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Guest Editorial

JAMES L. MOORE IIT and MicHAEL K. HERNDON
The Ohio State University Virginia Polytechnic Institute
and State University

|n the broader sense of postsecondary education, the plight of African-American
males mirrors their existing reality in other parts of American society. In other words,
postsecondary educational institutions represent a microcosm of the ongoing realities
of what it is like to be an African-American male. What we often see and hear about
African-American males in books, monographs, journals, and documentaries are
research findings that reflect stereotypical perspectives and conceptualizations. It is
quite likely that such research findings contribute to the “demonization” of African-
American males in different social domains of American society, particularly in post-
secondary education. These conceptualizations are not only perpetuated by non-
African-American scholars and researchers who study African-American males but
by African Americans whose motivations are related to making a difference.

In the academy, every once in a while, individuals emerge and become inter-
ested in issues germane to society. Sometimes, these interests evolve into a “call-
ing,” an attempt to make a difference in the lives of communities in which they live
and/or identify with as individuals. Our families once told us, “If you ever see suf-
fering, hear about it, or even experience it, you will never be the same.” Growing up
in South Carolina and Virginia, we both saw a lot of suffering. As a result, our lives
have been shaped both positively and negatively by these experiences. Perhaps this
is why we have developed a keen interest in the overall condition of African-Ameri-
can males.

The application of research to social issues is not new, particularly for African
Americans. There has been a long history of academicians (i.e., Drs. Benjamin E.
Mays, E. Franklin Frazier, Alain Locke, Kenneth Clark, and W.E.B. DuBois) who
have focused their scholarly work and research on African-American issues. As
young scholars and researchers, we follow the traditions of our predecessors. We have
made it our mission to focus our educational training and research pursuits on topics
germane to African-Americans, such as African-American males in the academy.

In recent decades, the participation of African-American males in postsec-
ondary education has been a source of major concern among many scholars, acade-
micians, administrators, and policymakers in the academy. Data on African-Ameri-
can male student enrollment, retention, degree completion, and faculty tenure and
promotion are consistently lower than their comparison groups. Excluding histori-
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cally black institutions, representation of African-American male administrators is
also consistently low.

Although African-American males have received serious research attention as it
relates to postsecondary education, very few journals have devoted an entire issue to
the status of African-American males in postsecondary education. This special issue
offers an interdisciplinary examination of the issues that affect this population. It
addresses the structural and societal forces that African-American men must navigate
to be successful within the academy. In addition, this special issue expands the scope
and depth of the research literature on African-American males in the academy.

Lamont A. Flowers and Lee Jones carefully analyze data associated with the
complexities of the African-American male professoriate and present viable options
to increase numbers in this area. This article is destined to be a classic, especially for
the readers of The Journal of Men’s Studies, who are likely to be knowledgeable of
non-African-American males’ issues but less familiar with the issues dealing with
African-American male professors. Deryl F. Bailey then follows with a framework
for developing academic and social excellence for African-American male adoles-
cents. This article has implications for preparing African-American male adolescents
for postsecondary education and its many opportunities. Ronald L. Jackson Il and
Rex Crawley continue with White students’ perceptions of an African-American
professor’s presence and classroom pedagogy. These authors clearly illustrate the
ongoing challenges African-American male professors’ experience at predominately
White institutions (PWIs). In the next article, Jerlando F. L. Jackson offers com-
pelling analyses for increasing the pool of African-American male administrators.
Next, James L. Moore 11, Octavia Madison-Colmore, and Dionne M. Smith exam-
ine the perceptions, attitudes, and experiences of African-American males who per-
sist as engineering majors at a PWI. The “prove-them-wrong syndrome” is offered
as an explanation to understand better the academic persistence of African-American
male engineering students. Finally, Michael K. Herndon discusses the manifesta-
tions of spirituality among African-American undergraduate males. The findings
suggest that spirituality enhances African-American male student persistence. In
addition to the research articles, Darrell Cleveland, E. Reginald Parks, Melendez O.
Byrd, Darrell Hairston, Curtis J. Blakely, Jr., and Chandra F. Johnson provide
insightful book reviews. The research articles, coupled with the book reviews, pro-
vide in-depth analyses of African-American men in postsecondary settings.

It is our hope that this thematic issue will be beneficial and motivating to the
intellectual communities who work with African-American men in the academy. We
trust that it will inspire researchers, academicians, administrators, and policymakers
to help eliminate structural barriers that affect the success of African-American men
in the academy.



Exploring the Status of Black Male Faculty
Utilizing Data from the National Study
of Postsecondary Faculty

LAMONT A. FLOWERS LEE JONES
University of Florida Florida State University

The present study utilized data from the 1993 and 1999 National
Study of Postsecondary Faculty to describe the status of Black
male full-time instructional faculty and staff in the academy. Data
were also presented to show the degree to which certain character-
istics (e.g., principle field of teaching, highest credentials attained,
time spent on teaching, research, and service activities) of Black
male faculty have changed in recent years. In addition, the study
highlighted status measures of Black male faculty (e.g., academic
rank, tenure status, and compensation) and discussed the extent to
which the relative status of Black male faculty has changed during
a six-year period.

Key Words: Black male faculty, National Study of Postsecondary
Faculty, academic status

|n recent years, researchers and scholars have examined several issues associated
with increasing the numbers of Black faculty at colleges and universities (Darden,
Kamel, & Jacobs, 1998; Knowles & Harleston, 1997; Moore, 1988; Plata, 1996;
Scott, 1981; Strickland, 1975). To date, the literature has suggested that recruiting
and retaining Black faculty has been difficult to accomplish for several reasons: ()
the small numbers of Black faculty in the “pipeline” (Darden et al., 1998), (b) the
long history of inequitable hiring and promotion practices at institutions of higher
education (Alali, Ross, & Calhoun, 1990; Henry, 1980; Leap, 1995; Moore, 1988),
and (c) a lack of success (e.g., attainment of tenure) of Black faculty due to inade-
quate research productivity (Scott, 1981).

The purpose of the present study is to describe the status of Black male full-time

Correspondence concerning this article should be addressed to Lamont A. Flowers, University of Florida,
College of Education, 229B Norman Hall, Gainesville, FL 32611-7049. Electronic mail: Iflowers@
coe.ufl.edu.
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instructional faculty and staff in the academy. Specifically, the study presents data
that show the degree to which certain characteristics (e.g., principle field of teaching,
highest credentials attained, time spent on teaching, research, and service activities)
of Black male faculty have changed in recent years. In addition, the study highlights
status measures of Black male faculty (e.g., academic rank, tenure status, and com-
pensation) and discusses the extent to which the relative status of Black male faculty
has changed during a six-year period (i.e., 1993 to 1999). The goal of this descriptive
study is to provide a baseline by which higher education administrators and faculty
can adequately measure the relative status of Black male faculty and staff in the
academy. Recommendations for future research are also advanced, taking into
account the accumulated research on Black faculty and statistical data reported in the
study. To provide a context for the present study, the next section will summarize the
findings from a recent review of the literature on Black faculty in the academy.

LITERATURE REVIEW

In light of escalating enrollments of Black students on college campuses (Bennett,
2001; Reid, 1993) and continuing calls to increase the numbers of Black faculty
members on campus, a considerable amount of research has been conducted over the
years to explore the relative status of Black faculty in the academy (Darden et al.,
1998; Hendricks & Caplow, 1998; Smith & Witt, 1993; Tack & Patitu, 1992). The
research on Black faculty has developed into two distinct areas. One line of research
has investigated the extent to which Black faculty had perceptions and experiences
that were different from White faculty. Analyzing national data of college and uni-
versity faculty, Konrad (1991) found Black faculty members were more likely to be
employed at comprehensive universities and junior colleges than White faculty. In
addition, Konrad found that Black faculty members were not well represented at the
full professor level and that Black faculty members were more likely than White
faculty to engage in service-related professional activities and teaching. Alali et al.
(1990), following an analysis of employment data from the California State Univer-
sity (CSU) system, found that Black professors were severely underrepresented at all
academic ranks compared to their White counterparts. Specifically, there were only
204 tenured Black faculty members during the years 1979 and 1983 in the CSU sys-
tem compared with 8,092 White tenured faculty members. They also reported in
1987 there were only 222 tenured Black faculty members in the CSU system com-
pared to 7,578 White tenured faculty members. Smith and Witt (1993) found that
Black faculty members were more likely to report higher levels of stress from
research and service than their White counterparts. Taken as a whole, this line of
research has suggested that Black faculty are more likely to be severely underrepre-
sented at the higher levels of professional rank and are less satisfied than White fac-
ulty (Hendricks & Caplow, 1998; Konrad, 1991; Smith & Witt, 1993; Tack & Pat-
itu, 1992).

A second area of research has examined the correlates of Black faculty under-
representation in academia (Anderson et al., 1993; Knowles & Harleston, 1997).
Despite the argument that the underrepresentation of Black faculty hinders the edu-
cational and social development of all students (Reid, 1993), very little progress has
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been made in the hiring of Black faculty (Rai & Critzer, 2000). Research has sug-
gested four primary reasons to explain why Black faculty members are underrepre-
sented in institutions of higher education: (a) discriminatory hiring practices and
promotion procedures; (b) low number of Black graduate students; (c) low number
of qualified Black applicants in the job search pool; and (d) lack of Black faculty
mentors and role models (Alali et al., 1990; Allen, Epps, Guillory, Suh, & Bonous-
Hammarth, 2000; Blackwell, 1981; Henry, 1980; Knowles & Harleston, 1997).
While it can be argued that each of these factors contributes to the low numbers of
Black faculty in institutions of higher education, research most often noted that the
primary reason for the low number of Black faculty is that senior administrators at
colleges and universities, in general, and academic search committees, in particular,
seem unwilling to provide the necessary resources needed to recruit and retain Black
faculty (Knowles & Harleston, 1997).

DATA SOURCE

Data for the present study were obtained from the last two waves of the National
Study of Postsecondary Faculty (hereafter, NSOPF). More specifically, data from
the NSOPF: 93 and NSOPF: 99 were used to describe the current status of Black
male faculty in the academy. NSOPF: 93 and NSOPF: 99 include a nationally repre-
sentative cohort of postsecondary faculty. NSOPF: 93 is based on data collected
from a sample of faculty members in the fall of 1992. NSOPF: 99 is based on data
collected from a sample of faculty members in the fall of 1998. Due to the weighting
techniques utilized by the National Center for Education Statistics (NCES), findings
from NSOPF: 93 and NSOPF: 99 are generalizable to approximately one million
college and university faculty employed in America’s two-year and four-year insti-
tutions. Since the NSOPF contains the most comprehensive information on faculty
members’ demographic characteristics and perceptions of academic life, it was
deemed as an appropriate data source for the present study. Precedents for using the
NSOPF to explore faculty issues and concerns can be found in other research reports
(e.g., Nettles, Perna, & Bradburn, 2000; Zimbler, 2001).

RESULTS

In the fall of 1998, approximately 40% of all Black male instructional faculty and
staff were employed part-time by their institution, while the remaining 60% were
employed full-time. The results that follow are based on all Black male full-time
instructional faculty and staff employed by a two-year or four-year institution in the
fall of 1992 and 1998. It should also be noted that instructional faculty and staff
include all faculty who reported having some teaching duties in the years studied.
Thus, Tables 1-9 are based on all Black male full-time faculty and staff who had
teaching responsibilities in the fall of 1992 and 1998. Currently, Black male faculty
members constitute approximately 4% of all male full-time instructional faculty and
staff in higher education. The average age of all Black male full-time faculty and
staff is 47 (not tabled). As shown in Table 1, a large percentage of Black male faculty
and staff were employed by public institutions (22%) and public two-year institutions
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(17%) in 1998. Data also showed that the percentage of Black male faculty employed
by private research universities and private doctoral universities decreased from 1992
to 1998. There was also a marked increase in the number of Black male faculty
employed at other institutions (i.e., public liberal arts, private not-for-profit two-year,
and other specialized institutions except medical schools and medical centers).

Table 1
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Institution Type

Institution type NSOPF: 93 NSOPF: 99 Percent change
Public research 114 12.8 12.28%
Private research 6.6 5.1 -22.73%
Public doctoral® 6.1 75 22.95%
Private doctoral® 6.8 3.9 -42.65%
Public comprehensive 32.9 221 -32.83%
Private comprehensive 4.5 7.2 60.00%
Private liberal arts 9.7 13.0 34.02%
Public two-year 18.9 16.8 -11.11%
Other” 3.1 11.7 277.42%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99). Per-
centages may not sum to 100 due to rounding.

*Includes institutions classified by the Carnegie Foundation as specialized medical schools and medical
centers.

®Public liberal arts, private not-for-profit two-year, and other specialized institutions except medical
schools and medical centers.

In 1992, Black male faculty and staff were more likely to teach in the natural
sciences (19%), health sciences (13%), social sciences (13%), humanities (11%),
and education (10%). In the fall of 1998, Black male faculty and staff were more
likely to teach in the natural sciences (16%), humanities (13%), social sciences
(13%), fine arts (11%), and business (10%). In the fall of 1992, approximately 62%
of all Black male faculty and staff had either a Ph.D. or first professional degree,
34% had a master’s degree, and 5% had a bachelor’s degree or less. In 1998, Black
male faculty members were also more likely to have a Ph.D. or first professional
degree than any other credential. Only 3% of all Black male instructional faculty and
staff had a bachelor’s degree or less.

Among all Black male full-time instructional faculty and staff in the fall of
1992, 52% indicated their principal activity was teaching, 15% indicated their prin-
cipal activity was research, and 14% indicated their principal activity was adminis-
tration. In the fall of 1998, Black male faculty members were still more likely to
indicate that their principal activity was teaching (58%) followed by administrative
activities (13%) and research activities (11%). In 1992, 25% of all Black male fac-
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ulty and staff were full professors, 25% were associate professors, 25% were assis-
tant professors, 19% were instructors or lecturers, and 7% reported other ranks. In
1998, 24% of all Black male faculty members were full professors, 27% were asso-
ciate professors, 29% were assistant professors, 14% were instructors or lecturers,
and 6% reported other ranks. Of all the Black male instructional faculty and staff in
the fall of 1992, 48% had tenure, 27% were on the tenure track, 18% were not on the
tenure track, and 7% were at non-tenure granting institutions. In contrast, in 1998,
51% of all Black male instructional faculty and staff had tenure, 23% were on the
tenure track, 17% were not on the tenure track, and 9% were employed at non-tenure
granting institutions.

Table 2
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Program Area

Principle field of teaching NSOPF: 93 NSOPF: 99  Percent change
Agriculture/Home Economics 1.8 1.3 -27.78%
Business 55 10.1 83.64%
Education 10.3 6.6 -35.92%
Engineering 3.7 3.9 5.41%
Fine Arts 8.7 10.6 21.84%
Health Sciences 12.7 7.5 -40.94%
Humanities 11.0 13.3 20.91%
Natural Sciences 18.9 16.4 -13.23%
Social Sciences 12.7 12.6 -.79%
All other fields 14.8 17.6 18.92%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99). Per-
centages may not sum to 100 due to rounding.

Table 3
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Highest Educational Credential Attained

Highest credential attained NSOPF: 93 NSOPF: 99  Percent change
Ph.D. or first professional degree 61.6 63.4 2.92%
Master’s degree 33.6 337 0.30%
Bachelor’s degree or less 4.8 2.9 -39.58%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99).
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Table 4
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Time Spent on Various Activities

Principal activity NSOPF: 93 NSOPF: 99 Percent change
Teaching activities 51.7 57.7 11.61%
Research activities 15.1 11.3 -25.17%
Administration activities 14.0 13.1 -6.43%
Professional growth 7.0 6.0 -14.29%
Service activities 8.7 6.4 -26.44%
Consulting 2.9 5.4 86.21%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99). Per-
centages may not sum to 100 due to rounding.

Table 5
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Academic Rank

Academic rank NSOPF: 93 NSOPF: 99 Percent change
Full Professor 24.6 23.6 -4.07%
Associate Professor 25.2 27.4 8.73%
Assistant Professor 25.1 29.0 15.54%
Instructor or Lecturer 18.6 13.9 -25.27%
Other ranks/not applicable 6.5 6.1 -6.15%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99).

Table 6
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Tenure Status

Tenure status NSOPF: 93 NSOPF: 99 Percent change
Tenured 48.3 50.6 4.76%
On tenure track 27.1 23.0 -15.13%
Not on tenure track 18.1 17.1 -5.52%
No tenure system at institution 6.5 9.3 43.08%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99).
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Table 7
Average Income of Black Male Full-Time Instructional Faculty and Staff, by Source
of Income

Source of income NSOPF: 93 NSOPF: 99 Percent change
Total earned income $57,226 $65,862 15.09%
Basic salary from institution ~ $44,871 $53,638 19.54%
Outside consulting income $1,224 $1,426 16.50%
Other outside income $6,643 $7,171 7.95%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99).

Table 8
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Opinions About Treatment of Minority Faculty

Opinion about treatment

of minority faculty NSOPF: 93 NSOPF: 99 Percent change
Strongly agree 30.5 19.2 -37.05%
Strongly disagree 11.8 9.2 -22.03%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99).

Table 9
Percentage Distribution of Black Male Full-Time Instructional Faculty and Staff, by
Overall Job Satisfaction

Overall job satisfaction NSOPF: 93 NSOPF: 99 Percent change
Very satisfied 36.7 34.6 -5.72%
Very dissatisfied 4.7 4.1 -12.77%

Note: U.S. Department of Education, National Center for Education Statistics, 1993 National Study of
Postsecondary Faculty (NSOPF: 93), 1999 National Study of Postsecondary Faculty (NSOPF: 99).

As shown in Table 7, in the fall of 1992, Black male instructional faculty and
staff earned approximately $45,000 from their basic salary and $8,000 from consult-
ing and other outside income. In the fall of 1998, Black male faculty members
earned approximately $54,000 from their basic salary and $9,000 from consulting
and other outside income. Opinions of Black male full-time instructional faculty and
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staff regarding the treatment of minority faculty have also changed in recent years.
In the fall of 1992, 31% strongly agreed with the statement that minority faculty
were treated fairly in their department, while 12% strongly disagreed with the state-
ment. In the fall of 1998, only 19% of all Black male faculty and staff strongly
agreed that their department treated minority faculty fairly, and 9% strongly dis-
agreed with the statement. In 1992, 37% of all Black male faculty and staff reported
that they were very satisfied with their job and 5% reported that they were very dis-
satisfied. In the fall of 1998, 35% of all Black male instructional faculty reported
that they were very satisfied and 4% reported that they were very dissatisfied.

DISCUSSION

Over the years, researchers have consistently noted that Black faculty are grossly
underrepresented in postsecondary institutions (Allen et al., 2000; Anderson et al.,
1993; Konrad, 1991). More specifically, in 1979 approximately 4% of all full-time
faculty members were Black (Anderson et al., 1993). According to recent data
obtained from the 1999 National Study of Postsecondary Faculty, approximately 5%
of all full-time instructional faculty and staff were Black. Given the small percent-
age increase of Black faculty on the nation’s campuses during the past two decades,
consistent with previous research, it is clear that postsecondary institutions have
made very little progress in increasing the numbers of Black faculty. Moreover, the
significance of the small percentage of Black faculty is apparent when compared to
the national percentage of Black students in higher education (approximately 12%).
Collectively, data suggest that affirmative mandates that were designed to reduce the
incessant effects of discrimination in regard to the hiring and promotion practices of
Black faculty in American higher education (Henry, 1980) have shown very little
progress (at least in terms of the small increase in the percentage of full-time Black
faculty on college and university campuses over the last 20 years). Jones (2000) sug-
gests that Black faculty need to develop a “community of scholars” model designed
to assist African-American junior faculty members in attaining tenure. Clearly, insti-
tutions of higher learning must aggressively develop policies, implement programs,
and evaluate programmatic interventions to ensure that Black faculty are recruited
and retained at institutions of higher education.

RECOMMENDATIONS FOR FUTURE RESEARCH

While this study has focused on the characteristics and status of Black male faculty,
the implications for future research discussed in this section may also apply to Black
female faculty members as well. Approximately 5% of all full-time instructional fac-
ulty and staff are Black; thus additional research that addresses the needs and con-
cerns of Black male and female faculty members is greatly needed. Four recommen-
dations for future research, based on extant literature and the descriptive statistical
results, are presented here.

First, future research on Black faculty must consider how differential levels of
job satisfaction affect Black faculty members’ research productivity and scholarship.
While it is well-known that Black faculty are more likely to spend time engaging in
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teaching and service activities and that this allocation of time usually results in
diminished amounts of publication and scholarship (Konrad, 1991; Scott, 1981),
limited research evidence exists that estimates the effects of job satisfaction on
research productivity for Black faculty. This line of research is desperately needed
to move researchers and policymakers beyond observations to generalizable findings
that may lead to appropriate reforms.

Second, it has often been stated that the primary problem of attracting Black fac-
ulty is a “pipeline” issue that begins to take form as a result of the low high school
graduation rate of Black students (Knowles & Harleston, 1997). The “pipeline” theory
also assumes that the number of Black faculty hires is contingent upon the number of
Black individuals in the candidate pool (Anderson et al., 1993; Knowles & Harleston,
1997). While this contention has some merit, additional research is needed to measure
the relationships between college selectivity of the undergraduate and graduate institu-
tion attended and the production of the candidate pool of Black faculty (Allen et al.,
2000). Consequently, if research indicates that the selectivity or prestige of the under-
graduate or graduate institution significantly affects the number of Black faculty in the
candidate pool, researchers and administrators will also have to consider whether
Black students are being properly trained at the secondary level to enroll in and gradu-
ate from selective undergraduate and graduate institutions. Clearly, this line of
research has the potential to help us to better understand the “pipeline” theory and sug-
gest practical approaches to enhancing the candidate pool. This line of research may
also help to ensure that Black faculty members are prepared to face the academic and
social challenges of teaching and researching in higher education.

Third, additional research must consider the influence of research mentors and
social networks on the productivity of Black faculty (Scott, 1981). This line of
scholarship may lead to a faculty mentoring program in which Black junior faculty
are matched with Black senior faculty to assist Black junior faculty members in their
growth and development.

Fourth, future research must be conducted using institutional-level data, state-
level data, and national-level data to determine the influence of race and ethnicity on
tenure status, time to tenure and promotion (i.e., time between the hire date and the
tenure and promotion date), compensation, and service and committee involvement.
This particular area of research may point directly to some specific areas that admin-
istrators might focus on to ensure equitable rewards and working conditions for all
faculty members working in two-year and four-year institutions. Taken as a whole,
this line of research might help us to better understand institutional-level factors and
individual-level factors that will aid in the development of policies and programs
that are designed to recruit and retain Black faculty members. Toward that end,
future research should employ longitudinal and multivariate research designs that
fundamentally seek to offer practical recommendations that can be implemented to
improve the recruitment and retention of Black faculty. While the research agenda
promulgated in this section is open to consideration and debate and is somewhat
speculative, there is little question that additional research is needed to better under-
stand and potentially improve the plight of Black faculty in the academy.
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Preparing African-American Males
for Postsecondary Options

DERYL F. BAILEY
The University of Georgia

For more than a decade, there has been a dramatic decline in the
percentage of African American males attending postsecondary
institutions. In an effort to reverse this trend, some institutions
(i.e., University of Georgia) have commissioned task forces and
committees to investigate the causes of this decline as well as pro-
vide recommendations to address this problem. One of the recom-
mendations presented to the University System Board of Regents
included the development and support of not only initiatives
designed to prepare African American males for postsecondary
options, but programs that offer academic and social support once
enrolled. This article describes one of the six programs selected by
the Board of Regents to address the aforementioned decline in one
Southeastern state.

Key Words: African-American males, postsecondary institutions,
declining enrollments, academic programs

| mproving the economic and social conditions for a community or a particular
group in the United States has always been linked to education (Locke, 1999). With
the advances in technology and the globalization of society, postsecondary educa-
tion or training is increasingly becoming a must. As part of the Education Trust
(1999a), State Education CEOs investigating the gap between high school gradua-

tion and college or high-performance jobs stated that:

Our nation is no longer well served by an education system that
prepares a few to attend college to develop their minds for learned
pursuits while the rest are expected only to build their muscles for
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useful labor. In the twenty-first century, all students must meet
higher achievement standards in elementary, secondary, and post-
secondary schools and thus be better prepared for the challenges
of work and citizenship. (p. 10)

Success in today’s global society demands that employees possess at least the
skills and knowledge required of a high school graduate if they are to be competitive
in the workforce of the 21st century and beyond. Failure to meet this minimum
requirement, however, limits the economic and social potential for millions of young
Americans each year (Hayes, Nelson, Tabin, Pearson, & Worthy, 2002; U.S. Depart-
ment of Education, 1999).

In spite of the need to complete high school or to attend some postsecondary
institution, statistics indicate that educational attainment is not a reality for some
African-American students, especially African-American males. According to
national statistics, approximately 22.4% of African-American males ages 20 to 24
leave school before earning a high school diploma. Furthermore, only 18.4% of
African-American males ages 25-29 hold a bachelor’s degree (U.S. Department of
Commerce, 2000). To reverse this trend, educators with the support of parents and
communities need to employ effective initiatives that help more adolescent African-
American males complete high school and continue their education in some postsec-
ondary institution as well as assist in identifying and removing academic barriers.

AN INITIATIVE FOR PREPARING
AFRICAN-AMERICAN MALE SCHOLARS

In an effort to enhance the academic success of adolescent African-American males,
some schools and community organizations have implemented tutoring programs,
leadership academies, and/or mentoring programs with varied success. Researchers
(Bailey, 2002; Bailey & Paisley, in press; Lee, 1992, 1996; Lee & Bailey, 1997)
suggest that intervention programs that incorporate a developmental and comprehen-
sive approach might be more successful in assisting African-American male students
in making significant gains both academically and socially. One such program is
Project: Gentlemen on the Move (PGOTM), which is designed to develop and nur-
ture academic and social excellence in adolescent African-American males (Bailey,
2001; Bailey & Paisley, in press). PGOTM’s mission is to develop and nurture
excellence in African-American males through an empowerment and transformation
process. This is accomplished by providing young men opportunities to experience
academic and social success. PGOTM strives to create clear and consistent bound-
aries, high expectations, and hold members accountable for their actions and deci-
sions; involve families; and create collaborative relationships between students, par-
ents, school personnel, and PGOTM staff.

Developmentally, PGOTM identifies where each member stands academically
and socially. This involves a review of members’ school social records including
attendance and discipline records as well as behavior surveys completed by teachers
and administrators. Academic records are reviewed for types of courses taken, exam
grades, semester grades, and related test scores (i.e., CAT, PSAT, or SAT). This
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information is then compared to the level where PGOTM participants should be
based on their age, academic ability level, and postsecondary aspirations. In collabo-
ration with PGOTM staff and parents, participants set appropriate academic and
social goals; this includes increasing the number of college preparatory courses
taken as well as participating in SAT and ACT preparation courses. Progress is mon-
itored through bi-weekly communication between teachers, administrators, and
PGOTM staff members. Finally, a series of regular activities including Saturday
learning institutes and homework assistance, semester exam lock-ins, and college
tours provide them with the academic and social skills they need to reach their full
potential. This is referred to as the “transformation.” The transformation is defined
as positive changes or modifications in the social and academic performance of
PGOTM participants; therefore, the transformation is unique for each student. For
some, these transformations will begin to manifest shortly after joining the group
and for others the transformation will emerge in stages over varying periods of time
ranging from several months to a year of involvement in the program. Individual and
family commitment plays an important role in the transformation process.

Secondly, PGOTM is comprehensive in that it takes a holistic approach to the
empowerment and transformation of adolescent African-American males by
addressing multiple aspects of their lives. The program intentionally and directly
deals with issues that members are confronted with on a daily basis (i.e., how to
appropriately identify and respond to prejudice/racism from teachers, administrators,
counselors, or community members; how to combat peer pressure; how to adjust to
being the only African-American male in upper level classes, etc.). PGOTM partici-
pants are engaged in community service projects as a way to develop leadership
skills and unity, while providing a service to members of their communities and
establishing a sense of ownership and responsibility for the well-being of the com-
munity-at-large. PGOTM also provides avenues (i.e., dances, community service
projects, and forums) for its members to interact with other groups of students who
are normally outside of their circle of friends. The intent is to minimize the impact
of social barriers that exist between them and their peers from different cultural
backgrounds. This will become critical as they prepare to be successful in a global
society.

PGOTM also enlists the support and assistance of the families as a part of the
comprehensive approach. Parents or an adult representative of the family must
attend an orientation meeting that reviews the program’s mission, objectives, and
expectations for PGOTM members in regard to attendance and behavior. In addi-
tion, parents or the adult representatives are provided a variety of opportunities to
engage in activities associated with the program ranging from providing breakfast
for members before Saturday morning tutoring to participating in the Mothers Night
Out event, a special dinner honoring the “mothers or mother figures” of PGOTM
participants. Finally, monthly parent meetings review such topics as “Understanding
and Using the School’s Counseling Program,” “Forms and Scores: Understanding
PSAT, SAT, Financial Aid, and College Applications,” and “Recognizing Develop-
mental Assets in your Community.” Parents who attended the initial orientation
meeting selected the topics. Guest speakers (e.g., school counselors or community
social workers) or PGOTM staff members conduct the monthly parent meetings.
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By implementing a program that incorporates developmental and comprehen-
sive components, PGOTM participants can be challenged both academically and
socially. Teachers, administrators, counselors, parents, PGOTM staff members, and
PGOTM student members have developed goals with appropriate plans of action
and receive support during weekly meetings and the special activities. Constant
interactions between all stakeholders (participants, parents, school personnel, and
program staff), as well as treating the whole individual rather than the symptom (i.e.,
poor grades or poor behavior), appear to be critical to achieving the desired acade-
mic and social transformation.

ASSUMPTIONS

PGOTM'’s mission relies on a set of basic assumptions regarding young people.
These assumptions are as follows: (a) all young people are capable of learning; (b)
all young people know right from wrong, but may not know or understand the con-
sequences for their behaviors; (c) all young people want to do what is right; (d) all
young people are at-risk; (e) all young people deserve a quality education; (f) all
young people are worthy of forgiveness from others and themselves; (g) all young
people are worthy of love, nurturing, guidance, support, and meaningful opportuni-
ties; and (h) stereotypes of African-American males need to be challenged by pro-
viding positive views of African-American males via media, mentors, or personal
contact with African-American males in their communities. These assumptions
serve as the foundation and drive for the PGOTM program (Bailey & Paisley, in
press).

CRriTIcCAL COMPONENTS

PGOTM’s program consists of four components: (a) attention to process, (b) focus
on identified areas of content, (c) support through individual and group counseling,
and (d) specifically designed activities to achieve the goals of the program (Bailey &
Paisley, in press). While each component serves an important role, it is the intermin-
gling of these four components that creates a system where the effectiveness of one
component is integral to the effectiveness of the next and is also critical to the over-
all success of the program.

The process component includes elements such as recruitment and referral,
selection, invitation, and monitoring. The content component involves skill develop-
ment and the integration of new information pertinent to PGOTM members’ acade-
mic and social growth. For academic growth, PGOTM members review a combina-
tion of “how to” and “need to know” areas of study. “How to” topics cover tips on
enhancing academic excellence such as (a) evaluating and understanding their learn-
ing styles as students, (b) evaluating and adapting to the teaching styles of different
teachers, (c) how to study and review different subjects like math, foreign language,
science, and history, (d) writing tips, () vocabulary recommendations, and (f) PSAT
and SAT review. “Need to know” topics include (a) the study of African, African-
American, and family histories and (b) health-related issues. Researchers (e.g.,
Banks, 2001; Boutte, 1999; Lee, 1996; Wynn, 1992) suggest that it is important for
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initiative programs to incorporate these topics to encourage discussions that allow
members to develop healthy identities as adolescent African-American males. Fur-
ther, it is necessary that adolescent African-American males learn to negotiate the
multiple cultures in which they will find themselves. Topics promoting social devel-
opment include the enhancement of self-efficacy through personal and business eti-
guette training, opportunities to give back to the community, and sessions that allow
for appreciation and acceptance of individual differences. This last element of the
social topics focuses on respect for self, elders, women, and culturally different indi-
viduals. Opportunities to be exposed to traditional African-American culture as well
as interactions with individuals from other cultures are considered crucial for
healthy identity development and successful social interactions for PGOTM partici-
pants. Both the academic and social topics are covered during the mini-workshops
that are held weekly as a part of the Saturday Learning Institutes.

The support component involves group members participating in individual and
group counseling sessions. These sessions enable group members to establish short-
term and long-term academic and social goals mentioned earlier as part of the devel-
opmental aspect of the program. Other areas of support include structured study ses-
sions held during the two hours of the Saturday Tutoring Academies and intense
exam preparation, known as the “exam lock-in,” held at the end of each semester.
The exam lock-in is held the weekend prior to the end-of-semester exams and
includes 12 to 14 two-hour study sessions. PGOTM staff members and teachers pro-
vide tutoring during those study sessions. In addition, PGOTM members have
access to computers, Internet, and other materials necessary to complete projects
assigned by teachers as final exams. Give Me A Reason: An Academic Incentive
Program represents another part of the support component that provides a variety of
incentives for academic progress and excellence, such as cash incentives, tee-shirts,
travel opportunities, dining, and tickets for sporting and cultural events.

Finally, the activity component includes field trips, college visitations, special
event opportunities, and community service projects. Past community service pro-
jects have included community-wide Easter Egg Hunts for youngsters in grades K-5,
an annual 5k road race (Project: Gentlemen On The Move Race Against Drugs), and
a one-day basketball clinic for elementary and middle-school students. The first
three activities (field trips, college visitations, and special event opportunities) help
broaden members’ worldviews by exposing them to places, people, and situations
different from their normal experience. The remaining activities provide avenues for
developing leadership skills and a positive work ethic while fulfilling an identified
need within the community. During the summer, program participants work in the
Summer Academy, a one-week academy focusing on leadership development and
self-improvement for group members. In addition, new members, consisting mainly
of rising 9th graders, participate in the Summer Academy as a way to orient them-
selves to the program’s mission and goals. Veteran members lead sessions on “How
to Survive in High School” and “Goal-Setting” for these new members. The Sum-
mer Academy culminates in a three-day camping trip that allows for further leader-
ship and group skills development. These skills may prove to be useful beyond high
school as program participants may be expected to work collaboratively with others
and in some instances take on leadership roles.
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In addition to these four components, PGOTM differentiates members into one
of three levels that help direct members in the appropriate postsecondary path (i.e.,
work force, technical or community college, four-year college/university, or armed
forces). Level one includes young men who find it challenging to maintain a “C”
grade point average. These members are required to stay for extra tutoring during
the week. In addition, PGOTM staff members meet with teachers to plan strategies
for improving the academic performance of these members; this includes obtaining a
list of upcoming tests as well as any special projects or papers and their due dates.
Level two includes PGOTM members who are able to maintain a “B” grade point
average or better. These members are targeted for enroliment in advanced academic
courses (i.e., advanced college preparatory math, science, history, and foreign lan-
guage classes) and possible nominations related to academic summer programs, aca-
demic honors, and academic scholarships. These students also have the responsibil-
ity of serving as peer tutors for level-one members on a regular basis. Level three is
a relatively new membership level. This level consists of former participants who
are now enrolled in college and wish to continue their involvement with the pro-
gram. Contact is maintained with these group members, and they are expected to
return during holiday and summer breaks to mentor current members in the high
school program. A more structured program will be established for these students in
the near future.

BARRIERS TO INCREASING THE PIPELINE OF AFRICAN-AMERICAN SCHOLARS

Some researchers have reported institutional racism to be a major barrier to acade-
mic success for young African-American males (Cummings, 1986; McDermott,
1987). Oftentimes, this barrier results in negative relationships between the adoles-
cent African-American male and school administrators, teachers, and counselors
(Cummings, 1986; McDermott, 1987). Several practices have been cited in the liter-
ature regarding ways that educators promote feelings of alienation among adolescent
African-American males (Duncan, 1999). These practices include:

1. Seating Black male students closer to them than they do other students to serve
the purpose of surveillance and control.

2. Giving Black males less direct instruction. This contributes to the feelings of

confusion and frustration over what is expected.

Paying less personal attention to Black males in academic situations.

Calling on Black males less often to answer classroom questions or to do

demonstrations.

5. Giving Black males less time to answer questions before moving on.

6. Failing to give Black males feedback about their responses more frequently than
other students.

7. Demanding less work and effort from Black males than from other students.
(Duncan, pp.175-177)

Pow

Ford (1996) reports that teachers tend to have lower expectations for African-
American male students, thereby encouraging students to have lower expectations
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for themselves and their African-American male peers. Teachers need to examine
their relationships with their African-American male students in and outside of the
school environment, incorporate strategies and or techniques that result in academic
achievement for these young men, and begin removing those behaviors that discour-
age academic involvement and success (Duncan, 1999). Educators represent the
gatekeepers to the power that comes with education. It is important that they under-
stand their role in increasing the pipeline of African-American male scholars pre-
pared to take advantage of postsecondary opportunities.

PGOTM employs several strategies to help remove barriers associated with
teachers and their work with African-American males. PGOTM sponsors a three-
day retreat for Pre-service and Veteran Teachers working with African-American
male students and PGOTM participants. The purpose of the retreat is to provide an
environment that allows for conversations to occur between teachers and students as
well as time to develop strategies to improve the academic performance of African-
American male students. The retreat tries to accomplish this by (a) helping teachers
become aware of what research indicates about the relationship between African-
American male students and teachers; (b) allowing PGOTM members to share their
experience in the educational system, both positive and negative; and (c) allowing
teachers to share their experience with African-American males in the educational
system. In addition to the retreat, all teachers of PGOTM members are in constant
communication with PGOTM staff concerning academic and social progress for
members in their classes. PGOTM staff serves as a link between teachers and mem-
bers’ parents, encouraging dialogue between the two groups via email, telephone, or
parent-teacher conferences. Teachers are also encouraged to volunteer as tutors on
Saturday mornings or during the exam lock-in; both provide a positive academic set-
ting for teachers and PGOTM members that encourages excellence. If teachers can
understand their impact on the academic and social performance of African-Ameri-
can male students, they may begin to question barriers that exist in their classroom
and possibly begin to remove them.

Counselors and administrators associated with class schedules and course
selection could also play a role in maintaining educational barriers against African-
American male students. A recent publication by the Education Trust (1999b) enti-
tled “Thinking K-16" examines the gap between high school preparation and college
entrance and completion that exists for students of color, especially African Ameri-
cans. The report states that only 43% of African Americans were enrolled in college
prep courses such as intermediate algebra compared to 56% for Asian students and
50% for White students. Although parents and students often make the final decision
regarding course selection, the school counselor and administrators should represent
academic advocates for young African-American males by recommending higher-
level courses when appropriate and having high expectations for their academic per-
formance. Otherwise, lack of encouragement in their academics and lack of interest
in their potential career path further contribute to this population’s disengagement
and alienation in the academic setting. According to a report in the Rocky Mountain
News (a Denver newspaper), the school superintendent for the Denver Public School
system recommended sensitivity training for school counselors as a result of reports
that minority students were being discouraged from taking advanced level courses.
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According to one student, the school counselor indicated to her that the accelerated
physics class would have too much math, even though she had a 3.5 grade point
average and had already completed two advanced level science courses (Yettick,
2001). Discouraging enrollment in advanced level courses has several ramifications
for African-American students hoping to enroll in a postsecondary institution. Lack
of adequate preparation could result in lower SAT scores, an increased need for
postsecondary remediation courses, and an increase in the attrition rate for minority
students across postsecondary campuses (Education Trust, 1999a; Ford, 1996).

To combat these particular barriers, the program utilizes various developmental
and comprehensive measures. First of all, PGOTM staff counsel the student mem-
bers and their parents concerning several areas including course selection (based on
past standardized test scores) and their work at the current level, while teachers com-
ment on biweekly progress reports, encouraging students to fulfill graduation and
postsecondary requirements. Student members, parents, counselors, and PGOTM
staff then agree on a “graduation plan.” As a part of the plan, PGOTM members are
encouraged to take advanced level courses, especially in math, science, and litera-
ture, as well as participate in an SAT prep class sponsored by the program. Estab-
lishing a graduation plan helps the counselor understand that this particular student
has parental support, has established certain academic and social goals, and has
advocates that are part of the educational system (i.e., PGOTM staff). Yearly meet-
ings to review the plan help PGOTM members stay focused on academic goals and
give parents a way to stay in constant communication with school counselors and
administrators.

SUMMARY

When adolescents are provided adequate direction, support, and opportunities, they
can overcome many of the academic and social challenges that often hinder their
academic and social performance. This is especially true for African-American ado-
lescent males (Bailey & Paisley, in press). Furthermore, improved academic and
social performance could translate into an increase in the number of African-Ameri-
can males graduating from high school and prepared to enter postsecondary institu-
tions. While many participants continue to view their academic and social chal-
lenges as barriers, others have been able to accept these challenges, devise a plan of
action, and move forward. If implemented, monitored, and supported appropriately,
initiatives such as Project: Gentlemen on the Move can provide the necessary assis-
tance for many adolescents who find themselves labeled as “an endangered species”
or “hopeless.” Data collection ranging from attendance rates, number of discipline
referrals, number of advanced courses being taken, exam averages, and grade point
averages are currently being collected to support this initiative as a viable means of
increasing the number of African-American males prepared for postsecondary
opportunities.
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White Student Confessions about a Black
Male Professor:
A Cultural Contracts Theory Approach
to Intimate Conversations
about Race and Worldview

RoNALD L. JACKSON 11 REX L. CRAWLEY
Pennsylvania State University Robert Morris University

In the present investigation, we seek to explore racial relationships
in a meaningful way that opens discussion about racial and gen-
dered beings, particularly Black males. We qualitatively examine
White student responses to their Black male professor’s presence
and pedagogy in the classroom during a required course titled
“Intercultural Communication.” The results indicated that the
White student participants tended initially to be more critical
toward their Black male professor, and over time were more
accepting and trusting of him, yet not so willing to forfeit their
fairly conservative views on social reality.

Key Words: race relations, Black professor, cultural contracts the-
ory, identity negotiation, race, pedagogy

The United States boasts of being one of the most culturally diverse nations in the
modern world; yet it is also one of the most socially segmented. In fact, in a recent
report by the Milton S. Eisenhower Foundation (1998), it was discovered that our
nation is parallel to the state of the nation in 1968. At that time, the National Advi-
sory Council on Civil Disorders (otherwise known as the Kerner Commission)
released its report stating, “Our nation is moving toward two societies, one Black,
one White, separate, hostile and unequal” (Kerner, 1969, p. 1). Perhaps this explains
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a national climate that is simultaneously culturally diverse and bereft of multicultur-
alism. Although mechanisms are in place to acknowledge multiple cultures through
celebratory events, this cannot and should not be used as an indicator of true cultural
understanding. Some people’s lives are marked by cultural homogeneity from birth
to adulthood. Although they know Blacks exist, for example, some White college-
aged adults may have never had direct contact with a Black person. Even though it
seems researchers are beyond discussing culture and race as a Black and White
dynamic, we, the authors of this essay, contend that the remnants of a racially
charged national climate render many individuals hopelessly unequipped to cope
with racial difference, even in the classroom (Howard, 1999).

Consequently, in the present investigation, we seek to explore racial relation-
ships in a meaningful way that opens discussion about racial and gendered beings,
particularly Black males. We do this by limiting our purview to an instructional con-
text within a mid-western university. We qualitatively examine White student
responses to their Black male professor’s presence and pedagogy in the classroom
during a required course titled “Intercultural Communication.” This is significant
and heuristic, because Black males constitute merely a fraction of one percent of our
nation’s postsecondary educators (Sanderson, Dugoni, Hoffer, & Myers, 2000).
Their limited presence, accompanied by the limited contact that some White stu-
dents have with Blacks at all, let alone Black male faculty, offers fertile ground for
systematically uncovering perceptions and valuations of White students toward
Black male faculty.

BLACKNESS IN THE CLASSROOM

Cross (1998) reports that the low numbers of Black faculty at United States universi-
ties are staggering. For example, Magner (1996) notes that Blacks represented 5.4%
of new faculty hires in 1995, while Nettles et al. (2000) indicate large disparities
between Black, non-Hispanic White, and Asian/Pacific Islander faculty members
when considering salary, tenure, and rank. In fact, in 1992, 48% of Black faculty, as
compared to 58% of White faculty, was tenured. The salaries, tenure, and ranks of
Asian/Pacific Islanders were typically higher than Blacks and Whites. Additionally,
Black faculty tended to be younger on average and much more likely to be at the
rank of instructor than at senior faculty ranks. Naturally, this has a tremendous influ-
ence on White students’ perceptions of Black professors’ credibility in the class-
room. In fact, Hendrix’s (1998a) study of Black and White male professors’ percep-
tions of how race influences credibility in the classroom reveals that Black male
professors were not only more acutely aware of their minority status in the class-
room, but also were cognizant of how different students applied more harsh and crit-
ical standards for evaluating their teaching effectiveness. Hendrix (1998b) con-
ducted a follow-up study and reported similar results. Her additional findings were
alarming and quite relevant to the present study. She found that Black professors
were expected to prove themselves in order to establish credibility, and that after
they did so, there were often more fair and favorable attitudes exhibited toward
them. This was in direct contrast to the White professors, whose credibility was not

26



WHITE STUDENT CONFESSIONS

questioned as vehemently. Although Hendrix’s (1998b) respondents did not believe
that any one instructor, regardless of race, had instant credibility, Hendrix notes that
the interviewees did reveal a higher likelihood of implicitly challenging the credibil-
ity of Black professors. The reason these results are so relevant to the present inves-
tigation is that they reveal how preverbal communicative cues may impact class-
room dynamics. Jackson (2000) posits that preverbal communication is what
happens before the talk begins. He claims:

[1t] has much to do with both sociocultural history and body poli-
tics. For example, my skin color conjures certain feelings, appre-
hensions and insecurities for some people. Race as a biological
construct is social and physiognomic, because it carries with it a
memory of a set of experiences or episodes. (p. 37)

Race is a powerful preverbal communicative cue that may shift students’ percep-
tions of an otherwise qualified and credible Black male instructor, because with it
comes certain presumptions about what it means to be Black and male in the United
States. For example, Jackson & Dangerfield (in press) note that there are several
popular and public projections about Black males including, but not limited to,
Black masculine persons as violent, criminal, non-intellectual, and lazy/inferior.
These popular cultural projections serve as the basis from which prejudices may be
formed when individuals do not have direct contact and/or relational experiences
with Black males. Consequently, when a White student who grows up in a racially
homogenous environment meets a Black person for the first time face-to-face, it can
be shocking. Moreover, when the Black person is the White student’s professor,
racial projections about that professor may become exacerbated by issues of power,
authority, and credibility.

WHITENESS IN THE CLASSROOM

Most universities throughout the United States are predominantly White, and this
has an effect on cultural consciousness, racial tolerance, and acceptance of cultural
others (Howard, 2000). There are endless volumes on whiteness and critical White
studies that inform us that many Whites share a general ignorance about non-White
cultures (Frankenburg, 1993; Hardiman; 1994; Helms, 1990; Jackson, 1999; Mcin-
tosh, 1994; Nakayama & Martin, 1999).

Education researcher Peggy Mcintosh (1994) suggests that White privilege is
unacknowledged, denied, and protected by many Whites. She states,

As a White person, | realized | had been taught about racism as
something that puts others at a disadvantage, but had been taught
not to see one of its corollary aspects, White privilege, which puts
me at an advantage. (p. 70)
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She further describes this privilege as “an invisible package of unearned assets ... to
which she was ‘meant’ to remain oblivious” (p. 71). Frankenberg (1993) contends
that whiteness comprises a set of three linked dimensions: “a location of structural
advantage, of race privilege, a ‘standpoint’ from which they look at themselves, oth-
ers, and at society, and a set of cultural practices usually unmarked and unnamed”
(p. 1). The terms used to describe White privilege such as invisible, unmarked, and
unnamed suggest that there is a denial or perceived nonnecessity to define white-
ness. Nakayama & Krizek (1995) suggest that whiteness has been socially con-
structed as the non-color or non-minority, which serves to accent the centrality of
whiteness.

Martin (1996) addresses the lack of attention given to the notion of White iden-
tity as a result of White historical power. She contends,

Whites as the privileged group take their identity as the norm or
standard by which other groups are measured, and this identity is
therefore invisible, even to the extent that many Whites do not
consciously think about the profound effect being White has on
their everyday lives. (p. 125)

Essentially Martin concludes that racial dominance is perpetuated by the acceptance
of whiteness as “naturalized”—a fundamental fact of existence that goes virtually
unguestioned and often unacknowledged.

Postmodern curriculum theorists (Giroux, 1991, 1997; hooks, 1994; Kincheloe,
1993; Lather, 1991) suggest that power plays a vital role in the classroom and cur-
riculum. It sustains privilege in vivid and tragic ways to the extent that people of
color are uninvited to participate in what the academy represents unless they forfeit
their desire to have their identities affirmed by the academy via institutionalized
practices and/or curricular reform.

R.L. Jackson and his associates (Jackson & Heckman, in press; Jackson, Morri-
son, & Dangerfield, in press) contend that White privilege spills over into the class-
room in very real and vivid ways, from challenging the credibility of non-White pro-
fessors to seeing Blacks as incompetent, intimidating, and inferior. Each of these
stereotypes is a socially constructed discursive formation about race, identity, and
authority (Delpit & Dowdy, 2002).

THEORETIC FRAMEWORKS
SociAL CONSTRUCTION OF RACE

Two primary theories are used to frame this study: social constructivism and cultural
contracts theory. Race is socially constructed and is a constitutive feature of human
interaction. As a social product, it is only as relevant as social beings allow.
Nonetheless, it is not simply a biological construct. The school of thought known as
social constructivism refers to the idea that people understand themselves and their
behaviors through association with others. Social constructivism or social construc-
tion of reality originates from George Kelley’s (1955) personal construct theory,
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which suggests that we are all “naive scientists” constantly seeking to reduce uncer-
tainty in our lives. Hence, social constructivists argue that people use observations
within a given society as a template for appropriate behavior in that society. As
social constructs become concretized, they become ordinary and are then sustained
within our patterns of communication behavior. They become contextualized ways
of knowing. Race is one social episteme that has been constructed, sustained, and
normalized in the classroom and beyond. Classrooms in the United States have
become entranced by issues of race and culture.

Although West (1993) points out that French physician Francois Bernier created
the term “race” in 1684 to classify dead bodies, the contemporary use of race is
predicated on the social implications of visible physiognomic differences. As Wieg-
man (1995) notes, race is a visible economy, a factor that does not just signify cul-
tural difference, but also life possibilities. We agree with Yehudi Webster (1992),
author of The Racialization of America, who clarifies race as being the product of a
classification scheme in which anatomical differences are tantamount, but social
meaning is ignored. As mentioned previously, Jackson (2000) explains this idea fur-
ther by theorizing race as a preverbal communication construct reified via *“corpo-
real zones” such as the skin, face, lips, and nose. These zones facilitate the immedi-
ate placement of interactants in racial categories before the talk begins. This
becomes the catalyst for assigning social relevance and meaning as well as racial
stereotypes. In other words, the social construction of race is the perceptual compo-
nent, which is based upon the visible recognition of difference (Essed, 1991).

CuLTURAL CONTRACTS THEORY

Cultural contracts theory is a typological paradigm that explains how persons nego-
tiate their identities and/or cultural worldviews when in contact with others (Hecht,
Jackson, & Ribeau, in press; Jackson, in press-a; Jackson, in press-b; Jackson &
Simpson, in press). Within a communication episode or within a series of episodes,
interactants tend to coordinate their relationship with one another while also
exchanging codes of cultural personhood (Delpit & Dowdy, 2002). It is the degree
to which those codes are mutually accepted, valued, and affirmed that determines
what kind of cultural contract the dyad is negotiating. Cultural contracts is an iden-
tity negotiation paradigm that has a direct relationship to the social sciences, since it
seeks to explore social cognitions that influence the process and outcome of every-
day interpersonal encounters. It is named “cultural” contracts, since it is believed
everyone has a cultural worldview that facilitates how one functions in the world.
White students use their cultural worldviews, especially in cases where they are
unfamiliar with the cultures of non-Whites, to impose an expected homogeneity.
The reality is that cultural perceptions and ideas influence differences among cul-
tural interactants. For example, language, traditions, codes, and customs affect rela-
tionships so that elders in some societies are given automatic respect and presup-
posed to be wise by virtue of age. The culture is used as a template for interaction.
At the same time, cultural “contracts” are deemed as such because identities (i.e.,
cultural values) are being negotiated during interaction with others. Fanon (1967)
was clear about this when he stated in his treatise Black Skin, White Masks that “to
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think is to exist for the other” (p. 17). In other words, even as we seek to preserve
our core identities, we are constantly involved in subtle value exchanges as we inter-
act with cultural others. These exchanges are considered cultural contracts.

There are three cultural contract types: ready-to-sign, quasi-completed, and co-
created. Ready to sign cultural contracts are prenegotiated and no further negotiation
is allowed. For these persons, “signing” or relational coordination may or may not
be the goal. For example, White students may not be interested in learning about a
non-White professor’s culture or cultural conventions, which influence the teacher’s
pedagogy, instructional style, and worldview. They may simply want the instructor
to function like all of their White instructors. They may not even be aware that this
subconscious inclination toward anticipated assimilation is their whiteness function-
ing as a marker of normality and privilege. Cultural contracts involving whiteness
are often defined by an interest in maintaining privilege, though may also be defined
by a resistance to retaining privilege as in the case of self-proclaimed antiracists
(Wray & Newitz, 1997) or White abolitionists (Ignatiev & Garvey, 1996).

Quasi-completed cultural contracts are partly prenegotiated and partly open for
negotiation. These persons are not ready to fully co-create and not necessarily ruling
out maintaining their own worldview. These persons “straddle the fence” in terms of
their commitment to reorder privilege. They would rather maintain some measure of
control. Arguably, this is due to a perceived sense of vulnerability. This is perhaps
the least enduring contract.

Finally, co-created cultural contracts are fully negotiable with the only limits
being personal preferences or requirements. This is often perceived as the optimal
means of relational coordination across cultures, since the relationship is fully nego-
tiable and open to differences. If a cultural contract is co-created, that means there is
an acknowledgement and valuation of cultural differences. These cultural differ-
ences are not ignored, yet do not become the only reason the two relational partners
are together. The emphasis is truly on mutual satisfaction rather than obligation.
Metaphorically, each contract type is a result of how identities have been personally
and socially constructed and explored.

METHOD

The data gathered in the present study emerged from student journals, which were
written as a requirement for an intercultural communication course taught by the
second author of this essay. There were three sections of this course, comprising a
total of 66 students. Students were informed that portions of their journal work
might be used as a part of this research project. Students who objected to participat-
ing were asked to identify themselves, and their submission was not included. The
journals read were composed primarily by White students at a predominantly White
Midwestern university. The participants represented a convenient sample. They
were undergraduate students representing a diversity of disciplines including com-
munications, information science, education, sociology, and psychology. There was
a cross section of both women and men ranging in age from 18 to 23. In accordance
with Human Subjects Review Board standards, anonymity was preserved. Rather
than attempting to represent how all whites feel, the purpose of the journals was to
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gain in-depth information on how a few White students characterize their experience
of having a Black male professor.

The Black male professor, who is the second author of this essay, was a 37-
year-old assistant professor at a predominantly White Midwestern university. There
are many sections of the course taught by a wide variety of instructors. The course is
designed to help students understand and appreciate the “difference” that is repre-
sented in American and world cultures. Both domestic and international cultural
experiences are explicated with an emphasis on race, gender, and sexual orientation.

The primary objective of the study was to discover how students perceived their
Black male professor before and after getting to know him. The principle research
question that underlies the study is as follows: What type(s) of cultural contracts did
White student participants sign when they had their first encounter with a Black
male professor?

The initial stage of analysis was conducted by the second researcher, who used
the process of deconstruction (Denzin, 1999) to determine the journal entries that
were relevant to the study. Having read through all the journals, it was decided after
the point of saturation that the thick descriptive data from 66 journals would provide
an appropriate, sufficient, and manageable amount of material for the present study.
All 66 participants’ journals were read and analyzed for thematic content. This
process yielded about 15 entries that responded specifically to racial or cultural iden-
tity of the professor.

From here, the data (15 entries) were presented to the first researcher, who ana-
lyzed them using a mapping technique. This mapping technique employed was
derived from Jackson’s (1999) study in which he suggested that, in order to discover
emergent themes, one must search for explicit and consistent ideas and the subtleties
that reveal perceptions about social constructions. The mapping technique used is a
version of Lincoln and Guba’s (1985) constant comparison technique.

The constant comparison technique involves “unitizing and categorizing . . .
units of information” (Lincoln & Guba, 1985, p. 344), allowing the researcher using
this technique to systematically consider emergent ideas and themes. “Unitizing” is
assigning heuristic value to an idea that is the “smallest piece of information about
something that can stand by itself” (p. 345). For this study, units were identified and
recorded on separate note cards that contained journal excerpts.

Categorizing entailed several steps, which inevitably created two types of themes,
emergent and research-imposed. The latter is the result of the researcher’s intention to
accomplish research objectives or arrive at certain conclusions. These were minimized
in this research by reshuffling cards and renaming themes to reflect more accurately
the content of the respondents’ expressed ideas. The next step taken was to read the
first card and make it the first entry in the “yet-to-be-named” (p. 347) category. Then
the second card was read and was either placed with the first or assigned to a whole
new category. Whether a card is grouped with others or separated is decided on a
“look-alike and feel-alike basis” (p. 347). The process continued until all of the cards
were exhausted. Then a provisional rule was established that characterized the
“essence” (p. 347) of the cards within a set. After all of the cards were assigned to dif-
ferent sets, they were reviewed for inconsistencies. If a card appeared not to fit within
its previously assigned set, it was reassigned to a more appropriate set.
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The entire sets were compared with other sets to account for any overlap. The
rules were also reconsidered so that the propositional statement accurately portrayed
the cards within the set. Finally, the cards were checked again to ascertain whether
the rules and themes were appropriate. Each card containing the provisional rule was
labeled with a theme meant to capture the substance of the included cards.

After having noted directly articulated themes, the researcher seeks to uncover
how each unit or idea has value with respect to the larger discourse. It is only when
themes reach a level of saturation or continual repetition that it can be said to be a
theme, which is mapped. From there, researcher-imposed categories are assigned
and the emergent themes are noted. These mapped themes are then reviewed for
inconsistencies and double-checked by a second reviewer. The first author of this
essay served as that external auditor.

DEPENDABILITY AND CONFIRMABILITY OF ANALYSIS

In all cases, member-checking was done to ensure that interpretations were consis-
tent with actual feelings and thoughts of the participant. Two other safeguards for
dependability and confirmability were used—stepwise replication and external
auditing, respectively.

According to Lincoln and Guba (1985), stepwise replication mandates a team of
at least two researchers who analyze the data separately and then come together to
compare their independent interpretations. The second safeguard is called a “con-
firmability audit,” which requires an “audit trail” of notes, a self-reflexive record
that is maintained much as the phenomenological researcher keeps self-notes to
remember what thoughts or feelings potentially intercept or affect the process of
data collection. The audit trail used in this study involved an external audit as well.
The second author of this study solicited the services of the other researcher here to
conduct another inquiry in order to check interpretations. Participation was invited
after the expertise of the second researcher was verified. We deemed each of these
measures necessary as researchers who are invested in trustworthiness of research
reporting with full understanding that our biases as African-American males are still
present, but minimized as much as possible.

RESULTS AND ANALYSIS

There are two categories in this study: Ready-to-Sign Cultural Contracts and Quasi-
Completed Cultural Contracts. Two themes emerged from the journals, one within
each category. The themes were: “Shocked and scared” and “I am not racist.”

READY-T0O-SIGN CULTURAL CONTRACT:
“SHOCKED AND SCARED”

This theme is named this way, because several students shared that they immedi-
ately did not know what to expect after they saw me. Their minds raced with
thoughts of fear, angst, and intimidation. It is clear that one of the hardest things for
these White students to do was talk about race with a Black male professor, but this
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was an intercultural communication class where the issue would necessarily arise.
The problem is even more exacerbated when the context is a class with the only full-
time Black professor in a predominantly White university. The odd thing about this
situation was that the professor’s sentiments were juxtaposed to those of the stu-
dents. One of the things that studying race and race matters can do is so acutely sen-
sitize you to the ugliness of ethnocentrism. One effect of this is that nothing seems
to surprise you any more with respect to racism. Racism begins to have an anes-
thetizing effect.

As Black male instructors, we come into the classroom knowing that our stu-
dents are struggling with the process of reconciling what they have been taught
socially at home and in their communities with what they are being asked to intellec-
tually ponder in academia. In the case of the professor of intercultural communica-
tions who taught the White students in this study, he recognized that what they saw
walking into the classroom on the first day of class was a 6’4", dark-skinned, bald,
Black, young, male professor. Most White students were nervous and some even
afraid, as suggested by their journal entries. They did not even try to hide it; it was
in their eyes.

As a seasoned and culturally aware instructor, the professor was cognizant of
having to manage student/teacher relationships within the confines of this strained
encounter. He did so by learning how to make himself non-threatening, an unfortu-
nate task often engaged in by Black males, whose mere presence is feared (Staples,
1995). He did this in order to enhance the pedagogical experience. This was accom-
plished nonverbally through tone, posture, pitch, and vocal rate to develop trust,
immediacy, and ease of conversation. In empowering students to feel free to explore
emotions and experiences that center on race, his identity was not surrendered in any
way. The strategy worked to open up dialogue, at which point the students poured
out their sentiments about race and about the professor.

We would be remiss if we did not mention the dangerous implications of this
classroom encounter. Too often, as the cultural contracts paradigm suggests, Blacks
are expected to attenuate their expressive communicative behaviors. In an effort to
appear genteel, collegial, or simply approachable to Whites, Black identities are
sometimes negotiated. When this happens with enough frequency, one of the dan-
gers is disenchantment with academia and possibly eventual cycling out of academic
instruction. With a mere 2.2% of all doctoral candidates being Black males, which
means a lesser number of them being faculty at post-secondary institutions, class-
room climate is an important concern. When the instructional environment and rela-
tionships therein are no longer seen as conducive to the success of Black male fac-
ulty, in particular, the students, faculty member, and institution all suffer; hence, it is
extremely important to be conscientious of communication and climate.

Initially, it was surprising that so many students admitted they had never had a
Black teacher in elementary, junior, or high school. Interestingly, most of them were
not even conscious of it. It was not until the moment that they saw this Black male
professor in front of the class that they realized their level of deprivation and igno-
rance. One White male student wrote:
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I do not consider myself racist. In fact, | have many Black friends
and have even dated a Black woman; however, | must admit that |
was shocked when | walked into my Skills 1V course and saw a
young Black man standing in front of the class. | thought, “Oh my
God.”

Another White female student wrote:

When | first came into this class and saw my teacher, | thought he
was going to [be] mean and a hard teacher, but when he started
talking, | knew | was going to be O.K. in his class. I think | felt
this way because he was a rather large, Black man. | have this
thing where 1 think Black people want to kick my butt! I know this
sounds weird but they intimidate me! | have been around Black
people my whole life, so | really don’t understand why | feel that
way. | have many friends that are Black; it’s just the ones | don’t
know that intimidate me. | am sure my thoughts will change after
this class.

The last statement illustrates the concept of Whitespeak suggested by Moon (1999).
Subijectification of racial bias occurred through the use of it being some uncontrol-
lable thing outside the individual. Also, the subject was disembodied through the
anonymous agent “they.” The subject choices clearly communicate a distance
between racial bias (“it”), Blacks (“they”), and the respondent. This distance com-
fortably excuses some Whites from confronting their own racial biases, presupposi-
tions, anxieties, and differential treatments of racial others, which is where contem-
plation of White privilege and racial bias begins. This notion of White students
being afraid of the Black male professor is demonstrated in a journal entry submitted
by a White female:

It is Monday and | walk into my communication Skills IV class, |
am eager and waiting for the teacher to show up, | have no clue
who it is but | am sure he will be nice. However to my surprise, in
walks a Black, six-foot-six, like 200 pounds, he is a giant and this
scares me. Honestly, | really have never had a male Black teacher,
so | was a little worried. What worried me even more was the
whole class is White. | could not help wondering what he is think-
ing, but he is the teacher, so | am sure he is fine. | hope he is going
to be a good teacher, someone that will explain things, make this
communication class fun and exciting yet a learning experience.
Not to be mean, but this class is about intercultural relations, and
today had to have been an intercultural experience. All | kept
thinking about in class was is he going to be mean? Is he going to
take some stuff out on us cause we are White? However, once he
started talking about the class and himself, he did not seem to be
such a giant, but more a person. My first impression was shocking
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but it’s how I felt; sometimes I think | have relaxed about my sur-
roundings, and | need to give things a chance before jumping to
conclusions.

These students felt intimidated because of the professor’s preverbal communicative
cues. His skin complexion and color, bald head, height, weight, and Black racial fea-
tures represented a type of difference to which they were not accustomed. To these
students, he was a mere representation of the villainous Black men that they had
seen portrayed in media. Their anxieties were founded upon these projections, noted
by Jackson et al. (in press), concerning the Black masculine person as violent, intim-
idating, and criminal.

It did not take long for the professor to realize the implications of his social and
academic presence in the lives of these White students. After countless confessions,
he realized that this was their lived reality. They had never had to throw away their
ready-to-sign cultural contracts when they entered a racially homogenous classroom.
It was difficult to coordinate a new kind of relationship with an unknown stranger
toward whom there was an apparent xenophobia.

QuAsI-CompPLETED CULTURAL CONTRACT:
“I AM Not A RAcIsT”

Beyond the shock of having their first Black professor for their intercultural course,
students were able to recognize the opportunity that the journal experience had to
influence the direction and subject matters dealt with in the class. Once they realized
that they would be neither evaluated on, nor confronted about, the content of their
journals, they used the journal to communicate to the professor the issues they
always wanted to talk about and the questions they always wanted to ask. One stu-
dent wrote:

| want to start by saying that I am not racist and if | write anything
that might offend you, forgive me for it. | see this as an opportu-
nity to gain insight about a culture that has oftentimes baffled me.
My questions may seem strange or even stupid to you, but things
that are on my mind and hinder me from having productive, gen-
uine relationships with other Black students.

Another student wrote:

When | realized Dr. Crawley was cool, my next reaction was one
of hope. | hoped that he would be receptive to the crazy thoughts
that | have often had to leave unresolved because there was no one
| felt safe asking.

Entries like these helped the professor stay grounded and recognize the multiple
roles he was forced to play in the lives of these students. In addition to helping to
facilitate knowledge about difference, he was unofficially charged with what felt
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like a psychological/counseling responsibility to help these students reconcile the
conflicting messages they received from all aspects of their experiences. This,
according to Collins (2000), is a role that many Black women feel they must play,
but is especially designated for Blacks who teach Whites about racial difference.
One example of this counseling mode being enacted occurred with one student who
wrote:

| hear what you are saying, and for the most part it makes a lot of
sense, but it is important for you to understand the decision to
embrace this liberal hogwash is not just a matter of reading a text
book and seeing the light. I am a product of a racist environment.
My family is racist, and we, or should | say they, make no apolo-
gies for it. In fact, if my dad knew | was taking this class, he
would demand that | drop it, or at least transfer into another sec-
tion. My grandfather is a retired member of the KKK, and | grew
up hearing the most horrible accounts of the things that he has
seen and done. The “N” word is used regularly in my house. | was
always taught that blacks are inferior and that they are cause for
most of this country’s social ill. And now you tell me that before
this semester is over | should love the world and everyone in it,
despite a young lifetime of teaching otherwise. | have some really
hard decisions to make while | am here in class. Deep down inside
I believe the cycle of hates must stop here!

Other examples of the extent to which journaling with this professor fostered
open dialogue between him and the White students included a chilling account
shared by a White woman who was traumatized to realize that a friend (date) was
racist. She writes,

Upon taking him for a tour of the college, | could not believe how
racist he was. Every time he saw a Black person, another comment
came from his mouth. | had never even heard some of the words
and phrases he used. It really upset me that he would act this way.
I was so glad when he finally left. He called me on Monday to see
how my weekend went; | never called him back.

It is equally intriguing when students feel comfortable enough to share things in
the journals indirectly with the professor that he knows they would never have had
the courage to say face to face. The exciting dimension of this last comment was the
growth of this student from a person who disavows racial bias to a person who is
willing to serve as ally or advocate for racial change.

Most rewarding is when a student is sitting in class and the professor anony-
mously raises a question to the class that they raised in their journal and the learning
community engages in dialogue about it. A good example of how empowering this
approach became is an account shared with me by a White male:
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Sometimes | get so frustrated being a White man in a society that
wants to blame everything on White men. | am tired of affirmative
action, | am tired of athletics, | am tired of interracial dating, | am
tired of hearing about White privilege. If | have it so well as a
White man, then why am I so broke, lonely, unhappy, and mad?

It was amazing to witness the level of honesty this student displayed in his writ-
ing, and his pain was felt. This excerpt is indicative of the quasi-completed cultural
contract, in which two individuals agree to harmonize their relationship in order to
move closer to understanding and valuing one another, yet their cultural worldview
is not completely negotiable (Jackson, in press-a; in press-b). In the previous com-
ment, the student still carries remnants of his ready-to-sign cultural contract in
which assimilation is key. Nonetheless, because the instructor was willing to under-
stand emotionally that the student was really struggling with his place in society, the
interaction could be characterized as a quasi-completed cultural contract negotiation.
The student continued to talk about having to work to make it through school
because his father had recently filed for bankruptcy protection. He talked about not
being able to get an athletic scholarship because he just could not play basketball as
well as the Black guys who made the team. He talked about being frustrated every
time he saw a beautiful White woman with a Black athlete when he felt he could not
even get an ugly White woman. That honesty and depth of confidential response was
critical for the development of trust.

During one class period, the professor raised a question about White privilege
and took the students on an adventure where he explained to them that he was going
to try and rationalize aloud how he thought he might feel if he were a White man in
America today.

Based on the journals, he was careful to incorporate as many of their experi-
ences and frustrations as possible. He recalled the look of relief on their faces when
they realized that he had captured the essence of their experiences. The conversation
not only transformed the trust and discussion levels in the classroom, but it fostered
some meaningful relationships whereby students understood that it was possible to
reach them where they were. Once the professor gained their trust and was able to
experience the value of that trust, this level of connection changed the entire peda-
gogical atmosphere.

Whether there are ready-to-sign cultural contracts or quasi-completed ones, the
reality is that universities are culturally diverse, although the faculty and curriculum
do not always reflect that. The classroom can be transformed by sensitivity to cul-
tural difference and differing levels of cultural consciousness. Although race has
been socially constructed to mean negative difference (Hacker, 1992; Jackson &
Simpson, in press; Kovel, 1984; Nakayama & Krizek, 1995), it is refreshing to know
that even those negative experiences can be positive once we get beyond premature
and prejudiced attitudes about the race and gender of Black male professors.
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IMPLICATIONS FOR BLACK MALE FACULTY

As previously noted, Black males constitute merely a fraction of one percent of our
nation’s postsecondary educators (Sanderson, Dugoni, Hoffer, & Myers, 2000). Pre-
sented with such dismal numbers, institutions of higher learning are faced with
tremendous challenges in regard to issues related to pedagogy, personal and profes-
sional wellness, and the recruitment/retention of Black male faculty.

I can recall my recruitment and training process as a young Black male scholar
entering into a contractual agreement with a White institution. The process involved
an overwhelming amount of administrative information and very little about encoun-
ters in the classroom as a Black man. In fact, as | reflect on my doctoral training, not
once did the subject of my “corporeal zones” surface as a variable effecting peda-
gogy.

Until recent, significant work like that of Jackson (2001) and Orbe (2001), very
little attention had been given to the experiences of the researcher and, in this case,
Black male professors in the classroom. Jackson (in press) argues that the cultural
contracts paradigm “explains how persons negotiate their identities and/or cultural
worldviews when in contact with others” (see also Hecht, Jackson, & Ribeau, in
press; Jackson, 2002; Jackson & Simpson, 2003). Additionally, Orbe (2001) argues
that “co-cultural theory lends insight into the process by which co-cultural group
members negotiate their cultural differentness with others” (p. 2).

Both theories represent an interesting opportunity for Black male professors to
herald their pedagogic experiences as worthy of scientific inquiry. One of the chal-
lenges becomes to empower Black male professors to write about themselves. An
even greater challenge is to encourage academia to recognize the need to explore
and understand the Black male professorate.

IMPLICATIONS FOR FUTURE RESEARCH

As scholars in the field of communication continue to respond to the need to develop
theory, it becomes critical that researchers test these new paradigms. As demon-
strated in this research effort, the Cultural Contracts Theory has offered an excellent
framework for conceptualizing a previously neglected area of inquiry. This effort
represents a two-fold endeavor in that it helps explicate the Cultural Contracts The-
ory and contributes to the dearth of knowledge about the Black male experience in
academia.

The Cultural Contracts Theory represented here provides an opportunity for
scholars to continue to explore the extent to which Black male professors experience
encounters that differ dramatically from other faculty members. It would be interest-
ing to compare these experiences with those of Black female professors and other
non-White professors.

Jackson (in press), argues that the “cultural contracts paradigm can be used to
improve cultural interactions” (p. 41). It is his assertion that this paradigm can assist
and empower cultural participants to negotiate roles in communicative interactions
where they were previously rendered helpless. The theory adds to the arsenal of
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frameworks capable of explicating the Black male experience in general and moves
us closer to the realization of the creation of a Black masculinist theory.
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Toward Administrative Diversity:
An Analysis of the African-American Male
Educational Pipeline

JERLANDO F.L. JACKSON
University of Wisconsin-Madison

Using multiple national databases, this study examined African-
American males throughout the educational pipeline, both as stu-
dents and educational providers. Analyses of these databases pro-
vided a descriptive picture of African-American males’
participation at each phase (e.g., high school completion, college
enrollment, and doctoral degree completion), in comparison to
White males’, in an attempt to understand how this representation
affects administrative diversity in higher and postsecondary educa-
tion. The results suggest that in order to increase the representation
of African-American males in academic administrative positions
at colleges and universities, additional attention must be placed on
each phase of the educational pipeline to increase the pool of eligi-
ble candidates.

Key Words: African-American males, educational pipeline, acade-
mic administrative positions, academic success

Within the last two decades, the plight of African-American males’ participation
in the educational pipeline has received serious research attention. The attention has
come in the form of journal articles, research reports, and books focusing on the role
of African-American males as students both in K-12 and postsecondary education
(J.E. Davis, 1994; Dawson-Threat, 1997; Hrabowski, Maton, & Greif, 1998). In
addition, research has emerged that explores African-American males as providers
of education in roles such as teachers, professors, and administrators both in schools
and colleges (Jackson, 2000, 2001; Rolle, Davies, & Banning, 2000). However, little
is known about how the level of participation at each phase of the educational
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pipeline affects subsequent participation. Wilson (1989) examined trends and
progress for women of color in academic administration by extrapolating participa-
tion levels in the educational pipeline, but limited his scope to degree attainment in
higher and postsecondary education. In addition, his analysis moved from faculty
participation to the college president, which left out a vital phase—academic admin-
istrative positions prior to the presidency. This study builds on Wilson’s (1989)
method of using previous levels of participation in the educational pipeline to
explain the state of academic administration in higher education by tracing African-
American males from high school completion to the college presidency.

Lee (1996) argued that in order “to answer questions concerning the educational
challenges confronting young African-American males, a body of descriptive and
inferential data is required” (p. 64), thus calling for an extensive and systematic
analysis of the educational development of African-American males. Toward that
end, this study has three interrelated objectives. First, present a review of select liter-
ature that focused on the plight of African-American males while in the educational
pipeline. Second, present data focused on African-American males’ level of partici-
pation throughout the educational pipeline. Third, provide implications for these
findings and posit propositions in relation to the proportional representation of
African-American males throughout the educational pipeline.

AFRICAN-AMERICAN MALES AND THE EDUCATIONAL PIPELINE

Literature used to inform this study has been limited to studies that focus specifi-
cally on African-American males’ experiences in the educational pipeline or studies
that provide findings and implications for African-American males. Also, the orga-
nization of this review has been aligned with the progression of the educational
pipeline, discussing African-American males’ experiences in schools and universi-
ties as students and as education providers in higher and postsecondary education.

K-12 ScHooLs

A large portion of the literature on K-12 schools document the increasing disparity in
the educational achievement of African-American males with their peers, notwith-
standing African-American females (Polite, 1993; Watson & Hodges, 1991). The con-
sequences of this achievement gap have been attributed to the capacity of African-
American males or lack thereof to be productive contributors to their respective
communities and society as a whole. Furthermore, school disengagement has been
consistently linked to the achievement gap of African-American males (Davis & Jor-
dan, 1994; Polite, 1994). Little is known about the factors that contribute to under-
achievement of these males, except for the negative effects associated with some fam-
ily background variables (e.g., single-parent household) (Ferguson, 2000; Polite &
Davis, 1999). However, when exploring related backgrounds, family resources, or
opportunities to learn; one thing is clear—African-American males are often disadvan-
taged in their journey through the educational pipeline (Corcoran & Adams, 1997).
African-American males’ participation in schools in the United States places
them at-risk for a variety of consequences: special education assignment, suspen-
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sions, expulsions, dropout, and violence (Ferguson, 2000; Polite & Davis, 1999).
These at-risk factors have been attributed to African-American males who do not
conform to the role of conventional learners in the classrooms, but do exhibit mal-
adaptive behaviors associated with negative gender expectations (Boykins & Bailey,
2000). In almost every category of academic failure, African-American males are
disproportionately represented (Entwisle, Alexander, & Olson, 1997). African-
American males who are deemed inappropriate for mainstream schools are excluded
and placed in “alternative schools” (Dunbar, 1999).

COLLEGES AND UNIVERSITIES

Despite the major efforts initiated during the K-12 schooling years to help facilitate
educational success for African-American students, these students face similar chal-
lenges at colleges and universities (Davis, 1998). The racial composition of the insti-
tution to some degree influences the transition and matriculation process, but prob-
lems still exist for African-Americans in historically Black colleges and universities
(HBCUs) and predominantly White institutions (PWIs) (DeSousa & Kuh, 1996).
The positive impact of a supportive environment on academic success has been doc-
umented at HBCUs (Flowers & Pascarella, 1999). Contrarily, PWIs present prob-
lems of cultural adjustment, isolation, alienation, and racism that form a constella-
tion of variables that compromise the academic experience for African-American
students (Gloria, Kurpius, Hamilton, & Willson, 1999). African-American students
make tremendous sacrifices in the form of personal, family, and social adjustments
in order to attend PWIs (Allen, 1992). Presently, the largest number of African-
American students in college attend PWIs as opposed to HBCUs (Ginter & Glauser,
1997). Although African-American students experience these problems on campus,
they are less likely to use mental health services to receive emotional support (Del-
phin & Rollock, 1995).

While the higher education literature is rife with studies on African-American
students in general, it is sparse when examining the African-American male experi-
ence. Hood (1992) argued that for no group is the process of understanding the
influences on college persistence more complex than for African-American males.
Traditional pre-college indices predict persistence better for White students, while
nontraditional variables continue to gain credibility in their relevance to persistence
of students of color. The resilience of African-American males was called into ques-
tion when the decline in African-American college enrollment was attributed to the
drop in males, not females (Wilson-Sadberry, Winfield, & Royster, 1991).

FacuLTy

The literature on faculty of color is emerging as the number of people of color
obtaining these positions increases. During the last 30 years, higher and postsec-
ondary education institutions have struggled with recruitment and retention issues
for faculty of color (Anderson, 1994; Banks, 1984). Unfortunately, much of the
research available on faculty of color speaks of challenging and negative experi-
ences (Smith, Wolf, & Busenburg, 1996; Turner & Myers, 2000). These experiences
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have been characterized by the following terms and phrases: lack of support, revolv-
ing door, tokenism, typecasting, one-minority per pot, and brown-on-brown taboo
(Blackwell, 1996). However, recently there has been a movement to publish success
stories or tips for success (Garcia, 2000; Turner & Myers, 2000).

Once faculty of color have gained access (Turner & Myers, 2000), another
potential hurdle emerges: lack of support (Boice, 1992). It may be unrealistic to
believe that an institution like higher education that once practiced legal racism
could become an enterprise that promotes equality and fairness for all of its partici-
pants (Spann, 1990). It is not surprising, then, that faculty of color have reported a
lack of support by their academic departments as a factor contributing to low reten-
tion and high attrition (Smith, Wolf, & Busenberg, 1996). Conjointly, these experi-
ences have created the phenomenon known as the “revolving door.” People of color
are less likely to hold tenure track positions than their White counterparts (Carter &
O’Brien, 1993). The number of faculty of color holding non-tenure track positions is
growing much faster than the number holding tenure track positions (National Sur-
vey of Postsecondary Faculty, 1999). To this end, Houston (1994) found that faculty
holding non-tenure track positions are 10 times more likely to leave the institution.

The burden of tokenism has negatively affected faculty of color as well, they
feel continuous pressure to prove themselves as worthy of the position (De la Luz
Reyes & Halcon, 1988). The belief and subtle attitudes of peers that people of color
were hired as tokens without being qualified has been an internal battle fought by
many faculty of color. Furthermore, over-emphasizing the hire of a person of color
can build into the concept and belief of a “token hire” (Padilla & Chavez, 1995;
Turner & Myers, 2000). Closely related is the one-minority-per-pot concept referred
to in the literature sometimes as the “unwritten quota system” (De la Luz Reyes &
Halcon, 1988). Some faculty of color have felt pressured to teach ethnicity-related
courses or handle diversity matters for the department, pushing them into the “type-
casting” syndrome (Turner, Myers, & Creswell, 1999). Type-casting can be
addressed by allowing faculty of color to choose their research and teaching agenda
through traditional means of scholarship—academic freedom (Tack & Patitu, 1992).
Last, the brown-on-brown taboo questions the research interests for faculty of color
when there is a focus on understanding their ethnicity or other people of color
(Turner & Myers, 2000). However, few questions are asked of “white-on-white” and
“white-on-brown” research, but rather it seems to be provided more legitimacy than
the former (Blackwell, 1996).

ADMINISTRATORS

The employment status for administrators of color in higher and postsecondary edu-
cation has remained relatively stable in relation to their White counterparts (Jackson,
2001; Konrad & Pfeffer, 1991). White males are highly represented in upper-level
administrative positions, and people of color are represented in lower-level adminis-
trative positions (Jackson, 2000). However, during the last decade the number of
administrators of color has increased, as has the number ultimately reaching execu-
tive level positions (Jackson, 2001; Wilson, 1989). Some of this advancement can be
attributed to the advent of initiatives developed in the spirit of affirmative action
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(Bridges, 1996). Unfortunately, these programs have received vast criticism by
many in the higher education community (Smith, 1993). As a result, many of the
incumbents have had to confront perceptions of incompetence and legitimacy (J.D.
Davis, 1994; Singh, Robinson, & Williams-Green, 1995).

While many of these advancements for African-American administrators have
been achieved at PWIs, it is important to look at the total landscape of administra-
tive diversity. Historically, a larger number of administrators at HBCUs were/are
White, and fewer people of color assumed administrative positions at PWIs (Konrad
& Pfeffer, 1991). Since the presence of a measurable number of African-American
administrators is a recent phenomenon (Wilson, 1989), the literature on this popula-
tion is equally nascent. Even with the emerging nature of this literature base,
researchers have discovered that administrative positions for African-Americans
tend to have direct connections with the diversity mission of the university (Bridges,
1996). Traditionally, African-American males have outnumbered their female coun-
terparts in administrative positions (Rusher, 1996). Questions on the retention and
advancement of African-American administrators at PWIs have been explored
(Jackson, 2001). Moreover, studies have been formulated to help fashion methods to
increase the number of African-American female administrators and diminish the
dual burdens of sexism and racism (Singh, Robinson, & Williams-Green, 1995; Wil-
son, 1989).

INTELLECTUAL FOUNDATION

Kanter’s (1977) theoretical perspectives on proportional representation provide the
intellectual foundation and conceptual gateway into understanding the educational
pipeline of African-American males for this study. A discussion of the effect of dif-
ferences in proportional representation of specific groups within context can help
elucidate their respective role and status with other groups. The perpetuation of
potential status conflict becomes particularly important when there is an intersection
of race and gender; such has been the case with African Americans and women
(Jackson, 1962). There is a growing number of researchers that perform numerical
evaluations of people of color populations in White male dominated roles and their
impact on individual groups (Jackson, Thoits, & Taylor, 1995; Yoder, 1994).

Kanter (1977) developed a useful framework for guiding this analysis; her the-
ory emphasizes sex composition, status characteristics, token reactions to problems,
and related stress. However, it is her elaboration of work groups that will be used for
this analysis. In her elaboration, Kanter (1977) characterized work groups into four
clusters: (1) uniform groups; (2) skewed groups; (3) tilted groups; and (4) balanced
groups. Uniform groups tend to be homogeneous, where all the members hold the
same status (e.g., White males) (100%). As for skewed groups, majority members
far outnumber people of color members (99% to 85%). She refers to people of color
groups in this situation as having very little power and as often being seen as sym-
bols (tokens) of their racial and ethnic category, not as individuals.

Tilted groups represent a less extreme distribution (84% to 65%), where the
majority is still dominant. But due to larger numbers at this stage, people of color
are able to be potential allies, form coalitions, and shape the organizational culture
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of the group. Finally, balanced groups (64% to 50%) become more stabilized; thus
the members become focused on structural and personal factors related to the group
member rather than group composition. This study used the percentage distribution
characterization provided by Kanter (1977) to provide a status report for African-
American males throughout the educational pipeline.

METHODOLOGY

To develop a portrait of the educational pipeline for African-American males, it was
necessary to describe progress points at various times and phases. Consistent with
the need for extensive analysis of the development of African-American males (Lee,
1996), this study employed multiple national databases to inform the discussion. The
primary focus of this analysis was to explore administrative diversity, specifically to
examine how previous levels (e.g., enrollment and graduation from high school
through graduate school) of participation in the educational pipeline affect later lev-
els of participation (e.g., securing faculty positions and academic administrative
positions).

DATA SOURCES AND ANALYSIS

Data used in this study are not longitudinal; therefore, a cohort was not tracked
throughout the educational pipeline. Rather, separate databases were used indepen-
dently to perform the analysis of each phase of the educational pipeline. The follow-
ing national data sets were used to examine each phase: Current Population Report;
Enrollment in Higher Education; Digest of Education Statistics; Doctorate Records
File; National Survey of Postsecondary Faculty; and American Council of Education
Corporate Database. Descriptive statistics were used to examine the percentage of
African-American males compared to White males at pertinent phases of the educa-
tional pipeline using the appropriate database.

RESULTS

The overall percentage of both African-American and White males completing high
school has declined since 1988 (see Table 1). However, the decline has been more
severe for African-American males, dropping 4.4% in comparison to White males’
0.9% overall decline. It must be noted that both groups showed a slight increase in
1993, before the rate of completion declined for males in general. At the beginning
of this educational pipeline analysis, 67.5% of African-American males graduated
from high school, while 78.8% of White males did so. Therefore, as it relates to high
school completion, there already exists an 11.3% disadvantage for African-Ameri-
can males. The basis for this disparity is explained in the literature through the high
school dropout rate and re-routing of African-American males to alternative paths—
juvenile school, alternative schools, and incarceration.

The college participation rate for both groups in this analysis showed a steady
increase. African-American males increased at a rate of 6.2% and 7% between the
data collection years 1993 and 1998. However, White males increased 2.6% and
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2.3%, respectively. Although both groups increased steadily, African-American
males did so at a higher rate. The overall increase in college participation was 13.2%
for African-American males and 4.9% for White males. Even with the significant
increase of African-American males’ in college participation, White males still par-
ticipated at a higher rate. The participation gap between groups at the high school
completion phase was 11.3%, while the participation gap was 6.1% for the college
participation phase.

Table 1
High School Completion and College Participation Rates for Selected Years
1988 1993 1998
High school completion
African-American males 71.9% 72.8% 67.5%
White males 79.7% 81.0% 78.8%
College participation
African-American males 25.0% 31.2% 38.2%
White males 39.4% 42.0% 44.3%

Note: High school completion rates were calculated using the total population as the base.
Source: U.S. Department of Commerce, Bureau of the Census. School Enrollment — Social and Economic
Characteristics of Students: October 1997. Current Population Reports, P-20 Series, 2000.

African-American males’ enrollment in higher education increased modestly
but steadily from 1988 to 1998 (see Table 2). There was an overall increase of 0.6%
from 1988 to 1998. However, the rates for White males resulted in a decline of par-
ticipation and a decrease in percentage representation. White males’ total enrollment
in higher education decreased by 5.09% between 1988 and 1998. Most recent data
indicate total enrollment in higher education as 4.0% for African-American males
and 31.01% for White males. Even with a decline of 5.09% for White males, a
27.01% disparity exists between groups, with African-American males being disad-
vantaged. Therefore, while the participation gap was 6.1% for college participation,
this phase showed a gap of 27.01% for total enrollment in higher education.

African-American males’ level of participation continued to increase modestly
but steadily as it relates to bachelor’s degree completion (see Table 3). For instance,
the overall difference in bachelor’s degree attainment was 3.7% between 1989 and
1998. White males experienced a decline in their bachelor’s degree attainment,
resulting in a 7.7% decline, dropping from 84.5% in 1989 to 76.8% in 1998. Again,
even with the increase for African-American males and the decline in participation
for White males, the gap in degree attainment was 68.5%. Therefore, White males
continued to outnumber African-American males in obtaining bachelor’s degrees.
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Table 2
Total Enrollment in Higher Education for Selected Years

1988 1993 1998
African-American males 3.4% 3.8% 4.0%
White males 36.1% 33.2% 31.01%

Note: Percentages may not sum to 100 due to rounding.

Sources: U.S. Department of Education, National Center for Education Statistics. (1994). Trends in
Enrollment in Higher Education by Racial/Ethnic Category: Fall 1982 though Fall 1992. Washington,
DC. U.S. Department of Education, National Center for Education Statistics. (2000). Enrollment in
Higher Education. Washington, DC.

The percentage of African-American males receiving master’s degrees during
the period between 1989 and 1998 increased slightly. During this time their degree
attainment increased from 3.5% to 5.2%, representing a 1.7% increase. While this
increase is quite modest, at this level it adds to the pool of eligible candidates for
doctoral programs. As for White males, their degree attainment continued to
decrease. The percentage of White males participating at the master’s degree level
decreased from 73.7% to 68.1%, thus representing a decrease of 5.6%. Nonetheless,
this difference did not change the hierarchical arrangement for either group; White
males had 62.9% more completing master’s degrees. However, the participation gap
was smaller than the 76.8% gap at the bachelor’s degree level, decreasing to 68.5%.

Table 3
Degree Completion Rates for Selected Years
1989 1994 1998
Bachelor’s degree
African-American males 4.6% 5.8% 8.3%
White males 84.5% 80.9% 76.8%
Master’s degree
African-American males 3.5% 4.2% 5.2%
White males 73.7% 70.6% 68.1%
First professional degree
African-American males 3.6% 4.3% 5.1%
White males 87.5% 81.8% 78.3%

Note: Data exclude persons whose racial/ethnic group and field of study were not available.
Source: U.S. Department of Education, National Center for Education Statistics. (2000). Digest of Educa-
tion Statistics. Washington, DC.
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The trend of declining levels of degree attainment for White males continued
with the first professional degree completion. White males’ level of participation
declined from 87.5% in 1989 to 78.3% in 1998, which represented a decrease of
9.2%. Whereas, the trend of increasing degree completion rates for African-Ameri-
can males also continued with a slight increase of 1.5%. In 1989, 3.6% of first pro-
fessional degree graduates were African-American; that number was 5.1% in 1998.
The participation gap between African-American and White males completing first
professional degrees was 73.2%.

The smallest increase for African-American males in degree attainment
occurred at the doctoral degree level (see Table 4). From 1989 to 1998, a dismal
increase of 0.2% occurred for African-American males. The 0.2% increase occurred
from 1994 to 1998, with no difference from 1989 to 1994 in degree attainment.
White males showed a steady and consistent decrease of 3.0% in 1994 and 1998,
with a total decrease of 6.0%. The participation gap for degree completion at the
doctoral level was 27.8%, which is significantly smaller than the gap at the first pro-
fessional degree level.

Table 4
Doctoral Degrees Completion Rates for Selected Years

1989 1994 1998
African-American males 1.0% 1.0% 1.2%
White males 35.0% 32.0% 29.0%

Source: National Research Council, Doctorate Records File, 1998 through 1998.

The following description of American college faculty using African-American
and White males portends the possible pool of candidates that can move to the next
phase—academic administration. African-American males made modest advances in
securing faculty positions over the last decade (see Table 5). African American
males represented 2.8% of the faculty in 1987, 4.1% in 1992, and 4.7% in 1998, for
an overall 1.9% increase. White males, on the other hand, decreased in their faculty
representation from 89.4% to 85.5%, constituting a 3.9% decline. However, a huge
participation gap of 80.8% exists between African-American and White males hold-
ing faculty positions.

An analysis by rank provided additional insight into the employment landscape,
detailing progress within ranks. While White males overall still dominated the male
professoriate, they experienced a decrease in faculty positions. Their participation at
the rank of assistant professor decreased by 6.9%, associate professor 5.4%, and full
professor 1.6%. African-American males increased at the rank of assistant professor
by 3.4%, associate professor by 2.3%, and full professor by 0.4%. The largest per-
centage of African-American males were employed as assistant professors, and the
largest percentage of White males were full professors.
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Table 5
Full Time Faculty in Higher Education for Selected Years
1988 1993 1999
African-American males
Total 2.8% 4.1% 4.7%
Full Professor 2.1% 2.5% 2.5%
Associate Professor 2.4% 4.1% 4.7%
Assistant Professor 2.7% 4,9% 6.1%
White males
Total 89.4% 87.2% 85.5%
Full Professor 90.9% 90.2% 89.3%
Associate Professor 90.0% 87.9% 84.6%
Assistant Professor 85.8% 82.0% 78.9%

Note: Percentages may not sum to 100 due to rounding.
Source: U.S. Department of Education, National Center for Education Statistics, 1988, 1993, & 1999.
National Study of Postsecondary Faculty: 1988 (NSOPF: 88), 1993 (NSOPF: 93), and 1999 (NSOPF: 99).

The National Survey of Postsecondary Faculty: 1988 (NSOPF: 88) database did
not delineate administrative participation by rank; the variable was introduced in
1993. Therefore, data are not available for 1988. The percentage of African-Ameri-
can males in selected academic administrative positions decreased from 5.5% in
1992 to 4.9% in 1998 (a difference of 0.6%) (see Table 6), while White males hold-
ing academic administrative positions increased by 0.8%. White males constituted
88.9% of administrators in 1992 and 89.7% in 1998. As with other phases of the
educational pipeline, a significant disparity exists in representation between White
and African-American males. The highest participation gap between African-Ameri-
can and White males in the educational pipeline exists at this phase: 84.8%.

An analysis of administrative positions by rank showed that although there was
an overall decrease in the participation of African-American males, an increase
occurred at the departmental chair position by 3%. However, there was a 3.0%
decrease for the dean’s position and 2.1% for the vice president’s position. Counter
to the overall increase for White males, a decrease of 3.0% occurred at the depart-
mental chair position. White males’ representation increased both at the dean’s and
vice president’s position.

The American Council on Education did not start collecting data by ethnicity/
race for college and university chief executive officers until 1996; therefore, data for
this educational pipeline analysis only include 1996 to 2000. White males during
this time experienced a significant gain in the chief executive officer positions
(CEOs) (19.8%) (see Table 7). In 1996, White males constituted 60.9% of campus
CEOs and 80.7% of the campus CEOs in the year 2000. Whereas African-American
males experienced an overall gain of 0.5% from 5.0% in 1996 to 5.5% in 2000, it
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must be noted that a decline occurred in 1997 dropping to 4.7%. The participation
gap between African-American and White male CEOs was 75.2%.

Table 6
Academic Administrators in Higher Education for Selected Years
1988 1993 1999
African-American males
Total N/A 5.5% 4.9%
Chair N/A 5.4% 8.4%
Dean N/A 8.1% 5.1%
V.P. N/A 9.1% 7.0%
White males
Total N/A 88.9% 89.7%
Chair N/A 88.8% 85.8%
Dean N/A 89.7% 89.8%
V.P. N/A 88.9% 89.4%

Note: Figures include CEOs of historically Black colleges and universities in the United States. Percent-
ages may not sum to 100 due to rounding.

Source: U.S. Department of Education, National Center for Education Statistics, 1988, 1993, & 1999.
National Study of Postsecondary Faculty: 1993 (NSOPF: 93), and 1999 (NSOPF: 99).

Table 7
College and University Chief Executive Officers for Selected Years

1996 1997 2000
African-American males 5.0% 4.7% 5.5%
White males 60.9% 62.1% 80.7%

Note: Figures include CEOs of regionally accredited, degree-granting institutions in the United States or
its outlying areas (e.g., Puerto Rico). The term CEO is defined within the American Council on Educa-
tion’s Corporate Database as the president, chancellor, superintendent, executive director, campus dean,
etc., including interim/acting CEOs heading regionally accredited institutions, branches, and affiliates.
Source: American Council on Education Corporate Database.

Numbers compiled in May 1996, 1997, and 2000.

CONCLUSION AND IMPLICATIONS

Except for a few fragmented efforts, the literature has been silent on the educational
pipeline and its affect on administrative diversity. To pursue this question, an inves-
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tigation using national databases regarding the educational pipeline was conducted
along with available research distinguishing the educational pipeline for African-
American males. The impetus for this study was the growing importance of the role
academic administrators play in higher and postsecondary education, along with the
increasing number of people of color entering this enterprise. An attempt was made
to shed additional light on the present level of administrative diversity in higher and
postsecondary education and to provide a view of what it takes to travel the pathway
to academic administration.

Several implications can be drawn from the findings that have a direct relation-
ship to the educational pipeline and administrative diversity. It must be noted that
this analysis started with high school completion rates and did not account for
dropouts in K-12 except for explanations provided in the review of the literature.
Prior to the high school completion phase of this study, 32.5% of the African-Amer-
ican males and 21.2% of White males were non-participants in the educational
pipeline; thus this analysis started with 67.5% and 78.8%, respectively, of each
group eligible to move through the remainder of the educational pipeline. The devel-
opment of implications was guided by Kanter’s (1977) theory of proportional repre-
sentation. Although the implications are written in an affirmative manner, their over-
all value for a particular setting, or location, must be considered in light of the
representation of these groups or similar groups in context-specific environments.

First, during the period of 1988 to 1998, high school completion rates moder-
ately decreased for African-American males and decreased slightly for White males.
At this phase of the educational pipeline, the participation gap was only 11.3%;
therefore suggesting African-American males had in some manner surmounted the
myriad problems depicted in the literature reducing the participation disparity to a
fairly narrow gap. Clearly, methods are needed to help increase the participation of
African-American males prior to this point in order for the participation gap to be
closed. Since success at future phases of participation is contingent upon success at
previous phases, it is imperative to involve more African-American males at the ini-
tial phases of the educational pipeline. High school completion rates were weighted
against the total population; therefore, participation was fairly balanced between
groups.

Second, the college participation phase is a hopeful point for intervention in the
educational pipeline for African-American males. African-American males’ level of
participation increased 13.2% from 1988 to 1998, closing the participation gap to
6.1%. This phase represents a point where progress can be made as it relates to clos-
ing the participation gap in the educational pipeline. The educational and African-
American community could focus more on increasing college participation for
African-American males; this phase of the educational pipeline could strengthen the
eligible pool of candidates for future phases. College participation rates were fairly
balanced.

Third, African-American males’ total enrollment in higher education is a phase
of the educational pipeline that represents a serious problem. The participation gap
increased to 27.01% in 1998, because African-American males’ participation
dropped as low as 4.0%. This is clearly the phase at which disproportionate repre-
sentation began for African-American males. Further, the participation level at this
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point places in jeopardy the remaining phases of the educational pipeline. Thus,
African-American males constituted 4.0% of the population in 1998 eligible for
future levels of participation. In relation to the White males, African-American
males seem to be a disproportionately skewed group. The literature speaks of many
reasons why the attrition rates for African-Americans are high; nonetheless, this
same literature offers suggestions to help remedy this situation as well. Institutions
clearly could benefit greatly by implementing these recommendations because a
large number of African-American males are lost during the total enrollment in
higher education phase.

Fourth, degree completion rates and their related participation gaps are critical
areas in the educational pipeline in need of attention. Steady yet modest increases
were realized for African-American males throughout degree completion phases at
the bachelor’s, master’s, first professional, and doctoral degrees. While their White
male counterparts experienced a downward trend of lower levels of participation at
each of these phases, the biggest drop for White males occurred at the doctoral phase
(9.2%). African-American males’ proportional representation at each phase was as
follows: bachelor’s degree (tilted group); master’s degree (tilted group); first profes-
sional degree (tilted group); and doctoral degree (disproportionately skewed). The
overall participation for African-American males across degrees decreased, the
higher the degree of completion. This suggests that African-American males may not
be as aware of undergraduate and graduate school opportunities as their White male
counterparts. Thus, clear academic advising is needed to provide information about
opportunities available throughout the educational pipeline for African-American
males.

Fifth, a large participation gap exists between White males and African-Ameri-
can males holding faculty positions (80.8%). The large gap seems to be the culmi-
nating result of the attrition of African-American males throughout the previous
phases of the educational pipeline. Although the negative trend of participation for
White males continued at this phase, they still outnumbered African-American
males. At the phase of full professor, the proportional relationship between the two
groups was skewed, while in both the assistant and associate professor phases, the
relationship was tilted. In reviewing the employment by rank, White males were
overrepresented as full professors, and African-American males were overrepre-
sented as assistant professors.

Sixth, the administrative phases of the educational pipeline showed for the first
time a decline in participation for African-American males since high school com-
pletion. The participation gap during these phases was the largest for the entire edu-
cational pipeline, registering at 84.8%. Subsequently, at the level of president, the
participation gap decreased to 75.2%. The proportional representation between
African-American and White males can be characterized as skewed for the depart-
ment chair, dean, and vice president positions. As for the position of president, the
relationship was tilted in favor of White males.

In closing, the educational pipeline for African-American males, as with all
children, begins with 100% entering first grade. However, at successive phases of
the educational pipeline, the level of participation seemingly decreased. The number
of African-American male students currently in schools forms the pool of possible
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undergraduates, graduate students, faculty, and academic administrators. Therefore,
it stands to reason that the number of African-American males in academic adminis-
tration is directly related to their success throughout the educational pipeline. While
it was not within the purview of this study to present a comprehensive analysis of
the current educational pipeline, presentation of descriptive statistics provided some
enlightenment on the African-American male educational pipeline with a focus
toward administrative diversity. The number of African-American males participat-
ing at the successive phases of the educational pipeline, along with the current num-
ber presently in academic administrative positions, can provide some approximation
of the number of possible African-American male academic administrators that may
exist in the future.

Much of the previous research on proportional representation has focused on
whether increasing the number of traditionally underrepresented groups, such as
people of color and women, has a positive or negative impact on members of those
groups. Some theorists have argued that increased numbers for people of color
should lead to greater contact between groups, less stereotyped perceptions, and less
spillover from social roles to work-related roles (Jackson, 1962; Jackson, Thoits, &
Taylor, 1995). Hence, discrimination against people of color should subside as their
numbers increase. This line of reasoning suggests that increasing the numbers of
people traditionally underrepresented in organizations will ultimately enhance a
work group’s effectiveness by removing barriers associated with minority status and
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Figure 1. The African-American male educational pipeline.
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thereby enabling all people to be maximally productive. Unfortunately, there seems
to be a negative relationship between the proportional representation of African-
American males and the successive phases of the educational pipeline. In short, the
participation level for African-American males decreased as the phase of the educa-
tional pipeline increased (see Figure 1).

Finally, the pathways to academic administration are seldom discussed. For
most academicians, academic administration is an afterthought and not an aspiration,
because assuming these positions is seen as changing careers, while others view the
university’s business as the work of the intellect, thus believing that faculty should
participate in the administration and governance of the campus. This is further sup-
ported by the“first among equals” concept and the notion that administrators should
come from the ranks of faculty. Regardless of the view one holds on this matter, one
thing should be clear from this analysis—an effort is needed to move toward a bal-
anced representation of African-American males holding academic administrative
positions.

NoTE

1. College participation rates track current enrollment and recent postsecondary
attendance patterns for a given age group (i.e., 18 to 24 year olds).
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Using the grounded theory approach as a conceptual framework,
this study sought to explore the phenomenon of persistence. More
specifically, the purpose of this study was to examine the percep-
tions, attitudes, and experiences of African-American males who
were able to persist in engineering at a predominately White insti-
tution (PWI) located in the southeastern part of the United States.
This study revealed, through extensive individual and group inter-
views, that persistent African-American male students possess
personality characteristics that help them persist in engineering
majors. The “prove-them-wrong syndrome” is offered as an expla-
nation to better understand the phenomenon of persistence for the
African-American males in the study.
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Based on the findings of the National Science Foundation (Hill, 2001), African-
Americans, in 1998, earned 7.6% of all bachelor’s degrees in science and engineer-
ing disciplines, which represents a 2.3% increase since 1990. In terms of gender dif-
ferences, African-American females accounted for 9.7% of the bachelor’s degrees
awarded to females in science and engineering. In contrast, African-American males
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earned 5.7% of the bachelor’s degrees in science and engineering awarded to males
in 1998. These statistical trends in the number of male African-American bachelor’s
degree holders in science and engineering disciplines suggest that, while the num-
bers are increasing slightly, African-American males are still underrepresented
among students pursuing and earning undergraduate degrees in science and engi-
neering, especially when compared to their White male and female counterparts.

Over the years, many explanations have been given for the underrepresentation
of African-American males in math, science, and engineering. The rationales range
from a variety of factors such as (a) inadequate secondary education facilities and
resources; (b) poor academic performance in mathematics and science; (c) low
expectations from teachers and school counselors regarding their academic abilities;
(d) inadequate parental and familial support; and (e) a shortage of positive mentors to
promote their interests in mathematics, science, and engineering (Fullilove & Treis-
man, 1990; Hrabowski & Maton, 1995; Hrabowski, Maton, & Grief, 1998;
Hrabowski & Pearson, 1993). Regardless of the reason, Moore (2000b) suggests that
the future of African-American males, in large measure, is predetermined by their
academic performance and experiences at the different school levels (i.e., elementary,
secondary, and postsecondary) because each school level serves as a feeder to the
next level. Of particular importance is the notion that the early years of education are
crucial for preparing for college, especially in math, science, and engineering majors
(Hrabowski, 1991; Hrabowski & Pearson, 1993; Moore, 2000b; Taylor, 1994).

Recognizing these trends, many foundations and governmental agencies are
beginning to take proactive stances by helping colleges and universities with their
efforts to produce more mathematicians, scientists, and engineers. They have pro-
vided funds to assist universities in developing programmatic initiatives that address
the low representation of women and ethnic minorities in engineering and other sci-
entific majors (Hines, 1997). In addition, many professional associations (e.g.,
National Action Council for Minarities in Engineering [NACME], Summer Educa-
tional Experience for the Disadvantaged [SEED], and Minority Access to Research
Careers [MARC]) were established to address these same concerns. These profes-
sional organizations provide a variety of services, from scholarships, mentoring, and
research and job internships to various outreach programs. Thus, the enrollment of
underrepresented students in engineering and other scientific fields has begun to
increase but not in significant numbers (Hines, 1997; Moore, 2000b).

Like in the larger society, race is a salient and persistent force for African-
American males in higher education. The academic and social experiences of
African-American males are commonly tainted by racism, discrimination, and nega-
tive social stigmas (Allen, 1988; Davis, 1994, 1998; Green, 2001; Moore, 2000b,
2001), especially at PWIs. Such experiences not only distinguish African-American
males from their White male counterparts (Cheatham, Slaney, & Coleman, 1990;
Moore, 2000b, 2001) but also from their African-American female peers who attend
PWIs (Moore, 2000b).

In American society, African-American males are often first seen as being a
part of a group rather than as unique individuals (Hilliard, 1985). The outcome of
these perceptions affects the academic development as well as the educational expe-
riences of African-American males (Lee & Bailey, 1998). Images of inferiority are

62



THE PROVE-THEM-WRONG SYNDROME

communicated to African-American males at an early age (Bailey & Moore, in
press; Madison-Colmore & Moore, 2002; Moore, 2000a, 2001). Many social scien-
tists (Bailey & Moore, in press; Grier & Cobbs, 1968; White & Cones, 1999)
believe that these messages make it difficult for African-American males to adjust in
life as well as in various social institutions in American society (i.e., higher and
postsecondary education). The research literature on African-American males
attending PWIs clearly illustrates these barriers (Davis, 1994, 1998). Moreover,
many higher education researchers and scholars have found that constant exposure
to negative attitudes, biases, and prejudices has debilitating effects on African-
American male students’ social and emotional growth (Ancis, Sedlacek, & Mohr,
2000; Fleming, 1984; Herndon & Moore, 2002; Moore, 2000b) as well as on student
persistence and graduation rates in PWIs (Fries-Britt & Turner, 2001; Love, 1993;
Moore, 2001).

The existing literature documents that persistence plays an intricate and integral
role in students’ academic success in higher education (Moore, 2001; Scott, 1995;
Tinto, 1975, 1982, 1988), especially for African-American males in engineering
(Flowers & Moore, 2003; Hrabowski, 1991; Hrabowski & Maton, 1995; Hrabowski,
Maton, & Grief, 1998; Moore, 2000b). In spite of the obstacles or challenges, persis-
tent students appear to possess temperamental characteristics that enable them to
cope as well as persist in hostile and unsupportive academic environments. This
does not mean that persistent students are not affected by these unwelcoming experi-
ences. However, one major difference between non-persistent students and persis-
tent students is that non-persistent students tend to let negative experiences, atti-
tudes, and perceptions impede their academic performance and drive (Moore,
2000b).

The present study represents one part of a larger study that investigated the per-
sistence of African-American males in engineering programs (Moore, 2000b). The
purpose of the study was three-fold: (a) to explore why some African-American
males persist in engineering majors and others do not; (b) to provide a theoretical
framework for understanding and explaining the phenomenon of persistence for
African-American males majoring in engineering; and (c) to identify ways to better
serve and retain African-American males in engineering. Stated differently, the pri-
mary objective of this study was to explore the attitudes, perceptions, and experi-
ences of persistent African-American males majoring in engineering.

Given the nature, scope, and complexity of the study, a qualitative research
design, including extensive individual and group interviews, was utilized. It was
deemed necessary and advantageous to this research endeavor because it allowed the
researchers to collect in-depth data reflective of African-American male students’
perceptions, attitudes, and experiences as engineering majors. These methods of
inquiry are grounded in the personal, academic, and social experiences of the partici-
pants, and they all are used to explain the phenomenon of persistence for African-
American males in engineering majors (Flowers & Moore, 2003; Moore, 2000b).

The present study utilized the grounded theory approach (Glaser & Strauss,
1967; Strauss & Corbin, 1998) for its conceptual framework of choice. This qualita-
tive technique (Lincoln & Guba, 1985; Scott, 1995) refers to collecting and analyz-
ing data simultaneously for the purpose of developing theoretical and thematic con-
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structs that explain, compare, and trace the development of the phenomenon being
studied. Specifically, the grounded theory approach allows constructs to emerge
directly from the data. It also allows “theory-building” to evolve from the data (Dey,
1999). Grounded theory comprises the following steps: “(a) comparing the data
applicable to each conceptual category; (b) integrating the categories and their prop-
erties; (c) delimiting the emergent theory; and (d) writing up the theory” (Jorgensen,
1989, p. 113). These procedures are continued until saturation and redundancy occur
(Moore, 2000b; Moore & Flowers, in press; Scott, 1995).

METHODOLOGY
PARTICIPANTS

A total of 42 African-American males (juniors and seniors) majoring in engineering
participated in the larger study (Moore, 2000b). However, only 24 of the 42 partici-
pants were included in this study. The age of the participants ranged from 20 to 25
years, with a mean age of 22 years. The mean grade point average (GPA) was 2.6,
and the mean high school GPA was 3.46. SAT composite scores ranged from 900 to
1370, with a mean average of 1090. The participants were well distributed across
engineering specialties (i.e., electrical, computer, mechanical, aerospace, chemical,
etc.) but not across academic classifications (i.e., juniors and seniors). There were
disproportionately more juniors than seniors in this study. Juniors and seniors were
targeted because they had the greatest amount of academic exposure and experience
in engineering.

MEASURES

Biographical questionnaire. The biographical questionnaire was used to gather
demographic information on a range of topics. It provided preliminary and supple-
mentary data on topics such as academic interests and backgrounds; family socioe-
conomic situation and support; career aspirations; childhood experiences; personal-
ity characteristics; academic obstacles and roadblocks in engineering; and social
experiences in high school as well as college. Further, participants were asked to
identify their most difficult challenges in engineering.

Individual and group interviews. Qualitative interviews were chosen as the primary
method of inquiry because individual and group interviews enabled participants to
conceptualize their perceptions and experiences in their own words, and they
allowed the researchers to examine these perceptions and experiences in their
entirety in order to develop a complete view of the participants (Kruegar, 1988;
McCracken, 1988; Morgan, 1988; Rudestam & Newton, 1992; Spradley, 1979). The
open-ended interview protocols for the individual and group interviews focused on
topics similar to the biographical questionnaire; however, more attention was placed
on personal, social, and academic experiences in engineering disciplines (Flowers &
Moore, 2003; Moore, 2000b).
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DATA COLLECTION PROCEDURES

After receiving approval from the Institutional Review Board to conduct research
involving human subjects, the primary researcher contacted the university’s Office
of Minority Affairs' (OMA) for assistance in identifying and locating prospective
participants. OMA provided the names, addresses, telephone numbers, and e-mail
addresses of potential participants. The primary researcher initiated contact with
prospective participants through e-mail and later followed up with telephone calls
and additional e-mails. During the time of the larger study, the researcher/inter-
viewer, an African-American male and the first author of this article, had five years
of college counseling experience working with African-American students. Individ-
ual interviews ranged from 30 minutes to one hour, and group interviews ranged
from 2.5 to 3.5 hours. Each individual and group interview was audiotaped and tran-
scribed verbatim.

DATA ANALYSIS PROCEDURES

Assembling an experienced research team was expected to enhance the overall qual-
ity of the data analysis (Guba & Lincoln, 1981; Miles & Huberman, 1984, 1994;
Morgan, 1998). For this study, the research team consisted of four people: the pri-
mary researcher, two advanced doctoral students, and one assistant professor in
counselor education. All members of the research team were African-American
(three males and one female), and all were experienced qualitative researchers. Two
of the research team members were knowledgeable about the established research
literature for the study, and two were less knowledgeable. The primary researcher,
after conducting an individual and group interview, contacted the participants indi-
vidually the next day to see if they had additional information to include. None of
the 24 participants chose to provide additional information.

In addition to the biographical questionnaires, the research team used primarily
the individual and group interview transcripts for data analysis (Flowers & Moore,
2003; Moore, 2000b; Morgan, 1998). The transcripts were coded and analyzed
based on the grounded theory approach (Glaser & Strauss, 1967; Strauss & Corbin,
1998). Specifically, the research team reviewed and analyzed the data throughout
the study, using the three-step sequential coding process (Glaser & Strauss, 1967;
Moore & Flowers, in press; Strauss & Corbin, 1998). This analytical procedure
entailed breaking down the transcripts into discrete categories. For example, the
research team examined, compared, and asked questions until the data could be
divided into discrete categories (Mertens, 1998; Strauss & Corbin, 1998) and when
the research team was able to formulate a comprehensible picture of the participants
(Glaser & Strauss, 1967; Flowers & Moore, 2003; Moore, 2000b; Strauss & Corbin,
1998).

Each research team member initially coded the data independently and later met
with the rest of the research team to discuss the patterns in the data. As a group, the
research team members discussed “how” and/or “why” they identified certain cate-
gories and subcategories in the data. Employing the team approach was designed to
reduce researcher bias while enhancing data interpretation (Guba & Lincoln, 1981;
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Mertens, 1998; Moore, 2000b). As in quantitative research, maximizing reliability
and validity is a major part of qualitative research (Mertens, 1998; Miles & Huber-
man, 1984, 1994). To enhance reliability in qualitative research, it is recommended
that qualitative researchers spend sufficient time with the study’s participants to
check for discrepancies in responses (i.e., prolonged engagement and persistent
observation); verify the accuracy of participants’ responses (i.e., member checking);
and explore each participant’s experience meticulously (Lincoln & Guba, 1985). For
the final data analysis, the primary researcher utilized the member checking tech-
nique by sending the participants a final version of the data analysis (Miles &
Huberman, 1994). The primary researcher solicited for input and feedback about the
study’s findings. As a result, none of the participants had anything to add or change
to the final version of data analysis because they were pleased with how the research
team coded and interpreted their attitudes, opinions, and experiences in engineering.

To maximize validity in qualitative research, many qualitative researchers
(Miles & Huberman, 1984, 1994; Scott, 1995) recommend that multiple sources of
information be used to triangulate or verify the findings. For this study, the
researchers utilized individual interviews, group interviews, and biographical ques-
tionnaires as the multiple sources of data. All were useful in verifying the data
analyses and findings.

RESULTS
THE PROVE-THEM-WRONG SYNDROME AS AN EMERGENT THEORY

In grounded theory, theoretical constructs are commonly used to describe a phenom-
enon and all its connected strands (Glaser & Strauss, 1967; Strauss & Corbin, 1998).
The prove-them-wrong syndrome is introduced as the basis for the study’s findings.
From the data, this theory evolved. It is used as the central construct to explain the
phenomenon of persistence for the African-American males who participated in the
study.

Based on grounded theory principles, making linkages and connecting strands
with the researched phenomena are essential for developing a theory (Glaser &
Strauss, 1967; Strauss & Corbin, 1998). The connected relationships are key for
understanding “the educational experiences and subsequent outcomes of African-
American students” (Davis, 1998, p. 40). Therefore, the prove-them-wrong syn-
drome is offered as the core theoretical framework for understanding and explaining
the phenomenon of persistence for the African-American males in the study.

The prove-them-wrong syndrome was formulated to illustrate and explain the
academic and social experiences, attitudes, and personality characteristics of persis-
tent African-American males pursuing engineering degrees. To develop this theoret-
ical framework, the researchers factored in the historical notions of blackness and
maleness in American society (Bailey & Moore, in press; Madison-Colmore &
Moore, 2002; Moore, 2000a) and the negative responses it espouses to others (Bai-
ley & Moore, in press; Moore, 2000a), such as black intellectual inferiority (Flem-
ing, 1984; Howard & Hammond, 1985; Major, Spencer, Schmader, Wolfe, &
Crocker, 1998) and low expectations (Steele, 1997, 2003; Steele & Aronson, 1995).
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More important, we found that the prove-them-wrong syndrome was born out of “a
psychological phenomenon that arises when the larger society projects an image of
black intellectual inferiority” (Howard & Hammond, 1985, p. 19).

According to Claude Steele (1997), social-psychological threats tend to arise
“when one is in a situation or doing something for which a negative stereotype about
one’s group applies” (p. 614). He further explains that “this predicament threatens
one with being negatively stereotyped, with being judged or treated stereotypically,
or with the prospect of conforming to the stereotype” (p. 614). In this study, many
respondents alluded to the notion of the stereotype threat and how they worked
harder to disprove the stereotypes. For instance, one respondent asserted:

They push your limits. 1t’s like they don’t expect a lot of you so
you have to step up your work ethic. I’m putting a whole lot into
succeeding and doing well.

Another participant reported:

Basically, you’re working twice as hard not only to overcome
what they [White engineering professors, students, and administra-
tors] think of you but to eventually rise to what you know you can
do... work twice as hard proving someone wrong as opposed to
proving someone right.

A third participant stated:

A lot of times when | am in study groups or in the classroom, |
feel like | have to prove myself to my White peers and professors.
It may be based on the fact that | can’t draw from experiences on
how | am supposed to act in the college environment. | can’t really
call my mom and say, “How do | ask this question?” It’s sort of a
behavior that some people have been able to model. When | say
some people, I mean what White people have been able to model
throughout their history.

The spirit of the prove-them-wrong syndrome appears to be a central response
for African-American students in general and African-American males in particular
(Fries-Britt & Turner, 2001; Scott, 1995; Moore, 2000b). In the case of engineering,
we found that the African-American males in the study developed coping mecha-
nisms that manifested into positive vigor in spite of adversity. Many of these
African-American males held beliefs that they controlled the ultimate outcome of
their academic destiny in engineering. Rather than passively ignore the adversity, in
the sense of their thoughts, feelings, and actions, the African-American males
assumed a more assertive academic posture and a stronger sense of purpose, com-
mitment, and confidence in their academic persistence and performance. One partic-
ipant, who had dire financial needs, demonstrated such commitment in the following
excerpt:
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Being poor in college really hurts you ... | remember one semes-
ter, for at least four weeks, | didn’t have many of my books, so |
used to go to the bookstore and read my homework assignments.
There are a lot of factors that you have to overcome to be success-
ful in academics.

Another participant highlighted his sense of purpose and commitment to engineering
and responsibility to his family with the following statement:

Well, in my family, I will have the first B.S. degree. It is not pres-
sure.... It is like an obligation that you have to succeed.

A different participant stated:

You have to have tenacity and dedication in engineering. You also
have to make sacrifices, like when you choose to complete your
engineering project versus going to play basketball.

Another participant reported on the level of commitment African-American males
must have in engineering:

You’ve got be in it to win, or you’re not going to succeed like you
want to.

A different participant communicated his commitment and steadfastness to engi-
neering with the following excerpt:

I pretty much know when | come into a class that I’'m either get-
ting an A, A-, B+, or B-. Regardless of what you think of me, | am
going to get one of these grades.

Another participant claimed:

I think it’s how persistent you are with them [White professors].
Like my advisor, | just got on his nerves. | was in his office all of
the time. Therefore, he had to get to know me and give good
advice and guidance.

Another respondent asserted:
You don’t give yourself the option that you’re going to drop out of
school, or you’re going to change majors.... You only have the

motivation to go forward because you told yourself, “I won’t go
back!”
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We also found that the prove-them-wrong syndrome was triggered in social and
academic domains, such as engineering, where African-American males were not
represented in large numbers. In such academic domains, African-American males
are susceptible to negative stereotypes because engineering is not perceived as a
common academic pursuit for African-American males. Many of the African-Amer-
ican males felt that White students and faculty harbored negative perceptions of
them. For example, one participant claimed:

You have to deal with stereotypes... you push harder. There is
always the feeling that you have to perform better than anybody
else.

Another participant stated:

I remember one time in class | was sitting there in calculus, and
the teacher was like “We’re going to try to get into groups of four
to do this project,” and everyone [White students] around me
turned their backs to form their groups.

Another participant reported:

They [White students] have an advantage because they have ten-
dencies to help each other. If you’re Black, it’s hard for you to get
into the group with them.

An additional participant stated the following:

I was doing a group project last year with three other Caucasians,
and | felt that | was doing my fair share of the work. In fact, |
know I was.... It was a student-evaluated type thing, and they said
I did a poor job, and he [the WHITE professor] trusted them. |
asked the whole time “How am | doing?” They [the members of
the group] said fine, so | got the feeling that everything was fine.
We got the highest grade in class, but they graded me as poor, so |
gotanF.

Another participant asserted:

It’s like you can’t get away from knowing that you’re the only
African-American in the class, when you raise your hand to ask a
question.... No matter what you’re doing, you always know that
you’re an African-American. For some, you realize by their
response to you that they [White students] never had a chance to
speak to an African-American engineer.
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CONCLUSION

This study represents an ambitious attempt to better understand the phenomenon of
persistence for African-American males in engineering. In the research literature,
very few studies, if any, have attempted to examine the phenomenon of persistence
using a grounded theory approach with the intent to develop a theory to explain the
persistence of African-American males in engineering programs. What is clear about
the African-American males in this study is that they faced unique psychological
and sociological challenges in engineering. Such challenges call for adaptive and
non-adaptive coping mechanisms that promote academic persistence in unwelcom-
ing and hostile engineering environments. In the case of this study, the African-
American males developed personality traits that embodied the prove-them-wrong
syndrome. More specifically, these African-American males became even more
determined and committed to engineering when they perceived that their intellectual
capability in engineering was doubted or slighted. It appears that the fundamental
basis of the prove-them-wrong syndrome is to work harder in reaching their goals
while, at the same time, “proving their critics wrong” when they doubt their ability
to perform.

Although more research needs to be conducted on the prove-them-wrong syn-
drome, we found that its premise is consistent with earlier studies (Fries-Britt &
Turner, 2001; Moore, 2000b; Scott, 1995). Fries-Britt and Turner (2001) even sug-
gest that some African-American students are able to transcend and even graduate
from hostile academic environments, such as engineering programs and PWIs, but
not without a psychological and emotional cost. The prove-them-wrong syndrome is
an emergent theory that provides a framework for better understanding and explain-
ing the phenomenon of persistence for African-American males in engineering at
PWIs. More research is needed to further examine how hostile and unwelcoming
environments perpetuate black intellectual inferiority and trigger the prove-them-
wrong syndrome in African-American males.

NoTE

1. To preserve the identity of the university and this particular office, a pseudo-
nym was given.
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Expressions of Spirituality
Among African-American College Males

MicHAEL K. HERNDON
Virginia Polytechnic Institute and State University

In this qualitative study, spirituality among 13 African-American
college males enrolled at a predominantly White institution (PWI)
was investigated. Three major themes emerged: spirituality bol-
sters resilience; spirituality provides a sense of purpose; and spiri-
tual support is provided by African-American religious institu-
tions. These findings suggest that spirituality enhances
African-American male students’ persistence.

Key Words: African-American college males, spirituality, higher
educational settings

|n the past three decades, scholars have examined the role of spirituality and reli-
gious participation in the lives of African-Americans. Considerable attention in this
body of scholarly inquiry has been devoted to the sustaining effects of spirituality
and religious practices in the family (Billingsley, 1968; Hill, 1972; Taylor, Chatters,
Jayakody, & Levin, 1996). Few studies have viewed spirituality and religious prac-
tices in the arena of the academy. The purpose of this article is to examine spiritual-
ity among African-American college males.

SPIRITUALITY AND RELIGION DEFINED

Researchers have defined spirituality in various ways. For example, Jagers and
Smith (1996) suggested that spirituality is a worldview that is central to the cultural
expressions found in the African Diaspora. On the other hand, Love and Talbot
(1999) maintained that spirituality is a process that involves the pursuit for discover-
ing direction, meaning, and purpose in one’s life.

Still other scholars, such as Mattis (2000), argued that spirituality is complex
and includes belief in a supernatural dimension of life, a personal relationship with
God; living according to God’s will, and holding intrinsic beliefs and values. Some
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Some researchers maintain that there is a vast difference between spirituality and
religion. Religion is typically associated with organized, institutional activities. It
involves the practices and rituals of attendance in worship services, the reading of
sacred texts, and affiliation with an organized church, mosque, or synagogue (Mat-
tis, 2000).

AFRICAN AMERICANS, SPIRITUALITY, AND RELIGION

African Americans tend to have a strong religious orientation (Cone, 1990). That is,
African Americans typically embrace the value of religion, its liberating power, the
reliance on a higher power, and the practical application of spiritual principles in life
(McAdoo, 1993). European Americans tend to view religion from a theoretical per-
spective (Thistlethwaite & Engel, 1990). European Americans do not necessarily
place less value on spiritual matters, but may be more inclined to view spirituality
from an intellectual, abstract, and highly conceptual perspective. The differences in
theological perspectives between African Americans and Whites may be attributed to
race, class, and social conditions (Taylor & Chatters, 1991). African Americans may
also more heavily embrace spirituality as a coping mechanism to deal with stress.

Mundane extreme environmental stress (M.E.E.S.) is a conceptual framework
Carroll (1998) developed to explain issues surrounding emotional support and
African-American college students enrolled at predominantly White institutions
(PWISs). The stress that African-American students experience on White campuses is
mundane. That is to say, this kind of stress is so prevalent in the daily experiences of
African-Americans, that in many cases, it is considered a part of routine activities.
This kind of stress is viewed as extreme. It has the potential to negatively affect
African-American students’ emotional well-being, perceptions of self, and manner
of thinking, feeling, and acting (Carroll, 1998).

The type of stress that Carroll (1998) has described is environmental. This is to
suggest that the stress some African-American students experience at majority insti-
tutions is produced, fostered, and embedded within the fabric of the campus environ-
ment. All of these factors—mundane, extreme, and environmental—work to create
stress (Carroll, 1998). As a result of these environmental conditions, some African-
American students may turn to spirituality as a coping mechanism.

Institutions of higher education may provide various forms of support to
African-American male students (Allen, 1992; Carroll, 1998). One form of support
is academic. Academic support may be manifested in tutoring services, contact with
faculty, and peer mentoring programs. Academic support is also provided through
campus facilities like libraries and computer laboratories that support student learn-
ing (Allen, 1987; Tinto, 1993).

African-American men at PWIs also need emotional support. Emotional support
may be viewed as the form of support individuals received during life’s stresses and
strains. This support can take the form of providing assistance with coping or serv-
ing as a buffer in times of crisis (Cohen & Willis, 1985). Students may receive this
kind of support formally from services provided by campus counseling centers. Oth-
ers may seek emational support informally from faculty, staff, or peers in the cam-
pus community.
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Still another form of assistance beneficial to African-American men on college
campuses is social support (Mallinckrodt & Leong, 1992). In the context of the col-
lege environment, social support relates to the friendship and social networks
formed by students. Student clubs and organizations are examples of social support
networks. Participation in collegiate athletics and intramural sports provides social
support for some students. Still other students receive social support from interac-
tions in living and learning communities in residence halls (Mallinckrodt & Leong,
1992).

A fourth form of support for African-American men is financial support (St.
John & Noell, 1989). Students may receive financial support from multiple sources.
One form of financial support is present in the various federal and state need-based
programs. For instance, students may be awarded Pell grants or guaranteed student
loans through the federal government. Students may also benefit from financial sup-
port programs offered through their state government. Financial support also may be
provided from institutional resources. For example, some students may qualify for
grants, loans, or scholarships directly from the institution of enrollment (St. John &
Noell, 1989).

These forms of support (academic, emotional, social, and financial) are needed
for all students, regardless of race or gender. However, some campuses have made
special efforts to provide support for African-American students. Administrative
units in higher education provide varying forms of institutional support for African-
American students (Tinto, 1993). Support efforts range from the construction of cul-
tural centers on predominately White campuses (Tomlinson, 1992) to the role fac-
ulty and administrators play in retaining African-American students (Schneider,
1992).

While these forms of institutional support are critical to African-American male
college student success, there may be one additional component African-American
students need. Despite the efforts of administrators on predominantly White cam-
puses, many African-American males seek support from resources beyond those
provided by the campus community, particularly in the form of spirituality and reli-
gious practices.

African-American students at predominately White institutions report higher
levels of spirituality and religiosity than White students at predominantly White
campuses (Walker & Dixon, 2002). Therefore, it would seem that opportunities to
practice one’s religion or engage in acts of spirituality are beneficial for African-
American students attending majority institutions. In general, the literature has over-
looked the role of spirituality in the daily lives of African-American students. The
studies have particularly ignored the relationship between spirituality and academic
performance among members of this group (Walker & Dixon, 2002).

PURPOSE OF THE STUDY
The purpose of this study was to explore the role of spirituality in the life of African-

American college males. The study was specifically designed to examine spirituality
as a factor related to African-American college males’ ability to remain in school.
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Thus, the research question for the study was: How does spirituality among
African-American male college students affect their ability to stay in school?

METHODOLOGY AND INSTRUMENTATION

To collect data, the researcher conducted two sample selections. First, the researcher
selected a rural predominantly White institution. Second, African-American male
students who were enrolled at the selected rural PWI at the time of the study were
invited to participate in this study based upon the referral of student participants.

The researcher developed an interview protocol. The protocol consisted of two
sections. The first section sought demographic information about the participants,
including age and years of completed education. The second section gathered data
about the research question.

DESCRIPTION OF THE SAMPLE

Thirteen African-American male students participated in this study. The students
ranged in age from 19 to 26 years of age. Participants in the study were pursuing
degrees in the fields of architecture, business, chemistry, education, engineering, and
mathematics at a comprehensive research university in the Mid-Atlantic United
States. Ten participants identified with the tradition of Christianity, one participant
was affiliated with the religion of Islam, and two considered themselves as “other.”

AUTHENTICITY AND TRUSTWORTHINESS

Authenticity in qualitative research relates to whether the technique employed in the
study is designed to elicit data relevant to the questions posed in the study (Denzin
& Lincoln, 1994). One step was taken to enhance authenticity in the present study.
The researcher asked seven experts to examine the interview protocols and verify
that the researcher posed questions likely to elicit data relevant to the research ques-
tion.

Trustworthiness, in qualitative research, relates to the credibility and objectivity
in the collection, reporting, and analysis of data (Ely, Anzul, Friedman, Garner, &
Steinmetz, 1991). To enhance trustworthiness in the study, the researcher took two
steps. First, the researcher summarized at the end of each interview what he believed
were the key points the individual respondent made. Participants were invited to
add, delete, or change major points if they so desired. This step ensured that the
researcher would accurately report data elicited from each participant.

Second, the researcher provided transcripts of each interview to the respective
participant and asked participants to review, edit, add, or change their comments as
appropriate. This step was taken to ensure that participants were confident that the
transcripts accurately reflected their opinions. Such participant review is a typical
method of enhancing trustworthiness in qualitative research (Bryman & Burgess,
1994).
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DATA ANALYSIS PROCEDURES

The researcher employed the grounded theory method for data collection. The
grounded theory method is a qualitative research technique that is widely used
(Strauss & Corbin, 1990) and allows for data collection and analysis to occur simul-
taneously. This approach allows for continuous change in data collection and analy-
sis and affords researchers the opportunity to make decisions related to analyses
based upon personal perceptions. This procedure is known as the constant compara-
tive method. Using this approach, the researcher allows the data to generate theory
(Strauss & Corbin, 1990).

Analysis occurred by open and axial coding. Open coding is the examination
and breaking down of collected data. These data are grouped in categories for theme
identification as themes emerge. Axial coding involves the process of sorting themes
into groupings and categories while analyzing the meanings and interrelationships
among categories (Strauss & Corbin, 1990).

FINDINGS

African-American college males described the role of spirituality and their ability to
remain in school. After analyzing all the data of the individual interviews and
reviewing field notes, three themes emerged: (1) spirituality bolsters resilience; (2)
spirituality provides a sense of purpose; and (3) spiritual support is provided by
African-American religious institutions. In the following sections, the researcher
describes each theme. Quotes from the transcripts are used to present themes. Here
the researcher is trying to paint a picture of the overall themes.

SPIRITUALITY BOLSTERS RESILIENCE

The first theme revealed in the findings related to spirituality as a bolster for
resilience. Participants maintained that their abiding acts of spirituality contributed
to their ability to remain in school. These acts of spirituality included prayers,
church attendance, and reading scriptures or inspirational writings. Participants
reported that these behaviors served as coping mechanisms. Further, respondents
believed that these acts assisted in shouldering the stresses and strains of life and
caused them to excel in the face of academic and social adversities. One student
commented:

Spirituality helps me to push more often to get ahead. It helps me
accept there will be pitfalls, challenges, and shortcomings and that
it is key to get up more times than one falls down.

Another participant stated:
It [spirituality] helps me cope with White people. Sometimes |

find it difficult to interact with them.
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Still another student reported:

Spirituality in academics is very important because during the bad
times, I’m encouraged to push on.

One participant stated that spirituality assisted him with resilience in a White envi-
ronment:

It is very frustrating attending school at a predominantly White
college. However, | constantly remind myself that | cannot and
will not allow myself to be defeated by the obstacles that have
been placed before me. My spirit helps me to stay strong and
never give up. My spirit also tells me that, once I give up, | am
defeated. If | allow this to happen, | am of no use to anyone.

SPIRITUALITY PROVIDES A SENSE OF PURPOSE

In the second theme, research participants described spirituality as providing a sense
of purpose, direction, and focus in life. Participants referred to purpose in terms of
current and future tasks that should be accomplished. The following quotes are illus-
trative of this theme. One respondent related:

Keeping in touch with my spirit allows me to have peace of mind
and helps me to stay focused. No matter how hard times may get, |
am always in touch with my spirit.

Yet another student stated:

Spirituality remains the structure of my inner core. Without it, |
would have no focus or sense of purpose in life. | feel that it is
something that must be developed and appreciated over time.

One participant remarked:

The role of spirituality has shown its face more and more. It pro-
pelled me to go back to school to have a degree with a purpose. It
gave me purpose in doing well and having a certain amount of
scholarly excellence. Spirituality shined even brighter for me. |
faced academic challenges that | was a stranger to. Even though |
face grim circumstances, spirituality allows me to maintain focus
and faith. It’s helped me to refine my mission and how it relates to
my academic goals. What seem to be dark circumstances, | turn
around. It has been my guide, comforter, shield, and a source of
energy.
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Spirituality plays the most important role in my life. Without spiri-
tuality, my life will be empty and have a lot of uncertainty.

Another respondent claimed:

It’s [spirituality] my sole purpose of existence. The things that |
am, that | strive to do, and all that | look forward to in the future
are based upon my spirituality.

SPIRITUAL SUPPORT PROVIDED BY AFRICAN-AMERICAN RELIGIOUS INSTITUTIONS

The findings of this study suggest that African-American religious institutions have a
responsibility to support African-American males. Local congregations are pivotal, as
they allow college students a formal venue to continue exploring their spirituality. The
following quotes demonstrate the tenor of this theme. One respondent exclaimed:

It [the church] is essential to my survival as a student. | couldn’t
have accomplished my academic goals without a place to go. It’s
only a building, a testament to God, but still a building. The peo-
ple are the true testament. It is through them that God manifests
His beauty. They have encouraged me to stay in school and to do
well and to put God first. They have also encouraged me to choose
my battles wisely and to allocate my time wisely so as to not be
overly burdened by this system of things.

Another participant explained:

They [church members] have connected me to [local institution]/
they have become my extended family and support network.

Last, an additional student reported:

I attend several local churches in the area and find that upon doing
my homework, getting in my devotional time, and meditating on
the Word | read through the week, I receive an extra boost of
encouragement to keep me in check.

DISCUSSION AND LIMITATIONS

Spirituality was viewed as an anchor and source of comfort, as reported by most of
the respondents. Prayer, participation in religious services, and private devotions
were valued among participants in this study. In general, it is reasonable to conclude
that African-American males who have a faith in God and who receive spiritual sup-
port from families and others are more likely to succeed in college.
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The results of this study offer some important implications for several interest
groups. These include not only African-American college males and their families,
but also individuals who work to recruit African-American males to higher educa-
tion and those who develop student success programs. In addition, African-Ameri-
can clergy and laypersons may be well served by the implications of this study.

For example, African-American parents need to establish spiritual expectations,
values, and beliefs that will help their students succeed. It is the responsibility of
parents to be sure that their students are developing spiritually prior to their arrival at
communities of higher education. The findings of the study suggest that such spiri-
tual development and formation will assist students to persevere and endure through
adverse situations as they matriculate through higher education.

Students may reflect upon the relationship between their own spirituality and aca-
demic pursuits. Such reflection may help students to assign meaning to broad political,
social, and ethical issues. This form of introspection may enhance the formation of
one’s worldview and may be a critical factor in students’ decision-making abilities.

Moreover, developing one’s spirituality appears to foster a sense of intestinal
fortitude. In several instances, participants described their spirituality as “my spirit.”
The researcher interpreted this phraseology as an internal locus of control and guid-
ing force, empowering one to remain centered and focused in challenging conditions.

The results of this study also hold implications for administrators who develop
programs for African-American males in out-of-class experiences. For example, stu-
dent affairs staff can play a critical role in coordinating programs related to spiritual-
ity in the residence halls and assisting students in identifying campus ministries and
local congregations. In addition to the role of family members and campus adminis-
trators, local centers of worship are essential to the continued spiritual development
of college students.

For instance, members of African-American churches and mosques located in
vicinities surrounding institutions of higher education can help students to continue
in their faith. Local congregations of believers may assist students with outreach
programs that may include the weekly study of sacred texts, preparing meals for stu-
dents during specified study breaks, and providing transportation to weekly worship
services. Local congregations and college students may also mutually benefit when
one worship service in each month is devoted to the interests and needs of students.
Such activities may allow students to develop resources and fictive kin relationships
away from home.

Clearly, there were limitations to this study. The first was the nature of its
design. This study used qualitative research methods and, as with all qualitative
studies, the results are generalizable only to the particular samples within this study.

Other limitations also relate to the qualitative nature of the study. For example,
it was possible that the interview protocol did not include questions that would lead
participants to talk about other elements related to the role of spirituality as it relates
to one’s success in higher education. If this occurred, the results might have been
influenced.

Likewise, it is possible that participants interpreted questions differently than
the researcher intended. If so, this might have influenced their responses and hence
influenced the results of the study.
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Finally, but perhaps most important, it is possible that the researcher’s own
biases influenced the data collection or data analysis process. The researcher is
African American. Since his race was evident to participants, it is possible that
respondents provided information that was less than candid or that reflected what
they thought the researcher was seeking.

Being African American was beneficial in gaining access to the participants. On
the other hand, respondents might have assumed that the researcher knew all about
the complexities of being African American and may not have been as forthcoming
in providing data. It was also possible that the researcher’s own life experiences
influenced the way he perceived the findings. If either of these eventualities occurred,
the results would likely have been influenced. Despite these limitations, however, the
study provided some important information about African-American college students
and their sense of spirituality and confidence on a majority White campus.

CONCLUSIONS

This study identified three themes that explain the role of spirituality among African-
American male college students. These factors enhance student persistence. If
African-American males embrace and maximize their spirituality, the findings sug-
gest that they will persist in college. Likewise, developing relationships with believ-
ers affiliated with a local assembly appears to enhance students’ sense of spirituality.

The cultural dynamics of spiritual applications are different for African Ameri-
cans than for their White counterparts. Defining, involving, and maintaining spiri-
tual practices while in college appears to be different for African Americans. More
research is needed to examine the complexities of ethnicity, spirituality, and partici-
pation in higher education.
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Beating the Odds: Raising Academically Successful African American Males by
Freeman A. Hrabowski, Kenneth I. Maton, and Geoffrey L. Greif. New York:
Oxford University Press, 1998, 242 pp.

Research, past and present, always focuses on the shortcomings of African-American
students, particularly African-American males. These shortcomings include, but are
not limited to, academic failure, behavioral problems, low aptitude, and teen preg-
nancy. African-American males are oftentimes misdiagnosed by white teachers who
do not understand the African-American culture. As a result, many of these African-
American males are labeled and placed in special education classes, suspended at
higher rates then their white counterparts because of zero tolerance policies, and end
up in the prison-industrial complex where there are more African-American males in
prison than in college. These outcomes are severe problems in the African-American
community that many recognize. However, what about those African-American
males who do escape these hardships? Where is the research on those African-Ameri-
can males who do make it to college? One book, Beating the Odds: Raising Academ-
ically Successful African American Males, addresses these questions.

In Beating the Odds, Hrabowski, Maton, and Grief focus on the resilience of
African-American males majoring in math, science, and engineering and the role
their parents played in nurturing, educating, socializing, and preparing them for the
rigors of life in a white-male-dominated society. The data for this study came from
African-American families from all around the country; however, most resided in
the Baltimore, Maryland, area and surrounding counties.

The study’s 60 participants were Meyerhoff Scholars at the University of Mary-
land Baltimore County (UMBC). This program, funded by Robert and Jane Meyer-
hoff, residents of Baltimore, was implemented in 1988 for high-achieving African-
American college males interested in careers in science and engineering. The
primary objective of the Meyerhoff Program was to encourage promising African-
American males to enter the sciences and to address the disproportionately low num-
bers of African-American males in college and the national shortage of African
Americans earning Ph.D.s in science and engineering. The authors note that fewer
than three percent of scientists are African-American.

Permission to reprint a book review printed in this section may be obtained from the reviewer.
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In Chapter 1, “Successful African-American Males and Their Families,” the
authors first identify that African-American males were succeeding, despite the
odds. The authors further explain why the Meyeroff Program deliberately targeted
high- achieving African-American males. The authors presented three detailed rea-
sons why it was important to study this specific group of young men. First, they
counter the myth that high achievers only come from households whose parent(s)
are college educated. Second, they examine why African Americans whose parents
lacked a high school education scored 191 points lower than their White counter-
parts. Third, they examine the family environment in order to identify the attitudes,
values, and beliefs of high-achieving African-American students and their parents.
Chapter 1 also highlights some of the negative factors that contribute to low
achievement among African Americans.

Chapter 2, “Father-Son Relationships: The Father’s Voice,” and Chapter 3,
“Mother-Son Relationships: The Mother’s Voice,” focus on the parents’ roles in
shaping their sons future. In these chapters, the parents discussed their upbringing
and how their family environment helped shape themselves and their children. These
parents were asked about their upbringing, educational background, socialization in
terms of race and gender, and how their upbringing affected how they raised their
children. In addition, they were asked why their sons succeed when so many other
African-American males fall through the cracks. Many themes emerged as it related
to the parents helping their sons’ academic development. The most common themes
were discipline, religion, and education for mothers and preparation, nurturing, and
encouraging for the fathers. The authors recognize these differences in parental
roles, noting that mothers do for their sons, while fathers do things with their sons.
Some of these parents, especially the mothers, were single parents. Although some
of the parents were not together, some fathers still had an active role in raising their
sons. Single-parent households were common among the African-American males
studied. Although the authors suggested that fathers play an important role in raising
African-American males, the authors assert that “we do not believe that being raised
by a single parent precludes academic success, as it obviously has not with the sons
raised by single mothers here” (p. 63). The authors also suggested that adult involve-
ment plays an important role in African-American males’ development and their
academic success.

In Chapter 4, “The Son’s Voice,” and Chapter 5, “Parenting and Educating for
Success in Math and Science: From Early Childhood to College,” the sons’ voices
were highlighted. Participants gave first-hand accounts of how it was growing up
African American in their neighborhoods, how their parents played a role in their
academic development, how their neighborhoods and schools helped shape their
overall development, and what they contributed to their academic success. The par-
ticipants identified the things that their parent(s) did that helped them. What was
interesting about Chapter 4 was the grouping of the participants into four different
subsets. The first group focused on non-college educated single parents. This group
consisted of 13 participants and was considered to have the highest risk of academic
failure. These individuals lived mostly in urban settings, some in low-income hous-
ing. The second group focused on college-educated single parents. This group con-
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sisted of 14 participants. Although at-risk for failure, their parents were considered a
resource and an academic role model for their sons. Most of the participants in this
group also lived in urban settings. The third group comprised non-college, two-par-
ent households. Participants from this group grew up in both urban and suburban
neighborhoods. The final group focused on college-educated two-parent households.
This group consisted of 20 participants, and most grew up in middle-class suburban
neighborhoods, attending quality public/magnet schools or private schools. The dia-
logue from Chapter 4 revealed how different living conditions equates to different
distinctive features that helped shaped young men, while the dialog in Chapter 5
identifies how these individuals, despite the odds, were able to achieve high levels
of success in math and the sciences, academic subjects in which African-Americans
normally struggle. The participants credited their success in math and science to
home, teachers, community resources, and peers. In both chapters, the participants
offered advice to parents on what was necessary to help develop their sons.

The concluding chapter, “Parenting African-American Males for the Twenty-
first Century: What We Have Learned,” summarizes all the findings and offers sug-
gestions to not just parents, but policymakers and educators as well. Although this
book highlighted high-achieving males whose parents participated in their social and
educational development, far too many African-American males from both single-
and two-parent households continue to fall through the cracks.

This book will be invaluable to parents, teachers, aspiring teachers, and policy-
makers who are looking for ways to close the minority achievement gap. The authors
do an excellent job of tracing three generations in what eventually results in raising
African-American males who are academically successful in math and science. Rec-
ognizing that schools are still a microcosm of society, the authors deliver a powerful
understanding of the formation of high-achieving African-American males.

Some may argue that traits such as resilience and ambition played a role in
these students’ success. | would argue that the foundation built by the parents helped
reinforce the aforementioned traits. This book asks and answers a number of inter-
esting questions. As previously articulated, parents, policymakers, and educators
should consider the recommendations for parenting and school practices to facilitate
the development and/or academic success for academic achievement.

DARRELL CLEVELAND
Holy Family College
dcleveland@hfc.edu

Helping African American Men Succeed in College edited by Michael J. Cuyjet.
San Francisco: Jossey-Bass, 1998, 101 pp.

Within the past two decades, higher education research and initiatives have empha-
sized the need to expand access to higher education by increasing racial/ethnic
minority student enrollment at predominantly White institutions. Subsequently,
attention was focused on the persistence and incidents of graduation for African-
American students. In this academic monograph, Michael J. Cuyjet assembled a
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cadre of authors to address African-American male students specifically. It was
revealed that despite a collection of programmatic efforts, college and university
officials must actively work to increase both the representation and provision of on-
campus support services for African-American male students.

In Chapter 1, Michael Cuyjet examined differences between the degree attain-
ment of African-American men and women. Consistently, females outperform
males. The creation of culturally relevant programming specifically designed to ful-
fill the needs of African-American men can help enhance their campus experience
by instilling community, advance persistence, and increase incidents of graduation.

Throughout Chapter 2, Mary F. Howard-Hamilton addressed the importance of
creating and/or maintaining a positive self-image and sense of belonging for
African-American male students. Several developmental theories and models (e.g.,
Cross’s Nigrescence Theory, and Erikson’s Identity Development Model) that con-
sider the unique experiences of African Americans are examined. When the univer-
sity climate expands and is inclusive of the experiences of African-American men,
an improved psychosocial campus climate for all will manifest itself. Furthermore,
in Chapter 3, Janice Dawson-Threat reveals that faculty can contribute to academic
gains of African-American men by designing in-class experiences that respect and
promote group differences. Increased collaboration between faculty and student
affairs professionals was also shown as a method for maximizing student potential.

Mentoring and leadership are vital components of a successful collegiate expe-
rience. In Chapter 4, Bruce D. LaVant, John L. Anderson, and Joseph W. Tiggs
focused on the importance of pre-collegiate and student-faculty mentoring programs.
Various mentoring models that have proven helpful to African-American male stu-
dents (e.g., The Black Male Initiative of Texas Southern University) are also illus-
trated. In Chapter 5, Michael Sutton and Melvin C. Terrell described the necessity of
African-American male student leadership, which is already formidable within
Black fraternities. It was suggested that an increase in leadership opportunities for
African-American males will increase their confidence in both their institutions and
respective communities.

Chapter 6 explores the often-overlooked phenomenon of African-American
male giftedness. Sharon Fries-Britt’s recommendations to further the contributions
of gifted African-American males included conducting research on gifted African-
American men and encouraging their participation in honors programs.

Dawn R. Person and Kenya M. Lenoir stated in Chapter 7 that, although athletic
participation in college is associated with higher incidents of graduation for African-
American males, these athletes are still plagued by relatively excessive undergradu-
ate degree completion times (on average more than six years). Progress can and
should be made to assist and enhance these athletes’ academic experiences.

In Chapter Eight, Michael J. Cuyjet summarized the findings of the contributing
authors and presented suggestions for further reading on this topic. An important
conclusion was that entire campus communities should devote their attention toward
resource development for African-American male student populations.

To conclude, Helping African American Men Succeed in College is a timely
collection of readings dedicated to unmasking the unique interpersonal and acade-
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mic endeavors of African-American male students in higher education. Dissimilar to

the majority of research on the African-American male, this reading highlighted the

academically gifted African-American male, a phenomenon that is frequently over-

looked. College students, faculty, and staff who read this book will increase their

potential to create and maintain an environment that respects and promotes diver-
sity—a fundamental goal of higher education.

E. REGINALD PARKS

University of Wisconsin-Madison

rparks@doit.wisc.edu

Working with African American Males: A Guide to Practice edited by Larry E.
Davis. Thousand Oaks, CA: Sage, 1999, 391 pp.

Working with African American Males is a timely and important book. From the
introduction to the index, the contributors take a hard look at the plight of Black
males. As an editor, Larry E. Davis brought together a group of stimulating chapters
by leading scholars that focus on issues at the heart of many debates. Several chap-
ters will be new to many, but this is a true example of thinking outside of the box.
This book picks apart many of the issues that confront, stifle, and prohibit progress
by the so-called “endangered species.” The 23 chapters, which focus on helping
African-American males, are clairvoyant, readable, and coherent. This guide to prac-
tice makes important contributions to theory, especially in recasting the concept of
assimilation. One of the glaring strengths of this project lies in its diversity. The
authors take the reader on an instructive cross-country journey to know why it is
important to understand the African-American male and his community and how to
work with African-American males. From mental health to education to economics,
the book details a plethora of issues that must be dealt with if the African-American
male is to reach his full potential. With such collaboration, the book is able to cover
the life span, which enables a variety of readers to understand and relate much of the
material to their personal lives. Offering a balance of clinical and theoretical infor-
mation, this book is a must in the repertoire of any counselor who is serious about
counseling, aiding, assisting, or supporting African-American males effectively.
This book provides exactly the kind of information that students in training, as well
as practitioners, need in order to provide culturally sensitive services.

The body of work is truly a testament to the will of men of the African-Ameri-
can culture. The authors neither shy away from their obligation to remain objective
in the presentation of the data, nor do they rush to place blame for the plight of the
African-American male on anyone. The organization of the material is extremely
methodic. The chapters are defined in such a way that they can be used as teaching
aids for social agencies or the educational community. The mental health chapters
address areas in the Black community that are seldom discussed, let alone accompa-
nied by serious research. Some the most noteworthy are “Psychiatric Treatment of
Older African-American Males,” “Reducing Risk Taking Among African-American
Males,” “Counseling African-American Men,” “Group Work with Sexually Abused
Young Males,” among others. These are areas that are surfacing in even greater
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numbers in the Black community and, as the authors suggest, need to be responded
to with a greater sense of urgency.

Too often, books and monographs are written that show little thought and sim-
ply regurgitate existing scholarship. These writers focus on segments of the popula-
tion that are often forgotten or suppressed in today’s society. This is evident by the
chapter “Meeting the Educational Needs of Homeless and Highly Mobile African-
American Males.” Furthermore, the authors bring their own experiences to the table
in an effort to develop strategies for the many ills facing the African-American male.
This should prove especially useful for professionals in various settings, who work
with this population. Application of such strategies should not be limited to African-
American males.

The book is written in such a way that the layperson, the professional, and the
academic can use this text as a guide for positive intervention. It has particular
implications for our educational institutions. With the proliferation of gang activity
in the school community and its adverse impact, this is an important “how to” alter-
native to combating the problem.

Keeping in mind that no race, ethnicity, or culture is homogenous, the book
acknowledges that all problems are not answerable. How to eradicate homelessness
or end gang violence among Black youth are broad issues, and ones that vary in dif-
ferent sectors of society. Working with African American Males does, however, offer
hope. It provides us with a framework for meeting such issues head on and using our
resources to do so. One of the parting themes is that the African-American male
community must make a diligent effort to acknowledge that these areas of concern
do exist and work in harmony to establish a helping network to monitor and attempt
to correct these pockets-of-pain.

Entering into the process of helping African-American males requires aware-
ness of the known, the unknown, the hidden, and the forgotten. This content will
enable helpers to improve their effectiveness in counseling through learning as well
as gaining a better self-understanding.

This book not only challenges social workers, school counselors, mental health
professionals, medical practitioners, and educators, but also parents, politicians, and
family members as well as the community and other concerned individuals. This
book will spark many lively discussions among students on counseling African-
American males as well as major empirical and theoretical debates. This book has
specific action steps to help guide and take African-American males to the next level
from the many different problems they face in this new millennium.

One of the setbacks of the book is that it “covers the gamut.” Therefore, it is
unable to do a completely thorough job on each and every issue, but it continues to
stimulate further research. Although each chapter gives pertinent information, chap-
ters such as “Building Assets Among African-American Men” and “Working with
Incarcerated African-American Males and Their Families” could be books in and of
themselves. Nonetheless, it is a beginning point. For those of us who are passionate
about improving the plight of African-American males, reading and utilizing Work-
ing with African American Males can truly serve as “a guide to practice.”
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All in all, this is an excellent book that will provide references for many indi-
viduals doing research on African-American males. Davis’s book takes us from con-
cept to application. It tells the reader where the problems are while presenting a
plethora of strategies to bring about some positive change. The ultimate benefactor
will be humankind.

People of all walks of life can benefit from this book, from high school teachers
and counselors to researchers, and it should be available in all libraries. It is well
written and intended to be understandable at even the layperson’s level. It is our
hope and desire that the publisher will recognize the importance of such a work and
will encourage frequent new editions. There are far too few books that are written of
this nature and at this level on African-American males. As stated earlier, each chap-
ter in this book could be a book of its own. It is important to remember that many
new chapters will need to be developed and explored. We are looking forward to the
next edition.

MELENDEZ O. BYRD

Norfolk State University

mbyrd@vt.edu

DARRELL L. HAIRSTON

Virginia Polytechnic Institute and State University
Dahairsl@vt.edu

CURrTIS J. BLAKELY, JR.

Newport News Public Schools System in Virginia
cubablake@att.net

African American Males in School and Society: Practices and Policies for Effec-
tive Education edited by V.C. Polite and J.E. Davis. New York: Teachers College
Press, 1999, 241 pp.

Far too often the unique experiences of African-American males elude the interests
of educational researchers. Thanks to Polite and Davis, African American Males in
School and Society offers an exclusive examination of the myriad challenges con-
fronting African-American males, but it also offers practical approaches, strategies,
and recommendations for those committed to improving the well-being of African-
American men. In this volume the editors pay special attention to the connection
between race, gender, and outcomes. Each chapter explores how being African
American and male affects social and academic outcomes within a variety of con-
texts. Contributors to the book combine their expertise and experiences to provide
an insightful analysis of the problems affecting the quality of life afforded to
African-American men. The acknowledgement of this population as a heterogeneous
group, with varied experiences and individual needs, makes this volume a refreshing
contribution to the developmental literature on African-American males.

In the introduction, Polite and Davis state that their main goal in preparing this
volume was “to showcase those experiences that are most critical to the betterment
of African-American men as they approach the new millennium” (p. 5). They set out
to accomplish this goal by inviting contributors to provide readers an overview of
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the critical issues affecting African-American males and then linking those issues to
educational attainment, job procurement, quality of life, and responsible fatherhood.
Polite and Davis accomplish their goal in 13 chapters, preceded by a poignant fore-
word from Edmund W. Gordon.

Chapter 1 establishes the book’s foundation. In the first chapter, the authors
review what experts say it takes to successfully teach African-American males. The
remaining chapters address a variety of issues relative to African-American males.
Chapters 2 and 3 address social and academic implications for African-American
males who fail to develop technological proficiencies and who continue to be dis-
proportionately placed in special classes and categories. In Chapter 4 the authors
review methods for identifying giftedness among African-American males, while
Chapter 5 considers this population’s identity development within a variety of social
contexts. In Chapter 6 the author explores the use of responsive teaching styles with
middle-school African-American males. Chapter 7 analyzes the mathematical under-
achievement of African-American males in suburban schools, and while further
exploring African-American male experiences in suburban schools, Chapter 8
focuses attention on achievement disparities. In Chapter 9 the author reviews the
history of inequality in higher education and offers policy recommendations for
improving education attainment for African-American males. Chapter 10 explores
the connection between race and gender and how these variables affect the experi-
ences of African-American male college students. Chapter 11 analyzes the connec-
tion between African-American achievement and socioeconomic outcomes. In
Chapter 12 the authors acknowledge the challenges facing African-American males
in their quest to assume responsible fatherhood. In the book’s final chapter, Polite
shares his personal trials and triumphs in a poignant sketch of his life, which depicts
the resilient spirit of African-American men.

From teachers to counselors, and administrators to policymakers, anyone com-
mitted to improving the well-being of African-American men will find this book a
valuable resource. Polite and Davis, along with all of the eminent scholars who con-
tributed to this volume, should be congratulated for producing this much-needed,
thought-provoking, gender-specific resource. Not only did this book offer insight
into the issues affecting African-American males, but it also equipped readers with
practical tools and strategies for addressing those issues head on.

CHANDRA F. JOHNSON
Washington, DC
johnsonc@mckgrp.com
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  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
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