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Northern Illinois University 

0 n May 20, 1999, the 
7th Annual African 
American Adult Edu- 

cation Research Preconference 
was held at Northern Illinois 
University. Our theme, Tabng 
our Righbjkl Place in Adult Edu- 
cation: In History, At Present, 
and in the Future, is a partial an- 
swer to a bequeathing and 
plaguing question often asked by 
minorities in higher education. 

Where are the voices of peo- 
ple of color heard in research? 
We continually ask this question 
in stern attempts to be heard and 
to have our research recognized. 
Validation of research, in some 
respects, hinges on having one's 
work published in refereed jour- 
nals that are recogr~ized wj thi11 a 
particular discipline. Studies es- 
caping the boundaries of the 
mainstream school of thought in 
some instances are rejected by 
rcvicwers, are considered as 
'non-scholarly,' and are therefore 
not given the same degree of re- 
spect and creditability by peers. 
Political hegemonic attempts to 
devalue and minimize research as 
'not real research' has met with 
strong oppositiot~. Who deter- 
mines what gets published and 
who decides what is scholarly in 
the academy? 

Research that focuses on mi- 
nority issues has oAen been trivi- 

alized, considered intellectually 
inferior, and discounted. Faced 
with these tenuous obstacles and 
the ever-present dilemma of 
publish-or-perish, few Afican 
Americans hold the rank of ten- 
ured faculty. Research shows 
that minorities have the lowest 
faculty progression, retention and 
tenure rates in academe. 

'Voice' is not merely an 
apparatus by which we 
form speech, but our 

voice is our moral 
authority, ie. ,  an em- 

bodiment of us. It is the 
means whereby we are 

able to mobilize and en- 
gage the world. 

Studies also show that their work 
is more closely scrutinized or 
discounted by students, col- 
leagues, and superiors. These 
undeniable truths beg the ques- 
tion, where then are people of 
color voices heard in research? 
'Voice' is not merely an appara- 
tus by which we form speech, but 
our voice is our moral authority, 
i.e., an embodiment of us. It is 
the means whereby we are able 

to mobilize and engage the 
world. 

As a graduate of NIIJ's Adult 
Continuing Education program, I 
must admit that the faculty has 
been instrumental in recognizing 
peoples' of color struggles in ac- 
quiring higher education at pre- 
dominately White institutions. In 
past years, the Adult Education 
faculty has made classes avail- 
able to students on and off cam- 
pus, established cohorts, and re- 
cruited minority and international 
students in the program. Some 
of my fellow classmates are now 
tenured faculty, and others are on 
tenure track at colleges and uni- 
versities around the country. 
These NIU graduates, in turn, 
have become mentors to incom- 
ing graduate students at their in- 
stitutions. 

The preconference was initj- 
ated a few years ago in an at- 
tempt to provide a forum for Af- 
rican American students to pres- 
ent scholarly research. As a pre- 
vious student, I vividly remem- 
ber traveling in a van with peers 
to present at a pre-conference. 
How proud 1 was to represent my 
institution, to engage in peda- 
gogical dialog, and to debate and 
defend my research findings. 
The dialect exchange in formal 
and informal settings with con- 
ference attendees was essential to 
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my growth and preparation for 
the academy. Because T stand on 
the shoulders of my ancestors, 
my shoulders, in turn, have been 
strengthened so that others may 
stand on mine. I, too, then bear 
the responsibility to make op- 
portunities available and to pro- 
vide a forum for those coming 
behind me to share their work 

While the purpose of the 
j Conference remains constant, the 

scope of presenters has expanded 
to include faculty and staff as I 

! well. This issue of TItresholds in 
! Ed~ircrtion contains papers by 

i conference presenters - Mable 
Springfield-Scott, Geraldine 

I 
I Clarke, Evelyn Paulette Isaac, 

Loiita Aiken, Andrew Srnall- 
wood, Elice Rogers, Lee Martin, 
Glenn Palmer, and Karen Wat- 
kins. These essays span the 
gamut of cultural diversity: Afri- 
can Americans in church-based 
adult education programs; Afi- 
can Americans' educational ex- 
periences in a country school; an 

! analysis of Black women's' ex- 

RN program; welfare reform; 
politics of Afican American po- 
litical leaders; an Afrocentric 
analysis of Malcolm X; and 
faulty job satisfaction in a uni- 
versi ty. Other conference papers 
will appear in a subsequent issue 
of ,Ycope. Through the Confer- 
ence and th~s edition of Thresh- 
olds it1 Education, many voices 
are heard and shared. 1 sincerely 
hope that these scholars will 
cany the torch and pass the baton 
to others. 

This conference could not 
have been a success without cer- 
tain people. Many thanks to 
Dean Dr. Alfonzo Thunnan who 
gave the keynote address and is 
at the helm of instituting change 
to restructure the College of 
Education. May God continue to 
strengthen until the vision comes 
to fruition. An enormous thank 
you goes to Dr. Amy Rose, 
AERC Chair, her staff, Jeanette 
Heinisch, and Adult Education 
faculty for heir untiring support 
and coordination. To the organ- 

can Adult Education Pre- 
Conference without whose forti- 
tude, vision and faith this pre- 
conference would not have been, 
thank you. To Juanita Johnson- 
Bailey, thanks for showing up at 
all the right places and times, 
willing to pitch in. To Dr. 
LaVerne Gyant, my mentor and 
friend who keeps opening doors 1 

and served as conference co- 
convener, "Have a blessed day." 4 
I would be remiss if I did not I 

thank my staff in OIA, coi- 
leagues, graduate, and under- I 

graduate students. Oh, yes, Dr. 
Phyllis Cunningham, keep 
checking on me. 

Finally, I give God the praise, 
honor, and glory. Our spiritual- 
ity sustains, strengthens, and car- 
ries us when institutions weaken I 

I 
our souls. I 

Dr. Vodu E. Souftzern is Assistant 
ID rhe Drarrfor- Recruitment nnd Refen- 
tion and dircctor ofPruject Prime and 
the Ofice of Instructional Assistunce in 1 
the College of Education at Northern 
Illinois UII icersity. 
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Leadership, Adult Education and Malcolm X: 
An Afrocentric Analysis 

Educational Leadership for 
African Americans 

Adult education has been an 
integral part of the African- 
American experience. In their 
book The Education of African 
American Adults (1 9901, Harvey 
G. Neufeldt and Leo McGee dis- 
cuss the historical evolution of 
various forms of adult education 
in the United States. At the cen- 
ter of the examination of Afri- 
can-American adult education is 
the issue of control. To what 
extent did Black people have 
control over educational activi- 
ties? Traditionally, Afiican 
Americans viewed education as a 
tool to combat racial hostility by 
increasing their access to em- 
ployment opportunities. Given 
the importance of the post-Civil 
War era in shaping forces that led 
to segregation, racism, and eco- 
nomic discrimination against 
Blacks, the need for Black lead- 
ership to form organizations to 
combat hostility in society in the 
late 1 800s and early 1900s be- 
came crucial in t he quest for 
autonomy from societal oppres- 
sion (Bennett 1987: pp.255-296; 
Franklin & Moss, 1994, pp. 
264-294). LaVerne Gyant, in 
exanlining Alain Locke, dis- 
cusses reasons why he and other 

by Andrew P. SmaBwood, Ed.D. 
Assistant Professor of Black Studies 
The University of Nebraska at Omaha 

African Americans advocated oped for AfXcan-Anleri can 
adult education programs in the 
1930s: 

Because African Americans 
had been deprived of social, eco- 
nomic, and cultural opportunities 
and contact, Locke agreed with 
his contemporaries Am brose 
Caliver and Ira Reid that it was 
important that adult education 
programs be made available to 
the African American commu- 
nity. They also believed that 

community leaders to take action 
in analyzing problems, defining 
strategies and implementing so- 
lutions for the very survival of 
Black people (Karenga, 1993, 
pp. 15 1 - 160). This need meant 
understanding and redefining the 
role of Africa and Akican people 
in society through educational 
activities. 

Statement of the Problem 
through lifelong learning Ahcan Racism, which was mani- 
Americans would be libkrated, fested in the institution of slavery 
undergo major improvement, and and perpetuated in the practice of 
exhibit an interest in their intel- segregation, has led to prejudi- 
lectual and cultural development cial and discriminatory practices 
(Gyant, 1996, p. 82). in employment, housing and 

education for African Americans. 
These social issues have had se- 
vere negative consequences af- ... the educational con- fecting the quality of 

tributiunsqfprominent Americanlife(Bennett,1987, - - 

African Americans, pp. 45-46; Franklin & MOSS, 

1994, pp. 27 1-272; Karenga, 
such as Malcolm X, 1993. DD. 27 1-2721. The imwact 

' A .  

have been virtual& un- of these events and the failure to 

explored resolve them contribute to the 
ongoing problems of race rela- 
tions in America, resulting in: (a) 

Given the well-documented 
history of defacto and dejure seg- 
regation leading to the unequal 
distribution of resources in U.S. 
public education, a need devel- 

the failure to acknowledge the 
contributions of African Ameri- 
cans in society; (b) the failure to 
examine African-American life 
in a cultural context recognizing 
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traditions and customs; and (c) tion, via his intellectual thought, Theory 
the gross historical misinterpre- been explored? The Afrocentric approach to 
tation of the African American scholarly inquiry of Black life 
experience. can be found in the work of 

An extension of these prob- Black scholars one hundred years 
]ems in the field of Adult Educa- I' *he of lim ago. Karenga cites the writings 
tionhasbeenafailuretounder- ministerandcivilrights ofAnnaJuliaCooper's,AVoice 
score the educational contribu- 
tions of Afncan Americans. Woman of the South (1 892); 
(Neufeldt & McGee, 1 990, p .vii; gaged in an intellectual W .E.B. DuBois's, The Education 
Briscoe & Ross. 1990: 583). Re- public discourse that of Block People: Ten Critiques, 
search of the Black experience represented a pedagogi- 1906- 1960 (1975); and Carter G. 
fails to recognize and evaluate Woodson's, Mis-education of the 
the contributions of B lack people cal approach Negro (1 969) as early examples 
advocating social change. Much to adult learning. (Karenga, 1993: p. 34). Molefi - 
of the current research does not K. Asante first expressed Afro- 
examine Blacks from the context centricity as  an intellectual con- 
of their historical and cultural 
experiences. (Anderson, 1990, 
pp. 2-3). This has resulted in an 
incomplete picture of both the 
field and practice of adult educa- 
tion and the African American 
practitioners who serve it. Thus. 
the educational contributions of 
prominent African Americans, 
such as Malcolm X, have been 
virtually unexplored. A. Peter 
Bailey, a former assistant of 
Malcolm X's, stated, "Malcolm 
was a Master Teacher" whose 
loss to the Black community is 
significant because few individu- 
als carry this special title and re- 
sponsibility and have the ability 
to espouse a rhetoric of Black 
liberation (Malcolm X, 1994). 
Bailey's statement queries: What 
in the African-American experi- 
ence makes the role of non- 
traditionaI education so impor- 
tant? What really was the edu- 
cational impact of Malcolm X for 
the African-American commu- 
nity? Has the scope of Malcolm 
X's contributions to adult educa- 

En this study, I conducted an 
investigation of Malcolm X as an 
Intellectual Aesthetic who, 
through his thoughts and ideas, 
advanced the concept of non- 
formal adult education through 
an Afrocentric epistemology. In 
the role of Muslim n~inister and 
civil rights leader, Malcolm X 
engaged in an intellectual public 
discourse that represented a 
pedagogical approach to adult 
learning. 

This study provides an ex- 
amination of Malcolm X using 
the Afrocentric paradigm of Ka- 
waida Theory. Within the disci- 
pline of Black Studies, this theo- 
retical framework is employed to 
locate Malcolm X's lasting con- 
tnbutions to adult education. By 
discovering linkages in the aca- 
demic areas of adult education 
and Black Studies, I attempt to 
provide a balanced interpretation 
of the axiological basis of culturc 
and education for African 
Americans. 

cept in a comprehensive form. 
H e  states: 

Afrocentricity, as an aspect 
of centrism, is groundedness, 
which allows the student of 
human culture investigating 
phenomena to view the world 
Eom the standpoint of the 
African. (Asante, 1990: 
p. vi) 

Locating the subject of any 
study using Afica as the social 
and cultural reference point is 
central to the Afrocentric per- 
spective. With the brutality of 
slavery and the open hostility 
Akican American people faced, 
the preservation of cultural tradj- 
tions has been both an imporlant 
and difficult task. This has led to 
the development of several Afro- 
centric theories over the last 
three decades. I have employed 
the Kawaida theory developed by 
Maulana Karenga. 

In this study, I focus on the 
variables of history and ethos to 
describe and evaluate the contri- 
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butions of Malcolm X to adult esteem. Given the historically as a lay teacher. First, his role as 
I education via his leadership role negative views of African and a religious figure provided 

as a public advocate for the so- Black people, the importance of Malcolm with a moral authority 
cial, political, and economic im- this is quite significant. to communicate with Black peo- 
provement of Ajiican American As a major Black leader of ple that Black scholars did not 
life. To examine Malcolm X's the twentieth century, Malcolm have. Second, Malcolm was a 
views on Black culture, I focus X used history in his speeches to charismatic Black leader with 
on his public statements dis- advocate cultural celebration (re- national visibility who was able 
cussing African Americans' cul- cover= of historical and cultural to impact a wide range of people 

1 ture as he articulates his own memory). Given the foundation fiom various racial and economic 
unique voice as a national Black of cultural pride that Malcolm positions in society. Third, his 
leader in the 1960s. As a Black had as a child and his rediscovery main audience consisted of Black * 
adult educator, he provides a of this through his religious con- people in search of liberating 
paradigm for African American version in prison, his acceptance leadership from racial and eco- 
thought after his death. of NO1 doctrine was total and nomic oppression. Malcolm's \ 

complete. His eventual rise to public statements communicated 
leadership within the NO1 helped their frustrations and provided 

Kawaida Theory defines him become a leading figure in insight based on knowledge of 
history as the record of human the resurgence of cultural pride the history that defined their Iife 
struggle in shaping the world. nearly twenty years after the experiences: 
Black history is then concerned Garvey and the Harlem Renais- Our history and our culture 
with the examination of the Afri- sance ended. were completely destroyed 
can contribution to human his- Malcolm X followed the when we were forcibly 
tory (Karenga, 1980, p. 29). By teachings of Elijah Muhammad, brought to America in chains. 
using an Afrocentric thought to yet his study in prison of Af%can And now it is important for 
locate the African legacy in the American history, reading the us to know that our history 
development of the Afican works of W. E. B. DuBois and did not begin with slavery. 
American history and experience, Carter G. Woodson, familiarized We came from Aftica, a great 
several scholars found that it ex- him with the chronological and continent, whereon lived a 
amines the valuable contributions conceptual interpretive history of proud and varied people, a 
of Africa to world and United African Americans. (Malcolm X, land which is the New World 
States' history. 1994). Malcolm's careful study and was the cradle of civili- 

The Nation of Islam's posi- of B lack history made him a grio t zation. Our culture and our 
tion on emphasizing cultural and lay histonan. He used his history are as old as man 
pride dates back to the organiza- knowledge to preach to NO1 himself and yet we know al- 
tion's founding. The Nation of members and supporters. most nothing about it. 
Islam (NOI) reached out to dis- Malcolm Xis emphasis on his- (Malcolm X, 1970, pp. 53- 
enfranchisd Black people whom torical knowledge continued in 54) 
other organizations did not court. the tradition of Black historians In their analysis of Black 
To do this, the NO1 emphasized who seek to combat the historical adult education occurring in so- 
that Black people had a rich his- ignorance of Black people cia1 movements in Chicago, Illi- 
tory and tradition of significant through the written and spoken nois, Phyllis M. Cunningham and 
accomplishments (Clegg, 1997, word. Regina Curry address the im- 
p. 43). This allowed members There are several key obser- portance of Afican Americans 
and supporters of the NO1 to de- vations that demonstrate the studylng their history and cul- 
velop cultural pride and self- p o w 6 1  influence of Malcolm X ture. In interviews with commu- 
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ni ty residents, they discovered 
that acquiring culturaI lmwledge 
led to cultural transformation: 

There were spears all over. 
The first thing that came in 
my mind was Tarzan in Af- 
rica. But [the instructor] be- 
gan to make a presentation 
about the art works and value 
of it and how it relates to Af- 
rican culture, how it relates to 
us: The music, the math--and 
you know, my mind just be- 
gan to expand. I just wanted 
more. I just needed to know 
more about my race and 
about my people. You know 
all this stuffwas new to me, 
and i t was hitting me too fast. 
It was hitting all of us too 
fast. (Cunningham and Curry, 
1997: p. 4) 
Malcolm X's emphasis on 

historical knowledge of cultural 
deprivation helped to teach Black 
adults about the impact of social 
problems affecting them. Thus, 
historical memory of culture is a 
constant theme found in his pub- 
lic dialog and pedagogical mes- 
sage to Black people. After his 
depaflure born the NO], his em- 
phasis on history shifts somewhat 
to discussions of political action 
as he attempts to join in the Civil 
Rights struggle and finds his 
unique place outside of the es- 
tablished Black organizations. 
Two weeks prior to his death, 
Malcolm X gave several 
speeches in Alabama to the Stu- 
dent Nonviolent Coordinating 
Committee (SNCC) and the 
Southern Christian Leadership 
Conference (SCLC) members to 
show solidarity with civil rights 

organizations. During this time, 
Malcolm linked the struggle of 
African Americans for civil 
rights with the struggle of Afri- 
can countries for independence 
fiom European colonial rule. 
Further, he met privately with 
civil rights leaders to pledge his 
support against discrimination in 
the South. 

Malcolm taught 
Black adults that 
the elimination of 

negative social stimuli 
could be brought about 
through collech've ac- 
tion and cultural cele- 

bration in an 
organizational cantat. 

During his one-day visit to 
Selma, Malcolm X spoke to three 
hundred young civil rights fight- 
ers at Brown Chapel M E  
Church. With Martin Luther 
King and many of the central 
leaders of the Southern Christian 
Leadership Conference in jai I ,  
SCLC leaders arranged for 
King's wife, Coretta Scott King, 
and Rev. Fred Shuttlesworth to 
also address the meeting. Prior 
to the meeting, Malcolm offered 
his assistance to members of the 
Student Nonviolent Coordinating 
Committee, and told them that he 
planned to start a recruitment 
drive for the Organization of 
Afro-American Unity in the 

South "in about two weeks." 
(Malcolm X, 1992, p. 26). 

Ethos 
Malcolm's quest for individ- 

ual selfdefini tion and self- 
consciousness occurred while in 
prison. There, he reflected on his 
life in the larger context of world 
events and how they affect Black i 
people. As an African American 
male in prison, he began his per- 
sonal discovery to seek a place 
in a society who had rejected him 
based on his subordinate group 
status. Malcolm's religious con- 
version while in prison provided 
him with further confirmation of 
the extent of racism and its im- 
pact on M c a n  Americans; and 

:.I 1 

Y 

it helped him to eliminate the I 
negative social conditions in his 
life (change in diet, lifestyle, 

! 
work ethic, and religious affilia- 
tion). His personal transforma- 

i 
tion and religious conversion 
served as a model for relating the 
depth of the problems Black 
people face. 

Malcolm taught Black adults 
that the elimination of negative 
social stimuli could be brought 
about through collective action 
and cultural celebration in an or- 
ganizational context. This is a 
basic issue of ethos in Kawaida 
Theory: 

. . .liberation and a higher 
level of human li fe--to free 
ourselves, speak our osvn 
truth to the world, pose our 
own paradigm for human so- 
ciety and human relations; 
join with other third-world, 
progressive people to start a 

1 
1 
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new history of humankind 
(Karenga, 1 990, p. 8). 

In examining Malcolm X as a 
cultural advocate, I pose the 
question, How did he link cul- 
tural identification with Black 
achievement as a public figure? 

Elijah Muhammad and the 
NO1 emphasized racial pride and 
historical knowledge; but after 
visiting Africa in 1959, Elijah 
Muhammad witnessed the prob- 
lems and suffering of poor peo- 
ple and focused his lectures away 
from Africa and more on African 
Americans and economic patron- 
age (Clegg, 1997, pp. 240-241). 
This illustrates the ideological 
rift between Malcolm X and 
Muhammad. Malcolm X's mes- 
sage after 1959 still reflects Afri- 
can and A hcan American his- 
tory which demonstrates the 
separation of his views and mes- 
sages from the ideology of Elijah 
Muhammad's NOI. 

The question of the rationale 
for Malcolm's emphasis on cul- 
ture may be answered by exam- 
ining what James L. Conyers, Jr. 
defines as the Social Ecology of 
Malcolm X's life. Social Ecol- 
ogy is defined as examining is- 
sues of place, space and time to 
understand the environmental 
influences affecting a phenome- 
non to be studied (Conym, 
1 999, p. 264). When we consider 
the place, space and time of 
Malcolm's birth, we see that he 
was born in Omaha, Nebraska in 
1925. During the early twentieth 
century in the United States, Af- 
rican Americans lived in segre- 
gation and, in numerous occur- 

rences, were lynched. This set 
the stage for Marcus Garvey's 
bold leadership emphasizing 
Black cultural pride. In Malcolm 
X, we see the strong cultural in- 
fluence of Marcus Garvey, as 
both of Malcolm's parents were 
members of the United Negro 
Improvement Association 
(UNLA). Malcolm recalls some 
of the discussions at the trPJLA 
meetings his father took him to 
as a child: 

1 can remember hearing of 
"Adam driven out of the gar- 
den into the caves of 
Europe," "Africa for the Af- 
ricans," Ethiopians, Awake! 
My father would talk about 
how it would not be much 
longer before M c a  would 
be completely run by Ne- 
groes - "By Black men" was 
the phrase he always used. 
No one knows when the hour 
of Africa's redemption 
cometh. It is in the wind. It 
is coming. One day, like a 
stom, it will be here. 
(Malcolm X, 1992, p. 6). 

As a young adult, Malcolm 
was introduced to the NOI, an 
organization practicing a form of 
Islamic faith and founded with 
the influence o C Garvey's Black 
Nationalism. Malcolm's eventual 
relocation to Harlem was signifi- 
cant in that Garvey's UNIA 
headquarters was located there 
and, being in an environment 
with a legacy of cultural pride, 
may have provided him with a 
cultural grounding. Evidence of 
this can be found in Malcolm's 
later, public statements empha- 

sizing African culture more than 
the speeches of Elijah 
Muhammad or Martin Luther 
King. Malcolm X stated that: 

Our cultural revolution must 
be the means of bringing us 
closer to our Ahcan brothers 
and sisters. It must begin in 
the community and be based 
on community participation. 
Afro-Americans will be free 
to create only when they can 
depend on the Afro- 
American community for 
support, and Afro-American 
artists must realize that they 
depend on the Afro- 
American community for in- 
spiration. (Malcolm X, 1970, 
P. 5 5 )  

In his final year, Malcolm 
X's emphasis on culture taught 
Black people to be proud of their 
Akican ancestors and their cul- 
tural heritage. Malcolm's advo- 
cacy of cultural pride would 
foreshadow the Black Power 
movement of the late 1960s. It 
also provided the model for cul- 
tural celebration, greater self- 
esteem, and ultimately greater 
achievement for African Ameri- 
cans: 

This cultural revolution will 
be the journey to our redis- 
covery of ourselves. History 
is a people's memory; and 
without a memory, man is 
demoted to the level of the 
lower animals. When you 
have no knowledge of your 
history, you're just another 
animal; in fact, you're a Ne- 
gro; something that's nothing. 
The only Black man on earth 
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who is called a Negro is one 
who has no knowledge of his 
history. The only Black man 
on earth who is called Negro 
is one who doesn't know 
where he came fiorn. That's 
the one in America. They 
don't call Africans Negroes 
(Malcolm X, 1970, pp. 55- 
56). 

Malcolm X used his personal 
experiences and observations of 
Black life to teach Black adults 
about the problems of their 
struggle for self-defmition. His 
public statements challenged so- 
ciety's belief that Black suffering 
was due to their biological and 
ictellectual inferiority based on 
race. Malcolm instead examined 
the social pressures emanating 
from historical enslavement of 
Blacks resulting in racism's crea- 
tion of barriers to their achieve- 
ment in society. 

Malcolm X initially taught 
African Americans that as indi- 
viduals they could eliminate 
some of the negative social pres- 
sures by following Elijah 
Muhammad and by changing 
their lifestyle and negative belief 
system. Malcolm stated that 
Black achievement collectively 
could be reached by joining the 
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Giving Voice: 
An Education of African Americans 
Piney Woods Country Life School 

T his study is a historical 
analysis of the Piney 
Woods Country Life 

School during the Jim Crow era. 
The study focuses on the 
school's underlying mission to 
aid African Americans in gaining 
financial and political control 
over their lives through education 
for self-reliance, self-determin- 
ation and economic independ- 
ence by any means necessary. 

African Americans' partici- 
pation in adult education began 
with their arrival in America as 
slaves and expanded to include 
the development of educational 
philosophies and institutions ac- 
quired through their own efforts. 
However, historical research of 
the adult education activities of 
African Americans and African 
American education is generally 
not labeled as "adult education" 
(Easter, 1995). Generally, the 
literature relative to the historical 
development of adult education 
has ignored this group's intel- 
lectual contributions to the 
knowledge base and its concep- 
tual framework, and it has failed 
to acknowledge African Arneri- 
cans' participation as both con- 
sumers and producers of adult 

by Lee Martin 
Northern Illinois University 

education programs (Colin, 
1988). 

Africentric and Afrocentric 
are terms that can be used inter- 
changeably. This study is guided 
by an Africentric perspective, 
which posits that the African 
American experience and history 
are important and need to be ac- 
knowledged (Asante, 1987; 
Hayes and Colin, 1994). Adult 
education literature reflects little 
on the educational activities of 
African Americans. However, 
adult education played a vital 
role in African Americans' 
struggle for freedom (Easter, 
1 995; Peterson, 1996). Colin 
(1996) concluded that, "Adult 
education researchers have not 
considered the possibility that in 
response to the laws and tradi- 
tions.. .of Jim Crowism, Mican 
Ameripeans.. . developed and in- 
stitutionalized a socio-educa- 
tional philosophy and ideology 
that reflected a different world 
vied' (p. 42). 

The purpose of this study is 
threefold. First, it is to expand 
the historical base of Afiican- 
Americans' invoIvement in the 
field of adult education. Second, 
it is to document the history of 
African-Americans' struggle for 

equality in America through the r 
recognition of their most formi- 
dable instrument, education. 
Third and foremost, its intent in 
telling their story is to give voice 
to a group whose experiences 
and contributions have been rou- 
tinely ignored in America. 

This study offers a historical 
analysis using both primary and 
secondary sources. The data 
collection process also included 
audio- and video-taped inter- 
views with nine former students 
of individuals who were involved 
with the school. Statistical and 
demographic data were taken 
from class records, census re- 
ports, and artifacts such as pho- 
tographs and personal memoirs. 
Oficial records, documents, and 
relics were used to analyze the 
ways in which the school re- 
flected the educational experi- 
ence of African Americans. 

Mississippi and the Rankin 
County Piney Woods Region 

Rankin County was organ- 
ized in 1828 (Mississippi Plan- 
ning Commission, 1930). The 
Rankin County Piney Woods re- 
gion (where the Piney Woods 
Country Life School was 
founded) was settled by Whites 
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from the Carolinas and Georgia, 
who could not afford acreage in 
the Mississippi Delta, and by 
former slaves because of its low 
cost (Harrison, 1982). In 1830, 
two years after the county was 
organized, 19 percent of the 
county's 2,083 population were 
African Americans of which 99.5 

i percent were slavcs. The African 
, , 

3 , American population increased 
I '  to 40 percent in 1840; to 45 per- 
1 cent and 52 percent in 1850 and 

X 1 860 respectively; and with A h -  
can Americans in slavery, ex- 
ceeding 99 percent for each pe- 
riod (Mississippi Planning 
Commission, 1 930). In both the 
1900 and 1910 census, African 
Americans comprised more than 
58 percent of the county's popu- 
lation; and of the 2,802 African 
American males of voting age, 
5 1 percent were illiterate (Bureau 
ofcensus, 1910). Since the illit- 
eracy rate for African Americans 
in the county was not recorded, 
the illiteracy rate for AjYican 
American adults may have been 
less than or greater than the 51 
percent recorded. However, it 
was most likely the latter. 

McMilIen (1 989) refers to the 
state of Mississippi as "Jim Crow 
Mississippi" because education 
for Ahcan Americans ". . .was 
separate but never equal" (p. 71). 
This is quite evident since, ac- 
cording to McMillen, ''the state 
invested most of its meager 
school dollars from 1890 onward 
in the education of its White mi- 
nority, and only provided lip 
service to the support of a dual 
education system" Ip.71). This 
belief was illustrated by A. A. 

Kincannon, the State's Superin- 
tendent of Education, who wrote 
in 1899: "It will be readily ad- 
mitted by every White man in 
Mississippi that our public school 
system is designed prin~arily for 
the welfare of White chiIdren of 
the state, and incident ally for the 
Negro [sic] children" (McMi llen, 
f 989, p. 72). 

. . .the state in vested 
most of its meager 
school dollars from 
1890 onward in the 

education of its White 
minoriiy, and onlypro- 
vided lip service to the 
support of a dual edu- 

cation system. 

Holtzclaw (1 984) stated that, 
"As late as 1962, Mississippi was 
considered the worst state in the 
union for sheer savagery (p. 72) 
and treatment of &can Ameri- 
cans." An alumna of the school 
who recalled this incident from 
her childhood echoes this belief: 

I can remember my mother 
was taking me to the campus 
for some program ... and 
those Ku Klux Klansman was 
riding by and I remember she 
pushed me in the bushes, I 
was a little girl, to kind of 
hide out h m  those folks. 
But they were on horses and 
they had hoods over their 
heads. 

Upon being asked about the ef- 
fects of Jim Crow on the African 
American community of Rankin 
County, Mississippi she went on 
to say: 

We weren't allowed to vote 
for a long time. You were 
not allowed and you, you 
were afraid to vote. It had a 
great affect on all of us. For 
the simple reason [pause] it's 
just [pause] certain things 
you just couldn't do. Or 
didn't do. Because you knew 
you would be in jeopardy if  
you did it. 

According to Holtzclaw 
(1 984), "between 1 890 and 1964, 
the Black population of Missis- 
sippi was stymied" (p. 71). They 
were repressed socially, politi- 
cally, and economically. During 
this period, Mississippi had the 
lowest percentage of Afican 
American voters in the south; 
lynchings were a way of life in 
the state for them; and because 
Afi-ican Americans were disfran- 
chised due to the separate, but 
equal doctrine, local officials 
were fiee to misappropriate state 
h d s  designated for the Afncan 
American (Holtzclaw, 1984; 
McMillen, 1989). These misap- 
propriated, state's funds allowed 
plantation county Whites to 
benefit from African Americans 
residing in Mississippi. More- 
over, it provided plantation own- 
ers with a labor force presumed 
to be ignorant, docile and de- 
pendent upon Whites. Therefore, 
it is this belief which allowed 
Whites in Mississippi to gain 
education and economic benefits 
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at the expense of African Ameri- 
cans. 

Establishing tbe Piney Woods 
Country Life School 

According to the school's ar- 
chivist, the Rankin County Afri- 
can American community had 
been talking about organizing a 
school for twenty-five years be- 
fore the Piney Woods Country 
Life School was founded. Jones 
(undated) asserted, "no one had 
ever encouraged them and not 
any of them knew just what to 
do" (p. 18; see also Cooper, 
1989). The first substantial do- 
nation that the school received 
was forty acres of land from Ed- 
ward Nelson Taylor, a former 
slave (Harrison, 1982; Jones, un- 
dated). McMillen, (1989) cities 
an early graduate of the school as 
saying, "The beginning of Piney 
Woods was by Black people" (p. 
97). Despite the social and po- 
litical climate in Mississippi, the 
African American community of 
Rankin County recognized edu- 
cation as their source of em- 
powerment and were willing to 
support and finance a school in 
their community. 

Laurence C. Jones (1882- 
1975) founded the Piney Woods 
Country Life School in 1909 in 
Rankin County, Mississippi, to 
serve African Americans. The 
school was founded during the 
Jim Crow era of the separate-but- 
equal doctrine (this was between 
the late 1 890's and the enforce- 
ment of Brown us. Board of Edu- 
cation, Topeka, Kansas). Ac- 
cording to Lusane (19921, the 
separate-but-equal doctrine be- 

came embedded in the American 
culture afker the United States 
Supreme Court concluded that 
this, "opened an era of racism 
and American style "apartheid". . 
. that permeated every facet of U. 
S. society for the next sixty-one 
years" (p. 17) and thereafter. 
The enforcement of this practice 
imposed cultural and societal re- 
strictions upon the African 
American population and caused 
a significant portion of them to 
live in poverty, illiteracy and 
peonage. 

Critics of industrial 
education questioned 

whether industrial 
educational programs 

equipped African 
Americans to survive 
or whether they simply 

prqared them for con- 
tinued subservience. 

Jones, an African American 
who had just recently graduated 
from the University of Iowa, 
went to Mississippi to provide 
education and the chance for a 
better life to African Americans 
in the Piney Woods region (Day, 
1955). Harrison (1  982) stated 
that Jones was an advocate of 
industrial education who be- 
lieved that manual labor educa- 
tion could help society's "bottom 
rail" (p. 3). Critics of industrial 
education questioned whether 
industrial educational programs 

equipped African Americans to 
survive or whether they simply 
prepared them for continued sub- 
servience. These critics believed 
that if African Americans were to 
succeed, they would need a 
higher education. Miller (1 908) 
described such critics as lacking 
"binocular vision" (p. 28 1). 
Miller fwther stated that, "the 
discussion as to whether indus- 
trial or higher education is of 

r greater importance to the Negro 
. . . should be considered on the 
basis of their relative, not rival 
claims'' (p. 28 1 ; see also Colin, 
1 989; Harrison, 1982). How- 
ever, these opposing ideologies 
fostered a tension in the African 
American community between 
those who advocated higher edu- 
cation and those who advocated 
vocational education. This ten- 
sion led to many believing that 
vocational education was inferior 
to higher education. Despite this 
debate, the Rankin Courlty Afri- 
can American community was 
pleased to see their twenty-five- 
year dream evolve into the Piney 
Woods Country Life School. 

When Piney Woods Country 
Life School was founded, little if 
any differences were made be- 
tween the ways in which children 
and adults learned. During the 
early years, the school had many 
students who were older than the 
traditional elementary and high 
school student. According to the 
school's archivist: 

A lot of times the students' 
parents would come to Piney 
Woods to learn to read and to 
write and things such as that. 
Because they had very little 
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. . . educational opportuni- 
ties before Piney Woods 
came. 

A 1942 alumnus of the 
school recalled that separate 
housing accommodations were 
made available on the first floor 
of the boys' dormitory exclu- 
sively for grown men enrolled in 
the school. A 1945 alumnus 
echoed a similar experience 
when she described her class- 
mates at Piney Woods School as 
follows: 

We were 17, I would say. 
Everyone else in our class 
was 18,19,21,22. Itwasnot 
unusual at that time for peo- 
ple to be graduating high 
school at, you know, 20 years 
old or older. So they didn't 
seem to be older students . . . 
they were the culture for that 
time. 

A 1 933 alumnus gave an ac- 
count of how Piney Woods 
School educated families through 
his example of "Pa" Collins, who 
lived on the campus and gradu- 
ated along with his children. Ac- 
cording to McMillen (1 989), 
Collins an illiterate field hand, 
his wife, their seven children and 
his mother and father were 
among the 200 boarders at Piney 
Woods Country Life School in 
1922" (p. 96). Also Harrison 
(1982) stated that Jones de- 
scribed some of the school's first 
students as "big, gawky, country 
boys and girls who came with 
their earthly possessions in a 
sack and sometimes with no sack 
at all" (p.38). In addition to this, 

a twyear  junior college was 
established at the school in 193 1 
and operated until the early 
1960's (Cooper, 1989). 

During Jones' administration, 
not only did the school serve its 
students, but it also served the 
f i c a n  American communities 
of Ranlcin and Simpson Counties, 
as  well as Mendenhall County, 
and ofkentimes beyond the 
school's surrounding communi- 
ties. Jones and his wife, Grace 
Allen Jones, organized confer- 
ences and workshops to aid in the 
improvement of farming, hous- 
ing, nutrition, and health care. 
The school's archivist stated: 
Mrs. Jones, when she came to 
Piney Woods in 1912, imme- 
diately became active in the 
community. First establish- 
ing Mothers Clubs . . . she 
organized local women in the 
communities, and set up 
workshops and seminars.. . 
on child w e ,  nutrition and 
housekeeping and all kinds of 
issues . . . she went on to 
work with the State Federa- 
tion of Colored Women's 
Clubs, beginning in 1920 as 
their state president. She 
served as state president from 
1920 'ti1 1924; and from 
1924 until her death in 1928, 
she was chairperson of the 
legislative committee.. . Afri- 
can American offenders, no 
matter their age, were auto- 
matically sent to Parchman, 
no matter the offense.. . 
[Tlhey felt that was wrong 
and that there was a need for 
a reform school, a training 
school, as they called it.. . 

[TJhey actually presented a 
resolution to the state legis- 
lature. The Legislature ap- 
proved the resolution, but 
didn't fund any money to 
build the school. So, the 
women by their own ef- 
forts. . . estabIished.. . the first 
reform school in Clinton, 
Mississippi. 

The African American com- 
munity was an integral part ofthe 
school with each supporting each 
other. A 1946 alumnus, after 
telling how the African American 
community lived and how his 
father and others supported the 
school said, "I was raised in a 
village and didn't realize it." 
Jones utilized the village con- 
cept, through the Piney Woods 
School, to empower the school's 
students and the African Ameri- 
can community. 

Jones' efforts within the 
school and throughout the Afri- 
can American community 
stressed self-reliance. The stu- 
dents provided most of the 
school's labor. A 1942 alumnus 
recalled, ". . . these buildings 
here, we built these buildings. 
Made the bricks." During 
Jones's administration the school 
had its own hospitallinfirmary, 
water tank and fire fighting 
equipment, and post ofice; and it 
operated a farm and several in- 
dustrial shops. In addition to 
Jones placing stress on self- 
reliance, the participants' ac- 
counts of their experiences at 
Piney Woods illuminates the 
school's unarticulated focus on 
using education to determine 

Thmholds in Education (May, t000) 



one's own plight, gaining eco- 
nomic independence, and 
achieving these things by any 
means necessary. The next three 
sections summarize these factors 
as forces in their lives. 

Education for Self- 
determination 

The Piney Woods School ex- 
perience had a significant impact 
on the surrounding Ailcan 
American communities, as well 
as its students. While it was not 
highly profiled as such, its un- 
derlying mission was to aid Afri- 
can Americans, both those who 
attended Piney Woods and those 
in surrounding cornmuni ti es, in 
gaining financial and political 
control over their lives. During 
the early years, the school's fo- 
cus was on providing students 
with the opportunity to become 
landowners instead of sharecrop- 
pers. Later, its focus turned to- 
ward inspiring its students to 
own businesses and to become 
professionals and educators. 
While this is not in keeping with 
the ideology of what the oppo- 
nents believed were the goals of 
industrial education, i t was Piney 
Woods Country Life School's 
unstated mission. 

This distinction was neces- 
sary if Whj te people in Rankin 
County were to buy into the idea 
of a school for African Ameri- 
cans. This is quite evident as the 
comments from Webster (un- 
dated), a local White business 
person, recount, ". . .this was not 
to be a book larnin [sic] school.. . 
he wants to lam em [sic] to do 
more and better work. . . ." This 

was the type of school that was 
pleasing to the people" Ip. 3). 
Webster concluded that "a book 
iarnin" [sic] school for the Ne- 
groes would have gotten no sup- 
port whatever and Jones would 
have aroused prejudices that 
would have been fatal.. ." Cp. 3; 
see also Hamison 1982; McMil- 
len, 1989). 

During the early years, 
the school's focus 

was on providing stu- 
dents with the opportu- 
niq to become land- 

owners instead 
of sharecroppers. 

However, an alumna of the 
school and participant in ttus 
study recalls the school's cur- 
riculum as follows: 

. ..they were college prepara- 
tory courses... they had their 
own cumculum, you didn't 
choose.. . T had Algebra, Gen- 
eral Science, Biology, Ge- 
ometry, Physics, Chemistry 
and of course English and 
Grammar. . . . These courses 
prepared me for the science 
courses I had in nursing 
school. . . . I had no prob- 
lems passing the Boards 
mursing]. 

In addition to the school's 
curriculum, racial pride was in- 
stilled in the students to assist 
them in recognizing and devel- 
oping their own potential and 

self-determination. The recol- 
lections of participants in this 
study reflect this belief. A 1946 
alumna said, "We had people 
come in, role models. . . . they 
always had people come in that 
made you realize; I want to move 
on, to go further." Another par- 
ticipant in this study said, A1 re- 
member that Marian Anderson 
came here to Jackson and they 
got a [sic] bus load of us and 
brought us up that we could hear 

I 

her. . .and back in the 40s and 
50s, that was unheard of." 

These fonner students rzcog- 
nized Jones' imprint on every 
aspect of their educational expe- 
riences at Piney Woods and 
thereafter. One participant stated 
that her experiences at Piney 
Woods taught her not to give up 
so easily: This attribute in her 
character development proved to 
be useful in her career. Thc 
school stressed the importance of 
education and what it would 
mean to the students over time. 
A 1945 alumna recalled that. "He 
[Jones] always just tried to instill 
in us that nobody could take what 
was up here [pointing to her 
head] from us, once we got that." 

The educational practices at 
Piney Woods School were also 
extended to the community. Ac- 
cording to Jones (undated), 
Fanner's Conferences were con- ? I 
ducted at the school for the 
community: 

At these farmers' confer- 
ences. . .we always try to 
have a good speaker to in- 
spire the farmers to better 
living as well as better farm- 
ing. At each meeting we 
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have those who have suc- 
ceeded to stand up and tell 
how they happened to buy 
their first acre of land, or how 
they raised more corn. . .or a 
farmer's wife tells how she is 
helping. . . .In this way we 
get an exchange of ideas and 
everybody goes home deter- 
mined to make a new start. 

(p.49) 

According to Harrison (1982), 
when the 1 9 1 9 Farmers' Confer- 
ence occurred, African-American 
farmers had purchased more that 
6,000 acres of land in the area 
near the Piney Woods Country 
Life School. 

Jones' philosophy empha- 
sized the sharing of experiences, 
provided opportunities for self- 
expression amongst the commu- 
nity members and the students, 
and foster4 an environment for 
self-determination and self- 
reliance. Through this practice 
they were given an opportunity 
to relish the results of attributes 
in others, to set goals of their 
own design, and they were al- 
lowed the opportunity to foresee 
the possibilities and potentials of 
their successes over time. 

1 
1 Education for Self-reliance 
i During the Jim Crow erq 
I when the economic independ- 
I 
h ence for African Americans was 

limited or non-existent, Piney 
Woods Country Life School of- 
fered students choices and alter- 
natives. These choices and aiter- 
natives allowed them to establish 
and maintain economic inde  

3, pendence over time. According 

to Purcel1(1956), when Jones 
envisioned the founding of the 
Piney Woods Country Life 
School, he did so with this pur- 
pose: 

Dt] must meet the needs of 
the people where they were 
and help raise their economic 
level for improved educa- 
tional facilities meant better 
clothes, better homes, better 
health.. . a higher economic 
standard of living for the 
family and eventually for the 
whole neighborhood. (p.28) 

Jones's goal to improve the 
economic status of Piney Wood's 
students was reflected in the 
school's curriculum requirement. 
h order to ensure their success of 
obtaining economic independ- 
ence, Jones--according to 
Harrison (1 982)--recommended 
that all graduates of the school 
acquire no less than three skills 
for earning a living. Hanison 
asserted that Jones's objective 
was that, "The first skill should 
be mastered.. . the other two.. . 
learned we11 enough so.. . one of 
them could be used if the first 
one failed" Ip. 3). This concept 
is voiced in the following ac- 
count by a 1945 alumna: 

Around the middle of my 
tenure ... it boiled down that 
they n d e d  only one Home 
Ec teacher.. . I had (pause) 
learned so many things at 
Piney Woods I could do just 
about anything. I was asked 
if  I would do pre-vocational 
art. And someone else got 
the Home Ec job, which 1'11 
tell you, was a White person. 

And I feel that if 1 had not 
taken advantage of all that.. . 
was offered at Piney Woods, 
1 might not have been able to 
have filled this position of 
pre-vocational (pause) art. 

This emphasis on students ac- 
quiring more than one skill be- 
came the means for many of the 
students to sustain themselves 
and continue their education be- 
yond Piney Woods Country Life 
School. A 1942 alumnus ex- 
plained that he had done plurnb- 
ing, brick masonry, and roofing 
while in college, and all of these 
skills were learned at Piney 
Woods Schml. This participant 
further stated that he could have 
made a good living even if he 
had not gone to college. 

According to the school's ar- 
chivist, Jones believed that, 
". . . .if Black people became eco- 
nomically self-sufficient, then 
that would help a lot of other 
things fall into line." Jones's be- 
lief and efforts in obtaining e ~ -  
nornic independence for African 
Americans was effective in im- 
proving the living and economic 
status of the school's graduates 
and members of the surrounding 
communities. This was evident 
in the career choices and oppor- 
tunities these students and gradu- 
ates had, as well as in the in- 
creased land ownership by Afri- 
can Americans in their respective 
communities. 

Education "By Any Means 
Necessary" 

Through Piney Woods 
Country Life School, Jones 
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advanced the social, political and 
economic status of African 
Americans in Rankin County. 
However, some of Jones' s con- 
temporaries questioned his ac- 
tions and behavior toward the 
dominant White culture in Mis- 
sissippi, thereby suggesting that 
he was complacent and accom- 
modating to their culture. 
I-Iarrison (1982) states that be- 
cause of Jones' relationship with 
the European American commu- 
nity, "he was not always under- 
stood by his Black contemporar- 
ies" (p. 1 16). HoltzcIaw (1 989) 
asserted that Jones "had no con- 
ception of race relations in the 
South" (p. 122). However, Web- 
st er (undated) declared, "Jones 
was capitalizing on our m i t e s ' ]  
human weakness to want to be 
consulted about things" (p. 3). A 
1945 alumna said: 

. . . [ w e  made friends with a 
few White people that I think 
protected him from getting 
harmed . . . and that might 
have been his way of learning 
to deal with that. . . you 
know it was dangerous at one 
time for anybody to try to 
help Black people to become 
educated. . . . That could 
have been his way of, you 
know, kind of getting what he 
wanted done. . . . so fhr it 
paid out. 

Harrison concluded that Jones' 
relationship with the European 
American community, "was re- 
sponsible for much of his 
[Jones'] success" (p. 116). Ulti- 
mately, Jones' success resulted in 
the social, political, and eco- 

nomic betterment of the school's 
graduates and students, as well as 
the surrounding communities of 
Rankin and Simpson Counties. 

However, Jones was not 
known as one to actively protest 
the treatment of African Ameri- 
cans or as a political activist for 
equal or voting rights. In fact, 
one participant in this study 
stated, A. . . he was always a so- 
cial ly active person but never 
really a very politica1 person." 
While Jones was not known to be 
political, he did express his be- 
liefs and discontent regarding the 
inequality and injustice aimed at 
African Americans in his writ- 
ings. Jones (1935) described the 
African American's position in 
America in this manner: 

In the South . . . a fear of so- 
cial pressure and criticism 
has made thinking people 
slaves to old prejudices . . . 
conventionality and some- 
times ignorance. . . .The col- 
ored man is regarded as infe- 
rior . . . his will and activities 
. . . subject to domination. In 
the North . . . [he] is not os- 
tracized from public places.. . 
does not go unrepresmted in . 
. . government . . . is allowed 
to exist . . . feeling that he has 
the same opportunity as any 
other American, only to be 
rudely awakened by his real 
position when occasion arises 
. . . in America we have a 
problem involving the white 
American and the dark 
American. (pp. 83-84) 

Also, Jones asserted that, in re- 
gards to the injustice in Ameri- 

can society and practices toward 
African Americans, 

. . . there should be a sense of 
justice and a love of fair play. 
Unfortunately, it seems that 
this attribute is difficult to 
cultivate. Justice is the first 
step toward inter-racial 
goodwill, and a long one. 
Disenfranchisement, restric- f 

tions against the buying of a 
house one is able to afford, 
and second class train ac- 
commodations for which full  
fare is paid, are daily viola- 
tions of the fundamental 
principle; but, worse than 
these, is the murder of an ac- 
cused citizen at the hands of a 
revengefbl mob. (p. 90) 

In addition, some of his students 
recall him motivating them to 
strive for equality and justice, 
and of him working behind the 
scenes to help others. A 1942 
alumnus of the school, recalled: 

He didn't go all the way out, 
but at the same time he would 
help you . . . the school was 
here and a lot of things he 
can't do, but he can say . . . 
when Medgar Evans came 
down here, Dr. Jones . . . 
said, "I'll do what I can." He 
didn't say he wouldn't do 
anything. 

In describing Jones' relationship 
with the students, this graduate 
stated, "He'd sit down and lec- 
ture you. He'd tell you, "If you 
let someone run over you, he will 
always run over you. I don't care 
who it is."' 
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These actions and statements 
do not present Jones as the ac- 

i commodationist some believed 

I him to be. While Jones may 
1 have been accommodating in 

some aspects to aid the school / and provide opportunities for the 
i I  students, it is clear that he was 
I I not accepting of the second class 

4 
I . citizenship enford  on African 
i : Americans. However, what 
1 Jones did was to provide the 

means by which his students I / 1 i could achieve self-determination 
and economic independence so 
that they would eventually have a 
voice and become enlightened 
and active citizens in Mississippi, 
as well as anywhere else in 
America. 

The former students who 
participated in this study are each 
currently actively involved in 
their communities and the state 
of Mississippi. Jones may not 
have been viewed as a politid 
person, but his role as an educa- 
tor and his involvement in the 
community illustrates that he was 
extremely political during this 
era in America. While it may 
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Afritics: 

Theorizing the Politics of 


African American Women Political Leaders 


his paper will surnma-
rize research whch ex-
amined the politics of 
Afican American po-

litical leaders. A critical, ethno-
graphic, case study was used to 
obtain the data. As part of a 
larger study, the data revealed 
that Afritics more accurately ex-
plains the politics of African 
American women as it relates to 
their political leadership experi-
ences. This paper seeks to theo-
rize the politics of African 
American women political lead-
ers by providing a discussion of 
afritics and politics. Second, the 
paper explores a history of af-
ritics as evidenced by the lives 
and works of Sojourner Truth, 
Anna Julia Cooper, Ida Bell 
Wells-Barnett, Lou Hamer, Fan-
nje Mary Church Terrell, and 
Shirley Chisolm. Third, the pa-
per will examine the contempo- 1 rary afritics of former U.S. 

! Senator Carol Moseley Braun 
', and Chicago Alderwoman 
I Dorothy Tillman. The paper 

concludes with vital implications 
i for scholars of African descent 

who are developing theoriesI ! 
I ! about politics of African Ameri-
1 ! can political leaders. 
< : 
i : 

I , 
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Newmao University 

Politics 
There are many definitions 

and dimensions to the term poli-
tics. Politics is broadly defined 
as a power relationship which 
involves the ability to influence 
the behavior of others. Politics 
requires a belief in the American 
ideal that politics works for the 
betterment of all those who are 
the margins as well a s  those who 
are at the center; however, some 
politics involve using political 
power against the marginalized. 

Politics requires a 
belief in the American 
ideal the betterment of 
all those who are the 

margins as well as 
those who are at flte 

center; however, some 
politics involve using 

political po wer against 
the marginalized 

Kenneth Smorsten (1980) 
states that politics is a process of 
deciding who gets what, when, 
and how, and that this decision- 

making process is typically made 
by political elites who exercise 
the most power and control. 
These political elites typically are 
White, male, and upper class. 
Croteau (1995) argues that a 
large number of those who claim 
to represent the people are really 
about self-interest. They are 
rich, and are out of touch with 
common, everyday people. The 
hegemonic nature of politics is 
evidenced by the existence of 
political, wealthy elites who are 
familiar with the rules of the po-
litical game. These politicians 
use their knowledge, material 
capital, and cultural capital to 
make decisions about who gets to 
keep most of the benefits in this 
country (Rouder 1997, p.9-24; 
Hanigan, 1993, pp. 26-3 1). 

Afritics 
The data reveals that the 

women in k s  study have a po-
litical style that is not consistent 
with what has been identified 
above as politics, but what I term 
here as  afiitics. Afritics is an Af-
ricenbic understanding of poli-
tics. Afritics is an Af?ican-
centered perspective ofpolitics 
and operates as a defining con-
struct in which people are viewed 
in an existential context as being 
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participatory, collective, subjec- 
tive agents in history who have 
been and continue to be manipu- 
lated by the Western concepts of 
the political process. Margaret 
Shaw ( 1992) states that an Af?i- 
can-centered approach moves 
one through stages of personal, 
communal, and spiritual tran- 
scendence to bring about em- 
powerment and the unifying 
philosophic concepts in the Afri- 
can American experience char- 
acterized by cooperation, con- 
nection, and independence. An 
Afican-centered perspective re- 
quires a world and cultural view 
which entertains the question, 
"How do we use corrective poli- 
tics to integrate history and in- 
quire about the liberation of peo- 
ple?'. Phyllis Ham Garth (1 996) 
asserts that an African-centered 
perspective will allow us to ana- 
lyze the decisions made regard- 
ing scarce resources: Race is, 
and continues to be, a major 
factor in these resources. By 
using an African-centered per- 
spective, we are able to recon- 
struct Western values by using 
multiple lenses. Afiitics comes 
about because of the multipIe 
lenses. consciousness, and vision 
that Afiican American women 
use in facing their daily life. Af- 
ritics is the recognition that there 
exists two worlds; a White world 
-which is the home of politics, 
and a Black world -where the 
women in this study learned from 
their experiences acquired in 
family, church, and community 
how to use afhtics and move 
from margin to center. bell 
hooks (1 984) described her early 

awareness of her multiple con- 
sciousness and movement be- 
tween margin and center. hooks 
states: 

To be in the margin is to be 
part of the whole but outside 
the main body. This mode of 
seeing reminded us of the ex- 
perience of a whole universe; 
a body made up of margin 
and center. Our survival de- 
pends on ongoing public 
awareness of the separation 
between margin and center 
and an ongoing private ac- 
knowledgement that we were 
a necessary, vital part of that 
whole (p. iv). 

Politics, referred to 
as "golitics as usual, " 
is the voices of White, 
male elites making 

decisions that will affect 
the lives of many, 
diverse, everyday 

people whom they 
probably do not know. 

Deborah King (I 990) discussed 
how circumstances affect the 
multiple consciousness of a- 
can-American women, their 
politics and their interaction of 
the world. King commented: 

Black women have long rec- 
ognized the special circum- 
stances of our lives in the 
U.S., the commondites that 
we share with all women, as 
well as the bonds that con- 

nect us to the men of our 
race. We have also recog- 
nized that the interactive op- 
pressions that circumscribe 
our lives provide a distinctive 
content for Black woman- 
hood (p. 265). 

In this study, the data sug- 
gests that politics is not appropri- 
ate for African American women 
leaders. Afritics is essential for 
their survival. Politics involves a 

i 

eurocentric understanding of the 
political world. Politics stresses 
finite activity, meaning that an 
outcome fiom decision-making is 
based upon the purpose of win- 
ning. Conversely, afritics em- 
phasizes an infinite process of 
interactions or continuous activ- 
ity based upon what is good for 
the collective. Those who repre- 
sent center in politics are highly 
concerned with competition and 
the allocation of resources to the 
haves and have-nots. Afriticians 
(those who afritic) pay particular 
attention to the issues evolving 
h m  those on the bottom be- 
cause they are concerned with 
lifting as they climb. 

Politicians don't always sub- 
scribe nor practice the American 
ideal in their decision-making 
process. Afriticians, on the other 
hand, are aware of the American 
ideal and are highly concerned 
with the eradication of social 
inequalities. Politicians are not 
required to understand the world 
of Afiiticians; however, Afnti- 
cians are exposed to the world of 
politicians very early in their 
lives and quickly leam to politi- 
cally flex, or move, between the 
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Faculty Job Satisfaction 
In a University Work Environment 

T his research study in- 
vestigated how sex, age, 
racelethnici ty, tenure, 

schoollcollege, and academic 
rank affected job satisfaction 
among faculty in a university 
work environment in Piedmont, 
North Carolina. 

A descriptive survey of the 
600, tenure-track and non-tenure- 
track faculty was conducted by 
the researcher from March 1, 
1 999, through April 1, 1999. 
The researcher received 243 
completed questionnaires, which 
represented a third of the 600 
faculty members on campus. 
The subjects represented male 
and female faculty members. 
Their ages ranged from less than 
25 years old to over 65 years old. 
They were Black, White, Asian, 
Hispanic, and other ethnic back- 
grounds. The respondents were 
tenured and non-tenured faculty 
representing all schools and col- 
leges at the subject university. 
Their academic ranks included 
professor, associate professor, 
assistant professor, instructor, 
and adjunct. 

The subjects' responses rep- 
resented four indices of the de- 
pendent variable, job satisfaction, 
labeled as the Maslow Basic 
Needs Index, the roomMerzberg 
Barrier Index, the 

by Mable Springfield-Scott 
North Carolina A & T State University 

VroomAlerzberg Satisfaction faction within this Piedmont, 
Index, and the Maslow Satisfac- North Carolina University. Age, 
tion Index. Responses also rep- race, and tenure were not signifi- 
resentad the six independent cant. Therefore, age, race, and 
variables, which were sex, age, tenure did not affect faculty job 
racdethnicity , tenure, satisfaction within this Piedmont, 
school/college, and academic North Carolina University. 
rank. Testing the indices with the 
one-way analysis of variance Faculty Job Satisfaction in a 
(ANOVA) showed that sex, University Work Environ meat 
school/college, and academic Colleges and universities 
rank were significant. across America are moving to- 

ward more st udent-centered envi- 
ronments where the student is of 
primary focus. True educational The research visionaries have real124 how 

question is: DO the andragogy is the appropriate way 

factors of sex, age, 
racdettlmicity, tenure, 
s d  aol/college, aad 

academic rank @ect 
job satisfachmoo 
among faculty 
in a university 

work environment 
in Piedm on t, 

to think and work with adult 
learners as best described by 
Malcolm Knowles (Meniarn & 
Brockett, 1997, p. 135). 

Total Fall enrollment in in- 
stitutions of higher education has 
been sporadic for younger, tradi- 
tional students but has steadily 
spiraled for mature, non- 
traditional students. According 
to the Digest of Education Sta- 
tistics, enrollment figures have 

North Carolina? constantly increasedfor students 
25 years of age and older from 
1970 to 1994 to projections into 
the 21st century (Dig& of Edu- 

Post hoc analysis with the Pear- 
cation Statistics, 1 996). 

son chi-square further validated Aggressive institutions have 
these findings. Therefore, sex, 

utilized these statistics to identify school/college, and academic 
prime prospects and have created rank affected faculty job satis- 
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non-traditional programs geared 
toward the more mature learner. 
They have recognized that adults 
return to school to enhance, im- 
prove, and change their jobs and 
careers. 

As the academy plans for the 
new millennium, it must under- 
stand how important the faculty 
is in regard to the adult learner. 
Faculty members interact one- 
on-one with adult learners each 
day in class. The best way to 
satisfy or delight the student 
customer must be to first 
satisfy and delight the faculty 
member. 

Are faculty members happy? 
Is the faculty part of the univer- 
sity family? Has the university 
developed a warm, nurturing 
climate? What produces job sat- 
isfaction? 

Research Question and 
Problem to be Studied 

The research question is: Do 
the factors of sex, age, 
racdethnicity, tenure, 
schoollcollege, and academic 
rank affect job satisfaction 
among faculty in a university 
work environment in Piedmont, 
North Carolina? 

As a conceptual framework, 
this study was theoretically 
grounded in how Maslow's hier- 
archy of needs (Maslow, 1954), 
Vroom's determinants of job 
satisfaction (Vroom, 1964), and 
Herzberg 's motivator and hy- 
giene factors (Herzberg, 1976) 
measured faculty job satisfaction 
in the university's work setting. 
Maslow's hierarchy of needs 

were physiological, safety, be- 
longingness, esteem and self- 
actualization (Maslow, 1954). 
Vroom's determinants of job 
satisfaction were supervision, 
work groups, job content, wages, 
promotional opportunities, and 
hours of work (Vroom, 1964). 
Herzberg ' s intrinsic motivators 
and extrinsic hygiene fkctors in- 
cluded achievement, recognition 
for achievement, work, responsi- 
bility, growth or advancement as 
the motivators; while company 
policy and administration, super- 
vision, interpersonal relation- 
ships, working conditions, salary, 
status, and security were the hy- 
giene factors (Henberg, 1 976). 

Methodology 

H p t h e x s  
The following hypotheses 

were postulated: 
H 1 : Male faculty are more 
satisfied with their jobs than 
are female faculty. 
H 2: Age i s  positively associ- 
ated with job satisfaction. 
H 3: Black h l t y  have a 
greater job satisfaction than 
do h a l t y  of other racial or 
ethnic backgrounds. 
H 4: Tenured faculty have 
greater job satisfaction than 
do non-tenured faculty. 
H 5 :  Faculty who work in the 
College of Engineering have 
greater job satisfaction than 
faculty in other schools and 
colleges. 
H 6: Academic rank is posi- 
tively associated to job satis- 
faction. 

Research Design 
The research methodology 

employed a descriptive survey 
design that emphasized logic and 
observation in order to progress 
from the basic behavioral theo- 
ries to analyzing the research 
question. Using responses that 
expressed specific attitudes of I 

faculty members on the research 
questionnaires, the researcher 
explained influences on faculty > 

job satisfaction. The data shows 
factors which influenced job sat- 
isfaction in the university work 
environment and thereby an- 
swered the research question. 

Instrumentation 
The investigator searched 

numerous publications and the 
Internet for an existing question- 
naire designed to measure job 
satisfaction. The questionnaire 
used for this survey was devel- 
oped by the investigator using a 
NASA questionnaire as a model 
(NASA 1 996). The question- 
naire was simple, easy-to-read, 
and completed in 20-minutes. 

The respondents' answers 
could be expressed using a Likert 
scale ranging from agree com- 
pletely which equaled one point; 
agree somewhat which equaled 
two points; neither agree nor dis- 
agree which equaled three points; 
disagree somewhat which p 

equaled four points; and disagree 
completely which equaled five 
points. The degree of satisfac- 
tion or dissatisfaction for each 
statement was determined ac- 
cording to the points assigned. 
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A low number indicated satisfac- 
tion while a high number indi- 
cated dissatisfaction. 

Populalion and Sample 
A convenience sample was 

solicited for this study in a Pied- 
mont university setting. It is of- 
ten difficult to obtain a repre- 
sentative random sample; there- 
fore the researcher used a con- 
venience sample with 600 faculty 
members. The faculty were 
categorized as full-time and part- 
time, tenure-track and non- 
tenure-track faculty. A 234- 
sample size was needed for a 
population of 600 at the 95 per- 
cent confidence level (Krejcie & 
Morgan, 1970). As of April 1, 
1999, the research received 243 
completed questionnaires, which 
represented a third of the 600 
faculty members on campus. 
This level of faculty input en- 
abled the investigator to make 

I some definitive conclusions from 
the survey results. 

i Collection Procedure 
i All faculty members received 

a cover letter; a questionnaire; 
and a self-addressed envelope 
through the university's mail 
system. In addition, the re- 

4 

searcher encouraged faculty 
members to complete and return 

4 the survey by sending a colorful, 
thank-youlremind er card two 
days after the initial question- 
naire had been distributed. 

Processing aod Analysis of 
Data 

When the researcher received 
each questionnaire, it was coded 

with a number which coincided 
with a scantron sheet. The re- 
searcher transcribed answers 
from the ten questions listed on 
the questionnaire to a matching 
scantron sheet. If respondents 
failed to answer a question, the 
researcher shaded the "number 9 
bubble" on the scantron sheet to 
indicate the missing value. 

The university's computer 
services center scanned the 
sheets using an ASCLI format to 
produce a database file. Using 
Microsoft Excel, Version 5.0 and 
Version '98, the researcher also 
created a spreadsheet identifying 
respondents and their answers 
numerically from 1 to 243. 

The first four questions on 
the questionnaire were labeled to 
analyze the four indices of the 
dependent variable, job sat isfac- 
tion, as represented by the 
Maslow Basic Needs Index, the 
Vroom/Herzberg Barrier Index, 
the VroomlJ3erzberg Satisfaction 
Index, and the Maslow 
Satisfaction Index. The last 
questions on the questionnaire 
analyzed the six independent 
variables of ses age, 
racelethnicity, tenure, 
schooVcollege, and academic 
rank. 

Using the Statistical Package 
for Social Sciences (SPSS), the 
researcher computed an index 
number for the indices. The sta- 
tistical package helped the inves- 
tigator compute hquency tables 
according to sex, age, 
radethnicity, tenure, 
schooUcollege, and academic 
rank. By using the one-way 
analysis of variance (ANOVA), 

the investigator tested between- 
subjects effects of the independ- 
ent variables of sex, age, 
racdethnicity, tenure, 
sc hoollcollege, and academic 
rank. lf the resulting value was 
less than .05, the variable was 
significant; but if the value was 
more than -05,  the variable was 
not significant. The researcher 
used the one-way analysis of 
variance as the primary analysis 
for the study. The Pearson chi- 
square was used as a secondary 
analysis. 

Interpretations and 
Conclusions 

Since this study was con- 
ducted at a single university site, 
the findings could not be gener- 
alized beyond this particular uni- 
versity. The researcher devel- 
oped the survey instrument by 
using a NASA questionnaire as a 
model since it was suitable for 
the University and the research 
design. This was the first time 
that this survey instrument had 
ever been used for research, 
therefore, the researcher does not 
know if the measures were accu- 
rate and reliable. 

Since the researcher is an 
administrator, housed in the Uni- 
versity's Administration Build- 
ing, many respondents communi- 
cated concerns about whether 
they could remain anonymous. 
A total of 32 respondents failed 
to answer Question 9 regarding 
schooVcollege affiliation, and 33 
respondents failed to answer 
Question 1 0 about academic 
rank. These were the highest 
missing values tabulated from the 
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survey and may have indicated 
that some respondents did not 
feel comfortable completing all 
segments of the survey. Partici- 
pants provided numerous hand- 
written notations on the ques- 
tionnaires explaining why they 
could not answer the identifying 
questions because they wanted to 
remain anonymous and might be 
identified if they answered all the 
questions regarding sex, age, 
racelethnicity, tenure, 
schoollcollege, and academic 
rank. 

The race and 
the tenure variables 

did not affect job satis- 
faction according 

to significance rates 
produced from the four 

in dices tested. 

Unfortunately, the notations 
on the questionnaires showed 
that many of the respondents 
were anxious, apprehensive and 
afraid to answer all questions on 
the last section of the question- 
naire due to possible reprisals 
and past history. This is a seri- 
ous personnel concern that may 
warrant the attention of the Hu- 
man Resources Department of 
that institution. 

In conjunction with this is- 
sue, the researcher received nu- 
merous comments from faculty 
nlenlbers commending the sur- 
vey because they had not been 
previously queried regarding 

faculty job satisfaction, which 
was a high priority for them. 
They also wanted to know if the 
research would be used for pos- 
sible improvements at the univer- 
sity. The researcher suggests that 
personnel leaders within the uni- 
versity may want to delve into 
faculty job satisfaction to deter- 
mine the satisfaction climate of 
the university's employees. 

Respondents wrote different 
kinds of complaints on their 
questionnaires such as feeling 
negative about their time spent at 
the subject institution, feeling 
they had not been recognized, 
believing promotions only oc- 
curred when people compro- 
mised themselves, and seeing a 
lack of support because adminis- 
trators were biased. Others had 
concerns about inconsistencies, 
facilities, and overall administra- 
tive decision-making. One per- 
son did not want to participate 
because he has had too many 
problems receiving hs paycheck. 

So, who were the 243 faculty 
members who participated in the 
study? Demographically speak- 
ing, the sample closely mirrored 
the actual demographic picture of 
the University's faculty in regard 
to sex with more males than fe- 
males; in regard to age with more 
from 45 to 54 years old; in regard 
to racelethnicity with twice as 
many Blacks than other racial 
backgrounds; in regard to 
schools/coIIeges with more from 
the College of Arts and Sciences; 
and in regard to academic rank 
with more associate professors 
and assistant professors. The 
only demographic aspect of the 

sample that was unlike the 
demographic picture of the Uni- 
versity's population was tenure. 
While the University had twice 
as many tenured faculty as non- 
tenured faculty, more non- 
tenured faculty participated in the 
study. 

Utilizing the analysis of vari- 
ance as the primary analysis, the a 

researcher determined that sex, 
age, school/college, and aca- 
den~ic rank affected one or more 
indices of job satisfaction. Age 
and school/college were found to 
affect only one out of the four 
indices each, and were deter- 
mined to be inconclusive. Sex 
affected job satisfaction in two of 
the four indices while academic 
rank affected job satisfaction in 
tluee of the four indices and so 
were determined to be conclu- 
sive. The race and the tenure 
variables did not affect job satis- 
faction according to significance 
rates produced from the four in- 
dices tested. 

Utilizing the Pears011 chi- 
square as the secondary analysis, 
the researcher discovered that 
academic rank, schooYcollege, 
and sex were significant but age, 
race, and tenure were not sub- 
stantiated. The researcher as- 
certained from these statistical 
tests that sex, school/college, and 
academic rank were verified and 
accepted within the hypothetical 
postulations. Age, race, and ten- 
ure were not verified and not ac- 
cepted within the hypothetical 
postulations. 

Therefore, in relations to the 
hypotheses developed by the re- 
searcher regarding faculty job 
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satisfaction within this Piedmont, 
North Carolina university, the 
following were documented by 
data from primary and secondary 
analysis: 

H 1 was accepted. Male fac- 
ulty were more satisfied with 
their jobs than were female 
faculty. 
H2 was rejected. Age was 
not positively associatsd with 
job satisfaction. 
H3 was rejected. Black fac- 
ulty did not have greaterjob 
satisfaction than faculty of 
other racial or ethnic back- 
grounds. 

r H4wasrejected. Tenured 
faculty did not have greater 
job satisfaction than non- 
tenured faculty. 
H5 was rejected because the 
College of Engineering did 
not have greater job satisfac- 
tion than faculty in other 
schools and colleges. Al- 
though the schooVcollege 
variable was significant, the 
scores documented that the 
College of Arts & Sciences 
faculty had greater j ob satis- 
faction than faculty in other 
schools and colleges includ- 
ing the College of Engineer- 
ing. 
H6 was accepted. Academic 
rank was positively associ- 
ated to job satisfaction. 

Findings Related to 
Literature Review 

The researcher questioned 
whether professors and instmc- 
tors felt satisfied, empowered, 
fulfilled, secure, confident, re- 
spected and challenged intel lec- 

tuall y. Hollon and Gemmill 
(1 976) discovered female faculty 
have always ranked behind male 
faculty in regard to decision- 
making power, job involvement 
and job satisfaction. This study 
showed female faculty were less 
satisfied than male faculty in re- 
gard to basic job satisfaction 
needs, job barriers and overall 
job satisfaction. 

Male faculty were 
more s&'sfied with 

their jobs than female 
faculty according to 
the results from this 

study -perhaps due to 
overshado wing, tmdi- 

tional, male dominance. 

Tack and Patitu (1992) ex- 
plained some of the key stressors 
that affect female and minority 
faculty such as recognition, 
achievement, growth, responsi- 
bility, salary, tenure, policies, 
rank, supenision, working con- 
ditions and relationships. These 
same stresm were used on the 
questionnaire for this study. The 
results from these questions 
within the four indices showed 
that male faculty were more sat- 
isfied than female faculty. Al- 
though mentoring was not in- 
cluded in the study's question- 
naire, the Paula Short study 
(I 989) found that women profes- 
sors could be strengthened with 

more research skills, networking, 
mentors, and positive images of 
women as  leaders. This could 
significantly impact the univer- 
sity campus that was studied by 
attracting more women to deci- 
sion-making positions to ensure 
more inclusive leadership. The 
male-dominated power structure 
had not afforded women an equal 
chance of effectively participat- 
ing. More participation and in- 
volvement is needed to increase 
the faculty's role in the univer- 
sity family. This was evident by 
the fact that too many faculty 
members refused to answer the 
last questions on the question- 
naire for fear of reprisal if they 
were identified. 

Male faculty were more satis- 
fied with their jobs than female 
faculty according to the results 
from this study - perhaps due to 
overshadowing, traditional, male 
dominance. Male leadership and 
decision-making may have af- 
fected the overall culture, morale, 
and day-to-day operation on the 
campus. Males may have estab- 
lished and implementd major 
policies, administrative directives 
and long-range planning. Past 
perceptions also had equated 
formal, rigid, authoritative lead- 
ership with many historically 
Black colleges and universities 
(HBCUs) which left little room 
for creative consensus building, 
team spirit, nurturing, and op- 
portunities for empowerment. 

In regard to the work profile 
of academics, Braskamp (1 982) 
showed that younger assistant 
professors merely tried to sur- 
vive; mature associate professors 
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could assist students rather than 
publish or research; but more 
seasoned professors could pub- 
lish, conduct research and assist 
students. Scores from the ques- 
tionnaires were better for associ- 
ate professors and professors 
than for assistant professors, in- 
structors and adjuncts. 

Satisfaction scores from the 
Piedmont, North Carolina uni- 
versity pointed toward academic 
rank being positively associated 
with job satisfaction because the 
associate professors and profes- 
sors were consistently more satis- 
fied than assistant professors, 
instructors, and adjuncts. Expe- 
rienced, senior, faculty members 
may have been on campus in 
their roles for a longer period of 
time and may have established 
successful track records. Pre- 
sumably, knowledge of the sys- 
tem and how to maneuver 
through bureaucratic prolifera- 
tion and passages have helped 
more seasoned faculty to survive. 
Their wisdom, patience, hard 
work, consistency, diligence, 
leverage, and clout were key at- 
tributes for success within ad- 
ministrative red tape. These 
characteristics have supported 
experienced faculty members 
while novices have felt dissatis- 
faction. 

Fjorto ft (1 993) thought that 
full professors were more corn- 
mitted due to their influence re- 
garding policy and participation. 
Along the same vein, Peter 
Seldin's research (1987) indi- 
cated that professors have high 
stress due to limited involvement 
with governance and planning, 

salaries, working conditions, 
time constraints, recognition, ex- 
pectations and interactions. The 
associate professors and profes- 
sors in the study were more satis- 
fied according to the scores fiom 
the four indices. 

Rosemary Caffarella ( 1 992) 
discussed how faculty positions 
and roles were affected by 
scheduling, equipment, and rec- 
ognition. The Piedmont, North 
Carolina university study did not 
specifically deal with all of these 
issues but recognition was a key 
indicator of satisfaction among 
all groups. 

More than any 
other recommend- 

ation, the public and 
private sector must 
move toward a more 
systematic, trusting, 

collaborative, two-way 
exchange of ideas 
with infernal and 
external publics. 

In addition, academic rank 
was strongly associated to job 
satisfaction because associate 
professors and professors were 
probably higher on the ladder 
within their departments in terms 
of tenure, salaries, offices, 
equipment, support staff, travel, 
prestige, clout, light academic 
loads, menial jobs, time for re- 
search, and timc to publish. 

Black faculty did not experi- 
ence greater job satisfaction than 
faculty of other racial or ethnic 
backgrounds. The scores tended 
to implicate that there was no 
real difference in the way Blacks. 
Whites, Asians, Hispanics, or 
other ethnics perceived job satis- 
faction. Race was not seen as an 
apparent issue directly affecting i !  
job satisfaction. Since the fac- 
ulty being studied work at a his- 
torically Black university, the 

1 
corporate culture was probably 
sensitive to the needs of minori- 
ties and special populations and 
in doing so had created an envi- 
ronment where Blacks, Whites, 
Asians, Hispanics and other eth- 
nic groups felt fairly comfortable 
within the university setting. 
Maybe the diversity of the staff, 
with employees and students 
from almost every continent in 
the world created a work envi- 
ronment that valued differences. 

Tenured faculty did not have 
greater job satisfaction than non- 
tenured facul+iy in the study. Fac- 
ulty who work in the College of 
Engineering did not have greater 
job satisfaction than faculty in 
other schools and colleges. The 
College of A r t s  and Sciences 
faculty scored the highest job 
satisfaction ratings within the 
school/college affiliation cate- 
gory. The school/college vari- 
able was significant according to 
statistical tests but the College of 
Arts & Sciences had greater job 
satisfaction over the other 
schools and colleges, including 
the College of Engineering. 
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Significance for the African 
Diaspora, People of Color, 
and Adult Education 

This study, investigating job 
satisfaction in one of America's 
largest predominantly Black uni- 
versities, is a topic that should be 
on the research agenda for people 
of color for the 21st century. It 

i * 
suggests that top administrators 
within both the public and the 

I private sector must focus first an 
job satisfaction and then on cus- 
tomer satisfaction in order to af- 
fect national growth and produc- 
tivity. It also indicates that suc- 
cessful work environments 
should encourage exciting chal- 
lenges, growth potential and self- 
actualization. 

Conducting the study showed 
the researcher how important 
adult education is to the future of 
the American labor force. Staff 
development, training and adult 
education programs could help 
prevent the many cases of anxi- 
ety and apprehension based on 
possible reprisals and past his- 
tory. 

Employee perceptions, job 
satisfaction surveys, and climate 
surveys could assist employers in 
ascertaining honest feedback 
from employees and could be an 

1 excellent way to receive input for 
future, strategic planning. Work- 

! shops geared toward diversity 
and inclusiveness could encour- 
age more females to gravitate 
toward key, decision-making po- 
sitions and non-traditional roles. 
Training in consensus building, 
team spirit, and nurturing could 
bring older and younger employ- 
ees together to solve problems 

intergenerationall y. Additional 
leadership programs and training 
in how to deal with change could 
identify a new cadre of non- 
traditional leaders. 

More than any other recom- 
mendation, the public and private 
sector must move toward a more 
systematic, trusting, collabora- 
tive, two-way exchange of ideas 
with internal and external pub- 
lics. Listening, sharing and ef- 
fectively communicating with 
various publics will be a vital 
prerequisite for a healthy work 
environment. 

Tkmuglaout the 
country's history, adult 
educators have opened 

doors attd jobs 
for people of color. 

Global competition, space- 
age technology, limited re- 
sources, and a highly trained 
workforce are important factors 
that will shape higher education 
for the 21st century and the new 
millennium. Colleges and uni- 
versities will no longer be able to 
rest on past laurels and assume 
that a rich history and a strong 
tradition will keep them com- 
petitive. Faculty job satisfaction, 
which basically means satisfying 
or delighting employees, must 
occur first in order for the faculty 
to satisfy and delight students. 

Historically speaking from an 
Afrocentric perspective, people 
of color have often been the last 

hired and the first fired. Tradi- 
tionally, personnel leaders have 
not been interested in whether 
people of color were happy, ful- 
filled or satisfied with their jobs. 
Plantation and factory bosses 
were influenced by feudal, The- 
ory X philosophies that gov- 
erned employees with a tyrant's 
control. As the browning of 
America continues, the future 
economic stability of the country 
will rest upon the shoulders of 
human resource experts who un- 
derstand how to stimulate a di- 
verse workforce utilizing more 
humanistic, Theory Y principles 
of management. 

Adult educational theories 
have been a real necessity as 
America has struggled through 
wars, slavery, the Depression and 
the informati on/technology age. 
Throughout the country's history, 
adult educators have opened 
doors and jobs for people of 
color. From Booker T. Wash- 
ington to Paulo Freire, horn 
churches to fraternal groups, 
fiom normal schools to land- 
grant colleges, adult education 
has brought literacy, training, 
apprenticeships and new oppor- 
tunities for people of color. 
National leaders are fiercely 
competing on a global perspec- 
tive to remain at the top of the 
economic forefront. Even with 
retrenchment, economic leaders 
know the nation must become 
more productive by retraining 
and retooling through adult edu- 
cation programs. Industry lead- 
ers must therefore understand the 
role of job satisfaction within the 
work environment, especially in 
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the new millennium, with a more 
diversified workforce. 

Mable SpringfieldScott is assistant 
vice chancellor for public relations at 
North Carolina A &T Sfate University in 
Greensboro. She managed the public 
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Cultural Diversity and the Learning Organization 

0 rganizations everywhere 
are jolted by massive 

I change including deal- 
ing with increasing cultural di- 
versity. The literature is brim- 
ming with statistics, forecast as- 
sumptions, and predictive sce- 
narios regarding the potential 
challenges of valuing and man- 
aging this emerging cultural mo- 
saic (Camevale & Stone, 1995). 
The projected shift in the popu- 
lation of the U.S. workforce, 
coupled with technological, eco- 
nomic, and social changes are 
compelling forces challenging 
many public and private sector 
orsanizations to examine the 
need to create, value, and man- 
age a more culturally diverse 
workforce. Experts in organiza- 
tional development have urged 
organizations to learn about cul- 
tural differences and not to sur- 
render to ethnocentrism (Cox, 
1 993; Cox & Blake, 199 1 ; Cox 
& Nkomo, 1990; Jamieson & 
O'Mara, 1 99 1 ; Thomas, 1992) to 
respect differences, rather than 
seek assimilati on (Thomas, 
1990); and to actively involve 
and incorporate the ideas and 
ski tls of people from diverse 
cultural backgrounds in the de- 
velopment of the organization 
(Momson, 1 992). The challenge 
for these organizations is to cre- 
ate effective strategies and pro- 
grams that will change internal 

by Glen Palmer and Karen E. Watkins, Ph.D. 
The University of Georgia 

structures, systems, and cultures Defining the Scope of 
to be receptive to this culturally Workforce Diversity 
diverse workforce. One organ- The term 'Workforce diver- 
izational intervention appears to sity" is used to describe this 
hold particular promise for ad- changing demographic mix in the 
dressing these issues. The workplace (Bolick & Nest leroth, 
Ieamjng organization is an ap- 1988; Cox, 1993; Gardenswartz 
proach to organizational devel- & Rowe, 1993; Glass Ceiling 
opment that focuses on a culture Commission, 1995; Johnston & 
of empowerment, continuous Packer, 1987). Although pro- 
learning, and spirit of inquiry. grams relati& to diversity in the 

workplace existed prior to the 
1980s, the term was popularized 
by the 1987 study, "Workforce 

This analy~is will 2000". commissioned bv the 
assist in determ inirrg U.S. Depylment o f ~ a d o r  - 

whether or not the (~ohnst; & Packer, 1987). In 
addition to emphasizing the 

lear'ing 'rganiran'on g o  wing proportion of m ino t i  t ies 
as a change initiative entering the workforce. this study - 

creates conditions con- called attention to the impact of 
increased immigration of ethnic 

ducive to promo% ,inonties on the American 
cultural diversity. workforce. According to the 

U.S. Census Bureau, between 
1983 and 1993, nearly ten mil- 

The purpose of this paper is 
to compare Watkins' and Mar- 
sick's (1 993) model of the 
learning organization and Cox's 
and Blake's model of organiza- 
tional change for managing and 
valuing cultural diversity. This 
analysis will assist in determin- 
ing whether or not the learning 
organization as a change initia- 
tive creates conditions conducive 
to promoting cultural diversity. 

lion immigrants arrived in the 
United States. Current trends 
indicate that by the year 2050, 
Asian Americans, Hispanic 
Americans, Afncan Americans, 
and other non-Caucasian groups 
will represent 47 percent of the 
total American population 
(Bremner & Weber, 1992). 
These changes are expected to 
continue well into the new mil- 
lennium. Consequently, this has 
prompted organizations and their 
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leaders to rethink the ways in 
which they are managing their 
human resources. 

The issue of managing and 
valuing workforce diversity is 
also pertinent beyond the U.S. 
borders. The global workforce is 
also becoming more diverse and 
mobile (Marquardt & Reynolds, 
1994). Minorities are the fastest 
growing segment of the Canadian 
workforce, with the latter attrib- 
uting to two-thirds of the growth 
in the Canadian workforce 
(Craw ford, 1 993). The fre- 
quency and fluidity of border 
crossing in Europe is also 
changing the composition of the 
European workforce. In addi- 
tion, a legacy of Europe's colo- 
nial history has been an influx of 
immigrants from colonies or 
former colonies: Jamaica, Trini- 
dad, Latin America, etc. The 
multicultural composition of the 
world's labor force, juxtaposed 
against growing globalization by 
American and other multina- 
tional corporations, should be of 
particular concern to these or- 
ganizations. 

A more recent report by the 
Hudson Institute, "Workforce 
2000," the sequel to the original 
1987 publication, provides a 
more comprehensive reflect ion 
of work and workers in the 21'' 
century. According to the 
authors, technological changes, 
increasing globalization, an aging 
population, and continued ethnic 
diversification continue to drasti- 
cally alter the demographics of 
the American workforce (Judy & 
D' Amico, 1997). However, de- 
spite some gains in being able to 

negotiate the corporate hierarchy, 
organizational culture, sbuctural, 
attitudinal and behavioral barri- 
ers continue to be formidable 
impediments for minorities to 
achieve their full potential in 
many American organizations 
(Cox, 1993; Glass Ceiling Com- 
mission, 1995; Thomas, 1990). 

In a changing Ameri- 
can workforce, 

organ Qational learning 
is pivotal in providing 

workers with the 
necessary skills and 

knowledge to adapt to 
m ultiple changes. 

Organizational Learning and 
the Learning Organization 

Organizational learning and 
workplace training programs 
have assumed greater promi- 
nence as globalization pressures 
Arnwican organizations to be 
increasingly productive and 
competitive. In a changing 
Arnaican workforce, organiza- 
tional learning is pivotal in pro- 
viding workers with the neces- 
sary skills and knowledge to 
adapt to multiple changes. These 
include the appropriate knowl- 
edge and skills to value and man- 
age the emerging culturally di- 
verse workforce. 

What then is organizational 
learning? Huber (1 99 1 ) believes 
organizational learning occurs 
when any unit or entity within 

the organization acquires knowl- 
edge that is recognized as poten- 
tially beneficial to the organiza- 
tion as a whole. Although it is 
the individual that has gained the 
knowledge or skills, since the 
organization stands to benefit, 
the learning is thus considered 
organizational. However, or- 
ganizational learning is more 
than the sum of individuals en- 
gaging in the learning process 
(Argyris & Schon, 1978, 1996; 
Cohen & Levinthal, 1990; Fiol & 
Lyles, 1985; Inkpen & Crossan, 
1995; Watkins & Marsick, 
1 993,1996). Thus, organiza- 
tional learning is an ongoing 
systemic process geared towards 
improving organizational per- 
formance (Argyris & Shon, 1978, 
1996; Fiol & Lyles, 1985; Gavin, 
1993; Marsick & Watkins, 1997; 
forthcoming; Nevis, DiBella, & 
Gould 1995; Watkins & Marsick, 
1993, 1996). 

According to Mink (19921, 
"Organizational learning implies 
that each individual in the or- 
ganization is  encouraged to learn 
whenever and whatever i s  neces- 
sary to improve a process, prod- 
uct, or a service" @. 3). Hence, 
the appropriate learning is central 
in deconstructing myths - struc- 
tural, behavioral and attitudinal 
barriers that are preventing mi- 
norities from achieving their full 
potential. The concept and 
philosophical underpinning es- 
poused by the learning organiza- 
tion is relevant in providing the 
knowledge and skills required to 
shatter these almost impregnable 
barriers. According to Toms 
(1 9971, 'The market value of 
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companies that succeed in the 
decades to come will be found 
principally in their intellectual 
assets: Their people and the 
knowledge these people have 
about the organization's core 
competencies" (p.26). Success- 
ful organizations of the future 
must be adaptive, innovative, and 
creative to respond to changes in 
the marketplace, technological 
changes, and social changes. 

+ 
The organizations of the future 
must learn that they will be re- 
quired to effectively enact mas- 
sive and revolutionary changes. 
Consequently, organizations that 
use learning as a strategy for 
achieving their mission are also 
likely to achieve increased pro- 
ductivity and econon~ic perform- 
ance (Koulopoulos, Spinello, & 
Toms, 1997). confronted with 
the prospect of a more diverse 
workforce, continuous learning is 
necessary to Ieverage the behav- 
ioral. atti tudinal, and systemic 
changes necessary to value and 
manage a diverse workforce 
(Cox, 1993; Cox & Blake 199 1 ; 
Thomas, 1990, 1992). Mink, 
Shultz, and Mink (1 99 1) asserted 
that the influx of minorities into 
the workplace would have sig- 
nificant ramifications on organ- 
izational structure, planning, de- 
velopment, and operations. 

What is a learning organiza- 
tion? The learnitlg organization 
has become a major theoretical 
development in the literature on 
organizational change and devel- 
opment. As organizations at- 
tempt to cope with the complex- 
ity and speed of change in tech- 
nology, knowledge, and produc- 

tivity as well as a variety of ex- 
ternal threats to stability and 
growth, the learning organization 
has emerged as a promising way 
for organizations to meet chal- 
lenges to their viability. Watkins 
and Marsick (1 9931, define the 
learning organization as "one that 
learns continuously and trans- 
forms itself. . . ." (p.8). 

The learning organiza- 
tion has become a major 
th eoreticitl d e v e l o p  ent 
in the literature on or- 
ganizational change 

and development. 

Scholars view organizational 
learning as a process that unfolds 
over time and links with continu- 
ous knowledge acquisition and 
improved performance (Argyris 
& Schon, 1996; Garvin, 1993; 
Watkins & Marsick, 1993, 1996). 
Much of the learning organiza- 
tion literature focuses on defining 
the general characteristics of 
such an organization and include 
the following: 

The importance of acquiring, 
improving and transferring 
knowledge. 
Facilitating and making use 
of individual, organizational, 
and systemic learning. 
Modifying behavior and 
practices to reflect the learn- 
ing. 

According to Watkins and 
Marsick (1996), "most learning 

organizations are seeking some 
kind of bansfonnational change. 
. . . only by becoming wholly 
new will many organizations be 
able to overcome the problems 
that plague them" Ip. 1 1). This 
kind of transformational learning 
i s  also necessary for organiza- 
tions to change attitudes and be- 
haviors to value and manage the 
diverse workforce (Cox, 1993; 
Cox & Nkomo, 1990). 

The Watkins and Marsick 
Model of the Learning Organi- 
zation-A Catalyst for Social 
Change? 

The notion of the learning 
organization has gained signi fi- 
cant interest among human re- 
source and organizational devel- 
opment practitioners as instru- 
mental in implementing organ- 
izational changes with potential 
economic benefits. However, it 
remains to be seen if learning 
organizations can effect neces- 
sary social changes such as the 
kind necessary to value cultural 
diversity. 

The Watkins and Marsick 
model (1993) aims to systemati- 
cally transform an organization 
through heightened emphasis on 
learning, thus drastically altering 
the culture of the workplace. 
The model has seven dimensions, 
which are labeled action impera- 
tives for the learning organiza- 
tion Cp. 1 1 ). They are presented 
below: 

Create continuous learning 
opportunities 
Promote inquiry and dialogue 
Encourage collaboration to 
its environment 
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Establish systems to capture 
and share learning 
Empower people toward a 
collective vision 
Connect the organization to 
its environment 
Leaders model and support 
learning 

Learning occurs both at the 
micro and macro levels in the 
learning organization (Watkins & 
Marsick, 1993), which means 
learning takes place at the indi- 
vidual, group, organizational, and 
societal. levels. Continuous 
learning occumng at every level 
in the organization is pivotal in 
adapting the organization to an 
ever changing and evolving 
global economy (Senge, 1991 ; 
Watkins & Marsick, 1993; 
Gephart, Marsick, Van Buren & 
Spiro, 1997). However, can this 
strategic and tactical learning 
also result in the kind or social 
changes necessary for a multi- 
cultural workforce to operate 
productively and effectively? 
One premise of this paper is that 
by managing and valuing its 
people, the organization will im- 
plement appropriate strategies 
and programs to facilitate the ca- 
reer potential of its employees, 
including minorities. Human 
potential will be maximized, 
thereby allowing the organization 
to be more creative, innovative, 
and ultimately more competitive. 

The Cox and Blake Model 
In their organizational change 

and development model for man- 
aging and valuing diversity, Cox 
and Blake (1993, p. 23 1) empha- 

size continuous 1 - ' g for 
achieving multicultmdism. The 
Cox and Blake mdel  has five 
dimensions that are interrelated : 

Leademhipwmmitment 
Researchlm~-ent about 
diversity related issues 
Continuous training and de- 
velopment 
St ruc t td  and management 
changes 
Evaluation 

Cox (1 993) outlines these 
charadstics of a multicultural 
uqp&ation: 

A cultme that fosters and 
v a l w  cultural difference 

Plllralign as an accultura- 
tion process 

Full -1 integration 
An absence of institution- 

alized cuZtraal bias in human re- 
source management systems and 
practices. 

The common aim between 
the theories of the learning or- 
ganization and of the multicul- 
tural organization is the maximi- 
zation of human potential to 
achieve the organization's goals 
and objectives (Cox 1 9 3 ;  Wat- 
kins & Marsick, 1993). The 
Watkins' and Marsick's model 
and the Cox and Blake model 
require systemic changes in the 
organizational culture, manage- 
ment, and work -. Both 
theories anphasize bottom line 
issues for optimizing the organi- 
zation's human potential and ul- 
timately its W i a l  and knowl- 
edge capital. Given the pivot a1 
role of learning in leveraging or- 
ganizational chauge and devel- 
opment in both Watkins & Mar- 
sick ( 1 993), and Cox and Blake 

(1993) models, is it possible that 
the Watkins & Marsick model 
for the learning organization also 
has the potential for effecting the 
social changes necessary to man- 
age and value cultural diversity? 

Comparing Learning and Mul- 
ticultural Organizations 

We have presented a review 
and analysis of the learning and 
multicultural organizations. Sev- 
eral similarities have emerged 
from this review and analysis. 
The more salient similarities to 
this discussion are listed below: 
1 .  Both organizations empha- 

size changing the organiza- 
tional culture, norms, values, 
beliefs, policies, and systems 
to maximize the potential of 
its members, thereby creating 
a more productive and com- 
petitive organization. 
Implications: Employees, in- 
cluding racio-ethnic minori- 
ties, potentially have greater 
possibilities to advance 
within such an organizational 
structure and cultural envi- 
ronment. 

2. Both organizations focus on 
systemic and strategic leam- 
ing at every facet of the or- 
ganization. Learning is en- 
couraged at the individual, 
team, and system-wide levels 
and is the vehicle for 
achieving individual, group, 
and organizational success. 
Implications: Formal and in- 
formal learning becomes the 
vehicle to facilitate structural 
changes within the organiza- 
tion, thereby increasing un- 
derstanding and awareness 
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which then may lead to 
changes in people's behavior 
and attitude. Moreover, 
paying attention to what is 
learned informally and inci- 
dentally has the potential to 
surface cultural biases more 
readily and to create a means 
for discussing them. A cul- 
ture of dialogue and inquiry 
creates the mandate that they 
will be discussed. 

3. The multicultural and learn- 
ing organizations emphasize 
and value mentoring and the 
development of informal re- 
lationships. 
Implications: Lack of 
mentoring an access to the in- 
formal network is seen as one 
of the factors hindering the 
progress of minorities into 
upper level management po- 
sitions. By valuing this type 
of informal relationship, mi- 
norities may have a better 
chance of being promoted to 
all levels of management po- 
sitions. 

4. Multic.ul tural and learning 
organizations have a greater 
tolerance for ambiguity and 
transition. 
Lnlp lications: Organizational 
cultures and systems recep- 
tive to change and transition 
are more likely to value and 
accept an ever-increasing 
multicultural workforce and 
will benefit immensely from 
an ever-expanding global 
customer base. 

5. Both types of organizations 
focus on the economics of 
change. 
Implications: As a result, 
these changes will occur only 
if the organization agrees that 
valuing diversity is in their 
best interests. Since the goal 
of the learning organization is 
to create healthier organiza- 
tions for the long-term 
sustainability, the culture is 
likely to change in ways that 
benefit all of the organiza- 
tion's members. 

6.  However, it is also true that 
without explicit attention to 
issues of inequity and cultural 
diversity, it is equally possi- 
ble that minorities will con- 
tinue to experience differen- 
tial, and even sometimes, 
hostile environments. 
Implications: Critics of the 
learning organization ask, 
"Learning for what?" With- 
out an explicit multicultural 
agenda such as that outlined 
by Cox above, learning or- 
ganization initiatives alone 
may not be able to deliver on 
the goals of removing the 
glass ceiling and creating 
workplaces which value a11 
cultures. 

Conclusion 
As the economies of the 

world continue to inch towards a 
single marketplace, reliable 
studies (Fullerton, 1 987; 
Johnston & Parker, 1987; Judy & 

D' Arnico, 1997; Nussbaum, 
1988) have indicated drastic 
changes in the demographics of 
the workplace. Therefore, 
American and international cor- 
porations will undergo dramatic 
metamorphosis in their 
workforce. It is therefore im- 
perative for organizations to ef- 
fectively deal with the multiple 
issues relating to a culturally dl- 

verse workforce. Identifying the 
congruencies between Watkins' 
and Marsick's model ( 1993) of 
the learning organization and 
Cox's and Blake's model (1 991) 
for instituting cultural diversity, 
may assist HRD practitioners and 
other adult educators in creating 
systems and strategies that in- 
crease opportunities for minori- 
ties to maximize their potential in 
the learning organization. Corre- 
spondingly, the organization will 
benefit from the increased 
knowledge and skill of all of its 
people resulting in greater pro- 
ductivity, innovation, and eco- 
nomlc success. 
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Georgia and Director of Graduate Pro- 
grams in Human Resource and Orgun- 
izotional Development. Shr rs the 
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A Structural Analysis of the Experiences of Black 
Women Who Return to RN Completion Programs 

he purpose of this study 
is to explain how struc- 
tural factors affect the 

participation of Black women in 
RN completion programs. The 
research questions guiding this 
study are: 

(a) What factors encourage 
the participation of Black 
women in RN completion 
programs? 
(b) What factors discourage 
the participation of Black 
women in RN completion 
programs? 

According to the US Depart- 
ment of Health and Human 
Services (USDHHS, 1996), 
Blacks comprise 4.2% of the 
registered nurse population, 
whereas 12.5% of Blacks are rep- 
resented in the U.S. population. 
In spite of the 10% increase in 
minority representation of RNs, 
the propofiion of RNs from the 
Black population still fall short 
of the proportion of minorities in 
the total population of the U.S. 
Registered nurses who are Black 
have become an endangered 
commodity in the health care 
arena and society. Furthermore, 
the ratio of Black to White 
women completing such pro- 

by Lolita Aiken RN, MSN, Ed.D. Candidate, 
Ronald Cervero, Ph.D., and 
Juanita Johnson Bailey, Ed.D. 
The University of Georgia 

grams remain disproportionately tural factors that affected the 
low (USDHHS, 1996). participation of Black women in 

The current nursing literature kN cohpletion programs. Even 
doesnotadequatelyaddressthe when'barriers'wereidentified 
disproportionate numbers of and given as an explanation for 
Black women completing RN the noted disparities in the num- 
completion programs. In an at- bers of Black graduates in ge- 
tempt to address this discrepancy neric nursing programs, there 
of Black representation in the remained unexplained variances. 
profession,-the literature identi- The available research had been 
fies 'barriers to retention' for mi- conducted in the absence of 
nority students attending nursing structural accounts as a variable. 
school. Barriers cited in the The purpose and questions of 

this study required an approach 
that would not objectify the 
Black woman's voice while re- 

Registered nurses cording her experiences. A 
who are Black qualitative design and a Black, 

have become an en- feminist, theoretical framework 
guided this study. The constant dangered commodiq in com~arative method was used to 

the health care analyze the data. According to 

arena and society. ~ o i d a n  and Biklen (1 992),- 
qualitative researchers are con- 
cerned with the participant's per- 

nursing literature include institu- 
tional, economic, and personal 
factors. Institutional, economic 
and personal barriers were ana- 
lyzed in the absence of structural 
accounts, thus inadequately ad- 
dressing the failure of Black 
women in nursing programs. The 
problem was that no research 
was available to explain struc- 

spectives and state that by Iearn- 
ing the perspectives of the par- 
ticipants, qualitative research 
visualizes the invisible aspects 
and situations. Black feminist 
thought is an inclusive frame- 
work that attends to issues of ra- 
cism, sexism, and classism. It 
gives voice to Black women and 
validates their experiences. Black 
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women's perspectives of the ex- 
perience may differ from other 
groups, and these experiences 
may differ within the group of 
Black women mil-Collins, 
1995). Women of African de- 
scent share a history in the U. S. 
which denigrates Black women. 

Several criteria guided the 
purposehl sample selection. The 
first criterion was that the women 

I 
1 

returning to RN completion pro- 
grams had to self-identify as 
Black women. These Black 
women had been enrolled in or 
graduated from an RN comple- 
tion program within the last 3 
years. This population was cho- 
sen because these are the adult 
population that are embarking 
upon an educational experience. 
These women were registered 
nurses and had completed educa- 
tion at a two- or three-year insti- 
tution. The success of an initial 
degree or diploma was past, and 
factors that encouraged or dis- 
couraged her decisions to partici- 
pate were different. 

The second criterion for the 
study was that Black women had 
to be enrolled in the program for 
at least two semesters, completed 
at least one clinical course, or 

I 
had completed the program 
within the current three years. 
Sampling was purposeful. The 

t sample consisted of 10 Black 
women. Eight of the participants 
were enrolled in a RN comple- 
tion program, and two of the 
participants had graduated. The 
women in the study self- 
identified as Black women who 
had attended school in South- 
eastern United States. 

Data Collection 
Because a qualitative design 

unfolds as the data emerges in 
the field, a flexible design utiliz- 
ing an open-ended, semi- 
structured interview guide was 
utilized to provide rich and thick 
data (Bogdan & Biklen, 1992; 
Denzin & Lincoln, 1994; Patton, 
1990). Merriam (1988) defines a 
semi-structured interview as one 
that is guided by a list of ques- 
tions or issues to be explored for 
the purpose of obtaining certain 
information. In the semistruc- 
turd interview, neither the exact 
wording nor order of questions is 
predetermined, allowing the re- 
searcher to respond to the situa- 
tion. The questions on the semi- 
structured interview were open- 
ended and the researcher encour- 
aged the participants to talk 
about their experiences in RN 
completion programs ('Bogdm & 
Biklen, 1992). The interview was 
used in this study because the 
researcher was seeking to under- 
stand the perceptions, thoughts, 
feelings, intentions, as well as 
factors that encouraged and dis- 
couraged Black women returning 
to RN completion programs. 

Data Analysis 
The data was transcribed and 

themes emerged using an induc- 
tive approach for analysis. In- 
ductive approaches are used for 
analysis when data addresses 
specific questions, problems or 
issues. This approach was logical 
because the researcher attempted 
to make sense of the situation 
without imposing preexisting ex- 
pectations on the phenomenon, 

problem or issue (Bogdan & 
Biklen, 1992; Patton, 1990). The 
data was analyzed using the con- 
stant comparative analysis. 
Qualitative research uses an in- 
ductive approach to data analysis 
and the constant comparative 
method is one way to conduct an 
inductive analysis of qualitative 
data (Glazer & Strauss, 1967; 
Maykut & Morehouse, 1994; 
Merriam, 1998; Patton, 1990). 
Maykut and Morehouse (1 994, 
p. 127) further states that "data 
that is collected relates to a focus 
of inquiry and what becomes im- 
portant to analyze emerges from 
the data itself, out of a process of 
inductive reasoning." 

Since qualitative data analy- 
sis lends itself to the constant 
comparative met hod with an in- 
ductive approach for coding, I 
selected for analysis new units of 
meaning and compared it to all 
other units of meaning (Glazer 
& Strauss, 1967; Maykut & 
Morehouse, 1994; Merriam, 
1998; Patton, 1990). Then I 
grouped, categorized and coded 
similar units of meaning. If 
similar units of meanings were 
not available, I formed new cate- 
gories, continuously refining and 
generating new categories. While 
categorizing and coding, 1 devel- 
oped a set of criteria for inclusion 
of categories. 

Findings 
Emergent themes and sub- 

themes included motivation. In- 
ternal, external and institutional 
motivators were emergent sub- 
themes. The second theme that 
emerged was racism. Subthemes 
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of racism included denial, injus- 
tice, psychological distress, and 
Black vs. White. Racism and its 
subthemes were used as factors 
that discouraged participation of 
Black women in RN completion 
programs. The third theme was 
derived h m  the educational 
process in the classroom: respect 
vs. disrespect. If Black women 
were treated with respect, par- 
ticipation increased. However, if 
Black women were treated with 
disrespect, participation de- 
creased. The last theme that 
emerged was that of gender sub- 
ordination. 

Motivation was a major 
theme that emerged from the 
data. Motivation aided in the 
participation of Black women in 
RN completion programs. For 
the purposes of this study, moti- 
vational factors were described 
as being derived from internal, 
external, or institutional vari- 
ables. Internal motivational fac- 
tors included those factors that 
the participants viewed as aiding 
the Black women in the comple- 
tion of their education. These 
factors were internally derived. 
All women were internally moti- 
vated. Spirituality was identified 
as a motivational factor, and God 
was an internal motivator. Most 
women in the study spoke of God 
or a spiritual journey while par- 
ticipating in RN completion pro- 
grams. Black women shared dif- 
ferent experiences with God and 
the role He played as a motivator 
in their educational experiences. 
T.G. stated that, "I think it all 
goes back to the grace of God. 
He watches over me day to day." 

Shelly proclaims, 'My biggest 
support is God." 

Melissa posits that, AI just 
thank God that I haven't had a 
problem working with nurse 
managers working with my 
schedule. . . .I was just blessed." 
Sara credited God with being 
able to care for patients. Sara's 
faith helped her to believe that 
she will be eternally blessed for 
her good works as a nurse. Mary 
identifies God as being her moti- 
vator and protector. Mnry ar- 
ticulated the importance of God 
in her educational experience. 

Black women attached 
social mobility to the 

educational success of 
earning a BSN. 

According to Mary, when she is 
not able to deal with life's ups 
and down, God steps in. Finally, 
Marie speaks of the importance 
of God in her life and career. 
She posits that, "God was just 
pulling me through. It's just God 
and I believe this program came 
along at the right time, you 
know." The importance of God 
as an internal motivator could not 
be overlooked as  these women 
shared their experiences in RN 
completion programs. 

External motivators were 
perceived as those factors that 
encouraged participation outside 
of the self. These variables were 
exbinsic in nature while playing 
an equally important role in the 
participation of Black women in 

RN completion programs. Black 
women attached social mobility 
to the educational success of 
earning a BSN. For example, 
Erica viewed social mobility with 
education and said that one can- 

I 
I ! 

not occur without the other. Erica i 
proclaimed, I 

"They will say, well you are I 
not qualified if you don't I 

have a BSN. 1 am going to 
need a higher education be- 1 
cause this is not high enough. ! 

When you have an associate 
degree you think well. I will 
be able to go places I want, 
and then when you get out 
there and work long enough, 
you feel like there is going to 
be a barrier. If you don't 
have a B.S., or further up, 
then you won't be able to get 
the type job you want. That 
is what they will look at." 

Joyce viewed the BSN as a 
"stepping s~one" to where she 
really wants to be. Sharon shared 
these sentiments and stated, "my 
purpose was to get my BSN and 
move forward." While Mary dis- 
cerned that "Blacks study to bet- 
ter themselves and need the BSN 
to move from nursing to other 
health related professions like 
pharmaceutical sales." 

Tuition reimbursement was 
perceived as an external motiva- 
tor in this study. AII of the 
women in the study received tui- 
tion reimbursement in some 
form. Mary waits for the tuition 
reimbursement check from the 
job so that she can pay tuition. 
Marie tells of an experience 
where she did not have hnds 
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available for tuition and the 
funds appeared. According to 
Marie, "I went up to the school 
and 1 just, I didn't even worry 
about the money, I was like, 
well it better be there because I 
applied for some financial aid 
and sure enough the money was 
there. It was like oh, you have a 
Hope scholarship ... you know, 
but it's just amazing." 

Finally, the concept of adults 
as learners was noted as an ex- 
ternal motivator. The Black 
women in the study valued being 
treated as adults. Melissa de- 
scribed the importance of adult 
learning practices and said, 
"you're all adults just like I'm 
an adult. Some of you here are 
grandparents just like I'm a 
grandparent. There are no little 
children in here; we are all here 
to learn. We are adult learners. 
The adult learners are here on the 
weekend." Erica conferred by 
agreeing that "It [weekend nurs- 
ing programs] has more adult 
students and the classes are 
smaller." According to Mary, at 
the BSN program students are 
treated like adults. Mary shared 
the importance of being treated 
with respect and proclaimed AI 
feel like--you know, I am a 
woman. I want to be respectsd, 
and I am an adult. I respect you, 
and I want you to respect me." 

Black women in the study 
identified institutional factors as 
motivators. Institutional motiva- 
tors were identified by these 
women as things that set the in- 
stitutions apart from other insti- 
tutions or as reasons for aiding in 
their participation in the RN 

completion program. According 
to T.G., 'the family atmosphere 
influenced me ..." Shelly said that 
being accepted made the differ- 
ence in her educational process 
and states A1 have had very good 
experiences here. Erica spoke of 
the teachers' availability and 
stated, 

"You can call, you can call 
them at home; they give you 
a home number, their pager. 
You can use the information. 
If you are not clear about 
something, so [teachers] were 
there for the students, horn 
my aspect. If you want to call 
them to clarify something, 
they never said, 'well, I can't 
talk to you, you know, I am 
too busy,' or 'you should 
know this.' I felt comfortable 
that if I didn't understand, I 
could page them. I could call 
them to clarify this [assign- 
ments] and [teachers were 
willing to] work with me. 
Teachen really tried to make 
assignments clear or would 
[invite students to stay] after 
class for a detailed explana- 
tion. 

Mary shared the institutional 
motivators at the university and 
proclaimed, "so this school is 
just, it's a helpful environment." 
Marie connected the relationship 
of the comfort level of the 
teacher to their experience. Ac- 
cording to Marie, "if they [teach- 
ers] had been there for a couple 
of years teaching class, they were 
more relaxed, laid back." How- 
ever Marie explained her posi- 
tionality as a Black woman in the 

classroom and stated, A but it 
was kind of, it was still on a dif- 
ferent level like, it's a &stance, 
you know." Diane and Joyce 
concluded this section of institu- 
tional motivators in completely 
different ways. According to Di- 
ane, teachers would not talk to 
Black women until they [the 
teacher] had a sense of what the 
student was about. On the other 
hand, Joyce had a different expe- 
rience with teachers talking to 
her. Both Black women knew the 
instructors previously or had 
some interaction with the in- 
structor. 

T.G. had the unique experi- 
ence of being taught and 
mentor4 by two Black profes- 
sors. According to T.G., AI was 
mentored by Black faculty. I 
would have quit if it wasn't for 
the two Black teachers at this 
school and that's what influenced 
me, is the Black teachers." 

Other institutional factors 
that motivated Black women to 
participate included the flexible 
clinical scheduling and the RN 
completion program being per- 
ceived by the women as easier 
than their associate program. The 
flexibility of the clinical schedule 
was important to the women in 
the study because of their busy 
schedules with work and school. 

Factors that encouraged or 
discouraged Black women were 
connected with institutions 
andfor people with power over 
the Black woman. According to 
Kelly, Burton and Regan (1 994), 
women's accounts or stories can- 
not provide the researcher with 
everything she needs to know, 

- 
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especially the content of deliber- 
ate strategies used to maintain or 
distribute power. 

West (1993, p. xvi) states that 
"race matters." Barbee (1993, p. 
347) concurs by stating that '?ace 
matters in nursing." Racism 
flourishes in nursing because 
structures are in place to support 
and legitimize it.  A culture of 
racism prevailed over the experi- 
ences shared by the women in 
this study. Subthemes included 
denial, injustice, psychological 
distress and Black vs. White. 
Denial of racism was used as a 
strategy that protectd Black 
women from their reactions to 
racism in the classroom or in the 
clinical areas, as well as aiding in 
its legitimization. The women in 
the study shared their stories and 
justified racist actions with de- 
nial. Some of the women used 
denial as a motivator, while oth- 
ers stated that racism was preva- 
lent throughout their educational 
experiences in the RN comple- 
tion program. Mary summed up 
the subtheme of denial by stat- 
ing," the experiences [of racism] 
will happen just because you are 
a Black woman, but do you ac- 
cept the experiences for what 
they are? I think that all Black 
women, all Black people, have 
been subjected to some kind of 
racism; but whether or not you 
deem it as racism, or your per- 
ception of it, is what matters." 

All women in the study 
shared the theme of injustice. 
Melissa stated that "standards 
were higher for Black women on 
the job and in the school." 
Melissa further stated that White 

women were not scrutinized as 
much as the Black women in her 
RN completion program. Mary 
shared a story of injustice when 
the rules changed for attendance 
policy in her class. She pro- 
claimed, "see the rules apply to 
who they [Whtte women in posi- 
tions of power] want them to, 
and I mean if they clearly say i t ,  
you can't miss. . .whereas, we 
had White people who missed 
several [days] and it was okay." 

Denial of racism was 
used as a strategy that 

protected Black women 
from their reactions to 
racism in the classroom 
OP in the clinical a m ,  
as well as aiding in its 

legitim izatio n. 

Marie shared the most pro- 
found example of injustice. Ac- 
cording to Marie, when having a 
conversation with the instructor 
A1 feel kind of like, that some- 
thing is missing like, I still had to 
reassure myself or whatever, be- 
cause some people, you talk, you 
speak to them, they give, they 
add something to you, but some 
people take away something. So 
yeah, pinch of my little crumb 
was missing fiom my pie." The 
women spoke in codes and often 
used insider language. For exam- 
ple they, them, their, and those 
people were used when the 
women were referring to White 

women. While words used that 
pertained to Black women in- 
cluded we, our, our own, and I. 
Marie's previous statement ex- 
emplifies the use of code words 
during the interview. 

The theme, psychological 
distress, emerged when Black 
women shared experiences that 
separated the Black women &om 
the White women in the class. 
For example, the women were 
asked about study groups in their 
program. According to Melissa, 
"there were no study groups. 
Some of the White girls had 
study groups. We tried having 
study groups with only two of us 
- nobody else showed up. I don't 
know what happened, I mean, 
with the work schedule and the 
time. It was just a bad time; and 
so that just kind of phased out, 
and everyone just did their own 
individual study. And you called 
another classmate and asked 
them a question. The White 
women did not let the B tack 
women know of study groups. I 
found out about them later.. . It 
didn't really bother me because I 
was used to it [being excluded] 
from uh, past experience. They 
have their own." Mary stated 
that the Whites had their study 
group and the Blacks had their 
study groups. Sara was not in- 
vited to study groups but shared a 
story of the time she asked if she 
could attend. According to Sara, 
"I didn't know if I was right or 
wrong; and after the group, I felt 
like, I'm not intelligent." 

The theme of Black vs. White 
was apparent when Marie shared 
her experiences with her White 
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instructors. She stated," It is like, 
it's supposed to be like some 
kind of distance, like there is a 
line, and you plack women in 
the program] don't cross this 
line, even if, you [Black woman] 
can hear my [the White 
teacher's] information. You can 
take it, but it is not really meant 

I for you [Black woman]. You 
know what I mean, and I admire 
that the information was given 
out. I was still there. I was still 
happy to be a part of the experi- 
ence, but was I really a part of it? 
There was just like, well, you 
[Black woman] are just here, 
hearing the information but.. ." 

Mary articulated the theme of 
Black vs. White and stated, 
"This school is just, it's a helphl 
environment.. . I mean, I think 
it's kinda just being Black, you 
kinda know to stay in your 
place.. . just like your mama told 
you, you can't do what the White 
people do." 

The findings of this study 
suggest that RNs who returned to 
RN completion programs are 
constantly aware of the "other", 
their positionality in the class- 
room, as well as in practice. The 
Black women were aware of the 

i 
differences faced because of race 
and stated that race was a barrier. 
These findings, in the presence of 

i structural accounts, did not sub- 
sume race but lead to  clear ex- 
planations of experiences that 
encouraged and discouraged their 
participation in RN completion 
programs. Nursing education is 
attempting to aid the nation in 
meeting its goal of having a 
healthy nation. Implications de- 

rived from this study include the 
need for professors to be aware 
of the "other" in the class as well 
as the need to offer diverse expe- 
riences for all women in the pro- 
gram. The balance of power 
among students in the classroom 
should be strategically planned. 
Cultural awareness exercises 
should not dichotomize or negate 
the experiences of the Black 
woman. This type of thinking 
and acting requires the need for 
the student and the professor to 
connect and move beyond 
awareness of cultural differences. 
Classroom dynamics and the 
awarenas of power should be 
immersed in the BSN courses. 

Cultural awareness 
exercises should not 

dichotomize or negate 
the qeriences ofthe 

Black woman. 

The significance of thi s study 
was profound. According to the 
literature (Barbee, 1 993; Carge- 
nie & Dolan, 1986: Hine, 1985; 
Hine, 1989), historically, Black 
women finctioned in the capac- 
ity of nurses before and since the 
Crimean War; but because of 
poor record keeping, documenta- 
tion was not accurate. Even when 
society heard the voices of 
nurses, it was the voice of the 
White nurse that was heard. 
White women spoke for all 
women in nursing. However, this 
study accounted for the voices 

and experiences of Black 
women. The myth of the "generic 
adult learner" was nullified. Only 
one woman in the study was mar- 
ried. Louie & PolIock (1995) 
stated that the agenda of nursing 
education for the 2 1st century 
must include recruitment and re- 
tention of nursing students who 
are representative of the diversity 
of the clients they serve. It was 
logical to assume that the expe- 
riences of Black women could be 
enhanced by the presence of the 
Black professors. However, 
Black faculty at this level men- 
tored only one participant. Mary 
stated that the presence of the 
Black professor did not posi- 
tively impact her experiences. In 
fact, when speaking of the Black 
professor, Mary said, "She is not 
partial to Black students. She is 
just a regular instructor. . . .She 
does not open up to anybody, and 
you don't go to her with prob- 
lems." More research is needed 
with recruitment and retention 
efforts of minority faculty be 
cause they may be as marginal- 
ized as their students. In fact, 
one Black faculty said, ' I am not 
in the loop ofwhat's going on. 
Awareness of information re- 
garding changes or new hires are 
from my students. I am as margi- 
nalized as the Black women in 
the class." 

Black women spoke of a 
dwindling spirit from beginning 
to ending the program. These 
women were excited about going 
into nursing but, as T.G. stated, 
'1 was excited about being ac- 
cepted in the program but at the 
end, well, the excitement was 
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gone". More research is needed 
to identify what happens to the 
spirits of Black women who en- 
roll in RN completion programs. 
How can professors maintain the 
spirits of Black women. If  spirits 
can be maintained, then the sur- 
vival mode may not be as preva- 
lent during their educational pro- 
cess. 
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Correcting a Defective System: 
Understanding the Impact of Welfare Reform on 

Employment Training Programs 

w elfare reform is not a 
i 

new phenomenon. 
Since its establish- 

ment in 1935, the wclfare system 
has provided financial assistance 
and services to needy families. 
Although the system appears 
successful, one might question its 
success in light of the following: 
( I )  most recipients tolerate the 
government's control over their 
lives, (2)  some recipients are 
complacent about their economic 
circumstances and ability to 
change them, and (3) many are 
dependent on governmental as- 

I 
sistance. The Family Aci uf 
1988 marked a significant change 
in the welfare system when leg- 
islation mandated that parents 
become the primary supporters of 
their children. Some supplemen- 
tal federal assistance is available 
to move them from welfare to 

1 work. One major goal of the 

I 
Family Act was to increase 

f families' self-sufficiency through 
the development of the Job Op- 
portunities and Basic Skills 
Trairlirlg (JOBS) Program. The 
numerous we1 fare-to-work ini - 
tiatives under JOBS continue to 
inconsistently movc wcI farc rc- 
cipients into a state of self- 
sufficiency. Welfare reform is a 

by Geraldine Clarke 
University of Georgia 

complicatsd issue embedded in 
social inequalities perpetuated by 
stereotypical assumptions that 
blame poor people for their cur- 
rent economic circumstances. 

The media continues 
to feature minorities 
as werfare recipients 

and incorrectly 
substa~tiates these as- 
suntptions. How true 

are these asstsmptions? 

In order to improve the wel- 
fare system, the Personal Re- 
sponsibility and Work Opportu- 
nity Act of 1997. ratified by 
President Clinton, abolished the 
old welfare system-Aid to 
Families with Dependent Chil- 
dren (AFDC)-and the level of 
dependency it created. The law 
distributed a single capped enti- 
tlement to states for programs 
such as Temporary Assistance to 
Needy Families (TANF), Emer- 
gency Assistance (EA), and 
JOBS. Under the law, the federal 
government commitment wi l l  
reduce resources by 65 billion 

dollars over the next five years 
(Houseman & Greenberg, 1995). 

Moving people off the wel- 
fare rolls and into the work envi- 
ronment is the primary goal of 
federal and state welfare policy. 
The Balanced Budget Act of 
1997 will help to achieve this 
goal by providing welfare-to- 
work grants to states in order to 
help TANF recipients become 
employed and successful in the 
workplace. The we1 fare-to-work 
transition remains a difficult 
challenge. Strict quotas and 
vague rules exacerbate problems 
that states may encounter when 
funding depends on complying 
with federal welfare law. 

Congressional law imposes a 
five-year lifetime Ijmi t on wel- 
fare assistance, with many states 
setting lowcr limits. This author 
considers the push to move re- 
cipients toward self-sufficiency 
within a five year time period as 
a "fast track" attempt to save 
federal dollars. This strategy, 
whether intended or not, further 
discriminates against minorities, 
especially African Americans 
and women, expands the class of 
"working poor," and sustains 
poverty within our nation (Abeda 
& Tilly, 1998; Sheared, 1998). 
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Who are these people? work. The media continues to Georgia offer us interesting data. 
Middle and upper class citi- featureminoritiesaswelfarere- Lindbloom(1995)helpsillun1i- 

zens typically envision a welfare cipients and incorrectly substan- nate such myths during a recent 
recipient as an African American tiates these assumptions. How welfare reform orientation: 
woman, with several children, true are these assumptions? Wel- 
who chooses poverty to avoid fare statistics horn the state of 

Fact Source 
I Once on welfare, The majority of AFDC cases in Georgia are open for less than two years and Georgia DHRIDFC-PARIS Reports 

always on welfare most are closed within a year. The average length of time on AFDC is 34 (SFU-Jul y 1 99 1 through June 1 992) 
months 

AFDC benefits Georgia pays a maximum of $280 a month to a mother w~th two ch~ldren. T h r s  Congressional Research Service 
are too high IS only 27% of the federal poverty level. Forty states have higher payment Center on Budget Priorit~es and The 

levels than Georgia Though not all AFDC amount for a family of rhrec only Center on Social Policy and Law, 
brings the total up to 56% of the federal poverty line. Table I - "Maximum AFDC Benefits 

for a Family of Three" (January 
1992). Updated with 1994 federal 
poverty level. 

A F X  families Not all AFDC families receive benefits under other programs. For families Congressional R e w c h  Service 
receive benefits who do, benefits vary and do not significantly increase the income available to Center on Budget Priorities and The 
under a multitude meet essential needs. Only 3 1.2% of Georgia's AFDC families live in public Center on Social Policy and Law, 
of programs housing or receive any form of rent subsidy. Fair market rent for a family of Table 3-"Selecied ~h&acrer~stics of 
which fill any gap three in a one bedroonl apartment i s  $430. This amount is 50% more than the AFDC Families by State" (FY 1989) 
left by inadequate maximum AFDC benefits. and Table 5-"HUD Fa~r Market Reni 
AFDC benefits as Percent o f  Maximum AFDC Bene- 

fits by State." 

Most of AFDC The average size of the AFDC family in Georgia i s  2.86 persons including the Georgia DHRIDFCS PARIS Reports 
families have lots parent. Swenty percent o f  Georgia AFDC families hay e only one or two chil- (July I 99 1 through June 1 992), Con- 
of dependent dren, the same & the average American family. The size of the average AFDC gresiional Research Service, Center 
children family has actually decreased in the past fifteen to twenty years. on Budget Priorities and the Center 

on Soc~al Policy and Law, Table 3- 
"Selected Characteristics of AFDC 
Reclplrntr by State" (FY 1989) 

AFDC rec~pients Of 101,849 AFDC families in Georgia, only 6,306 families receive up to 550 Charactenstics and Financial Cir- 
can collect child per month o f  child support from the absent parent. When a family applies for cumstanca of A F E  Recipients, FY 
support from AFDC. it assigns alt rights to collect child support from the absent parenr to 90. Deparrment of Health and Human 
absent parents to the Stale of Georgia Department of Human Resources. This Assignment en- Services (ACF-OFA) 1992 
take care of de- sures adequate Child support awards and effective methods of collecl~ng sup- 
pendent children port to help provide children with the financial security they need and deswve. 

The AFDC rolls Some slates have general assistance programs for single individuals, but Geor- Georgia DHRIDFCS PARIS SFY 92 
are fulI of able- gia provides assistance only where there are children. More than two-thirds (July 199 1 through June 1 991) 
bodied adults (69.33%) of  all Georgia AFDC mipients are ch~ldren. The majority of adults 
who are tm lazy on AFDC are single parents facing multiple obstacles to employment; others 
to work are employed at some time during the year. More than 45.000 d u l t  AFDC 

recipients are on a waiting list for PEACH (Positive Employment and Com- 
munity Help) JOBS Program, seeking educat~on and/or ski1 Is for successful 
employment. 

Women on The average size of an AFDC family In Georgia 1s 2 86 persons. including the Georgia DHRlDFCS 
AFDC keep hav- parent. A mother with one child receives a maximum ofS235 a month. An 
Ing children to AFDC mother who has a second child gets a maxlmum of 5280 per Month - 
get more money $45 more per month or barely S 10 per week. This amount is  no major tncentive 

for an AFDC mother to have another child. 
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As we can see, statistics for 
the state of Georgia dispel com- 
monly held myths by middle and 
upper class citizens. Many peo- 
ple continue to hold fast to 
stereotypical beliefs and as- 
sumptions about poor people, 
especially minorities and women, 
in the welfare system. In fact, it 
has been reported in a recent 
newspaper article that more 
White families have benefited 
from public assistance than mi- 
norities during the past sixty 
years (Associated Press, 1999). 
Along with the stereotypical be- 
liefs about who is being served, 
there are differences of opinions 
about society's role in assisting 
poor families. A New York 
TimeslCBS News poll, published 
in 1994, demonstrated that 48% 
of those polled indicated that 
government spending on welfare 
should be cut. Only thirteen per- 
cent thought there should be an 
increase in funding. Interesting, 
when asked about "spending 
money for poor children," 47% 
said funding should be increased 
and only 9% favored a decrease. 
The poll results seem to indicate 
that helping poor children is the 
right thing to do. They also seem 
to say that cutting assistance for 
parents is the right thing to do. 
How much sense does this 
make? 

Employment traioing pro- 
grams (Welfare-tework initia- 
t ives) 

To achieve the best results 
with the least investment, federal 
and state legislators and practi- 
tioners support "work" as the 

best straiegy to achieve self- 
sufficiency. Putting welfare re- 
cipients to work as quickly as 
possible satisfies middle and up- 
per class citizens who dislike the 
idea of financially supporting 
people unwilling to work. 

Contrary to public 
opinion, the vast 

majority of poor people 
do work for a living! 

They hold jobs no 
one else desires, the 

ones that pay minimum 
wages, and try the 

strength and patience 
of anyone who has ever 

tried to hold them 

Contrary to public opinion, "the 
vast majority of poor people do 
work for a living! They hold jobs 
no one else desires, the ones that 
pay minimum wages, and try the 
strength and patience of anyone 
who has ever tried to hold them" 
(Newman, 1998, p. 266). From 
an economic point of view, some 
have concluded that welfare is a 
hnneling system channeling 
human capital into a permanent 
economic underclass (Caputo & 
Ciani, 1997). 

Recent evaluations of early 
welfare-to-work programs seem 
to indicate that short-term job 
training has the potential to help 
some participants increase earn- 
ings and reduce welfare receipts. 

However, poverty, welfare re- 
ceipts, and unemployment re- 
main high among participants 
(U.S. Department of Labor, 
1997). The increase in number 
and intensity of welfare-to-work 
initiative seek to answer the 
question, "What is the best ap- 
proach to move welfare recipi- 
ents into the work force and to- 
ward self-suficiency?" An- 
swering this question is crucial to 
the economic stability of state 
governments who must put 25% 
of all one-parent families into 
"work activities" in FY97. Be- 
tween 1997-2002 an additional 
5% per year of welfare recipients 
must be involved in work activi- 
ties. This cumulates with 5 0 0 !  of 
heads of households being re- 
quired to work by 2002. 

A study done by Manpower 
Demonstration Research Cor- 
poration (1 997) found two strate- 
gies for moving welfare recipi- 
ents toward self-sufficiency. The 
first strategy is called Labor 
Force An achment (LFA) which 
emphasizes placing people into 
jobs quickly, even at low wages. 
This reflects a view that the 
workplace is where welfare re- 
cipients can best build their work 
habits and skills. The second 
strategy is called Human Capital 
Development ( X D )  , which 
emphasizes education and train- 
ing as a precursor to employ- 
ment. This view is based on the 
belief that the required skill level 
for many jobs are rising. Further, 
it contends that investment in the 
"human capital" of welfare re- 
cipients will allow them to obtain 
and secure jobs. 
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While the first strategy, LFA, 
emphasizes "fast employment," it 
should be noted that t o  be self- 
sufficient a person must make 
enough money to take care of 
themselves and their family. 

Review of the literacy 
duta indicates that low 

literacy cannot be 
solved within six 

months to a year of 
schooling; it takes years 
for a non-literate adult 

to learn to read at an 
advanced level and 

function independently 
in the workplace. 

To compensate for the loss in 
governmental benefits and medi- 
cal care, a person would have to 
make $10.00 or more per hour 
plus benefits (Gueron, 1985b). 
Minimum wage jobs ($5.1 5 per 
hour) without benefits will not 
lead to self-sufficiency. Families 
living in public and assist4 
housing find it difficult to make 
ends meet with a minimum wage 
job. Yet, the new welfare system 
stresses that work of any kind is 
sufficient to take recipients off 
the welfare rolls. The welfare-to- 
work (LF A) programs minimize 
the role of basic education in fa- 
vor of immediate job skilis 
training and the acquisition of 
work experience. Past strategies 
have focused solely on education 

(HCD) as the way to move wel- 
fare recipients toward self- 
suficiency. Research data indi- 
cates that the HCD strategy was a 
more expensive and long term 
investment, eventually resulting 
in enhanced work opportunities. 
AdditionaI support for HCD 
strategy comes from literacy re- 
search. Review of the literacy 
data indicates that low literacy 
cannot be solved within six 
months to a year of schooling; it 
takes years for a non-literate 
adult to learn to read at an ad- 
vanced level and function inde- 
pendently in the workplace 
@' Amico, 1997). 

According to the National 
Adult Literacy Survey, the likeli- 
hood of being on welfare goes up 
as literacy goes down. Addition- 
ally, the number of weeks 
worked during the year, average 
weekly wage, and annual income 
ail rise with literacy levels (Bar- 
ton &Jenkins, 1995). 

The conclusion drawn from 
the statistics supporting these 
relationships is that welfare 
dependency may be reduced 
in two ways: by increasing 
the IiteracyleveIs of the gen- 
eral population, to reduce the 
risk of falling into depend- 
ency, and by raising literacy 
levels of those already on 
welfare to help them become 
more financially self- 
sufficient @. 8). 

The National Adult Literacy 
Survey also concludes that job 
search skills and opportunities 
will maximize welfare savings 
and job holdings. By itself it will 

not get people better paying jobs 
nor benefit the most disadvan- 
taged. Providing higher wst and 
more intensive services to this 
population can result in them 
obtaining jobs with somewhat 
higher earnings. Stein's (1997) 
research on literacy programs 
indicates: 
1. students spend too much time 

in programs to make prog- 
ress, 

2. literacy programs do not have 
a constant vision of their 
goals or cumculum, 

3. literacy instruction is se- 
verely under-funded, 

4. the literacy field has evolved 
without full-time professional 
teachers (80% of literacy in- 
structors are part-time), 

5 .  there are no systematic means 
to evaluate educational out- 
comes. 

With the recent legislative 
mandates, welfare recipients 
wanting to further their education 
must do so only after weekly 
work pre-requisites have been 
met or face harsh penalties in- 
cluding denial of benefits (Catal- 
famo, 1 998). One welfare recipi- 
ent speaks of this dilemma. 

By the time I was contacted 
for mandatory participation 
in Workfare, I had accumu- 
lated 33 credit hours toward a 
Liberal Studies degree. Lib- 
eral Studies, however, is not 
an approved program of 
study to pursue, unless I 
change to a two-year ap- 
proved program. I am a sin- 
gle parent with four children 
to support. By limiting my 

- 

Tbmholds in Education (May, 2000) 



education to a two-year vo- 
cational program, I am de- 
nied the freedom to pursue 
the kind of career I would 
like and the amount of money 
I need to earn to support my 
family (Rice, 1993, p. 1 1)). 

Implications for Correcting the 
1 System 

In all the literature reviewed, 
I very few people have presented * 

provement (Goldman, Friend- 
lander, & Long, 1985). Recipi- 
ent s involved in specific training 
programs are encouraged to seek 
employment in very competitive 
fields, such as secretarial science 
or accounting. What good is it to 
provide specific training when 
the competitiveness of the field 
limits accessibility? 

I an honest in-depth look at the 
real reasons why welfare-to-work Who ~ k e ~  the as- 
employment training programs sumption that poor peo- 
fail to move recipients toward 
sustained self-sufficiency. It 

pie, especially African 
does not seem to matter that wel- American, 
fare recipients are securing low do not value work? 

I 

paying, dead-end jobs. Appar- 
1 ently, the goal is simply to get 

Adult educators must be cog- 
nizant of program objectives and 
whose interests are really being 
served in fulfilling those objec- 
tives. For example, one goal of 
current welfare-to-work pro- 
grams is to teach work ethics. 
Who makes the assumption that 
poor people, especially African 
American, do not value work? 
How valid is it to teach "work 
ethics" to people who lack em- 
ployment opportunities? Sheared 
( I 998) observes that "programs 
that emphasize the work ethic, 
obfuscated rather than elucidated 
solutions to poverty and welfare 
dependence" @. 7). 

We must address the ine- 
quality of employment opportu- 
nities in light of race, gender and 
class issues. With regards to 
race, a recent article in a local 
newspaper admits that White re- 
cipients are obtaining jobs at a 

people to work and off the gov- 
ernment's financial back. Stud- 
ies in the 1980s indicated that 
welfare-to-work programs can 
produce positive results but 
question whether employment 
training programs will go beyond 
the past success of the 90s 
(Gueron & Pauly, 1991). Con- 
tinued research is necessary in 
this area to discover what really 
matters in effective program 
planning. Whose interest are 

higher rate than African Ameri- 
cans and people of other cul- 
tures. Given the underlying as- 
sumptions that discriminate 
against poor people, minorities 
and women, this article's revela- 
tion is by no means startling. 
With regards to gender, Sheared 
(1 998) suggests that women on 
welfare, African American 
women, in particular, will con- 
tinue to contend with models and 
programs that only partly address 
their needs and issues. Even 
though programs provide serv- 
ices that address basic employ- 
ment skills for women, they do 
so with a "blaming the victim 
mentality" (Sheared 1998, p. 
330). With regard to class, stud- 
ies conducted by Reimer (1  997) 
produced questions such as: 
How much better off economi- 
cally and socially are employees 
who are constantly reminded that 
they are second class employees- 
-not as "good" as the salaried 
staff!  and How do people cope 
with knowing they have no op- 
portunity nor support for aca- 
demic advancement? 

l 

4 

Conclusion 
Examining the underlying as- 

sumptions that guide program 
planning becomes crucial to the 
development of effective and ef- 
ficient employment t raining pro- 
grams that provide equal access 
to educationavtrai ning opportu- 
nities. Whatever affects the least 
privileged in our society, affects 
all of society! We must boldly 
address issues of power and 
equality if programs are to ad- 
dress the real needs of the adult 

really being served in the plan- 
ning and implementation proc- 
esses? 

We need to evaluate training 
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outcomes based on labor market 
! conditions. Ironically, a number 

of earlier studies found earnings' 
i impacts were substantially larger 
I for people entering the program 

during a severe economic down- 
turn than for a group who entered 
in a period of economic im- 



learner. Adult educators, legis- 
lators, researchers, practitioners, 
employers, and recipients must 
work together to understand the 
impact of welfare reform and 
how employment training pro- 
grams will improve the quality of 
life for all citizens. 

Self-sufficiency i s  a worth- 
while goal to achieve. Perhaps 
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African Americans' Motivations: 
A Study of Participation in Church-based 

Adult Education Programs in the 
African American Church 

istoricall y , African 
Americans have 
placed a high value on 

education (Neufeldt i d  McGee. 
1990; Guy, 1996). I t  has been 
"respected, revered, and sought 
as a means to personal freedom 
and communal hope, from en- 
slavement to the present" 
(Gadsden, 1 993, p . 3 5 2). Educa- 
tion was eminent in positions 
w i h n  the family, church, and 
community (Gadsden). African 
Americans have participated in 
adult education for hundreds of 
years, mainly because education 
in the Afncan American commu- 
nity has been associated with 
freedom, advancement, and self- 
determination (FrankIin, 1984). 
Often, in order to acquire learn- 
ing, Afican Americans turned to 
the church. The church not only 
served as a place of spiritual 
worship, it was also a haven from 
societal injustices and a place 
where African Americans ac- 
quired skills, know ledge, and 
values through the church's edu- 
cational programs. 

One of the main goals of the 
 can American church has 
been the betterment of its people. 

by E, Paulette Issac, Ed.D. 
University of Georgia 

Therefore, even before adult 
education was popularized, the 
church sewed as a religious in- 
stitution and an educator. Afri- 
can Americans went to church 
not only to worship but to learn. 

The church is  at its 
best whert it stands 
by individuals as 

they move through dif- 
ferent life events and 

helps them in the 
search for meaning 

and order in life 

The church has been ceneal to 
the lives of African Americans. 
Historically, it has been involved 
in every aspect of the lives of its 
members (Lincoln & Marniya, 
1990). It has served as a place of 
worship and a self-help agency. 
The church was an essential so- 
cial institution for the mainten- 
ance and enhancement of civility, 
self-respect, social order, and 
communal belonging for African 

Americans in their social and 
moral isolation in American so- 
ciety (Frazier, 1963). The Afri- 
can American church has been a 
family stabiIizer, provider, and a 
caretaker in the African Ameri- 
can community. Furthermore, it 
has concern4 itself with up- 
grading the psychological, social. 
economic. and physical well be- 
ing of African Americans 
(Phillip, 1993). 

One of the central goals of 
the church is the education of ils 
members. Its mission is "inextri- 
cably linked with the educative 
process as it occurs in the lives of 
individual members" (Beatty & 
Robbins, 1990, p. 29). The 
church is at its best when i t  
stands by individuals as they 
move through different life 
events and helps them in the 
search for meaning and order in 
tife. In addition, it besl serves 
when it guides individuals as 
they shape belief systems in light 
of  a spiritual tradition and aids 
them in the critical examination 
of societal values. Furthermore, 
when it supports members as 
they affirm themselves as part of 
a religious tradition and fosters 
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their human growth and matura- 
tion, it provides a great service 
(Beatty & Robbins, 1990). 

Education was used as a 
means to address the social, eco- 
nomic, cultural, and political is- 
sues and concerns facing the Af- 
rican American community. In 
doing so, different avenues of 
learning were used. It was not 
uncommon for African American 
churches to co-sponsor their so- 
cial welfare and adult education 
programs or to have them subsi- 
dized by outside sources. For 
example, some churches have 
collaborated with other non- 
profit or community-based or- 
ganizations, while others have 
received funding fiom federal 
and local state agencies. In an 
effort to educate the masses, the 
African American church was 
instrumental in establishing his- 
torical Afncan American col- 
leges and universities. Their 
programs have been beneficial to 
the education of African Ameri- 
cans. It is this view of Afiican 
Americans and the church that 
provides the foundation for re- 
search examining Afican 
Americans' motivations for par- 
ticipation in church-based edu- 
cational programs in the context 
of the African American church. 

Purpose of the Study 
The purpose of this study was 

to identify and describe African 
American adults' motivations for 
participation in a non-traditional 
setting. More specifically, the 
study sought to understand their 
reasons for participating in re- 
ligious and secular church-based 

educational programs within the 
African American church. For 
purposes of this study, a religious 
offering was defined as one 
whose major focus was the 
teaching of biblical principles. 
The study answered the follow- 
ing questions: (1) What are A h -  
can American adults' most im- 
portant motivations for partici- 
pating in church-based educa- 
tional programs? (2) Can indi- 
vidual motivational items be 
grouped into conceptually 
meaningful dimensions of moti- 
vation to participate in church- 
based educational programs in 
the African American church? 
(3) Is there a relationship be- 
tween background variables of 
African American participants 
and the derived motivational 
factors? 

Problem Statement 
Education has been important 

to Afiican Americans because of 
its perceived benefits. African 
Americans have been actively 
involved in educational activities 
in the African American church. 
However, there is a gap in the 
knowledge and research base 
relative to their participation in 
adult education; and until studies 
begin to address the effect of race 
on participation (Briscoe and 
Ross, 1989; Ross-Gordon, 1 990; 
Sheared, 1998), the gap will 
widen. No literature was found 
that examined African American 
adults' motivations for participa- 
tion in religious and secular of- 
ferings within the context of the 
African American church. When 
explored from a socio-cultural 

perspective, what are African 
Americans' motivations for par- 
ticipation in educational pro- 
grams? Will their motivations be 
similar to those identified from 
traditional studies? To broaden 
our knowledge of African 
Americans' motivations and to 
understand the complexity asso- 
ciated with motivation, they 
should be examined in a context 
that has traditionally been central 
to their lives. 

Review of tbe Literature 
An historical synopsis of Af- 

rican American adult education 
provides a different perspective 
on African Americans' partici- 
pation and motivations in adult 
educational activities. The body 
of literature presented suggests 
that education has beer1 a high 
priority for African Americans. 
They have used informal and 
formal means of learning, and 
their motivations for doing so 
have varied. One of the reasons 
for participation for slaves was 
the ability to read the Bible. 
Among other reasons, in the 
1980s, free African Americans 
participated to gain an apprecia- 
tion of their cultural heritage and 
to keep abreast of social issues. 
After the Civil War, African 
Americans participated to famil- 
iarize themselves with city liv- 
ing, and many would eventually 
participate to gain skills for em- 
ployment. Generally speaking, 
through education, African 
Americans hoped to improve 
their economic and social status 
and eradicate the barriers of dis- 
crimination. 
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Numerous community-based 
organizations have provided 
learning opportunities for Afi- 
can Americans. One of the most 
notable is the African American 
church. It is focal to the African 
American community. In addi- 
tion to its religious teachings, it 
has sought to provide educational 
opportunities which would uplift 
the African American cornmu- 
nity. From its meager begin- 
nings, up to the present day, the 
church has offered a variety of 
informal and formal programs of 
learning for African American 
adult learners. The church pro- 
vided a formal avenue of learn- 
ing with the founding of numer- 
ous colleges and universities 
which it continues to support to- 
day. Thus, with the educative 
role of the African American 
church, African American adults 
have been fortunate to participate 
in educational activities which 
they otherwise may not have 
considered. 

African Americans' motiva- 
tions for participation have dif- 
fered as a result of their various 
social contexts. Slaves, for ex- 
ample, participated in educa- 
tional activities to gain their 
freedom. With the great North- 
ern migration, many African 
Americans found themselves in 
situations and environments, 
which were completely foreign to 
thern. As a result, they partici- 
pated in educational activities to 
learn the ways of city living. 
Many Afncan Americans par- 
ticipated in educational programs 
that enabled them to acquire em- 
ployable skills. With the estab- 

lishment of historical Afican 
American colleges and universi- 
ties, f i c a n  Americans were 
able to participate more formally 
in education. It was believed that 
education would open doors that 
had traditionally been closed. 
Today, in traditional settings, Af- 
rican Americans cite job ad- 
vancement or improvement as 
their major reason for participa- 
tion in adult education (Kopka & 
Peng, 1993). 

Since the African 
American experience 
in the United States 
is very different 

from that of the main- 
stream population, I 

was extremely reluctant 
to measure African 
American adults' 

motivations on 
theoretical dimensions 

derived from the 
dominarzt culture. 

Adults participate in adult 
education for a number of rea- 
sons. While many do so for per- 
sonal, social or altruistic reasons, 
most participate for professional 
purposes (Merriam & Caffarella, 
1999; Valentine, 1997), often 
seeking job advancement or a 
new job altogether. Therefore, 
they are likely to engage in 
learning activities in order to 
gain skills and knowledge that 

will enable thern to reach their 
career/professional goals. One's 
work life and participation in 
adult education are strongly 
linked together (Mer im & Caf- 
farella, 1999). 

African Americans are poorly 
represented in adult educational 
activities (Darkenwald & Mer- 
r i m ,  1982; Valentine, 1997). 
However, one of the problems 
with this assessment is that it is 
based on studies conducted in 
traditional settings. In examining 
adults' motivations in traditional 
settings, minorities are dispro- 
portionally represented among 
the low income and less educated 
and, therefore, have low partici- 
pation rates in organized adult 
education (Ross-Gordon, 1990). 
Hence, organized adult education 
is essentially the domain of 
White middle-class men and 
women who are well educated. 
The working class tends to avoid 
the more formal structures in 
support of informal patterns of 
association, and the poorest 
classes have a great disdain for 
them (Courtney, 1992). Thus, 
formal education appears to be 
reserved for those who are eco- 
nomically and educationally ad- 
vantaged (Ross-Gordon, 1 990). 

There appears to be a dis- 
junction within the literature sub- 
sequent to African Americans' 
motivations to participation. On 
the one hand, from an historical, 
socio-cultural perspective, there 
is strong evidence that suggests 
that African Americans have re- 
vered sducation and have en- 
gaged in it for several reasons 
relative to their social context. 
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On the other hand, adult educa- 
tion literature, while adequately 
providing a general understand- 
ing of adults' motivations, has 
not examined African Ameri- 
cans' motivations in great length. 
The current study, therefore, is 
an attempt to close the gap by 
broadening our knowledge of 
African Americans' motivations 
for participation in adult educa- 
tion. 

Me thodology 
Since the African American 

experience in the United States is 
very different from that of the 
mainstream population, I was 
extremely reluctant to measure 
African American adults' moti- 
vations on theoretical dimensions 
derived from the dominant cul- 
hire. For example, to measure 
adult's educational motivations, 
many researchers have used 
some version of the Education 
Participation Scale (EPS). How- 
ever, one of the drawbacks of the 
scale is that it was originally de- 
signed for use with middle-class 
adults enrolled in traditional edu- 
cati onal programs (Boshier & 
Riddell, 1 978). Since this study 
was being conducted in a non- 
traditional setting, the African 
American church based on an 
entirely African American sam- 
ple, I felt compelled to develop a 
new survey instrument. The item 
pool for the survey was based on 
focus group sessions with Chris- 
tian educators, pastors, and laity 
from different educational back- 
grounds, ages, and socioeco- 
nomic levels. The end result was 
a survey consisting of 65 moti- 

vational and 1 1 background 
items. Mean calculations and 
factor analysis were used. In ad- 
dition, bivariate analyses were 
run to examine the relationship 
between factor scores and per- 
sonal characteristics of the sam- 
ple. 

Sample 
As a result of its large Afri- 

the most important reasons for 
participation were items that 
dealt with a specific religious or 
spiritual motivation. Other items 
dealt specifically with learning. 

A seven-factor solution was 
selected as the most conceptually 
meaningful because it captured a 
larger range of items and it ex- 
plained a larger percentage of the 
variance. The first factor, Fn- 

can American membership, three miliar Cultural Setting, identified 
African American churches from adults who were motivated to 
the Baptist denomination were 
identified for the study. The 
churches were located in the At- 
lanta metropolitan area and were 
select4 based on their size, lo- 
cation, and educational offerings. 

The church setting gro- 
vided a source 

of emotional supporf 
and enabled adult 
learners to acquire 

skills which would help 
them to address their 
personal problems. 

The survey was administered to 
over 360 participants in 32 dif- 
ferent religious and secular edu- 
cational offerings. In the final 
analysis, 330 surveys were used. 

Findings 
One of the goals of the study 

was to identify African Ameri- 
cans' most important motivations 
for participation in church-based 
educational programs. Among 

participate because they felt a 
sense of comfort being in the Af- 
rican American church or corn- 
munity. Individuals felt com- 
fortable at the church because 
they felt that people were more 
accepting of them at the church. 
Because of this notion of accep- 
tance, participants felt comfort- 
able asking questions, partici- 
pating in discussions, and overall 
preferred the church to other 
educational settings. Older adults 
and unmarried persons were 
more motivated by this factor. 
However, higher income adults 
were less motivated by this fac- 
tor. 

Spiritual and Religious De- 
velopment was the second factor 
and delineated adults who par- 
ticipated because they wanted to 
learn more about their religious 
beliefs andlor take action to en- 
hance their Christian walk. 
Some adults were motivated by 
this factor because they felt it 
was a part of their Christian 
mandate. Females and adults 
who attended Sunday worship 
services regularly were more 
motivated by this factor. 
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Another factor was Lwe of 
Learning. It described African 
American adults who partici- 
pated because they valued learn- 
ing and found it exciting. 
Learning enabled them to be- 
come more knowledgeable and 
provided them an opportunity to 
learn something new. Older peo- 
ple and highly educated adults 
were more motivated by this 
factor. 

Support in Facing Personal 
Challerlgcs was the fourth factor 
and referred to adults who sought 
assistance in coping or dealing 
with a problem, Adults partici- 
pated in educational programs in 
the church because they saw the 
church as a comforting place to 
seek help in overcoming their 
problems or as a place where 
they could get encouraging 
words while being challenged. 
The church setting provided a 
source of emotional support and 
enabled adult learners to acquire 
skills which would help them to 
address their personal problems. 
Younger adults were more moti- 
vated by this factor. 

The fifth factor, Family To- 
g e t h e r ~ ~ ~ ~ . ,  described adults who 
participated in church-based edu- 
cation because the family was 
participating or because it al- 
lowed children to participate in 
different programs sirnultane- 
ously with parents. It also re- 
ferred to sharing in activities 
with a spouse or significant 
other. In this case, the term fam- 
i ly was not limited to its tradi- 
tional connotation. Family could 
mean extended Family or some- 
one that an individual had a close 

relationship to or spent a lot of 
time with. Married persons were 
more motivated by this factor. 

Service fo Others, the sixth 
factor, and delineated adults who 
participated because they wanted 
to serve their community and the 
church by enlightening others or 
improving their community. Per- 
sons who attended outside edu- 
cational programs were more 
motivated by this factor. 

The last factor was Social 
Interaction. It referred to indi- 
viduals who wanted to network 
with or get to know other people 
and enhance their social skills. 
The higher a person's income 
and educational level, the less 
motivated he or she was by this 
factor. 

Four of the seven dimensions 
of motivation (Spiritual and Re- 
iigious Development, Love of 
Learning, Service to Others, and 
Social Interucrion) were consis- 
tent with previous adult and re- 
ligious education studies. Evi- 
dence of different aspects of mo- 
tivation were found to reside in 
the Familiar Cultural Setting, 
Support in Facing Personal 
Challenges, and Family Togerh- 
erness motivational dimensions. 

Implications 
There are no studies of moti- 

vation which provide an in-depth 
analysis of Afiican Americans' 
motivations to participate in 
church-based educational pro- 
grams despite the role the Afri- 
can American church has played 
in the Afiican American commu- 
nity. This study has contributed 
to the adult education literature 

relative to African American 
adult education and *can 
Americans' motivations. It of- 
fers a different framework of 
motivation to explain African 
American adult learners' moti- 
vations for participation from a 
different socio-cultural context, 
the African American church. 

As a disenfranchised popula- 
tion, African Americans have 
reportedly been underrepresented 
in adult educational activities 
(Cross, 198 1 ; Valentine, 1997; 
Whaples & Booth, 1982) and lit- 
erature. However, within the 
past two decades, more attention 
has been given to African 
American adult education as evi- 
denced by the proliferation of 
articles and books relative to the 
field. This study provided yet 
another examination into the 
field, but focused specifically on 
African Americans' motivations. 

As a disenfranchised 
population, African 

Americans have 
reportedly been under- 

represented in addt 
educational activities. 

Groups that have been so- 
cially defined as ethnic or racial 
minorities are increasingly be- 
coming a majority in certain 
segments of our society (Rachal, 
1989; Ross-Gordon, 1990). 
Therefore, more attention should 
be directed towards providing 
educational offerings to this 

- -- - 
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group. In order to do so, their 
motivations to participation must 
be understood. Although some 
studies have done an adequate 
job in explaining adults' motiva- 
tions in general, some have failed 
to include an analysis of race 
(Darkenwald & Merriam, 1982; 
Valentine, 1997). In contrast to 
other studies, this study is unique 
in that it not only provides an in- 
depth examination of Afiican 
Americans' motivations, it does 
so from a socio-cultural context, 
the African American church. 
Hence, this study has implica- 
tions concerning the literature 
base for adult education as well 
as the practice. 

The social context in which 
adults engage in adult education 
can have an impact on their mo- 
tivations to participation. AG 
cording to Courtney (1992), what 
has been lacking in adult educa- 
tion research is "a view of all 
adult learning activity as some- 
thing which takes place within a 
definable social context, an or- 
ganizational and societal nexus" 
(p. 119). This study was a step in 
that direction. 

A learning environment that 
i s  suitable or comfortable for one 
group may not be for others. 
And, as Anderson (1988) points 
out, African Americans' social, 
cultural, and environmental mi- 
lieu differs from other ethnic 
groups. Therefore, it is not sur- 
prising to learn when programs 
are offered in non-formal settings 
and encompass nontraditional 
learning, Afiican Americans 
have responded favorably to 
them--especial I y when their 

needs are met (Briscoe, 1990). 
Thus, it would appear that Afri- 
can Americans favor programs 
held in a community whose cul- 
tural beliefs and values are in line 
with theirs. Hence, this study 
emphasizes how perceptions by 
adult learners relative to the edu- 
cational environment can impact 
motivations to participation in 
adult education. 

Results from this study intro- 
duced the idea of exploring 
adults' motivations to participate 
based on individuals' perceptions 
about formal or informal educa- 
tional institutions' ability to meet 
or address their needs. In gen- 
eral, this study shed more evi- 
dence for the importance of con- 
sidering the impact the socio- 
cultural context has on adults' 
motivations to participate in adult 
education. Furthermore, this re- 
search illustrates the significance 
of the relationship of the envi- 
ronment or educational setting 
and adults' motivations. 

This study has implications 
for practitioners as well. Differ- 
ent motivational dimensions 
emerged from this study as a re- 
sult of the context of this study. 
Thus, traditional adult education 
institutions should move outside 
the comfort of their "traditional 
walls" in an effort to reach Afri- 
can American adults. If formal 
educational institutions want to 
increase African American par- 
ticipation in their programs, it 
would behoove them to establish 
or strengthen partnerships with 
non-traditional institutions such 
as the church. Furthermore, 
community-based programs, 

such as those offered by the 
church, have the advantage of 
providing easy access to educa- 
tional activities for African 
Americans and increasing par- 
ticipation and responsiveness 
(Briscoe, 1990). 

Although adult learners from 
different racial or ethnic back- 
grounds may have some com- 
monalties relative to motivations 
for participation, especially in 
traditional settings, different mo- 
tivations exist depending on the 
context. If adult educators seek 
to provide quality programming 
that is responsive to the learning 
needs of f i c a n  American adult 
learners (Ftoss-Gordon, 199 1 ; 
Rachal, 19891, they cannot rely 
solely on motivational concepts 
grounded in studies dominated 
by White, middle-class adults 
(Courtney, 1992; Wlod kowski, 
1999). Adult practitioners 
should keep abreast of current 
literature as it relates to the spe- 
cific populations they wish to 
attract to their programs. This 
will aid them in providing quality 
programming which, in turn, will 
enable them to better serve the 
needs of African American adult 
learners. 

This study has broadened our 
understanding of African Ameri- 
can adults' motivations. It pro- 
vides a different lens in which to 
explore African Americans' mo- 
tivations. It also emphasizes the 
significance of examining moti- 
vations to participate from differ- 
ent contexts to better understand 
ethnic minorities' motivations to 
participate outside of traditional 
settings. 
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