactuación de Damiana en la trasescena, mientras al gran público del Teatro de las Bellas 

Artes le es dado apreciar la actuación de la Susana (de Las Bodas de Fígaro). En ambos 



1160 

escenarios, sin embargo, se representan las imperfecciones del mundo social. En las Bodas de 

Fígaro, el disfraz cubre y revela las dudas de cada personaje, y el final feliz es sólo una treta 

retórica que cierra de momento una situación en conflicto pero deja abierta las grietas de una 

orden social aparente y estático. Por paralelismo el punto final de Boca de lobos tampoco 

coincide con el de la historia. El lector es el responsable de conjeturar lo que sigue. Luego el 

sustrato ético es su responsabilidad, no es responsabilidad del actor, ni de quien está detrás de 

este. 

No parece ser una coincidencia, entonces, el apego que la novela corta tiene a la cultura 

popular, al presente y lo ordinario de la cotidianidad. Basta con ojear los títulos de algunas de las 

novelas cortas contemporáneas para advertir esta tendencia: Hay que sonreír (1966) de Luisa 

Valenzuela, Querido Diego te abraza Quiela (1978) de Elena Poniatowska, Ninguna eternidad 

como la mía (1998) de Ángeles Mastretta, Soledad en Llamas (2002) de Rosa María Casas, 

Hasta el año que viene (2004 ) de Aurora Velasco, La llorona (2008) de Marcela Serrano, entre 

muchas otras novelas cortas, muestran esta tendencia a desarrollar tramas ordinarias en las que 

prevalece el lenguaje cotidiano y del sentido común, y la expresión melodramática, pero cuyo 

elemento antagónico se resiste a la interpretación fácil o unívoca. 

En Libro de cuentas, salir del territorio propio no es un medio de evasión: es crear una 

alternativa vital basada en la aceptación de la otredad cultural, racial y étnica como una parte 

constitutiva del ser una mujer latinoamericana. El exilio voluntario parece ser equivalente a la 

aceptación de la diferencia. No obstante, como ya lo expresé, el tono poético y nostálgico de esta 

novela corta, pone en actuación también las dudas de su propia representación.  

De manera opuesta a la narrativa de los 80, en la que el espacio de la casa y la cocina 

eran los lugares privilegiados de las mujeres, en las novelas referidas, es fuera de los límites de la 
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historia familiar que los personajes femeninos encuentran un espacio propio y un espacio social, 

en el que alcanzan su desarrollo como artistas.  

En resumen, la prosopopeya como figura retórica de la novela corta tiene un estatuto 

problemático que cuestiona la manera de leer. Las visiones polarizadas de la subjetividad 

femenina demuestran una falta de apertura y reconocimiento de las retóricas de lo real que esta 

forma narrativa propone. Después de que la literatura del siglo XX y sus expresiones en la 

postmodernidad demostraron que la interpretación exige siempre una lectura intertextual, como 

aquí se ilustró, no es posible definir el valor de una obra literaria ni la complejidad de sus 

interpretaciones simplemente por la construcción técnica. Como lo he ilustrado en Libro de 

cuentas, se sabe que la proliferación de voces y versiones de la subjetividad no depende de los 

niveles narrativos, como lo había propuesto la narratología tradicional. 

La representación del exilio voluntario, resultado de la desintegración de la familia, y 

paralelamente el cuestionamiento de la institución familiar –de índole patriarcal– es uno de los 

leitmotiv en las novelas cortas que hoy he traigo a colación. En Libro de Cuentas y Boca de 

Lobo se pone en escena una infancia violenta en la que el ser mujer está vinculado al abuso 

físico, psicológico y, en ocasiones sexual de los hombres en el seno de la familia de clase media 

acomodada. En ambas novelas, uno y otro personaje femenino comparten el pasado común de la 

madre. Víctima de la violencia familiar, ésta es presentada también como victimaria por permitir 

el abuso de sus hijos. Para los personajes femeninos el leitmotiv del viaje o del exilio se ofrece 

como alternativa para alejarse de los núcleos de violencia y vivir una experiencia más libre de las 

ataduras familiares. No obstante, el espacio exterior al círculo familiar, o el extranjero, como el 

clise del “sueño americano” no es un asunto que se trae a escena en Boca de lobos, y que en 

Libro de cuentas se representa poéticamente más que como un lugar, como un referente desde el 
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cual se juzga el pasado. El exilio es valioso como oportunidad de interponer una distancia crítica 

de las diferencias, que estimula a la comprensión del presente en la reflexión sobre el pasado del 

personaje.  

Para dar término a mis reflexiones deseo dejar abierta una pregunta sobre el lector, que es 

en última instancia el culpable de los best seller. ¿Es acaso la lectora de novelas cortas escritas 

por mujeres el espejo de Madame Bovary, como implícitamente lo insinúa Franco? 

Comparto con Patrick O’Neil (Fictions of Discourse: Reading Narrative Theory 14) la 

idea de que la postmodernidad hizo énfasis en los procedimientos narrativos y cuestionó las 

anteriores formas en las que el lector se aproximaba a la literatura, y éste fue exhortado a 

participar en la construcción de la obra, y me atrevo a decir, que de esta naturaleza participó el 

juicio de Jean Franco. No obstante, el proceso de la construcción exigió también un particular 

interés en la historia. 

Obviamente, la clase de lector postmoderno que subraya O’Neill, aquél desinteresado en 

el desenlace e interesado en continuar prolongando el juego de la lectura, no coincide con el tipo 

de lector potencial al que la novela corta exhorta. Éste ha de ser un lector que prefiera leer sobre 

una vida en expansión pero en pocas páginas y que, en términos de duración, prefiera el tempo 

veloz al lento, la reflexión a la acción, la densidad de los contenidos a las digresiones y, por lo 

tanto, es motivado por la curiosidad de indagar lo que hay detrás de la máscara, y por el deseo de 

escuchar la voz que la expresa.  

A este término conviene citar en palabras de Calvino una aguda intuición sobre lo que la 

novela corta propone al lector: “En los tiempos cada vez más congestionados que nos aguardan, 

la necesidad de la literatura deberá apuntar a la máxima concentración de la poesía y del 

pensamiento” (64). ¿Qué puede interesar a la lectora avisada de la novela corta? Seguramente un 
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contenido de aparente inmediatez pero denso en significado; el máximo de invención, de 

pensamiento y de vida condensado en pocas páginas. Al fin de cuentas, es a través de la omisión 

que la historia gana dinamismo; es mediante la producción de un pace veloz que se convoca al 

lector de novela corta a entrar en el mundo de la ficción haciendo conexiones y llenando espacios 

vacíos, haciendo preguntas, intentando respuestas, resolviendo paradojas.  

Mi interés al incluir algunas consideraciones sobre el lector y específicamente sobre la 

lectora de novela corta, categoría de la que formo parte, ha sido responder al peligro de la 

prosopopeya y al porqué del interés en la brevedad y en condensar un mundo en expansión en 

una forma breve. Determinar la relación lector-obra como productores de significado dentro de la 

esfera cultural podría ser una empresa infinita, como ya lo demostró siglos atrás en sus aporías 

Zenón de Elea, quien en palabras de O’Neil, fue el primer deconstructivista: “Zeno, our pre-

Aristotelian post-modernist, also has a defensible claim to being the first narratologist, in that he 

demostrates the degree to which to read a narrative is always also to theorize, to attempt to 

explain a narrative. He also demonstrates the degree to which reading, theory, explanation is 

always potentially subversive of the object of its attention (31). 

En efecto, tanto desde la perspectiva de la producción de significados, como desde su 

interpretación y explicación, el objeto de la intención tiene siempre grados de subversión. De 

esta naturaleza ha sido la reflexión que hoy he compartido con ustedes. 
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Social and Ethnic Groups at the Establishment of the First Islamic State: 

Problems and Solutions 
 

Introductory: 

In the name of Allah, Most Gracious, Most Merciful. 

One of the most important fundamentals of a religion is its inclusiveness to all walks of 

life’s social, economic and political details. These fundamentals in the religion of Islam are 

noticeable in various literatures that talked about all walks of life and its requirements, this was 

clearly highlighted in the early centuries of Islamic history literature where it encompassed 

immense amounts of old intellectual’s sayings and opinion. 

It appears that the social perception of diverse groups within a society is an important 

part of evaluating a religion, ideology or philosophy, so when the Islamic legislation came to the 

first Arabs it tried to treat many of the problems that were spread among them. Most important of 

which are, the feuds, tribalism, intolerance, vendettas, and categorizing humans in different 

classes. It is no secret that the sacred Islamic text has become an important element in the reform 

of human perception of the groups that were detested; which became clear in the elimination of 

social classes and constructing human beings as equal, as stated in the Quran (O mankind, indeed 

we have created you from male and female and made you peoples and tribes that you may know 

one another. Indeed, the most noble of you in the sight of Allah is the most righteous of you. 

Indeed, Allah is Knowing and Acquainted.) (The Quran 13:49 Saheeh International, 1997). 

This does necessarily mean that the Muslim community has become one and without any 

differences! Certainly though Islam called for equality, but at the same time it acknowledged a 

layer of slaves and free people in the community, as other communities and other religious 

groups did, also it is worth noting that there are rights granted to Muslims and not quite granted 
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to non-Muslims, nevertheless, it attempted to organize the conditions of these minorities, as well 

allowing them to arbitrate to their own religious laws. 

From here comes a study to find out how the first Islamic state in the city of “Madina” 

led by Mohamed (Peace be upon him) dealt with these diverse social groups. I tried hard to 

encompass all or most of the sources of this study from the early Islamic sources (from the first 3 

centuries), which is based on the traditional chained narrations or other books classified as the 

first original sources. 

First: The social reality of the Arabs before the arrival of Muhammad (P.B.U.H)  

Almost all gathered literature on the period leading up to the mission of the Prophet 

Muhammad (Peace Be Upon Him) was called the “Time of Ignorance”. The term was originated 

undoubtedly in the period following the prophetic mission. We find that the Quran attributes 

(Ignorance) when describing some despised actions that where done before Islam, an example is 

the people of the book who searched for an excuse to escape from just judiciary consequences, 

which included the strong and weak (Tabari, 2000, vol. 10, p. 394), we find the Quran describing 

these category, by saying: (Then is it the judgment of [the time of] ignorance they desire? But 

who is better than Allah in judgment for a people who are certain [in faith]) (The Quran 5: 50 

Saheeh International, 1997), and when describing the bigotries, chauvinistic and Intolerance 

behaviours of some infidels and how they remained on it without accepting the truth (Al Qurtubi, 

1964, vol. 16, p. 286), The Quran says: (When those who disbelieved had put into their hearts 

chauvinism – the chauvinism of the time of ignorance) (The Quran 26: 48 Saheeh International, 

1997). 
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There are several verses in the Quran that paint the Time of ignorance as a reality that 

was almost entirety missing off any integral values, which Muhammad (Peace Be Upon Him) 

came and re-established in the community. 

Discussed by “Jawad Ali,” a specialist in the history of the Arab times of ignorance, 

where he tracked the writings of historical literature; and found that ignorance is due either to 

ignorance that is against science, and lack of literacy, this is why he translated the word 

“Jaaheliah” in English to “the time of ignorance”, and others understood it as lack of knowledge 

in Allah, His Messenger and to the laws of the religion, as well following paganism and 

worshiping other than Allah, as others argued that it is being biased and boastful of your lineage, 

Intolerant to others, bigotries, arrogant and other issues that were the characteristics of the 

ignorant. Then followed by saying: 

“The opinion I have that ignorance is excessiveness, foolishness, arrogance, silliness, 
antagonism and not submitting to the rules and jurisdictions of the divine. These were the 
cases that Islam belittled ; as it had the meaning of” Go away oh ignorant one “ as we say 
it to those reckless and foolish who utters words not fit for a man, nor care about etiquette 
nor tradition. The term “Ignorant man” is called on those who do not care about society 
and religion, and doesn’t stop short of pronouncing vulgar speech. Certainly it is not 
required that the ignorant man be illiterate” (Ali, 2001, vol. 1, page 40). 

But the fact remains that the earlier Arab nation is an illiterate nation neither readers nor 

writers, which is stated in the Quran: (It is He who has sent among the unlettered [Arabs] a 

Messenger from themselves) (The Quran 62: 2, Saheeh International, 1997), however, the term 

ignorance is not intended completely to be used for the once that neither read or write. 

Muhammad (P.B.U.H) grew up in this society that worshiped idols wherein elements of 

moral and immoral behaviours where evident. Immoral behaviour was in the form of ethnic and 

tribal feuds in a variety of forms and patterns (Al Jeraisy, 2006, p. 33). And (Asabyeh) tribal 

feud, as defined by the Arabic language scholar Al Azhari (2001, vol. 2, p. 30): “is to call on a 

man to support his tribe, oppressed they were or oppressor’s. 
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These were the standards which stem from pre Islamic ignorance where understood by 

the prophet of Islam, and in one occasion he said to his companions: “Help your brother whether 

he is an oppressor or is oppressed,” A man said, “O Allah’s Apostle! I will help him if he is 

oppressed, but if he is an oppressor, how shall I help him?” The Prophet said, “By preventing 

him from oppressing (others), for that is how to help him.” (Bukhari, 1422 A.H., vol. 9, p. 22). 

We Cannot ignore the fact that pre Islamic ignorance was linked to the tribal blocs that they had 

in that period, and this does not mean that these tribes did not have some cultural values that 

deserves to be mentioned, as they did have many moral values. What concerns us in this study is 

the society in the region of Mecca.  

In Mecca the “Al-Fudoul Confederacy “ was establish to create equality between the 

nobles in society and whomever is below them. When it come in collecting your rights, a noble 

in Mecca might prevent your financial rights if he sees you as week, so this tribal alliance was so 

as to prevent such abuses. This Confederacy document has been documented in narratives and 

history books until today (Ibn Hisham, 1955, vol. 1, p. 131; Ibn Kathir, 1997, vol. 3, p. 455). 

Second: Paving the way for establishment of the state and attempts to change the social 
attitude 

Historically documented that Muhammad (P.B.U.H) made a huge effort in persuading his 

people to accept the call of monotheism, however, they ignored, neglected, and falsely 

interpreted his call as degrading to their gods, also they accused his call of causing differences 

between the humble and the honorable members in society. 

A number of verses in The Holy Quran that descended in the Mecca period of Islam “the 

1st 13 years of Islam”, usually talked about the problem of equality between different social 

groups and integrating them with Islamic society. One of the foremost incidents that Quranic 

Verses came down for, which was documented in narration and historic books (Al Tabari, 2000, 
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vol. 24, p. 217; Al Tirmidhi, 1975, vol. 5, p. 432), the story of a blind man (Ibn Umm Maktoum) 

who came to the Messenger of Allah (P.B.U.H) and said: guided me, and around the Messenger 

of Allah (P.B.U.H) were the Honorable class of infidels, which caused him to look away from 

him and direct his attention to others. Ibn Umm Maktoum Said: “is there something wrong in 

what I’m saying? Where the Prophet (P.B.U.H) said: No. In this incident the Quranic verse was 

revealed “He frowned and turned.” (The Quran 1: 80 Saheeh International, 1997)  

The Quranic interpreter Al Razi (1420 A.H., vol. 31, p. 53) discusses this incident and 

provides an opinion concluding that Ibn Umm Maktoum was worth disciplining, but Al Razi 

asked: how God admonished His Messenger that Ibn Umm Maktoum misbehaved? Al Razi then 

answers this issue by saying: “even though the matter seems to be based on ibn maktoum, but the 

apparent mishap of the rich privileges over the poor, was the reason for admonishing the Prophet 

(P.B.U.H)”. 

Certainly this emphasis was the beginnings of the abolition of distinction and 

differentiation between society groups. There is no doubt that there are unexpected problems that 

will occur in a society that does not believe in equality between their members and distinguishes 

between them as honorable and whom are below them. It seems that Muhammad (P.B.U.H) 

faced the difficult choice between, either accumulating many followers but from the weaker and 

modest levels, or to spend extra time and effort on honorable individuals who will follow and 

support him, in other words, finding strong political forces that will help him spread his new 

prophetic ideologies.  

This issue was depicted in a predicament that the Mecca Society had, which was 

mentioned in many narration books, as a group of Arab masters “Nobles” came to Muhammad 

(P.B.U.H) and found him gathered with a group of modest people either slaves or (liberated) 
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freed slaves, and they said: “we would like for you to make us a gathering that Arabs will notice 

our Supremacy through, as you know the delegations of Arabs come to you and we are ashamed 

to be seen with those slaves” (Ibn Majah, N.A., vol. 2, p. 1382). 

It was not an easy choice, as it was a problematic choice between Honorable symbols that 

could influence the establishment, and the future of the state, and between the weak who were 

representing most of his followers, as it was mentioned by the Prophets foe Abu Sufyan before 

converting into Islam (Bukhari, 1422 A.H., vol. 1, p. 8). But the resolution came by the Quranic 

verse that was Revealed in Mecca: (And do not send away those who call upon their Lord 

morning and afternoon, seeking His countenance. Not upon you is anything of their account and 

not upon them is anything of your account. So were you to send them away, you would [then] be 

of the wrongdoers) (The Quran 52: 6 Saheeh International, 1997), this verse resembles another 

verse in the Quran about the story of the people Noah when they said to him: (“Should we 

believe you while you are followed by the lowest [class of people]?”) (The Quran 111:26 Saheeh 

International, 1997). 

As the option became open for social groups that have lower class status to be equal with 

the higher classes, and the proud Arab souls were not yet fully receptive to the idea of equality in 

ethnic and social classes. Mohammed (PBUH) advocated for the idea of social equality that was 

not accepted in the Arab mentality, and the implications of that will be obvious in the events in 

the Madina period were the Islamic state was getting established, this will be noted in the 

following section. 

Third: Establishment of the state and trying to satisfy the conflicting parties 

The abovementioned information was the focal point that Muhammad (P.B.U.H) sough 

hard to achieve, and regardless of the subject matter of recognizing the Prophet hood of 
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Muhammad (P.B.U.H) or not, the scientific studies outside the framework of Islamic sources 

which did not recognize him as a prophet, did indeed recognized him as an extraordinary social 

reformer. As whoever knows the distorted Arab society reality of social classes and tribalism, 

knows the extent of the success, which Mohammad (P.B.U.H) was able to achieve.  

What was obvious is that Muhammad (P.B.U.H) realized the importance of the political 

entity therefore was actively seeking a political shelter to protect him, in through which he could 

establish the State and lay the principles of his religion. The biography sources notes that he 

often traveled between tribes asking for their support (Ibn Hisham, 1955, vol. 1, p. 422). One of 

the problems that was inherent in the minds of some Arabs, is that if they support him the 

outcome would lead to them being leaders, and therefore, when the Mohammad (P.B.U.H) 

presented his religious to one of the Arab tribes; their condition was the political leadership, as 

they said: What if We followed your order, and Allah all mighty caused you to prevail, will the 

leader ship be for us? He said: “The matter is to God, he puts it where he pleases” They said: we 

will stick our necks out to the Arabs to be slaughtered for you, and when you prevail the 

leadership will be for others! We don’t need your order (Al Tabari, 1387 A.H., vol. 2, p. 350; Ibn 

Hisham, 1955, vol. 1, p. 425). 

This text refers to how in the beginnings of the Islamic call and before the establishment 

of the state, Muhammad (P.B.U.H) did not want to make his state based on tribal views, but he 

wanted leadership to be in his hands so that he can establish the new religion away from the 

“ignorant” views. We can understand this through the discussions he had with the Khazraj tribe 

of the city of Yathrib (Medina) were they didn’t require political leadership, as they accepted the 

new religion which they often heard the Jews talking about (the coming of the Jewish prophet) 

(Ibn Ishaq, 1978, p. 84). When they met Muhammad (P.B.U.H) the social and armed conflicts 
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have already fatigued them, whether between Arabs themselves or those between the Arabs and 

the Jews. In the narration of Ibn Ishaq in the biography of the Prophet (P.B.U.H) (which is the 

most important source of biographical information of the Prophet (P.B.U.H)), that as a prophet of 

Islam (P.B.U.H) meet with the tribe and they heard his vision, and religion, they said: “We have 

left our people, and no one has much animosity and malevolence between them as much as us, 

we hope that Allah unites them through you “(Ibn Hisham, 1955, vol. 1, p. 429). 

Shortly after that the Prophet Muhammad (P.B.U.H) migrated to Madina, and before 

doing so he asked his companions to migrate first, and when he did it was his mission to restore 

social order so that he is able to create a state with different tribes and races that are combined 

under one new religion, Islam. 

The first thing that he did was the establishment of brotherhood among the community of 

believers, known historically called “The Brotherhood twinning between immigrants 

(Muhajeroon) and supporters (Ansaar).” The Muhajeroon were the believers from Mecca and its 

surrounding areas, and the Ansaar were the people of Madina. It was not easy to resolve these 

communities and others, but this incident resulted in constructive models and examples of love 

and friendship, were people shared housing, money and wealth. This was documented in 

narration and history books (Bukhari, 1422 A.H., vol. 5, p. 32; Ibn Kathir, 1997, vol. 4, p. 554). 

Through these narrations, we can rule that Muhammad (P.B.U.H) succeeded greatly in 

the process of social integration, especially among his believing followers from the people of 

Madina and others. The people of Madina were soon out of decades of civil war that were on and 

off, but this doesn’t mean it was stable at all times. Conflicts arise but Muhammad (P.B.U.H) 

tried to stand in a position of neutrality between the parties, once these quarrels even start 

Mohammad (P.B.U.H) tried to manage it, by reminding them of their situation in the days 
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ignorance (pre-Islam) and of the benefits they have enjoyed under the banner of Islam (Bukhari, 

1422 A.H., vol. 4, p. 183; Al Nisabure Muslim, N.A., vol. 4, p. 1998). sometimes the situation 

would rise to even holding arms, and remembering their war memories such as the day of Buaath 

and other wars between the Al-Aws and Khazraj “the two main tribes in Madina”(Al Waaqidi, 

1989, vol. 2, p. 432; Ibn Hisham, 1955, vol. 1, p. 555). 

The Madina phase began with the founding of the State as well the experience concerning 

the social, multi-tribal and ethnic issues, perhaps Mohammad (P.B.U.H) was aware of the good 

that will come from merging into an Islamic identity, which has a significant role in ensuring and 

continuing the strength of the State, and in that he has taken several measures. 

Methods of unifying social groups 

It was noticeable that Muhammad (P.B.U.H) adopted several methods in order to abolish 

social differences, and took advantage of events that occur between time and time to remind the 

new society of the gravity of differences which they were upon before. 

Linking tribalism to act of ignorance (pre-Islamic era) 

Countless instructions were called upon to correct concepts of the new society, and 

dimensioning of the pre-Islamic tribalism that was still stuck in the minds of the followers. In 

several instances we see Muhammad (P.B.U.H) repeat to his followers to refrain from acts of 

pre-Islamic ignorance based on pride and social differentiation. Once again, he said: “Allah, 

Most High, has removed from you the pride of the pre-Islamic period and it’s boasting in 

ancestors. One is only a pious believer or a miserable sinner. You are sons of Adam, and Adam 

came from dust. Let the people cease to boast about their ancestors. They are merely fuel in 

Jahannam (Hellfire); or they will certainly be of less account with Allah than the beetle which 

rolls dung with its nose. “(Ibn Hanbal, 2001, vol. 14, p. 349; Al Tirmidhi, 1975, vol. 5, p. 734). 
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Once Abu Dhar told his story, when he said: There was an altercation between me and 

another Muslim brother (His mother was a non-Arab), I reproached him by insulting him with 

his mother. He complained to Allah’s Apostle (P.B.U.H). As I met Allah’s Apostle (P.B.U.H) he 

said: Abu Dharr, you are a person who still has (in him the remnants) of the days (of Ignorance). 

Thereupon I said: Allah’s Messenger, he who abuses (other) persons, they abuse (in return) his 

father and mother. He (the Holy Prophet) said: Abu Dharr, you are a person who still has (the 

remnants) of Ignorance in him” (Al Nisabure, Muslim, N.A., vol. 3, p. 1282). 

This talk may be general, but the matter is more difficult when it’s time to take action 

against an incorrect manner, were most of the honorable class individuals would flee from, as 

that was the perceptions that was still lingering in the minds of some muslims after the 

establishment of the Islamic state. A narration tells a stories about a women from the tribe of 

Quraish that stole [It is also the tribe of the Prophet (P.B.U.H)], and a group of people who cared 

about the matter asked, “Who will intercede for her with Allah’s Apostle?” Some said, “No one 

dares to do so except Usama bin Zaid the beloved one to Allah’s Apostle.” When Usama spoke 

about that to Allah’s Apostle Allah’s Apostle said, (to him), “Do you try to intercede for 

somebody in a case connected with Allah’s Prescribed Punishments?” Then he got up and 

delivered a sermon saying, “What destroyed the nations preceding you, was that if a noble 

amongst them stole, they would forgive him, and if a poor person amongst them stole, they 

would inflict Allah’s Legal punishment on him. By Allah, if Fatima, the daughter of Muhammad 

stole, I would cut off her hand.” (Bukhari, 1422 A.H., vol. 3, p. 1282; Al Nisabure Muslim, N.A., 

vol. 3, p. 1315). 
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Religious levels 

When the Prophet preformed the pilgrimage of Hajj in Mecca, tens of thousands of 

people gathered around him, which made it the biggest Islamic gathering at that time, as well 

most of the people at that time were newcomers to Islam, that came from different races, tribes. 

Ingrained in their minds (as it was the habit of Arab tribes before Islam) was the pride of every 

tribe, as well as the position of slaves and modest classes. 

Here the Prophet (P.B.U.H) began his speech to the crowds, and said: “O people, the 

Lord is one, and your Father is one, there is no Supremacy of an Arab above non-Arab, or vice 

versa, and there is no Supremacy of a red person over a black one, or vice versa, except with 

piety “(Ibn Hanbal, 2001, vol. 38, p. 474). 

On the day of the conquest of Mecca—which is one of the greatest days in the history of 

Islam—Bilal bin Rabah climbed above the Kaaba and called for prayer, some Honorable men 

said: this black slave is calling for prayer on top of the Kaaba! ... , then the Quranic verse came: 

(O mankind, indeed We have created you from male and female and made you peoples and 

tribes that you may know one another. Indeed, the most noble of you in the sight of Allah is the 

most righteous of you) (The Quran 13:49 Saheeh International, 1997). 

It was Bilal al-Habashi, the stranger from outside the Arab countries (which was sold as a 

slave in Mecca, and then bought by Abu bakar which then he liberated from his Polytheists 

masters), Muhammad (P.B.U.H) made him responsible for one of the main religious positions in 

that period, he was the caller of prayer of the Prophet mosque in Medina. Islam didn’t require 

special conditions for those who are called in contemporary terms “clergy”, on the contrary it 

made every one equal in this manner. 



1177 

Many may belittle some of the values and the importance of this step, as we are living in 

this day and age, but if one realized the perception of inferiority for the likes of Bilal in the pre-

Islamic time, then they would understand the risk a commander has to face in front of his own 

people. 

Mating and mixing Lineage: 

Tribal communities and especially Arabs had a keen interest in the purity of their lineage, 

as it occupied a great part of their honor and imagery. To this day there are still some Arab tribes 

that do not accept marrying from other tribes that they see as inferior, so how about people that 

were liberated from slavery, and to make the matter even worse if they distinguish him as a 

person with a darker skin complexion. In his trial to integrate social groups, Muhammad 

(P.B.U.H) married off some honorable individuals to liberated salves, so he can showcase the 

integration of society more clearly. 

Fatima bint Qais which came from the tribe of Quraish, consulted Muhammad (P.B.U.H) 

about her marriage, as a group of noble Arabs proposed to her, including Abu jahm, Muawia Bin 

Abi Sufyan; that’s when he suggested that she should marry Osama bin Zaid, which was from 

the liberated slaves. At first she disliked that, then she approved. It was mentioned by her that 

she was greatly pleased with her marriage (Al Nisabure, Muslim, N.A., vol. 2, p. 1114). 

The Imam Al-Nawawi (Al Nawawi, 1972, vol. 10, p. 98) points out that the Prophet 

(P.B.U.H) urged and advised her to do so; because he knew about Osamas faith, virtues and good 

manners, and she disliked him because he was a liberated slave and because he had a very dark 

complexion. 

As well Muhammad (P.B.U.H) went to show more examples, by marrying the daughter 

of his aunt to a liberated slave, as he married of Zaid bin Haritha [a freed slave] to Zaynab bint 
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Jahsh which was from the honorable Arab tribes. Perhaps the Prophet had to confirm his 

statements by his own actions so it can have a deep impact, so that is why he married a liberated 

slave his own relatives, to cure this trend, which may not have been acceptable in society: it also 

may be from the complaints that members of the community are having with other families that 

were reluctant to accept marrying of their members because of lineage or other considerations. 

This explains the saying: “When someone whose religion and character you are pleased with 

comes to you then marry (her to) him. If you do not do so, then there will be turmoil (Fitnah) in 

the land and discord (Fasad)”. They said: “O Messenger of Allah! What if there was something 

about him?” He said: “When someone whose religion and character you are pleased with comes 

to you then marry him.” And he said this three times. (Al Tirmidhi, 1975, vol. 3, p. 387).  

Many narrations mention the use of mating to cancel social differences, and what is 

evident to me is that Quran and prophetic scriptures put religion and morals qualities as the most 

important criteria for marriages (Al Bayhaqi, Ma rifat Alsunan, 1991, vol. 10, p. 65, Ibn al-

Qayyim, 1994, vol. 5, p. 145). 

Fourth: The social class of slaves 

One of the known historical facts in all societies is the presence of a slave class as a basic 

component in the social structure. No one can claim that a religion came prohibiting this issue 

completely, but the reader in the Scriptures (holy books) in the Abrahamic religions (Judaism, 

Christianity, Islam) finds the existence of slavery legislation, or at least permitting it. (The Bible: 

Isaiah 27: 1-2; Philemon: 15-20; Bukhari, 1422 A.H., vol. 5, p. 132), but the difference appear in 

the form, fields and steps of dealing with slavery; I have discussed this in other book 

(Alshunyber, 2009, p. 241-279). 
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What concerns us in this study is to explain the social situation of these classes within the 

Islamic state. Many books of jurisprudential talked about the slavery class and the provisions for 

liberating them (Alsaraksey, 1993, vol. 7, pp. 60-241; Ibn Rushd, 2004, vol. 4, pp. 149-176; Al 

Mawardi, 1999, vol. 18, pp. 3-312; Ibn Qudaamah, 1968, vol. 10, p. 290-486). 

Pre-Islamic Arab society can be subdivided to layers of honorable, liberated slaves and 

slaves, while in the Muslim community it became two divisions: free or a slave class, and due to 

that there were new judicial obligations. Through the study of Islamic texts, we find that Islam 

began tightening ways to slavery, and arranged great rewards for liberating slaves, and at the 

same time it ordered slaves to obey their masters, and forbade them from fleeing. Slavery in the 

world had many causes, including: wars, If the debtor is unable to repay the debt, robberies, 

kidnappings, poverty and the need to sell their own children ... etc., but Islam constricted slavery 

in two occasions: first, in the case of prisoners of war, Islam didn’t require enslaving them, but it 

had multiple solutions, such as, releasing by the Muslims for free, freeing themselves by giving 

or doing something beneficial for the Muslims, and other ways, which is not the time to discuss. 

The second way: If the owner of a salve impregnates his salve were a child is born, then 

the new born is free, and the mother may not be sold or donated, as well the salve becomes 

completely free after the death of her master (The Ministry of Awqaf and Islamic Affairs, 1992, 

vol. 24, p. 160-162). 

The question remains, did Islam abolish slavery? And is it against that? 

To talk about Islam’s position on the issue of abolishing slavery, one must answer to the 

first question, where we cannot say that Islam abolished this system, but over the centuries 

slavery was permitted in the world until the twentieth century, and Muslims were engaged in this 

matter, similarly to other nations. As one focuses on Islamic texts we do find a push for being 
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kind to them, as Muhammad (P.B.U.H) admonished one of his companions after he offended his 

slave, where he said to him: “They (slaves or servants) are your brothers, and Allah has put them 

under your command. So the one under whose hand Allah has put his brother, should feed him of 

what he eats, and give him dresses of what he wears, and should not ask him to do a thing 

beyond his capacity. And if at all he asks him to do a hard task, he should help him therein” 

(Bukhari, 1422 A.H., vol. 8, p. 116). 

The impact of these teachings appeared in the behavior of the companions of Mohammad 

(P.B.U.H). Umar bin Alkatab which was the Khalifa of the Muslims, as Safwan ibn Umayya 

brought him a bowl which some people were carrying in a robe, and they positioned it down in 

front of ‘Umar. ‘Umar then invited some poor people and some slaves belonging to the people 

around him and they ate with him. Then he said, ‘Allah will do a people - or else he said, ‘Allah 

will disgrace and curse a people’ - who dislike having their slaves eat with them.” (Bukhari, Al 

Adab Almofrad, 1998, p. 106). 

More significantly are those attempts to liberate slaves, as there are many teachings that 

came to encourage people to free their slaves. The Quran makes freeing slaves a reasons for 

being saved on the Day of Resurrection (The Quran 13:90 Saheeh International, 1997), and 

donating to liberate them is one of the major gates of righteousness (The Quran 2: 177 Saheeh 

International, 1997), as well it ordered slave masters to accept a request of buying themselves out 

of their masters “And those who seek a contract [for eventual emancipation] from among whom 

your right hands possess, then make a contract with them if you know there is within them 

goodness” (The Quran 33: 24 Saheeh International, 1997), and the meaning of: (if you know 

there is within them goodness) is the ability to repay what he owes, even if he has no money, as 

he is given the choice for working hard to get it (Al Shawkaani 1414 A.H., vol. 4, p. 34). It also 
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tightened the institution of slavery in multiple other methods, an example is “Al Tadbeer” which 

is for the slave master to say “you are free after my death”, and the heirs have no right to object 

to something like that, even though there is legislation that gives the heirs the right to object if 

the person said “I donate all my wealth after my death”, as Islamic law prohibits the donation of 

more than a third of your wealth, protecting the heirs from financial harm (Bukhari, 1422 A.H. , 

vol. 2, p. 81; Al Nisabure, Muslim, N.A., vol. 3, p. 1250). Islam also made liberation of a salve 

an expiation of sins, like if someone had intimate relations with his wife during the day in 

Ramadan (while fastening), also mistakenly killing a (Muslim or non-Muslim), and so on. 

Fifth: Non-Islamic groups at the establishment of the Islamic State 

We can say that one of the main issues related to social life is the subject of non-Muslim 

minorities, as difficulty lies within most Arabs as they did not accept the idea of monotheism as a 

substitute for polytheism, also some minorities have a long history, and an ancient culture that 

they were proud of as the Madina Jews did, at the same time they were not in total agreement 

with Arab tribes in Medina (Al Aws and Khazraj), also they were not too welcoming of the 

migration of Muhammad (P.B.U.H) to their region, on the contrary evidence points to the 

emergence of hostility towards him and his religion in an early stage (Ibn Kathir, 1997, vol. 4, 

p. 520).  

It was an important matter to search for a positive method to deal with the mixture that 

the Madina society had (Muslims, Jews, Arabs and pagans), and to ensure the success of the 

establishment of an Islamic state, so Muhammad (P.B.U.H) established a constitution for the 

rights and duties of these categories, which is what was termed the “Constitution of the Madina” 

or “the Document of Madina” (Ibn Hisham, 1955, vol. 1, pp. 501-504). 



1182 

Al-Mubarakfuri (without, p. 114, p. 124) in his famous book on the biography of the 

Prophet (pbuh) describe that the Prophet [pbuh] commenced to establish regular and clearly 

defined relations with non-Muslims. All of these efforts were exerted solely to provide peace, 

security, and prosperity to all mankind at large, and to bring about a spirit of rapport and 

harmony within his region, in particular. 

Geographically, the closest people to Madinah were the Jews. The Prophet decided to 

ratify a treaty with them with clauses that provided full freedom in faith and wealth. He had no 

intention whatsoever of following severe policies involving banishment, seizure of wealth and 

land or hostility. 

Some provisions of the treaty are the following:  

1. The Jews are one community with the believers. The Jews will profess their religion, 
and the Muslims theirs. 

2. Each party shall hold counsel with the other. Mutual relation shall be founded on 
righteousness; sin is totally excluded. 

3. Madina shall remain sacred and inviolable for all that join this treaty.  

The Quran guided these agreements and continued in the Prophets (P.B.U.H) time, as the 

Quran mentions “8. Allah does not forbid you from those who do not fight you because of 

religion and do not expel you from your homes – from being righteous toward them and acting 

justly toward them. Indeed, Allah loves those who act justly. 9. Allah only forbids you from 

those who fight you because of religion and expel you from your homes and aid in your 

expulsion – [forbids] that you make allies of them. And whoever makes allies of them, then it is 

those who are the wrongdoers. (The Quran 8-9:60 Saheeh International, 1997). 

The famous Quran interpreter “Al Tabari” says: (AL Tabari, 2000, vol. 23, p. 323):”The 

most correct views are who say: what is meant by : Allah does not forbid you from those who do 

not fight you, of all varieties of groups and religions to deal righteously and act justly, Allah 
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Almighty said in general: (those who do not fight you because of religion and do not expel you 

from your homes) all that this verse described, is not allocated to some group without another, 

and no significance to whom said: this verse is Abrogated, because the righteousness of a 

believer dose good to anyone even state enemies which he has blood ties with or doesn’t, as that 

is not forbidden or refrained from, only if he does or show cases to the enemies of the state 

secrets that might do harm, then this is forbidden ... and saying: (Indeed, Allah loves those who 

act justly) says: God loves an honest person who is just with people, and give them their rights 

and justice, so they are righteous to whomever is righteous to them, and they are kind to those 

whom show kinds to them “  

The Prophet now made a covenant of mutual obligation between his followers and the 

Jews of the Madina, forming them into a single community of believers but allowing for the 

differences between the two religions. Muslims and Jews were to have equal status. There was, 

however, no express stipulation that the Jews should formally recognize Muhammad as the 

Messenger and Prophet of God, though he was referred to as such throughout the document 

(Lings, 2006, p. 125-126). 

The covenant did not last long, as the Muslims felt the lack of commitment from the 

Jews. The books of history mention that the three Jewish communities that had been living in the 

Madina were expelled and some of them were killed by Muslims for fighting against them. 

Ibn Ishaq mentions in his autobiography that a person from the Jewish tribe of “Bani 

Kinka” tied the dress of Muslim woman which led to the appearance of her private parts, in 

which a fight brook out between them and the Muslims within the market, resulting in them 

being expelled from the Madina (Ibn Hisham, 1955, vol. 2, p. 47) 
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The other Jewish tribe “bani Nadeer” narration books mention that they conspired to kill 

Muhammad (P.B.U.H) and allied themselves with some of the hypocrites, and when the plot was 

revealed they were sentenced to being expelled from the Madina (Abdul Razzaq, 1403 A.H., 

vol. 5, p. 358). 

As for the last Jewish tribe “Qurayza” they were the sect that was killed, as they entered 

the war directly, and helped the pagan Arabs against the Muslims, after Muhammad (P.B.U.H) 

reassured their covenant commitment with the muslims more than once, so that’s why their 

penalty was severe as their fighter where killed and their women and children were taken as 

prisoners of war (Tabari, 1387 A.H. H, c 2, p. 571). 

Before the death of the Prophet (P.B.U.H) he enacted new laws to evacuate Non-Muslims 

outside the Arab peninsula surrounding the Madina and Mecca (Bukhari, 1422 A.H., vol. 4, 

p. 69; Al Nisabure Muslim, without, vol. 3, p. 1388), and regardless of the meaning of the 

Arabian Peninsula; they had the right in other lands, as it was arranged for them to resettle in 

other places with the payment of “Jizyah” tax for protecting and allowing them to stay in the 

muslims lands, which was required from non-Muslims, (The Quran 29:9 Saheeh International, 

1997), as it is to compensate for the “Zakat” charity that was required of Muslims to pay. 

Sixth: The position of the leadership of the country and the return to tribal system 

In the first phase of the Islamic State, what appeared to be clear is that the head of state 

was in the hands Prophet (P.B.U.H) and came after him the four righteous caliphs (Abu Bakr, 

Umar ibn al-Khattab, Uthman, and Ali ibn Abi Talib). And their period was completely in 

accordance with the teachings of the Quran and Sunnah in running the Islamic state. 
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The debate on the issue of governance and political leadership emerged clearly after the 

death of the Prophet (P.B.U.H), but the fact remains that there are things that cannot be changed 

when it comes to the issue of choosing the Muslim ruler, which can be summarized as follows: 

The first fact: is the ruler’s religion, rulers of the Islamic state can only be Muslim, as the 

judge Ayaz said: “The scholars agreed that the ruler ship shall not be held by an infidel and that 

if the ruler disbeliefs then he must step down” (Al Nawawi, 1972, vol. 12, p. 229). This is stated 

in several Quranic verses and prophetic sayings, which constitutes the manner to deal with this 

issue, as some studies have indicated in detail (Al Demeji, 1408 A.H., pp. 234-236).  

We find that the “Constitution of the Madina” or “the Document of Madina” that was 

between Muslims and Jews, as I indicated previously, stipulates that the ruler is Muhammad 

(P.B.U.H) , and so it is stated in the text: “whatever issue happens between the people of this 

document from an event or quarrel which they are afraid from its consequences, then the matter 

is reverted back to Allah Almighty, and Muhammad the Messenger of Allah (P.B.U.H) “(Ibn 

Hisham, 1955, vol. 1, p. 504). 

This did not prevent for non-Muslims the rights to their own laws, worship practices, 

language, teachings their children their religion, and the right to independent judicial system 

regarding their special matters, even though they sometimes wanted Muhammad (P.B.U.H) to 

judge them. In that case, the Quran advices Muhammad (P.B.U.H) saying to him6+: “And if you 

judge, judge between them with justice.” (The Quran 42:5 Saheeh International, 1997). This was 

the situation in the first Islamic state and right after it. Al zuhri one of the prominent scholars 

(which died in 744) Said: “the prophetic teachings went with giving non-Muslims living in the 

muslims lands the right to follow their owns religion judicial system for their rights, transactions, 
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and inheritor laws, but if they come willing for us to judge, then we judge them based on Allah 

Almighty’s Book” (Abdul Razak .1403 A.H., vol. 6, p. 62). 

The second fact is relating to the race of the ruler: Muhammad (P.B.U.H) was from 

Quraysh tribe, and when he died his companions held a conference to choose a new ruler, and 

after several discussions the succession remained with the Quraysh tribe, and that opinion was 

based on the companions hearing that from the Prophet (P.B.U.H) , Bukhari has said that there is 

several narrations to prove it (Bukhari, 1422 A.H., vol. 9, p. 62), and the discussion on this topic 

can be long and it has been mentioned in many books (Al Dmeji, 1408 A.H., p. 265). 

As for a theoretical situation, what if a slave became a ruler by force, Will Muslims have 

to listen to him and accept him? A narration from the Prophet (P.B.U.H): “ Hear and obey even 

if an Abyssinian slave is placed in authority over you “ (Bukhari, 1422 A.H., vol. 9, p. 62). This 

text may oppose what Muslim scholars see in terms of the ruler being “free”, as the fact that a 

slave does not have any significant owner ship of his own self as it is commonly known in the 

laws of countries in the past. The views of scholars differed in the meaning of this statement (Ibn 

Hajar, 1379 A.H., vol. 2, p. 187, Al kstalani, 1323, vol. 10, pp. 219-220) And the closest 

interpretation that I believe, is that if a ruler takes power by force then it’s better not to fight him, 

even if he is not well-suited for the job, , which is done to prevent sedition, and the mentioning 

of an Abyssinian slave is due to the prevalent imagery among the Arabs in ignorant time, to 

despise anyone with a darker complexion, even though Muhammad (P.B.U.H) said to them in 

the largest gathering on the day of pilgrimage (Hajj): “ O people, the Lord is one, and your 

Father is one, there is no Supremacy of an Arab above non-Arab, or vice versa, and there is no 

Supremacy of a red person over a black one, or vice versa, except with piety “ (Ibn Hanbal, 

2001, vol. 38, p. 474). 
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Conclusion 

It is clear that the situation of Arabs in the pre-Islamic era was preloaded with problems, 

most important of them were: the ethnic and tribal issues. When Islam arose there were attempts 

to deal with the social reality with changes in the social aspects. 

During the Meccan period there was a clear jump for eliminating the problem of social 

inequality, Several verses were revealed that talked about this particular problem, and when 

Muhammad (PBUH) emigrated from Mecca to Medina it increased the size of the problem, as 

there was remanence of ignorant times still lingering around, also there were tribal problem 

within the civil community of Madina, as well as the problem of the new immigrants from 

various tribes that are inhabiting Madina, In addition to the existence of different religions within 

the community of Madina. 

The Prophet (PBUH) tried to deal with the situation wisely and took a bystander position 

between these different ethnicities and tribes so that he can be the ruler and judge between them. 

He was successful in most of the time but in many instances these ignorant feuds would rise 

among his followers. 

With regard to the problem of the existence of slaves, which was a social reality that 

Prophet (PBUH) tried to channel and guide. The Islamic teachings often called for the liberation 

of the slaves and urges it, but it did not prohibit it.  

Last but not least is one of the most important challenges for this new society, which is 

the subject of numerous religions, as the Jews also lived in the Madina. The first step was 

working on security agreement to protect everyone, known historical as the “Madina Document”, 

but with the passage of time Muslims saw that Jews were non-compliant, which resulted in 

expelling them from Madina, and the once that fought the Muslims were killed. 
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With all the attempts to unite the social groups, but there were some privileges for 

Muslims that were over others; most significant privilege is that the head of state can only be a 

Muslim. 

  



1189 

References 

Al Azhari, M.A. (2001). thdyb allogh. Vol. 2. (1st ed.). Beirut: dar ehya’ altrath. 

Al Bayhaqi, A.A . (1991). Knowledge of the Sunnah and effects. Vol. 10. (1st ed.). Mansoura 
Cairo: Dar Alwafaa. 

Al Demeji, A. (1408 A.H). Al Imamh al othma. (2nd ed.) Al Riad” Dar tebah. 

Al Jeraisy, K. (2006). al’esbyh alqblyh. Riyadh. Jeraisy foundation. 

Al kstalani, A.S (1323 A.H). irsahd alsary leshareh saheh Al bukkari. vol. 10. Egypt: alkubrah 
alameryah publishing. 

Al Mawardi, A.H. (1999). Al hawy Al Kabeer. vol. 18. (1st ed.). Beirut: Dar al kootob al elmyah. 

Al Nawawi, Y.H. (1972). almnhaj shrh shyh muslm bin alhjaj. Vol. 10; 12. (2nd ed. Beirut: Dar 
dar ehya’ altrath. 

Al Nisabure, Muslim, A. (N.A.). almsnd alshyh almkhtsr “shyh muslm”. Vol. 2; 3; 4. Beirut: Dar 
ehya’ altrath al’erby. 

Al Qurtubi, M.A. (1964). aljam’e lahkam alqran. Vol. 16. (2nd ed.). Cairo: Dar al-Kutub. 

Al Razi, M.O. (1420). mfatyh alghyb “altfsyr alkbyr “ vol. 31. (3rd ed.). Beirut: dar ehya’ altrath 
al’erby. 

Al Sanany, A. (1403 A.H) Al musanaf. vol. 5; 6. (2nd ed.). India: Al elmy Library.  

Al Shawkaani, M. A. (1414 A.H). Al fateh AL qader. vol. 4. (1st ed.). Damascus: Dar Ibn 
Katheer. 

Al Tabari, M. J.1387 AH. tarykh al tabr “tarykh alrsl walmlwk”. vol. 2. (2nd ed.) . Beirut: dar 
altrath.  

Al Tabari, M.J. (2000). jam’e albyan fy tawyl alqran. Vol. 10; 23; 24. (1st ed.). Beirut: Al Risalah 
Institute. 

Al Tirmidhi, M.B. (1975). Whole correct “Sunan al-Tirmidhi.” Vol. 3; 5. (2nd ed.). Egypt: 
Mustafa Al-Halabi library & Printing Press Company. 

Al Waaqidi, M.O. (1989). Al Maghazi. vol. 1. (3rd ed.). Beirut: Dar Aloalmy. 

Ali, J. (2001). almfsl fy tarykh al’erb qbl aleslam. vol. 1. (4th ed.). Beirut: Dar Al-Saqi. 

Alshunuber, K. (2009). hqwq alensan fy alyhwdyh walmsyhyh waleslam mqarnh balqanwn 
aldwly. (1st ed.). Riyadh: krsy alemyr sltan lldrasat aleslamyh alm’easrh. 



 
 

LOS DESAPARECIDOS: ETHICAL IMPLICATIONS OF UNITED STATES 

IMMIGRATION POLICY (OR LACK THEREOF) 

 
 
 
 
 
 
 
 
 

DR. JOSEPH FARRELL 

MORGAN STATE UNIVERSITY 
BALTIMORE, MARYLAND 

 



1191 

Los Desaparecidos: Ethical Implications of United States Immigration Policy 

(or Lack Thereof) 
 

Introduction 

The title of this work is deceptive. It indicates through parenthetical remark that the 

United States of America lacks an immigration policy. The title, when taken in this way, is 

preposterous as anyone can prove. Starting with the United States Naturalization Act of 1790 and 

moving all the way through to the recently reintroduced “Dream Act”, the government of the 

United States of America has sought to carve out a pathway to residency and/or citizenship for 

individuals so inclined. Some of the measures along the way have been disgraceful and 

exclusionary. Some have been racist and/or nationalistic. However, recent immigration policies 

seem to have been attempts to control populations of people flowing into the United States for 

the sake of equity and the well-being of the nation, its citizens, and its immigrants. Starting with 

the “Immigration and Nationality Act” of 1965, truly inclusionary laws have been made so that 

immigrants have the opportunity to be permanent residents and citizens. Starting with the 

“Immigration Reform and Control Act” (IRCA) of 1986, the government has attempted to, along 

with welcoming legal immigrants to residency and citizenship, maintain the integrity of the 

nation and the security of its citizens by outlawing the employment of illegal immigrants in an 

attempt to dissuade people from entering and living in the United States illegally. The problem is 

enforcement in both will and deed. 

By current estimates, the number of illegal immigrants in the United States is between 

eleven and twelve million people.1 One is never sure exactly how such a number is derived or 

                                                 
1 Jose Antonio Vargas references 11.5 million illegal immigrants currently living in the United States in his 

article “Not Legal Not Leaving” in the 6/25/2012 issue of Time Magazine. 
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evaluated given the status of the people in question. Many individuals in the country illegally are 

not on record by definition. Others have records that are outdated. Coming from another country 

it is most likely (but we often assume assuredly) Mexico according to statistics as the current 

estimate of Mexican illegal immigrants is 59%.2 As illegal immigrants, many lack a Social 

Security number or a valid Resident Identification number. As a result many pay no federal, 

state, or local income taxes. They are likely paid below if not far below market value for their 

labor, as that would be the only incentive for hiring them. There is no record of the existence of 

many of these people. In a sense many illegal immigrants do not exist. Coming across the border, 

in terms of the law and morality, the people in question have disappeared. 

But that is not the full story. In what follows, after a brief examination of immigration 

policy over the last hundred years, I will argue that in addition to the disappearance of the 

immigrants who have come and stayed in our country illegally (in terms of the law and 

morality), the United States of America along with all of its citizens disappear in exactly the 

same ways in the name of profitability. Everyone, in some sense, profits from the existence of 

between eleven and twelve million workers who are working for less than the minimum wage or 

less than market prices. Prima facie, if wages are lower than they should be, then either there is a 

higher profit margin for the business owner, the prices of goods and services are lower, or both. 

If profit margins are higher and/or we have lower prices for goods and services are lower, then 

we as business owners make more money and/or we as consumers spend less money. Everyone 

profits. When we do, we are all complicit with, if not active participants in the disappearance of 

these people. We are also complicit with and participate in our own dehumanization by treating 

other human beings unlawfully and immorally. Inaction on this front is complicity with man’s 

                                                 
2 The same article references that Mexicans comprise about 59% of illegal immigrants and that the rest are from 

many other nations worldwide. 
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inhumanity to man and dehumanization of man: moral evil. Along with illegal immigrants, as 

they cross the border, we as citizens and residents disappear legally and morally. 

The Purpose of Political Authority 

What makes a sovereign nation sovereign is an agreement, at least tacitly, among citizens 

to recognize the political authority as a source of law and justice and to abide by the laws of the 

land. In the process, citizens thereby relinquish some of the freedoms they might otherwise have 

in theory, in the name of greater security, ease of life, and even pursuance of greater degrees of 

our humanity.3 A commonwealth exists for the common wealth, prosperity, and good of its 

people by definition. Laws are created toward those ends. Certainly, not all societies look after 

the good of all of their citizens. Still fewer look after the good of all citizens equally. Therefore 

commonwealth might be the ideal for a society though most societies fall somewhat short of the 

ideal most often.4 Political authority exists for the good of all citizens all of the time. The degree 

to which a society deviates from this ideal is the degree to which political authority fails in its 

main purpose. 

Ideals, especially in their specifics, become very difficult things to speak of in a world 

without a commonly worshipped deity, a common source of authority, and therefore without a 

common natural law. While some societies may incorporate religious elements into laws and 

conceptions of justice, not all do. Those that do can be using different religions as the source for 

these laws or different interpretations of the same religion, if not some secular concept of the 

common good. As a result the ideals and therefore the laws and conceptions of justice can differ 

significantly among societies. Common legal and moral ground is sparse. The political authority 

                                                 
3 Thomas Hobbes makes this point in Leviathan about life in the state of nature/war without governance. 

Without the security of political authority, humans cannot achieve their greatest accomplishments and in a sense the 
greatest sense of their humanity. 

4 Plato was clear on this point in The Republic. We should be just as clear even if our ideals are not his. 
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in a theocracy will claim to have discerned natural law and to be directing society under God’s 

law. The secular society will tend to believe that laws are made and not found and that humans 

are the creators and not just the curators of law and justice. An intermediate position would have 

that natural law can be defended upon some other basis than the existence of a deity both in its 

generalities and its particulars and that the authority in a given society is the curator of something 

similar to a secular natural law based on human nature.5 Recent ethicists and political theorists 

such as Hans Jonas (Jonas, 2001 and 1984) Alasdair MacIntyre (MacIntyre, 1984), and Charles 

Taylor (Taylor, 1992 and 1989), among others, have taken such positions and I will operate under 

such auspices in this paper. 

Despite having only a handful of recent devotees, the ontological grounding for political 

theory and ethical theory in human nature has its origins, in the western tradition, in the work of 

Plato and Aristotle. The death knell for such ontologically based ethical theories was thought to 

have been the acceptance of Darwin’s theory of evolution by natural selection. However, one 

might consider that in spite of the fact that certain features of our humanity may vary over time, 

there are certain features which do not change, characteristics the likes of which are necessary 

and sufficient indicators of our humanity. If that is still a reasonable consideration to make then 

the possibility is open to an ethical theory and a political theory grounded in human nature.6 

Based on this possibility if not likelihood, I will assume that human behavior is purposeful 

behavior both on the level of culture and society and on the level of the individual and that it can 

be guided by reason along with emotion. First, I will assume that any society insofar as it is a 

                                                 
5 The late Professor Hans Jonas demonstrated the possibility of such ontological bases for political and ethical 

theory based on biological grounds. It is his work especially to which I am most indebted as an impetus for this 
work. 

6 I have defended such a position in the work of Hans Jonas in my as yet unpublished dissertation “Deriving 
“Ought” from “Is”: Hans Jonas and the Revival of a Teleological Ethical Theory”. 
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society is a commonwealth and that the intrinsic purpose of the society is the well-being and 

happiness of all members of society. There is a special responsibility of those governing citizens, 

for their citizens. Secondly, to be clear about the nature of responsibilities, I will assume that 

respect for humanity does not stop at citizenship but that as citizens of a society, we are also 

citizens of the world, owing one another a level of respect for human dignity that invokes the 

Golden Rule but that that does not disintegrate the particular interests that a society must have 

for its citizens for otherwise there are no citizens for they lack a society. Lastly, I will assume 

that morality and the law are overlapping entities but not exactly the same thing. 

Immigration Law in the United States of America 

Briefly surveying the history of immigration law in the United States, one is struck by a 

history of exclusionary racist practices that permeates well into the twentieth century and 

transforms into practices of inclusion and hope for people wishing to live in the United States 

along with rational protectionism. The original “United States Naturalization Law” of 1790 was 

the first immigration policy for the newly formed country. This law allowed naturalization to 

“free white persons” of “good character”.7 It had as its primary aim the exclusion of American 

Indians and African born slaves and free men. This blatantly racist element of our law held sway 

until after the passage of the Fourteenth Amendment of the Constitution and the passage of the 

“Naturalization Act” of 1870, which granted a pathway to citizenship for peoples of African 

descent. Chronologically, next in importance, is the “Immigration Act” of 1924. This law placed 

a quota system on immigrants coming to the United States, limiting the number of immigrants 

seeking citizenship to two percent of the number of citizens from any particular country living in 

the United States as of the census of 1890. It also provided that three years later, in 1927, the 

                                                 
7 United States Naturalization Act of 1790. 
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percentages would change to the census figures 1920 and be limited to a total number of 150,000 

new immigrants per year. This strikes one as, at best, the attempt to keep a certain demographic 

picture of the United States the same and at worst, an attempt for the United States to exclude 

more people of certain national origins from immigrating. The “Immigration and Nationality 

Act” of 1952, is the first significant move toward inclusion by the United States government. 

While retaining quotas by country according to the census of 1920, it is the first immigration law 

to have no mention of race as an exclusionary policy. It also focused on the work that the person 

in question did and the value that they could add to the country through citizenship along with 

pre-existing familial ties in the United States. This law was substantially overhauled in the 

“Immigration and Nationality Act” of 1965. The quota system by national origin was removed 

with the only restriction being the limit to a certain number of new immigrants allowed into the 

country per year at 170,000. Also, still more preference was given to family members of already 

naturalized Americans. The “Immigration Reform and Control Act” of 1986 is notable insofar as 

employment of an illegal alien was made a crime, recognizing for the first time, the burgeoning 

problem of illegal immigration. In another attempt to recognize and adequately manage this 

problem, it granted amnesty and a path to citizenship for all illegal immigrants who had entered 

the country prior to the beginning of 1982.8 One must recognize the importance of this law 

insofar as it offered the illegal alien the opportunity to emerge from the concealment of their 

illegal status and be recognized and fully actualized in terms of the benefits they could receive 

and earning potential. Also, it took the pragmatic approach of allowing the United States 

government to know who was living in the country in terms of adequately providing for the 

needs of the populace and policing wrongdoing. Clearly, it is enacted to have a deterrent effect to 
                                                 

8 In a section to follow, I will show that part of the job of a commonwealth like ours is to protect the integrity of 
the country through enforcement of law and maintenance of the safety of all citizens. This in fact requires 
monitoring immigration practices meticulously and keeping track of people entering and exiting the country.  
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coming to the United States as an illegal alien and retaining that status. The “Immigration and 

Nationality Act” of 1990 increased the number of new immigrants entering the United States to 

700,000 per year and included 50,000 diversity visas, 40,000 permanent work visas, and 65,000 

temporary work visas. The “Illegal Immigration Reform and Immigrant Act” of 1996 affected 

penalties for illegal immigrants of three years exile from the United States for an illegal 

immigrant having stayed unlawfully in the United States for between 6 months and a year and a 

ten year exile from the United States for having stayed unlawfully for more than a year. Lastly 

and most recently there has been the increasing divisiveness over the “Dream Act”, first 

introduced in Congress in 2001 and re-issued several times since with revisions but without 

passage. 

The Dream Act is an attempt to give illegal immigrants the opportunity to achieve 

permanent residency if they either serve at least two years in the active military or complete two 

years of college. The stipulations are that the person has to have arrived in the United States 

before age 16. They must have lived here for five years prior to the passage of the Act. Lastly, 

they must at the passage of the Act be between twelve and thirty-five years of age. This Dream 

Act has yet to pass into law in any of its many incarnations over eleven years. But as of this 

writing, President Barrack Obama has decided that while President, his administration would no 

longer deport individuals who meet Dream Act criteria in hopes of passage.9 

We can see in this brief outline of United States immigration policy that in two hundred 

twenty two years since the country’s first immigration policy passed Congress, we as a people 

have slowly and thankfully moved away from exclusion of immigrants by race or nationality to 

inclusion of all people under the auspices of improving the lives of immigrants who come to the 

                                                 
9 This is a clear steadfast disregard for the law. 
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United States while also improving the integrity and dignity of the United States. Tactics that 

have attempted to dissuade illegal immigrants from coming to and living in the United States 

have at their foundation the protection of the integrity of the nation and its people but also the 

protection of the dignity of all people as I will show. That the United States has accumulated 

between eleven and twelve million illegal immigrants is a testament to the fact that for all the 

wisdom and goodness on paper in law books at this point, the will to enforce these laws has been 

weak and the desire for profit strong at the expense of all of us and our humanity. 

A Distinction about Illegality among Illegal Immigrants 

To clarify the matter about the status of illegal immigrants in the United States, one needs 

to define the subgroups into which illegal immigrants fall. Depending into which subgroup a 

particular person falls, life in the United States can be better or worse in terms of lived 

experience and this of course implies a worst case scenario. 

The distinction that I wish to focus on with regard to the status of illegal immigrants is 

the difference between being “undocumented”, being “falsely documented”, and being “formerly 

documented”. A documented person would either be a citizen, a person in the process of earning 

citizenship, a permanent legal resident, a person in the process of earning permanent legal 

residency, a person on work visa, or a person on student visa.  

The “undocumented illegal alien” is a person who could enter the country in a number of 

ways. This person may have legally flown into the country for a visit with relatives using a legal 

passport and simply never left the country. This person is undocumented insofar as while they 

had a document to allow entry, they have no documentation which allows them to reside here 

after a certain period (which is typically no longer than six months per visit without special 

accommodation) or to work here. Another possibility is a person who has crossed a border into 
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the United States illegally, either on foot or hiding in a vehicle, never having passed a security 

checkpoint or reported with a border patrol agent. In either case there is no record of this person 

living in the United States and a record of entrance only in some cases. They have no papers filed 

with the Immigration and Naturalization Service toward a work visa, a student visa, permanent 

residency, or citizenship. If this person works, it would seem likely to be for cash payments 

unless of course they change their status by purchasing fraudulent paperwork (see below). It is 

very unlikely that this person makes a wage as high as someone who is “falsely documented”, 

“formerly documented”, or documented. The undocumented worker is literally at the whim of 

the employer as to what he/she will be paid. If this person is working for cash payments, this 

person pays no federal or state income taxes and they do not pay into Social Security. They pay 

sales tax and property tax.10 There is risk involved for the employer of fines and the employee 

but the “undocumented illegal alien” employee is definitely in the position of highest risk. As a 

result, this person is not likely to have health insurance or life insurance. This person is also in 

the precarious position of not being able to drive legally unless the state in question is 

lackadaisical with regard to issuing licenses. Having no forms of identification, one would think 

that a state should not be licensing this person to drive as typically the required forms of 

identification include but are not limited to a Birth Certificate and a Social Security Card. This 

person would typically be relegated to using public transportation and/or relying on relations for 

transportation unless the Department of Motor Vehicles in any given state is complicit with the 

illegal status. This person would also be likely to be in a very bad position with regard to 

securing living quarters without some preexisting support system and would likely being paying 

                                                 
10 A fact that seems to slip past the attention of people rather easily. 
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the most for everything insofar as they would be considered a financial risk.11 This person is also 

in a position of illegality and fear of being discovered and turned over to immigration authorities. 

As a result of this position, he/she can have little capacity to negotiate a better position as an 

employee or buyer of goods and services. The undocumented illegal alien lives day to day with 

no security. This is the worst case scenario for an illegal alien, and most are likely a good portion 

the illegal immigrants from Mexico who account for roughly 59% of the illegal immigrant 

population.12 They have the most to fear, the least to gain by being here and are those who, more 

than anyone, disappear: “Los Desaparecidos”. 

The “falsely documented illegal alien” is in something of a better position. Whether 

through the illegal manufacture by some disreputable source, or through identity theft of 

someone living or dead, the “falsely documented illegal alien” has purchased, or someone has 

purchased for him/her, a Green Card and/or a Social Security Card and/or a birth certificate.13 

Having a form of identification, this person is in something of a significantly better position in 

terms of securing and negotiating employment, goods and services. This person is more likely to 

be paid the same as a documented person, more likely to pay taxes, more likely to be able to 

purchase insurance, more likely to be able to acquire a driver’s license in a state with 

lackadaisical standards, and more likely to thrive in the United States. The “undocumented 

illegal alien” would have much to gain by securing false documents, therefore pressing the 

individual into further illegal activity. However, not all government services and societal 

functions are so easy to permit inclusion. Some states like Arizona have implemented laws like 

SB 1070, which aim to make it much more difficult to exist as an illegal alien regardless of the 
                                                 

11 Such difficulties are related in Barbara Ehrenreich’s book Nickel and Dimed: on (Not) Getting by in America. 
12 Vargas, page 42. 
13 Jose Antonio Vargas relates his own story as a falsely documented illegal immigrant currently living in the 

United States in his aforementioned article “Not Legal Not Leaving” in the 6/25/2012 issue of Time Magazine. 
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distinction I am making. Regardless of the severity of the particular state in the which the illegal 

alien lives, the fear is always near the surface that someone will dig too deep into records and 

find that the documentation is not actually issued by Immigration and Naturalization Services 

and that the person is either not who they claim to be or not quite who they claim to be.14 Life 

for the “falsely documented illegal alien” can still be difficult but not as difficult as for the 

“undocumented illegal alien” (though the “falsely documented illegal alien” may pay for services 

through taxation which are much more difficult to use once documentation is checked, such as 

Social Security Disability). 

Lastly, the “formerly documented illegal alien” would be a person who stayed in the 

United States after a work visa or student visa expired or a person who was denied permanent 

legal residency and has no false documentation. This person would be in a better position than 

the “undocumented illegal alien” insofar as he/she would have official documents from the 

Immigration and Naturalization Service to show but ones that are expired. The issues of 

employment, taxation, and benefits would seem to favor being “formerly documented” as risk 

would involve human carelessness rather than full complicity with illegal activity. However, it is 

unclear whether or not the “formerly documented illegal alien” is in a better position than the 

“falsely documented illegal alien” as the former has official papers that are expired whereas the 

latter has false documents that are timely. 

To review, the worst and most precarious position to live in is that of the “undocumented 

illegal alien”. This person has no papers from the Immigration and Naturalization Service. They 

also have no birth certificate or Social Security card. As a result, they likely have no official 

                                                 
14 In the above mentioned article, Jose Antonio Vargas relates that it was not until he applied for a driver’s 

license at age 16 that he discovered that he had a fake Green Card, having lived with his naturalized grandparents 
who purchased it for him at age 12 when he came to the United States to live with them. He is now 31 and still 
falsely documented. 
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employment as far as the government is concerned, are paid in cash, and paid less than the 

standard wage for any given job. They likely have no health insurance or life insurance for the 

same reason and because being paid less for their work, they are less likely to be able to afford 

such insurance by paying on their own. As a result of this precarious position, the 

“undocumented illegal alien” is also going to pay for all medical care out of pocket, which 

means they will pay the highest price for said care. This decreases the chances that those medical 

bills will ever be paid and certainly not in full. This person has little or no prospects of being able 

to improve their employment position. The “undocumented illegal alien” pays property tax and 

sales tax without necessarily being able to use all goods and services associated with said 

taxation. This person, because they have no credit record, is likely to pay the most for living 

expenses because they would be considered a high financial risk. Lastly, the “undocumented 

illegal alien” would likely not have much recourse to the law for grievances insofar as any 

contact with law enforcement would involve the risk of discovery and deportation. In what can 

be a radically precarious position, the answer to the question of why someone would put 

themselves in this position, must be that it is a better opportunity than what was available in 

his/her country of origin: shocking but true. Of the three positions of illegality, the 

“undocumented illegal alien is in the worst socio-economic position. Given that 59% of all 

illegal immigrants in the United States are estimated to be Mexican and still more of other Latino 

heritage, I choose the title “Los Desaparecidos” for the paper in their honor as these people are 

most likely to be “undocumented illegal immigrants” and suffer the most egregious harm to their 

humanity. 
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Illegal Immigrants and Illegality 

We must be clear about the matter and have no qualms about it. Illegal immigrants are 

breaking the law. Contained in the “Immigration and Naturalization Act”, in its current state 

according to the “United State Citizenship and Immigration Services”,15 there are sections 

regarding the appropriate legal ways to enter the country for the purpose of school, work, 

achieving permanent residency, and achieving citizenship. There are also sections dedicated to 

the definition of illegal immigrants and the penalties for illegal immigrants living in the United 

States. All illegal immigrants living in the United States are breaking the law by their very 

existence in the country. The Immigration and Nationality Act, Section 211 states 

(a) Except as provided in subsection (b) and subsection (c) no immigrant shall be 
admitted into the United States unless at the time of application for admission he (1) has a 
valid unexpired immigrant visa or was born subsequent to the issuance of such visa of the 
accompanying parent, and (2) presents a valid unexpired passport or other suitable travel 
document, or document of identity and nationality, if such document is required under the 
regulations issued by the Attorney General. With respect to immigrants to be admitted 
under quotas of quota areas prior to June 30, 1968, no immigrant visa shall be deemed 
valid unless the immigrant is properly chargeable to the quota area under the quota of 
which the visa is issued. 16 

Section 212 paragraph 6 states 

(i) In general.-An alien present in the United States without being admitted or paroled, or 
who arrives in the United States at any time or place other than as designated by the 
Attorney General, is inadmissible. 17 

Lastly, Section 212 paragraph 9 states 

(i) In general. – Any alien (other than an alien lawfully admitted for permanent residence) 
who –  

                                                 
15 United States Citizenship and Immigration Services – “Immigration and Nationality Act” and United States 

Citizenship and Immigration Services – “Title 8 of Code of Federal Regulations”. 
16 United States Citizenship and Immigration Services - “Immigration and Nationality Act” – Act 211 and 

United States Citizenship and Immigration Services – “Title 8 of Code of Federal Regulations” – Section 211. 
17 United States Citizenship and Immigration Services - “Immigration and Nationality Act” – Act 212 and 

United States Citizenship and Immigration Services – “Title 8 of Code of Federal Regulations” – Section 212. 
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(I) was unlawfully present in the United States for a period of more than 180 days but 
less than 1 year, voluntarily departed the United States (whether or not pursuant to 
section 244(e)) prior to the commencement of proceedings under section 235(b)(1) or 
section 240, and again seeks admission within 3 years of the date of such alien’s 
departure or removal, or  

(II) has been unlawfully present in the United States for one year or more, and who again 
seeks admission within 10 years of the date of such alien’s departure or removal from the 
United States, is inadmissible.  

The law as it stands requires an immigrant in the United States to be documented with 

United States Citizen and Immigration Services and that those not so documented are 

inadmissible. It states that those found living illegally in the United States for more than six 

months and up to a year be deported and disallowed entry to the United States for three years. 

Anyone found to have been living in the United States illegally for more than a year is to be 

deported and kept from entry for ten years.18  

In addition, “undocumented illegal immigrants” are the most likely to break laws 

governing the payment of income taxes, insofar as they are most likely to be paid in cash without 

record. However, it is very unclear whether, given the low wages likely earned by such people, 

whether they would owe much income tax anyway. Conversely, “falsely documented illegal 

immigrants” and “formerly documented illegal immigrants” most often pay income taxes and 

pay into Social Security (along with property and sales taxes), despite the fact that Social 

Security is a benefit they can never reap insofar as they are illegal.19 All illegal immigrants pay 

sales tax and they pay property taxes through rent and mortgage payments so all illegal 

immigrants do pay substantially into our economic system, a point that most people do not 

realize. Regardless, illegal immigrants are breaking the laws and violating the integrity of the 

                                                 
18 Ibid. 
19 John Antigua of the Seattle Times reports this on 12/28/2011. 

http://www.uscis.gov/ilink/docView/SLB/HTML/SLB/0-0-0-1/0-0-0-29/0-0-0-7238.html#0-0-0-2637
http://www.uscis.gov/ilink/docView/SLB/HTML/SLB/0-0-0-1/0-0-0-29/0-0-0-5389.html#0-0-0-2623
http://www.uscis.gov/ilink/docView/SLB/HTML/SLB/0-0-0-1/0-0-0-29/0-0-0-6156.html#0-0-0-252
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land while enjoying at least some of its benefits.20 A balance sheet approach to this, per person, is 

one answer to certain moral issues as we will see below, an aggregate approach is another. 

Beyond laws being broken by illegal immigrants, businesses hiring illegal immigrants are 

also breaking the law.21 The Immigration and Nationality Act Section 274A is a law 

(a) Making Employment of Unauthorized Aliens Unlawful. –  

(1) In general.-It is unlawful for a person or other entity –  

(A) to hire, or to recruit or refer for a fee, for employment in the United States an alien 
knowing the alien is an unauthorized alien (as defined in subsection (h)(3)) with respect 
to such employment, or  

(B) (i) to hire for employment in the United States an individual without complying with 
the requirements of subsection (b) or (ii) if the person or entity is an agricultural 
association, agricultural employer, or farm labor contractor (as defined in section 3 of the 
Migrant and Seasonal Agricultural Worker Protection Act), to hire, or to recruit or refer 
for a fee, for employment in the United States an individual without complying with the 
requirements of subsection (b).  

(2) Continuing employment.-It is unlawful for a person or other entity, after hiring an 
alien for employment in accordance with paragraph (1), to continue to employ the alien 
in the United States knowing the alien is (or has become) an unauthorized alien with 
respect to such employment. 

Anytime a business hires an illegal alien of any variety, it breaks the law. This can happen 

through carelessness both on the part of businesses and on the part of the government agencies 

with regard to the “falsely documented illegal alien” and the “formerly documented illegal 

alien”. It can also happen through intentional circumvention of the law for expediency. 

Regardless, anytime a business hires an “undocumented illegal alien”, then they intentionally 

break the law out of expediency and likely for the specific purpose of cost savings through lower 

wages and evaded taxes. Anytime, we conduct affairs with such businesses, we become 

                                                 
20 This of course leaves the citizen, legal resident, and legal worker at a loss for what laws they should follow 

given the arbitrary nature of enforcement of some laws. 
21 United States Citizenship and Immigration Services – “Immigration and Nationality Act” – Act 274A and 

United States Citizenship and Immigration Services – “Title 8 of Code of Federal Regulations” – Section 274A. 
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complicit with violations of the law to the extent that we know that this occurs. Regardless of 

individual moral responsibility due to informed complicity with unlawful activity, we live and 

thrive, to some extent, through the savings that businesses achieve by hiring “undocumented 

illegal immigrants”. We benefit from lawbreaking. 

To the extent that rationality, the capacity to recognize, make, and follow rules, is a facet 

of human nature that sets human beings on equal moral foundations and allows human beings to 

make laws in a given society and recognize them, every time that an illegal alien enters the 

country undocumented or remains in the country beyond the allotments of a given visa issued by 

the United States Citizen and Immigration Services, that violation of law is a discredit to the 

human capacity of reasoning in that person who is behaving illegally and therefore a self-

inflicted affront to his/her humanity as well as the citizens whose laws he/she breaks. The 

illegality of the action is true regardless of a person’s motivations for breaking our laws.22 In 

addition, this person disappears beneath the law while existing within it. The price for the 

“falsely documented illegal alien” and the “formerly documented illegal alien” includes paying 

into the economic system of the United States for goods and services like sales tax, property tax, 

income tax, and Social Security without ever being able to access all of these services, along 

with the fear of deportation. The price for the “undocumented illegal alien” includes paying sales 

tax, paying property tax, and succumbing to submarket wages without having recourse to the law 

for grievances against employers of any kind due to fear of deportation. Violations of the law on 

the part of illegal immigrants cast these people aside in terms of over-taxation as well as lack of 

security. Their legal rights exist in a range from limited to non-existent; their humanity effaced. 

                                                 
22 Immanuel Kant makes reference to this in his Grounding for the Metaphysics of Morals. When a person 

violates a rule or a concept, they do not affect the truth or validity of the rule, they simply makes an exception for 
themselves with regard to the rule. Psychologists call this rationalizing our behavior. 
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With the restriction of human legal rights, especially for the “undocumented illegal 

alien”, businesses can profit at a higher rate. Likely paying these individuals in cash and 

therefore operating beneath the law, they need not pay the “undocumented illegal alien” even the 

minimum wage much less a fair market wage. To the extent that a business violates the laws 

regarding fair employment practices whether in immigration law or regarding minimum wage, it 

provides for variant levels of humanity through variant levels of what are considered “human” 

wages. Businesses as well as their clients recognize the humanity of the “undocumented illegal 

alien” in a very limited way and the limitation varies directly with the level of wages. Many 

illegal immigrants have their humanity eroded if not effaced by profiteering and disappear into 

the fabric of our economy, mainly because of poor enforcement of already existing laws meant to 

protect the integrity of the nation as well as all those in it. 

Illegal Immigrants and Immorality 

As stated in the section above, “The Purpose of Political Authority”, there are certain 

assumptions under which I write. I will assume that human behavior is purposeful behavior both 

on the individual level and the level of culture and society and that it can be guided by reason 

along with emotion. I will assume that any society insofar as it is a society is a commonwealth 

and that the intrinsic purpose of the society is the well-being and happiness of all members of 

society. Political responsibility, that responsibility that politicians have for their citizens, is one 

adopted from and similar to the role of parents.23 To be clear about the nature of responsibilities, 

I will assume that respect for humanity does not stop at citizenship but that as citizens of a 

society, we are also citizens of the world, owing one another a level of respect for human dignity 

that invokes the Golden Rule but that that does not disintegrate the particular interests that a 
                                                 

23 Hans Jonas makes this point in his book The Imperative of Responsibility. It is truthful in varying degrees 
unless one is considering the libertarian political theory. The further one shies from libertarianism, the more one is 
responsible to be as a politician. 



1208 

society must have for its citizens for otherwise there are no citizens for they lack a society. 

Lastly, I will assume that morality and the law are overlapping entities but not exactly the same 

thing. 

There are two main classes of moral problems with regard to United States Immigration 

policy; the first is its de facto existence in its current form and the second is its lack of 

enforcement. It seems only fitting to defend the current law and only then to renounce its lack of 

enforcement, otherwise we succumb to the possibility of criticism of the moral tolerability if not 

goodness of breaking the law.24 

The Moral Defense of Current Immigration Law 

In summary, as it stands, the “Immigration and Nationality Act” and Section 8 of the 

Code of Federal Regulation, determine a selection process for distributing visas, regulate who 

may come into the country and for how long they may stay, provide a procedure for adjusting 

one’s status, provide a procedure for applying for permanent residency, provide a procedure for 

applying for citizenship, and declare a list of penalties for the violation of these procedures not 

only for illegal immigrants but for those harboring them and employing them. 

Some recent thoughts on the matter of immigration would have us believe that individual 

human rights trump the rights of sovereign nations to defend borders (Habermas, 2001 and 1998; 

Gould, 2004). But, if the purpose of a society is to look after the wellbeing of all citizens, then 

national security is of enormous import (Miller, 2005 and 1995; and Walzer, 1983). It is the 

essential purpose for which a government is found. After the devastating acts of terrorism 

perpetrated on the United States in September 2001, national security especially with regard to 

the use of airlines has been a top priority. Gone are the days of walking into an airport half an 
                                                 

24 I thank my colleague Joshua Miller at Morgan State University for this consideration. Given that law and 
morality are not the same entities, there can be good moral reasoning behind breaking immoral laws and never more 
clearly demonstrated by Rosa Parks. 
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hour prior to a flight and boarding the plane with time to spare. Meticulous effort is now taken so 

as to at least minimize the possibility of terrorism at least through the use of aviation. Yet, by 

recent statistical tabulations there are between eleven and twelve million illegal immigrants 

living in the United States. We should feel fairly safe with regard to “formerly documented 

illegal immigrants” and with regards to their character and their intentions. They are people who 

gained access legally and likely overstayed the legality of their visas. This does not mean they 

cannot be a danger but that they have not been dangerous to date. With regard to “falsely 

documented illegal immigrants” and “undocumented illegal immigrants”, nothing so comforting 

can be said. Having either falsified documents or simply having no documents, no background 

check has been applied to such people and therefore the moral character of the person in 

question, is in question. This is not to say that any particular illegal alien is in the United States 

to do anyone harm but a comforting thought is that in 2011, the United States “deported nearly 

400,000 illegal immigrants; almost 55% were convicted criminals.”25 So in the course of 

criminal investigations and trials, it seems that an illegal alien who commits a crime while in the 

United States could be deported.26 Regardless, the likelihood is there that most if not all illegal 

immigrants recognize significant economic opportunity in the United States which may allow 

them a better life. It would stand to reason, given that illegal immigrants stay in the United States 

that life here with limited legal rights or without legal rights, is better than life in their nation of 

origin with legal rights, otherwise why would anyone suffer the limitation on their humanity that 

illegality causes.27 But given the elevated importance put on security since the terrorism 

perpetrated in the United States in September 2001 and given the general purpose of a society to 

                                                 
25 Vargas, page 42. 
26 Of course the more interesting point would be whether this happens as a rule. 
27 This is part of the thrust of a recent article by Seyla Benhabib in The New York Times. 
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look after the wellbeing of its citizens, we have a grievous example of ineptitude and/or ill will 

given the lack of enforcement of laws governing the entry to and exit from the United States by 

foreign nationals and the lack of enforcement of laws regulating the employment of illegal 

immigrants once having emigrated. We have before us a morally reprehensible violation of the 

trust that citizens place in politicians to look after national security. The legal responsibility of 

the nation to enforce laws which directly affect the security of citizens, legal residents, and legal 

workers is subverted. The humanity of those sworn to protect us, as well as those to be protected, 

is effaced through the violation of the promise to protect.  

Of course national security is not the complete picture. Responsibility to citizens being 

tantamount, if we look to the moral responsibility of a nation to its fellow human non-citizens, 

we can more clearly consider whether United States Immigration is morally good in its current 

form, generally, or whether it does too much in its scope regardless of its application. As an 

instance of international moral thought on this matter the United Nations General Assembly, as 

part of the United Nations’ reaction to Nazi Germany and the Axis powers during World War II, 

adopted the “Universal Declaration of Human Rights”. In this document is detailed that “all 

human beings are born free and equal in dignity and rights.”28 It concurs that “everyone has the 

right to life, liberty, and security of person.”29 It is clear that “everyone has the right to 

recognition everywhere as a person before the law.”30 Particularly of interest with regard to 

illegal immigrants and United States immigration policy, however, is Article 13 which states that: 

“(1) everyone has the right to freedom of movement and residence within the borders of each 

state [and that] (2) everyone has the right to leave any country, including his own, and to return 

                                                 
28 Universal Declaration of Human Rights from the United Nations, Article 1. 
29 Ibid, Article 3. 
30 Ibid, Article 6. 
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to his country.”31 And, lastly, Article 23, which states that “everyone has the right to work, to free 

choice of employment, to just and favorable conditions of work and to protection against 

unemployment.32 

“The Universal Declaration of Human Rights” would require that all undersigned nations 

would respect the dictates of the declaration and the various articles through active creation of 

law. But with the above mentioned articles as well as the details of the others not mentioned 

here, if any particular nation made the dictates of the “Universal Declaration of Human Rights” 

into written law with regard to mankind, nations would likely evaporate in terms of having 

completely unmanageable responsibilities. In terms of the right to “life, liberty, and security of 

person, the government of the United States would have to busy itself with the security of all 

people across the world (not just on the national level—which it sometimes pursues—but on the 

individual level). As it did this, it would exhaust its resources in an endless procession of human 

rights battles.33 Other nations would have to be doing the same. 

Considering the “Universal Declaration of Human Rights” as a univocal guide for 

lawmaking almost implies if not requires the dissolution of nations as a concept. Given the 

unlikelihood (not to mention the foolhardiness, we must consider the competing duties and 

interests of a nation in its protection of its citizens against the human rights recognized by the 

United Nations. Insofar as the United States is a society, it owes its citizens the best protection by 

way of security that coincides with the recognition of individual rights and liberties founded in 

its Constitution as well as the “Universal Declaration of Human Rights”. Given its distinct 

                                                 
31 Ibid, Article 13. 
32 Ibid, Article 23. 
33 The possibility of a world without nations with interests of their own is so different from what has prevailed 

in human history, that regardless of the predictions of Karl Marx for world history, it seems to violate human nature 
either biologically, culturally, or both. I will not attempt to defend this proposition here but simply assume that a 
world without nations is so unlikely as to be not worth considering so foolhardy as to be frightening. 
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purpose and the existence of the “United States Constitution” and the “Code of Federal 

Regulations”, the United States government must attend to the universal rights and security of its 

citizens and residents first as a matter of law and sworn duty. Only then may it attend to the 

universal rights of non-citizens, as recognized as a declaration by its membership in the United 

Nations. We might explain this as an issue of what defines the “practice” of the United States 

government in its role as an institution.34 This is far from a carte blanche on the part of the 

United States government to run roughshod over or neglect the human rights of non-citizens but 

to recognize a pecking order as stated by its founding and purpose. Being involved in two 

“practices”, sworn protector of borders and security for the good of citizens, legal residents, and 

legal immigrant workers and protector of the general rights of all humans, one must take 

precedent. Constitutional authority must take precedent as it is a matter of sworn legal contract 

that preceded the allegiance to the United Nations which informs and attends but does not make 

or enforce international law. Not to mention, through taxation, the government is to do its due 

diligence to provide what has been paid for: security. With the current Immigration Law, insofar 

as it is enforced, our government seeks the security of citizens, legal residents, and legal workers 

while respecting the dignity of those who wish to enter its ranks through legal immigration 

practices. With the impending passage of the Dream Act, we get even closer to the balance 

needed between the first and most important responsibility of national security and the 

recognition of the rights of all humans in general. Moves toward greater inclusion only foster this 

balance further. 

With the idea of setting priority and parameters for the “practices” of the United States 

government, it is clear that the “Immigration and Nationality Act” and Section 8 of the Code of 

                                                 
34 I am thinking along the lines of Charles Taylor and Alasdair MacIntyre here. 
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Federal Regulations in their current forms are morally justified in the name of achieving the 

responsibility set forth by the United States Constitution and the “Universal Declaration of 

Human Rights”, of creating a secure nation for citizens, legal residents, and legal workers. With 

the provisions declared therein, the capacity of non-citizens to take part in residency or 

citizenship is there but for the asking (and more difficultly but for the paying of associated fees). 

There is no specific duty, either legal or moral, to provide immigration into the country for any 

particular person, whereas there is a specific duty on the part of the United States government to 

provide security for all citizens and residents. 

Immigration Law, Lack of Enforcement, and Moral Evil 

With a defense of the de facto existence of United States Immigration Policy at least 

sketched, we must confront the most difficult problems: the question concerning the 

lackadaisical enforcement of immigration law, and what moral implications this lack of 

enforcement has with regard to the loss of our humanity. 

In the pragmatic sense, perhaps the United States Government and its affiliates at the 

levels of state and county government recognize the economic advantages of having illegal 

immigrants working and consuming in our country. As detailed above, “falsely documented 

illegal immigrants” and “formerly documented illegal immigrants” who work here would 

typically be paid the market rate for the work they do unless being coerced about their illegal 

status.35 In getting by the system, insofar as they have created or maintained a falsified/outdated 

persona, these varieties of illegal immigrants pay all of the taxes that anyone here legally pays, 

yet they may never be able to collect Social Security. With regard to paying property and sales 

taxes, this is likely why some states have considered offering in-state tuition to illegal 

                                                 
35 A distinct possibility, I think. 
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immigrants, because they pay property and sales taxes.36 Regardless, it is the “undocumented 

illegal immigrants” who are truly used in this sense. Insofar as they buy merchandise, they pay 

sales tax. Insofar as they rent or buy property, they pay property tax. Most importantly, given that 

they are most likely paid in cash and there is no record of their having been paid, they are likely 

paid below the market rate for their work and this can include being paid lower than minimum 

wage. If this is the case, the employer pays lower wages because he/she can, does not need to 

pay into Social Security, and does not need to pay health or life insurance. Consumers of the 

products and services of such businesses save money due to lower cost of production. Likely the 

most significant reason for the lack of enforcement of United States Immigration Policy is 

simply because it is just so profitable to so many. 

Another issue of profiting takes place which may explain the lack of enforcement of the 

law. While a bit far-fetched, it is at least possible while not justifying the violation of the rule of 

law. If government officials actually recognize an equality among people in the country legally 

and those here illegally, then the goal with immigration law is to enforce selectively with the 

goal of weeding out criminals. In this way the United States government could be allowing 

illegal immigrants to profit while here at various levels while only making them return to their 

country of origin if they actively commit a felony or violent crime.37 In this sense, businesses 

and consumers would benefit financially from “undocumented illegal immigrants” through 

cheaper labor costs. The “undocumented illegal immigrants” would benefit by having the 

economic opportunity that they do not necessarily have in their country of origin while not 

achieving the same economic benefit as all others. However, if this is the goal on the part of our 

government, then in the name of spreading economic opportunity to all those interested in 
                                                 

36 Maryland is a state that has considered such a plan. 
37 An interesting bit of research could be done on who the people are who are deported each year by INS. 
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working here and saving United States businesses and consumers money on goods and services 

in the process, they truly sacrifice our national security especially through inadequate border 

control.38 

A last and very possible reason for lack of enforcement of immigration law is political 

partisanship and the inability of both major political parties to reach a consensus, whether it is a 

stout conservative measure for border security in the form of a fence/wall along both borders or a 

more liberal measure like amnesty. 

With motivations briefly considered and profiteering and partisanship the most likely 

candidates, we can approach the moral implications of not enforcing immigration policy. These 

moral implications can be divided into two types; those which are violations of political 

responsibilities toward citizens, residents, and people in the country legally and those which are 

violations of individuals and their humanity. In terms of political responsibility, we must 

consider the moral implications of adversely affecting national security, the effect that illegal 

immigrants have on joblessness, and the issue of appropriate taxation. In terms of violations of 

the rights of individuals as equals, we must consider the issue of not punishing businesses, the 

issue of not punishing illegal immigrants, and the issue of citizens not accepting responsibility 

for their complicity. 

Disappearing Political Responsibility 

With regard to political responsibility and the adverse effects to national security of not 

enforcing immigration laws and penalties, we must be careful not to create a straw man or straw 

men. The following consideration is only a possibility and has never been proven to have 

happened. Yet the possibility of terrorism from having loosely enforced borders, immigration 

                                                 
38 Plato makes the case in Republic Book IV, that a society should be neither too large nor too small but 

manageable. The issue of controlling borders of enormous size was clear two and a half millennia ago. 
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policies, and work policies looms. There would seem to be a greater danger of the possibility of 

terrorism originating from “falsely documented illegal immigrants” and “undocumented illegal 

immigrants” rather than “formerly documented illegal immigrants” insofar the “formerly 

documented illegal immigrants”, have been processed by Immigration and Naturalization 

Services. To the extent that the United States Government disregards the existence of illegal 

immigrants, regardless of how good the intentions of said immigrants might be, the possibility is 

there for a terrorist to enter the country undocumented and do an incredible amount of harm. 

Regardless of whether this happens or not, and we should hope that it never does, the United 

States Government is guilty of nonfeasance with regard to national security by not enforcing 

immigration law, a task that it is explicitly empowered by the law to perform, and that it has a 

duty to perform in the best interest of everyone living here (both legally and illegally). The 

violence of terrorism is not isolated to citizens and others living here legally. Illegal immigrants 

can be hurt by acts of terrorism just as well. But when the United States Government shirks its 

responsibilities to its citizens and residents, it violates the trust placed in it by both citizens and 

residents and it violates a legal and moral contract. It violates its bound responsibility to make us 

safe in the name of saving us money in the worst case scenario. It treats us without respect and as 

lacking dignity. It treats us as less than fully human by violating our trust with regard to the 

possibility of better security, for lower prices, hardly living up to its contractual and paternal 

roles. 

A second concern with regard to political responsibility is the effect that illegal 

immigrants have on our rate of unemployment. With regard to “falsely documented illegal 

immigrants” and “formerly documented illegal immigrants”, we can say clearly that individuals 

who acquire such positions compete with citizens and legal residents equally in terms of 
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appropriate fair market salary requirements but the very capacity of an illegal alien of either of 

these types to take a job that a person here legally could have had means that the government of 

United States and businesses that do the hiring are rewarding individuals for breaking the law. 

The rewards come in the form of salary and benefits (although not all government benefits paid 

for are assumed to be claimable by those who are illegal). With regards “undocumented illegal 

immigrants” the situation is worse. Given that “undocumented illegal immigrants” are most 

likely paid in cash and that as a result of the risk incurred, the business pays them below market 

wages extending all the way to wages below minimum wage, then it is clear that citizens and 

residents cannot compete with “undocumented illegal immigrants” unless they too are willing to 

break the law by accepting cash wages. Once again the government is guilty of nonfeasance by 

not protecting American jobs for American citizens and legal residents. By not protecting our 

opportunities for employment, the government again shuns its responsibility to those for whom it 

exists: citizens and legal residents. In this case it may even be putting citizens and residents in 

the position of having to break the law and demeaning themselves in order to get a job by 

accepting less than minimum wage. 

Lastly, although it is not clear how much money this involves, “undocumented illegal 

immigrants” are most likely to receive cash as wages. Given the payment of cash, as stated 

above, they are likely to be working for below market value for their work to even the point of 

working for below minimum wage. While it is true that “undocumented illegal immigrants” pay 

sales tax and property tax, they would not be likely to file income taxes, and therefore if they did 

in fact owe income taxes at the federal or state level, they would be shirking this responsibility. 

More importantly toward this end of the discussion, the United States government is shirking its 
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responsibility to enforce income taxation which again affects all of us who pay taxes, even 

“falsely documented illegal immigrants” and “formerly documented illegal immigrants”.  

Considering political responsibility, we as citizens and residents are left in a lurch. We 

can view the abnegation of political responsibility on the part of the United States government as 

a boon to those who come here illegally to find a better life but the hard fact is that we are left to 

wonder, as citizens and residents, whether law is something to be taken seriously, what laws we 

should uphold if any, and if our security is of importance to those sworn to maintain it. Our 

nation fades in its purpose, as citizens and residents do in their identities as such. 

Disappearing Citizens, Residents, and Illegal Immigrants 

With regard to the effects of lack of enforcement on the humanity of individuals, we must 

first consider the issue of punishment of businesses for violations of hiring practices. It is very 

clear that when a business hires an illegal alien, it either fails to do due diligence by not assuring 

that documentation is timely (“formerly documented illegal immigrants”), not assuring that 

documentation is valid (“falsely documented illegal immigrants”), or simply not asking for 

appropriate documentation (“undocumented illegal immigrants”), or intentionally avoids due 

diligence by looking the other way altogether. Either way, when businesses break Immigration 

and Nationality Act Section 274A by hiring illegal immigrants, they disregard the law, political 

power, and the citizens and residents who the law represents, all in the name of either slovenly 

human resources practices (unintentional) or increased profitability (intentional). This sets the 

business and its owners above the law while effacing the humanity of those who the law 

represents and those it is meant to protect. In addition, and certainly more egregiously, the 

business adds to the problem of engaging in the payment of substandard wages and in some 

cases wages below legal minimum. If minimum wage is the standard below which no human 
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should be forced to work, if and when an illegal alien works for less than minimum wage, it is an 

affront to his/her humanity by the business in question. In addition to any business not 

recognizing the equality of human beings through adequate minimum pay, as a society we are 

recognizing differing levels of human worth every time an illegal alien is paid less than the 

standard wage or below minimum wage.39 

With regard to the morality of the treatment of illegal immigrants, if we are considering 

human being as equals, as stated above, then recognizing them as equals, forces us to recognize 

them before the law and to apply the Golden Rule in the application of written laws in our 

society as a valid moral principle. This of course requires a brief excursion into retributive 

concept of punishment. Given the defense of immigration law given above and the notion of 

political responsibility as a practice to be upheld, illegal immigrants are in a position to be 

punished as criminals. As Jeffrey Reiman tells us, 

treating others as you would have them treat you means treating others as equal to you, 
because adopting the golden rule as one’s guiding principle implies that one counts the 
suffering of others to be as great a calamity as one’s own suffering, that one counts one’s 
right to impose suffering on others as no greater than their right to impose suffering on 
one, and so on. This leads to the lex talionis by two approaches that start from different 
points and converge.  

I call the first approach “Hegelian” because Hegel held (roughly) that crime upsets the 
equality between persons and retributive punishment restores that equality by “annulling” 
the crime.’2 As we have seen, acting according to the golden rule implies treating others 
as your equals. Conversely, violating the golden rule implies the reverse: Doing to 
another what you would not have that other do to you violates the equality of persons by 
asserting a right toward the other that the other does not possess toward you. Doing back 
to you what you did “annuls” your violation by reasserting that the other has the same 
right toward you that you assert toward him. Punishment according to the lex talionis 
cannot heal the injury that the other has suffered at your hands, rather it rectifies the 
indignity he has suffered, by restoring him to equality with you. … A crime, rather than 
representing a unit of suffering added to the already considerable suffering in the world, 
is an assault on the sovereignty of an individual that temporarily places one person (the 

                                                 
39 This issue of being paid less than a standard wage also comes up particularly with regard to women being 

paid equally for equal work. 
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criminal) in a position of illegitimate sovereignty over another (the victim). The victim 
(or his representative, the state) then has the right to rectify this loss of standing relative 
to the criminal by meting out a punishment that reduces the criminal’s sovereignty in the 
degree to which he vaunted it above his victim’s. It might be thought that this is a duty, 
not just a right, but that is surely too much. The victim has the right to forgive the violator 
without punishment, which suggests that it is by virtue of having the right to punish the 
violator (rather than the duty), that the victim’s equality with the violator is restored.40 

With one side of the argument provided by Hegel, Reiman then calls 

the second approach “Kantian” since Kant held (roughly) that, since reason (like justice) 
is no respecter of the sheer difference between individuals, when a rational being decides 
to act in a certain way toward his fellows, he implicitly authorizes similar action by his 
fellows toward him. A version of the golden rule, then, is a requirement of reason: acting 
rationally, one always acts as he would have others act toward him. Consequently, to act 
toward a person as he has acted toward others is to treat him as a rational being, that is, as 
if his act were the product of a rational decision. From this, it may be concluded that we 
have a duty to do to offenders what they have done, since this amounts to according them 
the respect due rational beings. Hereto, however, the assertion of a duty to punish seems 
excessive, since, if this duty arises because doing to people what they have done to others 
is necessary to accord them the respect due rational beings, then we would have a duty to 
do to all rational persons everything-good, bad, or indifferent-that they do to others. The 
point rather is that, by his acts, a rational being authorizes others to do the same to him, 
he doesn’t compel them to. Here too, then, the argument leads to a right, rather than a 
duty, to exact the lex talionis. And this is supported by the fact that we can conclude from 
Kant’s argument that a rational being cannot validly complain of being treated in the way 
he has treated others, and where there is no valid complaint, there is no injustice, and 
where there is no injustice, others have acted within their rights.41 
By Reiman’s account of Hegel, the offended party in a crime has a right to punish the 

offender so as to restore the equality between human beings morally. The offended party also has 

the right to forgive the offender of his offense thereby making them equal again in a different 

way. Then by using Kant’s version of retributivism, Reiman concludes that the offender endows 

the offended party with a right to punish him/her along with a right to forgive him/her of the 

crime. This goes a great distance to explain the problem of not punishing illegal immigrants for 

violating the law of the land. By living in the United States of America illegally, the illegal alien 

                                                 
40 Reiman, pages 122-123. 
41 Ibid, pages 123-124. 
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operates above the law making an exception to the law for himself/herself morally. In doing so, 

we have a right to punish this person in order to restore this person to moral equality with us and 

the illegal alien has transferred this right to punish him/her to us by his/her deed. Therefore, if we 

caught all illegal immigrants and returned them to their countries of origins, we would be 

following our right as a sovereign nation to punish offenders of the law, restoring them to 

equality and humanity. If we forgave illegal immigrants for their crimes by giving them amnesty, 

we would be following our right as a sovereign nation to restore equality and humanity in that 

way. By doing nothing, we efface the humanity of illegal immigrants by continuing to allow 

them to break our laws, provide us with less expensive products through their work, and taking 

tax dollars from them for which they may never reap any benefit. By doing nothing we efface 

our own humanity by ignoring the humanity in our lawmaking and law enforcement capacity.  

Lastly, we must recognize that we all benefit from the employment of illegal immigrants 

in some way. With regard to “formerly documented illegal immigrants” and “falsely documented 

illegal immigrants” to the extent that these individuals are paid comparable wages to citizens and 

residents, when they pay into social security, they are forced to pay for services they may never 

be able to use. They may not be able to pay in-state tuition rates in spite of living in a state and 

paying state taxes, property taxes, and sales taxes. If these individuals are not paid comparable 

wages due to coercion about their immigration status, then they are financially penalized further. 

Our complicity with their illegality disregards their humanity in terms of goods for services 

rendered sometimes in the name of cheaper prices. With regard to “undocumented illegal 

immigrants”, these individuals are more likely to be paid substandard wages, sub-minimum 

wage, and even in cash. They are forced to pay property taxes and sales taxes and might never 

file federal or state income taxes. If any illegal immigrants allow citizens and residents cheaper 
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prices it is this group as these individuals are unlikely to receive health or life insurance benefits 

and they will likely not be paying into social security nor will their employers. As we consume 

products and services produced by this group especially, we as citizens are complicit with if not 

directly profiting from their work without just compensation. The humanity of illegal immigrants 

disappears as we profit from their labor and we disappear with them. 

Possible Solutions 

A number of possibilities exist by which we could restore the sanctity of political 

responsibility. We could eradicate immigration law from the federal codes. Another possibility 

would be to change federal codes in order to recognize broader inclusion of people wishing to 

immigrate to the United States and with faster results. Lastly, we could simply enforce current 

immigration laws. As I have argued above, only the second and third of these are morally 

tolerable choices in terms of the mission of political sovereignty. Only when one of these two 

choices is made can integrity be restored and purpose resumed fully for the United States 

government in its promised mission of guarding the common wealth. In terms of restoring 

citizens, residents, and illegal immigrants to their full equality and humanity a choice must be 

made as well. One choice is to find every last illegal alien residing in the country and deport 

them. This course of action, while legally sound, would be extraordinarily expensive to achieve 

in terms of manpower and resources. More importantly it could be immoral. In spite of breaking 

the law by being in the country and breaking other law by being employed, illegal immigrants of 

all three denominations mentioned above pay into our economic system by paying property tax 

and sales tax. “Formerly documented illegal immigrants” and “falsely documented illegal 

immigrants” also pay income tax at the federal and state level as well as paying into social 

security. If there are “undocumented illegal immigrants” who owe federal or state taxes, it is 
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likely not an enormous amount given that they would typically be working for lower wages. All 

illegal immigrants are breaking federal laws by living and working in the United States but 

whether they have overpaid or underpaid in terms of taxation, they are a contributing 

demographic of American society despite our continuing to disregard their humanity and the 

humanity of all involved, especially the “undocumented illegal immigrants”.42 The morally 

righteous path would be to offer Reiman’s choice of forgiveness rather than punishment to 

equalize things. Through amnesty for illegal immigrants currently living in the United States, an 

increased staff at the Immigration and Naturalization Service, and a significant increase in the 

number of new applications for permanent residency, the United States can offer hope to those 

from other nations gravely in need of a better life and finally recognize the full humanity of all 

citizens, residents, and illegal immigrants. Los Desaparecidos can finally reappear. 

                                                 
42 This balance sheet approach would be extraordinarily difficult to accrue for 12 million people but would be 

one way of accounting for the situation morally and individually in terms of services rendered and money owed. 
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A Slave Tale: Closing an Ancient Anathema 
 

Abstract 

In Lawrence W. Levine’s text, Black Culture and Black Consciousness: Afro American Folk 
Thought from Slavery to Freedom (1977, 2007), there is a chapter called “The Meaning of Slave 
Tales.” In that chapter he included narratives concerning the ancient Biblical mark said to be 
given to Cain and Ham (Genesis 4:1-16 and Genesis 9:20-27). The twist in the slave narratives 
was that the mark was white skin. For centuries, from cultural tradition and a rationalization for 
white superiority, there has been an insistence that the mark was black skin. An inevitable matrix 
of racial myths has continued because of this constructed vilification. For thousands of years, 
ecclesiastical and academic scholars as well as myriad others have wrestled with the hidden 
definition of the curse. The questions remain: What does it mean to be black, brown, yellow, or 
white? The consequences have differed. The Church of Jesus Christ of Latter-day Saints (Salt 
Lake City, Utah), has often been accused of being racist because of the beliefs of some members 
of the church. No revelations or prophetic explanation of the “mark” has ever been officially 
given, nor has any official explanation of the 1978 announcement that granted the church 
priesthood to black members of the church. 

 

 

 

An anathema according to The American Heritage Dictionary, Second College Edition, a noun, 

is “1. A formal ecclesiastical ban, curse, or excommunication. 2. A vehement denunciation, 

curse. 3. One that is cursed or damned. 4. One that is greatly reviled or loathed” (107).  

Folklore, as an academic discipline, probes into the expressed culture of people over time 

and place. The American Folklore Society has posted a list of definitions collected by the 

University of Missouri on its website: “Folklore is a broad field of study that concerns itself with 

the ways in which people make meaning in their lives. There are many definitions of folklore; 

one of the definitions we like here at Mizzou is Dan Ben Amo’s: ‘Folklore is artistic 

communication in small groups’” (What is Folklore? http://folklore.missouri.edu/whatis.html).  

http://folklore.missouri.edu/whatis.html
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In the fall of 2012, I was assigned to teach a graduate class in African American Folklore 

in the English Department of Brigham Young University. Lawrence Levine’s Black Culture and 

Black Consciousness was one of the books I choose to use for the class. In the collection of 

Black slave narratives, I was intrigued by two tales in particular. The “Cain” and “Ham” 

narratives were stated as follows:  

“Cain” 

Cain he kill his brodder Abel wid a great big club. . . and God he cum to Cain and 
say, “Cain! Where is dy brudder Abel?” Cain he pout out de lip, and say, “I don’t 
know; what ye axin’ me fur? I ain’t my brudder Abel’s keeper.” De Lord he gits 
in airnest and stomps on the ground, and say, “Cain! you Cain! Whar is dy 
brudder Abel? I say, Cain! whar is dy brudder?” Cain he turn white as bleach 
cambric in de face, and de whole race ob Cain dey been white ebber since. De 
mark de Lord put on de face of Cain was a white mark. He druv him into the land 
ob Nod, and all de white folks hab cum frum de land ob Nod, jis as you’ve hearn” 
(Ericson 124, quoted in Levine 85). 

“Ham” 

God gave it [religion] to Adam and took it away from Adam and gave it to Noah, 
and you know, Miss, Noah had three sons, and when Noah got drunk on wine, 
one of his sons laughed at him, and the other two took a sheet and walked 
backwards and threw it over Noah. Noah told the one who laughed, “Your 
children will be hewers of wood and drawers of water for the other two children, 
and they will be known by their hair and their skin being dark.” So, Miss, there 
we are, and that is the way God meant it to be. We have always had to follow the 
white folks and do what we saw them do and that’s all there is to it. You just can’t 
get away from what the Lord said. (Alabama WPA, quoted in Levine 84). 

According to Levine, it is impossible to determine how popular these tales were. Quoting 

a variety of researchers, Levine concluded that “it [meaning these stories] was known at least as 

early as the opening years of the nineteenth century and remained in circulation well into the 

twentieth century from Maryland to Mississippi” (Bernard 130, Ericson 124, Bergen 80, Puckett 

4-5, Pickens 22-23, Levine 85). It is certainly logical, given the oppressive situation in which the 

captured Africans and their progeny found themselves, that they would create narratives which 

would denigrate their captors and owners. The ancient concept of the mark of Cain and Ham 
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being black skin has been ubiquitous for thousands of years in the Judaic and then Judeo-

Christian traditions. In a book discussing Greek and Roman folklore, Graham Anderson of the 

University of Kent, assumes the racial slur and states, without context or explanation that, “The 

biblical Noah invents wine, and his sons found the different races of the world” (130).  

The Church of Jesus Christ of Latter-day Saints (Mormons or LDS) has often been 

accused of being racist because of beliefs of some members of the church. No revelations or 

prophetic explanations of the “mark” have ever been officially given. Nor has any official 

explanation of the 1978 announcement that granted the church priesthood to black members of 

the church. The announcement, as it was given in 1978 follows here in its entirety: 

Official Declaration – 2 

To Whom It May Concern: 

On 30 September 1978, at the 148th Semiannual General Conference of The 
Church of Jesus Christ of Latter-day Saints, the following was presented by 
President N. Eldon Tanner, First Counselor in the First Presidency of the 
Church: 
In early June of this year, the First Presidency announced that a revelation had 
been received by President Spencer W. Kimball extending priesthood and temple 
blessings to all worthy male members of the Church. President Kimball has asked 
that I advise the conference that after he had received this revelation, which came 
to him after extended meditation and prayer in the sacred rooms of the holy 
temple, he presented it to his counselors, who accepted it and approved it. It was 
then presented to the Quorum of the Twelve Apostles, who unanimously 
approved it, and was subsequently presented to all other General Authorities, who 
likewise approved it unanimously. 

June 8, 1978 

Dear Brethren: 

As we have witnessed the expansion of the work of the Lord over the earth, we 
have been grateful that people of many nations have responded to the message of 
the restored gospel, and have joined the Church in ever-increasing numbers. This, 
in turn, has inspired us with a desire to extend to every worthy member of the 
Church all of the privileges and blessings which the gospel affords.  

Aware of the promises made by the prophets and presidents of the Church who 
have preceded us that at some time, in God’s eternal plan, all of our brethren who 
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are worthy may receive the priesthood, and witnessing the faithfulness of those 
from whom the priesthood has been withheld, we have pleaded long and earnestly 
in behalf of these, our faithful brethren, spending many hours in the upper room 
of the Temple supplicating the Lord for divine guidance. 

He has heard our prayers, and by revelation has confirmed that the long-promised 
day has come when every faithful, worthy man in the Church may receive the 
holy priesthood, with power to exercise its divine authority, and enjoy with his 
loved ones every blessing that flows therefrom, including the blessings of the 
temple. Accordingly, all worthy male members of the Church may be ordained to 
the priesthood without regard for race or color. Priesthood leaders are instructed 
to follow the policy of carefully interviewing all candidates for ordination to 
either the Aaronic or the Melchizedek Priesthood to insure that they meet the 
established standards for worthiness. 

We declare with soberness that the Lord has now made known his will for the 
blessing of all his children throughout the earth who will hearken to the voice of 
his authorized servants, and prepare themselves to receive every blessing of the 
gospel. 

Sincerely yours, 

Spencer W. Kimball 

N. Eldon Tanner 

Marion G. Romney 

The First Presidency  

(Official Declaration – 2. https://lds.org/scriptures) 

Ancient Voices 

In 2002, Stephen R. Haynes of Rhodes University published a well-documented text 

called Noah’s Curse: The Biblical Justification of American Slavery (Oxford University Press). 

His book explicates passages from ancient texts that have contributed to the ongoing belief that 

the Genesis 9 account of the punishment for transgression was a black skin, and that darkness 

exculpated the slave owners of past centuries. Documenting and quoting ancient religious 

historians such as Josephus (37-100 C.E.), Origen (185-254 C.E.), Augustine of Hippo (354-430 

C.E.), Haynes presents probable evidence of their influence on one another and upon the Roman 

Catholic Popes over time. He presents specific examples that clearly construct and even reify 
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that Ham’s mark was black skin. That was interpreted repeatedly to mean that Ham’s 

transgression triggered the origins of slavery.  

Further, Haynes informs readers that: “In fact, it appears that race and slavery were first 

consciously combined in readings of Genesis 9 by Muslim exegetes during the ninth and tenth 

centuries, though these authors claim to draw on rabbinic literature” (7). It is impossible to 

clearly date the devastating association of slavery and race but as Haynes states: “… the 

conviction that the story narrated the origins of slavery, association of Ham’s offspring with the 

continent of Africa and with dark skin, and the notion that Noah’s words represented a prophetic 

outline of subsequent human history appeared in the early readings of Genesis 9 among Jews, 

Christians, and Muslims” (7). 

Wayne also presents medieval literary evidence of the ongoing constructed vilification. 

Wayne stated that “A veritable compendium of anti-Hamitism was produced by sixteenth-

century poet Guillaume De Salluste Sieur Du Bartas, a Calvinist from the South of France who is 

probably best known for his influence on [John] Milton” (36). “In Book XII of Paradise Lost, 

Haynes explains, “the archangel Michael outlines for Adam and Eve the history of sin that will 

be written by their descendants” (37). Milton’s passage is clearly accusatory of the son of Noah 

for the evils that will follow him.  

This repetitive reified defamation continued in scholarly and ecclesiastical writing 

through the Renaissance and into the era of international slave trade across the Atlantic. Joseph 

Smith (1805-1844) once remarked that “… Cain also being authorized to offer sacrifice, but not 

offering it in righteousness, was cursed…otherwise the Priesthood will prove a cursing instead of 

a blessing “(Teachings 169). Some of Joseph Smith’s perspectives will be presented below, but 

concerning the position of the LDS church, it is important to remember that Smith founded it in 
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1830, and he personally ordained several Black men to the Priesthood before his assassination. 

Many of the early converts to the church were Southerners, and carried with them the traditions 

of their families. There are still some members of the church who cling to old beliefs and pass 

their prejudices on to the next generation. No one knew then or knows now what the mark or 

curse was, but the church leaders have never officially attempted to define it.  

Scholars on the Issues of Blackness 

Olaudah Equiano, who achieved renown as a British antislavery advocate in the late 

1700s, was kidnapped as a boy from a remote area in Guinea, Africa, called Essaka. Sold into 

slavery, he was eventually transported to Virginia, over time earned his freedom, and settled in 

England. He wrote a retrospective biography of his life and adventures called The Interesting 

Narrative of the life of Olaudah Equiano or, Gustavus Vassa, the African (originally published in 

1789). Equiano explained his view of the black skin of his African family. He stated,  

As to the difference of colour between the Eboan Africans and the modern Jews, I shall 
not presume to account for it. It is a subject which has engaged the pens of men of both 
genius and learning, and is far above my strength. The most able and Reverand Mr. T. 
Clarkson, however, in his much-admired Essay on the Slavery and Commerce of the 
Human Species, has ascertained the cause in a manner that at once solves every objection 
on that account, and, on my mind at least, has produced the fullest conviction. I shall 
therefore refer to that performance for the theory, contenting myself with extracting a fact 
as related by Dr. Mitchel [Clarkson 178-216].”The Spaniards who have inhabited 
America under the torrid zone for any time, are become as dark coloured as our native 
Indians of Virginia, of which I myself have been a witness. There is also another instance 
of a Portuguese settlement at Mitomba, a river in Sierra Leona, where the inhabitants are 
bred from a mixture of the first Portuguese discoverers with the natives and are now 
become, in their complexion, and in the woolly quality of their hair, perfect negroes, 
retaining however, a smattering of the Portuguese language.” (Mitchel 205 in 
Equaino 21).  

Equiano followed this passage by expressing his hope that this information, along with many 

other similar reports, would “remove the prejudice that some conceive against the natives of 

Africa on account of their colour” (21).  
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Frantz Fanon, a black intellectual , emerged in the mid-twentieth century with a strong 

voice reminding readers that William E.B. Dubois, had written that: “the problem of the 

Twentieth Century is the problem of the colour line” (Charters n.p.) Fanon, born in Martinique in 

1925, studied medicine in France and specialized in psychiatry. His focus was the study of the 

black psyche in a white world, and his most read book, Black Skin, White Masks (1952), clearly 

and accessibly lays bare the outrage and hurt that the insidious reality of race and color forces 

millions to experience.  

Fanon wrote that he believed “that only a psychoanalytical interpretation of the black 

problem can lay bare the anomalies of affect that are responsible for the structure of the complex 

… I believe that the individual should tend to take on the universality inherent in the human 

condition” (10). He further stated that “Reality, for once, requires a total understanding. On the 

objective level as on the subjective level, a solution has to be supplied” (11). In the conclusion of 

Black Skin, White Masks, he stated: 

I, the man of color, want only this: That the tool never possess the man. That the 
enslavement of man by man cease forever. That is, of one by another. That it be possible 
for me to discover and to love man, wherever he may be. The Negro is not. Any more 
than the white man. Both must turn their backs on the inhuman voices which were those 
of their respective ancestors in order that authentic communication be possible. Before it 
can adopt a positive voice, freedom requires and effort at disalienation. At the beginning 
of his life a man is always clotted, he is drowned in contingency. The tragedy of the man 
is that he was once a child. … Superiority? Inferiority? Why not the quite simple attempt 
to touch the other, to feel the other, to explain the other to myself? (231) 

Cultural traditions are dynamic and evolve according to the human need for meaning. 

Paul Gilroy has discussed the complexity of racial policies in England, and he suggests that 

traditions grow and mutate as they influence and are influenced by changing traditions around 

them. In his text Their Ain’t No Black in the Union Jack: The Cultural Politics of Race and 

Nation (1987/1991), Gilroy quotes R. Bastide who wrote, “Black expressive cultures affirm 
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while they protest. The assimilation of blacks is not a process of acculturation but of cultural 

syncretism” (Bastide 1978).  

We see this syncretism in our American youth as well as youth cultures around the world. 

“The conversation over the meaning and significance of ‘race’ which has taken place in and 

around youth cultures and ‘sub-cultures’ since their formation can be identified as an important 

illustration of this process” (Gilroy 154). Perhaps Americans, a young nation like a young adult 

with certain shame about practices of the past, is at last maturing into the ideals for which it was 

destined. Our Constitution was designed long ago by inspired leaders still bound to traditions and 

ancient philosophies too myriad to throw off all at once. 

Homi K. Bhabha has taught is that negotiations between nations, cultures, and individuals 

take place in a hybrid liminal space. It is as complicated a matrix as Bhabha’s incredible use of 

language and wit. Can we hope that his work will illuminate the exchange between ages, genres 

and cultures; the colonial, post-colonial, modern and post-modern? Beyond identifying liminal 

reality in discourse, how can the us/them transform into a genuine both/and? He stated: 

Globalization, I want to suggest, must always begin at home. A just measure of global 
progress requires that we first evaluate how globalizing nations deal with ‘the difference 
within’—the problems of diversity and redistribution at the local level, and the rights and 
representations of minorities in the regional domain. (xv) 

Civil rights have been a world cry of every nation since humankind began to exist. My 

perspective as a folklorist is that lore is both oral and written. Alan Dundes, folklorist, noted that 

“… the original oral tradition does not disappear once folklore is recorded in writing” (9). The 

ancient scriptures of the Bible were written from oral tradition, and the interpretations of that 

written material varies from reader to reader, scholar to scholar. One has only to examine 

Hebrew commentary for clear examples of diverse interpretations. Then there is always the 

consideration of translation. Folk doctrine, such as that blacks are the descendants of Cain and 
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Ham, is something that LDS have never taught as revelation or prophetic explanation. I am not a 

Biblical scholar, but just a glance of the number of Bibles and their various versions and 

commentaries on my own office shelves clearly demonstrates to me the myriad interpretations 

and perspectives. True to all of them is the cry for liberty and a just but merciful humanity.  

Joseph Smith, the founder of the Church of Jesus Christ of Latter-day Saints, was just a 

fourteen-year-old-boy when he inquired of God which church was true. There were enthusiastic 

revivals in his neighborhood and the representative churches were each claiming to preach the 

true gospel. His vision and clear impression was that Jesus Christ would direct him to establish a 

church based on the authentic teachings of God. Smith gave every effort to that cause when he 

was older, and ultimately was assassinated by an Illinois mob that didn’t understand what he was 

trying to do. 

Joseph Smith, First President of the Church of Jesus Christ of Latter-day Saints 
(Established 1830) 

Joseph Smith upheld the laws regarding slaves and slaveholders, but he was an 

abolitionist. He believed that if the American slaves were set free without appropriate 

preparation, they would be unable to survive. He wrote that the slaves should be treated 

humanely, and that they should be well-provided for. He felt that there would be a time for them 

to be released from bondage. He ordained Black men to the priesthood of the church, but at some 

point during the second LDS church President’s administration, the priesthood ban for Blacks 

was initiated. There was no revelation announced, and many people wrongly believed the folk 

doctrine that the Blacks were the marked seed of Cain and Ham. The church, which LDS believe 

is based on revelation from its director Jesus Christ, has never defined what the mark of Cain and 

Ham was because they simply do not know. 
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In 1842, Joseph Smith clearly stated his position on slavery. He stated: “… it makes my 

blood boil within me to reflect upon the injustice, cruelty, and oppression of the rulers of the 

people. When will these things cease to be, and the Constitution and the laws again bear rule?” 

(History of the Church, Vol. 4, 544). Smith planned to run for the office of United States 

President, and in his platform statement he called for a gradual end of slavery by the year 1850. 

Their freedom was to be bought with money gleaned from the sale of public lands. He stated:  

My cogitations, like Daniel’s have for a long time troubled me, when I viewed the 
condition of men throughout the world, and more especially in this boasted realm, where 
the Declaration of Independence ‘holds these truths to be self-evident, that all men are 
created equal; that they are endowed by their Creator with certain unalienable rights; that 
among these are life, liberty, and the pursuit of happiness;’ but at the same time some two 
or three millions of people are held as slaves for life, because the spirit in them is covered 
with a darker skin than ours.” (History of the Church, Vol. 6, Ch.8, pp. 197-98) 

The teachings of Joseph Smith have been collected and published for the use of any who 

wish to read them. In a discussion of the Priesthood, Smith stated: 

The power, glory and blessings of the Priesthood could not continue with those who 
received ordination only as their righteousness continued; for Cain also being authorized 
to offer sacrifice, but not offering it in righteousness, was cursed. It signifies, then, that 
the ordinances must be kept in the very way God appointed; otherwise their Priesthood 
will prove a cursing instead of a blessing. (Smith 169). 

Black members, ordained to the priesthood in the early LDS church 

Careful records of the early church have been preserved and are housed in the LDS 

archives in Salt Lake City. The church has always welcomed people regardless of race, though if 

an individual in the early years was a slave, he or she had to have their owner’s permission. The 

first known Black person to become a Latter-day Saint was called “Black Pete.” He joined the 

church in Kirtland, Ohio, and records suggest that he held the LDS priesthood. Elijah Abel was 

baptized in 1832, Joseph T. Ball in 1835 or 1836, and Walker Lewis and his son, Enoch Lovejoy 

Lewis, were ordained to the priesthood during Joseph Smith’s lifetime. William McCary was 

ordained in Nauvoo in 1846, and two other black men, Samuel chambers and Edward Leggroan 
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were ordained Deacons. The Prophet Joseph Smith was killed in 1844, and though there were 

temple work and ordinations performed after his death, further ordinations to the priesthood 

ceased to occur soon after Brigham Young assumed the Presidency in 1847. 

Contemporary Perspective of the Church of Jesus Christ of Latter-day Saints 

The LDS church is based on continuing revelation from a living God. Significant 

revelations are printed in the scriptural reference called Doctrine and Covenants. In Doctrine and 

Covenants 127: 8, it states: “For I am about to restore many things to the earth pertaining to the 

priesthood, saith the Lord of Hosts” (258). This particular revelation related to temple 

ordinances, but there are many foreshadowings of events to happen alluded to in the Doctrine 

and Covenants, though they are not always defined because the time for them has not yet arrived.  

The ninth President of the church, David O. McKay stated that “From the beginning of 

this dispensation, Joseph Smith and all succeeding presidents of the church have taught that 

negroes, while spirit children of a common Father, and the progeny of our earthly parents Adam 

and Eve, were not yet to receive the priesthood, for reasons which we believe are known to God, 

but which He has not made known fully to man”(Bringhurst 223). 

In 1954, President McKay taught: “There is not now, and there never has been a doctrine 

in this church that the negroes are under a divine curse. There is no doctrine in the church of any 

kind pertaining to the negro. ‘We believe’ that we have a scriptural precedent for withholding the 

priesthood from the negro. It is a practice, not a doctrine, and the practice someday will be 

changed. And that’s all there is to it” (Genesis Group 

http://www.ldsgenesisgroup.com/howtoreach.html).  

In 1963, then the twelfth President, Spencer Kimball, acknowledged that the withholding 

of the Priesthood may have been brought about through an error on man’s part. He said, “The 

http://www.ldsgenesisgroup.com/howtoreach.html
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doctrine or policy has not varied in my memory. I know it could. I know the Lord could change 

his policy and release the ban and forgive the possible error which brought about the 

deprivation” (Kimball 448-9).  

When the announcement was made by President Spencer Kimball in 1978, and the letter 

read and received throughout the world, the news was greeted with joy and immediate 

acceptance by members of the church. There were many black male members of the church 

seeking priesthood ordination. The church had been criticized heavily during the civil rights 

movement, and the prompting motivation for President Kimball’s prayer for guidance on the 

issue may have been motivated by problems facing mixed race converts in Brazil.  

In the Book of Mormon there is a passage (2 Nephi 5:21-22) that concerns a curse of 

darkened skin as a consequence of unrighteousness: 

21. And he had caused the cursing to come upon them, yea, even a sore cursing, because 
of their iniquity. For behold, they had hardened their hearts against him, that they had 
become like unto a flint; wherefore, as they were white, and exceedingly fair and 
delightsome, that they might not be enticing unto my people the Lord God did cause a 
skin of blackness to come upon them.  

22. And thus saith the Lord God: I will cause that they shall be loathsome unto thy 
people, save they shall repent of their iniquities.  

(Millet 224) 

Though this may be justification to some that dark skin equates with not being worthy for full 

church privileges and ordination to the priesthood, that again is a misguided folk assumption. 

There is no more definitive proof of the curse here than in ancient Genesis. 

As demonstrated by the discussion in this article, incredible damage has been done to 

humankind by the continued influence of an issue that has never been defined. Stephen Haynes, 

a serious scholar of the mark or curse of Cain and Ham, wrote a short story telling Ham’s 

perspective of the tragic incident with Noah and his other two sons, Ham’s brothers. The 
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folklore-like story is condensed here, but it triggers even more speculation about what really 

happened.  

A Narrative from Ham’s Point of View 

I became the victim of an invented crime. The flood was over. Somehow we survived and 

were at last enjoying the freedom of personal space. Dad established a vineyard and enjoyed the 

fermented liquid at day’s end. It was a bit of a vice, but after what we had been though why 

begrudge his pleasure? The thing was, he started to have nightmares and talk in his sleep. My 

tent was next to his, and I am a light sleeper. My brothers were sleeping like babies in another 

tent, exhausted from their attempts to win his approval. 

Dad was suffering from survival guilt, and it sometimes got the best of him when he went 

to bed drunk. One night it sounded like he was arguing with someone, so I went to check on him. 

He was sprawled out on the ground, buck naked. I didn’t want to awaken him by covering him, 

so I listened to his chatter. He was dreaming that he was back on the ark and discussing with God 

what sacrifice he should make when the flood was over. He was offering one or both of my older 

brothers for his sacrifice. He said I was his favorite, so I wouldn’t do. I knew he was fed up with 

their competing for his favor, but things took such a twist I am still perplexed about it. 

My brothers awakened because Dad was so noisy. I didn’t want them to hear what he was 

saying, so I sent them back to their tent to get a blanket to cover him. Dad awakened before they 

got back (they were arguing about who should cover him), and saw me standing there staring at 

him. He went back to sleep, and we all returned to our tents. 

In the morning I could hear Dad’s raised voice again, but this time he was giving 

blessings to my brothers. He finished up by saying that I would serve both of them. He said that I 

had dishonored him by laughing at his nakedness and sharing that with my siblings. I guess he 
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knew I had overheard his discussion with God and was afraid I would reveal it to Japheth and 

Shem. Anyway, the story kept twisting around. Was it me or Canaan who had seen what I saw? 

The family really did start treating me like a slave, so I left. I never did return, but I have heard a 

lot of strange stories about what supposedly happened in those dark moments. (Condensed 

version of Hayne’s story, “Noah’s Dream.” Haynes 215-17.) 

Confusion and misinterpretation continue to surface concerning this ancient narrative. 

Racism and other kinds of prejudice and struggles for power continue, and like Ham, innocent 

bystanders are marginalized, maligned, and abused. Haynes stated that he would “be naïve 

indeed to assume that the American mind has become resistant to racist readings of the Bible 

with the advent of a new millennium” (221). As LDS, we know there are those among our 

number who still embrace this ancient racial slur. Wouldn’t it be wonderfully ironic if the mark, 

as the slave narrative speculated, was white skin? That is something to think about. 
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“A Student of Many:” Religions of the Late Roman Empire and Their Re-

Expression as Part of Early “Orthodox” Christianity 
 

If you take myth and folklore, and these things that speak in symbols, they can 
be interpreted in so many ways that although the actual image is clear enough, 

the interpretation is infinitely blurred… 

Diana Wynne Jones2 

Abstract 

In this era of the world we are bombarded by symbols. These symbols are ever evolving taking 
on new implication, and reclaiming older connotations. For as long as mankind has been around 
we have used symbols to communicate. Many times a symbol can say more than a thousand 
words. It can sum up an entire culture. Think about the cross that looks like a lower case “t,” 
often referred to as the Latin Cross. We see it on a building or around someone’s neck and most 
think without even realizing it “Christian.” That is the beauty and power of symbols. That cross 
and one word association has come to sum up a whole religious group in many minds. Yet, there 
is infinite variety in people, symbols, and meaning. Christianity is no exception. So where did 
Christianity derive its symbols? There is no definitive answer available, but Early Christianity 
did not evolve in a vacuum. There were multiple philosophical and religious ideals that seem to 
have influenced Christianity. Taking a page from the Roman world and its customs in which the 
Early Christian Religion grew up; Christianity became a melting pot for the multiple expressions 
of faith and philosophy that were in the late Roman Empire. What religions and philosophies had 
the biggest impact? How were they probably incorporated into the Early Christian Church? The 
first question is up for debate, but the second has interesting potential, and this incorporation and 
reinterpretation is the focus of this paper. 

 

 

 

Rome boasted such a multi-cultural pluralistic background that it learned to adapt and 

fuse nearly every aspect of society with the cultures met. This included the religious traditions 

that they practiced, tolerated, and/or tried to control.3 Rome is not the first nor is it the last 

                                                           
2 “Diana Wynne Jones Quotes,” Brainy Quote, 

http://www.brainyquote.com/quotes/authors/d/diana_wynne_jones.html (accessed November 15, 2012). 
3Eric Nelson, “(Un)Protected Sects: Religions, Tolerance, and Persecutions,” in Complete Idiot’s Guide to 

the Roman Empire, The, ed. Jennifer Chisholm, 3rd Edition (Alpha, 2002), 277-290.  

http://www.brainyquote.com/quotes/authors/d/diana_wynne_jones.html
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society to fuse and adapt aspects of other cultures to suit needs. They are perhaps the most 

known for it, and as such an evaluation of the religions present in the late empire may shed light 

on another well-known cultural adapter, Christianity. Through the acceptance and efforts of the 

Roman world, the myriad of traditions in ancient times found re-expression in Christianity. 

Romans “incorporated beliefs that ranged from the ancient sects of Egypt and Asia to the 

Teutonic and Celtic tribal gods,” something that happened frequently in Christianity, but not to 

the same extent as it did in ancient Roman tradition.4 That is quite a diverse background of 

traditions from which the Romans drew. The purer forms of these religious groups and others 

found, for the most part, acceptance in the Roman world. Rome rarely suppressed or tried to 

convert natives from their traditions.5 

They would try to “eradicate elements that they considered seditious and politically 

disruptive” while allowing the cult to try and maintain its traditions.6 At times this included the 

practices of the Bacchants (followers of Bacchus/Dionysus), Isis, and Cybele. Cult, in the sense 

that it will have here is the “organized system of traditions and rituals practiced by the followers 

of a god or deity [or semi deity];” also used as synonyms are sect, religious group, and party.7 

These were free to practice their traditions with few exceptions; however, these religious parties 

were discouraged and even banned, at times, in cities. 

The Romans have typically been vilified treatment for their persecution of three major 

groups; Druids, Jews, and most famously, Christians; their zealous persecution of Christians 

guaranteed that they would retain this negative image long after the Empire ceased to exist. The 

                                                           
4 Nelson 277-290. 
5 Nelson 277-290. 
6 Nelson 277-290. 
7 Nelson 277-290. 



1246 

foundations of this hostility arose from two sources; the first was the extreme conservative nature 

of Romans in view of other traditions. They shied away from charismatic practices where 

practitioners experienced a sudden spiritual or physical ability, such as speaking in tongues.8 

They had trouble with the concept of ecstatic experiences; that is emotions or sensations so 

overwhelming that they force one to lose normal faculties and self-control. This does not excuse 

persecution, but it does help explain it.  

Ancient Roman Religions and the Imperial Religion 

Rome was a society that went from a non-descriptive set of gods to a highly organized 

and complex polytheism. By the time of the Empire, this view shifted again. This time the shift 

moved to incorporate the very visible presence of the head of state, the emperor, into the new 

mainstream view. Never did the Romans lose their ability to be flexible with other faiths in their 

world. 

The Roman religion is known for many things, among them a reassignment of the 

Greek’s divine pantheon. The Roman tradition owes its development to Numa, the lawgiver and 

king. The Etruscans were the earliest influence, because the first kings were Etruscans. Though 

there was very little originality in Roman religion, it gave them the freedom to incorporate native 

institutions and their own national temperament. In fact the “…temples, cult images, and 

methods of divination were taken over from the Etruscans, as was the practice of combining 

deities in a triad.” 9 Rome had a plethora of temples at its hight, and the idea of the triad will be 

repeated by Christianity and discussed later. 

                                                           
8 Nelson 277-290. 
9 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company,1993), 155. 
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The earliest deities of Ancient Rome were not well defined. They were a divine spiritual 

force with no set personality, and no gender distinctions, but by the late third century B.C. Rome 

started identifying Roman deities with Greek counterparts. “It was not a case of Zeus is also 

Ammon, as in Egypt, but Zeus is Jupiter.”10 The choice of Greek gods shows the influence of the 

Roman love of the stories of their Trojan heritage. Some gods, however, like Janus, the two-

headed god of the doorway, had no Greek counterpart. The original Roman triad was Jupiter, 

Mars, and Quirinus; but changed in 500 B.C. when the Capitoline hill temple was dedicated to 

the triad of Jupiter, Minerva, and Juno.11 These three principal gods of the Roman state were, 

until, according to Dr. James Smith’s lecture from April 14, 2009, Augustus changed the triad to 

Mars the Avenger, Apollo the Healer, and Venus the Lover.12 

Religion, in the governmental and constitutional form, was a very visible aspect of 

Roman life, but interestingly enough “[t]here was no priestly caste set apart from other men 

[excluding a couple of antiquarian faiths]….Nor was there creed or dogma.”13 Priests had only to 

follow a particular worship rite to be considered priests; no laws were formed in regard to their 

personal lives, such as is evidenced in modern Catholic Christianity with the injunction that 

priests are not allowed to marry or have sexual relations. One of the most distinctive trademarks 

that Rome put on the religious worship model came in that they did not care about anything but 

                                                           
10 Furgeson 155. 
11 Furgeson 157. 
12 James O. Smith, “Ancient Rome Notes” (Ancient Rome and the Empire class lecture. Southwest Baptist 

University, Bolivar, MO, Spring Term 2009). 
13 J.M. Roberts, “Religion,” Penguin History of the World, The, 3rd Edition (New York: Penguin Books, 

1997), 245-247.  
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the actions of the gods. Citizens felt obligation to the gods, hence, Romans simply placated the 

gods to control their actions, which they cared about very much.14 

Sacrifices were key in the Roman religion, whether in public, where rites and rituals were 

led by high ranking free-born citizens; or private rites that often found expression in public 

forums and temples under the scrutiny of public authorities. Rome thought it necessary for the 

gods to have the food and drink that sacrifice provided, to give them numen, or energy, to help 

people. Humans, according to Roman law, did not provide numen, so human sacrifice had no 

place in Roman belief.15  

There was a distinction between rites of the state, municipal, and private sectors. 

Municipal and private ceremonies and beliefs had no bearing on the Roman ‘constitution’. These 

had no bearing for the simple fact that “[m]unicipal [practices] only covered the inhabitants and 

area of the individual township; and private cults merely affected the private persons 

involved.”16 These distinctions helped the Romans take a matter-of-fact approach to their faith 

“…not insincere or disbelieving…” but crucial to insure that the gods provided favorably for all 

levels of Roman society.17  

A good example of these qualities of sincerity and belief comes in at certain Roman 

ceremonies where they were so specific and legally rigorous that if any mistake occurred then 

they restarted from the beginning. When these ceremonies were preformed, recitation out of a 

book became mandatory, for good reason, obviously. Another law that aimed toward insuring 

                                                           
14 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 157. 
15 Furgeson 157. Ittai Gradel, Oxford Classical Monographs: Emperor Worship and Roman Religion, ed. 

Committee of the Faculty of Classics in the University of Oxford, 1st Edition (New York: Oxford University Press, 
2002) 9, 13.  

16 Ibid (12-13). 
17 J.M. Roberts “Religion,” Penguin History of the World, The, 3rd Edition (New York: Penguin Books, 

1997), 245-247. 
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these qualities, was that Roman priests (including the emperor as head priest) had to wear veils 

during ceremonies. This was so that they could not see anything but the work in front of them; 

highlighting the common notion that if a bad omen goes unseen then it does not exist. This suited 

the Roman mind by being un-mysterious, and only required that the proscribed services and 

rituals take place. For most Romans, that is non-political/quasi-religious followers; it meant not 

working on a day that priests deemed a nefas, a day given to the gods.18  

Figure 1: Emperor Marcus Aurelius preforming the State Religious Rites19 

 

After the Republic became an Empire, and actual ruler-ship passed from the Senate to an 

Emperor, an Imperial religion formed. This shift in religious focus causes distinctive problems to 

                                                           
18 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 159. J.M. Roberts, “Religion,” Penguin History of the World, The, 3rd Edition (New 
York: Penguin Books, 1997), 245-247. 

19 “Bas relief from Arch of Marcus Aurelius showing sacrifice,” 2,181 × 2,898 pixels, wikipedia.org, 
http://en.wikipedia.org/wiki/File:Bas_relief_from_Arch_of_Marcus_Aurelius_showing_sacrifice.jpg (accessed 
November 15 2012). 

http://en.wikipedia.org/wiki/File:Bas_relief_from_Arch_of_Marcus_Aurelius_showing_sacrifice.jpg
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modern scholars. The main problem comes when trying to classify the Imperial faith, centered as 

it is upon the emperor. It is not clear whether the Imperial belief belongs in the realm of religion 

or politics, because it transgresses the basic change of man versus gods and faith versus politics, 

occupying a grayed intersection of the four.20  

Figure 2: Graphic depicting the Emperors position in the Imperial Religion. 

 

Roman law was very specific, at least for the early part of the empire. Roman policy did 

not to allow the living emperor or his family to attain veneration as gods. They, the state faith 

and official religion of Rome, “skirted” the issue by venerating the genius or divine numen that 
                                                           

20 Ittai Gradel, Oxford Classical Monographs: Emperor Worship and Roman Religion, ed. Committee of 
the Faculty of Classics in the University of Oxford, 1st Edition (New York: Oxford University Press, 2002) 4-5.  
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he possessed as emperor. Whereas “…the Roman emperor could in principle be worshipped as a 

god in all the municipal cults of Italy and in private cults everywhere in Italy, including in Rome 

itself, without such worship in the least affecting his formal place in the ‘constitution’ of Rome.” 

The Romans really did venerate the Emperor before his death; they just switched the language to 

make the adoration a matter of semantics.21 

The veneration of the Genius of the Emperor started in Nero’s day, but only on his 

birthday and accession day (the anniversary of the day he ascended to the throne of Rome). 

However, this practice was changed to the regular religious observance of veneration of the 

Emperor’s Genius in either the reign of Caligula or Claudius. The inclusion of the word Divi in 

the ‘official state oath’ seems to provide indirect evidence of this. By the rule of Hadrian, the 

idea of the Imperial religion was so firmly ensconced in the Roman psyche that the laws and 

constitutions of earlier Rome became all, but forgotten in practice.22  

Along with the ideas and practice of the Imperial Religion some citizens of Rome 

followed the unofficial mystery cult of Mithraism, that existed side by side with the Imperial 

Religion in areas. Mithras came to Rome from the ancient Persian Empire, and held a high-

ranking position in Zoroastrianism. During the Roman Imperial period some Romans co-opted 

Mithras for their own purposes. His personality certainly changed upon his adoption by Romans, 

and the term “man’s man” could apply to the Roman version of Mithras. He provided a strong 

masculine image, both as Persian and Roman, and excluded women from his rites in Rome. 

  

                                                           
21 Ittai Gradel, Oxford Classical Monographs: Emperor Worship and Roman Religion, ed. Committee of 

the Faculty of Classics in the University of Oxford, 1st Edition (New York: Oxford University Press, 2002) 12-13. 
Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand Publishing 
Company, 1993), 197. 

22 Gradel 162. 
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Mithras of Persia in the Roman World 

Modern scholars know something about the Mithraic mystery cult as practiced in Rome. 

It is clear that what Mithras started out as, in Persia, became quite different from what is seen in 

the Roman era. Two main schools of thought exist on Mithraic mystery cults; the latter has 

become the more generally accepted, but the former will give some basic background on the 

Persian Mithras, and thus the juxtaposition of what it started as and what it became. 

Until recently, the theories of Franz Cumont on the origins of Mithraism have prevailed. 

These theories deal with the Persian Mithras origins. The Persian origins are not in dispute here, 

but understanding something of his supposed origins becomes essential to recognizing the 

changes Rome brought to him and how these changes translated to Christianity. Cumont’s theory 

stated that Aryans, who had religious practices in regards to Mithras, carried their practices to 

India and Iran. Mithras supervised, in the Persian Avestan faith, such things as light, truth, 

loyalty, and covenants. He supported Ahura Mazda, and fought with him against Ahriman. 

Mithra also mediated between Ahura Mazda and the mortals who practiced the Persian Avestan 

traditions. When it became exposed to Roman and Greek culture, Mithraism borrowed the 

astrology and mystery cult aspects it found.23 

                                                           
23 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 270. 
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Figure 3: Persian Sun God, Mithras24 

 

Two main weaknesses exist in Cumont’s theory, which seemingly cannot be reconciled. 

The first is that “…Roman Mithraism shows no evidence of including the cosmic dualism and 

eschatological conflagration and resurrection that were part of the Persian [faith],” though the 

Roman Mithra had cosmic significance.25 The second is that “…the characteristics of the religion 

known from monuments of the Roman period (cave-like sanctuaries, bull-slayings, and secret 

initiations) were unknown to the old Iranian god of light.” These features were distinctly Roman 

in nature and practice.26 

                                                           
24 “Pagan Sun God Mithras.” 300 x 216 pixels. http://www.dadychery.org/2011/12/25/christmas-pagan-

origins (accessed November 15, 2012). 
25 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 270. 
26 Furguson 270, 272. 

http://www.dadychery.org/2011/12/25/christmas-pagan-origins
http://www.dadychery.org/2011/12/25/christmas-pagan-origins
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Figure 4: Roman Mithras Slaying a Bull27 

 

More recent studies have focused on the connection of Roman Mithraism and the astral 

beliefs of the Greek and Roman periods, where “[t]he central cult image of Mithraic sanctuaries 

was Mithras slaying a bull….[and t]he positioning of the images in the scene has been shown to 

correspond to the location of constellations at a certain time (e.g., 

Taurus…Scorpio…Hydra…Corvus…Canis minor…Leo major),” clearly the Roman Mithras had 

many dimensionalities to his followers, most certainly as his source the Persian Mithras had as 

well.28 

David Ulansey provided one of the current prevailing theories on the Mithraic mystery 

cult. He has used thoughts from astronomical data, scientific speculation, and philosophical 

musings in composite, and formulated an explanation in The Origins of the Mithraic Mysteries. 

                                                           
27 “Roman Version of Mithra Slaying the Sacred Bull.” 890 x 684 pixels. http://i-cias.com/e.o/mithra.htm 

(accessed November 15, 2012). 
28 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 270. 

http://i-cias.com/e.o/mithra.htm
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In brief, his theory was that Perseus, a Greek hero also known as ‘the Persian,’ is Mithras. His 

constellation is above Taurus, or the Gorgon. Hence, a possible astral connection, similar to 

Mithra’s Iranian astral origin, and another layer to the complex image of the god. Just as Perseus 

killed the Gorgon, so too does Mithras slay Taurus. The significance of this to an astral based 

Mithraic mystery cult interpretation has potential. The slaying of Taurus would seem to indicate 

that the “Age of Taurus [ends] when the spring equinox occurred in the constellation of the Bull, 

and the beginning of a new age when the spring equinox entered Aires.”29 

The action elicited by the slayings, the continued movement of the universal bodies, 

made Mithras highly appealing to Romans. He proved powerful enough to move the cosmos, and 

that ability proved superior to the fates and held the tantalizing offer of immortality. According 

to Ulansey, Perseus did not become Mithras until around the first century B.C., and Mithras 

among the intellectuals who were influenced by Hipparchus’s astronomical discoveries and Stoic 

astral speculations. So the Mithras of Ancient Persia, the god of light, truth, loyalty, and 

covenants, would die as a sacrifice to a new “Hellenistic personification of the cosmos as 

conceived by a philosophical astrology[,]” taking from his Persian origins, in the end only his 

name.30 

Our earliest notice of the Mithraic mystery cults comes in 67 B.C. with pirates off the 

Cilician coast (where Perseus traditions were widely practiced) whom Pompey suppressed. 

Archeological evidence picks up heavily in the second and first centuries B.C. During this time, 

Emperor Commodus passed the initiation of the Roman Mithraic mystery cult. The Roman 

Mithraic mystery cults reached their zenith in the third century A.D., and stayed important in the 

fourth. It became the leader in Julian’s attempt to reinstitute ancient religions that had lost 
                                                           

29 Furgeson 270-271. 
30 Furgeson 271. 
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ground. Julian’s attempt failed, because Christianity had a near stranglehold on other faiths; 

having seized political control of the Empire, in the Emperor Constantine’s reign, during the 

fourth century.31 

Unlike most mystery cults, only men were admitted to the Mithraic mysteries. Mithras 

found his biggest Roman following in the soldiers and the administrative officials on the 

frontiers, such Hadrian’s Wall in Britain and Dura Europus along the Euphrates. It was appealing 

because the Hellenistic-Roman Mithras was a warrior and guardian of oaths, making him very 

appealing to manly pride. Unsurprisingly, it also flourished in ports such as Ostia, and in and 

around the city of Rome. The structure of the initiation, as detailed on the walls of the Santa 

Prisca Mithraeum, and the ideas behind them, if not the practices to achieve them, was fairly 

regular.32 

There were seven grades of initiation in the Mithraic mystery cult and each of these had 

three objects in its association; representations of the grade, function, and planetary god, who 

was also associated with an element.  

The first, or lowest grade was the Raven, symbolized by the caduceus, cup, and the raven 

as Mercury, because the ravens are of the air and Mercury was the messenger of the gods the 

elemental for the Raven grade is air. Next comes Bride, the representation of the grade is 

unknown as the wall is damaged at this point, lamp, crown as Venus, water as the elemental is of 

some question. Third is the Soldier grade, represented by an over the shoulder pouch, helmet, 

and possibly a lance as a pictorial representation of the god Mars, the earth is the elemental at 

this level as a soldier of the earth. The middle grade is that of the Lion. This grade’s icons are the 

                                                           
31 Furgeson 271. John Michael Greer, “Mithraic Mysteries,” Element Encyclopedia of Secret Societies, The, 

2nd Edition Harper Element, 2006. 328-329. 
32 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 271-272. 
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fire shovel, sistrum, and thunderbolts as Jupiter. Fire is the elemental. The last, or upper, three 

levels have no elemental associations. They are as follows; the Persian icons include a hooked 

knife, scythe or plow, moon and a star. The Heliodromus, second only to the Father, shown on 

the wall as a torch, radiate crown, and a whip as Sol. The highest level of the Mithraic mystery 

cult was that of Father. Whose representative iconography is a ring or dish and staff, Persian cap, 

and a sickle perhaps meaning Saturn. Someone, who had passed through the seven initiations, 

and thus the representations of the seven planets in astrology, could then pass, in death, through 

the planetary spheres into paradise.33 

 

Mithraic mystery cults essentially have their origins in the Eastern cult systems, and like 

many Eastern cults; Mithraism had no rigorous organization, tolerated other gods, and allowed 

regional variations. There are, however, eight distinctive features of Roman-based Mithraism 

that connected them beyond their belief in Mithra:  

1. Excluded women 

2. Made moral demands  

                                                           
33 Furgeson 276-277. 

Figure 5: Visual Representation of the Initiatic Grades of the Roman Mithra Mysteries, with their Associated 
Symbols, Planetary Gods, and Elements. 

Grade (from 
Lowest to 
Highest) 

Grade Symbol Function 
Symbol(s) 

Planetary God 
Association Element 

Raven Caduceus Cup Mercury as a 
Raven Air 

Bride Unknown (wall 
damaged) Lamp Venus as a Crown Water (disputed) 

Soldier Over the Shoulder 
Pouch Helmet Mars as a Lance Earth 

Lion Fire Shovel Sistrum Jupiter as 
Thunderbolts Fire 

Persian Hooked Knife Scythe or Plow Moon and a Star None 
Heliodromus Torch Radiant Crown Sol as a Whip None 

Father Ring or Dish and 
Staff Persian Cap Saturn as a Sickle 

(disputed) None 
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3. Did not spread on a national basis  

4. Never acquired civic status  

5. No priestly caste  

6. No professional clergy 

7. No public drama,  

8. Initiation was coextensive with its adherents (though we can only really guess at 
some of the rites of initiation) 

Mithras, also had a vita, or a chain of events important for the world’s drama, but also 

provided an example for his followers, and provide them with consistent iconography; like the 

legacy of a man that would come into the world, die, and have stories written about his life and 

after during the very height of Mithras presence in Rome and its provinces.34  

The cults of the Emperor and Mithras were successful, and indeed, they existed together 

for quite some time. Women were left out as active participants in the Imperial faith as it hinged mainly 

on the Emperor, and were excluded altogether from Mithraism. In what seems to have been a feminine 

counterpart to these masculine-dominant cults, some women and men alike adopted Cybele. It was not 

until Cybele that Romans fully embraced a feminine-dominate cult, as they had before the Imperial 

religion took root. She had an image of motherhood, but conservative Romans still had some problems 

with her traditions. Still, Cybele gave the Romans a sense of behavioral norms toward the gods that 

they had, for the most part, ignored since the Imperial religion had taken primary import. Amazingly, 

Cybele became an official goddess of Rome, and was frequently associated with the Emperor.35 

Cybele Rome’s Own Mother Goddess 

The traditions of Cybele, “…originally centered on a major temple at Pessinus, where the 

chief priests were eunuchs…”;36 however, Cybele, as with other ancient gods could have local 

                                                           
34 Furguson 271, 277-278. 
35 Furgeson 271, 277-278. 
36 James B. Rives, Religion in the Roman Empire, 2nd Edition (Malden: Blackwell Publishing, 2007) 60. 
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names according to specific regions locales, and most often mountains. As such she also held the 

name, Mother Dindymene, named for the mountain. In western Anatolia where her cult was 

common, and a frequent name for Cybele was the Great Mother.37 

In Rome, the Senate had the power to formally authorize new public faiths. The Senate 

granted authorized public status for Cybele, whom they called the Mater Deum Magna Idaea, the 

‘Great Idaean Mother of the Gods’, in 204 B.C. at the same time the Senate did, however, put 

strictures on the more non-conservative rituals, that would have been nearly impossible for the 

pragmatic, conservative Romans to accept. Cymbeline priests were required to be eunuchs, and 

as such, Roman citizens could not, by law, take part in the priesthood.38 

Figure 6: Cybele with Children39 

 

                                                           
37 Rives 60. 
38 Rives 84. 
39 “Great Mother, Magna Mater, Cybele with Children,” 179 x 211 pixels, 

http://theapricity.com/forum/showthread.php?t=15130 (accessed November 15, 2012). 

http://theapricity.com/forum/showthread.php?t=15130
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Though they could not be priests, Romans enjoyed the traditions of Cybele in other ways, 

notably in theatre. The Cybeline sect became so popular that once “…introduced into Rome … 

[it] spread throughout much of the Roman world” rapidly.40 The most anticipated event, the 

“spring festival, at which the strange, [for the Romans at any rate], legend of the love of Cybele 

for Attis and the penitential sacrifice of his manhood was dramatized. [The re-enactment] 

fascinated the masses [of Romans] with its weird excitement.”41 Cybeline rites and faith were 

still very much in evidence when Christians started writing, and equally evident were Christians’ 

feelings to the Great Mother. Some Romans may have seen the Cybeline cult as weird, but 

Christian writers denounced it as evil.  

One early Christian writer had a rather vehement reaction to the performance of Cybeline 

myths; “the literature of the stage sketches out all the foulness of the gods…without a blush from 

you Cybele pants for her haughty shepherd [Attis]….”42 To understand these reactions it is 

helpful to be familiar with the love story of Cybele and Attis. 

Attis was the son of Nana and Agdistis, but shepherds raised him. The legend goes that 

he was so handsome that his paternal grandmother, Cybele, was smitten with him. She kept her 

love secret, hence Attis was unaware of her affections. When Attis fell in love with a beautiful 

princess it raised the ire and jealousy of Cybele. In her insane jealousy she drove Attis mad with 

revenge. In this state Attis castrated and killed himself at the base of a pine tree. His blood was 

the origin of the violet, and each pine tree houses Attis’ spirit. When she had recovered her 

                                                           
40 James B. Rives, Religion in the Roman Empire, 2nd Edition (Malden: Blackwell Publishing, 2007) 60.  
41 M.A. Jones and H. Stuart, Story of the Nations: The Roman Empire, The, (New York: G.P. Putnam’s 

Sons, 1852) 215. 
42 James B. Rives, Religion in the Roman Empire, 2nd Edition (Malden: Blackwell Publishing, 2007) 30. 
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senses Cybele and Zues, Attis’ paternal grandfather, resurrected him. It is to honor Attis, and to 

show their love for Cybele, that priests emasculate themselves.43 

Figure 7: Cybele with Attis leaning upon a Pine Tree44 

 

These actions and dramas led many to think, both in Rome and in the present day, that 

the mystery cults of the East had sexual deviance at their heart. Religions of Asia Minor, 

however, with few exceptions held that “the gods were thought to be not merely present but 

actively involved in people’s lives. The inhabitants of western and central Anatolia in particular, 

[where Cybele had a wide following], … were noted for their strict morality, and often invoked 

the gods as dispensers of justice and enforcers of proper behavior.”45 These thoughts of the gods 

as dispensers of justice and enforcers of proper behavior were a foreign concept to the Romans.46 

In the Greco-Roman mainstream, there was little development of the idea of divine 

retribution for human misbehavior toward the gods. This misbehavior, including the concept of 

sin, has much closer ties with the Jewish and Christian faiths, and there are in fact strong 

                                                           
43 N.S. Gill, “Cybele and Attis-The Love Story of Cybele and Attis,” About.Com 

http://ancienthistory.about.com/cs/nemythology/a/cybeleattis.htm (accessed April 18, 2012).  
44 “Cybele and Attis,” 360 x 266 pixels. http://whollybooks.wordpress.com/occultural/ (accessed November 

15, 2012).  
45 James B. Rives, Religion in the Roman Empire, 2nd Edition (Malden: Blackwell Publishing, 2007) 62. 
46 Rives 62. 

http://ancienthistory.about.com/cs/nemythology/a/cybeleattis.htm
http://whollybooks.wordpress.com/occultural/
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connections between Anatolian and Christian moral rigors, that were developed in the latter half 

of the second century of the common era.47 

Isis the Foreign Mother Goddess in Rome 

Isis, the other major goddess with her own cult outside of the Graeco-Roman pantheon, 

came to Rome from Egypt, and as in many places found an unofficial acceptance in Rome. Her 

cult may have been seen, like that of Cybele, as a feminine counterpart of the more masculine-

orientated cults. Her followers accepted both genders into the cults, but some remained wary of 

her. Her followers held her dear and even more non-followers respected her, but, she always had 

an outsider feel to her to Roman thinking. She had her temples, and while her identity shifted to a 

broader scope, encompassing more than Egyptian ideals, she retained the essential Egyptian 

characteristics that she had had for centuries. She would remain the outsider for the whole of her 

time in the larger Roman world outside of her native Egypt, but her importance to her followers 

became as with most goddess, she protected those most important elements of humanity.  

Isis reigned as the “goddess of fertility and marriage, represented as loving and 

compassionate to individual suppliants.”48 Isis was identified in Greece with Aphrodite and in 

Rome, to some extent with Venus, although Isis had her own temples and shrines within the 

Roman Empire. With her adoption in Greece and Rome and her spread beyond her native 

borders, Isis became a universal goddess with followers from most walks of life, but still clearly 

retained her Egyptian heritage, something that no other foreign derived god or goddess had really 

done to that moment. 49 

                                                           
47 Rives 62. 
48 Lesley Adkins and Roy A. Adkins, Handbook to Life in Ancient Rome (New York: Oxford University 

Press, 1994), 290. 
49 Henry C. Boren, Roman Society: A Social, Economic, and Cultural History, 2nd Edition (Lexington: D.C. 

Heath and Company, 1992), 143-144. 
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Isis “developed into a universal goddess, omnipresent and omniscient, especially 

important to pregnant women and also to travelers everywhere.”50 The universal appeal did little 

to stem the fears of the Roman Senate. The lack of universal appeal was demonstrated starkly by 

the leadership of Rome in that “…five times in the middle years of the first century B.C. shrines 

to Isis were destroyed by Senate decree. They were usually rebuilt rather quickly… [but n]ot 

until [sometime in] the early Empire was Isis ensconced in a properly consecrated temple within 

the…city’s sacred boundary.”51 Isis had problems finding political acceptance, but once let into 

the city boundaries her followers flourished.  

In fact by the first century A.D. Iseums (temples of Isis) existed in most of Roman 

Empire. This also means that Jesus of Nazareth could have easily known of Isis and her 

followers, as one of the major trading centers of Rome—Sepphoris—was within walking 

distance of Nazareth and provided most of the skilled labor jobs for the area. Regardless of 

Jesus’ personal knowledge of Iseums, the Iseums were in charge of seeing that prescribed events 

happened for proper initiation for Isis adherents. These prescribed events in Isis’ cult “involved 

initiation, baptism and service, and promised eventual salvation.”52 Isis religious initiation rites 

centered on the murder of Osiris, by his brother Seth, and the act of his resurrection undertaken 

by his sister/wife, Isis. Also emphasized during initiation, Isis’ subsequent birth to her and 

Osiris’ son, Horus. As this image of life-giver was at the heart of the faith, “[o]ne of the core 

symbols of the Isiac mysteries was the image of Isis suckling the infant Horus,”53 which is not 

                                                           
50 Boren 143. 
51 Boren 144.  
52 Lesley Adkins and Roy A. Adkins, Handbook to Life in Ancient Rome (New York: Oxford University 

Press, 1994), 290.  
53 John Michael Greer, “Mithraic Mysteries,” Element Encyclopedia of Secret Societies, The. 2nd Edition. 

(Harper Element, 2006). 250. 
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dissimilar to a popular genre of religious paintings in Christianity in the coming centuries—the 

Madonna and Child. 

Figure 8: Isis Suckling her Infant Son, Horus54 

  

Figure 9: Madonna and Child Painting55 

Isis’ temples, for the most part, came through as safe clean places. This safe clean image 

became tarnished as “… for baser folk in the Italian capital [also thought of] the same temple 

could mean little else than a brothel. So Roman poetry regards Isis not as the chaste and loving 

wife and mother but as a lady of easy virtue, countenancing the sexual enjoyments and 

                                                           
54 “Statute of Isis Suckling Horus; Bronze.” 352 x 564 pixels. 

http://www.antonieborger.nl/manuscripten/Isis%20en%20Horus.html (accessed November 15, 2012). 
55 Vinci, Leonardo da. “Madonna and Child.” 350 x 455 pixels. http://motherfulkser.wordpress.com/tag/la-

leche-league/ (accessed November 15, 2012). 

http://www.antonieborger.nl/manuscripten/Isis%20en%20Horus.html
http://motherfulkser.wordpress.com/tag/la-leche-league/
http://motherfulkser.wordpress.com/tag/la-leche-league/
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lovemaking.”56 This image went further when a scandal under Tiberius caused him to destroy the 

temple statue of Isis, and crucify the priests en mass.57  

For people who understood her true nature, namely her followers and sympathizers, Isis 

personified the length and breadth of love. She had the “warm affection of the bereaved wife, the 

tenderness of the mother suckling her baby… the concern of the midwife for the safe delivery of 

women in childbirth, the sexual passion symbolized by the erect phallus… and eternal kindness 

towards those whom she embraced in life and sheltered after death.”58 In short, she made flesh 

what a woman could and should be. 

The Imperial religion and the followers of Mithras, Cybele, and Isis shared the masses 

with another sect, this one dedicated to the Greek god Dionysus. The Romans changed his name 

to Bacchus, but he was otherwise essentially Dionysus, the god of the vine, wine, as well as 

vegetation and fertility. Unlike the Imperial faith, or those of Mithras, or Cybele, that of Bacchus 

was more like the rites of Isis, meaning he was unofficial and often seen as strange and an 

outsider. Bacchus’ adherents held the masculine in high regard, but ironically most of his 

followers were female within the Roman world. His processions were legendary, for their sexual 

connotations, which is probably one of the key reasons Bacchus remained unofficial within the 

Roman world. 

  

                                                           
56 R.E. Witt, Isis in the Ancient World, 3rd Edition (Baltimore: Johns Hopkins University Press, 1971) 138. 
57 Witt 138. 
58 Witt 138. 
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Dionysus Changes his Name in Rome to Bacchus 

 

Figure 10: Dionysus/Bacchus Mosaic Tile. 

Dionysus’ key symbol, the phallus, was most conspicuous during his traditional 

processions. The phallus is often a symbol of masculinity, even though, as stated the majority of 

Bacchites tended to be women. Men were not excluded though, as Mithraism did to women.59 

The dramatic arts, even today, owe much to the Dionysian festivals of Greece and the 

natural outgrowth of the festivals in Rome. These festivals’ plays, comedies and tragedies, 

helped shape our own ideas of these play genres. Modern plays, in a broad sense, originated from 

this custom. Performance of plays became a way of giving Dionysus/Bacchus pleasure. Both 

plays and festivals were public affairs. One of the plays that these festivals helped spawn 

                                                           
59 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993), 151. 
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indubitably illustrated the orgiastic and ecstatic nature of the celebrations amalgamated with the 

classic Dionysian and Bacchian festivals, Euripides’ play entitled The Bacchae.60 

According to historical records “[t]he Dionysiac mysteries were the only new mysteries 

of Greek origin that spread widely in Hellenistic-Roman times. They were practiced in general 

by private associations but under the control of the state.” Typical rites required before the winter 

festivals Bacchites, the Latin name for Dionysiac followers, would fast. Weakened by fasting 

they would engage in ecstatic dance with instrumental accompaniment, and work themselves 

into a self-induced delirium. In this delirium they would consume the flesh, usually raw, and 

blood of animals, as well as wine. Dionysus’ followers believed that he came to one in animal 

form and presented a part of himself in wine. Consuming them then, was a way of incorporating 

the god and his power within the individual. 61 Similar to a rite that the Christian Church would 

adopt supposedly based upon a story found in the Gospels chronicling the life of Jesus.  

Figure 11: Modern examples associated with Imbibing a god or god-like individual.62 

 

One reason for such abandon during the practice of the winter festival rites could have 

had something to do with the Bacchanal views on death and the afterlife. Unlike some mystery 
                                                           

60 Furgeson 151, 246, 243. 
61 Furgeson 151, 246, 243.. 
62 “Bread, Grapes, and Wine,” 1024 x 768 pixels, The Rubicon http://therubicon.org/2007/03/more-

communion-please/ (accessed November 15, 2012).  

http://therubicon.org/2007/03/more-communion-please/
http://therubicon.org/2007/03/more-communion-please/
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religions, Cybeline or Isiac for example, there is no bodily resurrection associated with Bacchus’ 

mysteries. Instead, the idea centers on taking away the fear of death, and showing the afterlife as 

a place of revelry and joy.63 

Under the influence of the city and Oracle at Delphi, the ecstatic frenzy that characterized 

these festivals, especially in Greek context, saw more restraint. Still, in Rome, conservatives 

resisted this euphoric mode of practice for traditions. In 186 B.C., the senatus consultum aimed 

to suppress the Bacchanalia. The desire to suppress came about due to charges of immorality, 

and possible threat to the state. However, by the first century, the Senate and Bacchus’ followers 

had reached an accord. After which the Bacchanalia flourished, especially among the wealthy in 

Southern Italy. The senatus consultum of 186 B.C. left a lasting impression on future 

generations, however, and made Romans attitude toward new foreign religions that did not have 

official acceptance quite negative.64 

This negativity extended to another religion out of the Near East, Judaism. Judaism, in 

Roman times and even before, was considered the anomaly of the ancient world. Rome as a 

whole took little notice. The Jews and their practices were quiet and even pitied outside of the 

Near East which was their original center. Besides, they had scores of internal conflicts, and 

posed no serious threat to Roman stability as far as could be ascertained. The Jewish faith 

received respect, recognition, and a fair amount of head scratching from the Romans, especially 

outside the Judean territory. Romans just did not comprehend how the Jewish concept of god 

could function. Little did anyone know that from the Jews and this oddity concerning their 

concept of god would come a belief system capable of changing the face of the empire, and 

eventually the world. 
                                                           

63 Furguson 248. 
64 Furgeson 151, 245. 
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Judaism the Odd Religion Out 

Followers of Judaism practiced monotheism; they believed in only one god, and have 

only one proper set of practices for religious rites. For the ancient world, this was strange, at 

best, and misguided, at worse. Only once in times past had a people worshipped only one god, 

under Akhenaton, a pharaoh of Egypt. The short of it is that worshipping only one god did not 

receive popular support among the people at large, and only lasted as long as Akhenaton held 

power, which had not been very long, relatively speaking.65  

Rome tolerated the Jews for the most part. They were used as scapegoats on occasion, 

though Romans felt somewhat miffed by them. One god to oversee everything, and such a fierce 

adherence to “His” laws and strictures tended to be unfamiliar to Romans. As stated before 

Romans tended to use their gods to mortal benefit without much consideration to the god(s) 

themselves; they (meaning the emperor) would make laws, it seemed at least by the late Roman 

Empire, only to find some reason to break them. Besides, Judea, the “home country” of the Jews, 

compared to the rest of the empire was relatively inconsequential. Jews had their own problems 

beyond Roman occupation and because of Roman occupation; and the Jews, whether in Judea or 

elsewhere in the empire, tended to keep a low profile; especially after AD 66 and the destruction 

of the Jewish Temple of Solomon. The destruction of which resulted in their further dispersion in 

the diaspora.6667 

                                                           
65 Lesley Adkins and Roy A. Adkins, Handbook to Life in Ancient Rome (New York: Oxford University 

Press, 1994), 290-291.  
66 Furgeson 291. 
67 Diaspora refers to the area outside Palestine settled by Jews. 
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Figure 12: The “Image” that the Jews have of their God, YHWH, “I am that I am.” 

 

Jewish custom, compared to other ancient traditions, were very low key. The temple in 

Jerusalem was where most of their animal sacrifices took place. At least the world had not 

completely turned on its head for the Romans, the Jewish custom of animal sacrifice was 

something they could understand. They followed the Tanakh, which was composes into three 

large sections; the Pentateuch also called the Torah, Nevi’im, and Ketuvim. These are further 

composed of books.68 They had laws that regulated nearly every aspect of their lives. These 

included but far from limited to; acceptable foods, the human rights of the newborn, and the 

circumcision of a male infant. The circumcision was used as a reminder to the parents and the 

boy, in later years, of the covenant that their god made with them.69 Most of these laws were 

later codified in the Talmud. 

                                                           
68 There are traditionally counted 24 books in the Tanakh as the multiple books that share a name are 

considered one book.  
69 B.A. Robinson, “Description of Judaism,” Religious Tolerance 

http://www.religioustolerance.org/jud_desc.htm (accessed April 19, 2012); B.A. Robinson, “Christianity: A Brief 
History,” Religious Tolerance http://www.religioustolerance.org/chr_intr1.htm (accessed April19, 2012). 

http://www.religioustolerance.org/jud_desc.htm
http://www.religioustolerance.org/chr_intr1.htm
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Into the first century Jewish religion the baby, Yeshua ben Yosef (Jesus son of Joseph) 

was born. 70 As an adult, he travelled Judea teaching the way and life of prophetic Judaism. In 

fact he and his followers referred to his teachings as The Way.71 Among his teachings, “[h]e 

emphasized the love and mercy of God, the love and brotherhood of men of good will, the 

unimportance of worldly wealth and power, and the comfort and promise of redemption and 

happiness in a blessed hereafter.”72 He was a Jew. The Christian faith, as we know the term, did 

not come about until after his death. Presumably, he was a simple and humble man, and did not 

take liberties as to officially name his teachings, which were reiterations of Judaic teachings, 

after himself. He taught and lived as a devout Jew. He adhered and encouraged adherence to the 

Jewish celebrations and laws.73 

Figure 13: Yeshua bar Yosef Reading from the Tanakh in the Synagogue. 

 
                                                           

70 There is some debate over whether he would be called the son of Joseph or the son of Mary. By Jewish 
tradition he would take the son of Joseph, but outside the community as Yeshua, Yosef, and Miriam were all 
common Jewish name then he probably would have been referred to as Yeshua from Nazareth. 

71 Geza Vermes, “From Jewish to Gentile: How the Jesus Movement Became Christianity,” Biblical 
Archaeology Review 38, no. 6 (November/December 2012): 53-58, 76. 

72 Gerhard Rempel, The Rise of Christianity 
http://mars.wnec.edu/~grempel/courses/wc1/lectures/13christianity.html (accessed April 19, 2012). 

73Gerhard Rempel, The Rise of Christianity, 
http://mars.wnec.edu/~grempel/courses/wc1/lectures/13christianity.html (accessed April 19, 2012). 

http://mars.wnec.edu/~grempel/courses/wc1/lectures/13christianity.html
http://mars.wnec.edu/~grempel/courses/wc1/lectures/13christianity.html
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Roman authorities executed Yeshua, when he was 30 or 3374, while he was in and around 

Jerusalem to celebrate the Passover.75 His last meal with his disciples, commonly called the Last 

Supper today, had a very familiar ceremony in it, though Jesus gave it even more potential 

importance when he said: “Take, eat; this is my body [referring to unleavened bread and]…drink 

ye all of it; for this is my blood [referring to wine].”76 By saying these words Jesus gave the 

ceremony new meaning, suggesting that those who ate the bread and drank the wine were in fact 

partaking of him. A short time later he was condemned to death by crucifixion. Tradition holds 

that it was for blasphemy; however, it is far more likely that the Romans saw him as an 

insurrectionist for his teachings.77 After his death, his disciples continued to spread their 

recollections of his teachings. They were the Judeo-Christian movement within Judaism—the 

ultimate origin of any faith centered on the teachings attributed to Yeshua ben Yosef of 

Nazareth. The Judeo-Christians started allowing gentiles (non-Jews) to convert in ca. A.D. 40, 

with a Roman centurion named Cornelius and his family. Thus, the Judeo-Christians under the 

leader of the Church of Jerusalem, James the brother of Yeshua; chose Saul, who would take the 

name Paul, to reach out to gentiles.78 

                                                           
74 There is dispute on this point; Michael Baigent in The Jesus Papers gives compelling evidence to put the 

age of Yeshua’s death at the earlier age. Tradition however holds that Yeshua was at the later age of 33 at his death. 
75 A Jewish Holy Day, which commemorates the passing over of the Angel of Death in Egypt, which 

spared the first born in the Jewish families at Goshen and took the first born of all Egyptians. Subsequently, 
Pharaoh, who has also lost his first born, allows the liberation of the Jews from slavery, from the Books of Moses, 
Exodus 11:1-12:36. 

76 Bible, American Standard (Matthew 26-28). 
77 “Crucifixion,” in Oxford Companion to the Bible (Oxford University Press, 1996), webpage, Jeanie C. 

Crain, Crucifixion, http://crain.english.missouriwestern.edu/john/crucifixion.htm (accessed July 15, 2012). 
78 B.A. Robinson, “Brief Summary of Christianity: Consolidation of Christianity and its Later 

Fragmentation,” Religious Tolerance http://www.religioustolerance.org/chr_brief3.htm (accessed April19, 2012); 

B.A. Robinson, “Christianity: A Brief History,” Religious Tolerance 
http://www.religioustolerance.org/chr_intr1.htm (accessed April19, 2012); Geza Vermes, “From Jewish to Gentile: 
How the Jesus Movement Became Christianity,” Biblical Archaeology Review 38, no. 6 (November/December 
2012): 53-58, 76. 

http://crain.english.missouriwestern.edu/john/crucifixion.htm
http://www.religioustolerance.org/chr_brief3.htm
http://www.religioustolerance.org/chr_intr1.htm
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The Great Melting Pot; Pauline, Later Orthodox Christianity 

It would eventually be Paul’s interpretation of Jesus’ teachings and his own teachings 

that would dominate the Roman Empire, and later the world. However the road to Pauline 

Christianity as a modern concept did not materialize overnight, nor was it a pleasant road. Jesus 

(an English corruption of the Latin, which corrupted the Hebrew-Aramaic form), as mentioned 

before, taught to an exclusively Jewish audience, as far as can be determined.79 When he was 

executed his followers only numbered about 120, “including the 11 apostles,”80 his mother and 

siblings. Mass conversion at the following Pentecost celebration swelled the Judeo-Christian 

numbers to about 3,000.81 

Peter and James headed the first Judeo-Christian religious community, and led an 

exclusively Jewish congregation. In 40 Anno Domini Barnabas, at the behest of James and Peter 

took over the ministry associated with the Judeo-Christian movement in Antioch. On the way 

Barnabas stopped at Tarsus to convince his friend Paul to join him. The Antiochan ministry 

already had a number of gentile followers, but the Judeo-Christians and Gentile-Christians 

maintained harmony betwixt themselves for the most part. From these days of looking after the 

ministry at Antioch Paul seems to have decided to spread the teachings of Jesus to the larger 

                                                           
79 There is some debate about the ultimate origins of Jesus’ teachings. According to Some in the West, 

Nicholas Nitovich and his followers, and certainly in the Far East, among oral traditions in India, Tibet, Kashmir 
and surrounding area; they say that a young man named Issa, in the Eastern records (and supposedly identified as the 
man Jesus) lived and learned in Tibet, India, and Kashmir for over 15 years. What is certain is that most of his 
audiences in the Holy Land were Jewish, and he certainly aimed his teaching at his fellow Jews. 

80 It is presumed that Judas Iscariot either hung himself as tradition holds in Matthew, was accidental 
dismbowled from a fall on sharp rocks after a botched hanging attempt in Acts, or was murdered as some extra-
canonical sources suggest, such as the Gospel of Judas, which states he was stoned to death. 

81 Geza Vermes, “From Jewish to Gentile: How the Jesus Movement Became Christianity,” Biblical 
Archaeology Review 38, no. 6 (November/December 2012): 53-58, 76. 
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gentile population. Paul would also add in his interpretation of Jesus, though he never met Jesus 

during the latter’s lifetime.82  

Figure 14: Paul of Tarsus Writing 

 

Thus, Pauline Christianity came into existence. Given that Paul was a Roman and a 

persecutor of the Jews and Judeo-Christians before his conversion, it is not surprising that many 

of the religions of the Roman world that got displaced during Pauline Christianity’s rise, found 

some form of expression within it. Pauline Christianity was acutely conscious that they had a 

weak history, independent of its Jewish roots, compared to the rest of ancient faiths, and the best 

means of growth would be to bring people from other religious followings into it.  

Increase of Christianity as preached by Paul and later his followers probably ensued by 

means of fusing the ideas and iconography of some of the other faiths into Christianity. It is 

always easier to teach people new ideas if you draw parallels to what they already know. It is 

important to keep in mind though that one of the most influential early Judeo-Christian writings, 

the Didache, “contains none of the theological ideas of Paul about the redeeming Christ or of [his 

                                                           
82 Vermes 53-58, 76. 
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contemporary (who supposedly knew Jesus)] John’s divine Word or Logos. Jesus is never called 

the ‘Son of God.’”83 Jesus’ only assigned title was that of pais.84  

It does not then seem outside the realm of possibility that parallels from the Imperial, 

Mithraic, Cybelean, Isaic, and Bacchite religious groups are within the traditions and symbols of 

the Pauline Christians and their descendants through to the present. The Christians took the place 

of the Romans as the common melting pot of tradition and symbology, though they almost 

certainly manipulated what was fused a bit more than the Romans had. The metamorphoses were 

done out of fear by its leaders for the survival of the faith, and the need of more followers thus 

insuring its growth.  

From the Imperial State religion of Rome they took the idea of a visible head. The first 

expression of this may well have come with the elevation of their teacher, Yeshua/Jesus. It 

settled with the consolidation of power that came when Christianity replaced the Imperial cult as 

the official faith of Rome. The replacement of one visible head was a slow process (for potential 

converts from paganism), but it was definitely accelerated a few centuries after the death of Jesus 

with the rise of the Emperor Constantine in the early 300’s, and was so firmly rooted in Western 

psychology that by the ascension of Julian the Apostate in 361, he could not re-instate a state 

religion based upon neo-Platonic Paganism. As had happened in Rome before Christianity the 

head of the faith became a rallying point. Jesus despite his death, still was the primary teacher, 

but with the lapse of a few centuries adjustment to the concept had to be made. Jesus, somewhat 

by his own words and certainly by later interpretation of them, became the god made flesh; who 

had passed his powers of healing and prophecy as well as his teachings to the head of the 

                                                           
83 Vermes 53-58, 76. 
84 Vermes 53-58, 76. Pais is Greek, meaning either “servant or child.” 
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Church, who took the title Pontifex Maximus, also called the bishop of Rome, and by the sixth 

century simply called the pope.85 

Christianity also likely borrowed several key concepts from the followers of Mithraism, 

from the idea of immortality to the idea of a vita, as Mithraism reached its zenith in the third 

century and had been around since well before the first century of the Common Era. The first 

concept that Christianity may have borrowed was the mediating duties of Mithras between 

mortals and Ahura Mazda. This transferred as Jesus mediating between the followers of 

Christianity and their God. Not only did both act as mediators but both were considered powerful 

enough to move the cosmos, offered a sense of immortality (especially Jesus in Heaven which he 

more fully developed out of the Judaic concepts), and their superiority to the fates. Jesus most 

obviously displayed this with his supposed bodily resurrection three days after his death. Jesus, 

similar to Mithras, also had a vita, or a chain of events important for the world’s drama, but also 

provided an example in lifestyle, word, and action for his followers. This chain of events found 

expression in, what today is identified as the, New Testament Gospels.86  

Many other distinctive features found in Mithraism have Christian echoes. Some of the 

most noticeable echoes are in the imagery of both religions. The common images that have 

Mithras, later replaced usually by Jesus in similar situations, as the central figure are; 

Mithras/Yeshua being born out of a rock, or cavern, sometimes witnessed by shepherds, a source 

for later Christian nativity paintings. Mithras, later in his Roman following, became associated as 

a god for abundant rain and water, “…it[,meaning art representations,] is strikingly similar to the 

                                                           
85 Though used by people to describe others, and retroactively later, Pope Gregory I was the first to use the 

title in the formal sense in which it is used today. 
86 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993); John Michael Greer, “Mithraic Mysteries.” The Element Encyclopedia of Secret 
Societies, 2nd Edition (Harper Element, 2006), 328-329. 
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portrayal of the water miracle in Christian art,” 87 such as his turning water into wine at the 

wedding in Cana88, or his calming of the storm and walking upon the waters.89 

Figure 15: The Baptism of Jesus in the Jordan 

 

Mithras also held the name sol invictus, or the “unconquered sun.” A slip of the pen 

makes s-u-n into s-o-n, and for the followers of Christianity Jesus is the unconquered son of their 

god, Jehovah. A further strengthening of the connection between Mithras and Jesus could be that 

their followers celebrated their “birthdays” on December 25th.90 

As much emphasis was placed on Jesus the Christians also acknowledged the some 

power of the feminine. Mary, his mother, took on aspects of the Great Mother of Isis and Cybele, 

just as any woman might if she proclaimed as Mary did to Gabriel, “Behold the handmaiden of 

the Lord.”91 The image of motherhood just as with Isis’ followers took on personification in 

                                                           
87 Everett Furgeson, Backgrounds of Early Christianity, 2nd Edition (Grand Rapids: William B. Eerdmand 

Publishing Company, 1993). 
88 Bible, New American Standard, (John 2:1-11). 
89 Bible, New American Standard, (Matthew 14:22-33). 
90 Bible, New American Standard, (Matthew 14:22-33). 
91 Bible, Authorized King James Version (Luke 1:38). 
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Christianity as Mary nursing her infant son Jesus—the image commonly referred to as the 

Madonna and child. Other frequent themes seen with Isis and the Christian faith are the ideas of 

baptism as an initiation rite, service to others, resurrection and bereavement (though these 

switched from a wife and husband relationship to that of a mother and son), both also embraced 

followers in life and acted as intercessors after death on their behalf. Isis also held hope of 

eventual salvation for her followers, and her temples were seen as safe and clean places; these 

ideas translated into Christianity in the ideas in life after death and Heaven, and in the aura 

surrounding temples, Churches, and the like. 

Unfortunately, as revered as Jesus’ mother Mary was, another Mary became equally 

reviled. Mary Magdalene became known as a repentant prostitute by the middle ages, and 

significantly, Isis had her detractors as well. Where these two women intersect, as far as their 

critics are concerned, are in their very natures. Both are seen as women of easy virtue, and 

enjoying the act of lovemaking, as well as other sexual enjoyments. There is also another 

uncomfortable image that Isis’ religious leaders conjure and that is martyrdom. Many of her 

priests were crucified at the behest of the Emperor Tiberius just as Jesus and many of his 

followers were crucified or martyred in other ways before the legalization of Christianity under 

Constantine.  

Finally, like the Bacchants, Christians celebrated their idea of partaking of the god, and 

fasting to experience god. Just as Bacchants would fast in the winter before their major 

celebration, so too Christians developed a habit and codified it that fasting was to take place in 

the spring before the Easter celebrations, a time known as Lent. Along with this yearly fast and 

perhaps a few others of shorter duration for various reasons Christians perform regularly the rite 

of the Eucharist. Based on the passages quoted from Jesus above, Christian followers take bread 
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or a wafer as the body of Christ and wine as his blood.92 These acts hold strong parallels with the 

rites of communal eating in Judaism, but most importantly in the Bacchus festival rites. Granted 

the Christian Eucharist is not as messy or physically unsafe as the Bacchanal rites, in the 

consuming of raw animal flesh or blood, and the imbibing of the god’s essence is there; as the 

Eucharist is designed to bring one into direct contact with Christians’ god, and remind them of 

Jesus’ sacrifice to make that contact possible.  

Figure 16: Summation Table of Christianity and its Similarities with other Religion in the Late Roman Empire 

PAGAN SOURCE CONCEPT/SYMBOL POSSIBLE CHRISTIAN RE-INTERPRETATION 

IMPERIAL STATE 
RELIGION 

Visible Head Jesus as the “Son of God” and later the pope. 

MITHRAISM Mediator Jesus mediator between God and mankind 

 Water manipulators Water miracles; water to wine; walking on water 

 Superior to the fates Rose from the dead 

 Offer of Immortality Heaven and the concept of an after-life (heavily 
based in Judaic customs) 

 Vita and Example Gospels 

 Sol Invictus “Cheated” death because he is the “Son of God” 

 Consistent Iconography Birth in a cave, witnessed by shepherds, 
halo/sundisks 

CYBELE Great Mother Mother Mary 

ISIS Baptism and Service Initiation into the faith, key idea preached by Jesus 

 Eventual Salvation Heaven and after-life 

 Bereaved/Resurrection Bereaved mother, and the resurrection of the divine 
(or semi-divine) individual; Jesus 

 Life-Giver Mother Mary nursing her infant son 

 Places of Worship Churches have an air of cleanness and safety 

 Embracer/Shelter Mother Mary intercedes on peoples’ behaves 

 Personal Vices Mary Magdalene repentant prostitute 

 Martyrdom Jesus and some of his early followers 

Bacchus Winter Fast Spring fast of Lent just before Easter 

 Imbibing the god Holy Communion and the Eucharist 

                                                           
92 Depending upon which denomination of Christianity you deal with today there is the ongoing debate 

over consubstantiation and transubstantiation; and others choice not to perform a communion/Eucharistic type 
ceremony.  
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The parallels between Pauline Christianity and the ancient religions that were also 

accessible to people during the late Roman Empire appear quite strong. That does not mean that 

these ideas, concepts, symbols came from these sources, but it is a possibility that is worth 

acknowledgement until definitive proof ever becomes available. The adaptability of the Romans 

as a people and state allowed other gods and their followers to flourish side-by-side, and when 

Christianity arose as a force it most likely saw the wisdom in this approach and adopted it. So, 

from this myriad of thoughts, ideas, and traditions mushroomed a hybrid, which developed 

strong roots based in the paganism around it, but turned it and manipulated it to fit monotheism. 

Because of this probable manipulation Christianity did not grow in a vacuum, and its very 

existence stood and continues to stand as a testimony to the enduring and amalgamating abilities 

of the ancient religions that came before it. With the revival of paganism in modern neo-pagan 

movements it may be worthwhile to find a common ground among these faiths of ancient and 

modern times. It is important to recall that the ancient religions discussed (and quite possibly 

many more that were not) are a large probable reason that Christianity contained the diversity it 

needed to appeal to many, and thus ensured Christianity’s and to some extent these other 

religions survival into modern times. 

Figure 16: The Final Events in the Life of Jesus the Christ; his death and resurrection. 
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Covering Conflict: How College Newspapers Framed Racial Incidents 

Involving African Americans, 1997-2009 
 

Abstract 

Media professionals create messages with words and images that shape societal views of race. 
Scholars have termed this racial media framing. No study to date has examined racial framing in 
campus newspapers. This study analyzed 237 articles from U.S. campus newspapers and 
examined the focus and frames used in stories about conflict involving African Americans on 
campuses from 1997 to 2009. A third of the articles focused on communication incidents on 
campuses, which included written or verbal slurs. Over time, stories that focused on 
communication incidents decreased while coverage of incidents about property damage and 
physical conflict increased. Southeastern papers were more likely to cover physical incidents and 
property damage than papers in other regions. Most stories carried an adversarial frame, an 
expected finding because the stories selected were about conflict. Most stories also carried an 
episodic frame, meaning they focused on the incident as a story of individual people or isolated 
events. However, thematic framing, meaning a focus on the conflict as a societal issue, did 
increase over time. Historical framing was present in virtually every story. Local historical 
references increased over time, and newspapers in the Southeast were more likely to include 
references to past local, state, and regional incidents than were papers in other regions. The 
stories paint a picture of conflict on campus as focusing on communication incidents steeped in 
conflict and focused on individual events and people. 1 

 

 

 

McQuail (2000) defines media frames as “a way of giving some interpretation to isolated 

items of fact. It is almost unavoidable for journalists to do this, and in so doing departing from 

pure ‘objectivity’ and introduce some (albeit unintended) bias” (p. 343). Media framing can 

occur in any story, including those about gender, race, religion, and politics. Media messages 

have consequences and significance for how people understand societal information (Sotirovic, 

                                                           
1 Acknowledgements: The McNair Scholars program, the graduate school, and the journalism department at the 

University of Alabama funded this study. If it were not for the support of the University of Alabama and the support, 
mentoring, and encouragement of faculty members Dr. Nancy Campbell, director of the McNair Scholars program, 
and Dr. Jennifer Greer, chair of journalism department and faculty mentor; this study could never have been brought 
to fruition.  
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2003). Carlyle, Slater, and Chakroff (2008) state that frames are an integral part of news stories 

and encourage interpretation and understanding of content (p. 172). Entman (1993) argues that 

frames serve four roles: They define problems, diagnose causes, make moral judgments, and 

suggest remedies. A frame is illustrated not only by what journalists include in a story but also 

by what they leave out, Entman suggests. Time and space constraints placed on journalists 

prevent the inclusion of some facts, definitions, and interpretations in every story. 

This study extends research on racial media framing to an often-ignored news medium, 

campus newspapers. In this study, campus newspaper stories were content analyzed for the focus 

and frames present in coverage about incidents involving African Americans over a 13-year 

period.  

Racial Media Framing and Depiction of African Americans 

Many scholars have developed various ways in which frames can be studied. These 

include episodic vs. thematic frames, adversarial frames, and conflict frames (Bryant & Oliver, 

2009). Iyengar (1991) defines episodic frames as focusing on individuals and individual issues 

and thematic frames as focusing on society and societal issues. Sotirovic (2003) further explains 

that episodic frames describe the personality, attitudes, or motives of the individuals in news 

accounts. Thematic frames explain the social issues based on circumstances and situations 

(2003). Mastin, Choi, Barboza, and Post (2007) argue that thematic framing of violent news 

stories helps readers understand through “causal and contextual details” of the incidents being 

reported (p. 788). 

Racial media framing has been studied in a variety of contexts, perhaps none more 

frequently than conflict between African Americans and other races in the United States. Gandy 

and Li (2005) argue that, enlightening the public about disparities among races is an important 
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role served by the news media. These disparities often are associated with individual actions that 

may be characterized as discrimination. Journalist shape the public’s understanding of stories 

through their use of frames regarding subjects of disparity and inequality (2005). McQuail 

(2000) argues that race relations often are presented as a societal problem rather than a problem 

only for minorities (p. 344). 

Scores of studies since the 1960s have focused on how African Americans are portrayed 

in news, entertainment, sports, and other media messages. Generally, studies have found an 

underrepresentation of African Americans in most media. When present, African Americans are 

typically portrayed in “token” or stereotypical roles. Eagleman (2011) contends that, historically, 

minorities are portrayed in media as being criminals, a depiction that reinforces racial hierarchy.  

Holt and Major (2010) argue the media frame African Americans in a negative light, 

often portraying them as guilty of violent crimes. “The black criminal stereotype is a pervasive 

view born from marrying traditional media frames of black criminal pathology with schemas that 

build on existing white fears and biases against African Americans” (p. 583). They found 

African Americans more commonly represented as criminals in relation to the actual number of 

crimes they commit, and African American suspects more likely to be characterized as 

threatening than whites charged with identical crimes. 

Another research team argues that stories about racial inequality often are framed in 

terms of relative risk. Even though journalists try to bring a greater understanding in stories 

involving African Americans, the image that is presented is they are victims or losers by societal 

standards (Gandy & Li, 2005). 
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Racial Issues on College Campuses and Research Questions 

Harper and Hurtado (2007) analyzed 15 years of published research on campus racial 

climates and concluded unaddressed “racial toxins” still exist on campuses (p. 8). They conclude 

that racial conflicts are present at many colleges, but there are more instances at large, public, or 

selective institutions.  

One study focused on racial issues in U. S. campus newsrooms and the makeup of the 

staff, finding a relationship between a diverse newsroom and a greater diversity of coverage. 

Hardin and Sims (2008) found that 82% of college newspaper editors were white and 70% of 

students on staff were white. Additionally 70% of papers have a high percentage (based on 

campus population) of white editors. They argue that without all communities being represented 

in college newsrooms, minority issues cannot be adequately covered. Non-minority journalists 

lack the access to sources and awareness of stories that minority journalists likely have (p. 16), 

they contend. Hardin and Sims conclude: The lack of minorities in newsrooms creates a 

deficiency in “culturally specific stories,” and many stories involving minorities go unreported 

(p. 10). They stress the need for research on college newsrooms, as these environments are an 

indication of how future newsrooms will function as well as how college journalists will perform 

on a professional level. 

This study heeds Hardin and Sims’ (2000) call for additional research by examining for 

the first time racial media framing in U.S. campus newspapers. College student journalists are 

the media professionals of the future. Studying their activity is an important and worthy area and 

will enable educators to teach college students about racial framing and its effects. The current 

study examines campus newspapers for racial framing and focus of articles over a 13-year period 
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(1997-2009), extending framing research on African Americans to include the output of the 

professional journalists of tomorrow. 

The formal research questions this study poses are: 

1. What is the focus of stories about conflict involving African Americans covered in U.S. 
campus newspapers? 

a. Does focus differ by time period? 

b. Does focus differ by geographic region? 

2. What frames are present (adversarial; episodic/thematic; historical) in stories about 
conflict involving African Americans covered in U.S. campus newspapers? 

a. Do frames present differ by time period? 

b. Do frames present differ by geographic region? 

Method 

This study is a quantitative content analysis of racial media framing in U.S. campus 

newspapers indexed in by the University Wire service.  

Population/Sample 

The theoretical population for this research is coverage in all U.S. college newspapers of 

campus incidents involving African Americans. The available population is coverage in campus 

newspapers during the available time period, that is, those archived from 1997 to 2009 as part of 

the national University Wire service. The wire service, which carries coverage from select 

campus newspapers, was active only between March 1997 and September 2009 and is archived 

on the LexisNexis database.  

To identify stories involving racial incidents involving African-Americans on campuses, 

a Boolean keyword search was conducted using terms that would attain these stories (e.g., black, 

African American, incident, hate crime, hate speech, etc.). The search returned 264 stories. The 

unit of analysis was the entire story.  
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Coding Constructs 

Demographics. The name of the publication, university name, and headline (located on 

the top portion of the LexisNexis file for each story) were recorded. Location of the universities, 

date, and region were measured to put each article into the appropriate region and time frame 

categories. The date of each article was categorized into one of two time periods: 1997 to 2002 

(6 years) and 2003 to 2009 (7 years). Separating the articles into these two time frames allowed 

for examination of differences in framing over time to see if particular types of frames became 

more or less pronounced. 

Focus of Story. The focus of the story within the lead and the first three paragraphs was 

assessed. The focus of the story is important for identifying what information typical readers 

receive. Focus of the lead and the first three paragraphs was first separated by incidents and 

reactions. Incidents were subcategorized into four types—discrimination, physical (violence), 

communication (verbal-slur/written/email), and property damage (personal or public/campus). 

Reactions were subcategorized as either general or demonstration (protest). Reactions were 

present if the story described the subject/s direct assessment of an action or event. Any other 

focus not included in the above categories was marked as “other”. 

Frames. This study examined the presence or absence of three types of media frames 

throughout each article: adversarial, episodic versus thematic, and historical.  

Adversarial frames were entered as present if the story involved any person, place, or 

thing that has opposing viewpoints or involved conflict, or disagreement where one side is 

presented as against another (e.g., men versus women, one political party against another, or one 

race against another). Episodic frames were noted if focus was on individuals and individual 

issues whereas thematic frames focus was about society and societal issues. Episodic frames may 
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influence readers to minimize a story’s level of importance (“That person’s problem is not my 

problem”), whereas thematic frames may have a much bigger impact on readers (e.g., “Society 

has a problem; something must be done to solve it”). The dominant theme of episodic or 

thematic was assessed by the content of the entire article.  

The historical frame was measured as present or not present for the following categories: 

local, campus, state/regional, national/international, and general history. Because stories can 

make reference to multiple historical references, coders were instructed to check all the historical 

frames present in each story. Examples of historical frames include, references to wars, political 

events, and other benchmarks in time (e.g., the Great Depression, 9/11, a local protest, or first the 

African American U.S. president) that occurred at least a week before the main incident in the 

story.  

Reliability 

Inter-coder reliability was assessed by comparing coding by the principal researcher (who 

coded 100% of the articles) and a trained coder (who examined 26 stories, for 10.97% of the 

sample). The coders agreed perfectly in coding the identifying variables of headline, word count, 

publication date, school name, and publication name. They also agreed perfectly (Cohen’s Kappa 

= 1.0) on 10 of the 12 other variables. The two remaining variables, agreement was at an 

acceptable level for meaningful analysis; for the adversarial frame, coders disagreed on one item 

(.84), and for the presence of any historical frame, coders disagreed on two items (.63). 

Results 

Demographics of the Sample 

After excluding duplicates, opinion pieces, and stories that included keywords but did not 

reference African-Americans, 237 stories remained for analysis. The stories ranged from 176 



1292 

words to 4,342 words (m = 738.29, sd = 378.62). African-American or Black was the primary 

ethnicity mentioned in 197 stories (83.1% of the sample). In the other 40 stories (16.9%), this 

ethnicity was mentioned in the story but was not the primary focus.  

The number of articles was roughly equal in each time frame: 1997 to 2002 had 113 

stories (47.7% of the sample), and 2003 to 2009 had 124 (52.3%). Most stories were published in 

papers from colleges and universities in the Northeast and Midwest, while the other geographic 

regions each accounted for about one-seventh of the sample. 

Tests of the Research Questions 

The first research question addressed the focus of the stories about incidents involving 

African Americans on campuses. As the “Overall” column of Table 1 shows, the most common 

focus was on incidents involving interpersonal communication, including written, electronic, and 

verbal communication. About a third of the stories had this focus. Next most common were 

stories focused on property damage and physical confrontations. Reaction stories and stories 

about discrimination were less common. For stories about property damage, many focused on 

damage inflicted on personal and private property that was word-based graffiti (including a slur 

or epithet). The most common example presented in stories was typically derogatory graffiti 

found on walls and doors inside of residence halls or dorms.  

RQ1 also addressed differences over time. To compare reporting in the two time periods, 

a Chi Square analysis was run on Crosstabs comparing the focus of the stories by time frame. 

This revealed a statistically significant difference between the two time periods (X2 (6) = 14.14, 

p < .03). As shown in the third and fourth columns of Table 1, coverage of property damage and 

of physical contact increased over time while the number of stories involving communication 

and discrimination decreased. 
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Table 1 

Focus of stories from most common to least common, divided by time frame and representing findings for 
the Southeast region 

Focus of story N(%) Overall 1997-2002 2003-2009 Southeast 

Incident: Communication 79 (33.3%) 46 (40.7%) 33 (26.6%) 5 (15.2%) 

Incident: Property Damage 42 (17.7%) 17 (15.0%) 25 (20.2%) 9 (27.3%) 

Incident: Physical 37 (15.6%) 11 (9.7%) 26 (21.0%) 8 (24.2%) 

Reaction: General 21 (8.9%) 9 (8.0%) 12 (9.7%) 3 (9.1%) 

Reaction: Demonstration 21 (8.9%) 8 (7.1%) 13 (10.5%) 0 (.0%) 

Incident: Discrimination 20 (8.4%) 14 (12.4%) 6 (4.8%) 4 (12.1%) 

Other 17 (7.2%) 8 (7.1%) 9 (7.2%) 4 (12.1%) 

Total 237 (100%) 113 (100%) 124 (100%) 33 (100%) 

Next, the focus was examined by region. Because 15 of the 35 cells had an expected 

count of less than five, Chi Square analysis could not be performed. However, the data suggest 

that coverage in the Southeast had a distinctly different pattern than coverage in other regions. 

This is evident when comparing the Southeast column (far right, Table 1) to the “Overall” 

column in Table 1. Papers in the Southeast were significantly less likely than the other regions to 

publish stories about communication incidents. The Southeast region was more likely to have 

stories focusing on property damage and physical confrontation. Further, no stories in the 

Southeast focused on demonstrations in reaction to incidents.  

The second research question addressed the type of frames used in these stories. Three 

types of frames were investigated: adversarial, episodic/thematic, and historical. Each of these 

was then investigated by time frame and region. 

An adversarial frame was present in 79.3% of the articles, absent in 20.7% (see Table 2). 

This result was expected as including the word “incident” in the search criteria would skew the 
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sample toward stories with conflict. To examine differences in adversarial frame by region and 

time, Crosstab and Chi Square analyses were run. The “Adversarial frame” data column in Table 

2 shows no significant statistical differences emerged. 

Episodic frames were more dominant than thematic frames in the stories, with 58.2% of 

the sample having projected a frame around individual issues and 41.8% around societal issues. 

Regionally, no statistical differences emerged between episodic and thematic frames, although 

the Southwest and Midwest regions were more closely balanced in episodic and thematic frames 

than the other three regions. Analyzing episodic and thematic frames over time, showed a 

statistically significant difference. In the early period 69% of the stories had an episodic frame. 

In the later period, only 48.4% had this episodic approach (X2 (1) = 10.36, p < .001). See table 2.  

More than 90% of stories contained at least one level of historical reference. No 

statistical differences emerged by time or region for overall presence of historical framing, as the 

last column of Table 2 shows. 

Table 2 

Number and percent of stories with different types of frames, by region and time frame 

Location/Time  N Adversarial frame Episodic frame Thematic frame Any historical frame 

Northeast 81 69 (85.2%) 47(58.0%) 34(42.0%) 75(92.6%) 

Midwest 59 45(76.3%) 31(52.5%) 28(47.5%) 52(88.1%) 

Southwest 33 25(75.8%) 16(48.5%) 17(51.5%) 30(90.9%) 

Southeast 33 24(72.7%) 23(69.7%) 10(30.3%) 31(93.9%) 

West Coast 31 25(80.6%) 21(67.7%) 10(32.3%) 27(87.1%) 

1997-2002 113 91(80.5%) 78(69.0%) 35(31.0%) 100 (88.5%) 

2003-2009 124 97(79.3%) 60(48.4%) 64(51.6%) 115 (92.7%) 

Total 237 188(79.3%) 138(58.2%) 99(41.8%) 215 (90.7%) 
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Examining historical reference by type of history cited revealed that campus historical 

references were mentioned most frequently (n = 175, 73.8%), followed by local history (n = 37, 

15.6%), national or international history (n = 13, 10.5%), general history (n = 6, 4.8%), and state 

and regional history (n = 8, 3.4%). (These percentages add up to more than 100% because stories 

could include multiple historical references.) 

Next, differences were examined by region and time frame. For the different levels of 

historical framing, two significant differences did emerge. As Table 3 shows, local historical 

references were more likely to be made in stories from the Southeast and the Southwest (X2 (4) = 

9.42, p < .051). About a quarter of the stories in these regions mentioned local history prior to the 

incident. Also, state and regional historical references were present only in stories from the 

Southeast, Midwest, and Northeast (X2 (4) = 10.51, p < .033). By time frame, local historical 

references had the most dramatic difference (X2 (1), = 14.54, p < .001). Local historical frames 

almost quadrupled over time.  

Table 3 

Stories with local and state and regional historical frames by region and time frame 

Location/Time Frame N N(%) with local historical frame N(%) with state and regional 

Northeast 81 6 (7.4%) 3 (3.7%) 

Midwest 59 9 (15.3%) 1 (1.7%) 

Southwest 33 9 (27.3%) 0 (.0%) 

Southeast 33 8 (24.2%) 4 (12.1%) 

West Coast 31 5 (16.1%) 0 (.0%) 

1997-2002 113 7 (6.2%) n.s. 

2003-2009 124 30 (24.2%) n.s. 

Total 237 37 (15.6%) 8 (3.4%) 
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Discussion 

This is the first time media framing has been studied in campus newspapers. 

Understanding how, and to what extent, framing is used in campus newspapers will enable 

educators and journalists to better understand the representations that emerge in coverage, 

especially those involving tension among racial groups. 

Focus 

Overall, the study found more stories about communication incidents than other types of 

incidents. About a third of stories focused on communication issues between African Americans 

and people of European descent or other ethnicities. What is unknown, given the nature of this 

study, is whether only the amount of coverage is greater or if there were actually more 

communication- focused incidents involving African Americans on campuses than other types of 

incidents. Using campus incident reports in conjunction with campus newspaper archives could 

further a better understanding of content patterns. The second most reported stories were 

concerning property damage and physical altercations. General reaction, demonstration, and 

discrimination were not a major focus of stories during the time frame.  

What does this picture paint for readers? This could make audiences think that most 

racial incidents on campus involving African Americans are about communication patterns 

between ethnicities and that discrimination, demonstrations, and reactions are less prevalent. 

This focus on verbal and written communication is compounded by the content of stories about 

property damage (most of which involved slurs written on public and private buildings). 

Combining communication and property damage, roughly half the stories (51%) are 

about words that injure. Communication stories included articles about e-mail that included slurs 

and threats. Another common example of communication was nooses hanging from trees. This 
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type of communication was prevalent and was mainly in reference to the Jena Six of Louisiana in 

2006 and the ensuing trial in 2007. In December 2006, racially charged incidents occurred 

between a group of African American and white students in the town of Jena, Louisiana. The 

resulting criminal charges and punishment are often cited as an example of racial injustice. This 

sparked nationwide controversy regarding unfair treatment along racial lines. The Jena 6 

incidents sparked large civil rights protests nationwide with advocates claiming the punishment 

for the African American students involved was disproportionate (Newman, 2007). Readers of 

campus newspapers during the time frame of this study clearly saw communication as the 

dominant focus and were exposed to more coverage of tension expressed through 

communication than any other form.  

Over time, stories about communication incidents decreased, and property damage 

coverage went up slightly. Combined, these two categories appeared in 51% of the stories in 

1997 to 2002, about 47% of the stories between 2003 and 2009. Thus, because so many of the 

property damage stories had a communication focus, the overall picture changed very little over 

time. What did increase significantly were physical altercation stories, which doubled over time. 

This paints a picture that incidents become less about words that injure and more about violence. 

The early period audiences got a different picture than college students in the later period.  

By region, college newspapers in the Southeastern region featured physical incidents and 

property damage more often than papers in other regions. When analyzed by region, the 

Southeast is clearly different from the other four regions. Interestingly, the Southeast had fewer 

stories in the sample despite a larger percentage of African Americans in that region. What is not 

known is whether these numbers reflect fewer incidents in this region, fewer Southeastern papers 

archived in the database, or less coverage in this region. Perhaps incidents involving African 
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Americans are less likely to be covered in the Southeast because of cultural issues or population 

trends. About 12% of the total population in the U.S. is African American and, of that total, 57% 

live in the Southeast, compared with 43% in all other regions collectively (as defined by the U.S. 

Census Bureau). In 1990, the census count of African Americans in the Southeast was 18.5%, in 

2000 it was 19.5%, and in 2010, 20.2%. The Northeastern region had the second largest reported 

African American population. In 1990, the census count in the Northeast was 11%, in 2000, it 

was 12.2%, and in 2010 it was 13%. Clearly, there are more African Americans interacting with 

whites in the Southeast. Two things could be going on in the Southeast to produce the lower 

results: either the degree of tension is the same throughout the country, or the historical and 

cultural influences prevalent in the Southeast suppress reporting of racial incidents. This may be 

a focus for future studies, as this study could not answer this question.  

Frame 

Research Question 2 addressed three types of frames: adversarial, episodic versus 

thematic, and historical. 

Adversarial frames were present in 79.3% of the sample. This result was expected 

because of the search terms used to obtain the sample.  

Overall, especially early on, episodic frames (focus on individual issues) were dominant. 

Nearly 60% of the stories in the sample carried an episodic frame. Thematic (focus on societal 

issues) were only found in 40% of stories. A focus on individual issues is easy for readers to 

dismiss as an isolated problem whereas, with thematic (societal) issues, blame is directed more 

readily at policies failing the person or group of people and the incident is an issue that should or 

could change through awareness. Thematic frames are viewed as a collective frame involving 

issues that should be addressed (e.g., cultural tension issues).  
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Over time, the dominant frame shifted to thematic. In the earlier period, 69% were 

episodic frames; in the later period, this figure dropped to 48%. Thematic incidents, as an 

indicator of larger societal issues, were the dominant focus in the latter years studied. Articles 

coded in the later period focused on groups of students and student organizations working 

together with university officials and faculty to find solutions to racial and cultural incidents and 

issues. The stories coded also reflected these groups working together to create curriculum, 

awareness, and policies to further understanding of diversity on campuses. Therefore, both the 

number of stories and the content of the stories as observed in this research demonstrated a shift 

in framing to a greater focus on societal issues. 

By region, stories from the Southwest and Midwest were more likely to use a thematic 

frame (about half the time). In contrast, the Southeast and West Coast data show about 70% of 

the stories using an episodic frame. Thus, people in different parts of the country would be 

presented a different picture for the cause of the problem, so that in the Southeast and West 

Coast, and to a lesser extent the Northeast, readers might be more likely to see incidents as 

isolated events based on bad choices made by individuals. This study could not confirm such 

effects on readers; this could be studied in future research.  

Historical frames were looked at overall and by sub-categories. Overall, historical frames 

were present in about 91% of articles. By subcategories, references to past campus history 

(which occurred in 74% of the sample of articles) were much more prevalent than the other 

subcategories of local, state/regional, national/ international, or general history. Coding for this 

research did not differentiate between the reporting campus’s history and that of other campuses. 

Thus, it is likely that many of the colleges’ “campus-related” articles were actually about 

national events like the Jena Six trial and incidents of 2006 and 2007 where students protested 
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and rallied in support of equal treatment under the law of all ethnicities and awareness of a 

double standard in Jena, Louisiana. Another national historical incident was reported with the 

events surrounding the Duke Lacrosse team in 2006, which dominated the focus of many articles 

in the sample during that year.  

References outside the campus environment were rare. For example, state and regional 

history was mentioned in less than 4% of the stories.  

The results demonstrate that campus news does focus on events and history in the campus 

environment, their own as well as at other institutions. Approximately three-quarters (73.8%) of 

news articles included the reporting of campus and another historical reference by posing 

similarities between the campus incident and a local, state, or national incident. Although stories 

did reference history to provide a historical context for the incident, most historical references 

were campus centered.  

As with other findings in this study, the Southeast differed from the other regions in use 

of historical frames. The data show that a larger number of stories with local historical references 

came from the Southeast and Southwest and that state and regional historical frames were 

employed more often in the Southeast, Midwest, and Northeast. The Southeast has the 

proportionally largest number of African Americans of any region and is rich in history of racial 

tension between African Americans and whites; therefore, it is not surprising that campus 

journalists in the Southeast would be more likely to emphasize the local, state, and regional 

history.  

Between 1997 and 2009, local historical framing significantly increased. In stories that 

involve incidents on campus, references to off-campus incidents were also included in both 

campus and local categories and thus could inflate the number of stories with local historical 
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references. Many of the stories coded in this period referenced students in apartments 

surrounding the campus.  

Limitations and Future Research 

This study examined only coverage, not actual activities. Incidents may have occurred 

that were not covered by college newspapers. Furthermore, other existing coverage may not have 

been submitted to the University Wire Service and archived in the database. It is almost 

impossible to know which universities are not represented through the service. Finally, the 

keyword search used for the sample could have been flawed such that stories involving incidents 

at other colleges and other events on the campuses studied were simply missed. These limitations 

in the sample point out the need for further study with other samples to verify the results.  

The time span addressed may be another limitation. The University Wire service was 

archived in the LexisNexis database only from March 1997 to September 2009. Clearly, recent 

events, including major national events toward the end of the period covered in this research, 

could influence changes in framing in more recent years. Therefore, future study should try to 

examine the post-2009 time period.  

The methodology of the study (content analysis) limited findings to only what was 

present in the story. This study does not allow researchers to understand why content patterns 

emerged or what effect these patterns had on readers. Future study involving campus newspaper 

staffs could help explain content patterns. The Society of Professional Journalists (SPJ) adopted 

a code of ethics in 1927, which many college newsrooms and professional media outlets use 

when making difficult ethical decisions regarding news reporting. The SPJ code is a guide for 

ethical behavior and is used voluntarily by thousands of journalists. The parameters used by 

campus newspapers help staff in deciding what information is necessary to the articles published 
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versus what may not be published (victims’ names, ages, race, religious beliefs, etc.). In-depth 

interviews and surveys with editors, reporters, and advisors of college newspapers may shed 

light on decisions made in coverage. Further, examination of their codes and guidelines may help 

explain why the incidents were covered as they were.  

It is not known if the focus and frames studied have an effect on campus readers at large, 

and, if so, to what extent. Experimental studies with campus newspaper readers could investigate 

the effects of the messages present in articles. It is possible that not all college readers will read 

the same stories the same way. For example, student ethnicity, religious affiliation, or political 

views might be linked to differing perceptions of racial coverage. This study raises questions that 

need further investigation.  
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Racism by Degrees: Fisher v. University of Texas and the Fate of Diversity in 

American Education1 
 

I don’t know if Brown v. Board of Education has been good for black people. I wouldn’t 

presume to guess. I used to believe the conventional wisdom that it has been good for everybody. 

Then some smart people, like a professor of African American studies I once worked with, told 

me I shouldn’t be so sure. Some black students of mine, expressing feelings of social isolation 

and the absence of black-centered curricula in their mostly white schools, made me a little less 

sure, as well. I also remember one of my good friends, a black woman who won impressive 

scholarly awards and always seemed a lot brighter than I was. She told me that she’d avoided 

going to majority-black schools because they weren’t well-respected by white people. Later she 

told me that she’d never heard of James Baldwin. That floored me.  

I support Brown because, based on readings and my own personal experience, I believe 

that if its core mandate is ever really enforced it will make a great many white people less racist, 

which is a good thing for everyone. But I doubt Brown will ever be fully implemented—neither 

in letter nor in spirit. The more interesting and immediate question is whether its essential 

attributes will even survive. 

I don’t think they will. Later this year the Supreme Court will issue its decision in the 

case of Fisher v. University of Texas. Most experts agree that the Court is likely to end, or at 

least make extraordinarily difficult, race-conscious attempts at college and university integration 

as a matter of constitutional law just as it did with children’s education in the 2006 case of 

Parents Involved in Community Schools v. Seattle School District No. 1. Generally speaking, the 

current Court seems to think of systemic racism as a thing of the past, something to be addressed 

when it arises but no longer an inherent part of our legal and social system. Over the past few 
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decades proposed affirmative action and desegregation remedies have been repeatedly struck 

down. Meanwhile the Court grows evermore reactionary. And now comes Fisher.  

It’s a common mistake to see desegregation cases involving children’s schools and 

college and university affirmative action cases as being of two distinct types. The truth is that, 

while there are obviously significant distinctions, beneath both these lines of cases lie the same 

abiding social and political problems—racism and white privilege in our educational system. 

These problems are the consequence of a history that began with slavery and its concomitant 

“slave codes,” under which educating a black person was a crime for which whites and blacks 

alike could be punished. Slave codes were a legal system designed to inculcate a deep-seated 

belief that whites were superior in virtually all things, including all things educational. Persons of 

every race were meant to function according to the dominant ideology of black inferiority and 

subordination. The inculcation of this ideology was effective. Its results are still with us, 

determining, in part, how we educate our young people.  

Wherever schools have been integrated, the canards of white supremacy have been 

exposed though what psychologists call “the contact hypothesis.” Crudely put, proponents of the 

contact hypothesis believe that when members of different races inhabit the same social group—

say, a high school or college class—where they inevitably interact and form interracial 

relationships, fear, contempt, and stereotypes eventually collapse under the weight of their own 

absurdity. In 2013 we know that this idea isn’t really a hypothesis at all anymore. It’s common 

sense—or should be, anyway. Just think about how instructive relationships with members of 

different racial (or ethnic or geographic or sexually oriented…) groups have been in your own 

life. Hopefully you’ve had enough such relationships to know what I mean. We also know that 

the opposite of the contact hypothesis is true—when classrooms become more monochrome, 
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racism is more likely to retrench and metastasize. This is a fact whether the students in question 

are children or adults but, as with every other affliction, it’s more poignant when it strikes our 

little ones. 

Segregation in Children’s Education 

In Brown the Court revisited the legal doctrine of “separate but equal” as applied to 

public schools. Separate but equal was given the Court’s imprimatur in the 1896 case of Plessy v. 

Ferguson. Plessy had held that separate public facilities for whites and blacks2 was no affront to 

the Equal Protection Clause of the Constitution’s Fourteenth Amendment so long as the facilities 

being used were of equal quality. Plessy affirmed racial apartheid in the south and gave 

assurance to practicing bigots in the north. Moreover, it was rooted in a falsehood asserted only 

by those either wicked or delusional—that the quality of the public facilities reserved for blacks 

in segregated communities was even remotely equal to those of whites. Preferred facilities—the 

best schools, seats on city buses, and so on— remained in the hands of the white majority. 

Plessy’s assurance of equality meant little in the face of the brutal social realities of the Jim 

Crow system in the south and pervasive racism in the north. At times one’s tempted to view the 

majority’s opinion in Plessy as more delusional than wicked simply because its reasoning is so 

far removed from reality. In it the Court states that there’s nothing about laws promoting Jim 

Crow, like the one in Plessy, that regard blacks as inferior to whites. If blacks happen to feel 

otherwise, well, it’s all in their head. “We consider the underlying fallacy of the plaintiff’s 

argument to consist in the assumption that the enforced separation of the two races stamps the 

colored race with a badge of inferiority,” writes Justice Henry Billings Brown. “If this be so, it is 

not by reason of anything found in the act [segregating trains], but solely because the colored 

race chooses to put that construction upon it.”3 
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Of all the rank absurdities in Plessy, none is more emphatically repudiated by Brown than 

this one. The NAACP’s attorneys presented copious and irrefutable evidence, more than enough 

to convince the Court, that school segregation was harming black children. The Court was 

influenced—moved, even—by exhibits such as Kenneth Clark’s famous “doll test” which 

showed that when black children enrolled in segregated schools were presented with dolls 

indistinguishable in every way save hair and skin color they preferred playing with white, blonde 

dolls over those whose features more closely resembled their own.  

Chief Justice Earl Warren’s majority opinion sought to remedy the intellectual and 

psychological harm attending segregated schools inflicted on black children. The Court found 

that racially separated schools indeed stamped black students with a badge of inferiority that was 

internalized and affected them throughout their lives. Segregated schools, like segregation itself, 

was both a cause and a consequence of a white supremacist ideology, and it was the impact of 

that ideology, so harmful to the self-esteem and learning drive of black children, that made 

“separate but equal” in schools unconstitutional and intolerable. Everyone, black and white, 

knew that segregation existed because whites had power, believed in their own superiority, and 

sought to subordinate black people. This idea was reaffirmed in the minds of white and black 

children every day when they went to school. White children were told, explicitly and implicitly, 

that they were too good to have black classmates. Black children were made to feel that they 

weren’t good enough to attend white schools. 

After Brown was decided in 1954 the Court spent years trying to impose Brown’s 

desegregation mandate on resistant, often downright hostile, local governments. Finally, in the 

1970 case of Swann v. Charlotte-Mecklenberg, the Court took its most dramatic action. It ruled 

that local communities can bus students to particular schools to achieve racial balance within 
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their school systems. Nationally, this was met with great resistance and spurred the already-

growing phenomenon now known as “white flight” which helped create the modern nationwide 

distinctions between largely black and brown urban communities and largely white suburban 

ones. In Milliken v. Bradley, a 1974 case regarding Detroit area schools, the Court, with newly 

added right-leaning Nixon appointees (moderate by today’s standards) replacing old Warren 

Court stalwarts, ruled that for inter-district busing to be constitutional plaintiffs were required to 

show that the all-white suburban schools had been crafting official policies with the intent to 

racially segregate, an extremely difficult thing to show. This case also affirmed that the Court’s 

power to compel desegregation would be limited to instances of de jure segregation, not the kind 

of de facto school segregation that, while ubiquitous, hadn’t been traced to formal laws and 

policies. Even though the Court recognized that de jure segregation existed in the Detroit school 

system, the broad integration plan approved by the lower court was struck down because it 

transferred black students from inner city Detroit into mostly white suburban school districts—

generally better funded and equipped—where no legally forced segregation had been recognized. 

Thus, to the mortification of the lone justice left on the Court who’d voted in Brown, William O. 

Douglas, not to mention Justice Thurgood Marshall, who had argued Brown as a lawyer, the 

deeper entrenchment of real-life segregation through “white flight” to the suburbs was given the 

Court’s tacit approval. Both Douglas and Marshall wrote powerful dissents. 

Since Milliken, an increasingly reactionary Supreme Court has been chipping away at the 

people’s ability to make the desegregation hoped for after Brown a living, breathing reality. This 

has been true in cases involving K-12 and higher education. The Court has repeatedly ruled race-

conscious attempts to promote school integration and classroom diversity unconstitutional, 

insisting that the law is only capable of remedying de jure school segregation, of the 
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government-enforced Jim Crow type and powerless to act against de facto segregation, a social 

phenomenon mandated by law from the nation’s founding until Brown that, despite Brown’s ban 

on de jure school segregation, remains with us to the present day. In fact, there is a great deal of 

impressive statistical evidence to suggest that, in many ways, American schools are increasingly 

dividing along racial lines.4 However, the strongest evidence comes simply from touring most 

inner city public schools—or wealthy suburban schools—in America. Our problem isn’t a lack 

of knowledge. It’s a lack of concern—especially among justices on the Supreme Court.  

As it did between Swann and Milliken, the Supreme Court has again shifted to the 

political right with a change in personnel. The newly constituted Roberts Court, with Bush-

appointee John G. Roberts, Jr. serving as Chief, is committed to interpreting Brown with the kind 

of “colorblind” ideology, currently popular amongst those on the political right, which serves to 

promote white privilege, subordinate persons of color, and enforce existing racial hierarchy. 

Instead of interpreting the Constitution as a race-neutral document for purposes of striking down 

laws promoting racial segregation, as the Warren Court had, the Roberts Court prefers to use 

race-neutrality to block attempts at integration. Before the civil rights movement, race-conscious 

laws were used to preserve a privileged place for whites in society. Now race-neutral laws, 

which reject remedies for historical wrongs and maintain social inequality, have the same effect.  

The Roberts Court tends to view white plaintiffs in affirmative action and integration 

cases as the victims of racial discrimination, going so far as to deploy language traditionally used 

to describe the treatment of blacks by white racists to stymie laws designed to remedy the effects 

of racism. For instance, in the 2006 case of Parents Involved in Community Schools v. Seattle 

School District No. 1 the Court struck down attempts made in Seattle and Louisville to integrate 

their public school systems because, in their efforts to achieve racial balance, they used race as a 
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minor factor in the school assignment process. “The way to stop discrimination on the basis of 

race,” Chief Justice Roberts wrote of plans to integrate the public schools in these cities, “is to 

stop discriminating on the basis of race.” 5  Once widely cherished as a bold harbinger of 

liberation, Brown has in this way been warped into a shield against good-faith attempts at 

integration and diversity in education.  

During the year prior to hearing Parents Involved Justice Sandra Day O’Connor had been 

replaced by the staunchly right-wing Justice Samuel A. Alito, Jr. Justice O’Connor is widely 

viewed as having been a “moderate” justice. She had been the swing vote and author of the 

majority opinion in favor of race-conscious affirmative action and integration in the 2003 case of 

Grutter v. Bollinger, described below. During his final years on the Court, Justice John Paul 

Stevens, who joined the Court as a moderate appointed by a Republican president and, due to the 

ideological shift rightward, left considered an outspoken liberal, at times wrote dissents that read 

like lamentations. His dissent in Parents Involved reads like this, “The Court has changed 

significantly since…1968. It was then more faithful to Brown and more respectful of our 

precedent than it is today. It is my firm conviction that no Member of the Court that I joined in 

1975 would have agreed with today’s decision.”6 The Roberts Court has turned the law on its 

head and made it look like an ass. 

Segregation in Higher Education 

The famous case of Regents of the University of California v. Bakke in 1978 involved a 

program at the UC-Davis medical school that sought to integrate its student body by reserving 16 

of 100 seats for minority students. The integration program was designed to serve a number of 

specific interests the university deemed compelling, including the remediation of a continuing 

history of racial discrimination in society generally and in higher education specifically. The 
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Supreme Court was hopelessly split as to whether the plan was constitutional. Six different 

justices wrote opinions, the most influential of which was Justice Lewis F. Powell, Jr’s, which 

found that UC-Davis’s “set-aside” program unconstitutionally discriminated against Alan Bakke, 

a white student who’d been denied admission. (On this much a majority of five justices agreed.) 

Justice Powell wrote that race-conscious laws, including laws designed to atone for longstanding 

racial oppression, were “suspect” and should be subjected to “strict scrutiny,” and are therefore 

presumptively unconstitutional. For a race-conscious affirmative action plan to be upheld, 

colleges or universities must prove that their admissions policies serve a “compelling interest” 

and that the means used to achieve that interest is “narrowly tailored” in a manner least 

restrictive of the rights of non-minority applicants. This is a very high burden schools nearly 

always fail to meet. 

Justice Powell found only one of the interests asserted by UC-Davis compelling—that of 

diversity in the classroom, which, he believed, contributed to a better education for all students. 

Race could be a “plus” factor as part of a comprehensive admissions process for purposes of 

creating diversity in the classroom, but plans that accepted or rejected applicants solely due to 

skin color or ethnicity were too broadly tailored and therefore too menacing to the rights of non-

minority applicants. The plus factor must only have a limited influence on the application 

process and can solely be used to achieve the purpose of diversifying the classroom. 

The core of Justice Powell’s opinion was affirmed by the Court in 2003 when it decided 

Grutter v. Bolinger, which concerned the admissions policies at the University of Michigan Law 

School. The Court recognized in this case that achieving a “critical mass” of minority students 

for purposes of creating a diverse student body where stereotypes would be challenged and 

everyone would benefit from hearing different perspectives was a compelling interest. The Court 
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ruled in Grutter that the law school’s complicated, highly individuated admissions process in 

which race was considered only as one factor among a great many, was narrowly tailored enough 

to meet the compelling interest of achieving a diverse student body. However, in Gratz v. 

Bollinger, a companion case involving the University of Michigan’s undergraduate program, the 

Court struck down the university’s plan. The plan admitted students according to a point system 

that awarded applicants 20pts out of the 100 necessary for admission by virtue of belonging to a 

minority racial group. The Court ruled that this plan was too broadly tailored. It was too much 

like a quota system and too restrictive of the rights of non-minority applicants. 

Taken together, these cases were hardly victories for either affirmative action or school 

integration. To the extent there was any cause for integrationists to keep hope alive, it was 

because the University of Michigan Law School’s modest program wasn’t shut down. (It has 

since been the subject of contentious opposition and litigation.) But the Court did make two 

salient points in defense of race-conscious integration—one or the other of which will likely be 

repudiated by Fisher. It ruled that while the pedagogical interest in diversifying the student body 

won’t be compelling forever, it is likely to remain compelling for quite some time, perhaps 25 

years, Justice O’Connor speculated. Twenty-five years isn’t much time in the context of a half-

millennium of American racial oppression, but, considering the Court’s rightward movement on 

this issue and how it was so starkly divided in this case, it was something. The Court also ruled 

that “Narrow tailoring does not require exhaustion of every conceivable race-neutral” means of 

achieving diversity. That is, even though it may be possible to achieve a critical mass of minority 

students through race-neutral means, the Constitution nonetheless allows colleges and 

universities the choice to employ narrowly tailored methods that take race into account. Just as a 

newly constituted Court shifted away from integration between Swann and Milliken, one of these 
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two holdings is sure to be rejected in Fisher by a Court whose new members are, generally 

speaking, further to the right than their predecessors who heard Grutter. The substitution of 

Justice Alito for Justice O’Connor could be determinative. Either the Court will assert that racial 

diversity is no longer a compelling issue or it will insist that schools must use a race-neutral 

solution to solve what it has repeatedly acknowledged to be a compelling racial problem. 

As with most things, Texas does university admissions differently. In 1997 it initiated a 

race-neutral means to diversify its higher education system. It guaranteed any student finishing in 

the top 10% of his or her high school class admission to any public university in Texas. For 

students below the top 10% to there is a separate admissions policy in which race is considered 

as a factor. Abigail Fisher, a white applicant who was not in the top 10% of her high school class, 

was denied admission to the University of Texas after being considered under this secondary 

system. Her suit asks the Court to revisit virtually the same issue considered ten years ago in 

Grutter. The Court rarely hears cases on the same issue within a ten-year span unless it plans to 

make a change.  

A White Kid in a Segregated School 

I am, at least in part, a product of the Milliken decision that facilitated white flight in 

Detroit. For years I attended virtually all-white schools in a mostly white city, Dearborn, which 

shared a border with Detroit, a mostly black city with virtually all-black schools. I moved there 

when I was 10 and left when I was 14, coming of age in a lot of important ways in between. The 

racial dividing line was bright and everyone knew that there were racial rules and that 

conspicuous pain of some sort would accompany breaking them.  

Detroit has quite a history. With the auto boom of the 1910’s and 1920’s came the Great 

Migration and the racial strife between whites and the black people who’d moved to the Detroit 
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area to find work in the auto industry. The strife bubbled over numerous times during the next 

several decades into violence, and metro Detroit quickly became segregated along racial and 

ethnic lines, which had remained more or less intact when I was a kid in the 1980’s. I lived in 

west Dearborn, which was all-white. East Dearborn was, and still is, heavily Arab-American. 

Black people remained concentrated across the city border in the ghettos they’d been shunted 

into after the Migration. Other ethnic groups—Jews, Poles, Russians—had their respective 

enclaves.  

Dearborn’s mayor from 1942-1978 had been Orville Hubbard, the “dictator of Dearborn” 

and Michigan’s version of Bull Connor. He spoke the language of southern segregationists with 

a Midwestern accent, deploying the vilest racial slurs with alacrity and impunity. To him 

integration was a perilous first step toward “mongrelization”7 and he was eager to let people 

know it. Hubbard labored to keep Dearborn all-white and, election after election, his constituents 

thanked him for it. It was a toxic symbiosis. We still felt it, the way you can feel a misplaced 

foreign presence lodged deep in your body, when I lived there from 1986-1990.  

It didn’t take me long to learn the city’s longstanding motto: “Keep Dearborn Clean.” I 

hadn’t been aware of race until, loitering near some iteration of this slogan with a mullet-headed 

fellow 11-year-old in stonewashed blue jeans, my friend threw some litter on the ground. I 

laughed and pointed and pointed at the motto. He looked at me, the new kid in town, as if I was 

an idiot who needed help. He’d be charitable and give it to me, “That doesn’t have nothing to do 

with littering. It means we’re supposed to keep all the black people out.” Only he didn’t say 

black people. I have enough sense not to completely trust my childhood memories, but some 

things are indelible. My friends would tell heroic stories about fathers and older brothers 

working to keep the city “clean” by kidnapping black men, roughing them up, and dumping them 
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across the city line. I’d sometimes wonder if, when I grew up, I’d be expected to do the same 

thing. Looking back, some of these stories may have been apocryphal—just young boys trying to 

impress their friends with tall tales. I hope they were. But at the time I believed them. They sank 

in deeply.  

Every teacher, neighbor, and classmate I can remember wasn’t just white, they were 

purposefully white. They were white because social and political leaders had done their best to 

ensure that, though the schools in the adjacent city were almost completely black, we lived and 

learned and loved only with other white people. The other kids and I were supposed to be 

grateful that our area hadn’t yet been “taken over” like so many others they’d tell us about. It is 

one of history’s sadder facts that children believe the lies adults tell them. Adults where I grew 

up had for generations sought to convince their children that whites were of a higher order than 

blacks and that to consort with them was to be contaminated by them. And their children 

believed it.  

Even children with conscientious parents like mine never seemed to question the social 

order. I can’t remember any doing so, anyway. My parents, who moved to Dearborn as adults, 

never said or did anything that could reasonably be construed as racist and were often critical of 

their neighbors’ backwards political views. But this wasn’t enough to instill the kind of 

precocious intellectual self-defense an elementary and junior high school kid like me, who 

wasn’t particularly curious to begin with, would need to challenge the cultural orthodoxy of my 

community. The wrongfulness of it all simply never occurred to me. When my father got a better 

job a few years later and I moved to Beverly Hills, MI, a wealthy white suburban Detroit school 

district with liberal values that embraced the political correctness of the early ‘90s, I was 

miserable. I felt lonely and out of place. I pined for my junior high school sweetheart who still 
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lived where I longed to be. I even began to idealize my lost city a bit as the only place I could be 

happy. I’d run away from home to see friends. I grew angry and self-destructive—failing classes, 

skipping school, picking fights, and so on. At my new school progressive views on race-relations, 

of the variety common to wealthy white liberals, were administered in heavy doses. They seemed 

a condemnation of my roots. I’d either ignore or mock them—whichever teachers would find 

more antagonizing at that particular moment.  

Given the area’s history and social climate, adults seemed compelled to promote this new 

racially enlightened catechism in the schools. I wasn’t especially thoughtful or perceptive 

teenager—quite the opposite, really—but even I could see that there was quite a bit of hypocrisy 

and “white savior” narcissism in how racial issues were being presented. Though the schools 

weren’t quite all-white, as they were in Dearborn, members of my new community were free to 

champion “diversity” and “multiculturalism” so aggressively because they knew that in the end 

their wealth made them essentially immune from it. Integration was something good for blacks 

so poor and middle class whites should make some room. But the crime, poverty, and urban 

blight of inner-city Detroit was a universe away from Beverly Hills and even further away from 

its schools—and they knew it always would be. Their racially enlightened views bathed them 

with moral superiority and cost them nothing. I was like Holden Caulfield—the adults around me 

were all phonies. I was lost.  

I was lying flat on my back on a broken-down sofa in a roach-filled off-campus 

apartment when my past came to visit me. It was like a gut-punch I hadn’t seen coming. I was a 

twenty-one-year-old graduate student and, though it wasn’t part of the curriculum, I decided to 

read Narrative of the Life of Frederick Douglass. I didn’t get out a lot during this period. I’d 

never read much as a child, nothing at all really, yet somehow I’d managed to do well enough to 
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get into a pretty decent graduate program in philosophy. I was determined to make up for lost 

time by reading all that learned people were supposed to have read. I wanted to know everything, 

contribute to important discussions, become an intellectual. I’d put my brain in an incubator. 

Long weeks with impenetrable philosophers were redeemed by bracing weekends with great 

novelists. This weekend it was Douglass.  

Douglass is an author who, especially in this book, combines artistry and moral urgency 

into a kind of power that can hit the reader with an unexpected force. I read how Douglass had 

been born the child of a slave and her white owner. I read how Douglass fought and ran his way 

northward to freedom. It was spellbinding. I remember seeing clearly that it wasn’t whites 

Douglass hated but the institution of slavery—because of what it did to blacks and whites alike. 

Slavery so warped the psyches of white fathers that they kept their own children as slaves, had 

them whipped, and sold them as property. The passages on how the racism underlying slavery 

made whites crazed and oblivious in a way that ruined their humanity struck a special cord. This 

was a kind of mania, mutated after several generations, which I’d seen before. 

Douglass’ Narrative is a book capable of piercing ignorance and ideology. By the time 

one sets the book down one sees, if he or she is capable of seeing, racism for what it really is: an 

elaborate network of easily falsifiable yet desperately maintained lies—about white people, black 

people, and the nation they share.  

For the first time I saw these lies clearly for what they were. This is when the 

remembrances from days when I lived where black people weren’t allowed to live—wouldn’t 

dare to live—rushed forward. Thinking of racism’s lies, I was equal parts confusion, shame, and 

rage. I’d been fed these lies with my yogurt every day at lunch.  
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I’ve been doing my best ever since to expectorate the poison, but understanding the truth 

about racism in America is hard for anyone, especially for someone, like me, who’s never been 

on the more vicious end of it. Like sex, it’s still a subject Americans are too puerile to discuss 

honestly. There’s too much pain under the Band-Aid. It wasn’t until my late twenties, while 

studying civil rights under a world-class mentor in one of the most racially diverse law school in 

the country, when I felt like I really began to understand anything.  

Brown v. Board of Education was decided in 1954. For those of us who grew up in the 

Detroit area during the 1980’s, it meant nothing. We were raised in the world of Plessy v. 

Ferguson—separate and unequal. 

I’ve only driven through Dearborn a few times since I was a teenager. According to the 

2010 census, the black population in that city is surprisingly high. It’s 4%. Meanwhile, Detroit is 

the second most uniformly black city in the nation. 8 In her compelling 2005 documentary film 

“A Girl Like Me,” Kiri Davis re-conducts Kenneth Clark’s doll test. The new tests identify the 

same worrisome results.  

Not only has Brown’s promise of equal and integrated education gone unfulfilled, it is 

being methodically rolled back. Hope for school integration is hanging by a thread. That thread 

is about to be cut by Fisher.  

 
                                                 

1 This essay is an approximation of a talk I gave at the National Association of African American Studies & 
Affiliates Joint National Conference on February 14, 2013 in Baton Rouge, Louisiana. It’s dedicated to my 
colleagues on the editorial board of National Lawyers Guild Review, whose scholarship is driven by passion and 
whose passion is for justice. 

2 It’s interesting to note that, while Plessy upheld a law segregating passenger trains, the Court’s majority 
opinion, citing the Massachusetts case of Roberts v. Boston, 5 Cush. 198, specifically used schools as a an example 
of public facilities where segregation laws were constitutionally permissible.  

3 Plessy v. Ferguson, 163 U.S. 537, 551 (1896). 
4 Jonathan Kozol, Overcoming Apartheid, The Nation. November 30, 2005, 

http://www.thenation.com/article/overcoming-apartheid 
5 Parents Involved in Community Schools v. Seattle School District No. 1, 551 U.S. 701, 748 (2006). 
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6 Id. at 801. 
7 David L. Good, Orville Hubbard: The Ghost Who Still Haunts Dearborn, July 18, 2000, 

http://apps.detnews.com/apps/history/index.php?id=139.  
8  CBS News, Most Racially Uniform Cities, February 11, 2009, 

http://www.cbsnews.com/stories/2001/08/13/national/main306205.shtml.  

http://apps.detnews.com/apps/history/index.php?id=139
http://www.cbsnews.com/stories/2001/08/13/national/main306205.shtml
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Finding Our Voice: The Struggle for Constituency Group Formation of Black 

Staff and Faculty in Institutions of Higher Education 
 

For many years, the “voice” of minority people on campuses of predominantly white 

colleges and universities was that of a senior level administrator, appointed by virtue of also 

being a member of a protected class. These administrators were placed in a position, either 

formally or informally, of representing the opinions and desires of minorities on their campuses 

in all manner of things, ranging from settling grievances, hearing and deciding cases of 

discrimination, to acting as the catalysts for black activism on campus and in the community as 

needed. They were often the charismatic icons of black leadership on campuses across America, 

particularly at predominantly white institutions that professed a commitment to equal 

employment opportunity and diversity. Moreover, they had the direct access to, and attention of, 

their university presidents and chancellors, particularly in matters pertaining to African 

Americans. If there was a “race problem” for example, it was the job of these individuals to 

handle it. Many such administrators have since retired, and with their attrition black staff and 

faculty have had to organize ourselves in order to continue to have any kind of a voice in shared 

governance and inclusive treatment in the workplace. This paper describes a case study-in-

progress in which the black staff and faculty at one Midwestern university continues to struggle 

with becoming a formally recognized, campus constituency group and the barriers to 

accomplishing this objective. 

A Brief History and Statement of the Problem 

The current organization for SIU Carbondale employees to gather over black concerns is 

the Black Staff and Faculty Caucus (BSFC). While the organization is a formal one by virtue of a 

ratified constitution and bylaws, as well as elected officers and an executive committee, its 
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“business” is largely conducted informally. There is no recorded history of the organization, nor 

is there a record of resolutions or actions taken by the group members. Prior to its current 

moniker, BSFC was simply called the Black Caucus. That caucus had a convener (a senior 

faculty member) who also acted as the proctor. The distribution list notifying the members of 

meetings and agenda items was also controlled by the convener through his office manager. The 

Caucus also had one of those previously described senior level administrators who acted as a 

liaison and sometime funder of events, depending upon his interests at the time. Having attended 

enough meetings of the caucus during that period, it seemed pretty clear to the author that the 

reason for the existence of this group was to self-organize and become a base of power for the 

senior level administrator. It seemed equally clear that the university administration wanted to 

know, concerning this base of power, who spoke for the black people on this campus. Funny 

thing, the caucus never elected such a speaker, nor was the head administrator interested in a call 

for nominations. 

That period of the Black Caucus at SIU Carbondale was also one of calling impromptu 

meetings to talk about specific issues or events that percolated at the time, a knee-jerk reaction to 

a real or perceived slight. One of the problems with issue-centered gatherings is that people often 

do not come if there is nothing about the issue or concern that relates to them. And so with the 

exception of the faithful few, the motivation to regularly attend meetings remains low. This does 

not negate the need for some type of representative organization, however; sadly, there are still 

black people on campus who are walking wounded, suffering in silence over workplace 

mistreatment, the inability to advance in their careers, or the absence of social justice at the 

institutional level. Some form of organization is needed to represent black people, and to make 

recommendations on behalf of inclusion and shared governance. The BSFC Executive Board met 



1325 

to consider the matter, and at the time there was strong support for the BSFC to become a 

constituency group. 

There are many critical issues that affect the working lives of black people on this 

campus that unfold with regularity. BSFC members just do not know about them, largely 

because we do not receive notice afforded the recognized constituencies. There are also ways to 

be recognized as a formal entity representing the interests and concerns of black people. In 

addition to caucuses, there are boards, commissions and working groups established by the 

Chancellor’s or the President’s office to openly seek the advice and counsel of people of color in 

order to promote an environment of inclusive excellence.  

Constituency Groups at SIU Carbondale and What They Have in Common 

As part of the planning process, a working paper was developed. The paper described the 

elements of a constituency group, as well as the benefits and challenges of other models used in 

higher education, including the Quasi-Constituency model, Commission model, Affinity Group 

model and the Federation model. A recognition of and rationale for why we need to organize, 

was also presented.  

There are six recognized constituency groups at SIU Carbondale. They are the 

Administrative and Professional Staff Council, Civil Service Council, Faculty Senate, Graduate 

Council, Graduate and Professional Student Council, and Undergraduate Student Government. 

Each group has a website describing their role and purpose. These constituency groups also have 

several elements in common despite the different constituents they serve. The list of common 

elements was by no means an exhaustive list, but served as an illustration to inform the Board’s 

discussion of “what steps need to be taken” if the BSFC is to become an entity similar in nature 

(and structure) to these constituency groups. They included: 
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a. Constituencies hold regular monthly meetings on the same day and time 

b. Meetings start on time and end at or close to the appointed hour 

c. Most constituencies do not meet during the summer months or in January 

d. Agendas and minutes are published 

e. Summary of actions taken are published at the end of the term 

f. Events are listed (including annual constituency lunch) 

g. Constituency Awards process is posted, as well as past winners 

h. Online volunteer form and listserv are maintained 

i. Grievance/Harassment Information and procedure is published 

j. Operating paper and/or bylaws are published 

k. Judicial Review Board membership and operating paper are published 

l. Additional resources related to the group as a web link (officers, newsletter, etc.) 

m. Websites list members on standing Caucus Committees 

n. Websites list members on Constituency Committees (university) 

Also, constituencies do not take in or handle money, so there would be no need for a 

treasurer (which the BSFC has on the Board). If the BSFC wanted to sponsor scholarships or 

grants-in-aid for students, arrangements would have to be made through the University 

Foundation to set up a fund. Also, if BSFC were to be given provisional or informal constituency 

status, the Council would be placed under the auspices of the Chancellor or his/her designee, 

from whom funding could be requested either as an operating budget or for specific events or 

socials. Operating budgets are provided to formal constituencies at SIU Carbondale, along with 

secretarial support. 

Constituencies also do not sell or attempt to sell tickets to social events, church dinners 

and the like. Formal constituencies do have a lunch once a year and they are very nice affairs 

paid for by the Chancellor, who will in turn speak at the event, of course. It is also an occasion to 

recognize and honor outstanding colleagues for their service to the constituency and/or the 

university. 
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As a general rule, constituencies do not demand things. There is no true balance of 

power. What constituencies do, however, is ask, recommend, resolve and advise—sometimes 

repeatedly, sometimes passionately. Also, depending on the critical nature of a decision being 

contemplated by the university, constituencies do have the right to be heard—on the record. For 

example, if the Board of Trustees has a vote on a furlough plan affecting a number of SIU’s 

employees on one of its agendas, constituency groups are given copies of the plan first, as well 

as an ample opportunity to provide feedback, even to the point of addressing the Board of 

Trustees during the public comments portion of its open meeting. In sum, however, these 

constraints can make it difficult for black voices to be heard when there is the risk of being in 

somebody’s pocket and the like. So, as part of the working paper, the author suggested four other 

possible organizational models: 1) Quasi-Constituency Group Model; 2) Commission Model; 3) 

Affinity Group Model; and 4) Federated Model. 

A Description of the Alternative Models 

According to Blitz and Kohl (2012) “Racial affinity groups, or race-based caucuses, are 

processes where people of the same racial group meet on a regular basis to discuss dynamics of 

institutional racism, oppression, and privilege within their organization.” (p. 479) The 

opportunity exists for process work to take place within each of the alternative models proposed 

in the working paper. 

The Quasi-Constituency Model suggests a method by which the group “acts as if” and let 

others wonder where we came from once the group is up and running. There are many such 

successful organizations on campuses all over America, for which their origins cannot be 

established. The Commission Model may be described as group formation by executive order, in 

which the chief executive officer “appoints” a group of individuals to look after and report on the 
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status and concerns of a specific protected class. The “commission” may be charged to 

recommend changes in or additions to university policies and procedures affecting the lives and 

wellbeing of a specific protected class. The “commission” also works to encourage minority 

faculty and staff involvement. Two examples among many come to mind, the University of 

Tennessee and the University of Illinois at Chicago. The Affinity Group Model, for which there 

are lots of examples (HBCUs come to mind), proposes a natural desire to be supportive of a 

protected class through purposeful acts such as welcoming events, socials and information 

centers where one can catch up with others who work on campus for friendly gatherings and 

exchange of information. The Affinity Model is particularly effective in getting new employees 

feel welcome on the campus and in the community. The Federation Model suggests “taking 

matters into our own hands” and forming a group to do whatever is needed—including elements 

of the aforementioned three models—to maintain a cultural connection and to ward off social 

isolation. The Federation Model may be the easiest to enact, because its activation is ad hoc, and 

does not depend on the formalities of the others. 

Description of the Group Process 

During the June 2012 Executive Committee meeting of the Black Staff and Faculty 

Caucus, The author presented a working paper on the subject of how to become a recognized 

constituency group, or something similar to one, at SIU Carbondale. The goal was to look at 

what other universities have done or are doing to create and sustain a “voice” for black people 

who live, work and study there; and to suggest possible recommendations for moving forward 

with a plan to advance the organization and its mission. It is important to note that this subject 

was also an ongoing agenda item throughout the term, and so everyone on the Board was aware 

of the meeting. It is also important to point out that during the meeting there were long period of 
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silence from otherwise verbose individuals. Perhaps this is not unusual; Blitz and Kohl (2012) 

state from their experience that, “The discussions about the caucus’ purpose had a significant 

impact on the group dynamic, bringing out unconscious competition as well as deeply felt 

philosophical differences. There arose a persistent confusion not only about the caucus, but also 

about antiracism work in general.” (p. 491) The discussion was had, but in the end, there was no 

consensus on what kind of group we should be. Unfortunately, not to decide is to decide anyway, 

and so it may be up to the next Board elected to take up the question again.  

It is important to point out that it is no easy thing to define what kind of group and 

organization should be, nor does the author suggest one model over another. Blitz and Kohl 

(2012) state, “Racial affinity group meetings, or caucuses, can be effective tools… to address 

cultural responsiveness or shift their organizational paradigm toward antiracism. The 

development of such caucuses is seldom undertaken, however, often due to concerns about 

resources and the difficulty of envisioning the concrete benefits.” (p. 481) 

The absence of definition makes a group easy prey to be defined by outside forces for self 

interest and political gain. Group definition is also an essential part of institutional planning and 

goal setting. Patterson (2001) states, “A university without a sense of its goals has been likened 

to a rudderless ship. Indeed, the setting of goals and goal achievement are widely held to be the 

most crucial task in any organization. A set of goals can provide a sense of direction and a means 

for institutional performance to be assessed and controlled.” (p. 167) 

Recommendations for Moving Forward 

The seeds of “what we may become” are embedded in the many universities that 

successfully operate boards, groups, commissions or friendship groups to promote inclusiveness 

and retention through affinity. The suggestions throughout this process were posited as supposals 
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to get the discussion going. Perhaps other activist members can be brought into future 

discussions as well, in order to widen the circle of viewpoints. Among the many possible actions 

waiting to be taken, the BSFC may want to undertake one or more of the following, as 

recommendations: 1) adopt the characteristics of SIUC constituencies already in place, and “act 

as if” we are already there; 2) write to the Chancellor requesting constituency or commission 

designation, with a rationale; 3) adopt a regular calendar of meetings and events, and meet 

during the day (as opposed to evening meetings); 4) decide what kind of organization we want to 

be, and advertise accordingly 5) develop a list of services aimed at mutual aid and comfort for 

black faculty, staff and students; 6) align BSFC with the Africana Studies program, as well as 

with black student organizations; develop a list of the core group of attendees, and ask each one 

to try to reach one; and 7) right-size the organizational structure and do not overwork the 

volunteers. 

In conclusion, the Black Staff and Faculty Council (BSFC) at SIU Carbondale is a young 

organization, and a work in progress. For years, the “voice” of black faculty and staff was that of 

a senior-level administrator, appointed for the purpose of demonstrating an antiracist stance on 

the part of the institution. These administrators, around the country, ranged from altruistic to 

despotic—and many were paternalistic, particularly when it came to group formation and 

expression. Due to attrition and cultural changes resulting from retirements and a global view of 

workforce diversity (minority issues are no longer described in the language of black-

centeredness) black staff and faculty may have to find our own voice, and define clearly and 

democratically, who speaks for us. Conveners who are not elected do not speak for the group. 

BSFC established a constitution, elected officers, and is ready for the next step: finding its voice 

through organizational definition and structure. 
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On Institutional Diversity and Inclusive Excellence in Higher Education: A 

Theoretical and Conceptual Framework for Measuring the Effectiveness of 

Programs and Services 
 

One prominent Midwestern university has a structurally diffuse matrix of programs and 

services aimed at promoting institutional diversity and inclusive excellence on its campus. For 

many years the university had one senior level administrator who served as the go-to person for 

minority affairs until his retirement. The university did replace the administrator to lead the 

Office of Institutional Diversity, but many of the units and personnel that used to report to the 

former administrator have since been placed in other areas such as Student Affairs, Academic 

Affairs and/or Labor Relations. The resultant shifting of diversity programs and services to other 

divisions may weaken the centrality of institutional diversity and inclusion as components of the 

university’s core mission. In addition, accountability for effective diversity programs and 

services to areas outside the purview of the Office of Institutional Diversity becomes segmented 

and compartmentalized, instead of fluid throughout the university. The inevitable result is the 

replacement of a diversity “system” which tends to be naturally cooperative and coordinated, 

with competition. Therefore, the use of a theoretical and conceptual framework is proposed, to 

examine new ways of thinking about diversity and the university’s efforts to recruit and retain 

diverse populations. 

Organizational Background 

That colleges and universities offer many different programs and services aimed at 

promoting institutional diversity and inclusive excellence is certainly nothing new. As these 

programs and services become more diffuse (spread out) and thematic (tied to mission in an 

indirect way) administrative accountability can become difficult to locate on the organizational 
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chart or during times of inevitable crisis. This raises the provocative question, where does the 

buck stop? At our institution, the university had one senior level administrator who served as the 

go-to person for anything related to “minority affairs” until that person retired. The university 

then replaced that person with someone else, but not before breaking up the “dynasty” of 

programs established by the former Associate Chancellor, ranging from faculty recruitment to 

TRIO programs to Upward Bound. He had it all. Then a task force was formed to “redesign” the 

organizational chart. The task force was comprised of faculty, staff and constituency 

representatives from across campus. The result of their efforts was the production of a 

decentralized organizational scheme, with units removed from the replacement person’s purview 

and placed under the purview of other administrative units. 

Additionally, as units were moved to other silos, pieces of the diversity budget went with 

them. Furthermore, “who would be responsible for what” produced confusion (for example, 

Student Affairs handles the student component, Labor Relations handles the staff component, 

etc.). The new Associate Chancellor was left with the ethnic resource centers and a pared back 

budget to staff her office. As time went on, the Associate Chancellor became responsible for 

issues of compliance only, pertaining to AA/EEO and violations of Titles VII and IX. Evaluation 

of the matrix of services needs to occur, and whether or not that evaluation yields workable 

findings depends upon developing a workable framework. 

Developing a Workable Framework 

A workable framework must be developed to carry out the core diversity mission, which 

would then determine a staffing configuration. There are fundamentally two types of 

frameworks, theoretical and conceptual. Without a framework there is no rational basis for 

shifting personnel, resulting in the weakening of the centrality of diversity and inclusion. A 
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framework may be defined as a method to help explain why something is being done in a certain 

way, or how to understand the ideas of others who have done similar things. Both theoretical and 

conceptual frameworks are similar in functionality. 

Theoretical Frameworks 

A theoretical framework is a set of concepts and definitions designed to strengthen a 

study. Theoretical frameworks connect the researcher to existing knowledge. Guided by a 

relevant theory, one is given a basis for one’s hypotheses and choice of research methods. 

Articulating the theoretical assumptions of a research study forces one to address questions of 

why and how. It permits the researcher to move from simply describing a phenomenon observed 

to generalizing about various aspects of that phenomenon, as well as the limits of those 

generalizations. 

Conceptual Frameworks 

A conceptual framework is a set of ideas or concepts organized in a way that makes them 

fit together and simple to communicate to others. It is a basis for thinking about what we do and 

about what it means, influenced by the ideas and research of others. It may also be defined as a 

set of assumptions, values, and definitions under which we all work together.  

Use of Frameworks in Considering Diversity: A Literature Review 

The use of frameworks in studying rational approaches to diversity in organizations is not 

new. Frameworks have been, for example, applied to the study of cultural competence and 

medical curricula. According to Seeleman, Suurmond, & Stronks (2009) the framework they 

developed “indicates important aspects in taking care of an ethnically diverse patient population. 

It shows that there are more dimensions to delivering high-quality care than merely the cultural.” 
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Their study suggests that in addition to other competences, cultural competency is extra or 

additive, as an enhancement to quality care. 

Forest and Johnson (1977) studied older workers as minorities, and they concluded that, 

“A number of attitudinal issues are clear. Older workers generally are more satisfied with their 

work than are younger workers—there is a definite increase in job satisfaction as age increases. 

Older workers have accepted certain work habits and certain loyalties.” Such findings 

could also be attributable of other minority groups if the development and study of a framework 

were undertaken.  

Park and Overby (2012) developed a conceptual framework for studying diversity and 

performance, and their results suggested, among other things, that “flow of diverse knowledge is 

positively related to performance, [that] demographic diversity is not necessarily positively 

related to the flow of diverse knowledge, [and] stock of diverse knowledge is positively related 

to the flow of diverse knowledge when behavioral integration is high.” Diversity and positive 

attitudes towards the idea of diversity, are likely to be most present where diversity knowledge 

and behavior are present and active among the workforce participants.  

According to Olsen and Martins (2010) the use of a theoretical framework they 

developed to measure diversity management led to an empirical finding that “DM efforts 

influences potential recruits’ perceptions of organizational attractiveness… organizations with 

the need to attract more racioethnic minorities should signal an integration acculturation strategy 

by discussing the importance of expressing and respecting cultural differences in the workplace” 

(Olsen & Martins, 2010).  

Snyder and May (2008) studied human diversity and social justice education. They 

produced a conceptual framework for culturally relevant practice that “integrates a human 
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diversity and social justice focus within the context of teaching students how to work for social 

justice goals using a continuum of phased actions” (Snyder and May, 2008). Wilczenski, Cook, 

& Hayden (2011) also studied the use of frameworks in teaching social justice in urban school 

counselor education. They found that “conceptual and curricular frameworks are needed for 

school counseling education programs seeking to promote social justice in urban settings by 

eliminating achievement and opportunity gaps that exist for some student groups” (Wilczenski, 

Cook, & Hayden 2011).  

Thomas (2003) provides a clear description of the basic elements needed in developing a 

framework for the study and implementation of workplace diversity. They include: 1) Secure 

Executive Commitment; 2) Articulate Desired Outcomes; 3) Assess the Climate; 4) Maintain 

Channels of Communication; 5) Form a Diversity Task Force to Widen Your Support Base; 

6) Develop a Mechanism for Dealing with Change; 7) Design Relevant Training; and 8) Evaluate 

and Measure Your Diversity Initiative. Measuring and evaluating are essential components 

needed to activate a framework. These eight elements are recommended when studying diversity 

staffing and program placement. 

Diversity Staffing and Programs: Developing the Framework 

The following points are made, as practicable observations. The “framework” can be 

developed by looking at the successful efforts of others. Doing what works, and doing what has 

been effective, is key. Frameworks provide the opportunity to refocus on measures of 

effectiveness. Throughout the testing of the framework, accountability is essential for services 

and programs to be fluid throughout the university. A diversity “system” should be naturally 

cooperative and coordinated; the result is collaboration, not competition for resources. A 
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framework suggests not only accountability but assessment of programmatic effectiveness 

pertaining to a university’s efforts at diversity. 

Some Final Considerations 

Universities will be judged effective if their efforts to recruit and retain diverse 

populations can be measured. Whether those efforts have been effective can be known with data 

(quantitative and qualitative, including campus climate surveys and focus groups). A senior level 

administrator should always be the point person for diversity and inclusive excellence, as the 

human embodiment of the institution’s commitment to those ideals. It is also suggested that the 

administrator also be a faculty member with tenure and of sufficient rank to interface with the 

faculty. Every college and university will engage in strategic planning at some interval, and the 

use of a framework will be helpful to the process, particularly in the area of diversity. 
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In the Fields, Courts, and Census: Aspects of Hispanic Life in the United 

States 
 

Abstract 

This paper uses the 2010 census to examine the role Hispanic Americans play in the United 
States. Laws regarding migrant farm workers and immigration are discussed as related to 
working conditions and deportation. Literature presented is representative of daily life, farming, 
immigration, and deportation.  

 

 

 

This research presents the roles Hispanics play in the United States. This research will 

include: exploring the distribution of Hispanic populations in the United States, investigating 

exploitation of immigrant workers in agriculture settings, and a synopsis of anti-immigration 

laws.  

The Distribution of Hispanic Population in the United States 

The end of the 20th century revealed a change in the U.S. immigration population. The 

Hispanic population had grown progressively reaching numbers that classified this population as 

the nation’s largest ethnic-racial minority group (Verdugo, 2012). Reasons behind increasingly 

Hispanic immigration have been the focus of recent research. It suggests push and pull factors 

account for the majority of Hispanic immigration in the U.S. (Verdugo, 2012). 

Push factors are related to aspects regarding the reasons citizens had been encouraged to 

leave their homeland, such as economic depression and political instability. These foreign 

citizens are attracted by pull factors such as availability of jobs, housing, and political climate 

found in the United States. The first pull period occurred during World War II, when labor was 
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needed in the agricultural fields of California and in the industrial plants of the Midwest (Valdes, 

2000). A second period of pull factors transpired during the 1980s when the country was under a 

significant economic downturn and industrial restructuring, where cheap and unskilled labor 

were needed (Verdugo, 2006). 

The Hispanic population has followed new settlement patterns, driving them to move to 

various nontraditional areas in the South, and Midwest part in a search of jobs and affordable 

housing (Verdugo, 2012). Southern agriculture, the East Coast fish canning industry, and the 

Midwestern meat and poultry packing have drawn Hispanics to these regions for employment 

(Verdugo, 2012). As presented in the 2010 Census, the distribution of the Hispanic population 

grew four times faster than the total U.S. population between 2000 and 2010 (Ennis, Rios-

Vargas, Albert & U.S. Census, 2011). The Hispanic population, according to U.S. Census 

(2010), involves Mexicans, Puerto Ricans, Cubans, Central Americans, and South Americans 

(Ennis, Rios-Vargas & Albert & U.S. Census, 2011). Those of Mexican origin were considered 

the largest group, accounting for 63 percent of the total U.S. Hispanic population (Ennis, Rios-

Vargas & Albert & U.S. Census, 2011).  

The U.S. Census Bureau reported these Hispanic settlement patterns, reporting Mexican 

populations as the largest in 40 states, with more than half of these states in the South and West 

regions of the country, in conjunction with two states in the Northeast and all 12 states in the 

Midwest (Ennis, Rios-Vargas & Albert & U.S. Census, 2011). According to the U.S. Census 

(2010), more than half of the Hispanic population in the U.S. is located in just three states, 

California with 28 percent (14 million), Texas with 19 percent (9.5 million), and Florida with 8 

percent (4.2 million) (Ennis, Rios-Vargas & Albert & U.S. Census, 2011).  
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In 2010, 37.6 million (75%) Hispanics resided in the eight states with Hispanic 

populations of 1 million or more; these states included California, Texas, Florida, New York, 

Illinois, Arizona, New Jersey, and Colorado (Ennis, Rios-Vargas & Albert & U.S. Census, 

2011). The United States experienced a Hispanic population growth in every region of the 

country between 2000 and 2010, most significantly in the South with a 57 percent increase, and 

the Midwest with a growth of 49 percent (Ennis, Rios-Vargas & Albert & U.S. Census, 2011). 

Slower growth was detected in the West reporting a 34 percent increase, which represented more 

than twice the growth of the total population of the region, and a 33 percent increase in the 

Northeast, ten times the growth of the total population for this particular region (Ennis, Rios-

Vargas & Albert & U.S. Census, 2011). As of January 2010, the total estimated unauthorized 

immigrants in the United States accounted for a total of 10,790,000 people (Hoefer, Rytina, 

Baker & U.S. Department of Homeland Security, 2010). 

Unauthorized immigrants are considered immigrants who entered the United States 

without inspection, or who were temporary and stayed past the date they were required to leave 

(Hoefer, Rytina, Baker & U.S. Department of Homeland Security, 2010). Figure 1 shows the 

estimated unauthorized immigrants by country of birth between 2000 and 2010. This estimation 

was obtained through a “residual” methodology, where the unauthorized immigrant population is 

the residual after estimates of the legally resident foreign-born population, naturalized citizens, 

asylees, refugees, and nonimmigrants are subtracted from estimates of the total foreign-born 

population (Hoefer, Rytina, Baker & U.S. Department of Homeland Security, 2010). Mexico is 

considered the leading country for unauthorized immigrants, with over 6.6 million people, 

representing 62 percent of the total unauthorized population. Immigrants from El Salvador were 

the second highest population of unauthorized persons entering the U.S., with approximately 
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620,000, followed by Guatemalans with 520,000 and Hondurans with 330,000 (Hoefer, Rytina, 

Baker & U.S. Department of Homeland Security, 2010).  

 
Figure 2 presents the estimates of unauthorized immigrant population by state of 

residence. California holds the largest number of unauthorized immigrants in the United States 

with over 2.5 million. Texas takes second place in this ranking with 1.7 million, while Florida is 

third with 760 thousand unauthorized immigrants (Hoefer, Rytina, Baker & U.S. Department of 

Homeland Security, 2010). All three states reached the peak in the number of unauthorized 

immigrants during 2007 and 2008. However, Texas was the only state to continue the increase in 

unauthorized immigrant population between 2000 and 2010 (Hoefer, Rytina, Baker & U.S. 

Department of Homeland Security, 2010).  

Figure 1. Estimated Unauthorized Immigrants by Selected Country of Birth between 2000 and 2010. 
Source: U.S. Department of Homeland Security 
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Exploitation of Hispanic Field Workers in the United States 

According to Kandel and the U.S. Department of Agriculture (USDA) (2008), farm labor 

is one of the most dangerous employment sectors (p. iv). Farmworkers are required to handle 

heavy machinery, as well as large and sharp tools. Tending the fields for long hours in 

excruciatingly high temperatures, farmworkers are subject to heat illness. They are also exposed 

to toxic carcinogenic pesticides and chemicals. Because farmworkers are not granted the same 

basic rights as other laborers in the United States (DeWitt & U.S. Social Security Administration 

[SSA], 2010), they endure agonizingly harsh treatments while earning a modicum of a wage 

(Mines, Gabbard, & Steirman, 1997).  

Most farmworkers still do not possess the right to organize and collectively bargain with 

their employers (U.S. General Accounting Office [GAO], 2002). While half of all farmworkers 

are employed in California, Florida, Texas, Washington, Oregon, and North Carolina (Kandel & 

USDA, 2008, p. iii), only farmworkers in Arizona, California, Oregon, Maine, Hawaii, 

Figure 2. State of Residence of the Unauthorized Immigrant Population between 2000 and 2010. 
Source: U.S. Department of Homeland Security. 
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Massachusetts, New Jersey, Wisconsin, and Kansas are afforded protection under state law 

(GAO, 2002). Protections under the Fair Labor Standards Act of 1938 did not cover agricultural 

workers, because it would be too difficult for the federal government to collect Social Security 

taxes from them (DeWitt & U.S. SSA, 2010). Although the Fair Labor Standards Act of 1938 

was not intended to be racially biased when it was enacted, its effects were racially biased, 

because agricultural workers were predominantly Americans of African descent at that time 

(DeWitt & U.S. SSA, 2010). Today, agriculture in the United States is still tended by racial 

minorities, the majority of agricultural laborers are of Hispanic descent. According to a 2001-

2002 report conducted by the U.S. Department of Labor (USDL), 83% of farmworkers in the 

United States are of Hispanic descent (USDL, 2005, p. 3). Of this total, 75% have migrated from 

Mexico, and 54% are not authorized to work in the United States (USDL, 2005, p. 3). 

Because the majority of exploited workers in the United States are Hispanic, the 

injustices thrust upon them are voiced and amplified through organizational advocacy. 

Organizations presently advocating on behalf of Hispanic farmworkers in the United States 

include (but are not limited to) the following: United Farm Workers of America (UFW), Human 

Rights Watch (HRW), and the Coalition of Immokalee Workers (CIW). The UFW was 

organized in 1962 by outspoken leader César Chávez (UFW, n.d.a.). Active in ten states, it is 

presently the nation’s largest farmworkers’ union (UFW, n.d.a.). HRW, an international 

organization “dedicated to protecting the human rights of people around the world,” is presently 

raising awareness of the unjust experiences of Hispanic farmworkers in the United States (HRW, 

n.d., para. 2). Additionally, in Florida, “Latino, Mayan Indian, and Haitian members working in 

low-wage jobs” have united in solidarity to form the Coalition of Immokalee Workers (CIW, 
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n.d.a., para. 1). In this section, the three aforementioned advocacy groups will illustrate ways 

Hispanic field workers in the United States have been exploited.  

Working Conditions: Negligence of Shade, Water, and Rest 

Hispanic immigrant farmworkers experience tortuous working conditions, and these 

conditions have ultimately resulted in death in some cases. In 2008, Maria Isabel Jimenez, a 

Mexican immigrant, was only 17 years old when she suffered from heat illnesses while working 

in the fields (Khokha, 2008; Rodriguez, 2012). According to her fiancé, the incident was 

reported to her employer, who refused to call a doctor (Khokha, 2008; Rodriguez, 2012). When 

Jimenez arrived at a hospital two days later, she was in a coma; and her condition ultimately 

caused her to die two days later (Khokha, 2008). In 2012, a 56-year-old Hispanic farmworker 

Maximo Lopez Barajas died from a heat-related illness while pruning a pomegranate tree in 

temperatures that reached over 100 degrees Fahrenheit (Rodriguez, 2012). Both incidents incited 

grave concerns for fieldworkers; but in 2012, Baraja’s death ultimately led to the creation of the 

Farm Worker Safety Act (A.B. 2346, 2012) and the Humane Treatment for Farm Workers Act 

(A.B. 2676, 2012). Both laws would create better and more humane working conditions for 

farmworkers. 

Although California’s laws are stringent regarding shade and water; during the summer 

of 2011, UFW filed over 75 complaints to California’s Division of Occupational Safety and 

Health (CAL/OSHA) for violations of the Heat Illness Prevention Standards of 2005 (UFW, 

n.d.c.). In response, CAL/OSHA failed to inspect over 50 of those complaints, and only 3 

citations were issued (UFW, n.d.c). As a result of California’s failure to adequately regulate its 

laws, Assembly Member Charles Calderon proposed the Farm Worker Safety Act (A.B. 2346, 

2012) while Assembly Member Betsy Butler proposed the Humane Treatment for Farm Workers 
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Act (A.B. 2676, 2012). These two proposed bills would, therefore, enforce legal standards by 

imposing fiscal penalties (i.e., A.B. 2346, 2012) and by imposing criminal fines and/or sentences 

(i.e., A.B. 2676, 2012) when farm labor contractors fail to supply farmworkers with sufficient 

water, shade, and rest.  

These reforms were endorsed by UFW President Arturo Rodriguez, he encouraged these 

reforms to the current legal system when he stated: “There are over 81,500 farms and more than 

450,000 farmworkers working under a corrupt farm labor contractor system. It’s time the 

government admits that without adequate enforcement, regulations are ineffective” (UFW, 

n.d.c.). Although both bills would have helped alleviate harsh working conditions, Governor 

Jerry Brown vetoed their enactments into law (Brown, 2012a; Brown, 2012b).  

Working Conditions: Negligence of ROPS Equipment 

According to the National Agricultural Statistics Service (NASS) (2008), between 1992 

and 2009, tractor overturns were the most common cause of death among farm workers. 

Although equipping tractors with roll-over protective structures (ROPS) prevents tractor 

overturn-related fatalities, only 59% of tractors were equipped with ROPS in 2006 (NASS, 

2008). After the death of Javier Pantoja in 2008, UFW ensured they would prevent any tractor-

related fatalities in the future (“Farm Worker Killed,” 2008). However, tractor-related deaths are 

still prevalent. As an example, in 2011, a Hispanic field worker Jose Antonio Ambriz-Luquin 

died when his tractor overturned and ran over him (“Manager Sentenced to Jail,” 2013). The 

death was ultimately a result of the tractor’s safety device being removed, which is only a 

misdemeanor in the state of California (“Manager Sentenced to Jail,” 2008).  
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Working Conditions: Toxic Exposure to Chemical Pesticides 

According to the U.S. Environmental Protection Agency (EPA) (1993), approximately 

10,000 to 20,000 agricultural laborers are diagnosed with pesticide poisoning annually. 

Fieldworkers directly inhale pesticide fumes through drifts, and are in direct contact with 

residues on crops (Coursen-Neff, 2011, para. 5). In some instances, fieldworkers are directly 

sprayed while laboring the fields (HRW, 2010, pp. 9, 47). One Hispanic adolescent field worker 

shared his experience with Human Rights Watch: “I felt dizzy. I covered my face and kept 

working. No one told us to get out of the field” (HRW, 2010, p. 9). Although children and young 

farm workers are more vulnerable to pesticides since they are not fully developed (Coursen-Neff, 

2011, para. 5), they are the most highly exposed group in the United States (Natural Resources 

Defense Council, 1997).  

In response to the detrimental health effects experienced by field workers, groups like 

UFW and Pesticide Action Network North America, have protested to have some toxic 

fumigants banned in the United States (UFW, n.d.c.). One of these fumigants is the carcinogenic 

methyl iodide (UFW, n.d.c.). Because of its high toxicity, 54 scientists (including 5 Nobel 

Laureates) wrote a letter to the EPA objecting to its approval (Bergman, 2007). Eventually the 

manufacturer Arysta LifeScience decided to stop manufacturing and distribution of methyl 

iodide in the United States (Arysta LifeScience, 2012). In response, Miriam Garcia a Hispanic 

strawberry picker stated on February 15, 2012: 

It felt great because we are family-oriented people. This is something that has to do with 
the health of the family. It’s great they took that into account. We’re the ones working in 
the fields, then we come home after work and our children hug us not knowing we have 
pesticides on us. (UFW, 2012) 

The withdrawal of this toxic chemical was significantly important for Garcia, because she credits 

her child’s health concerns to her pesticide exposure during pregnancy. 
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Wage Theft: Campaign for Fair Food 

Protesting for fair practices and fair pay under the CIW’s organized movement, Hispanic 

tomato pickers have united in solidarity with the Immokalees and other field workers in the state 

of Florida (CIW, n.d.a). Because tomato pickers are paid by the pound rather than by hour (on 

average, 40 to 45 cents for each 32 pound bucket) (CIW, n.d.b., para. 40), the Campaign for Fair 

Food was established (CIW, n.d.c). In an attempt to combat wage theft and other forms of abuses 

(CIW, 2013a), the movement began in 2001 when CIW began protesting Taco Bell (CIW, n.d.c., 

para. 1):  

The logic behind the Campaign for Fair Food is simple. Major corporate buyers – 
companies such as Publix, Ahold, Kroger, and Wal-Mart – purchase a tremendous 
volume of fruits and vegetables, leveraging their buying power to demand the lowest 
possible prices from their suppliers. This, in turn, exerts a powerful downward pressure 
on wages and working conditions in these suppliers’ operations. (CIW, n.d.c., para. 2) 

Following the successful four-year campaign at Taco Bell, demonstrations began at other 

fast food chains and supermarkets, e.g., McDonald’s, Burger King, Subway, Whole Foods, 

Chipotle Mexican Grill, and Trader Joe’s (CIW, n.d.c.). Today, the movement continues to target 

Publix and other corporations that have been reluctant to sign the Campaign for Fair Food 

agreement. Among demonstrators who have targeted Publix is Robert F. Kennedy’s widow, 84 

year old Ethel Kennedy (Malagon, 2012). Breaking bread with 61 tomato pickers, Ethel Kennedy 

and her daughter Kerry Kennedy, ended a six-day hunger strike (Malagon, 2012). Although the 

movement originated in Florida, it has gained so much momentum that demonstrators began to 

march in sympathy outside the state, e.g., Nashville, Atlanta, Pittsburgh, Chicago, Denver, 

Oakland, Providence, Philadelphia, Columbus (CIW, 2013b).  

Hispanic Women and Girls in the Fields 

Although both male and female fieldworkers in the United States endure grueling 

hardships, Hispanic women and girls in the field are faced with more ill circumstances than their 
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male counterparts. Females have to work harder and for longer hours in order to receive pay 

equivalent to males (Mines, Gabbard, & Steirman, 1997, p. 18), and both women and girls are 

often victims of sexual assault (HRW, 2012a). In an interview conducted by Grace Meng of 

HRW, one Mexican migrant woman expressed her experiences with HRW: 

There are always men who harass women. There are two or three men in every job. There 
is no job where you won’t be harassed. … Many women have been bothered by men, 
including their supervisors; and unfortunately, sometimes they’re Mexicans, like us. 
(HRW, 2012b) 

Sexual abuse is prevalent in the fields because the culprits recognize the power they possess 

(HRW, 2012c), and the abusers are aware that young females are more unlikely to complain. 

Girls are even more vulnerable to being sexually assaulted than women (HRW, 2010, pp. 9, 10). 

Women and girls who are undocumented are exceptionally vulnerable to being 

tormented, abused, molested, sexually harassed and assaulted, and even raped, because they do 

not protect themselves out of fear of being deported (HRW, 2012a; HRW, 2012b). The 

aforementioned worker further explained to HRW: “When you file a complaint with the police, 

the first thing they ask is ‘Do you have your papers?’ So, that’s the fear” (HRW, 2012b). 

Although the Victim of Trafficking and Violence Protection Act (2000) provides limited 

protection by providing U visas, many incidents go unreported (HRW, 2012c). These victimized 

women are sometimes fearful of official authorities because of recent laws, such as Alabama’s 

H.B. 56 (2011) and Arizona’s S. 1070 (2010) (HRW, 2012c). In addition, the Victim of 

Trafficking and Violence Protect Act of 2000 requires these women to obtain a certification of 

cooperation from law enforcement officers in order to be eligible, and law enforcement officers 

are sometimes reluctant to certify these women under the erroneous belief that they are assisting 

unauthorized women in obtaining permanent residency (HRW, 2012c).  
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Hispanic Children in the Fields 

According to the Centers for Disease Control and Prevention (CDC) (2007), 

approximately one-third (650,000) of the farms in the United States are operated by children and 

adolescents under the age of 20. With parental permission, there is no statute on how old a child 

must be to work in the fields (Fair Labor Standards Act, 1938). Because of the disparity between 

agricultural and non-agricultural child labor laws, Congresswoman Lucille Roybal-Allard 

introduced the Children’s Act for Responsible Employment. She stated: “As a society, we must 

change our unjust laws to protect all children equally, regardless of whether they are picking 

tomatoes or flipping burgers in a fast food restaurant” (Roybal-Allard, 2010, para. 6). Although 

the act would “amend the Fair Labor Standards Act of 1938 to strengthen the provisions relating 

to child labor” (H.R. 2234, 2011, p. 1), it failed to be passed in both 2009 (H.R. 3564) and in 

2011 (H.R. 2234).  

Because most labor laws that protect children exclude those who work in agriculture 

(Fair Labor Standards Act, 1938), Zama Coursen-Neff (2011) of HRW reports that Hispanic 

children are more vulnerable to exploitation than adults. Lacking experience and the ability to 

question authority, children often do not make minimum wage and are often required to purchase 

their own tools and supplies (Coursen-Neff, 2011). They are required to handle sharp tools and 

heavy machinery (Coursen-Neff, 2011). One young Hispanic child, who began to work in the 

fields at 11 years of age, claimed he was given a knife: “Week after week I was cutting myself” 

(Coursen-Neff, 2011). According to the CDC (2007), between 1995 and 2002, 23% of farm-

related fatalities among youth involved tractors and machinery while 19% involved motor 

vehicles.  
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¡Sí Se Puede! (Yes, We Can!) 

Farmworkers are arguably among some of the most disenfranchised and exploited groups 

in the United States. Because poverty of farmworkers in the United States is twice that of all 

other employment sectors, farmworkers live in substandard living conditions (Kandel & USDA, 

2008, p. 1). Today, the majority of field workers are Hispanic (USDL, 2005, p. 3); and because 

the laws of the United States offer limited protections, they are frequent subjects of abuse. The 

passage of new laws such as those in the Farm Worker Safety Act, the Humane Treatment for 

Farm Workers Act, and the Children’s Act for Responsible Employment, would have been 

tremendous victories. Because they were not passed, the path of justice for Hispanic 

farmworkers in the United States continues to be a strenuous and arduous one. However, 

organizations, such as UFW, Human Rights Watch, and Coalition of Immokalee, have been 

influential in strengthening the movement. Contributions have been significant so significant that 

CIW was awarded with two anti-slavery awards: in 2007 by Anti-Slavery International of 

London and in 2010 by the U.S. Department of State (CIW, n.d.d.).  

Anti-Immigration Legislative and Judicial Opinions 

Hispanics are drawn to farm labor for better opportunities. Like all other farmworkers, 

Hispanic farmworkers are not afforded equal protection under the Fair Labor Standards Act of 

the New Deal. The 54% of Hispanic farmworkers (USDL, 2005, p. 3) who are undocumented are 

more vulnerable, because their protection under the laws are even more limited. As a direct result 

of the influx of new Hispanics in the United States, repressive laws that limit Hispanic rights 

have been created and passed. Arizona State Bill 1070 was passed in 2010, while Alabama 

House Bill was passed in 2011. 
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Arizona Senate Bill 1070 

In 2010, Arizona passed the anti-immigration bill, “Support Our Law Enforcement and 

Safe Neighborhoods Act” (S. 1070, 2010). The intent of the bill was “to work together to 

discourage and deter the unlawful entry and presence of aliens and economic activity by persons 

unlawfully present in the United States” (p. 1, 2010). Section 2b proposed legalizing reasonable 

suspicion. This section stated during any lawful contact where reasonable suspicion exists, the 

law enforcement official or agent shall attempt to determine the immigrant status of the person 

when practical. Ultimately, the federal government was responsible for verifying the status of the 

individual. Additionally, Section 2e authorized warrantless arrests of an individual if the law 

enforcement officer has probable cause that the suspect has committed a public offense that 

makes the person removable from the United States.  

The authors of Arizona’s act fashioned Section 3 to make it a class 1 misdemeanor if an 

individual failed to comply with federal alien registration requirements. The violator will be 

fined a minimum of $500 fine to atone jail costs. This misdemeanor can become a class three 

felony if the individual does not comply with federal alien registration requirements. An 

unauthorized alien will be charged with a class four felony if guilty of a second violation or has 

been removed from the United States during the previous six months. 

Section 4 of S. 1070 made it unlawful for a person to smuggle illegal aliens for profit or 

commercial purposes. This offense is considered a class two felony if the individual being 

smuggled is under the age of 18 or if a weapon is involved. The offense is deemed a class three 

felony if deadly physical threats are involved. 

Three components of S. 1070, Section 5abc, are directly related to immigrant working 

conditions and deportation. First, the bill made it illegal to stop a vehicle to attempt to hire or 
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hire and pick up passengers for work if the vehicle impedes the normal movement of traffic. 

Secondly, it is unlawful for a person to enter a vehicle in order to be hired by an occupant of the 

vehicle if the vehicle impedes traffic. Lastly, it is “unlawful for a person who is unlawfully 

present in the United States and who is an unauthorized alien to knowingly apply for work, 

solicit work in a public place or perform work as an employee or independent contractor in 

[Arizona]” (p. 5, 2010). Section 5d indicated that a violation of any of the three statements 

mentioned above will result in a class 1 misdemeanor. 

Section 6 prohibits employers from knowingly employing an unauthorized alien. This 

section also imposed a complaint form for individuals to report employers who they suspect have 

hired unauthorized aliens. The county sheriff or local law enforcement, where the complaint was 

filed, is permitted to investigate the complaint prior to verifying the status of the alien with the 

federal government. An individual who knowingly submits a false complaint may be found 

guilty of a class 3 misdemeanor. An employer found violating this section will be required to 

terminate unauthorized employees and will be placed on three year probation. Section 7 

indicated that violating employees will endure a five year probation if they intentionally, rather 

than knowingly, hire an unauthorized alien. A second violation of Section 6 and 7 will result in 

permanent loss of all licenses related to the employer’s business. 

Section 8 required employers after hiring an individual to “verify the employment 

eligibility of the employee through the e-verify program and shall keep a record of the 

verification for the duration of the employee’s employment or at least three years, whichever is 

longer” (S. 1070, p. 13, 2010). This mandate forced employers to participate in the e-verify 

program. Furthermore, employers could not be eligible to receive government economic 

development incentives without registering and participating in the e-verify program.  
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Alabama House Bill 56 

The “Beason-Hammon Alabama Taxpayer and Citizen Protection Act” or H.B. 56 was 

passed in 2011. Alabama attempted to justify this act by suggesting that “illegal immigration is 

causing economic hardship and lawlessness in this state and that illegal immigration is 

encouraged when public agencies within this state provide public benefits without verifying 

immigration status” (H.B. 56, p. 2, 2011). The act proclaimed public schools were suffering 

because educating unauthorized aliens became a cumbersome task in funding. Moreover, 

funding unauthorized aliens in public schools was “adversely affect[ing] the availability of 

public education resources to students who [were] United States citizens” (H.B. 56, p. 2, 2011). 

Additionally, Section 2 of H.B. 56 explained that Alabama’s current statutes were not aligned 

with federal immigration regulations.  

Section 7 of H.B. 56 indicated that an unauthorized alien present in the United States is 

not eligible for state or local benefits. These benefits include primary or secondary education, 

health care, community programs and services, child protective services, and disaster relief 

assistance. All verification of authorized or legal status must be completed at the federal level, 

not by state or local officials. The importance of Section 7 was to clarify that the verification 

process was the sole responsibility of the federal government, not state or local governments. 

Section 8 of Alabama’s act stated, “an alien who is not lawfully present in the United 

States shall not be permitted to enroll in or attend any public postsecondary education institution 

in this state” (p. 9, 2011). This section allowed school officials to seek verification of alien status 

from federal officials. Additionally, unlawful aliens were not permitted to receive postsecondary 

education benefits, such as scholarships, grants, or financial aid.  
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Similar to Arizona’s Section 8, Section 9 and 15 of H.B. 56 required the use of e-verify. 

Section 9A explained that no employer shall knowingly hire or continue to employ an 

unauthorized alien, as a condition for the award of state incentives, while part B required 

employers to provide documentation of enrollment in the e-verify program in order to receive 

any state funded incentives, with suspension of an employer’s business license or as a penalty. 

Section 15 stated that under no circumstances can an employer knowingly hire or continue to 

employ an unauthorized alien. First time violators must first terminate the alien’s employment. 

Employers will be placed under a three-year probation that will require employers to submit 

quarterly reports to the local district attorney. The employer’s licenses and permits will be 

suspended for no more than 10 business days. The second violation will result in permanent 

suspension of the business’s licenses and permits for the current location. Subsequent violations 

will result in permanent suspension of the business’s licenses and permits for the entire state. 

Section 10a explained that, “a person is guilty of willful failure to complete or carry an 

alien registration document…is in violation…and the person is an alien unlawfully present in the 

United States” (H.B. 56, p. 11, 2011). In other words, an individual found guilty of not carrying 

alien registration documentation will be in violation and guilty of a class C misdemeanor. Many 

sections of H.B. 56 act mimicked Arizona’s S. 1070.  

Like Arizona, Alabama proposed to authorize their law enforcement officers or officials 

to practice reasonable suspicion during any lawful stop, detention, or arrest. The officer or 

official can detain the suspect in order to determine citizenship and immigration status of the 

person. While this section promoted the use of reasonable suspicion, it constrained the state 

official from using race, color, or national origin as determinant. The state official will transfer 

the individual into federal custody if the alien is found unlawful. 
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In addition to situating statues to inhibit unlawful aliens from obtaining work and being 

present in the state of Alabama, the act made it illegal for individuals to harbor an alien from 

detection of state officials. Section 13 stopped individuals from hiding, transporting, or even 

entering into rental agreement with an alien. It was unlawful for a proprietor to knowingly “or 

recklessly disregard the fact that the alien is unlawfully present in the United States” (H.B. 56, 

p. 14, 2011).  

Arizona, et al., Petitioners v. United States 

Both S. 1070 (2010) and H.B. 56 (2011) provided state officers the authority to use 

reasonable suspicion, during lawful contacts, to verify an alien’s presence in the United States. 

According to the Supreme Court’s opinion, Section 4D, there were two major challenges with 

this act: 1) a concern for the mandatory nature of the status verification process, and 2) the 

likelihood of extended arrests while the status of the alien was being verified with federal 

officials. The term “reasonable” is ambiguous. The Supreme Court did not determine that 

Section 2B of S. 1070 would conflict with federal law. As a result, this section of Arizona’s Act 

was not preempted. 

Conclusion 

The purpose of this manuscript was to discuss the roles of Hispanics in the United States 

as they relate to farming, immigration, and deportation. The literature supports the rise in 

populations across the U.S. The implementation of legislative acts specifically related to 

immigrants and agricultural regulations has occurred. 

The agriculture workforce has become victim to exploitation in various forms: including 

unfair wages, exposure to hazardous materials and equipment, or discrimination due to minority 

status. Furthermore, the agriculture workforce has been discriminated against through anti-
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immigration acts (HRW, 2012c). Not only are working environments unfair for many 

immigrants, but employment is hard to obtain. The United States may want to consider the 

quality of life for these immigrant persons, as the trends show these people are likely to comprise 

a large portion of the next generation of Americans.  
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Do Attributions for the White-Asian-American Achievement Gap Tell Us 

Anything about Attitudes toward School Reform Policies Aimed at Closing It? 
 

Abstract 

How people reason about the academic achievement gap between Whites and stigmatized 
ethnic minorities emanate from either structural blaming attributions or cultural blaming 
attributions. Those who favor culture blaming ideology believe that ethnic minority “culture 
needs to change to value education,” while those who support structural blaming ideology 
believe that the school and racial stratification have a greater impact on ethnic minority 
education by creating an environment that is not conducive to learning. This is important because 
this type of thinking relates to how people influence the curriculum and policies within the 
schools. In this study we utilize the Attributions for Scholastic Outcomes Scale-Asian, a two 
factor analysis to examine the racial storylines in a nonreactive way to see if people reason about 
Whites the same way they reason about Latinos and Blacks when Whites are put in the position 
of the lower performing academic group compared to what people believe to be the “model-
minority,” Asian Americans. Results indicate that there are complex relationships between 
multiple cultural blaming and structural blaming ideologies and that people tend to favor 
structural blaming tendencies for Whites compared to other stigmatized minorities. 

 

 

 

Throughout the history of the United States, racial ideology has stratified our countries 

education (Entwisle & Alexander, 1993). Of course as of now, racism is thought of something 

but a thing of the past, however in this particular study we aim to look at racial ideology and how 

racism is used to reason about the academic achievement gap between Latinos, Blacks, Whites, 

and Asian Americans. While educators ostensibly struggle to understand the academic 

achievement disparities between Whites and ethnic minorities, we propose that racial ideology 

prevents minorities from reaching their full potential, including Asian Americans contrary to 

popular belief in education, and that racism in America has become a more socially acceptable 

form of reasoning towards academic achievement. Despite what we may believe about Asian 
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Americans, we aim to look at the common misconception of the “Model Minority”, and the shift 

in cultural blaming attributions when White folks are positioned as the lower performing group 

in education compared to Asian Americans. 

When people think of racism they think of genetic differences rather than thinking in 

terms of cultural reasoning (Bonilla-Silva, 2010). How we define racism has evolved in which 

we extend the definition to cover racial ideology. Identifying racism used to be easy; people 

normally think of the unjustified behaviors people show towards people of different ethnicities 

such as slavery, Jim Crow Laws, and separate but equal ideology, but not about the racial actions 

that are carried out through subtle psychological attacks (microaggressions) and stereotypical 

reasoning. In politics, when laws are created or abolished against the interest of the dominant 

social group, the dominant social group finds legality loopholes to establish laws that work in 

their favor (Delgado, 1997:46). Yet we as a whole do not attempt to recognize or admit that 

racial pedagogy and culture blaming tendencies are taught in our school institutions and are 

thought of as a truth to why an academic achievement gap between the dominant social group 

and Latinos and Blacks exists. This type of ideology has caused in group fighting amongst 

cultures and askew beliefs about the achievement of another minority group. In the case of the 

Asian Americans, Whites along with the other minority groups tend to believe that Asian 

Americans are diligent and hardworking. This is a common ideology that is spread throughout 

the community, and people demand that structural changes not be made (Bushaw, W.J., & 

Lopez, S.J. 2011; Zhao & Qiu, 2009). It is simply thought that Asian Americans simply work 

harder than other minorities and that the others must change their culture in order to be 

successful in education (Sue, S. & Okazaki, S., 2009). As long as Blacks and Latinos fight 

amongst themselves about why they are not successful in education, the dominant social group 
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can enjoy social dominance and push academic policies in their favor and go unquestioned by 

other minorities who are struggling to succeed. 

Previous research tries to account for the academic achievement of Asian Americans 

through genetic phenomena, however most results have been inconclusive as to how they 

account for the academic success of Asian Americans (Sue, S. & Okazaki, S., 2009). Asian 

Americans are considered to be the highest academic achieving minority group and are often 

used as an example in which all minorities must strive to emulate. When looked at closely, the 

Asian American lack of achievement is underrepresented in all aspects of education which most 

people might believe to be a positive stereotype, however it is in actuality doing them an 

injustice by depriving Asian Americans of academically helpful resources to those Asian 

Americans who do not live up to this positive stereotype, as well as help in mental health 

aspects. 

The racial cognitive beliefs still exist when viewing Latinos or Blacks in terms of 

education, socioeconomic status and social capital (Bonilla-Silva 1997). The limitations of how 

people view racism and the ability to rearticulate the racial ideology in a manner which it is 

accepted by society, or shown in a manner in which it is declining is still racism. When Whites 

over compensate culture blaming tendencies in a way to overshadow the unsuccessful academia 

of an ethnic minority, demonstrates racial ideology at its finest. The basic idea behind racism as 

it existed when Blacks were held as slaves is still the idea when ideological racism is used to 

carry out discrimination through subtle ways, through legal loopholes, and what we consider our 

beliefs and how minorities should assimilate into the dominant cultures traditions. 

Previous research by Bonilla-Silva demonstrated the spurious explanations that disparage 

Latinos and Blacks, and how it ostracized any ethnicity that is not White (Bonilla-Silva, 2010). 



1368 

However, he does not go in depth to utilize his research to show how racial ideology affects 

education between ethnicities. We intend to measure cultural and structural blaming ideology 

when Whites are positioned as a lower academic performing group compared to Asian 

Americans while supporting a racial theory in regards to why there is an attributional target shift 

from a gap between Whites and an academically stigmatized minority. The need to develop an 

instrument to measure culture blaming and structural blaming tendencies and its effects in 

education was developed to measure and bring to light racial ideology in a non-reactive way and 

observe how people reason about academic achievement through racial ideology. 

Theoretical Framework 

The Attributions for Scholastic Outcomes Scale- Latino (ASO-L) was created by 

Dr. Rick Sperling in order to measure this ideological racism in a nonreactive way (Sperling, 

2007). It is plain to see for obvious reasons that if you were to ask someone if they are a racist, 

they would deny any affiliation with racism and be completely oblivious to their racial reasoning 

and explanations to try to convince you that they are not racist (Bonilla-Silva, 2010). Yet 

reasoning for the academic achievement between Latinos and Whites is culture blaming in nature 

(Sperling, 2007). The ASO-L found that culture blaming and structural blaming tendencies could 

be measured and that the main explanations for the academic achievement gap between Latinos 

and Whites is indeed culture blaming in nature. It also provided the data that supports a racial 

ideological theory in terms of how people reason about the academic achievement gap between 

Latinos and Whites. 

Ostensibly Whites have attempted to understand the racial ideology that plagues minority 

education but have only tried to mollify the situation by creating the illusion of attempting to 

solve the problem (Jackman, M. & Muha, 1984). In order to get around the façade of not being 
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racist, Dr. Sperling designed this instrument to examine which type of reasoning people prefer to 

use when asked about why the academic achievement gap exists. Results indicated that people 

tend to reason about Latinos and Blacks through culture blaming tendencies when trying to 

explain the academic disparities between Latinos, Blacks, and Whites (Sperling, 2007). The 

ASO’s measure what people perceive as the truth, rather than what is the truth (Kluegel & 

E. Smith, 1986). Similar results to the ASO-L were observed when the items substituted Blacks 

in the items instead of Latinos (Sperling, R., & Vaughan, P.W., 2009). 

In this study we explore whether or not the attributional relationship holds true when we 

position Whites as the lower performing academic group compared to Asian Americans. We will 

examine whether or not people will be willing to reason about Whites the same way they reason 

about Latinos and Blacks through culture blaming tendencies. 

Hypotheses 

1. Culture-blaming will be positively related to attitudes toward ability tracking, 
standardized testing, making White students speak “proper” English, and parenting 
classes and negatively related to attitudes toward increasing funding for predominantly 
White schools. 

2. Structure-blaming will be negatively related to attitudes toward ability tracking, 
standardized testing, making White students speak “proper” English, and parenting 
classes and positively related to attitudes toward increasing funding for predominantly 
White schools. 

Methodology 

The ASO-A’s Purpose and Procedures 

Through the discovery that the ASO-L accurately measured cultural blaming and 

structural blaming tendencies, other tests followed utilizing the ASO by substituting the different 

ethnicities in questions to test to see if other ethnic groups reasoned the same way. More recent 

research followed to see if this type of testing could be used to see if Whites reason about 

themselves the same way they reason about Latinos and Blacks compared to Asian Americans.  
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The ASO-A original and the ASO-A reframed is a twelve item instrument that is used to 

see how people reason about academic achievement. We have 12 items total, 6 items are culture 

blaming in nature and follow a similar racial storyline for Latinos and Blacks, and 6 items that 

are structural blaming in nature that follow a similar Latino/Black storyline. In the ASO-A 

original, each question was adopted with only the ethnicity substituted in the question¸ and each 

person was to rate their question in terms of how they agreed or disagreed, ranging from strongly 

agree to strongly disagree. 

The sample consisted of 394 participants, of these, 224 completed the ASO-A and 170 

completed the ASO-A reframed. The majority of the participants were Latino (n=280; 71.1%) 

and female (n=298; 75.6%).  

ASO-A Hedonic Bias 

The ASO-A is intended to measure the hedonic bias of Whites. We adapted the items 

contained in the ASO-L to measure cultural and structural blaming attributions for the White-

Asian American achievement gap. Whites demonstrated that they were not willing to blame their 

own culture for the lack of academic achievement, and Whites also demonstrated that they were 

unwilling to follow their own racial ideology when the questions were proposed in a direct 

manner stating that their culture was not hardworking or responsible enough for their education. 

Whites were stuck in the precarious position to defend their own racial ideology while trying to 

deflect culture blaming themselves for the academic achievement gap between themselves and 

Asian Americans. This was the first attributions for scholastic outcomes scale to position Whites 

in a lower performing group and the need to investigate why they did not follow their own racial 

ideology needed to be examined. The questions were framed in a manner in which it favored 
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White cultural weakness compared to Asian American favored cultural strength. 

ASO-A White “Disparage” and the ASO-A Reordered “Asian Fancy” 

The ASO-A reordered utilizes the framing effect to see if there are any differences in 

reasoning in culture blaming and structure blaming. The framing effect is a technique that is 

investigated widely throughout social psychology and studied because of its effects on how 

people reason. (Levin, I.P., Gaeth, G.J., Schreiber, J., & Lauriola, M., 2002). For example, two 

kids are playing a chess game, after the game is finished they both retire back to the house. When 

asked “who won?” one proclaims victory and the other proclaims “you just developed your 

pieces faster.” The person is admitting that they lost but without saying that they lost. Yes you 

won is easier than saying yes I lost. So when utilized in the ASO-A reordered we found that it 

was much easier for our participants in our study to reason about the academic achievement 

through fancying Asian Americans over Whites in terms of academic achievement when the 

questions were presented in a manner that was less abrasive to White ego and praising of Asian 

American ego. This supporting evidence indicates that the dominant racial ideology holds true 

when reasoning about academic success and failure through culture blaming tendencies when 

questions are presented in a praising manner. 

Results 

In order to evaluate whether condition (i.e., ASO-A versus ASO-A reframed) affected 

participant responses, a multivariate analysis of variance (MANOVA) was conducted in which 

condition was included as a between-subjects factor and the five policy attitude scales were 

included as dependent variables. The results indicated that experimental condition was not 

statistically related to the variate formed by the five dependent variables (F(5,388) = 1.03: 

p =.400). 
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As a next step, separate regression models were tested in order to evaluate the 

relationships between culture-blaming and structure-blaming as independent variables and each 

of the policy attitudes as dependent variables. Results indicated that culture-blaming (t = 3.58; 

p < .001) and structure-blaming (t = 5.55; p < .001). This same trend was observed for attitudes 

toward speaking “proper” English (culture-blaming t = 5.90; p < .001; structure-blaming t = 

1.44; p = .150). Finally, both culture-blaming and structure-blaming were predictive of attitudes 

toward spending more money on predominantly White schools (culture-blaming t = -3.10; p = 

.002; structure-blaming t = 9.36; p < .001). 

Discussion 

The two factor analysis that was constructed to mimic the racial storylines for Latinos but 

instead substituted Asian Americans in their place; further validated the ASO-L that was 

constructed. The overall performance of the ASO-A original and the ASO-A reframed 

combination proved that people reason differently when Whites are positioned as the lower 

academic achievement group when the items are abrasive toward White reputations as opposed 

to when the items are praising Asian Americans. Data supports a racial theory that people tend to 

culture blame one another and sometimes even themselves in regards to academic achievement. 

People prefer to place blame on a culture first before they question the structure of the society 

that is emplaced when culture blaming should never have been considered in the first place. 

Regardless of the different ethnicity in the items other than Latino or Black, the racial storyline 

and culture blaming tendencies is still the same for Latinos and blacks, but not Asian Americans. 

The results indicate that the participants are willing to culture blame themselves when 

reasoning about the academic achievement gap. This type of ideology reinforces the belief that 

culture is to blame and that it is possible that this type of racial ideological reasoning has 
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stemmed from Whites to provide proof that the paucity of academic achievement by Latinos and 

Blacks is the result of their own culture. For Whites, being in the position of a lower academic 

achievement does not mean that their culture is doing a horrible job in schooling their 

younglings, but that Asian Americans are doing a better one and Blacks and Latinos are just 

behind the curve.  

Changing the cultural interpretation to a structural interpretation is no easy task, but has 

been investigated before in previous research. Previous research has shown that the United States 

as a nation has lagged behind in mathematical education especially behind Japan. From a 

nationalistic standpoint schools have been observed and serious questions about the quality of 

education in America have surfaced (Benbow, 1991). The fact of the matter remains that the 

reason for this academic gap is that the academic achievement in countries such as Japan is more 

dispersed, allowing those who are in school to receive the quality of education. While in the 

United States, the quality of education is there, but is not available to everyone further 

demonstrating the educational stratification in the United States between Whites, Latinos and 

Blacks. 

In today’s society, culture blaming attitudes influence the Board of Education, resource 

allocation for schools and attitudes in policy making for curriculum in schools. People who have 

a lower socioeconomic status (SES) have a hard time affording education (Mandara, J., Varner, 

F., Greene, N., & Richman, S., 2009). Based on what people can afford, it also is a determining 

factor in the quality of education that one can receive. Yet as the racial storyline persists, as long 

as Latinos and Blacks work hard enough they will be able to go to school, and then when you 

don’t succeed it was because you didn’t “work hard enough.” But what people fail to understand 
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and see is that Latinos, Blacks and Asian Americans are starting off already at an academic 

disadvantage (Mandara, J., Varner, F., Greene, N., & Richman, S., 2009). 

So the racial ideological reasoning comes from the belief that Latinos and Blacks have 

less interest in education, and rather have interests in trades to make money without an education 

as compared to Asian Americans who are underrepresented in academic underachievement. In 

reality, schools have educated students with racial ideology about Latinos and Blacks (Apple, 

M., 2009). Controversially, research shows that community colleges do not provide Blacks with 

the opportunities nor the quality of advising to get interested in education and give confidence to 

their ambitions, forcing Blacks out of school to pursue other forms of education and careers 

while utilizing Asian American “Model Minority” to justify culture blaming ideology (Bahr P, 

2009). 

To add insult to injury, the educational system takes away from the cultural identity of 

minorities (Valenzuela, 1999: 5). Latinos and Blacks associate success with Whites but do not 

want to attend educational institutions that blatantly or subtly blame their culture for its lack of 

achievement in education. The dominant social group justifies their social dominance through a 

political means in order to force racial logic in educational institutions. Those that support racial 

ideological policies influence educational institutions with the use of their positions in society to 

herd specific ethnic groups into trades and vocational schools. Blacks and Latinos are not being 

taught that they can become successful in academic achievement and have much more to offer 

society rather than the culture blaming attributions that blatantly label Blacks and Latinos. This 

is just an example of how someone might utilize ideological racism to manipulate the system in 

an indirect way. 
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We can propose that racial ideology is manipulated through a political means, and school 

institutions that utilize trade schools as a method of cooling out (Bahr, 2008). In another example 

we can see that racial ideology hides in the form of illegal immigration laws. For example the 

controversial Arizona illegal immigration laws that have passed, requiring anyone who is brown 

that is stopped or detained to show proof of citizenship upon asked by proper authorities. 

Although determined legal in the state of Arizona to do so, this is why it is important to measure 

racial ideology in non-reactive ways because racial ideology influences policy making in 

government. 

There needs to be an understanding of how each culture learns and an understanding of 

how ideological racism affects Latinos, Blacks and Asian Americans in education. Programs 

such as affirmative action have been under scrutiny for the very same racial ideological 

reasoning. Why should we give thousands of taxpayer money to help minorities who chose to be 

academically unsuccessful and chose to be poor? Has been the ideal question and threat towards 

programs designed to help minorities succeed in education and have a better quality of life. In 

government, principled conservative is the term utilized when referring to the abolishment of 

racism in political decision making and that racism is replaced with race neutral values, equality 

for all ethnicities and fairness used to guide political decision making (Reyna, C., Henry, P.J., 

Korfmacher, W., & Tucker, A., 2006).  

The dominant social group ostensibly claims principled conservatism yet have a long 

history of opposing programs that are designed to distribute resources in areas that are most 

needed by minorities through conservative ideology (Jackman, 1996). The conservative ideology 

is thought to undermine principled conservatism, only allowing opportunities for certain groups 

of people to succeed (Reyna, C., Henry, P.J., Korfmacher, W., & Tucker, A., 2006). The 
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dominant social group has countered this argument with the ideology that, in the United States, 

everything is based on merit and that there are no barriers preventing those who want to compete 

for jobs and schooling. Therein lays the problem of inheritance versus hard work. Programs that 

are designed for minorities to have special funding or resources demonstrate inequality and 

favoritism towards another ethnicity. Those who work hard are the ones who will earn the 

highest merit and get what they deserve in life (Reyna, C., Henry, P.J., Korfmacher, W., & 

Tucker, A., 2006). When it comes right down to it, people compete for resources and status. 

Essentially human beings desire the fundamental assets which contribute to their survival which, 

in modern society, are both fiscal resources and status. 

Resources and status are defined in this context by things such as socioeconomic status, 

political standing, monetary means, and so forth. With that, individuals are survivalists who seek 

the most in any category so as to succeed; however, success may lead to the elimination of 

competing individuals via the utilization of current social dominance. What the dominant social 

group fails to acknowledge is that the social playing ground was and is uneven from its 

inception. The politically necessary acts that are proposed to help Blacks, Latinos and Asian 

Americans are assaulted through conservative ideology under the façade of principled 

conservatism (Reyna, Henry, Korfmacher, & Tucker, 2006). The network and the connections 

have long been established creating a racial ideological barrier that renders Latinos, Asian 

Americans and Blacks unqualified for some of these positions. This is how the dominant social 

group stays in power. 

What is being proposed is that Latinos, Blacks and Asian Americans need to create their 

own self-helping society to get around the racial ideology to help themselves become successful 

in education as well as make those aware of what is going on through scholarly research and 
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political means. This can help protect individual minorities from racial ideology that is carried 

out throughout school institutions, Ogbu as cited by (Valenzuela, 1999:29). As long as minorities 

learn that they themselves are victims of culture blaming racial ideology, they will learn to not 

internalize those culture blaming beliefs that the dominant social group wants minorities to 

internalize, and stop blaming their own culture for short comings when the structure itself that is 

designed this way. 

Steele proved through his experiments that if people know they have negative stereotypes 

against them then they will perform poorly compared to those who do not have a negative 

stereotype against them (Steele, 1997). Yet we propose that it is possible to know that you have 

negative stereotypes against you and perform at your potential if you do not internalize those 

beliefs. Internalized beliefs occur when subjects focus their attention on specific incidences that 

have happened in the past that support self-perception (Tice, 1992). The dominant social group is 

able to utilize those past behaviors as explanations of truth and persuade people to dwell on those 

specific incidences no matter how biased they may be regardless if it is an accurate 

representation of the ethnic group. If Blacks, Asian Americans and Latinos are shown how 

society works, perhaps they can adjust and put themselves in positions to be most successful. 

The dominant social group attempts to mollify the situation by pretending to do something about 

the educational achievement gap, the proof is the fact that Latinos, Blacks and other minorities 

still lag in educational achievement compared to Whites is a chronic problem. That is not to say 

that this is supposed to happen overnight, but by the mere fact that minority academic 

achievement has remained stagnant, or in some cases declined of a course of many years. 

In the classroom where students are there to learn and prosper in education, are taught to 

emulate someone else and learn that their culture is inferior to White culture. Latinos and Blacks 
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are taught to have role models that are White or Asian. Minorities’ associate success in education 

and living comfortably with Asian and White Americans and are taught that, this is who they 

need to be like. In schools they take away the identity of Latinos and Blacks by telling them that 

in order to succeed in life you need to learn White culture, you need to be able to “act White” 

because this is a white society creating a sense of alienation between Latinos and Blacks and 

students (Valenzuela, 1999:24). 

This is a society of politics, in order to succeed you need to make friends and emulate 

those in power. Assimilation to White culture is what is taught in the classroom in order to learn 

and have a quality education in schools and most of all to be successful and achieve 

academically. According to Cooley, we tend to build our self-concepts on how others perceive us 

(Cooley, 1902). If the social dominant group has beliefs that the reason for the academic 

achievement gap are culture blaming and victim blaming in nature, then how Latinos and Blacks 

perceive themselves are internalized into their self-concept. That also counts for those who have 

similar thoughts and beliefs as we do. What most people do not understand is that having a sense 

of identity and who you are is important to academics regardless of what anyone’s perception of 

you may be, racist or not (Valenzuela 1999:31). It is important to your self-esteem and your self-

efficacy in order to succeed in school. Previous research suggests that if students believe that a 

more positive attitude, good study habits and discipline are necessary to achieve in school than 

their grades tend to increase, but not at the expense of culture blaming and victim blaming 

tendencies (Noel, J.N., 1987). So long as students know not to internalize racial ideological 

beliefs, they can succeed in education.  

The statistical validation of the ASO-L has provided enough statistical evidence to make 

the case for the tendencies people have that are culture blaming and structural blaming in nature. 
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The data shows that there is racial ideology and that there needs to be a way to address this racial 

ideology in education especially in terms of how these attitudes affect school policies. 

Statistically validating the ASO-L through the ASO-A and ASO-A reframed builds upon already 

established research in the field in support of a racial theory regarding the academic achievement 

gap in the United States and statistically proves that there is a need for a different instrument to 

measure culture blaming and structural blaming tendencies of Whites and Asians. This shows 

that there is something to the racial story after all. We have something special with the ASO-L 

that does not work with the ASO-A or the ASO-A reframed. Further research needs to be done to 

see if there are other ways people reason about the academic achievement that are not genetic, 

culture blaming and structure blaming in nature.  

Future Research 

We have observed the culture blaming and structural blaming tendencies in a non-

reactive way and proven that the ASO-L is an invariant instrument that provides accurate, 

reliable, and valid data when used to see how people reason about the academic achievement gap 

between Latinos and Whites. The data also provides us with more questions about racial 

storylines and their effects on academic achievement. Further research should aim to investigate 

that perhaps it is just easier to utilize racial storylines to provide quick explanations for the lack 

of academic achievement. 

It is seen as a plausible explanation and truth in the United States. Regardless of whether 

or not it is politically correct, the racial storylines for Latinos and blacks facilitate cognitive 

functioning. Racism of course is not something that people would take to a dinner party 

conversation, yet it is possible that racial storyline explanations are default answers to avoid the 

real explanation that people do not want to talk about. Further research is needed in this area to 
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measure the amount of time and cognitive functioning people have when presented with 

questions that mimic the racial storylines of Latinos and Blacks. 

Microaggressions and How They Play a Factor 

Different approaches of racism carried out from behind our rules and legalities are 

through micro aggressions. They are subtle attacks on a person that can be done subconsciously 

or consciously in order to tell someone off indirectly, humiliate or degrade (Yasso, Smith, Ceja, 

& Solorzano, 2009). Those who attempt to confront the social dominant group in this area are 

claimed to be too sensitive or wrong because what was said could have multiple interpretations. 

Sometimes the socially dominant group has no idea what they are doing, other times it’s those 

who intentionally perform micro aggressions, in either case the racial ideology is present in 

individuals who exercise ethnic tolerance. 

In the classroom it has affected minority students to the point where they demonstrate 

lower academic merit or leave school altogether (Yasso, Smith, Ceja, & Solorzano, 2009). Other 

attempts to bring racial ideology to light and attempts to change it have fallen on deaf ears. 

Improvements over the years have been subtle and although there are improvements in certain 

areas of the country, it is not nearly enough to close the academic achievement gap between 

Whites. There isn’t anything wrong with the American quality of education, it is just that other 

countries utilize an educational system that is less stratified in their countries and provide more 

of an opportunity to receive education. In the United States not everyone has access to that 

education, in particularly minorities. Meager progress is utilized as an exaggerated explanation to 

show the nation that there is something being done about the academic stratification and racial 

ideology that plague educational institutions. 
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Asian American Academic Achievement 

What has become known as truth in dominant social group ideology, Asian Americans 

are considered what is called the “Model Minority” meaning that they are the epitome of the 

American Dream. Asian Americans are characterized as hard working, diligent and usually have 

parents that are strict with school (Chao, M., Chiu, C., Chan, W., Mendoza-Denton, R., & 

Kwok, C., 2012).Yet little research has been done to examine their success and the extent in 

which internalized racism has affected their academic performance and marginalized Asian 

Americans who have not performed well in school effecting mental health and educational 

services. Steele showed us that when associating oneself with a negative stereotype, performance 

on cognitive tests are normally lower when compared to the White counterpart (Steele, 1997). 

When we think of stereotypes, we think of beliefs about individuals whose characteristics are 

based upon groups in which they belong to (Gupta, Szymanski & Leong 2011). When people 

internalize the belief of racial ideology, they come to know it as fact or truth. While whites aim 

to make the comparison of Latinos, Blacks to Asian Americans, and turn around and blame 

Latinos and blacks for their lack of success in education, as long as Latinos and blacks 

internalize these beliefs, then this is an example of internalized racism. How Asian Americans 

have come to view this positive stereotype can also cause problems with in the Asian American 

community. Not all Asian Americans fit into the characterizations that the dominant social group 

has come to know as the truth when reasoning about academic success of Asian Americans. 

Asian Americans are constantly believed to have a higher standard in work ethic and 

discipline in the home and in the classroom. Although one may feel that it is better to be praised 

rather than abhorred, too much praise and attention can be harmful. Positive stereotypes can have 

a negative effect on school performance as well (Gupta, Szymanski & Leong, 2011). The belief 
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of performing at an optimum level and meeting the expectations of the model minority are 

stressful in and of itself. People who do this can provide over compensation and exaggerated 

claims for Asian Americans to be smart, ignoring Asian Americans who need help and making 

access to services to provide help in education and health services difficult. 

For those Asian Americans who ostensibly believe the stereotype belief but do not 

internalize that belief are shown to struggle more in academics, causing stress and lack of self-

efficacy in ones abilities to complete tasks. The simple belief of being academically superior to 

others is a possible reason as to why Asian Americans are less likely to seek help from 

professional counselors (Kim, Brenner, Liang & Assay, 2003). Asian Americans would feel that 

they are abject to see a professional when the dominant social group has set such a high 

academic expectation to be academically superior to all including themselves. The positive racial 

storyline and the model minority myth have made getting the professional help and the academic 

help needed by Asian Americans very difficult (Kim & Park 2008). The model minority myth 

was a term coined by whites to show that all ethnicities can achieve academic success as long as 

they work hard and change their culture. Latinos and Blacks are not emulating Asian American 

culture. The racial ideology as it stands expects Blacks and Latinos to emulate White culture not 

Asian American culture. If the Asian Americans are doing as well as what the dominant social 

group believes that they are, why hasn’t white culture assimilated or emulated Asian American 

culture? The Asian American success is not seen as a threat to White folks because White folks 

still maintain the social dominance in the nation. Asian Americans are placed on a pedestal by 

Whites in order to provide a cushion between themselves and other minorities. As long as Whites 

can keep the focus of minorities off of white policies for educational stratification, create culture 
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and victim blaming dissention amongst minorities, than Whites can continue to enjoy the social 

dominance in society.  

The racial ideological reasoning that is believed to be abolished yet presented 

demonstrates the spurious explanations that people tend to believe when reasoning about the 

academic achievement gap. People are unafraid to reason this way in public because they feel 

that other people agree with them or they feel that it is the truth and that we have all come to 

accept it as a fact of life (Bonilla-Silva, 2010). In the United States previous research has shown 

that it has become the word of truth to culture blame another culture for its lack of achievement 

in terms of education (Sperling, 2008). People believe that racism in the United States is 

abolished. Any lack in academic achievement is the fault of that particular person and the lack of 

achievement is generalized to the minority group (Delgado, 1996:50). In an attempt to change 

this perspective, Blacks and Latinos have to try to disassociate from the racial storyline that is 

generalized by acting White, and assimilating into a White culture. To avoid having a racial 

stigma attached to their person, they often embrace in the self-hating propaganda that is 

produced by white culture to separate from their ethnicity so that they can be welcomed into 

white society as an ally to try to have the opportunity to become successful like Whites. 

Latinos and Blacks feel that they have to assimilate into White culture in order to give 

themselves the best opportunities in order to succeed in academics and in life. This is called 

“playing the game” or “drinking the punch”. Racial ideology has created a certain criteria in 

order for Latinos and Blacks to succeed and unfortunately it is to abhor themselves, abase 

themselves and assimilate into a White culture. Latinos and Blacks must adopt the racial 

ideology on themselves in order to maintain a successful career because that is what the 

dominant social group wants to hear. Whites need Latinos and Blacks to believe in their racial 
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ideology in order to convince other Latinos and Blacks that they are the source of their own 

problems in order to push political white agendas that prevent minorities from having a voice in 

politics. 

So those who maintain this ideology become more submissive have self-effacing 

tendencies and gradually assimilate into White culture and beliefs, become trusted by Whites and 

used to convince other minorities that it is the result of their horrible culture that there is an 

academic achievement gap. As long as Latinos and blacks can be fighting amongst themselves 

and blaming themselves for their lack of education and remain convinced that cultural blaming 

and victim blaming ideology is the explanation for their shortcomings, then they won’t question 

the dominant social group, the academic stratification and monetary stratification. The dominant 

social group will continue to reap the benefits of staying in power and in control without any 

competition to question the ethics or racial ideology whites so fondly deliver. The validation of 

the Attributions for Scholastic Outcomes-Latino will build upon previous research in providing 

statistical validation of culture blaming and victim blaming ideology while supporting a racial 

ideological theory in which storylines are used in order to reason about the academic 

achievement gap of Latinos compared to their White counterparts.  

This victim blaming and cultural blaming reasoning gives a minority group of people 

false hope into succeeding in a world that is working against them, and when they are not 

successful they blame themselves. Just as long as Whites are able to keep Latinos and Blacks 

thinking that there is a way to become academically successful by their willingness to change 

their culture by changing their work ethic by working harder, or have better role models, then the 

racial ideology will continue to be the leading explanations as to why the academic achievement 

gap exists.  
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From The Birth of a Nation to Django Unchained: Hollywood’s Distorted Imagery of Race 

and Representation 

 

The word “distortion” connotes a misrepresentation of truth, exaggeration or an outright 

lie. In the world of images, when distortion might very well be the image and in cinema 

particularly, does distortion even exist? I believe that it does just as propaganda exists. My essay 

will highlight Hollywood’s distortion of race that began with The Birth of a Nation. To begin 

with, a characterization of distortion can be summed up as an objectification of reality—twisted 

disfigured, and contorted—with intent to forge a new reality. Thus is the case with D.W. 

Griffith’s The Birth of a Nation and the ensuing nearly one hundred years of cinematic 

representation of race, right up to the moment in Quentin Tarantino’s Django Unchained (2012). 

D.W. Griffith’s 1915 The Birth of a Nation, adapted from Thomas Dixon’s 1905 novel 

The Clansman—the movie’s intended title—flagrantly promotes white supremacy, terror against 

persons of color, and race separation. Any study of representation of race and racism always 

leads back to this first major motion picture movie, the first ever blockbuster. However, The 

Birth of a Nation is now most infamous for codifying pernicious images of African Americans 

with such unrelenting vigor that they have become part of America’s collective unconscious, 

genealogy of race distortion, yet oddly enough, as American as apple pie.  

The Birth saga of the South during the Civil War period dramatizes the intertwining lives 

of two families of privilege—The Southern Camerons, and the Northern Stonemans, who stand 

for the divided United States. A radical Northern senator and abolitionist, Austin Stoneman, is 

determined to replace the white, Southern establishment during the Reconstruction with Black 

Power. This plotline distorts the real abolitionist Thaddeus Stevens, on whom this character is 

based, and marks the movie’s main premise—that black people can and should never hold 
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positions of worth, responsibility, or power. The film depicts what might happen should a man of 

any drop of “black blood” be given a title; it is a cautionary tale intended to play on the most 

debased fears of the intended white audience. Griffith’s vision is Manichean: The film’s 

climactic end offers two possibilities, one, an apocalyptic bestial hell (read mixed race)—the 

other a majestic world of white Christian rule (read white supremacy). To complete this message, 

white supremacists, as if handed a mandate from heaven, also “save” the black people from their 

own demise; the faithful souls, their black servants will live on while black or mixed race 

renegades and insurgents, quashed. In the final scene, we see a superimposed vision of the fair 

Jesus Christ. (Read white God.) 

The pointedly cruel depictions of people of color are hideous distortions; all the principal 

actors are whites made up in blackface. Yet these characters stamp a permanent indelible mark 

on white consciousness, lest any perceive slavery and lynching as genocide, or the Ku Klux Klan 

as a terrorist organization.  

Using textual intertitles, Griffith presents a façade of credibility—the Historical 

Facsimile mimics footnotes to a scholarly work. President Woodrow Wilson whom Griffith 

privileged with a private screening of the film added further academic weight when he stated, “It 

is like writing history with lightning. And my only regret is that it is all so terribly true.” The 

words he later denied have also entered into America’s collective unconscious. Another 

aftershock of this incendiary message resulted in a significant spike in Klan membership 

throughout the 1920s and lynching; the KKK used this film as a recruitment tool, allegedly up 

until the 1970s. Thus in our nation’s genealogy, the linage of racial distortion begins with our 

leaders and a new propaganda machine: the major motion picture. 

Granted, when the film was first released, protests mounted around the nation, the 
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NAACP vigorously boycotted the film, and one result was the burgeoning of an alternative black 

film industry. Most notably Oscar Micheaux’s, Within Our Gates (1920) reverses Birth’s 

premise with a dose of truth that speaks to power; for example, a black woman is raped by a 

white man, a black man and black woman are lynched for, as in reality, no reason whatsoever 

except hatred. Diwara states, “Micheaux’s film is the antithesis of Birth” (Diwara, 1993,50). 

Most recently, DJ Spooky (Paul Miller) produced a multimedia show that mixes music, 

footage from Birth, over-layered with Bill. T Jones’s dance choreography. And of course Barack 

Obama’s campaign featured a website “Rebirth of a Nation.” However, in its day and even 

beyond, The Birth of a Nation was a huge success, largely renowned, not reviled, garnering 44 

on top 100 films of all time.  

Donald Bogle, an African American film critic and writer, in his classic book, Tom’s, 

Coons, Mulattoes, Mammies, and Bucks, An Interpretive History of Blacks in American Films 

has written the seminal textbook on these archetypes. Every black archetype is represented in 

Birth; Griffith also established film codification of expected behavior and characteristics of 

black people. According to Bogle, Griffith added a new archetype—the brutal buck. These 

stereotypes now have archetypal status in that they characterize classic ideas that white people 

perceive as embodying black personage. It is the brutal black buck that shall be mostly focused 

upon in the essay. 

Before embarking on the journey of the ‘Buck,’ I shall slightly divert to discuss 

subsequent films I grew up watching. The Jazz Singer, (Warner,1927, starring Al Jolson), Gone 

with the Wind, (1939) and two versions of Imitation of Life, (some people call the Aunt Jemima 

Story, 1934, John Stahl, 1959 Douglas Sirk) Disney cartoons, the Our Gang, The Little Rascals 

series—children’s programs rife with race stereotypes – hold a significant place in the annals of 
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film and media history. Growing up in the last mid-century, I too was charmed by Prissy and 

Mammy, Buckwheat. (The Our Gang series, however, is considered to be the first interracial 

production). The archetypal black characters, for white folks, provided comfort; Mammy (Hattie 

McDaniel, Louise Beavers) could be anyone’s mammy or grandma, Prissy, (Butterfly McQueen) 

a little sister. In this manner, blackness is invisible, in the Ellison, sense, because lives and 

characters of real black people are not seen on the surface; marginalized outside of the lives of 

white people (Diwara,1993) this archetypal characterization also underline a DeBoisian double-

consciousness. Black people are performing a preconceived identity that is easy for white folks 

to understand and accept. It is if Birth conceived these images. (Bogle). And in the further 

progression of these archetypes, we see deeper marginalization of African American, white 

people are still being served, taken care of, put first before the very own lives of black people. 

Thus the social stratification that these images hold has sustained race and class distinction. In 

this way, Hollywood reinforced the racial division of black codes, miscegenation laws, Jim Crow 

through the prolific distortion machine.  

In analyzing The Birth of a Nation my purpose is to expose how distorted images, as 

well as the underlying less obvious “semiotic encoding” set the stage for subsequent racist 

imagery to be normalized into American popular culture and consciousness, and retain their 

power in subconscious ideation. 

Semiotics is a linguistic system that involves the study of signs and signification, 

“subject” and “symbolic order” that fuses psychology to linguistic understanding (Silverman, 

1983). Film theorists, such as Kaja Silverman, use semiotics and the work of Freud and Jacques 

Lacan to analyze and explain the relationship between the subject’s entry into discourse, that is, 

speaking and writing. In film, Freudian and Lacanian theory include the viewing subject. The 
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viewer enters into the subjectivity of the cinematic character through a process of identification. 

When the image is grossly distorted, the subject has no entry point into the character. This is the 

way distorted images of race do not offer any insight into character nor provide aesthetic 

understanding or Aristotelian catharsis. 

After considerable consternation and reflection I determined that The Birth of a Nation 

should be studied as a cultural artifact, in the context of its time period, and the long ranging 

influence in subsequent films, other media and public perception. But a deeper ontological 

question begged to be answered: why study this film after it has caused so much pain and 

humiliation and does nothing to heal racial discord? On that level, I can honestly say that I have 

been torn and was willing to put Birth to rest, so to speak. But then Quentin Tarantino’s in 

Django Unchained (2012) blazed onto the screen. Many youthful audiences, my students, for 

example, who have seen Django Unchained , do not know about The Birth of a Nation or the 

genealogy of race in film. In the case of Tarantino, his critics charge that the director’s voice of 

white privilege once again “speaks for” “speaks over” that of any black person. It is inauthentic 

and undermines an original black experience. I risk being yet another white academic speaking 

for other black voices. But I am not only an academic, I am a teacher, whose day job is to 

educate many students in my overfull classes and heavy course load. Truly the world is my class. 

I see the history of many worlds, deep and far-reaching. Uzbekistan, Guangzhou China, Nigeria, 

and Brooklyn, New York. Many of my students little understand the deep history of slavery, and 

have never even heard the term Jim Crow until my class. For many, learning about slavery and 

apartheid, is very uncomfortable. This discomfort as well drives the discussion The Birth of a 

Nation. Not many students sit through the silent film of over three hours. They do take notice, 

however, of a few cryptic scenes, Gus the Renegade slave’s attempted rape or forced marriage of 
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the Little Cameron Sister Flora, Silas Lynch, the Mulatto leader who also attempts to seduce 

Elsie Stoneman and force into marriage (read rape also) and the housekeeper, Lydia, mistress to 

Senator Stoneman, with her over the top sexual frenzy. 

To discuss the aforementioned I will first highlight some of the main plot points of the 

film. Silas Lynch, backed by Senator Stoneman, wins his office due to an illegal ballot won 

through force, by subjugating white people to corrupt black power. A meeting is set to order the 

initial legislation for the new black power. The now infamous court room scene, A Negro kicks 

back in a seat, removes his shoes and exposing his naked foot, so foul in odor that the legislature 

rules all men must wear shoes. Another one is eating a chicken leg, yet another swilling whiskey, 

and leering at white women, in anticipation that they will soon be available for marriage, as the 

black legislature rules that Negro men may marry white women: 

In focusing on the movie’s theme that marriage to white women is the first goal of the 

new black power, I will primarily present this one motif of “rape/marriage.” This motif arguably 

drives the film’s blatant racism as being the fear of race relations, specifically sexual, what I 

called “The Griffith Fear”. But hidden within this fear of the interracial sexual liaison, 

miscegenation is the disruption of white, hegemonic male privilege and power. In order to assert 

evil in the hearts and minds of black men, in the most vulgar terms Griffith uses rape trope and 

the virgin sacrifice, sealed in blood, to advance the supremacist cause of the KKK.  

In the finale of Part1, the last battle scene, we witness Ben Cameron’s bravery he is a war 

hero. Little Colonel is so-named not just for his stature. Ben Cameron embodies the qualities of 

the Southern gentleman: genteel, honorable, noble – the southern mythic hero that Griffith must 

convey to the audience to be codified and recorded as history. These character traits must be 

established so that the audience can attribute qualities of honor to the founding leader of the 
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KKK. The founder and leader is a gentleman, in short. Bravery, kindness, honor, nobility, I 

repeat as a kind of mantra so that one can “see” and “feel” how subliminal messages serve to 

establish the Good Cause of the KKK.  

The Rape of Flora:  

Flora is alone, playing in a wooded area, playfully passing time, near a mountain cliff. 

Gus sees her. In a close up- shot on the left side of the montage, we see Gus’s eyes shifting; we 

follow his visual target, his eyes shift to indicate duplicity. He states his intention of wanting to 

marry her; she runs. He calls out, “Miss, I don’t want to hurt yeh.” The girl, childlike and 

frightened, screams in panic, flailing arms, edging the cliff as he hunts her like a feral animal 

stalking prey, she descends. While Gus’s words say he will not harm her, the visual image of the 

black man in hot pursuit of the white virgin child says otherwise. Griffith can let the scene of 

“rape” enter the mind of the viewer along with the words “Marriage.” Marriage equals Rape. 

This is a highly effective semiotic that the mind will be able to register and encode without any 

thought. Unintentionally perhaps, with hints of the tale of Little Red Riding Hood and the wolf, 

the black male presence as akin to a preying wolf. (That blackness is associated with bestiality 

speaks to the film’s climax and sets up the bestial hell before we see it.) Realizing the magnitude 

of his actions, Gus runs away to hide and cower in fear. Ben Cameron, coming to her rescue too 

late, learns from the dying sister what has occurred. 

Here we again feel the power of the symbolic. One must note first, that Griffith must use 

the rape trope, to sacrifice the virginal little sister for the White Cause. Without such a sacrifice, 

The Little Colonel could not be a sympathetic character embodying noble qualities. 

Through Gus, the film suggests that the new black rule legalizing inter-marriage is what 

caused Gus to be so perverse and were it not for this new vote and the influence of the corrupt 



1395 

Northerners he most likely would have “stayed in his lane.” At the turning point in the plotline 

when Ben and his fellow Klansman meet in secret to lynch Gus, here Griffith alludes to the 

secret societies of white men, as brothers in their noble superiority. Michele Wallace describes 

this as the “Good Lynching.” It is not an angry mob or that is terrorizing innocent black men but 

a noble, superior high order rank of white men maintaining the social order and civility—the 

social, spiritual and symbolic order. 

Now, during the ritual scene, holding the confederate flag Ben states, “Brethren, This flag 

bears the red stain of the life of a Southern woman, a priceless sacrifice on the altar of an 

outraged civilization.” The sacrifice is her blood. But the semiotic meaning is that her blood, the 

“red stain” is like that of a raped virgin. The ritual establishes that rape—which has not actually 

occurred except in spectator’s imagination—has occurred and positions her as being placed at a 

sacrificial alter, both literally and symbolically. But less obviously, Griffith reveals a semiotic 

construct: white women as property. First, he makes this clear by the courtroom scene. A desire 

and need for property, access to wealth, home ownership—in short a material reality—is figured 

in the symbolic form of the white woman. There is no consideration that black people would 

have their own families. Griffith has exposed the first primal fear: his women being taken away 

(The capture for the white woman plays out in numerous Hollywood films for example, John 

Ford’s The Drifters, albeit the gaze is turned on other inferiors, Native American Indians.) The 

mind again can encode the meaning of white woman—white man’s property. Nichole 

Washington-Davis (2004) eloquently states: “The rhetoric of negro savagery hinges on white 

female victimacy that translates economic and political insecurities into chivalric narratives of 

risked femininity.” 

In Griffith’s saga, women have little to no agency. Symbolically, they are virtuous or 
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evil, and though above earthly evil, the virtuous white Christian woman is the highest property 

value. Thus the rape of the white woman at the hands of the black male also signifies the rape of 

the south during Reconstruction (Briley, 2008). All those anti-south agents (the liberal 

Republicans, the carpetbagger, freed Negroes, scalawags) are reduced in symbolic form to “the 

brutal black buck.” 

Donald Bogle, (2001) an African American film critic and writer, in his classic book, 

Tom’s Coons, Mulattoes, Mammies, and Bucks, An Interpretive History of Blacks in American 

Films, states,  

DW Griffiths The Birth of a Nation (1915) was the first to introduce the final mythic 
type, the brutal black buck. …Griffith presented all the types with such force and power 
that his film touched off a wave of controversy and was denounced as the most 
slanderous anti-Negro film ever released.”  

The brutal buck, Gus, as the “Renegade,” reverberates the distortion of an animal nature; 

however, his presence can now be read as disruptive to white privilege, as in “bucking” the 

system. In today’s standards we can read against the grain here, and perceive the spirit of 

rebellion in Gus’s desire to attain, not necessarily the white woman, but the white privilege. For 

the rape/marriage trope is a disguise that again speaks to distortion of reality, i.e., power 

relations. 

The rape trope and white woman’s virtue is exploited to great effect in subsequent 

scenes. In near to the end of the film, in which Cameron rescues his love, Elsie Stoneman, from a 

forced marriage to Silas Lynch, we see the powerful effect of the black male presence has upon 

the white woman. Though Elsie is the daughter of a staunch abolitionist, her character is 

completely ambivalent: In some scenes she is polite to Silas Lynch merely as a formality. While 

she rejects Ben when she discovers his anti-Negro plot, she keeps her distance from interacting 

with persons of color. It is as if she floats in most scenes overly decorated, she wears her 
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excessive dress like an angel costume. In the crafted image of wings (her coats), her curls and 

up-do hair effect a halo, Griffith juxtaposes her to other characters in position above all others; 

for example, when she meets Ben in the hospital, Ben finally meets his dream girl, a living angel. 

Though she is a kind of nurse, Elsie’s presence of being above all other mortals is maintained. 

Her angel-like appearance and virtue is always maintained but in her last dramatic scene, she 

nearly loses herself to Silas Lynch. Her hair becomes undone and her clothing starts to loosen, to 

show the viewer what will happen if a black man enters the “space” of the white woman. (And 

here I mean both her physical space and her most intimate space, her vagina). In close-ups of 

Elsie, we can read her grimace as both horror and excitement. The semiotic encoding here is that 

Elsie may very well be eroticized, her fainting spell, perhaps deep arousal from the powerful 

presence of the black male body. In a way, the black man does enter her deepest space in the 

imagination, as well as in the spectators. Again, by today’s viewing audience (young viewers), 

the sex act is really happening.  

The Griffith Fear Equals Excitement  

The intimacy is palpable. In Elsie and Lynch’s exchange the viewer is invited to gaze 

upon Elsie’s white flesh under a white nightgown, suggestive of a wedding night. Lynch 

proclaims an intent of marriage, but his actions signal rape scene, in case the viewer did not get 

the message from the previous sacrifice of the Little Sister: Rape equals marriage and vice-versa. 

The further milking of this motif refigures when the Cameron family seek refuge in the 

bungalow of a former Unionist. As the black militia is homing in on the family, there again is the 

suggestion that the women will be raped, Margaret Cameron narrowly escapes having her skull 

smashed by a white man to keep the black man from entering her “space.” Again, Ben and his 

army, now grown in considerable size, heroically rescue her from her fate of Black male body.  
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With all of this charging on horses and rescuing women, Cameron’s heroism, designed to 

be downright noble, is a heroism that is really a sham. He is hollow figure, an empty signifier. 

That his “courage” is marked by leading a secret society of dangerous vigilantes who anticipate 

black men touching their white women, shows deep rooted fear of a coward. These men are not 

portrayed as thinking human beings with any substance. Even as a cinematic leading man Ben is 

lacking. He is not a male ideal or hero archetype, as some critics claim (Namely, Bogle). His 

character is a largely symbolic as are most of the characters in the saga. The real main character 

is the film itself, and in the end, the KKK.  

Under the Black Heel of the South: More Semiotics: From the foot in Courtroom to The Club 
Foot of Senator Stoneman: 

This statement “Under the Heel of the Black South” repeated several times throughout 

the film appears to need little interpretation. It is attributed to Woodrow Wilson’s, A History of 

the American People, published originally in 1902. Throughout the narrative structure of the 

film, we see the images of boots, the black foul smelling foot, the club or disabled foot of the 

senator. We see that the senator uses a cane to walk and in one scene his cane falls to the floor. 

In the context of the symbolism, it bears discussion along with the isolated images that these 

images are fetishized objects. In Freudian terms, they represent the sexual unconscious. In 

Lacanian terms, they are “pre-conscious,” representations on the wide screen, a corruption of 

morality as well as sexuality. Firstly, the senator is depicted as a northern abolitionist radical 

with “corrupt” politics, engaging in a perverse sexual affair with his housekeeper, Lydia. In 

viewing her sexuality, the moral depravity of the senator is articulated through her. In the early 

part of the film, the housekeeper plays into the camera, miming facial expressions, both perverse 

and cartoonish, that, by today, looks to be pure parody, even high camp. Lydia, after having been 

snubbed by one of the senator’s colleagues, tears at her dress, falls on the floor, in a charade of 
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an attempted sexual assault. The senator appears to believe her. But in her feigned assault prior 

to the senator’s entrance into this scene, her actions can be read also as a sexual state of her own, 

so much so that student viewers to whom I showed the film actually thought she was herself in 

heightened state of a sexual frenzy. When Lydia appears later in the film, her status improves 

after Senator Stoneman’s protégé, Silas Lynch wins an election. Any sympathetic reading of 

Stoneman’s motives is obliterated when President Lincoln is assassinated. Then, Senator 

Stoneman seizes the opportunity to overturn the south completely, with Silas Lynch as the 

“Black Power” figurehead. There is no understanding of Senator Stoneman’s real motives or 

personal agenda . Yet he would be read within the context of the period as destabilizing the white 

southern establishment, as were the “abolitionists, carpetbaggers and scalawags” of the day. But 

Stoneman’s character, as with the real Thaddeus Stevens, who is rumored to have had a long 

relationship with a mulatto housekeeper, and also suffered a disability, is rendered as another 

distortion, an abstraction of an imagined reality. His politics, therefore, can be attributed to his 

own feral nature and corrupted sexuality. The rape/marriage trope is activated again, because, 

although he has not technically married the mistress, she has used the sexual relationship to 

appear as his wife and partner—his equal. When she attempts to entertain the white guests, she 

places herself on equal standing and defiantly inserts herself into the white establishment. 

Semiotically, she is also marked as depraved and craven. It is interesting to mention here, a later 

tragic mulatto, Peola, in Imitation of Life especially well played in the earlier version by Fredi 

Washington, who exclaims to her black mother that she wants to be white as her skin is white. In 

this instance, we see Peola’s existential dilemma in wanting a life that is robbed from blacks but 

guaranteed to whites. In a sense her life is raped in that she is abused and violated by being a 

light skinned black woman in a white man’s world. In some measure, however outlandish and 
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unsympathetic Lydia is, her existential dilemma also surfaces in her screen portrayal. So her fake 

‘attempted’ rape plays as a symbolic illustration of how her life, too, is raped, and in her sexual 

partnering with Stoneman, she is also a victim. Would she actually choose this horrible looking 

man had he not been a man of power and influence?  

In semiotics and symbolism, Stoneman and Silas Lynch penetrate much deeper into the 

subconscious than does the logical narrative structure. The physicality of Senator Stoneman and 

Silas Lynch are strikingly similar. Firstly, the two men resemble each other in facial structure, 

color and shape. The senator wears a black wig that he repeatedly lifts to smooth his head, as if 

he does not feel comfortable in his own skin or in the reigning white man’s world. The wig itself 

is very similar to the hair of Silas Lynch. While Silas Lynch has thick brows furrow when he is 

to appear deviant (-and the symbolism of the brows bears discussion later) Sen. Stoneman has a 

wide forehead, with a ridge that protrudes, effecting an animalistic look, or a “caveman,” 

primitive, and menacing. Both Lynch and Stoneman have lower protruding lips, and they both 

jut out their jaws when they speak, in similar manner. Silas Lynch is, of course, another white 

actor, whose lips are clearly whitened with makeup. Now the eyebrows are interesting too. 

Because every time Silas Lynch lasciviously eyes Elsie, his eyebrows also conspicuously furrow, 

comically so, like Groucho Marx. 

D.W. Griffith, who was able to portray realistic battle scenes, refuses to portray 

convincing screen characters. The director said, “The decision was to have no black bloods 

among the principals; it was only the legislative scene that Negroes were used and then as extra 

people” – in other words, people who do not count. (Briley, 2008). But what he has created is the 

effect that Stoneman, Lynch and Lydia are three characters whose screen presence breaks from 

identifying them as fully human. The viewer does not enter into their subjectivity. In grossly 
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exaggerating, Griffith dehumanizes blackness. Race is normalized as being “white,” any shade 

into darkness is “other.” Blackness, other-worldly, grotesque, or monstrous, is distortion that 

denies the white and black viewers to enter into the “subject” position of the character. What 

registers with the mind is this exaggeration that is associated with depravity. It is a deliberate act. 

Sen. Stoneman and Silas Lynch are one in the same. Their characters are semiotically fused. But 

blackness, indeed, is at the center of The Birth of a Nation. 

One might argue that race may is at the center of Django Unchained but Tarentino de-

centers race recasting its theme into a vintage Spaghetti Western action movie with a touch of 

Blaxploitation and some Mel Brook’s type humor. 

While in Griffith’s saga, a Manichean white good triumphs evil, in Tarantino’s film, the 

white man is evil, but it is not clear that good wins. First, it is an orgy of a bloodfest that flaunts 

cringing slow-death fatalities, human torture, disfigurement, and the curdling Mandingo fights, a 

“battle royal’ to gruesome death in which black men are pitted against one another. This motif 

also plays as slave against slave, brother against brother. It is a riff off of Ellison’s Battle Royal 

but devoid of social consciousness. The “Invisible Man” is not even invisible, because he is not 

even a man! Tarantino is actually setting us back in time. When the music of Ennio Moricone et 

al shifts to Rap utilizes a present- day construct get the sense today’s violence. The Mandingo 

fight that was “lifted” from a 1970s movie of the same name is also not an original. On this topic 

of distorted images, Anamorphic format is a term normally used for a cinematographic technique 

of shooting widescreen picture on standard, then distorting image by ‘stretching’ by an 

anamorphic projection lens to recreate the original aspect ratio on the viewing screen.  

The offspring of Griffith  

Tarantino is the offspring of Griffith. He has utilized all the archetypes, and out-troped 
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Griffith in image and word. Even if there is sympathy for Django and other slaves, it is countered 

by brutality. Semiotic encoding abounds in Django Unchained. Django is a temporarily freed 

slave who teams up with one Dr. Shultz, a German bounty hunter (Christoph Waltz). With his 

wits, skill and brilliance, and his undying determination to be reunited with his wife, he 

outsmarts all the white men, but the racial superiority message is secured, preserved even. 

Nearing the film’s climax, ‘Monsieur’ Candie (Leonardo DiCaprio), the evil slaver of 

“Candieland,” has tested Django and concludes that he is indeed special. In the same vein, he 

presents a human skull of a negro slave that the holds as his trophy. Tarantino directs our focus 

to Candie’s view, as if we are seeing from his subject position. In this view Candie espouses a 

racial superiority theory based on phrenological differences between the Caucasian and a Negro 

skull; Django may be smarter but he is inferior to white —as eugenics and phrenology prove it. 

Tarantino has furthered Griffith’s distortion. Griffith endorsed social Darwinism, racial purity, 

miscegenation laws, Black Codes, segregation and ,of course, the KKK. Tarantino, perhaps 

unwittingly delivers that same message.  

Tarantino draws on all the Black archetypes and then further exaggerates and distorts 

their screen presence: The House slave (Samuel L Jackson), the coons and pickaninnies (one 

slave gorged by dogs instead of being torn to shreds in the Mandingo), The Jezebel, or tragic 

mulatto (concubine in a brothel) . The most effective is Samuel L Jackson’s rendition of a senior 

house servant; Jackson brilliantly further distorts the already distorted image as if signaling to the 

audience a form of what I call “triple consciousness.” His duplicity as the most power-grabbing 

slave is shown to us as a caricature, rather than a character, thereby eliciting a subtle message 

about the distorted subject. 

One might argue Tarantino is an artist, and not a historian. Still, just as Griffith writes his 
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own version of ‘real’ history, Tarantino invents fantasy history. His slave narrative is merely to 

entertain and is a pretext for phantasmagoric violence. The move is pure surface with no deep of 

meaning or purpose. Even if on the surface these archetypes seem simplistic, they embody deep 

history. In almost 100 years since The Birth of a Nation, why is Hollywood still woefully 

behind history, continually reifying distorted subjects under Hollywood’s own representational 

apartheid? 

Perhaps we cannot resist the seduction of Hollywood or rely on a sea change of 

consciousness. But we can resist the “American as apple pie” race distortion and interrogate, 

complicate and expose popularized racist imagery to diminish the power such images have held 

historically and presently.  
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The Relationship between African Self-Consciousness, Cultural 

Misorientation, and the Use of the N-Word among African American High 

School Students 
 

Abstract 

This research was conducted to determine the Cultural Misorientation (CM) and African Self-
Consciousness (ASC) of African American high school students. The purpose was to analyze 
correlations that may lead to the use of the N-word. The participants were 50 African American 
males and females; ranging in age from 14-18. The students were administered three 
questionnaires to rate their levels of high and low ASC and CM, as well as their rejection or 
acceptance of using the N-word. Data were analyzed using several factorial analysis at the alpha 
level of p<.05. The results indicated that there were significant differences in both age and 
gender in regard to the use of the N-word. Such findings lead to the conclusion that younger high 
school female students are more likely to object to using the N-word.  

 

 

 

Previous research has shown that there are many different views on the use of the N-

Word running rampant in today’s society (Dodson, 2010). Some consider it offensive while 

others believe it has sentimental value, when directed towards one another in a positive manner 

(Slater-Sa-Ra, 1999). According to Judy (1994) the difference is more attitudinal; then, it is a 

difference in order and type of knowledge (as cited in Slater-Sa-Ra, 1999). The obvious 

questions are “Is it right or wrong?”, “Who is allowed to say the “N-Word?”, and “In what 

situations is it appropriate?”. The answers to the above questions can only be determined by the 

individual’s viewpoint, and whether or not the phrase affects them at all. However, there are 

understood boundaries regarding the degrees of offense. American society and Eurocentric 

cultural oppression have negatively affected Blacks (Kambon 1992, 1998), such as ascribing 
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negative labels to Blacks, and in turn inducing African Americans to use such labels toward 

themselves.  

Frequent use of the N-word can be the result of insufficient knowledge of one’s culture; 

which is believed to be caused by false leadings of European American’s (Baldwin, 1984). 

African Americans are most likely to be mis-educated on their history, causing them to lack an 

identity. The Cultural Misorientation of African Americans can drastically impact not only the 

individuals mind frame, but their way of living and respect for themselves and one another 

(Slater-Sa-Ra, 1999). It is critical that African Americans gain consciousness and a level of pride 

for their culture. According to Baldwin (1981, 1984), consciousness comes into being through 

experience; therefore, it follows a developmental course in its expression. As African self-

consciousness develops and matures, “it guides and gives conscious purpose and meaning to the 

African self-extension orientation” (Baldwin 1990, p. 3).  

Review of Literature 

African Self-Consciousness 

Baldwin, Brown, and Rackley (1990) conducted a study to determine the relationship 

between African self-consciousness, past experiences, and affirmative behaviors among African 

American college students. The participants included 219 college students of African descent, 

attending a southern college. The participants were selected by a nonrandom sampling, which 

consisted of 87 males and 132 females, varying from age 17-32 years old. Instrumentation used 

to collect the data were African Self-Consciousness Scales (ASC), Activities Questionnaire, and 

a Background Questionnaire. All forms were administered within a classroom, and included a 

consent form allowing participants to give feedback on a voluntary basis only. Participants were 

aware that the purpose of the research was to develop an understanding of black student’s 
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attitudes, activities, and opinions; resulting in no correct or incorrect answers. It is indicated that 

there may be many important differences in psychological functioning and behavior between 

Blacks possessing different degrees of ASC (high/strong vs. low/weak) (Baldwin 1981, 1984). 

The results indicated that the most influential background predictor of ASC scores were parental 

membership in predominantly black organizations. Another strong predictor of ASC scores were 

related to the number of black academic courses a student completed. There are significant 

relationships between experience of racial prejudice and ASC scores, which is by far the highest 

predictor. 

In 1984, Baldwin distinguishes the difference between natural instincts of African 

Americans, and social/environmental factors that shapes our functioning. Baldwin’s 1984 theory 

of mental health introduces the African Self- Extension Orientation(ASEO) and the African Self-

Consciousness(ASC) to explain black personality. The two are core components of the traits of 

African-Americans. It is a give and take of both personality and character building between one 

another. African Self-Extension Orientation (ASEO) is inborn or inherent qualities of the 

personality. These functions are unconscious to the individual. On the other hand, African Self-

Consciousness (ASC) takes its form through life experiences. The individual is aware 

(conscious) of past instances that determined their attitudes and beliefs. ASC level determines 

the mental disorders of African-Americans including: The Alien-Self Disorder, The Anti-Self 

Disorder, and Self-Destructive Disorders (Baldwin, 1984). According to Baldwin (1984), a 

European dominant worldview distorts and misorients influences on the African Self-

Consciousness. “Under such a condition of disorder in Black personality, the natural African 

survival thrust of African self-consciousness becomes distorted to an anti-African/self-

destructive “alien survival thrust”(Baldwin, 1984 p. 184). In the case of African-Americans 



1409 

specifically, a pseudo-European self-consciousness comes to dominate their natural African self-

consciousness” (Baldwin, 1984 p. 184). African Self- Extension Orientation and African Self-

Consciousness support each other in the development of black personality. If the two are not 

consistent with one another, there is a contradiction of the functioning and survival of African 

Americans. 

Cultural Misorientation 

The research conducted by Slater-Sa-Ra (1999) focuses on how Cultural Misorientation 

causes usage of the N-word among African Americans. Slater-Sa-Ra breaks down findings from 

previous research administered by K.K. Kobi Kambon (1992, 2002, 2003). The conclusion of 

this research is that the use of the “N” word is unacceptable and damaging to the individual. 

Those who utter the N-word were considered abnormal, having some type of psychological 

disorder, based on the Cultural Misorientation model (Kambon, 2003). Contrastly, some find it 

to be normal and believe it is the way the word is expressed. To conduct the study on the N-word 

use, college students were administered surveys including the African Self-Consciousness Scale, 

and the N-word Questionnaire developed by Buskey (2000). According to Buskey (2000), the 

results from these findings indicated that African Americans who use the N-word showed a 

lower level of internalization of White stereotypes about African Americans: and that they 

showed moderate levels of African Self-Consciousness. The results also concluded that males 

and females reported using the N-word in slightly even instances, but also that African American 

males used the N-word in a less derogatory way than females (Buskey, 2000). It is expected that 

African American college students who use the N-word will manifest stronger levels of Cultural 

Misorientation, probably at moderate to severe levels of the disorder, than non-users (Slater-Sa-

Ra, 1999). 
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N-Word usage 

Overall, the research conducted by Dodson in 2010, is based on determining the 

appropriateness of the use of the N-Word. It is taken into account who is allowed to say it, the 

environment in which it can be stated, the way it is used in the media, and the preferred 

pronunciation of the term (Dodson, 2010). The majority of participants reported that it was never 

or rarely okay to use either form of the N-words. In the study conducted by Dodson and 

Burrow(2008) the use of both forms of the N-word and the association with racial identity, self-

esteem, and the mental health of 121 African American college students attending a 

predominately white private university were investigated. Results showed that the participants 

were more comfortable with being referred to as “nigga”, rather than “nigger.” Also, majority 

take less offense if the N-word is uttered by a member of family, a friend, or anyone within the 

same race.  

The research conducted by Fisher (2008) is inspired by a previous scenario within a 

school in which a principal referred to a student as “The N-Word”. The principal publically 

admitted to this act, and thus decided to end all racial slurs within the school. The research 

included innovative ways to unite school systems by eliminating “verbal pollution”. It is clear 

that kids are not cultured enough to understand and respect those that are of differing races. It is 

safe to say that school systems are held accountable for much of what students obtain socially as 

well as academically. In order to bring this particular school together, the administration has 

implemented new strategies to highlight individuality and incorporate collective cooperation. A 

few initiatives are to form a diversity committee, expanding cultural knowledge within 

classrooms, hosting an annual “United Day”, and also incorporating various faculty workshops. 

There were not statistical analyses or procedures used in terms of collecting data. The data are 
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strictly introductions of interventional techniques that can help future standings of our school 

system. The primary goal was to lower the frequency of the use of the N-Word among both 

students and staff.  

Purpose of the Study and Hypothesis 

The purpose of this research was to investigate if African Self-Consciousness and 

Cultural Misorientation have an effect on the usage of the N-word, in African American high 

school students. According to Bandura (1986) and Pavlov (1927) children learn through 

observation, reinforcement, and punishment. In addition, children mimic adult behavior in 

language and action and learn what is and is not appropriate through a variety of methods of 

punishment or gestures of approval (as cited in Fisher, 2008). The study will provide 

comprehension to the causal factors and underlying meaning of communication, to determine if 

African Americans truly suffer from Cultural Misorientation. This research is one of many initial 

steps in raising cultural awareness through maintaining a consistent progression of the African 

American youth population. “Verbal pollution is a serious issue plaguing our schools and our 

society” (Fisher, 2008, p. 281). This research is deemed necessary due to an increasing 

widespread of culturally mis-educated adolescents. 

This study examined five hypotheses: (1) high school students with high ASC will use of 

the “N” word less than high school students than those students with low ASC, (2) males will use 

the “N” word more than females, (3) older students will use the “N” word less than younger 

students, (4) those students with high ASC will have lower CM than those students with low 

ASC, and (5) media and social networks will influence the “N” word use of high school students. 
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Method 

Participants 

The participants consisted of 50 African American students attending a local high school, 

in the southern region of the United States. There have been previous studies on this topic based 

on the levels of African American college students (Kambon & Rackley, 2004). This is the first 

study that has been performed on high school students. The participants were 50 male and female 

students ranging in age from 14-18.  

Instrumentation 

To test the relationship between the variables, surveys were administered to rate the 

participants level of African Self Consciousness and Cultural Misorientation. These surveys will 

include The African- Self Consciousness Scale (ASC), Cultural Misorientation Scale (CM), and 

the N-Word Questionnaire. These measures will determine any significant relationships or 

differences in the topic of interest.  

Demographics Questionnaire. A simple demographics questionnaire was given to 

obtain adequate information on the subject, such as age, gender, ethnicity, household structure, 

educational levels, and music/media influence. 

African Self- Consciousness Scale. The African Self- Consciousness (ASC) Scale was 

developed by Baldwin and Bell (1985). The ASC Scale is a survey consisting of 42 items to 

measure the black personality of African self- consciousness. The items focus on four (4) 

competency dimensions and six (6) manifest dimensions of African self- consciousness. 

According to Baldwin, Brown, and Rackley (1990), The four competency dimensions are: 

(1)Awareness/ Recognition of one’s African identity and heritage; (2)General ideological and 

activity priorities placed on Black/ African survival, liberation and proactive development; 
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(3)Specific activity priorities placed on self- knowledge and self- affirmation, i.e., African 

values, customs, institutions, etc.; and (4)A posture of resolute resistance toward “anti-

Black/African” forces, and threats to Black/African survival in general. The six manifest 

dimensions cover the areas of education, family, religion, cultural activities, interpersonal 

relations, and political orientation. Responses are recorded according to the following scale 

system: Strongly Disagree, 1-2; Disagree, 3-4; Agree, 5-6; Strongly Agree, 7-8. (Baldwin et al., 

1990, pg. 9). Test-retest reliability coefficients were in the high 80s to low 90s range (Baldwin 

and Bell, 1985). 

Cultural Misorientation Scale. The Cultural Misorentation (CM) Scale was developed 

by Kambon (2003). The scale consisted of 56 items used to determine one’s Eurocentric view 

across six subscales. The subscales are: Materialism (9 items), Individualism (8 items), Alien- 

Self- Orientation (12 items), Anti-Self orientation (11 items), Self- Destructive orientation (9 

items), and Integration orientation (7 items). Responses occur on a five-point Likert scale 

ranging from 1= Strongly Disagree to 5= Strongly Agree. There is a total for CMS scores as well 

as six subscale scores; with CMS scores ranging from 56 to 280 points. The overall Cultural 

Misorientation Scale generated a Cronbach’s Alpha coefficient of .85, and the subscales has 

Cronbach Alphas of: Integration= .52, Alien Self-orientation= .52, Anti self- orientation= .52, 

Individualism= .63, Materialism= .72 and Self Destructive orientation alpha= .72 (Kambon, 

1997). The CMS requires 15 minutes for completion. 

N-Word Questionnaire. The N-Word Questionnaire is an 8 items questionnaire 

developed by Buskey (2000) and revised by Kambon (2003) to determine the usage and attitude 

towards the word “nigger,” among all races. Five of the eight items are scaled according to a 

five-point system, while two items are scaled on a three- point system. When scoring the 
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questionnaire each item is treated individually. For items 1,2,3,5 and 7, response options are 

scaled on a five-point system in terms of strength or frequency of usage or one’s preference, 

ranging from “No” as the lowest or weakest strength or frequency to a definitive “Yes” as the 

highest strength frequency. Items 4 and 6 have the response options that represent the value 

connotation associated with usage. The scores range from a negative pejorative connotation as 

the lowest value (1) to a mixed interchangeable value connotation as the mid-range value (2), to 

an endearment/positive connotation as the highest value (3). Item 8 is scored categorically. This 

measure requires less than 5 minutes to complete (Slater-Sa-Ra, 1999). 

Procedures 

The participants were selected by permission granted by teachers of students’ grade 9-12. 

The process involved the experimenter to visit the classrooms to present the purpose of the study 

and to ask students for voluntary participation. As a requirement, an assent form was also 

administered to gain consent from participants. The administration of surveys was arranged in a 

packet attached in the order of the assent form, the Demographics Questionnaire, the African 

Self-Consciousness Scale, the Cultural Misorientation Scale, and lastly the N-Word 

Questionnaire. Before completing the surveys, the assent form was signed by the students and 

collected. Next, the surveys were completed by the participants. Upon completion of the surveys, 

all participants returned answered surveys to the researcher, and were given the opportunity to 

ask any questions. The procedure lasted a maximum of 20 minutes to complete from start to 

finish. 

Results 

Data were analyzed using SPSS version 12. Data were analyzed using several factorial 

analysis at the alpha level of p<.05. The results supporting hypothesis 1 showed a significant 
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main effect for Total ASC, F(1,49) =5.024, p= .030 with regard to the N-word question one; 

objecting to the use of the N-word. Also in support of hypothesis 1, there was a significant 

interaction for Total ASC and Total CM, F(1,49)= 5.452, p=.024 with regard to N-word question 

one; objecting to the use of the N-word. Those with high ASC and low CM object more to the 

use of the N-word among African Americans (M= 3.900). The results supporting hypothesis 3 

showed a significant main effect for class, F(3,49)= 3.281, p= .032 with regard to N-word 

question one; objecting to the use of the N-word. The results revealed a significant main effect of 

total ASC, F(1,49)= 8.764, p=.005 with regard to N-word question one; objecting to the use of 

the N-word. This finding concludes that sophomores have a higher objection (M=3.667) to the 

N-word as compared with other grades. In addition, freshmen males (M=4.333) who mothers 

used the N-word object more than senior males (M=3.000) reporting their mother’s use of the N-

word.  

Results supporting hypothesis 1 showed a significant interaction for Total ASC and 

gender, F(1,49)= 4.351, p=.043 with regard to N-word question two; generally using any 

variation of the term. It determined that males use the N-word more (M=3.244) than females 

(M=2.828). Results also showed that females with high ASC (M=2.267) use the N-word less 

than females with low ASC (M=3.389). Males with high ASC showed a slight difference with 

regard to general use of the term with males having high ASC with a mean of 3.438 and low at 

3.389. 

Results showed that there was a significant main effect for gender with regard to the use 

of the N-word with blacks, which supported hypothesis 2. Males used the N-word more 

(X=3.429) than females (X=2.814) when engaging with other blacks. Furthermore, there was a 

significant main effect for Total CM, F(1,49)= 4.975, p=.031; and a significant interaction on 
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Total ASC and gender , F(1,49)= 7.070, p=.011 with regard to N-word question three, use of any 

variation of the N-word when engaging with other blacks. In support of hypothesis 4, those 

students with high CM used the N-word more with other blacks (M=3.298). Males with higher 

ASC used the N-word more with blacks (M=3.438), than did females (M=2.183) with high levels 

of ASC. 

Discussion 

The results of this study only provided partial support for the hypotheses. Hypothesis 1 

stated that Male students will used the N-word more than Females. Hypothesis 2 stated that 

students with high ASC would use the N-word less than students with low ASC. Hypothesis 3 

stated that students with high CM would use the N-word more than students with low CM. There 

can be a number of possible explanations for this finding. 

First, the age of the student can be an important factor. It can be considered that younger 

kids object more to the use of the N-word in that they are more submissive to their parent’s rules. 

Secondly, the Classification (ex. freshmen, sophomore, etc.) of the student may explain this 

finding in that the higher the grade of the student, the more the students will seek to gain social 

acceptance, and will in turn use the N-word more. 

Additionally, results of the research study concluded that gender differed in responses. 

This finding seems to suggest that males engage in more casual use of the N-word than females. 

This may be because males use the N-word as a term of endearment towards friends whereas 

females label it as a more derogatory phrase. Such assumption is supported by data showing that 

female students, who have obtained a high level of ASC, object more to N-word usage. Although 

there is not a high significant difference with gender, it has been proven in mean differences that 

women with higher ASC differ slightly from males.  



1417 

Conclusion 

In the completion of the study, it has been concluded that the high school population 

(especially males) are more susceptible to casual use of the N-word, in that they may have not 

experienced much cultural oppression or experienced the pain and degradation that once came 

along with being labeled by the “N” word. Today the “N” word is used casually and has become 

a habitual term in most high school student’s vocabulary. With that said, it is taken into 

consideration that the sample used in the study would result in lower ASC and higher CM 

because they are mostly influenced by the environment which surrounds them. If the students 

used in the study are living within an environment and are constantly surrounded by people who 

are lacking African self-consciousness; as a result of freely using the N-word negatively; that 

student will in turn continue to reflect on themselves as the degrading stereotypical African 

American due to the fact that they have become culturally misoriented.  

Implications 

There is a need for cultural/educational prevention and intervention programs that will 

help facilitate positive expression of black mental health. This paradigm will help to develop 

models, theories, and treatment modalities to examine and possibly eliminate the pain and 

contradictions associated with the excess baggage from the Maafa such as cultural 

misorientation, black self-hatred and low self-concept. The improvement of schools is a critical 

step in order to break the cycle of Cultural Misorientation. It is important that African Americans 

are taught information in methods that cater to their learning styles. Many schools teach on a 

traditional basis, which does not allow a variation of students to process and learn information at 

an equal pace. It is also important to incorporate black history in the school’s curriculum, in 

order for African Americans can be conscious of the positive achievements of black people and 
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in turn allow them to develop a positive image of people who look like them. With any learning 

situation, there is a need for more parental involvement. Children learn their beliefs and values as 

a result of what is taught to them by their parents. The parents should display high levels of 

African self -consciousness, so that their children will too embrace their culture. 
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Harry Edwards and the Sociology of Sport: A Case Study of a Pioneer 
 

ABSTRACT 

This paper examines the pioneering contributions of Harry Edwards to the sociology of 
sport as a subfield in sociology. It also examines the life and times of Edwards before, during, 
and after the 1968 Olympic Games, including his stints with the University of California, 
Berkeley, Major League Baseball, San Francisco 49ers, Golden State Warriors, and Oakland 
Office of Parks and Recreation. This paper utilizes the case study as the research method, and the 
analysis of primary and secondary documents as the research techniques.  

 

 

 

Introduction 

In 1973, Harry Edwards engaged in a giant step with the completion of his Ph.D. 

dissertation at Cornell University. It was completed by Edwards with the following title: Sport in 

America: Its Myths and Realities. That same year, it was published as a landmark book titled The 

Sociology of Sport. The research and insight Edwards provided in the dissertation and book 

helped him to become a pioneer of a subfield of sociology now widely known as both the 

“sociology of sport” and “sociology of sports.”1  

Initially, Edwards burst onto the national and international scenes by taking the following 

two social actions. First, Edwards became a nationally recognized figure when he sought to 

organize a boycott of a football game involving San Jose State College (later San Jose State 

University) and the University of Texas-El Paso.2 The goal of that social action was to protest 

the racial discrimination faced by Black students at San Jose State. Second, Edwards gained 

international recognition when he founded the Olympic Project for Human Rights (OPHR). The 
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goal of that social action was to protest the racial oppression and exploitation faced by Black 

people in the United States of America (USA). 

The purpose of this paper is to examine the pioneering contributions of Harry Edwards to 

the sociology of sport as a subfield in sociology. It will also examine the life and times of 

Edwards before, during, and after the 1968 Olympic Games, including his stints with the 

University of California, Berkeley, Major League Baseball, San Francisco 49ers, Golden State 

Warriors, and Oakland Office of Parks and Recreation. This paper will utilize the case study as 

the research method, and the analysis of primary and secondary documents as the research 

techniques.  

As used in this paper, the definitions of the sport and sports will follow Edwards (1973b). 

He used sport as a singular term to refer to “the complex of values, positions, roles, and other 

accoutrements designated here the ‘institution of sport’” (p. 61). Edwards used sports as a plural 

term to refer to “athletic activity and is synonymous with athletics” (p. 61). He has remarked that 

his goal was to develop an “operational definition” for both terms (p. viii, 43).  

Edwards Before the 1968 Olympic Games 

Edwards was born on November 22, 1942 in St. Louis, Missouri in a Black working-class 

family headed by his father Harry Edwards and his mother Adelaide Edwards. Edwards’s father 

was employed as a factory worker. His mother worked as a homemaker. There were a total of 

eight children in the Edwards family. Some of the names of those children were Lois, Harry, 

Poochie, Suzzie, Dee Dee, and James. In terms of the birth order, Edwards was the second 

oldest. As a young child, Edwards attended local segregated public schools, namely Denverside 

Elementary School; Dunbar Elementary School; Hughes-Quinn Junior High School. During his 

teenage years, Edwards went to East St. Louis Senior High School, which was also called East 
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Side, where he excelled in several sports, including football, basketball, and track (Edwards, 

1980; Harry Edwards, personal communications, May 31, 2012).  

Following his high school graduation on January 28, 1960, Edwards headed to California 

and enrolled at Fresno City College the following month. His mentor, James Blank, encouraged 

him to leave the Midwest and head to California. He also gave Edwards $500 so that he could 

make the trip. While at Fresno City College, Edwards struggled with his academics at first. 

However, through trial and error, he quickly managed to master the reading and critical thinking 

skills he needed to excel in the classroom. Edwards also became a dominant figure on the track 

team. In the discus throw, he set new school, league, state, and national junior-college records. 

Edwards was enrolled at Fresno City College from February 1960 to June 1960. He received a 

scholarship to San Jose State and transferred there in the fall of 1960 (Edwards, 1980; Harry 

Edwards, personal communications, May 31, 2012).  

At San Jose State, Edwards sought to excel in the classroom and as a two-sport athlete. 

He was more successful with academics than in track or basketball. Nevertheless, during his 

freshman year, Edwards broke the school record for the discus and led the freshman basketball 

team in scoring and rebounding. After the head track coach left to take a job at the University of 

Southern California, Edwards clashed with Bud Winters, the new track coach and left the team. 

Standing six feet and eight inches tall, and weighing some 250 pounds, Edwards was a physical 

specimen on a basketball court. He was known for his physical play. However, he eventually lost 

interest in both sports after he won a battle to have a major in a field other than physical 

education (Edwards, 1980).3  

In addition to interpersonal conflict with Winters, Edwards (1980) has acknowledged that 

he had a clash with the norm of having many athletes major in physical education. Black athletes 
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at San Jose State were routinely tracked into the physical education major. Edwards initially filed 

a petition to major in social work. He was interested in social work because of his desire to help 

working class and poor people deal with the social conditions he faced in childhood. However, 

he became aware of how sociology could also play a role in social action and social change. 

Edwards then switched from social work to sociology. Edwards has recalled: 

I had agreed to participate in basketball for the school as well as track, and it was 
the basketball coach, Stu Inman, who walked me over to the sociology and anthropology 
department and introduced me to its chairman, Professor Milton Rendahl. After some 
minor interrogation, he agreed to allow me to take one or two courses in the department 
on a provisional basis during my freshman year. (p. 108)  

He also recalled that: 

For its part, the athletic department required that I carry around a “satisfactory 
work” sheet that was to be signed each week by my instructors and returned to the 
athletic department secretary, kind of an early-warning system to protect the school’s 
athletic scholarship investment. Any sign that I was having difficulties and I was to be 
shifted immediately into the physical education curriculum. (p. 108)  

Edwards met the challenge in a dynamic fashion. He managed to graduate with honors with a 

B.A. degree in sociology on June 5, 1964. One of his sociology professors also recommended 

him for a Woodrow Wilson Fellowship to attend a Ph.D. program at Cornell University 

(Edwards, 1980; Lomax, 2008).  

Following his graduation, Edwards received offers from the Minnesota Vikings and San 

Diego Chargers to try out for their professional football teams. He also received a Woodrow 

Wilson Fellowship to enter the Ph.D. program at Cornell University. Instead of accepting the 

tryout offers, Edwards accepted the Woodrow Wilson Fellowship to attend Cornell University. 

Two years later, in 1966, Edwards earned a M.A. degree from Cornell University in sociology. 

The next year, Edwards returned to San Jose State as an adjunct faculty member (Edwards, 1980; 

Lomax, 2008).  
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Racial discrimination was rampart at San Jose State in both 1960 and 1967. Edwards 

(1969b) related that there was “racism in the fraternities and sororities, racism in housing, racism 

and out-and-out mistreatment in athletics, and a general lack of understanding of the problems of 

Afro-Americans by the college administration” (p. 43). Edwards considered those social 

conditions to be appalling. He joined together with a Black graduate student named Kenneth 

Noel and approached the campus administration about making changes. After meeting with the 

dean of students at San Jose State, Edwards and Noel made a decision to place the issues they 

raised in the public arena. They organized a rally to take place on the first day of classes during 

the Fall 1967 semester (Edwards, 1969b, 1980).  

Edwards (1969b) has recalled that he and Noel printed and placed circulars about the 

rally in all of the departmental mail boxes at San Jose State. They also invited all faculty 

members and administration officials to attend the rally. Subsequently, some 700 people attended 

the rally, including a handful of faculty members and administration officials. Among the 

handful was Robert Clark, president of San Jose State. During the rally, Edwards and Noel took 

the opportunity to delineate a list of demands. They also stated that if their demands were not 

met, actions would be taken to prevent the first football game of the season from being played by 

any means necessary. San Jose State was scheduled to play against the University of Texas-El 

Paso.  

According to Edwards (1969b), Noel and he considered the rally to be a success. 

Following the rally, the two established an organization named United Black Students for Action 

(UBSA). The ranks of the organization chiefly consisted of Black students. On the one hand, the 

few Black faculty members on campus did not attend the rally. They also declined to become 

involved with the UBSA. On the other hand, some White faculty members stepped forward to 
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assist the UBSA as advisors. The UBSA quickly developed the following nine demands. The 

first five were as follows: (1) public deliberation of all problems and proposed solutions relevant 

to the situation of minority groups at SJS; (2) publicly announced pledges from the SJS 

Administration that housing—approved, unapproved, fraternities, and sororities not open to all 

SJS students will not be open to any student; (3) that the highest authority (local and/or national, 

whichever is ever more appropriate) of any and all social and political organizations be required 

to stipulate in writing before November 1, 1967, that its particular organizational branch on the 

SJS campus is open to all students, and secondly, that any and all such organizations not 

conforming to this requisite be dissociated from the college on November 2, 1967; (4) that any 

and all organizations providing the above stipulation prove by the first day of instruction of the 

spring semester 1968 that they have ceased all racist discrimination at SJS; (5) that the Dept. of 

Intercollegiate Athletics organize and put into operation immediately an effective program that 

provides the same treatment and handling for all athletes including visiting prospective athletes. 

The next four were as follows: (6) that the Dept. of Intercollegiate Athletics make a 

public statement denouncing the racist principles upon which the present fraternity system 

functions and secondly, that they publicly dissociate themselves and their dept. from this system; 

(7) that the college administration either work to expand the 2 percent rule to bring 

underprivileged minority group members to SJS as students at least in proportion to their 

representation in the general population of California or that the administration utilize this 2 

percent rule solely for the recruitment of minority group students; (8) that a permanent 

commission be set up to administer and operate a “tutorial” type of program aimed at the 

recruitment of minority group members, and, secondly, that this commission show proof by the 

deadline admission date for the spring ‘68 semester that it has worked effectively to make the 
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student minority group population at least proportionate to the representation of the various 

minority groups in the general population of the State of California; and (9) that the 

administration take steps to insure that student government is representative of the total 

population of the college and not just an organized, affluent, but corrupt group of racists from 

11th street. The demands appeared under the signature of Edwards (1969b), who identified 

himself as a professor and the coordinator of UBSA.  

The administration of San Jose State responded to the pressure by canceling the football 

game. However, the administration of San Jose State also sought to address some of the issues 

brought up in the demands. In turn, Edwards (1969b) and Noel had learned the effective use of 

“the power to be gained from exploiting the white man’s economic and almost religious 

involvement in athletics” (p. 47). They also began to have dialogue with various Black athletes 

about the possibility of using their power to boycott the 1968 Olympic Games. In addition to 

Tommie Smith, some of the athletes they talked to included Kareem Abdul-Jabbar, Lucius Allen, 

Otis Burrell, John Carlos, and Mike Warren. By the Fall of 1967, some of those athletes had 

made the commitment to boycott the Olympics to protest problems facing Black people in the 

USA (Edwards, 1969b). 

Edwards (1969b) has posed that the Olympic boycott movement was fueled by two key 

events. One event involved the protest movement conducted by UBSA at San Jose State. 

Edwards has said that the UBSA led a protest movement originated as a revolt of Black students 

and athletes at San Jose State after a “discussion between me and Kenneth Noel” (p. 42). The 

other event was an interview Tommie Smith had with a Japanese reporter at the 1967 University 

Games track meet in Tokyo. Edwards said that the reporter asked Smith, “Do I understand that 

there is talk in America about the possibility that black American athletes may boycott the 1968 
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Olympic games at Mexico?” Edwards also stated that Smith told the reporter that, “Yes, this is 

true. Some black athletes have been discussing the possibility of boycotting the games to protest 

racial injustice in America” (p. 42). Smith’s statement sent shockwaves internationally and 

nationally. He also received a lot of hate mail. 

Reminiscing about Smith, Edwards (1969b) has recalled that he met with him during the 

fall of 1967 to talk about the personal attacks and other issues. At the time, Smith was enrolled in 

a class being taught by Edwards on racial relations. The two men discussed the possibility of an 

Olympic boycott. They also discussed a resolution which had been passed in Newark, New 

Jersey at the Black Power Conference. The resolution called for Black athletes to stage a revolt 

by boycotting the 1968 Olympics. In addition, Edwards and Smith made a decision to assess the 

attitudes of “world-class athletes toward a revolt of Afro-American athletes over the problems 

facing black athletes and the black community in general” (p. 49). 

The resolution discussed by Edwards and Smith was passed during the gathering of Black 

power advocates from July 20, 1967 to July 23, 1967 held in Newark. Some 1,000 delegates 

showed up at the conference to represent some 286 organizations and institutions from the USA, 

Bermuda, and Nigeria. In the case of the USA, delegates came from 126 cities in 26 states. The 

conferees included Harry Edwards, Omar Ahmed, Amiri Baraka, H. Rap Brown, Ossie Davis, 

James Farmer, Ralph Featherstone, Hoyt Fuller, Dick Gregory, Nathan Hare, Maulana Ron 

Karenga, Flo Kennedy, Floyd McKissick, Isaiah Robinson, Cleveland Sellers, Chuck Stone, and 

Nathan Wright, Jr. Wright served as the conference chairman (Stone, 1968; Karenga, 2007; 

Kennedy, 1976; Altman, 1997; Randolph, 2011).  

For the benefit of the conferees, 14 workshops were conducted to address economic, 

political, and cultural matters. Among the workshop coordinators were Davis, Farmer, Fuller, 
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Hare, Karenga, Sellers, and Stone. Throughout the conference, the conferees called for Black 

people to develop racial solidarity and collective behavior around economic, political, and 

cultural matters. With Karenga’s concept of operational unity in mind, the conferees also passed 

some resolutions related to policy development in regard to economic, political, and cultural 

matters (Stone, 1968; Karenga, 2007; Kennedy, 1976; Altman, 1997; Randolph, 2011).  

Shortly after Edwards and Smith held their meeting, the two met at another one with a 

larger group. That meeting was held on October 7, 1967 in the home of Edwards. In addition to 

Edwards and Smith, it was attended by George Washington Ware, Tommie Smith, Kenneth 

Noel, Jimmy Garrett, and Bob Hoover. Ware was a field worker with SNCC (Student Non-

Violent Coordinating Committee); Smith was a holder of 11 world track records; Noel was a co-

organizer of USBA at San Jose State; Garrett was an organizer and chairman of the Black 

Student Union at San Francisco State College (later San Francisco State University; and Hoover 

was a political activist and counselor at San Mateo Junior College (Edwards, 1969b).  

As a result of the meeting, the Olympic Committee for Human Rights emerged. The goal 

of the Olympic Committee for Human Rights was to mobilize world-class athletes to consider 

participating in a boycott of the 1968 Olympics. To implement the mobilization, the Olympic 

Committee for Human Rights developed the strategy of holding a workshop with world-class 

athletes wherein a boycott of the 1968 Olympics could be discussed as the central agenda item. 

The Olympic Committee for Human Rights also decided to call its mobilization the Olympic 

Project for Human Rights. A major problem of the Olympic Committee for Human Rights was 

that it had very little money. For finances, the Olympic Committee for Human Rights relied upon 

the money Edwards was bringing as an adjunct faculty member at San Jose State. However, a 
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group of students at San Jose State did step up to assist the committee with mailing circulars and 

other information to world-class athletes about the mobilization (Edwards, 1969b).  

With its limited resources, the Olympic Project for Human Rights moved forward to hold 

the workshop as a part of the Black Youth Conference in Los Angeles. The conference was held 

on November 22-23, 1967. Its theme was “Liberation is coming from a black thing.” The 

Olympic Committee for Human Rights sought to utilize its workshop at the conference as a way 

to develop a national base for the Olympic Project for Human Rights. The conference featured 

workshops on the rights of Black people under the provisions of the Selective Service Act, the 

role of Black women in the Black liberation struggle, the organization of communication 

networks between Black political organizations, and the proposed Black boycott of the 1968 

Olympic Games. It also featured a keynote address by James Forman, the director of 

international relations for SNNC (Edwards, 1969b).  

The workshop on the proposed Black boycott of the 1968 Olympics games was a relative 

success. Of the scheduled workshops, it drew the most attention and interest. The Olympic 

Committee for Human Rights made a decision to ban White reporters from the workshop 

because of the perception that their reports would be against the boycott. Black reporters could 

attend the workshop, but were not allowed to bring cameras, tape recorders, paper and pencils. 

The aim of the Olympic Committee for Human Rights was to make the press dependent upon 

their reports and interpretations. It was assumed by the Olympic Committee for Human Rights 

that the White media would have influenced the proceedings by their presence. The workshop 

was attended by Kareem Abdul-Jabbar, Otis Burrell, Lee Evans, Tommie Smith, and other 

world-class athletes. It was also attended by less famous college and high school athletes. 
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Another person who attended the workshop was Dan “Deacon” Towler, a former professional 

football player with the Los Angeles Rams (Edwards, 1969b). 

Edwards (1969b) served as the chair of the workshop. He opened the proceedings by 

providing a brief half hour talk on the factors that prompted consideration of the proposed Black 

boycott of the 1968 Olympic Games. Edwards discussed what he called the racist, political, and 

economic aspects of athletics in the USA. After his address, Edwards opened the workshop up 

for discussion from the floor. Kareem Abdul-Jabbar, Otis Burrell, Lee Evans, and Tommie Smith 

all spoke up from the floor in support of the proposed Black boycott of the 1968 Olympic 

Games. Of that group, Abdul-Jabbar gave one of the most impassioned statements about why 

there was a need to support the boycott and protest social conditions in the USA. He stated: 

Everybody knows me. I’m the big basketball star, the weekend hero, everybody’s all-
American. Well, last summer I was almost killed by a racist cop shooting at a black cat in 
Harlem. He was shooting on the street—where masses of black people were standing 
around or just taking a walk. But he didn’t care. (Quoted in Edwards, 1969b, p. 53)  

Abdul-Jabbar continued:  

I found out last summer that we don’t catch hell because we aren’t basketball stars or 
because we don’t have money. We catch hell because we are black. Somewhere each of 
us has got to make a stand against this kind of thing. This is how I take my stand—using 
what I have. And I take my stand here. (Quoted in Edwards, 1969b, p. 53)  

The audience responded by giving Abdul-Jabbar a five-minute standing ovation. However, there 

was one person in the audience who voiced total opposition to the proposed boycott. Towler 

charged that sports had done a lot for Black people and that it was a great privilege for Black 

person to represent the USA in the Olympics. He also blasted the boycott supporters by calling 

them gullible and ignorant. Because of his comments, Towler was shouted down and drew 

threats from the audience. After seeing that which happened to Towler, a few other people who 

had come to the workshop to oppose the boycott departed the meeting (Edwards, 1969b).  
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That same November, Edwards met with Louis Lomax. The two drew up a list of six 

demands that would be pushed between that month and the following October. They also made a 

decision to bring together certain leaders of the Civil Rights Movement to increase support for 

the Olympic Project for Human Rights. Edwards and his associates reached out to Martin Luther 

King, Jr., president of the Southern Christian Leadership Conference; Floyd McKissick, director 

of the Congress of Racial Equality; and H. Rap Brown. Of the three, only Brown did not 

respond. Edwards and his associates chose not to reach out to the NAACP and Urban League 

because they considered the leaders of those two organizations to have a slave mentality. On 

December 15, 1967, Edwards, Lomax, King, McKissick, and less prominent supporters met and 

held a press conference at the Americana Hotel in New York City. All of the aforementioned 

leaders made a short presentation at the press conference wherein they made a statement of 

support for the Olympic Project for Human Rights (Edwards, 1969b). 

In his statement, King said he supported a Black boycott of the 1968 Olympic Games as a 

form of nonviolent protest against the conditions of race relations in the USA. During his own 

presentation, Edwards (1969, pp. 58-59) delineated the six basic demands of the Olympic Project 

for Human Rights and they were worded as follows:  

1. Restoration of Muhammad Ali’s title and right to box. 

2. Removal of the anti-Semitic and anti-black personality Avery Brundage from his post 
as Chairman of the International Olympic Committee. 

3. Curtailment of participation of all-white teams and individuals from the Union of 
South Africa and Southern Rhodesia in all United States and Olympic athletic events. 

4. The addition of at least two black coaches to the men’s track and field coaching staff 
appointed to coach the 1968 United States Olympic team. (Stanley V. Wright is a 
member of the coaching team but he is a devout Negro and is therefore unacceptable.) 

5. The appointment of at least two black people to policy making positions on the 
United States Olympic Committee. 
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6. The complete desegregation of the bigot dominated and racist New York Athletic 
Club.  

Before the press conference took place, the members of the Olympic Project for Human Rights 

sent copies of the six demands to Black athletes across the country.  

King, McKissick, and Lomax agreed to take on the role of formal advisors to the 

Olympic Project for Human Rights. King also made the suggestion that the Olympic Project for 

Human Rights mail a booklet to explain why the Olympic Project for Human Rights had been 

developed; set forth the goals of the proposed boycott and the justification for the proposed 

boycott; and repeat and elaborate on the six demands of the Olympic Project for Human Rights. 

Although King had become a major supporter of the Olympic Project for Human Rights, some of 

the other Black people did not. Jesse Owens, Ralph Metcalf, and Rafer Johnson were in the ranks 

of prominent Black people who opposed the proposed boycott. In the case of Johnson, he made 

the accusation that Edwards was a disgruntled outsider who had simply failed to earn a spot on 

the Olympic team. Another person complained that asking Black Olympic athletes to engage in 

the proposed boycott was like asking King to give up his Nobel Prize for Peace to protest racist 

social conditions in the USA (Edwards, 1969b). 

Despite the criticism, Edwards (1969b) and the Olympic Project for Human Rights 

forged ahead with the proposed boycott. As a prelude to the proposed boycott, the Olympic 

Project for Human Rights organized a protest of a February 15, 1968 New York Athletic Club 

track meet held in New York City. Under Edward’s leadership, the chief objective of the protest 

against the New York Athletic Club “was to regain some of the dignity that black athletes had 

compromised over several decades by participating for a club that would not even allow a black 

person to shower in its facilities” (p. 65). To rally support for the protest, Edwards and his 
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associates made contact with Omar Ahmad, Rap Brown, Jay Cooper, Marshall Brown, Jesse 

Gray, and Roy Ennis.  

Those people played key roles in encouraging Black athletes to withdraw their 

participation in the New York Athletic Club track meet. Many of the leading Black track stars 

stayed away from the event. In the aftermath, the protest proved to be a test case which resulted 

in what the Olympic Project for Human Rights considered to be a substantial victory. When 

compared to previous years, the attendance had fallen by 50 percent. There were poor times and 

poor distances in various events because many of the best athletes boycotted the event. A number 

of colleges, track clubs, and Russian National Team did not participate in the event because of 

the boycott (Edwards, 1969b).  

To raise further support for the proposed boycott of the 1968 Olympic Games, Edwards 

and his associates unleashed a protest campaign against what they called White-listed higher 

education institutions, including the University of California, Berkeley; University of 

Washington; and University of Texas-El Paso. The goals of the protest campaigns were to force 

the resignation of certain university officials; improve the treatment of Black athletes; improve 

the curriculum by including courses about the Black experience; improve the recruitment of 

Black students to the universities; and force the hiring of more Black coaches. The protest 

campaign intensified at the University of California, Berkeley in February 1968. Participants 

included athletes, such as basketball player Bob Presley and football player Bob Smith, and the 

Black Student Union. It was quickly followed by protest campaigns at the University of 

Washington and UTEP. In turn, the protest campaigns did accomplish some of their goals. At the 

University of California, Berkeley, the protest campaign managed the following 
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accomplishments: Pete Newell, the athletic director, and Rene Herrerias, the head basketball 

coach, both resigned (Edwards, 1969b). 

Edwards (1969b) has acknowledged that the proposed boycott lost some of its steam 

between February 1968 New York Athletic track meet and the start of the 1968 Olympic Games. 

Doubtlessly, the murder of Martin Luther King, Jr. led to the loss of a major supporter and may 

have hurt the momentum of the proposed boycott. At a series of meetings held by the Olympic 

Project for Human Rights and Black athletes, a critical mass of Black athletes began to vocalize 

more and more that they were not willing to sacrifice the spots they earned on the USA National 

Team. Of the 26 Black athletes who Edwards and his associates assumed would make the team, 

13 let it be known that they would not support a boycott. The Olympic Project for Human Rights 

had set the critical mass for a boycott at two-thirds of the Black participants. In response, the 

Olympic Project for Human Rights began to explore alternative options. One option was for all 

Black participants to wear Black arm bands. The function of this social action would be “to 

protest the violence and injustice handed out to black Americans and the government’s seeming 

inability or unwillingness to ensure their fundamental rights” (p. 99). A second option was to 

encourage Olympic participants to develop their own unique forms of protest. In the end, the 

second option won out.4  

Like many other Black militants and political activists, Edwards was the victim of the 

Counterintelligence Program (COINTELPRO) of the Federal Bureau of Investigation (FBI). He 

was also placed on the Rabble Rouser Index by the Federal Bureau of Investigation (FBI) 

because of his involvement in political activities and ideas. This meant that FBI agents tracked 

his whereabouts and wrote official reports on him to their superiors. He was followed by FBI 

agents before, during, and after the 1968 Summer Olympic Games (Edwards, 1980).  
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On December 6, 1967, the FBI director sent a memorandum to the FBI field office in San 

Francisco stating that, “According to news reports, Edwards, a professor at San Jose State 

College, has been a leader in the movement to get Negro athletes to boycott the 1968 Olympic 

Games in Mexico City” (Quoted in Edwards, 1980, p. 181). The memorandum continued: “In 

view of his self-identification as a militant black nationalist, you should review your indices and 

contact your sources for the purpose of developing details regarding his background and 

activities” (Quoted in Edwards, 1980, p. 181). Some three months after the FBI Director wrote 

the aforementioned memorandum to the FBI field office in San Francisco, the name of Edwards 

was added to the Rabble Rouser Index on March 25, 1968. The San Francisco Field Office of the 

FBI sent a memorandum to the FBI director indicating that his name had been added to the 

Rabble Rouser Index along with organizational affiliation, date of birth, place of birth, position 

in the organization, occupation, and residence address (Edwards, 1980).  

In addition to COINTELPRO, Edwards had to deal with hundreds of death threats before 

the 1968 Olympic Games took place. Edwards (1980) has reported that, “Between the fall of 

1967 and the spring of 1968, I received over two hundred written and phoned death threats” 

(p. 192). He added: “And during the NYAC demonstration in New York, a white man 

approached me with a butcher knife, only to be hustled away by three well-dressed young blacks 

who, as it turned out later, were cops” (pp. 193-194). Edwards said that he rejected all attempts 

to buy him off and call off the proposed boycott. One businessman offered a minimum of 

$100,000 to call off the boycott and participate in the promotion of a slick travelogue magazine 

which was to be called Holiday at the Olympics. Another person offered him $25,000 in cash to 

call off the boycott and “publicize the purported role of an aspiring 1968 presidential candidate 
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in ‘making me see reason’” (p. 190). Again, Edwards has said that he rejected all attempts to buy 

him off and call off the proposed boycott.  

Despite Edwards rejecting offers to buy him off, the proposed boycott did not take place 

en masse. Although there were some athletes who decided to sit out the 1968 Olympic Games, 

other athletes chose to participate, including Tommie Smith and John Carlos. In the case of those 

two, they chose the option of making a dramatic protest demonstration on the victory podium. As 

result, Smith and Carlos made history in two ways: (1) winning Olympic medals, and making a 

Black Power salute as the “Star Spangled Banner” played and the flag of the USA was raised 

(Edwards, 1980).5 

A key development in the life and times of Edwards before the 1968 Olympic Games was 

his joining the Black Panther Party. However, he was only an active member of the organization 

for a few months. During his stint in the organization, he was unknowingly invited to a meeting 

in Berkeley by a White colleague, who also taught at San Jose State, wherein a number of law 

enforcement officials were present. The White colleague had volunteered to serve as the co-

advisor to the United Black Students Association. At the meeting, the law enforcement officials 

asked him questions about the Black Panther Party which he refused to answer. Instead, Edwards 

went on the offensive and asked the law enforcement officials about the death of Bobby Hutton. 

Nevertheless, one of the law enforcement officials, a police chief, told Edwards that: 

Well, you can tell your Black militant friends that we’re going to run the Bay Area. 
You’re not going to take over here. If it takes armed force to stop you, we will use it. 
We’re going to stop each and every one of you dead in your tracks. Tell your Black 
Panther friends that. (p. 163)  

Edwards has expressed that he was greatly disturbed by that meeting. He was also disturbed that 

his White colleague from San Jose State had invited him to the meeting without giving him a 

heads up about the true nature of the gathering.  
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In the aftermath, Edwards (1980) said he responded to the Berkeley meeting with the 

police officials in three ways. He wrote: 

I subsequently passed the warning on to the Black Panther party—though not its 
specific source—then disassociated myself from all party involvements and activities, 
first because I strongly suspected that following the meeting I had become a prime target 
of police intelligence “watch-and-neutralize” efforts. So everyone who came into regular 
contact with me was also vulnerable. Secondly, every Black activist I knew of was 
rumored at one time or another to be an agent—rumors fostered in many, though not all, 
instances by police agencies. From the questions that the police had asked me at the 
meeting, I was certain that the Black Panther party was heavily infiltrated, and I did not 
wish to be confused with one of those infiltrators in the wake of the meeting arranged by 
my esteemed colleague and “friend.” And finally, I was not very successful in explaining 
to a high-ranking party member the urgency of the party’s situation as I saw it and the 
immediate need to take steps toward minimizing the vulnerability of both the party and 
its members. (pp. 163-164)  

Edwards has also disclosed that he began to watch his San Jose State colleague more closely and 

chose to give him misinformation and disinformation about people in the movement. He later 

learned through the Freedom of Information Act that a lot of that misinformation and 

disinformation ended up in FBI dispatches and informants’ reports.  

Edwards During the 1968 Olympic Summer Games 

Contrary to popular belief, Harry Edwards did not attend the 1968 Olympic Games. He 

has written that Alan Lomax, his advisor, influenced him to not attend.6 According to Edwards 

(1980), Lomax told him that he should not show up in Mexico City to attend the 1968 Olympic 

Games. Edwards has reported that Lomax said: “Don’t go to Mexico City” (p. 200). Edwards 

added: 

Lomax was convinced that nothing else could be done from a leadership or 
organizational capacity insofar as the protests were concerned. Moreover, through some 
of his East Coast contacts, he had learned that “it might not be altogether healthy” for 
either the Black athletes supporting the movement or me if I were in Mexico City when 
protests erupted. Lomax reasoned that the development of a tragic situation in the wake 
of Black Olympic protests—a situation “conceivably involving the deaths of some 
prominent Black athletes” and myself—could be “exploited by those who would discredit 
the entire Black Power Movement.” If I were not in Mexico City, “the safety of Black 
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athletes would be the responsibility of the United States Olympic Committee. The USOC 
would be compelled to see that nothing happened to them.” (p. 200) 

Lomax also informed Edwards that “when the Olympic Games start, you should be as far east 

and north from Mexico City as you can get without going to Canada” (p. 200). 

Instead of heading to Mexico City, Edwards made the decision to accept an invitation to 

speak at a Black writer’s conference in Canada. The conference was held in Montreal at McGill 

University. To confuse FBI agents who might be tracking his whereabouts, Edwards announced 

several fake destinations. He wanted to keep those FBI agents busy as they attempted to get a fix 

on his location while the Olympic protests unfolded (Edwards, 1980).  

Whereas Edwards (1980) followed Lomax’s advice and did not show up in Mexico City, 

Tommie Smith and John Carlos did so and were front and center. Although many people 

expected Black athletes to mount some type of protest, Smith and Carlos stunned the live 

audience and the television audience. Smith and Carlos made their now famous Black Power 

salute as the “Star Spangled Banner” played during a medal ceremony. Both men also wore one 

black glove and black socks with no shoes on the victory podium. Smith also wore a black scarf 

on his neck. In an interview with Howard Cosell of ABC television network, Smith later 

explained the social action. Smith stated:  

I wore a black right-hand glove and Carlos wore the left-hand glove of the same pair. My 
raised right hand stood for the power in black America. Carlos’ raised left hand stood for 
the unity of black America. Together they formed an arch of unity and power. The black 
scarf around my neck stood for black pride. The black socks with no shoes stood for 
black poverty in racist America. The totality of our effort was the regaining of black 
dignity. (Quoted in Edwards, 1969b, p. 104)  

The Olympic Committee quickly expelled Smith and Carlos from the USA Olympic team and 

banished them from Mexico City. 

To show solidarity with Smith, Carlos, and the Olympic Project for Human Rights, some 

athletes wore black socks as they received medals on the victory stand. This was the case with 
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Bob Beamon, Lee Evans, Ron Freeman, Larry James, and Vince Matthews. The latter four also 

gave the Black Power salute in the form of a clinched fist after they received gold medals for the 

1,600-meter relay. Wyomia Tyus, a gold medal winner in the 100-meter dash, made a dedication 

of her medal and efforts to the two banished stars. A number of world-class athletes, who could 

have made the USA National Team in their sports, simply did not go to the Olympics, including 

Kareem Abdul-Jabbar, Lucius Allen, Mike Warren, and Earl McCullough. There were also some 

participating Black athletes who went to the Olympics and rejected the social actions of the 

members of the Olympic Project for Human Rights. That group included Ralph Boston and 

George Foreman (Edwards, 1969b). 

Edwards After the 1968 Olympic Games  

In June 1968, Edwards (1980) was informed that he would not be rehired by San Jose 

State as an instructor. However, he had already made the decision to return to Cornell University 

and continue to work on his Ph.D. Edwards determined that Cornell University was a setting 

with a faculty wherein doctoral students were given wide latitude with regard to sociological 

studies. He made up his mind to make a “systematic effort toward a comprehensive sociological 

analysis of the relationship between sport and American society” (p. 215).  

Edwards returned to Cornell in fall 1968 before the eventful protest demonstration by 

Tommie Smith and John Carlos. After the demonstration by Smith and Carlos on October 19, 

1968, he decided to write about the plight of Black students and Black athletes (Edwards, 1980). 

By 1970, Edwards had published two books, namely Black Students and The Revolt of the Black 

Athlete. In the first book, Edwards (1969b) sought to detail the struggle of Black students on 

predominately White campuses, including the campaign to institutionalize Black studies courses 

in the curricula. Edwards (1970) used the second book to document the history of the OPHR and 
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the Black athletic revolt. He made a conscious effort to present the OPHR and the Black athletic 

revolt within the broader theoretical, historical, and political context of the Black freedom 

struggle. 

While Edwards was at Cornell University after the 1968 Olympic Games, a revolt took 

place. In April 1969, Black students took over an administration building and later armed 

themselves when they thought an attack by armed, racist White people was imminent. Although 

Edwards had nothing to do with organizing the revolt, the Black students who were involved 

came to him for advice. Edwards offered his opinion about their options, including defending 

themselves with arms. Shortly after the incident, Edwards (1969a) discussed the situation in an 

article for the journal Transaction. He later wrote about the incident in his first book and his 

autobiography (Edwards, 1969b, 1980).  

As a result of the Black student movement at the University of California, Berkeley, 

Edwards eventually received an offer to become a tenure-track professor at that institution. The 

offer took place in 1970. Some 15 years later, in 1985, Edwards became employed as a 

consultant for the San Francisco 49ers. Together with Bill Walsh, Edwards helped to develop the 

Minority Coaches Internship and Outreach Program. Edwards also counseled players on issues 

such as drugs, personal finances, and race relations. After Al Campanis, a Los Angeles Dodger 

official, made some remarks in 1987 that were widely construed to be racist, Edwards was hired 

as a special assistant to Peter Ueberroth, the commissioner of Major League Baseball. His task 

was to help the commissioner assemble a pool of minority applicants for managerial positions in 

baseball. Edwards raised a lot of eyebrows when he hired Campanis to help him develop the pool 

of minority applicants (Covino, 1988; Harris, 2008).  
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In 1985, Edwards made a foray in professional basketball as a consultant. He was hired 

by the Golden State Warriors wherein he specialized in counseling players on issues such as 

drugs, personal finances, and race relations. Edwards was active with the team until 1995. In 

2000, Edwards became the director of the Oakland Parks and Recreation Department. The 

function of that department was to offer a wide range of recreation, leisure, cultural, educational, 

and environmental programs and activities throughout Oakland. During his first year on the job, 

Edwards earned $135,000 per year and was responsible for overseeing 108 parks, 22 recreation 

centers, five pools, two golf courses, 300-400 employees, and a $26.7 million budget.7 He held 

that position until 2003 (Covino, 1988; “Harry Edwards,” 2000; DeFao, 2000; Rana, 2003).  

Edwards at the University of California, Berkeley 

On July 31, 1970, Edwards was officially hired by the University of California, Berkeley 

with a tenure-track appointment in the Sociology Department. In the Carnegie classification 

system, the University of California, Berkeley was a research one institution. Since he had not 

completed his doctoral degree, it was understood by both parties that Edwards would have to do 

so prior to tenure being granted. He began to teach at the University of California, Berkeley 

during the Fall 1970 quarter (Edwards, 1980).  

Edwards quickly became a popular professor at the University of California, Berkeley 

among the students. His sections were typically full and had many students on the waiting list. 

Between 1970 and 1977, he taught year-round including summers except for several occasions. 

During the same period, he taught 9,000 of the 38,000 students who enrolled in sociology 

courses. He taught courses in the areas of race and ethnic relations, marriage and the family, and 

the sociology of sport (Edwards, 1980).  
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By 1973, Edwards had completed his dissertation for his Ph.D. in sociology from Cornell 

University. That same year, he received a contract from Dorsey Press of Homewood, Illinois. By 

February 1973, Dorsey Press was already advertising in an American Sociological Association 

(ASA) periodical it was going to publish a book by Edwards under the title, Sociology of Sport.8 

The first printing of the book was March 1973. By November 1977, the book had gone through 

its sixth printing.  

Between his Fall 1970 arrival at the University of California, Berkeley and Fall 1976, 

Edwards (1980) had become a popular professor with students, authored an important book, and 

received his Ph.D. He had also published many articles. By 1975, Edwards was well aware that 

there were people at the University of California, Berkeley who did not want him there. Some of 

those people were in his department. In January 1977, Edwards received notification that he had 

been denied tenure. His tenure had been denied by a split vote in the Sociology Department.  

When he contacted the department chair about the matter, that person informed him that 

there was “nowhere on record any incidence of a tenure denial at the departmental level being 

overturned at any major American university” (Quoted in Edwards, 1980, p. 293). Edwards 

responded by calling a press conference and charged that “significant segments of the sociology 

department and the university administration had entered into collusion in order to perpetuate an 

act of ‘bureaucratic lynching’” (p. 293). He also charged that the decision to deny his tenure 

“was racist and politically motivated” (p. 293).  

According to Edwards (1980), by March 1977, a protest movement had developed around 

his being denied tenure. During that month, Edwards and his supporters held a large rally on 

campus wherein he read a telegram he sent to Jimmy Carter, the president of the USA. In the 

telegram, Edwards complained about the treatment of racial minorities in higher education 
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institutions like the University of California, Berkeley. According to a report in the U.S. News 

and World Report, the chancellor of the University of California, Berkeley received a telephone 

call from Carter’s White House administration urging a reversal of the decision to deny tenure to 

Edwards. The media in the Union of Soviet Socialist Republics (USSR) had also begun to 

publicize the matter as a “U.S. human rights violation.” Edwards pointed out that official 

newspapers in the USSR and China published editorials stating that he should be granted tenure.  

Edwards (1980) has noted that, in April 1977, the chancellor of the University of 

California, Berkeley formed a “special committee” to review the decision to deny tenure to him. 

Some three months later, in July 1977, the chancellor of the University of California, Berkeley 

notified Edwards that decision to deny tenure had been reversed. Edwards received the following 

brief statement notifying him of the reversal: “After review of your case, the chancellor’s office 

is pleased to inform you that it has been decided that you are qualified for and deserving of 

tenure on the faculty of the University at Berkeley” (p. 297). Edwards served as a tenured 

professor at the University of California, Berkeley from 1977 until he retired in the year 2000.  

Both before and after his receipt of tenure, Edwards was very productive as a scholar. In 

addition to his three books, Edwards published a plethora of articles in scholarly publications. 

After getting his first article published in 1966, Edwards proceeded to produce 18 more by 1973. 

By 1979, that figure had grown to more than 50 articles according to a brief biography released 

in The Annals of the American Academy of Political and Social Science.9 

Implications of This Research for Harry Edwards and the Sociology of Sport 

One consequence of this research is that it sheds light on the social background of Harry 

Edwards. He was the product of a Black working-class family which struggled to make ends 

meet during his childhood in East St. Louis. A second consequence is that it sheds light on the 
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participation in the proposed boycott of the 1968 Olympic Summer Games. Edwards was the 

central figure in that he recruited people into the movement and organized their efforts. A third 

consequence is that it sheds light on the struggle for Edwards to get tenure at the University of 

California, Berkeley. Edwards was initially denied tenure, but managed to win it after waging a 

struggle with the Sociology Department at the University California, Berkeley.  

A fourth consequence is that it sheds light on the accomplishments of Edwards in 

publishing and teaching. His dissertation research was published as a landmark book which 

helped to develop a subfield known as the sociology of sport. In comparison to his colleagues at 

the University of California, Berkeley, his sections were typically much larger in terms of 

enrollment. A fifth consequence is that it sheds light on the accomplishments of Edwards outside 

of academia with the Commissioner’s Office of Major League Baseball; Golden State Warriors; 

San Francisco 49ers; and Oakland Office of Parks and Recreation. Despite having lived an adult 

life full of controversy, he has managed to get hired in some gatekeeper positions in three 

separate sports. He also managed to get hired as an important bureaucrat in one of the largest 

cities in California.  

A sixth consequence is that it sheds light on the role Edwards has played as a public 

sociologist and a self-declared political intellectual. Throughout the years, he has made his mark 

in the popular press in public speeches, interviews, etc. As Mills (1959) has pointed out, some 

sociologists will make a conscious decision to engage in political activities with an intellectual 

framework. Such a description certainly fits Edwards.  

For a brief period in his life, Edwards was also involved with an organization of political 

activists dedicated to merging theory with practice, namely the Black Panther Party. There is 

even a photograph available of Edwards, during that period of his life, wearing the following 
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Black Panther gear: black beret, black leather jacket, and dark shades.10 Although he was no 

longer a member in 1975, the Black Panther Party chose to support him as Edwards sought 

publicity for his tenure fight at the University of California, Berkeley. The September 1, 1975 

issue of The Black Panther featured on article on Edwards and his struggle for tenure at the 

University of California, Berkeley (“Black Students Unite,” 1975).  

Summary and Conclusion 

This paper has examined the pioneering contributions of Harry Edwards to the sociology 

of sport as a subfield in sociology. It has also examined the life and times of Edwards before, 

during, and after the 1968 Olympic Games, including his stints with the University of California, 

Berkeley; Major League Baseball; San Francisco 49ers; Golden State Warriors; and Oakland 

Office of Parks and Recreation. This paper has utilized the case study as the research method, 

and the analysis of primary and secondary documents as the research techniques. 

Almost 40 years before the birth of Edwards, sociologist Max Weber (1904-1905/1958) 

looked at the issue of sports as an emerging institution that became a rival to religion as an 

institution. He wrote: 

… the Puritans upheld their decisive characteristic, the principle of ascetic conduct. For 
otherwise the Puritan aversion to sport, even for the Quakers, was by no means simply 
one of principle. Sport was accepted if it served a rational purpose, that of recreation 
necessary for physical efficiency. But as a means for the spontaneous expression of 
undisciplined impulses, it was under suspicion; and in so far as it became purely a means 
of enjoyment, or awakened pride, raw instincts or the irrational gambling instinct, it was 
of course strictly condemned. Impulsive enjoyment of life, which leads away from both 
work in a calling and from religion, was as such the enemy of rational asceticism, 
whether in the form of seigneurial sports, or the enjoyment of the dance-hall or the 
public-house of the common man. (pp. 167-168) 

Weber seemed to anticipate the establishment of professional sports as a phenomenon in the 

USA and elsewhere which would bring troubling competition to clergy and their Sabbath Day 

church services. 
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Standing on the shoulders of Weber and other sociologists, Edwards approached his 

dissertation committee about studying sport as an institution. He was rebuffed at first. However, 

Edwards persisted and was able to write one of the first doctoral dissertations in the subfield now 

known as the sociology of sport. The actual title of his doctoral dissertation at Cornell University 

was Sport in America: Its Myths and Realities, as mentioned above.11  

On August 12, 1999, HBO televised the documentary Fist of Freedom: The Story of the 

‘68 Summer Games as part of its “Sports of the 20th Century.” The film featured archival 

footage, vintage photos, and revealing interviews with many people who played a role in the 

1968 Olympics Games. Among the interviewees was Harry Edwards. Such a film would have 

certainly been lacking if his voice and role had been ignored or overlooked.12  

Edwards made a mark in sports both before and after the 1968 Summer Games. Students 

studying the sociology of sport are well served to analyze his life and times. Edwards has given 

us a compelling legacy which is controversial and exhilarating. That legacy should be studied as 

an important aspect of the sociology of sport and the Black experience in the USA.  
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NOTES 

                                                 
1 Howery (2001), a former deputy executive officer with the American Sociological Association, has credited 

the book of Harry Edwards with “having carved with this new specialty in the 1970s” (p. 1). In his book Sociology 
of Sport, Edwards (1973b) stated that “… the American Sociological Association held its first section on the 
sociology of sport as recently as 1971” (p. 7). However, the American Sociological Association, in 1971, actually 
held a session titled the sociology of sport and not a section (Jordan A. Robison, personal communication, March 6, 
2013). At the time when he sent this personal communication to me in the form of an email, Robison was a program 
assistant with the American Sociological Association. In another personal communication on March 4, 2013 in the 
form of an email, Robison informed me that the American Sociological Association has never had a section titled 
the Sociology of Sport. 

2 San Jose State College became known as San Jose State University in 1970 and will be referred to San Jose 
State hereafter in this paper.  

3 Lomax (2008) has offered a good discussion of the experiences of Edwards with intercollegiate track and 
basketball at San Jose State. As a whole, his compilation of essays includes valuable discussions of events which 
predated the boycott proposed by Edwards and the OPHR. That includes the American Football League All-Star 
game boycott of 1965.  

4 During an interview with Leonard (1998), Edwards was asked, “What were some of the failures of the 
OPHR?” He responded: “Some of our greatest supporters—the Harvard University crew team, Hal and Olga 
Connolly, Bill Toomey—were white. Even with the tremendous Black Power thrust of the movement, and its 
emphasis on black culture, I should have made a greater effort to publicly enunciate and embrace that interracial 
relationship. Even though the media didn’t want to hear it, and they didn’t because they wanted to paint it as a wild, 
militant Black Power thing, I should have put greater emphasis on the interracial dimensions of what we were trying 
to accomplish. We probably would have lost some people on the black side, but I think the long term validity, clarity 
and honesty about what actually happened, and who was actually with us in this effort, would have been enhanced. 
It would have simply been more valid. We also didn’t do the job we should have done in terms of women. Even 
with all of those black women athletes in the Olympics, we never really approached them. In today’s language that 
means we were sexist, an indictment that could be extended to the whole civil rights movement” (p. 1). It should be 
noted that one woman involved with the OPHR was Sandra Boze who later married Edwards. For more information 
about her, see Edwards (1980).  

5 Both Tommie Smith and John Carlos have published explanations of their actions. See Smith and Steele 
(2007), and Carlos and Zirin (2011).  

6 Edwards has reported that he was mentored by several people, including Bill Russell, Jim Brown, John 
Thompson, and Bill Walsh. See Harrison, Bukstein, Woodie, and Forde (2010).  

7 Some of the people in the department headed by Edwards expressed concern about his management style. 
Margaret Cunningham, a field representative of Service Employees International Union (SEIU) Local 790, told a 
reporter for the San Jose Mercury News that, “I don’t have a lot of people telling me Harry Edwards is great and 
I’m. He’s not out there with his employees in a positive way, only out there to check up on them and be censorial. 
They are not seeing a strong motivator (Quoted in Gonzales, 2000a, p. 1B; Gonzales, 2000b, p. 5B).” Cunningham’s 
SEIU Local 790 represented the majority of the employees in the department and she charged that had Edwards had 
unfairly made a smear against the department by leveling a broad range of allegations. Edwards had informed 
Sandra Gonzales, the reporter from the San Jose Mercury News, that he had evidence of fraud and corruption in the 
form of some employees collecting paychecks for workers no longer there and others had rented out city facilities 
and stashed the cash.  

8 See Dorsey Press (1973).  
9 For a sampling of some those articles, see Edwards (1968a, 1969a, 1972a, 1972b, 1972c, 1973a, 1979a, 

1979b, 1982a, 1982b, 1983, 1984, 2000). The short biography appeared along with one of those articles in the 
September 1979 issue of The Annals of the American Academy of Political and Social Science.  

10 The photograph of Edwards was published on the cover of the paperback edition of the Da Capo Press reprint 
of The Black Panthers Speak by Foner (1995).  
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11 The title of the M.A. thesis of Edwards at Cornell University was The Black Muslim Family: A Comparative 

Analysis. It was completed in 1966 in partial fulfillment for his M.A. degree in sociology. See Edwards (1966).  
12 For an important discussion of this film, see “Fists” (1999).  
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Ida B. Wells-Barnett and Her Classic Work Lynch Law in Georgia: A 

Forgotten Contribution to the Study of Race and Ethnicity 
 

ABSTRACT 

This paper examines the contribution of Ida B. Wells-Barnett to the study of race and ethnicity. It 
gives special reference to her classic work Lynch Law in Georgia. The argument is presented that 
Wells-Barnett developed a pioneering empirical approach to the study of race and ethnicity 
which should not be forgotten or ignored. This paper utilizes the case study method with an 
emphasis on archival research.  

 

 

 

INTRODUCTION 

Sociology emerged as academic discipline in the United States of America (USA) during 

the 1890s. Some of the key centers of sociology in academia at the outset were the University of 

Chicago, Columbia University, and Atlanta University. After its emergence, the discipline 

proceeded to develop a host of subfields. Among those subfields was the study of racial and 

ethnic relations which is also known as the study of race and ethnicity.  

However, there were people involved with sociology who did not have academic 

positions. Instead of laboring in colleges and universities, those pioneers were typically political 

activists on the left and right who sought to foment social change through social movements. 

Rather than take a back seat or sit passively on the sidelines, Black women became pioneer 

sociologists and helped to develop important social movements aimed at addressing key social 

problems, including lynching. The courageous Ida B. Wells-Barnett was one of those Black 

women.1  
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This paper will examine the contribution of Ida B. Wells-Barnett to the study of race and 

ethnicity. It will give special reference to her classic work Lynch Law in Georgia. This paper 

argues that Wells-Barnett developed a pioneering empirical approach to the study of race and 

ethnicity which should not be forgotten or ignored. It will also argue that Wells-Barnett was a 

pioneer in public sociology when she used Lynch Law in Georgia to educate the public-at-large 

about the plight of Sam Hose. As used here, race and ethnicity is a subfield of sociology which 

looks at race as a social construction based on genetics, and ethnicity as a social construction 

based on culture. Hence, this paper uses the racial categories delineated by the U.S. Census 

Bureau during the 19th, 20th, and 21st centuries. 

IDA B. WELLS-BARNETT AS A POLITICAL ACTIVIST AND SOCIOLOGIST 

By the turn of the 20th century, Ida B. Wells-Barnett had made her mark in the United 

States of America (USA) and abroad. Because of her fight for social justice and against social 

inequality, she became relatively well known in the USA and Europe, especially England and 

Scotland. Her participation in that struggle started in 1884 when she faced racial discrimination 

on a train. During that year, one Memphis newspaper declared that Wells-Barnett was a dark 

damsel who managed to gain a key victory over the Chesapeake, Ohio and Southwestern 

Railroad Company (“A Dark Damsel,” 1884).  

After the Civil Rights Act of 1875 was reversed in 1883 permitting Jim Crow laws, de 

jure segregation became legal. It was also the norm for White corporations in Tennessee to only 

provide access to the ladies’ car on trains to White people and Black servants who might be 

traveling with them. Conversely, it became the norm for White corporations to force Black 

people to sit in the smoking car unless they were traveling as servants with a specific White 

person (Wells-Barnett, 1893/2013).  
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On May 4, 1884, Wells-Barnett (1970, 1893/2013) encountered a White conductor who 

was going to enforce that norm. On that day, Wells-Barnett was on a train headed from her home 

in Memphis, Tennessee to Woodstock, Tennessee where she was employed as a teacher. The 

train had two cars. One was known as the ladies’ car and did not permit smoking. The other was 

known as a smoker and did permit the practice. Wells-Barnett purchased a ladies’ car ticket from 

the Chesapeake, Ohio and Southwestern Railroad Company for the 10 miles ride. However, 

before the train took off, she was ordered by the conductor to leave the first-class section and 

head to a special section earmarked for Black people. At the time, the Chesapeake, Ohio and 

Southwestern Railroad Company was operating under Jim Crow laws.  

Wells-Barnett (1970) refused to move after being ordered to do so by a conductor. He 

then grabbed Wells-Barnett and attempted to physically remove her from the train car. Looking 

back on the event in her autobiography, Wells-Barnett related that:  

When the train started and the conductor came along to collect tickets, he took my 
ticket, then handed it back to me and told me he couldn’t take my ticket there. I thought 
that if he didn’t want the ticket I wouldn’t bother about it so went on reading. In a little 
while when he finished taking tickets, he came back and told me I would have to go in 
the other car. I refused, saying that the forward car was a smoker, and as I was in the 
ladies’ car I proposed to stay. He tried to drag me out of the seat, but the moment he 
caught hold of my arm I fastened my teeth in the back of his hand. (p. 18)  

Wells-Barnett continued: 

I had braced my feet against the seat in front and was holding to the back, and as 
he had already been badly bitten he didn’t try it again by himself. He went forward and 
got the baggage-man and another man to help him and of course they succeeded in 
dragging me out. They were encouraged to do this by the attitude of the white ladies and 
gentlemen in the car; some of them even stood on the seats so that they could get a good 
view and continued applauding the conductor for his brave stand. (p. 19)  

Although she put up a strong fight against the three men, they succeeded in forcing her out of the 

ladies’ car. By the time she was removed from the ladies’ car, the train had arrived at its first 
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stop. Wells-Barnett departed the train, but decided to take direct action against the Chesapeake, 

Ohio and Southwestern Railroad Company.  

Subsequently, Wells-Barnett (1970) hired an attorney and filed a lawsuit against the 

Chesapeake, Ohio and Southwestern Railroad Company. Some seven months later, on December 

24, 1884, Wells-Barnett won her case against the railroad company and was awarded $500 in 

damages. However, in 1887 the decision was reversed by the Tennessee State Supreme Court 

(Chesapeake, Ohio and Southwestern Railroad Company v. Wells, 1887). In essence, the 

Tennessee State Supreme Court upheld the notion of the 1857 Dred Scott decision which stated 

that a Black person had no rights a White person is bound to respect. Nevertheless, the case 

made Wells-Barnett a nationally known figure. Whereas she was generally ridiculed in the White 

press, Wells-Barnett was lauded in the Black press for having the courage to file legal action 

against a White corporation like the Chesapeake, Ohio and Southwestern Railroad Company, as 

Giddings (2008) and McMurry (1998) have pointed out. 

The case had wide implications. Thinking about the consequences of the case for 

Tennessee and the USA as a whole, Wells-Barnett (1970) remarked in her autobiography that: 

It was twelve years afterward before I knew why the case had attracted so much 
attention and was fought so bitterly by the Chesapeake and Ohio Railroad. It was the first 
case in which a colored plaintiff in the South had appealed to a state court since the 
repeal of the Civil Rights Bill by the United States Supreme Court. The gist of that 
decision was that Negroes were not wards of the nation but citizens of the individual 
states, and should therefore appeal to the state courts for justice instead of to the federal 
court. The success of my case would have set a precedent which others would doubtless 
have followed. In this, as in so many other matters, the South wanted the Civil Rights Bill 
repealed but did not want or intend to give justice to the Negro after robbing him of all 
sources from which to secure it. (p. 20)  

Some 12 years following her case before the Tennessee Supreme Court, the Supreme Court of 

the USA rendered the Plessy decision. The latter decision made it clear to Wells-Barnett that 

Black people faced a long struggle ahead for social justice. On a personal level, Wells-Barnett 
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also made a commitment to participate in that struggle as a political activist willing to use the 

political system and economic system to fight for Black rights.  

Wells-Barnett (1970) initially began to write for publication when the editor of a 

religious weekly known as the Living Way asked her to address her case in an article. She was 

later invited to become the editor of Evening Star, a Black periodical in Memphis, after the 

previous editor left the area to head to Washington, DC. Often writing under the pen name 

“Iola,” Wells-Barnett used her articles to address a wide range of issues related to Black people, 

including social conditions in schools and churches. According to Wells-Barnett, “It was not 

long before these articles were copied and commented on by other Negro newspapers in the 

country, and I received letters from other editors inviting me to write for them” (p. 24).  

By 1895, some of the papers Wells-Barnett had written for included the New York Age; 

New York Freeman; The Plaindealer of Detroit; The Indianapolis World; Gate City Press; Little 

Rock Sun; American Baptist; Memphis Watchman; Justice of Chattanooga; Christian Index; Fisk 

Herald; Our Women and Children Magazine; and the Free Speech and Headlight. It was in 1889 

when Wells-Barnett received an invitation to be a writer for the Free Speech and Headlight, a 

Black newspaper based in Memphis. Wells-Barnett told the two owners, Rev. Taylor Nightingale 

and J. L. Fleming, that she would only come onboard if they allowed her to purchase a one-third 

ownership interest. They accepted her offer and she became a part owner of the newspaper 

(Wells-Barnett, 1970).2  

Two years before becoming a part owner of the Free Speech and Headlight, Wells-

Barnett made a presentation in 1887 at the National Press Association conference, which was 

held in Louisville, Kentucky. At that conference, Wells-Barnett was elected as the secretary of 

the organization. Eventually, in 1891, Wells-Barnett made a complete transition from teacher to 
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journalist after getting fired from her teaching post. At the time, Wells-Barnett was teaching 

school in Memphis and wrote a stinging criticism of social inequality regarding the segregated 

school system (Wells-Barnett, 1970; Sterling, 1988; Thompson, 1990; DeCosta-Willis, 1995; 

Royster, 1997; McMurry, 1998; Giddings, 2008)).  

Wells-Barnett (1970) was disturbed about the appalling conditions Black people faced in 

the public schools. Looking back at the incident in her autobiography, Wells-Barnett wrote: 

… I asked Rev. Nightingale to sign an article I had written about the city schools. I was 
still teaching and I wanted to hold my position. Yet I felt that some protest should be 
made over conditions in the colored schools. The article was a protest against the few and 
utterly inadequate buildings for colored children. I also spoke of the poor teachers given 
us, whose mental and moral character was not of the best. It had been charged that some 
of these teachers had little to recommend them save an illicit friendship with members of 
the school board. I was sure that such a condition deserved criticism, and that such a 
protest coming from a man in his position would be heeded. The paper was not a paying 
proposition and naturally I wanted to keep my position as a teacher. I feared that unless 
the editorial was signed by him, it would be charged to me. (p. 36) 

Wells-Barnett continued: 

That year, when the time for election of teachers, the school board failed to reelect me as 
it had done every year for seven years. I was not even notified of this until time for the 
school to be opened, too late to seek employment elsewhere. I sent my lawyer to the 
board of education to find out why. The reply was that no fault was found with my ability 
as a teacher or with my character, but the board had a copy of the Free Speech on file in 
the office showing criticism of them. They didn’t care to employ a teacher who had done 
this, and for that reason I had been left out. (p. 37) 

Thus, for daring to speak out, Wells-Barnett lost her teaching position. Wells-Barnett expressed 

disappointment that Black parents failed to support her when she stood up for their children with 

her article. Some of them even chided her for risking her job with the article. Wells-Barnett said 

that the incident taught her that she could not count on the support of Black people when she 

stood up for the race. Nevertheless, Wells-Barnett remarked that, “I thought it was right to strike 

a blow against a glaring evil and I did not regret it” (p. 37).  
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In response to her loss of the teaching position, Wells-Barnett became a full-time 

journalist and publisher. She also went from owning one-third of the paper to one-half of the 

paper when J.L. Fleming and Wells-Barnett bought out Rev. Taylor Nightingale. Afterwards, 

Wells-Barnett used the newspaper to take even bolder actions. On March 9, 1892, three Black 

men were lynched in Memphis. The three lynching victims included Thomas Moss, Calvin 

McDowell, and Henry Stewart. In the case of Moss, Wells-Barnett considered him and his wife 

Betty to be her best friends in Memphis. She was also the godmother to his daughter Maurine 

Moss (Wells-Barnett, 1970).  

As she had done against the local school board, Wells-Barnett wrote and published a 

stinging criticism against the White people who held the lynching bee in the May 21, 1892 issue 

of the Free Speech and Headlight.3 In response, on May 27, 1892, a White mob went to the 

office of newspaper and burned it to the ground. Wells-Barnett happened to be in Philadelphia at 

an AME Church conference when she learned about the destruction. White people published a 

threat that if she ever returned to Memphis she would be lynched, too. She was forced into exile 

in New York and began to write for the New York Age and give speeches about the evils of 

lynching as a social condition (Wells-Barnett, 1970).  

Wells-Barnett wrote a long series of articles about the lynching of Thomas Moss, Calvin 

McDowell, and Henry Stewart for the New York Age. Eventually, those articles were published 

in pamphlet form under the title Southern Horrors: Lynching in All Its Phases. She followed that 

pamphlet up with another titled The Reason Why: The Colored American is not in the World’s 

Columbian Exposition: The Afro-American’s Contribution to Columbian Literature. The latter 

included essays by Frederick Douglass, I. Garland Penn, and her future husband Ferdinand L. 

Barnett, Jr. (Wells-Barnett, 1892/2012, 1893/2013, 1970).  
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In 1895, Wells-Barnett (1970, 1895) made two major moves. She married Ferdinand L. 

Barnett, Jr., a lawyer and widower, and she published A Red Record: Tabulated Statistics and 

Alleged Causes of Lynching in the United States, 1892-1894. With the latter, Wells-Barnett was 

a conscious sociologist. She also made it clear that lynching could be studied in a careful and 

systematic manner and that she was going to attack lynching as a social problem. Shortly before 

the turn of the century, W.E.B. Du Bois (1899) declared that no one had done as much as Wells-

Barnett to try to eradicate lynching. 

Wells-Barnett utilized sociology and political action to take on White people who 

supported lynching. On the one hand, Wells-Barnett used sociology to write about lynching as a 

social problem. She developed a mixed method approach to pen reports about various lynching 

victims. On the other hand, Wells-Barnett used political action to speak about lynching as a 

social problem. She lobbied politically connected people in the USA and Europe to enlist their 

aid in the struggle against the barbaric practice (Cromartie, 2009a, 2009b).  

THE LYNCHING OF SAM HOSE 

In Newnan, Georgia, a Black man was lynched on April 23, 1899. The name of the man 

was Sam Hose. He was also known variously as Sam Holt, Samuel Wilkes, and Thomas Wilkes. 

Hose was a native of Macon, Georgia. He lived in that city until his father died. Afterwards, Sam 

Hose and his family moved to Marshallville, Georgia. At that time, the family consisted of his 

mother, brother, and sister. Sam Hose was an intelligent young man and he knew how to read 

and write. By April 1899, Sam Hose had become the main source of support for his invalid 

mother. He also supported his brother who was labeled an imbecile (Wells-Barnett, 1899).  

Prior to the lynching, Hose was employed as an agricultural worker by Alfred Cranford, a 

White man, in McCollum, Georgia. Like Newnan, McCollum was a small hamlet in Coweta, 
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County. The two men engaged in a dispute over some wages that were due to Hose. In turn, the 

dispute led to a physical altercation wherein Hose managed to kill Cranford before he fled the 

area. Hose killed Cranford on April, 12, 1899. As a result, a state-wide manhunt was organized 

by White officials to find Hose. On April 22, 1899, some 10 days after the killing, Hose was 

captured at 9 p.m. He was found hiding out near his mother’s home in Marshallville, Georgia, a 

small hamlet in Macon County (Wells-Barnett, 1899).  

Following his capture, Hose was brought in chains on a train to Newnan. A vigilante 

attitude quickly developed among the White populace in Newnan, McCollum, Atlanta, and 

elsewhere. They were spurred on by White newspapers like the Atlanta Constitution. That 

particular newspaper published a series of articles urging that Hose be tortured and lynched upon 

his capture. The editor and business manager of the Atlanta Constitution even offered a $500 

reward for the capture of Hose. Their goal was to bring him back alive to Coweta County, 

Georgia and lynch him. Hose was lynched on April 23, 1899 at 2:30 p.m. The crowd, which was 

present at the lynching, was estimated to be between 2,000 and 6,000 White people. Many of 

those White people were very prominent (Wells-Barnett, 1899). 

The actual lynching of Sam Hose was a truly brutal affair. He was subjected to an 

extreme act of torture by the White mob. As was her custom, Wells-Barnett tended to report 

additional details about specific lynching bees as the information became available. In her 

pamphlet Mob Rule in New Orleans, Wells-Barnett focused on the lynching of Robert Charles. 

However, she also covered the lynching of Sam Hose. Wells-Barnett (1900) wrote: 

Excursion trains were run and bulletins were put up in the small towns. The Governor of 
Georgia was in Atlanta while excursion trains were being made up to take visitors to the 
burning. Many fair ladies drove out in their carriages on Sunday afternoon to witness the 
torture and burning of a human being. Hose’s ears were cut off, then his toes and fingers, 
and passed round to the crowd. His eyes were put out, his tongue torn out and flesh cut in 
strips by knives. Finally they poured coal oil on him and burned him to death. They 
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dragged his half-consumed trunk out of the flames, cut it open, extracted his heart and 
liver, and sold slices for ten cents each for souvenirs, all of which was published most 
promptly in the daily papers of Georgia and boasted over by the people of that section. 
(p. 39)  

After the end of the sordid incident, many White people left the scene with pieces of Sam Hose’s 

body as trophies to be displayed openly. W.E.B. Du Bois (1940, 1968) has written that a piece of 

the body of Sam Hose was on display in the window of an Atlanta store shortly after the 

lynching. The lynching of Sam Hose helped transform him from a conservative to a radical 

political activist seeking social change through political, economic, and cultural social solidarity 

and collective behavior among Black people. As for Wells-Barnett, long before the lynching of 

Sam Hose, her 1884 train incident had helped transform her into a radical political activist 

seeking social change through political, economic, and cultural social solidarity and collective 

behavior among Black people.  

LYNCHING BEFORE AND AFTER SAM HOSE 

There are four major sources of data on lynching in the USA before the Sam Hose 

incident. One source is the Chicago Tribune. That newspaper was one of the first media 

institutions to attempt to record incidents of lynching on a yearly basis. Beginning in 1883, the 

Chicago Tribune started a tradition of releasing lynching data for the previous year.  

In her pamphlets, Wells-Barnett (1893/2013, 1895, 1899, 1900) utilized lynching data 

from the Chicago Tribune. As is customary with secondary data analysis in sociology, Wells-

Barnett took data that had been collected by other researchers, reanalyzed the data, and wrote 

new reports released in part to the public in her pamphlets and articles. The actual data from the 

Chicago Tribune indicate that there were approximately 3,000 cases of lynching in the USA 

between 1882 and 1899. As Wells-Barnett pointed out, Black people were a significant number 

of the victims. For example, in A Red Record, Wells-Barnett (1895) informed us that: 
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Of the 1,115 Negro men, women and children hanged, shot and roasted alive from 
January 1, 1882, to January 1, 1894, inclusive, only 348 of that number were charged 
with rape. Nearly 700 of these persons were lynched for any reason which could be 
manufactured by a mob wishing to indulge in a lynching bee. (p. 109) 

The data for her statement were based on the annual reports she found in the Chicago Tribune. 

Before the turn of the 20th century, it was the best source of data on recorded lynchings.  

The second major source of data is Tuskegee Institute, which is now known as Tuskegee 

University. Under the leadership of sociologist Monroe Work, Tuskegee began to collect data on 

lynching after the turn of the 20th century. Both before and after 1920, Work (1919, 1925) 

published important reports on lynching in the USA via his Negro Year Book. Work (1927) also 

published an important report in the World Almanac and Book of Facts for 1927 and provided 

data related to lynching from 1885 to 1925. Building on Work, the Chicago Tribune and others 

including W.E.B. Du Bois and the NAACP, Tuskegee gathered and disseminated lynching data 

for a period ranging from 1882 to 1968. Tuskegee has reported that their records indicate that 

there were approximately 2,743 cases of lynching in the USA between 1882 and 1899. Of that 

total, Tuskegee stated that 1,645 were Black people (Linder, 2000; Charles Chestnut Digital 

Archive, 2012; Zangrando, 1980; White, 1929).  

 A third major source of data is James Elbert Cutler (1905) and his book Lynch-Law. He 

examined the years from 1882 to 1903. Like Wells-Barnett, Cutler analyzed data from the 

Chicago Tribune. Utilizing correspondence and a comparison of other newspapers like the New 

York Times and New York Tribune, Cutler attempted to verify and correct the data of the Chicago 

Tribune. Consequently, Cutler issued his own list of lynching bees for the period ranging from 

1882 to 1903. Cutler stated that a total of 3,337 people were lynched between 1882 and 1903. Of 

that total, 2,060 were Black people, 1,169 were White people, and 108 people fell into the 

“Others” category. With regard to “Others” as a social category, Cutler stated that “the majority 
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of whom were Indians, but there were also Chinamen, Mexicans, Italians, a Japanese, a Swiss, 

and a Bohemian” (p. 181). Cutler gave a total figure for each year in a table, but did not provide 

a breakdown by race for each year in a table.  

The fourth major source of data is the National Association of Colored People (NAACP). 

Under the leadership of W.E.B. Du Bois, the NAACP began to systematically collect lynching 

statistics in 1912. From time to time, Du Bois issued brief reports in The Crisis about lynching. 

Although the organization relied primarily on newspaper accounts of lynching, it sent Walter 

White out to make direct observation of the communities wherein a lynching had taken place. 

White was a Black man, who could pass for White. In turn, White was able to pose as a White 

man and interview White people who had participated in a given lynching bee. White (1929) 

wrote about his experiences in a book titled Rope and Faggot: A Biography of Judge Lynch.  

Before White’s book appeared, his organization issued a statistical study titled Thirty 

Years of Lynching in the United States, 1889-1918 (National Association of the Advancement of 

Colored People, 1919). The study stated that over 3,224 people were lynched during that period, 

which included 2,522 Black people and 702 White people. As White has noted, the NAACP sent 

a team of researchers to conduct archival research at the Library of Congress in Washington, DC. 

Subsequently, the statistical study was based on that archival research, brief reports by W.E.B. 

Du Bois, personal observations and investigations by Walter White and others, and the work of 

Cutler. Two years later, the secretary of the NAACP’s Anti-Lynching Committee wrote a report 

detailing lynching data for 1919 and 1920. It stated that the lynching victims totaled 83 in 1919 

and 65 in 1920. Of the 65 people lynched in 1920, 57 were Black people and 8 were White 

people, according to Johnson (1921), the secretary of the Anti-Lynching Committee.  
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Evidence culled from Wells-Barnett (1893/2013, 1895, 1899, 1900) and the sources 

mentioned above reveals that the vast majority of the lynching took place in the former states 

known as the Confederacy. However, as might be expected, there were some cases of lynching 

which took place in other areas of the USA, including California. Nevertheless, the vast majority 

of the people who got lynched were Black both before and after Sam Hose. The vast majority of 

the people who got lynched were killed mostly in the South both before and after Sam Hose, as 

Zangrando (1980) has pointed out.4  

REACTION OF WELLS-BARNETT TO THE LYNCHING OF SAM HOSE 

Ida B. Wells-Barnett reacted to the lynching of Hose by intensifying her fight against 

lynching. As part of her campaign against the barbarous practice, Wells-Barnett had previously 

developed the innovation of using a White investigator to help her get the facts about a case of 

lynching. To investigate the lynching of Sam Hose, Wells-Barnett hired Louis P. Le Vin, a 

White detective based in Chicago. Le Vin went to Georgia disguised as a seller of hog cholera 

medicine. Upon reaching the South, Le Vin had no few problems getting White people to talk 

about the role they played in the lynching Wells-Barnett, 1899).  

Although Wells-Barnett did not mention the Hose lynching in her autobiography, she 

clearly was involved with the case. It was none other than Wells-Barnett who organized a 

meeting at a local AME Church to raise funds to conduct an investigation. It was also Wells-

Barnett who held a follow-up meeting at the same church to let people know the outcome of the 

investigation. During the second meeting, both Wells-Barnett and Le Vin addressed the packed 

audience. Wells-Barnett also used the occasion to pass out copies of Lynch Law in Georgia. 

Eventually, with the assistance of other Chicago citizens like her husband Ferdinand L. 
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Barnett, Jr., she distributed some 10,000 copies of the pamphlet (Wells-Barnett, 1899; Giddings, 

2008). 

In sum, Wells-Barnett got involved with the case as a political activist and civil rights 

activist. She hired Le Vin to go to Georgia and conduct research on the case through interviews 

and direct observation. Wells-Barnett published her archival research and the final report of the 

detective in a pamphlet. With the help of other Chicago citizens, she proceeded to distribute 

thousands of the pamphlet in Chicago and elsewhere (Wells-Barnett, 1899).  

LYNCH LAW IN GEORGIA AS A WORK 

Wells-Barnett used Lynch Law in Georgia to detail her position on the Sam Hose case. 

She also used the pamphlet to provide her analysis of the brutal social conditions faced by Black 

people in Georgia during 1899. As she had done in the Lee Walker case in Illinois during 1893, 

Wells-Barnett hired a White man to go the location and conduct a thorough investigation of the 

circumstances surrounding the lynching. For the Georgia investigation, she hired Le Vin. Posing 

as a seller of animal medicine, he quickly had social interaction with the inner circles of the 

White power structure of Newnan, Georgia (Le Vin, 1899).  

Le Vin (1899) discovered that prosperous Whites and poor Whites had participated in the 

gruesome lynching of Sam Hose. The participants in the gruesome lynching bragged openly to 

Le Vin about the manner in which they murdered Sam Hose and six other Black men, namely 

Elijah Strickland, Tip Hudson, Bud Cotton, Ed Wynn, Henry Bingham, and John Bigby. 

Miraculously, four Black men managed to survive a March 16, 1899 lynching with minor 

wounds or escaped without injury (Wells-Barnett, 1899).  

In her pamphlet, Wells-Barnett (1899) included an introduction in the form of a short 

statement and four separate chapters. The statement, titled “Consider the Facts,” was used by 
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Wells-Barnett to inform the readers that 12 Black men faced lynching in the Palmetto, Georgia 

area during a six-week period ranging from March 16, 1899 to April 23, 1899. She explained 

that the purpose of the lynching was “to teach the Negro in the South he has no rights that the 

law will enforce” (p. i). Wells-Barnett also explained that, “Sam Hose was burned to teach the 

Negroes that no matter what a white man does to them, they must not resist” (p. i). She 

continued: 

Hose, a servant, had killed Cranford, his employer. An example must be made. Ordinary 
punishment was deemed inadequate. This Negro must be burned alive. To make the 
burning a certainty the charge of outrage was invented, and added to the charge of 
murder. The daily press offered reward for the capture of Hose and then openly incited 
the people to burn him as soon as caught. The mob carried out the plan in every savage 
detail. (p. i)  

For Wells-Barnett, the situation was very telling in that only one of the 12 Black men was 

accused of rape. The other 11 were accused of other charges ranging from aiding and abetting a 

criminal or burning a warehouse.  

With her statement, Wells-Barnett (1899) blasted the White press in the South for 

championing people getting burnt alive. Wells-Barnett accused the White press in the South of 

mockery when it came to considering the facts. She related: 

The Southern press champions burning men alive, and says, “Consider the facts.” The 
colored people join and also say, “Consider the facts.” The colored people of Chicago 
employed a detective to go to Georgia, and his report in this pamphlet gives the facts. 
(p. i)  

Wells-Barnett remarked that it was her intention for the pamphlet to provide details of the 

lynching by using reports in the Southern press and the report of the Chicago detective. In a 

rather optimistic manner, she concluded her statement by saying that, “Truth is mighty and will 

prevail” (p. i).  

Chapter one, titled “Nine Men Lynched on Suspicion,” described the lynching of nine 

Black men in Palmetto, Georgia. The men were arrested on the night of March 15, 1899 by 
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police officials on the grounds that they were suspected of burning two business blocks in 

February 1899. To tell the story of the lynching, it relied on a report in the Atlanta Journal by its 

staff correspondent Royal Daniel. According to Daniel, the nine Black men were being held in a 

warehouse under the guard of six armed White men. A mob of 100 White men in masks stormed 

the warehouse at 1 a.m. on March 16, 1899 and fired two volleys of bullets at the nine Black 

men. Thinking they had killed all Black men, the White mob fled from the scene on horseback. 

However, five were actually killed, two were wounded, and two survived without any wounds 

(Wells-Barnett, 1899).  

In chapter two, titled “Tortured and Burned Alive,” Wells-Barnett (1899) discussed the 

lynching of Sam Hose using several reports from the Atlanta Constitution. Wells-Barnett began 

her discussion by stating that Hose was one of the seven people who got burned alive between 

1889 and 1899. She charged that “no other nation on earth, civilized or savage, has put to death 

any human being with such atrocious cruelty as that inflicted upon Samuel Hose by the Christian 

white people of Georgia” (p. 7). Wells-Barnett pointed out that both prosperous White and poor 

Whites were responsible for lynching. She stated: 

The charge is generally made that lynch law is condemned by the best white 
people of the South, and that lynching is the work of the lowest and lawless class. Those 
who seek the truth know the fact to be, that all classes are equally guilty, for what one 
class does the other encourages, excuses and condones. (p. 7) 

Wells-Barnett argued that the lynching of Sam Hose clearly illustrates this point. She noted that 

the Atlanta Constitution suggested and encouraged that Sam Hose get lynched.  

Following a dispute over wages, Sam Hose killed Alfred Cranford on April 12, 1899. In 

its April 13, 1899 issue, the Atlanta Constitution reported: “When Hose is caught he will either 

be lynched and his body riddled with bullets or he will be burned at the stake” (Quoted in Wells-

Barnett, 1899, p. 7). That same issue of the Atlanta Constitution also reported: “There have been 
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whisperings of burning at the stake and of torturing the fellow, and so great is the excitement, 

and so high the indignation, that this is among the possibilities” (Quoted in Wells-Barnett, 1899, 

pp. 8-9). Two days later, the Atlanta Constitution continued to suggest and encourage a lynching. 

The April 15, 1899 issue of the paper included the following heading: “Negro will probably be 

burned” (Quoted in Wells-Barnett, 1899, p. 8). In the article with that heading, the Atlanta 

Constitution said: “Several modes of death have been suggested for him, but it seems to be the 

universal opinion that he will be burned at the stake and probably tortured before burned” 

(Quoted in Wells-Barnett, 1899, p. 8).  

On April 16, 1899, Hose had still not been captured, but the Atlanta Constitution 

continued its campaign to get him lynched once he was found. Instead of asking for law and 

order, the issue for that day had the following headlines: “Excitement still continues intense, and 

it is openly declared that if Sam Hose is brought in alive he will be burned” (Quoted in Wells-

Barnett, 1899, p. 8). The article accompanying that headline stated: 

The residents have shown no disposition to abandon the search in the immediate 
neighborhood of Palmetto; their ardor has in no degree cooled, and if Sam Hose is 
brought here by his captors he will be publicly burned at the stake as an example to 
members of his race who are said to have been causing the residents of this vicinity 
trouble for some time. (p. 8)  

Three days later, the Atlanta Constitution was still at work to encourage the public to lynch Sam 

Hose. Its April 19, 1899, reported the following statement by one of the pursuers of Sam Hose: 

‘“If Hose is on earth I’ll never rest easy until he’s caught and burned alive. And that’s the way all 

of us feel,’ said one of them last night” (Quoted in Wells-Barnett, 1899, p. 8).  

Two of the leading citizens of Georgia were involved in the campaign to lynch Sam 

Hose. One person was Clark Howell, the editor of the Atlanta Constitution. The other person was 

W.A. Hemphill, the business manager of the Atlanta Constitution. Through the Atlanta 

Constitution, Howell and Hemphill offered a reward of $500 to capture Sam Hose. It was also 
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their Atlanta Constitution which published the aforementioned articles suggesting and 

encouraging that Sam Hose be tortured and burned alive (Wells-Barnett, 1899). 

On April 22, 1899, Sam Hose was captured at 9 p.m. not far from his mother’s home. 

Allen D. Candler, the governor of the state of Georgia, ordered that Sam Hose be taken to 

Atlanta and placed in the Fulton County Jail to await trial. Instead, he was taken by train to 

Newman by these White men: J.B. Jones, J.L. Jones, R.A. Gordon, William Matthews, P.F. 

Phelps, Charles Thomas, and A. Rogowski. By the time they arrived in Newman with Sam Hose, 

it was known all over Georgia that Sam Hose had been captured. It was also well known that he 

would be lynched in Newman. During the early hours of April 23, 1899, White people organized 

special trains to run between Atlanta and Newman so that interested White people could attend 

the 2:30 p.m. lynching (Wells-Barnett, 1899).  

Wells-Barnett included a special report of his torture and death from the April 24, 1899 

issue of the Atlanta Constitution. The report stated that, “Fully 2,000 people surrounded the 

small sapling to which he was fastened and watched the flames eat away his flesh, saw his body 

mutilated by knives and witnessed the contortions of his body in his extreme agony” (Quoted in 

Wells-Barnett, 1899, p. 9). The report also said that the crowd fought over the body of Sam Hose 

as souvenirs. It related: 

One of the most sickening sights of the day was the eagerness with which the 
people grabbed after souvenirs, and they almost fought over the ashes of the dead 
criminal. Large pieces of his flesh were carried away, and persons were seen walking 
through the streets carrying bones in their hands. (p. 10) 

The report added: 

When all the larger bones, together with the flesh, had been carried away by the 
early comers, others scraped in the ashes, and for a great length of time a crowd was 
about the place scraping in the ashes. Not even the stake to which the Negro was tied 
when burned was left, but it was promptly chopped down and carried away as the largest 
souvenir of the burning. (p. 10)  
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Paula J. Giddings (2008), a biographer of Wells-Barnett, has informed us that, “In June, the 

Chicago Broad Ax reported that Sam Hose’s family had fled to Philadelphia after receiving one 

of his dismembered fingers in an envelope” (p. 413).  

Chapter three, titled “Elijah Strickland, a Colored Preacher, Lynched,” addresses a 

lynching which took place only hours after that of Sam Hose. On the night of April 23, 1899, a 

White mob went to the home of Elijah Strickland and forced him to leave with them. At the time 

Strickland was home with his wife and four children. As his family cried with alarm, the mob 

quickly carried Strickland away. The White mob accused him of having paid Sam Hose to kill 

Alfred Cranford. Strickland denied that the accusation was true (Wells-Barnett, 1899).  

His White employer, W.W. Thomas, a landholder, former state senator, and former 

Confederate army major, arrived at the scene and tried to stop the lynching, but was 

unsuccessful. After being tortured, Strickland was hanged and strangled on a persimmon tree. 

The murderers cut off his ears and one of his fingers. They also left a note on the chest of 

Strickland. On one side of the note, it stated: “N.Y. Journal. We must protect our Ladies. 23-99” 

(Quoted in Wells-Barnett, 1899, p. 11). On the other side, it stated: “Beware all darkies. You will 

be treated the same way” (Quoted in Wells-Barnett, 1899, p. 11). Wells-Barnett noted that the 

Atlanta Constitution published a special report on April 24, 1899 regarding the lynching of 

Strickland. As might be expected by a newspaper operated by Clark Howell and W.A. Hemphill, 

there was no demand by the Atlanta Constitution that the killers of Strickland be charged with 

murder.  

In chapter four, titled “Report of Detective Louis P. Le Vin,” Wells-Barnett included the 

full text of his report. Le Vin had been sent to Georgia by Black people in Chicago under the 

leadership of Wells-Barnett. He was charged with the task of completing an impartial and 
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thorough investigation of the lynching of Sam Hose, Elijah Strickland and the other Black men 

lynched between March 16, 1899 and April 23, 1899. Posing as a seller of animal medicine, Le 

Vin spent over one week conducting the investigation. He talked to White people in and around 

Griffin, Newman, and Atlanta about the lynching of Sam Hose, Elijah Strickland and the other 

Black men (Wells-Barnett, 1899).  

At the outset of his report, Le Vin (1899) stated that he had no problems getting White 

people to discuss the lynching of the Black men. He stated: 

I found no difficulty in securing interviews from white people. There was no 
disposition on their part to conceal any part they took in the lynchings. They discussed 
the details of the burning of Hose with the freedom which one would talk about an 
afternoon’s divertisement in which he had very pleasantly participated. (p. 13)  

Le Vin related that, “W.A. Hemphill, President and business manager, and Clark Howell, editor 

of the Atlanta Constitution, contributed more to the burning than any other men and all other 

forces in Georgia” (p. 16). He said that those two men in the columns of Atlanta Constitution 

“exaggerated every detail of the killing, invented and published inflammatory descriptions of a 

crime that was never committed, and by glaring headlines continually suggested the burning of 

the man when caught” (p. 16). Le Vin also pointed out that Hemphill and Howell “offered a 

reward of $500 blood money for the capture of the fugitive, and during all the time of the man-

hunt they never made one suggestion that the law should have its course” (p. 15).  

Another person who played a key role in Sam Hose’s lynching was John Haas. Le Vin 

(1899) stated that, “John Haas, President of the Capitol Bank, was particularly prominent in 

advocating the burning. People doing business at his bank, and coming from Newman and 

Griffin, were urged to make an example of Sam by burning him” (p. 15). Some of the prominent 

White people who actually attended the lynching included William Pinton, Clair Owens, and 

William Potts from Palmetto; W.W. Jackson, H.W. Jackson, Peter Howson, T. Vaughn from 
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Newman; John Hazlett, Pierre St. Clair, and Thomas Lightfoot from Griffin. According to Le 

Vin, “R.J. Williams, ticket agent at Griffin, made up the special Central Georgia Railroad train 

and advertised the burning at Griffin, while B.F. Wyly and George Smith, of Atlanta, made up 

two special Atlanta and West Point Railroad trains” (p. 17). He noted that all of those men had 

“eminent respectability” in their towns (p. 17).  

Le Vin (1899) found that the impending lynching of Hose was well known among the 

White population in Georgia. As a result, both prominent and non-prominent White people 

eagerly participated in the lynching. Le Vin stated that the news of the capture of Hose on the 

night of April 22, 1899 was widespread by the next morning. He explained: 

It was known in Atlanta in the early morning that the prisoner would not be brought to 
Atlanta, but that he would be taken to Newman to be burned. As soon as this was settled, 
a special train was engaged as an excursion train, to take people to the burning. It was 
soon filled by the criers, who cried out, “Special train to Newnan! All aboard for the 
burning!” After this special moved out, another was made up to accommodate the late 
comers and those who were at church. In this way more than two thousand citizens of 
Atlanta were taken to the burning, while the Governor, with all the power of the State at 
his command, allowed all preparations for the burning to be made during ten hours of 
daylight, and did not turn his hand to prevent it. (p. 17) 

Throngs of White people looked on as Hose was lynched by being burned alive on the afternoon 

of April 23, 1899. During the gruesome lynching, his ears and fingers were cut off. Hose was in 

considerable pain, but remained virtually silent.  

Le Vin (1899) said that the crowd experienced disappointment when they could not make 

him beg for mercy. He also stated: 

During all the time of his torture he never uttered one cry. They cut off both ears, skinned 
his face, cut off his fingers, gashed his legs, cut open his stomach and pulled out his 
entrails, then when his contortions broke the iron chain, they pushed his burning body 
back into the fire. (p. 16)  

Le Vin explained that through it all Hose “never once uttered a cry or beg for mercy. Only once 

in a particularly fiendish torture did he speak, then he simply groaned, ‘Oh, Lord Jesus’” (p. 16). 
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After Hose was dead, all of his remains were cut up into pieces. Following the body being cut 

up, many White people fought one another to get pieces of Hose’s body parts as a trophy of their 

deadly deed.  

After his discussion of Hose, Le Vin (1899) turned to the lynching of Elijah Strickland, 

who was also known as Lige Strickland. He was lynched on April 24, 1899, a few hours after 

Hose. Le Vin stated: 

The torture and hanging of the colored preacher is everywhere acknowledged to have 
been without a shadow of reason or excuse. I did not talk with one white man who 
believed that Strickland had anything to with Wilkes. I could not find any person who 
heard Wilkes mention Strickland’s name. I talked with men who heard Wilkes tell his 
story, but all agreed that he said he killed Cranford because Cranford was about to kill 
him, and that he did not mention Strickland’s name. He did not mention it when he was 
being tortured because he did not speak to anybody. I could not find anybody who could 
tell me how the story started that Strickland hired Wilkes to kill Cranford. (p. 17)  

He further related: 

The torture of the innocent colored preacher was only a little less than that of Wilkes. His 
fingers and ears were cut off, and the mob inflicted other tortures that cannot even be 
suggested. He was strung up three times and let down each time so he could confess. But 
he died protesting his innocence. He left a wife and five children … (p. 17) 

Le Vin analyzed the facts and concluded that Strickland was innocent and had nothing to do with 

the killing of Alfred Cranford. He explained that Hose killed Cranford and never told anyone that 

Strickland was involved. 

Next, Le Vin (1899) covered a lynching which took place on March 16, 1899. A White 

mob took nine Black men into a warehouse and shot at all of them. The nine men were Tip 

Hudson, Bud Cotton, Ed Wynn, Henry Bingham, John Bigby, John Jameson, George Tatum, 

Isom Brown, and Clem Watts. Of those nine, the following five men did not survive their 

wounds: Tip Hudson, Bud Cotton, Ed Wynn, Henry Bingham, and John Bigby. Le Vin 

investigated the attack and wrote: 
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I spent some time in trying to find the facts about the shooting of the five colored men at 
Palmetto a few days before Cranford was killed. But no one seemed to be able to tell who 
accused the men, and as they were not given a trial, there was no way to get at any of the 
facts. It seems that one or two barns or house had been burned, and it was reported that 
the Negroes were setting fire to the buildings. Nine colored men were arrested on 
suspicion. They were not men of bad character, but quite the reverse. They were 
intelligent, hard-working men, and all declared they could easily prove their innocence. 
They were taken to a warehouse to be kept until their trial the next day. That night, about 
12 o’clock, an armed mob marched to the place and fired three volleys into the line of 
chained prisoners. They then went away thinking all were dead. All the prisoners were 
shot. Of these five died. Nothing was done about the killing of these men, but their 
families were afterward ordered to leave the place, and all have left. Five widows and 
seventeen fatherless children, all driven from home, constitute one result of the lynching. 
(pp. 17-18) 

After analyzing the facts following his investigation, Le Vin reached the conclusion that Hose 

killed Cranford in an act of self-defense. He also concluded that Strickland was innocent and the 

other nine men were lynched unjustly. Based on his analysis of the lynching bees, Le Vin 

surmised that “a Negro’s life is a very cheap thing in Georgia” (p. 18).  

REACTION OF DU BOIS TO THE LYNCHING OF SAM HOSE 

W.E.B. Du Bois (1940) reacted to the lynching of Hose by becoming a political activist. 

He used his autobiography, Dusk of Dawn, to explain how the Sam Hose lynching radicalized 

him into becoming a political activist. Du Bois stated:  

I wrote out a careful and reasoned statement concerning the evident facts and started 
down to the Atlanta Constitution office, carrying in my pocket a letter of introduction to 
Joel Chandler Harris. I did not get there. On the way news met me: Sam Hose had been 
lynched, and they said his knuckles were on exhibition at a grocery store farther down on 
Mitchell Street, along which I was walking. I turned back to the University. I began to 
turn aside from my work. I did not meet Joel Chandler Harris nor the editor of the 
Constitution. (p. 67) 

He continued: “… one could not be a calm, cool, and detached scientist while Negroes were 

lynched, murdered and starved” (p. 67). Thus, in the aftermath of the Sam Hose lynching, Du 

Bois made a commitment to fight become more politically active and to fight against lynching. 

Du Bois kept the commitment until he died in Ghana on August 27, 1963.  
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The lynching of Sam Hose proved to be a watershed event in the life of Du Bois. He got 

involved with the case as a political activist and civil rights activist. Du Bois attempted to deliver 

a protest letter to the editor of the Atlanta Constitution about its coverage of the Sam Hose case. 

In the aftermath of the Sam Hose lynching, Du Bois became much more militant and committed 

to political activities and civil rights activities. Du Bois (1940, 1968) wrote about the impact of 

the Sam Hose case on his development in Dusk of Dawn and his final autobiography. In 1899, 

1909, and 1931, Du Bois also credited Ida B. Wells-Barnett with being the leading fighter 

against the lynching of people like Sam Hose. Although he slighted Wells-Barnett to appease 

Mary White Ovington during one of the initial organizational meetings of the NAACP, Du Bois 

gave her the credit she deserved in terms of her anti-lynching campaigns.5  

IMPLICATIONS OF WELLS-BARNETT FOR THE STUDY OF RACE AND ETHNICITY 

One significant consequence of Lynch Law in Georgia is that it sheds light on Wells-

Barnett’s specific position on the Sam Hose case. A second significant consequence of Lynch 

Law in Georgia is that it sheds light on how the Atlanta Constitution played a direct role in 

inciting a White mob to lynch Hose. A third significant consequence of Lynch Law in Georgia is 

that it sheds light on Le Vin’s detailed report about the Sam Hose case. A fourth significant 

consequence of Lynch Law in Georgia is that it sheds light on the terrorism, in the form of 

lynching, which was faced by Black people in Georgia and elsewhere. A fifth significant 

consequence of Lynch Law in Georgia is that it sheds light on the manner in which Wells-

Barnett developed a pioneering empirical approach to the study of lynching which should not be 

forgotten or ignored.  
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SUMMARY AND CONCLUSION 

This paper has examined the contribution of Ida B. Wells-Barnett to the study of race and 

ethnicity. It has given special reference to her classic work Lynch Law in Georgia. This paper 

has argued that Wells-Barnett developed a pioneering empirical approach to the study of race 

and ethnicity which should not be forgotten or ignored. It has also argued that Wells-Barnett was 

a pioneer in public sociology when she used Lynch Law in Georgia to educate the public-at-large 

about the plight of Sam Hose.  

Sociologist Patricia Hill Collins (2002) has acknowledged the contributions of Wells-

Barnett as a pioneer sociologist. Following Manning Marable, she has also given Wells-Barnett 

credit for being a Black intellectual who managed to develop a “synergistic relationship between 

her ideas and activism shaping the strategies she herself followed and those she advocated for 

others” (Collins, 2002, p. 17). Wells-Barnett met the three criteria delineated by Collins and 

Marable for Black intellectual production because she (1) described the truths of Black lives in 

ways that give agency to Black people; (2) challenged distorted records that pathologized Black 

people as lazy, unintelligent, sexually wanton, and violent; and (3) prescribed solutions to the 

social problems uncovered through describing the truths of Black lives and challenging historical 

records that distorted the truth. 

One of her fellow pioneers in sociology also saw fit to give Wells-Barnett credit for her 

ideas and activism, both political and social. During the same year in which Lynch Law in 

Georgia was first published, Du Bois (1899) credited Wells-Barnett with being the person “who 

began the anti-lynching crusade” (p. 2427). Ten years later, when he discussed her role at the 

founding conference of the NAACP, Du Bois (1909) declared: “Ida Wells Barnett, who began a 

brave crusade against lynching ten years ago, spoke of the 3,284 men murdered by mobs in this 
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country in twenty-five years” (p. 408). Upon her death, Du Bois (1931) wrote an obituary in The 

Crisis wherein he gave Wells-Barnett credit again for the role she played in attacking lynching as 

a social problem. He stated: 

Ida Wells-Barnett was the pioneer of the anti-lynching crusade in the United States. As a 
young woman in Memphis, she began her work and carried it over the United States and 
even to England. She roused the white South to vigorous and bitter defense and she began 
the awakening of the conscience of the nation. (p. 207)  

Although Du Bois was wrong when he slighted Wells-Barnett by initially leaving her name off 

of the founding executive committee of the NAACP because of Mary White Ovington, he got it 

right in 1899, 1909, and 1931 when he gave her due credit in writing for waging a crusade 

against lynching. Du Bois knew that Wells-Barnett created a tremendous legacy of fighting 

lynching with her ideas and activism. It is high time that the masses know of her legacy, too.  
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NOTES 

                                                 
1 Anna Julia Cooper is another Black woman who has received credit for being an important pioneer of 

sociology. See Lengermann and Niebrugge-Brantley (1998) and Lemert (2005). In another article, I have focused on 
the contributions of Ida B. Wells-Barnett as a pioneer of sociology and a peripheral fountainhead of the discipline. 
See Cromartie (2009a, 2009b).  

2 To view some of the articles written by Wells-Barnett before and after 1895, see Sterling (1988), Thompson 
(1990), and Wells-Barnett (1995). 

3 Wells-Barnett (1892/2012) reprinted her editorial that same year in Southern Horrors.  
4 Ginzburg (1962) has provided an important breakdown of “100” years of lynchings by state. His partial listing 

stated that there were approximately 5,000 Black people lynched in the USA between 1859 and 1962.  
5 Wells-Barnett (1970) charged that when Du Bois initially left her name off of the original executive 

committee, “Miss Mary Ovington, who had taken active part in the deliberations, swept by me with an air of 
triumph and a very pleased look on her face” (p. 325). Looking back on the development of the NAACP, Wells-
Barnett stated that the organization “has fallen short of the expectations of its founders. The reason is not far to seek. 
It has kept Miss Mary White Ovington as chairman of the executive committee. Miss Ovington’s heart is in this 
work, but her experience has been confined solely to New York City and Brooklyn, and a few minor incidents along 
the colorline” (p. 327). Wells-Barnett also stated: “It is impossible for her to visualize the situation in its entirety and 
to have the executive ability to seize any of the given situations which have occurred in a truly big way. She has 
basked in the sunlight of the adoration of the few college-bred Negroes who have surrounded her, but has made little 
effort to know the soul of the black woman; and to that extent she has fallen far short of helping a race which has 
suffered as no white woman has ever been called upon to suffer or to understand” (p. 328). Wells-Barnett added: “I 
cannot resist the conclusion that, had I not been so hurt over the treatment I had received at the hands of the men of 
my own race and thus blinded to the realization that I should have taken the place which the white men of the 
committee felt I should have, the NAACP would now be a live, active force in the lives of our people all over this 
country” (p. 328). When Ovington (1947) wrote her autobiography and covered the beginning of the NAACP, she 
made a direct attack on Wells-Barnett as well as Monroe Trotter. Ovington stated: “I especially remember Monroe 
Trotter of Boston, and Ida Wells Barnett who, when in Tennessee, had fought in her paper the first virile battle 
against lynching. They were powerful personalities who had gone their own ways, fitted for courageous work, but 
perhaps not fitted to accept the restraint of organization” (p. 106). In a 1976 interview, Alfreda (Barnett) Duster, the 
daughter of Ida B. Wells-Barnett, stated: “Mother was with W.E.B. Du Bois in his basic concepts, but she didn’t 
mince words with anybody. She didn’t want Mary White Ovington to be on that board, [though there] should have 
[been] all Black folks at the head of the NAACP. She took a violent antipathy to Mary White Ovington being the 
secretary, and of course those who were trying to have peace and quiet would naturally try to go around Ida B. 
Wells. She was a little ahead of her time” (Quoted in Sterling, 1995, p. 197).  
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Revisiting the Sociology in A Red Record: Ida B. Wells-Barnett and Empirical 

Research 
 

ABSTRACT 

This paper focuses on Ida B. Wells-Barnett and her pamphlet, A Red Record. It examines 
the ideas Wells-Barnett expressed in A Red Record. This paper also addresses how Wells-Barnett 
used her empirical research in A Red Record, as a work of public sociology, to enhance public 
knowledge about lynching as a social problem. In addition, it discusses the political activism of 
Wells-Barnett both before and after the lynching of Thomas Moss, Calvin McDowell, and Henry 
Stewart. Furthermore, this paper identifies some implications of Wells-Barnett’s A Red Record. 

 

 

 

INTRODUCTION 

During the 19th century, a host of thinkers and writers began to use the term sociology in 

their works. In Europe, the writings of Karl Marx, Harriet Martineau, Max Weber, and Emile 

Durkheim emerged. The United States of America (USA) saw the emergence of writers like Jane 

Addams, W.E.B. Du Bois, and Ida B. Wells-Barnett take place. At one time or another, most of 

those aforementioned seven people used the term sociology to describe their work. An important 

exception is Marx. Bottomore and Rubel (1956/1964) have informed us that Marx “never used 

the term ‘sociology’ in any of his writings, though his near contemporary, Comte, had put it into 

circulation” (p. 13). 

The record is clear that Wells-Barnett did use the term sociology in connection with her 

research. In 1895, Wells-Barnett used the term sociology. It appeared in the first chapter of her 

pamphlet, A Red Record. Wells-Barnett was conscious of her ability to analyze the social 
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conditions of her times and write about them. She was also conscious of her ability to put her 

thoughts in writing with cogence. 

The focus of this paper is on Ida B. Wells-Barnett and her pamphlet, A Red Record. It 

will examine the ideas Wells-Barnett expressed in A Red Record. This paper will also address 

how Wells-Barnett used her empirical research in A Red Record, as a work of public sociology, 

to enhance public knowledge about lynching as a social problem. In addition, it will discuss the 

political activism of Wells-Barnett both before and after the lynching of Thomas Moss, Calvin 

McDowell, and Henry Stewart. Furthermore, this paper will identify some implications of Wells-

Barnett’s A Red Record. 

IDEAS OF WELLS-BARNETT EXPRESSED IN A RED RECORD 

In 1895, Wells-Barnett published her pamphlet, A Red Record: Tabulated Statistics and 

Alleged Causes of Lynching in the United States, 1892-1894. In her very first chapter, Wells-

Barnett (1895) tells us that the pamphlet is a sociological work about lynching. She wrote: 

The student of American sociology will find the year 1894 marked by a 
pronounced awakening of the public conscience to a system of anarchy and outlawry 
which had grown during a series of ten years to be so common that scenes of unusual 
brutality failed to have any visible effect upon the humane sentiments of the people of 
our land. (p. 8)  

Wells-Barnett explained that, “Not all or nearly all of the murders done by white men, during the 

past thirty years in the South, have come to light” (p. 9). She posed that “statistics as gathered and 

preserved by white men, and which have not been questioned, show that during these years more 

than ten thousand Negroes have been killed in cold blood, without the formality of judicial trial 

and legal execution” (p. 9).  

Wells-Barnett (1895) proceeded to express three key ideas in A Red Record. All three 

ideas were connected to lynching as a social phenomenon. They included the following: lynching 

bee, lynch law, and color line justice. As used by Wells-Barnett, the term lynching bee refers to 
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an event of horror wherein a group of two or more people would engage in the ritualistic killing 

of a person perceived to have committed a wide range of possible offenses, including being 

prosperous entrepreneurs presenting business competition with White people; being educated; 

voting or attempting to vote; and being seen as uppity. Wells-Barnett used the concept in the 

following way: 

The excuse has come to be so safe, it is not surprising that a Philadelphia girl, 
beautiful and well educated, and of good family, should make a confession published in 
all the daily papers of that city October, 1894, that she had been stealing for some time, 
and that to cover one of her thefts, she had said she had been bound and gagged in her 
father’s house by a colored man, and money stolen therefrom by him. Had this been done 
in many localities, it would only have been necessary for her to “identify” the first Negro 
in that vicinity, to have brought about another lynching bee. (p. 75) 

With such a statement, Wells-Barnett was making it clear that social conditions in the North 

were not perfect for Black people.  

Although most lynching bees were held in the South, some did take place in the North. In 

fact, two 1908 lynching bees in Springfield, Illinois led to the emergence of the National 

Association of Colored People (NAACP). Thus, the North and the South became the settings of 

many lynching bees wherein Black men, women, and children were usually exposed to ritualistic 

torture before they were killed. In the case of Wells-Barnett, she used the terms lynching bee and 

lynching as synonymous when describing the ritualistic torture and killing of at least one person 

by two or more people.  

The term lynch law, as used by Wells-Barnett (1895), refers to an ideology used to justify 

and rationalize the practice of lynching with or without the benefit of a trial. In other words, the 

term lynch law was used to depict an ideology which supported a social condition wherein two 

or more private and unauthorized citizens and/or public and authorized citizens engage in the 

summary infliction of punishment on at least one person with ritualistic torture and a brutal 

killing because that person had gotten out of his or her place. The proponents of lynch law were 
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often well-to-do people who used lynching as a tool of terrorism to intimidate and oppress other 

people. The concept was used by Wells-Barnett in the following way: “Then the question was 

asked what the great moral reformers like Miss Frances Willard and Mr. Moody had done to 

suppress Lynch Law and again I answered—nothing” (p. 93). In addition to using the term to 

discuss several cases, Wells-Barnett addressed what she called lynch law statistics to shed light 

on Black victims of the barbaric practice.  

In an earlier pamphlet, The Reason Why: The Colored American is not in the World’s 

Columbian Exposition: The Afro-American’s Contribution to Columbian Literature, Wells-

Barnett explained that her use of the term lynch law drew on a definition from the Virginia 

Lancet, a Black newspaper published in Petersburg, Virginia during the 19th century. According 

to the Virginia Lancet, the term lynch law originated in 1780 after a group of citizens in 

Pittsylvania County, Virginia united to suppress a band of horse-thieves and counterfeiters in that 

location. In turn, Colonel William Lynch wrote a constitution for the group of citizens who 

sought to take on the band of horse-thieves and counterfeiters in that location. The Virginia 

Lancet reported that the band of horse-thieves and counterfeiters was a well trained group 

“whose well concocted schemes had bidden defiance to the ordinary laws of the land, and whose 

success encouraged and emboldened them in their outrages upon the community (Quoted in 

Wells-Barnett, 1893/2013, p. 29). As a result of the actions of Colonel William Lynch and his 

group, the Virginia Lancet informs us that, ‘“Lynch Law’ has ever since been the name given to 

the summary infliction of punishment by private and unauthorized citizens” (Quoted in Wells-

Barnett, 1893/2013, p. 29).1 

Wells-Barnett (1893/2013) expanded the use of the term lynch law to include private and 

unauthorized citizens as well as public and authorized citizens, including sheriffs, police, and 
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state officials. She reported that sheriffs, police, and state officials had a bloody record of being 

willing participants in mobs that lynched people. Wells-Barnett wrote: 

The men who make these charges encourage or lead the mobs which do the 
lynching. They belong to the race which holds Negro life cheap, which owns the 
telegraph wires, newspapers, and all other communication with the outside world. They 
write the reports which justify lynching by painting the Negro as black as possible, and 
those reports are accepted by the press associations without question or investigation. The 
mob spirit has increased with alarming frequency and violence. Over a thousand black 
men, women and children have been thus sacrificed the past ten years. Masks have long 
since been thrown aside and the lynchings of the present day take place in broad daylight. 
(p. 29) 

She continued: 

The sheriffs, police and state officials stand by and see the work well done. The coroner’s 
jury is often formed among those who took part in the lynching and a verdict, “Death at 
the hands of parties unknown to the jury” is rendered. As the number of lynchings have 
increased, so has the cruelty and barbarism of the lynchers. Three human beings were 
burned alive in civilized America during the first six months of this year (1893). Over 
one hundred have been lynched in this half year. They were hanged, then cut, shot and 
burned. (p. 29)  

Wells-Barnett pointed out that sheriffs, police, and state officials had a history of aiding and 

abetting lynch mobs as willing participants or they stood by and did nothing as helpless men, 

women, and children got lynched.  

In the case of Wells-Barnett (1895), she used the term color line justice to refer to the 

social injustice created by social policies that existed before and/or after the Civil War and were 

based on both de jure segregation and de facto segregation. Like W.E.B. Du Bois, Wells-Barnett 

believed that the social policies were designed to make Black people in the USA second class 

citizens with fewer rights and privileges than White people. Wells-Barnett used the color line 

justice concept to discuss a bevy of White racist acts in the following locations: Maryland, 

Tennessee, Oklahoma, Florida, Virginia, Kentucky, Rhode Island, Pennsylvania, Indiana, and 

South Carolina. Wells-Barnett also made it clear that she was horrified by the double standard 

wherein Black people would be treated in one fashion and White people in another fashion. She 
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pointed out that the norm for the justice system is that a “white person’s word is taken as 

absolutely for as against a Negro” (p. 80) 

WELLS-BARNETT, PUBLIC SOCIOLOGY, AND A RED RECORD 

When Burawoy (2005) presented his 2004 presidential address to the American 

Sociological Association, he stated that, “Public sociology brings sociology into a conversation 

with publics, understood as people who are themselves involved in conversation. It entails, 

therefore, a double conversation” (p. 7). Burawoy added that public sociologists “write in the 

opinion pages of our national newspapers where they comment on matters of public importance” 

(p. 7). On his website, Burawoy (2012) has written that public sociology “endeavors to bring 

sociology into dialogue with audiences beyond the academy, an open dialogue in which both 

sides deepen their understanding of public issues” (p. 1). Burawoy pointed out that his 

description of public sociology draws on the insights of W.E.B. Du Bois, Patricia Hill Collins, 

and others. Although Burawoy failed to mention her, Wells-Barnett can certainly be identified as 

a pioneer of public sociology given that she was a sociologist who sought to make lynching a 

public issue. Wells-Barnett traveled to various parts of the USA and Europe to make lynching a 

public issue.  

Whereas Buroway provided a fruitful definition and description of public sociology, 

Mills (1959) made a fruitful distinction between personal troubles and public issues. On the one 

hand, Mills has explained that personal troubles “occur within the character of the individual and 

within the range of his immediate relations with others” (p. 8). He also explained that personal 

troubles have to do with a particular person and limited areas of social life of which he or she is 

directly and personally aware. Mills further stated that personal troubles are private matters that 

threatened the values or well-being of one person or family.  
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For Mills (1959), public issues “have to do with matters that transcend these local 

environments of the individual and the range of his inner life” (p. 8). He also related that a public 

issue is (1) a matter which affects a large number of people; (2) a matter of public debate; and 

(3) a matter which can be remedied through collective behavior. Mills reminded us that a public 

issue “often involves a crisis in institutional arrangements, and often too it involves what 

Marxists call ‘contradictions’ or ‘antagonisms’” (p. 9).  

When Wells-Barnett published A Red Record in 1895, she engaged in public sociology 

and dealt with lynching as a public issue and a social problem. The pamphlet, which helped to 

establish her as a pioneer of sociology, consisted of over 100 pages. It was divided into 10 

chapters and included an introduction in the form of a letter from Frederick Douglass (1895). 

Originally written for Southern Horrors, Wells-Barnett chose to reprint it for the new pamphlet.2 

Douglass stated: “You give us what you know and testify from actual knowledge. You have dealt 

with the facts with cool, painstaking fidelity, and left those naked and uncontradicted facts to 

speak for themselves” (p. 7). Douglass also related that Wells-Barnett must be commended for 

telling the world about lynching because “even crime has power to reproduce itself and create 

conditions favorable to its own existence” (p. 7).  

In her very first chapter titled “The Case Stated,” Wells-Barnett (1895) identified her 

pamphlet as a sociological work about lynching. As mentioned in the previous section, Wells-

Barnett actually used the term in connection with her research. Wells-Barnett quickly used 

chapter one to explain one aspect of her mixed methods approach to research. On the one hand, 

Wells-Barnett used what is now called observation (including participant observation and 

unobtrusive measures) to make analyses and issue reports on the anti-lynching social movement 

in the USA and Europe. On the other hand, Wells-Barnett used secondary data analysis wherein 
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she would analyze data collected by other people and write a new report based on her analysis. 

She stated: 

The purpose of the pages which follow shall be to give the record which has been 
made, not by colored men, but that which is the result of compilations made by white 
men, of reports sent over the civilized world by white men in the South. Out of their 
mouths shall the murderers be condemned. For a number of years the Chicago Tribune, 
admittedly one of the leading journals of America, has made a specialty of the 
compilation of statistics touching upon lynching. The data compiled by that journal and 
published to the world January 1st, 1894, up to the present time has not been disputed. In 
order to be safe from the charge of exaggeration, the incidents hereinafter reported have 
been confined to those vouched for by the Tribune. (p. 18) 

Thus, in her first chapter of A Red Record, Wells-Barnett revealed that she had developed an 

empirical approach to the study of lynching which is now called secondary data analysis. 

However, her research approach also involved the use of observation.  

As was the case with her fellow pioneer sociologists Karl Marx, Max Weber, Emile 

Durkheim, W.E.B. Du Bois, Jane Addams, and Harriet Martineau, she engaged in participant 

observation and unobtrusive measures to analyze contemporary social movements. Wells-Barnett 

(1895) used A Red Record to report on the Central Anti-Lynching League and its role in making 

lynching a public issue. Like the other pioneer sociologists, she was a political activist who 

sought to foment social change by participating in social movements. In addition, Wells-Barnett 

revealed that she was conscious of how the discipline of sociology could be utilized to shed light 

on lynching as a social condition. As a researcher, she was careful and systematic. She even 

issued a cautionary note in chapter one about the data. Wells-Barnett explained that, “Not all or 

nearly all of the murders done by white men, during the past thirty years in the South, have come 

to light” (p. 9). Nevertheless, Wells-Barnett posed that “statistics as gathered and preserved by 

white men, and which not have been questioned, show that during these years more than ten 

thousand Negroes have been killed in cold blood, without the formality of judicial trial and legal 

execution” (p. 9).  
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Chapter two, titled “Lynch Law Statistics,” was used by Wells-Barnett (1895) to present 

a computation of statistics regarding Black people who were lynched in 1892 and 1893. Wells-

Barnett drew the statistics from the Chicago Tribune. According to Wells-Barnett, some 241 

people were lynched in 1892. During that year, 155 Black males and five Black females were 

lynched. Less than one-third (57) of the Black lynching victims were charged or accused of rape, 

attempted rape, alleged rape, or suspicion of rape. Similarly, the vast majority were charged or 

accused of offenses ranging from murders to misdemeanors. Lynching bees had victims in 26 

states and territories during 1892. The top five states in 1892 for lynching bees were Louisiana 

(29), Tennessee (28), Arkansas (25), Alabama (22), and Georgia (17).  

Wells-Barnett (1985) reported that a total of 159 people were lynched during 1893. Of 

that total, 159 were Black people, including 155 males and four females. As was the case the 

previous year, less than one-third (52) of the Black lynching victims were charged or accused of 

rape, attempted rape, alleged rape, or suspicion of rape. Instead, the vast majority were charged 

or accused of offenses ranging from murders to misdemeanors. In 1893, lynching bees had 

victims in 16 states or territories. The top five states for lynching bees were Alabama (25), 

Georgia (24), Louisiana (18), Mississippi (17), and South Carolina (15).  

In chapter three, titled “Lynching Imbeciles,” Wells-Barnett (1895) discussed the plight 

of several mentally ill Black victims of lynching bees. One person was Hamp Briscoe who was 

lynched along with his wife in Lonoke, Arkansas in 1892. He was accused of wounding John 

Ford, a White police officer. A second person was Henry Smith in Paris, Texas. Smith was 

lynched in February 1893. He was accused of killing Myrtle Vance, a four-year old White girl.  

Wells-Barnett (1895) posed that White people in Lonoke, Arkansas were well aware that 

Hamp Briscoe was suffering from mental illness before he shot the White police officer. 
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Likewise, White people in Paris, Texas were well aware that Henry Smith was suffering from 

mental illness before he killed the White girl. Nevertheless, both men lost their lives at the hands 

of White mobs without the benefit of a trial. In the case of Smith, he was lynched in a ritualistic 

fashion in front of 10,000 people. The lynching was advertised and attracted people from Paris, 

Texas as well as Dallas, Texas; Forth, Texas; Sherman, Texas; Denison, Texas; Bonham, Texas; 

Texarkana, Texas; Fort Smith, Arkansas; and Hempstead County, Arkansas. Wells-Barnett 

argued that it was wrong for a so-called civilized society to kill the mentally ill. She charged that 

Briscoe and Smith had been killed with “inhuman ferocity” (p. 25).  

Chapter four, titled “Lynching Innocent Men and Women,” was used by Wells-Barnett 

(1895) to cover some cases wherein innocent Black people were lynched. One case involved the 

September 1893 lynching of Valsin Julian, Basil Julian, Paul Julian, and John Willis in Jefferson 

Parish, Louisiana. Those four people were killed because they were related or knew Roselius 

Julian. The latter was accused of killing a Victor Estopinal, a White judge who may have 

insulted his wife. Although his brothers and a friend were lynched, Roselius Julian was never 

found. A second case concerned the July 1893 lynching of Allen Butler in Vincennes, Indiana. 

The wealthy Butler was accused of arranging or performing an abortion on a young White 

woman who had been impregnated by his son. When the White mob failed to be able to get at his 

son, the White people directed their attention to Butler and lynched him.  

A third case covered by Wells-Barnett (1895) dealt with the February 1893 lynching of 

William Butler in Hickory Creek, Texas. William Butler was killed by a White mob because he 

was the stepson of Henry Smith. They took his life only a few days after they killed his 

stepfather. A fourth case involved the July 1893 lynching of Meredith Lewis. Lewis had been 

accused of killing a White woman. Even though Lewis was acquitted by a jury, a White mob 
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stormed his house a few days later and lynched him by hanging. A fifth case concerned the July 

1893 lynching of C. J. Miller in Bardwell, Kentucky. He was accused of killing two White girls, 

namely Mary Ray and Ruby Ray. Although there was evidence that the murders were committed 

by a White man or very light skin Black man, the dark skinned Miller was lynched for the 

crimes. He was hanged at 3 pm before thousands of onlookers. Wells-Barnett has informed us 

that: 

Miller’s body hung thus exposed from three to five o’clock, during which time, 
several photographs of him as he hung dangling at the end of the chain were taken, and 
his toes and fingers were cut off. His body was taken down, placed on the platform, the 
torch applied, and in a few moments there was nothing left of C.J. Miller save a few 
bones and ashes. (p. 49) 

Following some of the eyewitnesses, Wells-Barnett concluded the chapter with the complaint 

that C.J. Miller, an innocent man, “has been barbarously and shockingly put to death in the glare 

of the 19th century civilization, by those who profess to believe in Christianity, law and order” 

(p. 49).  

In chapter five, titled “Lynched for Anything or Nothing,” Wells-Barnett (1985) provided 

evidence of cases wherein Black people were at times lynched for anything or nothing. One case 

dealt with the November 1893 lynching of Dave Jackson in Abita, Louisiana. Jackson was 

lynched because he beat his wife. A second case involved the October 1893 lynching of two 

unknown Black men in Knox Point, Louisiana. They were accused of stealing hogs and got 

lynched by hanging. A third case concerned the February 1893 lynching of John Hughes in 

Moberly, Missouri. Hughes was lynched for being saucy to White people. A fourth case dealt 

with the June 1893 lynching of Isaac Lincoln in Fort Madison, South Carolina. He was lynched 

for being saucy to White people. A fifth case involved the August 1891 lynching of Will Lewis 

in Tullahoma, Tennessee. Lewis was lynched for being saucy to White people. Wells-Barnett 
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noted that John Hughes, Isaac Lincoln, and Will Lewis “suffered death for no more serious 

charge than that they ‘were saucy to white people’” (p. 52). She also pointed out that: 

In the days of slavery it was held to be a very serious matter for a colored person to fail to 
yield the sidewalk at the demand of a white person, and it will not be surprising to find 
some evidence of this intolerance existing in the days of freedom. But the most that could 
be expected as a penalty for acting or speaking saucily to a white person would be a 
slight physical chastisement to make the Negro “know his place” or an arrest and fine. 
(p. 52)  

A sixth case dealt with the September 1893 lynching of Thomas Smith in Roanoke, Virginia. 

Wells-Barnett reported that Smith was lynched for quarreling with a White woman “about the 

change of money in a transaction in which he bought something from her market booth” (p. 54).  

A seventh case discussed by Wells-Barnett (1895) involved the September 1892 lynching 

of five people in Quincy, Mississippi. The victims included Benjamin Jackson, the husband; 

Mahala Jackson, the wife; Lou Carter, the mother-in-law; and Rufus Bigley. The five were 

lynched after Benjamin Jackson was accused of poisoning a well. An eighth case concerned the 

July 1893 lynching of Lee Walker in Memphis, Tennessee. Walker was lynched after being 

accused of attempting to assault a White woman. Before the lynching took place, a White mob 

went to the jail and took him from the cell. The July 23, 1893 issue of the Memphis Commercial 

reported that “the assault on the jail to the burning of the dead Negro was witnessed by a score or 

so of policemen and as many deputy sheriffs, but not a hand was lifted to stop the proceedings 

after the jail door yielded” (Quoted in Wells-Barnett, 1895, p. 60). The day before the lynching, 

the following telegraph was sent to the Chicago Inter-Ocean: 

Lee Walker, colored man, accused of raping white women, in jail here, will be taken out 
and burned by whites to-night. Can you send Miss Ida Wells to write it up? Answer. R.M. 
Martin, with Public Ledger. (Quoted in Wells-Barnett, 1895, p. 64)  



1497 

For Wells-Barnett, the telegraph was proof that some White people had planned the lynching of 

Walker and it was not spontaneous. It was also proof that her enemies knew of her status and 

role in the anti-lynching social movement.  

Wells-Barnett (1895) explained that lynching had become so commonplace by 1893 that 

the major press bureaus sometimes did not bother to report details about the transgressions the 

Black victims were supposed to have made. To illustrate her point, she mentioned the July 1893 

lynching of Charles Martin in Shelby County, Tennessee; July 1893 lynching of William Steen 

in Paris, Missouri; and December 1893 lynching of Mack Segars in Brantley, Alabama. She also 

noted that there was an August 1893 lynching of an unnamed Black man in Yarborough, Texas 

and a September 1893 lynching of an unnamed Black man in Houston, Texas. Wells-Barnett 

surmised that “these five men could not have been guilty of any terrible crime” (p. 51). She 

reasoned that the five men “were simply lynched by parties of men who had it in their power to 

kill them, and who chose to avenge some fancied wrong by murder, rather than submit their 

grievances to court” (p. 51).  

Chapter six, titled “History of Some Cases of Rape,” was utilized by Wells-Barnett 

(1895) to address the history of some of the cases wherein Black men had been charged with 

assaulting White women. Wells-Barnett said that “the situation demands that the facts be given, 

and they will speak for themselves” (p. 68). She further stated: 

Of the 1,115 Negro men, women and children hanged, shot and roasted alive from 
January 1st, 1882, to January 1st, 1884, inclusive, only 348 of that number were charged 
with rape. Nearly 700 of these persons were lynched for any other reason which could be 
manufactured by a mob wishing to indulge in a lynching bee. (p. 68)  

Wells-Barnett posed that many cases of alleged rape were actually instances of consensual sex. 

To illustrate her point, she pointed to an 1892 case in Cleveland, Ohio involving a White woman 

named Mrs. J.C. Underwood and a Black man named William Offet; an 1892 case in Memphis, 
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Tennessee involving a White woman named Lillie Bailey and unnamed Black man; an 1892 case 

in Texarkana, Arkansas involving an unnamed White woman and a Black man named Edward 

Coy; an 1893 case in Forest Hill, Tennessee involving a White woman named Mrs. Jack White 

and a Black man named Richard Neal; and an 1893 case in Selma, Alabama involving an 

unnamed White woman and a Black man named Daniel Edwards.  

Wells-Barnett used the term lynching bee as well as color line justice in chapter six. She 

discussed mob killings as examples of lynching bees. Wells-Barnett also discussed color line 

justice as a manifestation of the infamous double standard. She explained that one White 

periodical in South Carolina declared in 1895 that “it is not the same thing for a white man to 

assault a colored woman as for a colored man to assault a white woman, because the colored 

woman had no finer feelings nor virtue to be outraged” (Quoted in Wells-Barnett, 1895, p. 77). 

Wells-Barnett related that when White people and Black people were charged with the same 

crime, White people found themselves treated one way by the justice system and Black people 

another way by the same justice system. Furthermore, Wells-Barnett blasted Frances E. Willard 

for making the following statement after the latter made a visit to the south and talked to 

southern White people:  

The grogshop is the Negro’s center of power. Better whisky and more of it is the rallying 
cry of great, dark-faced mobs. The colored race multiplies like the locusts of Egypt. The 
grogshop is its center of power. The safety of woman, of childhood, the home, is 
menaced in a thousand localities at this moment, so that men dare not go beyond the sight 
of their own roof-tree. (Quoted in Wells-Barnett, 1895, p. 67)  

Wells-Barnett charged that Willard had maligned Black people with an irresponsible statement. 

In chapter seven, titled “The Crusade Justified,” Wells-Barnett (1895) made an 

assessment of the achievements of the anti-lynching social movement. Wells-Barnett began by 

reporting that the movement had sought to appeal to people in the USA and Europe for 

“sympathy and support in our crusade against Lynch Law” (p. 81). She also acknowledged that 
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she and other participants had been called unpatriotic, vindictive, and useless. In her own words, 

Wells-Barnett refers to the anti-lynching social movement as the “movement” and the “crusade” 

(p. 81).  

Wells-Barnett (1985) surmised that a major achievement of the anti-lynching social 

movement was that “governors of states, newspapers, senators and representatives and bishops of 

churches” were compelled to take cognizance of the prevalence of lynching and to speak in one 

way or another about the phenomenon (p. 82). Under the leadership of Wells-Barnett, the anti-

lynching movement sought to have public officials take action against lynching. She argued that 

the awful barbarism of lynching had been ignored for too long by too many.  

After assailing a lynching bee which took the lives of six Black men in September 1894, 

Wells-Barnett (1895) addressed the lynching of Thomas Moss, Calvin McDowell, and Henry 

Stewart in April 1892. Wells-Barnett stated: 

Only two years prior to the massacre of the six men near Memphis, that same city took 
part in a massacre in every way as bloody and brutal as that of September last. It was the 
murder of three young colored men and who were known to be among the most 
honorable, reliable, worthy and peaceable colored citizens of the community. All of them 
were engaged in the mercantile business, being members of a corporation which 
conducted a large grocery store, and one of the three being a letter carrier in the employ 
of the government. These three men were arrested for resisting an attack of a mob upon 
their store, in which melee none of the assailants, who had armed themselves for their 
devilish deeds by securing court processes, were killed or even seriously injured. But 
these three men were put in jail, and on three or four nights after their incarceration a 
mob of less than a dozen men, by collusion with the civil authorities, entered the jail, 
took the three men from custody of the law and shot them to death. Memphis knew of 
this awful crime, knew then and knows today who the men were who committed it, and 
yet not the first step was ever taken to apprehend the guilty wretches who walk the streets 
today with the brand of murder upon their foreheads, but as safe from harm as the most 
upright citizen of that community. (p. 84)  

According to Wells-Barnett, she was optimistic that there would be a drop in the prevalence of 

lynching. However, Wells-Barnett clearly stated that she would continue her crusade against 

lynching whether her residency was in the south or north.  
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In chapter eight, titled “Miss Willard’s Attitude,” Wells-Barnett (1895) took aim at a 

White woman named Frances E. Willard. After mentioning a defamation statement by Willard in 

the previous chapter, Wells-Barnett used a whole chapter to take her to task. On November 5, 

1894, Willard presented a speech at the annual meeting of the Woman’s Christian Temperance 

Union (WCTU) wherein she accused Wells-Barnett of making two false statements. Willard 

stated:  

The zeal for her race of Miss Ida B. Wells, a bright young colored woman, has, it 
seems to me, clouded her perception as to who were her friends and well-wishers in all 
high-minded and legitimate efforts to banish the abomination of lynching and torture 
from the land of the free and the home of the brave. It is my firm belief that in the 
statements made by Miss Wells concerning white women having taken the initiative in 
nameless acts between the races she has put an imputation upon half of the white race in 
this country that is unjust, and, save in the rarest exceptional instances, wholly without 
foundation. (Quoted in Wells-Barnett, 1895, pp. 91-92)  

At the time of her speech, Willard was the president of the WCTC, one of the major 

organizations led by White women in the USA. 

Wells-Barnett (1895) responded by challenging Willard to prove that her statements were 

false. She wrote that “colored men have been lynched for assault upon women, when the facts 

were plain that the relationship between the victim lynched and the alleged victim of his assault 

was voluntary, clandestine and illicit” (p. 92). Wells-Barnett added that “in every section of our 

land, the accused should have a fair, impartial trial, so that a man who is colored shall not be 

hanged for an offense, which, if he were white, would not be adjudged a crime” (p. 92). She 

further explained that chapter five of A Red Record supplied ample proof of some cases wherein 

Black men were lynched even though there was a consensual relationship between the lynched 

Black victim and the alleged White victim.  

During her first trip to Europe in 1893, Wells-Barnett (1895) crossed paths with Willard. 

The latter was on record as having made disparaging remarks about Black people in the USA. 
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Although Willard declared herself to be a friend and well-wisher of Black people, Wells-Barnett 

argued that the opposite was true. In a response to a question about Willard which was presented 

to her in Europe, Wells-Barnett said that Willard had done nothing to stop lynching in the USA. 

She said the same was true with Dwight L. Moody, a minister and founder of the Chicago Bible 

Institute, which later became the Moody Bible Institute. 

In the case of Willard, Wells-Barnett (1895) blasted her. She charged that, “Miss 

Willard’s only public utterance on the situation had condoned lynching and other unjust practices 

of the South against the Negro” (p. 93). To support her charges, Wells-Barnett provided the press 

with a copy of Willard’s statements in the October 23, 1890 issue of the New York Voice. She 

also published a letter about Willard’s action in the May 1895 issue of Fraternity. Additionally, 

Wells-Barnett sent a letter to the Westminster Gazette to reply to an interview conducted by Lady 

Henry Somerset with Willard. 

Within both letters, Wells-Barnett (1895) boldly asserted that Willard had impugned the 

reputation of Black people and defended White racism in the USA. When Willard finally 

supported an anti-lynching resolution at a conference, Wells-Barnett acknowledged her action as 

a move in the right direction. Nevertheless, Wells-Barnett was clear that she would not withhold 

criticism when it came to vindicating the Black race against that which she perceived to be 

slanderous attacks. Willard was just one of many women and men—both White and Black—who 

would eventually feel the sting of her voice and pen.  

Chapter nine, titled “Lynching Record for 1894,” was used by Wells-Barnett (1895) to 

present a computation of statistics regarding Black people who were lynched that year by 

drawing data from the Chicago Tribune. Wells-Barnett found that some 197 people were lynched 

in 1894. Regarding that total, 134 were Black people, including 130 males and four females. 
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Less than one-third of 134 the Black lynching victims were charged or accused of rape, 

attempted rape, alleged rape, or suspicion of rape. The actual numbers were as follows: 29 were 

charged or accused of rape, 1 person was charged or accused of attempted rape, and 11 were 

charged or accused of suspicion of rape. As was the case in 1892 and 1893, the vast majority of 

the Black lynching victims were charged or accused of offenses ranging from murders to 

misdemeanors. Lynching bees had victims in 16 states or territories during 1894. The top 10 

states for lynching bees were Georgia (19), Mississippi (15), Louisiana (15), Tennessee (15), 

Alabama (12), Kentucky (12), Texas (9), Arkansas (8), and Florida (7). South Carolina and 

Virginia were tied for 10th place with each being the location of five lynching bees in 1894.  

In chapter 10, titled “The Remedy,” Wells-Barnett (1895) divided it into two sections. 

Wells-Barnett used the first section to discuss that which she saw as the solution to lynching as a 

social problem. She used the second section to relate why A Red Record was written and the 

function of the Central Anti-Lynching League and its Free Distribution Fund. With regard to the 

solution in the first section, Wells-Barnett urged concerned people to take the following five 

actions: (1) Help disseminate the facts contained in A Red Record by bringing them to the 

knowledge of everybody one comes into contact with to revolutionize public sentiment; (2) have 

the YMCA, WCTU, churches, missionary societies, and all Christian and moral forces in one’s 

religious and social life pass resolutions of condemnation and protest every time a lynching takes 

place; (3) bring to intelligent consideration of Southern people the refusal of capital to invest 

where lawlessness and mob violence hold sway; (4) think and act independently; and (5) support 

the August 1894 resolution of Senator Henry W. Blair, a Republican from New Hampshire, 

which addressed lynching as a social problem. 
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Wells-Barnett (1895), in the second section, posed that she wrote A Red Record to tell the 

facts about lynching as a social problem. She also explained that the Central Anti-Lynching 

League was organized to supply facts about lynching to the public-at-large. Wells-Barnett 

believed that there were many agencies which could be enlisted to the cause if they knew the 

facts about lynching. She said that there were many ministers, editors, lecturers, and 

representatives of moral agencies who could be recruited to the anti-lynching movement. 

However, she also explained that those ministers, teachers, editors, lecturers, humanitarians, and 

representatives of moral agencies needed to have the facts about lynching laid before them.  

In the view of Wells-Barnett (1895), it was the duty of the Central Anti-Lynching League 

to supply the facts about lynching. The Central Anti-Lynching League also established a Free 

Distribution Fund to help promote the aims and objectives of the organization. Wells-Barnett 

said that: 

Anti-lynching leagues, societies and individuals can order books from this fund at 
agents’ rates. The books will be sent to their order, or, if desired, will be distributed by 
the League among those whose co-operative aid we so greatly need. The writer hereof 
assures prompt distribution of books according to order, and public acknowledgment of 
all orders through the public press. (p. 112)  

The Central Anti-Lynching League and its Free Distribution Fund sought to provide a platform 

for interested friends and to help tell the world the facts about lynching. Wells-Barnett 

considered this field of endeavor to be practical work. In turn, one of the first projects of the 

Central Anti-Lynching League was to distribute A Red Record. Thus, Wells-Barnett wrote one of 

the most important works to emerge in the anti-lynching social movement. She also played a key 

role in establishing a key organization in the anti-lynching social movement.  
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POLITICAL ACTIVISM OF WELLS-BARNETT BEFORE AND AFTER THE 
LYNCHING OF THOMAS MOSS, CALVIN MCDOWELL, AND HENRY STEWART  

Writing in her autobiography, Wells-Barnett (1970) pointed out that her odyssey as a 

political activist had its beginnings when she was 22 years-old. On May 4, 1884, Wells-Barnett 

was traveling by train from a home in Memphis, Tennessee to Woodstock, Tennessee where she 

was employed as a teacher. Wells-Barnett purchased a ticket for the ladies’ car, which was a 

non-smoking section of the train. However, Wells-Barnett was confronted by a White conductor 

after she sat down in the ladies’ car.  

Wells-Barnett (1970) was informed by the White conductor that she would not be 

allowed to sit in the ladies’ car since she was Black. He also told her that she had to go to the 

smokers’ car, which was earmarked for Black people and could be used by White smokers. 

There are two versions regarding what happened afterwards. One version can be found in the 

autobiography of Wells-Barnett. The other version can be found in the official records of the 

Tennessee Supreme Court.  

In her version, Wells-Barnett (1970) stated that, “One day while riding back to my school 

I took a seat in the ladies’ coach of the train as usual” (p. 18). She continued: 

When the train started and the conductor came along to collect tickets, he took my 
ticket, then handed it back to me and told me that he couldn’t take my ticket there. I 
thought that if he didn’t want the ticket I wouldn’t bother about it so went on reading. In 
a little while when he finished taking tickets, he came back and told me I would have to 
go in the other car. I refused, saying that the forward car was a smoker, and as I was in 
the ladies’ car I proposed to stay. He tried to drag me out of the seat, but the moment he 
caught hold of my arm I fastened my teeth in the back of his hand. (p. 19)  

Wells-Barnett further stated: 

I had braced my feet against the seat in front and was holding to the back, and as 
he had already been badly bitten he didn’t try it again by himself. He went forward and 
got the baggage-man and another man to help him and of course they succeeded in 
dragging me out. They were encouraged to do this by the attitude of the white ladies and 
gentlemen in the car; some of them even stood on the seats so that they could get a good 
view and continued applauding the conductor for his brave stand. (p. 19) 
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The train had stopped at the first station by the time the men put their hands on Wells-Barnett. 

Instead of being dragged to the smokers’ car by the three men, Wells-Barnett told them she 

would get off the train. By the time she departed the train, Wells-Barnett had been roughly 

handled and the sleeves of her dress were torn, but she was not physically injured.  

Upon her return to Memphis, Wells-Barnett (1970) sought legal counsel in the matter. 

Eventually, she filed suit in the circuit court against the Chesapeake, Ohio and Southwestern 

Railroad Company.3 The case was heard by Judge James O. Pierce, a former Union soldier from 

Minnesota. He ruled in favor of Wells-Barnett and awarded her $500 in damages.4 On December 

25, 1884, as Wells-Barnett (1970) has pointed out, the headlines in the Memphis Appeal-

Avalanche read: “A Darky Damsel Obtains a Verdict for Damages against the Chesapeake & 

Ohio Railroad—What It Cost to Put a Colored School Teacher in a Smoking Car—Verdict for 

$500” (p. 19).  

Chief Justice Turney, of the Tennessee Supreme Court, wrote the second version as the 

official court decision in the matter of Chesapeake, Ohio & Southwestern Railroad Company v. 

Wells.5 Relying heavily upon statements from the officials of the railroad company filed with the 

court, Chief Justice Turney wrote:  

On 4th May, 1884, defendant in error, a mulatto, purchased of plaintiff in error a ticket 
over its road from Woodstock to Memphis, a distance of ten miles. She passed through 
the front car to the platform, where she was stopped by the conductor and told to take a 
seat in the front car. She refused to give up her seat unless allowed a seat in the rear car. 
The conductor her he would have to put her off. The train was stopped at about 400 
yards, when she was politely assisted from the car by a colored porter. She left the train 
on her own accord because not allowed to pass within the rear car. Persons of either sex 
were allowed in the front car without regard to color or race. She says she saw one person 
smoking in that car, and that it was filled with tobacco smoke; while another passenger 
says there was no one smoking, nor was there any tobacco smoke. There were only six 
passengers in the front car, one of them a woman. The rear car was set apart for white 
ladies and their gentlemen attendants. (Quoted in Chesapeake, Ohio and Southwestern 
Railroad Company v. Wells, 1887, p. 5)  
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Chief Justice Turney also stated that state statues permitted the railroad to exclude Black women 

from a first-class section in the form of a ladies’ car.  

After admitting that Wells-Barnett had been excluded from the first-class section in the 

form of a ladies’ car, Chief Justice Turney then invoked the notion of a separate but equal policy. 

Chief Justice Turney stated in the official decision that the railroad company had met state statue 

requirements to offer Wells-Barnett “accommodations equal in all respects in comfort and 

convenience to the first-class cars on the train, and subject to the rules governing other first-class 

cars” (Quoted in Chesapeake, Ohio and Southwestern Railroad Company v. Wells, 1887, p. 5). 

He added: 

We think it is evident that the purpose of the defendant in error was to harass with 
a view to this suit, and that her persistence was not in good faith to obtain a comfortable 
seat for the short ride. (Quoted in Chesapeake, Ohio and Southwestern Railroad 
Company v. Wells, 1887, p. 5)  

Chief Justice Turney proceeded to announce that, “Judgment reversed, and judgment here for the 

plaintiff in error” (Quoted in Chesapeake, Ohio and Southwestern Railroad Company v. Wells, 

1887, p. 5). With regard to the outcome, Wells-Barnett (1970) wrote in her autobiography that 

the Tennessee Supreme Court (1) reversed the circuit decision, and (2) ordered her to pay the 

Chesapeake, Ohio & Southwestern Railroad Company “over two hundred dollars in court costs” 

(p. 20).  

Thus, some 30 years after the 1857 Dred Scott decision of the U.S. Supreme Court, 

Wells-Barnett was the victim of court justices who basically ruled that a Black person had no 

rights a White person had to respect.6 Likewise, some eight years before the 1896 Plessy 

decision of the U.S. Supreme Court, Wells-Barnett was the victim of court justices who 

implemented the one-drop rule on a state level. Lastly, some 60 years before the courageous 

action of Rosa Parks as a political activist on a street bus, Wells-Barnett exhibited courageous 
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action a political activist in a train car. The decision of the Tennessee State Supreme did not stop 

her political activism. It made her even more committed to fight against the social inequality 

faced by Black people in the USA (Wells-Barnett, 1970; Sterling, 1988; Thompson, 1990; 

DeCosta-Willis, 1995; McMurry, 1998; Giddings, 2008).  

Wells-Barnett responded to her experiences with the Chesapeake and Ohio Railroad 

Company by becoming a journalist. She engaged in both teaching and journalism until 1891. In 

that year, Wells-Barnett was fired from her teaching post after writing an editorial attacking 

social inequality in the segregated education system of Memphis, Tennessee. She worked 

fulltime as a journalist in Memphis until the aftermath of the lynching of Thomas Moss, Calvin 

McDowell, and Henry Stewart forced her to be an expatriate at first in New York and later in 

Chicago (Wells-Barnett, 1970; Sterling, 1988; Thompson, 1990; Royster, 1997; McMurry, 1998; 

Giddings, 2008).  

Once Wells-Barnett moved to the North, her political activism found expression in a 

number of organizations. During the 1890s, Wells-Barnett became a member of the T. Thomas 

Fortune led National Afro-American League which later became the National Afro-American 

Council. She also wrote articles for his newspaper, The New York Age, about lynching bees, 

including the one that took the lives of Thomas Moss, Calvin McDowell, and Henry Stewart. In 

addition, Wells-Barnett served as a founder or co-founder of the Central Anti-Lynching Bureau 

and the National Association of Colored Women. During the first decade of the 1900s, Wells-

Barnett became a co-founder of the National Association for the Advancement of Colored 

People (NAACP) and the Frederick Douglass Center. Between the years 1910-1919, Wells-

Barnett was a founder of the Negro Fellowship League and the Alpha Suffrage Club. She was 

also active with the National Equal Rights League and Democracy Congress. During the period 
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from 1920-1930, she was active as a member of the National Association of Colored Women 

(Wells-Barnett, 1970; Sterling, 1988; Thompson, 1990; Royster, 1997; McMurry, 1998; 

Giddings, 2008).7  

IMPLICATIONS OF WELLS-BARNETT’S A RED RECORD 

One consequence of A Red Record is that it sheds light on Wells-Barnett’s ideas such as 

lynching bee, lynch law, and color line justice. A second consequence of A Red Record is that it 

sheds light on Wells-Barnett’s empirical research methodology. A third consequence of A Red 

Record is that it sheds light on how Wells-Barnett used public sociology to enhance public 

knowledge about lynching as a social problem. A fourth consequence of A Red Record is that it 

sheds light on Wells-Barnett’s political activism before and after the lynching of Thomas Moss, 

Calvin McDowell, and Henry Stewart. A fifth consequence of A Red Record is that it sheds light 

on Wells-Barnett’s conflict with Frances Willard.  

SUMMARY AND CONCLUSION 

This paper has focused on Ida B. Wells-Barnett and her pamphlet, A Red Record. It has 

examined the ideas Wells-Barnett expressed in A Red Record. This paper also addressed how 

Wells-Barnett used her empirical research in A Red Record, as a work of public sociology, to 

enhance public knowledge about lynching as a social problem. In addition, it has discussed the 

political activism of Wells-Barnett both before and after the lynching of Thomas Moss, Calvin 

McDowell, and Henry Stewart. Furthermore, this paper has identified some implications of 

Wells-Barnett’s A Red Record. 

In 2001, the Dallas Community College District released its film series titled Exploring 

Society. In the first episode of the series titled “Why Sociology,” sociologist Alfred Young was 

quoted as follows: 
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Wells-Barnett looked at issues of lynching and tried to draw some understanding through 
a statistical account of when, where and how lynchings occurred in the South. It became 
very clear that economic success was tied to the rise and fall of lynching. Her own work 
in uncovering this finding led others to be able to see that sociology had a purpose. It 
could provide a set of explanations that other fields of inquiry could not (Harrison & 
Lobrovich, 2001).  

Young clearly understood the objectives of Wells-Barnett in A Red Record. He also recognized 

her contributions to sociology as an emerging discipline. It is high time that others join him in 

that recognition of one of the peripheral fountainheads of sociology.8  
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NOTES 

                                                 
1 Royster (1997) has reported that the Oxford English Dictionary has attributed the origins of lynch law “to 

Judge Charles Lynch, a justice of the peace in Virginia who in 1780 illegally fined and imprisoned British loyalists. 
The entry states that Judge Lynch’s name (or perhaps that of another perpetrator of illegal punishment named 
Lynch) came to be associated with any acts of punishment not sanctioned by law, including whipping, tarring and 
feathering, and other acts of humiliation and degradation. As time passed, though, lynch law came to refer mainly to 
unlawful sentences of death” (pp. 8-9).  

2 See Wells-Barnett (1892/2012) for a reprint of Southern Horrors, which includes the original statement by 
Frederick Douglass.  

3 In addition to discussing the case in her autobiography, Wells-Barnett (1995) mentioned it a diary she wrote in 
from December 29, 1885 to May 23, 1886. Her entry for Saturday, April 3, 1886 stated: “… gave Mr. Froman $10 
to pay Judge Greer for me. The case will come up in the Supreme Court some time this month and a tried friend of 
mine has unfolded a conspiracy to me that is on foot to quash the case. I will wait and watch and fear not. Judge 
G[reer] charges that as traveling expenses. It is a painful fact that white men choose men of the race to accomplish 
the ruin of any young girl but that one would deliberately ask a man of reputation to encompass the ruin of one’s 
reputation for the sake of gain is a startling commentary on the estimation in which our race is held. A younger man 
would have violently resented the imputation but the older blood is wiser as well as cooler and thus will use the 
knowledge gain to circumvent plots” (p. 57). Wells-Barnett had initially hired a Black lawyer named Thomas F. 
Cassels to represent her. However, Wells-Barnett suspected that Cassels had been compromised by the railroad 
company and she replaced him with James M. Greer, a White lawyer and former judge who represented her in the 
District Court and the State Supreme Court of Tennessee. The local and national press took note of her landmark 
win in 1884. Cf. “A Civil Rights Suit” and “A Darky Damsel.”  

4 For the official records pertaining to the Circuit Court ruling regarding Chesapeake, Ohio and Southwestern 
Railroad Company v. Wells, see Cases Argued and Determined in the Supreme Court of Tennessee, Shelby County, 
April Term, 1887. This document can be found in Box 8 Folder 11 of the Ida B. Wells-Barnett Papers of the Special 
Collections Research Center, University of Chicago Library.  

5 Giddings (2008) has pointed out that the full name of the chief justice was actually Peter J. Turney. He served 
on the Tennessee Supreme Court from 1870 to 1893. Turney was elected chief justice of the Tennessee Supreme 
Court in 1886 and re-elected in 1878 and 1886. He later held the office of the governor of Tennessee from 1893 to 
1897. During the Civil War, Turney was a colonel in the Confederate Army (Holton, 2007; Ely, 2002).  

6 The ruling is not surprising given that, like Peter J. Turney, several of the justices of the Tennessee Supreme 
Court were former officers of the Confederate Army. In contrast, James O. Pierce, the original judge who heard the 
case in the circuit court, was a former officer of the Union Army as mentioned previously (Giddings, 2008).  

7 Wells-Barnett also associated with Marcus Garvey and his Universal Negro Improvement Association 
(UNIA). The record indicates that she spoke at some meetings of the UNIA, as Hill (1983), McMurry (1998), and 
Giddings (2008) have pointed out. In her autobiography, Wells-Barnett (1970) credited Marcus Garvey with being 
able to “solidify the masses of our people and endow them with racial consciousness and racial solidarity” (p. 381). 
She also said that Garvey had asked her to break the news about the launching of the Black Star Line to some 3,000 
UNIA followers at an organizational meeting in New York. Wells-Barnett wrote: “… Mr. Garvey had spent a couple 
of hours acquainting me with his idea of establishing what he called the Black Star Line. He wanted me to present 
the matter that night, but I told him that it was too big an idea and would require more thought and preparation 
before it should be launched. He had shown me the restaurant that had been established, the newspaper which was 
circulating regularly each week, and one or two smaller ventures. He had complained that none of them were self-
sustaining because they had not been able to obtain efficient help” (p. 381). She also stated that: “I knew that the 
work involved in a shipping business called for a much more complicated program than he had helpers to carry out, 
and I advised him to defer the matter. This he did not do, but presented it himself after I had finished my talk, with 
the eloquence for which he was so famous, and it took among the people like wildfire” (p. 381). Wells-Barnett 
further surmised that: Perhaps if Mr. Garvey had listened to my advice he need not have undergone the humiliations 
which afterward became his” (p. 382).  
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8 For a discussion of Wells-Barnett as a peripheral fountainhead of sociology, see Cromartie (2009a, 2009b). In 

my view, Wells-Barnett has not gotten her full due and credit in sociology as a fountainhead because she was Black 
and a woman. Three other peripheral fountainheads of sociology include W.E.B. Du Bois, Jane Addams, and Harriet 
Martineau. Du Bois has not gotten his full due and credit in sociology because he was a Black man. Addams and 
Martineau have not gotten their full due and credit in sociology because they were White women. On the one hand, 
Wells-Barnett, Du Bois, Addams, and Martineau have not gotten full due and credit in sociology because of racism 
and/or sexism. The four of them have been traditionally pushed to the periphery of the discipline. On the other hand, 
Karl Marx, Max Weber, and Emile Durkheim have not been subjected to racism and/or sexism. Marx, Weber, and 
Durkheim have been traditionally placed in the center of discipline as fountainheads. As White men, they have 
received their full due and credit. It should be noted all seven of the aforementioned people were political activists 
as well as sociologists.  
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Introducing the Undocumented Experience to the College Classroom 
 

Introduction 

The United States faces social upheaval, as large numbers of people migrate from Mexico 

and other parts of Latin America to the United States. “Illegal immigration,” that is, presence in 

the United States without proper documentation, while not “criminal,” is increasingly 

“criminalized”; indeed work is made a crime.1 Lack of sufficient or proper documentation can 

lead to loss of work and income, arrest, prolonged detention and deportation, with dire 

consequences for individual and family. More and more loudly, immigration opponents protest 

“federal inaction” in curbing the presence of undocumented persons on “American soil.” 

Arizona led the charge against the presence of “illegals,” extending state power and 

curbing civil liberties by permitting police questioning upon suspicion “illegal status,” raising 

constitutional issues the resolution of which are likely profoundly affect the core of the federal 

system. Alabama and other states followed suit with even harsher measures. Throughout the 

United States, nativist members of the “Tea Party” increasingly raise to political principle 

intolerance toward brown people who cannot provide evidence their presence is “authorized,” 

labeling these fellow human beings “illegal.” 

Although those who favor the exclusion of “illegal immigrants” insist their position 

derives from respect for the law and national sovereignty, not from racism, they usually do not 

regard most “illegals” to be “white.” “Illegals” are usually, but not exclusively “of color,” poor 

and from Mexico or another Latin American nation. Even if ancestors or relatives had sufficient 

legal status to avoid deportation or other loss of liberty, today “illegals” find themselves in the 

                                                        
1 Bacon, David, Illegal People: How Globalization Creates Migration and Criminalizes Immigrants, Beacon 

Press (2008). 
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jurisdiction of the United States without necessary legal authorization. Some families are a mix 

of some with legal status and others without.  

Giving Presence to those Forced into the Shadows 

Given the intensity of feeling expressed on all sides, is conflict inevitable and consensus 

impossible? The Academe provides a forum for the development of an analytic framework to 

approach this divisive issue and to encourage its resolution through reasoned discourse. 

Although the media provide plenty of information from proponents and opponents of 

immigration, rarely if ever are the undocumented themselves given a voice in this discussion. 

With historical, political, sociological, anthropological, psychological, cinematic, secondary and 

primary sources, college students can learn about the phenomenon of undocumented immigration 

from the perspective of the undocumented immigrant.  

As Howard Zinn points out, the “winners,” those who have political power ,have 

controlled the telling of history through the creation of myths that serve their power. “My 

viewpoint, in telling the history of the United States, is different: that we must not accept the 

memory of states as our own. Nations are not communities and never have been. The history of 

any country, presented as the history of a family, conceals fierce conflicts of interest (sometimes 

exploding, most often repressed) between conquerors and conquered, masters and slaves, 

capitalists and workers, dominators and dominated in race and sex. And in such a world of 

conflict, a world of victims and executioners, it is the job of thinking people, as Albert Camus 

suggested, not to be on the side of the executioners.”2 

                                                        
2 Zinn, Howard, “Columbus, the Indians and Human Progress,” p. 7 (from A People’s History of the United 

States, 1980). 
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As, daily, human beings die trying to cross the border into the United States, 3 it is 

difficult to avoid the conclusion that U.S. immigration policies de facto kill people. Millions4 

unnecessarily struggle in the shadows, fearing the law rather than benefitting from its equal 

protection. Except for a few courageous undocumented souls who step into public view to 

denounce the humanitarian crisis they face,5 the undocumented have essentially been voiceless, 

and the Academe fails in its duty to educate if it does not step forward to permit, indeed 

encourage, students to hear from the undocumented world which is, in the final analysis, such an 

essential part of our socio-economic system and of our history. 

To that end, I developed a course which seeks to do just that at College of the Holy 

Cross: “Illegal”: Undocumented Latinos-Latinas in the United States. The course is explicitly 

not a forum to debate of the issue of immigration policies or to discuss the costs and benefits of 

such policies, but rather an examination of those costs and benefits to the undocumented 

immigrant and just what it means to be perceived as “illegal.” This approach is, at least 

                                                        
3 “From 1995 through 2012, a time of dramatically intensified policing of U.S. territorial boundaries by federal 

authorities, the remains of over 6,000 migrants were recovered in the U.S.-Mexico borderlands. This made for an 
average of almost one recovered body—in whole or in part—per day over the 18-year period. There were also at 
least hundreds of additional deaths in other “crossing” areas such as the Caribbean. There, a high number of would-
be immigrants from the Dominican Republic have drowned or have been eaten by sharks while trying to enter 
Puerto Rico without authorization in order to settle there or to board a flight to the United States free of immigration 
controls.” Nevins, Joseph, “Brooks County, Texas, and the Geography of Migrant Deaths,” North American 
Congress on Latin America, January 30, 2013, http://nacla.org/blog/2013/1/30/brooks-county-texas-and-geography-
migrant-deaths. 

4 President Obama has referred to “11 million” undocumented immigrants, and that number has become the 
apparent current consensus for purposes of discussing immigration reform. How that number is derived is another 
story. See Brian Palmer, “Documenting the Undocumented: How do you count unauthorized immigrants?” Slate, 
Jan. 30, 2013, 
http://www.slate.com/articles/news_and_politics/explainer/2013/01/united_states_has_11_million_unauthorized_im
migrants_how_does_obama_know.html. 

5  See, e.g., Franco, Marisa, “How a Bus Full of Undocumented Families Could Change the Immigration 
Debate,” yes! Magazine, November 30, 2012, http://www.yesmagazine.org/peace-justice/how-a-bus-full-of-
undocumented-families-could-change-the-immigration-
debate?utm_source=tw&utm_medium=socmed&utm_content=FrancoM_HowABusFullofUndocumentedFamiliesC
ouldChangeImmigration&utm_campaign=121130_PeaceJust; Vargas, Jose Antonio, “Inside the World of the 
‘Illegal’ Immigrant, Time Magazine, June 14, 2012, http://ideas.time.com/2012/06/14/inside-the-world-of-the-
illegal-immigrant/ - ixzz2JkZ8U4MA. 

http://nacla.org/blog/2013/1/30/brooks-county-texas-and-geography-migrant-deaths
http://nacla.org/blog/2013/1/30/brooks-county-texas-and-geography-migrant-deaths
http://www.slate.com/articles/news_and_politics/explainer/2013/01/united_states_has_11_million_unauthorized_immigrants_how_does_obama_know.html
http://www.slate.com/articles/news_and_politics/explainer/2013/01/united_states_has_11_million_unauthorized_immigrants_how_does_obama_know.html
http://www.yesmagazine.org/peace-justice/how-a-bus-full-of-undocumented-families-could-change-the-immigration-debate?utm_source=tw&utm_medium=socmed&utm_content=FrancoM_HowABusFullofUndocumentedFamiliesCouldChangeImmigration&utm_campaign=121130_PeaceJusti
http://www.yesmagazine.org/peace-justice/how-a-bus-full-of-undocumented-families-could-change-the-immigration-debate?utm_source=tw&utm_medium=socmed&utm_content=FrancoM_HowABusFullofUndocumentedFamiliesCouldChangeImmigration&utm_campaign=121130_PeaceJusti
http://www.yesmagazine.org/peace-justice/how-a-bus-full-of-undocumented-families-could-change-the-immigration-debate?utm_source=tw&utm_medium=socmed&utm_content=FrancoM_HowABusFullofUndocumentedFamiliesCouldChangeImmigration&utm_campaign=121130_PeaceJusti
http://www.yesmagazine.org/peace-justice/how-a-bus-full-of-undocumented-families-could-change-the-immigration-debate?utm_source=tw&utm_medium=socmed&utm_content=FrancoM_HowABusFullofUndocumentedFamiliesCouldChangeImmigration&utm_campaign=121130_PeaceJusti
http://ideas.time.com/2012/06/14/inside-the-world-of-the-illegal-immigrant/#ixzz2JkZ8U4MA
http://ideas.time.com/2012/06/14/inside-the-world-of-the-illegal-immigrant/#ixzz2JkZ8U4MA
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superficially, “one-sided” and “subjective.” However it is essential to a broader discussion in 

which all members of society should engage about the nature and significance of immigration, 

without which discussion conflict and irresolution will likely be a sordid stain on history.  

Intellectual Foundations of the Course 

C. Wright Mills writes of “human variety, … all the social worlds in which men have 

lived, are living, and might live,” as the proper subject of the social sciences.6 The opportunity to 

develop and teach courses in Latin American and Latino Studies at Holy Cross through its 

Center for Interdisciplinary and Special Studies has stimulated my interest in understanding the 

world of Latinidad, the cultures from which it derives and the American culture to whose 

development it contributes.  

That interest inspired me to study first-hand the phenomenon of unauthorized migration, 

particularly in two New Jersey communities, one of which has a significant Mexican community 

of Pueblan origin and another of which has a sizeable Oaxaqueñan community. The latter has 

large family networks, including “documented” and “undocumented” immigrants, with strong 

ties to the city of Oaxaca and to the Sierra Juarez “pueblo” where relatives still prefer to speak 

Zapotec. Funds from agricultural work in New Jersey flow back to the pueblo, far in the 

mountains, where through principles of mano vuelta7 and tequio,8 equipment and materials are 

bought to pave roads connecting back to the city. I visited the pueblo and traced the ties of 

extended families back in both directions. The decision to migrate to the United States without a 

                                                        
6 C. Wright Mills, “The Human Variety,” The Sociological Imagination, Oxford University Press (1978). 
7 A form of “mutual aid” in which family, friends and neighbors work together to help one or each other as 

needed. It may include community projects such as well-digging or road building. It never involves the exchange of 
money, although meals can form part of the ritual. See Diario de Oriente, “Trabajamos a mano vuelta,” El Diario de 
Hoy en El Salvador (December 12, 2004), http://www.elsalvador.com/DIARIOS/ORIENTE/2004/12/10/portada.asp 

8 Tequio, a form of voluntary community service by members of the pueblo in Oaxaca, apparently originates in 
pre-colonial requirements of tribute. It is a service expected of any and all in the pueblo. See Coati, Agricultura 
Urbana, Ciudad de México, “What is a Tequio?” http://www.cualtimexico.org/tequio-community-work.html. 

http://www.elsalvador.com/DIARIOS/ORIENTE/2004/12/10/portada.asp
http://www.cualtimexico.org/tequio-community-work.html
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visa is a complicated one, one involving the acceptance of long-term separation from loved ones, 

one driven by economic need and a willingness to risk, one which involves reliance on old 

principles of loyalty which erase political borders and provide safe harbor in a strange and 

rapidly changing land. 

Pedagogic Goals 

“Illegal” assembles materials to encourage students examine immigration not from the 

perspective of the host country’s experience of the arrival of others, but from the perspective of 

the others. The course seeks to develop students’ understanding of and critical thinking about 

immigration through readings, movies, discussions and presentations focused on the experience 

of “illegality” by immigrants who enter the country without authorization. 

By course’s end, students are expected to demonstrate—through class participation, 

written assignments and a final examination—basic understanding of, competence in and critical 

thinking about: 

• The demographics of immigration, including its global context 

• The origins of immigration to the United States, including a general understanding of 
the historical contexts for diaspora from particular areas, to the United States and 
elsewhere 

• The histories of Mexico and other parts of Latin America as they bear on the decision 
to emigrate  

• The experience of crossing the border, “El Paso” or “La Pasada” 

• The demographics of undocumented Latino/as in the United States 

• What undocumented Latino/as give up to be in the United States 

• What undocumented Latino/as contribute to the United States 

o Economically 

o Culturally 

• The experience of “underground” existence in a foreign country 

•  The experience of physical and psychological aggression and hostility, ostensibly 
because of legal status 
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Course Structure 

The course follows a lecture/discussion format, relying on readings, lectures, oral and 

electronic discussions, written assignments, journal keeping or blogging, research and oral 

presentations to meet its designated goals. The course Moodle site organizes the materials—

including the posting of assignments and discussion groups—with most readings electronically 

accessible through the college’s ERes (Electronic Reserves).  

I use PowerPoint with my lectures. I distribute a hard copy of the slides in class to 

facilitate student note-taking, and I post the weekly PowerPoint presentation file on the Moodle 

site. I present the material in a highly organized manner, reviewing at the beginning of each class 

the last class’s major ideas and the themes which have been developing in the course. 

I always adapt my course syllabus to the needs of the particular students in my class. One 

of my greatest challenges is to limit the amount of material I ask the students to read. Appendix 

“A” is a sample syllabus, showing only one of many possible combinations in putting together 

the course. 

Guest Presentations 

A number of guests participate during the semester, providing first-hand information 

about unauthorized migration, lack of legal status and the experience of being “illegal” in the 

United States. These are inevitably the most meaningful classes, as they provide students an 

opportunity to test hypotheses and theories about undocumented immigrants against real-world 

experience. The readings and lectures come to life as I ask students to frame intelligent questions 

for our guests based on their cumulated knowledge from the readings, lectures and discussions. 

Guests have included families (undocumented and “mixed,” that is with documented and 

undocumented members), individuals who were brought into the United States as young 
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children, individuals who crossed the desert in Arizona or the waters between the Dominican 

Republic and Puerto Rico, mothers separated from their children for years as they worked in El 

Norte to support them through remittances.  

Oral Histories 

In lieu of a final exam, I have required students to prepare a brief history of an 

individual’s experience with lack of legal status. The history is to be 12-15 pp., double-spaced, 

and with it the student attaches a copy of the video or audio file of the interview(s) on which it is 

based. I ask students to begin working on this project early in the term, to develop their approach 

and their questions to obtain the most useful information in service of the course goals. I prepare 

them by assigning readings about the process of taking oral histories.  

Some useful resources are:  

Oral History: Techniques and Questions (Texas A&M) 

University of North Carolina Writing Center: Oral History 

Smithsonian Center for Folklife and Cultural Heritage: Interviewing Guide (pdf format) 

Judith Moyer, Step by Step Guide to Oral History  

http://inside.bard.edu/irb/interview_oral_hist/#example 

During several classes I show video clips of portions of interviews I have conducted. I 

ask the students what the clip has taught them about undocumented migration. I call their 

attention to how the questions elicited the information. We discuss the rigorous attention to 

confidentiality. We develop a consent form, beginning with an understanding of its purposes. 

Students draft a statement as an assignment. We discuss their drafts’ strengths and weaknesses in 

relation to the goal of protecting those who tell us their stories. 

Readings 

I require that students complete all required assigned readings before class and be fully 

prepared to discuss them. Readings are from varied disciplines, including political science, 

http://fcs.tamu.edu/families/aging/reminiscence/oral_history_techniques.php
http://writingcenter.unc.edu/resources/handouts-demos/specific-writing-assignments/oral-history
http://www.folklife.si.edu/resources/pdf/interviewingguide.pdf
http://dohistory.org/on_your_own/toolkit/oralHistory.html
http://inside.bard.edu/irb/interview_oral_hist/#example
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history, demography, sociology and anthropology. I draw them from portions of books, academic 

articles, news articles and electronic publications. Many assigned readings are available on-line 

through the college’s ERes (Electronic Reserves). Appendix “B” is a bibliography from which I 

draw. I ask them to purchase several of the texts, but place as many of the readings as possible in 

the College’s Electronic Reserves (ERes), including scholarly articles and excerpts from books.  

Appendix “C” is a hyper-linked list of news articles that I have used. The list is, 

naturally, constantly expanding. 

Films 

The role of the media in shaping our beliefs and understanding of the world, whether 

accurate or not, is critical to our analysis of unauthorized migration. A growing body of 

cinematic works focuses specifically on this issue, often from the perspective of fiction, usually 

based on real stories and events. An important component of this course will be to watch 

assigned movies with a critical eye. What does each tell us about the experience of being 

“illegal”? What does it reveal about circumstances leading to the decision to leave? Obstacles to 

emigration? Expectations about the United States? Dangers of the crossing? The experience of 

being in the United States without authorization? The impact of this immigration on the United 

States? On the community of origin?  

I expect students to watch at least one film a week, to participate actively in film 

discussion forums and to refer to films regularly in our class discussions. I place at least a dozen 

films on reserve at the College’s Multimedia Resource Center. Some that can give rise to 

important discussions are:  

• 7 Soles9 (2008) 

                                                        
9 Hyperlinks are to IMDB (except for a few films which apparently are not distributed commercially, and for 

which I provide alternative links), for general summaries. I constantly remind students to observe the popular culture 

http://www.imdb.com/title/tt1175633/?ref_=fn_al_tt_1
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• A Better Life (2011) 

• A day without a Mexican (2004) 

• American Visa (2005) 

• Brother towns / Pueblos Hermanos (2009) 

• Crossing Arizona (2006) 

• De Nadie (2005) 

• El Inmigrante (2005) 

• El Norte (1983) 

• Farmingville (2004)  

• Harvest of Empire (2012) 

• La Tragedia de Macario (2005) 

• Misma Luna, La / Under the Same Moon (2007)  

• My Family (1995) 

• Not in Our Town: Light in the Darkness (2011) 

• Recuentros: 2501 Migrantes (2501 Migrants: A Journey ) (2009) 

• Sin Nombre (2009) 

• Sleep Dealer (2008) 

• The Other Side of Immigration (2009) 

• The Wall (2010) 

• Which Way Home (2009) 

Blogs 

I require that students make an entry each week in the Course Blog, where they may 

discuss news accounts, periodical articles, movies or personal activities concerning the issues of 

the course. I encourage them to hyperlink and to point out books or bibliographies of interest. 

The blog provides students with the opportunity to monitor their own understanding of course 

issues and for me to observe their growing capacity to learn with a critical eye. In addition, to 

                                                                                                                                                                                   
context of the films and the effects that has on their conveyance of “reality” of the undocumented migrant 
experience.  

http://www.imdb.com/title/tt1554091/?ref_=sr_1
http://www.imdb.com/title/tt0377744/?ref_=sr_1
http://www.imdb.com/title/tt0471565/?ref_=fn_al_tt_1
http://www.cdsporch.org/archives/1497
http://www.imdb.com/title/tt0492453/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0451698/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0479073/?ref_=fn_al_tt_2
http://www.imdb.com/title/tt0479073/?ref_=fn_al_tt_2
http://www.imdb.com/title/tt0085482/
http://www.imdb.com/title/tt0388935/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt2072987/
http://www.imdb.com/title/tt0480029/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0796307/?ref_=sr_1
http://www.imdb.com/title/tt0113896/?ref_=sr_2
http://www.pbs.org/programs/not-in-our-town/
http://www.imdb.com/title/tt1499305/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt1127715/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0804529/?ref_=sr_1
http://www.imdb.com/title/tt1397086/
http://www.imdb.com/title/tt1455256/
http://www.imdb.com/title/tt0489342/?ref_=sr_1
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encourage active discussion, each week they are to make at least one comment on one of their 

classmates’ entries. 

Moodle Discussions 

From time to time, I initiate a Moodle forum on some current topic. I ask students to 

participate in such discussions on the class Moodle site weekly, and I consider that in evaluating 

“class participation.” Topics range from reasons for immigration to reasons for opposing 

immigration, with new discussion topics appearing in support of class discussions. I also 

encourage students to initiate new topics relating to the course issues.  

Documentary Video Clips 

Often dramatic and always a good catalyst for discussion are numerous video clips of 

news events and documentaries concerning undocumented migration. Some representative 

samples are hyperlinked in Appendix “D.” 

Undocumented Music 

A subculture is rapidly developing around undocumented existence. Some hyperlinked 

music videos available on YouTube, with songs that resound with themes of unauthorized 

migration, are listed in Appendix “E.” 

Spanish Language Documentary Video Clips 

For students who know or understand Spanish—or before the class with the assistance of 

student interpreters—Spanish-language documentaries are a useful source of information for 

portions of the undocumented migrant experience. They are particularly important for 

understanding the perilous journey of Central American migrants through Mexico along its 

“Vertical Border.” Here are some YouTube clips: 

La Gran Inmigracion Hacia Mexico (parte 1/3) (10:56); parte 2/3 (8:14); parte 3/3 (4:54). 
Documents travels of Central Americans toward Mexico, heading for the U.S. 

http://www.youtube.com/watch?v=zpAp5mIIhjU
http://www.youtube.com/watch?v=URqsdVQg8Sg
http://www.youtube.com/watch?v=oIVsSynMrco
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Abuso Contra Migrantes en Mexico (parte 1/3) (8:56); parte 2/3 (8:57); parte 3/3 (10:00). 
Guatemalan human rights documentary concerning the abuse of Central American 
immigrants in Mexico. 

El Tren de la Muerte Parte 1/6 (6:52); 2/6 (7:01); 3/6 (9:00); 4/6 (9:00); 5/6 (8:00); 6/6 
(5:09). A moving documentary on the famous death train (a.k.a. “La Bestia”) on which 
Central Americans ride trying to cross Mexico to the U.S. border. 

Inmigrantes Hondureños (1:38). Short interview of Hondurans trying to cross Mexico for 
El Norte. 

La Bestia (Documental) (1:17:50). Documentary: Thousands of Central Americans try, 
every day, to cross Mexico to reach the U.S. Many die along the way. 

La Bestia- Mujeres (1:19). A clip on women handing off food to migrants on La Bestia. 

La Frontera: Guatemala-Mexico (7:40). Interviews of people in, going through the 
Guatemalan border with Mexico. 

La Patrona - (5:24) .Dir: Lizzette Arguello / Mexico / 2009 Short about the women of La 
Patrona Veracruz who deliver lunch for thousands of Central American migrants crossing 
Mexico bound for the United States. 

La “Las Patronas”, colectivo de apoyo a los migrantes centroamericanos (14:37) more on 
the women’s movement of solidarity with Central American migrants. 

Vida de las Mujeres Migrantes- Documental (27:19). The life of women migrating from 
the heights of Chiapas to Mexico City.  

Los Invisibles (documental completo) (24:25). The invisible Central Americans, trying to 
get to El Norte. 

Mujeres Cruzando Fronteras - 1/2 (9:56); 2/2 (9:32). Indigenous women travel from 
Panama and Nicaragua to harvest coffee in Costa Rica. 

El Coyote (Documental complete) (1:19:33) Follows Maco, a “Coyote” who earns his 
living passing immigrants from Mexico into the United States. 

Mujeres en el Camino (Parte I) (2:28); Parte II (3:22); Parte III (4:35). Three Central 
American women talk about their journey north along the Vertical Border. 

Course Glossary 

I post a course glossary at the Moodle site as a resource for understanding concepts and 

issues in undocumented migration by Latinos/as. Developed over the years, I ask students to 

refer to it frequently and to enter additional words and concepts as they discover them, 

identifying themselves and dating their entries. A mid-term examination serves to benchmark 

http://www.youtube.com/watch?v=adezugCP9i8
http://www.youtube.com/watch?v=4TIm_PDN5uk
http://www.youtube.com/watch?v=ZhLLk6Xgj4A
http://www.youtube.com/watch?v=X1kIP48H_vY
http://www.youtube.com/watch?v=ne_ubE61lVQ
http://www.youtube.com/watch?v=33XgTSeM9DQ
http://www.youtube.com/watch?v=zA1EOeVVA74
http://www.youtube.com/watch?v=zJVk6BGdETo
http://www.youtube.com/watch?v=oYq4zSMn8z4
http://www.youtube.com/watch?v=Z82GfPyYvgQ
http://www.youtube.com/watch?v=tFRywFf4roQ
http://www.youtube.com/watch?v=FvdOp-cRJzM
http://www.youtube.com/watch?v=sNrCEM6HiC8
http://www.youtube.com/watch?v=M7kbiG20ugc
http://www.youtube.com/watch?v=34cOJwodQlo
http://www.youtube.com/watch?v=34cOJwodQlo
http://www.youtube.com/watch?v=34cOJwodQlo
http://www.youtube.com/watch?v=34cOJwodQlo
http://www.youtube.com/watch?v=M4oP_M81YpY
http://www.youtube.com/watch?v=6GFIVpUPW9c
http://www.youtube.com/watch?v=jOWA0cdhYWQ
http://www.youtube.com/watch?v=hTy8HpuJOhM
http://www.youtube.com/watch?v=diVOusv2EGM
http://www.youtube.com/watch?v=Q_H9ElJZB30
http://www.youtube.com/watch?v=8IDv14_giMM
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their mastery of the glossary to ensure we have a common language for discussion of migration. 

A sample glossary is attached as Appendix “F.”  

Course Themes 

With a mixture of guests, video-taped interviews, movies (fiction and documentary), 

music, on-line discussions and the preparation of oral histories the “undocumented” experience 

can be brought to life through themes which provide context and meaning. Here are a few 

possibilities:  

• Clandestinity 

Alone I go with my sorrow 

Alone goes my sentence  

To run is my destiny  

For having no papers  

Lost  

in the heart  

Of the great Babylon 

They call me clandestine 

-Manu Chao, Clandestino 

Living in the shadows, the life of undocumented migrants is one of near-constant 

vigilance and fear. A traffic stop can mean deportation, with all its consequences for the 

individual and his or her family. Crossing the border, traveling, working, socializing all involve 

precautions and low-visibility. A means of survival, it pervades all areas of life and shapes the 

relation between the migrant and the host country.  

• La Pasada/El Paso 

Fear, desperation and determination are driving emotions. Courage, adaptability, stealth, 

wit, patience and endurance are necessary traits. The passage into the United States without 
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authorization sorts the wheat from the chaff. Those who will make it, those who will not. Those 

who will live, those who will die. Those who will be free and those who will stopped, held and 

deported. The “winners,” the survivors, enter the US formed from a common experience 

different from that of any other group. The political force of the host country join with the nature 

to screen these entrants as no others, a process of “natural selection” which will shape the future 

of American society.  

• Diaspora  

Unauthorized migration is not an issue which affects only the United States, but rather 

global issue which has assumed new importance since World War II, when people starting 

flowing south to north, from the colonies to the colonizing nations.10 Diaspora is the spread of 

people from their home countries to other parts of the world, leaving a mark on their places of 

origin, the host country and themselves. I refer to this migration as “the New Migration,” as it 

has qualities distinct from prior migrations. Technology facilitates migration and preserves close 

ties to the place of origin, such that migrants are as likely as not to identify primarily with their 

place of origin rather than be assimilated into the host country. In “satellite pueblos,”11 family 

members, relatives and friends from the pueblo in Mexico or elsewhere in Latin America form a 

new community in the heart of the United States, with strong and constant links to the pueblo of 

origin.12 Language and culture are preserved and thrive, although affected by host culture. The 

                                                        
10See, Gonazalez, Juan, Harvest of Empire: A History of Latinos in America (Revised Edition), Penguin Books 

(2011), p. xvii. 
11 See Brother Towns/Pueblos Hermanos, Brothertowns.com. I have observed a number of such communities in 

New Jersey and in Massachusetts and use the term “satellite” to convey their relationship to the home town in Latin 
America. 

12 For example, compact discs with videos of an annual pueblo fiesta may circulate to raise money for the 
pueblo. On them, pueblo leaders will pay homage to those from the pueblo who are in the United States, supporting 
the pueblo financially. 

http://brothertowns.com/
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call of home is preserved through subsequent generations. The diaspora scatters the children, but 

their hearts remind them that someday they will return.  

• Migration Flows 

Pioneers blaze the trail; family members, neighbors and friends follow.13 The decision to 

migrate may occur at the individual level, but looking at the process as a whole it is apparent that 

the decision, the route, the destination are part of a system in which the primary unit is the 

household or the extended family rather than the individual.14 Having a mother or a grandparent 

who previously migrated to the United States is the best predictor of whether a Mexican will 

spend at least part of the year in the United States.15 Migration has become a structural life- 

choice option in many Latin American communities.16  

• Latinidad and Cultural citizenship 

Latinidad is as American as apple pie; the concepts “Latino” and “Latina” did n0t 

originate in Latin America, but rather in the United States, beginning in the 1970s, from the 

perception of Americans not of Spanish descent that newcomers from different areas of Latin 

America were of a single ethnicity, and the emergent identity of new immigrants based on a 

common experience of living in the United States.17 Deprived of legal status by the United 

States, the undocumented nevertheless enjoy what has been described as “Latino Cultural 

                                                        
13 See Lindstrom, David P., “Pioneers and Followers,” Continental Divides: International Migration in the 

Americas, The Annals of the American Academy of Political and Social Science, v. 630 (July 2010), pp. 53-77. 
14 See Jennissen, R., “Causality Chains in the International Migration Systems Approach.” Population Research 

and Policy Review 26(4):411 – 36 (2007). 
15 See Zahniser, Steven, Mexican Migration to the United States: The Role of Migration Networks and Human 

Capital Accumulation, Taylor & Francis (1999), pp. 49-68. 
16 See, e.g., Schoenauer-Alvaro, Iris, Spurring Development Cooperation: Mexican Migrants and Collective 

Remittances (Master’s Thesis), Druck und Bindung (2003). 
17 See, generally, Padilla, Felix M., Latino Ethnic Consciousness: The Case of Mexican Americans and Puerto 

Ricans in Chicago, Notre Dame University Press (1985). 
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Citizenship,”18 by virtue of their status as Latinos. The impact of the Latino vote in the 2012 

elections should settle the question that, among Latinos the undocumented are brethren, they are 

not “illegal.” 

• Borderland 

Nations meet at borders, as do their respective cultures. The meeting point, at Mexico’s 

border with the United States, for example, is a cauldron of cultural transformation in which each 

culture adapts to the other and is transformed into something familiar and something new. The 

concept of “border theory” has moved beyond the physical political frontiers to wherever two 

cultures meet and interact.19 The entry and diffusion of undocumented migrants to all parts of the 

country has created internal borderlands in which people from different nations and parts of 

Latin America meet and participate, consciously or not, in the formation of a common Latino 

identity and a new “American” identity.  

• Criminalization 

Although it is not a crime to lack legal status or to be undocumented, increasingly in the 

United States, as in Europe, for these people work has essentially been turned into a crime.20 

Facts notwithstanding, “illegals” are perceived by nativists as “stealing jobs” and hurting the 

economy.21 The undocumented constitute an increasingly large portion of the prison population 

                                                        
18 See, generally, Flores, William V. and Benmayor, Rina, Latino Cultural Citizenship: Claiming Identity, 

Space and Rights, Beacon Press (2004). 
19 See, generally, Michaelsen, Scott and Johnson, David E., Border Theory: The Limits of Cultural Politics, 

University of Minnesota Press (1997). 
20  See, generally, Bacon, David, Illegal People: How Globalization Creates Migration and Criminalizes 

Immigrants, Beacon Press (2008). 
21 See Gomberg-Muñoz, Ruth, Labor and Legality: An Ethnography of a Mexican Immigrant Network, Oxford 

University Press, (2011), p. 126. 
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in the United States, about 400,000 a year, about half of which are held by what is a lucrative 

private prison system.22 Being “undocumented” has, in essence, become a status crime. 

• Racialization 

The concept of “race” is culturally distinct in Latin America; many have mistaken ties to 

la Raza to be a form of Latino racism, missing its meaning as an identification with roots or 

origin, nothing more. Migrants from Latin America are asked to fit themselves in the United 

States’ bi-polar White/Black paradigm, to identify with either one race or the other. This difficult 

choice has reinforced Latinos’ identity as an “ethnicity” rather than a race, but white North 

Americans tend to confuse “ethnicity” with “race,” and as a practical matter “Latinidad” is 

increasingly perceived as another “race.” This process is called “racialization,” and it occurs not 

only for Latinidad23 as a whole, but also within Latinidad. Mexicans and Puerto Ricans, for 

example, each perceive the other group as having distinctive characteristics of a racial nature.24 

Because Puerto Ricans are citizens and many Mexicans are undocumented, legal status plays into 

the internal racializations of Latinidad, and it is difficult to escape the conclusion that the 

association of Latinos with “illegal” is part of a process of racialization. 

• Globalization 

Undocumented migration is not a national issue, but a global issue, rooted in the 

“Globalization of Poverty,” through international social polarization, the concentration of wealth, 

the impact of institutions like the International Monetary Fund (IMF) and neo-liberal destruction 

                                                        
22 Kirkham, Chris, “Private Prisons Profit from Immigration Crackdown, Federal and Local Law Enforcement 

Partnerships,” Huffington Post, June 7, 2012. 
23 See Rumbaut, Rubén G. , “Pigments of Our Imagination: The Racialization of the Hispanic-Latino Category,” 

Migration Information Source (April 2011), http://www.migrationinformation.org/usfocus/display.cfm?ID=837. 
24 See De Genova, Nicholas, et al., Latino Crossings: Mexicans, Puerto Ricans, and the Politics of Race and 
Citizenship, Routledge (2003). 

http://www.huffingtonpost.com/2012/06/07/private-prisons-immigration-federal-law-enforcement_n_1569219.html
http://www.huffingtonpost.com/2012/06/07/private-prisons-immigration-federal-law-enforcement_n_1569219.html
http://www.migrationinformation.org/usfocus/display.cfm?ID=837
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of developing national economies. 25  Three per cent of the world’s population (200 million 

people) are immigrants. Their remittances to their home countries are $240 billion per year, 

sustaining their families, friends and communities, exceeding international aid by governments. 

They spend $2 trillion per year in the host nations.26 Their status and activities are profoundly 

changing not only the immigrants individually, but their social structures, those of their home 

countries and those of their hosts. We must examine the systemic nature of this phenomenon to 

understand it. 

• Trans-nationalism27 

C. Wright Mills observes and questions academic focus on the nation-state as the basic 

unit for social sciences.28 “[T]o realize the human variety, requires that our work be continuously 

and closely related to the level of historical reality-and to the meanings of this reality for 

individual men and women.”29 Historical reality includes that of undocumented migrants and 

their impact on the nation-state. Technology, which has facilitated and encouraged the New 

Migration, has ensured that national boundaries are no longer sufficient to separate individuals 

and families. The speed and facility of travel—via trains and planes—expedites movement 

toward the border and diffusion of people throughout the United States. Telephone and the 

internet ensure that contact with the homeland is never interrupted, that families can remain 

families despite distance and borders, that the promise of return home never quite fades. 

Electronic transfers permit speedy and regular remittances, a facility to buy or build a house in 

                                                        
25  See Chossudovsky, Michel, The Globalization of Poverty and the New World Order (2d Ed.), Global 

Research (2003). 
26 Braziel, Jana Evans, Diaspora: An Introduction, Blackwell Publishing (2008), p. 37. 
27 See, generally, Robinson, William I., “Beyond Nation-State Paradigms: Globalization, Sociology, and the 

Challenge of Transnational Studies,” Sociological Forum, Vol. 13, No. 4, (Dec., 1998), pp. 561-594. 
28 Mills, pp. 135-136.  
29 Id., p. 134. 
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the home country, the building of direct economic ties regardless of national foreign policies or 

borders. Spanish-language television networks and press ensure the preservation of idiom and 

culture. “An old dies about us, a new world struggles into existence.” 30  Technology and 

migration give rise to a new transnational identity, regardless of political institutions. 

• Structural violence31 

Violence against the undocumented starts at home, with conditions of poverty and 

political repression. Violence follows through their journey to the border of the United States, as 

they face assaults from gangs and police. It greets them at the border. It follows them into the 

host country and lives with them. This is not random or happenstance. This is a product of the 

social and political structures of which undocumented migration is a part.  

Challenges and Obstacles 

Nothing is easy for the undocumented, including being heard in a college classroom. The 

idea of a course which focuses upon and invites discussion of “illegal immigration” from the 

perspective of the “illegal” immigrant will be met with skepticism an suspicion. The assumption 

in liberal academia is that “all points of view” must be addressed, that the presentation of 

controversial material must be balanced. But the voice of authority and order tends to drown out 

all others, and unless the voices of the undocumented are given safe passage, they will not be 

heard. 

At the heart of the project, the actual participation of those who are or have been 

undocumented, the challenge is finding and working with those who have been forced to live 
                                                        

30 Wells, H.G., World Brain, Doubleday, Durand & Co. (1938). 
31 See Jácome, Felipe, “Trans-Mexican Migration: a Case of Structural Violence,” Center for Latin American 

Studies, Georgetown University (undated, ca. 2011), 
http://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&ved=0CDUQFjAA&url=http%3A%2F%
2Fclas.georgetown.edu%2F234128.html&ei=dO8WUfTAD-
eT0QHWlYDABw&usg=AFQjCNEN27mQPFWllYtYUuJygxM6Q7VDtg&sig2=5fo7nf9U-
TnMU9tQN9QyWw&bvm=bv.42080656,d.dmQ&cad=rja. 

http://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&ved=0CDUQFjAA&url=http%3A%2F%2Fclas.georgetown.edu%2F234128.html&ei=dO8WUfTAD-eT0QHWlYDABw&usg=AFQjCNEN27mQPFWllYtYUuJygxM6Q7VDtg&sig2=5fo7nf9U-TnMU9tQN9QyWw&bvm=bv.42080656,d.dmQ&cad=rja
http://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&ved=0CDUQFjAA&url=http%3A%2F%2Fclas.georgetown.edu%2F234128.html&ei=dO8WUfTAD-eT0QHWlYDABw&usg=AFQjCNEN27mQPFWllYtYUuJygxM6Q7VDtg&sig2=5fo7nf9U-TnMU9tQN9QyWw&bvm=bv.42080656,d.dmQ&cad=rja
http://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&ved=0CDUQFjAA&url=http%3A%2F%2Fclas.georgetown.edu%2F234128.html&ei=dO8WUfTAD-eT0QHWlYDABw&usg=AFQjCNEN27mQPFWllYtYUuJygxM6Q7VDtg&sig2=5fo7nf9U-TnMU9tQN9QyWw&bvm=bv.42080656,d.dmQ&cad=rja
http://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&ved=0CDUQFjAA&url=http%3A%2F%2Fclas.georgetown.edu%2F234128.html&ei=dO8WUfTAD-eT0QHWlYDABw&usg=AFQjCNEN27mQPFWllYtYUuJygxM6Q7VDtg&sig2=5fo7nf9U-TnMU9tQN9QyWw&bvm=bv.42080656,d.dmQ&cad=rja
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clandestinely and who have borne their lack of status as stigma. I have worked actively to find 

and be accepted by networks of the undocumented, which are part of a larger migrant 

community, which includes permanent residents and citizens as well. That work so affected my 

personal life that I married a woman from Oaxaca, opening doors that might otherwise have 

remained closed. Friendship and trust, more than scholarship, are essential ingredients to success 

in finding those articulate individuals who share experiences that amaze and sometimes 

overwhelm students, through video interviews, but especially in live appearances before the 

class. 

Such guests may not be accorded the same status by the school as other guest lecturers. 

My school will pay honoraria to classroom guests, but require a Social Security number. When I 

submitted vouchers for guests who had been issued TIN (Taxpayer Identification Numbers) by 

IRS, school financial officers rejected these as insufficient and denied payment of the honoraria. 

With my own money and the contributions of sympathetic colleagues, I reimbursed the travel my 

guests’ travel costs. I found these guests nevertheless willing and eager to teach students about 

the humanitarian crisis which is unauthorized migration. 

My efforts to have students interview subjects for oral histories, another central part of 

the learning experience, have also raised issues of official resistance, requiring me to clear the 

project with the school’s human subject committee. Clearly there are important issues of 

confidentiality involved and vulnerability to legal consequences.32 I have engaged students in the 

                                                        
32  See Alan in Belfast (Blog), “An Invitation To People To Engage In Deep Moral Reflection On The 

Consequences Of War And Political Violence” (February 4, 2013), http://alaninbelfast.blogspot.com/2013/02/an-
invitation-to-people-to-engage-in.html; O’Dowd, Niali, “Sordid tale of Boston College IRA tapes should now be 
over - Death of Dolours Price means no prosecution possible for British,” Irish Central (January 27, 2013), 
http://www.irishcentral.com/story/news/periscope/sordid-tale-of-boston-college-ira-tapes-should-now-be-over---
death-of-dolours-price-means-no-prosecution-possible-for-british-188577311.html - ixzz2KVZMXNPy 

http://alaninbelfast.blogspot.com/2013/02/an-invitation-to-people-to-engage-in.html
http://alaninbelfast.blogspot.com/2013/02/an-invitation-to-people-to-engage-in.html
http://www.irishcentral.com/story/news/periscope/sordid-tale-of-boston-college-ira-tapes-should-now-be-over---death-of-dolours-price-means-no-prosecution-possible-for-british-188577311.html#ixzz2KVZMXNPy
http://www.irishcentral.com/story/news/periscope/sordid-tale-of-boston-college-ira-tapes-should-now-be-over---death-of-dolours-price-means-no-prosecution-possible-for-british-188577311.html#ixzz2KVZMXNPy
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process of understanding and resolving the issues, including having them develop appropriate 

consent forms which address these serious concerns. 

Finally, on occasion one or more students with a “nativist” perspective have enrolled in 

the course, intent on having the “truth” heard on these issues. From the outset, I laid down the 

rule that this is not a debating class, but a specific study of the undocumented experience, 

intended to identify issues, not resolve them. While it is important to discuss specific 

immigration policies and their effects on families and children, it is for the political process to 

decide what policies are right or wrong. Nevertheless, we must educate ourselves to ensure that 

the political process lead to just results and not contribute further to human suffering. “Course 

busters” have visibly transformed from opponents to “illegal immigration” to supporters of better 

understanding migrants and addressing the ills we have created in the name of national security. 

Conclusion 

The Academe has a crucial role to play in resolving one of the world’s great humanitarian 

crises. As educators, we cannot escape the ethical duty to accept that role and to introduce into 

the classroom voices which would otherwise not be heard, to give presence to those otherwise 

forced into the shadows. The future is in our students’ hands, and as their teachers it is we who 

are to blame if they lack the opportunity to see, the means to understand, the tools to right 

wrongs. If our pedagogy does not engage, we condemn them to passive observation of social ills 

rather than active participation in the construction of a better society. We are in a position to 

document history that would otherwise be forgotten, to lay a foundation for a world in which 

political boundaries are no more than administrative conveniences and in which we identify 

above all as human beings. 
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APPENDIX “A” 

Sample Syllabus 

“Illegal”: Undocumented Latino/as in the United States 

1. Introduction: The United States and Global Migration in the 21st Century  

The first class will ground the seminar in the idea of an interdisciplinary approach 
history, with C. Wright Mill’s essay, “The Human Variety.” We will discuss the idea of history 
and its sources; the relation between history and power; history as an academic pursuit and a 
political tool; ideas such as Zinn’s “People’s History” and Studs Turkels “oral history.” What 
can we learn from books and what can we learn from other people? How does our sense of 
history shape our approach to social issues? We will further discuss: 

• The history of United States immigration policy 
• Immigration and Nativism in the United States 
• Global migration after World War II 
• Immigration and Free Trade 

A significant portion of the first class will be devoted to the course structure and 
expectations. 

Readings from: 

Mills, C. Wright, “The Human Variety,” The Sociological Imagination, pp. 132-142. 
Zinn, Howard., “Columbus, The Indians, and Human Progress,” People’s History of the 

United States. 

Rothenberg, Paula S., Beyond Borders: Thinking Critically About Global Issues, Worth 
Publishers, 2006, pp. 127-141; 481-490; 498-506. 

BBC Factfile: Global Migration, 
http://news.bbc.co.uk/2/shared/spl/hi/world/04/migration/html/migration_boom.stm 

Weiner, Eric, “Debunking Global Migration Myths,” June 6, 2007 NPR, 
http://www.npr.org/templates/story/story.php?storyId=10767136 

Terkel, Studs, Hard Times: An Oral History of the Great Depression. 

For next week: 
1. Watch second film 
2. Acquaint yourself with Moodle 
3. Journal entries 
4. Discussion forum 

2. The demography of unauthorized immigration to the United States: From where do 
“they come”? Where do “they go”? How do “they” get there?  

This class will discuss the changing face of the United States, looking at the demography 
of immigration, including undocumented immigration. We will discuss: 

http://news.bbc.co.uk/2/shared/spl/hi/world/04/migration/html/migration_boom.stm
http://www.npr.org/templates/story/story.php?storyId=10767136
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• What is “legal status”? 
• How does one obtain the right to “be” in the United States? 
• How does one lose the right to “be” in the United States? 
• What have been immigration trends in the past decade? 
• From where do undocumented immigrants originate 
• How do “undocumented” immigrants enter the country 
• Where are undocumented immigrants going and why? 
• How is undocumented immigration changing the face or character of 

communities in the United States? 
• How are immigrant communities affecting immigrants and the development 

of Latino/a identity? 
Required Readings: 

Braziel, Jana Evans. Diaspora: An Introduction, Blackwell Publishing, 2008, pp. 37-65. 

Hoeffer, Michael, et al., Estimates of the Unauthorized Immigrant Population Residing in 
the United States: January 2009, U.S. Department of Homeland Security, January 2010.  

Passel, Jeffrey, et al., “U.S. Unauthorized Immigration Flows Are Down Sharply Since 
Mid-Decade,” Pew Hispanic Center, September 2010. 

Passel, Jeffrey, et al., “Mexican Immigrants: How Many Come? How Many Leave?” Pew 
Hispanic Center, July 22, 2009.  

Passel, Jeffrey, S., “The Size and Characteristics of the Unauthorized Migrant Population 
in the U.S.: Estimates Based on the March 2005 Current Population Survey,” Pew Hispanic 
Center, March 7, 2006. 

Pew Hispanic Center, “Unauthorized Immigrant Population: National & State Trends, 
2010,” February 1, 2011. 

Recommended supplementary readings:  

U.S. Department of Homeland Security, Office of Immigration Statistics, 2009 Yearbook 
of Immigration Statistics (August 2010). 

Cerrutti, Marcella, et al., “On the Auspices of Female Migration from Mexico to the 
United States,” Demography, Vol. 38, No. 2 (May, 2001), pp. 187-200. 

Hanson, Gordon, “Illegal Migration from Mexico to the United States,” Journal of 
Economic Literature, Vol. 44, No. 4 (Dec., 2006), pp. 869-924. 

Lindstrom, David P. “Pioneers and Followers,” Continental Divides: International 
Migration in the Americas, The Annals of the American Academy of Political and Social Science, 
v. 630 (July 2010), pp. 53-77. 

Massey, Douglas, et al., “Measuring Undocumented Migration,” International Migration 
Review, Vol. 38, No. 3, Conceptual and Methodological Developments in the Study of 
International Migration (Fall, 2004), pp. 1075-1102. 
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Pew Hispanic Center, “The Mexican American Boom: Births Overtake Immigration,” 
July 14, 2011. 

For Next Class: 

• Compare two films: identify a course issue and compare the two treatments of 
that issue. 1-2 pp., double spaced maximum 

• Meet with your Homelands Group, agree on distribution of countries (who will be 
responsible for what countries or areas) and assign tasks; begin preparations for 
class presentations 

• Identify your subject for oral history or advise me that you will use CBL sources 
• Journal entry 
• Discussion group contribution 

2. “Illegals Go Home”: La Migra, Vigilantism and Arizona  

This class we discuss the impact of immigration laws on the unauthorized immigrant’s 
daily life. Immigration and Customs Enforcement, in the Department of Homeland Security, 
haunts him or her. The possibility of discovery, arrest, detention and deportation is ever-present, 
pushing him or her farther underground. Mothers and fathers fear that their children will be left 
abandoned after a raid by La Migra. Psychological and emotional problems seem inevitable.  

The threat of official persecution is compounded by Vigilantism, private efforts to 
enforce immigration laws by groups such as the Minutemen and the Ku Klux Klan, who 
“monitor” the border and airports and arrogate to themselves the power to stop and question 
those who “appear illegal.” We will discuss private enforcement and the extension of powers to 
non-federal officials, such as the effort of Arizona to empower all police to stop and demand 
documents from those they have reason to believe are unauthorized immigrants.  

We will begin a discussion of the effect of such laws and efforts on public attitudes 
toward immigrants and violence perpetrated against them. 

Required Reading: 

Nevins, Joseph. Operation Gatekeeper And Beyond: The War On “Illegals” And The 
Remaking Of The U.S. Mexico Boundary, Routledge (2010). 

Recommended supplementary readings:  

Ballou, Brian R. & Sacchetti, Maria, “Immigration raids target violent gang: Crimes spur 
sweep in three cities,” The Boston Globe, August 29, 2007. 

Downes, Lawrence, “What Part of ‘Illegal’ Don’t You Understand,” The New York 
Times, October 28, 2007. 

Drake, John C., “U.S. agency is probing raid on factory: Homeland Security investigating 
tactics of immigration officials,” The Boston Globe, January 19, 2008. 

Barry, Tom, “Planning the War on Immigrants,” Americas Policy Program Commentary, 
December 13, 2000. 

javascript:pop('documentview.aspx?cid=1342&associd=23137','yes','','','documentview');
javascript:pop('documentview.aspx?cid=1342&associd=23137','yes','','','documentview');
javascript:pop('documentview.aspx?cid=1342&associd=23156','yes','','','documentview');
javascript:pop('documentview.aspx?cid=1342&associd=23156','yes','','','documentview');
javascript:pop('documentview.aspx?cid=1342&associd=23152','yes','','','documentview');
javascript:pop('documentview.aspx?cid=1342&associd=23152','yes','','','documentview');
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Preston, Julia, “Facing Deportation but Clinging to Life in U.S.,” New York Times, 
January 18, 2008. 

“Hispanics and Arizona’s New Immigration Law,” Pew Hispanic Center, April 29, 2010. 

Mineo, Liz, “Driving while illegal: Immigrants worry about being arrested and deported,” 
Waltham Daily News-Tribune, August 19, 2007 

“2007 National Survey of Latinos: As Illegal Immigration Issue Heats Up, Hispanics Feel 
a Chill,” Pew Hispanic Center, December 13, 2007. 

“Statistical Portrait of Hispanics in the United States, 2006,” Pew Hispanic Center, 
January 2008. 

De Genova, Nicholas P., “Migrant ‘Illegality’ and Deportability in Everyday Life,” 
Annual Review of Anthropology, Vol. 31 (2002), pp. 419-447. 

For next class: 
Watch Farmingville. 

3. Hate Crimes Against the Undocumented  
In a climate of hostility enflamed by nativist political rhetoric, the unauthorized 

immigrant faces not only threats associated with deportation, but also threats of physical 
violence. Lynchings in New York and Pennsylvania have made headlines, but are probably the 
tip of the iceberg, extreme examples of aggression and cruelty dealt daily to the undocumented.  

This class will consider popular attitudes towards “illegals” the dehumanizing effects of 
the public discourse on the subject through a preview screening and public discussion of Not In 
Our Town: Light in The Darkness about a series of attacks against Latino residents of Patchogue, 
New York, which culminate in 2008 with the murder of Marcelo Lucero, an Ecuadorian 
immigrant who had lived in the Long Island village for 13 years. In preparation for the 
discussion which will follow the showing, in addition to watching Farmingville, read the 
following: 

• Editorial, “A Catastrophic Silence,” New York Times, November 26, 2008, 
,http://www.nytimes.com/2008/11/26/opinion/26wed1.html?_r=1 

• Cervantes, Nancy, et al., “Hate Unleashed: Los Angeles In The Aftermath Of 
Proposition 187, 17 Chicano-Latino L. Rev. 1 (Fall 1995). 

• “Hate crimes against Latinos up 50% in California” Los Angeles Times, August 12, 
2011, http://latimesblogs.latimes.com/lanow/2011/08/hate-crimes-against-latinos-up-
50-in-california.html 

• Mock, Brentin, “Immigration Backlash: Hate Crimes Against Latinos Flourish,” 
Southern Poverty Law Center, Intelligence Report, Winter 2007, Issue Number: 128, 
http://www.splcenter.org/get-informed/intelligence-report/browse-all-
issues/2007/winter/immigration-backlash 

For next class, please have your second movies comparison, which should be on Farmingville 
and Light in the Darkness. Meet as Homelands Groups and discuss what Juan Gonzalez 
informs about the roots of undocumented migration from the countries of your homeland group. 

4. Why do “they” come?: The roots of undocumented immigration in Latin America  

http://www.nytimes.com/2008/11/26/opinion/26wed1.html?_r=1
http://latimesblogs.latimes.com/lanow/2011/08/hate-crimes-against-latinos-up-50-in-california.html
http://latimesblogs.latimes.com/lanow/2011/08/hate-crimes-against-latinos-up-50-in-california.html
http://www.splcenter.org/get-informed/intelligence-report/browse-all-issues/2007/winter/immigration-backlash
http://www.splcenter.org/get-informed/intelligence-report/browse-all-issues/2007/winter/immigration-backlash
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Most undocumented immigrants come from or through Mexico.33  
Migration to the United States from Latin America occurs in the context of a long history 

of relations between the two, including histories specific to United States interests in the 
resources of particular nations. Understanding the causes of migration requires some 
understanding of the history of different geo-political areas and their economic and political 
relations to the United States. Accordingly, this class will involve readings and discussions 
concerning national and international history, taking into account issues such as political 
corruption, poverty, military repression and drug-related violence. The particular situations in 
Mexico, Guatemala, El Salvador will be examined in greater detail because such large portions 
of undocumented immigrants originate there 

Required Reading: 
Gonzalez, Juan. Harvest of Empire: a History of Latinos in America, Penguin Books, 

2001 or 2011. 

Recommended: 
Booth, John A., et al., Understanding Central America: Global Forces, Rebellion, and 

Change (fifth edition), Westview Press (2010). 

Buffington Robert, Ed., Keens Latin American Civilization: History and Society, 1492 to 
the Present (ninth edition), Westview Press (2010). 

Jaffary, Nora E., et al., Eds., Mexican History: A Primary Source Reader, Westview 
(2010). 

Shorris, Earl, Latinos: A Biography of the People, W.W. Norton & Company (1992).  

Esmeralda Rodriguez-Scott, “Patterns of Mexican Migration to the United States,” 
Prepared for delivery at the 82nd annual meeting of the Southwestern Social Science Association, 
March 2002, http://www1.appstate.edu/~stefanov/proceedings/rodriguez.htm 

Passel, Jeffrey L., et al., “Mexican Immigrants: How Many Come? How Many Leave?, 
Pew Hispanic Center, July 22, 2009 

5. Undocumented Immigrant Families  
Undocumented immigrants who leave their house in the morning to go to work must live 

daily with the possibility that may not be seeing their families, their children again for a long 
time. Daily, the threat of ICE raids at the workplace raises the possibility of long-term, perhaps 
permanent separation, especially if the children are born in the United States and thereby citizens 
under the Constitution. Arrest and deportation breaks up families.  

Undocumented status for children born outside the United States means that, although a 
public school education may be available, further education may be foreclosed because of 
undocumented status. Deportation in the case of such children may mean involuntary life in a 
foreign and unfamiliar culture, with few ties to the new community. Guests will participate in the 
class discussion. 

  
                                                        

33 Those who pass through Mexico from Latin American areas to the south face two sets dangerous passings, 
not only the border with the United States but the dangers of undocumented presence in Mexico.  

http://www1.appstate.edu/~stefanov/proceedings/rodriguez.htm


1540 

Readings: 
Durand, Jorge et al., Crossing the Border: Research from the Mexican Migration Project, 

Russel Sage Foundation (2004), pp. 86-144. 

Suárez-Orozco, Marcelo M., Ed., Crossings: Mexican Immigration in Interdisciplinary 
Perspectives, Harvard University Press (1998), pp. 251-280. 

“Young Latinos Come of Age in America,” Pew Hispanic Center (December 2009) 

Donato, Katharine M., “U.S. Migration from Latin America: Gendered Patterns and 
Shifts,” The Annals of the American Academy of Political and Social Science, v. 630 (July 2010), 
pp. 78-92.  

Passel, Jeffrey S., “Unauthorized Immigrants and Their U.S.-Born Children,” Pew 
Hispanic Center, August 11, 2010. 

Frye, Richard, et al., “Latino Children: A Majority Are U.S.-Born Offspring of 
Immigrant Parents,” Pew Hispanic Center, May 28, 2009 

Crowley, Martha, et al., “Beyond Gateway Cities: Economic Restructuring and Poverty 
Among Mexican Immigrant Families and Children,” Family Relations, 55 (July 2006), 345-360. 

 “Children of Undocumented Parents: They are US Citizens but Their Parents are Being 
Deported [VIDEO],” Carlos in DC (blog), http://carlosqc.blogspot.com/2010/07/children-of-
undocumented-parents-they.html 

6. El Paso: Crossing the Mexican-US Border 
The desperation and extreme hardship endured by undocumented immigrants is nowhere 

better epitomized than in the crossing across the southern border of the United States, “El Paso.” 
Indeed, that passage has become emblematic of unauthorized immigration. The experience is 
well described through three motion pictures which you should have seen by now. Analyze in 
preparation for this class: El Norte; Sin Nombre; 7 Sols. Re-examine, through the lens of the 
movie-makers, the origins of the decision travel north, the obstacles and dangers encountered—
including gangs, dehydration and animals—the destinations, and the psychological impact of the 
journeys. A guest will describe “El Paso” from experience, providing an opportunity to explore it 
in greater detail and help develop interview approaches and skills. 

In addition, listen, watch or read the following: 

Chadwick, Alex, “Crossing the Border from Mexico to U.S., Part 1,” Day to Day, NPR, 
August 25, 2004, http://www.npr.org/templates/story/story.php?storyId=3870941 

Part 2: http://www.npr.org/templates/story/story.php?storyId=3872614 

Potter, Mark, “Crossing the border: Mexico’s deadly drug war,” NBC Nightly News, 
January 13, 2009, http://dailynightly.msnbc.msn.com/_news/2009/01/13/4372273-crossing-the-
border-mexicos-deadly-drug-war 

http://en.wikipedia.org/wiki/Migrant_deaths_along_the_Mexico_%E2%80%93_United_
States_border 

Shepard-Durini, Suzana, “Mexico’s Other Border: Issues Affecting Mexico’s dividing 
line with Guatemala,” Council of Hemispheric Affairs, September 12, 2008 

http://carlosqc.blogspot.com/2010/07/children-of-undocumented-parents-they.html
http://carlosqc.blogspot.com/2010/07/children-of-undocumented-parents-they.html
http://www.npr.org/templates/story/story.php?storyId=3870941
http://www.npr.org/templates/story/story.php?storyId=3872614
http://dailynightly.msnbc.msn.com/_news/2009/01/13/4372273-crossing-the-border-mexicos-deadly-drug-war
http://dailynightly.msnbc.msn.com/_news/2009/01/13/4372273-crossing-the-border-mexicos-deadly-drug-war
http://en.wikipedia.org/wiki/Migrant_deaths_along_the_Mexico_%E2%80%93_United_States_border
http://en.wikipedia.org/wiki/Migrant_deaths_along_the_Mexico_%E2%80%93_United_States_border
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http://www.coha.org/mexicos-other-border-issues-affecting-mexico%E2%80%99s-dividing-line-
with-guatemala/ 

Annerino, John, Dead in Their Tracks: Crossing America’s Desert Borderlands, Four 
Walls, Eight Windows (1999). 

7. MIDTERM EXAM  
Details to be announced. 

8. Employment and Survival: Undocumented Workers and their Networks 
The biggest magnet to the United States is the possibility of obtaining employment 

sufficient to survive in the United States and send money home to the family left behind. 
Although much of the national furor has been directed to the undocumented, their willingness to 
face the challenges of such immigration derives from the perceived opportunity for employment, 
the willingness of businesses in the United States to close their eyes to documentation issues to 
attract workers. But at what cost? 

We will consider: 

• In what sectors is employment of the undocumented concentrated? 
• How do employers recruit undocumented workers? 
• How do undocumented workers deal with issues of discrimination; sexual harassment; 

denial of benefits and vacation; violations of minimum wage, equal pay, over-time and 
working condition laws? 

• The symbiotic relation between the undocumented and their employers 
• How employment patterns drive the formation of migrant networks for survival 

Please watch and submit a brief analysis of the movie A Day without Mexicans 

Required Reading: 
Gomberg-Muñoz, Ruth. Labor and Legality: An Ethnography of a Mexican Immigrant 

Network, Oxford University Press, 2011.  

Recommended: 
Lowell, B. Lindsay, et al., “Worksite Solutions to Unauthorized Migration,” Institute for 

the Study of International Migration, October 2007. 

Feltman, Rachel, “Undocumented Workers in the United States: Legal, Political, and 
Social Effects,” 7 Rich. J. Global L. & Bus. 65 (2008).” 

Garcia, Sid, “Company seeks workers after federal crackdown,” KABC-TV, July 12, 
2010, http://abclocal.go.com/kabc/story?section=news/business&id=7551112. 

Preston, Julia, “U.S. employers challenge crackdown on illegal immigrants,” New York 
Times, July 6, 2008. 

Redmon, Jeremy, “Immigration officials targeting criminals, employers of illegal 
immigrants,” The Atlanta Journal-Constitution, August 17, 2010. 

9. Criminalization and Victimization of Undocumented Immigrants  
The hatred fostered toward undocumented migrants, discussed in earlier classes, is 

translated in the popular imagination into the creation of a broad criminal under-class which 

http://www.coha.org/mexicos-other-border-issues-affecting-mexico%E2%80%99s-dividing-line-with-guatemala/
http://www.coha.org/mexicos-other-border-issues-affecting-mexico%E2%80%99s-dividing-line-with-guatemala/
http://abclocal.go.com/kabc/story?section=news/business&id=7551112
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deserves scorn, imprisonment and deportation. We will examine the process by which 
immigration has become “criminalized” and lack of documentation has become a “status crime,” 
in the United States (and globally).  

Required Reading: 
Bacon, David. Illegal People: How Globalization Creates Migration and Criminalizes 

Immigrants, Beacon Press (2008). 

Recommended reading: 
Martinez, Ramiro, Jr., et al., Immigration and Crime: Race, Ethnicity, and Violence, New 

York University Press (2006). 
Davis, Robert C., et al., “Access to Justice for Immigrants who are Victimized: The 

Perspective of Police and Prosecutors,” Criminal Justice Policy Review, Vol. 12, No. 3 
(September 2001), pp. 183-196. 

Rumbaut, Rubén G., et al., “Debunking the Myth of Immigrant Criminality: 
Imprisonment Among First- and Second-Generation Young Men,” MPI, June 2006. 

The “State Anti-Immigrant Policies” issues group will present during this class. 

10. What I bring and what I left behind  
This class will study the changes forced upon the unauthorized immigrants, specifically 

the loss of family, of children, of home, of property, of the security of culture. Focus will be on 
women immigrants, who are believed to constitute more than half of unauthorized immigrants. 
Children are left to be raised by extended families with the slim hope of reunification at some 
uncertain future time.  

Required readings: 
Ribeiro, Joanne, “Immigrant Mothers and the Children They Left Behind,” Holy Cross 

Capstone Project, 2010. 

Monroy, Douglas, Rebirth : Mexican Los Angeles From the Great Migration to the Great 
Depression, Berkeley University of California Press (1999). 

Cerrutti, Marcela, et al., On the Auspices of Female Migration from Mexico to the United 
States,” Demography, Vol. 38, No. 2 (May, 2001), pp. 187-200. 

The “Families and Children” issues group will present its findings during this class. 

11. Tres Veces Mojado: Finding a Way, Finding a Voice  
This class will cover two aspects of the unauthorized migrant experience. The first half of 

the class will examine the similarities and differences in unauthorized migration from Central 
America, which usually requires migrants to cross other countries, including Mexico. Mexico, 
too requires documentation, and, in many regards treats unauthorized migrants within its borders 
with hostility and persecution.  

Consider: 

• What are the similarities of unauthorized migration within Mexico and within the United 
States? The differences? 

• What particular dangers do unauthorized migrants face in Mexico? 
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• How does the “Mexican face” of Latinidad affect other Latin American migrants? 
• What does migration through Mexico teach us about unauthorized migration as a global 

issue? 
• What depictions of this extra “crossing” have you observed in the course films? 

In preparation please read:  
Jacome,” Trans-Mexican Migration” (ERes) 

Tobar, Héctor, Translation Nation: Defining a New American Identity in the Spanish-
Speaking United States, Riverhead Books (2006) (excerpts ERes). 

Portes, Alejandro, et al., Immigrant America : A Portrait (3rd ed., rev.), University of 
California Press (2006) (excerpts Eres) 

Sedillo, Matt, “Illegal” 

Review: El Norte, Sin Nombre and De Nadie. 
Listen to the song “3 Veces Mojado” again and consider what it has to say about the issues 
identified above. Then consider the voice it and other songs and writings have given to the 
otherwise hidden unauthorized migration experience in the United States. Be prepared to discuss 
particular songs and poems, including the angry poem of “spoken word artist” Matt Sedillo, 
which will be posted in Moodle. 

12. The Future of Undocumented Immigration: Unauthorized Migration and the American 
Dream?  

This class wraps up the course by considering the discrepancy between immigrant 
expectations and what they encounter in the United States. The hope of decent pay, of making a 
living wage, of somehow acquiring legal status seems to justify the cost of coyotes to assist en 
the crossing, but that is just the first of many costs incurred in search of an unauthorized “good 
life.” Coming upon work is never easy, and yet new communities are forming, new relationships, 
old relationships are transforming communities and new ways of life are coming into existence.  

We will consider Transnationalism and the manner in which such immigration, through 
technology, erodes political borders and moves history beyond the nation-state as new 
economies and cultures supplant the old.  

This class will focus on the following propositions: 

• One of the characteristics of the “New Migration” is that, unlike earlier migrations, many 
(most) of these migrants have always assumed temporary status and expected to “return 
home,” not participate in “the American Dream,” whatever that is. Do you agree or 
disagree? Why? Prepare a position and defend it.  

o Consider: 
 What is “the American Dream”? 
 How realistic is its depiction in El Norte? 
 What is its role in the other movies? 
 What have our guests had to say about “the American Dream”? 
 Has it changed? Is it changing? Was it ever? 



1544 

 Please read (or reread) the article about John Tanton in the New York 
Times (“The Anti-Immigration Crusader”) and review El Norte in 
preparation. 

• What is the “right to stay home”? Is there such a thing? Should there be? What evidence 
of a need for it have you found in the readings? In the oral histories? How would it come 
about? How would it work? 

o Please read the Bacon article in ERes in preparation. 

• What does this the experience of undocumented migration to the United States do to the 
pueblos and other places of origin?  

o How have Pueblos been changed? What are the long-term effects of 
transnationalism will have on traditional cultures? Is this something about which 
we need be concerned? Why or why not? 

Readings:  
Buff, Rachel Ida, Ed. Immigrant Rights in the Shadows of Citizenship, New York 

University (2008). 

DeGenova, Nicholas, Ed., Racial Transformations: Latinos and Asians Remaking the 
United States, Duke University Press (2006). 

Torres, María de los Angeles, “Transnational Political and Cultural Identities: Crossing 
Theoretical Borders,” Bonilla, Frank, et al., Borderless Borders: U.S. Latinos, Latin Americans 
and the Paradox of Interdependence, Temple University Press (1998), pp. 169-182. 

Levitt, Peggy, et al., Conceptualizing Simultaneity: A Transnational Social Field 
Perspective on Society,” International Migration Review, Vol. 38, No. 3, (Fall, 2004), pp. 1002-
1039. 
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APPENDIX “C” 

100 News Articles 

The internet offers daily potential to whet the students’ appetite on the issue of 

undocumented migration. The following list is a small sample of recent news articles that can 

form the basis for forum discussions, class discussions or lectures: 

1. 20080705. Are Latinos a threat to the U.S.? – Orange County Register 

2. 20081104. Dominican migrant: We ate flesh to survive—A small group turned to 
cannibalism after being stranded in mid-ocean - ABC 

3. 20090403. 13 Shot Dead During a Class on Citizenship - NY Times 

4. 20090408. Obama to Push Immigration Bill as One Priority, NY Times 

5. 20100610. Immigrants in America: Learning English, losing Spanish-The Economist 

6. 20110407. A Death in Juarez: How U.S. Immigration Policy Is Tearing American Families 
Apart - Forbes 

7. 20110509. Dominican Republic denies birthright citizenship to children of illegal 
immigrants- Global Post 

8. 20110731.Farmers Oppose G.O.P. Bill on Immigration - NYTimes.com 

9. 20110801. Justice Department Sues Alabama Over Controversial Immigration Law | Fox 
News 

10. 20110804. More Latinos insured in Massachusetts, but health coverage still lags - The 
Boston Globe 

11. 20110810. Mexico-Bound Immigrants Face Scrutiny at Border - NYTimes.com 

12. 20110811. Legal taxis ferry illegal immigrants to work in Georgia - latimes.com 

13. 20110813. Bishops Criticize Tough Alabama Immigration Law - NYTimes.com 

14. 20110813. Resistance Widens to Obama Initiative on Criminal Immigrants - NYTimes.com 

15. 20110817. Federal Policy Resulting in Wave of Deportations Draws Protests - 
NYTimes.com 

16. 20110819. Fewer Youths to Be Deported in New Policy - NYTimes.com 

17. 20110821. Repatriation flights for illegal immigrants draw criticism - USATODAY.com 

18. 20110824. License Access in New Mexico Is Heated Issue - NYTimes.com 

19. 20110826. Effort to Ease Fears Over Deportation Program Draws Anger - NYTimes.com 

20. 20110829. The Nation’s Cruelest Immigration Law - NYTimes.com 

21. 20110901. California Dream Act Near Approval - NYTimes.com 

http://www.ocregister.com/news/latinos-173492-latino-threat.html
http://www.nbcnews.com/id/27531105/#.USV2xhnZq5J
http://www.nbcnews.com/id/27531105/#.USV2xhnZq5J
http://www.nytimes.com/2009/04/04/nyregion/04hostage.html?pagewanted=all
http://www.nytimes.com/2009/04/09/us/politics/09immig.html
http://www.economist.com/blogs/johnson/2010/06/immigrants_america
http://www.forbes.com/sites/oshadavidson/2011/04/07/a-death-in-juarez-how-u-s-immigration-policy-is-tearing-american-families-apart/
http://www.forbes.com/sites/oshadavidson/2011/04/07/a-death-in-juarez-how-u-s-immigration-policy-is-tearing-american-families-apart/
http://www.globalpost.com/dispatch/news/regions/americas/110429/stateless-dominican-republic-haiti
http://www.globalpost.com/dispatch/news/regions/americas/110429/stateless-dominican-republic-haiti
http://www.nytimes.com/2011/07/31/us/politics/31verify.html?nl=todaysheadlines&emc=tha23
http://www.foxnews.com/politics/2011/08/01/justice-department-sues-alabama-over-controversial-immigration-law/
http://www.foxnews.com/politics/2011/08/01/justice-department-sues-alabama-over-controversial-immigration-law/
http://www.boston.com/lifestyle/health/articles/2011/08/04/more_latinos_insured_in_massachusetts_but_health_coverage_still_lags/
http://www.boston.com/lifestyle/health/articles/2011/08/04/more_latinos_insured_in_massachusetts_but_health_coverage_still_lags/
http://www.nytimes.com/2011/08/10/us/10border.html?nl=todaysheadlines&emc=tha23
http://www.latimes.com/news/nationworld/nation/la-na-newlatinosouth-taxis-story,0,7663672.htmlstory
http://www.nytimes.com/2011/08/14/us/14immig.html?nl=todaysheadlines&emc=tha23
http://www.nytimes.com/2011/08/13/us/politics/13secure.html?nl=todaysheadlines&emc=tha24
http://www.nytimes.com/2011/08/17/us/politics/17immig.html?_r=1&nl=todaysheadlines&emc=tha23
http://www.nytimes.com/2011/08/17/us/politics/17immig.html?_r=1&nl=todaysheadlines&emc=tha23
http://www.nytimes.com/2011/08/19/us/19immig.html?nl=todaysheadlines&emc=tha2
http://usatoday30.usatoday.com/news/nation/2011-08-21-immigration-deportation-flights_n.htm
http://www.nytimes.com/2011/08/24/us/24licenses.html?nl=todaysheadlines&emc=tha2
http://www.nytimes.com/2011/08/26/us/politics/26immig.html?_r=1&nl=todaysheadlines&emc=tha24
http://www.nytimes.com/2011/08/29/opinion/the-nations-cruelest-immigration-law.html?nl=todaysheadlines&emc=tha211
http://www.nytimes.com/2011/09/01/us/politics/01dream.html?nl=todaysheadlines&emc=tha24
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22. 20110904. Three Mass. sheriffs seeking Secure Communities program - The Boston Globe  

23. 20110910. Desperate Guatemalans Embrace an ‘Iron Fist’ - NYTimes.com 

24. 20110914. Immigration Advocates Are Split Over Arizona Boycott - NYTimes.com 

25. 20110928. Companies Use Immigration Crackdown to Turn a Profit - NYTimes.com 

26. 20110929. Targeting Immigrants 

27. 20111004. Should Alabama Schools Help Catch Illegal Immigrants? - Room for Debate - 
NYTimes.com 

28. 20111005. Farmers Strain to Hire American Workers in Place of Migrant Labor - 
NYTimes.com 

29. 20111006. Is Alabama immigration law creating a ‘humanitarian crisis’? - CSMonitor.com 

30. 20111008. Governor Brown Signs Second Half of California Dream Act | Fox News 

31. 20111010. Immigrants in Alabama, fearing deportation, make plans for kids - The Denver 
Post 

32. 20111014. Court blocks Alabama from checking student status | NOLA.com 

33. 20111028. Alabama Immigration Law’s Critics Question Target - NYTimes.com  

34. 20111109. Immigrant Entrepreneurs Succeed Without English - NYTimes.com 

35. 20111112. Would Cracking Down on Illegal Immigration Really Cut Unemployment? - 
Daniel Indiviglio - The Atlantic 

36. 20111112. Would Cracking Down on Illegal Immigration Really Cut Unemployment?- The 
Atlantic 

37. 20111115. Immigration from Mexico in fast retreat, data show - Los Angeles Times 

38. 20120105. Migrants’ New Paths Reshaping Latin America - NY Times 

39. 20120208. Death toll rises to 41 in DR yola sinking - Caribbean Business 

40. 20120208. New discoveries raise Dominican migrant toll to 41 | CNS News 

41. 20120220. A Tale of Two Voyages and the Global Color Line- NACLA 

42. 20120419. Arizona Illegal Immigrants Adapt to a Crackdown - NYTimes.com 

43. 20120502. The Lower Floor - NYTimes.com 

44. 20120503. Change in L.A.P.D. Policy Has Immigrants Hoping for More - NYTimes.com 

45. 20120528. Hard by Canada Border, Fears of Crackdown on Latino Immigration - 
NYTimes.com 

46. 20120602. Do-It-Yourself Immigration Reform - NYTimes.com 

47. 20120614. Behind the Cover: America’s Undocumented Immigrants - Time Magazine 
LightBox 

48. 20120616, U.S. to Stop Deporting Some Immigrants - NYTimes.com 

49. 20120617. No Sweet Home, Alabama - NYTimes.com 
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http://www.csmonitor.com/USA/2011/1006/Is-Alabama-immigration-law-creating-a-humanitarian-crisis?google_editors_picks=true
http://www.foxnews.com/politics/2011/10/08/california-gov-brown-signs-bill-for-illegal-immigrant-student-aid/
http://www.denverpost.com/nationworld/ci_19078774
http://www.denverpost.com/nationworld/ci_19078774
http://www.nola.com/crime/index.ssf/2011/10/court_blocks_alabama_from_chec.html
http://www.nytimes.com/2011/10/28/us/alabama-immigration-laws-critics-question-target.html?nl=todaysheadlines&emc=tha23
http://www.nytimes.com/2011/11/09/nyregion/immigrant-entrepreneurs-succeed-without-english.html?_r=1&nl=todaysheadlines&emc=tha29
http://www.theatlantic.com/business/archive/2011/11/would-cracking-down-on-illegal-immigration-really-cut-unemployment/248362/
http://www.theatlantic.com/business/archive/2011/11/would-cracking-down-on-illegal-immigration-really-cut-unemployment/248362/
http://www.theatlantic.com/business/archive/2011/11/would-cracking-down-on-illegal-immigration-really-cut-unemployment/248362/
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http://www.nytimes.com/2012/01/06/world/americas/migrants-new-paths-reshaping-latin-america.html?pagewanted=all
http://www.caribbeanbusinesspr.com/news03.php?nt_id=67860&ct_id=1
http://cnsnews.com/node/511107
https://nacla.org/blog/2012/2/19/tale-two-voyages-and-global-color-line
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50. 20120927. Private Prisons: Immigration Convictions In Record Numbers Fueling Corporate 
Profits- Huffington Post 

51. 20121021. Without A Country: Caught In The Current Of Reverse Migration - Latimes.Com 

52. 20121130. How a Bus Full of Undocumented Families Could Change the Immigration 
Debate by Marisa Franco - YES! Magazine 

53. 20121201. House Votes to Ease Restrictions on Visas - NYTimes.com 

54. 20121201. Senate Votes to Curb Indefinite Detention - NYTimes.com 

55. 20121202. Effort to Secure Border Crimps Commerce Along It - NYTimes.com 

56. 20121206. Unauthorized Immigrants: 11.1 Million in 2011 | Pew Hispanic Center 

57. 20121210. Courts inside prisons, far from public view - News - Boston.com 

58. 20121220. Mas de 200,000 Padres de Hijos Estadounidenses Fueron Deportados en 2 Años, 
La Semana Newspaper 

59. 20121229. Federal marriage law may force deportation of many immigrant gay spouses - 
Washington Post 

60. 20121231. Day Laborers at Premium on Storm-Wrecked Coast - NYTimes.com 

61. 20130102. Tiburcio Vasquez School In California Named After Bandido Ignites Controversy 

62. 20130108. Azadeh Shahshahani: Detained Immigrants Exploited for Profit- Huffington Post 

63. 20130108. Huge Amounts Spent on Immigration, Study Finds - NYTimes.com 

64. 20130113, New U.S. rule makes residency easier for some immigrants - latimes.com 

65. 20130114. Marco Rubio Pushes Republican Party on Immigration Changes - NYTimes.com 

66. 20130117. New York Legislators Propose Giving Illegal Immigrants Access to College 
Financial Aid - NYTimes.com 

67. 20130119. Who stands to lose more if immigration reform fails? - LA Times 

68. 20130121. The Himalayan Times : Malaysia records most migrants death - Detail News : 
Nepal News Portal 

69. 20130122. ‘The Dream is Now’—Steve Jobs’ widow launches new Dream Act push | The 
Lookout - Yahoo! News 

70. 20130124. In Desert Outposts, Border Agents Keep Watch - NY Times 

71. 20130127. On immigration, Obama seeks to cement Latino vote for Democrats - LA Times 

72. 20130128. Senators Offer a Bipartisan Blueprint for Immigration - NY Times 

73. 20130129. Immigration Reform Must Begin With Moratorium on Deportations and 
Recognition of Shattered Families - Huffington Post 

74. 20130129. Judge to Rule on Guaman Competency - Milford Patch 

75. 20130129. Reforming Immigration for Good - NY Times 

76. 20130130. Brooks County, Texas, and the Geography of Migrant Deaths - NACLA 
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77. 20130130. Changes Affecting Illegal Immigration - NY Times 

78. 20130130. Documenting the Undocumented: How do you count unauthorized immigrants? - 
Slate 

79. 20130130. Economic Nudge for an Immigration Overhaul - NY Times 

80. 20130131. The Easy Problem - David Brooks- NY Times 

81. 20130201. ¿Once millones de sueños hechos realidad?- El Planeta 

82. 20130201. How Many Illegal Immigrants Live in Your State? - Slate 

83. 20130202. In immigration debate, same-sex marriage comes to the fore- Washington Post 

84. 20130202. Mexican cult accused of forced labor - CNN 

85. 20130205. GOP’s Raul Labrador quietly emerging as middleman for immigration reform- 
Washington Post 

86. 20130208. Raul Labrador: Immigration Reform With Pathway To Citizenship Won’t Get 
House GOP Support - Huffington Post 

87. 20130212. Do Illegal Immigrants Actually Hurt the U.S. Economy?-NY Times Magazine 

88. 20130213. As U.S. birth rate drops, concern for the future mounts - USA Today 

89. 20130213. Ecuatoriano de Milford enfrenta a la justicia - El Mundo 

90. 20130213. How Undocumented Immigrants Sometimes Receive Medicaid Treatment - PBS 

91. 20130213. Inmigrante latino narra lo injusto que es “Comunidades Seguras,” El Mundo 

92. 20130213. Some attending Obama speech are in the U.S. illegally - USA Today 

93. 20130216. California Eases Tone as Latinos Make Gains - NY Times 

94. 20130216. Vista Latina: Citizenship rates lower for Mexican immigrants - Imperial Valley 
Press 

95. 20130217. Obama’s Plan Sees 8-Year Wait for Illegal Immigrants - NY Times 

96. 20130218. Illegal Immigration and Black Unemployment - National Review 

97. 20130218. Modern migrants pose new challenges to Mexican border towns - Minn Post 

98. 20130219. Will illegal immigrants get in-state tuition? - KZTV 

99. 20130220. Community Organizer: Illegal Immigrants ‘No Longer Are Afraid’- CBS 

100. 20130220. Undocumented immigration in Texas falls to its lowest level since the 1980s- 
San Antonio - My SA 
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http://elmundoboston.com/loultimo/inmigrante-latino-narra-lo-injusto-que-es-comunidades-seguras/
http://www.usatoday.com/story/news/politics/2013/02/12/immigrants-revved-up-for-obamas-speech/1914765/
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APPENDIX “D” 

Links to Documentary Clips Pertaining to Undocumented Migration 

• BBC NEWS global migration fact file  

• Company seeks workers after federal crackdown | abc7.com  

•  Crossing the Border from Mexico to the U.S., Part 1: NPR Crossing the Border from 
Mexico to the U.S., Part 2 : NPR  

• Debunking Global Migration Myths: NPR  

• Fault Lines - Illegal America: Arizona’s immigration fight - YouTube  

• FRONTLINE/World Guatemala: A Tale of Two Villages | PBS 

• How to Solve Illegal Immigration - YouTube  
• Immigration Issues Scare Children 

• Immigration Raid in Fairfield, Ohio 

• Immigration Raid Upturns Town 

• Immigration Raids New Bedford Leather Factory 

• Impact of Illegal Immigration Sweeps on Children 
• New Bedford Detainee Testimony 

• Securing the Mexican Border 

• Series On Deportation Part 1 
• Series on Deportation Part 2 

• Southbound Border Checks 

• Los trenes con ilegales en México hacia Estados Unidos - Parte 1/2 (13:18); Parte 2/2 
(14:13) (English) 

  

http://news.bbc.co.uk/2/shared/spl/hi/world/04/migration/html/migration_boom.stm
http://abclocal.go.com/kabc/story?section=news/business&id=7551112
http://www.npr.org/templates/story/story.php?storyId=3870941
http://www.npr.org/templates/story/story.php?storyId=3872614
http://www.npr.org/templates/story/story.php?storyId=3872614
http://www.npr.org/templates/story/story.php?storyId=10767136
http://www.youtube.com/watch?v=0O9aAtwyp_0&noredirect=1
http://www.youtube.com/watch?v=UGdvv4dwzIA&feature=related
http://www.youtube.com/watch?v=nN1kp1ggWyM
http://www.youtube.com/watch?v=tK56K2u0YV4&feature=related
http://www.youtube.com/watch?v=EKmWdjIHb7M&feature=relmfu
http://www.youtube.com/watch?v=ZGNYTW0hvZ8&feature=related
http://www.youtube.com/watch?v=2qG6FZbr9rM
http://www.nytimes.com/video/2011/10/12/us/100000001108315/securing-the-mexican-border.html?nl=todaysheadlines&emc=thab1
http://www.youtube.com/watch?v=HtxgJoo-sME&feature=related
http://www.nytimes.com/video/2011/08/09/us/100000000982527/southbound-border-checks.html?nl=todaysheadlines&emc=thab1
http://www.youtube.com/watch?v=6A6FW2bqOkE
http://www.youtube.com/watch?v=5Ar-HluGTAU
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APPENDIX “E” 

Undocumented Music Videos 

The following hyperlinked songs about undocumented migration are available on YouTube: 

• 7 Soles – cancion original 

• Ahi Viene la Migra  

• Brujeria - La Migra (Cruza La Frontera II) 

• Calle 13 - Pa’l Norte 

• Chambao - Papeles Mojados 

• El Muro de los Gringos – Sangre Felina 

• Grupo Montéz De Durango - El Llanto De Un Ilegal 

• Inmigrantes Frontera Estados Unidos la Migra mojados ilegales  

• Joan Sebastian- El Illegal 

• Joe Veras -La Travesia 

• King Changó - Venezuelan in New York 

• La Balada Del Inmigrante Urbano De Tal “Protesta” 

• La Migra Ciriaco El Mojado 

• La navidad del inmigrante. Por Urbano De Tal “Protesta” 

• Los Hermanos Rosario - Un Dia En Nueva York 

• Los Tigres del Norte - 3 Veces Mojado (Video Original) 

• Los Tigres del Norte -El Muro-gruperopolis 

• Los Tigres del Norte -La Tumba Del Mojado 

• Manu Chao - Clandestino 

• Molotov - Frijolero 

• Montez De Durango - Lagrimas del Corazon 

• Orgullo - Pitbull - Armando (2010) 

• Reporte Ilegal, Inmigrante- Musica 

• Ricardo Arjona - El mojado 

• Ricardo Arjona - Puente (Caribe) 

• the american dream- el sueño americano 

• Wisin & Yandel - Estoy Enamorado 

• Zona Norte - Emigrantes (Video Oficial HD) Rap 2012  

http://www.youtube.com/watch?v=WojxrH2ihKs
http://www.youtube.com/watch?v=x1J76CXDYgo
http://www.youtube.com/watch?v=U0kCRbSyjmo
http://www.youtube.com/watch?v=SBYO1ZfxxSM
http://www.youtube.com/watch?v=Oj8aNCtTHW4
http://www.youtube.com/watch?v=keGX0gBjDWo
http://www.youtube.com/watch?v=ZkOO2caNvEk
http://www.youtube.com/watch?v=reeVL3d6ois
http://www.youtube.com/watch?v=9n7O90Wiolo
http://www.youtube.com/watch?v=a8EET6knWlg&noredirect=1
http://www.youtube.com/watch?v=LKmIqrKkBpo
http://www.youtube.com/watch?v=-pcudAPRy_w
http://www.youtube.com/watch?v=Wl_9mK2hMHU
http://www.youtube.com/watch?v=ZZPht47AFCc
http://www.youtube.com/watch?v=IOHIabovdfA
http://www.youtube.com/watch?v=ekNOyrqtNoU
http://www.youtube.com/watch?v=fWOHwaZxhX4
http://www.youtube.com/watch?v=X5liFhDAWDA
http://www.youtube.com/watch?v=rSEUH4KRfN8
http://www.youtube.com/watch?v=8iJMOBcPQyg
http://www.youtube.com/watch?v=IUX7EabkdQ0
http://www.youtube.com/watch?v=Ygdbbz-u5CE
http://www.youtube.com/watch?v=3G5j-4pnVtk
http://www.youtube.com/watch?v=1yV0HSsc--A
http://www.youtube.com/watch?v=1FjioLylS8Q
http://www.youtube.com/watch?v=5MbcfEYaQ8g
http://www.youtube.com/watch?v=whBcmlaSLJM
http://www.youtube.com/watch?v=n-VxS5BL8nk
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APPENDIX “F” 

“Illegal Glossary” 

GLOSSARY FOR “ILLEGAL”: UNDOCUMENTED LATINOS/AS IN THE UNITED 

STATES (January 28, 2013) 

A 

Acculturation 
Acculturation is the exchange of cultural features that results when groups of individuals having 
different cultures come into continuous first hand contact; the original cultural patterns of either 
or both groups may be altered, but the groups remain distinct. -from wikipedia Melissa M. 
10/17/2011. 

Adams-Onís Treaty 
Treaty in 1819 in which Spain sold Florida to the United States and officially set a boundary 
between the United States and Mexico. 

Adult Children 
a term that describes children who take on the responsibilities of an adult. This is seen when a 
child can speak English in the household but their parents cannot. The children learn to pay bills 
and take care of other adult issues. These problems and responsibilities should be way beyond 
the scope of issues a child is concerned with. This concept of adult children is also depicted in 
the film Which Way Home that shows children at the young age of 9 who attempt to immigrate 
on their own to the United States. Stacey H. 10.25.11. 

Aguinaldo(s) 
The music of Puerto Rican jibaros. This genre of music is usually performed in communal 
gatherings such as weddings and is traditionally played in Puerto Rico during Christmas Eve and 
Christmas time. Aguinaldo in its general definition is a folk genre of Christmas music in some 
Latin American countries. 

Anchor Baby 
“Anchor baby” is regarded by many as a pejorative term designating children born in the United 
States of undocumented parents, intended to give or increase the chances for residential status of 
the parents because such a baby is a citizen of the United States under the Constitution.  

Assimilation 
The process whereby a minority group gradually adopts the customs and attitudes of the 
prevailing culture. From Answers.com American Heritage Dictionary 

Asylum 
A country that acts as a place of safety for a person who is being discriminated against in their 
homeland. - Ricky G. 

Definition from: http://sites.google.com/site/immigrationcapstone/immigrationvocabulary 
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B 

Balseros 
Balseros or Rafters, which is the name given to people who migrate illegally in self constructed 
or precarious vessels from Cuba to come to the United States, more specifically to Florida. 

Barrio 
In general terms, a barrio is the Spanish word used to identify concentrations of Latinos in a 
particular district(s), neighborhood(s), or area(s) of a city where they represent the majority of 
the population. Barrios vary in size and extension depending on the city. The origin and 
development of barrios in urban areas of the United States obeys to the diverse circumstances of 
urban development and change of cities, the history of migration, settlement, and labor market 
insertion of the different Latino subgroups, and to their sociocultural background. - Ramon 
Borges 

Beaner 
Beaner/Beaney 

(U.S.) term widely regarded as derogatory, that refers to people of Mexican descent or, 
more specifically, mestizos of Central American The term originates from the prevalence 
of frijoles pintos and other beans in Mexican food.  

(wikipedia.com) AA 9.20.11 

Beaner hopping 
“It’s when you go out and you look for a Hispanic to beat up” (Nicholas Hausch). From 
www.change.org AA 9.20.11 

Bestia 
Also known as “tren de la muerte” refers to the train that immigrants (often from Central 
America) ride on top of to get to the north of Mexico and ultimately to the US-Mexico border. 
Riding on the trains can be very dangerous because people can fall off and lose limbs or even 
lives.  

BIP 
Border Industrialization Program (BIP)- launched in Mexico in 1965, the BIP established the 
border zone corridor of export-processing factories known as maquiladoras. The stated intention 
of the program was to create location-specific magnets for economic growth, and thus serve as a 
development engine for the entire northern border region, and even for Mexico as a whole. The 
BIP sought to reduce high levels of unemployment in border cities. -Cynthia R. 

Bodega 
Small Latino business, often Dominican, which provides Latino groceries, newspapers and 
music, and serves as a “cultural center” for Latinos. 

Bounding 
The concept of creating boundaries, limits, lines, and borders - both physical and imaginary - to 
separate one area from another. In the context of this class, bounding refers specifically to the 
creation of an imaginary border between the United States and Mexico which serves to keep out 
many people. Recently, the border has become physical as people and the government build 
walls and fences. One must consider who has the right to draw an imaginary line and create 

http://http/news.change.org/stories/beaner-hopping-hate-and-murder-not-in-our-town
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sides? Does bounding give certain peoples more power over others? What has bounding led to in 
today’s world? 

Bracero Program 
This program named for the Spanish term bracero, “strong arm” was a series of laws and 
diplomatic agreements, initiated on August 1942 exchange of diplomatic notes between the US 
and Mexico, it was a contract labor program, through which approximately 5 million Mexican 
contract laborers came to work in the United States over a 22-year period. -Cynthia R. 

Braceros 
A Mexican Laborer allowed into the United States for a finite time as a seasonal agricultural 
worker. This aligned with the Bracero Program, a diplomatic agreement between the United 
States and Mexico granting Mexicans to come into the United States to serve as a temporary 
contract workers. 

C 

Census 
Enumeration of people, houses, firms, or other important items in a country or region at a 
particular time. The first U.S. population census was taken in 1790 to establish a basis for 
representation in Congress. From Britannica Concise Encyclopedia 

Chapín 
(Central America) someone from Guatemala — Manny H. 11/12/2011 

Chicano/chicana 
American citizen of Mexican descent. 

Chuntaro 
A native Indian hailing from Michoacan, and other northern states of Mexico whose name has 
been unfairly turned into a derogative term used to describe a “tacky Mexican” — Manny H. 
11/12/2011 

Ciudadano/a 
According to the Citizenship Act, citizenship can be acquired either by birth or by naturalization. 
- Yomaira L. 9/12/11 

Clandestine 
Kept in secret or done secretively, especially because illicit (Oxford American Dictionaries) ex: 
Clandestine workers, a term for some illegal immigrants (Wikipedia) - Ashley A. 9.6.11 

Colonialism 
Control by one power over a dependent area or people. The purposes of colonialism include 
economic exploitation of the colony’s natural resources, creation of new markets for the 
colonizer, and extension of the colonizer’s way of life beyond its national borders. From 
answer.com 

“Colonialism is the establishment, maintenance, acquisition and expansion of colonies in one 
territory by people from another territory. Colonialism is a process whereby sovereignty over the 
colony is claimed by the metropole and the social structure, government, and economics of the 
colony are changed by colonists - people from the metropole. Colonialism is a set of unequal 

http://en.wikipedia.org/wiki/Sovereignty
http://en.wikipedia.org/wiki/Metropole
http://en.wikipedia.org/wiki/Social_structure
http://en.wikipedia.org/wiki/Government
http://en.wikipedia.org/wiki/Economics
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relationships: between the metropole and the colony; between the colonists and the indigenous 
population.” From Wikipedia 

Coyote 
Coyote is also a slang term for a person who smuggles unauthorized immigrants over the border 
from Mexico to the United States.  

Criollos 
The criollos (singular: criollo) were a social class in the caste system of the overseas colonies 
established by Spain in the 16th century, especially in Latin America, comprising the locally born 
people of pure Spanish ancestry. - From Wikipedia. 

D 

Deferred Action for Childhood Arrivals (DACA) 
“On June 15, 2012, the Secretary of Homeland Security announced that certain people who came 
to the United States as children and meet several key guidelines may request consideration of 
deferred action for a period of two years, subject to renewal, and would then be eligible for work 
authorization. Deferred action is a discretionary determination to defer removal action of an 
individual as an act of prosecutorial discretion. Deferred action does not provide an individual 
with lawful status.”-Maria P. 10/21/2012 

http://www.uscis.gov/portal/site/uscis/menuitem.eb1d4c2a3e5b9ac89243c6a7543f6d1a/?vgnexto
id=f2ef2f19470f7310VgnVCM100000082ca60aRCRD&vgnextchannel=f2ef2f19470f7310Vgn
VCM100000082ca60aRCRD 

Democrafia/ Demography 
Demography is the study of human populations. It covers the study of the size, structure and 
distribution of populations and how they change over time due to mortality, fertility, migration. 
Yomaira L. 9/12/11 

Deportation/ to deport 
Banishing someone for political reasons or as a punishment confined to a distant place. 
Deportations of undocumented immigrants are from the U.S. to their native countries.  

Devolution 
The transfer of power or authority from a central government to a local government 

Diaspora 
The scattering of any people from their original homeland. 

Dollarization 
Dollarization occurs when the inhabitants of a country use foreign currency in parallel to or 
instead of the domestic currency. The term is not only applied to usage of the United States 
dollar, but generally to the use of any foreign currency as the national currency.  

The biggest economies to have officially dollarized as of June 2002 are Panama (since 1904), 
Ecuador (since 2000), and El Salvador (since 2001). As of August 2005, the United States dollar, 
the Euro, the New Zealand dollar, the Swiss franc, the Indian rupee, and the Australian dollar 
were the only currencies used by other countries for official dollarization.  

http://en.wikipedia.org/wiki/Dollarization  

http://en.wikipedia.org/wiki/Spanish_colonization_of_the_Americas
http://en.wikipedia.org/wiki/Spanish_colonization_of_the_Americas
http://www.uscis.gov/portal/site/uscis/menuitem.eb1d4c2a3e5b9ac89243c6a7543f6d1a/?vgnextoid=f2ef2f19470f7310VgnVCM100000082ca60aRCRD&vgnextchannel=f2ef2f19470f7310VgnVCM100000082ca60aRCRD
http://www.uscis.gov/portal/site/uscis/menuitem.eb1d4c2a3e5b9ac89243c6a7543f6d1a/?vgnextoid=f2ef2f19470f7310VgnVCM100000082ca60aRCRD&vgnextchannel=f2ef2f19470f7310VgnVCM100000082ca60aRCRD
http://www.uscis.gov/portal/site/uscis/menuitem.eb1d4c2a3e5b9ac89243c6a7543f6d1a/?vgnextoid=f2ef2f19470f7310VgnVCM100000082ca60aRCRD&vgnextchannel=f2ef2f19470f7310VgnVCM100000082ca60aRCRD
http://en.wikipedia.org/wiki/United_States_dollar
http://en.wikipedia.org/wiki/United_States_dollar
http://en.wikipedia.org/wiki/Ecuador
http://en.wikipedia.org/wiki/Dollarization
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Double consciousness 
Concept developed by W.E.B. Du Bois, “this sense of always looking at one’s self through the 
eyes of others, of measuring one’s soul by the tape of a world that looks on in amused contempt 
and pity.” 

The concept of Du Boisian “double consciousness” has three manifestations. First, the power of 
white stereotypes on black life and thought (being forced into a context of misrepresentation of 
one’s own people while also having the knowledge of reflexive truth). Second, the racism that 
excluded black Americans from the mainstream of society, being American or not American. 
Finally, and most significantly, the internal conflict between being African and American 
simultaneously.  

Double consciousness is an awareness of one’s self as well as an awareness of how others 
perceive that person. The danger of double consciousness resides in conforming and/or changing 
one’s identity to that of how others perceive the person. - Source: Wikipedia 

Dream Act 
The Dream Act is bipartisan legislation that would offer illegal immigrants the opportunity to 
enroll in a “6 yearlong conditional path to citizenship that requires the completion of a college 
degree or two years of military service.” It is not yet certain when or if the Dream act will pass. 

DREAMer 
A term used to describe undocumented immigrant students that would benefit from the passing 
of the Dream Act. These individuals possess the specific requirements and documentation to 
qualify and greatly advocate for the Dream Act’s approval by educating the American 
community and reaching out to political figures for support.-Maria P. 10/21/2012. 

E 

El tren de la muerte: 
“Train of death” – The ground rumbles when it moves. The steel wheels grind and screech. The 
whistle is a snarl not a toot. Some call it the “train of death,” others simply call it “La Bestia,” or 
the “the beast.”  

To thousands of dirt-poor migrants, this thundering cargo train is a free ride to their American 
Dream – or their modest dreams of working hard and saving even harder to send a few dollars 
home to loved ones.  

But along the ride, migrants who cram onto the roof of the trucks and any spare space in between 
risk death and injury  

http://articles.cnn.com/2010-06-23/world/mexico.train.death_1_migrants-train-la-
bestia?_s=PM:WORLD  

Emigrant 
One who departs or has departed from a country to live elsewhere. 

Emigrate 
to leave one country or region to settle in another - Melissa M. 9/12/11. 

  

http://articles.cnn.com/2010-06-23/world/mexico.train.death_1_migrants-train-la-bestia?_s=PM:WORLD
http://articles.cnn.com/2010-06-23/world/mexico.train.death_1_migrants-train-la-bestia?_s=PM:WORLD
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Ethnicity 

A population of human beings whose members identify with each other, usually on the basis of a 
presumed common genealogy or ancestry or from the recognition by others as a distinct group 
with common cultural, linguistic, religious, behavioural or biological traits. (Wikipedia) 

Exogamy 
Marrying outside of one’s traditional ethnic or social group.  

F 

Fanon 
Frantz Fanon (July 20, 1925 – December 6, 1961) was a psychiatrist, philosopher, 
revolutionary, and author from Martinique. He was influential in the field of post-colonial 
studies and was perhaps the pre-eminent thinker of the 20th century on the issue of 
decolonization and the psychopathology of colonization. (Wikipedia) 

Filibusters 
Uprisings of Anglo adventurers or mercenaries who entered Spanish territories, intent on taking 
them over. From the Spanish “filibusteros” (freebooters). 

Juan Gonzalez, Harvest of Empire, pp. 36-38/ 

See also: Robert E. May, Manifest Destiny’s Underworld: Filibustering in Antebellum America  

Foraker Act 
This act established a civilian government in Puerto Rico in 1900 and resulted in the strict 
control of the Puerto Rican economy.  

Frijolero 
A derogatory term for a person of Mexican/Latin American descent Source: Wikipedia  

G 

Gadsden Purchase 
In 1853, the sale of what are now parts of Arizona and New Mexico to the United States by 
Mexico. The purchase helped in the construction of the Transcontinental Railroad and was 
related to the Mexican-American War. 

http://history.state.gov/milestones/1830-1860/GadsdenPurchase 

Georg Wilhelm Friedrich Hegel 
“A German philosopher, and a major figure in German Idealism. His historicist and idealist 
account of reality revolutionized European philosophy and was an important precursor to 
Continental philosophy” -Wikipedia. Also, developed idea that knowledge develops and that 
history was making itself: thesis-> antithesis->synthesis. 

Global Neo-liberalism 
Neoliberalism is a market-driven approach to economic and social policy based on neoclassical 
theories of economics that emphasizes the efficiency of private enterprise, liberalized trade and 
relatively open markets, and therefore seeks to maximize the role of the private sector in 
determining the political and economic priorities of the country. The label “neoliberalism” was 
created by its ideological opponents, but has also been used by proponents of neoliberal policies. 

http://en.wikipedia.org/wiki/1925
http://uncpress.unc.edu/FMPro?-db=pubtest.fmp&-format=a-detail.html&-lay=layout2&-op=eq&BOOK%20title%20id=T-5432&-Script=visited&-find
http://uncpress.unc.edu/FMPro?-db=pubtest.fmp&-format=a-detail.html&-lay=layout2&-op=eq&BOOK%20title%20id=T-5432&-Script=visited&-find
http://uncpress.unc.edu/FMPro?-db=pubtest.fmp&-format=a-detail.html&-lay=layout2&-op=eq&BOOK%20title%20id=T-5432&-Script=visited&-find
http://www.ibiblio.org/uncpress/chapters/may_manifest.html
http://en.wikipedia.org/wiki/Germans
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-Wikipedia: http://en.wikipedia.org/wiki/Neoliberalism Neoliberalism is promoted as the 
mechanism for global trade and investment supposedly for all nations to prosper and develop 
fairly and equitably. -Global Issues: http://www.globalissues.org/article/39/a-primer-on-
neoliberalism -Biz S. 

Government Accountability Office (GAO) 
“GAO is the audit, evaluation, and investigative arm of the United States Congress. It is located in 
the legislative branch of the United States government.” (Wikipedia.com) - 11.29.11 - Ashley A. 

Greaser Act 
The Greaser Act was an anti-Mexican law enacted in 1855 in California, thinly disguised as an 
anti-vagrancy statute. The law defined a vagrant as “all persons who are commonly known as 
‘Greasers’ or the issue of Spanish and Indian blood… and who go armed and are not peaceable 
and quiet persons.” The law was repealed a few years later.  

http://en.wikipedia.org/wiki/Greaser_Act  

Green Card 
A United States Permanent Resident Card (or formerly, Alien Registration Receipt Card), issued 
to foreign nationals who are authorized to live and work permanently in the United States. 
http://www.oed.com/view/Entry/243255?redirectedFrom=green%20card#eid —Monica S. 

Gringo 
• A foreigner, especially one of U.S. or British descent.  

Dictionary.com 

• In Monterrey, Mexico, we use the word “gringo” for people who were born in the US.  

It has nothing to do with race. It’s not derogative. It’s a nationality.  

If someone says “pinche gringo” the derogative word is “pinche,” not “gringo”.  

We call them gringos because it’d be stupid to call them “Americans”, since America is a 
continent, not a country.  

The word originated in Mexico, when the United States of America invaded Mexico in order to 
appropriate half of its territory, back on mid-19th century. Of course this action against “peace 
and freedom” is not in elementary school textbooks in USA, but it is in any other serious 
document about USA history.  

American soldiers entered the country through the Gulf of Mexico, taking down the main port of 
Veracruz and then heading towards Mexico City. The troops were wearing GREEN COATS. - 
Urban Dictionary - Added by Arinelli V. 

Gusano 
Literally, “worm,” pejorative for Cuban exile in the U.S. 

H 

Hammon-Beason Alabama Taxpayer and Citizen Protection Act (HB 56) is an anti-illegal 
immigration bill, signed into law in the U.S. state of Alabama. The law prohibits undocumented 
immigrants from receiving any public benefits at either the state or local level. It bars illegal 
immigrants from attending publicly-owned colleges or universities [currently blocked]. At the 

http://en.wikipedia.org/wiki/Greaser_Act
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high, middle, and elementary public school levels, the law requires that school officials ascertain 
whether students are undocumented immigrants. Attendance is not prohibited for such students; 
school districts are mandated to submit annual tallies on the suspected number of illegal 
immigrants when making report to state education officials, among other provisions. 
http://en.wikipedia.org/wiki/Alabama_HB_56 -Maria P. 11/19/2012 

Hispanic 
People who identify with the terms “Hispanic” or “Latino” are those who classify themselves in 
one of the specific Hispanic or Latino categories listed on the Census 2000 survey “Mexican,” 
“Puerto Rican,” or “Cuban” as well as those who indicate that they are “other Spanish, Hispanic, 
or Latino.” People who identify their origin as Spanish, Hispanic, or Latino may be of any race. 
For the purposes of the US Census, Hispanic is an ethnicity not a race. (U.S. Census Definitions- 
2000 Census). 

I 

Identity 
The set of behavioral or personal characteristics by which an individual is recognizable as a 
member of a group OR the distinct personality of an individual regarded as a persisting entity; 
individuality. 

Illegal Immigration 
From Wikipedia: 

Illegal immigration describes people entering a country without formal permission. There are 
many views on illegal immigration, depending on political standpoint: 

• illegal alien 
• illegal immigrant 
• clandestine workers 
• sans papiers / “without papers” 
• irregular immigrant/migrant/alien/worker/resident 
• people “hiding/living/staying/working/ in the shadows” 
• undocumented immigrant/migrant/alien/worker/resident 
• unauthorized immigrant/migrant/alien/worker/resident 
• paperless immigrant/migrant/alien/worker/resident 
• immigrant “without immigration/legal status” 
• out of status immigrant/migrant/alien/worker/resident 
• unnaturalized immigrant/migrant/alien/worker/resident 
• boat people 

IMF 
The International Monetary Fund (IMF) is an organization of 187 countries, working to foster 
global monetary cooperation, secure financial stability, facilitate international trade, promote 
high employment and sustainable economic growth, and reduce poverty around the world. -
Cynthia R. 

Immigrant 
A person who leaves one country to live (permanently?) in another.  

  

http://en.wikipedia.org/wiki/Alabama_HB_56
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Immigration and Customs Enforcement (ICE) 
Immigration and Customs Enforcement is the principal investigative arm of the U.S. Department 
of Homeland Security (DHS) and the second largest investigative agency in the federal 
government. Created in 2003 through a merger of the investigative and interior enforcement 
elements of the U.S. Customs Service and the Immigration and Naturalization Service, ICE now 
has more than 20,000 employees in offices in all 50 states and 48 foreign countries. - Definition 
from the ICE website http://www.ice.gov/about/overview/. 

Immigration and Naturalization Service INS 
This federal agency is operated under the United States Department of Justice, and has the 
responsibility of overseeing the immigration of all foreign-born individuals into the United 
States, whether they are adults or children. Before a foreign adoption can take place, permission 
must first be obtained from the INS for the foreign child to be able to lawfully enter the United 
States for the purpose of being adopted. After this approval has been given and the child has 
been adopted and brought to the United States under a visa and/or a green card issued by the 
INS, the adoptive parents can then apply to the INS for the child to become a United States 
Citizen, just as if the child had been born to the adoptive parents as their biological child. -M.S. 
10/31/11 ;http://glossary.adoption.com/immigration-and-naturalization-service-(ins).html. 

Immigration Reform and Control Act of 1986 
(Also known as the Simpson-Mazzoli Act) is an Act of Congress that made the following 
changes in the labor market: -required employers to attest to their employees’ immigration status 
-made it illegal to knowingly hire or recruit unauthorized immigrants -granted amnesty to certain 
seasonal agricultural illegal immigrants -granted amnesty to illegal immigrants who entered the 
United States before January 1, 1982 and had resided there continuously FROM WIKIPEDIA. 

Internal Revenue Service (IRS) 
The Internal Revenue Service is of the United States federal government. It is responsible for 
collecting taxes and the interpretation and enforcement of the Internal Revenue Code. As learned 
in class from Oliverio’s experience, undocumented immigrants need to obtain one of these 
identification cards and can only be used for tax purposes. Undocumented immigrants need to 
pay their taxes and cannot claim any money back because they do not have the same status or 
rights as Americans who are citizens or residents. This is not fair for illegals who work the same 
or maybe even harder than Americans and cannot claim their taxes when the government takes it, 
but an American can. The majority of undocumented immigrants pay their taxes, and do not have 
any type of government help or cannot claim their taxes because they do not have a social 
security number. -Cynthia R. 

Individual Taxpayer Identification Number 
An Individual Taxpayer Identification Number (ITIN) is a number issued by the IRS to certain 
nonresident or resident aliens who do not have a social security number so that they may pay 
taxes. Many illegal immigrants obtain an ITIN so that they may ease the process of getting a 
legal status in the United States. They use the number to prove how long they have been present 
inside the country and to show they contribute to society via taxes. 

http://www.irs.gov/businesses/small/international/article/0,,id=96696,00.html -Patrick G. 

  

http://www.irs.gov/businesses/small/international/article/0,,id=96696,00.html
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Intending Immigrant 
A person coming to the US who intends (plans, hopes) to remain permanently or for an indefinite 
period of time and to make the US the primary place of residence. If a Consul or a border or 
airport inspector believes a person is an intending immigrant, the person will not be admitted to 
the US unless they have an immigrant visa, a “K” Visa, a “V” Visa, or a green card. For 
example, a person who is married to a Permanent Resident will not be given a visitor visa. The 
spouse of a US citizen (or a person who plans to marry a US citizen) will not be admitted to the 
US with a non-immigrant visa (such as a visitor or student visa) and will not be admitted with a 
visa waiver. The Fiancé of a US Citizen can be admitted with a “K” Visa. - Ricky G. 

Definition from: http://www.lawcom.com/immigration/diction.shtml 
Intersectionalism/ Intersectionality 
“Intersectionality is a methodology of studying “the relationships among multiple dimensions 
and modalities of social relationships and subject formations” (McCall 2005). The theory 
suggests—and seeks to examine how—various socially and culturally constructed categories 
such as gender, race, class, disability, and other axes of identity interact on multiple and often 
simultaneous levels, contributing to systematic social inequality. Intersectionality holds that the 
classical conceptualizations of oppression within society, such as racism, sexism, homophobia, 
and religion-based bigotry, do not act independently of one another; instead, these forms of 
oppression interrelate, creating a system of oppression that reflects the “intersection” of multiple 
forms of discrimination.” (Wikipedia) This theory shows us how specific conditions change the 
overall experience of a given individual. For example, a given immigrant is not only an 
immigrant, she is also a woman, and perhaps also a single mother. Therefore, her situation is 
much more specific and the challenges as well as the discrimination she faces will be different 
than another given immigrant. Dan C. 

J 

Jíbaro 
A Puerto Rican term used to describe country dwellers; people living in the rural, countryside of 
Puerto Rico. These country dwellers are usually proud of their life of independence and their 
close relationship to nature. Jíbaros are usually mocked for their unrefined customs, ignorance, 
backwardness and unusual dialect. In modern Puerto Rico, the term has had a more positive 
connotation associated with the roots of the Puerto Rican people and the strength of the 
traditional values that have been kept alive by the Jíbaros. 

José Vasconcelos 
Idea of cultural naturalism. “By the 1920s and 19030s, the leading intellectual and cultural 
figures in Latin America had proclaimed the cultural independence of Latin America from 
Europe and defined their national identities as “American” rather than European. For countries 
like Mexico and Brazil, this vision of the nation was built on racial and cultural mixture- José 
Vasconcelos’s “cosmic race” (la raza cósmica) in Mexico” -The History of Latin America 

L 

la patrona 
manifestacíon de esperanza = manifestation of hope. People(mostly women) who give what they 
can to migrants passing by ex: food and clothes etc. - Ashley A.(AA 10.29.11) 

http://www.lawcom.com/immigration/diction.shtml
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Labor Certificate 
When no qualified US Worker can be found for a sponsored job, the Labor Department issues a 
Labor Certificate which shows that giving the job to a non-US worker will not harm the labor 
market. A Labor Certificate allows a sponsored employee to apply for permanent residence when 
other requirements are met. - Ricky Gonzalez Definition from: 
http://www.lawcom.com/immigration/diction.shtml 

Latino/Latina 
From Wikipedia:  

The demonyms Latino and Latina (feminine) are defined as: 

• “a person of Latin-American or Spanish-speaking descent.” 
• “A Latin American.” 
• “A person of Hispanic, especially Latin-American, descent, often one living in the United 

States.” 
• “a native or inhabitant of Latin America” 
• “a person of Latin-American origin living in the United States” 
• “someone who lives in the US and who comes from or whose family comes from Latin 

America” 
• “Latin inhabitant of the United States” 

Legal Permanent Resident (LPR) 
A non-citizen, to whom the United States (or comparable host country) has granted the right to 
reside and work. Such status falls under the jurisdiction of the Department of Homeland 
Security.  

Linchar/ Lynching 
A lynching is execution without trial by a crowd of a suspect or a prisoner. A lynching also can 
occur without that eventually results in death of lynched. It involves an assault by a group of 
persons that have the purpose of killing. source Wikipedia Yomaira L. 9/12/11. 

Los Marielitos 
Cuban refugees to the United States during the 1960s and 1970s that were generally poorer and 
dark-skinned. 

LULAC 
The League of United Latin American Citizens (LULAC) is a political advocacy group for 
Latinos in the United States. Founded in 1929 in Corpus Christi, Texas, LULAC is the nation’s 
oldest Hispanic advocacy organization. - From: Wikipedia 

M 

Machismo 
The quality of being macho; manliness, male virility, or masculine pride; the display of this. - 
Monica S. 10/31/11 http://www.oed.com/view/Entry/111866?redirectedFrom=machismo#eid 

Machote 
Colloquialism: very virile man 

  

http://www.lawcom.com/immigration/diction.shtml
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Manifest Destiny 
A major socio-political doctrine in the United States, beginning no later than the early 19th 
century, under which it was asserted that there is a natural right for the United States to extend 
from the Atlantic Ocean to the Pacific Ocean, sometimes beyond.  

Maquila 
A maquiladora is a concept often referred to as an operation that involves manufacturing in a 
country that is not the client’s and as such has an interesting duty or tariff treatment. It normally 
requires a factory, that may import materials and equipment on a duty-free and tariff-free basis 
for assembly or manufacturing and then “re-exports” the assembled or manufactured product, 
sometimes back to the originating country. A maquila is also referred to as a “twin plant”, or “in-
bond” industry. The principal examples of this sort of operation occur in Latin America. 
Currently about 1.3 million Mexicans are employed in maquiladoras. 

http://en.wikipedia.org/wiki/Maquiladora  

Marcelo Lucero 
An Ecuadorean immigrant who was killed by “a gang of boys accused of making a hobby of 
hunting Latinos”. His death has “set loose a flood of stories of abuse and harassment” in Suffolk 
County. 

MCAS 
Massachusetts Comprehensive Assessment System: Massachusetts’s statewide standards-based 
assessment program developed in response to the Massachusetts Education Reform Act of 1993. 
See Wikipedia 

Mestizaje 
“A key feature of race in Latin America is the idea of mestizaje or mestiƈagem (“mixture” in 
Spanish and Portuguese, respectively), which refers to the biological and cultural blending.” 
From Encyclopedia Britannica On-line. 

Jorge J.E. Garcia observes: “Although mestizaje does not imply homogeneity, this does not mean 
that the elements mixed in the mestizo are actually separable. … The concept of mestizaje fits 
nicely the non-homogeneous mixing that characterizes the Hispanic world. It can be a principle 
of union without implying the kind of homogenization which obliterates the contributions made 
by the different ethnic and racial elements.” Hispanic/Latino Identity: A Philosophical 
Perspective, Blackwell (2000), p. 109. 

Mestizo 
a person of mixed European and American Indian ancestry - from Webster’s Dictionary 

Jorge J.E. Garcia in Hispanic/Latino Identity: A Philosophical Perspective, Blackwell (2000) 
notes the term has extended to the mixture of cultures and may be ethnic; that it does not 
necessarily entail homogeneity or amalgamation. Thus “Mestizos come in all sorts and mixtures, 
and the elements of the mixes are often quite obvious. There is a new product, but the product is 
not of equal consistency.” Pp. 108-109. 

Migra 
La Migra refers to the INS (Immigration and Naturalization Service, now part of Homeland 
Security) police 

  

http://en.wikipedia.org/wiki/Maquiladora
http://en.wikipedia.org/wiki/Massachusetts_Comprehensive_Assessment_System
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Migrant 
A person who moves (regularly?) to find work, especially in harvesting crops- From Merriam-
Webster (on-line)  

Migration Flow 
A flow of migrants from one particular pueblo in their home country to one particular place in 
the United States (Satellite Pueblo). The migrants travel to the same location as others from their 
pueblo because of the successful journeys of others, family members present in that area etc.  

Example: Weston Florida contains so many migrants from areas in Venezuela it is referred to as 
“Westonzuela” or “Little Caracas”. -Patrick G. 

Mills 
C. Wright Mills, an American sociologist best remembered for studying the structure of power in 
the U.S. in his book The Power Elite. Mills was concerned with the responsibilities of 
intellectuals in post-World War II society, and advocated relevance and engagement over 
disinterested academic observation. (From Wikipedia) 

Miscegenation 
A mixture of races; especially : marriage, cohabitation, or sexual intercourse between a white 
person and a member of another race. - From Merriam-Webster Online Dictionary 

Mixed Status 
A “mixed status” family is one in which at least one parent is unauthorized and at least one child 
was born in the United States.  

Mojo 
Mojo is a term that is normally used among Hispanics towards other Hispanics. “Mojo” derives 
from “mojado” meaning “wet”, which can correlate into wet-backs. Mojados are Mexican 
citizens while pochos/Chicanos are Mexican-Americans. 

Monetization 
Monetization is the process of converting or establishing something into legal tender. It usually 
refers to the coining of currency or the printing of banknotes by central banks. Things such as 
gold, diamonds and emeralds generally do have intrinsic value based on their rarity or quality 
and thus provide a premium not associated with fiat currency unless that currency is 
“promisory”: That is the currency promises to deliver a given amount of a recognized 
commodity of a universally (globally) agreed to rarity and value, providing the currency with the 
foundation of legitimacy or value. Though rarely the case with paper currency, even intrinsically 
relatively worthless items or commodities can be made into money, so long as they are difficult 
to make or acquire. Monetization may also refer to exchanging securities for currency, selling a 
possession, charging for something that used to be free or making money on goods or services 
that were previously unprofitable.  

http://en.wikipedia.org/wiki/Monetization  

Monroe Doctrine 
In December 1823, President James Monroe, in his annual message to Congress, declared that 
henceforth the Americas would “not be considered as subjects for colonization by any European 
powers,” warning Europeans that “we would consider any attempt on their part to extend their 
system to any portion of this hemisphere as dangerous to the peace and safety,” thereby making 
the Americas off-limits to European powers. Eakin, Marshall, The History of Latin America: 

http://www.merriam-webster.com/dictionary/miscegenation
http://en.wikipedia.org/wiki/Monetization
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Collision of Cultures, Palgrave (2007), pp. 243-244. The “doctrine” carried “little weight for 
most of the nineteenth century, but would become the cornerstone of U.S. policy in the twentieth 
century.” Id. 
See also Gonzalez, Juan, Harvest of Empire: A History of Latinos in America (revised edition), 
Penguin Books (2011), pp. 37-39. 

Morral 
The English translation means knapsack, is the indigenous word for “bolsa” and bolsa means 
woman’s purse. 

Mule 
As defined in Wikipedia, a mule or courier is someone who smuggles something with him or her 
(as opposed to sending by mail, etc.) across a national border, including bringing in to and out of 
an international plane, especially a small amount, transported for a smuggling organization. 
Melissa M. 9/20/11 

Multiple Entry Visa 
A visa which allows the holder to apply to be admitted to the US several times or for an 
unlimited number of times without having to go back to a consul for a new visa. A Single Entry 
Visa allows only one admission to the US. A new visa would be needed for the next admission. - 
Ricky G. 

Definition from: http://www.lawcom.com/immigration/diction.shtml 

N 

NAFTA 
The North American Free Trade Agreement or NAFTA is an agreement signed by the 
governments of Canada, Mexico, and the United States, creating a trilateral trade bloc in North 
America. The agreement came into force on January 1, 1994.—WIKIPEDIA  

National Anti-Smuggling Program 
In response to an American initiative, Lopez-Portillo appointed a special representative to study 
boundary issues and to draw up recommendations. A pilot program coordinating relations 
between Mexican police authorities and INS officials. A new special unit of the INS established 
during the Carter administration, significantly increased the number of arrests and prosecutions 
of suspected extralegal immigrant smugglers. -Monica 10/31/11  

Nativism 
Chiefly U.S. The attitude, practice, or policy of protecting the interests of native-born or existing 
inhabitants against those of immigrants; spec. the ideology of the Native American party (now 
hist.). -Monica S. 

http://www.oed.com/view/Entry/125308?redirectedFrom=nativism#eid 

Nonimmigrant Residents 
Certain aliens who were legally admitted temporarily to the United States for specified time 
periods such as students and temporary workers.  
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O 

Object 
In its simplest form, for purposes of class discussion, that which is observed by the subject. 

Operation Bootstrap 
http://lcw.lehman.edu/lehman/depts/latinampuertorican/latinoweb/PuertoRico/Bootstrap.htm#_e
dnref5 

Operativos 
Unable to prevent migrants from hopping on the train, Mexican authorities have resorted to 
intermittently implement operativos, military-like operations where the moving train is stopped 
and fleeing migrants are violently captured (or what the INM euphemistically calls “asegurar”—
to secure). While most operativos where originally concentrated in the South, a growing 
infrastructure of checkpoints and detention centers that has sprung up in recent years has allowed 
for operativos to take place all along the country (Casillas 2006).  

P 

Pachuco 
A Mexican-American youth or teenager, especially one who dresses in flamboyant clothes and 
belongs to a neighborhood gang. 

Padrino/a 
Godfather or Godmother. 

Paso 
In Spanish, “crossing,” as in crossing the border.  

Peninsulares 
Spaniards from the Iberian Peninsula who, for example, were “desperate to counter the growing 
independence sentiment among ‘criollos’ “ in the Canary Islands. 

Phenotype 
Physical features of the face and body such as skin color, hair color and texture, eye shape, nose 
width, and lip fullness, which, historically, have been associated with racial categorization. 

Pluralism 
A condition in which numerous distinct ethnic, religious, or cultural groups are present and 
tolerated within a society. - Ricky G. 

Pocho 
Pocho (pocha fem.) is a term used by native-born Mexicans to describe Chicanos who are 
perceived to have forgotten or rejected their Mexican heritage to some degree. Typically, pochos 
speak English and lack fluency in Spanish. Among some pochos, the term has been embraced to 
express pride in having both a Mexican and an American heritage asserting their place in the 
diverse American culture. The word derives from the Spanish word pocho, used to describe fruit 
that has become rotten or discolored. — From Wikipedia 

  

http://lcw.lehman.edu/lehman/depts/latinampuertorican/latinoweb/PuertoRico/Bootstrap.htm#_ednref5
http://lcw.lehman.edu/lehman/depts/latinampuertorican/latinoweb/PuertoRico/Bootstrap.htm#_ednref5
http://en.wikipedia.org/wiki/Pocho
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Pollero 
A slang term synonymous with “coyote”. A person who smuggles immigrants across the borders 
of countries usually with the goal of entering the United States. 

http://www.merriam-webster.com/spanish/pollero-Patrick G. 

Pollo 
Literally, “chicken,” in Spanish. Slang for unauthorized migrant who pays a “coyote” to help 
cross the border in the United States  

Porfirio Días: 
On May 12, 1877, Díaz was elected president of Mexico for the first time. His campaign of “no 
re-election”, however, came to define his control over the state for more than thirty years. After 
appointing himself president on November 28, 1876, he served only one term—having staunchly 
stood against Lerdo’s reelection policy. His administration became famous for their suppression 
of civil society and public revolts. 

http://en.wikipedia.org/wiki/Porfirio_D%C3%ADaz 

PRONAF 
Programa Nacional Fronterizo (PRONAF), or National Border Program, this program born in the 
1961, was an initiative that aimed to beautify Mexican border towns and build up their tourist 
infrastructure to attract greater levels of tourism from the United States. -Cynthia R. 

Proposition 187 
On the issue of immigration in California: 

http://articles.latimes.com/1994-11-15/local/me-62938_1_board-members 

Public Housing 
State or federal program which offers housing assistance to low-income households.  

R 

Racialization 
The imposition of racial characteristics upon 

Razzias (“levas”) 
1. Esp. in North Africa: a hostile or aggressive incursion, foray, or raid, esp. for the purposes of 
conquest, plunder, capture of slaves, etc. -M.S. razzia, n. Third edition, December 2008; online 
version September 2011. (accessed 31 October 2011). An entry for this word was first included 
in New English Dictionary. 

Reconquista, La 
“La Reconquista” (“Reconquest” in English) was the crusade by Christian Spaniards to reclaim 
Spain from the Moors beginning in approximately 720 and terminating in 1492 with the ouster of 
the Moors from Granada by the armies of King Ferdinand of Aragón and Queen Isabella of 
Castile. 

Juan Gonzalez observes: “the Moorish occupation and La Reconquista prepared Spain for its 
imperial role in America.…[T]he fighting engendered a hardened warrior ethos in the hidalgos, 
Spain’s lower nobility. It was those hidalgos who later rushed to fill the ranks of the 
conquistador armies in the New World. The wars provided vital practice in colonization, with 

http://www.merriam-webster.com/spanish/pollero
http://en.wikipedia.org/wiki/Porfirio_D%C3%ADaz
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Spanish kings gradually adopting the practice of paying their warriors with grants from land they 
recovered in battle. Finally, La Reconquista reinforced the conviction among Spaniards that they 
were the true defenders of Catholicism.” Harvest of Empire: A History of Latinos in America 
(revised edition), Penguin (2011), p. 7. 

The term has also been used to describe the increasing Mexican presence in Southwestern United 
States, a “reconquering” of lands “stolen” from Mexico. See La otra “Reconquista”: Las 
protestas migratorias en Estados Unidos potencian a movimientos de recuperación de la tierra 
“robada” a México en medio de las apocalípticas advertencias de Samuel Huntington sobre el 
fin del ‘sueño americano’, Nuevo Digital Internacional (accessed 9/21/2012). 

Remittance 
The money sent by foreign workers to their home countries, now exceeding official international 
aid.  

Resident Immigrant Population 
All persons who were granted lawful permanent residence; granted asylee status; admitted as 
refugees; or admitted as nonimmigrants for a temporary stay in the United States and not 
required to leave by January 1, 2009. 

Reunification 
The bringing of people together after being separated for a long time. - Ricky G. 

Definition from: http://sites.google.com/site/immigrationcapstone/immigrationvocabulary 

S 

Salinas Administration: 
Carlos Salinas de Gortari: (born April 3, 1948) is a Mexican economist and politician affiliated 
to the Institutional Revolutionary Party (PRI) who served as President of Mexico from 1988 to 
1994. He was the PRI presidential candidate in 1988, and was elected on July 6, 1988. Salinas 
administration issued tesobonos, an attractive type of debt instrument that insured payment in 
dollars instead of pesos. This may have been in response important events that had shaken 
investor confidence in the stability of the country. The devaluation of the peso leads to many 
middle class citizen to migrate to the U.S. to better their lives. (Olivero’s situation) 

http://en.wikipedia.org/wiki/Carlos_Salinas_de_Gortari 

Sanctuary Cities 
Sanctuary city is a term given to a city in the United States that follows certain practices that 
protect illegal immigrants. — Manny H. 11/13/2011 

Satellite Pueblo 
Among the migration patterns of Latinos to the United States. Immigrants from the same pueblo 
tend to migrate to the same location in the United States. We have seen this in Farmingville and 
several other films. It is also apparent when we observe the large Dominican population in 
Lawrence, MA. - Stacey H.10.25.11 

Scofflaw 
A person who flouts the law, esp. by failing to comply with a law that is difficult to enforce 
effectively; a contemptuous law violator (Merriam-Webster) - 9.7.11 Ashley A. 

  

http://www.nuevodigital.com/2006/04/18/la-otra-reconquista-las-protestas-migrat
http://www.nuevodigital.com/2006/04/18/la-otra-reconquista-las-protestas-migrat
http://www.nuevodigital.com/2006/04/18/la-otra-reconquista-las-protestas-migrat
http://www.nuevodigital.com/2006/04/18/la-otra-reconquista-las-protestas-migrat
http://www.nuevodigital.com/2006/04/18/la-otra-reconquista-las-protestas-migrat
http://www.nuevodigital.com/2006/04/18/la-otra-reconquista-las-protestas-migrat
http://sites.google.com/site/immigrationcapstone/immigrationvocabulary
http://en.wikipedia.org/wiki/Carlos_Salinas_de_Gortari
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Secure Communities Act 
The use of an already existing federal information sharing partnership between Immigration and 
Customs Enforcement (ICE), and the FBI in order to help identify criminal aliens. Individuals 
who are booked and sent to jail are fingerprinted. These fingerprints are sent to the FBI and then 
sent to ICE to control the criminal alien population in the country. This was created with the 
intention of removing the aliens with the highest level of threat to public safety. 

http://www.ice.gov/secure_communities/ 

Segregation 
The policy or practice of separating people of different races, classes, or ethnic groups, as in 
schools, housing, and public or commercial facilities, especially as a form of discrimination. 

Self-Deportation 
“is an approach to dealing with undocumented immigrants in the United States that involves the 
creation of legal structures which will make life in the US so difficult as to 
encourage undocumented immigrants to voluntarily return to their home countries, rather than 
organized efforts of law enforcement to locate and deport them.” 

http://en.wikipedia.org/wiki/Self-deportation -Maria P. 11/18/12 

Settler 
A settler is a person who has migrated to an area and established permanent residence there, 
often to colonize the area. Settlers are generally people who take up residence on land and 
cultivate it, as opposed to nomads. Settlers are sometimes termed “colonists” or “colonials” 
and—in the United States — “pioneers”. — From Wikipedia  

Settler Colonialism 
“Settler colonialism is a specific colonial formation whereby foreign family units move into a 
region and reproduce. Land is thus the key resource in settler colonies, whereas natural (e.g., 
spices, cotton, oil) and human (e.g., labour, existing trade networks, convertible souls) resources 
are the main motivation behind other forms of colonialism.” From Wikipedia  

Simón Bolívar 
An influential Venezuelan politician and military leader who played a key role in Latin 
America’s struggle for independence from Spain. 

SMSA 
Standard Metropolitan Statistical Area 

SNAP 
Supplemental Nutritional Assistance Program. Also known as “Food Stamps.” 

Social capital 
See Wikipedia: http://en.wikipedia.org/wiki/Social_capital 

Social construction 
A social construction or social construct is any institutionalized entity or artifact in a social 
system “invented” or “constructed” by participants in a particular culture or society that exists 
because people agree to behave as if it exists or follow certain conventional rules. One example 
of a social construct is social status. Many, including me, hold race to be a social construct. 

  

http://www.ice.gov/secure_communities/
http://en.wikipedia.org/wiki/Self-deportation
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Social network 
a social structure made of individuals or groups that are tied by one or more specific types of 
interdependency, such as values, visions, idea, financial exchange, friends, kinship, dislike, 
conflict, trade, web links, sexual relations, disease transmission (epidemiology), or airline routes. 
The resulting structures are often very complex. Adapted from Wikipedia 

Spic 
A derogatory slang word used against a person from Hispanic descent. The original derivation of 
the term comes from the shortening of the word. 

Status Crime 
A crime of being rather than doing. A person considered a criminal because of their status. The 
individuals caught up in a status crime are not actually caught committing a crime. Punishment 
for a status crime is unconstitutional. 

Examples include: a drug addict who is considered a criminal solely because of their addiction or 
an illegal immigrant who is considered a criminal solely because they are here without proper 
paperwork. 

http://www.answers.com/topic/status-crime-1 -Patrick G. 

Structural violence 
“…a term first used in the 1960s commonly ascribed to Johan Galtung. It refers to a form of 
violence where some social structure or social institution harms people by preventing them from 
meeting their basic needs. Institutionalized elitism, ethnocentrism, classism, racism, sexism, 
adultism, nationalism, heterosexism and ageism are some examples of structural violence.” 
(From Wikipedia) 

“…violence that occurs in the absence of an agent takes place in an environment where 
underlying social structures constrain the individual agency of the poorest, and thus puts them at 
a risk of tragic fates such as disease or even political violence.” Felipe Jácome (Ashley A., 
11.27.11) 

Subject 
In philosophy, a subject is a being which has subjective experiences, subjective consciousness or 
a relationship with another entity (or “object”). A subject is an observer and an object is a thing 
observed. This concept is especially important in Continental philosophy, where ‘the Subject’ is 
a central term in debates over human autonomy and the nature of the self. 

The sharp distinction between subject and object corresponds to the distinction, in the philosophy 
of Rene Descartes, between thought and extension. Descartes believed that thought (subjectivity) 
was of the essence of the mind, and that extension (the occupation of space) was of the essence 
of matter. FROM: Wikipedia 

T 

Tejano 
Is a term used to identify a Texan of criollo Spanish or Mexican heritage. 

Trans-Mexican migration 
“The process of crossing Mexico in order to immigrate to the United States…” 

Felipe Jácome -Ashley A., 11.27.11 

http://www.answers.com/topic/status-crime-1
http://en.wikipedia.org/wiki/Johan_Galtung


1577 

Transnational 

1. Reaching beyond or transcending national boundaries. 
2. Relating to or involving several nations or nationalities: transnational organizations. 

The American Heritage® Dictionary of the English Language, Fourth Edition. Houghton Mifflin 
Company, 2004. 18 Sep. 2008. <Dictionary.com 
http://dictionary.reference.com/browse/transnational>. 

Treaty of Guadalupe-Hidalgo 
The Treaty of Guadalupe-Hidalgo was the peace created in 1848 by the United States to the 
interim government of militarily occupied Mexico City that ended the Mexican-American War 
(1846-48) on February 2, 1848. Mexico surrendered to the United States and negotiated with the 
US to end the war. In the terms, Mexico ceded upper California and New Mexico. -Biz S. 

U 

Unauthorized Migrant 
A migrant who has not been granted “legal residence,” otherwise labeled an “illegal immigrant”  

US Immigration and Customs Enforcement (ICE) 
Definition: Immigration and Customs Enforcement (ICE) is a bureau of the Department of 
Homeland Security, created on March 1, 2003. ICE enforces immigration and customs laws and 
works to protect the U.S. against terrorist attacks. ICE achieves its goals be targeting illegal 
immigrants: the people, money and materials that support terrorism and other criminal activities. 
Source: ICE Monica S. 10/31/11 
http://immigration.about.com/od/immigrationglossary/g/ICE.htm 

V 

Vato 
(US & Mexico) a Mexican “homeboy” — Manny H. 11/11/2011 

VAWA Violence Against Women Act 
In 1994 when the Violence Against Women Act was passed it allowed undocumented women to 
be vocal about their experiences of sexual and physical abuse. This Violence Against Women 
Act (VAWA) was signed in 1994 by federal law. An undocumented woman living in an abusive 
relationship with a U.S. citizen or legal resident may be eligible for legal-resident status under a 
“self-petition” provision. Victims are also eligible to suspend their deportation cases and receive 
residency. Men also qualify for VAWA as long as they fulfill requirements for qualification. 
Undocumented women are also eligible for legal residency if that spouse has abused their child. 
This act has helped reduce violence against undocumented women in the United States. 

Segura, Denise. A, and Zavella, Patricia. Women and Migration: In the U.S.-Mexico 
Borderlands. Durham and London: Duke University Press, (2007) - Added by Arinelli V. 

Vendido 
Is a term used to identify a person that works against his own people; someone who has sold out 
his people in exchange for a personal advance or personal financial reward from the European 
colonizer. 

http://dictionary.reference.com/browse/transnational
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Vertical border 
Refers to the path and hardships that Mexicans and Central Americans encounter on their 
journey northward to the United States. This trip is very difficult and the vertical border serves as 
an obstacle to the dream of a better life. Stacey H. 10.25.11 

Vigilantism 
“Taking the law into one’s own hands.” Private citizens taking it upon themselves to enforce the 
law.  

W 

Weber 
Maximilian Carl Emil Weber or “Max Weber” (April 21, 1864 - June 14, 1920) was a German 
political economist and sociologist who was considered one of the founders of the modern study 
of sociology and public administration. 

Wetback 
“Wetback” is a term for Mexicans who immigrate illegally to the United States.[1] It is generally 
used as an ethnic slur.[citation needed] The term was originally coined and applied to Mexicans 
who entered Texas by crossing the Rio Grande,[2] presumably by swimming or wading across 
and getting their back wet in the process. Yomaira L. 09/12/11 Source: 
http://en.wikipedia.org/wiki/Wetback_(slur) Wikipedia  

X 

Xenophobia 
Wikipedia defines xenophobia as “an unreasonable fear of foreigners or strangers or of that 
which is foreign or strange”. It comes from the Greek words ξένος (xenos), meaning “stranger,” 
“foreigner” and φόβος (phobos), meaning “fear. In the context of our course, we discuss 
xenophobia in the form of the fear Americans have of Mexicans or Latinos. We also have 
discussed the fear Mexicans may have of Central Americans. Stacey H.11/29/11  

Y 

Yoleros 
Yoleros Rafters, which is the name given to people who migrate illegally in self constructed or 
precarious vessels from Dominican Republic to come to Puerto Rico, crossing el canal de la 
Mona.  

Yuca 
(US Hispanics) Young Urban Cuban American, a term used to refer to Cuban-Americans with 
values and beliefs more similar to mainstream USA than to the values of their Cuban parents. — 
Manny H. 11/12/2011 
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President Obama’s Second Term: Challenges, Opportunities & Lessons 

Learned 
 

Abstract 

The purpose of this article is examine the accomplishments and setbacks of President 
Obama’s first four years and to propose a road to success of his second term. In this endeavor, 
we have relied heavily on secondary sources that encompassed both positive and negative views 
of political journalists, national and international scholars, and opinion surveys concerning the 
Obama administration. The findings show that although president Obama has made some 
significant accomplishments in his first term, he will continue to face a combination of 
opportunities and challenges in his second term—both in domestic and foreign affairs; and, that 
his effective handling of such situations depend largely upon the lessons learned during his first 
term. 

 

 

 

Introduction 

With the few exceptions, an incumbent president’s successive term has never been as 

successful as the first. In fact, one political commentator notes, “[D]isgrace is a recurring theme 

of second terms” (Chapman 2004). For example, Ronald Reagan achieved the majority of his 

initial “Reaganomics” plan and defense strengthening in his first four years, with the bulk of his 

second term shrouded in the Iran-contra scandal. In the case of Bill Clinton, his personal 

indiscretions during his second term overshadowed his first term successes and eventually led to 

his impeachment. George W. Bush’s second term was riddled with ongoing two wars, al-Qaeda 

upraise, economic meltdown, and global fiscal crisis. On the other hand, even where the 

president evades scandal during his second term, the final four years do not outshine or even 

highlight the successes of the first. This is evident with Dwight Eisenhower, whose second term 

paled in comparison with the first, as it brought a recession and the launch of Sputnik. Political 
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pundits and historians suggest that a likely reason for the second-term flop is that long-serving 

presidents rarely have a specific vision for their second term. While they approach the first term 

with fresh perspective and political zeal, by the second term they are jaded from the political 

game. Re-election campaigns mainly focus on completing “goals they have already begun, which 

often begin to look tired and irrelevant after five or six years” (Chapman 2004). 

Will President Barack Obama be an exception to the second-term rule? In fact, he set an 

undecided tone to his second term only weeks into his first, “[T]hree years ago … a freshly-

inaugurated President Obama said of his plan to fix the financial crisis that ‘if I don’t have this 

done in three years, then there’s going to be a one-term proposition’” (Dwyer 2012). The public, 

at least for now, is pessimistic as to the next four years and the success Obama will have. Though 

they re-elected President Obama, “The percentage of Americans satisfied with the direction of 

the country stands at a paltry 23 percent in a poll taken in Dec. 14-17 [2012]. By a margin of 50 

to 47 percent, respondents said the country’s best years are over” (Hartman 2013). Summarized 

below are the challenges he should be prepared to face; opportunities he may seize; and, first-

term lessons from which he will hopefully learn. With some hard work and good luck, President 

Obama may kick off a new tradition of satisfying second-terms.  

Challenges 

President Obama, in less than a week of the oath of office for his second term, faced the 

federal court of appeals ruling that his three recess appointments on January 4, 2012 to the 

National Labor Relations Board (NLRB) are unconstitutional. Obama made these appointments 

after Senate Republicans spent months blocking the nominees and arguing that the board has 

shown pro-union bias during Obama’s presidency. The Senate went into recess without voting 

but was only holding pro forma sessions—a deviant strategy to prevent the president from 
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making recess appointments. Although this ruling on January 25, 2013 is expected to be 

appealed to the U.S. Supreme Court, it is presently viewed to have successfully challenged the 

president’s ability to bypass the senate. Republican senators, predictably, support and celebrate 

the ruling. For example, Sen. Orrin Hatch (R-Utah) said, “With this ruling, the D.C. Circuit has 

soundly rejected the Obama administration’s flimsy interpretation of the law, and will go a long 

way toward restoring the constitutional separation of powers” (Bogardus 2013). 

One of the challenges that the president faced throughout his first term and continues to 

face in the second is congressional gridlock and filibuster threats. Currently, with the unrelenting 

media, the mere threat of a filibuster, whether realized or not, has become a routine tactic to 

confound the majority. A president needs sixty votes, or two-thirds of the senate, to break 

filibusters in the Senate.. The Senate majority leader, Harry Reid, wished to change senate rule 

and lower the threshold to a simple majority of fifty-one votes in January 2013, as a strategic 

attempt to curb these frequent threats by Republicans (James 2012). However, it has not 

happened yet and the republican senators successfully filibustered the nomination of Chuck 

Hagel for defense secretary on Thursday, February 14, 2013. 

“Hostage politics” is another challenge. As Thomas Mann and Norman Ornstein 

(2012:101) observed, “The GOP has become an insurgent outlier in American politics. It is 

ideologically extreme; scornful of compromise; unmoved by conventional understanding of 

facts, evidence and science; and dismissive of the legitimacy of its political opposition.” This 

point of view is substantiated in their book, It’s Even Worse than It Looks: How the American 

Constitutional System Collided with the New Politics of Extremism (2012:101). In it, the authors 

write that the Republicans “[H]ave become more loyal to party than to country,’ and therefore 

“[T]he political system has become grievously hobbled at a time when the country faces 
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unusually serious problems and grave threats …The country is squandering its economic future 

and putting itself at risk because of an inability to govern effectively.” In the 2011 drama of a 

debt ceiling, the GOP waited until the last minute to raise the debt limit just enough to put off 

another fight until the 2012 presidential election and forced Obama to make $38 billion in cuts to 

the current federal budget. Mitch McConnell told GOP intentions back then to Fox News, “We’ll 

be doing it all over” in 2013. In essence, McConnell and his fellow Republicans, especially the 

newly elected “young guns” in 2010, quickly learned that it is a, “proven effective negotiating 

tactic,” as we began to see in the present fiscal cliff debates. President Obama himself 

acknowledged this challenge earlier, referencing Senate Minority Leader Mitch McConnell. He 

stated, “[O]bviously, the fact that we haven’t been able to change the tone in Washington is 

disappointing…We know now that as soon as I came into office … some of our Republican 

colleagues saying, you know, ‘How do we figure out how to beat the president’?” 

Another challenge the President will most likely face in his second term is to get 

Congress to pass stricter gun control laws. However, his official position on gun possession in 

the country remains undefined. As a legislator, Obama backed tougher gun laws, as the 

presidential candidate in 2008 he said “[I]’m not going to take away your guns” at the 

Pennsylvania glass factory. As a president, he expanded gun rights in his first term by signing 

laws allowing the possession of firearms in national parks and on Amtrak. Following the Tucson 

rampage, Carolyn McCarthy, a New York Democrat, introduced a House bill to outlaw the sale 

of clips containing more than 10 rounds.. However, the gun lobby held a hard line, by 

continually crowing that this would be an infringement on their Second Amendment rights 

(Altman 2011). However, in the wake of the Newtown, CT school massacre, President Obama, 

who said it was the worst day of his presidency, cannot stay silent on this issue. In an interview 
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with David Gregory of “Meet The Press,” he stated that despite the resistance, he would throw 

his “full weight” behind gun control measures. Officially disagreeing with the National Rifle 

Association’s proposal to put armed guards in schools as a protective measure, Obama said, “[I] 

am skeptical that the only answer is putting more guns in schools. And I think the vast majority 

of American people are skeptical that that somehow is going to solve the problem” (Hall 2012). 

He is absolutely right. If schools are run with armed guards on a daily basis, they begin to look 

like correctional institutions instead of appearing as academic institutions. Further, Obama is 

correct in realizing that getting the legislation to ban the production of high-capacity magazines 

is going to be hard, nevertheless, must be done. 

As for the counterterrorism strategy, Obama relied heavily on the drone warfare over the 

last four years; and, Iran shot down a US drone in international waters, posing a critical 

challenge. Also, the United Nations view the use of aerial drones to achieve targeted killings as a 

challenge to the system of international law, because it may open avenues to other states to 

violate established human rights standards—a concern expressed by Christof Heyns, the UN 

special reporter on extrajudicial killings, summary or arbitrary executions (Bowcott 2012). As 

Obama plans to continue to use drones during his second term to dismantle terrorist 

organizations, he will face the burden of striking a balance between implementing his strategy 

and convincing United Nations and other concerned states that he is not in violation of the 

international law. 

Another challenge Obama faces keeping Iran from being nuclearly active. Although there 

is some evidence that the multilateral sanctions are affecting Iran’s economy, it is not clear 

whether these sanctions will be sufficient to deter Iran from its nuclear ambitions. Obama, will 

have to decide whether: (a) to pursue Iran on human rights agenda with a set of demands and 
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landmarks to support freedom of its citizens; (b) to pursue a deal to get Iran to curb its nuclear 

program; (c) to utilize diplomatic strategies through Russia (and if necessary, Israel) to add 

additional pressure on Iran to withdraw from its aggressive pursuits of nuclear weapons; or (d) to 

consider military options (Avineri 2012, Boroumand 2012; Trenin 2012). 

Opportunities 

Obama’s reelection provides some immediate relief to those who were dreading the 

changes Mitt Romney intended to implement. Among them were his intentions to repeal the 

Affordable Healthcare Act and the economic plan he co-opted from his running mate, Paul Ryan, 

most of which were targeted towards the lowest socio-economic bracket. These measures 

included the plan to cut income-tax rates, delay environmental law progression, turn Medicare 

for people under 55 years old into subsidized private insurance, further increase defense 

spending, and cut domestic spending, with especially large cuts for Medicaid and food stamps. 

Though most of the government spending will be scaled back, presumably the cuts will be on a 

much smaller scale for the next four years.  

Since the start of the year, Obama already gained a slight advantage over getting the 

Congressional vote to avert a fiscal cliff and making Bush tax cuts permanent for the middle 

class (i.e., individuals with income less than $400,000 or couples earning less than $450,000 per 

year). Republican Speaker John Boehner and about a third of the GOP majority sided with 

Democrats to vote against their own caucus and the House Majority Leader Eric Cantor. 

However, the president and his fellow democrats should not be overly comforted by this. The 

new Congress places the federal debt ceiling and automatic cuts in federal spending back on the 

legislative agenda. Representatives like Jeff Landry (R-Louisiana) already said, “[T]hat’s [debt 

ceiling] going to be another fight on top of the sequestration, a debt ceiling fight.” Obama can 
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only hope for more cooperation from GOP, when he expressed, “…[H]opefully, in the new year, 

we’ll focus on is seeing if we can put a package like this together with a little bit less drama, a 

little less brinksmanship, not scare the heck out of folks quite as much” (Smith 2013). Regardless 

of how the fight over the debt ceiling and/or sequestration goes in coming months, Obama 

already kept his promise to roll back the Bush tax cuts for higher-income people. Even with the 

upcoming battle of spending cuts, there is still a catch for Republicans. According to the deal 

they made with the President in 2011, Social Security and Medicare benefits were exempted 

from automatic cuts, although cuts to Medicare providers were not. Programs that benefit the 

poor were also spared, but defense absorbed a huge proportion of the automatic cuts. Therefore, 

Obama can once again hold Republicans responsible for the large income reductions of doctors, 

hospitals, and most importantly, defense contractors. In order to avoid those cuts, Obama is 

required to sign a law undoing them, which gives him an opportunity to negotiate for increasing 

the debt ceiling, increasing military spending, and reducing entitlement spending. “In other 

words, he could offer a right-wing bill—and the end result would be a mix of policies to the left 

of his own budget, and to the left of the Simpson-Bowles proposal” (Chait 2012). 

Another opportunity that Obama has during his second term is that he can gain political 

advantage by carefully maneuvering the internal disagreements of the Republican party. The 

following remarks of Mark Levin, the syndicated radio talk show host, give the sense of 

discontentment and disagreements within the Republican Party over the reelection of John 

Boehner as Speaker of the House (Poor 2013): 

“So Boehner won re-election as speaker and I pose this question to those of you who are 
Republicans, why? What has he done? We conservatives, we tea party activists, we 
constitutionalists, all the same, we made Boehner speaker in 2010, 2011 by sending 
conservatives to the House of Representatives. Many of whom, by the way, have turned 
their backs on us. But that’s how Boehner became speaker of the House. Since then he 
has utterly squandered the job and his responsibilities, utterly. He’s a tactical — I’d like 
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to say moron, but that might be disrespectful, Mr. Producer. But you know what I mean, 
ladies and gentlemen. … I can’t think of one thing the man’s done to advance the cause 
of liberty, constitutionalism, free-market economics, anything, even a coherent sentence 
or two or five…The same way that sidekick Eric Cantor. And the same with his sidekick, 
this guy [Kevin] McCarthy. All three need to go, but apparently they’re not. You realize 
the House of Representatives — I’m not predicting this — the House of Representatives 
could go Democrat, and that’ll be Boehner’s fault and the fault of all of those who voted 
to make him speaker.” 

The New Jersey Governor Chris Christie also blamed John Boehner and congressional 

Republicans for the delay in Hurricane Sandy’s victims’ relief aid legislation vote. He said that, 

“[T]here is only one group to blame for the continued suffering of these innocent victims: The 

House majority and their speaker, John Boehner” (Pappas 2013). Bobby Jindal, the Louisiana 

governor, condemned the remarks of Mitt Romney over his comments on how Obama was 

reelected. These internal struggles may reduce the intensity of the Republican obstructionism 

and may actually pass some meaningful laws that help the nation’s economy, public safety, 

energy independence, and public health. 

Obama’s re-election also allows continuity in U.S.-Russian relations, without spending 

considerable amount of time on assessing or revamping the policies that were in place during 

Obama’s first term that has allowed a slight unity among major powers with regard to Iran’s 

nuclear ambitions. In response to a question on whether Russia deserves a strategic status in U.S. 

foreign policy, Dmitri Trenin, the director of the Carnegie Moscow Center, said (2012): 

“An agreement on cooperative missile defenses in Europe would make sure that the 
country with a nuclear arsenal almost as big as America’s would no longer have to be 
counted as a potential military adversary. Expanding Washington’s vision for the Asia-
Pacific to include the country which has a 2,700-mile long border with China and the 
longest shoreline in the Pacific would make the “pivot” more realistic. Making sure that 
the Arctic emerges as an area of cooperation par excellence would require dealing with 
Russia, the biggest of the five littoral states.…[and] is critical for the 21 century’s global 
balance — and that should not escape Obama’s attention.” 

Shlomo Avineri, professor of political science at the Hebrew University of Jerusalem and 

former director-general of Israel’s Ministry of Foreign Affairs, identified an opportunity for 
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Obama when it comes to handling Iran’s situation. In his words (2012), “[I]f it turns out that 

diplomacy will fail to stop Iran’s nuclear ambitions and more robust steps will have to be taken, 

Obama will have the legitimacy, internal and international, to do this. Unlike Romney, he 

cannot be branded as a gung-ho warmonger.” 

Obama also will have opportunity to increase international trade and investment in the 

next four years. For example, Jones (2012) commented that, “The new Obama administration 

perhaps should bear in mind that a stronger and more dynamic China-U.S. relationship, 

especially in trade, will not only provide U.S. investment with rich business opportunities, but 

also help to revive the sagging global economy.” With regard to investment, the Obama 

administration can continue its plans for “nation-building” at home and make the U.S. economy 

more attractive to investors. Apart from Obama’s plans to increase the research budget of the 

National Science Foundation, the Department of Energy’s Office of Science, and the National 

Institute of Standards and Technology, he has opportunities to connect researchers to private 

sector finance by reforming the Small Business Innovation Research program; and, by 

implementing the American Invents Act to strengthen the U.S. patent system. Additionally, 

“President Obama made a ‘national commitment to science education and training’ and set a goal 

of recruiting 100,000 new science and math teachers over the next decade. Then he convinced 

private businesses and foundations to invest $700 million to improve science and math education 

across the country through ‘Educate to Innovate’ program without costing taxpayers a dime” 

(Romm, 2012). Now he has the opportunity to pursue and realize these goals. 

Lessons Learned 

In September 2012, two months before re-election, Obama admitted one of the lessons he 

learned during his first-term was communicating more effectively with the people to obtain 
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support for some of his more controversial policies, such as the $800 billion stimulus measure 

and the Patient Protection and Affordable Care Act (a.k.a. Obamacare). Additionally, he was 

unable to get the comprehensive immigration reform done, which was a major concern not only 

for many Latino and Hispanic voters in this country, but also to those in our bordering countries 

like Mexico and Canada (Simendinger 2012). The President evidently thought the election would 

lead his GOP opponents to cooperate with him a little more. He said, “[M]y hope is that after the 

election, when the No. 1 goal is no longer beating me, but hopefully the No. 1 goal is solving the 

country’s problems, if they [Republicans] have seen that people who care about this issue 

[immigration] have turned out in strong numbers that they will rethink it, if not because it’s the 

right thing to do, at least because it’s in their political interest to do so.” In addition to his 

optimism on a bi-partisan approach to a congressional agenda, the president wants to improve his 

communication with the public in his second term. He stated, “[S]omething that I’d really like to 

concentrate on in my second term is being in a much more constant conversation with the 

American people so that they can put pressure on Congress to help move some of these issues 

forward.” 

The foregoing strategy is in line with the second lesson he learned; that is, if you cannot 

get support from inside, get it from outside. Obama recognized, “[T]he most important lesson 

I’ve learned is that you can’t change Washington from the inside. You can only change it from 

the outside. That’s how I got elected, and that’s how the big accomplishments, like health care, 

got done. [It] was because we mobilized the American people to speak out. That’s how we were 

able to cut taxes for middle-class families.” 

A third lesson that Obama learned is that presidents are accountable to the “dumb things” 

done in the executive branch, even if they claim to have no knowledge of them. For example, the 
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ill-conceived “Fast & Furious” program at the Justice Department received serious criticism by 

his GOP opponents. 

Another lesson he learned is that his GOP opponents give him as little credit as possible 

when he succeeds, but are quick to blame him as much as they can when he does not. For 

example, the Right Wing did not give Obama credit owed for executing the decision to kill Bin 

Laden and weakening al-Qaeda. However, they were quick to blame him without a second 

thought at the unfortunate occurrence of the deaths in Libya of the U.S. ambassador and three 

colleagues due to the spontaneous mob violence in Benghazi triggered by an anti-Muslim video. 

“I don’t want to speak to something until we have all the information,” Obama said cautiously, 

“[W]e’ve decimated al-Qaeda’s top leadership in the border regions around Pakistan. But in 

Yemen, in Libya … increasingly in places like Syria, what you see [is] these elements … don’t 

have the same capacity that a bin Laden or core al-Qaeda had, but can still cause a lot of 

damage” (Kessler 2012). Moreover, when Secretary of State, Hillary Clinton, had to postpone 

her testimony about the attack due to a concussion she suffered on December 15 and subsequent 

health problems, Fox News political pundits like Jon Bolton Kimberly Guilfoyle and Charles 

Krauthamme ridiculed her by trivializing the health matter. They called it a “diplomatic illness, 

the “Benghazi Flu,” and an “acute Benghazi allergy” among other things and accused Clinton of 

running “a duck and cover” (Rojas 2013). 

Another lesson that Obama learned firsthand was how complicated the road to an Israeli-

Palestinian understanding is. He may take a different approach to deal with this issue in his 

second term. Although a certain amount of disagreement prevailed between Obama and 

Netanyahu as far as the Israeli settlements on the West Bank is concerned, “[T]he security 
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cooperation between the two countries has reached unprecedented levels in the last few years” 

(Avineri 2012). 

Conclusion 

Another trying four years in the highest political office in the country is no small matter. 

Every president has undoubtedly felt overwhelmed at one point or the other by the sheer weight 

of the presidency. With the precarious political climate in domestic and international matters, 

President Obama is at a tipping point. He may succeed beyond anyone’s predictions or fail 

spectacularly. To make matters more complicated, the identified challenges, opportunities and 

lessons are by no means singular or isolated issues President Obama will have to confront. Like 

his predecessors, he aspires to create a legacy of political and social successes in the presidential 

pantheon. In this transitional period of the Democratic Party becoming more diverse, the haven 

of more moderates and liberals, Obama will have to tread lightly to retain the confidence of his 

party. He has already approached his second term confronting tough and shifting challenges that 

will continue to play big roles in shaping the rest of his presidency and his eventual place in 

history. However the true tests lie ahead, as in the coming months and years, Obama will have to 

make careful decisions. He will have to decide where to be ambitious, where to be cautious, 

where to be tough, and where to buy time based on the lessons he learned in the first term and 

the challenges and opportunities he sees for his second term. 
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The Influence of Self-Esteem, Depression and Emotion Regulation: Factors 

That Impact Commitment in African American Relationships 
 

Abstract 

Commitment is one of the most powerful predictive indicators of relationship stability and 
satisfaction. However, willingness to commit to a romantic relationship can be negatively 
affected by both external and internal factors. The purpose of the current study was to determine 
the influence of four internal factors, self-esteem, depression, expressive suppression and 
cognitive reappraisal, upon relational commitment in African Americans. Results of the 
statistical analyses indicated that depression is negatively associated with commitment while 
reappraisal was positively related. Results also indicated that reappraisal was found to be a good 
predictor of commitment level, suggesting that this variable appears to be an especially important 
contributing factor to levels of commitment experienced and expressed by African Americans in 
relationships. Finally, our findings revealed that there was no association between self-esteem, 
suppression and commitment. 

 

 

 

Introduction 

Commitment, or the “long-term orientation toward a relationship, including feelings of 

psychological attachment and intentions to persist (Bevan, 2008, p. 43),” is one of the most 

powerful predictive indicators of an individual’s willingness to engage and remain in romantic 

partnerships (Cox, Wexler, Rusbult, & Gaines, 1997). Mutual commitment in relationships often 

provides positive experiences for both partners, as it allows for a sense of stability, love, and 

companionship to develop (Maner, Gailliot, & Miller, 2009). However, willingness to be 

committed in relationships can easily be influenced by individual and environmental factors 

(Finkel, Rusbult, Kumashiro, & Hannon, 2002; Weigel, 2010; Foster, Shrira, & Campbell, 

2006). 
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Long-term relationship commitment levels vary across the races. For example, compared 

to other ethnic groups, a larger percentage of the African American population never marries or 

experiences divorce and single-parenthood (U.S. Census Bureau, 2011). Moreover, compared to 

individuals in other ethnic groups, the average African American tends to have a lower 

socioeconomic status as well as a lower education level. Research findings suggest that these 

non-racial factors appear to account for some of the commitment discrepancies across races. 

Further, cultural and social differences seem to contribute to the between-group differences in 

relationship commitment (Jalovaara, 2002; U.S. Census Bureau, 2011; Davis, Williams, 

Emerson, & Bryant, 2000; Dixon, 2009). 

Factors that impact commitment have widely been researched through use of the 

Investment Model (Rusbult, 1980; Rusbult, 1983). The model stipulates that relationship 

commitment is dependent upon each partner’s overall perception of relationship satisfaction, the 

quality of alternative mates, and resources invested into the partnership. Thus, high satisfaction, 

large amounts of emotional and financial resources invested, and unfavorable views of other 

potential mates result in highly committed relationships. While numerous studies have provided 

support for the impact of these factors upon relationship stability, the majority of this empirical 

evidence is based on research involving predominantly Caucasian samples (Impett, Beals, & 

Peplau, 2001; Etcheverry, Le, & Wu, 2012; Agnew, Van Lange, & Rusbult, 1998; Drigotas, 

Rusbult, & Verette, 1999). Although the results of some studies on the commitment levels of 

African Americans in relationships have provided support for the overall structure of the 

Investment Model, it is unknown exactly how specific internal factors that may impact perceived 

relationship satisfaction affect commitment ability in these minority samples (Davis, Williams, 

Emerson, & Hourd-Bryant, 1999).  
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According to the Investment Model, satisfaction within relationships is determined by a 

cost-benefit analysis in terms of how an individual’s partner compares to expectations 

(Etcheverry, Le, & Wu, 2012). In past studies, satisfaction was directly measured by either 

examining the quality of interactions between significant others or assessing the observable 

behaviors of one of the romantic partners. Unsurprisingly, overall results indicated that positive 

interactions or reports by significant others lead to more satisfaction within relationships (Impett, 

Beals, & Peplau, 2001; Etcheverry et al., 012; Agnew, Van Lange, & Rusbult, 1998; Drigotas, 

Rusbult, & Verette, 1999). However, directly observable behaviors are not the only way 

relationship satisfaction may be impacted. An individual’s internal functioning, cognitive 

processes, or personality (independent of his or her partner’s) may also influence relationship 

satisfaction. 

Current Study 

Internal processes of interest for the current study are constructs (i.e., level of self-

esteem, depression, and ability to regulate emotions) that had the potential to negatively impact 

an individual’s ability to accurately perceive social interactions (Swann, Chang-Schneider, & 

McClarty, 2003). Where levels of depression and self-esteem directly affect feelings of self-

worth, self-value, self-perception, and self-appraisal, emotion regulation involves the ability to 

verbally, physically, mentally, or emotionally respond in a healthy manner as well as 

successfully manage emotional responses to environmental triggers (Gross, 2002; Amirazodi & 

Amirazodi, 2011; American Psychiatric Association, 2000). Inaccurate or tainted perceptions of 

social interactions impact how satisfied individuals are in their relationships. In turn, this 

satisfaction level ultimately affects their ability to commit in romantic relationships. 
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Hypotheses Tested 

The purpose of this study was to explore the influence of self-esteem, depression, and 

emotion regulation on commitment in African American relationships. 

Hypothesis 1: We predicted that a strong positive relationship would exist between 

commitment and self-esteem. 

Hypothesis 2: We predicted that a strong negative relationship would exist between 

commitment and depression. 

Hypothesis 3: We predicted that a negative relationship would exist between commitment 

and suppression (a maladaptive emotional regulation strategy). 

Hypothesis 4: We predicted that a positive relationship would exist between commitment 

and reappraisal (an adaptive emotional regulation strategy). 

Hypothesis 5: We predicted that commitment, depression, self-esteem, suppression and 

reappraisal can predict commitment levels in relationships. 

Method 

Participants 

The final participant sample consisted of 49 undergraduate students from a university in 

the southern United States. One case was removed from the dataset because the participant was 

not African American. Participants were selected by way of convenience sampling and were not 

compensated by the researcher for their time. The sample was completely African American 

(100%) and consisted of a relatively even distribution of males (47%) and females (53%). All 

participants were 18-27 years of age. 
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Materials 

Material consisted of the following: a demographic questionnaire, Robert Sternberg’s 

Triangular Love Scale, the Rosenberg Self-Esteem Scale, the Center for Epidemiologic Studies 

Depression Scale (CES-D), and the Emotion Regulation Questionnaire (ERQ). All materials 

were presented in a standardized order.  

Robert Sternberg’s Triangular Love Scale (RSTL). The RSTL is a 45-question, self-

report instrument that is used to assess commitment in relationships. Responses are indicated 

using a 9-point Likert-style scale where 1 = “not at all,” 5 = “moderately,” and 9 = “extremely.” 

Results of previous research suggest that the RSTL is highly reliable with an intercorrelation 

value of .92 on the commitment subscale (Sternberg, 1997). 

Rosenberg Self-Esteem Scale (RSE). The RSE is a 10-item self-report, questionnaire 

that is used to assess self-esteem. Responses are reported using a 4-point Likert-style scale with 

choices ranging from “Strongly Agree” to “Strongly Disagree” with “Agree” and “Disagree” in 

the middle. Previous researchers reported that the RSE is very reliable with an internal 

consistency range of .85-.88 (Rosenberg, 1965). 

Center for Epidemiologic Studies Depression Scale (CES-D). The CES-D is a highly 

reliable measure of depression (α=.85-.90), consisting of 20 questions measuring depressive 

symptoms (Radloff, 1977). Responses are measured on a 4-point Likert-style scale including the 

following options: “Rarely or none of the time” (less than 1 day) = 0, “Some or a little of the 

time” (1-2 days) = 1, “Occasionally or moderate amount of time” (3-4 days) = 2, and “All of the 

time” (5-7 days) = 3.  

Emotion Regulation Questionnaire (ERQ). The ERQ is designed to assess individual 

differences in the habitual use of two emotion regulation strategies: cognitive reappraisal 
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(adaptive) and expressive suppression (maladaptive). This self-report scale is comprised of 10 

questions that are measured on a 7-point Likert-style scale where 1 = “strongly disagree”, 4 = 

“neutral” and 7 = “strongly agree.” The ERQ was found to be internally consistent with a test-

retest value of .7 (Gross & John, 2003). 

Design and Procedure 

The current study employs a correlational research design. Prior to the start of the 

experiment, participants provided informed consent by reading and signing a consent form after 

being allowed to ask any questions. During data collection, participants were provided with all 

testing materials. Following the study, participants were debriefed. 

Results 

Outcome of Hypotheses Tested 

Commitment and self-esteem. A Pearson’s r product-moment correlation coefficient 

(Pearson’s r) was used to test the hypothesis that a strong positive relationship would exist 

between commitment and self-esteem. No relationship was found between the two variables (r = 

.123, p = .401). 

Commitment and depression. A Pearson’s r was used to assess whether a strong 

negative relationship existed between commitment and depression. Results partially support the 

hypothesis tested. A weak negative relationship was found between the two variables (r = -.289, 

p = .044). 

Commitment and suppression. A Pearson’s r was used to test the hypothesis that a 

negative relationship would exist between suppression and commitment. No relationship was 

found between the two variables (r = .024, p = .872). 
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Commitment and reappraisal. A Pearson’s r was used to assess whether a positive 

relationship existed between commitment and depression. Results support the hypothesis tested. 

A strong positive relationship between the two variables (r = .458, p = .001) was indicated by the 

results of this statistical analysis. 

Predicting commitment. A Multiple Regression Analysis was used to determine the 

predictive ability of depression, suppression and reappraisal on commitment. Self-esteem was 

not included in the model because everyone in the sample reported a high level of self-esteem as 

determined by the results of the RSE measure. Overall, the model revealed that the three scales 

predicted 25% of the variance (R2=.25, F(3, 48) = 4.946, p = 0.005). The reappraisal subscale 

was the only significant predictor in the model (β = 0.43, p = 0.003). The results of the 

depression scale and suppression subscale were not significant. 

Discussion 

Commitment is an essential component of healthy relationships. It provides assurances of 

trust, affection, and longevity. Commitment also aids in establishing the secure foundation upon 

which functional relationships are built. However, both internal and external factors impact an 

individual’s willingness and ability to commit. The current project examined the effects of 

internal cognitions and mood on commitment satisfaction in an African American sample. 

Specifically, self-esteem, suppression, reappraisal, and depression were examined using various 

self-report measures. Results of the statistical analyses yielded mixed support for the five 

hypotheses tested in this study. 

Findings indicated that some internal factors do influence commitment in African 

Americans. Positive moods (low levels of depression) and the ability to change cognitions in 

order to self-regulate emotional responses (reappraisal) are associated with a higher willingness 
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to commitment or commitment level. Interestingly, negative emotional regulation (suppression) 

appears to be unrelated to commitment. Although the results of the data analyses did not provide 

evidence to support the prediction about the association between commitment and self-esteem, 

this may have been a result of sampling error and not reflective of the true relationship between 

these variables.  

Reappraisal was found to predict commitment, indicating that this variable appears to be 

an especially important internal factor for African Americans. This result may be due to the fact 

that individuals who are able to reappraise within themselves can also do this within their 

relationships. Hence, individuals who can reappraise are likely to experience fewer relational-

derived periods of extreme negativity, which, in turn, increases their overall commitment 

satisfaction.  

Limitations and Directions for Future Research 

The most significant limitation of this study is the manner in which commitment was 

assessed. Commitment was only measured using a scaled instrument with mere face validity. 

Although the RSTL has been shown to be reliable, its structure does not allow for the accurate 

assessment of commitment level to determine the impact on relationships. Further, the 

participants’ actual relationship histories were not assessed; thus, there was no safeguard for 

identifying participants who responded to the commitment scale in a socially desirable manner 

that could lead to inaccurate and even unreliable results.  

The age of the participants sampled also limit the generalizability of our results. 

Commitment was measured in a population of college students from which the sample was 

drawn. Factors identified through our sample were indicative of features important to relational 
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commitment in young adults. However, these items may not be the same factors that influence 

commitment levels in relationships between individuals in older populations. 

In spite of these limitations, results suggest that individual factors influence commitment 

levels in relationships among relatively young African Americans. While further study is 

required to identify the impact of additional contributing factors that may be internal or external 

in nature, our findings begin to help construct an understanding of the relational components 

critical for commitment in relationships among African Americans. 
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The Relationship between Alcoholism, Self-Esteem, and Domestic Violence 

among African American College Students 
 

Abstract 

The purpose of this study is to identify the relationship between domestic violence and 
alcoholism and its relationship on self-esteem. The population of the study was 123 African 
American college students. This study examines certain demographic factors such as; income, 
gender, household structure, and children witnessing domestic violence, that would influence 
low self-esteem or alcoholism. Domestic violence and emotional abuse are behaviors used by 
one person in a relationship to control the other. Partners may be married or unmarried; 
heterosexual, gay, or lesbian; living together, separated or dating. Although both men and 
women can be abused, most victims are women. Children in homes where there is domestic 
violence are more likely to be abused and/or neglected. Most children in these homes know 
about the violence. Even if a child is not physically harmed, they may have emotional and 
behavior problems. Several factorial analyses were utilized to analyze the data. The finding 
seems to suggest that African American with low self-esteem were more likely to be in a 
domestic violence environment than those college students who have high self-esteem.  

 

 

 

Review of Literature 

Domestic Violence is defined as a pattern of behavior in any relationship that is used to 

gain or maintain power and control over an intimate partner (domesticviolence.org, 2009). 

Domestic Violence has become a brutal cycle that continues to affect thousands of women in the 

United States; more than three women are murdered by their husbands or boyfriends each day 

(domesticviolence.org, 2009). Research suggest that between “21 and 34 percent of women will 

be slapped, kicked, beaten, chocked, or threatened or attacked once by intimate partner’’ 

(Browne and Gelles, 1993., Straus, 1990 pg. 329; Walker, 1999 p. 330). Past studies have 

identified that “husbands and wives who grew up in families where violence was present are 

more likely to be violent themselves” (Gelles & Straus 1990, p. 329). Domestic violence 

http://www.domesticviolence.org/
http://www.domesticviolence.org/
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continues to be the leading cause of injury to women, more than car accidents, muggings, and 

rapes combined (domesticviolence.org, 2009).  

Women are often the most subjugated to such abuse and brutality, research shows 

“corporal punishment in adolescence results to physical assaults on spouses in later life; when 

violence is present in adolescence it found violence to be a continuous cycle” (Straus & Yondais, 

1996). Certain demographic factors have increased the likelihood of violence in households such 

has social economic status (SES). Families of lower socioeconomic status (SES) where there is a 

continuing economic concern, have a high level of verbal abuse (Straus & Yondais, 1996). 

Margolin (2000) found that witnessing and growing up in a domestic violence household effects 

the child’s “self-esteem” and in general, “has been linked with emotional, behaviors, and 

learning problems in children,” and these incidents with children often follow them into 

adulthood.  

Women in domestic violence relationships experience an enormous amount of 

“emotional distress, low self-esteem, and trauma when compared to nonbattered women 

(Cascardi & O’Leary, 1992). Herman “examined the traumatizing characteristics of violence and 

trauma among battered women and emphasized the detrimental effects of children witnessing 

domestic violence in households (1992a,b).  

One-third of the children who observes domestic violence exhibit significant “social 

and/or emotional problems, including psychosomatic disorders, stuttering, anxiety and fears, 

sleep disruption, excessive crying and school problems” (Jaffe and Wilson, 1990 p. 30). The 

boys who witness abuse of their mother by their father are more likely to inflict severe violence 

as adults. “Data suggest that girls who witness maternal abuse may tolerate abuse as adults more 

than girls who do not.” (Gelles & Straus, 1990 p. 29). 

http://www.domesticviolence.org/


1609 

Purpose of the Study and Hypothesis 

Previous studies on domestic violence have not examined the household structure or the 

influence of how multiple children increases financial strain. For example, what are the 

determinants for parenting in a violent environment? How does parenting influence the behavior 

of children? The plausible detrimental effects of how parenting influences the family’s 

environment. This study will examine the influences of witnessing domestic violence and being 

in domestic violence environments. The purpose of this study was to examine how certain 

demographic factors such as; income, gender, household structure, children, witnessing domestic 

violence, and childhood, would influence low self-esteem or alcoholism. 

There were five hypotheses examined in this study. 

1. African American college students who abuse alcohol are more likely to be in a 
domestic violence relationship than those African American college students who do 
not abuse alcohol.  

2.  African American college students who are affected by two parent household 
structure are more likely to stay in a domestic violence environment than those 
African American college students who in a one parent household.  

3. African American College students who have low self-esteem are more likely to stay 
in a domestic violence relationship, than those African American college students 
who have high esteem.  

4. African American college students, who are in a domestic violence relationship, are 
more likely to abuse alcohol than those African American college students who are 
not in a domestic violence relationship.  

5. African American college students who have low self-esteem are more likely to abuse 
alcohol than those African American college students who have higher self-esteem. 

Method 

Participants 

The participants consisted of 123 African American undergraduate students within the 

age range of 18 to 25 years of age. These participants were recruited as student volunteers from a 
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college campus in the southern region of the country from various classifications, majors, and 

campus organizations.  

Instrumentation  

The battery of questionnaires was composed of the Rosenberg Self Esteem questions (10 

questions) r=.90 to identify the levels of self-esteem, Substance Abuse questionnaire (14 

questions) r=.85 to evaluate the use of alcoholism presently, Domestic Violence questionnaire 

(29 questions) r=.89 to assess the environments of relationships, and the Demographics 

questionnaire (21 questions).  

Procedure 

African American college students were recruited for participation from psychology 

courses. Informed consent forms were distributed, read, signed, and, collected. The battery of 

questionnaires were then distributed by the researcher and collected upon completion. 

Participants took approximately 20 minutes to complete the survey. 

Results 

The variables were analyzed using several factorial ANOVA designs. For all 

comparisons p<.05 was adopted as the criterion for establishing statistical significance. All 

statistical analyses were performed with SPSS Version 12.0.1.  

The first analysis of variance was conducted between witnessing domestic violence and 

alcoholism. There was a significant main effect difference for witnessing domestic violence as a 

child and alcoholism among African American college students, F(1,121)=5.097, p=.026. This 

finding seem to suggest that African American college students who witnessed domestic 

violence are more likely (m=29.479) to abuse alcohol as opposed to those students who did not 

witness domestic violence (m=28.289). 
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The second analysis of variance was conducted between domestic violence environments, 

household structure, and alcoholism. There was an interaction between alcohol consumption and 

household structure with regard to being in a moderately abusive environment, F=(1,121) 6.279, 

p=.014. This finding seems to suggest that African American college students with a two parent 

household structure with alcohol consumption are more likely to be in a moderately abusive 

relationship. 

The third analysis of variance was conducted between self-esteem and domestic violence. 

There was a significant main effect difference for self-esteem with regard to domestic violence 

among African American college students, F(1,121) 4.966, p=.028. This finding seems to 

suggest that African American with low self-esteem(m=40.442) were more likely to be in a 

domestic violence environment than those who have high self-esteem (m=45.468).  

The fourth analysis of variance was conducted between domestic violence relationships 

self-esteem and income. There was a significant interaction between domestic violence 

relationships and income with regard to self-esteem, F=(1,121) 26.267, p=.011. This finding 

seems to suggest that African American college students who are in a seriously abusive 

relationship and have an income under $20,000, show sign of low self-esteem (m=26.267), 

opposed to those who have high self-esteem (m=32.875) and an income higher $80,000. 

The final analysis of variance was conducted between alcohol consumption, not 

witnessing domestic violence and household structure, with regard to being in a moderately or 

seriously abusive environment. There was a significant interaction between alcohol consumption, 

not witnessing domestic violence and household structure, with regard to being in a moderately 

or seriously abusive relationship, F (1,121) 8.404, p=.004. This finding seems to suggest that 

African American college students who frequently abuse alcohol (m=3.00) and are raised in a 
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two parent household structure are more likely to be in a moderately or seriously abusive 

relationship, than those college students who were not (m=2.429). 

Discussion 

Previous research studies from Gelles and Straus did not evaluate the variables of 

witnessing domestic violence as a child and alcoholism. As indicated by Gelles et al.(1990) those 

boys who witness abuse of their mother by their father are more likely to inflict severe violence 

as adults. Data suggest that “girls who witness maternal abuse may tolerate abuse as adults more 

than girls who do not” (Gelles et al., 1990, pg. 29), previous studies finding only examined the 

consumption of alcoholism among men. There are several important differences in this study 

over many others in the field of domestic violence research. This study did not limit how 

demographic factors have increased the likelihood of violence in households; such has social 

economic status families of lower socioeconomic status (SES). The interaction between domestic 

violence relationships and income with regard to self-esteem, shows how self-esteem is 

manipulated in domestic violence relationships. Examining risk patterns for domestic violence 

suggest that, with no modification, the cycle of domestic violence is continuous. Specifically, the 

refined cycle of domestic violence explains that domestic violence represents one technique men 

use to diminish women self-esteem (domesticviolence.org, 2009). This control can spread into 

every aspect of the victim’s life, causing her to lose her self-identity.  

The results of this study resemble an experiment conducted by Jacobson and Gottman 

(1998), which identified a sample of couples who were involved in violent relationships. This 

study showed that the majority of the men were emotionally abusive, in addition to being violent 

to the partners.  
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There are certain factors that influence domestic violence and the likelihood of abuse. 

This study found that spousal abuse is more likely to occur in large families in which there is a 

financial burden of raising multiple children. This is consistent with the stages of violence. The 

tension building phase one is when the abuser may be extremely critical, bullying, moody and 

demanding. The individual experiencing violence still feels some control over the situation and 

may attempt to pacify the abuser in order to postpone or stop the next battering phase 

(domesticviolence.org, 2009). With the increase in tension, these attempts become less effective 

in the family environment. In phase two, the abuser’s behavior escalates to physical or extreme 

emotional violence and the individual may feel completely helpless in controlling the escalation, 

more prevalent in larger families. In this phase three, the abuser may repeatedly express what 

appear to be genuine feelings of remorse and may shower his partner with attention or gifts. The 

abuser may promise to “never do it again” or to get counseling (domesticviolence.org, 2009). 

The findings can imply a child witnessing domestic violence is another risk factor in one’s 

psychological reactions to the domestic violence. Consistent cycle of domestic violence, this 

finding indicates that the children who have already been traumatized as children may carry this 

vulnerability into their adult lives.  

In contrast to other studies of children who witnessed domestic violence and children 

who were abused (Gelles & Straus, 1990), this study showed that child abuse (rather than 

witnessing violence) was the more important predictor of children’s adjustment. This finding is 

consistent with some of the literature on trauma in child abuse survivors versus witnesses 

(Rossman, Bingham, Dickerson, Cimbora, Dexter, and Balog, 1993). 

There was both a direct interaction with students who consumed alcohol and household 

structure being in a moderately and seriously abusive relationship. The finding that parenting is 
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related to children’s adjustment in domestic violence families is consistent with findings for 

parenting in other high-risk environments, such as poverty and low income (Conger, 1992; 

McLoyd, 1990). 

Thus, the suggestion is that this study supports cycle of domestic violence based model. 

The model’s basic framework is one in which husbands may or may not be violent, and in which 

the wives of violent husbands may or may not divorce them. The model assumes that men who 

are raised in violent homes are more likely to be violent as adults, and that women who witness 

domestic violence as children are more likely to remain with an abusive spouse. This is assumed 

that children are affected by domestic violence only if their mothers fail to leave an abusive 

partner, and then explore an alternate plan in which divorce is faultily protective. 

Conclusion 

The findings in this study accentuate the need to help environmental and psychological 

functioning of domestic violence in society with regards to alcoholism, in order to make the 

maximum impact on the children in these families. Children are affected by the domestic 

violence through the influence that the violence has on their mother, as well as through any 

direct abuse enacted on them by either parent. 

Social economic status played a significant role in the family’s negative psychological 

functioning. This is mostly important in that many families in domestic violence environments 

who have few social supports due to the controlling aspect of the battering relationship. 

Noticeably, women may feel more obligated to leave abusive spouses if they have community 

support systems. This examines the need for the more community support groups for women 

who are suffering from domestic violence, or who have suffered in the past. In addition, the 

expansion of community support networks may also be accommodating for these women.  
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One important characteristic of the study was the examination of the household structure 

and the overall environment of battered individuals. This allowed for consideration of the 

influence of increasing domestic violence on women and children and how it influenced the 

children later to abuse alcohol and become violent themselves. Finally, the examination of 

certain demographics and how they may predict the possibility factors for alcoholism, social 

economic status, and household structure, and in domestic violence in families is a 

comprehensive way of understanding the influences of domestic violence. 

Limitations 

One limitation of the study was the sample size. Another consideration that yields some 

limitation was not surveying those families in domestic violence shelters. This could have given 

direct insight and interpretation of just how great the influence of violence affects the family as a 

whole. The degree of parenting style may have been a limitation as well, as it measures overall 

parenting qualities, as evaluated by the mother. This study did not survey the presence of 

stepfathers, who is also a parent to the children in these families, and their parenting style, which 

could have an impact on the children’s adjustment. The missing paternal parenting variables may 

account for some of the unexplained variance in children’s adjustment. However, the presence of 

the fathers in a study about domestic violence is always precarious because they may not be 

willing to have their family studied if they have knowledge of the nature of the study or the 

questions about family violence. Future studies should also examine additional factors, including 

psychological disorders, sand the length of witnessing domestic violence as a child. 

Implications 

The results from this study can suggest that witnessing violence between one’s parents or 

caretakers is the strongest risk factor of transmitting violent behavior from one generation to the 
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next. It is an epidemic affecting individuals in every community, regardless of age, 

socioeconomic status, race, religion, or educational background. Domestic violence is best 

understood as a pattern of abusive behaviors, it is evident that these patterns can be conditioned 

into the lives of one’s children.  

Children who witness the abuse of their mothers become alcohol abusers later in life. It 

can be implied that those boys who witness their fathers’ abuse of their mothers are more likely 

to inflict severe violence as adults.  

Data suggest that girls who witness maternal abuse may tolerate abuse as adults more 

than girls who do not. This research can infer that the association between alcohol use and 

domestic violence was apparent for students who had low self-esteem. Specifically, the use of 

alcohol abuse by college students appeared to be highly correlated with witnessing domestic 

violence sometime within their lives.  

Based on this review, it is concluded that alcohol is a contributing factor in domestic 

violence. This study found domestic violence to be more prevalent among younger than older 

people. Domestic violence in this study is prevalent in college students from back grounds of 

lower socioeconomic status. Overall, because of the increase statistics of domestic violence in 

America, situations and citations should not be taken likely. Victims should be questioned 

routinely and explicitly about domestic violence and should have the full range of medical and 

social services offered to them.  
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Values Learned from Interacting with International Business Women from 

Other Countries—An Ongoing Research Project 
 

ABSTRACT 

International Business Programs present a rich environment for learning and exchanging new 
and variant ideas. It creates a diverse environment that demands looking at a situation from 
several viewpoints. This qualitative study promotes such an environment by examining a group 
of professional International Women from several different countries. In conjunction with 
lectures, seminars, and a variety of hands-on management exercises, researchers were able to 
collect valuable information that provided insight into how this select group of international 
business women views the management world. Although differences were found, they were 
minimal and are best described as different pathways and not distinct division. Understanding 
how these women view business and human resources management adds to the body of 
knowledge about women equality issues and management initiatives. 

 

 

 

INTRODUCTION 

According to the United Nations Women report, found in The 2012 Women, Business 

and Law publication, “women perform 66 percent of the world’s work, produce 50 percent of the 

food, but earn 10 percent of the income and own 1 percent of the property.” (The International 

Bank for Reconstruction and Development/The World Bank, 2011) This appalling statistic from 

The World Bank’s co-publication remains an issue for women around the world. Much has 

changed in the world today—however, not much has changed with how we view and treat 

women in the business world. It is the impetus for making the International women’s business 

class a perpetual research project at Alabama State University. 

There is much to learn from international women who work in a global business 

environment. Based on their cultural experiences, they provide insight on how they view the 
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world. This insight allows researchers to have a better understanding of how other countries 

conduct routine business that intentionally include women, who would have been excluded 

otherwise, in the decision-making process. Although global issues are highlighted in other 

publications such as Bloomberg’s Business Week, Wall Street Journal, and many prestigious 

international and national journals, this research, over a three year period, explores the 

international business arena by explicitly examining the experiences of professional international 

women from 22 different countries and the United States. 

The study started as a request from the Alabama State University’s Continuing Education 

program to provide Human Resource Management classes to approximately 12 international 

women. The College of Business Administration was tasked to provide instructors to conduct the 

class, which eventually evolved into a project. The project was birth from the idea that women 

all over the world experience similar issues as they seek to enter or sustain a roll in the business 

arena. It assesses the distinctive values of these professional women and provides them with 

human relations and management skills. Although three years of data has been collected, the 

study is continuous and has been restructured as a full research project for the College of 

Business Administration at Alabama State University. 

REVIEW OF LITERATURE 

Because the study was designed to focus on human resource management issues we used 

the Business Dictionary.com’s definition: Human Resource Management (HRM) is “the 

administrative discipline of hiring and developing employees so that they become more valuable 

to the organization” (BusinessDictionary.com, 2012). 

The origin of HRM began during the apprenticeship era where the master was directly 

responsible for the well-being of his apprentice (Losey, 2010). During the eighteenth century, the 

http://www.businessdictionary.com/
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Industrial Revolution altered the workplace canvas with the introduction of factories, machinery, 

oppressive labor, and governmental intervention in corporate affairs. In response to riots over 

mistreatment, the government created labor laws to protect employees (Losey, 2010). 

The National Cash Register Company (NCR) was the first organization, according to 

Losey (2010) that formally addressed employee disputes regarding compensation, terminations, 

health benefits, and other personnel issues. Although the government enacted laws to force 

employers to address employee concerns in some small manner, the employer maintained the 

real power and protection. 

Workplaces have evolved from a time where managers believed employees must be 

controlled and manipulated to perform faster. The behavioral-oriented approach established as a 

result of Elton Mayo’s Hawthorne Studies, allowed managers an opportunity to see the value in 

personnel programs. World War II forced men into military service, which left women and 

Native Americans behind to work in factories and sustain the workforce (Losey, 2010). Although 

not fully appreciated or encouraged, this era created diversity in America’s homogenous 

proletariats. 

Despite union and management opposition over wages and benefits, which remains a 

point of contention in various industries today, an interest in human relations ignited baby 

boomer managers who appreciated employee hard work, initiative, self-discipline, and creativity 

(Losey, 2010). This new managerial philosophy emanated labor legislation that improved pay, 

employee rights, safety conditions, and retirement policies.  

When maintaining legal compliance and treating employees as valuable assets became 

the norm in many organizations, the human resource (HR) function became even more critical. 

As corporate mergers and acquisitions transpired in many organizations in an attempt to remain 
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competitive, HR managers had the daunting task of strategically placing employees in both local 

and global markets. Gone are the days of filing papers and conducting conventional orientations. 

Human resource managers must be trend setters and market analyzers who are able to find, 

integrate, and motivate the best talent in the industry both nationally and internationally. 

Although the field of human resources has evolved throughout the years, the pay 

disparity and stereotypes concerning women in managerial positions have remained resiliently 

behind men. According to Starner (2009), even though more women occupy junior and mid-level 

positions in HR, they are rarely represented in senior-level management positions and have little 

control of the decision-making process. This may have to do with the presumption that men and 

women communicate differently, and as such, would also lead, deal with conflict, and manage 

differently (Krastev, 2008). As a result, women are not exposed to positions where they have 

access to higher earnings and when they do, they traditionally tend to earn less on the dollar than 

men. In 2009, a report from the American Association of University Women found that women 

who recently graduated from college earned 82 cents per dollar earned by men (Ellis, 2012). In 

addition, even though the HR profession was ranked No. 8 on Forbes.com “for best- paying jobs 

for women with an average income of $59,124”, women still earned salaries that were “30 

percent less than their male colleagues” (Starner, 2009, para 1). 

Regardless of education, motivation, years on the job, and skill, the wage gap between 

men and women is apparent long before women enter into their desired professions. For North 

American women, one of the culprits for pay disparity, that may also be the cause of career 

disparity between men and women, is motherhood.—The economic report Career Interrupted—

The Economic Impact of Motherhood concentrated on wage discrepancies between genders. 

According to the report, at least 20 percent of participants could not be accounted for under 
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traditional factors such as experience, number of hours worked, profession, industry, and age 

(Hewitt, 2010). Therefore, researchers believe that workforce attrition and the unexplained wage 

gap were likely associated to family or motherhood (para. 2). 

The report revealed women receive a three percent wage penalty for every year absent 

from the workforce. The penalty could become significant for extended sabbaticals and 

frequency of time away from the workforce. During these absences, women can experience skill 

depreciation and employers can view this departure and re-entry as an indication of commitment 

(Hewitt, 2010, para. 4). While on professional leave, a woman forfeits standard of living gains 

and promotional opportunities that could place her in more lucrative income brackets. In 

addition, the responsibilities of motherhood compete with the responsibilities of the job. 

Employers can improve work-life balance, flexibility, and fair wages in an attempt to attract, 

retain, and encourage highly-skilled women to enter in managerial positions (Hewitt, 2010). 

According to the Economist (2011), researchers have identified economics, equity, and 

human rights as the predominate indicators of progress within the Organization for Economic 

Co-operation and Development (OECD) countries. Women prepare for positions in competitive 

workforces early on in their academic careers with the hope that employers may not overlook 

them. In more than 32 of the 34 countries that participate in the OECD (OECD), research has 

shown that girls complete high school more than their male counterparts and some of them 

pursue post-secondary degrees in business (Economist, 2011).  

Taiwanese women tend to become specialists instead of managers because they are 

encouraged to pursue staff positions with minimal influence this type of professional progression 

blocks them from promotions that ultimately lead to future managerial opportunities. It also does 

not help them develop skills and attributes necessary to perform as well as their male 
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counterparts. The attributes of an effective manager, according to Tang (1992), are 

“resourcefulness, self-confidence, persuasiveness, assertiveness, open-mindedness, adaptability, 

cooperation, consideration, decisiveness, courtesy, and receptiveness” (p. 96). Unfortunately, 

research does not explore the adversities of Taiwanese women in managerial positions; even 

though most respondents to the survey stated that they earned a bachelor’s degree and 35 percent 

possessed either a master’s or doctoral degree. Despite, their level of education, these women 

endured pay disparities in the thousands. Their earnings ranged from $20,000 to $30,000, and 

managerial positions varied from assistant finance manager to functional vice president (Tang, 

1992). Overall, women are becoming better educated than men, but, that does not seem to 

change the landscape in terms of who is at the top. 

The Global Management Education Graduate Survey (GMAC) revealed that 

approximately 106,000 women in pursuit of a career in business took the GMAT exam in 2010; 

indicating that more women are choosing careers in finance or accounting, hoping to change the 

traditional managerial setting of many companies (Watson, 2011). In the US, MBA programs 

will educate 33 percent of women, but only 20 percent of them will ever work for leading 

corporations. Incidentally, of the ones hired, their earnings will be $4,600 less than men in 

comparable professional positions (Watson, 2011). 

If obtaining an education were the premise for professional success, then women should 

hypothetically exceed men in most industries. Around the globe, women are becoming well-

educated and motivated by economic opportunities that were once unattainable. As emerging 

markets struggle to attract the best talent to catapult multinational organizations amid highly 

competitive developed nations, they cannot afford to ignore the talent among local women. In 

some areas, the men are less educated than the women. Brazil has a 60 percent graduation rate 
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amongst women and the United Arab Emirates follows with 65 percent (Andors, 2012). In 

Europe, women comprise of 55 percent of university undergraduates.  

The U.S. Department of Education’s National Center for Education Statistics reported 

that women are earning post-secondary degrees, from associates to the doctoral level, and 

acquire approximately half of professional degrees in dentistry, medicine and law (Heller, 2011). 

In addition, the number of women projected to earn degrees by 2016 will increase nearly 16 

percent, topping the meager 1.3 percent projected increase in degrees earned by men (Heller, 

2011). Despite the remarkable growth in degrees earned by women, it has had little effect on 

shattering the glass-ceiling experienced by many women desiring to penetrate corporate 

boardrooms and enter upper level positions of authority. Even in countries like Norway where 

gender parity is perceived as the cultural norm, women are left wanting as they only hold 

approximately 32 percent of top executive positions  

In contrast to the United States, where some women avoid senior-level positions for 

various reasons, women residing in BRIC countries (Brazil, Russia, India and China) are in hot 

pursuit of them. According to Andors (2012), more than 80 percent of women in India, 70 

percent in Brazil and China aspire to lead in corporate senior management positions as opposed 

to 36 percent of women in the United States (p. 34). In India, although gender diversity in 

managerial positions for educated Indian women is slow, it has shown some progress over the 

last few years (Lockwood, 2009). 

The influx of women entering the workforce has increased both in the United States and 

abroad. However, the amount of women holding managerial positions with autonomy and 

perceived leadership power may not be as apparent. During the onset of the recession in the 

United States, only 20 percent of women held executive leadership titles, whereas in Brazil 40 
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percent of women in were a part of the workforce and 45 percent held managerial status and 30 

percent of which were executive positions (Andors, 2012). In Europe, a third of women occupy 

management positions, “but still only 1.8% of CEOs and about 10% of board seats of Financial 

Times 500 companies” (Robin J. Ely, Herminia Ibarra, Deborah Kolb, 2011, p. 474). 

The plight of women managers in Asia appear slightly better as Chinese women 

exceeded all other BRIC nations with 75 percent of women, ranging in ages 15-65 were in the 

workforce, 32 percent of whom hold senior managerial titles provided by 91 percent of Chinese 

corporations (Andors, 2012, p. 34). In the U.S., only 2.2 percent of women hold CEO positions 

in competitive Fortune-500 companies and roughly 15 percent of them hold board seats and 

officer positions in those organizations (Ely, Ibarra, Kolb, 2011). When race is a factor, the 

disparity increases for women of color who represent approximately 12 percent of the labor force 

with only 3 percent working as directors in Fortune-500 companies; three out of the 500 CEOs 

are women of color (Ely, Ibarra, Kolb, 2011). 

According to Ely, Ibarra, and Kolb (2011), the inadequate representation of women in 

executive positions may have less to do with calculated attempts by organizations, and more to 

an engrained gender bias that transcends generations. Baumgartner and Schneider (2010) stated 

that the “Old Boys/New Boys” network, where men have a history of adversarial attitudes 

towards women executives regardless of exposure, has not only remained, but is enforced 

through policies and procedures established by men. Furthermore, women who are afforded an 

opportunity to move into management, find themselves in positions with limited or no authority. 

Thus, the positions are “titled” management, but the women have no control or legitimate power 

to influence any decision or outcome (Baumgartner and Schneider, 2010) which exposes them to 

further scrutiny.  
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In Indian organizations, women managers face deeply rooted traditional and cultural 

stereotypes as well as opposition from their male counterparts. Women are not expected to 

complete challenging assignments nor be aggressive, since management jobs are customarily 

occupied by men (Lockwood, 2009). As a result, some Indian women leave the management 

ranks to return home. They are expected to take care of not only their families, but satisfy the 

desires of their in-laws as well.  

Several organizations have attempted to further the advancement of women in key 

positions by providing training and mentorship programs that were originally custom-made for 

the needs of men and then vaguely adapted to women. According to Lockwood (2009), these 

programs proved ineffective.  

Women face unique challenges in management positions and must adjust in order to 

overcome them. In the United States, just as in other parts of the world, women face cultural and 

societal obstacles, work and life balance issues, discrimination, gender biases, scrutiny, 

insufficient training opportunities, and workplace stressors (Andors, 2012). Perceptions of 

women that are stereotypical, minimizes women’s qualities, experiences and abilities create 

insulated primary and secondary glass ceilings that prove impenetrable. Thus, it is against 

insurmountable odds and unwavering determination that women are able to establish credibility 

in many local and international industries. 

Even though women in BRIC countries appear to have more opportunities to pursue 

executive leadership positions, they remain confronted with obstacles that may hinder their 

career aspirations. Cultural expectations of family and societal roles are unique to each country. 

Thus, patriarch societies have a direct impact on the careers of businesswomen. In many parts of 

the world, strict filiopietistic views on customs and ecclesiastical laws have infringed upon 
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women’s basic civil and political rights, prohibiting them from obtaining education, earning 

wages, and receiving quality healthcare (Wilen). In Arab nations, management and marketing 

opportunities are limited for highly qualified and motivated women. The impact of cultural 

norms dictates that women are not to travel without a male escort, and speak to men outside of 

the family (Andors, 2012). Therefore, these women cannot matriculate into high profiled jobs 

that require frequent travel or heavy sales interactions with clients. To go against these cultural 

norms may prove detrimental. 

The stifling of women’s professional growth opportunities is also apparent in the 

Americas. The perception that the management is a man’s job, poses even more problems for 

women. Linehan and Scullion (2008) state according to the International Labor Office about half 

of the world’s workers are in sex-stereotyped occupations (p. 30). Mexico’s cultural stereotypes 

keep women from entering into the management field. Strong traditional views of female roles in 

a masculine society expose women to organizational biases that are systemic in nature. 

Elder care is an issue for 70% of highly qualified BRIC women, gender bias severe 

enough to cut careers short, Brazil, China, and India say they would rather quit their jobs then 

deal with gender inequality, Extreme work weeks with 60 plus hour workweeks Chinese women 

working for global organizations average 71 hours a week and in Russia women work in excess 

of 73 hours.  

Women who occupy upper echelon positions must continue to prove themselves head-

and-shoulders above their male counterparts. This type of gender-stereotyping is even more 

prevalent as more women serve as expatriates in global markets where female roles are limited 

and casually dismissed. Upper-level management positions are reserved for men because “… 
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women are still viewed as not having the requisite skills and abilities” (Owen, C., Scherer R., 

Sincoff, M. Cordano, M., 2003). 

People tend to judge women more harshly when they display the aggressive leadership 

characteristics commonly associated with management positions and in most cultures, 

stereotypical male behavior. According to Ely, Ibarra, and Kolb (2011) women who display 

characteristics that are nurturing, “friendly, unselfish, [and] caretaking” (Ely, Ibarra, and Kolb, 

2011), lack necessary qualities that are of value in prominent leadership roles (pp.477). Many are 

under the impression that men inherit leadership tendencies. The assumption that leadership 

skills come naturally only to men diminishes the leadership capabilities of women. As a result, 

many people view women leaders poorly; disregarding their legitimate credentials. They also 

believe that women, too often, oppose accepted and cultural norms of leadership regardless of 

the displayed leadership behavior (Hastings, 2007). 

Perceptions of how women and men should behave in leadership roles tend to place 

women at a disadvantage. Men, typically, support other men’s aggressive behavior. In contrast, 

both males and females respond to women’s aggressiveness with distain and contention. Forty-

six percent of women leaders shared that there is an unfortunate tradeoff between competency 

and likability (Hastings, 2007). In addition, unlike men who are likely to assist other men in 

pursing leadership roles, women who have made it to higher positions rarely offer assistance to 

other aspiring women hoping to penetrate the glass ceiling. The Queen Bee (QBs) syndrome 

refers to how women in power believe that barriers preventing women, in general, from 

leadership roles do not exist. QBs also believe that women wanting to be in senior level positions 

should experience the same challenges to achieve success (Baumgartner and Schneider, 2010). 
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Stereotypical assumptions of how women will behave in managerial positions can 

impede their progress when assuming leadership roles in an organization. In other words, most 

employers believe that Asians are docile, conservative, and complacent; Latinas are 

temperamental, and African Americans are overly hostile and confrontational (Elby, Ibarra, 

Kolb, 2011, p. 477). These qualities prohibit women from entering into positions of higher 

authority. In addition, traits such as “assertiveness, self-confidence, or entrepreneurial” 

demonstrated by men is often encouraged and valued. Whereas, these same traits displayed by 

women are viewed as “abrasive, arrogant, or self-promoting” especially in America (Elby, 

Ibarra, Kolb, 2011, p. 477). Standards that apply to men are likely to be raised when it comes to 

women in the same positions. According to Hastings (2007), thirty-nine percent of those 

surveyed said female leaders face higher performance standards than men and customarily see 

fewer rewards. 

In spite of negative perceptions and the belief that women avoid senior level positions 

because of their own limitations and self-concept, women have embraced leadership 

opportunities around the globe. They have also discovered that the best way to lead may not be 

the command-and-control traditional management style associated with men in large 

organizations. In contrast to other research, Rosener (1990) discovered that there are several 

similarities between men and women leaders that were surprisingly similar, as well as some 

noteworthy differences. 

Some similarities between the genders relate to money, children and work-life balances. 

Contrary to most research, Rosener (1990) found little evidence supporting wage gaps between 

women and men. In addition, just as many men as women experience stress and anxiety over 

challenges to balance work and family life (Rosener, 1990). One of the major differences in the 



1632 

study surrounded leadership style. Men more than women often describe their management style 

as more “transactional” leadership, where they use the carrot and punishment approach to lead 

subordinates.  

On the other hand, women describe their leadership style as more “transformational” 

where they lead interactively with subordinates fulfilling a vision through charisma, 

participation, hard-work, and interpersonal skills (Rosener, 1990, p.120). The transformational 

leadership style contains characteristics that other studies claim may weaken women’s 

credibility. Women, who use transformational leadership, lead without formal authority, because 

this style encourages participation, increases employee self-worth, creates and environment that 

inclusive rather than decisive. Interestingly, the survey given to the International Women’s 

Forum discovered that women, just like men, were likely to pay their female managers $12,000 

less than male counterparts in similar positions and titles (Rosener, 1990).  

COUNTRY PERSPECTIVES 

This section was designed to discuss interviews, group sessions, emails, portfolios and 

relevant comments provided by each participant. Due to the small number of participants (n=23) 

and the concern for confidentiality and safety only general comments are provided and they were 

grouped and assessed by world regions (Women, Business and Law, 2012). 

What follows is a brief overview of information obtained from 23 of the participants 

about their personality types, leadership types and a summarized view of how they perceive the 

current state of business women in their country. Overall 83% (n=19) these women had 

extroverted personality styles and 17% (n=4) were identified as having introverted personality 

types. Although all the students provided excellent participation the extroverts were more 

aggressive in seeking leadership roles and directing the flow of action during class sessions. 
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Many of the questions and suggestions were presented by extroverts. In their e-Portfolio they 

were also more revealing about their countries current position about business women. The 

overall leadership profile for this group was Transformational. Many believed that most 

situations they encounter could be successfully worked out through meetings and discussions. 

They believed that workers should be given ample time for me to correct negative or counter-

productive behaviors. These individuals tend to work on group project by constantly checking on 

others (introverts in particularly) and ensuring their inputs into the group discussions. Slightly 

over 30% (n=7) were introverts.  

METHOD 

Participants: All participants were women and generally spouses of a military officer 

from their country. All spouses were attending a military mid-level or advance college at 

Maxwell Air Force Base. Because this study began as a management class requested by 

continuing education department each participant was conveniently decided by their selection 

process. Initially the first semester 10 participants were selected, the next semester12, and the 

current semester 16 were selected to participate. These ladies were considered professional 

women who had spouses attending the Air War College or the Air Command and Staff College 

at Maxwell Air Force Base in Montgomery Alabama. Four of the participants were young ladies 

(daughters of a foreign military officer at Maxwell) who were accompanying their families while 

taking a break from their first or second year of college. All of these women were from an upper 

class status in their countries. They were educators, doctors, lawyers, accountants, government 

workers, entrepreneurs, and private business owners. All had performed paid or unpaid work in 

some distinguished or influential position within their countries. Several had children who were 

in high-school or/and college. All participants wrote and spoke English very well with the 
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exception one participant who had a small challenge with some of the management terms taught. 

However, each participant had taken at least one formal English class either in their country or in 

the United States. Over 83% of the participants were extroverts and 17% introverts as assessed 

using the MBTI (Source). On the abbreviated Multi-factor Leadership Questionnaire 69% were 

identified as having a transformational leadership style and 30% a transactional leadership style 

(Northouse, 2004). None of the participants were assessed as laissez-faire type leaders.  

Procedure: The data in this report were collected over a three year period from 2010 to 

2013. The qualitative date was captured using NVivo 8, OSR International software. Each 

participant was required to attend the classes, create an e-Portfolio based on the guidelines 

provided, and take the Multifactor Leadership Questionnaire (MLQ) Form 6S and Myers-Briggs 

Type Indicator (MBTI) assessments and participate in all class exercises. Rarely were any of 

these individuals absent except for a brief emergency. Participation was fantastic across the 

board for both sessions. Their written papers, e-Portfolios, and oral presentations reflected their 

maturity and commitment to the class and learning. Final data will be process using NViv0 8 

qualitative software. Initially, e-Portfolios were created and must contain and introduction, 

business photo, resume, country history, and a journal section. This initial writing project 

allowed us to get a quick assessment of the caliber of participants involved in the class and the 

study. The portfolio also provided an excellent means of learning about each country through the 

eyes of these ladies. The country description contained historical, geographical, political and 

economic data. The journal portion reflected personal and professional issues these women were 

willing to sharing in writing. Much of the oral discussions were not recorded due to their 

sensitive nature but was used to create a big picture or the full profile of the participants.  
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RESULTS, IMPLICATIONS AND CONCLUSIONS 

This area is still pending updates from the current class; however, projections are about 

the same as last semester: these women are predominately extroverts (83%) with a tendency 

(69%) towards a transformational or Transactional (30%) leadership styles. These initial findings 

are on par with what we see among men in the business and management environment. African 

American men tend to have higher Transactional scores but the overall population is on par 

(Brown, 2010). The pending qualitative results initially indicated that values, ethical, and 

leadership philosophies were on par with men in several regions. This appears to be especially 

true with the OECD countries (Appendix). Again solid results are forth coming but our initial 

assessment lends for a fascinating study that should greatly add to the body or knowledge about 

women, business, and management.  

Creating an environment conductive to progress and success for everyone is extremely 

important in obtaining equality for women. This is especially true when we look at professional 

women who have proven their abilities to perform and in some cases exceed the performance of 

men and yet remain in a less than category. This study identified that in its limited assessment 

and has set the foundation for a more in-depth study. 

The study is ongoing and will be continuing for the next two years. Current findings 

continue to indicate an even greater need for research and investigations into the conditions of 

professional women in all regions. Using this small ongoing study to highlight the disparities that 

exist as well as the progress and potential of women could lead to a better and more equitably 

environment for professional business women and business overall. Those countries that remain 

anti-women rights or anti equality for women may benefit in understanding the important human 

capital (women) they are losing by not acknowledging women in a more positive light.  
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Coverage by Regional Areas with Specific Countries Identified IAW Women, Business and the Law, 2012 

East Asia & Pacific: Cambodia; China; Fiji; Hong Kong SAR, China; Indonesia; Lao PDR; 
Malaysia; Mongolia; Papua New Guinea; Philippines; Singapore; Taiwan, China; Thailand; 
Vietnam 

Europe & Central Asia: Albania; Armenia; Azerbaijan; Belarus; Bosnia and Herzegovina; 
Bulgaria; Croatia; Georgia; Kazakhstan; Kosovo; Kyrgyz Republic; Latvia; Lithuania; 
Macedonia, FYR; Moldova; Montenegro; Romania; Russian Federation; Serbia; Tajikistan; 
Turkey; Ukraine; Uzbekistan 

Organization for Economic Co-operation and Development (OECD): Australia; Austria; 
Belgium; Canada; Czech Republic; Denmark; Estonia; Finland; France; Germany; Greece; 
Hungary; Iceland; Ireland; Israel; Italy; Japan; Korea, Rep.; Netherlands; New Zealand; Norway; 
Poland; Portugal; Slovak Republic; Slovenia; Spain; Sweden; Switzerland; United Kingdom; 
United States 

Latin America & Caribbean: Argentina; Bolivia; Brazil; Chile; Colombia; Costa Rica; 
Dominican Republic; Ecuador; El Salvador; Guatemala; Honduras; Jamaica; Mexico; Nicaragua; 
Panama; Paraguay; Peru; Puerto Rico (U.S.); Uruguay; Venezuela, RB 

Middle East & North Africa: Algeria; Egypt, Arab Rep.; Iran, Islamic Rep.; Jordan; Kuwait; 
Lebanon; Morocco; Oman; Syrian Arab Republic; Tunisia; Saudi Arabia; United Arab Emirates; 
West Bank and Gaza; Yemen, Rep. 

South Asia: Bangladesh; India; Nepal; Pakistan; Sri Lanka 

Sub-Saharan Africa: Angola; Benin; Botswana; Burkina Faso; Burundi; Cameroon; Chad; 
Congo, Dem. Rep.; Congo, Rep.; Côte d’Ivoire; Ethiopia; Gabon; Ghana; Guinea; Kenya; 
Lesotho; Liberia; Madagascar; Malawi; Mali; Mauritania; Mauritius; Mozambique; Namibia; 
Niger; Nigeria; Rwanda; Senegal; South Africa; Sudan; Tanzania; Togo; Uganda; Zambia; 
Zimbabwe 
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The Value of a Black Woman’s Work 
 

The purpose of this study is to examine the constructs of gender at Historically Black 

Colleges and Universities (HBCUs) in the United States. One of the things that is striking about 

the HBCU campus is that it is highly populated by African-American women in the classrooms, 

in the kitchen, in the in the offices, but less populated in the boardroom where major decisions 

are made. According to Geiger (2006)  

Consistent with previous research, but striking, is the fact that there continues to be a 20 
percent negative gap that exists between the percentage of the total student population of 
any HBCU that is female and the percentage of female faculty present. This issue 
concerning the number of female faculty members is important not simply because of the 
number disparity itself, but also because research has shown that the educational 
experience of female students is enhanced when they have more female teachers and 
administrators. This would seem to be a call to us to say that we can no longer wait to 
figure out why there is such a disparity. We must close that gap if we want to improve the 
quality of educational experiences for female students on HBCU campuses and if we 
want more female faculty and administrators (pg. 6). 

So then, where we are most populated seems to be the place where we have the smallest 

voice. The issue is an old one. Bonner (2001) conducted a breakthrough study about women of 

color in the ranks of faculty and mid-level administration at HBCUs. She asserted that African-

American women have struggled for parity with men and White women in the U.S. academy for 

many years. However, she found clearly that there was a pattern of gender inequity and 

discrimination at HBCUs are the areas of rank and salary. This pattern, culturally steeped in the 

religious roots of the HBCU, was even more challenging because they are further confounded by 

and in conflict with issues of race. Bonner also addressed the consequences and the lack of 

attention paid to gender concerns at HBCUs and how it influences the wider academy. Since her 

study, there have been a few historical studies here and there that mention the issue—but few 
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from the social and cultural perspective from a member of that group. Why then is the work of 

women of color still devalued at Black and minority serving institutions? 

A good example is explained by Jamieson (1995). She argues that women who venture 

from the traditional roles of wife, mother, maid, caregiver, and nurturer to step into roles of 

authority are caught in a “double-bind.” She wrote: 

In 1631, in Cautio Criminalis, Julius Friedrich Spee identifies one no-win situation in 
which prosecutors placed women accused of witchcraft. The suspected Witch was 
submerged in a pond. If she drowned, she deserved to; if she didn’t, she was a witch. In 
the first case, God was revealing her nature; in the second, the devil…Although he didn’t 
know it, Spee had identified a trap set for women throughout history. When our 
foremothers overstepped prescribed boundaries, they confronted situations constructed to 
ensure that they were guilty until proven guilty. More often than not, the accused was 
vulnerable because she was unprotected by a father, husband, or son and had increased 
her susceptibility to suspicion by asserting her right to influence other women (Jamison, 
1995, p. 3). 

I began preliminary interviews for this study with 10 women of color at other HBCUs 

who are in the positions of deans, department chairs, professors, and directors. Although the 

respondents were passionate about the subject matter and were glad to participate, each 

respondent asked “will this information be made public?” They appeared cautious and viewed 

even talking about gender bias as “complaining.” They explained that they rarely talked to other 

women at minority serving institutions about their feelings for fear of reprisal, losing their jobs, 

or being “blackballed” within the HBCU system. But a common theme that I heard from all 10 

preliminary respondents was that things at Historically Black and minority serving institutions 

were slow to change bias against women of color. Some biases identified from the preliminary 

responders were about how dark or light-skinned a woman was in relationship to her ability to be 

considered for senior level positions; is she fat or skinny, is her hair straight or kinky; can she 

“dress”, is she Greek?; does she just go along with the program or is she outspoken in a meeting 

with a group of Black men in leadership?  
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The information that I gathered from casual responders concurred that gender is often 

used as a social mechanism that works to marginalize as well as oppress women—not only 

between black and white cultures, but within our own culture. However, according to Meyers 

(2002), race and gender (or racism and sexism) are issues that are inextricably linked for the 

African-American woman. Furthermore, she argues that race and gender work together to 

oppress African-American women in the workplace because both perspectives are grounded in 

stereotypical beliefs and myths about African American women within in the academic 

environment (Myers, 2002). 

The Value of a Black Women’s Work 

My earliest memories of Black women’s work came from those Saturday afternoon visits 

with my grandmother to my grand-aunts’ houses—Aunt Ruby and Momma Ida. I was raised by 

grandparents who moved to California from Texas. My grandmother, affectionately known as 

“Nanny” had a good bit of family in Los Angeles and would make her rounds to Aunt Ruby’s 

after grocery shopping on Saturday afternoons. My earliest memories are from about 7 or 8 years 

old. Her aunts were only about 10 years older than her, but considered themselves to be her 

elders and spinsters. My maternal grandmother’s mother died in childbirth and her father was the 

Aunts’ eldest brother. The Aunts’ husbands had either died or left them years ago and they chose 

not to remarry. Aunt Ruby and Momma Ida were extremely light-skinned beautiful women from 

Ft. Worth, Texas who were witty and always had plenty of company coming through—that made 

it all the more fun for me. Aunt Ruby had a boyfriend for all my known life named “Lump.” He 

was married of course and she claimed Mr. Lump begged her to marry him time and time 

again—that’s her version. But he was good to her and all my spinster Aunts who stayed in that 



1643 

house Mr. Lump bought for them. Mr. Lump died in the 80’s but the Aunts from Texas stayed in 

that house until they died—even Aunt Ruby just a couple of years ago.  

My grandmother on the other hand was much browner and heavy set. They often made 

negative comments about her darker skin and commented on my very light skin; that I would 

probably do better than my grandmother because I was smart and “high yellow.” Aunt Ruby and 

Momma Ida were like many of the African-American women of the 1960’s and 70’s who were 

uneducated in the big city from the South who needed steady work in which they were 

experienced. They were “day workers” as they called themselves for White families. They 

traveled by city bus for at least an hour-and-a-half or more from South Central Los Angeles to 

“way up in the Valley” as they called it to work as maids and cooks. Every Saturday my sister 

and I hoped they’d brought home some of those dainty little cakes and treats from the big parties 

they talked about. Most of the time they didn’t want us listening in to grown folks conversations, 

but I always found a way to be in the mix. Aunt Ruby used say “Lord, that woman could care 

less about how I be feeling…that son of hers always messing up and I got to clean up behind his 

grown tail.” Momma Ida was the cook and she’d say “at least you ain’t got to cook for them 

cows…they eats like hogs and expect me to cook up something different every day with just a bit 

of food…but they sho’ like my cooking cause she can’t boil water!” We’d all have a good laugh 

at that and then they’d talk about the parties and the guests and the beautiful clothes and cars. 

Then, without fail my grandmother would chime in and say “Lord I works just like a mule too 

around my house all day long with no help from that lazy Daniel Gardner…him giving me 

pennies to buy food, helping him with that church, and looking after these kids everyday too—

ummp ya’ll don’t know nothing about no day and night work.” With that we’d laugh some more, 

eat some more, and then it was time to go home.  
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Aunt Ruby never felt that she got anything from day work. She often described it as the 

best thing she could do at the time to get ahead and that no one ever really appreciated what she 

did for others. You see, her employer Ms. Tibble’s son “wasn’t quite right” as they called it—he 

was mentally disabled. Aunt Ruby cared for him, cleaned up behind him, and even hid him when 

the Tibble’s uptown friends would come by. But when her employers moved away after, there 

weren’t too many places for her to find employment. They were a little older and slower than 

young day work women coming along in the 1970’s and 1980’s. Day work once predominately 

held by Black women in California, was being quickly replaced by Hispanic women who were 

younger and would do it cheaper. It seemed that the Hispanic women had less emotional bond 

with the White families and could easily be replaced. Aunt Ruby was politely fired with $100.00 

servants pay. They worked here and there for a few years but never having any direction or 

stability after that.  

They all got old very fast before my eyes and Momma Ida died very shortly after that—

Aunt Ruby never really got over it. Aunt Ruby died two years ago in her 90’s and said she’s 

lived through two nervous breakdowns but she said “it’s all good”. By the time Aunt Ruby was 

50 she couldn’t work much anymore. She regretted that she didn’t get an education and that she 

didn’t look out for herself. Many times I would hear her and my grandmother would say that 

they didn’t have anyone to teach them, help them, or show them anything. As a Black woman 

they often felt last on everybody’s list and the first to reap the repercussion of changing times—

often changing before they were able to catch up with the pace of life.  

Those early years served as an introduction to me of the ways the work of Black women 

can be grossly devalued. We’ve come a long way, yes. But as I thought about what women 

before me have gone through I looked at my own life to see if there was marked differences. I 
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mean I have education, some good looks, I’m bright and articulate. But where am I? Am I really 

miles ahead of them, or am I still undervalued because of my race and gender? I chose to work in 

the Historically Black College system because it changed my life so profoundly. I felt that it 

would make sense and that we would value the work of our own women, especially among our 

own community of Black scholars and leaders. But as I examined my life in my 50’s and the 

literature about what is happening to and for other women of color in 2013, I have to say it is 

clear that although we’ve come a long way, we still have a long way to go. 
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HIP HOP HERStory: Women in Hip Hop Cultural Production and Music 

from Margins to Equity 
 

Abstract 

African-American women have been marginalized and excluded from substantive 
acknowledgment and equal recognition in Hip Hop cultural production and music. Where 
mentioned, they are most often peripherialized, marginalized, or spoken of as passive and 
acquiescent victims of misogyny and objectification in Rap music. This research distinguishes 
Hip Hop cultural production and music from Rap and provides a Womanist reading of the lyrics 
of five women in Hip Hop as texts. Latent coding was used in the framework of Content 
Analysis to determine if there were strong, moderate, or weak correlations between Africana 
Womanist qualifiers and the texts (i.e., lyrics) of Salt N’ Pepa, MC Lyte, Queen Latifah, and 
Sister Souljah. If there were at least ten instances of at least one of the selected Africana 
Womanist qualifiers in the lyrics of the selected MC, a strong correlation was reported. If there 
were at least six instances of at least one of the selected Africana Womanist qualifiers, a 
moderate correlation was reported. If there were less than five instances of at least one of the 
selected Africana Womanist qualifiers, a weak correlation was reported. The findings of this 
research were that there were strong correlations between the selected artists and Africana 
Womanist qualifiers. Further, African-American women were found to have co-created Hip Hop 
as pioneers and to have sustained agency as activist and artists in Hip Hop cultural production 
and music. 

 

 

 

Introduction 

African and African-American women have a longstanding history of struggle for 

equitable recognition, inclusion, and remembrance in history. The struggle continues to be 

evident in the narrative of Hip Hop. African-American women have been and continue to be 

excluded and marginalized in the discourse of Hip Hop cultural production and music. Current 

discourses on Hip Hop cultural production and music rarely discuss the contributions and 

accomplishments of African-American women. 
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Kyra Gaunt (1997) substantively engages the peripherialization of women and the 

masculinization of Hip-Hop. She observes how the musical phenomenon within the African-

American girl’s forms including hand-clap games and double-dutch operate within the music of 

Hip-Hop. Her work: 1) places the experiences of African-American girls and women at the 

center of Black popular cultural development; 2) explains how masculinization works to 

undermine the recognition and contributions of women; and 3) describes how “stereotypes of 

Black female identity contribute to the difficulty of understanding the musical activities of 

African-American young women as reflecting authority and expertise in Black music making. 

She asserts, 

It is the ideological power of maleness in mass-mediated Hip-Hop culture that makes it so 
difficult to fully appreciate African-American women’s creative and expressive 
participation as anything other than subsidiary to men’s. From such a distorted viewpoint, 
women are simply perceived as acting out myths and stereotypes. (p. 162)  

She further explains,  

This masculinized view of Rap places female participants in Rap and Hip-Hop culture in 
the precarious position of being attracted to a musical expression that is apparently “bad” 
for them, that “talks bad” about them, and therefore diminishes their social capacity and 
respectability as African-American women. (p. 162) 

The first presentation of “Rap” overseas was in a European tour in 1982 featuring 

representative expressions from New York City that included the Rock Steady Crew (break 

dancers), the Double Dutch Girls, and graffiti artists. Unfortunately, discussions in popular 

magazines and among academicians writing on Hip-Hop or Rap Music exclude double-dutch. 

With the exception of Kyra Gaunt, double-dutch as a Hip-Hop form is not thoroughly examined 

by scholars. The masculinization of Hop-Hop forms can be explained at least in part by the 

replication of broader American structural and institutional hierarchies and the ways in which 

they have trickled into African-American life. 
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The exclusion of African-American women in substantive ways within the discourse 

significantly skews the validity of the current historical narrative. When women are discussed in 

Hip Hop, there are two notions that emerge in the literature about them. One popular notion is 

that they did not make major contributions. The other is that they were objectified by misogyny 

and rendered powerless in the fact of sexism. Neither notion adequately addresses the ways in 

which women contributed to Hip Hop cultural production and music and continue to be major 

artist, agents of change and activists its forms. This research used Africana Womanist qualifiers 

to interpret the body of work present in the lyrics of Queen Latifah, MC Lyte, Salt N’ Pepa, and 

Sister Souljah. The body of data in their lyrics, lifestyles and careers were explored to present a 

Hip Hop HerStory of African-American women’s contributions.  

Africana (Womanism) – Frame of Analysis 

Africana (Womanism) as articulated by Alice Walker and Clenora Hudson-Weems was 

chosen as the interpretive framework for this research because they provided the most culturally 

applicable framework from which the voices of women in Hip Hop can be optimally understood. 

Alice Walker (1983) asserts that a Womanist is “a black feminist or feminist of color”. (p. xi) 

She further contends that a Womanist “is committed to the survival and wholeness of an entire 

people, male and female” and is “not a separatist”. (p. xi) Walker coined the term Womanist in 

her book, In Search of Our Mother’s Gardens: Womanist Prose. She described a Womanist as 

one who is responsible, in charge, serious and appreciative of women’s strength. She further 

purports a Womanist to be a woman who is: 1) committed to the survival and wholeness of her 

entire people male and female; 2) not separatist except periodically for health; 3) traditionally 

universal; 4) capable; and 5) not afraid to struggle for her folk and herself regardless. Walker 
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establishes Womanism as a quintessential interpretative framework for understanding Black 

women. 

Clenora Hudson-Weems (1995) asserts that African Womanism “focuses on the unique 

experiences, struggles, needs and desires of Africana women”. (p. 24) Africana Womanism as 

envisioned by Clenora Hudson-Weems places African descended women in an equitable social 

political and cultural position in all realms of history and life. According to Clenora Hudson-

Weems, there are 18 characteristics that can be used to qualify a true Africana Womanist. As 

conceptualized by Hudson-Weems, an Africana Womanist should be: 1) self-named/self-defined; 

2) family-centered; 3) in concert with males in the struggle; 4) adaptable to flexible roles; 5) a 

genuine sister; 6) strong; 7) male compatible; 8) respected; 9) recognized; 10) whole; 

11) authentic; 12) spiritual; 13) respectful of elders; 14) appreciative of elders; 15) adaptable; 

16) ambitious; 17) mothering; and 18) nurturing. 

The HERStory of Hip Hop – Women from Margins to Center 

There were numerous female pioneers in Hip Hop cultural production and music who 

were active in the marketing and promotions of its forms: graffiti art, break dancing, double 

ditching, dj’ing and mc’ing. Pioneering promoters and marketing strategists included Sylvia 

Robinson of Sugar Hill Records and Kool Lady Blue. The Double Dutch girls were a pioneering 

double dutch performance group that toured the world. Baby Love was one of the most well-

known female breakdancers. She was highly visible due to her performance with the Rock Steady 

Crew. The Dynamic Dolls were also a popular all female breakdancing group. MC Lyte was a 

pioneering graffiti artist who created under the names Luv D and Lana D before her career as an 

MC. Also notable were, Lady Pink and Lady Heart who made significant contributions as graffiti 

artist. Pioneering DJ’s included: DJ La Spank of The Mercedes Ladies, DJ Baby D, and DJ 



1652 

Becky Jones. Pioneering MC’s included: Millie Jackson, ShaRock, the only female member of 

The Funky Four+ One More; Sherri Sher, Debbie Dee, Ever Def, Zena Z., Tracey T., RD Smiley, 

MC Smiley, Cheryl the Pearl, Angie B., Blondie of Sequence, Lady B., Sweet Tee, Paulette Tee; 

Lisa Lee, Sha Rock and Debbie D. This research selected as its focus five quintessential 

pioneering women in Hip Hop cultural production and music who remain iconic and relevant in 

the form. 

1.1 Salt N’ Pepa (1985) 

The duo know as Salt N’ Pepa included Cheryl James known as Salt, Sandra Jacqueline 

Theresa Denton known as Pepa, and their DJ’s, LaToya Hanson and Deidre Roper who were 

both known as Spinderella. In 1985 they made Hip-Hop history as the first female group to have 

a Gold single and a Platinum album. Their single Push It, released in 1985, sold one million 

copies and its accompanying album Hot, Cool and Vicious, went Platinum (Stancell, 1996). In 

1994, they made Hip-Hop history a second time when they became the first female group to be 

awarded a Grammy for Best Rap Performance by a Duo of Group (George, 1998). They also 

received Gold and Platinum MTV Music Awards this same year. Allen (2001) asserts that Salt 

N’ Pepa “state an unrepentantly Womanist agenda in the strongest musical terms” (p. 32) 

Cheryl James, known as Salt, is from Brooklyn, NY. She was raised there with strong 

influences from the African-American and West Indian traditions of her neighborhood. Sandra 

Jacqueline Theresa Denton, known as Pepa, is from Jamaica, NY of West Indian parents. She, 

like Salt, was heavily influenced by the African-American and West Indian traditions of her 

neighborhood. The first Spinderella, LaToya Hanson, was born in the Bronx, NY. She was later 

replaced by Deidre Roper, who is also from New York and West Indian heritage.  
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Cheryl James and Sandra Jacqueline Theresa Denton were students at Queensboro 

College and sales associates at Sears when they met. They also met their producer Hurby “Love 

Bug” Azor at Sears where he was also working while simultaneously attending school at the 

Center of Media Arts. One of his assignments for school was to make a recording, and Cheryl 

and Sandra helped Hurby with his homework. Upon completion of what initially began as a 

homework project, Hurby took the project to producer D.J. Marley Marl who, in turn, took it to 

Lawrence at Dana Goodman’s Pop Art Records. The song resulting from Hurby’s class project 

was called “The Show Stopper,” and it was an answer record to Doug E. Fresh and Slick Rick’s 

song called “The Show”. Cheryl and Sandra officially joined to form the group Super Nature in 

1985 in Queens, N.Y. and released their first single “The Show Stopper” for Pop Art Records. 

The Group officially became Salt-N-Pepa in 1986 and debuted on Next Plateau Records. 

Salt-N-Pepa’s second album entitled A Salt with a Deadly Pepa was released in 1988. 

They again made history when the record charted Gold and became the first album by female 

rappers to be nominated for a Grammy in 1989 as Best Rap Single. Although they were proud to 

be the first females to be nominated for a Grammy, they boycotted the ceremony when they 

found out that the presentation for their category would not be televised. Sexism was clearly at 

play as this award had been televised each year prior to their receipt, and Salt N’ Pepa resisted 

their unequal treatment. They also spoke against The 2 Live Crew, indirectly critiquing and 

questioning how it was that Black Nationalist strains in Hip-Hop called for respecting black 

women but not an end to sexism (Rose, 1994). 

In their third album, Blacks’ Magic (1990), the first single “Expressions”, went Gold in 

its first week and stayed in the number one spot on Billboard charts for over two months. 

Another hit from the album entitled, “Do You Want Me” and “Let’s Talk About Sex,” also 



1654 

released from Blacks’ Magic, became gold records. “Let’s Talk About Sex” was later converted 

into a public service video entitled “Let’s Talk About AIDS,” which became a tool to increase 

AIDS awareness and STD prevention. 

After a two year hiatus, Salt-N-Pepa returned to much deserved success. They had two hit 

singles featuring the R&B group EnVogue in “Shoop” and “Whatta Man” and released their 

fourth album, Very Necessary, in 1993. In 1994 they were awarded a Grammy in the category of 

“Best Rap Performance by Duo or Group” for the single “None of your Business”. They also 

received an MTV Award the same year, and in 1995 Very Necessary when quintuple platinum. 

The 1996 single “Champagne” was also nominated for a Grammy award. Salt-N-Pepa’s fifth 

record, Brand New-aka-Flavor in Your Ear was released in 1997. In addition to their success as a 

duo, Salt N’ Pepa did advertising for Victoria’s Secret, Cover Girl commercials, Baby-Cal, and 

Stand Up Harlem public service announcements. In 2007, VH-1 launched the Salt n’ Pepa show. 

In 2010, Salt n’ Pepa received the, “I Am Hip Hop” Award at the BET Hip Hop Awards 

ceremony. More recently, in 2011 a national tour was launched entitled, Salt n’ Pepa’s Legends 

of Hip Hop Tour which included: Salt n’ Pepa, Whodini, Rob Base, Kurtis Blow, Doug E. Fresh, 

Biz Markie, Naughty by Nature, MC Lyte, Big Daddy Kane, Kool Moe Dee, Slick Rick and 

Chubb Rock.  

The text in Salt N’ Pepa’s five albums reject male domination, assert new terms of 

heterosexual courtship, and establish centrality of black women’s voices. Allen (2001) asserts, 

“they [Salt N’ Pepa] have grown to embody distinct, unique, and previously incompatible 

personae, both public and private: artists, … Christian’s feminists, businesswomen, AIDs 

activists” (p. 32) Salt-N-Pepa as artists were 1) in dialogue with African-American women and 

men (Allen, 2001); 2) offered young African-Americans a culturally reflexive space (Rose, 
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1994); and 3) Allen (2001) “state(d) an unrepentantly womanist agenda in the strongest musical 

terms, envoy(ing) the empathy, warmth, and holiness of black femininity” (p. 32) 

Salt N’ Pepa personify the Africana Womanist qualifiers: self-named/self-defined, male 

compatible, ambitious, strong, not separatist and traditionally universal. They challenged gender 

norms and the marginalization of women and equalized dating politics. The text in their work 

challenges sexism while simultaneously maintaining healthy competitive relationships with men. 

Salt N’ Pepa are unequivocally the signification of the modern woman in the Hip-Hop narrative. 

1.2 MC Lyte (1998) 

MC Lyte was born Lana Moore on October 11, 1970 in Queens, NY. Lana attended 

Weusie Shule African Elementary School, and began her career as an MC at the age of twelve. 

Lana worked with her brothers Gizmo and Milk (the rap group Audio Two) to develop her skills. 

Audio Two helped Lana’s career by forcing promoters who wanted the group to perform to also 

put Lana D on the concert bill – even if she did not get paid. Lyte’s debut was a single released 

on her father’s label First Priority Music in 1988 entitled, “I Cram to Understand U (9am)”. 

In 1988 Lana released her debut album Light as a Rock on First Priority Music with three 

hit singles: “Paper Thin,” “Light as a Rock,” and “10% Dis”. This project established her as a 

lyricist and storyteller. “Paper Thin” sold 125,000 copies with practically no airplay (Rose 1994). 

First Priority Music was the first independent label to sign with a major record label when they 

joined Atlantic Records. MC Lyte’s second album Eyes on This (1989) was released by Atlantic 

Records. The second album included the notable singles “Cappuccino,” “Cha Cha Cha,” and 

“Stop, Look, Listen”. 

Gonzalez (2001) refers to MC Lyte as the “true queen of rap” (p. 42). She is not only an 

extraordinary lyricist, but also a graffiti artist who wrote under the tag name Luv D and Lana D. 
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In the early part of her career MC Lyte did tours with rappers like Heavy D, Kool Moe Dee, 

Queen Latifah, and Ice-T. MC Lyte’s image was one of sexual neutrality. She purposely wore, 

“gender neutral” clothes to force concentration on her lyrical skills. 

MC Lyte’s accolades and distinction in the Hip-Hop community led to her invitation to 

collaborate with KRS-One and a number of other MC’s in the song and video “Self Destruction”. 

The song was a response to the increasing violence in Hip-Hop. All participating MC’s donated 

their skills and time on this project as a fundraiser for the Urban League. This album had a strong 

impact on the Hip-Hop community and charted Gold as a result of its popularity. MC Lyte also 

worked with KRS one his HEAL project, which similarly addressed violence in Hip-Hop and 

issues of social inequality and injustice in the world. MC Lyte became one of the most respected 

lyricists in the Hip-Hop community. 

As MC Lyte’s career continued to progress, she branched out to participate in projects 

outside of the Hip-Hop community, including 1) a collaboration with Sinead O’Connor on the 

single “I Want Your Hands on Me”; 2) an appearance on Common’s Like Water for Chocolate 

album; 3) a contribution to the remix of Bob Marley’s song, “Chant Down Babylon” and remix 

of the song “Jammin”; 4) an appearances on Will Smith’s Wild Wild West sound track; and 5) a 

remixed placement of “Lyte as A Rock” on the soundtrack for the film Love and Basketball. In 

spite of her diverse experiences in and outside of the Hip-Hop industry, MC Lyte was the target 

of vicious dis (i.e., disrespect) records intended to popularize other female MC’s. Their thought 

was if they could successfully dis MC Lyte, they would be able to take her place as a respected 

and recognized MC. 

Many female MC’s attempted to jumpstart their careers with dis records against MC Lyte. 

When the MC, Antoinette dissed Lyte’s stepbrother, Milk, Lyte had to retaliate for her brother. 
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“10% Dis” was that retaliation, but it did not end there. The two emcees battled at the venue, The 

World and on subsequent records. Antoinette rebutted Lyte’s single, “10% Dis”, with “Lights 

Out”; Lyte then responded again with “Eyes on This,” which ultimately led to Antoinette’s 

demise. Subsequent to this single, Antoinette did not make any other records. 

In 1990 MC Lyte released her third album Act Like You Know. She worked with Bell Biv 

Devoe producers, Wolf and Epic, to create the hits “When in Love,” “Eyes are the Soul,” and 

“Poor Georgie”. This album introduced a new sound in Hip-Hop, fusing traditional beats with 

elements of R&B. In spite of her success and innovation, MC Lyte became the target again of 

another dis. In 1992, her sexuality/sexual orientation was challenged by the rapper Roxanne 

Shante. She called MC Lyte a “bull dagger” in her lyrics to “Big Mama.” Although MC Lyte had 

nothing to prove, this dis heightened curiosity and intrusion into the personal sexual politics and 

personae of MC Lyte’s life. The accusation clearly resulted from the fact that MC Lyte made no 

efforts to court the sexual attention of men. 

MC Lyte combated this controversy with her next two singles “I Got a Man” featuring 

Positive L and a single released from her fourth album Ain’t No Other (1993) entitled 

“Ruffneck”. “Ruffneck” was the first gold single ever by a solo female hip hop artist and became 

one of MC Lyte’s biggest hits, paving the way for her fifth album, Bad As I Wanna Be (1996). 

Her success with the single “Ruffneck” ushered her into Hip-Hop history, and she enjoyed a great 

deal of notoriety and privilege as a result. Roxanne Shante, like Antoinette, was taken off of the 

map by Lyte’s response record and only produced one album in her career. 

MC Lyte’s sixth album Seven and Seven was quietly released on Atlantic/Elektra Records 

in 1998. MC Lyte remains under label contract and has current music projects. Lyte has done 

quite a bit outside of the music industry. Lyte formed Duke Da Moon Management Company 
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with partners Kink EZ and Lin Que. She has also expanded her repertoire to include acting and 

mastery of voice overs that led to her cameo appearances on Moesha, In the House, For Your 

Love, and New York Undercover. She was also the host of an interactive radio show on 

siriusradio.com and to the Mattei doll Diva Stars. 

MC Lyte is a pillar in the Hip-Hop community and is in heavy demand as a host, MC, and 

panel participants. She is also a major voice for women in Hip-Hop. Her perspective carries 

weight and influences how women perform and negotiate their lives. Tricia Rose (1994) quotes 

MC Lyte “Yes, I am very independent, and I feel that women should be independent, but so 

should men. Both of us need each other and we’re just coming to a realization that we do” 

(p. 176) 

MC Lyte personifies the Africana Womanist qualifiers: adaptable to flexible roles well 

respected, adaptable, recognized, and not afraid to struggle for her folk and herself. Her skill, 

presence, and style commanded recognition for lyrical artistry and authentic beauty. She is 

assertive while simultaneously espousing lyrics that exude sensitivity and femininity. She can 

just as easily wear her shell toe Adidas sneakers with a warm up suit as she can wear a suit or 

heels. Not only has she challenged traditional gender norms, she has come to represent the 

unbossed maverick women in Hip Hop. She clearly understands the ways in which roles and 

style are used to negotiate and leverages all facets of gender sensibilities to her advantage. 

1.3 Queen Latifah (1989) 

Dana Owens was born on March 18, 1970 in Newark, New Jersey. Self-identifying at an 

early age, the young Dana Owens took the name Latifah (Arabic for delicate and sensitive) for 

herself when she eight years old. Latifah’s career as an MC began at Irvington High School 

where she was already popular due to her exceptional skills at basketball. During her sophomore 
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year she began MC’ing in a group called Lady Fresh. In 1987, she met DJ Mark, 45 King, 

Apache, Latee, Chill Rob G, and Lakim Shabazz and they formed The Flavor Unit. Latifah was 

attending the Borough of Manhattan Community College in Manhattan when she was signed to 

Tommy Boy (1988) and released the singles “Wrath of My Madness” and “Dance for Me”. 

Queen Latifah’s Debut album All Hail the Queen was released in 1989 by Tommy Boy 

Records and sold one million records worldwide. Queen Latifah was immediately pivoted to 

national prominence due to: 1) a number six on Billboard’s top R&B Albums chart; 2) her being 

named “Best Female Rapper of the Year” by Rolling Stone; and 3) the title of “Best New Artist” 

at the New Music Seminar. All Hail the Queen (1989) combined Hip-Hop, Reggae, R&B, and 

House, establishing Queen Latifah as an archivist of genre bests and socially conscious lyrics. 

Queen Latifah was immensely conscious in her personal presentation. She always wore 

African styled prints and head wraps reminiscent of traditional African styles. She was also a 

major voice for gender equity as well as racial equality. Her autobiographical memoir Ladies 

First (1990) became a New York Times bestseller and provided a testimonial of the challenges 

faced by women in Hip Hop through the introduction of her life and experiences. She candidly 

details her family, friendships, and climb to stardom in Hip Hop. She discusses how challenging 

it was to gain access to the terrain of Hip Hop and the encounters that she had with men. She 

asserts, 

In the mid-1980s, rap was really taking off. The Sugar Hill Gang, with “Rapper’s 
Delight,” and Kurtis Blow’s “The Breaks” cracked a hole in the music industry that has 
just gotten bigger and bigger with time. When I came into the scene, rap was entering a 
new phase, with KRS-One, Public Enemy and Jungle Brothers. The consciousness 
movement was emerging. It was not just simple rhymes over the most popular songs; the 
music was about saying something. (p. 48) 
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Her hit single “Ladies First,” further established the lyricism and image of Queen Latifah 

as a strong, black female public voice. Queen Latifah was becoming one of the most prominent 

images of African-American womanhood and Pan-African nationalism in Hip-Hop. The single 

“Ladies First” also initiated discussion about what Hip-Hop’s women were feeling. Latifah co-

wrote the song with Apache, and it was one of the first texts to openly address sexism in Hip Hop 

and the declining standards of male female relationships in community life. “Ladies First” was 

included in The Rock and Roll Hall of Fame’s 500 Songs that Changed Rock and Roll. Tricia 

Rose (1994) asserts, 

“Ladies First” is a landmark example of centralizing a strong black female public voice. 
Taken together, the video and lyrics for “ Ladies First” are a statement for black female 
unity, independence, and power as well as an anti-colonial statement concerning Africa’s 
southeast region and recognition of the importance of black female political activists, 
which offers Hip Hop for the development of a pro-female pro-black diasporas political 
consciousness. (p. 164) 

Queen Latifah is not only political, she also is creative, innovative, and competitive as an 

MC. Songs like “Latifah’s Had It Up to Here” and “Come into My House” proved that she and 

female emcees in general, could write lyrics, rock the mic, competitively joust and entertain. 

Around the time of her second release, Nature of a Sista (1991), Latifah was also embarking on 

what was to become a long-lived acting career. She has been featured in over 50 television 

shows/ films. She has also made substantive contributions as a producer in films such as Perfect 

Holiday. In 2007 she won a Golden Globe Award for her role in Life Support. She also received 

a Screen Actors Guild Award and an Emmy nomination for that work.  

In 1991, Queen Latifah launched Flavor Unit Records with her then Manager and friend, 

Shakim Compere, which led to the discovery and signing of the Hip Hop group Naughty by 

Nature. Queen Latifah was becoming one of the most multi-dimensional and diversely talented 
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women in Hip-Hop. In addition to her growth as an actress, she did major campaign ads for 

clothing stores such as Added Dimensions and Lane Bryant and as a Cover Girl make-up model. 

Queen Latifah’s other endeavors included speaking at various colleges and raising funds for 

ecology and AIDS research project. 

Queen Latifah left Tommy Boy Records for Motown Records and recorded her third 

album Black Reign in 1993 that included the singles “Weekend Love” and “U.N.I.T.Y –Who you 

callin’ a bitch?” The late 1980’s and early 1990’s had ushered in an era where Black women 

were commonly being referred to as bitches and “hoes.” Latifah challenged this and initiated the 

establishment of a new standard for relating to and dealing with Black women. In 1998, Latifah 

released Order in the Court. More recently she released the albums, The Dana Owens Album 

(2004) and Trav’lin’ Light (2007) as a solo jazz vocalist. 

Queen Latifah personifies the Africana Womanist qualifiers: self-named/ self-defined, 

whole, authentic, mothering, capable and ambitious. There has been no other MC who has named 

herself Queen and followed suite to establish an empire in music, film, television and print media 

that parallels’ Queen Latifah’s. She is a successful author, actress, talk show host, producer, 

music label executive, and model. She is one of the most multidimensional and multitalented 

first ladies of Hip-Hop. She has defined and negotiated the integrity and identity of African-

American women for her entire career. 

1.4 Sister Souljah (1992) 

Lisa Williamson was born in 1964 in Englewood, New Jersey were she resided in the 

inner city with her mother. While in high school she was a Legislative intern in the House of 

Representatives. She also won the American Legion’s Constitutional Oratory Contest, attended 

Cornell University’s advanced placement summer program, and studied abroad in Spain. She 



1662 

was a hardworking and industrious student whose academic distinction led to her admission to 

Rutgers University upon graduation from high school. While at Rutgers, Sister Souljah was an 

American History and African Studies major. During her college years she participated in the 

Free South Africa Movement and was an activist for a wide variety of issues related to African 

liberation and the quest for equality among African-Americans. Upon graduation from Rutgers in 

1986, Sister Souljah moved to Harlem, New York. 

Sister Souljah’s first job after college was with Ben Chavis at the United Church of 

Christ’s Commission for Racial Justice. While in this position she created a network of youth 

activist throughout the country and established herself as a powerful advocate of social and racial 

justice. She planned and facilitated conferences and events and later used the resources of the 

Church of Christ to do a sleep away summer camp called the African Survival Camp in Enfield, 

North Carolina for inner-city youth and homeless families. 

Sister Souljah’s visibility as an MC grew after she graduated from high school. From 

there she moved rapidly through the circuit of male and female MS’s to become a premier female 

MC in the late 1980’s and early 1990’s. She referred to herself as a “raptivist” and consistently 

integrated elements of political and social activism into her performances.  

Sister Souljah became the only female to be appointed as a Minister of Information in the 

commercially successful group, Public Enemy. Public Enemy was one of the most popular Hip 

Hop groups with Black nationalist themes to emerge during this era. Eric Perkins (1996) shares 

that Sister Souljah asserted, 

[H]aving grown up on hip hop, I always considered the drum and beats and bass to be 
strong and moving. It captured the feeling of the energy of experience in white American 
and reestablished Black masculinity, rebellion, and self-instruction and information 
distribution. I believe that Chuck D and Hank Shocklee asked me to be a member of 
Public Enemy because my life represented what they rhymed about. Not only has I lived 
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it, I challenged it, rebelled against it, organized and created solutions, and stayed rooted 
and humble in my blackness. (p. 35) 

She was given the name Sister Souljah in 1991 by Chuck D of Public Enemy. As a member of 

Public Enemy she made cameo appearances in Public Enemy’s videos and toured with the group 

across the country. 

In 1992, Sister Souljah was signed to Epic Records debuting her first and only album as a 

solo artist, 360 Degrees of Power. This album had one video, “The Final Solution: Slavery’s 

Back in Effect.” Eric Perkins (1996) accounts it as a “mixture of fictionalized history and sci-fi 

futurism that depicted the re-enslavement of blacks” (p. 35). This video was banned on MTV due 

to its content which further fueled the curiosity about who Sister Souljah was and what the 

controversy surrounding her was about. The controversy proved to be an alley in the career of 

Sister Souljah. The more that controversy that surrounded her, the more popular and sought after 

she became. Her rise to fame was, however, not without consequences. Her vocality eventually 

rendered her scapegoat to the Presidential campaign efforts of Bill Clinton. Her comments in a 

May 13th interview with the Washington Post prompted the then Presidential candidate Bill 

Clinton to accuse her in the national media for inciting racism. He claimed that her sociopolitical 

and historical views of black/white relations were examples of racial hatred. The comment that 

Sister Souljah made was as follows, 

I mean if black people kill black people every day, why not have a week and kill white 
people? You understand what I’m saying? In other words, white people, the government 
and the mayor were well aware that black people were dying every day in Los Angeles 
under gang violence. So if you’re a gang member and you would normally be killing 
somebody why not kill a white person? Do you know that somebody thinks that white 
people are better, or are above dying, when they would kill their own kind? (Mills, B1). 
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Her comments were meant to discourage Black on Black violence after the Rodney King verdict. 

But, she became the target of a media circus and became the only Hip Hop artist to appear on the 

front page cover of Newsweek. 

Sister Souljah saw her comments as a rational alternative to Black on Black violence. Her 

political sensibilities had been strongly influenced by the Civil Rights and Black Power 

Movements, Black Nationalism, and Pan-Americanism. She did not find it problematic on any 

level to propose violence against White people who, in her estimation, were responsible for 

systemic violence against Black people. In fact, she believed that violence against White people 

perpetuated by Black people was legitimate self-defense against inequality and systemic 

oppression. The national exposure she received as a result of her comments further positioned 

her politically and socially as an advocate for the social and political interests of African-

Americans. It also led to the beginning of her career as an author. 

Sister Souljah’s first book No Disrespect (1995) detailed her life and experiences through 

chapters named after persons who had been instrumental in imparting influential life lessons. No 

Disrespect is an account of her activism, trials, tribulations, and transformations. She candidly 

discusses the struggles of your African-American women, sexual identity, and the obstacles 

encountered in urban life. Her experiences are the foundation of this book wherein she talks 

about love, life, politics and her spirituality. 

Her second book, The Coldest Winter Ever (1999) chronicles the life of an inner-city 

African-American young woman. The central character Winter faced with the trials and 

tribulations faced by young woman living in inner-city communities plagued with materialism, 

drugs, gangs and sex. For many young women, Winter closely resembled the experiences that 

they were having personally and in their communities. The resolve provided for Winter as a 
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character provided keen insight into the consequences of prioritizing materialism rather than self-

respect and self-knowledge. The Coldest Winter Ever characterized a full spectrum of issues 

related to dating life, violence, and the life of young women and men from a prospective that had 

not been chronicled. This was indeed an exemplary fictional work that mirrored the reality of 

inner-city life. The sequels to The Coldest Winter Ever are entitled, Midnight (2008) and 

Midnight the Meaning of Love (2011). She recently released her fifth book (2013). It is entitled, 

A Deeper Love Inside: The Porsche Santiaga Story. 

Sister Souljah is highly regarded as an activist in the struggle for Black liberation. She is, 

however, particularly sensitive to assuring that she is not used to speak negatively against Black 

men, even in the instance of gangsta rap. The following reflection by Tricia Rose (1994) 

personifies how Sister Souljah is in concert with men in the struggle, even when the struggle is 

for the respect of women in community life: 

MC Lyte, Queen Latifah, Sister Souljah, and Yo-yo refused to criticize their male 
colleagues-not necessarily because they did not find the lyric offensive, but because they 
were acutely aware of the dominant discursive content within which their responses 
would be reproduced. Cognizant that they were being constructed in the mainstream press 
as progressive responsive male rappers, these female rappers felt that they were being 
used as a political baton to beat male rappers over the head, rather than being affirmed as 
women who could open up public dialogue to interrogate sexism and its effect on young 
black women. Furthermore, they remain acutely aware of the uneven and sometime racist 
ways in which sexist offenses are prosecuted, stigmatized, and reported. And so, in 
several public contexts, women rappers defended male rappers’ freedom of speech and 
focused their answers on the question of censorship rather than on sexism in rap lyrics. 
(p. 150) 

Sister Souljah personifies the Africana Womanist qualifiers: genuine sisterhood, family 

her entire people male and female, nurturing, and being respectful and appreciative of elders. She 

is greatly respected and recognized within the African-American community as a pillar of 

strength and advocate for social justice and equality. She has also been instrumental in the 
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establishment of institutions for inner city children and humanitarianism in Africa. She worked in 

Zimbabwe at a medical center and in Mozambique refugee camps. She has traveled throughout 

America, Europe, and Africa advocating social justice and equality for humankind. She has 

served as the Executive Director of Daddy’s House Social Programs established by Sean Puffy 

Combs to serve youth in New York, New Jersey, and Philadelphia. This organization provides 

academic bridges for inner-city youth and provides self-esteem building programming. Sister 

Souljah is a respected thought leader, activist and intellectual. 

Conclusion 

Without exception, strong correlations to the Africana Womanist qualifiers selected for 

this research were found in the texts explored. Women were and continue to be co-creators of the 

African-American art form, Hip-Hop. Bringing the contributions of African-American women 

from the margins of the discourse of Hip Hop cultural production and music to the center of 

analysis gave voice to the African-American women whose stories have been given marginal 

coverage in the construction of the Hip Hop canon.  

The contributions and framework employed for this research balances the current canon. 

African-American women resisted misogyny, objectification, racism, and social marginalization 

through Hip Hop cultural production and music. In public and private space, from double-dutch 

to handclap, from break-dancing to freestyle MC battling, from the park to the amphitheater, 

African-American women are Hip-Hop. 
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Mother’s Control vs. Daughter’s Freedom: Voices from Kingston’s 

The Woman Warrior 
 

Abstract 

Both Mother Brave Orchid and Daughter Kingston are woman warriors of two kinds, 
battling over the traditional discourse vs. personal language, the patriarchal control vs. individual 
freedom, and what the social norm expects a woman to be vs. who she is. 

Brave Orchid portrays herself as Hua Mu Lan: she risks her life to fight the Sitting Ghost, 
glorifies her father and family by being a physician, but when needed, she is nothing but a wife 
and a mother. As a Chinese woman warrior, she takes the role of dominating and controlling her 
daughter’s life in a foreign country—America. Her voice, loud and powerful, protects the 
fatherly authority in the family, enforces traditional and cultural discourse, and orders her 
daughter as well as other family women to obey the legitimacy of the patriarchal order. The 
stories that she chooses to tell, from the past and present, from fiction to reality, attempt to 
manipulate the making of her daughter’s mind and attitude in order to meet the standards of the 
Chinese woman warrior.  

Kingston fights to find her own language and gives the voiceless women voices, whose 
stories explode to expose the victimization of women in the patriarchal China and describe from 
women’s perspectives their own desires as well as their own lives. As a woman warrior, 
Kingston challenges the patriarchal order, transgresses the confinement of male power, and 
breaks down the dominant social discourse. Most importantly, Kingston, by retelling and 
reinterpreting the stories, shakes off the shackles from the social norm that confines her 
culturally and searches for her own true self. 

 

 

 

The Woman Warrior by Maxine Hong Kingston is an autobiography of complexity with 

different layers of voices, voices from the past and present, from her mother and herself, from 

the stories told to her and the stories retold by herself, from the Chinese way of teaching and her 

own way of interpreting. In such a complexity, Kingston fights to form an authentic voice of her 

own.  
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Both Mother Brave Orchid and Daughter Maxine are woman-warriors of two kinds. The 

mother is a self-portrayed model-warrior fitting perfectly into the patriarchal expectation while 

Kingston is a warrior rebelling against such an expectation and finding her individualistic 

standing. The two warriors are battling over the traditional discourse vs. personal language, the 

patriarchal control vs. individual freedom, and what the social norm expects a Chinese woman to 

be vs. who she is.  

Brave Orchid described herself an image just like Hua Mu Lan who fulfilled the dualistic 

role that patriarchal tradition had romanticized. Brave Orchid, in a starving China where girls 

were useless and sold by parents, became a physician of enormous strength and masculine 

knowledge. While girls were regarded as “maggots,” worse than geese, Brave Orchid, by 

contrast, dressed herself in elegant silk and wore “western shoes with big heels” (Kingston, 

Woman Warrior, 76). She bought a slave girl from professionals, and she saved villagers’ lives. 

She risked her life to fight the Sitting Ghost. “During danger she fanned out her dragon claws 

and riffled her red sequin scales and unfolded her coiling green stripes.” To her, “danger was a 

good time for showing off” (67), for heroism of a dragon to play. Brave Orchid fought 

strategically and applied man’s logics: speaking to first, then instructing loudly, and finally 

defeating the ghost in submission. This warrior-image fit the ideal role that patriarchal China 

required for women. When needed for family honor, father’s face, or the social order, a woman 

warrior would risk her life and die for them. Brave Orchid and Hua Mu Lan are the same. Both 

left the family for the country’s benefit; both mastered the masculine skills; “both [were] 

fearless, successful and admired” (Smith, Poetics, 162), and both brought their fathers and 

families honors and fames. However both of them were nothing but wives, submitting to their 

husbands’ controls when back at home. With her husband, Brave Orchid transformed from a 
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dragon-warrior to an obedient wife. Without a slave-girl following her, she followed her husband 

like a slave, cooking and serving him and six children. She wore no beautiful and soft silk, but 

washed other people’s clothes at the laundry. She was not a doctor, but a wife, a mother who 

worked in the field, gardening on vegetables and pulling potatoes.  

Being a warrior out and a servant in the family was the dualistic role for an ideal woman-

warrior in Chinese society. Brave Orchid passed on this double-role to her daughter by 

dominating and controlling her daughter’s life in a foreign country—America. Her voice, loud 

and powerful, protected the fatherly authority in the family, enforced traditional and cultural 

discourse, and ordered her daughter as well as other family women to obey the legitimacy of the 

patriarchal order. The stories that she chose to tell, from the past and present, from fiction to 

reality, attempted to manipulate the making of her daughter’s mind and attitude in order to meet 

the standards of the Chinese woman-warrior. 

Compared with Brave Orchid, the other women portrayed by her were weak and inferior. 

The weakest was the unknown aunt. She was too weak to deserve a name. She was too inferior to 

have a place in the family history. She was too shameful to be mentioned. She gave birth to her 

illegitimate baby in a pigsty and drowned herself in a family well. Brave Orchid only told the 

story to warn her daughter that woman’s sexual potency might be the original sin of women. 

Starting to menstruate suggested potential danger to women. “What happened to her [the aunt] 

could happen to you” (Kingston, Woman Warrior, 5), and could happen to every woman. In 

male-dominated society, woman’s sexual potency was the first “reason” for women to be 

oppressed and constricted.  

Kingston, from her own version of the unknown aunt’s story, finds “a secret voice”, (11) 

that speaks to her and a “separated attentiveness” that emphasizes a woman’s sexual desire and 
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her strong will in refusing to tell the man’s name, giving birth to the baby by herself, and taking 

a suicidal act in the family’s well. Kingston changes the image of this unknown aunt from a 

criminal into a woman heroine, whom the father has to trade one of his sons for, who “[combs] 

individuality into her bob” (9), who gives up everything for her sex, who seeks the “subtle 

enjoyment” (8), who goes “to the pigsty as a last act of responsibility” (15), and who “sure 

enough, [has] cursed the year, the family, the village, and herself” (10). 

Kingston creates an image of this unknown aunt “in a series of postures toward that 

excess of sexuality signified by the growth of her womb” (Smith, Poetics, 153). A woman’s 

excess of sexuality threatens man’s domination. A woman’s adultery betrays masculine control. 

The aunt’s sexual life, her birthing of her baby, and her death all break the patriarchal order, lose 

the family’s face, and drive the villagers mad. They “ripped up her clothes and shoes and broke 

her combs, grinding them underfoot. They tore her work from the loom. They scattered the 

cooking fire and rolled the new weaving unit” (Kingston, Woman Warrior, 4). The excessive 

violence with a savage raid was a patriarchal punishment. However, “the real punishment was 

not the raid swiftly inflicted by the villagers, but the family’s deliberately forgetting her” (16). 

The village excluded her, and her family eliminated her with her name. Furthermore, the 

mother’s story was to make Maxine see, “There is more to this silence: they want me [Maxine] 

to participate in her punishment” (16). Kingston’s aunt has left no name; her voice has never 

been heard, and her version of the story is unuttered. Without a word, the abandoned woman is 

lifeless, helpless, powerless, and deliberately forgotten. But it is Kingston who gives a rebirth of 

this no-named aunt in her autobiography, by breaking the long silence and fighting for the 

identification of her aunt against her mother’s warning and father’s denial. In Kingston’s voice, 

the unknown aunt with a pair of bound feet is seen to manage her way out of the punishment. Far 
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enough from the family house and away from the villagers’ curses and noises, the aunt is “one of 

the stars, a bright dot in darkness, without home, without a companion, in eternal cold and 

silence” (14). She is free from the ancestral roots. She departs this unfriendly world by entering 

the family well, together with her child. The family water washes them, drowns them, but will 

never erase them from the family memories. In Kingston’s description, the aunt is one of 

uniqueness. She is the one who knows how to tend her appearance and certainly has “reaped a 

reputation for eccentricity” (9); she never reveals the paternal trace of her baby; she rebels from 

the village code by keeping “a private life secret” (13); she kills herself and leaves the pain and 

the fear behind. She is simply a woman who lives and dies by her own desire and will.  

Somehow, Maxine Kingston identifies this no—named aunt as her “forerunner, caught a 

slow life, let dreams grow and fade and after some months or years went toward what persisted” 

(8). She finds herself more and more like her aunt; the drowned ghost has passed on to her the 

strong will. Just like her aunt, Maxine breaks the family silence and disobeys the authority of the 

father as she gives a new light on the aunt and her life. Kingston’s challenge is more forceful 

than that of her aunt. Instead of sex, she exercises the power of language and takes a woman’s 

voice against the father’s. “Language conveys a certain power. It is one of the instruments of 

domination” (Rowbotham, Woman’s Consciousness, 32). She constitutes her own subjectivity as 

well as her aunt’s by giving a new voice to this “weeping ghost” (Kingston, Woman Warrior, 16) 

in the family history. Both women are persistent in what they are doing; both have “a secret 

voice and a separate attentiveness” (11); both challenge the patriarchal order—her aunt gives 

birth to her illegitimate child while Kingston’s autobiography “functions as a sign like her aunt’s 

enlarging belly, publicizing the potentially disruptive force of female textuality and matrilineal 

descent of texts” (Smith, Poetics, 156). Though Kingston does not know her aunt’s name, and 
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these two never have met, this maternal disruptive force against the patriarchal authority is in the 

body of Kingston’s story as it was in the belly of the unknown aunt. They are bond to fight for 

their own freedom with their free wills. 

Kingston enables her own voice to challenge that of her mother’s. In The Woman 

Warrior, “discourse has become the arena for the generation and propagation of historically 

specified norms and socially adequate forms of the power” (Foss, “The Value,” 180). While 

Brave Orchid sides with the cultural status quo and social norm, Kingston chooses to challenge 

them when confronting the complexities and ambivalences in the traditional discourses. Kingston 

and her mother start the combat. Brave Orchid attempts to drive her daughter into submission to 

the social norm. She has taught her daughter the sense of finding her restricted place as a woman 

in the male-dominated China. “The woman who relates to her daughter the story of the legendary 

woman warrior who saved China is the same woman who drives her child to hysteria by 

repeating Chinese aphorisms: ‘Feeding girls is feeding cowbirds.’ ‘There is no profit in raising 

girls; better to raise geese than girls’” (Hall, “Internal Wars,”190). Herself as the victim of the 

social and cultural discourses, Brave Orchid is consciously and unconsciously driving her 

children into victimization. “We learned,” recalls Maxine, “that we failed if we grew up to be but 

wives or slaves” (Kingston, Woman Warrior, 19). Chinese patriarchal order requires the girl to 

be a swordswoman, who “got even with anybody who hurt her family” (19). The Chinese girl 

has to walk with straight legs, but with tiny bound feet; she has to carry the family honor as 

“scar-words on [her] back” (39), but produce boys for the continuous family tree; she has to 

“make [her] mind large, as the universe is large” (29), but she’d better preserve the Confucian 

women’s virtue—ignorance; she has to learn how to walk in the air and among trees, but she 

would not be allowed to walk out to the streets freely; she has to learn how to move like tigers 
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and dragons, but everyday finds herself kneeling at the feet of parents and her in-laws. In this 

patriarchal society, the legendary stories and discourses paradoxically confuse and suppress 

women.  

Maxine Kingston was torn psychologically in such confusion. Encouraged to be a woman 

warrior in the community, she got straight A’s in school, but “you can’t eat straight A’s,” (45) 

her mother simply responded. She was born in America, but her mother considered Americans 

ghosts; she liked English and literature, but she felt like a girl with the cut tongue and sore throat.  

She hated to speak, but sometimes stuttered and quacked like a duck. Growing up in a 

Chinese–American culture where Chinese legends and American reality were somehow clashed, 

Maxine absorbed and synthesized the experiences of her two cultures and came to understand her 

alienation from American life and the cruelty towards women in Chinese culture. Maxine 

showed her frustration. At home, she refused to accept the traditional confinements for a Chinese 

woman, hating to cook, breaking dishes, screaming loudly. Her parents couldn’t accept her 

behavior. In school, among so-called “ghosts,” Kingston hated to talk and felt shamed, strange, 

and even guilty with her Chinese voice. “Normal Chinese women’s voices are strong and bossy” 

(172) and “the emigrant villagers are shouters, hollering face to face” (171). In contrast, “We 

American-Chinese girls had to whisper to make ourselves American-feminine … Some of us 

gave up, shook our heads, and said nothing, not one word” (172). Differences in voices, 

languages, and cultures caused these American-Chinese girls’ inability to speak. Kingston 

recognized this inability, and she expressed her inner anger and frustration. When she faced 

another silent Chinese girl, she saw herself: the awkwardness, the smallness, the neatness, the 

fragility, the last one to be chosen for the sport teams, and mostly the inability to speak. The girl 

“becomes a mirror image of Kingston herself, reflecting her own fears of insubstantiality and 
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dumbness” (Smith, Poetics, 169). Vilifying the Chinese girl, Kingston poured out her self-hatred, 

outraged at her own voicelessness. “‘You’re such a nothing!’” Kingston screamed, “‘you are a 

plant. Don’t you know that? That’s all you are if you don’t talk. If you don’t talk, you can’t have 

a personality. You’ll have no personality and a brain. You’ll have no personality and no hair. 

You’ve got to let people know you have a personality and a brain. You think somebody is going 

to take care of you all your stupid life?’” (Kingston, Woman Warrior, 180).  

Yelling at the Chinese girl, Maxine smashes her own bondage of voicelessness and the 

confinement as a Chinese woman. Fighting against female voicelessness, Kingston sees the 

importance of self-expressions and the power of the language. Without a voice, without 

language, one can neither express nor describe oneself; then one has no personality, no brain, no 

history, and no existence. From this experience, Kingston realizes the importance to depart from 

her mother’s voice and to find her own, her own stories, and her own way to constitute her 

subjectivity. She sees that her stories have their separate versions from her mother’s and that gap 

from her mother is caused by the differences of identity, of place, of desire, and of cultures. 

Kingston is determined to free herself and take a voice of her own. 

In the story of Aunt Moon Orchid, Kingston definitely doesn’t take her mother’s words. 

On the contrary, she seems to be very critical of her mother’s role. In Kingston’s description, it 

was Brave Orchid, ignorant and cruel, who forced her sister to go to her husband and reclaimed 

her place as the first wife. It was Brave Orchid who made her sister feel useless and belittled in 

America. Again, it was Brave Orchid who manipulated the whole affair and drove her sister 

further into madness. Moon Orchid was no better than the unknown aunt. Alienated and looked 

down upon by her own relatives, deserted and abandoned by her own husband, ignored and 

coldly treated by her own child, she had neither the title nor a place in her family. She was 
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another victim. As her name indicated, Moon, pretty and auxiliary, needed somebody else to give 

her light, strength, and ideas. As a typical Chinese wife, she was voiceless, depending totally on 

her husband’s money, devoting herself completely to the lifelong but meaningless marriage. She 

would be very satisfied if she still kept her title as the first wife even though the husband lived 

with another wife in another country. She couldn’t accept the fact that her husband erased her 

from her title, her place from the family. The feeling of security and confidence she had had for 

years from getting her husband’s money when she was separated from him was taken away as 

soon as she met him and his new wife. Moon Orchid was confused, frightened, and “shrunken to 

bone” (160). She was unable to express herself; the hopeless condition drove her into her 

madness. 

The same madness was to penetrate into Maxine’s life. “There were many crazy girls and 

women … all belonging to village families” (188). Maxine stated, “I thought every house had to 

have its crazy woman or crazy girl … Who would be It at our house? Probably me” (189). She 

found more and more on her list that she was abnormal according to the Chinese traditional 

codes. Either she had to submit herself to the title of the crazy one in the family, or she had to 

fight back against the social norm and find a new identity. When Brave Orchid tried to frame her 

daughter into the first choice, Maxine chose the second by cutting the mother’s words off, “‘I 

don’t want to listen to any more of your stories; they have no logic. They scramble me up. You 

lie with stories. You won’t tell me a story and then say, “‘This is a true story’, or “‘This is just a 

story’” (202). Separated from her mother, rebelled from the traditional discourse, Kingston now, 

as an independent story teller, discovers the importance and meaning of her own past, her own 

subjectivity, her own new culture, and her own words. “I continue to sort out what’s just my 

childhood, just my imagination, just my family, just the village, just movies, just living” (205). 
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Kingston’s own story is “much more than a rebellion. It is her form of expressing her 

emotions. It is her way of understanding herself” (“Sear for identity”). It is her search for 

individualistic freedom. 

Brave Orchid, though self-portrayed as a warrior, cannot escape of being a victim herself 

in the patriarchal society. When the villagers raided the family, she, just like other women, 

powerless, “stood … in the middle, in the family hall with pictures and tablets of the ancestors 

around … and looked straight ahead” (Kingston, Woman Warrior, 4). After being defeated by 

Moon Orchid’s husband, she felt belittled “sitting in the back seat in the whole way” (154) back 

home. Seeing Moon Orchid slipped away into her madness, “Brave Orchid told her children they 

must help her keep their father from marrying another woman because she didn’t think she could 

take it better than her sister had” (160). 

Refusing to be another victim, Kingston, by retelling and reinterpreting the stories, 

shakes off the shackles and searches for her own true self. The search itself “is the refusal to be 

victimized or stereotyped even by one’s own shadow or the sense of otherness” (Lichman, The 

Female Hero, 15). Her last story of Ts’ai Yen, though short, successfully forms a new voice and 

finds the meaning of her own cultural identity. Ts’ai Yen had to live among barbarians for 12 

years. During these years, she had two children. At first she could not find her voice to 

communicate with them and others, but finally enabled herself to take a voice—a voice of her 

own music. The tale of Ts’ai Yen might be a story of Kingston herself: she lives among “ghosts” 

in America, doesn’t know how to speak and how to make herself American-feminine, but finally 

gives voice to herself in her literature.  

Kingston’s literature breaks away from the Chinese “male” power, logics, and violence, 

creates an all-inclusive female dreams and reality. All the female stories retold by Kingston are 
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given new lives and fresh meanings. “If contact with a female tradition and a female culture is a 

center; if women take strength in their independence to act in the world, women’s literature 

could take any form, and ideal with any subject” (Showalter, Literature of Her Own, xiii). 

Through blending Chinese women’s stories into her consciousness and the consciousness of 

readers, Kingston’s world of Chinese women starts to form and rise. She succeeds in breaking 

out of the silence that has bound her culturally, to discover a resonant voice of her own to 

express her own stories, to be content with her life and her language as a Chines-American. 

I am going to end this paper with Kingston’s own words,” During my half-century of 

writing, I’ve changed from being a warrior to being a pacifist.” “We can’t relive the past, shine 

the light on the consciousness on long-gone events, write about the past and change it, make it 

orderly, beautiful [and] meaningful.”1 

                                                 
1 From Kingston’s speech at National Book Foundation when she was honored 2008 Medal for Distinguished 

Contribution to American Letters and the NBF’s Lifetime Achievement Award. 
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ABSTRACT 

Since the late 1800s there has been an organized governmental effort to remove Native American 
children from their families and communities and place them with strangers. This federal 
government effort has resulted in thousands of Native American children being displaced from 
their roots which results in the trauma of transracial placement. Indigenous children lose their 
parents, siblings, extended family, and cultural ties. Tragically history does repeat itself as this 
governmental practice continues today. The U.S. Supreme Court has recently granted a Writ of 
Certiorari to review the Indian Child Welfare Act of 1978 in order to provide guidance to the 
states on the interpretation of this particular federal law.  

 

 

 

INTRODUCTION 

Sociologists have been well aware of the plight of Native Americans and the host of 

social ills that plague them (Kimmel & Aronson, 2012). While social problems are serious 

societal issues especially for minorities in the U.S., among the most afflicted are Native 

Americans who suffer from a wide range of devastating social ills. The literature has 

documented high rates of alcoholism, domestic violence, child abuse in all its forms (physical, 

sexual, and emotional), and high rates of mental illness have also been found in this group. 

Native Americans also suffer from high rates of poverty, unemployment, and under-education. 

There is no social problem that does not significantly impact Native Americans (Kimmel & 

Aronson, 2012). There is a critical social problem that all 566 of the federally recognized tribes 

currently face which is causing grave concern and is a topic of heated conversation and debate 

among Native Americans, in adoption circles, and in legal circles, this being the removal of 
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indigenous children from their families and tribes (Jones et al., 2000). These Indian children are 

being fostered out and adopted out to White families. The tribes argue that under the Indian 

Child Welfare Act of 1978, that they were promised that his federal practice would end and the 

United State government vowed to do all it could to preserve the Native American family unit 

and the tribes. Native Americans charge that this vow has been broken and is one more broken 

promise in a long line of agreements between the U.S. government and the tribes (Jones, et al., 

2000). 

THE CASE OF BABY VERONICA 

On October 1, 2012, a Petition for a Writ of Certiorari was filed with the U.S. Supreme 

Court and there were several parties to the petition listed yet the central party was a White couple 

who had adopted a Cherokee girl at birth with the biological mother’s consent (U.S. Supreme 

Court Docket, Oct. 1, 2012, Adoptive Couple v. Baby Girl et al., No. 12-399). Bill Means of 

CNN News wrote a recent article on January 5, 2013 on how an Indian child at 27 months was 

forcibly removed from the only family and home Baby Veronica had ever known as decreed by 

the South Carolina Supreme Court who upheld the Indian Child Welfare Act of 1978 siding with 

the Cherokee father and the Cherokee Nation. January 4, 21013, the U.S. Supreme Court granted 

the petition which means it will hear the case (Stempel, 2013). The Supreme Court only hears 

about 88 cases per year but it has decided to address the issue of whether adopting out 

indigenous children to White families violates federal law, namely the Indian Child Welfare Act 

of 1978 (Zebley, 2013). 

Besides the White couple who adopted Baby Girl, the Supreme Court will have before it 

the Cherokee Nation representing the rights and interests of the biological father who is a full-

blooded member of the tribe (Brief of Respondents Birth Father and Cherokee Nation in 
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Opposition, filed November 30, 2012. Adoptive Couple v. Baby Girl et al., No. 12-399). Also, 

before the court will be a Guardian ad Litem appointed in the case who represents the interests of 

the baby girl involved (Brief of Respondent Guardian ad Litem, filed Oct. 22, 2012, Adoptive 

Couple v. Baby Girl et al., No. 12-399). Other petitioners include the California State 

Association of Counties and the County Welfare Directors Association of California as amicus 

curiae (Brief of Amicus Curiae California State Association of Counties et al., filed Oct. 31, 

2012 Adoptive Couple v. Baby Girl et al., No. 12-399). Amicus curiae is a Latin term and it 

means that there are parties that are also affected by the decision in the case as they have 

interests they wish to preserve. Also, filing briefs as amicus curiae are the American Academy of 

Adoption Attorneys and the National Council for Adoption (filed Oct, 31, 2012, Adoptive Couple 

v. Baby Girl et al., No. 12-399). Another amicus curiae brief in the case was filed October 31, 

2012 by Professor Joan H. Hollinger who represents the interests of the Center for Adoption 

Policy, the National Association of Counsel for Children, and Advokids (Brief of Amicus Curiae 

Joan H. Hollinger, et al., Adoptive Couple v. Baby Girl et al., No. 12-399). Interestingly, the 

Latham & Watkins law firm of Washington D.C. has also filed an amicus curiae brief in this case 

on October 31, 2012; this one for the biological mother who supports the White coupled who 

adopted her baby at birth (Brief of Birth Mother, Adoptive Couple v. Baby Girl et al., No. 12-

399). The Supreme Court’s decision in this case will seal the fate of baby Veronica as well as 

thousands of other indigenous children.  

This baby was born in Oklahoma and has the citizens in an uproar (Stempel, 2013). No 

one can be more interested than the 22 Indian nations of Oklahoma and the hundreds of other 

Indian nations spread out all over this country. To understand this issue more fully, one has to go 

back to the late 1800s when a concerted federal government effort began to remove Native 
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American children from their families and communities to place them in state run and religious 

based boarding school, and with White foster and adoptive families on family farms (Burger, 

1995). These foster and adoptive families agreed to take these youngsters as their hands would 

prove valuable on working farms. The First Nation Orphan Association (2011) charges that since 

the late 1800s and well into the 70s that over 60% of all Indian children were subjected to 

transracial placement. As a result of being uprooted from their communities, the Indian nations 

lost several generations of youth. “Split feathers” is a colloquial term for these children who lost 

their heritage due to being fostered or adopted out of their tribes. Those raised in boarding 

schools also lost their root with devastating consequences. The National Indian Child Welfare 

Association contends that children who have been ripped from their families and communities 

experience ethnic identity confusion, self-concept formation difficulties and adolescent rebellion 

which they charge leads to alcoholism, mental illness, and suicide (Earle, 2011).  

Some may wonder why the federal government began this effort in the late 1800s and 

why it has long been a federal government practice (Deloria, 1985). The federal initiative 

focused on Christianizing the Indian people and on assimilation efforts. Native American 

children were taken from their families and communities and placed in boarding schools to better 

effect full assimilation. Some schools were state run while others had a religious affiliation but 

practices were similar in that Indian children were separated from siblings, they were banned 

from speaking their native tongues, and they were not allowed to practice their religious beliefs. 

Brutal beatings were administered with straps and whips. Some children were handcuffed to 

trees and some were made to knee on sharp rocks as punishments for minor acts of disobedience 

(Deloria, 1985). There were many of these boarding schools such as St. Mary’s School for Indian 

Girls at Springfield, South Dakota which was run by the Episcopalian Church, the Carlisle 



1686 

Bureau of Indian Affairs Boarding School was state run, the Intermountain School near Provo, 

Utah was run by the Mormon Church, there was the Chillicothe Indian School in Oklahoma, the 

Saint Labra Catholic School for Indian Children in Montana, and the Todd County High School 

in Mission, South Dakota among others which all had scandals involving the physical and sexual 

abuse of indigenous children (Adams, 1995). Whether the school was run by the missionaries or 

the Bureau of Indian Affairs, the primary mission was to expunge Indian customs.  

The American Indian Movement (AIM) held many demonstrations in the 1970s to protest 

the removal of Indian children from their families and they decried the molestation and brutal 

physical abuse of the children which was common at the boarding schools (Harjo, 1999). As a 

result of the outcry, the federal government passed the Indian Child Welfare Act of 1978 P.L. 

95-608, 25 U.S.C. 1901 as the primary purpose of this law was to protect Indian children by 

preserving the family unit. The central purpose of this Act was to halt the removal of Native 

American children from their communities through the common practice of fostering and 

adopting them out to White families. The high rate of removal of indigenous children was 

intended to be addressed under this Act which gave the tribes the ability to establish guidelines 

for child placement that would take precedence over state policies. In Congressional hearings in 

the late 1970s it was learned that the adoption rate for Indians was eight times that for non-

Indians and that 90% of the adopted Indian children were subjects of transracial placement (H.R. 

Rep. No 95-1386, 1978). Congress acknowledged that this government practice harmed Indian 

families and that “the tribes themselves” were harmed (Mississippi Band of Choctaw Indians v. 

Holyfield, 490 U.S. 30, 34 (1989). Unfortunately, many tribes have failed to establish a safety net 

by setting forth firm guidelines to allow Native American children to remain in their own 

families or with extended family members, or in placements in their own communities before 
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even considering outside placement (Mannes, 1993). Yet, many tribes have not had the resources 

to develop placement services within the boundaries of their reservations so children do not have 

to be fostered and adopted out to White families (Jones, et al., 2000. Indian families living off 

the reservation and non-Indian mothers of Indian children may have children who become swept 

up by public welfare agencies and private adoption agencies in which social workers and other 

professionals do not know enough to ask if the child is a member of a tribe or qualifies to be a 

member of an Indian nation. Many of these biracial children do not have typical Indian features 

and when they are caught up in the child protective system the professionals may fail to inquire 

if the Indian Child Welfare Act protects that Indian child and Indian family from state or federal 

intrusion that threatens to tear the child from their family and tribe (Jones, et al., 2000).  

POSITION OF WHITE ADOPTIVE COUPLE 

The case of Baby Veronica, involves a White couple who adopted a biracial baby at birth, 

this infant was Cherokee and Hispanic and born in Oklahoma (Petition for Writ of Certiorari by 

Adoptive Couple, filed Oct. 31, 2012, Adoptive Couple v. Baby Girl et al., No. 12-399). The 

couple took the child home to South Carolina to raise her and at 4 months they notified the 

biological father of the adoption which he contested. The South Carolina Supreme Court 

affirmed the decision of the lower court as they also ruled that the baby had to be returned to her 

biological father from their interpretation of the Indian Child Welfare Act of 1978. The Supreme 

Court of South Carolina reached its decision with a bare majority and they praised the White 

adoptive couple for providing a loving and stable family environment for the infant and while the 

justices made their decision with some reluctance but they felt they had to uphold the Indian 

Child Welfare Act (ICWA). The Court ruled that under federal law, the baby belonged with her 

biological father in the Cherokee Nation in Oklahoma. Federal law mandated the return of the 
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child regardless of the circumstances. The dissenting justices on the South Caroline Supreme 

Court termed the decision a tragedy as they argued that the best interests of the child should 

supersede all other interests even tribal interests. The dissenters gravely warned that the 

interpretation of the Indian Child Welfare Act in this matter would disrupt countless lives and 

would send a clear message to non-Indian couples who wished to adopt and make a home for an 

Indian child. The dissenting justices acknowledged that clarification is needed in this area of 

federal law as the Indian Child Welfare Act needs clear guidelines as it concerns the well-being 

of thousands children (Id.).  

The case of Baby Veronica deals with an infant who was given up for adoption 

voluntarily by a Hispanic mother who insists that the Cherokee father gave up his parental rights 

in a text message to her when she carried the baby (Brief of Amicus Curiae Brief of Birth 

Mother, filed Oct. 31, 2012). The father did not seek to establish his paternity nor exercise his 

parental rights until 4 months after the baby was born. The law is in a state of contradiction 

presently as seven states have interpreted the Indian Child Welfare Act as allowing state law to 

terminate parental rights when a non-custodial father has abandoned his child to the custody of a 

non-Indian mother. Yet, four states have held that a putative father must first comply with state 

law to attain the legal status of “parent” in order for the Indian Child Welfare Act to protect his 

rights. For 35 years, states have been wrestling with how to interpret the Indian Child Welfare 

Act and the result has been an acknowledged split on how to interpret this federal law (Id.).  

The Indian Child Welfare Act of 1978 was passed by Congress to protect Indian children 

from being involuntarily separated by welfare agencies and adoption organizations according to 

the ruling in Mississippi Band of Choctaw Indians v. Holyfield, 490 U.S. 30, 34 (1989). The 

ICWA provides that minimum federal standards and guidelines must be followed before 
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indigenous children are removed by non-tribal agencies. These provisions apply to any Indian 

child who is unmarried and under 18 years of age, and who is a member of a tribe, or who is the 

biological child of a member of a tribe. Only Indian parents are protected under this federal law 

as the ICWA is not applicable in situations where an unwed father has not established paternity. 

In the case of Lehr v. Robertson, 463 U.S. 248 (1983), the Court pointed out that in assuming 

parental responsibilities one is also asserting parental rights so an unwed father who never 

acknowledges paternity and never assumes any parental responsibilities such as providing for the 

financial, physical, or emotional care of an infant or child has no parental rights to assert (Id.)  

The White adoptive couple who petitioned the U.S. Supreme Court for review of this 

case argue that the ICWA was not violated as no Indian family experienced a removal of an 

Indian child, as the Cherokee father abandoned his pregnant non-Indian fiancé and never 

accepted any parental responsibility, nor did he assert his parental rights before the baby was 

born or during the four months after birth (Petition for Writ of Certiorari of Adoptive Couple, 

filed Oct. 31, 2012). Under Rice v. Cayetano, 528 U.S. 495, 514 (2000), the Court ruled that 

discriminatory treatment based on “ancestral” classification violates equal protection principles. 

The adoptive couple petition the U.S. Supreme Court to address the constitutional question of 

whether a Cherokee father can invoke preferential custodial rights based on his blood heritage 

and use the ICWA to protect parental rights he had neither asserted nor established until after the 

adoption of the baby. Under the Act, Congress only protects the parental rights of an unwed 

father who has already been recognized as a “parent” under traditional state law argue the 

petitioners. Jurisdiction in family relation matters has been traditionally reserved to the states. 

This case involves child custody and federal law overrides state law yet the root of the problem 

is how state courts are interpreting the Indian Child Welfare Act. Seven states would have ruled 
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against the Cherokee father in this case as they interpret the Act as allowing termination of 

parental rights when a non-custodial father abandons his child to the custody of a non-Indian 

mother. She is then free to decide to put her baby up for adoption. South Carolina and three other 

states would have sided with the Cherokee father as he attained legal status as a father by taking 

the DNA test and because he contested the adoption as soon as he learned it had happened 

(Petition for Writ of Certiorari of Adoptive Couple, filed Oct. 31, 2012). 

POSITION OF GUARDIAN AD LITEM FOR BABY VERONICA 

The attorney, Ms. Prowell, appointed as Guardian ad Litem for Baby Veronica 

acknowledges that the issue before the U.S. Supreme Court is an important question of federal 

law (Brief of Respondent, Guardian ad Litem, filed Oct. 22, 2012, Adoptive Couple v. Baby Girl 

et al., No. 12-399). After closely investigating the details of the case, the Guardian ad Litem 

concluded in her brief to the Supreme Court that it is in the best interests of the child to award 

custody to the adoptive parents. The adoptive couple had been actively involved with the birth 

mother by financially supporting her, speaking to her weekly and they even traveled from South 

Carolina to Oklahoma to check on her pregnancy. The adoptive parents were in the delivery 

room and took immediate custody of Baby Veronica. Ms. Prowell argues that the birth father 

made a decision to emotionally and financially abandon both birth mother and child. The 

Guardian ad Litem interviewed both the adoptive parents and the birth Father to determine the 

best placement of the baby. She found that the birth father had never attempted to assert his 

parental rights or provide in any manner for the child yet the family court denied the adoption 

petition simply because the biological father invoked the Indian Child Welfare Act of 1978 to 

block the adoption. On December 31, 2011, when the adoptive couple were ordered by the South 
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Carolina Family Court to hand over the baby to the birth father, Baby Veronica and her 

biological father met for the first time (Id.). 

A splintered South Carolina Supreme Court agreed that the ICWA was applicable and 

that the Act presumes that keeping an Indian child within the tribe is in her best interests so they 

felt they had to uphold the ruling of the Family Court (Brief of Respondent Guardian ad Litem, 

filed Oct. 22, 2012). The Guardian ad Litem argued that serious equal protection concerns are 

raised in this case as the best interests of the child are pushed aside because of the birth father’s 

race. The ICWA overrides the best interests of Baby Veronica based on race. Ms. Prowell insists 

that strict scrutiny be given this case when a preference for custody is based simply on race. The 

birth mother who is non-Indian was the only legally recognized parent of the child and she 

choose to place the baby for adoption. The case of Palmore v. Sidoti, 466 U.S. 429 (1984) 

recognized a strong presumption that custody determinations based on race are unconstitutional 

and this case is used by Ms. Prowell to argue against the Cherokee birth father. Another case that 

the Guardian ad Litem places heavy reliance on is Roberts v. United States Jaycees, 468 U.S. 

609 (1984) in which the Supreme Court stressed that the family must be protected from 

unjustified interference by the state as a family unit involves “deep attachments and 

commitments” (Id . at 619). The Guardian ad Litem points out that Baby Veronica had enjoyed 

just such an attachment in the first twenty-seven months of her life and that the adoptive couple 

had made deep and lasting commitments to her as a family unit. The Court recognized that 

families play a critical role “in safeguarding the individual freedom that is central to our 

constitutional scheme” (Id. at 617).  

Ms. Prowell asserts that Baby Veronica was disconnected to both her biological father 

and her tribe and that the Family Court and Supreme Court of South Carolina both rendered her 
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best interests to be irrelevant (Brief of Respondent Guardian ad Litem, filed Oct. 22, 2012). 

Placing the child with her birth father violates the basic principles of equal protection and due 

process when the sole reason for the custody decision was the father’s race. The Guardian ad 

Litem asks the Supreme Court to interpret the Indian Child Welfare Act so as to prevent it from 

causing trauma and tragedy in cases such as Baby Veronica where there was no involuntary 

removal of an Indian child from an existing Indian family. Ms. Prowell declares that the Act has 

been misapplied to cause the disruption of so many lives and she appeals to the Supreme Court 

on behalf of the baby to protect her liberty interests in maintaining the only family relations she 

had every enjoyed. The Guardian ad Litem requests that the Supreme Court provide clear 

guidelines in applying the ICWA so similarly situated children do not become entangled in what 

is now a statutory mess (Id.). 

POSITION OF BIRTH MOTHER  

Mr. Gregory G. Garre from the Lathan & Watkins law firm in Washington D.C. has filed 

an amicus curiae brief on behalf of the birth mother (filed Oct. 31, 2012, Adoptive Couple v. 

Baby Girl et al., No. 12-399). The birth mother supports the adoptive couple. Mr. Garre argues 

that the Indian Child Welfare Act of 1978 cannot be used to block a voluntary adoption by a non-

Indian mother who had custody when the Cherokee father decided to relinquish his parental 

rights in a text message to her before the baby was born. This case will affect the choices made 

by thousands of women and will affect thousands of Indian children born to unwed and mixed-

race parents. The birth mother insists that since the biological father of Baby Girl refused to 

provide any financial assistance throughout the pregnancy that she made a difficult but loving 

decision to give her baby up for adoption. Mr. Garre points out that the birth mother was 

struggling to care financially for two other children from a prior relationship and as a single 
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mother felt that she had made the best decision for Baby Girl. The birth mother sought out the 

Nightlight Christian Adoption agency in Oklahoma and after looking through files of prospective 

parents she personally selected the petitioners because of their values. A friendship developed 

between the prospective parents and the birth mother as they traveled from South Carolina to 

meet her and follow the progress of the pregnancy. The petitioners supported the birth mother 

financially in the last months of pregnancy and were there for the birth in the delivery room (Id.). 

According to Mr. Garre, the birth mother is Hispanic and voluntarily gave up her child to 

the adoptive couple who she hand-selected to raise her infant (Brief of Amicus Curiae Brief of 

Birth Mother, filed Oct. 31, 2012). This type of personal decision should be allowed to be made 

unilaterally by the birth mother when the father abandons his child. The lawyer for the birth 

mother argues that the petitioners established a loving home that should not be destroyed. The 

Supreme Court in Roberts v. U.S. Jaycess, 468 U.S. 609 (1984) determined that families must be 

protected from undue governmental intrusion and that choices made by parents in raising 

children should not be disturbed. The amicus curiae brief on behalf of the birth mother, urges the 

Supreme Court to consider the rights of the biological mother in making a contemplative choice 

in selecting a permanent home for her infant and the bonding that has already occurred between 

the adoptive couple and Baby Girl. Mr. Garre points out many adoptive agencies allow women 

who have selected or are thinking about the option of adoption to choose the family their child 

will be placed with and to go back and violate that agreement is psychologically damaging to 

both infant and birth mother. A custodial non-Indian parent and her child do not fall under the 

auspices of the Indian Child Welfare Act of 1978 as this birth mother legally and voluntarily 

made an informed decision to give up her infant for adoption. Mr. Garre does not believe that it 

is appropriate to create parental rights in a Native American father when he renounced his baby 
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and forcefully asks the Supreme Court to support a birth mother’s decision to seek a lawful 

adoption in the best interests of her infant (Brief of Amicus Curiae Brief of Birth Mother, filed 

Oct. 31, 2012).  

CHEROKEE NATION’S AND BIOLOGICAL FATHER’S POSITION  

A brief in opposition was presented to the Supreme Court by the biological father of 

Baby Veronica and the Cherokee Nation (filed Oct. 31, 2012, Adoptive Couple v. Baby Girl 

et al., No. 12-399). The Indian Child Welfare Act of 1978 was passed by Congress due to 

increasing concerns over Indian children taken by welfare agencies that resulted in the separation 

of large numbers of Indian children from their families and tribes. These children were largely 

placed with White families through adoption and foster care placement. The adoption rate of 

Indian children has been cited as being 8 times that for non-Indians and 90% of the adoptions 

have been into non-Indian homes according to the National Vital Statistics Report (Martin, 

2012). Congress concluded in legislative findings in the late 1970s that Indian children were vital 

to the continued existence of Indian tribes and so they passed the Indian Child Welfare Act of 

1978. This federal law serves to protect the rights of Indian children and of the Indian 

community by keeping indigenous children in their society. The order of preference in the 

placement of Indian children is provided for under the Indian Child Welfare Act as Indian 

children are to be placed: 1) with a member of their nuclear family; 2) with other members of the 

extended family; and 3) or with an Indian family in the tribe (Tucker, 2009). The Cherokee 

Nation has standing under the ICWA to determine placement preferences for an Indian child of 

the tribe and they contend that placement of Baby Veronica is of utmost importance to tribal 

sovereignty and the continued existence of her tribe. Where possible the child should remain in 

the Indian nation argues the Cherokee nation in their Brief of Opposition filed on Oct. 31, 2012. 



1695 

In Rose v. Rose, 481 U.S. 619 (1987) the Supreme Court ruled that federal law must override 

state law especially when substantial federal interests would be harmed. The Congress of the 

United States concluded in legislative findings in late 1978 that Indian children were vital to the 

continued existence of the Indian tribes and that preserving the Native American tribes was of 

substantial federal interest (Jones, 1999). 

The biological father is a registered member of the Cherokee nation, he and the mother 

who is non-Indian were engaged (Brief in Opposition, filed Oct. 31, 2012). During the 

engagement and pregnancy the father was serving in the U.S. Army. The father urged the mother 

to marry him so that she and the baby could enjoy military health coverage before and after the 

birth. Relations between the two became strained and the mother broke off the relationship in a 

text message and refused further communication. The mother then unilaterally decided to give 

the baby up for adoption and never notified the biological father of her decision. The adoption 

form was filled out by the mother but she failed to note that the father was Cherokee and yet she 

later admitted that she knew the significance of that fact. The adoption attorney contacted the 

Cherokee Nation and asked if the baby was a member but he misspelled the father’s name and he 

gave the wrong birthday (both day and year) for the father’s birth and so the Nation responded 

that the child did not appear to be an Indian child. The Cherokee Nation added that any 

misinformation would invalidate that finding. The incorrect information was never corrected and 

the baby was adopted by a White couple from South Carolina. The birth mother and the adoptive 

couple all signed the Oklahoma Interstate Compact on Placement of Children (ICPC) and they 

listed the ethnicity of the child as “Hispanic.” The Cherokee Nation contends that fraud was 

perpetrated in the official adoption documents by the birth mother and the adoptive couple. The 

Cherokee Nation and the biological father contend that if they had known of the adoption they 
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never would have allowed the child to be removed from Oklahoma, from the Cherokee Nation, 

and the custody of her biological father. Four months after the adoption, the White couple served 

the Cherokee father with papers days before he was to be deployed to Iraq. The biological father 

requested help from a JAG attorney on base and he sought to stay the adoption and began the 

process to establish his paternity and child custody. The father served in Operation Iraqi 

Freedom for one year and received a Bronze Star for his service (Id.). 

The Family Court in South Caroline held a 4 day hearing and determined that the 

biological father had strong cultural ties to the Wolf Clan of the Cherokee Nation and that 

paternity testing had proven conclusively that he was the father of Baby Veronica (Brief in 

Opposition by Birth Father and Cherokee Nation, filed Oct. 31, 2012). The Family Court 

concluded that the biological father was a fit and proper person to take custody of the child and 

that he had convinced the court of his love for the child. The father had contested the adoption in 

Oklahoma and in South Carolina as soon as he learned that the baby was put up for adoption. He 

had never been notified by the birth mother and learned of the adoption only when the baby was 

four months when he was served with papers by the adoptive couple. At twenty-seven months (2 

years and 3 months) Baby Veronica was given to her Cherokee father so he could return with her 

to the Cherokee Nation to be raised in an extended Indian family (Id.). The Supreme Court in 

Morton v. Mancari, 417 U.S. 535 (1974) has acknowledged having a trustee interest in 

protecting all members of Indian tribes. While in Rice v. Cayetano, 528 U.S. 495 (2000), the 

Supreme Court admitted that Congress has to fulfill its obligations to Native Americans and that 

legislation must be passed that directly addresses their needs.  
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POSITION OF PRO-ADOPTION AMICUS CURIAE  

The amicus curiae brief filed on behalf of the National Council for Family Adoption 

(NCFA) represents the interests of an adoption advocacy non-profit group (filed Oct. 31, 2012, 

Adoptive Couple v. Baby Girl et al., No. 12-399). This organization seeks to promote a culture of 

adoption through education on the issue, research, and legislative efforts to ensure the adoption 

process protects and serves all involved parties. This organization has 30 years of experience in 

providing advice and guidance on best practices as they train counselors who advise expectant 

parents on adoption choice. The NCFA admits that there is no clear national agreement of how to 

apply the Indian Child Welfare Act of 1978. The National Council for Family Adoption asserts 

that this uncertainty in how to interpret the law is producing unstable outcomes for children who 

deserve a permanent home so they can develop in a healthy manner (Id.). 

The U.S. family courts use the “best interests of the child” standard in determining 

custody and they weigh such factors as a child’s health, safety, and development (Brief for 

Amicus Curiae for National Council for Family Adoption, filed Oct. 31, 2012). This organization 

asks the Supreme Court to clarify when an Indian child’s heritage supersedes other factors in a 

placement decision. The Congressional Coalition Adoption Institute (2012) maintains that the 

adoption community agrees that all children have a right as an American to grow up in a safe 

home where they are cared for as this is as fundamental a right as life or liberty. The National 

Council for Family Adoption urges the Supreme Court to take all factors into account when 

considering the placement of a child as genetic s alone should not control such decisions (Brief 

of Amicus Curiae, filed Oct. 31, 2012).  

Marty et al., (2005) propounds that it is the nature and quality of the interaction between 

parent and child rather than biological connections that are important in deciding custody cases. 
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The NCFA observes that a deep emotional attachment between Baby Girl and her adoptive 

parents had already clearly been formed before the Cherokee father stepped into the picture 

(Brief of Amicus Curiae National Council for Family Adoption, filed Oct. 31, 2012). In Palmore 

v. Sidote, 466 U.S. 429 (1984) the Supreme Court stated that prioritizing race in cases of child 

custody should be done away with as such a practice only reflects racial prejudice and does not 

address valid concerns. The National Council for Family Adoption concedes that race and 

culture are factors that should be considered in custody cases but placing undue significance on 

Indian heritage puts the well-being of the concerned children at risk (Brief of Amicus Curiae, 

filed Oct. 31, 2012).  

Another amicus curiae brief filed in the case of Adoptive Couple v. Baby Girl et al., No. 

12-399 was on behalf of the interests of the American Academy of Adoption Attorneys, it was 

filed on Oct. 31, 2012. This not-for-profit organization works to reform adoption laws and holds 

seminars to educate the public and professionals on ethical adoption practices. This organization 

of adoption attorneys urged the Supreme Court to correct the misconception that tribal rights 

supersede the constitutional rights of children and parents. In re Adoption of Halloway, 731 P.2d 

962 (Utah, 1986), the Court stated that tribal interests are on parity with those of parents even 

though the two interests are distinct. The Academy of Adoption Attorneys argues that this 

assertion applies only to Indian children who live on reservations and come under the exclusive 

jurisdiction of tribal courts so an Indian child born off the reservation to a custodial non-Indian 

mother would not be under the jurisdiction of a tribal court (Brief of Amicus Curiae of American 

Academy of Adoption Attorneys, filed Oct. 31, 2012). 

Tucker (2009) highlights the fact that Native American families experience the highest 

rates of domestic violence in the U.S. The American Academy of Adoption Attorneys notes that 
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domestic violence is characterized by coercive control of a victim through financial abuse as well 

as physical, sexual, and psychological abuse (Brief of Amicus Curiae, filed Oct. 31, 2012). This 

organization observes that the Cherokee father never provided any financial support for the 

mother or child. The health and lives of women and their babies are at risk due to the unreliable 

application of the Indian Child Welfare Act as putative fathers have the power to block adoptions 

and even take a baby back after an adoption charge the Academy of Adoption Attorneys. The 

Supreme Court in Stanley v. Illinois, 405 U.S. 645 (1972) found that the Due Process Clause 

requires a state to hold a hearing to determine the fitness of an unwed father before adjudicating 

the placement of children. Such a father has protected interests provided he assumed financial 

responsibility yet these are not the facts as they pertain to the Cherokee father. In Quilloin v. 

Walcott, 434 U.S. 246 (1978) the Court ruled that the putative father had no substantive due 

process rights when he had never shouldered any child rearing responsibilities. Yet, the Court 

supported the rights an unwed father in Cabam v. Mohammed, 441 U.S. 380 (1979) as the father 

had supported his children and had seen them on a regular basis. In Lehr v. Robertson, 463 U.S. 

248 (1983) the Supreme Court spelled out a clear rule concerning unwed fathers by firmly 

stating that a commitment to fatherhood requires shouldering a financial, personal, and/or 

custodial relationship and only then does a father acquire protection of his parental rights under 

the Due Process Clause.  

Another amicus curiae brief was filed by the California State Association of Counties 

(CSAC) and the County Welfare Directors Association of California (CWDA) in the case of 

Adoptive Couple v. Baby Girl et al., No. 12-399, filed Oct. 31, 2012). The mission of the CSAC 

is to protect children who are dependents and victims of abuse and neglect. The CWDA is a non-

profit organization which represents the human services directors of each California county as 
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their primary mission is to administer child welfare and foster care programs for the state. These 

two organizations have joined in filing a brief because the State of California has the largest 

percentage of Native Americans at 15% followed by Oklahoma (U.S. Census Bureau, 2010) and 

because the state has a large population of children in foster care and who have had juvenile 

dependency appeals filed on their behalf (In re W.B. Jr., 281 P.3d 906 (Cal. 2012). These two 

concerned California organizations joined forces to charge that the Supreme Court of South 

Carolina created a federal class of parents based on race and genetics which they argue is 

impermissible. These organizations point out that the Cherokee father would not have meet state 

qualifications to establish paternity under South Carolina law if he had been White. Both groups 

urge the Supreme Court to address the rights of children so that their best interests are protected 

(Brief of Amicus Curiae of CSAC and CWDA, filed Oct. 31, 2012).  

A birth parent can only attain full statutory rights as a parent under state law according to 

In re Zacharia D., 862 P.2d 751 (Cal. 1993) while the Due Process Clause can be triggered only 

when a putative father makes a prompt commitment to fatherhood when he discovers the mother 

is pregnant with his child under In re Adoption of Michael H., 116 S. Ct. 1272 (1996). The 

California State Association of Counties and the County Welfare Directors Association of 

California argue that the Cherokee father could not have established paternity under state law to 

acquire standing as a “parent” in order to invoke the Indian Child Welfare Act (Brief of Amicus 

Curiae, filed Oct. 31, 2012). A different standard should not be applied to an unwed father 

simply because of his race or genetics. Mere biology should not be used to establish the parental 

rights of a father who never assumed the parental role. These California state agencies clearly 

believe that review by the U.S. Supreme Court is an urgent matter. They ask the Court to 

establish a national standard on how to interpret the Indian Child Welfare Act of 1978 so that 
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courts, social service agencies, attorneys, those in the adoption community, and biological and 

adoptive parents can be given clear guidance. These organizations charge that these most 

vulnerable children need permanence and stability and that Congress in passing the ICWA 

intended to use the Act to protect the welfare and best interests of Indian children. The best 

interests of Indian children must be paramount in placement decisions (Brief of Amicus Curiae 

of CSAC and CWDA, filed Oct. 31, 2012). 

Professor Joan H. Hollinger, a leading expert on adoption law, wrote a brief representing 

the interests of the Center for Adoption Policy (CAP) which is a non-profit that provides 

research, advise, and education on current legislation and adoption practices in the U.S. and all 

over the world (Brief of Amici Curiae of Hollinger et al., filed on October 31, 2012). Professor 

Hollinger also represents the interests of the National Association of Counsel for Children 

(NACC) which is a non-profit child advocacy group which represents professionals who work 

with abused and neglected children to ensure they receive quality legal services. Lastly, 

Professor Hollinger also represents Advokids which is another non-profit agency which 

advocates for children in the foster care system. As the case of Adoptive Couple v. Baby Girl 

et al., No. 12-399 affects the rights of Baby Girl, adoptive children, adoptive parents as well as 

birth parents the Court must address their concerns when making their ruling in this pending 

case. The state of affairs currently is one of uncertainty for both children and parents whether 

biological or adoptive. Professor Hollinger decries the fact that the ICWA weighs heavily in 

favor of an Indian parent while the focus of the family court is on the best interests of the child 

yet federal law overrides state law. The potential for continued anguish in such cases for the 

children and adoptive as well as birth parents will continue as long as the scope of the ICWA 

remains muddied (Id.). 
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CONTRADICTION AMONG THE STATES IN APPLYING THE INDIAN CHILD 
WELFARE ACT 

Eleven states have interpreted the ICWA as not allowing the non-custodial Indian father 

to block the adoption as he never established paternity nor did he assert his parental rights and 

the baby was never a part of an existing Indian family argues the birth father (Brief of 

Respondents in Opposition of Birth Father and Cherokee Nation, filed Oct. 31, 2012, Adoptive 

Couple v. Baby Girl et al., No. 12-399). In the case of S.A. v. E.J.P., 571 So.2d 1187 (1990), the 

Alabama Court ruled that the Act does not apply when a baby has never been a part of an Indian 

family unit. The birth mother could have shopped around in one of these eleven states to select 

an adoptive couple. The potential for disrupting lives and creating more scenarios for Indian 

child removals in adoption cases looms large as so many states are split on how the ICWA 

applies (Brief for Amicus Curiae for National Council for Adoption, filed Oct. 31, 2012, 

Adoptive Couple v. Baby Girl et al., No. 12-399). States are in contradiction on how to proceed 

in cases when an Indian child is voluntarily given up for adoption by a non-Indian mother with 

custody. Alabama, Indian, Kentucky, Louisiana, Missouri, Nevada, and Tennessee apply the 

ICWA only when a child is being removed from an Indian parent who has custody. South 

Carolina, Alaska, Arizona, Colorado, Idaho, Illinois, Kansas, Michigan, Montana, New Jersey, 

New York, North Dakota, Oregon, and Utah hold that the ICWA applies even when the child has 

never lived as part of an Indian family. The end result is that there exists confusion on this 

federal law across the nation and this state of affairs creates inconsistent application of the law so 

that Indian children are not guaranteed permanency in placement. The U.S. Census of 2010 

found there were 5.2 million Americans who self-identified themselves as having some Indian 

heritage so potentially many children of mixed-Indian heritage can be affected by the outcome of 

the Baby Girl case (Norris, et al., 2010). To prevent this issue from occurring, non-Indian birth 
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mothers would have to select a state that would rule for them in case the father who abandoned 

the baby should ever decide to contest the adoption and use the ICWA to support his position 

(Brief of Amicus Curiae Brief of Birth Mother, filed Oct. 31, 2012, Adoptive Couple v. Baby 

Girl et al., No. 12-399). In the law review article of 2010 written by Dan Lewerenz and Padraic 

McCoy, they discuss the rejection of the Indian Child Welfare Act of 1978 as more and more 

states have joined in the consensus against the doctrine. Since 2000, another 5 states have 

rejected the preferential treatment given Indian parents simply based on race or ethnicity. The 

states of Alabama, New York North Dakota, Kansas and Colorado have all interpreted the ICWA 

as not being applicable in cases where a custodial non-Indian mother who never lived in an 

Indian family unit with her child decides to give up her baby for adoption. Lewerenz and McCoy 

(2010) predict the demise of the doctrine altogether. 

CONCLUSION 

This case of Baby Veronica bears watching as the Supreme Court on Jan. 4, 2013, 

granted the petition for a Writ of Certiorari which was filed on October 1, 2012 as viewed on the 

Court’s docket. A decision in this case is expected by June 2013 (U.S. Supreme Court Docket, 

2013, Adoptive Couple v. Baby Girl et al., No. 12-399). The National Vital Statistics Report 

(Martin, 2011) reveals that 31,812 Indian children were born to unmarried parents in 2009 just 

like Baby Veronica. Over 40% of Indian children are biracial so conservatively over 10,000 

Indian children are born to unmarried and mixed-race parents every year (Id.). This case will 

affect thousands of Indian children. The main question is whether the Indian Child Welfare Act 

will be upheld or whether portions of it will be rewritten. The Indian Nations fear that rewriting 

the Act will mean that the federal vow to preserve Indian families and tribes will go down in 

history as another broken federal promise.  
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Analysis of Batechsant (Battery Technology of Sound Power Plant): The 

Degree of Micro-Vibration and Reverberation in Ship Engine Rooms 
 

Abstract 

Sound is one of the energy sources that has potential to be the alternative energy to solve the 
energy management problem on the ship. This research analyzes the utilization of sound as 
energy sources in the ship engine room with a device called Batechsant (Battery Technology Of 
Sound Power Plant). The Batechsant can be represented by a piezoelectric mechanism. The 
piezoelectric system would be tested, analyzed and simulated toward the design. The simulation 
variable was sound pressure produced by noises in the ship engine room. In this case, sound 
pressure produced by noise of main engine room was 174,83 Pa. By this result, the sound 
pressure gave vibration to piezoelectric surface membrane and caused deflection and 
deformation. The deformation score was 3,776e-4mm. The membrane vibration triggered 
piezoelectric to produce electricity. The amount of electric production depended on the duration 
of the test. Longer meant more electricity and shorter meant less energy produced. The idea of 
Batechsant is a reverberation (echo) caused by “waste vibration” of the ship’s machinery. It can 
be used as a source of electricity during the blackout (sudden power outage) caused by fire or 
accident. 

The sound occurs in the vessel when the reverberation time is supposed to be one of solutions as 
energy generation using Batechsant system. 

 

 

 

1. INTRODUCTION 

Engine on the ship usually used to spin the propeller and generator to produces 

electricity. Whereas, there is an energy source which is potential as additional energy to backup 

the electrical needs. That energy source is noise from engine room. Both, the engine and the 

noise can be considered as hybrid system if the noise can be used as engine’s assistance to 

generate electricity. This research is intended to the opportunity of using the sound produced by 

vibration as the source of electricity.  
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2. REVIEW OF LITERATURE 

2.1 Designing of Emergency Services of Batechsant (Battery Technology Of Sound Power Plant) 

The existing power plant of a generator system will be used with a system which can 

supply a power when emergency condition (Enemy’s attack on the ship body or burnt out) 

through Batechsant. The following picture is in the integration systems.  

 

 

 

 

 

 

Fig. 1 Design of Batechsant System 

(Source: Fauzi, Muchlis, Handayani, 2011) 

Fig. 1 describes the main principal of Batechsant System. When the noise (sound source) 

emerges in engine room, it will be caught by microphone and immediately is changed to be AC 

signal and transonic wave. The transonic wave will be caught by nanowire which is part of 

nanogenerator that will give vibration to micron coil on the nanogenerator. The vibration in 

magnet field will generate electric current and voltage. The electric current and voltage produced 

can be carried out by two alternative ways. First, it can be used directly for certain necessity. 

Whereas, the second alternative is to store the energy in battery storage with a rectifier apparatus. 

It can be used for any necessity at certain power and capacity rate including ship lighting, 

navigation instruments, gyro compass, and indicator instruments. 
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2.2 Sound Vibration Damp and resonance 

In nature, there is force that produces vibration and blocks vibration motion. So, all of vibration 

motion energy is decrease and stop to vibrate. As a model, it is assumed that the damped force 

proportional with object velocity, so motion equation can be written as: 

 F = −kx – bv (Satriawan,2007) 

2.3 Noise Measurement  

Noise Measurement is an activity to obtain noise rate at certain place by using an instrument with 

certain limitation and must be conducted with standard technical procedures. Sound Level Meter 

is a digital apparatus to measure noise rate inside the room. It converts sound vibration to digital 

signal for calculation process. The result is displayed in LCD screen.  

 

 

 

 

 

 

Fig. 2 Sound Level Meter 

(Source: http://www.rion.co.jp/english/) 

 

Fig. 3. Variety information of Sound Level Meter Screen 

(Source : http://www.rion.co.jp/english/) 

The screen displays some information such as measurement rate, simultaneous measuring, and 

whole measurement 

http://www.rion.co.jp/english/
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2.4 Optimal Placement for Batechsant  

The research optimal placement optimization of Batechsant is conducted to obtain the highest 

efficiency. The device isn’t simply placed on the engine, but placed on the walls around engine 

to avoid system failure caused by severe vibration. 

 

 

 

 

 

Fig. 4 Ship wall as system location 

(Source :Fauzi,Muchlis,Handayani,2011) 

 

 

 

 

 

 

Fig. 5 Microphone Position Placement Position as Sound Sensor in Main Engine Ship 

(Source: Reza Bushriyadi,2009) 
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Fig. 6. Main Engine in the Ship as Biggest Noise Source 

(Source :Fauzi,Muchlis,Handayani,2011) 

3. STATEMENT OF PURPOSE 

Based on the problem, this research will be studied the energy rate that can be produced from 

noise source at ship main engine room. The goal of this research is the development and 

utilization of alternative energy source, especially in marine technology. 

4. HYPOTHESIS 

The hypothesis of this research mostly about the possibility of whether piezoelectric can be used 

as energy generator in the ship main engine and collect the energy through vibration. 

5. MATERIALS AND METHODS 

Permanent Vibration can be obtained by measurement, extrapolation, datasheet reference, and 

with Finite Element Method Vibratic (FEMV) simulation. Generally, there are three steps to be 

conducted when doing of FEMV simulation, they are preprocessing, solving, and post 

processing. The software is Tera Analysis. It can display a visualization and provide excellent 

data. Other alternative software are: MAXWELL Ansoft, FLUX Magsoft, OPERA Vector 

Fields, AMPERES Integrated Engineering, ANSYS Swanson, FEMV, and VIZIMAG. 
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The design process also determines some attributes. They are: arrangement of size and 

dimension of elements materials and system configuration. The result will be simulated by 

Solidworks and ANSYS. The analysis results from the software will produce membrane 

responses of piezoelectric (deflection and deformation) toward sound pressure. The data will 

determine the amount of energy can be produced. The energy will be analyzed based on time of 

test and the other test factors. 

At first, it is important to design a 3D model of piezoelectric system and the final design 

will be simulated in ANSYS. Batechsant will be designed in 3D shape and analyzed with 

software. 

The amount of sound pressure applied on the piezoelectric membrane surface will be 

determined based on noise data. The secondary data like sound intensity (decibel) will be 

converted to sound pressure data (in pascal).  

6. RESULTS AND DISCUSSION 

Since piezoelectric characteristics is similar to nanogenerator in geometry response (generating 

electricity from super-sensitive voice) (Xu Shen, et al. 2010). The research use these several 

limitation:  

1. Piezoelectric used in this form refers to: http://www.ryston.cz/pdf/avx/piezo.pdf, 
2012  

2. The material is Brass  

3. The composition of coating material is metal that acts as a pressure receiver, two 
electrodes separated by a ceramic as the power producer and covered again with the 
metal.  

6.1 Noise rate test in ship engine room 

This research used secondary data from ITS. The data is noise rates at some places in ship 

including ship main engine in full load condition (1850 rpm-13,7 kn).  
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Table 1. Data of Noise in any sides of Ship in full load condition 100% (1850 rpm-13,7 kn) 

DATA OF NOISE IN ANY SIDES OF SHIP 

Rooms Measuring Point Actual  

Wheel House Front Centre 80 65,5 

Captain Room Front sbs 74 58 

KKM Room Front Ps 74 57,5 

Passenger Room 

Front 

sbs 80 66 

Centre 80 65,5 

Ps 80 65,7 

Middle 

sbs 62 73 

Centre 62 73,1 

Ps 62 73,3 

Back 

sbs 38 78,5 

Centre 38 78 

Ps 38 78 

Cabin Room   
sbs 57 72 

Ps 57 63 

Engine Room 

Middle 

sbs 23 104,5 

Centre 23 104,5 

Ps 23 104 

Back 

sbs 15 103,2 

Centre 15 103,5 

Ps 15 103,5 

Engine Control Room   Ps 32 76,5 

table 1 shows that noise rate in ship room engine occurs at an interval of 103-104,5 dB.  
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Whereas, noise data distribution can be displayed in fig. 8.  

 

 

 

 

 

 

 

 

 

Fig. 8 Distribution of Noise in Ship Main Engine Room 

6.2 Noise Conversion Rate to become Sound Pressure 

The conversion is based on the following formulation : 

 

(http://www.animations.physics.unsw.edu.au/jw/dB.htm) 

with : 

Lp = Decibel Rate (dB) 

P2
rms = reference sound (Pascal) 

P2
o = Pressure Amplitutde (2x10-5) (pascal) 

From the formulation, it is possible to obtain sound pressure value from noise rate. 
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Table 2. Conversion Standard of Sound Pressure Rate (author analysis, 2012)  

No Noise Rate (dB) Sound Pressure Rate (Pascal) 

1 103,2 764,43 

2 103,5 765,32 

3 104 770,12 

4 104,5 772,42 

Table 2 is guidance / reference for analysis and system simulation with the software. Sound 

pressure value is used to determine deformation in piezoelectric membrane. with known 

deformation, then the amount of electricity which is produced can be determined. The processes 

Piezoelectric : 

6.3 Piezoelectric element Determination 

The Design process of Piezoelectric work system, it requires some elements:  

Table 1 Elements of Piezoelectric 

 

 

 

 

 

 

ELEMENT of PIEZOELECTRIC 

No Elemen Piezoelectric Function 

1 Metal Disc Piezoelectric Series Closer 

2 Electrode Source of Electric Charge 

3 Ceramic Permanent Isolator  
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Based on those elements, the design of piezoelectric is shown in fig. 9. 

 

 

 

 

 

 

Figure 9. Piezoelectric Element 

Based on the element of piezoelectric, the determined attribute of piezoelectric are defined below 

:  

Table 2. 3D Piezoelectric 3D Design Attribute 

 

 

 

 

 

 

6.4 Material Selection for piezoelectric elements 

Materials selection is based on each function of the elements in piezoelectric. It will determine 

the appropriate materials to be used. The result is shown in table 4 

ATTRIBUTE DESIGN of 3D PIEZOELECTRIC 

No Design Attributes Specified Information 

1 Element Coating Metal, Electrode and Ceramic 

2 Form  
circle with a certain diameter and 
thickness 

3 Dimention 
Dimensions that determine how Diameter 
and Thickness 

4 Configuration 
Coating Metal-electrode-ceramic-
electrode-coating metal 
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Table 4. Materials Selection 

 

 

 

 

 

6.5 The piezoelectric Structure 

The result shows that the piezoelectric structure in this Batechsant work system are: 

Table 6. Analysis of Piezoelectric Structure 

 

 

 

 

 

 

 

6.6 Analysis and Simulation of Piezoelectric Work System 

Simulation of Piezoelectric Work System was conducted in the Solid Mechanics Laboratory at 

Mechanical Engineering Department of ITS. The simulation was conducted with one prime 

scenario. The scenario was to applied uniform sound pressure at 765 Pascal on piezoelectric 

membrane. Simulation was carried out with ANSYS. The result is shown in table 7.  

 Material Selection  

No 
Elements of 
Piezoelectric 

Function 
Materials 

1 Metal Disc 
Piezoelectric Series 
Closer 

Steel or 
Brass 

2 Electrode 
Source of Electric 
Charge 

Carbon 
Active 

3 Ceramic Permanent Isolator Ceramic 
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Table 7 Applied Load in Simulation 

 

 

 

 

 

 

Based on determined load in simulation (about 174,83 Pascal), the result of simulation is 

displayed in the following contour,  

 

Figure 7 Result of Piezoelectric Work System Simulation with Software ANSYS 

 

 

 

 

 

 

 

 

Fig. 8 Result of Piezoelectric Cross Plane Simulation 
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Table 8 Parameter of Piezoelectric Strain as Result of Trial 

PARAMETER of STRAIN 

Parameter Score 

Strength Coefficient Pa 9.2e+008 

Strength Exponent -0.106 

Ductility Coefficient 0.213 

Ductility Exponent -0,47 

Cyclic Strength Coefficient Pa 1.e+009 

Cyclic Strain Hardening Exponent 0,2 

 

Table 9 Result of Software ANSYS Simulation 

 

 

 

 

 

 

 

 

 

 

 

Table 10 shows that every object has a natural frequency characteristics and they are different. 

The simulation is conducted to analyze the natural frequency applied on the surface of a 

piezoelectric. The result is shown in table 10.  
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Table 10. Natural Frequency Results 

 

 

 

 

 

 

 

 

 

First Treatment 

 

 

 

 

 

 

 

Figure 9 Result of Piezoelectric Natural Frequency I 

Natural 

Frequency 

Deformation 

  

MaX Min 

15675 126.36 0 

28375 162.13 0 

40121 172.12 0 

57260 187.77 0 

68504 210.79 0 

98946 286.77 0 
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Second Treatment 

 

 

 

 

 

Figure 10 Result of Piezoelectric Natural Frequency II 

Third Treatment 

 

 

 

 

 

Figure 11 Result of Piezoelectric Natural Frequency III 

 

7. CONCLUSION AND SUGGESTIONS 

7.1 Conclusion  

Based on a result we can conclude :  

• -Sound pressure rate from sound noise in ship engine room is 174,83 Pascal. 

• -Sound noise rate occurs in ship engine room can cause deflection and deformation in 
piezoelectric membrane surface and trigger piezoelectric to produce electricity. 
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7.2 Suggestion 

Based on the conclusion, there are some suggestion below:  

• -The data and variables used should have variation  

• -Designing the system can be done by prototype to produce more accurate data and 
information. 

8. FUTURE WORK 

Currently the sound are not developed yet as a renewable energy at the local and global world, so 

the research of Batechsant can be said as new research especially in marine engineering. 

Therefore, before the system can be realized, it must go through several stages of research, start 

from engine room until GPS receiver to convert sound energy to electricity. They are: 

1. Stage 1 

At this first stage, the research is focused on the ability of sound as a renewable energy. Testing 

the sound generated by the GPS receiver that includes a test voltage, test current and test power. 

The output of this stage is to get the value of the power of sound standards to withstand electrical 

loads throughout the world. 

2. Stage 2 

In this stage, it is important to search for a suitable place of Batechsant includes analyzing the 

feasibility aspects include carrying a sound source to get greatest sound sources placed particular 

place in the world. Moreover, it is important to analyze sound and the empty spot that can be 

used as a Batechsant system. The output of this stage is the possible and suitable possible the 

location of Batechsant.  

3. Stage 3 

In this stage, the selection of the design must be flexible, because the design follows the layout 

and sound points. It will focus on the analysis of the layout of the rooms, interior and exterior 



1724 

design and material choice tool that supports the engine. The output of this research is the form 

of design and layout of Batechsant system. 

4. Stage 4 

This stage will perform a feasibility analysis if Batechsant located in extreme condition. For 

Example on top mountain. This research includes the influence of external factors, such as the 

influence of wind, the effect of vibration, and the safety factor system. 

5. Stage 5 

This final stage will discuss Batechsant itself, which includes the system of electricity, power, 

and type of suitable battery. 
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APPENDICES 

Table 10. Data Of Noise Measurement in KM Ciremai 

Source : Bushriyadi,2009 

 

 

 

 

 

 

 

 

 

 

 

 

No Workspace Result Of Measurement (dB) 

1 Engine control room 71.6 

2 Workshop 94.1 

3 AC Room 99.9 

4 Generator Room 104.2 

5 Main Engine Room 106.1 

6 Separator Room 103.4 
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Comparing China’s Economic Development: Guangzhou, Huadu, Panyu 
 

Introduction 

Until recent decades, what was once the powerful Chinese Empire that had fallen from its 

seat of prominence is now on the rise of becoming the world’s economic leader with the largest 

middle class. Looking at the aspirations and misfortunes of the first six decades of China under 

one unified government, lays the path to the much needed economic reform of the late 1980’s 

under Deng Xiaoping. Mao Zedong was Chief of State of the People’s Republic of China from 

1949 to 1959. Mao wanted to bring China under the full Communist Power in order to bring the 

entire country ahead of the West. Mao felt China needed to get rid of the “go-slow” polices and 

purist with the Great Leap Forward, and the second Five Year Plan which lasted from 1958 to 

1963. Mao believed this would rapidly increase grain and steel production and masses would be 

the driving force of the Great Leap Forward, “More people, more strength.” 1 However, the 

society ended up being suppressed by the unfeasible productions of grains and steel. The 

standard of living decreased, famine broke out due to water droughts and lack of grain storages. 

In the early 1960’s, the total number of deaths amounted to about 70 million, of that, more than 

38 million had died from starvation and exhaustion.2 After this devastating failure, Mao tried to 

continue the Communist control through a massive movement to inspire the people towards 

socialistic regrowth known as the Culture Revolution by eliminating any Western ideals which 

lasted from 1966 to 1976. Many formal universities where also shut down from 1967 through 

                                                           
1 Hua, Ya (2011). China In Ten Words. NY: Pantheon Books. Retrieved July 2012. 
2 Human Rights in China: Are crackdowns a basic freedoms increase? CQ Researcher. CQ Press: Washington, 

DC. Vol. 18, Issue 26. July 25, 2008. Retrieved July 2012. 
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1971. This violence was a dark time of for China. Children, parents and friends turned on each 

other in fear of being cast as revolutionists.3  

The Government of the People’s Republic of China knew they needed to change and 

establish new policies to provide its people with the resources needed for a better life and a better 

economy. 

By 1978, Deng Xiaoping emerged as the leader of the Communist Party of China. Under 

Deng, China was lead towards its present day market economy. He wanted to reverse the deep 

wounds of Maoism.4 The 1978 Reform and Open Up policy opened China to foreign investment, 

technology development, the global market, and limited private competition. This Socialist 

modernization would carry out the reform policies and opened the outside world through the 

Four Cardinal Principles: keeping to the socialist road; upholding the dictatorship of the 

proletariat; leadership by the communist party; Marxism-Leninism and Mao Zedong. This 

depicted Mao Zedong’s thought of collective wisdom and product of scientific theory would not 

be tainted by the mistakes Mao made in his later years; which unified the whole Party to ensure 

political unity and stability throughout China.5 

The National People’s Congress established “Special Economic Zones” (SEZ) that would 

be revised in many stages during the 1980’s. In 1980, three cities in the Guangdong Province 

were opened up to coastal and technological development in the “Regulations for the Special 

Economy Zone of the Guangdong Province.” 6 Four years later, 14 other coastal cities were 

                                                           
3 Wasserstorm, J. N. (2010). China in the 21st Century: What Everyone Need to Know. New York, NY: Oxford 

University Press. Retrieved September 6, 2012. 
4 D. Yergin & J. Stanislaw. (1998). The Commanding Heights. Simon & Schuster: New York, NY. Retrieved 

July 2012. 
5  The Great Leap Forward. History Learning Site. 2012. Retrieved July 2012. 

http://www.historylearningsite.co.uk/great_leap_forward.htm. 
6 D. Yergin & J. Stanislaw. (1998). The Commanding Heights. Simon & Schuster: New York, NY. 195. 

Retrieved July 2012. 
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opened to the outside world and foreign investment, including Guangzhou, the capital of the 

Guangdong Province. This area is known as the Pearl River Delta (PRD), has flourish greatly 

since the 1979 Open Up Policy introduced by Deng Xiaoping. This is the low-lying area of 

mainland China surrounding the Pearl River estuary where the river flows into the South China 

Sea. The major cities of Guangzhou, Shenzhen and Hong Kong all lay along this delta. The 

location of the Guangdong province and its cities has been exposed to foreign influence for 

centuries.7 Since the reform, this area has become the hub and gateway for foreign investment 

into mainland China. 

The population of the Guangdong province is currently estimated to 104 million.8 The 

population in the province has increased over the years due to migrant villagers moving into the 

cities for work for many major manufacturing companies of textile and technology parts. They 

have established themselves and their headquarters in the city of Guangzhou and its districts like 

Haudu and Panyu. The current recorded migration population is about 36.7 million. The annual 

GPD growth rate of the Pearl River Delta as a whole has been 13.45 percent in the last three 

decades which puts it at 3.5 percent above the national average. This has led to the PRD to 

become the economic driver of the Chinese economy.9  

Much advancement in social freedoms, industry and living conditions have been a 

contributor to the rising middle class in China and especially in the Guangdong Province. 

However, with the advancements in society, come complications and new arising issues. This 

project will not only examine the economic development of the three cities of Guangzhou, 

                                                           
7 Guo, R. (2010). An Introduction to Chinese Economy. John Wiley & Sons (Asia) Pte. Ltd. Retrieved July, 

2012. 

 
9 Latest population statistics show migrants still on the margins in Guangdong. China Labor Bulletin. August 4, 

2011. Retrieved July 2012. http://www.clb.org.hk/en/node/101114. 
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Huadu and Panyu but will compare the economic development to the still present issues the 

middle and lower classes face.  

Methodology 

The intent of this study is to explore the economic changes in China and the impact on 

the socio-economic life of the middle and lower classes. This study was conducted using a mixed 

methodology combining the interview method with examination of literature and other published 

sources. The research qualitatively explored what human rights the Chinese people continue to 

lack regardless of the social and economic improvements since the first years of the Reform and 

Open-Up policy.  

These issues where collected and evaluated from ten interviews from local citizens, in 

and surrounding the city of Guangzhou in the Guangdong Providence. The respondents, ages 

eighteen to sixty were pre-selected through an arrangement by the principle investigator’s (PI’s) 

contacts at her institute abroad. These respondents are merely a portion representing the great 

population. The first four direct contacts where established through the PI’s and her connections. 

Afterwards, the snow ball effect strategy was utilized in contacting other respondents from 

different areas surrounding Guangzhou City. 

A set of open-ended questions followed the interview. The interviews were conducted in 

two-tier systems. The first set of interviews were voice recorded and directed through a Chinese 

and English speaking translator, which often utilized the young adults from the PI’s school 

abroad and related to the family who could speak both Chinese and English. The PI provided the 

translator with the series of open-ended questions, who then asked the participants and then 

responded in English. The voice recorded interview was transcribed by the PI with the help of 

the translator. The second method was through email. If the participant did not wish to be 
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interviewed in person or be voice recorded, the PI arranged for an impersonal interview at the 

participants’ convenience. For this method, the consent forms, interview questions and responses 

were e-mailed to the participant. The principle investigator made prior arrangements with the 

participants and explained the process in person or on the phone through the translator. The 

content of the questions started off with basic demographic questions and lead into questions 

pertaining to the participants economic understanding of themselves and the city compared to 

China as a whole (see interview questions). The participants received the letter explaining the 

research as well as their rights as a participant (see letter to potential participants) before both 

systems of interviews were conducted. In additions, the participants were presented with a 

consent form that authorized the release of the information collected during the recorded 

interview and the email interview (see consent form). 

The creditability of the translators includes main components that where were very useful 

to this study. Not only was the PI able to become close with the students, but they informed her 

of their forthcoming of China though their eyes, the eyes of many Chinese families who left their 

homes and families after the years of the Culture Revolution. Even though the students were not 

Chinese Citizens, they are able to speak of their family’s home town’s differences from where 

they are today and a decade ago. They also spoke for the families as translators for those who did 

not speak English. 

Fieldwork includes interviews and the PI’s observation of the cities as the primary 

sources in conducting this qualitative study of understanding the effects the on China’s 

developing economy and its impact on the socio-economic life of the middle and lower middle 

classes. However, secondary sources such as Journals, Databases, News Articles, Statistical data 

and Government Reports were examined for information on average annual salary of the Chinese 
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people, the common jobs, living expenses and what were the prime business investments coming 

to China. Laws and Traditions of the Chinese people were examined for the understanding of 

how and why China is resistant to the West’s demands for rapid development. This will 

contribute to the already existing body of literature on the underlying challenges the Chinese 

people are faced with, despite the rapid social and economic development in the past eleven 

years and how the Pearl River Delta will be the gateway to sustaining this power economy. 

Literature Review 

Rongxing Guo’s An Introduction to the Chinese Economy begins with background 

information of the Chinese civilizations though the different dynasties and unification of China. 

The economic status of China was in a critical state from its civil war and endured further serious 

damage from the Great Leap Forward and Cultural Revolutions. Grain production became a 

serious issue for China’s vast population that was starving. Hope and new prosperity came from 

an opened-up reform. Change from the deep influence of long period of feudalism and changing 

into a market bases system framework has not been a short easy take. In the 1970’s a new change 

at a productive economy rose under Deng Xiaoping. In the first years of Deng Xiaoping’s 

economic reform, China’s economy grew at an annual rate of about 10 percent and this annual 

rate would stabilize for thirty years. However, the per capita income of China began to slow 

down. Many key factors contribute to this economic stand still, Rongxing Guo focuses on the 

two important points that have effected and hindered the social growth of China: first, China’s 

vast territorial size and the diversity of physical environments and natural resources; second 

China’s population is more than 3.4 billion with over 56 ethnic groups, making China’s cities 

one of the most complicate, populated and diverse markets in the world. China’s vast land 

coverage has led to vast economic developments differences between the North, South East and 
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West regions. Innovation of foreign and domestic culture influences are also addressed along 

with arising issues China faces including: environmental issues of land, water and air pollution 

that is threatening. The people of China address regional and developmental issues of China. 

With China as a whole, Rongxing Guo does not specifically focuses on one region. Many parts 

of China lack capital and technological advances but as investments continue, the economic 

progress will spread through from the economic capitals to other regions of China. As Rongxing 

Guo text broad generalization of the progress and issues of China’s economy, this research paper 

will fill in the missing blanks of importance of the Guangzhou industry regions as the economic 

capital of south China.  

In The End of Cheap China, Shaun Rein writes about his personal experiences and 

encounters from his time in China. He is able to write about the social and economic changes 

China has endured in the last three decades. Many sectors have transformed it into an equally 

important market along the US. Fifteen years hence the mid 1990’s, 350 million Chinese make 

up the middle class demanding luxurious lives. The determination to move forward of the 

Culture Revolution has ensured the people that history will not be repeated. The lower classes 

are also experiencing an increase in per capita GDP which has tripled from $1000 to $3000 in 

the last decade. Abundance of jobs, improvement in job opportunities, gender equality and the 

new generation of Chinese people are changing the work force of the industries. Many Chinese 

are refusing to work in low paying, hard conditioned jobs. Companies can no longer manufacture 

cheaply. No more cheap labor, factories are innovated with proper working conditions for the 

workers, air conditioner, proper facilities, clean and brightly lit. Safety measures are now 

followed to prevent injuries of workers, not just from government regulations but the demands of 

workers who are skilled in many genres. Also, the markets that used to produce in China are now 
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changing their market targets to the Chinese. For example, Nike’s second largest market is in 

China, generating $2.1 billion in revenue for 2011. By 2010 China had become the largest 

market for the auto industry with over 17 million Porsches and Ferraris sold. Even the fast food 

industry had has experienced a rapid growth in revenue, Kentucky Fried Chicken and Pizza Hut 

restaurants are sprouting up in every mall or shopping centers. Human rights are gradually 

improving, rights to do business, obtain a passport to travel abroad, divorce and moving within 

the country are recent improvements; many are results of constant reforms of governmental 

policies that are reflecting current conditions and demands of the Chinese people and economy. 

The modern Chinese Women accounts for more than half of all income and a larger population 

of women in the universities. In the blue collar sector, women have higher wages then men as a 

result of women producing products faster and with higher efficacy. 81 percent of families 

surveyed in a Guangzhou magazine article stated they are choosing to have one child or two due 

to the high cost of living and the impact on the couple’s career development; changing this 

family dynamics allows for the Chinese women to become empowered in the work place. 

Women also account for more than half the consumption of foreign and luxury products. This 

also has led to changes in the demographics of the consumer markets where brands are now 

focusing on the modern middle class Chinese women. Further explained, as the middle class 

increases, so have the availabilities to a better education. Many students are striving towards 

receiving degrees and obtaining a passport to study abroad at universities in foreign countries. As 

China continues to stabilize, many factors are important in maintaining its economic status. As 

human rights from past decades improve, there is still much need for more reform. A confident 

labor pool must continue to push for higher-paying jobs and greater dispersion of wealth to help 

China overcome the mid-income gap and be able to progress toward efficient factories to reduce 
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all-encompassing pollution. Many aspects Shaun Rein covers are the same focuses of this project, 

as he writes from his encounters while in China and the regions he visited. This project has 

written similarities in which it focuses on areas that are not covered by much literature.  

Jeffrey N. Wasserstorm’s China in the 21st Century What Everyone Needs to Know, 

normalizes Western misunderstanding and discussion on China by providing insight and 

significance of the historical background of the origins of the tradition arising from 

Confucianism, Imperial China and important parts of China’s past that has impacted the strong 

resistance to complete foreign influence and development under the Chinese way. Wasserstorm 

focuses on the important stand points on the relationship between US and China, the viewpoints 

that most westerners typical misconstrue. The special market relationship that is shared and 

helped shaped both countries’ economies and how tender the relationship is in the future. The 

future of China is not only important to its people and the US, but the whole world. Its market 

drives the economy of the world and as questions on the status of China’s future becomes top 

concern for the world market. An important section to this project in particular impact of the 

internet and the Olympic games of 2010. Even though Chinese are now able to freely express 

their views on the internet, the political movement is not completely underway. Political 

blogging is still highly censored and watched by the “Net Nanny”. The 2008 Olympics displayed 

the strength and growth of the Chinese, the path of a new China and the lingering events of the 

Great Leap Forward and Tiananmen Square. This contributes to the project by keeping the 

evidence and analyzing of the data found into a general view of China not based on western 

ideology. 
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Guangzhou 

Guangzhou is also known as the city of many names (a few will be mentioned); is also 

the capital of the Guangdong Province. The third largest city in China, it is also known as the 

“political, economic, sci-tech, educational and cultural center” of south China. Since 997 BC, 

this province has been exposed to overseas immigrants and the Western world influence.10 This 

not only has helped develop its economy, but has allowed the people and society to welcome the 

foreign markets and influence that has turned it into the economic driver of the Chinese economy. 

Over 170 Fortune 500 companies have invested and participated in the astonishing innovation 

that has occurred in the last ten to twenty years.11 The migrant and resident population also has 

grown dramatically since the 1980’s due to the increase of jobs in foreign factories. The current 

resident population according to the 2010 census is 12,700,800.12 

The Cantonese cuisine and culture are the bases of the society in Guangzhou. Guangzhou 

has become the melting pot of other provinces’ culture and language in addition to the world’s 

influence and cultures. Majority of the Chinese population speak either Cantonese, Mandarin or 

both. When observing the city, one will find out in asking resident where they are from and the 

most common answer is not Guangzhou. The greater role of Guangzhou’s population is not 

native to the area but form other villages and provinces who came in search for work. Over 

20,000 expatriates from over 150 countries (The Americas, Europe, Africa, Middle East, 

                                                           
10 Communique on Major Data of the sixth national census of 2010, Guangzhou City. 
11  Guangzhou. Guangzhou Made in China. Focus Technology Co. 2011. Retrieved July 2012. 

http://guangzhou.made-in-china.com/info/business.html. 
12 Communique on Major Data of the sixth national census of 2010, Guangzhou City. 
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Australia and other parts of Asia) live in Guangzhou open-endedly while over 500,000 students 

and business personal live there temporarily.13  

Guangzhou is divided into 10 districts that it administrates. These two districts: the 

Districts of Haudu and Panyu will be discussed later. They play a key role in the constant 

economic development of Guangzhou and the future of Guangzhou. Each one of Guangzhou’s 

districts has benefited from the growing foreign influence; thereby, each evolving from rural 

villages into sub-urban small town and cities; yet they have held on to many of cultural traditions. 

34 industrial sectors can be found in the different districts depending on which development zone 

lies within. Guangzhou. It is divided into different four separate zones that specialize on a 

particular aspect of development: Guangzhou High-tech Industrial Development Zone, 

Guangzhou Export Processing Zone, Guangzhou Economic and Technological Development 

Zone and Guangzhou Free Trade Zone.14 

This market economy depends on the importing and exporting of different products such 

as: electrical products, machinery, textile good and its industries include iron and steel, building 

materials (machinery, cement), chemicals, auto, toys, apparel and footwear as well as 

telecommunications equipment. These have helped produced the annual GDP of RMB 1060.45 

billion, as of 2010, and in 2011, Guangzhou saw an 11 percent increase in its economy. For the 

past decade, Guangzhou’s GPD has experienced a constant increase of 13 percent. The industry 

sector is the economic development of this capital city, 60.5 percent of the 2010 and 2011 total 

                                                           
13 Yan. Foreigners from over 150 countries live in Guangzhou. Guangzhou Updates. NewsGD. August 7, 2008. 

Retrieved July 2012. http://www.newsgd.com/news/weeklynews/content/2008-08/07/content_4531278.htm. 
14  Guangzhou Industrial Manufacturing Zones. Guangzhou. Excel Guangzhou. Retrieved July 2012. 

http://www.excelguangzhou.com/manufacturingzones.html. 
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GPD was from the industry service sector. 15 One of the city’s names is the city of flowers 

because the city experiences four months, (April through August), high perception rate of 1,000-

1,600 mm/yr. Guangzhou and Guangdong areas are covered in beautiful flowers and greenery 

year round. Also due to the high perception, Guangdong is the main producer of grain, tea and 

fruit.  

The huge social class gap that was created by the economic development is slowing 

closing; however, they are far from it. The size of the middle class now makes up 37 percent of 

the total population in China. Over 621.8 million people live in the urban areas with average 

annual incomes over 17,175 RMB (2,709USD). In Guangzhou new jobs, white-collar, managers 

in foreign and domestic enterprises, owners of small and medium-sized enterprises, came into 

existence. So have professionals, like lawyers and accountants as wages increase in 2011. 

Guangdong as a whole has increased its minimum wage 18.2% to 1,300 RMB (198USD) about 

7.47 RMB (1.19USD) an hour.16 The majority of the population is still working the in blue-collar 

service sector as well as many families own small private shops and restaurants. 

So much historic attractions are located in the Guangzhou, Guangdong’s area such as 

Yuexiu Park, Baiyun Shuan (made up of six parks), the ancestral Temple of Chen Family, and 

the Bright Filial Piety Temple bring in thousands of native and foreign visitors yearly. In 

addition, new and famous attractions such as: China Import and Export Fair, The Canton Tower, 

the Guangdong Olympic Stadium, International Finance Centre, CITIC Plaza, Guangzhou Opera 

House, draw in thousands of residents and foreigners each season as well. 

                                                           
15 Wang, Jiamei. Guangzhou GDP grows 11% in 2011. Economic Times. Global Times. December 25, 2011. 

Retrieved July 2012. http://www.globaltimes.cn/NEWS/tabid/99/ID/689817/Guangzhou-GDP-grows-11-in-
2011.aspx. 

16 China Raises Minimum Wage Up to 21%. Business in Asia. Runckel & Associates Inc. Retrieved July 2012. 
http://www.business-in-asia.com/china/workers_wage_ch2011.html. 

http://www.globaltimes.cn/NEWS/tabid/99/ID/689817/Guangzhou-GDP-grows-11-in-2011.aspx
http://www.globaltimes.cn/NEWS/tabid/99/ID/689817/Guangzhou-GDP-grows-11-in-2011.aspx
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Like the Beijing Olympics in 2008, Guangzhou has held the Asian Games and the 

National Games of the People’s Republic of China in its very own Olympic stadium. Completed 

in five years, it opened in 2001; this 80,012 seat stadium is designed to resemble the petal leave 

of a flower. It is across the Pearl River from its glowing neighbor Canton Tower. Both structures 

can be seen from afar as they illuminate in the night air. The Canton Tower is the tallest structure 

in China and was named after the European name of The Guangzhou city, Canton. Completed in 

2010 (about five years), this 600 meter (1,969 ft.) tall observation tower is for tourist as well as a 

telecommunications tower. It is the most famous modern attraction in Guangzhou. At the top, 

there is a rollercoaster and a Ferris wheel with 16 pods which overlooks the city below as they 

rotate around the tower.17  

The China Import and Export’ fair or “Canton Fair” is one of the largest import-export 

fairs since it first began in 1957 which takes place in the heart of Guangdong in the spring and 

autumn. Both, the Ministry of Commerce of People’s Republic of China and the People’s 

Government of Guangdong Province in Guangzhou host the Canton Fair each year. It is held in 

the Yuexiu District, the oldest urban area and birth place of Guangzhou, the “Commercial 

Capital of the Ancient City.” More than 207,103 foreign participants from more than 200 

countries travel each year to Guangzhou to participate either as vendors or as visitors as they 

walk through the expo to see the products. Electrical products, appliance, apparel and other fine 

fabric goods to home decoration and lighting solutions are exhibited. The Canton Fair is divided 

into three phases that last a total of sixteen actual exhibit days and four days to set up between 

each phase. “Canton Fair has helped develop the friendly political, economic and cultural 

exchanges between China and the outside world,” according to Wang Zhiping, the Secretary 

                                                           
17 China Raises Minimum Wage Up to 21%. Business in Asia. Runckel & Associates Inc. Retrieved July 2012. 

http://www.business-in-asia.com/china/workers_wage_ch2011.html. 



1742 

General of China Import and Export Fair. Each year over $36,800 million USD value is brought 

into China through the business transactions that occur. The Canton Fair helps innovate the city 

through the annual preparation that goes into the fair by hotels, restaurants, exhibitors which 

includes the city’s clean-up and preparation of Guangzhou for its thousands of visitors. Each 

year during the months of April-May and October-November, many different aspects of the 

Guangzhou and Guangdong Province receive business. From the transportation sector to the 

retail and hospitality sectors, the cities’ hotels, restaurants and malls are filled with foreigners 

exploring Guangzhou.18  

There are many luxurious hotels, restaurants and shopping centers around Guangzhou. 

The Zhujian New Town and parts of Tianhe District are the beautiful, clean newly developed 

sections of Guangzhou. Most of the foreign business attractions located here are: new hotels, 

apartments, foreign grocery stores, foreign restaurants and expensive shopping plazas with 

designer appeal as well as the club center. Tee Mall, Zhenjiang Square (Grandview), China Plaza, 

Victory Plaza, Beijing Lu are all major malls and shopping centers that attract many visitors to 

include the local residents. There are many Western designer apparel brands, foot wear, furniture, 

and cosmetic goods such as: Guess, Gucci, Louis Vuitton, Dolce & Gabbana, Calvin Klein, Zara, 

H&M, Toni & Guy, Mac make-up, Nike and Adidas which brings in millions of dollars of 

revenue as the Chinese taste for Western fashion and products continues to increase. In 2011, 

women accounted for 55 percent of the 15.6 billion USD of luxurious products bought by 

mainlanders.19  

                                                           
18 China Import And Export Fair. Canton fair Online. China foreign Trade Centre. 2011. Retrieved July 2012 

http://www.cantonfair.org.cn/en/. 
19 Rein, S. (2012). The End of Cheap China: Economic and Cultural Trends That Will Disrupt the World. 

Hoboken, NJ: John Wiley & Sons. 69. Retrieved September 6, 2012. 
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After the Cultural Revolution and the Gang of Four, the government concentrated 

improving gender equality in order to promote stability. Now women not only account for half of 

the income in China’s workforce but the percentage of women in the university has surpassed 

that of men. Less than a decade ago, women only accounted for 30 percent of the household 

income. After the ‘80’s and the rapid growth in the Chinese industries, women no longer have 

hold a submissive role in society. In recent years, women are in construction or retail, going 

beyond just a waitressing job. Women are becoming the entrepreneurs of China. The female 

population is competing with the male for education and jobs in both domestic and foreign 

establishments. In 2011, Forbes reported 7 out of the 14 world’s self-made billionaires in China 

are Chinese women.20  

Women have always played a key role in family affairs in the Chinese society. It may be 

patriarchal under the Confucius beliefs where the main role of women was to take care of the 

household and raise sons to carry on the family name. The power women now hold in the family 

has dramatically changed over the years. Not only have women been able to enter the workforce 

as labor workers to support their families financially, they continue progressing toward an 

advance society came about in the 80’s and 90’s. Many women have been very successful in the 

education sector and now they are competing with men in the corporate world. Women have also 

held political positions since the 60’s under Mao. 21 

“Chinese women are becoming more empowered in the work place; they are changing 

the role in family dynamics and the impact on the Chinese society”. Companies and the whole 

consumer markets are changing to meet the wants and needs of the modern middles class 

                                                           
20Rein, S. (2012). The End of Cheap China: Economic and Cultural Trends That Will Disrupt the World. 

Hoboken, NJ: John Wiley & Sons. 66-68. Retrieved September 6, 2012.  
21 Cheng, L. (Ed.). (2010). China’s emerging Middle Class: Beyond Economic Transformation. Washington, 

DC: Brooking Institution Press. Retrieved July, 2012. 
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Chinese women. Advertisements are now changing to silhouette around the Chinese women’s 

market, to include the middles class moms or young educated Chinese adults.22  

One example on how the views of the modern Chinese women’s role have changed was 

expressed in an interview with a young mid-thirties Chinese woman. Wen is a Chinese Language 

teacher with a Master’s Degree at a university in Guangzhou;23 she has a two year old daughter 

and both herself and her husband work outside the home to provide for their daughter. In her 

interview, Wen stated how the roles of women in the work force have changed as there is more 

opportunity now, even though, with an education and a degree, there is still fierce competition in 

the work force. Mrs. Wen feels very strong that the Western World has influenced the 

modernization of the economy and changes in society. In another interview, Kevin stated that he 

has Bachelor degree and recently quit his job in sales. The main provider for his family was his 

mother.24  

In another interview, a young woman named Susanna expressed her freedom to choice of 

living and job opportunity.25 She currently lives in an apartment with her boyfriend and two 

other roommates. She is only in her mid-twenties, fluent in English, holds a bachelor degree and 

works as the executive assistance for the regional governor of the International Lions Club sector 

in Guangzhou. This humanitarian organization works with the sector of Hong Kong to help 

promote education and awareness on injustice and what the community can do to help. Susanna 

is able to live a middle class lifestyle, her average monthly income is about 5000 RMB. The old 

apartment she shares with her roommates is not very big; however, they are very content with 

                                                           
22 Rein, S. (2012). The End of Cheap China: Economic and Cultural Trends That Will Disrupt the World. 

Hoboken, NJ: John Wiley & Sons. 76. Retrieved September 6, 2012. 
23 Wen Laoshi, (University Professor) Guangzhou, China. Email Interview, August 2012. 
24 Kevin, (unemployed) Guangzhou, China. Email Interview, August 2012. 
25 Susanna (Secretary) Guangzhou, China. Email Interview, August 2012. 
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their lifestyle. They have become a small family and understand the importance of saving her 

earnings to eventually buy a home once she is married. 

Families are choosing to have one or two children, in Guangzhou over 81 percent of 

couple’s state they would prefer to only have one child.26 The improvements in job opportunities 

and increase in living expense has raised concern about the high cost of raising more than one 

child. Also, couples are concerned about the consequences of their career development in the 

raising two children. 

The average home buyer in China is about 27 years old. This is five years younger than in 

the US.27 This has great significance to the Chinese people for in the first forty years under the 

Communist Rule, the Chinese people were not allowed to own property much less a home. In 

past generations, children live with the grandparents while the young parents left home to find 

work either in factories or odd job in the cities. Living conditions have improved as the wages 

increase and job opportunities have advanced. Many Chinese don’t live expensive, luxurious 

lives of excess spending, but they are able to financially support their families to have the basic 

needs and simple luxuries of foreign foods and products. 

In Guangzhou, the literacy rate is above 81 percent. Over 200,000 of Guangzhou’s total 

population account as students. Guangzhou is home to over 20 institutions and colleges within its 

districts.28 Due to the large influx of a foreign population, the student body in these institutions 

has a large demographic of international students from different parts of Asian as well as North, 

Central and South America, Europe and the Middle East. 
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Nearly 40 years ago, the illiteracy rate in China was at 80 percent in which enrollments in 

elementary school where only 20 percent and 6 percent in secondary schools. Now, China has a 

literacy rate of 91.6 percent of total population and enrollment of 98.5 percent.29 Not only are 

parents working to send their child to school, laws are reforming towards the general public’s 

ability to an education. The “Law on Nine-Year Compulsory Education” states that primary 

schools are free however; students must pay small tuition fees after the compulsory nine years of 

education during middle and high school.30 This gives students from the most self-effacing back 

ground the opportunity to an education.  

In 2010 more than 6 million students graduated from over 2,263 universities. The 

percentage of overall high school students continuing their educations post high school has risen 

above 60 percent when just decades ago, all higher institutions where closed.31 The upper middle 

and rich classes are able to send their student abroad to receive a world rounded education and 

degrees before returning to China in which they will start their careers. 32 Sending their students 

abroad will not only provide China with numbers of scholars with world views and Western 

ideologies, the students will return back and implement their careers; innovating the education 

and work sectors of China. Companies and firms are willing to increase their budgets on training 

because the demand of better-trained and more highly qualifies workers is needed to produce 

higher profits. Young professional are also willing to pay for classes to increase their education 

and training.  
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For those who hold a MBA, MPA and/ or a Master’s in Law are able to find a job as a 

teacher, in the foreign sector, or entrepreneurship. Many have fallen into freelancing as well. 

Tom Doctoroff writes about a young man, Zheng Chen. He’s the son of a company driver, whom 

he meets. Zheng by his college sophomore year had already landed a full-time job after 

graduation at Ernst & Young, a “Big Four” accounting firm. When asked what drives Zheng, he 

answered, “I don’t want to “gufu,” or let my parents down. I want them to be proud of me in 

front of their friends.” Regarding his own goals, he simply says, “I want to matter. I want to be 

admired by society. Most importantly, I want a life free from worry, for me and my parents.”33 

Many examples of this story can be seen in Guangzhou; however, the competition for jobs in the 

corporate firm sector is very competitive. So many students move to Guangzhou because of the 

abundance of foreign corporation. 

The younger generations either don’t know or are too young to remember Tiananmen 

Square and what the reign of Mao; however, the young and educated, like Susanna, do know 

how the reforming of polices by the central and administrative governments are effecting their 

lives. The people of China have pride for their country; first it was pride for Mao and now its 

pride for China. The younger generations and middle Class support the Central Government. 

Internet has greatly impacted and opened up China to the outside world despite the censoring by 

the government. Now the people can criticize the government, talk about public policy, health 

care, or housing issues opening without punishment from the government.34 However, the people 

still cannot openly protest or directly take on the government. This government is changing by 
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listening to the people as new policies are being developed to prevent outbreaks from the rising 

social unrest.  

Much change has occurred thought the last ten years of the Chinese civilization 

especially in areas like Guangzhou with its huge influx of foreign cultures and investment. Major 

Social and economic changes continue, proceeding from the 80’s, Deng Xiaoping’s Open Up 

Reform. Living conditions have improved and social freedoms that once were only a dream from 

the Western world are now incorporated in the Chinese society and have changed the social 

culture forever. There is a growing middle class population that will continue to help drive the 

economy towards progress as education and a sustainable income becomes feasible even for the 

lower classes. Changes can be seen though Guangzhou’s districts. The next two sections give 

evidence to the economic improvements, where literature is little to non-existent in the districts 

of Huadu and Panyu.  

Haudu 

The first district discussed is the Huadu District. It is a suburban region located north of 

Guangzhou, formerly known as Hua Country. Evidence shows settlements in this general area 

dates back to the Hun Dynasty, in which it was under the administration of presday Panyu 

District. Huadu’s area has been under different administrations and has been politically neglected 

throughout the dynasties until the 1960’s. In April of 1960, the Guangzhou Administration had 

this area under the government and in June of 1993, Hua Country became a city and was 

renamed Haudu. In 2000 the Provincial People’s Government authorized to turn the city into the 

Huadu District of Guangzhou City.35  
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The climate of Huadu is subtropical with annual rainfall of 1753.9mm which waters the 

evergreen plants and all-seasonal blooming flowers. This area is known for its rich mineral 

resources. There are six major forested parks and many small reservoirs. It is home to a rich 

Chinese culture, with a few temples and historical relic sites including the Taoism Shrine of 

Guangdong. This district of 969 square kilometers has a population of 0.7134 million. This is a 

rough estimate for many of the residents are migrant workers from other provinces and villages 

looking for work in the city, especially from the countryside where the population is not 

accurately censured.  

In most recent years, surges of economic boom have been underway, developing from a 

rural village nearly thirty years ago to a prospering city in the last 20 years. Huadu is on its way 

to becoming the next center city for economic development in Guangzhou. However, the 

countryside of Haudu is less developed then the central area. Before the last decade, the average 

income a of Huadu resident was about 800 to 1000 (126- 158 USD) a month depending on the 

job. Now the average monthly income of a resident in the sub-urban area of Huadu is about 

RMB 2000-2500 (315-394 UDS) where in the countryside, the monthly income is about RMB 

1500 to 2000 (236-315 USD).36 Another improvement that has been established in the last few 

decades is free health care for the old. The older population is allowed free checkup for the 

common colds and flu but this does not cover catastrophic emergences. Health insurance is 

available however; it is quite expensive especially on the lower incomes. 

The economy of Huadu is based on an industrial market in automotive and textiles. Many 

major automobile companies, like Nissan, have already established over 100 automobile projects 

and start-up engine factory, a civil use vehicle technical center and an academy called 
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Guangzhou Automobile College. 37  Riding the bus from the main city of Haudu to the 

countryside, one will see many mechanic shops. The opportunity to work in one of the auto 

shops is not only abundant but quick learning to many of the uneducated resident and migrant 

workers in Huadu. Many auto dealerships such as: Audi, Ford, Porsche, Mercedes, BMW, 

Toyota and Nissan all have established themselves in the countryside.38  

Huadu also has become a site for many factories and production lines from Guangzhou’s 

investing companies, many residents work in the production of textile goods such as clothing and 

leather for purses. Haudu has become the leather products capital of China’s, with annual 

revenue above 10 billion RMB and producing over 100 million units daily. JR, an interviewee, 

describes Huadu as other small villages with pivotal production lines.39 “There is no such thing 

as one true factory for clothing, and electronics like MP3’s, just production lines that assemble 

the product and submit it to “the factory” where the products are bought from,” says JR. He also 

gave an example of how his clothing company is working within Huadu. “First I produce the 

paper pattern of what the particular clothing will look like and then it will be sent to five 

different workshops where the product will be made and finalized before hitting the packing and 

shipping department at the main assembling factory,” said JR. All these different sections are 

sewn by hand.  

With the growing economy and production of fabric goods, the cost of living has increase 

due to the improvements in living conditions. Those who do not work in the factories are able to 

make a sustainable simple living by selling goods on the streets or working in retail in the newly 

developed shopping centers as well as renting out living spaces to other Chinese. This is based 
                                                           

37 The general situation of Huadu 2012.Huadu District. The People’s Government of Huadu. 2009. Retrieved 
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on a Huadu resident Elloy who owns his own building; his family lives in the bottom two floors 

and the other two floors (which are divided into two large rooms per floor) are rented out. He 

charges RMB 200 a month for a living space enough for a three person family. The rooms 

include a large room to place the kitchen, beds and living space and then a small separate room 

as the bathroom. According to Elloy, this pricing is average for the amount of space. His rooms 

are rented usually by other Chinese people from different villages and provinces in search for 

work in Huadu.  

In the interview, Elloy also stated that during the last couple of years, Huadu as change 

dramatically and he expects for it to continue to change in the next five years. His family 

members, who left Huadu to Panama, say they do not even recognize their home village; for one, 

it is no longer a village. It’s a complete city, even the country side. “So many new buildings and 

shopping centers are being constructed around the area. Many jobs are opening up as new 

companies are coming to this area.”40 

Not only are families able to afford decent living spaces but are able to afford a decent 

meal. The starvation rates in the countryside have decreased tremendously since the first years of 

the reform market policies. An affordable meal of different vegetables or meats on a stick, fish 

on the grill or dumplings is just at the corners of almost every street. Other families still rely on 

growing easy crops and raising chickens since prices can still be high. 

In the countryside, normally the Chinese people prefer not to visit the hospitals or clinics 

unless it is a life or death situation, due to the high cost for treatment. Even though as mentioned 

earlier, the elder population has free health care they tend to believe in the traditional Chinese 

medicine to fight against the common cold and flu symptoms. They believe using medicinal 
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herbs and soups will help with inflammation, pain or discomfort. Despite the fact, the Chinese 

government has free medical care for the elderly to receive a usual checkup with minimal 

medications.41  

Huadu’s main city is not fully developed like Guangzhou and the country side’s 

development is at least another five to ten years away; however, in both the districts suburban 

and rural areas, the malls, shopping centers and restaurants are becoming more common. 

Western (American) restaurants such as Starbucks, McDonalds and KFC and an Italian 

Restaurant food Chain can be found in the main city part of Huadu, as well as a few other 

Western food high end restaurants. In the country sides, a similar food chain to KFC has popped 

up and has become popular with the residents. At any time of the day, one can walk into one of 

these restaurants that filled with residents enjoying a cheese burger or pizza. One particular 

conundrum is that the people seem to find them healthy, not meaning the actually food will 

promote good health, but that it is less likely the fast food chains will used expired products.42 

This is because the sanitation requirements for fast food chain are more regulated then for ‘mom 

and pop’ restaurants.  

Other sectors have seen improvement, like the education system which is on a path of 

improvement in recent years and the administrative government is planning for a brighter future. 

There are a broader selection of colleges and institutes: Guangzhou Electrical and 

Communications Research Institute, China Electrical Science Research Institute and Qingtian 

Industrial Base for students. There is a scholarship foundation for the outstanding high school 

graduates from Huadu giving them the opportunity to attend the University of Strathclyde in the 

                                                           
41 Personal Observation (Study Abroad) Guangzhou, China. February-July 2012. 
42 Rein, S. (2012). The End of Cheap China: Economic and Cultural Trends That Will Disrupt the World. 

Hoboken, NJ: John Wiley & Sons. 85. Retrieved September 6, 2012. 



1753 

United Kingdom for higher education.43 Elementary schools are the only form of education in 

the countryside of Huadu and to attend a secondary institute, the children must travel to the main 

city areas of Huadu.  

Not only have the job opportunities and the opportunity at a better life have increase, but 

the hygiene and living standards of the homes have as well. These last 10 years, Huadu has 

improved a lot in terms of hygiene and health due to the modernization of the homes and living 

conditions. First, homes are no longer just a single level, but instead houses built with many 

stories. Especially in the center of Huadu, the apartments building are 20 plus stories tall. More 

and more the new developments are being built in modern apartment building instead of tradition 

western housing to compensate for the lack of land. More families are able to live comfortably in 

affordable housing due to the increasing incomes of the lower class. A safe, modern environment 

for the parents to raise their children is becoming the norm to the lower income families.  

Secondly, the buildings and homes are now being built with Plastic or ‘PVC’ pipes 

instead of steel pipes. This provides longer sustainable pipe systems on top of a healthier 

alterative. Steel pipes begin to oxidize from the minerals in the water over time, leaving harmful 

wastes in the water. The using of this water for daily use can have long lasting effects on the 

health conditions of the young and old population. Also, previously, currently and for many 

years and still today in the countryside of Huadu, the main sources of water are wells. However, 

families who have the means, install water pumps to connect the outside wells directly to the 

house through water pipes. Families no longer have to go outside to pump water out of the well 

for daily use. This modernization of homes has also given them an advantage in preventing 

health issues due to potable water. In addition to water pipe systems, water heaters are being 
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installed to produce hot water. Water no longer has to be boiled in a pot before being used. 

Families can just turn on the water heater and after a few minutes have sterile water through the 

faucet. And the water is also pumped into water towers on top of the buildings for storage.44 

Huadu District as a whole has experience much development in the last decade, but the 

countryside areas around the cities still have a long way towards the development of the main 

city. There has been much economic progress from the foreign capital of the cities like 

Guangzhou, which will continue to push outwards toward the undeveloped areas. The next 

section will discuss the economic development of the Panyu District.  

Panyu 

Panyu is located at the center of the PDR and is only 17 kilometers (11miles) form 

downtown Guangzhou. It is also in a close proximity to Macau and Hong Kong. The area of 

Panyu dates back to 214BC under Emperor Qin Shihuang. This is the original site present day 

Guangzhou. In 206BC it became the capital of the Nanyue Kingdom. It became a district under 

the Guangzhou administration in 2000. 45  The current estimated population, as of 2010 is 

1,764,869. The foreign population can be estimated at an increasing 13.5 percent in which many 

foreigners are residing for long term residence in this district. 46 

The main industries include the exporting of agriculture, photo-electronics, jewelry and 

chemicals. Some agriculture products include grains, bananas, papaya, litchi, and sugarcane. 

Panyu is the only city at township level in China to have two open ports, The Lotus Hill and 

Nansha Port. These two ports play a key role in the importing and exporting of the Guangdong 
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Province for they lie at the head of the Pearl River. The GPD is 47.094 RMB and its import and 

exports account for 1/3 of Guangzhou’s over all with 11.873 billion USD.47 

Over 30 countries have major investment projects in this district. The electricity grids in 

the Panyu districts are key networks in the power systems of the Guangdong Province, with four 

main-supply lines. There are currently over 20 electricity substations with the capacity of 110 to 

220 kilovolts in this area.48  

The average income has increased to about 4000 to 5000 RMB monthly in the past 

decade. The most common jobs available are teachers, doctors and as well as working in the 

service sector and blue collar jobs.49  

Tourism plays a key part in the economy of Panyu which has a rich Cantonese culture, 

many opera houses, temples and gardens like the Yuyin Mount Garden and the Baomo Garden. 

Major modern attractions bring a huge domestic and foreign tourism market to include the 

Chime-long Paradise Resort and the Xiangjian Wildlife World. The Chime-long Resort, opened 

year-round is divided up into four different sections: the Chimelong Paradise Amusement Park, a 

Water Park, an International Circus and the Xiangjiang Safari park.50 Along with its rich culture, 

these modern family attractions play important roles in the new businesses and resident 

developments plan for Panyu.  
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As mentioned earlier, Guangzhou’s student body accounts for a large portion of the 

overall population. A vast majority of the student population resides in this district. There are 10 

major higher learning institutions have colleges and campus in this area, known as Guangzhou 

Higher Education Mega center or “University Town.” This is located on the entire island of 

Xiaoguwei.51 With the vast majority of the graduates in their twenties, there is much competition 

among the students because many have high qualifying educational backgrounds that prepared 

them with the skills and mind set to work in foreign companies. The Loo family stated that the 

“Law on Nine-Year Compulsory Education,” has made it financially easier to send both their 

children to school in the first and secondary school levels.52  

Some of the living conditions and development can be attributed to the overall progress 

of Guangzhou as a whole; the next section compares the progress in Guangzhou that has effect 

the two districts as well. 

Comparisons 

Of course, not every family has experienced the modernizations of the growing income 

but the majority of the families that were considered to be below poverty a decade ago are now 

living simple, comfortable lives. These innovations in the living conditions may seem like minor 

improvements that building regulations monitor, but in a society where a portion of the 

population cannot afford many modernizations such as these, these improvements pay a key role 

in the healthy conditions of the people living in the rural districts. 

The overall standard of living and ability to provide a decent meal for one’s family has 

increased tremendously as wages have improved. The housing standards have improved, not for 
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all but those who can afford even small modernizations. This includes better construction, access 

to clean water and sewage systems. Dining in restaurant food chains like Sarseriya Italian 

Restaurant as well as other high end foreign restaurants are becoming more of a norm for the 

people of Guangzhou beside McDonalds and KFC. More grocery stores are accommodating 

foreigner with a large verity of western products. 53  

As mentioned in the previous sections, the majority of the population, especially the 

lower class occupies the service sector jobs. These jobs have little differences between the main 

city and two districts. The jobs within the public service sector include public transport driver, 

sales-associates in retail, working in restaurants. The private sector serves factories, workshops, 

construction and as government officials. However, overall there has been an increase in the 

percentage of Chinese trying to explore many new business ventures. Many families own 

restaurants and shops in which they sell convenient products such as drinks, snacks and certain 

daily necessities. Others have taking up entrepreneurial opportunities and management jobs at 

the corporate level of domestic and foreign corporations.  

Guangzhou as a whole is filled with easy access transportation around the cities as well 

as to other parts of the Pearl River Delta providing many residents jobs as public service drivers. 

The main transportations for the majority of the population are the public bus, taxi and subway 

systems.  

Guangzhou Metro first opened in 1997, making Guangzhou the fourth city in Mainland 

China. It is made up of eight lines covering 236km (147mi). It is expected to cover 500km 

(310mi) by 2020 with an additional seven lines to be constructed. The train runs from Panyu 
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Square Station (Panyu District) to the Baiyun International Airport in Huadu District. The other 

main public transports include bus, taxi and ‘Vespa’s’.54 

The bus systems are the most rapid transit transports where more than 800,000 

passengers a day all around Guangzhou and its surrounding areas. Hailing a taxi at all hours of 

the day is quite easy; often at times, it is a different story. Sometimes one can wait almost 40 

minutes try to hail a taxi to their destination during the rush hours before and after work. The use 

of motorcycles in the urban city limits was banned in January 2007.55 Versions of Vespa looking 

motorized bicycles and wagons are used instead. Motorcycles are the main transportation for 

families and also the “taxis” of the Huadu and Panyu districts. The Vespa’s also are used as 

transportation vehicles of goods by the lower- middle class doing odd jobs. However, as 

mentioned earlier more families do own cars for private use. This includes Chinese brands to 

luxury foreign brands such as Lamborghinis, Porches and Ferrari’s. This has become a norm as 

the social classes continue to develop and the living conditions increase.56  

Instead of taking an air plane around China, one can take the Railway Transport. This 

connects Guangzhou to the cities: Hong Kong, Shenzhen, Maoming, Meizhou, Shantou 

including cities far away as Beijing. Tickets are very affordable, one ticket to Shenzhen will cost 

about RMB 80 and a ticket to Hong Kong is RMB 190.  

Guangzhou also has river transports that will take passengers to Macau and Hong Kong 

or down the Pearl River at night to experience the light show of the Canton Tower. This has 
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become a popular way of transportation to Macau because of China’s beautiful scenery along the 

Pearl River Delta. 

The Baiyun International Airport is located north-west of Guangzhou in the Huadu 

District. It is China’s second busiest airport due to the domestic and international traffic demand 

of goods and people to destinations in mainland China or around the world.57 

Despite the economic development that has occurred in the District of Huadu and Panyu 

as well as some parts of Guangzhou in general over the last ten years, there is still much poverty 

that persists in these areas. This is especially true in the country sides of the district like 

Guangzhou and other major cities where there is advancement and modernization of the 

economy, pollution and environmental issues are not too far behind. The developments under 

way are years before the effects are seen especially in the rural areas of the districts. The next 

section will focus on comparing the poverty and social injustice that is still present in the daily 

lives of the lower middle classes.58 

The pollution of the areas and China as a whole has become a major issue, ever since the 

first year the foreign industries opened up their factories. Sewage, water and air pollution are 

what “Chemical plants dumped industrial waste into our rivers … To clean up the rivers it has 

ruined it would cost ten time that amount.”59 Both Elloy and JR can agree with this statement. 

However, development plans are under way at each level of administration to help clean up the 

damage. Restrictions and regulations on the factories are now being implemented. The city of 

Guangzhou has city cleaners that sweep the streets at all hours of the day. Huadu and Panyu do 
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not have this service hired by the local government. It is the elders going through the dumpsters 

to collect and recycling plastic products for money. 

Not only are the clinics and hospitals small, they are also not very salubrious. Many are 

very crowded with many people trying to receive treatment. Most treatment can be expensive for 

the common low class family. If surgery is needed and if a patient does not have health insurance 

or cannot afford to pay for the surgery, the patient will not be able to receive the treatment 

needed. 

When looking into the job sector of China, most Chinese believe the people would leave 

their villages and the countryside for work in the cities. This is no longer completely true, at least 

in the Guangdong area. The overcrowding in the city is becoming an issue that is leading to a 

small work force for the unqualified. In Huadu and Panyu many uneducated workers from 

Guangzhou are leaving for the countryside to work because finding jobs in the city is becoming 

more difficult. Now, most decent paying jobs require a college degree or a specialty in the skills 

required. Many residents do not possess more than a high school diploma. Residents are forced 

to settle for jobs that only pay between RMB 2,000 to 3,000 a month; that is equivalent to 326.58 

USD to 489.87 USD a month in the Huadu area.60 That is not nearly enough to pay for rent, put 

food on the table or buy other daily necessities. 

If one cannot find a job, they will have to resort to selling goods on the streets as their 

main source of income. In all of the Guangzhou districts, as one walks down the streets from 

mid-afternoon to throughout the night, one will enter outdoor malls. People swarm the sidewalks 

selling different products from clothing to electronics, trying to make a living. It is nearly 

impossible to walk through and not buy jewelry, a new wallet or phone case. Unlike in 

                                                           
60 Elloy (Unemployed) Huadu District, China. Personal Interview. July 2012. 
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Guangzhou, there are so many blankets with goods on them; the police do not force the vendors 

off the streets because it is nearly impossible. In the countryside, street vending is the main 

source of income for a large portion of the population.61 

The one child policy is in affect to both the city of Guangzhou and countryside of Huadu; 

however, in the countryside, residents are allowed to have two children. If families do not follow 

the policy, officials will make the family pay an outrageous price or if the family does not have 

the funds, the families’ homes could be taken away by government officials. If a child is born 

and the family is not fined by the government, the child will be an illegal citizen and not allowed 

to register into the Family Book (birth certificate). The child will have no rights, such as the 

opportunity to register for school or obtain a Chinese ID. Some families will also be forced to 

endure the hardships of involuntary abortions of their unborn child for not following the law. 

While the cases of forced abortions are not accurately reported, some leniency on the one child 

policy is seen in the rural areas today. The only way families are allowed more than one child to 

is to help them as labor workers and provide financial support as they are put to work at a young 

age.6263 There are no child labor laws.  

JR also explains that in the factories he has worked in all across the villages of the 

different provinces, child labor is still an issue. He does not state exactly which province but 

some of the provinces still rely on cheap child labor. Children ages of 10 or 11 will leave their 

homes to work at the factories to earn about RMB 800 a month to send back home to their 

families still living in their home villages. Many children will work in the production lines their 

                                                           
61 Personal Observation (Study Abroad) Guangzhou, China. February-July 2012. 
62Elloy (Unemployed) Huadu District, China. Personal Interview. July 2012. 
63 Human Rights in China: Are crackdowns a basic freedoms increase? CQ Researcher. CQ Press: Washington, 

DC. Vol. 18, Issue 26. July 25, 2008. Retrieved July 2012. 
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whole lives. The child’s whole juvenile and adult life will be spent in the production lines of 

these factories. 

Another aspect that could possibility hinder the economic development in the outer parts 

of the cities is the families that left China for a better life and are not completely welcomed back 

when visiting family. There is some hostility between the children who currently live in China. 

This may be viewed as a small insignificant issue but the truth is if the present young generation 

of foreign Chinese descendants is not welcomed or trusted by what they call themselves “the true 

Chinese”, future business opportunities will leave and not comeback to China’s markets. The 

mindset and mentality of the young adults who grew up abroad is very different from that of a 

young adult who grew up in China. In speaking to a few foreign Chinese students at the 

university the PI attended, some said at first they did not like China. They do not consider it their 

home. Many are used to the “luxurious” life styles they live back home. Of course their families 

welcome them, but just like the PI, they would be looked upon differently. For them it was not 

until they spoke; even though, they look Chinese, they do not act or sound like the Chinese. 

Whenever the students would go out about the cities, many Chinese would ask them, “Where are 

you from?” The students would ask the person, “Why do you think I am a foreigner?” and the 

answer they would receive is, “By the way you sound.” “You are English/Chinese, you look like 

Chinese but you dress and sound different.”64 

Another example that a close friend explained to the PI was that one weekend while 

visiting his family in Huadu, he was out playing with the neighborhood kids and one young girl 

about the age of seven told him in Hakka, “I can’t play with you; you are not one of us!” For a 

young child to say this to a family member of her neighbors was disturbing. In Huadu, the 

                                                           
64 Personal Observation (Study Abroad) Guangzhou, China. February-July 2012. 
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foreign population is still rare, or close to none and more so in the countryside. However, if a 

small population of Chinese descendent students is being sent to China for school to reconnect 

the family ties; as this happens, it will expose society to a larger foreign market which can help 

develop the economy faster.  

A better quality of education is not free for the students as parents will work their whole 

lives to earn funds to send their child to school. Even though the “Law on Nine-Year 

Compulsory Education” provides some school and families with opportunities from the cost of 

tuition while the child is in school, the expense can add up. A small percentage of families living 

below poverty and who simply cannot afford to send their children to school still exist. In this 

situation, parents will either send the child off to work in the factories or just have them grow up 

as migrant workers.  

Majority of the upper class live in the Tianhe district. Some are moving away from the 

busy cities. While the lower class struggles to afford sending their children to school, the elite are 

struggling with the curriculum of the school system. The elite students want to leave China to 

continue their education in schools abroad. “The education system is focused too much on 

memorization and not how to think, [schools] does not emphasize [importance of] moral reason, 

and do not have extracurricular activities [that] allow a child to become well rounded”, say Mr. 

Chen a concerned father Shuan Rein meet at a meeting in Beijing. The question on whether the 

quality of education students receive is a rising issue with parents as the percentage of students 

attending a higher learning institutes increases. Class sizes have become too large, so there no is 

individual attention in the class room; the curriculum is bases around exams. There is no 

flexibility to change one’s courses outside that of their major, electives. Students are forced for 

four years to focus on their major and nothing else. This hinders the students for they are able to 
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do a great job on what they know and were taught but they are not able to synthesize any outside 

information preventing them from thinking analytically. In order to maintain its growth and 

international superpower status, China needs to establish a better current educational system 

starting from pre-kinder to postdoctoral programs.65  

Limitations and Conclusion 

Despite the increase in social freedom, this project still faced a disadvantage in the 

process of the interview for this project as the PI came across some difficulties. Even though the 

participants initially agreed to voice their opinion for this research, some refused to answer some 

questions regarding the government and its policies. Other’s answers would be very broad and 

short. Questions such as: 

“Is it easier for women in the Chinese society to receive education and job 
opportunities?”  

“How has the family role of the women changed, how has it been effect by 
western ideals?” 

“Do you believe the strict restrictions from the One-Child Policy are still present 
in society? How different are the families in the city versus the countryside treated?” 

While some were voice recorded personal interviews, others had to be done over email 

due the PI leaving her study abroad to return home at the end of the semester. This was a great 

hindrance to the research for many reasons. Not only did the lack of time not allow for all 

participants to be interviewed in-person, it created a greater margin for error in the translation of 

written responses. Also, the lack of information on the two districts was not abundant or 

available in English. Possibly, if the length of time in Guangzhou was extended, the ability to 

retrieve credited sources of information of the two districts would have be feasible to obtain.  

                                                           
65 Rein, S. (2012). The End of Cheap China: Economic and Cultural Trends That Will Disrupt the World. 

Hoboken, NJ: John Wiley & Sons. 175-205. 
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Further research can focus just on one of the areas discussed in this paper, for this paper 

gives a broad display of the economic development and social injustice still present thirty years 

after Deng Xiaoping’s Open Up Reform in the late 1970’s. Additional research can also look at 

what development plans have been established and ratified over the past ten decades and what 

effects on society these plans will have in the next ten years.  

China’s overall developed economy in the last decade is attributed to the import-export 

city of Guangzhou. China is no longer a developing country but a developed one. It has the 

market for a sustainable economy present in cities like Guangzhou and its districts especially, 

Huadu and Panyu. These areas are the main focus for foreign industries to have their factories 

and corporations. The large influx of foreign markets centralizes around these port cities before 

inundating mainland China. Many sectors of Huadu and Panyu have not received this 

distribution of wealth into their societies despite the abundance of development opportunity. 

These areas are slowing rising to becoming large prosperous cities like Guangzhou, Hong Kong, 

Shenzhen and Macau. By interviewing and examining the development of the economy and 

society it can be said that China is on its way to full development of Western Countries but will 

maintain its own government, culture and traditions while opening up to foreign markets, known 

as the “the Chinese Way.”  

  



1766 

Bibliography 

China Import and Export Fair. Canton fair Online. China foreign Trade Centre. 2011. Retrieved 
July 2012 http://www.cantonfair.org.cn/en/. 

China Raises Minimum Wage Up to 21%. Business in Asia. Runckel & Associates Inc. 
Retrieved July 2012. http://www.business-in-asia.com/china/workers_wage_ch2011.html. 

Chen, Carrot. Panyu with Historical gems and Agriculture-bound Economy. Life of Guangzhou. 
February 27, 2006. Retrieved July 2012. 
http://www.lifeofguangzhou.com/node_10/node_38/node_68/node_75/2006/02/27/11410
29919249.shtml. 

Cheng, L. (Ed.). (2010). China’s emerging Middle Class: Beyond Economic Transformation. 
Washington, DC: Brooking Institution Press. Retrieved July, 2012. 

Compulsory Education Law of the People’s Republic of China. China.org Retrieved July 2012. 
http://www.china.org.cn/government/laws/2007-04/17/content_1207402.htm. 

Doctoroff, T. (2012). What Chinese Want: Culture, Communism, and China’s Modern 
Consumer. New York, NY: Palgrave MacMillan. Retrieved July, 2012. 

D. Yergin & J. Stanislaw. (1998). The Commanding Heights. Simon & Schuster: New York, NY. 
Retrieved July 2012. 

Elloy. (Self-employed) Huadu District, China. Personal Interview, July 2012. 

Facts about China: Education. China travel, society & funny stuff. China Mike. Retrieved July 
2012. http://www.china-mike.com/. 

The general situation of Huadu 2012.Huadu District. The People’s Government of Huadu. 2009. 
Retrieved July 2012. 

The Great Leap Forward. History Learning Site. 2012. Retrieved July 2012. 
http://www.historylearningsite.co.uk/great_leap_forward.htm. 

Guangzhou Industrial Manufacturing Zones. Guangzhou. Excel Guangzhou. Retrieved July 2012. 
http://www.excelguangzhou.com/manufacturingzones.html. 

Guangzhou Travel guide. Travel China Guide. 2012 .Retrieved July 2012. 
http://www.travelchinaguide.com/cityguides/guangzhou.htm. 

Guangzhou. Guangzhou Made in China. Focus Technology Co. 2011. Retrieved July 2012. 
http://guangzhou.made-in-china.com/info/business.html. 

Guo, R. (2010). An Introduction to Chinese Economy. John Wiley & Sons (Asia) Pte. Ltd. 
Retrieved July, 2012 
http://www.huadu.gov.cn/english/Facts/Survey/201209/t20120908_137096.html. 

http://www.lifeofguangzhou.com/node_10/node_38/node_68/node_75/2006/02/27/1141029919249.shtml
http://www.lifeofguangzhou.com/node_10/node_38/node_68/node_75/2006/02/27/1141029919249.shtml
http://www.china-mike.com/
http://www.excelguangzhou.com/manufacturingzones.html


1767 

Hua, Ya (2011). China In Ten Words. NY: Pantheon Books. Retrieved July 2012. 

Huadu: History and Culture. The People’s Government of Huadu. 2009. Retrieved July 2012. 
http://www.huadu.gov.cn/english/Facts/hc/201006/t20100629_52540.html. 

Human Rights in China: Are crackdowns a basic freedoms increase? CQ Researcher. CQ Press: 
Washington, DC. Vol. 18, Issue 26. July 25, 2008. Retrieved July 2012. 

JR (Entrepreneur) Guangzhou, China. Personal Interview, July 2012. 

Kevin, (unemployed) Guangzhou, China. Email Interview, August 2012. 

Latest population statistics show migrants still on the margins in Guangdong. China Labor 
Bulletin. August 4, 2011. Retrieved July 2012. http://www.clb.org.hk/en/node/101114. 

Kuruvilla, S., Ching, K., & Gallagher, M.E. (Eds.). (n.d.). From Iron Rice Bowl to 
Informalization: Markets, Workers, and the State in a Changing China. n.p.: ILR Press 
Cornell University Press. Retrieved July, 2012. 

Personal Observation (Study Abroad) Guangzhou, China. February – July 2012. 

Rein, S. (2012). The End of Cheap China: Economic and Cultural Trends That Will Disrupt the 
World. Hoboken, NJ: John Wiley & Sons. 85. Retrieved September 6, 2012. 

Susanna (Secretary) Guangzhou, China. Email Interview, August 2012. 

Wang, Jiamei. Guangzhou GDP grows 11% in 2011. Economic Times. Global Times. 
December25, 2011. Retrieved July 2012. 
http://www.globaltimes.cn/NEWS/tabid/99/ID/689817/Guangzhou-GDP-grows-11-in-
2011.aspx. 

Wasserstorm, J.N. (2010). China in the 21st Century: What Everyone Need to Know New York, 
NY: Oxford University Press. Retrieved September 6, 2012. 

Wen Laoshi, (University Professor) Guangzhou, China. Email Interview, August 2012. 

Yan. Foreigners from over 150 countries live in Guangzhou. Guangzhou Updates. NewsGD. 
August 7, 2008. Retrieved July 2012. 
http://www.newsgd.com/news/weeklynews/content/2008-08/07/content_4531278.html. 

 

http://www.clb.org.hk/en/node/101114
http://www.globaltimes.cn/NEWS/tabid/99/ID/689817/Guangzhou-GDP-grows-11-in-
http://www.globaltimes.cn/NEWS/tabid/99/ID/689817/Guangzhou-GDP-grows-11-in-


 
 

EVIDENCE WE ARE FAILING DIVERSE STUDENTS IN THE PUBLIC 

SCHOOLS 

 
 
 
 
 
 
 
 
 

RUBEN E. GONZALEZ, PH.D. 

DELILAH DOTREMON, PH.D., J.D. 

ALABAMA STATE UNIVERSITY 
MONTGOMERY, ALABAMA 

  



1769 

Evidence We Are Failing Diverse Students in the Public Schools 
 

Abstract 

There is clear evidence from the Texas Academic Educational Indicator System that some 
student populations are not learning. Students are failing to master basic subject matter as is clear 
from the Texas Assessment of Knowledge and Skills exams. These TAKS scores produce the 
school district ratings which indicate schools are failing in their education mission. Changes are 
needed in curriculum and instructional practices as well as testing materials, methods and 
procedures to create better overall assessment plans and outcomes.  

 

 

 

INTRODUCTION 

What do we do when our students cannot master basic subject matter in our public 

schools? The answer is easy, we throw out TAKS! The Texas Legislature changed the 

accountability system from TAKS to STARR and is still in the transitional phase of making the 

change (Stutz, 2010). It is still debatable as to whether this will improve the testing scores of 

ethnically and culturally diverse students. Children of immigrants and even native-born children 

of such parents struggle with the English language contends Porter (2000). This particular group 

of children who have no or limited English abilities would certainly be classified as ethnically 

and culturally diverse. We have millions of such children in our public schools and Porter argues 

that they have been a challenge to teach in our public schools because of their limited English 

proficiency. This paper will examine how Limited English Proficiency (LEP) students have 

performed on the TAKS in recent years and will suggest changes in the curriculum to better 

serve the educational needs of these learners. But, it is not enough to make changes in the 

curriculum as educators must also come up with innovative instructional delivery methods to 
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reach LEP students. Lastly, other suggestions will be offered in the areas of classroom design, 

technology, school choice, assessment tools, and testing and procedures so that our public 

schools can meet the challenge of helping our ethnically and culturally diverse students master 

basic subject matter. When something is not working we change things, sometimes only minor 

changes are called for and sometimes more drastic changes are needed. Change is in the wind in 

Texas as TAKS has been thrown out in favor of a new accountability system (Stutz, 2010). 

Evidence We Are Failing Diverse Students in the Public Schools 

It has been acknowledged that providing an education for millions of children who do not 

speak English has long been quite a challenge in the public educational system of the United 

States (Porter, 2000). How do we meet the educational needs of these ethnically and culturally 

diverse students? Should we change the curriculum? Should we change instructional delivery 

methods? Should we change testing materials? Apparently leading educators and politicians 

thought we should change the testing materials. In January of 2010, the Commissioner of 

Education, Robert Scott, announced that the Texas Assessment of Knowledge and Skills (TAKS) 

would be replaced by STAAR (State of Texas Assessment of Academic Readiness) noted Stutz 

(2010). The intent was to develop a new accountability system, as the TAKS was a controversial 

assessment noted Staff Writer A. Boardman (2011) in one article. Therefore, if scores were low 

on TAKS then either students had not mastered the basics or the testing instrument was failing to 

accurately measure their abilities. Which was the case? The Texas Education Agency has only 

vaguely stated that the decision was made to use a new accountability system altogether rather 

than try to modify TAKS according to the American Independent News Network (2012). 

Perhaps changing the assessment system was a good idea after one reviews the TAKS 

results from recent years. Porter (2000) recommends that the best time for an assessment of basic 
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skills is at the 10th grade as students should have mastered the basics at a minimal level in 

reading, writing, and doing mathematics otherwise this educator points out that their high school 

diploma will mean nothing. What follows is an examination of TAKS scores for the years of 

2009 through 2011 in order to understand how 10 grade LEP students have been performing in 

mastering basic subjects in recent years.  

An examination of the district school ratings allows us to gain an understanding of which 

student populations are not doing well on TAKS. Texas public school district campuses are 

evaluated upon the results of the Texas Assessment of Knowledge and Skills (TAKS) as ratings 

are derived from such testing (Texas Education Agency (TEA), 2011). According to the 

Academic Excellence Indicator System (AEIS) Report there are four ratings: 1) Academically 

Acceptable which for Reading and English Arts is 70% while for Writing it is 70%, for Social 

Sciences it is 70%, for Mathematics it is 60%, and for Science it is 55%; 2) Recognized entails 

an 80% passing rate for all districts; 3) Exemplary entails a 90% passing rate for all subjects; and 

4) Academically Unacceptable entails a less than 70% passing rate in each subject (TEA, 2011). 

The TAKS scores produce the school district ratings which reveal which schools are 

failing in their educational mission (TEA, 2011). This rating system also reveals which student 

populations are not being served as an Academically Unacceptable rating denotes a failure in 

mastering the subject matter by the students. While the focus of this paper is on ethically and 

culturally diverse students, this group would encompass Limited English Proficiency Students 

and might encompass other student populations as well such as At-Risk students or 

Economically Disadvantaged students. The Texas Education Agency and its Department of 

Assessment, Accountability and Data Quality (2011) define each of these student populations. 

At-Risk students are categorized according to the AEIS glossary as those students who are not 
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performing up to academic standards and are at risk of dropping out as such students fall under 

one of more of the criteria list used to determine which students are to be classified in this 

manner . The criteria list to be classified as an At-Risk student includes such factors as failing 

one grade or more, being pregnant or already being a parent, having been expelled, being on 

probation, parole or other conditional release, being homeless, or being in the custody of the 

Department of Protective and Regulatory Services among several other criteria measures. 

Students categorized as Economically Disadvantaged are eligible to receive a free or reduced 

lunch or are eligible to receive other public assistance. The Language Proficiency Assessment 

Committee (LPAC) has defined Limited English Proficiency Students as those who have limited 

proficiency in the English language and have difficulty performing ordinary classwork in that 

language (TEA, 2011). Ethnically and culturally diverse students are highly likely to fall into 

these categories as they may have problems that put them at risk for dropping out of school, their 

families may need some type of public assistance, and they may be more likely to have difficulty 

doing their schoolwork in English. Certainly, it is possible that ethnically and culturally diverse 

students fall into other AEIS categories than those mentioned above and it is possible that White 

students fall into these academically troubled categories. Since there is a high probability that 

many ethnically and culturally diverse students fall into the Limited English Proficiency student 

population this category will be the most closely examined.  

An examination of the Academic Excellence Indicator System for 2009, 2010, and 2011 

reveals that across the board that Limited English Proficiency students made the lowest scores in 

Language Arts, Mathematics, and Science and that they received Academically Unacceptable 

ratings in these areas while At-Risk students received Academically Unacceptable cores in Math 

and Science (TEA, 2011). Economically Disadvantaged students managed to make Acceptable 



1773 

scores in all subject areas and were even in the Recognized and Exemplary passing range in 

some subjects. A close examination of the TAKS scores for a single grade can provide a close-up 

view of the school performance of Limited English Proficiency Students and how this group of 

ethnically and culturally diverse students are failing to learn in our public schools.  

Four subject areas are tested on TAKS and the AEIS 2009-10 Report reveals that LEP 

(Limited English Proficiency Students) made an Acceptable score only for Social Studies as the 

10th graders achieved a score of 71% which is only 1 point above the Unacceptable level (TEA, 

2011). For Language Arts, LEP students made a score of 51% while an Acceptable score is 70% 

or above. For Math, 10th grader LEP students made a score of 42% while an acceptable score is 

60%. In Science, 10th grade LEP students made a score of 30% while an acceptable score is 55% 

(TEA, 2011). Clearly, LEP students are lagging in all subject areas as one can argue that 1 point 

above the Unacceptable range in Social Studies is still “unacceptable.”  

At-Risk students in the 10th grade made a score of 54% in Math and 53% in Science 

which were both in the Unacceptable range but their score of 82% in Language Arts was in the 

Recognized range as was their score of 87% in Social Studies (TEA, 2011). Economically 

Disadvantaged students in the 10th grade made passing scores in all 4 subject areas as they 

achieved a score of 67% in Math (Acceptable range), a score of 65% in Science (Acceptable 

range), a score of 87% in Language Arts (Recognized range), and a score of 90% in Social 

Studies (Exemplary range) (TEA, 2011). Both At-Risk and Economically Disadvantaged 

students are doing much better academically than their fellow students who are classified as 

Limited English Proficiency students.  

An examination of the scores of Special Education students will prove most revealing. 

The Academic Excellence Indicator System defines “special education students” as those who 



1774 

have been assessed by Admission, Review, and Dismissal (ARD) committees which determine 

which services each student will receive (TEA, 2011). Such students may also be administered 

an alternative or modified TAKS exam to accommodate them. It is not surprising that Special 

Education students made scores in the Unacceptable range in all 4 subject areas. But, an 

examination of the TAKS scores of Special Education students and Limited English Proficiency 

students does provide some surprises. Below, Table 1 provides a comparison of the TAKS scores 

for all 4 subject areas for both Special Education and LEP students. 

Table 1. A Comparison of TAKS Scores for 2009-2010 for LEP and Special 
Education Students 
Student Population Language Arts Math Science Social Studies 

Special Education 56% 31% 34% 68% 

LEP Students 51% 42% 30% 71% 

In Language Arts, LEP students made a score that was 5 points lower than for their 

Special Education counterparts. In Math, LEP students made a TAKS score that was 11 points 

higher than for Special Education students. In Science, LEP students made a score that was only 

4 points higher than for Special Education students and the score for Social Studies for LEP 

students was only 3 points higher than for their counterparts. Scores for Language Arts, Science, 

and Social Studies were almost comparable for 10th graders whether they were Special Education 

or LEP students as their scores in these subject areas for the two populations were within 3-5 

points of each other.  

Table 2 below shows more recent TAKS results from 2011 for Texas 10th graders. In the 

TAKS testing done most recently, LEP student and Special Education, students in the 10th grade 

both made a score of 33% in Science. Limited Proficiency students scored 55% in Language Arts 

while their Special Education counterparts made a score of 54% in this subject so essentially the 
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score was the same as a 1-point difference is hardly significant. In Social Studies, LEP students 

in the 10th grade made a 73% while Special Education students made a 67%, so there was a 6 

point difference in this subject matter. Again, in Math, the 2011 scores were significantly higher 

for the LEP students (44%) than for the Special Education students (29%). 

Table 2. A Comparison of TAKS Scores for 2011 for LEP and Special Education 
Students 

Student Population Language Arts Math Science Social Studies 

Special Education 54% 29% 33% 67% 

LEP Students 55% 44% 33% 73% 

The TAKS results for LEP and Special Education students in recent years have been 

astounding as Special Education students labor under physical, intellectual, and emotional 

deficiencies while the primary deficiency of the LEP students is that they have not mastered 

English. Math is the one-subject areas in which 10th grade LEP students strongly outpaced their 

Special Education counterparts (TEA, 2011). Clearly, better instructional methods are necessary 

to bring LEP students, Special Education students, and all other student population groups up to 

the Academically Acceptable level. Better testing methods must also be developed that can more 

accurately measure the abilities of our students. We will soon learn whether under STARR, 

Limited English Proficiency students and other student populations will perform better than 

when using TAKS.  

Commonsense tells us that the academic abilities of able-bodied students with no mental 

impairments should be scored higher on standardized tests than their physically disabled and 

mentally challenged counterparts. But, this is not what is happening. How are educators so 

miserably failing LEP students that on the TAKS for 2009-10 they can manage to score only 3-5 

points higher in 3 subject areas out of 4 areas as compared to Special Education students? How is 
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it that in 2011, LEP students scored the same in Science and Language Arts as Special Education 

students? The answer is clear. Our testing materials may be faculty. Moreover, it is very likely 

that our instructional methods are faulty and that our curriculum is failing to meet the 

educational needs of ethnically and culturally diverse students. If our LEP students cannot read 

well enough to comprehend grade level materials and they have no physical, intellectual, or 

emotional disabilities then we must be doing it all wrong. Our curriculum, instructional methods, 

testing materials, and testing accommodations must all be reviewed. The solution to educating 

our ethnically and culturally diverse students so that they master grade level basics requires 

addressing all the aforementioned pieces of the puzzle. It will not be easy but it can be done and 

it must be done. The process will require trying out innovative educational strategies and ideas 

and not being afraid to experiment. 

What we have been doing has not been working as is clear from the TAKS results. So 

what should we do? The rest of this paper reviews some out-of-the-box educational strategies. 

Educators should acknowledge their failures and resolve to implement new curriculum ideas and 

teaching methodologies if they truly want to reach all student populations. Educators must 

develop better testing materials, and better testing methods and procedures. We must search for 

friendlier testing accommodations so that our children are comfortable and can perform at their 

best. Being unafraid to try fresh ideas can provide the impetus educators need to meet the 

educational challenge of reaching all our children including ethnically and culturally diverse 

students in our public schools.  
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How Can We Reach Ethically and Culturally Diverse Students? 

1. Curriculum Changes 

The question arises as to whether we can truly reach all our student populations. Some 

educators have called for restructuring our curriculum and our schools as this strategy is being 

urged by Alice Udvari-Solner and Jacqueline S. Thousand (182:1996) in their call for an 

“inclusive education.” This term means that all students can be reached and that the needs of 

every student can be met. These educators are pushing for a movement to do things differently in 

our schools as they believe that success is possible for every student. This seems to be a tall 

order, how is it possible to achieve this one might ask? The focus should be on personalized 

learning rather than forcing children into a standardized educational system claim Udvari-Solner 

and Thousand (1996). 

Many educators (Giangreco, Cloinger, Dennis & Edleman, 1994 and Smyth, 2008) have 

pointed out that traditional educational practices, which focus on uniformity and conformity, do 

not reach students because they are not stimulating, and fail to take into account the differences 

in learning styles. The curriculum must focus not just on verbal ability, writing, reading, and 

mathematical reasoning claim Udavri-Solner and Thousand (1996) as they promote the idea of 

learning through various modalities. Learning can occur through linguistic ability, logical ability, 

musical ability, spatial knowledge, learning interpersonal communication as well as reflecting on 

yourself to know yourself better. Besides using new and different learning modalities to help 

children learn better, Udvari-Solner and Thousand recommend redesigning the traditional 

classroom. Classroom design should be reconstructed so instead of grouping by grade the design 

should focus on multi-age grouping. Not all grade age children have similar abilities or interests 

so a multi-age group takes into account that children learn at different rates. Some consideration 
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can be given to such factors as age, ability, gender, ethnicity and interests in creating such 

groups. Individual differences are accepted as normal and natural in such a multi-age classroom 

and personalities, as well as biological and psychological constraints are taken into account note 

Udvari-Solner and Thousand ( 1996). The curriculum should embrace new modalities of learning 

and the classroom should be redesigned so that all human differences are acknowledged in order 

to encourage learning as each child should be able to learn at their own pace while at the same 

time being spurned on to greater learning by the interaction with others that are both similar and 

dissimilar to themselves.  

Two other ideas presented by Udvari-Solner and Thousand (1996) that have great 

potential include introducing multicultural education into the curriculum and using a thematic 

approach to learning. These educators believe that it is critical that we teach children that human 

differences must be respected and that cultural diversity should be valued. They also stress that 

the school environment should be responsive to the cultures of the students. R.H. Milner (2011) 

also calls for introducing cultural relevance into the curriculum. In order for a teacher to reach 

students that teacher must learn about the culture of his/her students. Milner also maintains that a 

teacher must view their student’s culture as an asset and must help their students to understand 

their culture as well as larger society. A culturally relevant curriculum empowers students by 

helping them to understand inequalities, to voice questions and opinions, and even to fight 

against what Milner (69:1996) calls the “isms and phobias.” Some teachers may complain they 

have not been taught how to introduce multicultural education into the curriculum. New teachers 

and old should receive training in this area so that they can learn about their students’ cultures 

and so they can teach ethnically and culturally diverse students about their subcultures as well as 

larger society.  
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Taking a thematic or interdisciplinary approach to learning is also encouraged by Udvari-

Solner and Thousand (1996) while a subject-driven curriculum should be discarded they advise. 

Issues or subjects should be taught in a holistic way so that students understand how what they 

are learning is relevant to their lives. Teachers from different disciplines should join forces to 

cover a specific topic from a variety of angles recommends Udvari-Solner and Thousand. A 

student in a single day would then be exposed to different bases of knowledge and viewpoints by 

all his teachers. Team teaching is also another instructional strategy that is recommended as such 

teaching can be innovative and really reach students (Udvari-Solner & Thousand, 1996). 

Curriculum changes can propel educators to do things not just differently but better so that we 

can reach all student populations. It is clear that we are failing to teach ethnically and culturally 

diverse students the basics from the TAKS score results so it makes sense to try new strategies 

such as focusing on an inclusive curriculum where all differences are embraced, where respect is 

taught for diversity, where multi-age learning groups makes it possible for students to learn at 

their own pace, where a multicultural viewpoint is a part of the learning process, where learning 

is centered on an interdisciplinary approach and tied into the student’s life, and where teachers 

are encouraged to think outside the box and to join forces to reach their students more efficiently.  

2. Instructional Delivery Changes  

How we can make changes in the curriculum has been touched on but it must be 

acknowledged that curriculum and instructional methods are closely related. If we make changes 

in the curriculum then we must also make changes in instructional delivery. Team teaching is 

just one strategy but there are other delivery systems that can be employed such as Partner 

Learning and Cooperative Learning Strategies. Partner Learning can be implemented with 

children who are the same age or not and it can take place in one class or in all classes (Fuchs, 
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Fuchs, Hamlett, Phillips, & Bentz, 1994). Research findings on partner learning strategies reveal 

greater interpersonal skill development, self-esteem enhancement, and learning gains for both 

partners maintains Fuchs et al. The researchers, Good and Brophy (1987) recommend that 

training tutors is the most efficient way to introduce partner learning in the classroom and they 

suggest the use of child tutors over adult ones. Child tutors can connect better with another child, 

they use better examples that bring the point home for the child, and they can better empathize 

with the frustrations of learning the new material (Good & Brophy, 1987). 

Cooperative Learning is another instructional delivery method that is highly 

recommended as being a fun and effective learning strategy by N. Davidson (1994). Davidson 

recommends groups of no larger than 5 members, a joint task that requires cooperation and 

interdependence, and where individual accountability is a part of the mix. Using a cooperative 

learning group strategy allows students of different abilities and backgrounds to work together 

and in the end they will respect and value the contributions of each person in the group maintains 

this educator (Davidson, 1994). If the traditional delivery system of instruction is not working as 

is evidenced by the low TAKS scores, especially for LEP students, then untraditional approaches 

are called for. Peer Learning and the use of child tutors may just be the educational strategy that 

can reach children who may not understand the teacher due to ethnic, cultural, or linguistic 

barriers. Another child may be able to dissolve such barriers and having so recently mastered a 

math problem or concept may be more readily able to teach his/her peer. Cooperative group 

learning breaks the rigidity of the classroom as students are allowed to talk, to giggle, to share 

ideas, to ask questions, and work cooperatively on an assignment. Cooperative learning is an 

opportunity for each child to contribute to the whole and yet allows each student to shine as an 

individual believes this writer. Learning should be fun and introducing more fun into the 
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curriculum and instructional delivery systems seems to be a good idea if we want to reach 

children. 

One Example of Introducing Multicultural Education 

1. Curriculum and Instructional Changes 

Two educators who give specific examples of how to incorporate ethnic and culturally 

diverse curriculum materials and new instructional examples of delivery are Lisa Perez and 

Jennifer Judson (2009). These educators assert that culturally and linguistically diverse students 

often disengage from the regular curriculum which is one explanation for the high drop-out rate 

of such students and their low academic performance. These educators urge teachers to include 

students’ cultures in the curriculum by using materials that reflect the ethnic, racial, and cultural 

diversity in society. Students need to identify with present-day figures as well as from the past 

that are like them culturally as this technique can boost self-esteem and make them more 

interested in learning claim these two educators. Such a tactic allows students to identify with 

people like themselves who have been successful and have similar roots. This learning strategy 

helps students connect to history, and to the struggles of their ethnic and/or cultural group. 

Furthermore, Perez and Judson (2009) also believe that lessons in social justice are a vital part of 

the curriculum as students learn about their past, their people, and their future.  

Other educators also champion including cultural diversity into the curriculum as this 

strategy educates teachers on the cultural background of their students and serves to educate 

students about themselves (Barry & Lechner, 1995; Jairrels et al., 2012; and Voltz, 1995) 1990). 

Barry and Lechner (1995) lament that many teachers know little about other ethnicities and 

cultures and that this deficiency in knowledge can prevent teachers from employing a 

multicultural viewpoint in their curriculum and instruction. Yet, despite this deficiency Voltz 
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(1995) strongly asserts that teachers have a responsibility to incorporate cultural diversity into 

the curriculum as ethnic and culturally diverse students should be given the opportunity to learn 

about themselves. All children should be exposed to this topic as we live in a diverse society. 

One very easy strategy to introduce students to topics from a cultural perspective on science, 

politics, business, entertainment, health, and education hinges on using popular magazines edited 

by people of color suggests Jairrels et al. (2012). These popular periodicals and magazines can 

help students learn about notable figures who are Black, Asian, Hispanic, American Indian and 

who come from a wide variety of ethnic and cultural backgrounds. These popular magazines can 

be used for instructional purposed in the classroom propose Jairrels et al. Such resources as 

Essence, Ebony, Hispanic Business, Canales, Hispanic Times, Latina, Asianweek, Calumet and 

the Choctaw Community News are just a few of the materials that are sure to grab the attention 

of students. These resources can give students a cultural perspective on issues, introduce them to 

successful role-models in their ethnic and cultural community, and increase their learning insist 

Jairrels et al. (2012). Peer Learning, Cooperative Learning, Team Teaching, and Thematic and 

Interdisciplinary School-wide lesson plans can all be carried out using popular periodicals and 

magazines .This seems a fairly easy way to incorporate cultural diversity into the curriculum. 

Teachers need practical suggestions on how to introduce multicultural education into their 

classrooms. Simple and inexpensive strategies can help teachers transform their curriculum and 

instructional methods so that they can offer an inclusive education by giving all students a 

curriculum that is rich in materials, methods, and strategies that open up the world of cultural 

diversity. These strategies can also serve to give ethnically and culturally diverse students the 

motivation to emulate successful role-models who are like them. Introducing cultural diversity 

into the curriculum may decrease the drop-out rate and increase academic performance. 
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Results and discussion 

A New Educational Paradigm that Is Open to Innovation 

A whole new paradigm is needed in how we view education as we need to explore 

innovative educational strategies rather than using the rigid methods of the past. This writer 

believes that educators must be open to exploring new curriculum ideas, new instructional 

delivery methods, new classroom designs, new technologies, more choices in schools and 

teachers for students and parents, new assessment tools, and new testing procedures and 

strategies.  

Exploring new educational system paradigms is at the heart of the work by J. Rix and 

P. Twining (2007) as they advocate a whole new educational structure that will meet the needs of 

all learners, even ethnically and culturally diverse students. Rix and Twining claim that a new 

educational paradigm is needed to reach low achievers and difficult to reach students as they 

propose the Type 8 Schome Program as offering the latest in communication technology. They 

assert that this program reflects the social and cultural changes of today. Their educational model 

allows a creative approach to learning and it involves arranging classrooms by subject rather than 

age, offering learning opportunities that employ the latest in technology, the use of mentors, the 

use of after school learning centers for specialized instruction, and highlighting the use of 

fieldtrips in the learning process. Rix and Twining (2007) propose that better school ratings and 

better learning can only be achieved by dismantling our present educational structure and 

replacing it with strategies that allow more creative learning to occur.  

It may not be necessary to dismantle entire educational structures but to simply introduce 

new technology and make it more available to students. Sometimes resources within a school can 

be enhanced to provide a climate that is more conducive to learning. Blackstone Junior High 
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School in Oxnard, California raised the student achievement ranking from the 56th to the 94th 

percentile using more computers and multimedia technology as reported in Technology and 

Learning (1993). The only fundamental change was placing a computer on the desk of every 

student so that even LEP students could be as productive in the classroom setting as English 

speaking students. Teachers were freer to try new learning strategies while creating 

individualized instructional programs for each student. Another suggestion that is less drastic 

than dismantling entire educational systems involves providing students and parents with more 

school choice. P.E. Peterson (1997) recommends offering public school students a pick from 

among schools within a district or from those in neighboring districts. San Antonio has been 

cited as an example of how both students and teachers expressed greater satisfaction in the 

learning environment and how test scores rose due to a policy of school choice points out 

Peterson (1997). 

There are many innovative ideas that have been proposed so that we can educate our 

children better. Educators must not be afraid of change. We know that change is needed not just 

in our curriculum and instructional methods but our entire educational system should be open for 

restructuring and change. Some researchers have focused on creating an Individualized 

Education Plan for children who are having difficulty learning as R.L. Dole et al., (1999) 

gathered a team of experts to rank items as to educational relevance, measurability, and content 

in order to create an IEP that had a 90% agreement rate. The idea was to create a model IEP that 

could be individualized to fit the unique needs of special populations while still ensuring that 

essential learning elements were included. Such Individualized Educational Plans have been 

found to help students learn better and raise test scores (Dole et al., 1999).  
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Developing new assessment tools can help educators more fully measure the abilities of 

special student populations. C.J. Fives and R. Flanagan (2002) recommend the use of the 

Universal Nonverbal Intelligence Test (UNIT) to measure the intelligence and abilities of 

children with learning disabilities, speech, or language impairment, as well as those who are deaf 

or hearing impaired, as well as those who are non-English speaking, mentally retarded or who 

are emotionally disturbed. This test does not require children to use language as tasks are 

explained using eight universal hand and body gestures. The UNIT measures memory and 

reasoning ability and has received high reliability and validity ratings. It has been argued that the 

UNIT will provide a more effective measure of the intelligence and abilities of special 

populations (Fives & Flanagan, 2002). Other researchers also urge the development of new 

assessment tools as they recognize that language and cultural background do have an effect on 

cognitive ability on tests (Kranzler et al., 2010). Kranzler and his colleagues maintain that 

English as a second language students need better cognitive assessment tools to measure their 

intelligence and abilities. The Culture-Language Interpretive Matrice (C-LIMs) which was 

developed in 2007 is offered by Kranzler et al. as an example of just such an innovative test but 

they admit that more empirical research is needed to determine the validity of the C-LIMs results 

prior to using it on a wide-spread basis. New assessment tools take time to develop but they offer 

the possibility of creating more sensitive testing instruments for not just LEP students but all 

those we have difficulty in measuring their learning and abilities on the TAKS and now the 

STAAR. 

Summary 

Sometimes what is needed to improve school district ratings does not involve creating 

new assessment tools but centers on developing new test-taking strategies. K. Taylor (1996) 
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created workshops for teachers and students in order to study the test questions used on 

standardized tests to improve problem-solving skills. Students learned why the answer was the 

answer as they developed critical thinking skills intended to help them arrive at the correct 

response. This type of test training saw test scores rise even in a school whose population 

included many homeless children and ESL students as individual scores rose 20 to 30 percentile 

points in one year (Taylor, 1996). Another strategy to increase school district ratings and help 

our children learn more does not center on creating new tests, or even learning new test-taking 

strategies but instead focuses on changing how schools are rated. T.S. Smyth (2008) advocates 

using a school site visit to evaluate how well a school is carrying out its educational mission. A 

team of well-trained educators visit schools to observe classrooms and interview teachers, school 

personnel, and students. They review student work portfolios and assessment tools. A report with 

an Individualized School Improvement Plan is then sent to the school and the school district so 

the foundation for the next visit is established. State test exams would simply be part of the 

assessment puzzle so school districts officials and parents would not focus solely on school 

ratings which have become an unattainable bar advises Smyth (2008). 

We must change our educational system and the starting point would be to focus on the 

curriculum and our instructional practices but creating a new educational paradigm would also 

include making changes in testing materials, testing methods and procedures, testing 

accommodations, and creating better overall school assessment plans. There is clear evidence 

from the Academic Education Indicator System that some student populations are not learning. 

Our students have failed to master basic subject matter and so educators must be open to 

introducing innovative strategies into our classrooms if we are to meet the needs of all our 

students. Ethnically and culturally diverse students are being left behind so that their probability 
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of success in gaining higher education, finding good paying jobs, and being productive and 

contributing members of society is affected. We cannot allow the public educational system to 

fail large numbers of our students. It is clear that change in our educational system is needed and 

in all parts of the system. If we have had the courage to throw out TAKS then we must have the 

courage to make more needed educational changes so that we can better meet the needs of 

ethnically and culturally diverse students.  
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Abstract 

The results of a pilot survey (n=216) examining the awareness of students participation and non-
participation in hazing at a Historically Black University in the Southern region of the United 
States. These students were enrolled in Introduction of Black Psychology and/or Black 
Psychology courses. There was an incident of a student being killed a month before this survey 
was administered. Ninety percent (90%) of the students in the study were African Americans. 
Eighty-one percent (81%) of the students lived off campus, while 18 percent of the students lived 
on campus in the dorm room and apartments. Approximately, 52% of the students were involved 
in a student organization or club. Thirty-two percent (32%) of the students had experienced some 
form of hazing behaviors in the process of becoming or joining membership in a student 
organization or team. Results suggests there is a large proportion of students that are aware of 
when hazing is taking place on campus in clubs, groups, organizations and other collective 
affiliations. Additional research and prevention and problem-solving program activity efforts 
should be expanded to explore hazing awareness and hazing behaviors to enhance the 
development of decreasing the likelihood of these insidious and inhumane actions among the 
college bound students.  

 

 

 

INTRODUCTION 

Hazing has been around for at least several hundred years. According to Finkel (2002), 

hazing has been around since the ancient and medieval schools in Greece, Western Europe and 

North Africa. It was known as pennalism which became a requirement for graduation. Around 

the 1600s, pennalism was used by University administers and upper classmen who believed that 

underclassmen were uncivilized and had to be appropriately groomed. Due to serious injuries 

and deaths caused by this practice, pennalism was abolished. Later, in the 18th to 19th century it 

returned as “fagging”, the practice of upper classmen coercing underclassmen to act as servants 

for their senior colleagues (Finkel, 2002). In the 1800s, an initiate was killed after he was left in 
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the woods to find his way out at night after fraternity brothers abandoned him. Hazing incidents 

maintained and gain respect among school administrators and students as a way to gain respect 

from newcomers to the university. Hazing was fashionable and accepted within the university 

community among student organizations, especially among fraternities and sororities; as well 

students suffered serious harm and sometimes death through beatings and excessive alcohol 

ingestion, falls, and drowning. These practices have escalated through the recent four decades. 

BACKGROUND LITERATURE ON HAZING 

Hazing is defined as an activity expected of a person joining or participating in a group 

that abuses, degrades, endangers or humiliates them regardless of an individual’s willingness to 

participate or through force and assault. Most states have hazing legislation, Florida requires that 

each college and university adopt a written anti-hazing policy, and the individual committing the 

hazing can receive a third degree felony to a first degree misdemeanor. Most states have anti-

hazing laws, and prosecute hazers with harsh penalties, and enforcers of the anti-hazing laws 

have increased due to serious injuries and death of individuals and increased institutional liability 

for hazing related claims (MacLachlan, 2000). Hazing has become so prevalent that individuals 

seeking to become a part of such organizations are knowledgeable of the expectations of the 

initiation activities that can be dangerous and abusive. Hazing has been a normal practice within 

high school clubs, youth gang groups, and college fraternities and sororities as common activities 

for initiation Rites of Passage (Allan and Madden, 2008). However, potential members and 

students in organizations believe that hazing practices are beneficial. Some of the hazing 

activities are considered to be crazy, foolish and stupid behaviors by outsiders, yet an 

individual’s interest to become a part of an unstructured or structured group or organization 
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select to participate, a willingness and acquiescence, to engage in dangerous behaviors that can 

be abusive and self-injurious.  

Sometimes these acts are dangerous behaviors that become spontaneous and extreme 

whereas the initiates may be inflicted upon with extreme bodily harm, near death circumstances 

and/or death. Hazing victims have suffered acute and extreme blunt intra-abdominal organ 

damage, irreversible intracranial damage, heat strokes, third degree burns, aspiration sexual 

assault, suffocation, and death. Not only does hazing affect some unsuccessful pledges or 

initiates physically, many are influenced and impacted from psychological to a social basis and 

may lead to victim alienation, traumatic emotional conditions and the consequent potential for 

concealment.  

Despite extensive, extreme activities and practices taking place with hazing victims, there 

are individuals who continue to pursue the groups’ expectation to demonstrate a willingness to 

be a loyal initiate to becoming a part of and associating as a member of the group (Van Raalte 

et al., 2007). This may be perceived as an individual’s submission into docility and servitude.  

Hazing practices can present echoes from slavery. Therefore, the initiate or pledgee is 

susceptible to the will and power of their leader(s) in the group or organization is equivalent to 

submission as a slave to his or her master. Such initiate and leader conditions create an 

opportunity much akin to slavery. This socialization process seems to adapt the psychological 

relationship between the follower (initiate/pledgee) to respond cooperatively to the commands 

and demands of the leader (authority/master). Hence, to acquiesce in body, mind, and soul to the 

authority, unlimited submission that can be unconsciousness, is the questionable inappropriate 

behavior that yields to the most dangerous posture which often times lead to victims of hazing. 
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Further, the need for Universities and Colleges to bring hazing to a halt and/or 

termination is a concern to many parents, community leaders, and necessary for student 

organizations and all university administrations. University leaders and Board members are 

recognizing the damage that hazing can have on a university’s image to the public. Additionally, 

hazing incidences can leave student victims with psychological damage, physical and social 

abuse, and even death. The National Collaborative for Hazing Research and Prevention (2010) 

indicates that hazing is minimized, undetected and dismissed as harmless antics and pranks. 

Some individuals report experiencing negative consequences of hazing, whereas they seem to 

think of it as necessary or helpful in ascertaining acceptance to a peer group (Allan and Madden, 

2008). While some organizations initiate or sustain membership through positive team building 

practices which include community service, mentoring, fund raising and assistance in developing 

team building, (Hoover, 2003; Hoover and Pollard, 2003; Campo et al., 2005) found that in 

predicting hazing behavior, an individual is self-identifying as a hazer, when he or she is a leader 

and believe that hazing builds group cohesion which significantly increases the odds of 

identifying as a hazer. While self-identifying as a hazee, Greek and varsity athletic affiliation 

believe that hazing builds cohesion to increase the odds of identifying as a hazee. Being male, a 

Greek member, and believing your friends approve of hazing significantly increase the 

likelihood of participation by researcher identified hazing participation. 

Further, Cokley et al. (2001) used a regression analysis to predict students’ attitudes 

toward pledging and hazing in Greek letter organizations. His results noted that females were 

more likely to believe that pledging should be a positive experience, compared to males. 

However, males believed in conformity to pledge rules compared to females. They also found 

that African Americans had more positive beliefs concerning the purpose of pledging than 
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European American and Latino students. As well, African American students had more positive 

perceptions of Greek organizations than European and Latino American students. 

METHOD 

Participants 

The sample consisted of 216 undergraduate students selected within three classes, one 

Introduction to Psychology and two Black Psychology courses. The students received extra 

credit points for their participation in the study. The students came from each classification, from 

freshmen to seniors. Approximately, ninety-eight percent of the students in the classes completed 

the survey. The survey was completed in the month of December, 2011. Students who were not 

present during the survey administration were not allowed to participate. Except students who 

had excused absences for missing the class administration. Those students were administered the 

survey through the administration of a graduate assistant working with the survey administration.  

The sample is representative of the general student population enrolled in psychology 

classes at the university. The classification consisted of Freshmen 15.7%; Sophomores 28.2%; 

Juniors 30.6%; and Seniors 25.5%. There were no graduate student respondents in this study. Of 

the total sample, 66.7% were females and 32.4% males. The students living locations consisted 

of 10.6% reside in the dorm room setting, 7.4% reside in dorm apartments, and 81.5% reside in 

off campus housing, while .5% were unaccounted.  

Procedure 

The questionnaire constructed for the study (see Appendix) was designed to obtain 

information about students’ awareness concerning hazing – their involvement in university 

participation and non-participation groups, clubs and other organizations on campus similar to 

the pilot interview questionnaire designed by (Allan and Madden, 2006). Hazing was defined as 
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an activity expected of a person joining or participating in a group that abuses, degrades, 

endangers or humiliates them regardless of an individual’s willingness to participate. It does not 

include academic program involvement nor curriculum discipline major as components. The 

survey solicited information in the general categories of experiences and knowledge concerning 

hazing within the college community environment.  

Response alternatives for numerous items dealing with individuals knowledge and 

involvement of hazing being present among the high school, college and within community 

organizations. The suggested exposure, issues and experiences related to hazing were noted as 

either yes or no agreement, with some open-ended response opportunities. These items were 

drawn from a review of the literature on hazing (Allan and Madden, 2006; Van Raalte et al., 

2007) and from Websites including StopHazing.Org and Hazing.Hanknuwer.com. Demographic 

questions included variables specified as important based on students’ awareness of other student 

activities and campus news concerning student behaviors and social programs related to student 

services. Questions consisted of attitudes, beliefs, engagement and awareness of hazing; 

involvement in hazing; as well as intervention and prevention resource awareness. 

The survey was provided to each student following final course examination. Students 

were provided with an informed consent form to complete by signing and dating to participate. 

Students were provided the survey after completing the consent agreement. To ensure 

anonymity, no personal identifiable information was requested, and there was no coding of the 

survey.  

Instrument 

Hazing Awareness Survey Scale (HASS) is a basic awareness of hazing developed from 

the results of the National Study of Student Hazing. Items were developed to determine the 
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awareness of hazing concerning students’ knowledge of hazing activities occurring within the 

university community. There is a total of twenty-seven items on the survey. Three demographic 

identifying items, ten yes or no stated items, five items with varying selections from three to 

twenty-three choices, and seven open-ended items for the respondents to complete. Content 

validity is noted through similar questions used in studies done by Allen and Madden (2008). 

Table 1 
Gender Breakdown (Classification and Organization) 

 
Classification 

 Freshman Sophomore Junior Senior  

Female 16.7% 28.5% 27.8% 27%  

Male 12.9% 28.6% 38.5% 22.9%  

Organization 

 No Participation Sports Honors/Academics Band/Greek Community 

Female 50% 13.2 8.3 13.2 15.3 

Male 42.9 30 5.7 14.3 7.1 

Analysis 

In order to best interpret the answers provided in the Hazing Awareness Survey Scale, 

frequencies were ran for every survey item. Then, X2 were conducted to test for significance 

between the nominal values and various subjects highlighted in the instrument. There were four 

nominal values provided in the survey: gender, classification, location, and racial group. Since 

the participants were 90.3% African American, using racial group as a nominal value wasn’t in 

the best interest of the research.  
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RESULTS 

Socio-demographics 

Table 1 depicts the gender breakdown for organizations and classification of the 

participants. The small majority of females were Sophomores with 28.5%. Juniors and Seniors 

were about the same with 27.8% and 27% respectfully. 

Table 2 
Frequencies for Living Location of Students 

 
Living Location Frequency Percent 

Dorm Room 23 10.6 

Dorm Apartment 16 7.4 

Off Campus 176 81.9 

Freshmen had the least amount of participants with 16.7%. Of the males, the majority of 

the participants were juniors (38.5%), then followed sophomores (28.6%), seniors (22.9%), and 

freshmen (12.9%).  

The different kinds of organizations a student could be involved in were divided into five 

different categories: No participation, Sports, Honors/Academics, Band/Greek, and Community. 

More females (50%) reported no participation in an organization than males (42.9%). The 

highest occurrence after no participation was community organizations (15.3%) for women and 

sports (30%) for males. The lowest occurrence was honors/academics for both males (5.7%) and 

females (8.3%). 

Table 2 highlights the living locations of the students. The student indicated whether he 

or she lived in dorm rooms, dorm apartments, or off campus. The majority of the respondents 

lived off campus (82%).  
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Table 3 
Frequencies for Various Responses to Hazing Awareness Survey 

 
As an Active Member of a Group, Org, Or Team were you made aware of anti-hazing policies when 

joining or participating? 
 

 Frequency Percent 
Yes 103 59.5 
No 70 40.5 

Have you been a witness to or aware of hazing incidents taking place in clubs, groups, org, or 
teams on the University Campus? 

 
Yes 54 26.9 
No 147 73.1 

Where has the hazing activity taken place? 
 

On Campus 12 17.1 
Off Campus 22 31.4 
Both on and Off Campus 30 42.9 
Other Location 6 8.6 

Do You believe that hazing is an appropriate bonding experience? 
 

Yes 28 13.5 
No 180 86.5 

Are you aware of common practices on your campus aimed at preventing hazing? 
 

Yes 137 64.6 
No 75 35.4 

Have you participated in workshops, seminars, and or forums that promoted prevention and 
intervention approaches about hazing? 

 
Yes 97 45.5 
No 115 54.0 

Frequencies for Closed-Ended Questions in Hazing Awareness Survey 

Frequencies were run for every item in the Hazing Awareness Survey (See Table 3). 

When asked if the student was made aware of anti-hazing policies when joining or participating, 

the majority of the respondents said yes (59.5%). Sixty-five percent (65%) said that they were 

aware of practices on their campus aimed at preventing hazing, but only 46% of the students 

participated in anti-hazing workshops and seminars. Only 27% of the students admitted to being 

witnesses of hazing incidents. When asked where these hazing incidents had taken place, 43% 

indicated that hazing occurred both on and off campus.  
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Frequencies for Open-Ended Questions 

There were six different open-ended responses in the Hazing Awareness Survey. (See 

Table 4) These questions focused on the students’ perception of hazing. Definition or view of 

hazing: The majority of students (25.6%) believed that hazing is a certain type of behavior that 

is immoral and forced when joining a club. Others (23.2%) reported that hazing was an action 

that could lead to harm. Reasons for withholding reporting of hazing: Most students (76.5%) 

said they were never hazed. The ones that did experience hazing stated that they were either 

unaware that it was hazing, or that the actions weren’t serious enough to report (8.2%). Hazing 

Characteristics witnessed: Half of the respondents claimed to have never witnessed any hazing 

activities. Embarrassing pranks were witnessed by 16%. Sexual or illegal activities were very 

rare with only 2.7%. Organizations that involved hazing: Response rate was low. 85% 

reported none. College Greek Organizations only got 2.7%. Positive Outcomes of Hazing: 

None was the most recurring answer with 65%. Some participants (22%) felt that hazing was a 

plus for bonding, dedication, and humility. Hazing that personally affected you: None 

garnered 77%. Humiliation was 7.8% 
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Table 4 
Students Feelings about Hazing 

What is your definition or view of hazing? 
 Frequen

cy 
Percent 

Qualifying Behavior: Forced, immoral, etc., to join a 
club 

54 25.6 

Activities that degrades within a club 33 15.6 
Actions that could lead to harm: physically, etc. 49 23.2 
Hazing acceptable within org or club 19 9 
Hazing not necessary/wrong 23 10.9 
Institutionalized/Modern Day Slavery 3 1.4 

If you believe that you had been hazed while participating in a group or 
membership experience, why did you withhold reporting the hazing? 

Had not been hazed 65 76.5 
Did not involve physical abuse 1 1.2 
Withheld for safety reasons 5 5.9 
Hazing acts not serious enough, not worth reporting 7 8.2 
Unaware acts was hazing, willingly accepted acts 7 8.2 
Describe the hazing characteristics and experiences that you have witnessed 

None 56 49.6 
Characteristics: demeaning/isolation/bullying 17 15 
General: embarrassing pranks 18 15.9 
Moderate: forced physical abuse/spending money 17 15 
Severe: sexual events/illegal events 3 2.7 
Rather not say 2 1.8 

What organization have you participated in that involved hazing? 
None 94 84.7 
Modeling troupes  3 2.7 
High school organizations 5 4.5 
Rather not say 2 1.8 
College fraternity/sorority 3 2.7 
College athletics  3 2.7 

What are the positive outcomes of hazing? 
None 126 64.6 
Survive or Die 9 4.6 
Would not know/unaware 7 3.6 
Plus for bonding/dedication/humility 42 21.5 
Not all harmful- organization appreciation 11 5.6 

Describe hazing that has personally affected you 
None 79 76.7 
School performance was effected 3 2.9 
Hazing at HBCUs 3 2.9 
Rather not say 2 1.9 
Knowing band members  5 4.9 
Excessive workload/sleep deprivation 3 2.9 
Humiliation 8 7.8 
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Table 5 
Socio-demographic Differences of Hazing Beliefs and Activities 

Gender and Belief1 

 Frequency2 Percent X2, P Value 
Female 13 9.4 X2=6.54, p=.011 Male 15 22.4 

Gender and Awareness of Hazing3 

Female  113 79.6 X2=3.56, p=.05 Male 46 67.6 
Gender and Previous Hazing4 

Female 9 6.4 X2=6.24, p=.013 Male 12 17.4 
Gender and Being Hazed5 

Female 16 11.3 X2=4.07, p=.044 Male 2 2.9 
Classification and Advisor Involvement6 

 Frequency Percent  
Freshman 2 10.5 

X2=7.87, p=.05 Sophomore 1 2.7 
Junior 0 0 
Senior 0 0 

Location and Belief 
Dorm Room 0 0 

X2=7.23, p=.03 Dorm Apartment 3 20 
Off Campus 9 5.2 

1. Belief: Refers to question 7 in Hazing Awareness Survey. do you believe that you have been hazed 
while participating for membership in a group or organization 

2. All of the frequencies and percentiles are based on “yes” responses  
3. Question 23: Are you aware that hazing is taking place on campus in groups, clubs, org, etc. 
4. Question 25: Have you experienced hazing before coming to college 
5. Question 8: Have you ever been hazed while engaging in the pursuit of a student, club, group, or org 

as for membership 
6. Question 12: Was the advisor/coaches and university leader involved in hazing of members and 

participants 

X2 Analysis 

Table 5 shows the significant differences in responses of the participants based on 

gender, classification, and location.  

Gender 

There were various differences between the responses of males and females. Figure 1.1 

shows the gender differences concerning belief of being hazed.  

Ninety-four percent (9.4%) of females and 22.4% of males believed that they were hazed 

while participating for membership in a group or organization, as opposed to 90.6% females and 
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77.6% males not believing that they were being hazed while attempting to become a member of 

an organization. X2(1,N=206)=6.54, p=.01 (see table 5). Figure 1.2 shows gender differences in 

awareness of hazing. More females (79.6%) than males (67.6%) were aware that hazing was 

taking place on campus. X2(1, N=210) =3.56, p=.05 Figure 1.3 shows the gender differences 

concerning previous hazing. More males (17.4%) than females (6.4%) experienced hazing before 

coming to college. X2(1,N=210)=6.24, p=.01 Figure 1.4 highlights gender and experiencing 

hazing. More females (11.3%) than males (2.9%) were hazed while engaging in pursuit of a 

student club, group, or organization for membership. X2(1, N=210) = 4.07, p=.04. 

Classification 

Figure 2 highlights the differences between classification and advisor involvement in 

hazing activities. Only lowerclassmen (freshmen 10.5% and sophomores 2.7%) reported that 

advisors were involved in the hazing of members and participants. None of the juniors or seniors 

provided any information. X2(3, N=135) =7.87, p=.05 (See Table 5) 

Location 

Figure 3.1 highlights the differences between the living location of the participants and 

their belief of being hazed. Only the students that resided in the dorm apartments (20%) and 

students off campus (5.2%) expressed a belief in being hazed. X2(2, N=212) = 7.23, p=.03 

Figure 3.2 shows the differences in living location and first experience with hazing. In the dorm 

room, the highest incidence of first time hazing was in college (50%). In the dorm apartment, all 

the participants reported experiencing hazing in college for the first time. Off campus students 

reported 61.3% experienced hazing for the first time in college. X2(4, N=74) =13.66, p=.01 (See 

Table 5) 
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DISCUSSION 

The purpose of this study was to determine the awareness of hazing by undergraduate 

African American students concerning participation and non-participation. Descriptive results of 

the Hazing Awareness Survey Scale (HASS) revealed more upper classmen students than the 

freshmen classification participated. As well, there were more female respondents than males 

and more students lived in off-campus housing than on-campus housing. Preliminary analyses of 

the frequencies results revealed that the following variables yielded significant findings: gender, 

classification and living locations. Socio-demographics indicated that there were more female 

students at the senior classification level, while males were the majority at the junior 

classification.  

While both majority females and males were least likely to be part of a student 

organization, males had greater membership in sports and band/Greek letter organizations. 

Females as a majority were members of honors/academic and community organizations.  

Further, the majority of the students answered “yes” when asked if he or she was aware 

of the anti-hazing policies when joining or participating in an organization. As well, a majority 

of the students were aware of practices on their campus aimed at preventing hazing. However, a 
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majority of the students stated that they participated in workshops, seminars, and/or forums that 

promoted prevention and intervention approaches about hazing. It seems that students are willing 

to engage in agreeing to anti-hazing policies; however, they seem not to be interested in the 

resolution of hazing. These students perhaps believe that when pursuing an organization that 

there is an expectation for some level of hazing to take place. Additionally, students may be 

accepting conformity to participate in a group or organization that is sacred to the members and 

their pledges.  

One-fourth of the students stated that they had witnessed hazing incidents taking place. 

Approximately, two-fifths of the students were aware of hazing taking place on and off campus. 

Furthermore, students’ perceptions and views about the definition of hazing seem to be adequate, 

and realized that the individual is doing something against their will to join or participate in a 

group or organization. Students who believed that they had been hazed while participating in a 

group or membership withheld reporting the hazing acts and willingly accepted the acts; some 

hazing acts were not seen as not serious enough and noteworthy to report; and withheld for 

safety reasons, and the hazing act did not involve physical abuse.  

Almost fifty percent of the students surveyed described hazing characteristics and 

experiences that they had witnessed as demeaning, isolation, bullying, embarrassing pranks, 

forced physical abuse, spending their own money, sexual and illegal events. Of the students 

surveyed, fourteen percent participated in hazing that involved high school organizations, the 

modeling troupes, college fraternities and sororities, and athletics. Approximately, twenty-two 

percent of the students surveyed listed positive outcomes as bonding, dedication and humility, 

and the other fourteen percent stated positive outcomes as organization appreciation (not all 

harmful) and survive (successful) or die (fail to make it). Twenty-two percent of the students 
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surveyed described how hazing personally affected them through influencing their school 

performance, humiliation, excessive workload, and sleep deprivation, and knowing the band 

members involved.  

Moreover, Chi square analyses indicate numerous differences between the responses of 

females and males concerning their belief about being hazed, awareness of hazing involvement 

engaging in hazing, and experience in hazing activities. Figure 1.1 shows that the chi square 

analyses clearly indicate significant findings that males believed that they were hazed while 

females were less likely to believe that they were being hazed to become a member of a group or 

organization. While Figure 4 indicated that more females than males were hazed while engaging 

in pursuit of a student group or organization. Students may define hazing in different ways which 

leads to vulnerability to harm. It is important to provide female students with a broader variety of 

information related to different forms of hazing. Perhaps males and females can benefit from 

psychodrama intervention activities and exercises related to subtle types of hazing that could 

escalate to more extreme hazing behaviors as potential pledgees. Campo et al. (2005) found that 

there was a clear discrepancy between self-identification as engaging in hazing and participation 

in hazing as defined by university policy. In this study, students did perceive hazing as harmful; 

however, students were neutral regarding their susceptibility to harm.  

Figure 1.2 illustrated that females were more aware of hazing that was taking place on 

campus than males. While Figure 1.3 has shown that more males had experienced hazing before 

coming to college. On the one hand, findings here seem to suggest that females’ perception of 

hazing taking place on campus is higher than males; whereas many of those females may not 

pursue membership in groups or organizations where hazing takes place. On the other hand, 

males are aware of hazing at the high school level which may indicate why males can distinguish 
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hazing taking place when the hazing acts are subtle. Also, females maybe less likely to disclose 

that hazing is taking place to maintain a cover of toughness or to protect the honor of conduct; 

most females don’t behave in such dastardly ways; it is unbecoming to be viewed as physically 

abusive, and females may desire to maintain the code of commitment to secrecy at a greater 

extent than do males. While males are known to be more aggressive, abusive and rugged in 

behavior in the public eye in pledging interactions than in female group interactions while 

pledging. Allen and Madden (2006) National Study on Hazing found that many students come to 

college having experienced hazing in high school. Figures 3.1 and 3.2 indicated that the chi 

square findings concerning differences in living locations and belief of being hazed, and 

students’ first experience with hazing. Students living in the dorm apartments and living off 

campus believed that they were being hazed. The highest incident of first time hazing was in 

college. In which most of the students experienced hazing for the first time in college through 

living in a dorm room, dorm apartment and living off campus. 

In addition, Figure 2 provides findings that shed light between student classification and 

advisor involvement in hazing activities. Lower classification students shared information that 

reported that advisors were involved in the hazing of members and participants during the 

pledging process. Again, Allan and Madden (2006) National Study of Student Hazing support 

these results. They found that forty percent of the students who reported being involved in hazing 

behaviors reported that a coach or organization advisor was aware of hazing activities. In the 

same way, twenty-two percent of the students reported that the coach or advisor was involved in 

the hazing. Indeed, anti-hazing policies, intervention training and other ethical guidelines should 

include college, university and post-secondary coaches, staff, faculty and administration 

members engaging with student groups and organizations.  
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One limitation of this study was that the sample for the study came from four 

undergraduate psychology classes which narrows the generalization of the findings. The sample 

size was small. Other Historically Black University and Colleges should be included. This 

sample limited the degree of valid outcomes of the statistical results. The study perhaps also have 

been limited to possible response bias due to inquiry following the death of a pledging incident 

which ended in the death of a student. 

This study inquiry explored some of the survey item content paths of Allen and Madden 

(2006) National Pilot Study on Hazing; no questionnaires were identified on the topic to create 

an item bank baseline. Therefore, the questionnaire for this study was developed by the 

researcher. Despite the limitations of the present study, it has helped isolate and identify major 

factors associated with African American college students’ awareness and perceptions 

concerning hazing activities and behaviors. Also, this study highlights differences in hazing 

awareness, behaviors and perceptions that need to be further investigated to broaden the focus of 

hazing awareness, intervention and training resources to systematically reduce extreme violent 

hazing behavior among students and faculty advisors. More future research is needed in this area 

to further examine systematic measures concerning hazing intervention models for African 

American college students when joining groups and organizations; explore leadership 

development preparation for appropriate group and organizational activities with exercises for 

member development. Financial resources provided for research is proposed to explore racial 

differences in hazing rituals and traditions that permeates hazing among undergraduate and 

alumni organization members to eradicate hazing in the various ranks. Case studies are needed to 

understand the fallacies and hidden activities of hazing among African American college 

students, community groups and organizations. Expanded research concerning hazing awareness, 
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intervention and problem-solving models for HBCUs and African American alumni and 

community organizations which can assist with curtailing and/or terminating member abuse is 

greatly needed.  
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On the Present Situation of the Ideological and Political Education of Higher 

Vocational Education Colleges in China 
 

Abstract 

Since the reform and open, the higher vocational education that raised a lot of qualified talented 
person for the construction of socialism with Chinese characteristics has got profound 
development, and pushed forward the development of not only the higher vocational colleges 
themselves but also the whole society. However, behind the positive mainstream, there existed 
many problems never be neglected. This gives rise to grim challenge to the administration and 
the ideological and political education of the higher vocational colleges. In this paper, first, the 
characteristics of the students and the content of the ideological and political education of higher 
vocational colleges were discussed as a point of penetration; then, the paper analyzed the 
existing questions of the students’ ideological and political education; to sum up, the practical 
solutions were offered. 

 

 

 

1. The connotation of the ideological and political education of the students of higher 
vocational college 

The ideological and political education is referred to “the society or the social groups 

exert purposeful, systematic and organized influence with certain mind, political views and 

moral rules to their members, and by this way, to make them form certain social practical 

activities that fit the social ideology and morality.” [1] The ideological and political education of 

university students is referred to “in order to raise the students as the constructors of socialism 

who has lofty ideals, moral integrity, a better education and a good sense of disciplines, the 

educationists transferred the Party and the country’s demands related with politics, ideology, law 

and discipline and psychology into the university students’ moral character by exerting 

purposeful, systematic and organized influence to them.” [2]Then, we can define the meaning of 

the ideological and political education of higher vocational students as: according to the Party 
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and the country’s demands, and abiding by the characteristics of students’ body and mind and the 

developmental rule of the higher vocational education, the higher vocational colleges develop the 

students’ ideology and mortality matched the society’s requirement through exerting purposeful, 

systematic and organized influence to them. 

2. Main content of the ideological and political education of the higher vocational students 
2.1 The characteristics of the higher vocational students 
2.1.1 A weaker cultural foundation of the original students 

First, because of the particularity of the way to recruit students of the higher vocational 

colleges, they usually have a big planned amount of enrolling new ones. Second, the students 

who entered into the vocational colleges are usually the ones on a lower level, that is to say, they 

are the “delinquent” students not good at a mastery of basic and comprehensive knowledge. 

Third, most of the students are those from “the three schools”(vestibule school, polytechnic 

school, and higher post school).Their education background are different, thus no matter the 

amount of their basic knowledge, or the accuracy, the systematicness and the comprehensiveness 

of the knowledge they mastered, are both have a big gap with the general senior high school 

students. 

2.1.2 The ideological characteristics of the higher vocational students 

Generally speaking, the ideological quality of the higher vocational college students is 

good, but the source of the students and the difference also reflect the special ideological 

characteristics of the higher vocational students themselves. 

The students of the higher vocational colleges are usually having an active and forward-

looking thinking, but lacking of judgment ability. They are easy to accept the new thought and 

new concept. In the second classroom activities, most of the students have a good behavior. 
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However, they are not good at making judgments from right and wrong, they are usually 

following the crowd, they do not have a standard of judging and they usually act by loyalty. 

The ideological quality is relatively low. The students do not do very well at the aspects 

of basic cultural etiquette, behavior cultivation and moral view. For example, the learning 

initiative and self-knowing, the awareness of respecting teachers, coordinating, observing the 

public order and environmental protection. 

The value view tends to be utilitarian and practical. With the development of the market 

economy, people’s behavioral foibles, mental condition, thinking method, value view and life 

attitude have all changed a lot. These changes can enhance students’ awareness of efficiency, 

independence and competition, while can also give birth to many undesirable trend, such as 

Mammonism, hedonism and egoism. Students may lose themselves when facing up the society 

of multiple value orientation. 

2.1.3 The behavior characteristics of higher vocational students 

Low study enthusiasm .This is the most outstanding characteristic. Most of them don’t 

like learning theory knowledge; lack the learning motivation and no interest in learning. They 

even don’t want to learn. That’s what we called “learning boring”. They don’t have a clear 

learning goals, without fully planned, and large number of the students are tired of learning. 

Some of them even play truant, skipping classes and unexcused absences. They spend so much 

time surfing, chatting, playing games and falling in love that they neglect their studies. 

Weak self-control. Higher vocational College students think of themselves as adults, and 

they already have the capacity to act independently. Their individual consciousnesses 

increasingly inflate. They pay more attention to their own honor; ignore others and the collective 

interests. What’s more, they make themselves be the antithesis of the society and others. They 
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don’t want to accept teachers’ education. However, they have poor self-control ability and self-

care ability in practical study and life. It is precisely in these areas they rely on teacher’s 

supervision. 

2.1.4 The psychological characteristics of the higher vocational students 

Lacking of self-confidence. The students of higher vocational colleges usually have a 

sense of inferiority not only because of the lower recognition of the society and the improper 

valuation about the status and function of the higher vocational education, but also because of the 

weak mastery of knowledge and the loose condition of the professional mind of the higher 

vocational students themselves. 

A severe recalcitrant psychology. The students entered into the higher vocational colleges 

are usually those who have a lot of negative problems among all the general senior high school 

students, such as they are not good at studying, having a weak psychological situation, or a lower 

comprehensive quality compared with their peers. Most of the higher vocational students bear a 

wrong attitude towards studying. When they have a different teaching condition, faculty force, 

and teaching level with what they have expected, they will have a much worse recalcitrant 

psychology. As a result, they do what the teachers do not hope them to do. 

2.2 The content of the ideological and political education of the higher vocational colleges 

The characteristics of the students’ source, the behavior, the mind and the psychology 

determined the main content of the ideological and political education of our country’s higher 

vocational colleges. At the present stage, this kind of education concludes five perspectives that 

is the education of ideal and faith, patriotism, professional ethics, mental health, and humanistic 

quality. 



1818 

Ideal and faith education is the soul and foundation of ideological and political education. 

The ideal and faith will be the lasting spiritual power to dominant people’s activity as it has 

formed. To strengthen vocational students’ ideal and faith education is mainly through 

strengthening the education of their outlook of life and values and enhancing the education of 

beliefs to the Marxism and Communism, the trusts to the Party and the government, and the 

confidence to the construction of socialism with Chinese characteristics. 

As a historical category, patriotism is embodied in different aspects in different historic 

periods of the social development. In the new period, the education in patriotism among 

vocational students should not only carry on the traditional patriotic spirit, but also be combined 

with the reality of the time and the students so as to innovate patriotism and help the vocational 

students establish the sense of national states and cultivate patriotic feeling during the 

development of socialism with Chinese characteristics. What’s more, the education in patriotism 

should also encourage the students to set up the moral rules of handling with and harmonizing 

the relationships between human beings, between man and society and between man and nature.  

Professional ethics is composed of professional ideal, duty, discipline, manner and so on 

with the ideal as core and soul. The ideological and political education among the vocational 

students should be embodied in education in professional ideal to cultivate the students’ sense of 

social missions of serving grass roots and devoting themselves to the society; education in 

professional code of ethics with honesty and trustworthiness as core to interpret the importance 

of honesty and justice to the personal vocational development; education in professional manner 

reflected by loving and respecting their jobs to help the students build the sense of vocational 

service and responsibility; education in professional discipline embodied in observing laws and 

disciplines and performing official duties honestly to help the students set up the consciousness 
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of professional laws and vocational rules and education in moral hazard and team cooperation to 

lead the students to form the consciousness of post responsibility and vocational emotional 

closeness.  

According to the psychological characteristics, such as inferiority, dereism, addictive of 

network, and high-depression of the higher vocational students, the higher vocational colleges 

should develop students’ self-confidence education, and guide the students to have a right 

understand and evaluation about themselves to strengthen their ability of adapting to the new 

environment and to eliminate the students’ anxiety of facing the new situation; on the other hand, 

the colleges should reinforce the vocational students’ emotional education to form a kind of self-

love, self-discipline, self-reliance in their character; at the same time, the vocational colleges 

should also strengthen the vocational students’ professional psychological education to enhance 

their anti-stress power so that they can have a right attitude to woke in the grass-roots units. 

Humanistic quality is also called as cultural quality; it is referred to that individuals make 

the spiritual and cultural products their own spiritual quality by absorbing and understanding the 

spiritual and cultural products. The education of humanistic quality is not only beneficial to 

broaden students’ knowledge horizon, active their thinking and conjure up their creative 

inspiration, but also good for nurturing the vocational students humanistic spirit and sublimation 

of their personalities to be a person with ability roundly. Strengthening the vocational students’ 

humanistic quality education means to enhance their education of morality, aesthetic, personality 

and popularity of science and to improve their technological literacy and thinking skills. The 

higher vocational colleges should try their best to change the technological value orientation of 

treasuring science and neglecting the humanities by regarding the humanistic quality education 

as the breaking point of improving their cultural taste.  
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3. The main issues that lies in the ideological and political education of the higher 
vocational students 

The main stream of the higher vocational colleges’ ideological and political education is 

positive and upward, and has achieved a lot. Meanwhile, there also exist many problems under 

the new situation.  

3.1 There are generally psychological healthy problems existing in the higher vocational 
students 

The most important representation is the deviation of the students’ self-perception and 

self-positioning. The social recognition of the higher vocational education is on a low level. For 

a long time, there has been a kind of ideological understanding in our society: The higher 

vocational colleges are the ones receive the students of below average level, being abuse of 

thinking and having bad behavior, thus many people think that the higher vocational education is 

inferior to others. By the influence of this wrong view, many students of higher vocational 

colleges just gave themselves up, and could not have a right perspective about their own ideal 

pursuit and the value of social existence. What’s more, when they are facing up some kind of 

abnormal vision, they usually lose their self-respect and when they are facing up frustrations, 

they usually lose themselves and do not know what to do. On the other hand, the inferiority 

mentality that the students reflect when they are communicating with the society is also a 

negative representation of the point. To sum up, the higher vocational students are easy to lose 

themselves and going on a wrong way. 

3.2 There is not enough attention to the ideological and political education of the higher 
vocational colleges 

First of all, from the perspective of the colleges themselves, this point is mainly reflected 

by the amount of the ideological and political educational courses being cut down in the higher 

vocational colleges, and this is mainly due to the higher vocational colleges usually pay much 

more attention to the vocational skills, and the corresponding emphasis on the ideological and 
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political education is much less. The view of “Skill-oriented” dominant the guiding position. The 

professional courses are valued and, adversely, the curriculums for basic knowledge and for skill 

expansion are just empty shell. The colleges are never realizing the importance of ideological 

and political education radically as they just cut down the courses that the state requires 

randomly. 

Secondly, from the perspective of the students themselves. At the present time, students 

who want to go to further study can get the opportunities to develop themselves as most of the 

higher vocational colleges only has the right and ability to construct the junior majors. Then, 

over time, they could only focus all their energy on the professional skills’ study and do not think 

the ideological and political courses are necessary to themselves. The lack of internal motivation 

of the study leads to the short shrift of the ideological and political education. 

3.3 The imperfect construction of the instructors leads to the lack of the ideological and 
political education of the students 

Apart from the professional ideological and political teachers, the instructors are the most 

important group that communicates with the students most often. They can give students directly 

educational and guiding work on their mind. However, because of the short time since the 

system of the higher vocational colleges instructor has formed and the imperfect mechanism, 

there are many problems existing in the instructor team. For example, the lower academic level, 

the uncoordinated professional knowledge, and the lack of ideological and political awareness of 

theirs. Most of the instructor cannot treat the students’ ideological and political education 

positively and initiatively. They think that their duty is only to manage the students study and 

daily affairs instead of guiding the students’ ideological and political education in deep 

consciousness. 
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3.4 The pertinence and purposiveness are not enough 

First is the pertinence and purposiveness of the educational method are not enough. The 

different characteristics of the higher vocational students and the general university students ask 

for the different educational methods. However, the higher vocational colleges are not carrying 

out focused teaching activities according to the students’ own characteristics; they are still using 

the cramming method of teaching by neglecting the effect of accepting knowledge of the 

students. 

Second is the pertinence and purposiveness of the content of the ideological and political 

education. This type of education concludes many perspectives, and for the higher vocational 

colleges, they should enhance students’ patriotic education and life value of cultivation 

education, not all aired without consideration. If they do so, the results they have hoped cannot 

be reached. 

4. The countermeasures of the ideological and political education of higher vocational 
students 

4.1 Popularizing the education of the psychological healthy knowledge to help students 
strengthen the self-cultivation and keep psychological healthy. 

The higher vocational colleges can enhance the students’ psychological health education 

by offer ideological and moral courses or elective courses such as psychological counseling. 

During the course of studying, the cultivation of world outlook, life view and value view should 

be paid urgent attention so that the students can get rid of the feeling of inferiority and find an 

appropriate way to review themselves and give themselves a right position. In addition, the 

colleges should value the work of establishing psychological counseling room to provide a 

method or place for the students to vent their angry or other negative emotions. By doing this, 

the students’ mind can be effectively guided and corrected. 
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4.2 Improving the systematic construction to ensure that the ideological and political 
education be implemented 

The higher vocational colleges should improve the system requirements. Specifically 

speaking, they should set the ideological and political curriculums according to the law and 

regulations strictly and eliminate the phenomenon of cutting down the amount of the courses 

randomly so that they can put professional skills education and ideological and political 

education on the same footing. On the other hand, the state educational department should 

reform the drawbacks of the higher vocational education to give the students the same chance to 

access to the higher colleges. This is a good way to arouse their own appreciation to the 

curriculums of ideological and political education. 

4.3 Improving the ideological and political quality of the instructors in the higher 
vocational colleges 

As the close affinity between the instructors and the students, this aspect should be given 

most important attention. First, improving the instructors’ theoretical attainment. Enough and 

solid theory can provide instructors with directive, purposive and comprehensive theoretical 

ground when they are working in the area of the ideological and political education. Secondly, 

improving the instructors’ professional quality. It means that when the instructors are guiding the 

students with ideological and political knowledge, they should do it in a flexible and appropriate 

way according to the higher vocational students’ own characteristics.  

4.4 Exerting the function of network in a proper way 

All kinds of network information, including the healthy part and the unhealthy one, exert 

an influence that cannot be neglected to the mind of the higher vocational colleges. The colleges 

should make full use of the network to hold varieties of activities, such as network class meeting. 

New communicating method can make the communication with students much easier and 

effective as well as deepen the students’ education of ideological and political from the side. 
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Meanwhile, the colleges should strengthen the students’ network moral education to improve 

their immunity of the unhealthy information of the network. 
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Notes 

[1]Social scientific research and ideological and political secretary group of the Department of Education. Principle 
of Ideological and Political Education [M].Beijing: Higher Education Press, 1999. 

[2]Yu Xinxin, Meng Xin. University Students’ Ideological and Political Education [M]. Hei Longjiang, Ha Erben 
Map Press, 2006 
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Historical and Cultural Attitudes of African Americans Females that Affect 

Their Childhood Obesity and Diabetes Rates 
 

Childhood obesity in the United States has increased substantially in recent years and has 

become a national health crisis. Childhood obesity has reached epidemic proportions. According 

to the Centers for Disease Control and Prevention (CDC) trends show that childhood obesity 

increased between the 1970s and the first decade of the 21st century. In 2009-2010, 16.9% of 

U.S. children and adolescents were obese (Ogden et al., 2012). Among children and adolescents, 

aged 2-19, more than 5 million girls and approximately 7 million boys were obese. Research has 

showed that among children and adolescents, the presence of obesity was higher among 

adolescents than among preschool-aged children (Ogden et al., 2012). This research estimates 

that approximately 31.7% of children aged 2-19 are overweight or obese. According to the 

CDC’s Body Mass Index (BMI) for children and teens, overweight is defined as a BMI equal to 

the 85th to less than the 95th percentile, while obesity is defined as a BMI greater than or equal to 

the age- and sex specific 95th percentiles of the CDC growth charts (Ogden et al., 2012). A 

combination of poor diet and the lack of physical activity aid in the overweight and obesity 

numbers being extremely high. According to the American Academy of Child & Adolescent 

Psychiatry (2008), between 16-33% of American children and adolescents meet the criteria for 

being categorized as obese and overweight children are at high risk for an array of correlated 

medical and psychiatric difficulties. It is clear that the quality of life for overweight and obese 

children is significantly impaired (Ward-Benoche, Gance-Cleveland, Harris, & Dean, 2008).  

This alarming percentage of excess weight reflects one in every three children as having 

the potential to develop Type 2 diabetes, hypertension, heart disease as well as other chronic 

diseases and reduces the life span. As stated in a variety of sources, childhood obesity continues 
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to be a problem that plagues this country (the United States of America) especially for rural and 

disadvantaged youth.  

Children, who are overweight or obese, have a much greater chance of becoming 

overweight adolescents and adults if their weight issues go unchecked. The need to address the 

problem of overweight and obesity early in one’s life is paramount to providing individuals with 

the necessary tools to modify their behavioral risk factors and to ensure a healthier quality of life. 

Weight issues can lead to many health risks and may also lead to exclusion by their peer groups. 

The World Health Organization further projects that approximately 2.3 billion adults will be 

overweight and more than 700 million will be obese by 2015 

(http://www.who.int/mediacentre/factsheets/fs311/en/index.html).  

The prevalence of obesity has become one of the most critical health issues in both South 

Carolina and the United States. The immediate pass U.S. Surgeon General Richard Carmona has 

called obesity America’s single biggest health problem. Obesity cuts across all age groups, 

economic levels, and racial and ethnic groups but is particularly prevalent in minority 

communities. For example, compared with whites, blacks have 51% higher obesity rates (CDC, 

2008). An estimated 3.7 million or 14.7 percent of all non-Hispanic blacks age 20 and older have 

diabetes (CDC, 2012).  

There are many social contributors to the disproportionate numbers of obesity in African 

American children. More to the point, cultural and historical differences must be addressed when 

discussing the disproportionate number of obese African American children. A study on Racial 

Identity and the Development of Body Image Issues among African American Adolescent Girls 

(Hesse-Biber, Howling, Leavy, and Lovejoy, 1996) found that body image concerns did not 

occupy a central place in the lives of the African American female respondents. Many of the 

http://www.who.int/mediacentre/factsheets/fs311/en/index.html


1830 

girls did express an interest in how they looked; particularly in terms of hair style and 

complexion. However, the majority of African American female respondents did not see their 

weight as problematic. Rather, they believed their overweight body types were appropriate 

because of the compliments they receive from their male peers. However, in essence, their body 

types were larger than what is healthy for women their age.  

Mothers are a great source of influence for African American females. They act as 

mediators between their culture and the dominant culture. As such, it is their role to instill in 

their daughters coping mechanisms for the larger world (Carothers, 1990). African American 

mothers mold their daughters into women through both lecture and example. Yet, even in 

instances in which mothers teach their children to be proud of their race, to strive towards a 

career, and to feel confident being women, the body types of their daughters did not factor into 

the criteria for successful living (Hesse-Biber, Howling, Leavy, Lovejoy, 1996). This has 

primarily to do with the fact that most African American mothers and grandmothers are 

themselves overweight. 

The American Academy of Child & Adolescent Psychiatry (2008) and Klein & Dietz 

(2009) attest to the fact that obesity prevention is essential in improving the health of the general 

public and controlling health care costs. Approximately 300,000 deaths each year are attributable 

to unhealthy weight gain due to poor diet and lack of exercise, and the yearly financial toll on the 

U.S. for problems associated with obesity was estimated to be about $117 billion in 2000 

(aacap.org, 2008; Weschler, McKenna, Lee, & Dietz, 2004). According to Khan (2012), in a new 

study published in the Journal of Health Economics, health care costs related to obesity total 

more than $190 billion annually – more than double previous estimates. The study went on to 

say that an obese person’s annual medical cost is $2,700 higher, in 2005 dollars, than a non-
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obese person and if compared to 2010 dollars, the last year data was available, that is equivalent 

to almost $3,000. The study also showed that more than 35% of adults in the U.S. older than 20 

are considered to be obese. In 1985, no state had an obesity rate higher than 14%. By 2010, no 

state had an obesity rate lower than 20% (CDC). Costs associated with obesity account for $190 

billion annually – 121 percent higher than previous estimates. More than 20.6 percent of all 

national health expenditures are spent on managing obesity and the related plethora of health 

problems, as reported by Khan (2012).  

In high school and middle school children, obesity climbed from 5 percent to 18.1 

percent. With the increase in obesity, the Centers for Disease Control and Prevention must 

address physical and mental health concerns that are becoming more prominent throughout the 

affected age groups. The U.S. Surgeon General has identified obesity as an “epidemic” and “one 

of the greatest health problems facing the nation today” (Weschler et al., 2004, p. 4). It is 

believed that obesity prevents a child from functioning at his or her ideal capability. The 

National Association of state Boards of Education (NASBE) alleges that “health and success in 

school are interrelated” (Weschler et al., 2004). Obesity inhibits optimal health and consequently 

causes psychological complications, psychosocial complications, and can lead to academic 

difficulties (Weschler et al., 2004). Ebbeling, Pawlak, & Ludwig (2002) contended that obese 

children are very often stereotyped as unhealthy, academically incompetent, socially inept, 

unhygienic, and lazy. In addition, overweight children are often bullied and taunted by their 

peers, which can be extremely upsetting. Strauss (2000) asserted that “negative attitudes toward 

obese children begin quite young and may be difficult to change” (p. 5). 

The rise in obesity among young people parallels a rise in Type II diabetes, which was 

previously rare in children (Callahan, 2011). The CDC reports that in the last two decades, Type 

http://www.studentpulse.com/keyword/education
http://www.livestrong.com/article/364547-how-obesity-affects-children-in-school/
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2 diabetes, formerly known as adult-onset diabetes, has been reported among U.S. children and 

adolescents with increasing frequency. The SEARCH for Diabetes in Youth Study (SEARCH 

Study) concluded that African American adolescents are impacted substantially by both Type 1 

and Type 2 diabetes (CDC and the National Institute of Diabetes and Digestive and Kidney 

Diseases, 2001-2005). Consistent with the pattern of disease occurrence in adults, Type 2 

diabetes in youth is more common among nonwhite populations, including African Americans, 

than among non-Hispanic white (NHW) populations (Pinhas-Hamiel & Zeitler, 2005). The 

burden of Type 1 diabetes in African American youth has been less emphasized in the literature 

than that of Type 2 diabetes. The SEARCH Study reported that among youth aged 10-19 years, 

the estimated prevalence of Type 1 diabetes in 2001 among African American youth was 2.07 

per 1,000 compared with 1.05 per 1,000 for Type 2 diabetes, thus demonstrating that Type 1 

diabetes is an important contributor to the overall health status of the population of African 

American youth (Pinhas-Hamiel & Zeitler, 2005). 

Diabetes often exerts emotional impact on individuals when their blood sugar levels are 

affected by the disease and an individual may go through mood swings. It is reported that when a 

female is diabetic and is also going through puberty, hormonal changes can further affect her 

mental and emotional states (Callahan, 2011). These same changes can also influence or hinder 

her academic performance. When each compounds the other, she may experience significant 

impact on her ability to concentrate, retain interest, complete tasks or interact with other 

students. Because of the risks of emotional and mental imbalance associated with Type 2 

diabetes and other side effects of obesity, the student’s performance in other areas, such as 

mathematics, English or science, may also suffer (Callahan, 2011). 
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According to The New York State Diabetes Prevention and Control Program (DPCP) 

(2013), diabetes is not only common and serious; it is also a very costly disease. The cost of 

treating diabetes is staggering. The American Diabetes Association reports that the annual cost of 

diabetes in medical expenses and lost productivity rose from $98 billion in 1997 to $132 billion 

in 2002 to $174 billion in 2007. One out of every five U.S. federal health care dollars is spent 

treating people with diabetes. The average yearly health care costs for a person without diabetes 

is $2,560; for a person with diabetes, that figure soars to $11,744. Much of the human and 

financial costs can be avoided with proven diabetes prevention and management steps (DPCP, 

2013). 

There must be innovative research to address the burden of the overweight and obesity 

epidemic in African American pre-teen and teenage girls in the rural and poverty areas in 

Orangeburg County, South Carolina. In 2001, (Styne) wrote that research estimates 80% of 

overweight adolescents continue to be obese into adulthood. This intervention strategy is aimed 

at helping participants overcome obesity before entering adulthood. The health consequences 

attributed to obesity include but are not limited to risk factors for diabetes, heart disease and 

other chronic illnesses. In this light, obese body types are highly encouraged in the African 

American community through racy music videos, body types of musical entertainers and 

athletes, and family affirmation of unhealthy food portions and sedentary lifestyles. 
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Past, Present, and Future of Four Hispanic Communities in Hudson County, 

New Jersey 
 

Resumen: 

En este trabajo se analizan las tendencias migratorias de cuatro grupos de comunidades 
hispanohablantes: cubanos, ecuatorianos, salvadoreños y mexicanos radicados en el estado de 
Nueva Jersey, principalmente en el condado de Hudson. La investigación por la red y dos 
entrevistas personales proporcionaron datos adecuados para los cubanos, ecuatorianos y 
salvadoreños en el condado. Para la población mexicana, he investigado la inmigración a nivel 
estatal. La monografía comienza con una breve historia de la inmigración de cada grupo dentro 
de los Estados Unidos, incluyendo información sobre su condición socioeconómica, 
participación política, su impacto cultural, y nivel educativo. Luego, a partir de estas tendencias 
y características, se llega a conclusiones especificas con respecto a los cuatro grupos, teniendo en 
cuenta el tiempo transcurrido desde la primera gran oleada migratoria de cada grupo, nivel 
económico y educativo, el número de inmigrantes, y la capacidad de formar una comunidad. En 
general, se vislumbra un futuro más prospero y más poder político para los cubanos, mientras 
que el futuro de la comunidad mexicana depende sustancialmente de su desarrollo educativo. 

 

 

 

Introducción:  

La presencia hispana en el estado de Nueva Jersey, muy en especial en el condado de 

Hudson, se ha ido reafirmando progresivamente en ciudades como Union City, West New York, 

North Bergen, y Guttenberg. De hecho, 42.4% de la población de todo el condado es hispana 

(“Hudson County QuickFacts”). Entre los grupos que constituyen esta presencia se encuentran 

los cubanos, los ecuatorianos, los salvadoreños y los mexicanos. Este último no cuenta con una 

gran presencia numérica en el condado, pero se ha incluido en el presente estudio tanto por su 

importancia en otras partes del estado como por ser el grueso de la inmigración hispana de los 

Estados Unidos.  
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El recuento histórico de las causas principales que motivaron a estos grupos a venir a los 

Estados Unidos señala las similitudes y las diferencias existentes entre ellos, lo cual facilita el 

análisis de su crecimiento socioeconómico, su nivel educativo, impacto cultural en el condado y 

participación política en ciertos casos. Finalmente, se señalan algunos de los factores 

fundamentales que sitúan a esta minoría entre las minorías más prósperas y de mayor pujanza de 

los Estados Unidos actualmente.  

La Comunidad Cubana 

Debido a las características particulares de la inmigración cubana y las comunidades 

establecidas por los cubanos en los Estados Unidos, específicamente en el condado de Hudson en 

Nueva Jersey, los cubanos se han distinguido en la política, la educación, los negocios, y en sus 

contribuciones culturales al condado.  

Vale destacar que la inmigración cubana fue aceptada sin grandes dificultades en casi 

todo el estado lo cual facilitó su integración a la sociedad americana. Haciendo un poco de 

historia, hay que recordar que en 1959, Fidel Castro llegó al poder en Cuba. Las restricciones 

políticas del nuevo gobierno causaron que muchos cubanos quisieran irse del país. Primero, 

salieron al exilio aquellos que estaban involucrados en el gobierno de Fulgencio Batista y los que 

pertenecían a las clases socioeconómicas más altas del país. Sin embargo, a partir de 1966, 

llegaron más cubanos por los Vuelos de la Libertad o un tercer país (México o España) (Yanez, 

“Cuba”). Muchos eran de la clase media, profesionales y trabajadores especializados, pero 

también cubanos que provenían de distintos sectores de la población y del interior de la isla. Este 

dato es importante para una mejor comprensión del perfil de la comunidad cubana en los Estados 

Unidos. Como los primeros inmigrantes tenían un nivel educativo bastante alto, esto los ayudó a 

crear una comunidad más prospera y educada que las comunidades mexicana y puertorriqueña 
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que consistían principalmente de personas con un nivel educativo mucho más bajo, y que se 

habían visto forzadas a salir de sus respectivos países por razones primordialmente económicas. 

Los cubanos, sin embargo, habían abandonado su país por razones políticas. Sus ideas en gran 

parte no coincidían con las propuestas del nuevo gobierno de hacer de Cuba un país socialista 

donde ni la libre empresa ni el respeto a la libertad de expresión tenían cabida (“Cubans in the 

United States”). 

Otra ola migratoria que repercutió en el número de cubanos que se radicó en Nueva 

Jersey fue la salida por el puerto del Mariel, situado en la parte austral de Cuba, de más de 

125,000 cubanos. La historia del Mariel (la “crisis”) empezó en abril de 1980 y terminó en 

octubre (Portes and Jensen 929-49). Fidel Castro declaró entonces que los cubanos que querían 

irse de Cuba podían hacerlo. El 50% de los cubanos que vino se quedó en Miami (otro 50% se 

fue a otros estados, incluyendo Nueva Jersey). El efecto de esta ola migratoria durante este 

tiempo fue marginal. La economía local de Miami seguía la tendencia general de la economía de 

los Estados Unidos. El desempleo subió de un 5% a 7.1%, pero este aumento es normal cuando 

hay un número mayor de inmigrantes (Card 245-57).  

Esta ola migratoria puede contrastarse con la inmigración mexicana después de que el 

gobierno aprobara el acta de inmigración en 1965. Los mexicanos inmigraron a los Estados 

Unidos en grupos de aproximadamente 30,000 cada año desde la década del 50 (Borjas). Hace 

algunas décadas, durante la década del 60 y la década del 70, hubo una reacción negativa hacia 

ellos por parte de los sindicatos y la “supremacía blanca”. Los sindicatos, como en cualquier otra 

época en la historia de los Estados Unidos (también había ocurrido con los inmigrantes 

irlandeses y chinos en la segunda mitad del 1800), se quejaron que los mexicanos les estaban 

quitando su empleo. La “supremacía blanca” creía que los mexicanos iban a corromper el 
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sistema de gobierno y el proceso de votar. Es claro que la inmigración de los mexicanos no fue 

bien acogida. Sin embargo los cubanos del Mariel, diez años más tarde a pesar de las dificultades 

que algunas de ellos confrontaron, no provocaron tanta energía negativa como los mexicanos. 

También, se puede observar que los cubanos, en comparación con los mexicanos, se integraron a 

la corriente mucho más fácil.  

Ya para la década del 90, el gobierno de los Estados Unidos había implementado un 

programa de ayuda a los refugiados. La mayoría de los inmigrantes cubanos durante esa época 

eran refugiados. Por eso, los cubanos eran especiales en comparación a otros grupos hispanos. 

Por ejemplo, el programa de relocalización ayudó a un millón de cubanos a encontrar casa y 

trabajo. Esta ayuda financiera les dio la posibilidad de encaminarse en su nuevo país sin las 

restricciones que tuvieron que sufrir otras comunidades hispanas (“History of Cuban 

Immigration to the United States”).  

También, la década de los 90, trajo a los Estados Unidos otra ola migratoria, los llamados 

Balseros. Debido a los tremendos problemas de la economía cubana, principalmente durante el 

periódo especial 1992-95, muchos cubanos decidieron irse de la isla en embarcaciones tan 

frágiles como una balsa hecha de las partes de una llanta. De hecho, hubo un acuerdo entre 

ambos gobiernos para relocalizar a los balseros en distintos estados del país.  

Vale mencionar la nueva ola de jóvenes cubanos que llegó a Nueva Jersey especialmente 

a las ciudades de Union City y West New York a partir de 2000. Son jóvenes profesionales 

quienes, según la socióloga Diana Puñales Morejón, profesora de City College, Nueva York, 

vinieron mejor preparados ya que antes de llegar a los Estados Unidos habían estudiado en otro 

país hispanohablante como España, por ejemplo. Mario Hernández trabaja en un depósito de 

mercancía mientras se prepara para convalidar su título de biólogo marino. Está de tránsito como 
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muchos otros que esperan trasladarse a otra ciudad al finalizar sus estudios en busca de mejores 

oportunidades de trabajo. Es curioso señalar que este grupo reconoce que no vino a los Estados 

Unidos principalmente por razones políticas, sino por razones profesionales y económicas 

(Loboguerrero, “Nueva Ola De Jóvenes Cubanos Llega a NJ”).  

También el empoderamiento de los cubanos se puede observar a nivel político, 

principalmente en la Florida y Nueva Jersey. Más que otros grupos de hispanos, los cubanos han 

participado en la política de los Estados Unidos, especialmente en Miami. En al año 2011, Marco 

Rubio fue elegido para el cargo de senador por el estado de la Florida. Marco Rubio es 

americano nacido en Miami e hijo de inmigrantes (“Marco Rubio Biography”). Otros ejemplos 

del poder político de los cubanos son los miembros del congreso de los Estados Unidos, Lincoln 

Diaz-Balart e Ileana Ross-Lethinen. La historia de la familia de Lincoln Diaz-Balart es también 

un buen reflejo de la importancia de la educación entre los inmigrantes cubanos (“DIAZ-

BALART, Lincoln - Biographical Information”). Además, Nueva Jersey tiene un senador 

cubano: Bob Menéndez. Un dato curioso es que todavía la mayoría de los cubanos apoya el 

partido republicano aunque el partido demócrata va ganando más simpatía entre las generaciones 

más jóvenes de cubanoamericanos.  

Un dato que en parte explica la concentración de los cubanos en Nueva Jersey, 

principalmente en el condado de Hudson, es que desde su llegada al estado, estos prefirieron 

radicarse en zonas suburbanas, de ahí, que muchos se relocalizaran en Union City y West New 

York.  

Primero, Union City era una ciudad de inmigrantes italianos y alemanes, conocida como 

la capital del bordado (Embroidery Capital) (Bartlett, “Little Havana on the Hudson”). Por esta 

razón, fue relativamente fácil para los cubanos encontrar trabajo en la industria de la costura del 
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condado de Hudson. Además, era fácil alquilar una vivienda más grande por menos dinero en esa 

zona, lo cual era importante ya que casi todos los cubanos llegaban con su familia (Bartlett, 

“Little Havana on the Hudson”). También, la cercanía de Union City y West New York a Nueva 

York fue otro factor importante. No es exagerado decir que en una década, de 1960-70, la 

inmigración cubana se duplicó (Gray, “Hudson County a Harbinger of a New Hispanic 

Influence”).  

El espíritu empresarial de los cubanos empezó a manifestarse rápidamente. Aunque el 

desarrollo industrial de Union City y West New York empezó con las factorías de costura 

creadas por los alemanes y holandeses, los negocios de Union City y West New York, 

especialmente en Bergenline Ave., fueron desarrollados por la gestión de los cubanos (Bartlett, 

“Little Havana on the Hudson”). Prueba de este espíritu empresarial son los comentarios de Bob 

Menéndez miembro de la junta de educación en Union City (no nos referimos al senador 

Menéndez): “They call the Cubans the Jews of the Caribbean,” (Bartlett, “Little Havana on the 

Hudson”). Aunque los comentarios son algo estereotipados, no son incorrectos. Los cubanos 

cuando llegaron a Union City y West New York a partir de 1959-1962, en seguida trataron de 

afincarse económicamente. Como se dijo antes, los primeros cubanos que vinieron a los Estados 

Unidos eran de la clase más alta; por eso, muchos tenían el conocimiento y las habilidades para 

encontrar trabajo y/o crear sus propios negocios. Sin embargo, este no era el caso de muchos de 

los cubanos que llegaron al condado de Hudson, quienes en su mayoría no eran ni profesionales 

ni de las clases altas, aunque esto no les impidió el salir adelante. Un ejemplo muy típico de este 

sentimiento y que es emblemático de la comunidad cubana es el de Rene Avila. El Señor Avila, 

un residente de Union City, trabajó en factorías por menos de 50 centavos por hora a su llegada a 

los Estados Unidos; pero, por sus continuos esfuerzos y muchas horas de trabajo, llegó a ser 
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editor de un periódico popular (Bartlett, “Little Havana on the Hudson”). De hecho, durante esta 

época, muchos cubanos abrieron sus propios negocios principalmente en la avenida Bergenline. 

Hay que señalar que durante esa década, el 38 de las tiendas (267 en total) en esta calle estaban 

vacías a diferencia de la situación en 1977, cuando no había ninguna tienda vacía. Los cubanos 

de Union City plantaron la semilla del comercio que se desarrollaría en los años venideros 

(Bartlett, “Little Havana on the Hudson”).  

La Sra. Dadaian, socióloga y consejera de la escuela secundaria Emerson, dijo entonces, 

“si no fuera por los cubanos, Union City y West New York serian un aparcamiento,” (Bartlett, 

“Little Havana on the Hudson”). Un negocio emblemático del éxito empresarial de los cubanos 

es el restaurante, El Artesano, situado en Bergenline Ave., Union City. Los Alfonso inmigraron a 

los Estados Unidos en la década del 70. Según Felix, uno de los hijos de Ignacio, el propietario 

del lugar, “cuando llegaron, ellos se dedicaron a su trabajo con el firme propósito de realizar sus 

sueños.” Ellos comenzaron su negocio en el año 1974 y desde entonces El Artesano se ha 

convertido en uno de los restaurantes más populares y prósperos de la zona. Algunas de las 

estrategias que han utilizado para lograr éxito es introducir comidas de otros países del mundo 

hispánico. Pero, El Artesano nunca ha olvidado observar algunas tradiciones cubanas tales como 

celebrar la Nochebuena. Ese día, dedican una buena parte del restaurante a exhibir carne de 

cerdo, el típico pernil, tamales, arroz con moros, yuca, buñuelos, etc. Además, en el menú 

cotidiano no faltan ni el tamal en cazuela ni la medianoche (bocadillo de jamón, queso, y carne 

de cerdo) (Interview with Felix of El Artesano). 

Además, también durante la década del 80 el gobierno implementó un acta para 

desarrollar más los negocios de Bergenline Avenue en 1983. El acta llamada “Urban Enterprise 

Zone” tenía como propósito ayudar y estimular las áreas más deprimidas de los Estados Unidos 
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por la falta de negocios y desarrollo comercial. En el documento que tiene las regulaciones y los 

términos del acta bajo la sección de comercio, dice que el “Urban Enterprise Zone” fue diseñado 

para ayudar a los negocios más prometedores en Bergenline Avene. No hay duda que la 

influencia de los cubanos, fue y sigue siendo prominente en el desarrollo comercial e impacto 

cultural que han tenido tanto en Union City como en West New York (““Urban Enterprise Zone 

Program”).  

Un ejemplo para destacar la prosperidad de la comunidad cubana y también de otros 

grupos hispanos en el condado de Hudson es el prestigio académico que ha alcanzado la escuela 

primaria, Anna L. Klein, en la ciudad de Guttenberg. También, hay que mencionar la historia 

personal de su director, Pedro Garrido. El señor Garrido, quien es cubano, llegó al condado de 

Hudson cuando tenía 10 años. En ese entonces, solamente había muy pocos estudiantes hispanos, 

incluyendo a los cubanos. Sin embargo a medida que aumentaba el número de hispanos en el 

condado, aumentaba también el número de estudiantes hispanohablantes en la escuela. No cabe 

duda que el esfuerzo de los inmigrantes contribuyó enormemente al crecimiento y al éxito de la 

escuela, la cual ofrece ahora una serie de programas diseñados para ayudar a todos los niños 

según sean sus necesidades. Por ejemplo, la escuela tiene un programa para los niños autistas en 

el que cada niño recibe atención individualizada. También, la escuela tiene un programa bilingüe 

que funciona en distintos niveles. Además, las familias de los alumnos pueden asistir a un 

programa para aprender inglés y ayudarlos en su proceso de adaptación a la vida en los Estados 

Unidos (Interview with Pedro Garrido). 

Debido a los programas intensivos y la buena preparación académica que reciben los 

alumnos, éstos en la escuela secundaria alcanzan un mayor rendimiento. Por ejemplo, en el 

colegio North Bergen, en años recientes, el valedictorian, el salutatorian, y el décimo en la lista 
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habían sido estudiantes de Anna L. Klein. Además, el año pasado (2011-12), un estudiante 

graduado de Anna L. Klein, recibió la beca de Bill Gates (para los estudiantes de las minorías) 

para asistir a la Universidad de Pennsylvania. Gracias a las instituciones educativas como la 

escuela Anna L. Klein, la comunidad cubana, y también otros grupos hispanos, siguen 

desarrollando sus capacidades académicas con el propósito de lograr sus fines profesionales. 

Según el señor Garrido, “el progreso va a continuar,” como van a continuar también las 

actividades multiculturales especialmente durante el mes de octubre cuando se celebra el legado 

cultural del mundo hispánico (Interview with Pedro Garrido).  

La Comunidad Ecuatoriana 

Aunque el comienzo de la inmigración ecuatoriana fue distinto del de la inmigración 

cubana, especialmente en el nivel económico, los ecuatorianos se han aprovechado del sistema 

de educación en los Estados Unidos, lo cual les ha permitido convertirse en una comunidad 

próspera.  

La historia de la inmigración de los ecuatorianos comenzó en la década del 60. El 

gobierno de los Estados Unidos había implementado el Acta de Inmigración y por eso los 

ecuatorianos pudieron inmigrar fácilmente a partir de ese momento (Mumford, “Ecuadorian 

Americans”). Otro factor que facilitó la llegada de los ecuatorianos a los Estados Unidos fue que 

durante este tiempo los pasajes aéreos eran más baratos. Además, los acontecimientos que 

ocurrieron en el Ecuador contribuyeron a que muchos ecuatorianos quisieran venir a los Estados 

Unidos. Aunque en el año 1964, el gobierno del Ecuador aprobó tres actas: “Land Reform, 

Settlement Act, y Idle lands” con el propósito de combatir la injusticia de la que eran victimas 

los granjeros, esto no los ayudó realmente por lo que muchos de ellos abandonaron el país 

(Mumford, “Ecuadorian Americans”). Obviamente, los primeros inmigrantes, principalmente 
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granjeros provenían de una clase socioeconómica baja. Aquí se ve una gran diferencia entre los 

inmigrantes cubanos y los inmigrantes ecuatorianos. Mientras los cubanos que vinieron eran 

relativamente más educados y de una clase más alta, los primeros grupos de ecuatorianos que 

llegaron eran de una clase socioeconómica más baja. La mayoría vino a Nueva York y Nueva 

Jersey debido a la industria de la sombrerería (Jokisch). El comercio entre el Ecuador y los 

Estados Unidos se concentró en la ciudad de Nueva York. Los intermediarios que habían llegado 

antes de la década del 60 se habían acostumbrado a la ciudad, y cuando llegó la hora de inmigrar, 

ellos decidieron establecerse en la ciudad porque ya la conocían. Después de que una comunidad 

bastante numerosa se estableciera en los Estados Unidos, la tendencia migratoria siguió 

aumentando ya que las familias que enviaban cartas y regalos a su país natal demostraban que el 

nivel de vida en los Estados Unidos era mucho más alto.  

El hecho de que la inmigración ecuatoriana en esos años proviniera de una clase 

económica más baja determinó que sus comienzos en los Estados Unidos fueran más difíciles. 

Quizás por eso el proceso de adaptación a la vida “americana” les tomó más tiempo. Sin poder 

económico, los ecuatorianos en general no podían aspirar a ninguna representación política. Un 

dato que muestra las diferencias en número entre la comunidad ecuatoriana y la cubana es que en 

1950, solamente había 1,726 ecuatorianos en los Estados Unidos mientras que ya para 1940 

había aproximadamente 20,000 cubanos en el país. Vale la pena destacar que solo una minoría 

de los ecuatorianos decidió acogerse a la ciudadanía estadounidense. Sin embargo, en 1990, el 

censo documento que 191,000 ecuatorianos vivían en los Estados Unidos; pero el consulado 

ecuatoriano estimo que había aproximadamente 300,000 ecuatorianos solo en la ciudad de Nueva 

York. Es claro, que los comienzos de los dos grupos hispanos fueron distintos (Bergad, 

“Ecuadorians in the US”).  
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Algo que ha retrasado el desarrollo de la comunidad ecuatoriana es su apego a su propia 

cultura. Un dato que demuestra esto es que en los últimos 30 años, hubo un aumento de solo 3% 

de personas ecuatorianas que habla inglés pero, 91% de los ecuatorianos que inmigraron a los 

Estados Unidos hablan español en su casa (Bergad, “Ecuadorians in the US”). Es claro que los 

ecuatorianos quieren preservar su lengua nativa y sus valores culturales. Por ejemplo, los 

ecuatorianos de Queens, NY celebran cada año el “primer grito”, el aniversario del día de la 

independencia de Ecuador. Por otra parte, el gobierno de Ecuador considera la inmigración a los 

Estados Unidos un acto de traición ya que las relaciones entre ambos países actualmente no son 

las mejores. Un incidente que demuestra esto es lo que ocurrió en Union City, Nueva Jersey, en 

septiembre 2011. El presidente de Ecuador, Rafael Correa informó que iría a Union City para un 

evento cultural en una escuela secundaria, pero el alcalde, Brian Stack, prohibió su asistencia al 

evento por considerar a Correa una persona no grata debido a su ideología política y sus 

relaciones con personas como Fidel Castro (Llorente, “New Jersey Town Dis-Invites Ecuador’s 

President after Residents Object to His Politics”).  

A pesar de los obstáculos que enfrentaron los ecuatorianos en un principio, el aumento de 

su nivel educativo, y también otra ola migratoria durante la década del 80 han determinado que 

su nivel socioeconómico este creciendo paulatinamente. Una similitud entre los cubanos y los 

ecuatorianos es que ambos grupos son muy trabajadores. De hecho, los ecuatorianos son un 

grupo preocupado por su educación. En 1980, cuando la comunidad ecuatoriana empezó a 

afincarse en los Estados Unidos, solamente 10% de los estudiantes se graduaba de la universidad. 

Este porcentaje relativamente bajo de su nivel de educación se puede explicar por el estatus 

relativamente bajo de los ecuatorianos que originalmente inmigraron (granjeros y trabajadores de 

la industria de sombreros). Pero en 2008, treinta años después, más del 20% de los ecuatorianos 
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se ha graduado de una universidad, lo cual es un porcentaje más alto que el de otros grupos 

hispanos. Además, en 1980, 44% de los ecuatorianos no había terminado la escuela secundaria; 

pero en 2008, este número bajo al 27%. Solamente 27.1% no se graduó de una escuela 

secundaria en 2008. Es claro que hay un aumento en el nivel de educación de los ecuatorianos. Y 

es claro que una mejor educación repercute en la posibilidad de encontrar un mejor empleo con 

mejor remuneración económica (Bergad, “Ecuadorians in the US”). Una historia que refleja 

claramente el ascenso de los ecuatorianos, desde sus humildes orígenes al estatus que tienen hoy, 

es la de una madre y su hijo en la ciudad de Nueva York (Queens). Un funcionario de la ciudad 

observó que una mayoría de los adultos ecuatorianos trabajaba de lavaplatos y en otros puestos 

de servicio. Este funcionario entonces declaró que todos los ecuatorianos solamente servían para 

ese tipo de trabajo. Sin embargo, el hijo de una familia ecuatoriana, quien fue al ejército, se hizo 

ingeniero eléctrico, y ha tenido mucho éxito en su profesión. Como estas, hay muchas otras 

historias de éxito, demostrando esto que los comentarios del funcionario eran racistas e injustos. 

Sin embargo, entre las generaciones hay una diferencia entre el nivel de educación y el estatus 

socioeconómico. Otra historia que contradice las palabras de este funcionario es la de Julia 

Villamar, quien llegó hace solamente tres años a los Estados Unidos y en mayo 2012 se graduó 

de Hudson Community College (“Julia Villamar”). Esta joven asistirá a una Universidad para 

continuar sus estudios de química. Una vez más se ve que los ecuatorianos están alcanzando 

gradualmente un nivel educativo más alto; y con este, los ecuatorianos están labrándose el poder 

económico y la representación política en las distintas comunidades donde su presencia se esta 

haciendo notar.  

Gina Jaramillo es una ecuatoriana digna de mención. Trabajó con el senador Bob 

Menéndez cuando este era congresista. Ha desplegado una intensa labor comunitaria en la 
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organización de desfiles y festivales ecuatorianos en el condado de Hudson. También ha 

participado en la creación de programas culturales para beneficio de ecuatorianos y 

latinoamericanos de la comunidad (Hernandez). 

Otro factor que ha contribuido a la prosperidad económica de los ecuatorianos fue la ola 

migratoria que empezó en la década del 80. Durante este tiempo, hubo una crisis en la industria 

del aceite. Muchos de los afectados no solo eran obreros sino también profesionales que al perder 

su trabajo decidieron inmigrar a los Estados Unidos. Esta presencia de ecuatorianos con un nivel 

educativo más alto determinó que obtuvieran mejores trabajos, lo cual se reflejó en las 

estadísticas que demostraban que el nivel económico de la comunidad en términos generales era 

más alto (Flores and Merril, “A Recent Economic Performance”).  

De hecho, en la misma medida que el nivel de educación aumentó y sigue aumentando, 

también el nivel de empleo se ha incrementado proporcionalmente. En 1980, el 65% de los 

ecuatorianos tenía empleo; este porcentaje ascendió al 75% en 2008. Por otro lado, el porcentaje 

de las personas que no busca empleo bajó casi un 10% en los últimos treinta años a nivel 

nacional. Estos datos demuestran que los ecuatorianos se han integrado activamente a la fuerza 

laboral. Respecto a como estas estadísticas se reflejan en el condado de Hudson, se puede notar 

su desarrollo de negocios y su prosperidad (Bergad, “Ecuadorians in the US”).  

Un indicador del nivel económico de la comunidad ecuatoriana es la gran presencia de 

negocios de West New York y Union City que entrelazan los valores culturales de los Estados 

Unidos con los de el Ecuador. Los restaurantes, bancos, y tiendas de efectos electrónicos 

constituyen una gran parte de la actividad comercial de Bergenline Ave, principalmente en West 

New York. Algunos de los negocios son: Esperanza’s Ecuadorian Food, Ceja’s Restaurant, La 

Cascada, y Angelo’s Ecuadorian Cafe. Se puede ver la mezcla de culturas en los nombres de 
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algunos de los restaurantes. Los negocios de la comunidad ecuatoriana en el condado de Hudson, 

los cuales están creciendo en influencia y número, apoyan las cifras nacionales. 

Sin duda, los ecuatorianos en el área metropolitana, la cual incluye el condado de 

Hudson, tienen un nivel socioeconómico más alto que el de otros grupos hispanos. 

La Comunidad Salvadoreña 

Aunque la historia de los salvadoreños en los Estados Unidos es relativamente corta, el 

número de inmigrantes es numeroso si se tiene en cuenta el número de habitantes que tiene El 

Salvador. Sin duda, el impacto de la comunidad salvadoreña en el condado de Hudson en 

aspectos socioeconómicos y políticos se dejara sentir en años venideros.  

Hasta el día de hoy en los Estados Unidos, no hay un estereotipo de los salvadoreños. 

Mientras los cubanos y los ecuatorianos se han integrado a la sociedad de los Estados Unidos sin 

sacrificar sus propios valores culturales, los salvadoreños están pasando por un proceso de 

adaptación al estilo de vida americano. Esto se debe a un número de factores. Primero, la 

inmigración salvadoreña es mucho más reciente que la de los dos otros grupos mencionados 

(cubanos y ecuatorianos). Hay que recordar que los salvadoreños vinieron a los Estados Unidos 

debido a la guerra civil en la década del 80, cuyos efectos nefastos obligaron a que un 20-30% de 

la población saliera del país. De ellos, el 50% se fue a los Estados Unidos. 500,000 salvadoreños 

vinieron en una sola ola. A partir de esta ola migratoria, la población salvadoreña se duplicó, y 

ahora es el sexto grupo migratorio más grande en los Estados Unidos (Mumford, “Salvadoran 

Americans”).  

Segundo, la situación económica, política, y social de El Salvador no les ofrecía a sus 

ciudadanos ni garantías civiles ni la posibilidad de encontrar trabajo fácilmente; de ahí, que 

muchos salvadoreños especialmente de las clases socioeconómicas más humildes decidieran 
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abandonar el país. La inmigración salvadoreña en este respecto era distinta de la inmigración 

ecuatoriana. Vale recordar que los ecuatorianos habían inmigrado primordialmente por razones 

económicas. Hasta el momento, los salvadoreños no han tenido impacto en la sociedad 

americana. En su mayoría, viven en comunidades hispanohablantes donde la presencia 

salvadoreña es muy numerosa. Los salvadoreños, a pesar de que ya han pasado más de 30 años 

de su llegada a los Estados Unidos, siguen muy apegados a sus costumbres y a un estilo de vida 

que en muchos casos nada tiene que ver con el estilo americano. Esto se nota principalmente 

entre los ancianos y los mayores, quienes en muchos casos no hablan inglés. Sin embargo, los 

más jóvenes y los que han nacido en los Estados Unidos representan otra actitud ante el país que 

les ha dado acogida o donde nacieron (Mumford, “Salvadoran Americans”).  

Lógicamente, los salvadoreños no tienen todavía ninguna representación política. 

También los negocios salvadoreños son muy pocos en comparación a los negocios de cubanos y 

ecuatorianos. Aunque los salvadoreños quizás no tengan la motivación de ser una parte 

importante de la sociedad estadounidense, su presencia principalmente en el condado de Hudson 

es muy fuerte. Es muy probable que con más de 2.5 millones de salvadoreños en los Estados 

Unidos, estos logren en el futuro tener un mayor impacto en la sociedad. 

Una indicación de esto es la fundación de varias organizaciones de ayuda a los 

inmigrantes salvadoreños. Específicamente en el condado de Hudson, hay un grupo que se llama, 

CEUS, que se formó para darles los instrumentos necesarios para salir adelante. Algunas de las 

contribuciones de este grupo son: clases de inglés, clases de español (para los que no saben ni 

leer ni escribir bastante bien), y un programa para las mujeres (educarlas en sus derechos). Desde 

1994, esta organización ha ayudado a muchos salvadoreños y los ha exhortado a organizarse y 
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formar grupos políticos. Obviamente, los salvadoreños están abriéndose un espacio más grande y 

fortaleciendo su voz en el condado (“Mission of Centro Comunitario, CEUS”).  

  
(“Mission of Centro Comunitario CEUS.”) 

La Comunidad Mexicana 

Aunque la presencia de los mexicanos en los Estados Unidos tiene mucho más tiempo 

que la de cualquier otro grupo migratorio, estos no han alcanzado ni gran prosperidad económica 

ni poder político en la mayor parte de los estados del noreste del país (principalmente en Nueva 

Jersey). Es bien sabido que los mexicanos forman el grueso de la población de los inmigrantes en 

los Estados Unidos, pero quizás esta falta de prosperidad y de representación política, se debe a 

la falta de educación formal de una gran mayoría de esta comunidad. 

La inmigración mexicana básicamente empezó en el siglo XIX debido a la guerra entre 

los Estados Unidos y México. Pero como mi trabajo se concentra en las olas migratorias a partir 

de la década del 40 del siglo pasado, comenzaré refiriéndome al programa Bracero, el cual se 

creó durante la segunda guerra mundial. Este acuerdo entre México y los Estados Unidos 

permitió que llegaran a este país muchos migrantes para suplir la mano de obra de los 

estadounidenses que estaban en la guerra. Durante la guerra, los Estados Unidos necesitaba más 
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trabajadores, específicamente granjeros, para que estos contribuyeran a la economía y al mercado 

laboral. En la década del 40 (1943-46), el número de inmigrantes mexicanos que venía 

anualmente a los Estados Unidos era de 49,000-82,000, pero este número siguió creciendo entre 

1947-54, llegando aproximadamente a 141,000. Durante la última década del programa, más de 

300,000 inmigrantes mexicanos llegaban cada año. Sin duda el programa Bracero, fue la base de 

las olas migratorias más recientes (Martin, “There Is Nothing More Temporary than Foreign 

Workers”).  

Una característica de este programa es que la inmigración era legal y también ayudó a 

legalizar el estatus migratorio de los participantes en el programa que ya estaban en los Estados 

Unidos. La situación actual es muy distinta ya que sin la existencia de un programa como 

Bracero (el cual finalizó en 1964), el número de inmigrantes mexicanos indocumentados 

continuó aumentando. Hay que recordar que entre 2000 y 2009, aumentó en un 27% y 

actualmente los migrantes mexicanos representan el 58% de los 11.5 millones de inmigrantes 

indocumentados (“Estimates of the Unauthorized Migrant Population for States Based on the 

March 2005 CPS”).  

Hay más de 30 millones de mexicanos (10% de toda la población). Sin embargo, 

actualmente en el congreso, hay pocos mexicanos que representan a la población migratoria. 

Vale mencionar a Xavier Becerra y Linda Sánchez, los dos de California (miembros de la Casa 

de Representantes), pero también hay políticos mexicanos como Albert Robles que ha tenido 

problemas con la justicia. Otro dato es que todos los representantes, aunque pocos, son de la 

costa oeste. No hay ningún congresista en la costa este. Para una población de 30 millones, los 

mexicanos desempeñan un papel muy débil a nivel político. 
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Que los mexicanos no tengan representación en la costa este es un gran problema para el 

futuro ya que las olas migratorias que siguen llegando están dirigiéndose a estados como Nueva 

Jersey. Actualmente, California y el Medio-Oeste no son los únicos destinos principales a donde 

vienen los mexicanos. Por el momento, los números no parecen significativos (solo un 2.7% de 

inmigrantes vive en Nueva Jersey). Sin embargo, hay una tendencia al aumento de estos 

números. En la década pasada, por ejemplo, hubo un crecimiento de 16.4% de la población 

mexicana. Esto equivale a 115,000 inmigrantes desde 2000. Una inmigrante mexicana en Nueva 

Jersey hizo el este comentario: “sometimes you don’t feel like you are in the US; sometimes you 

feel like you’re in Mexico.” La población mexicana en Nueva Jersey claramente está creciendo; 

de ahí, que la escasez de representación será un problema para esta comunidad a corto plazo 

(“New U.S. Census Figures Show Mexican Population in N.J. More than Doubles in past 

Decade.”). 

Otros problemas que confrontan los mexicanos son el nivel de educación y el empleo. De 

todos los hispanos en los Estados Unidos, los mexicanos tienen el nivel educativo más bajo. La 

generación primera tenía el nivel educativo más bajo. La segunda generación mejoró 

dramáticamente su nivel educativo. Esto es de esperar y si la tendencia hubiera continuado, los 

mexicanos ahora no tendrían tantos problemas económicos. Sin embargo, el problema se agudiza 

con la tercera y la cuarta generaciones. Ambas se han quedado atrás en lo tocante al nivel de 

educación, lo cual se refleja también en el tipo de empleo que tienen. Aunque el porcentaje de 

mexicanos que tiene trabajo es relativamente alto, los trabajos que la gran mayoría realiza tienen 

que ver con servicios y no son bien remunerados. La ausencia de los mexicanos en el campo 

profesional es un serio problema que requiere una mayor representación política que pueda 
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ayudarlos a resolver esta situación (Marquez, “Mexican American Integration Slow, Education 

Stalled, Study Finds”). 

Conclusiones: 

El quehacer de los grupos hispanos en el condado de Hudson y en otros condados del 

estado jardín, como es el caso de los mexicanos, demuestra a cabalidad que la presencia hispana 

esta dando frutos muy saludables tanto por sus contribuciones socioeconómicas como por su 

legado cultural. Si hacemos un recuento de los grupos estudiados, vemos que los cubanos, los 

ecuatorianos, los salvadoreños, y los mexicanos, aunque no todos de igual manera, son parte de 

una minoría prospera y dinámica cuya integridad, valores morales, y ética de trabajo están en 

consonancia con los valores que forman parte del espíritu nacional de los Estados Unidos.  

Sin duda, la comunidad cubana ocupa un lugar muy importante dentro de estos grupos ya 

que sigue creciendo y enriqueciendo el condado. Ejemplos como el de Pedro Garrido, director de 

la escuela Anna L. Klein, restaurantes como El Artesano, y la representación política del estado 

por el senador Bob Menendez dan constancia de su vitalidad y esfuerzo incesante para seguir 

siendo una parte integral del desarrollo del condado.  

Los ecuatorianos por su parte se han esforzado tremendamente por elevar su nivel 

educativo. Hay una gran diferencia entre los que llegaron en la década del 60 y los ecuatorianos 

que constituyen el grueso de esta comunidad. Estos últimos tienen más educación y por supuesto 

mejores trabajos como profesionales en distintas áreas de mercado laboral.  

En cuanto a los salvadoreños, hay que recordar que es una inmigración mucho más 

reciente. Sin embargo, están incorporándose paulatinamente al mercado de trabajo con más 

preparación tanto como obreros calificados como por mayor conocimiento del inglés. Un gran 
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número de salvadoreños es muy joven por lo que es muy probable que su impacto en el condado 

sea mucho más fuerte en años venideros.  

Finalmente, los mexicanos, cuyas olas migratorias a los Estados Unidos se remontan a la 

época de la segunda guerra mundial, han contribuido positivamente a la economía de este país 

con su trabajo en la agricultura y en la industria manufacturera. La carencia de educación formal 

de muchos de ellos ha limitado su progreso socioeconómico, pero a medida que vayan 

adquiriendo más educación y más representación política, sobre todo en la costa este del país, la 

mayoría de la minoría hispana logrará tener una presencia más fuerte en otras áreas del mercado 

laboral.  

El hecho de que la minoría hispana sea la minoría que esta creciendo más rápido y que 

también sea la más joven de las minorías con las que cuenta este país (el promedio de edad de los 

hispanos es 27 versus el promedio de edad de la población estadounidense no hispana es 42) son 

factores determinantes para poder creer que su voz, su impacto socioeconómico y aporte cultural 

serán imprescindibles en el papel de los Estados Unidos a nivel internacional en el siglo XXI 

(“Statistical Portrait of Hispanics in the United States”).  
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Mitigating the Social and Psychological Trauma of African American Males 
 

Introduction 

The purpose of this paper is two-fold. First, this paper provides an in-depth examination 

of trauma in the lives of African American males. While psychological trauma, at various levels, 

is a universal experience, the authors maintain that trauma as experienced by African American 

males is unique in historical context and in its manifestation in contemporary society. Secondly, 

this paper will propose intervention strategies not commonly practiced in traditional, Western 

clinical practice. The authors postulate that the use of such practice is contrary to the healing 

process for men of African descent. Specifically, African American male trauma, or as defined in 

this paper, “human woundedness” cannot be addressed outside the cultural understanding of the 

African American experience. Likewise, intervention for this population requires incorporating 

cultural foundations grounded in African-centered paradigms and practice.  

Defining Trauma 

To begin our discussion, a definition of trauma is necessary. Psychological trauma is the 

unique individual experience of an event or enduring conditions, in which the individual’s ability 

to integrate his/her emotional experience is overwhelmed or the individual experiences 

(subjectively) a threat to life, bodily integrity, or sanity (Pearlman and Saakvitne, 1995; Simpson 

and Starky, 2006). A traumatic event or situation creates psychological trauma when it 

overwhelms the individual’s ability to cope, and leaves that person fearing death, annihilation, 

mutilation, or psychosis. The individual may feel emotionally, cognitively, and physically 

overwhelmed. The circumstances of the event commonly include abuse of power, betrayal of 

trust, entrapment, helplessness, pain, confusion, and/or loss. It includes responses to powerful 
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one-time incidents like accidents, crimes, health crises, violence, or constant events such as 

societal marginalization, enduring deprivation and disenfranchisement. 

Therefore, trauma as experienced by African American men is an experience of constant 

societal marginalization, enduring societal deprivation and disenfranchisement. Trauma in the 

lives of African American men is historical. The history of the Black man in America is a history 

of trauma. Ironically, the unfortunate history of Black male trauma is both pervasive and an 

illustration of “invisible harm”. If queried, most African American men can recall numerous 

traumatic experiences stemming from their race. Conversely, others report that they felt 

“something” but were not able to verbalize or express the source or specific content of the 

trauma (African American Male Leadership Group Session, 2012). Poignantly expressed during 

a group session, a young adult male, “T”, stated, “I didn’t know if the saleslady was reacting to 

me like she did because I was a Black man or because I was a poor Black man. Such experiences 

are hard to process. Nonetheless, “T” felt “something”. 

This is an example of the “Gordian Knot of Social Inequality” as defined by Gunnar 

Myrdal (1944) and examined by Sernau (2006). In mythology, The Gordian Knot was a tightly 

bound knot of cords, woven so intricately together that unraveling the knot suggested a fete only 

possible by a king, in this case, the future King of Asia. When Alexander the Great was 

presented the knot by Gordius, King of Phrygia, Alexander became so frustrated that he took his 

sword and sliced the knot in two. Likewise, dimensions of social inequality are tightly woven 

and interrelated. Race, class and gender are three core elements of social inequality. Sernau 

postulates that these dimensions are similar to the 9 to 11 dimensions that quantum physics 

“imagines” for the universe. The dimensions of race, class and gender are tangled intertwined, 

some hard to see, others hard to measure, but all affecting the composition of the whole. Race, 
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class and gender all play a role in how we apply social descriptors on others as well as how we 

apply those descriptors to ourselves. For Black men, these experiences offer a unique 

perspective. 

Differences in Trauma Experiences of African American Men 

A wise elder once said, “If you haven’t had any trouble in your life, just keep on living” 

(Spencer, 1998). While trauma is a universal experience, the scope, occurrence rate and degree 

of trauma is unique to the individual. There are both individual and collective traumatic 

experiences. A health crisis, bankruptcy or death of a loved one are examples on individual 

trauma. Terroristic acts, war, and natural disasters are examples of collective trauma experiences. 

For African American men, experiencing the phenomena of “DWB”, Driving While Black, is an 

example of individual trauma. Such experiences however, also represent collective trauma as the 

result of common experiences both historical and current. The atrocities of the Atlantic Slave 

Trade is an example of historical collective trauma for African American people. The event of 

slavery has long passed, but the residual social, economic and political effects, or societal 

marginalization, remain. Consequently, when Black men witness trauma experienced by others, 

deep-seeded wounds stemming from the roots of historical trauma are felt. Black male vicarious 

traumatic experiences are well known as a result of their marginalized status. Black men (and 

women) across the country vicariously experienced the trauma of the Rodney King beating, are 

uniquely disturbed by the disregard and disrespect shown to President Barack Obama and cried 

the tears of a suffering parent following the recent killing of young Trayvon Martin.  

This type of trauma, uniquely experienced by African American men has a profound 

impact on their psychological well-being. Such traumatic experiences are known as “Maafa. 

Maafa is a Swahili word defined as “a great disaster and misfortune of death and destruction 
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beyond human convention and comprehension” (Ani, 1994). The act of Maafa requires the 

denial of the validity of African people’s humanity and is manifested in an ever-present total 

disregard and disrespect for the right to exist. Maafa is the perpetuation of systemic and 

organized processes of psychological, spiritual and physical destruction of people of African 

descent. While Maafa occurs in all aspects of African American male life domains, there are 

significant events lodged in the victim’s psyche that forever change their worldview. Maafa 

experiences are core elements in the daily survival of the Black male experience. It is ever-

present. When Maafa occurs daily, it becomes normative for the giver and the victim. Simply, 

the executor readily perpetrates acts of Maafa and in turn the recipient begins to expect Maafa to 

occur. Defense mechanisms (both healthy and unhealthy) arise to guide and protect the 

individual deeply. Connected to internalized racism and cultural alienation, unhealthy responses 

to Maafa (which by the way are generally more “socially acceptable” responses as viewed by the 

dominant culture) are contra-indicated to healthy social, psychological and physical outcomes. 

Maafa shapes thinking patterns, perceptions and behaviors. Simply, Maafa experiences constitute 

psychological trauma. How then, do trauma practitioners working with African American males, 

move from a state of woundeness (Maafa) to a state of health and wellness (Ma’at). 

Culturally Compatible Intervention: A Journey to Ma’at 

The trauma practitioner who is unaware of the existence and the effects of Maafa in 

African American males may proceed in ways that negate positive, strength-based solutions. 

Engagement strategies become compromised and the client/practitioner relationship is damaged. 

The unknowledgeable practitioner may incorrectly assess reasonable, healthy responses to the 

history of Maafa experiences as “uncooperativeness, hostility, apathy or uncaring.” We will 

discuss this further in paper. Also, unrecognized trauma by both the practitioner and the client 
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does little to advance the cause for holistic, healthy, supportive intervention and treatment. 

Improved clinical trauma practice must include an understanding of trauma in the lives of 

African American men, not just for the purpose of enhancing engagement, but also for the 

purpose of increasing personal efficacy. Culturally based intervention is paramount. 

Ma’at 

Ma’at another African centered paradigm originating in Egyptian philosophy and way of 

life, is a concept of spiritual being some African scholars argue is the foundation of all religions 

(Walker, 2010). Ma’at consists of 42 admonitions or negative confessions and seven cardinal 

virtues: truth, justice, rightness, harmony, balance, reciprocity, and order. Clinical interventions 

incorporating principles of Ma’at view the traditional, Eurocentric role of the social worker or 

therapist as contrary to genuine communication. Basically, a social worker does just that; they 

“work socially on the client.” Ma’at principles view this as clinical contradiction, positing deficit 

based assumptions negating self-help. Conversely, Ma’at principles embrace the idea that the 

client / therapist relationship is symbiotic and one of mutual reciprocity. The goal in Ma’at 

centered therapy is inspiration not manipulation. Clients are guided to wellness and knowledge 

through a Sahku Sheti, an African term for healers and warriors who awaken people’s spirit. It 

involves the exploration of the universe, a deeply profound journey. The Sahku Sheti is one who 

illuminates the spirit. By acknowledging trauma, allowing for the expression of trauma and 

guiding the individual through self-directed solutions, wellness is achieved. Together, healthy 

coping skills are established and more importantly, celebrated. 
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Ma’at Intervention: Program Design of the African American Male Leadership Institute 

“Until the lion writes his own story, the tale of the hunt will always glorify the 
hunter” 

African Proverb 

In 2009, a group of African American scholastic, academic and social “Sahku Shetis” 

met to develop a culturally specific intervention model aimed at developing leadership capacities 

and healthy coping and survival skills for African American youth and adults. Among these 

individuals were: Dr. Anthony Mitchell, Pennsylvania State University Professor and T. Rashad 

Byrdsong, CEO, Community Empowerment Association, and co-author of this paper. The 

following represents the development of that culturally specific intervention model. 

MEN’S WORK 

Defining and understanding Black manhood in America and Western societies is a 

complex task. For instance, despite the systemic and sustained attack on generations of African 

American males, the historical record reveals that Black men in the United States have 

consistently, even in the worst of times (slavery, “Jim Crow,” second-class citizenship, etc.) 

organized themselves to confront their political, socio-economic conditions, while developing 

and advancing self-worth, dignity, strong connections to their families and communities and 

creating social justice movements. This is the legacy that produced generations of past and 

present leaders such as David Walker, Martin Delany, Frederick Douglass, Booker T. 

Washington, W.E.B. DuBois, Marcus Mosiah Garvey, Elijah Muhammad, Paul Robeson, Martin 

L. King, Malcolm X, Kwame Ture, Fred Hampton, Minister Louis Farrakhan, and Jesse Jackson 

to name only a few.  

However, given this legacy, today, the crisis facing Black men in America remains 

deeply complex and perilous in relation to the societal forces and conditions that confront our 

families and communities. Rising to this occasion necessitates that Black men mobilize and form 
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kindred relationships such as Brother-2-Brother and One Hood networks to strengthen our 

human resources and capacities to improve our own lives, while transforming our communities. 

Thus, the mission of the African American Leadership Institute is to “incubate” a 21st Century 

social justice movement that organizes Black men into positive, healthy relationships and servant 

leadership collaborations. This is African American Men’s Work!  

CURRICULUM DEVELOPMENT APPROACH 

Curriculum Development can be generally defined as the systematic planning of what is 

taught and learned in schools or in this case an organization—the African American Leadership 

Institute (AALI). Developing effective curriculum pedagogy requires careful planning, analysis 

and selection of the appropriate courses or topics. One major aim or goal of the AALI is to 

educate for liberation fifty (50) urban Black males for leadership and community activism. In 

theory, the design of this type of curriculum would normally be done by hiring consultants to 

research and recommend relevant topics, then design the appropriate content (lessons) and 

methods (teaching strategies) to meet the needs of the participant. However, in the African 

American experience, there is always a need to examine and distinguish the so-called “expert” 

planned curriculum from the input and counsel of community members who intricately know 

and understand the real needs of our people. This traditional approach has been honored and 

undertaken in this initiative.  

In addition, the development of a relevant curriculum requires that “all” AALI members, 

i.e., planning team, elders, men, coordinators, staff administrators, and community volunteers 

undergo various forms of Afrocentric and youth popular culture training and development. In 

essence, this approach requires great patience, creative thinking and organizational planning, as 

well as cultural awareness and sensitivity to the historical and contemporary African American 
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experience. This approach also requires that all recommended and selected trainers (facilitators) 

understand the great urgency of the AALI cause and apply, at all times, teaching and training 

styles and approaches (methods) that always respect and affirm the rich heritage, dignity and 

diversity of African American people. 

DOCUMENT ORGANIZATION 

The work of the group and development of the model was organized in Five (5) sections.  

Part One presented general information, such as developing a handbook for the AALI 

community and network. It also discusses the importance of African American men engaging in 

bonding rituals, ceremonies and activities that foster culturally consistent norms, values and 

communication practices. This section also discusses effective teaching and training approaches, 

protective factors, and gathering information about the participant’s family and peer 

relationships.  

Part Two presented information on Life Cycle Development Passages for African American 

Males and African American Rites of Passage (ROP). This information was helpful to Council of 

Black Elders (COBE) and Council of Leaders (COL) members as well as parents and community 

members who aspired to learn more about Afrocentric thought, philosophy, and pedagogy 

(curriculum). It also served as a resource to the AALI Coordinators and planning team. This 

section also discusses the impact of urban street institutions and the “Code of the Streets” culture 

on Black males’ identity, values and relationship orientations. It concludes by briefly discussing 

the impact of urban youth culture on Black males’ self-development.  

Part Three addresses potential subjects (topics) and recommended lessons for facilitation. For 

example, assessing the participant’s self-concept, personal attributes, and relationship 

orientations (family, peers, community etc.) is important to developing effective engagement. 
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The initial topics suggested for assessment and facilitation are Identity and Values Development 

and Interpersonal Relationships. These sessions are presented in culturally relevant formats that 

appeal to the participant’s learning style and interests.  

Part Four presented Manhood Development (What Makes a Man: A Jegna Man) and discusses 

objectives and core areas for manhood training and development. This section also provides a 

comparison of the measurable differences between boys and men. It then discusses potential 

topics for manhood development. This section relied heavily on the acclaimed research and 

theories of noted activist-scholars Wade Nobles and Na’im Akbar.  

Part Five presents four (4) recommended trainers for possible participation in this project. 

Elders Uhuru Hotep and Paul Hill, Jr. and Brothers Edward DeJesus and James Peterson are all 

nationally-recognized activists and cultural experts. Collectively, their expertise in areas of 

Afrocentric leadership, rites of passage, Hip Hop, popular culture, and urban influences provides 

state-of-the-art knowledge and training applications to the AALI planning team, coordinators, 

and Councils of elders and leaders.  

PART ONE 

o A. AALI Handbook: “When Spider Webs Unite, They Can Tie Up a Lion” The African 

American Leadership Institute (AALI) developed a handbook to explain and present the 

vision, purpose and expected outcomes of this initiative.  

The handbook serves as a guide and resource to the AALI planning team, the Coordinators, 

the Council of Black Elders (COBE), the Council of Leaders (COL) and the AALI network, 

including parents, community members and volunteers.  

o B. Cultural Communications: “I Am Because WE Are. WE are because I Am” In men’s 

work or Rites of Passage (ROP) it is critically important that all adults (elders, teachers, 
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trainers, staff, volunteers, etc.) model in their personal values and actions culturally 

consistent communication practices. The use of communication rituals and practices serve to 

create a positive atmosphere and climate for manhood bonding and role modeling to young 

males. Historically, in African and African American family and community life, rituals such 

as pouring libations, prayers, oaths, unity circles, handshakes, and proverbs (wisdom sayings) 

psycho-socially connected and emotionally bonded people who shared common heritages 

and historical experiences to one another. For example, in the African American experience, 

“Call-and-Response” is a bonding ritual popularized in the Black Church and Black music, 

including Rap.  

o C. Engagement & Teaching Approaches: “Keep It Real!” Today, many Black males 

continue to live an American experience of racism, discrimination, poverty, educational 

failure, and under-employment. In fact, their social context experience remains similar to 

those of their fathers and grandfathers. It is also clear that the “Maafa” still affects the 

identity formation, self-development, and coping skills of Black males. However, because 

younger Black males are generally not aware of their “true” history and heritage, and are 

often emotionally disconnected from their ancestors’ struggles against white supremacy, they 

may not easily respond to “traditional” classroom teaching styles, lessons and methods. This 

includes listening to academic lectures and long philosophical discourses, reading academic 

books, writing articles, keepings journals, and other educational activities that do not “speak” 

to their immediate and “felt” learning interests or appear relevant to their popular cultural 

values and survival needs. Thus, reaching and teaching urban Black males may pose a 

tremendous challenge to anyone who does not understand the contemporary effects of inner-

city life and socio- cultural influences, including music, media and technology (internet, 
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Facebook, YouTube, MySpace, etc.) on their identity development and values orientations. 

For example, urban Black males are significantly influenced by youth popular culture (Hip 

Hop, urban Rap music and lyrics, Rap videos, urban art, urban images, etc.). In essence, Hip 

Hop and youth culture (its good and its bad) is a powerful influence on Black males, 

especially those living in neighborhoods, where so few receive the proper parenting, 

socialization, education, and workforce training (entrepreneurialism) to pursue their interests 

and dreams.  

Therefore, to reach and teach younger Black males, all adults in this initiative benefitted 

from understanding that one of the most effective engagement approaches or strategies is to 

initially reach them through their own creative cultural productions (spoken word, Rap music, 

movies, role playing, performing arts, etc.) and interests. This required that all adults, especially 

the elders and men in their middles ages received extensive training on youth popular culture and 

urban influences (street institutions). In addition to the influence of youth culture, sports and 

recreational activities are also initial areas and settings that can be used to engage and teach 

Black males important self-development and manhood lessons.  

o D. Protective Factors: “The Ruin of a Nation Begins in the Homes of Its People” In the 

African American experience, slavery created a systemic and organized disruption of the 

African’s culture and traditions. Nonetheless, generations of African Americans struggled 

against white supremacy racism by refashioning elements of African heritage and culture to 

resist white domination and oppression. These cultural retentions provided “protective 

factors” in the lives and coping skills of generations of African Americans. Andrew 

Billingsley documented the strengths of the Black family in his seminal work “Black 

Families in White America”. According to Dr. Billingsley (1968), the Black family is a 
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rational adaption to the conditions of racism in American society and contains strengths and 

the capabilities to endure and overcome white racism. Thus, in Billingsley’s view, before and 

after emancipation African cultural values and beliefs provided protective factors in the 

socialization and survival of African Americans. However, today, the self-reliant, extended-

family, inter-generational strengths (sense of people hood) of past African American 

generations have disintegrated into states of dysfunctional relationships. In other words, the 

Black community no longer contains its “child-rearing” strengths --- as weakened families 

and distressed communities now pose serious mental health problems. Brother Dalani 

Aamon, an activist and youth consciousness educator in Washington, DC, documents twenty 

(20) conditions that reveal difficulties in raising a child in inner-city Black families. If 

Brother Aamon is correct, when the home and school fails, who rescues the African 

American child, specifically the Black male from both family and community dysfunction? 

Who educates and socializes Black males for survival and manhood? Finally, what societal 

forces have disrupted the traditional protective factors that once sustained Black people?  

Nobles, Goddard, Cavil and George (1987) assert that one’s “culture “is the most 

powerful or sustaining protective factor. They suggest when the symbols, rituals and rites of 

one’s culture lose their legitimacy and power to compel thought and action, then disruption 

occurs within the cultural orientation and reflects itself as pathology in the psychology of the 

people belonging to that culture (Nobles, et al. 1987). In general, “Protective Factors” provide 

resiliency against conditions that affect the ability of people to cope and survive in their 

environment. Psychiatrist Frances Cress-Welsing (1991) found that among African Americans 

that racism, discrimination, poverty, parental educational failure, teen pregnancy, female-headed 

households, the absence of fathers and lack of positive male role models, and the presence of 
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street institutions (gangs, drugs, guns, illegal activities, etc.) are all risk factors among males. 

Given the analysis of Welsing, Nobles, Billingsley and Aamon, the AALI developed a profile of 

the risk and protective factors that impact and influence the lives of urban Black males living in 

Pittsburgh’s predominantly African American neighborhoods and communities. This profile 

examined the participant’s: Family Support, Community Culture, Cultural Identity, Income 

Status, Educational Status, Leisure Activities, Legal Involvement, Mental Health, Peer 

Relationships, Physical Health, Sexuality, and Housing Condition. 

o E. Data Profile: “We are Family!” Each participant had a personal information file 

containing general information, i.e., name, age, address, telephone, email, school, etc. as well 

as other relevant information. 

o F. Developmental Assessment Inventory: “It Takes a Village” The Developmental 

Assessment Inventory (DAI) assessed a wide range of Black male developmental issues 

(self-concept, self-esteem, maturity, values, etc.), family conditions (home environment) and 

social relationships such as peer interactions, gang involvement, etc. It sought to identify the 

participant’s existing gifts, skills, and talents that can be nurtured to generate value for 

collective empowerment. The DIA also assessed the participant’s basic aptitude and skills 

(critical thinking, reading, comprehension, etc.).  

V. PART TWO 

o Life Passages Development Cycle for African American Males: “Life is a Road Map” 

Brother Useni Eugene Perkins, founder of the Association for the Positive Development of 

African American Youth, documented 12 stages in Black male life cycle passages. For 

Adolescence (Passage Five), ages 12-17, Perkins states that the following processes and 

experiences should occur in the life of a Black male: continues to receive love and affection 
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and is able to give them to others, strives to improve his cognitive skills, maintains proper 

health habits, begins to assert independence, develops a healthy attitude about sex, regulates 

his sexual behavior so that it will be safe, satisfying and non productive, begins to develop a 

philosophy of life, shows appreciate for his racial heritage, shows respect for women, begins 

to be more conscious of how he looks and dresses, demonstrates ability to negotiate conflicts, 

maintains positive relationships with parents, peers and significant others, develops a moral 

and spiritual foundation to guide his behavior, becomes interested in physical fitness, and 

finally, begins to develop his life road map . These principles were included in the model.  

“Socialization” is the orderly process adults use to move (pass) children into adulthood 

(Hill, 1992), and it is a life-long process through which children learn the skills and attitudes to 

function as members of society. Perkins (1985) also developed a scale that identified major 

characteristics in the socialization and Westernization of the slave youth process in America. 

Perkins’s scale, the Socialization Continuum for the Development of African American Youth, 

suggested that a new (Afrocentric) harvest was needed in the 21st Century to reverse the 

contamination of slavery on African Americans. His timely analysis presented a vision for 

socializing African American youth, while assessing the societal forces that affect their self-

development According to Perkins, the “Negro/Black Youth” (Willie Lynch) identity that 

occurred during slavery continued to damage the functioning and relationships of 20th Century 

African Americans. Joy DeGruy labels this tragic condition Post-Traumatic Slave Syndrome 

(PTSS) and cites a host of ways that both overt and subtle forms of racism and socio-economic 

oppression have damaged the collective African American psyche. According to Dr. DeGruy, 

these syndromes are: 1) harm manifested through poor mental and physical health, 2) family and 

relationship dysfunction, and 3) self-destructive impulses (DeGruy, 2005). DeGruy’s important 
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work builds on the earlier analysis of Na’im Akbar, Chains and Images of Psychological Slavery 

and does an excellent job of explaining how self-perceptions among African Americans 

negatively affect a Black child’s self-development and relationships. Perkins’ original scale was 

modified by the researchers to include a profile of urban youth characteristics. The aim here was 

to present an analysis of the effects of contemporary urban influences on Black youth.  

Since the late 1970s, urban influences on Black and Latino youth has been powerfully 

interpreted and expressed in Hip Hop and Rap music. Today, scores of these creative and 

talented artists have brilliantly critiqued the reality of racism and poverty, and street influences 

(gangs, drugs, guns, and violence) on their lives. Sociologist Elijah Anderson labeled the 

challenges of Black males in the subculture of street institutions in urban environments as the 

“Code of the Streets.” According to Anderson (1994): 

“Simply living in an environment places young people at special risk of falling victim to 
aggressive behavior. Although there are often forces in the community that can 
counteract the negative influences—by far the most powerful is a strong, loving decent 
family that is committed to middle class values–the despair is pervasive enough to have 
spawned an oppositional culture, that of ‘the street,’ whose norms are often consciously 
opposed to the mainstream society. These two orientations—decent and street—organize 
the community socially, and the way they coexist and interact has important 
consequences for its residents, particularly children growing up in the inner-city. Above 
all, this environment means that even youngsters whose home lives reflect mainstream 
values– and most of the homes in the community do—must be able to handle themselves 
in a street oriented environment.” 

Therefore, the influences of street institutions on a Black males’ self-development, values 

orientation and relationships must be thoroughly examined and understood. This is critically 

necessary as a means to develop culturally relevant engagements and intervention strategies. 

Rites-of-Passage is a human development process and experience that since time immemorial 

(ancient time) has transformed boys into men. 

o B. Afrocentric Rites of Passage Model: “Fetching the Past to go Forward” (Sankofa) 

Dr. Asa Hilliard (1995) suggested that the greatest damage done to African people worldwide 
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as a result of slavery, colonization, segregation, and racism was the collapse of our 

independent systems of socialization for children. Rites of Passage refers to the Rite, sacred 

and ritual, to pass from one stage of life or being to the next. Rites of Passage, while 

universal and existing in all cultures, is a fundamental element in the historical and current 

educational framework of African people. Rites have existed in Africa throughout the history 

of the people, being utilized to instill a great sense of community responsibility, cultural 

continuity, and spiritual grounding from generation to generation (Mukasa, 2007). The belief 

that “All wisdom begins with self-knowledge” (African Proverb) is the cornerstone 

philosophy of the Afrocentric or African-centered worldview. Afrocentricity or Afrocentrism 

is a world view that emphasizes the importance of African people in culture, philosophy, and 

history (Asante, 1980). Afrocentric theory places the history and heritage of African people 

at the center of the human process (Asante, 1990). Today, the Afrocentric idea provides the 

core philosophical and operational ideology for many Black youth development programs, 

and is based on the premise that African Americans need to reconnect to their social, cultural 

and intellectual origins in Africa.  

Since the emergence of the Black Power, Black Consciousness and Black Arts 

Movements in the 1960s, and Afrocentricity as a social movement in the 1980s, African 

American activists-scholars such as Maulana Karenga, Hannibal Afrik, Asa Hilliard, Wade 

Nobles, Nathan and Julia Hare, Kwame Akoto, Na’im Akbar, Useni Perkins, Paul Hill, Nsenga 

Warfield-Coppack, Linda James Myers, and Jawanza Kunjufu to name a few have developed 

rites models for educating and socializing African American youth. Today, their models and 

programs are used in various formats and adaptations in Black institutions and organizations. An 

Afrocentric Rites of Passage Model was developed several decades ago to nurture the positive 
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development of African American youth. Fostering Afrocentric thought and the development of 

Black institutions, this model aimed to confront the perils of street institutions and the 20th 

Century “colonization” of African Americans into urban ghettos. This model also aimed to 

confront the massive miseducation and cultural domination of African Americans. The major 

topics and curriculum lessons in this model included:  

• Afrocentric Philosophy 

• African History & Culture 

• Afrocentric Cosmology (Origins and nature of the universe) 

• Afrocentric Axiology (Values and value judgments) 

• Afrocentric Ontology (Nature of being, existence and reality)  

• Afrocentric Epistemology (Philosophical theory of knowledge) 

• WEUSI (Term developed by Dr. Robert L. Williams –”We, Us & I”)  

• Nguzo Saba (Value system developed by Dr. Maluana Karenga) 

• African Socialism (Term popularized by Julius Nyerere) 

The goal of this model was to produce a new African MAN and WOMAN in America by 

teaching the critical responsibilities that one has to oneself, family, community, and (Black) 

nation and world. However, after only a few decades of integration-assimilation, today, it is clear 

that many African Americans do not embrace ideas, concepts, values, and practices, including 

past cultural traditions that identity with African heritage. Given this mental condition, recent 

uses of ROP have largely relied on the Nguzo Saba (The Black Value system created by 

Dr. Maulana Karenga) as the core curriculum emphasis. This may be due to the growing 

acceptance of Kwanzaa by African Americans and some in the white ruling establishment as a 

mainstream cultural celebration. Nonetheless, in relation to developing African American youth 

for cultural liberation, the core ideological elements of the traditional Afrocentric passage model, 
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i.e., sense of struggle, sense of nationhood, and African self-concept seem to have become less 

favored today. 

VI. PART THREE 

The African American Males Leadership Institute identified nine (9) potential topics for 

curriculum development and facilitation. The topics were as follows: 

• Identity Development/Self-Concept  

• Values Orientation/Clarification 

• Interpersonal Development 

• Manhood Development 

• Leadership Development 

• Peer-Peer Leadership Training 

• Community Service/Activism 

• Public Policy Initiatives/Activism 

• Employment/Entrepreneurialism 

Dr. Jerome Taylor, a Department of Africana Studies professor at the University of 

Pittsburgh and Executive Director of The Center for Family Excellence, Inc. (CFE), developed 

the Values-for-Life Curriculum. This curriculum is designed to help parents; teachers and 

community members raise African American children with values that enhance love and respect, 

learning orientation, self-confidence, self-persistence, self-esteem, and self-reliance. The Values 

for Life curriculum was adopted to assist parents and caregivers achieve the valued goals. 

According to Dr. Jawanza Kunjufu, the purpose for examining a Black male’s values is to help 

him evaluate his decisions and the consequences of decisions. In 1993, Kunjufu’s provocative 

work, Hip Hop vs. MAAT observed three negative trends in American popular culture: 1) the 

external (racist) forces that operate in Black communities, 2) the power of the media to influence 
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Black youths’ perceptions, and 3) the relationship between advertising messages, slogans, and 

images to promoting myths and stereotypes that influence Black youths’ values development. 

Sadly, these same destructive forces continue to influence the perceptions, images and values 

development of Black youth. In summary, we have found that in assessing and clarifying a Black 

male’s values, an intervention should aim to: 1) help the participant improve his judgment, 2) 

learn positive values, and 3) take proactive control over their future. and in the African and 

African American tradition. 

o C. Interpersonal (Relationship) Development: “The Fool Speaks, the Wise Man 

Listens!” The word or term “interpersonal” refers to social relations such as associations and 

connections, or affiliations among two or more individuals. This is an area in the 

development of children, teenagers, and young adults that can be extremely challenging and 

difficult. This is particularly true when one lives in an environment where family and 

community supports for establishing healthy relationships and bonds are lacking. Removing 

or addressing risk factors by helping urban Black males develop relationships with positive 

male role models and connections to supportive environments (protective factors) are critical 

strategies. Thus, potential topics for assessment and engagement should include the 

following (this of course is not an exhaustive list): Racial Profiling and Stereotypes (How to 

handle the stress) Family Relationships (Developing and maintaining positive family 

relationships) Male-Female Relationships (Learning how to understand and relate to women) 

Community Relationships (Learning how to relate to “your” community) and Effective 

Communication Skills (Improving communication with parents, adults, peers, and 

employers) 
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VII. PART FOUR 

o Manhood Development: “Men are Made, not Born: Let Us Make ‘Jegna’ Men!” This 

critical component must: a) define clear objectives, b) develop relevant curriculum content 

and c) aim to achieve realistic outcomes. According to Dr. Wade Nobles, founder of The 

Institute for the Advanced Study of Black Family Life and Culture, Inc., the objectives of a 

Manhood Program for Black males is to develop: 1) mature, 2) competent, 3) conscious, 

4) confident, 5) committed, and 6) contributing members of the African American 

community (Nobles, 1995). Noted psychologist Dr. Na’m Akbar in Visions for Black Men 

identifies five (5) core areas for manhood development. These areas are as follows:  

• Men must define themselves. They must think from their own perspective. 

• Men must control their environment. They don’t go to someone else to control 
their environment for them. 

• Men create institutions that define their own reality. Until we have institutions 
that stand behind the Africentric perspective, nobody is going to respect us. 

• Men defend their resources. Men stand up and control their environment. Then 
they must secure and defend their resources. 

• Men build institutions. They don’t seek jobs. They don’t seek employment. They 
build institutions to create legacies for their descendants.  

Dr. Akbar’s further suggests that the essence of manhood is defined not in material things but in 

a man’s Will, Character and ability to Control his life and destiny. Therefore, using Nobles’ six 

(6) objectives of a manhood program and Akbar’s five (5) core areas for manhood development, 

the AALI determined the type of curriculum and training approach to best serve participants. 

VIII. PART FIVE 

o Leadership Development: “When the Drumbeat Changes, the Dance Changes” 

Leadership training in African-centered frameworks, Rites of Passage (ROP), Hip Hop and 

Youth Culture were included for the AALI planning team, the Coordinators and the COBE 
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and COL communities. The recommended training team for these topics included: Uhuru 

Hotep, Paul Hill, Jr., Edward DeJesus and James Peterson.  

• B. Developing African Centered Leadership: “Preparing Black Youth for 21st 

Century Leadership: Concepts & Applications” Developed by Dr. Uhuru Hotep, this 

training program provides leadership development in six (6) core areas of the 

African/African American experience. Focusing on “re-Africanization” and “liberational” 

knowing, Dr. Hotep’s concepts and applications provide a powerful contemporary 

analysis and presents framework for developing leadership and followership among 

African Americans.  

• C. Rites of Passage (ROP): “African American Male Rites of Passage” Brother Paul 

Hill, Jr. is an educator and Rites of Passage expert and trainer. In 1993, he established 

The National Rites of Passage Institute; the Institute has trained more than 700 men and 

women in twenty cities, these individuals have mentored and supported more than 10,000 

children and youth in neighborhood and community-based programs. In the mid-1990s, 

Brother Hill conducted a comprehensive assessment of the Juvenile Court system in 

Allegheny County. His findings and recommendations served to improve the movement 

for community-based involvement and monitoring of court adjudicated Black males. He 

has also published several articles on rites of passage and human development, including 

“African Presence in the Americas: Rituals and Rites of Passage.” Elder Hill is the author 

of Coming of Age: African American Male Rites of Passage.  

• D. Developing Leadership & Youth Cultural Competence in Urban Communities: 

“Youth Cultural Competence Brother Edward DeJesus is the founder and developer of 

The Youth Development and Research Fund (YDRF), and author of Countering the 
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Urban Influence: Reclaiming the Stolen Economic Fortunes of America’s Youth. The 

YCC program recruits and engages youth in workforce development, education and arts 

programming. Elements of the YCC program include: 1) Youth Involvement –engaging 

youth in shaping and designing program offerings, 2) Positive Peer Influence – 

harnessing the influence of youth’s peers through group activities and lessons to 

encourage youth to take part in program offerings and 3) Youth Popular Culture –

utilizing young people’s music, fashion, creativity, language and entrepreneurial spirit to 

engage them.  

• E. Developing Leadership in the Hip Hop Universe: “Hip Hop Culture: An 

Introduction and Overview Dr. James Peterson is an Assistant Professor of English at 

Bucknell University. He is a scholar in Africana Studies, Hip Hop Culture, Popular 

Culture, Media, African American Literature, and Sociolinguistics. Dr. Peterson has 

written numerous articles on Hip Hop Culture, African American Literature, Culture, and 

Linguistics as well as Urban Studies. He has also conducted interviews with many of the 

leading figures in the Hip Hop world. Dr. Peterson’s current research includes themes in 

Hip Hop and the relationship between media/technology and the concept of Heroes in 

popular culture.  

In addition to the aforementioned trainers, other local trainers were employed in both the 

curricular development and the participation in the program. We want to note that, historically, 

the role and legacy of African heritage women in the tradition of Sojourner Truth, Harriet 

Tubman, Mary Bethune, Septima Clark, Queen Mother Moore, Rosa Parks, Fannie Lou Hamer, 

and Dorothy Height continues to dwell in the lives and spirit of our children and people. They 

have been cornerstone jewels in the survival and achievements of generations of African 
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Americans. Thus, we began to identity and included national and local women to provide 

guidance, training and support to our noble cause.  

Conclusion 

Effectively engagement and healing practices with African American males requires an 

acknowledgement of the existence of trauma or Maafa experiences. Culturally responsive 

engagement strategies approach African American men with the premise of not adding to the 

history of Maafa experiences, but rather facilitating the journey to Ma’at. To that end, we 

propose the aforementioned curriculum. 
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The Paradox of Miracle Train: Anime and Japanese Constructions of 

Masculinity 
 

Japanese youth culture has gained popularity worldwide, and here I examine 

constructions of masculinity in Miracle Train, a popular Japanese animation (anime) television 

series directed at adolescent girls and young women. While shōjo (girl) anime series have 

typically presented images of males that reinforce traditional notions of masculinity, as Choo 

(2008) has observed, Miracle Train represents a departure from the tropes of shōjo romantic 

comedy, in plot as well as in characterization. The series depicts the efforts of a group of 

handsome men to provide counseling and emotional comfort to the women who ride the 

“Miracle Train.” The men are anthropomorphized train stations who were given ‘life’ for the 

sole purpose of solving the problems of troubled females. Although such a premise caters to the 

romantic fantasies of girls, and seemingly renders men mere objects of wish-fulfillment, the 

paradox of Miracle Train is that it focuses on the male characters: their insecurities, romantic 

desires, and struggles for uniquely masculine self-worth and validation. Thus, a series that may 

initially pique the interest of girls with its seeming promise of romantic fantasy ultimately offers 

them something far more real: as the episodes unfold through the points-of-view of the male 

protagonists, they reveal a surprisingly complex portrait of men that problematizes Connell and 

Messerschmidt’s (2005) hegemonic masculinity and reflects Il’inykh’s (2012) concept of natural 

masculinity. I discuss this representation of masculinity in the context of both traditional and 

modern views of Japanese manhood and cross-sex relationships, and explore its implications for 

global views of maleness. It is my hope that the genre-defying nature of the series could mark a 

change for the better in global attitudes toward gender. 
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My introduction to Miracle Train came when I first started watching the series about a 

year ago, and I was immediately struck by how different it was from other shows in its genre, 

targeted at young females. In her work on anime, Choo (2008) found that such shows tend to 

reinforce traditional notions of gender. While I assumed that Miracle Train would be just another 

female-fantasy romance about attractive men, it paradoxically ended up being a lesson in 

masculinity: male needs, male desires, male insecurities…in short, male perspectives. And an 

examination of male perspectives prompts an exploration of what the term “male” has come to 

signify in the 21st century. 

In my analysis of the constructions of masculinity in Miracle Train, I draw upon the work 

of Connell and Messerschmidt (2005) and Il’inykh (2012) to present two contrasting types: 

hegemonic masculinity and natural masculinity. According to Connell and Messerschmidt 

(2005), hegemonic masculinity is a dominant, socially- and culturally-reinforced ideal that 

stabilizes patriarchal power. After World War II, Japanese hegemonic masculinity became 

embodied in the ideal of the kigyōsenshi, or ‘corporate warrior’ whose mission it was to rebuild 

the nation (Hidaka, 2010). This ideal was represented by the salaryman, or corporate worker who 

was expected to be the daikokubashira, or breadwinner—literally the ‘pillar’ that supported the 

Japanese family (Hidaka, 2010). During the latter half of the 20th century, this image of the ideal 

male so dominated Japanese culture that it resulted in what Hidaka (2010) calls salaryman 

masculinity, which became the norm in postwar Japan. However, this ideal has begun to be 

challenged in the past two decades, starting with the economic crisis in the 1990s, and also as a 

result of the changing roles of Japanese women and the introduction of equal-rights legislation 

(Hidaka, 2010). Changing cross-sex relationships have also influenced new ideas about 

masculinity: over the past several decades, love marriages, once rare, are now common in Japan, 
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and traditional taboos regarding cross-sex interaction have been broken down (Hidaka, 2010). 

Unlike his predecessors, the modern Japanese male is less likely to sacrifice his family and 

personal life to the demands of work, and more likely to value emotional closeness in marriage 

and to actively contribute to childrearing (Hidaka, 2010). This new kind of masculinity is closer 

to what Il’inykh (2012) terms natural masculinity, or masculinity based not on an external, 

hegemonic ideal, but rather determined by the individual. It is this type of masculinity that I feel 

is represented most in Miracle Train.  

There are many different genres of anime, and Miracle Train can be classified as a shōjo 

anime series. Broadly speaking, the term “shōjo anime” refers to shows directed toward a young 

female audience—theoretically a teenage girl audience, although preteen girls and young adult 

women can also form part of the audience, as can boys and men. A glance at the covers of the 

Miracle Train manga (comic book) and visual fan book reveals a stereotypically “girly” design, 

featuring a pink color scheme with stars and sparkles. As the Miracle Train visual fan book 

explicitly states (and I am indebted to Dr. Daniel Watanabe for this translation), the show was 

created for a female audience—though the book also notes that male viewers have been drawn in 

as well. The Miracle Train anime ran as a 13-episode series in 2009, and the ongoing franchise 

has proven quite successful and includes manga, web novels, drama CDs, character music and 

voice CDs, a dating simulation game, several live-action stage musicals, and a slew of 

merchandise (http://miracletrain.jp). The show was created by women, but directed by a man, 

and the episodes were written by both men and women. It is interesting to note that the episode 

most concerned with female liberation (Episode 6) was written by a man, while the episode most 

concerned with male liberation (Episode 9) was written by a woman (Miracle Train).  

http://miracletrain.jp/


1891 

Miracle Train belongs to a particular genre of shōjo anime known as reverse harem, 

which refers to a story concept that involves a young female protagonist and many attractive 

males who shower her with attention. However, in a twist on the genre, the Miracle Train 

protagonists are the attractive male characters, and there are many female recipients of their 

attentions across the series (but only one per episode). The portrayal of male characters in 

reverse-harem shows is typically unidimensional, as their purpose is to serve as objects of female 

desire (usually representing certain “types”). When reverse-harem male characters are more 

complex, this character development occurs in relation to the female protagonist, and is 

presented as significant because it is somehow meaningful to the heroine (as, for example, the 

emergence of a “soft” side in a cold or hostile character—the significance of this development 

lies in its attractiveness to the heroine, and, by extension, the female viewer). In Miracle Train, 

however, male character development occurs independently of the female characters—the men 

are complex in their own right. This is one of many ways in which the show defies the gender-

based conventions of its genre. Perhaps this owes something to the changing romantic ideals of 

Japanese women: within the past decade or two, women’s ideal partner changed from a tall, 

wealthy, educated man to a financially-stable, communicative man willing to take an equal part 

in housework and childcare (Toshiaki, 2010). While financial circumstances remain of 

importance to Japanese women in choosing a mate, they have recently begun to shift their ideals 

away from physical appearance and toward emotional openness and willingness to share 

domestic duties (Toshiaki, 2010). Such a shift would likely have contributed to the naturally-

masculine characterization of the stations in Miracle Train.  

The premise of the show is that the train stations along the Ōedo Line in Tokyo have 

been magically transformed into good-looking men, for the sole purpose of solving the problems 
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of troubled females. It should be noted that the stations refer to their task of helping women as 

their “job,” and speak of their duties in professional, corporate terms. Each episode focuses on 

the stations’ efforts to help the troubled female of the day who magically finds herself riding the 

Miracle Train. While most of their clients are teenagers or young women, one episode features a 

child, and another has an elderly woman as a passenger—there is even a male passenger in one 

episode, which I will discuss later. Thus, while there are generally overtones of romance between 

the stations and their passengers, this is not always the case, and the position of passenger is not 

inherently romantic or sexualized. In the world of Miracle Train, the stations have certain 

magical abilities, but they help their passengers more through peer counseling and other real-

world methods than through the use of supernatural powers.  

Miracle Train is not a broad comedy: a few episodes are tragic, and there is a certain 

pathos that is woven into the fabric of the show’s premise. It is explicitly stated more than once 

in the show that the stations have a longing for human contact that could not be fulfilled, since 

they were previously inanimate. In keeping with fairy-tale tradition, they are happy to be 

transformed into men so that they can connect with and serve the humans they love. However, 

also in keeping with fairy-tale tradition, there is an emotional price to be paid for this privilege: 

women ride the Miracle Train until their problems are solved, and then they leave. The stations 

are not permitted to leave the Ōedo Line. Thus, although their sole purpose in life is to help 

troubled women, as soon as they solve the problems of the women to whom they develop 

attractions, the women leave their lives. (This point was explicitly noted in the visual fan book.) 

Therefore the idea of noble male self-sacrifice for the sake of women is strongly represented in 

Miracle Train, and this is not surprising in a wish-fulfillment fantasy aimed at a female audience; 
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however, the audience also develops sympathy, and perhaps empathy, for the men and their 

unfulfilled desires, and this is a departure from the genre.  

Each episode is presented primarily from the point of view of one or more stations, who 

are initially presented more or less as stereotypes, but gradually emerge as unique, surprisingly 

complex individuals. Consequently, as the series progresses, the viewer is encouraged to identify 

with and to understand the male stations more so than any female characters, and gets an inside 

glimpse of each man’s hopes, fears, and insecurities. For example, Tochō, the leader of the 

Miracle Train, is presented as a highly efficient and responsible worker due to the station’s 

proximity to the Metropolitan Government Building, and embodies the kigyōsenshi ideal. He is, 

in a sense, the strong and reliable daikokubashira of the Miracle Train. However, his work ethic 

is presented both as an asset and as a flaw: he is complimented for his professionalism, but also 

told that he takes things too seriously, and that he is a workaholic who needs to learn how to take 

a break. (There is even a joke about him developing gray hair from stress and overwork.) Thus, 

while Tochō’s characterization in some ways reflects salaryman masculinity, it also challenges 

and criticizes that ideal. Tochō is also portrayed as very sensitive—a man who puts on a brave 

face as a leader, but who in actuality is plagued by insecurities, including a fear of appearing 

awkward or “uncool.” Tochō is not as popular with women as some of the other stations, and it is 

implied that he has never had a girlfriend, although he is eager to love and be loved. When he is 

rejected by the passenger in Episode 2, the viewer witnesses the scene not from her point of 

view, but from his, and from that of the other stations who are secretly watching them. As a 

result, the viewer develops sympathy for the male and his thwarted hopes, which is unusual for a 

shōjo series. In Episode 8, Tochō tries to help a runaway child whose father has died. The girl 

latches onto him and calls him “Papa,” and while Tochō is at first uncomfortable and claims to 
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know nothing about children, he soon warms to the role and treats her like a loving father. Thus, 

Tochō’s progression over the course of that episode can be read as a representation of changing 

Japanese masculinity over the past decades and men’s new attitudes toward childrearing. 

Because the stations appear in every episode, but female characters almost always appear for one 

episode only, the viewer learns more about the men’s relationships with each other than about 

any potential or actual relationships with women they may have. And this is another departure 

from the typical shōjo series, in that the show ends up being more about male bonding than 

heterosexual romance.  

While Miracle Train is presented largely from the male characters’ point of view, it is not 

necessarily a male-centric show. The female characters are not stereotypes, but are also well-

developed, although each generally appears for only one episode. The dialogue and plot lines 

include feminist themes and a look at women’s issues, as can well be imagined, given the 

premise and audience of the show. However, Episode 9 is unquestionably male-centric, and also 

uniquely male-empowering. That episode features a male passenger, a young salaryman named 

Sakuraba, who mistakenly boards the Miracle Train instead of the intended female passenger that 

day. When it emerges that Sakuraba has a big problem, namely, that he has what he considers an 

embarrassingly effeminate passion for all things kawaii, or cute, the stations decide to help him. 

Sakuraba is in love with his girlfriend, and takes great pride in being a kigyōsenshi who is valued 

by his company. He equates his hard work with manliness and self-worth, in keeping with 

salaryman masculinity, but he is ashamed of his secret fondness for cute things, and is afraid that 

his girlfriend will find out. He wants to marry her, but has never even let her in his apartment 

because it is full of cute, pink things. In an extraordinary defense of natural masculinity (more so 

because the episode was written by a woman), the stations help Sakuraba to realize that he 
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should embrace his true self and reject conformity to the codes of salaryman masculinity. The 

depth of the episode in addressing men’s issues should be noted: Sakuraba does not just buy cute 

things, he makes them himself, and the drab colors of corporate culture are visually and 

symbolically contrasted with the vibrant pinks of his personal life. Thus it could be argued that 

Sakuraba’s passion for cute things represents a certain defiance against corporate culture, a 

defense and a celebration of the individual. Napier has noted the influence of the Japanese 

carnival tradition on anime, stating that it “celebrat[es] a spirit of anarchy that offers a brief 

playful respite from conformity” and linking such fantastic elements in anime to resistance 

against societal constraints (2001, p. 30). This anarchic, celebratory spirit of resistance can be 

seen in Episode 9, as well as in the series as a whole. Similarly to the show’s characterization of 

Tochō, Episode 9 presents corporate dedication in both positive and negative lights: work 

enables Sakuraba to buy the cute things that truly matter to him, but it also prevents him from 

caring for a pet, and, by extension, catering to some of his emotional needs. When the stations 

begin to remodel Sakuraba’s apartment at his request, the masculine, starkly traditional Japanese 

room Sakuraba is offered looks unappealing to him and is presented as unappealing to the 

viewer, in terms of script, storyboard, and the music that accompanies that scene. Thus, this 

episode critiques salaryman masculinity, while it defends—and arguably even exalts—natural 

masculinity. Episode 9 is only one example of the ways in which Miracle Train addresses the 

complexities of modern masculinity—such themes run throughout the series. 

I have to admit that I began watching Miracle Train because, as a heterosexual female, I 

was drawn to the wish-fulfillment premise of the show, but I am glad that it turned out to be so 

much more than that. I wrote my dissertation on women’s issues and the problems facing 

women, but Miracle Train inspired me to explore masculinity and men’s issues. One of my male 
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professors once said, “The American male is a problem-solver. His self-worth is based on his 

ability to fix things, and he wants to help women by solving their problems or fixing things for 

them.” Anime is no longer a purely Japanese phenomenon—it has gone global, and Japanese 

culture itself has also been influenced by other cultures worldwide. Therefore Miracle Train 

speaks not only to Japanese masculinity, but also to global masculinity, and I think my 

professor’s comment about the American male is equally applicable to the Japanese men 

portrayed in Miracle Train. The storylines and issues raised by Miracle Train, and the fact that 

the anime was written and made by both men and women, make me hopeful that the series is a 

sign of gender relations and constructs that are changing for the better—not just in Japan, but 

also throughout the world.  
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	IDA B. WELLS-BARNETT AS A POLITICAL ACTIVIST AND SOCIOLOGIST
	After the Civil Rights Act of 1875 was reversed in 1883 permitting Jim Crow laws, de jure segregation became legal. It was also the norm for White corporations in Tennessee to only provide access to the ladies’ car on trains to White people and Black ...
	On May 4, 1884, Wells-Barnett (1970, 1893/2013) encountered a White conductor who was going to enforce that norm. On that day, Wells-Barnett was on a train headed from her home in Memphis, Tennessee to Woodstock, Tennessee where she was employed as a ...
	Wells-Barnett (1970) refused to move after being ordered to do so by a conductor. He then grabbed Wells-Barnett and attempted to physically remove her from the train car. Looking back on the event in her autobiography, Wells-Barnett related that:
	When the train started and the conductor came along to collect tickets, he took my ticket, then handed it back to me and told me he couldn’t take my ticket there. I thought that if he didn’t want the ticket I wouldn’t bother about it so went on readin...
	Wells-Barnett continued:
	I had braced my feet against the seat in front and was holding to the back, and as he had already been badly bitten he didn’t try it again by himself. He went forward and got the baggage-man and another man to help him and of course they succeeded in ...
	Although she put up a strong fight against the three men, they succeeded in forcing her out of the ladies’ car. By the time she was removed from the ladies’ car, the train had arrived at its first stop. Wells-Barnett departed the train, but decided to...
	Subsequently, Wells-Barnett (1970) hired an attorney and filed a lawsuit against the Chesapeake, Ohio and Southwestern Railroad Company. Some seven months later, on December 24, 1884, Wells-Barnett won her case against the railroad company and was awa...
	The case had wide implications. Thinking about the consequences of the case for Tennessee and the USA as a whole, Wells-Barnett (1970) remarked in her autobiography that:
	It was twelve years afterward before I knew why the case had attracted so much attention and was fought so bitterly by the Chesapeake and Ohio Railroad. It was the first case in which a colored plaintiff in the South had appealed to a state court sinc...
	Some 12 years following her case before the Tennessee Supreme Court, the Supreme Court of the USA rendered the Plessy decision. The latter decision made it clear to Wells-Barnett that Black people faced a long struggle ahead for social justice. On a p...
	Wells-Barnett (1970) initially began to write for publication when the editor of a religious weekly known as the Living Way asked her to address her case in an article. She was later invited to become the editor of Evening Star, a Black periodical in ...
	By 1895, some of the papers Wells-Barnett had written for included the New York Age; New York Freeman; The Plaindealer of Detroit; The Indianapolis World; Gate City Press; Little Rock Sun; American Baptist; Memphis Watchman; Justice of Chattanooga; Ch...
	Two years before becoming a part owner of the Free Speech and Headlight, Wells-Barnett made a presentation in 1887 at the National Press Association conference, which was held in Louisville, Kentucky. At that conference, Wells-Barnett was elected as t...
	Wells-Barnett (1970) was disturbed about the appalling conditions Black people faced in the public schools. Looking back at the incident in her autobiography, Wells-Barnett wrote:
	… I asked Rev. Nightingale to sign an article I had written about the city schools. I was still teaching and I wanted to hold my position. Yet I felt that some protest should be made over conditions in the colored schools. The article was a protest ag...
	Wells-Barnett continued:
	That year, when the time for election of teachers, the school board failed to reelect me as it had done every year for seven years. I was not even notified of this until time for the school to be opened, too late to seek employment elsewhere. I sent m...
	Thus, for daring to speak out, Wells-Barnett lost her teaching position. Wells-Barnett expressed disappointment that Black parents failed to support her when she stood up for their children with her article. Some of them even chided her for risking he...
	In response to her loss of the teaching position, Wells-Barnett became a full-time journalist and publisher. She also went from owning one-third of the paper to one-half of the paper when J.L. Fleming and Wells-Barnett bought out Rev. Taylor Nightinga...
	As she had done against the local school board, Wells-Barnett wrote and published a stinging criticism against the White people who held the lynching bee in the May 21, 1892 issue of the Free Speech and Headlight.2F  In response, on May 27, 1892, a Wh...
	Wells-Barnett wrote a long series of articles about the lynching of Thomas Moss, Calvin McDowell, and Henry Stewart for the New York Age. Eventually, those articles were published in pamphlet form under the title Southern Horrors: Lynching in All Its ...
	THE LYNCHING OF SAM HOSE
	LYNCHING BEFORE AND AFTER SAM HOSE
	REACTION OF WELLS-BARNETT TO THE LYNCHING OF SAM HOSE
	LYNCH LAW IN GEORGIA AS A WORK
	Wells-Barnett used Lynch Law in Georgia to detail her position on the Sam Hose case. She also used the pamphlet to provide her analysis of the brutal social conditions faced by Black people in Georgia during 1899. As she had done in the Lee Walker cas...
	Le Vin (1899) discovered that prosperous Whites and poor Whites had participated in the gruesome lynching of Sam Hose. The participants in the gruesome lynching bragged openly to Le Vin about the manner in which they murdered Sam Hose and six other Bl...
	In her pamphlet, Wells-Barnett (1899) included an introduction in the form of a short statement and four separate chapters. The statement, titled “Consider the Facts,” was used by Wells-Barnett to inform the readers that 12 Black men faced lynching in...
	Hose, a servant, had killed Cranford, his employer. An example must be made. Ordinary punishment was deemed inadequate. This Negro must be burned alive. To make the burning a certainty the charge of outrage was invented, and added to the charge of mur...
	For Wells-Barnett, the situation was very telling in that only one of the 12 Black men was accused of rape. The other 11 were accused of other charges ranging from aiding and abetting a criminal or burning a warehouse.
	With her statement, Wells-Barnett (1899) blasted the White press in the South for championing people getting burnt alive. Wells-Barnett accused the White press in the South of mockery when it came to considering the facts. She related:
	The Southern press champions burning men alive, and says, “Consider the facts.” The colored people join and also say, “Consider the facts.” The colored people of Chicago employed a detective to go to Georgia, and his report in this pamphlet gives the ...
	Wells-Barnett remarked that it was her intention for the pamphlet to provide details of the lynching by using reports in the Southern press and the report of the Chicago detective. In a rather optimistic manner, she concluded her statement by saying t...
	Chapter one, titled “Nine Men Lynched on Suspicion,” described the lynching of nine Black men in Palmetto, Georgia. The men were arrested on the night of March 15, 1899 by police officials on the grounds that they were suspected of burning two busines...
	In chapter two, titled “Tortured and Burned Alive,” Wells-Barnett (1899) discussed the lynching of Sam Hose using several reports from the Atlanta Constitution. Wells-Barnett began her discussion by stating that Hose was one of the seven people who go...
	The charge is generally made that lynch law is condemned by the best white people of the South, and that lynching is the work of the lowest and lawless class. Those who seek the truth know the fact to be, that all classes are equally guilty, for what ...
	Wells-Barnett argued that the lynching of Sam Hose clearly illustrates this point. She noted that the Atlanta Constitution suggested and encouraged that Sam Hose get lynched.
	Following a dispute over wages, Sam Hose killed Alfred Cranford on April 12, 1899. In its April 13, 1899 issue, the Atlanta Constitution reported: “When Hose is caught he will either be lynched and his body riddled with bullets or he will be burned at...
	On April 16, 1899, Hose had still not been captured, but the Atlanta Constitution continued its campaign to get him lynched once he was found. Instead of asking for law and order, the issue for that day had the following headlines: “Excitement still c...
	The residents have shown no disposition to abandon the search in the immediate neighborhood of Palmetto; their ardor has in no degree cooled, and if Sam Hose is brought here by his captors he will be publicly burned at the stake as an example to membe...
	Three days later, the Atlanta Constitution was still at work to encourage the public to lynch Sam Hose. Its April 19, 1899, reported the following statement by one of the pursuers of Sam Hose: ‘“If Hose is on earth I’ll never rest easy until he’s caug...
	Two of the leading citizens of Georgia were involved in the campaign to lynch Sam Hose. One person was Clark Howell, the editor of the Atlanta Constitution. The other person was W.A. Hemphill, the business manager of the Atlanta Constitution. Through ...
	On April 22, 1899, Sam Hose was captured at 9 p.m. not far from his mother’s home. Allen D. Candler, the governor of the state of Georgia, ordered that Sam Hose be taken to Atlanta and placed in the Fulton County Jail to await trial. Instead, he was t...
	Wells-Barnett included a special report of his torture and death from the April 24, 1899 issue of the Atlanta Constitution. The report stated that, “Fully 2,000 people surrounded the small sapling to which he was fastened and watched the flames eat aw...
	One of the most sickening sights of the day was the eagerness with which the people grabbed after souvenirs, and they almost fought over the ashes of the dead criminal. Large pieces of his flesh were carried away, and persons were seen walking through...
	The report added:
	When all the larger bones, together with the flesh, had been carried away by the early comers, others scraped in the ashes, and for a great length of time a crowd was about the place scraping in the ashes. Not even the stake to which the Negro was tie...
	Paula J. Giddings (2008), a biographer of Wells-Barnett, has informed us that, “In June, the Chicago Broad Ax reported that Sam Hose’s family had fled to Philadelphia after receiving one of his dismembered fingers in an envelope” (p. 413).
	Chapter three, titled “Elijah Strickland, a Colored Preacher, Lynched,” addresses a lynching which took place only hours after that of Sam Hose. On the night of April 23, 1899, a White mob went to the home of Elijah Strickland and forced him to leave ...
	His White employer, W.W. Thomas, a landholder, former state senator, and former Confederate army major, arrived at the scene and tried to stop the lynching, but was unsuccessful. After being tortured, Strickland was hanged and strangled on a persimmon...
	In chapter four, titled “Report of Detective Louis P. Le Vin,” Wells-Barnett included the full text of his report. Le Vin had been sent to Georgia by Black people in Chicago under the leadership of Wells-Barnett. He was charged with the task of comple...
	At the outset of his report, Le Vin (1899) stated that he had no problems getting White people to discuss the lynching of the Black men. He stated:
	I found no difficulty in securing interviews from white people. There was no disposition on their part to conceal any part they took in the lynchings. They discussed the details of the burning of Hose with the freedom which one would talk about an aft...
	Le Vin related that, “W.A. Hemphill, President and business manager, and Clark Howell, editor of the Atlanta Constitution, contributed more to the burning than any other men and all other forces in Georgia” (p. 16). He said that those two men in the c...
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	ABSTRACT
	INTRODUCTION
	IDEAS OF WELLS-BARNETT EXPRESSED IN A RED RECORD
	The purpose of the pages which follow shall be to give the record which has been made, not by colored men, but that which is the result of compilations made by white men, of reports sent over the civilized world by white men in the South. Out of their...
	Thus, in her first chapter of A Red Record, Wells-Barnett revealed that she had developed an empirical approach to the study of lynching which is now called secondary data analysis. However, her research approach also involved the use of observation.
	Miller’s body hung thus exposed from three to five o’clock, during which time, several photographs of him as he hung dangling at the end of the chain were taken, and his toes and fingers were cut off. His body was taken down, placed on the platform, t...
	Following some of the eyewitnesses, Wells-Barnett concluded the chapter with the complaint that C.J. Miller, an innocent man, “has been barbarously and shockingly put to death in the glare of the 19th century civilization, by those who profess to beli...
	In the days of slavery it was held to be a very serious matter for a colored person to fail to yield the sidewalk at the demand of a white person, and it will not be surprising to find some evidence of this intolerance existing in the days of freedom....
	A sixth case dealt with the September 1893 lynching of Thomas Smith in Roanoke, Virginia. Wells-Barnett reported that Smith was lynched for quarreling with a White woman “about the change of money in a transaction in which he bought something from her...
	Lee Walker, colored man, accused of raping white women, in jail here, will be taken out and burned by whites to-night. Can you send Miss Ida Wells to write it up? Answer. R.M. Martin, with Public Ledger. (Quoted in Wells-Barnett, 1895, p. 64)
	For Wells-Barnett, the telegraph was proof that some White people had planned the lynching of Walker and it was not spontaneous. It was also proof that her enemies knew of her status and role in the anti-lynching social movement.
	Of the 1,115 Negro men, women and children hanged, shot and roasted alive from January 1st, 1882, to January 1st, 1884, inclusive, only 348 of that number were charged with rape. Nearly 700 of these persons were lynched for any other reason which coul...
	Wells-Barnett posed that many cases of alleged rape were actually instances of consensual sex. To illustrate her point, she pointed to an 1892 case in Cleveland, Ohio involving a White woman named Mrs. J.C. Underwood and a Black man named William Offe...
	The grogshop is the Negro’s center of power. Better whisky and more of it is the rallying cry of great, dark-faced mobs. The colored race multiplies like the locusts of Egypt. The grogshop is its center of power. The safety of woman, of childhood, the...
	Wells-Barnett charged that Willard had maligned Black people with an irresponsible statement.
	Only two years prior to the massacre of the six men near Memphis, that same city took part in a massacre in every way as bloody and brutal as that of September last. It was the murder of three young colored men and who were known to be among the most ...
	According to Wells-Barnett, she was optimistic that there would be a drop in the prevalence of lynching. However, Wells-Barnett clearly stated that she would continue her crusade against lynching whether her residency was in the south or north.
	The zeal for her race of Miss Ida B. Wells, a bright young colored woman, has, it seems to me, clouded her perception as to who were her friends and well-wishers in all high-minded and legitimate efforts to banish the abomination of lynching and tortu...
	At the time of her speech, Willard was the president of the WCTC, one of the major organizations led by White women in the USA.
	Anti-lynching leagues, societies and individuals can order books from this fund at agents’ rates. The books will be sent to their order, or, if desired, will be distributed by the League among those whose co-operative aid we so greatly need. The write...
	The Central Anti-Lynching League and its Free Distribution Fund sought to provide a platform for interested friends and to help tell the world the facts about lynching. Wells-Barnett considered this field of endeavor to be practical work. In turn, one...
	POLITICAL ACTIVISM OF WELLS-BARNETT BEFORE AND AFTER THE LYNCHING OF THOMAS MOSS, CALVIN MCDOWELL, AND HENRY STEWART
	When the train started and the conductor came along to collect tickets, he took my ticket, then handed it back to me and told me that he couldn’t take my ticket there. I thought that if he didn’t want the ticket I wouldn’t bother about it so went on r...
	I had braced my feet against the seat in front and was holding to the back, and as he had already been badly bitten he didn’t try it again by himself. He went forward and got the baggage-man and another man to help him and of course they succeeded in ...
	The train had stopped at the first station by the time the men put their hands on Wells-Barnett. Instead of being dragged to the smokers’ car by the three men, Wells-Barnett told them she would get off the train. By the time she departed the train, We...
	Upon her return to Memphis, Wells-Barnett (1970) sought legal counsel in the matter. Eventually, she filed suit in the circuit court against the Chesapeake, Ohio and Southwestern Railroad Company.2F  The case was heard by Judge James O. Pierce, a form...
	Chief Justice Turney, of the Tennessee Supreme Court, wrote the second version as the official court decision in the matter of Chesapeake, Ohio & Southwestern Railroad Company v. Wells.4F  Relying heavily upon statements from the officials of the rail...
	Chief Justice Turney also stated that state statues permitted the railroad to exclude Black women from a first-class section in the form of a ladies’ car.
	After admitting that Wells-Barnett had been excluded from the first-class section in the form of a ladies’ car, Chief Justice Turney then invoked the notion of a separate but equal policy. Chief Justice Turney stated in the official decision that the ...
	We think it is evident that the purpose of the defendant in error was to harass with a view to this suit, and that her persistence was not in good faith to obtain a comfortable seat for the short ride. (Quoted in Chesapeake, Ohio and Southwestern Rail...
	Thus, some 30 years after the 1857 Dred Scott decision of the U.S. Supreme Court, Wells-Barnett was the victim of court justices who basically ruled that a Black person had no rights a White person had to respect.5F  Likewise, some eight years before ...
	Wells-Barnett responded to her experiences with the Chesapeake and Ohio Railroad Company by becoming a journalist. She engaged in both teaching and journalism until 1891. In that year, Wells-Barnett was fired from her teaching post after writing an ed...
	Once Wells-Barnett moved to the North, her political activism found expression in a number of organizations. During the 1890s, Wells-Barnett became a member of the T. Thomas Fortune led National Afro-American League which later became the National Afr...
	IMPLICATIONS OF WELLS-BARNETT’S A RED RECORD
	One consequence of A Red Record is that it sheds light on Wells-Barnett’s ideas such as lynching bee, lynch law, and color line justice. A second consequence of A Red Record is that it sheds light on Wells-Barnett’s empirical research methodology. A t...
	This paper has focused on Ida B. Wells-Barnett and her pamphlet, A Red Record. It has examined the ideas Wells-Barnett expressed in A Red Record. This paper also addressed how Wells-Barnett used her empirical research in A Red Record, as a work of pub...
	In 2001, the Dallas Community College District released its film series titled Exploring Society. In the first episode of the series titled “Why Sociology,” sociologist Alfred Young was quoted as follows:
	Young clearly understood the objectives of Wells-Barnett in A Red Record. He also recognized her contributions to sociology as an emerging discipline. It is high time that others join him in that recognition of one of the peripheral fountainheads of s...
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