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Born and Bred: The Making of a 21st Century College-Bred African American:
Michael E. Carter, Sr.

ABSTRACT

In 1910 Atlanta University published the findings of an extensive study of
universitiesin the United States which Negroes attended. For this, study both
guantitative and qualitative data was collected. The quantitative data was derived
from the school catalogs and information provided directly from the Negro
colleges (Du Bois & Dill, 1910). Data was collected on student enrollment,
courses of study selected by the students and degrees conferred. The qualitative
datawas derived from survey information provided by 800 Negro, college
graduates'. In addition to basic statistical information respondents were asked to
provide information on their hopes, aspirations and expectations upon obtaining a
college degree. Thisinformation was then correlated by gender and presented in
the study titled The College-Bred Negro American.

While this study illuminates the agreement among the respondents that the
acquisition of college education is the key to success for the Negro—one can also
hear adivergence of opinion regarding what type of college education (liberal or
industrial) would lead to success for the Negro American.

Thisthesis analyzes the implications of the Atlanta study, using a variety

of methods combining autoethnography with analysis of the data from the US
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Census Bureau. Further the thesis concludes with a proposal to initiate a survey
that is comparable to the 1910 surveys administered as a part of the Atlanta study.
I have chosen to combine an autoethnographic approach with an objective
analysis of the 2004 US Census data in order to determineif the growth in college
degrees earned within the African American community represented by the

study’ s original respondentsis still occurring in the African American community

today.
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Chapter One

Born and Bred: The Making of a College-Bred Negro American: An Introduction

It has been nearly one hundred years after researchers at Atlanta
University conducted the study The College-Bred Negro American. One might
expect that the issues or concerns of the study would now be outdated and have
little to do with a 21% century college-bred Negro. 1n1909, there were 55 Negro
college graduates (Du Bois & Dill, 1910, p. 45). Thisnumber istruly not a
surprise, given the climate and attitudes regarding the education of the Negro. In
the early 1900s there were few public schools for the education of Negroes and
there was slow progress being made to correct this deficiency (Du Bois & Dill,
1910, p. 17). Few Blacks were being graduated, but, inspired by the promise of a
college education, Negro leaders advocated for increased enrollments. During
this time, the education provided for Blacks was separate and far from equal to
the education provided for Whites. The report compiled by “the United States
Commissioner of Education for the year ending July 1909, showed that in the
whole of the South there were only one hundred and twelve public high schools
for Negroes’ (Du Bois & Dill, 1910, p. 17). Despite thisthere was, on the part of
Negro leadership, arelentless advocacy of education as the panacea for the
American Negro (Crouch & Benjamin, 2002; Hubbard, 2003). For example, in
The Crisis magazine, edited by Dr. William E. B. Du Bois, the writings are quite

clear and the numbers are stark. All of the editions of the magazine included
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sections—announcements, legal decisions, admission and matriculation rates, and
editorials—that were dedicated to illustrating and advocating the benefits of
education for Blacksin the United States. The magazine, thusly, also provided
historical documentation of progress (Du Bois & Dill, 1910, p. 45).

In 2007—fifty-three years after Brown v. Board of Education of
Topekaz,—one might expect that the prejudices, concerns, and inequalities which
existed a century ago would have been effectively dealt with and perhaps even
eliminated. It istruetoday that there are more African Americans receiving
primary, secondary and college educations than in 1910. It isalso true that
matriculation rates at all levels of education have exceeded the numbers of Du
Bois' time. However, an examination of the numbersin relation to Whitesand in
context of the years since this study was done gives us cause for concern. African
Americans till do not attend and complete college at rates proportionate to their
representation in the population of the United States (Appendix A Table 1). In
2004, only 5,593 African Americans (.0001608 or less than 1%) earned college
degrees (Appendix A Table 2). If one continuesto follow the data through the
doctoral level, two other facts become apparent: 1) that the numbers get lower the
higher the degree, and 2) females outnumber males at every level (Appendix A
Table 2).

The Atlanta University researchers’ selection of Du Bois as editor for this
study was an apt choice. As stated in the preface of the study, The College-Bred
Negro American “was an investigation of college graduates among Negro

Americans’ (Du Bois & Dill, 1910, p. preface). The investigation resulted in a
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compilation of quantitative and qualitative research examining one facet of Black
lifein the United States. Du Bois' use of the budding sciences of anthropol ogy
and sociology was renowned, and he would employ these scientific tools on
behalf of the Black population (Crouch & Benjamin, 2002; Hubbard, 2003;
Lewis, 1993; Lewis, 1995). It istrue Du Bois had internalized some of the same
condescending perceptions of the “other” as his White contemporaries. One
might describe him as having been victimized by what he himself described as
“double-consciousness®.” He manifested Eurocentric tendencies that influenced
hisresearch. His descriptions and expectations of Negroes were colored by his
belief that the pinnacle of human devel opment was represented by Anglo-
Europeans (Denzin & Lincoln, 2000). However, a close examination of the study
in question shows none of those predispositions. In actuality Du Bois
sociological research, overall, proved to be groundbreaking. Because of the
Atlanta study, and other works such as The Philadel phia Negro and The Souls of
Black Folks, Du Boisis honored as the father of Black sociology.
The Study

In 1910, researchers at Atlanta University collected both qualitative and
guantitative data on college-educated Negroes. The quantitative datawas derived
from school catalogs and information provided directly from the Negro colleges
(Du Bois & Dill, 1910). With this data, arubric was established in order to
distinguish between groups of Negro students taking courses considered college-
level courses and those considered college preparatory (high-school level and

elementary level) courses. Thisdistinction was critical because during this part of
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the 20" century few schools provided Negroes with an elementary or secondary
education. Thus, it was necessary for colleges to ensure that students received
this prerequisite education by providing it themselves (Du Bois & Dill, 1910, p.
17). Thelitmustest was contact hours. The distinctions between elementary,
secondary and college-level course work was determined by the number of hours
the student spent in class. The highest number of contact hours was indicative of
college-level work (Du Bois & Dill, 1910, p. 12). Listed by institution, the data
was then aggregated into various categories. The categoriesincluded entrance
requirements, geographical location of institution, total college time devoted to
different studies, total number of students, number of studentsin college courses,
number of studentsin high school, number of studentsin grade level courses, tota
number of studentsin professional education, thoroughness of work, (Du Bois &
Dill, 1910, p. 12-22). The quantitative findings illustrated that there were
growing numbers of African Americans seeking education at al levels at the turn
of the twentieth century. In an effort to better demonstrate this—the researchers
provided the total number of Negro college graduates for a ninety year period
beginning in 1820 and ending in 1909. This period of time was broken down into
ten-year spans (all except for the final one: ending in 1909). This data shows that
between 1820 and 1909 there was a 536% increase in the number of Negro
college graduates (Du Bois & Dill, 1910, p. 45).

The qualitative data was collected by contacting the Negro colleges and
reguesting contact information on their graduates. Thisinformation was used to

create alist of (living) graduates in order to send out asurvey. There were 800
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respondents. The survey consisted of sixteen close-ended questions that solicited
personal information: name, age, gender, marital status, residency, number of
children, schools attended, degrees earned, status at birth (free or enslaved), early
life and training, occupations, ownership of property, assessed value of said
property, avocations. In addition there were three open-ended questions regarding
the education of children, experience of hindrances to attaining an education, and
the respondent’ s philosophy of life. In the latter categories the respondents were
asked to expound on their personal ideology, expectations and aspirations
regarding education (Appendix B).

Through the responses generated from the qualitative research that was
conducted oneis able to hear the “voices’ of the participants, as they express their
hope, vision and possibility (Du Bois & Dill, 1910). One cannot help but be
moved by the progress of Blacks, as articulated in the words of the participants, as
they transitioned from slavery and illiteracy to a college degree, and as they
expressed their sincere belief that equality, success and even acceptance lay
ahead.

While there is both quantitative and qualitative data collected, the findings
are presented in a*“dove tail” fashion. The sections of the study correspond with
the types of questions asked of the respondents. Within each section there are the
compiled statistics and qualitative data correlated by an editorial narrative which
allows the subject’s “voice” to be heard. The method of presentation hereis
significant in that for the first time, asocial scientific study of the Negro did not

presume to speak for the Negro but to allow the Negro voice to be heard.
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Data of the Graduates

School s Attended

In all, eighty-one colleges were represented as attended by the graduates:
thirty-two Negro colleges and fifty White colleges. The attendance of Negroes to
White colleges was not extraordinary. With the steady improvement in the
institutions which provided education to Negroes, coupled with their growing
desire for education, each year more Negroes applied to Northern colleges (which
accepted Negroes) as both undergraduates and graduate students (Du Bois & Dill,
1910, p. 52-53).

Residency

The residency patterns of some of the graduates showed that there was
willingness to move from where they were born to attend school aswell asa
willingness to move for employment. In fact, the data reflects that Negro
graduates born in the South remained in the South and that Northern-born Negro
graduates moved to the South. It is contended by the researchers that migration
was due to the graduate’ s desire to aid in the improvement of life for their people
(Du Bois & Dill, 1910, p. 54-55).

Marital Status

This data directly challenged the myth that Negroes were either unwilling
or unable to have stable families. One of the most insidious tools of slavery was
the wanton dismantling of the Negro family. Nevertheless, the data shows that
among the respondents 67.3% of the males and 31.1 % of the females were

married. The researchers heralded these finds as part of the continued progress
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toward eradication of the past and a move towards the continued devel opment of
stable Negro families (Du Bois & Dill, 1910 p. 56-57).

Number of Children

This section provided a detailed accounting of the number of children born
to the graduates, again separated by gender. This data also include the number of
children lost (death) by these graduates. Of all the 800 respondents, 378 families
collectively reported having 1,411 children (Du Bois & Dill, 1910, p. 58-59).
Occupations

The study found that 53.8% of the respondents were teachers, 20% were
engaged in the ministry, 7% were doctors of medicine, and 3.8% were lawyers.
The cultural commitment to racial uplift is evident in the graduates' engagement
in occupations that not only provided services, but also provided encouragement,
pride and a sense of accomplishment for the Negro community. However, itis
also important to remember that these occupations were not only critical for the
advancement of the Negro but were also necessary because they provided services
to the Negro community that was denied to them by the White community.
Further, these graduates did this in the face of ongoing discrimination, prejudice
and violence (Du Bois & Dill, 1910, p. 65-70).

Property Ownership

495 or 62% of the respondents reported owning property. Acquired
properties totaled 19,305 acres of farm land and 1,526 lots. The assessed value of

said property in 1910 was $2,794,537. The researcher’ s contention is that the
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accumulation of “wealth” in the form of property served as an example for the
community (Du Bois & Dill, 1910, p. 71-72).
Business

Many of the college graduates reported having business enterprisesin
addition to their vocation (Du Bois & Dill, 1910, p. 81-82).

Education of Children
Selected samples of participants' responses:

“It ismy present intention to give my boys afull university trainingin
order that they may be equipped to take high rank in whatever calling or
profession they chose” (Du Bois & Dill, 1910, p. 82-85).

“1 have but one daughter. | plan to give her a college education in
southern, eastern and European institutions’ (Du Bois & Dill, 1910, p. 82-
85).

“1 expect to send my boys thru college and my daughter thru a normal
training school” (Du Bois & Dill, 1910, p. 82-85).

Early Life and Training
Selected samples of participants' responses:
Men
“1 was carefully reared by parents who had been slaves, attended public
schools, removed to Ohio and attended high school” (Du Bois & Dill,
1910, p. 59-65).

“1 was born and reared on a cotton farm. My early training was such as
could be received in an ex-slave home and three months in the year
school. Mother and father were honest tho unlettered and strove to make
the best of their opportunities and left that impression upon their
children. Best of all, | wasreared in a Christian home” (Du Bois & Dill,
1910, p. 59-65).

“1 was aslave until | reached the age of thirteen years. | was taken from
my parents at ten years of age. | have been compelled to support myself
since 1865” (Du Bois & Dill, 1910, p. 59-65).

“1 had about nine months of schooling before reaching the age of twenty

oneyears. | received most of my education since | became twenty one
years of age” (Du Bois & Dill, 1910, p. 59-65).
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Women
“1 was born in a cabin and attended a country school” (Du Bois & Dill,
1910, p. 59-65).

“1 was reared on the farm until old enough to earn wages; then | was hired
out until about twenty years old, when | entered school for the first time.
Steady work and interested parties put me thru school” (Du Bois & Dill,
1910,p. 59-65).

Hindrances
Selected samples of participants responses:

“Prejudice among colored people against their own college menisa
Hindrance” (Du Bois & Dill, 1910, p. 85-91).

“My chief hindrance has been al lack of funds. | have always had to
hustle for what | have attained and having become accustomed to it |
hardly consider that a hindrance now. | have found a certain amount of
prejudice everywhere but | have also found that ambition and energy
with integrity can override prejudice” (Du Bois & Dill, 1910, p. 85-91).

“Lack of opportunity thru prejudice both among the more ignorant of my
race as well as among the white people has been a great hindrance to my
advancement. | have never been able to receive pay adequate to my
qualifications’ (Du Bois & Dill, 1910, p. 85-91).

Philosophy of Life
Selected samples of participants' responses:

“1f the Negro will be wise and educate himself in the trades and the
professions, get homes and own land and build up a strong moral
character, he will eventually come into his own and be fully recognized
as an American citizen” (Du Bois & Dill, 1910, p. 91-99).

“The further of the Negro in this country will depend upon the kind of
training given to the Negro youth. The same kind of training which has
made other races great is also necessary to make the Negro race great”
(Du Bois & Dill, 1910, p. 91-99).

“With the highest possible training, the acquisition of property and the
launching out into all kinds of business enterprises, the Negro in America
will succeed and become a mighty power in the affairs of this country”
(Du Bois & Dill, 1910, p. 91-99).
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Interpretation of Survey Data
Although prejudice, discrimination, and limited access were described as

constant and even expected hindrances, the graduates were resolved and resolute
that education either—Iliberal or industrial—business ownership, and land
ownership would be the keys to prosperity for the Negro in America. However
one can hear within the statements of the respondents hints of the question: which
type of college education in particular—Iliberal (classical) or industrial
(practical)—holds the keys to success for the Negro American? For example, two
respondents gave the following responses:

“The education of my children will probably depend largely on their own

wishes but | should like them to receive training equivalent to the four

years college at Atlanta University and professional or special training for

some particular line of work” (Du Bois & Dill, 1910, p. 83).

“Intend to make teachers of some of them. The boys wish to be scientific
farmers’ (Du Bois & Dill, 1910. p. 85).

This question became a point of contention for the Black leadership.

10
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Chapter One Notes

The term Negro is used throughout this work in order to place
the comments and individuals in the proper historical context.
The terms Black and African American are used interchangeably
well asin an effort to place the comments and individualsin the
proper historical context.

Brown v. The Board of Education of Topekawas alandmark
court decision of the United States Supreme Court in 1954. This
decision declared that “ separate educational facilities are
inherently unequal.” This decision overturned Plessey v.
Ferguson which allowed for separate but equal school systems
for Blacks and Whites. The decision in Brown recognized that
Black children were being denied equal educational
opportunities.

Double-consciousness as defined by W.E.B. Du Bois—*After
the Egyptian and Indian, the Greek and Roman, the Teuton and
Mongolian, the Negro is a sort of seventh son, born with aveil,
and gifted with second-sight in this American world,—aworld
which yields him no true self-consciousness, but only lets him
see himself through the revelation of the other world. Itisa
peculiar sensation, this double-consciousness, this sense of
alwayslooking at one' s self through the eyes of others, of
measuring one’ s soul by the tape of aworld that looksonin
amused contempt and pity. One ever feels his two-ness,—an
American, a Negro; two souls, two thoughts, two unreconciled
strivings; two warring ideals in one dark body, whose dogged
strength alone keeps it from being torn asunder” (Du Bais,
1903/1961).

10
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Chapter Two
Schools of Thought
Research focused on continental Africans was scant at best. Likewise
research focused on Diasporan Africans, in the United States and el sewhere, was
also scant. In either case, the research conducted was typically euro-centric and
egregiously biased. Early European social scientists were inclined to perceive and
interpret African and Diasporan African subjectsin context of a mindset informed
by Blumenbach’s hierarchy of human races (1795) and Darwin’s theory of
evolution (Darwin, 1859). Essentially, most European socia scientists considered
themselves as the pinnacle of human development, and all others asinferior to
them. The existence of other peoples with histories separate and wholly different
from their own created a situation for early European “explorers’ in which their
“discoveries’ had to be legitimized and reconciled with their own existence and
religious tenets (Vidich & Lyman, 2000). In reconciling the perceived and real
differences, these scientists assumed the perspective that these “others’ were
primitive, undevel oped, lost souls who had to be “rescued” and shown the correct
way toward development and salvation. To legitimize this perception, religious
edicts, doctrines, and arguments based on philosophies such as Aristotle’s
doctrine of natural slavery, were used to endorse and support the devaluing of the
“other” and the “other’s’ value system (Vidich & Lyman, 2000). Thus, the

information available “examining” the culture of those of African descent was—

11
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and to some great extent still is—written from the vantage point of colonizers and
conquerors, whose primary interest was exploitation—of both human and natural
resources. Even with the admitted social advances made by “other-ed” groups,
such as African Americans, ostensibly there was little shift in the way the “ other”
was perceived (Vidich & Lyman, 2000).

Against this backdrop in American society, the Negro community
genuinely believed and expected that education held the keys to economic
prosperity and social and political equality. Having been denied any form of
education in the past, the moment that it was possible for Blacks to attend
schools—albeit segregated schools—there was no hesitation to participate (Hine,
Hine, & Harrold, 2004).

Individuals such as W.E.B. Du Bois and Booker T. Washington extolled
the promise and virtues of education. They saw the future progress of the Negro
in Americaas inexorably linked to education. However, these pundits disagreed
about what type of education would lead to this projected prosperity. The debate
fell along theselines: On one side, the researcher W.E.B. Du Bois advocated a
liberal-classical education and on the other, the educator Booker T. Washington
advocated an industrial-practical education (Du Bois, 1903/1961; Washington,
1901/1970).

Du Bois

Having internalized, to some degree, the ethos of white supremacy, Du

Bois experienced what he termed as “ double conciseness’ (Du Bois, 1903/1961).

Within this frame of mind Du Bois found himself trapped between two worlds.

12
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While he despised the treatment he received from Whites, he sought their
approval since they represented, to him and to many African Americans the
pinnacle of culture. He despised the racist treatment of Negroes. And though he
viewed Euro-American culture as imitable, he found no moral lapse in Negroes
that would justify their continued exclusion from mainstream American culture
(Watts, 2006, p. 122).

Du Bois was arguably one of the most educated Negroes of histime. Y et,
his internalization of White social and cultural ideals was not uncommon and, to
some degree, understandable, given that all of his education was in the Anglo-
American and European educational systems. However, there is more at work
than just thisfact. It isalso “apragmatic assessment of the complete power
Whites held over the Blacks’ (Watts, 2006, p. 122).

In spite of, or perhaps because of, his own intellectual and psychological
challenges, Du Bois' work with the Atlanta study is a penetrating glance into the
minds and hearts of African Americans. And, after more than 100 years of the
education of American Blacks, Dubois' studies and writings have been the
foundation for continued research to this day. Even now serious studies can
hardly escape referencing Dubois works (Crouch & Benjamin, 2002; Hubbard,
2003; Lewis, 1993; Lewis, 1995).

Evident in Du Bois work was that the answer to the question of what type
of college education was necessary for the success of the Negro was quite clear:
the only way to uplift the Negro was the creation of a Negro Intelligentsia class.

This class would be made up of a cadre of Negroes who had studied subjects such

13
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as, Greek, Latin, philosophy, literature and politics (Du Bois, 1903/1961). Du
Bois believed that with this training, Negroes could be led out of the darkness to
access, agency and full American citizenship.

“The Talented Tenth of the Negro race must be made |eaders of thought

and missionaries of culture among their people. No others can do this

work and Negro colleges must train men for it. The Negro race, like all

other races, is going to be saved by its exceptional men” (Du Bais,

1903/1961).

This group of “thinkers,” this“Talented Tenth” would lead the Negro race
to fulfill itsdestiny. To Du Bois this destiny would include the “acceptance” of
the Negro by “the sons of masters’ not only because the Negro had something
critical to add to the world but also because the Negro had become “ cultured.”
This determination of being “cultured” was based upon the Negro assimilating al
things Anglo-European. This assimilation was the hallmark of Du Bois' expected
“evolution” of the Negro.

Washington

For Booker T. Washington, education was not a province of just a select
few. His contention was that education was not meant for its on sake. The value
of learning science, mathematics, or physics lay in the ability to apply that
knowledge to some practical or functional purpose (i.e., create better farmers and
mechanics). The value of knowledge isin the ability to elevate oneself through
work and the accumulation of wealth (property and money). Having control over
one’ s labor, the income derived from said labor, coupled with the knowledge of

how to manage and use this income was the basis of Washington’s theory. Only

through this control could the Negro improve his or her condition:

14
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“...out of the hard and unusual struggle through which he is compelled to
pass, he gets a strength, a confidence, that one misses whose pathway is
comparatively smooth by reason of birth and race” (Washington,
1901/1970, p. 40).

Washington believed this endeavor so important that he advocated
accepting the current plight of the Negro so that al energies could be focused on
the efforts to uplift the Negro, believing this would win the respect of Whites and
lead to Negroes being fully accepted as citizens and integrated into all strata of
society (Washington, 1901/1970). His absolutely unwavering belief in this ethos
lay at the foundation of Tuskegee Institute. Without exception every student that
attended Tuskegee participated in the “upkeep” of the school. In addition it wasa
well know fact that every student who attended would learn an industry. The
mantrawas “the individual who can do something that the world wants done will,
in the end, make his way regardless of hisrace” (Washington, 1901/1970, p. 155).

At the root of Washington’s ethos, that success awaits all those who are
willing to work hard, lay his own life experience coupled with the Protestant
tenets integral to the American work ethic. Washington’s experiences, from the
very beginning of his pursuit of an education to later endeavors that met with
success only served to solidify hisinternalized beliefs. Similar to Du Bais,
Washington’ s internalization may have less to do with choice and more to do with
power exerted over the Negro by Whites. Blacks were forcibly converted to this
brand of Christianity upon their arrival to the United States (Karenga, 1989). This
religious conversion was not only effective in creating an expectation of reward in
heaven for suffering on earth, but also insured an acceptance of the Protestant
ethos regarding success. This ethos was created and cultivated by the works of

15
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Martin Luther and John Calvin (Weber, 1930/1958). Hard work, charity, thrift,
and dependability are al legitimized by this religious ideology.

The debate surrounding what type of college education—Iiberal-classical
or industrial-practical—is the way to success for the African American
community did not have only two sides, there was another.

Woodson

Woodson's contention is quite different. He contends that both arguments
areflawed. Thisisdue to the fact that the education being obtained is established,
maintained, and perpetuated by Whites whose vested interest is not in correctly
and adequately preparing Negroes for agency, access, economic control or full
citizenship. In fact, Woodson dubbed education of this period as “mis-
education,” in relation to both Blacks and Whites (Woodson, 1933/1998).

The version of history, science, art and literature taught in American
schools, even segregated Black schools, only recognized the achievements of
White European society as valuable. Only White achievement was recognized as
significant, according to curriculums taught in American schools—therein,
reducing al other groups to footnotesin history. What is taught assures
socialization and perpetuation of the social caste system. For Negroesthisis
particularly toxic, since within such a system they are marginalized and
silenced—Ileaving them at worst confused, angered, and unfulfilled; and, at best,
trapped between two worlds (Woodson, 1933/1998).

Woodson further contends that this marginalization creates an “ educated

Negro” who isasocial dlitist, politically ignorant or apathetic, and professionally
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stunted. This*educated Negro” believes he or she has outgrown any belief in or
need for the society of the Negro.

“One of the most striking evidences of the failure of higher education is
their estrangement from the masses...the Negro churches supply the
striking illustration” (Woodson, 1933/1998).

Woodson also observes that the “educated” Negro may have an
understanding of the many economic forces exerted upon a business venture yet,
hislack of self-confidence prevents his efforts in business.

“The impatient, ‘highly educated’ Negroes ...say that...under the present
system of capitalism the Negro has no chance to toil upward in the
economic sphere. While the *uneducated’ Negro businessman...is
actually at work doing that very thing which the * mis-educated’ Negro has
been taught to believe can’'t be done” (Woodson, 1933/1998).

Woodson' s answer was in the revamping of what Negroes learn. He
believed that by changing what the Negro student learns, the community will
benefit. He seemed to be advocating a blend of liberal and industrial education—
with adefinite leaning to the Tuskegee model. However, he stressed vocational
training which includes training in critical thinking.

“After...students have mastered the fundamentals of English, the
principles of composition, the leading facts in the development of
literature, they should not spend all of their time in advance work on
Shakespeare, Chaucer and Anglo-Saxons. They should direct their
attention also to the folklore of the African, to the philosophy in his
proverbs, to the development of the Negro in the use of the Modern
language, and to the works of Negro writers’ (Woodson, 1933/1998, p.
150).

“Negroes do not need some one to guide them to what persons of another

race have developed. They must be taught to think for themselves’
(Woodson, 1933/1998, p. 159).
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Chapter Three
The Test of Time

Du Bois, Washington, and Woodson as well as others engaged in heated
debates over which type of education was most promising. But through the haze
of philosophies and theories and suppositions, there was one clear, unifying
assumption for them and for the Negro community at large—that success for the
Negro in Americawas inexorably linked to education. This sentiment resonated
in the voices of the respondents in the study “ The College-Bred Negro American.”
One respondent stated:

“Educate him in the highest and best way possible so asto enable him to

be successfully complete in every other element of Americanism in every

walk of life” (Du Bois & Dill, 1910, p, 93).

The findings of the Atlanta study were not used to develop a paradigm or
to list criteria of any kind. However, the study gives usinsight into the thinking,
desires, and the vision of a newly emancipated people, many bereft of anything
save self and family. Education as a potent component in the Negro formulafor
American success was the point around which most of the respondentsrallied.
They all intended to educate their children. The type of education a child would
receive was sometimes based upon gender. And even though the respondents
expected that their children would be challenged by prejudice, discrimination, and
limited or denied access, and that they, themselves, would be challenged in the

financing of a child’s education, the efforts would be made because the cost of not
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doing so would chart a course perceived as even more difficult to negotiate. As
with education, the respondents were al so resolved and resolute in matters of
business ownership and land ownership, as together, these were the keys to
prosperity, equality, acceptance, and full citizenship for the Negro in America.

For most Negroes, illiteracy was tantamount to slavery. Landlessness was
tantamount to poverty. The “Peculiar Institution” of slavery demanded the denial
of both to the Negro. With freedom came the opportunity to acquire that which
would not only facilitate full American citizenship, but would also restore to the
Negro full dignity asahuman being. At least thiswasthe belief. Whereas
acquisition of property and business ownership may have been considered the
building blocks of wealth, education was needed to attain and maintain both. It
was the lynchpin of success.

Like many in mainstream America, Negroes, too, internalized the
“Jeffersonian Ideal” —the idea of an educated populace, which was able to
interact and participate in society and government (Dorn, 2002). The Jeffersonian
Ideal, coupled with the Protestant dogma of hard work, charity, thrift and
dependability, combined into a powerful and alluring formulathat emboldened its
believers with the fortitude to pursue the “ American Dream.” Having been
deracinated from their African homeland and distanced, by centuries and
countless acts of cruelty, from their social traditions, language, customs, and
history, what real choice did the Negro have? In the Negro’'s pursuit of the
American Dream, is again atestament of White power over Blacks. Before and

after the Emancipation Proclamation, a number of Blacks were repatriated to
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Africa. Abraham Lincoln even considered removing Blacks to Haiti as a solution
to America's Civil War (Gould, 1981/1996). There was much talk and some
efforts made by both Blacks and Whites to remove Blacks to their African
homeland or to islands in the Caribbean. The most well known case would be the
Back-to-Africa Movement led by Marcus Garvey. But the sweat and blood of
millions of Blacks had nurtured the soil of America, and the cruel institution of
dlavery forced an acculturation of Anglo-American mores that was undeniable.
For the majority of Blacks, their destiny was bound up in America, and they
intended to be fully a part of it.

An examination of the data provided by the participants of the study
reveals the earnestness with which the Negro pursued the American Dream.
Their movement from bondage and illiteracy to emancipation and living lifein
abject poverty then to the levels of education and prosperity is significant. These
former slaves owned more than 2 million dollars in property and were employed
as doctors, lawyers, ministers, teachers, real estate deaers, mail carriers,
draftsmen, civil servants, and bookkeepers. In addition they had business
enterprises in addition to their vocation (Du Bois & Dill, 1910, p. 63, 81-81).
From their perspective anything was possible—why not full citizenship?
Two of the respondents noted:

“The Negro race would be much stronger if there were more who could

see the benefit of a college education, be it the professional lineor in a

trade. | think the higher the education of the Negro race will tend towards

reducing race prejudice” (Du Bois & Dill, 1910 p. 93).

“Strong, well-trained leadership for the masses. Educational opportunities

unrestricted for all asthe case may demand. Retention of the right of

suffrage and the display of more independence in the matter of voting. A
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better trained ministry to incul cate sound moral teaching. The organizing

in cities of clubs for civic improvement and for demanding better grammar

school training for Negro children and for teaching the masses, asfar as
possible, the proper meaning and duties of citizenship. Encouraging
business enterprises. Vigorously opposing the doctrine of servility and
submission—>but not service. Co-operation asfar as possible and
wherever warranted with fair and right-minded whites for civic

improvement” (Du Bois & Dill, 1910, p. 95).

From the standpoint of the Negro at the turn of the 20" century, the future
was bright. There was evidence of Black progress and success for the vanguard
of Black leadership, hope for the eventual uplift of the masses, and anticipation of
the entry of all Blacks into mainstream Americaas full citizens. Almost a century
later, African Americans are faced by the same concerns and questions of the
past. For, generally speaking, much is still the same. African Americans question
their continued marginalization in American society; their status as second-class
citizens, who are not infrequently disenfranchised; and the economic plight of the
masses. What is across the nation described as the “ Achievement Gap,”
conceptualizes the lack of success among Blacks in educational institutions. How
African American youth are educated, what type of education is better, and how
can the masses of African Americans move out of crippling economic poverty are
issues which continue to be debated. This debate was thrust onto the national
stage in August of 2005 when Hurricane Katrina devastated the gulf coast of the
United States, leaving in its wake—from Floridato Louisiana—decimated and
flooded cities and a dislocated populace. Citizens of the United States watched in
horror as the region’s most vulnerable and disenfranchised were left to fend for
themselves and, in some instances, die in the aftermath of the storm (Alter, 2005).

What followed was the inadequate response of the federal government, the glaring
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failures of the local and state governments, and the political parties blaming each
other for the failures (Thomas, 2005). The national news media were not exempt
from this feast of failures, asracist stereotyping was all too clear in the reporting.
For instance, newscasters identified White victims as “finding food” and Black
victims as having “looted food” (Alter, 2005). The voice of the economically
privileged was revealed in the types of questions asked: Why didn’t they leave?
What would possess them to stay? (Alter, 2005, p. 48). The question assumes that
these thousands of poor had the means to leave, somewhere to go, and the
wherewithal to maintain themselves once they’ d arrived.

Finally, there was the collective gasp of horror when the American
citizenry “discovered” that there are people in the United States trapped in
poverty. Despite the fact that between 2002 and 2004, the U.S. Census reported
that 37 million Americans live in poverty and of that number 8.8 million were
African Americans (Alter, 2005, p. 46; Appendix A, Table 4). America s poor
and poor Blacks, particularly, arelargely invisible. How isit that in what is
touted as the “richest country in the world” there exists deficient healthcare and
education systems (Alter, 2005, p. 46), and that while the median income of this
country is projected at $33,000 a year, for Blacksit is $24,000 a year, and for
Blacksin parts of New Orleans, it is under $8,000 a year (West, 2005). For
Whites the median income is projected at $48,784 ayear. African Americans
make up only 12% of the population. That about 26% of the African American
community livesin poverty is signifies asignificant share of this population. By

comparison Whites, who make up 72% of the population, have only about 8%
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living in poverty (Alter, 2005, p. 45; Appendix A, Table 4). Home ownershipis
only dlightly better. 46 % of African Americans own a home compared to 74% of
Whites. However, the median value of African American homes was about $50,
000 less than their White counterparts (Appendix A, Table5 & 6).

These facts are exacerbated by the reality that African Americans still do
not complete college at rates proportionate to their representation in the
population of the United States. In 2004, only 5,593 (.0001608 or less than 1%)
of African Americans earned college degrees (Appendix A, Table 2). If one takes
just the percentages listed in Appendix A, Table 3 (which show matriculation
rates since 1940), one will notice that the percentages increase over several
decades and then stabilize with only slight differences during the later years. This
would tend to give people the impression there had been steady improvement, as
well as the production of afair number of individuals with degrees within the
African American community. However, aresearcher should never ook at only
one set of data or asingle type of presentation of the data. If one examines the
datafound in Appendix A, Table 2, one notes that the actual number of degreesis
extremely low, and in some categories, single digits. Comparing these numbers
to our percentage of the national population (Appendix A, Table 1), African
Americans are still significantly underrepresented.

Given that education was perceived as the panacea of the Negro
American, the actual outcome of their posterity would truly confound our African
American forebears. The original respondents genuinely believed and expected a

college education to unlock access to prosperity and equality. So what happened?
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Why more than one hundred years after the first Black students began entering
institutions of higher education, African Americans are still challenged with the
same questions and concerns? Why are so many members of the African
American population still not graduating from college at rates proportionate to
thelr representation within the population? Why are so many African Americans
still living in abject poverty and treated not only as less than full citizens, but also
as sub-humans?

Even though a college education may not have yielded the outcome
expected by the early |eadership and those who, in effect, became the “ Talented
Tenth,” it has brought some benefits to some, if not all, which may be why among
many African Americans the belief of the necessity of a college degree till
maintains. From my particular vantage point as a“College-Bred Negro,” | am
compelled to analyze and respond to these continuing and vexing questions; for |

am also, in my turn, accountable to the next generation.
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Chapter Four
A View from the Ivory Tower

| wish | could say that prior to graduate school | was familiar with all of
the works and writings of Dr. W. E. B. Dubois. Thiswas not the case. Through
the progression of my graduate studies | became more exposed to hiswork. In
fact, | found out about this particular study while conducting the research
necessary to write areview on Dreeben's 1968 work On What Is Learned in
School. While looking for areview on Dreeben's work | stumbled across a
complete listing of Dubois' works, which included The College-Bred Negro
American (1910). | made a mental note, and later returned to read the study.
Upon reading the study, | began toying with the idea of repeating the Atlanta
University study. Buttressed by the review of other works such as The Middle-
Class Negro in the White Man’s World (Ginzberg, 1967), On What Is Learned In
School (Dreeben, 1968), Model Minority Myth (Sue & Kitano, 1973), The Mis-
education of the Negro (Woodson, 1933), The Rage of a Privileged Class (Cose,
1995); conversations with my professors, and discussions with others, it occurred
to me that aimost one hundred years after the publication of The College-Bred
Negro American the question of what type of education is the key to success for
the African American is still unsettled.

Now, with atopic selected, there sprang a multitude of choices —

qualitative, quantitative or mixed methods, ethnographic, autoethnography or case
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study, survey or focus groups—I felt overwhelmed by the choices. | found
myself drawn to autoethnography—autoethnography uses the researcher as alens
through which to view a society (Ellis & Bochner, 2000). This style of research
was not practical when Dubois originally undertook his study. During Dr.
Dubois' time, the accepted form of research was for the researcher to remain
“separate,” aloof, and by extension objective (Denzin & Lincoln, 2000). The
assumption was that only in this way could the “other” be studied. Though some
still hold to this “ objective” view of research, it has been accepted by qualitative
researchersthat it isimpossible for them to exclude themselves or their voices
from their research (Guba & Lincoln, 2005). In autoethnographies, researchers
embrace their emotions and personal experiences—boldly declaring, instead of
denying, their shortcomings (Ellis & Bochner, 2000). While | was not previously
aware that this type of research and writing existed, | have always presented my
works in a narrative fashion—enjoying weaving a tale into the writing in which
the reader might become engaged. Thisis probably due to the influence of
hearing my father’s sermons most of my youth. Sermonic presentations generally
make use of anecdotes or stories meant to draw in the listener. However, from
time to time, this method has been met with disdain by professors who told me
that my voice was too prevalent in my writing. It was not until graduate school,
and my courses in the College of Education and the Anthropology Department,
that the inclusion of my voice in my writing was accepted and encouraged — and,
in fact, had aname: autoethnography. Armed with this newfound information,

the focus of my study began to crystallize. Now | had to choose the type of
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ethnography | would complete:  Would it be reflexive, the researcher uses their
experience with subcultures to examine self-other interactions (Ellis & Bochner,
2000); native, the researcher is a member of a marginalized group and provides a
window into their culture for nonmembers (Ellis & Bochner, 2000); personal,
researchersfill both the academic and personal roles as they serve asthe lens for
the study of their culture (Ellis & Bochner, 2000); or aliterary autoethnography, a
form of social science research in which the author writes an autobiographical text
that uses the author’ s membership and experience in the culture being studied as a
prism in order to relate the culture to a non-native audience (Ellis & Bochner,
2000). | selected aliterary autoethnography because it is aform of social science
research in which the author writes an autobiographical text that uses that author’s
membership and experience in the culture being studied as a prism in order to
relate the culture to those outside of the group being studied (Ellis & Bochner,
2000).

| am a Black, college educated male from afamily in which property
ownership, entrepreneurship, and acquisition of higher education are norms. It
could be reasonably argued that | was born to address this topic. Given my
demographics, circumstances and experiences, it is conceivable that | could be
placed into the category that Du Bois considered the “ Talented Tenth,” the
Intelligentsia, or the bourgeoisie class. Who better, then, to revisit the 20"
century study The College-Bred Negro American than a 21st century “college-

bred” African American?

27

www.manaraa.com



The original participants and | do not share the exact same social
knowledge. | am certainly not afirst-generation college student (Gee, 2005).
However, we do share membership in the same racial and ethnic community. Our
shared membership in said group enables us to share much the same
understanding of context, language, and experience (Carley, 1993). My shared
membership in this community makes me a complete member researcher, a
researcher who is afull member of the group being studied (Adler & Adler,
1987). Thisresearch dynamic is also known as a participant—observer
methodology (Ellis & Bochner, 2000).

| have chosen to combine an autoethnographic approach with an objective
analysis of the 2004 US Census data in order to determine if the growth in college
degrees earned within the African American community represented by the
study’ s original respondentsis still occurring in the African American community
today.

To begin, | believe it useful to complete the same survey as did the 1910
participants and to provide my responses in the same format. Inthisway, | invite
acomparative analysis of my orientation and experiences with that of my
predecessors. | also thereby suggest our shared membership and the historical
context that frame it.

School s Attended

| myself attended three colleges earning a degree from one and | am in the
process of earning a degree from another: Malone College, St. Leo College and

the University of South Florida. Malone was a predominately White college and
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was my first occasion of sharing living quarters with someone from a different
ethnic group. | attended St. Leo College while | was a member of the United
States Air Force (earning my Bachelor’s Degreein 1997). The experience of an
adult student taking class with other adults from al over the world was quite
different from my experience as ateenager at Malone. At Malone the perspective
of the material and concepts were wholly dependent upon the professor as well as
Anglo-European and Protestant canons. Conversely, taking courses as an adult
student with adults from across the globe with very different world views and
experiences created and environment in which the professor’ s viewpoint was not
necessarily the prevailing one. In addition | was able to participate in courses
which had a viewpoint other than an Anglo-European or an Americo-centric one.
Finally, my most recent experiences while a student at the University of South
Florida have been just as diverse as my educational experiences while | wasin the
military. (I am in the process of completing the requirements for the Master of
Artsinthe Interdisciplinary Social Sciences degree). | have been able to study
abroad in Costa Rica and Cambridge, England, and conduct research in Cuba, in
addition to my course work on campus.
Residency

| moved from my parents home to attend Maone Collegein Ohio. After
my freshman year, | enlisted in the Ohio Air National Guard eventually moving to
active duty in the United States Air Force. | did not return to college until in my

twenties. | have moved for work and school on several occasions. | have never
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been one to restrict my options by being unwilling to relocate. The military tends
to move personnel quite alot, so one becomes accustomed to moving.
Martial Status

| was married for 5 years and have been divorced for 18 years.

Number of Children

| have one child, within my marriage. Heis 19 years of age.
Occupations

| have been a student, a member of the Ohio Air National Guard, the
United States Air Force Reserves, the United States Air Force, and ateacher.
Whilein the military | held various positions during my career: Security
Specialist, Telecommunications Operator, Systems Administrator, and
Entertainment Director.

Property Ownership

| do own property; however, | prefer not to state the value of said property.
Business

| have had and currently have business interests. | have owned an
entertainment company and | currently own rental property.

Education of Children

Though | should like to see my son educated and skilled, | will not insist
that he attends college. In fact, he can receive training in any number of fields of

endeavor which do not require a college education.
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Early Life and Training

| attended a federally funded pre-school program called Head Start.
During elementary school | initially attended a predominantly Black public
school. My parents moved me to a predominantly White private school for the
latter part of elementary school. | began junior high at a predominantly White
public school, moving to a predominantly Black public school midway through.
For high school | attended rather well mixed public school.
Hindrances

My awareness of the concept of race occurred during Head Start (a

preschool program for low income families), when my white teacher used a
functionalist approach to explain discrimination to us. She lined us up and
explained that we were going to pretend that we were applicantsfor ajob. As
each child approached the window to apply for the job, they were either accepted
or rejected based solely on color. The teacher explained that this action was
discrimination. However, | do not recall ever experiencing any overt
discrimination. This may have been due to my parents’ status as a prominent
minister and a politically active wife or it could have been due to the fact that for
most of my childhood race was not a determining factor for access, agency or
success. Until junior high schooal, | lived in areas and attended schools in which
Blacks were few.

This fact played an equally important role in my socialization into White
society—living and attending school with White children enabled me to see them

as my peers; it never occurred to me that | could not achieve what they were
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expected to achieve. (For example al through junior high school, | fully believed
that | was going to become the first Black President of the United States.) This
absence of race as a hindrance changed abruptly when my parents divorced and,
for thefirst timein my life, | lived in a predominantly Black neighborhood and
attended a predominantly Black school. | found that | was not accepted by either
the Black students or the White students—in away | was trapped between two
worlds. | had no problems with adults; the children were theissue. This
remained the cause until the first school dance. When it was “discovered” | could
dance | received socia acceptance. However, this acceptance was still colored by
the redlity that | was still perceived as acting White.

Philosophy of Life

Astime has passed | have grown to realize that success in not determined
by how rich, educated or popular someoneis; in fact, | think successis
determined by a great deal more than these rudimentary, fleeting gauges. To me
success is gainful employment which permits one to care for his or her family,
providing what is needed and some of what is wanted; raising responsible,
independent children; and commitment to the improvement of one’s community.
Finally, being a man of my word, because in the end that isreally all | have.
Conclusion

After years of education and exposure to the educational and social
systems of the United States, | find that | do not agree that the only way to be a
success is by earning a college degree. Making this point more salient to me was

aconversation | had with my son midway through his high school years. In this
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conversation, my son announced to me that he did not think he wanted to go to
college. | did not get upset. In fact, | began discussing with him the many other
options he had. | explained to him that he did not have to go to college if he did
not want to. He could learn atrade, take an entry-level position with any number
of the local government departments, or join the military. However, whatever he
decided to do, he had to have a plan for how to undertake and accomplishit. In
addition, | told him that while | would support whatever choice he made, he
would haveto tell his mother about his choice.

Thiswas a conversation that would not have been possible between his
grand-father and me. My family has internalized the ethos that education equals
success. All of my life it was presumed that | would attend college. | come from
afamily in which education, entrepreneurship, and property ownership are
advocated. My maternal great uncle was one of the first Black graduates of the
University of North Carolina. My maternal great grandparents were among the
first Black families to own property in that state. My father and stepmother both
have their Ph.Ds and my mother has an undergraduate degree and runs a non-
profit foundation. There was never any question whether | would attend college.

Y et, much to my surprise, | found myself questioning the long-held belief
within the African American community that in order to be successful one must
acquire acollege degree. While | have no disagreement with the premisethat it is
critical that our children are properly educated at the primary and secondary
levels, afact made clear after spending the last year as a sixth-grade teacher, | am

not convinced that a college degreeis essential for success. For far too long we
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have convinced our youth to participate in the process of college matriculation
which may be neither the intent or forte of some of our youth. At the same time,
by emphasizing only higher education as the means to success, we devalue skill-
based or “blue collar” employment.

The wholesale acceptance of thisideology has left our community wanting
for many things, not the least of which is a cadre of workers who are able to
control their labor and the income derived from said labor. | advocate education
and training based upon interest and ability. A diversification in what we prepare
our youth to do and an understanding of money and the power gained by having
control over one's labor and the income derived from it, seems to me to be
preferable and more redlistic. In addition, we need to rethink how we define
SUCCESS.

There are many ways to “learn” and to be successful, and collegeis but
one avenue. We as acommunity do not avail ourselves enough of those other
avenues. Those of us who have experience and knowledge in these other choices
and opportunities too often are content with keeping this wealth of knowledge and
experience to ourselves. Our communities’ norms, expectations and philosophy
are based on avision that isvirtually acentury old. This, in and of itself, is not
the problem. What is at issueis that the model for success that was represented
by the Du Boisean “Talented Tenth” has not been effective for the College-Bred
Negro nor for the masses that were to be uplifted by them—not then and not now.

Some may think that my contention that collegeis not the end al be all is flawed
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because, as a college educated, well traveled, well informed, business owner, | am
successful. Of course, that would depend on one’ s definition of “success”.

The definition of success, for Du Bois and the respondents of the study:
The College-Bred Negro American was centered on the Calvinist ideal of the
elect. Thisidea iscentered on the belief that a Protestant follower’s prosperity
was asign of God's hand upon their life both temporally and spiritually. For
them prosperity was defined as a stable family, financial gain (wealth), property
ownership, socia benevolence (charity), community acceptance and conformity
(Weber, 1930/1958). Du Bois and the respondents added to thislist, acquisition
of acollege degree, and the right to vote.

My argument with this definition liesin the clear demarcation that only a
select group can and will be successful. This sacred view of success not only
limits who is considered a success, it also limits the opportunities for success
(Eliade, 1959). By itsvery nature this definition presumes the “only” road to
success is through obtaining a college degree. Once acquired, the recipient is now
above “blue collar” work and is destined for wealth and fame. This definition of
success classifies prosperity by the acquisition of wealth instead of financial
independence and stability. This definition of success aso devalues “blue collar”
employment. What about the postal worker that is a responsible employee who,
during his or her years of service, buys a house, pays taxes, participates in the
community, and raises afamily? During thistime, they don’t break the law,
become rap or sports figures, or earn a college degree. Why aren’t they seen asa

success? To methe postal worker is the epitome of success.
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For Du Bois, his vanguard, and the study’ s respondents, neither their
definition of success nor their expectations have come to fruition. Du Bois and
the respondents fully expected the cadre of Talented Tenth folks to lead the Negro
race to the Promised Land. Where, after they had been assimilated, they would be
educated, prosperous and accepted as full citizens of the United States. While one
cannot argue that a 536% increase in Negroes earning college degreesis
phenomenal, one must remember our number of graduates previously was zero
(Du Bois & Dill, 1910). Wasthere salvation for the masses? Quite the contrary,
after reconstruction, Negroes were completely disenfranchised. The successes
achieved politically and financially were al wiped away. In fact, Jim Crow
instituted and codified in law the creation of Negroes as a permanent servant class
thus relegated to the most menial of labor. The industrial revolution provided
only minimal relief. While Blacks migrated to the cities in search of employment,
in the factories they were once again relegated to the menial |abor tasks such as
sweeping the floor (Franklin, 1993).

Today’s African American’s rejection of “blue collar” work and the
internalization in the belief of a causal link between a college education and
success may be in direct response to our community’s historical reality of being
forced into the most labor-intensive menial jobs. However, thisinternalization
has fostered a compl ete regjection and demeaning perspective of “blue collar”
work, a sense of entitlement as well as atendency to foster a cult of victimization,

even among those who are part of the “ Talented Tenth” (McWhorter, 2000).
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To some, for doctors, lawyers, and corporate executives to bemoan their
status as victims of a society which still treats them unequally rings hollow
(McWhorter, 2000; Franklin, 1993). And in somereal sense it should. For this
group steady, well-paid work, regular health care, and homeownership isa
reality—46% of African Americans own their own homes (U.S. Census, 2007).
Why should the masses—the 54% of African Americans who don’t own homes
and the 26% of African Americanswho live in poverty (U.S. Census, 2007)—feel
sorry for them?

Today’s“elect” acquired the necessary credentialization which enabled
them to obtain the types of positions which are expected of the Talented Tenth—
professional employment, jobs with “status’ thus, assimilating into the Americo-
centric society in which they live. Yet, they are unhappy. They claim to have
found, much to their dismay, that race still plays afactor. They are enraged to
discover that after college, professional training, the right job, the correct address,
the proper speech, they are still excluded from White society because in the end
they are still not White. This realization creates disillusionment. They have
found that no matter how much they have tried to gain acceptance, they will never
succeed (Cose, 1993).

Du Bois said it in the early twentieth century and it rings true in the twenty
first, the quintessential problem for the United States will be the color line. We
could debate if it is class or race, but ostensibly they are the same for African
Americans. Regardless of our net worth we are still not White. From its

inception the United States has been a country divided and ruled under the precept
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of the sacred and the profane. For Whites everyone that is White and anything
associated with Whites is sacred. Anything not White is profane (Eliade, 1959).
This exclusionary view of the world and the “other” was and is specifically
designed to perpetuate the privilege enjoyed by Whites. This privilege exists and
ismaintained at the expense of the “other.” Whites have done and will continue
to do whatever is necessary in order to maintain this privilege; this reality binds
their community together. It isvery difficult for a group any group to give up a
position of status and privilege. However, this reality does not absolve the

African American community of its responsibility to itself.
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Chapter Five
The Objective of an Education

Whether liberal or industrial, professional or trade, all education is
valuable. Du Bois advocated aliberal education focused on creating an
intelligentsia class (Du Bois, 1903). Washington championed an industrial
education intended to build an educated labor force (Washington, 1901).
Woodson trumpeted an education which was a hybrid of the two previous ideas
with the added caveats of not only learning the canons dictated by the Americo-
centric, Anglo-European Academy, but emphasizing that attention be also given
“to the folklore of the African, to the philosophy in his proverbs, to the
development of the Negro in the use of the Modern language, and to the works of
Negro writers” (Woodson, 1933, p. 150). Regardless of their point of view, all of
them agreed that the future of the African American community was contingent
upon the education the African American. Given their indefatigable efforts,
confidence, and hope, they certainly would not have expected that, one hundred
years later, in 2004, only 5,593 (.0001608 or less than 1%) out of 34,772,331
African Americans would have earned college degrees (Appendix A, Table 2).

Education in and of itself was not the goal, however. Education was the
lever, the instrument, to lift African Americans out of impoverished conditions
which trailed them from slavery into freedom. Y et the masses of African

Americans are still mired in poverty. Aswith early proponents of college
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education, the mgority of African Americans today continue to embrace the ethos
of the past which dictate that the key to successis a college education. Could it
be that this concept of successistoo narrow? Could it be that the continued faith
in this ethos has done a disservice to our youth by limiting the choices that they
consider as viable options?

| am reminded of arecent conversation | had with a group of my students
which was prompted by the African American male students in the class who
insisted that 1, an African American, could not be Black. The conversation went
asfollows:
Student: What are you?
M. C..: What do you mean?
Student: You aint Black; you Cuban, Mexican...somethin
M. C.: Why do you insist that | can’'t be Black?
Finally after some coaxing from the White male and femal e students with him ...
Student: cause dat dare...
M. C.: Insist? Youthink | can't be Black because of the way | speak?
Student: Yah
M. C.: Wéll, believeit or not | am Black. But my race has nothing to do with
how | speak. Just because | don’t use slang doesn’t mean | am not Black. In fact,
you can and should think about learning to speak this way because; you need to
speak with people other than your friends and the way you speak with them will
not work in other places...like school or work.

Student (White Female): He thinks you out to talk like I’'m posed to

40

www.manaraa.com



M. C.: What do you guys want to be when you grow up?

Student (White Female): Neo-natal nurse

(She had a little difficulty with the term, so | was obliged to help her with it.)

M. C.: Sowhen you are talking with the parents of one of your patients, you are
going to say: “yo, so wha' be up wit yo'r kid?”’

Student (White Female): (laughing) Nah, nah, nah, (she instantly changes her
speech pattern) | would say: “What a beautiful baby you have.”

M. C.: Exactly. Indifferent circumstances you will need to use Standard English,
correctly, and you need to know when those occasions are as well as how to
correctly use Standard English.

| then turned to the African American Male student.

M. C.: What do you want to be when you grow up?

Student: I'm gona play football.

M. C.: Thatisgreat, and | am al for you going after your dream. But, what do
you what to be just in case that doesn’t work out.

Sitting quietly for a moment, looking seriously and puzzled into my eyes he then
speaks.

Student: never thought bout it

M. C.: No one has ever asked you what else you are interested in? What else you
would like to do?

Student: Nah

M. C.: What else are you interested in? What else do you want to do?

Student: never thought bout it
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| do not think negatively about careers as musical artists—rappers—or
athletes. However, what does it say about or community that the dreams we give
our children are so singularly focused. Several events need to occur in order to
address this. To begin with, all forms of education must be explored and
advocated as away to broaden one' s choices, to fill one’s life with possibilities
and to arm one with the tools necessary to live, participate and contribute to their
lives and the community in which they live, in the most productive way possible.
In addition, a complete redefining of success must occur within the African
American community. Finaly, in order to find new leaders we must “drop or
buckets where we stand” (Washington, 1901/1970)—contrary to the myth, we are
not devoid of |eadership; we are just not looking into al of our possibilities. Our
leaders are those individuals who make it work in spite of their circumstances.
Our examples are those people who are law abiding, hard working, family and
community committed.

We are left with more questions than answers, and | by know means can
answer them all or can say that | have definitive answers to any of them. Why is
it that in the twenty-first century African Americans are still confronted with the
guestion of how to achieve academic success and economic empowerment? Why
are members of the African American community still not graduating from
college at rates proportionate to their representation within the population? Why
are so many African Americans still living in abject poverty and treated not only
as lessthan full citizens, but also as sub-humans?

There are several possible answers to the question: Could it be that...?
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African Americans have determined that the promise of
integration required a price too high to pay and are thereby
seeking to redefine themselves (Baldwin, 1985).

African Americans have found that the melting pot (Crouch,
2004), and multiculturalism (Giroux & Purpel, 1983) have
created a population of African Americans trapped between two
worlds, unable to live acceptably in either (Stowell & Oakley,
2002).

African Americans have discovered their definition of success
is flawed and built on the internalization of an ethos that is not
theirs (Bond, 1996).

African Americans realize that the American school system is
just as segregated and dysfunctional as it was before Brown vs.
the Board of Education (Kozol, 2005).

African Americans believe that no matter what education is
acquired they will never be considered or treated as full citizens
in the United States (Franklin, 1993).

African Americans have decided that desegregation was a
failure and therefore are rgjecting anything that remotely
resembles the norms and values of the society which has

dominated them.
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. African Americans, find their effort to redefine themselves and
their culture wholly apart from the society which as dictated
their norms for so long, beneficial.

. African Americans lost any remnants of their society which
were the foundation of their community (i.e., the extended
family model) in their efforts to assimilate during desegregation
and are now paying for that choice.

Whatever the reason or reasons, and thisis not meant to be an exhaustive
list, one way that might be effective in determining the reasons is to repeat the
original 1910 study The College-Bred Negro American. Though the issues
addressed in this thesis have been consistent over amillennia, circumstances
within American society are different. Therefore the survey would have to be
relevant to the present and framed to reflect modern redlities. This purposed
study would be framed against the backdrop of questioning the benefits of
desegregation, the failure of the Black intelligentsia, the exodus of the Black
bourgeoisie, the destruction of the extended family model, and a re-evauation of
African American cultural continuance.

The sample for this study will be first-generation African American
college graduates drawn from one private university, one public university, one
public college, one private college, one historically Black college, one historically
Black university, and one community college. In addition, participants who did
not attend college and selected other avenues to earn aliving will be included as a

separate sample group.
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The goal of this project would be to investigate the educational aspirations
and experiences of African American some 100 years since Dubois and
Washington’s original debate and more than fifty-three years after Brown v.
Board of Education of Topeka, the 1957 Supreme Court decision that overturned
Plessey vs. Ferguson (1896). My belief isthat by examining these aspirations and
experiences we may discover some of the reasons why the African American
community is still not graduating students from college at rates proportionate to
thelr representation within the population. The data may also be the foundation of
adialogue describing or redefining success for African Americans and new or
revised strategies for self-empowerment and full citizenship.

To this end the participants will be asked to complete a survey (Appendix
C) asking them questions such as the following: What is your definition of
success? How do you define academic achievement? How would you describe
your academic experiences—what were the positive and negative aspects? The
expectation and hope is that the survey will not only illicit information regarding
the participants' educational philosophy and vision, but will also alow an
understanding of what impact education has had on them financially, socially and
philosophically (Appendix C) (Creswell, 1998).

Proposed Study
Participants

First-generation African American students will be sought out to

participate. For the purpose of the study, first generation will mean the first

person in the participants’ family—maternal and paternal—to be graduated from
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college. Participants will be kept anonymous in an effort to encourage open and
frank with their responses. Ideally atotal of 800 participantsis desired.

Today, African Americans have many educational choices, so it would not
be feasible, at this point, to be comprehensive in terms of targeted popul ations.

To address this limitation, the seven institutions of higher learning, that will be
the source of participants, will be diversein nature. Included in the source pool
will be one private university, one public university, one public college, one
private college, one historically Black college, one historically Black university,
and one community college. For the purposes of this study, a private university is
one which receives minimal government funding; a public university is
predominately funded by a national or regional government; a historically black
college or university is one that has historically served the African American
community as a response to their exclusion from White colleges. A community
college is an institution funded by a national or regional government that offers
only Associate degreesin Arts or the Science. (www.answers.com).

The sample groups will be made up of participants who share a set of
specific characteristics and can provide an insight into a particular phenomenon.
This closed community will be contacted by requesting each alumni association
of the selected institutions to print an invitation in their newsletter inviting all first
generation African American graduates to visit the website designed for this study
(Onwuegbuzie & Callins, p. 56).

Theracia, ethnic, and national identification of the participants will be

self identified. This datawill not be established for the participants by the
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researcher since the participants will fill out the survey on line, never being met

by the researcher. Thiswill not be alimitation, considering that social identities
are fluid and are generally defined by the individuals themsel ves—regardless of

others efforts to identify and categorize them.

This study will seek to make case-to-case transfers (generalizations made
across similar cases; Onwuegbuzie & Leech, 2005), thus a non-random (non-
probability) sample will be selected for this study. Again, | will be restricting my
findings and generalizations to the participants and not to any group outside of the
study participants (Onwuegbuzie & Leech, 2005). Any generalization beyond my
participants would be flawed as my sample is not random and may be too small
for external generalization.

While working on this section something occurred to me—could | answer
the questions | raised by merely having participants who were first-generation
college graduates? How could the study of this group aone investigate the
possible shift from the accepted formula that education equals success and the
ethos from which the formulais derived? In order to better address this new
guestion | would need to include another group of subjects. | would need to
expand my sample frame to include a homogeneous, critical case non-random
(non-probability) sample who are an extreme case (sel ecting outlying cases and
conducting comparative anayses (Onwuegbuzie & Collins, 2005 p. 56). | would
need to include participants who did not attend college and selected other avenues
to earn aliving. For these subjects | would add three additional questions on the

second survey: Why did you choose to forego college? What is your means of
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earning aliving? What determined your choice of livelihood? Widening my
sample frame to include these individuals will enable me to better address my
research questions as well as provide a better discussion regarding the possible
reasons for aloss of belief in the traditional African American ethos and formula
regarding education and success.

In order to contact these subjects | will run advertisementsin the African
American papers in the cities where the selected seven colleges are located.
These advertisements will briefly explain the study and its purpose and invite
African Americans who did not attend college and who also meet the previously
stated demographic requirements for the other subject group to visit the website
listed and participate in this study. The limitations for this group and the data
provided by them are the same.
| nstrument

| will create two online (electronic) surveys for my participants to
complete. These surveyswill provide datafor the study. The first survey will be
the exact same questions asked of the original participantsin the 1910 study.
There were atotal of 19 questions posed which collected demographic and
philosophical data. The second survey will ask 33 questions, 19 of which are re-
phrased versions of the original questions. The additional questions are intended
toillicit information regarding the participant’s possible internalization of the
education equals success formula. The surveys (Appendix B & C) will be posted
on line for the participants to complete. The responses to the two surveys will

establish ameasure of validity by asking the same questions, in different forms, in
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order to verify and compare the responses between both surveys, thereby
integrating aform of triangulation which isintended to add another level of
validity to the participants’ responses (Webb, Campbell, Schwartz & Sechrest,
1966).
Procedure

Upon arriving at the study’ s website, the participants will be able to read
an explanation of the study and are asked to participate. If they chooseto
participate, activating the continue button will represent compliance, agreement,
and understanding (an informed consent disclaimer will be presented about the
continue button). The participants will then be directed to the first of the two
surveys. They will be asked to create an identification number consisting of their
birthday represented as MMDDY'Y, plus two alphabetic characters of their
choosing. The same ID must be entered on both surveys. Thiswill enable them
to remain anonymous and | will be able to match their two surveys. | redlize this
format may be questionable for some qualitative researchers. Without the data
collected from verbal and non verbal responses, there is the concern that the
“voice” of the participants will not be clearly projected. The questionis
understandabl e since person-to-person interviews enable the researcher to present
the participants with further questions to probe for answers as well as providing
the researcher the opportunity to observe the participant. Nevertheless, studies
have shown that non-verbal responses, in most cases, can be just asinformative as
verbal responses (Spradley, 1979; Fontana & Frey, 2005). However, for this

study | will be mirroring the original 1910 survey format. My intention in the
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method | have chosen is also a means to insure distance between the researcher
and the participant in order to manage interference in the data collection.

While my ability to ask probing and follow-up questions will be limited by
the mixture of more than 30 close- and open-ended questions, this limitation will
by no means limit the amount of data. To assist with storing, processing and
correlation of thisdatal will use the software program N7 (QSR, 2002).

Analysis

The datawill be analyzed using several different techniquesto assist in
achieving saturation (Leech & Onwuegbuzie, 2005). For this study | will use
word count, keywords-in-context, and within-case and cross-case analysis.

Word count analysis will be used to identify terms or phrases which the
participant uses when answering the qualitative questions during the interview.
Once the researcher identifies these items, the frequency which they appear in the
datawill be determined (Leech & Onwuegbuzie, 2005). The purpose of counting
how many times a particular word appears in the datais to determine what, if any,
themes or trends are observed by the researcher.

Keyword-in-context analysis, not only looks for repeated words in the text
but also examines the text surrounding the word in order to determine the context
or meaning of the word for the participant (Leech & Onwuegbuzie, 2005). This
analysis will enable the researcher to open a window into the community being
studied, by permitting an understanding of the terms and what those terms mean
within said community, as well asto develop akind of dictionary or a glossary of

terms and their meanings.
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Cross-case analysis is meant for use by researchers with multiple cases to
analyze. The analysisof cases generates mountains of data. Each case must be
anayzed, the participants' responses and “story” narratives written, and
conclusions drawn and presented—cross-case analysis provides an effective way
for thisto be handled (Miles & Huberman, 1994). Cross-case analysisis much
like the other techniques discussed above, with the addition of its ability to
analyze and display the effect that various forces have on the data. Aswith all
analysis techniques, the researcher must be familiar with the data, and the data are
mined for words, phrases, and themes that arise from the participant’ s responses
to the research questions. Instead of merely mining for the themes,
commonalties, or attributes in asingle case the researcher mines across cases
(Miles & Huberman, 1994). Once commonalties among cases are identified, the
researcher begins to correlate the datainto “clusters.” These clusters then are
contrasted and compared against each other.

The questions and answers that develop from this analysis (the research
findings, conclusions draw, assertions made) are then presented as a narrative as
well as aconcise diagram that are easily digestible by readers (Miles &
Huberman, 1994).

Limitations

There are severa limitations to this proposed work. First would be my
sample. Itiscorrect that a non-random (non-probability) accessible sample limits
the ability to generalize beyond the sample groups (Onwuegbuzie & Leech,

2005). Another limitation will be the inability to accurately predict or control the
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sample size. Further, my planned means of contact and participation in this
study—online survey—will effectively lock out al those who do not have access
to theinternet. The“digital divide” will limit the number of individuals who
learn of the study and are able to participate (Mossberger, Tolbert & Stansbury,
2003). There will aso be limitations in regards to the data from the U.S. Census
Bureau; since the data supplied is voluntary and certain groups are excluded.
However, these limitations are no more than the limitations faced by the
researchers of the original undertaking and will be addressed through
methodology put in place to address these limitations. The most important
responsibility aresearcher hasisto recognize there is no such concept as a perfect
study. Because perfection is not possible, one must strive to be rigorous and

achieve accuracy and validity.
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Appendix A
U.S. Census Data

Table 1 United States Population by Race 2004

The American Community—
Blacks: 2004

INTROIATC THN
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Appendix A (Continued)
U.S. Census Data
Table 2 Educational Attainment of the Population 2004

Table 1. Educational Attainment of the Population 15 Yearsand Over, by Age, Sex, Race, and Hispanic Origin: 2004

(Numbersin thousands. Civilian noninstitutionalized population.)

Black alone Educational Attainment
and Both Some
Sexes 1st - 5th - 7th - High college Associate Associate

4th 6th 8th 9th 10th 11th school no degree, degree, Bachelor's Master's Professional Doctorate

Tota None | grade grade grade | grade | grade | grade | graduate | degree occupational academic degree degree degree degree

15 years and
over 26,693 100 210 301 | 1,039 | 1,163 | 1,741 | 2511 8,922 5,120 902 830 2,730 858 168 98
15to 17 years 2,071 2 - 14 380 594 665 375 27 12 - - 2 - - -
18to 19 years 984 3 1 2 12 22 112 359 276 194 1 2 1] - - -
20to 24 years 2,825 2 6 3 28 61 100 294 1,126 916 64 40 167 11 6 | -
2510 29 years 2,481 7 4 13 15 20 89 152 907 688 7 91 343 63 12 | -
30to 34 years 2,560 9 6 5 18 24 42 151 940 586 136 103 399 102 31 6
35t0 39 years 2,613 9 2 11 15 37 95 141 994 535 109 119 418 98 18 13
40to 44 years 2,789 17 10 8 38 46 97 204 1,052 554 150 105 369 107 19 14
45t0 49 years 2,575 8 15 18 24 40 79 184 1,027 445 118 115 358 104 23 16
50to 54 years 2,139 8 11 16 43 57 84 138 735 442 87 108 252 128 13 18
55to 59 years 1,544 8 10 30 47 50 67 122 554 274 65 57 155 80 14 10
60 to 64 years 1,235 5 15 22 62 46 61 109 491 180 34 33 103 51 13 10
65 to 69 years 921 5 21 38 81 43 74 111 283 111 22 23 57 43 3 7
70to 74 years 684 | - 30 28 87 36 55 63 193 88 19 13 39 23 8 1
75 years and
over 1,271 17 79 92 188 88 122 109 316 9% 20 21 67 47 7 4
15to 17 years 2,071 2 - 14 380 594 665 375 27 12 - - 2 - - -
18 years and
over 24,622 98 210 287 659 570 | 1076 | 2136 8,894 5,108 902 830 2,728 858 168 98
15to 24 years 5,880 6 7 19 420 676 878 | 1,028 1,429 1,121 66 42 170 11 6 | -
25 years and
over 20,812 93 203 282 619 487 864 | 1,483 7,493 3,998 836 788 2,560 847 161 98
15to 64 years | 23,817 78 80 143 683 996 | 1,491 | 2,229 8,130 4,825 841 773 2,568 744 150 86
65 years and
over 2,876 22 130 158 355 167 251 282 792 294 60 57 163 114 18 12
A dash (-) represents zero or
rounds to zero.
Source: U.S. Census Bureau, Current
Population Survey
Internet Release Date: March 2005
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Appendix A (Continued)
U.S. Census Data
Table 2 Educational Attainment of the Population 2004

Table 1. Educational Attainment of the Population 15 Yearsand Over, by Age, Sex, Race, and Hispanic Origin: 2004
(Numbersin thousands. Civilian noninstitutionalized population.)

Educational Attainment

Black alone 1st - 5th - 7th - High Some Associate Associate
and Male 4th 6th 8th 9th 10th 11th school college degree, degree, Bachelor's | Master's | Professional Doctorate

Total None grade grade grade | grade | grade | grade graduate no degree | occupational academic degree degree degree degree
15 years and
over 12,011 49 107 167 509 574 809 | 1,114 4,222 2,211 360 302 1,102 339 93 52
15to 17 years 1,007 2 - 11 208 290 308 166 14 7 - - 2 - - -
18to 19 years 506 | - 1 2 7 19 69 203 117 87 1 - 0| - - -
20to 24 years 1329 | - 0 2 15 36 51 141 575 407 18 18 55 6 5| -
25t0 29 years 1,115 4 3 9 7 11 30 46 463 340 22 29 125 20 5| -
30to 34 years 1,146 8 4 2 13 7 15 58 462 242 69 41 171 41 10 3
35t0 39 years 1,177 4 2 6 4 26 46 70 477 218 41 45 173 44 12 9
40to 44 years 1,265 9 5 2 21 26 52 91 517 237 55 35 163 38 8 5
45to 49 years 1,168 6 13 9 11 23 34 84 520 174 47 38 147 43 18 3
50to 54 years 965 3 4 9 29 24 40 68 337 200 41 39 99 55 8 8
55 to 59 years 692 4 4 22 22 29 33 50 248 121 27 24 69 28 4 7
60 to 64 years 535 3 8 17 17 26 27 39 230 62 14 7 45 21 10 9
65 to 69 years 392 1 12 19 52 21 36 40 96 45 12 12 21 18 3 5
70to 74 years 261 | - 18 20 33 15 17 26 62 28 4 5 17 9 6 1
75 years and
over 453 6 32 37 69 22 53 32 106 43 6 10 15 14 4 3
15to 17 years 1,007 2| - 11 208 290 308 166 14 7| - - 2| - - -
18 years and
over 11,004 48 107 156 301 284 501 947 4,209 2,204 360 302 1,100 339 93 52
15t0 24 years 2,842 2 2 14 231 345 427 510 705 500 20 18 58 6 5| -
25 years and
over 9,169 48 105 152 278 229 382 604 3,517 1,711 340 284 1,044 333 89 52
15to 64years | 10,904 42 45 90 355 517 703 | 1,016 3,959 2,094 337 276 1,048 297 80 44
65 years and
over 1,106 7 62 76 154 57 106 98 263 117 23 26 54 42 13 8

A dash (-) represents zero or
rounds to zero.

Source: U.S. Census Bureau, Current
Population Survey
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Appendix A (Continued)
U.S. Census Data
Table 2 Educational Attainment of the Population 2004

Table 1. Educational Attainment of the Population 15 Yearsand Over, by Age, Sex, Race, and Hispanic Origin: 2004
(Numbersin thousands. Civilian noninstitutionalized population.)

Educational Attainment
Some
Black alone 1st - 5th - Tth- High college Associate Associate
and Female 4th 6th 8th 9th 10th 11th school no degree, degree, Bachelor's | Master's | Professional Doctorate
Total None | grade | grade grade grade grade | grade graduate degree occupational academic degree degree degree degree
15 years and
over 14,682 50 103 134 530 589 932 | 1,398 4,700 2,909 541 528 1,628 519 75 46
15to 17 years 1,064 - - 3 172 304 357 209 14 5 - - - - - -
18to 19 years 478 3| - - 5 3 44 156 159 107 | - 2 0| - - -
20to 24 years 1,497 2 5 2 13 25 50 153 550 509 46 22 112 5 2| -
25t0 29 years 1,367 3 1 4 8 9 59 106 444 348 55 61 219 43 7| -
30to 34 years 1,414 2 1 3 5 17 27 92 479 344 67 62 228 61 21 3
35t0 39 years 1,436 5 0 5 11 10 49 70 517 317 68 75 245 54 6 4
40t0 44 years 1,525 7 5 7 17 21 45 113 535 317 95 70 206 69 11 8
4510 49 years 1,407 3 2 9 14 17 45 101 508 270 71 7 211 62 5 13
50to 54 years 1,174 5 7 7 14 33 44 69 397 243 47 68 153 73 5 9
55 to 59 years 852 4 6 8 25 21 34 72 306 153 38 33 86 51 10 3
60 to 64 years 699 2 7 4 44 20 34 70 261 118 19 26 58 30 2 1
65 to 69 years 528 4 9 19 29 22 38 71 188 65 9 11 36 25 | - 2
70to 74 years 423 | - 12 8 54 22 38 37 131 60 15 8 22 14 2 0
75 years and
over 818 10 47 55 119 66 68 77 210 52 13 11 52 33 3 1
15to 17 years 1,064 | - - 3 172 304 357 209 14 5| - - - - - -
18 years and
over 13,618 50 103 131 358 285 575 | 1,189 4,686 2,904 541 528 1,628 519 75 46
15to 24 years 3,038 5 5 5 190 331 450 518 723 621 46 24 112 5 2 -
25 years and
over 11,644 45 98 129 340 258 482 879 3,976 2,288 496 504 1,516 514 73 46
15to 64 years | 12,913 35 35 53 328 479 787 | 1,213 4,170 2,731 504 497 1,519 448 69 42
65 years and
over 1,769 15 68 81 202 110 145 185 529 178 37 31 109 72 5 4

A dash (-) represents zero or
rounds to zero.

Source: U.S. Census Bureau, Current
Population Survey
Internet Release Date: March 2005
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Table A-Z2. Percent of People 25 Years and Ower Who Hawe Completed High School or College, by Race, Hispanic Origin and Sex:

to 2004

[Moninstitutionalized population)

Appendix A (Continued)

U.S. Census Data
Table 3 Educationa Attainment of the Population 1940 - 2004

Seected Years 1340

Age and “rear

ALL RACES

WHITE

BLACK

HISPANIC
(OF ANY RACE)

NON-HISFANIC
WHITE

NON-HISFANIC
BLACK

Total | Male [Female

Total | Male [Female

Total | Male [Female

Total | Male [Female

Total | Male [Female

Total | Male [Female

25 YEARS OLD AND OVER

Completed 4ears of High School ar more

2004
2003
2002
2001
2000
1999
1992
1997
1996
1995
1994
1993
1992
1991
1990
1929
1928
1987
1926
1925
1924
1923
1982
1921
1920
1973
1978

252 848 254
246 841 25.0
241 838 244
241 8441 842
241 842 24.0
24 834 834
g2e g2s 52Aa
821 820 522
2.7 818 216
217 8T 216
208 810 207
202 805 200
a4 Far 792
724 785 783
we T EEE:
Ga IrZ TG
Y652 Y64  TEDO
THE TGO 753
747 7hA 74.4
738 ¥44 T35
733 7aT 730
T2 F2T 715
o 7T T0.3
|7 703 59.1
626 602 G531
EF7 624 67
G509 662 G652

258 853 863
251 845 857
248 843 852
242 844 B854
249 848 250
243 842 243
837 836 538
830 8290 832
228 827 228
830 830 830
S20 g8z 218
215 818 813
208 814 207
799 o3 7949
a1 7o 7o.0
784 786 782
vF T TG
Froo FrE TET
Y62 Y65 7548
785 YGO0 751
70 ¥4 746
738 ¥44  T33
Fig ¥34 T3
716 7241 712
o5 710 T0.A4
697 703 59.2
G709 G6E6 G672

206 804 208
200 YOG 203
a7  Jas EERe
788 Foz 785
Taa  FET Ta3
yroo FET T2
JEO  FhZ2 TE.T7
749 735 FE.0
743 743 742
73e  ¥34  T44
e 7T EEcR=
704 G696 714
577 6Y0 G3.2
G657 G667 GE.7
GEZ2 653 G5.5
G456 642 G5.0
G35 637 G53.4
G634 630 G637
G232 615 G3.0
598 534 G608
585 a7 597
568 565 574
549 557 54.3
528 532 526
512 5141 51.3
494 402 49.5
4756 4749 473
64

584 573 0.5
570 553 are
570 564 5ra
568 555 530
570 566 ar.a
561 560 553
555 557 553
547 549 6
531 830 833
534 520 538
533 534 532
531 520 532
526 537 51.5
513 514 51.2
S08 503 51.3
508 510 507
510 520 50.0
09 518 a0.0
435 402 e
478 485 4.4
471 485 967
452 485 4.2
458 481 4.1
445 455 436
453 464 4.1
4200 423 H.T7
408 422 ==

Q00 295 904
294 290 =7
827 885 558
236 886 556
824 985 924
877 877 &7
871 874 74
863 863 563
850 851 858
859 860 958
249 851 247
241 845 538
(HA) (HA) (HA
(HA) (A (HA
(A (A (HA)
(HA) (A (HA
(HA) (A (HA
(NA) (AL (HA)
(HA) (A (HA
(A (A (HA)
(HA) (A (HA
(NA (HAY - (NAg
(HA) (A (HA
(HA) (A (HA
(HA) (A (HA
(HA) (A (HA)
(HA) (A (HA)
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811 =08 M2
803 798 @07
79z 7E0 7A4
794 795 78S
78 7941 7eT
774 TTEZ TS
7E0 752 76T
749 735 760
743 742 T4z
7IE TI4 T4
7ze 717 73S
704 895 714
(HAL (NAY - (NAY
(HAL (NAY - (NA)Y
(HAL (NAY - (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)
(HAY  (NAY  (NA)




1977
1976
1975
1974
1973
1972
1971
1970
1969
1963
1967
1966
1965
1964
1962
1959
1957
1952
19450
1947
1940

4.9
4.1
G625
G1.2
=]
&z
5.4
852
5.0
526
511
09
0.0
40
963
437
4 G
=B
Mz
21
245

G55
647
G321
616
G010
G582
a6.32
550
536
520
0.5
4a.0
420
470
450
422
387
3649
326
314
227

Gd.4
G35
G2.1
G60.9
59.6
58.2
G666
55.4
54.4
53.2
51.7
a0.2
49.9
42.9
475
45.2
43.3
40.5
36.0
4.7
26.3

d 4%ears of College or more

2004
2003
2002
2001
2000
1989
1992
1997
1996
1995
1994
1993
1992
1991
1990

aT
oz
;T
M2
26
Mz
4.4
2249
236
220
=2z
214
214
21.4
2132

284
2249
285
282
273
274
26.5
262
2610
260
251
243
243
243
244

26.1
287
251
243
236
231
224
21.7
21.4
0.2
19.6
19.2
18.6
18.8
12.4

G7.0
5.1
G645
632
1.9
G60.4
526
574
56.2
549
524
522
51.3
502
43,7
451
43.2
(NA)
(NA)
25.0
26.1

282
276
272
266
26.1
2549
250
246
243
240
228
226
221
222
220

G675
GBE.7
65.0
526
G621
G032
a0.4
572
557
543
528
A13
a0.2

47.4
445
4.1
(N
(M)
ciche]
242

300
204
201
287
285
2848
273
270
269
272
26.1
257
2682
254
2673
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G55
B5.5
G641
62.0
61.7
G0.5
2.8
a7 6
6.7
ftagtal
538
520
522
512
499
477
451
CNAY
CHA)
367
281

26.4
250
264
296
220
2348
228
223
218
21.0
200
19.7
19.1
1932
19.0

45.5
432
425
402
38z
366
47
337
323
301
285
re
272
287
243
207
154
15.0
127
126

7

176
17.2
17.0
157
16.5
154
147
1232
126
122
128
122
11.9
11.5
112

456
q423
41.6
209
352
257
jeicR]
224
219
259
271
268
252
237
232
106
1649
14.0
1245
127

G

6.6
16.7
16.4
1483
16.2
142
1248
125
124
126
128
11.8
118
11.4
118

65

454
45.0
433
4.5
401
arz
5.4
248
226
31.0
215
20458
254
274
26.2
216
197
157
14.7
14.5

2.4

185
178
175
6.1
16.7
16.4
15.4
129
14.6
129
13.0
12.4
12.0
1.6
102

=N =]
203
378
265
(HA)
(H A
(HA)
(H A
(HA)
(HA)
(HA
(HA)
[HA)
(HA)
(HA)
(HA)
(HA)
(N A
(HA)
(HA)
(H A

121
114
11.1
11.1
106
1049
11.0
102

o3

oz

9.1

oz
=)
oz

423
414
395
2|3
(HA
(HAg
(HA
(HAg
(HA)
(HAd
(HA)
(HAd
(HAd
(HA)
(HAd
(H A0
(HA
(HA
(HAd
(HAd
(H A

115
112
110
108
107
107
114
106
103
1041

ah

102
100
ag

Iz
arz
&7
49
[HA)
[HAY
[HAY
[HAY
[HA)
[HAY
[HA)
[HAD
[HA
[HA)
[HAY
CHA
[HA)
[HA
[HAD
[HAd
CHAY

123
116G
11.2
1.4
106G
1.0
0.9
10.1

2.3

2.4

2]

245
9.4
ar

(N
(HA)
(HA)
(HA)
(H2)
(N
(HA)
(N
(HA)
(HA)
(HA
(M2
(HA)
(HA)
(HA)
(HA)
(H2)
(M2
(M2
(HA)
(HA)

30.6
30.0
8.4
287
281
277
26.6
26.2
25.4
25.4
243
3.5
(HA
(HA
(HA

(HA)
(HA)
(HA)
(M)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(M)
(M)
(HA)
(HA)
(HA)
(M)
(HA)
(HA)
(M)
(HA)
(H A

328
323
317
313
308
306
283
280
285
=g
278
7z
(M)
(M)
(M)
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[MHA)
[MA)
[MHA)
(A
[MA)
[MHA)
[MA)
[MHA)
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[MA)
(M)
(M)
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[MA)
[MA)
(M)
[MA)
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(M)
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x54g
ra
Tz
X3
258
25.0
24.1
T
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A
211

(M)
[MHA)
[HA)

(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(Ha)
(HA)
(HA)
(H )
(HA)
(Ha)
(HA)
(HA)
(HA)

17.7
17.4
17.2
167
165
16.5
147
12.3
13.5
12.2
128
12.2

(M)

(HA)

(HA)

[HA)
(HA)
(HA)
(HA)
(HA)
[HA)
(HA)
[HA)
(HA)
(HA)
(HA)
(HA)
(HA
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)

166
165
165
153
164
143
128
128
124
126
128
118

(M)

(N

(HA)

[HA
[HAD
CHA
CHA
[HA
[HA
[HAD
[HA
[HA
[HA
[HA)
CHAD
CHAY
[HA
[HA
CHA)
[HA
[HA
CHAD
CHA
CHA

15.5
13.0
7.7
6.0
15.8
5.5
15.4
13.49
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12.4
13.0
12.4
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1982 214 245 424 218 254 185 418 117 114 29 110 2.8 CNAY (NAY (HAYT (HAY (HA) (HA)
1958 =02 240 170 208 250 173 112 111 114 101 123 S (NA (NAY (NAY (NA) (NA)  (NAd
1987 199 236 166 205 245 1648 07 110 104 26 o7 TA ENA (NAY (N (NA) (NA)  (NAd
1986 194 232 464 204 241 164 408 112 107 24 95 74 CNA (NAY CHAYT (HAY (HA)  (HA)
19856 194 231 160 200 240 163 111 112 110 26 o7 TE O OENA (NAY  (NAY (NA) (NA)  (NAd
1984 4194 2zo 457 498 239 160 404 104 104 22 95 7O CNA (NAY CHAT (HAY (HA)  (HA)
1953 182 230 1541 4945 240 154 a5 100 az 79 oz B2 (NA (NADT (NAY (NA) (NA)  (NAd

1982 FF 2149 140 485 230 144 g2 Qi 25 7E 96 6.2 (NA (NAD (NAY (NA) (NA)  (NAd
1981 7.4 214 434 4FE  22E 138 g2 &z .z 77 a7 540 (NA (NAY CHAYT (HAY (HA)  (HA)
1980 70 209 136 4FS 221 140 Q7T =R 79 a7 6.2 (NA (NAY (NAY (NA) (NA)  (NAd
1972 164 204 428 472 214 133 FO &3 75 87 =2 53 CNA (NAY (HAYT (HAY (HA)  (HA)
1978 187 197 122 464 207 126 F2 73 7A 70 26 S7  (NA (NAY  (NAY (NA) (NA)  (NAd

1977 454 192 120 164 202 124 72z 7O 74 g2 9.4 44 (N&  CHAY  EHAY  (NAY  (NAY (N2
1976 147 186 113 154 196 118 66 6.3 65 61 S5 40 (NA  CHAY  EHAY  (HNAY  (NAY (N2

1975 138 76 106 145 184 110 64 BT 6.2 63 =32 A6 (NA (NAY (NAY (NA) (NA)  (NAd
1974 123 468 404 440 177 1086 55 &7 5.3 55 74 40 (NA (NAT CHAT (HAY (HA)  (HA)
1972 126 160 o6 131 168 og 60 A4 B0 (NAY (NAY (MAY CNAY (MAD (NAD (NAD (NAY (NAd

1972 420 154 a0 426 162 2.4 5.1 55 45 (N& (NAY  (HA)  ENA) CHAY  EMAY fMAY  (NA) (N2
1971 1.4 148 g5 420 155 .9 45 47 43 (N& ENAY  CHA)  ENA) CHAY EMAY  fMAY  (NAD (N2

1970 110 144 g2 116 180 26 45 AR 44 (NAY (NAY (MAY CNAY (MAD (NAD (NAD (NAY (NAd
1962 0.7 436 g1 11z 143 2.5 46  4F 45 (A (HAY  (NAY (HA (HAY (NAY (NA)T (HA) (HAD
1068 086 133 g0 110 141 2.3 a3 &7 A48 (NAY (NAY (MAY  CNAY (MAD (NAD (NA) (NAY (NAd

1967 404 128 7E 06 136 78 40 34 44 (N& (NAY  (HA)  ENA)  CHAY  ENAY (MAY  (NAY (N&Y
1966 a8 125 74 d04 133 77 28 38 37 O(NA ENAY  CHA)  ENA)  CHAY EMAY  fMAY  (NA) (N2

1965 a4  1z0 E ag 127 73 47 44 46 (NAY (NAY (MAY  (NAY (MAD (NAD (NA) (NAY  (NAd
1954 a4 117 6.8 a5 123 7. 29 45 T4 (A (NAY  (NAY (HA (HAY (NAY (NAIT (HA) (HAD
1062 20 114 67 as 122 70 a0 =4 40 (NAY (NAY  (MAY  CNAY (MAD (NAD (NA) (NAY  (NAd
1959 24 103 &.0 26 110 6.2 23 a8 2O (HA (NAY (NAY (HA (HAY (NAYT (NAIT (HA)  (HAD
1957 TE 06 ] 20 101 6.0 20 2T FO (NAY (NAY (MAY CNAY (MAD (NAD (NA) (NAY (NAd
1052 O =3 68 (MM (NAY (NA) 24 20 ZFOCNAY (NAY  (MAY CNAYT (MAD (MAD (NAD (NA)  (NAd
1950 62 7.3 52 (HA (HAYT (HAY 23 21 24 (HA (NAY (NAY (HAY (HAY  (HAY (NA)T (HAY (HAD
1047 54 B2 ar &7 BB 40 26 24 ZEO(NAY (NAY  (MAY  CNAY (MAD (NAD (NA) (NAY  (NAd

1940 46 55 3.8 49 58 4.0 13 1.4 12 (NA (NAY  (NAY  CNAY  CHAT  EMAY  (MAY  (NAY (NAY

25 TO 29 vEARS OLD

Completed 4*ears of High School ar more
2004 255 852 22.0 859 837 221 8749 aod 251 624 G041 85.2 a2z 9241 915 f=2=Ar = e ===
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Appendix A (Continued)
U.S. Census Data
Table 3 Educationa Attainment of the Population 1940 - 2004

2002 955 8549 882 857 938 5876 975 964 8954 617 805 A42 937 928 45 885 574 =04
2002 =54 847 884 5589 841 577 865 8A0 S50 G624 602 850 930 924 938 876 8AE =4
2001 955 853 883 864 S45 583 963 964 870 G624 S33 B2 934 934 937 S6E  SE0 7S
2000 24 867 294 883 966 000 850 866 953 G628 502 0664 040 020 952 868 BTG &6Z
1999 S75 S84 995 576 858 993 882 877 885 B15 574 E6.0 930 949 944 887 882 SOz
1998 891 SE6 995 S84 SEE 900 876 S5 SFE  B2E 509 E5.3 9365 925 0 46 576 STE ST 6
1997 574 855 S8 576 858 804 862 882 ST B1E S92 B840 928 947 40 862 852 574
1996 S7.2 965 S84 575 SEE 988 856 572 842 B4 597 ERO 926 920 934 888 572 843
1995 @S58 S63 574 574 986 882 865 884 854 874 A85F  AS7 925 920 930 865 534 554
1994 =51 545 576 865 847 883 8441 828 850 BO3 580 B3RO0 944 900 923 844 5280 850
1993 &57 S0 574 573 861 985 828 SA0 808 BOS 583 B40 942 906 M8 828 550 208
1992 &5.3 S84 865 570 865 576 S04 525 TOA  BOS B14 BOE (NA) (NAD CMAD (NAY (NAY (MY
1991 854 5480 855 855 851 966 817 835 804 867 564 AT (N (NA) CMAD  (MA)  (NA) (M)
1900 857 244 270 863 846 884 817 815 818 582 565 500 (M) (NA)  (HA)  (MA)  (NA) (MA)
1989 855 544 865 860 S48 571 822 S06 536 610 B0 B0 (NA (NAY  CHAY  (NA)  (NAY (MY
1988 857 544 570 865 S48 882 807 S05 807 G620 594 B0 (N (NA)  (MA)  (NA)  (NAY  (MA)
1987 S50 885 8654 563 856 570 833 S48 524 598 536 B1.0 (NA (NAY  CMA)  (NA)  (NA) (M)
1986 =51 9580 0S54 565 856 574 834 865 S06 594 532 BO0 (NA) (NA) CMAD (MAD (NAY (MY
1986 ©5.1 888 8654 865 9864 573 806 S80S S04 B0OS S35 B3 (N (NA) (MAD  (NA)  (NA) (M)
1984 950 966 963 868 SES 570 FEO  FAS B14 885 S5 B0.Z (NA) (NA) CMAD  (NAD  (NA) (M)
1983 S50 960 S60  S65 S68 968 FO4  FEO TOE 883 ATS S50 (NA (NA) (MNA)  (NA)  (NA) (M)
1982 S52 SE3 S84 868 870 968 S04 805 S13  B0S BOF B2 (N (NA) CMA) (MA) (NAY (M)
1981 =53 S5 S84 576 876 576 TTE TR TEA4 598 504 B04 (N (NA) CHA) (NA)  (NA) (M)
1980 954 9©54 955 960 858 270 FEE  FA8  TEA 585 523 A28 (MA)  (NA)  (HA)  (NA)  (N&)  (MA)
1979 856 SE3 S48 570 877 864 T4S 7RO TEA ST0 555 AS.5  (NA) (NA)  CMA)  (NA)  (NA) (M)
1978 ©5.3 SE0  S45 863 SGE 858 FTE  TEA TEE SGBE 535 ST (NA (NA) (HA)  (NA)  (NA) (M)
1977 954 SE6 842 S6E 876 960 T44  FFA 72O 884 G214 S48 (NA (NA)  CHNA) (MA) (NA) (M)
1976 ©47 960 S35 858 873 545 TIS TRAE 748 881 ATH S84 (NA (NA) (MNA)  (NA)  (NA) (M)
1975 834 845 818 844 857 832 TAO0 FRZ O TOA S1F S14 AR (NA (NA)  CHA)  (MA)  (NA) (M)
1974 =19 534 808 534 844 827 682 FA4 BEO 528 554 490 (N (NA)  CMAD  (NA)  (NA)  (NA)
1973 802 806 TOE 520 824 516 642 631 648 (NAY  (NAY  CNADT (NA) (NA) CMAD (MAD (NAY (MY
1972 798 B0 ToEZ 815 823 808 641 B1E B2 (NAD  (NAY CNADT (NA) (NA) CHAD (NAD  (NAY (M)
1974 T2 7EA TE4  TOS 808 FEE A7A 541 BOT  (NAY (NAY CNADT (NA) (NA) [HAD (NA) (NAY (MY
1970 754 TFEG T4z  FTE  TAZ  TEA 562 545 5T.0 (NAD (MA) CNAIT (MA) (NA) (HA)  (MAY  (NAY (NA)
1989 747 TEE TIE  FTO TTA  FEE 858 S8 523 (NA)  (NAY  CNAD  (NA) (NA) fMAD (MA) (NA) (M)
1968 732 7IF  T2F  TE:Z TAES  FAO 858 884 S35 (NAL  (NAY  CNAD  (NA) (NA) [MAD (NA) (NAY (M)
1967 T2A T4 TZH  T4R  TA3  FAEE 834 517 S50 (NA  (NAY  CNADT (NA) (NA) [MAD (NA)  (NAY (M)
1966 710 TOS  T42  TIE TIZ  T44 478 488 470 (NAD (NAY CNAD (NA) (NA) CHAD (NA)  (NAY (MY
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1965
1964
1962
1959
1957
1952
1950
1947
1940

703
.z
559
2.9
B0.2
a7 1
528
1.4
=N

T0.5
G632
G52
G639
474
5.2
a0.6
49.4
36.0

704
G9.5
6.1
Gd.0
G2.4
527
55.0
533
40.1

728
721
§9.2
67.2
§3.3
(HA)
(HA)
549
4.2

Appendix A (Continued)

U.S. Census Data

Table 3 Educationa Attainment of the Population 1940 - 2004

727
718
g8.2
=i=Ae]
60.7
(HA)
(HA)
524
3584

728
72.4
£9.3
674
B5.7
[MA)
[HA)
56 .2
43 4

502
450
416
2045
216
281
236
223
123

0.2
1.6
2249
0.6
274
2749
213
10.6
10.6

0.4
479
43.8
3B6
352
283
25.5
247
13.6

(HA
(M2
(HA
(M2
(M2
(HA)
(HA
(HA)
(HA)

68

(HA
(HAD
(HA
(HAD
(Hag
(HA)
(HA
(HA)
(HAd

[Ha
[HAD
[Ha
[HAD
[Hag
[HAD
[HA
[HAD
[HAD

(N2
(N
(N2
(N
(N£)
(N2
(M)
(N
(M)

(HA)
(HA)
(HA)
(HA)
(Ha)
(HA)
(HA
(HA)
(HA)

[HA)
CHAD
[HA)
[HA
[HA
[HA
[HA
[HA
[HA)

(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
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(Ha)
(HA)
(Ha)
(HA)
(N
(HA)
(A
(HA)
(HA)

(M
[HA)
(M
[HA)
[HA)
[HA)
[HA)
[HA)
[HA)



Completed 4%'ears of College ar mare

2004
2003
2002
2001
2000
1999
1992
1997
1996
1995
1994
1993
1992
1991
1980
1929
1988
1987
1926
1985
1924
1983
1922
1921
1980
1979
1972
1977
1976
1975
1974
1973
1972
1971
1970
1969
1963

=7
»=4g
3
b= )
21
M2
Zra
e
2rA
297
233
o7
236
b el
232
224
245
2.0
24
=22z
219
245
1.7
213
=248
Z21
233
294.0
27
218
m7
8.0
18.0
6.9
6.4
6.0
4.7

26.1
26.0
2649
255
274
268
266
26.3
26.1
2445
225
2324
232
230
237
2349
232
223
229
231
23z
23249
233
231
240
256
26.0
270
275
251
23249
216
220
201
200
10.4
15.0

314
209
318
213
201
2948
200
293
282
249
29.0
229
24.0
224
228
229
219
21.7
219
213
207
211
202
196
21.0
205
2006
21.1
201
18.7
176
16.4
16.0
128
129
128
116

239
283
287
285
206
283
284
239
281
260
242
247
2510
246
242
244
235
230
235
232
2321
234
227
224
237
243
245
283
246
228
220
199
199
179
17.3
17.0
156

253
263
265
2581
2ra
276
265
272
272
264
236
294
242
241
292
242
240
233
241
292
243
260
245
293
2548
271
276
285
287
263
263
228
221
213
213
206
18.1

321
.5
331
2z
1.3
309
204
307
201
26.6
298
251
287
25.0
2943
24.0
220
22.8
220
222
21.9
21.8
209
205
22.0
21.5
21.4
221
206
19.4
2.2
17.0
16.7
14.6
13.2
12.4
12.3

Appendix A (Continued)
U. S. Census Data
Table 3 Educationa Attainment of the Population 1940 - 2004

16.9
17.2
17.5
16.2
17.5
15.0
15.2
144
146
1653
13.7
12.2
11.3
11.0
134
12.7
12.2
11.4
11.2
11.5
11.6
12.9
12.6
11.6
11.6
12.4
11.8
12.6
12.0
10.7

74

8.1

2.3

G

7.2

6.7

8.3

134
17.5
17.4
15.6
181
131
142
12.1
12.4
17.2
1.7
126
12.0
11.5
141
12.0
126
11.6
10.1
103
129
121
11.8
121
10.5
123
0.7
12.8
12.0
11.4

=R

7.1

EN

6.4

=)

2.1

a3

19.7
17.0
177
174
17.0
16.5
17.0
16.4
16.4
126
15.4
1282
106
106
114
122
119
11.1
1232
126
10.5
128
12.2
11.1
1245
1.7
126
12.4
126
10.1

TZ

]

o4

6.5

s.0

5.5

5.3

69

1049
100
=3=]
105
ar
[=3=]
104
11.0
100
29
2.0
23
=ki]
az
.1
101
114

a0
11.1
105
10.4
a7
75
L
73
=1
6.7
74
8.3
587
(HA)
(HA
(HA)
(A
(HA
(A

an
24
a3
82
a3
Th
as
an
102
TE
[=)=]
FA
=]
24
]
ag
124
Q2
20
109
ag
ag
107F
25
84
7o
an
T2
1032
100
T2
(N
(N
(N
(N
(N
(N

12.4
12.0
ar
13.2
11.0
10.4
11.2
0.1
Qs
0.1
=]
as
10.3
10.4
Q.1
0.6
0.6
2.2
a1
1.2
1.6
11.1
27
6.5
6.2
6.2
ar
G.4
42
.3
45
(NA
(NAY
(A
(NA
(A
(NA)

345
242
359
337
340
336
23
326
316
285
27
272
(HA
(HA
(M
(HA
(HA
(HA
M
(M
(HA
(HA
(HA
HA
(HA
(HA
(M
(HA
HA
(HA
M
(M
(HA
(M
(HA
M
(HA

314
214
326
204
23
320
205
312
209
284
262
272
(HA)
(HA)
(HA)
(Ha)
(HA)
(HA
(HA)
(HA)
(Ha)
(HA)
(Ha)
(HA)
(HA)
(HA)
(HA)
[HA
(HA)
(HA)
(HA)
(HA)
(HA
(HA)
(HA
(HA)
(HA)

wa
wrA
M|z
A
;me
o |

A1
e
Mz
274
7
CHAD
[HA)
CHAD
[HA
[HA
CHAY
CHA
CHAD
[HA
[HA
[HA
[HA
CHAD
[HA)
CHAD
CHAY
[HA
CHAD
CHA
CHAD
[HA
CHAD
CHAY
CHA
CHAD
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17.1
17.5
18.0
172
17.8
15.0
15.2
144
146
1653
13.7
12.2
(HAd
(HA)
(HAd
(Hag
(HA
(HAd
(HA
(HAd
(Hag
(HA
(Hag
(HA)
(HAd
(HA)
(HA
(HA
(HA)
(HAd
(HA
(HAd
(HA
(HA
(HAd
(HA
(HA)

136
177
178
1610
124
131
142
12.1
124
172
M7
126
(HA)
(HA)
(HA)
(HA
(HA)
(HA)
(HA)
(HA)
(HA
(HA)
(HA
(HA)
(HA)
(HA)
(HA
(HA)
(HA)
(HA)
(HA)
(HA)
(HA)
(HA
(HA)
(HA)
(HA

2.0
7.4
18.1
12.2
7.4
6.5
7.0
16.4
16.4
136
15.4
12.2
[HAD
(M
[HAD
[HAY
[HA
[HAD
CHAY
[HAD
[HAY
[HA
[HAY
[HAD
[HAD
(M
[HAD
[HA
[HAD
[HAD
CHAY
[HAD
[HA
[HAD
[HAD
CHAY
[HAD



Appendix A (Continued)

U.S. Census Data
Table 3 Educationa Attainment of the Population 1940 - 2004

197 4B 172 121 185 123 127 54 4z B2 (NA)  (MA)  CNA) (ME) (NA)  (MA) (MA)  (NAY  (HA)
1966 440 168 113 147 478 118 £8 54 B4 (N (NAYT  (NAY  (NA) (NAY  (HAY (HAY  (H&) (M)
1085 124 156 95 120 184 98 68 7.3 6.5 (NAYT  (MAY  (HAY (HA (NAY  CHAY  (MAY  (NAY  (HA)
1084 12E  AGE 92 136 175 0.4 £5 75 2.8 (N&  (HAY CHAY (H& (NAY CHAY  (MAY  (NAY (M)
1982 131 ATE 9z 143 187 100 4z &7 2.0 (NA)  (MA) CHA) CHE) (NA)  CHNA)  (MAY  (NAY  (HA)
1958 111 148 FE 118 159 2.1 48 58 3T (NA)  (NA) CHAY (M (NA)  (NA)  (MA)  (NAY  (HA)
1857 M4 135 TS 111 145 7. 41 23 0 (NA)  (MA)  CNA) (HA (NA) (NA) (MA) (NAY (HA)
1952 01 A3E 6.7 (HAY (Ha) (N 45 =z 5 (NA)  (HAY (N (H& (NAY  CHA)  (MAY  (HAY  (H&)
1950 7.7 OE 59 (NAY (H&) (N 28 24 22 (N (NAY  (NAY  (NAY  (NAY  (HAY  (HAY  (H&) (M)
1947  5E8 5= 54 58 62 57 28 26 2.8 (N& (HAY CHAY (HA) (NAY  CHAY  (MAY  (NAY  (HA)
1990 58 &8 4.9 63 7.5 5.3 16 15 17 (NA)  (HA)  CHAY  CHA) (NAY  CNAY  (MAY  CNAY  (HA)

Hoksr:

-Sarthg v 2001, d3E@3ae 1om te exparded CPS samplke and wene calicl Bted 1z hg popaation cortro e bazedoy Cerz v 200,

-D031 v the colamy Bbekd® BoK® kchde BEck 3od othe r @ce £ Tom 19340 1o 1362 :Tom 1553 © 03, dats an: ©rie 8 Bok popy Etos on k.

-Sartg v 2003, respowder s oot Mohoose more B3y ore Eoe. The Ao @ I thk ok Tom 2003 oeward ep e e it those respordest who kdbaed oy owe @EcE] e ithy.
-Begiligwith dFETor 1992, 3 vew queston resatlr o dik revtcakgorks thaw wreaderyeaer . DaE shows 2 Tompk ®d 4 veae of High Schoolormone' b wow ool ced by the cakgon ‘High Schoal

Godiate'. DaE shows 32 'Compeked dYears oTColkge ormone’, £ yow colbcled by the cakgorks, 'Backe bre degree [ 'M3ze (£ deqnee’; 'DociDEE degree’; avd 'Pokssiondldegree’. Die © te
change Iy quezton omat, med By years ot schoollvg can wotbe derbed.

Sonce: 1947 3nd 1952 © 2002 MErck Crre vtPoprEton Sauey, 2003 avd 2004 A v 31SocEl3nd Ecoromic Stppkme st te Care vtPoprEton Semey (o les i toalme d pops Etos, exchdbg
Mmembers of te Amed Force s Iug I bar@ck); 1950 Censns of FopaEton 3ed 1940 Ce ws af of Pope oy ges e it popt @b,
CoNECct US.Ce isns B e an, EQication and SocBl STaStmeaton B @ech , (@01 T2 464,
e retRe kase dak: Mach 2005
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Table 4 Poverty Rate for Blacks 2004

Appendix A (Continued)

U.S. Census Data

The powveriy raie was higher for Blacks than for non-Hispanic ¥hiies,'*

& dbout 26 peroent of Blacks were
living beelow the poverty level n
tha 12 manths pricr to being

* In sccordurcs wish the LS Offics of
Munagerreant wrd Budogets B K Steinscal
Policy Chsuction |8, Wi Cavdus Bumad usks &
ol of meomay inmma thmrkolds that vy by
v lp o ] oz peteivion W el T
Wl b I peovenrmy, H o3 furvdby s wanl oo i
by ¢ i Vhe hrashabd bz v Tasely, chies
whvar Survd by el ey ieeiivichaal b b con:
ridermd o ke in poverty. For soem ple, tha
porwprny thogs hobd fora family of chime winh
orichilel urdisr | o the 0 s pariosd

surveyed, companed with sboun
9 percenl of non-Hispanic
whites

Ireg) thas ST S I rviess was §148, 874

riy rinbun wesr determired for el indee -
i apeoup for i raanid s ekdels ke
1% ywnr: old. Tha=Feinl poverty dafiriee
wias wodves a0 el batond s G o
raat Inachade cuphal g ine or soncush basafivg
Feet e § iy Pyl ia on povmfly in th LS
e b e g prosd K20 DS pubs
Facp01 pofe ared oo cmnau s gonace
Fomasss oDy Tufy Poremrty irvce

& The pwerly reve was generally
Fiigher Tor childeen (under age
18], abeur 35 percent of Bladk
children ard abosn 11 percent
of neaeHispani< Whine <hildmen
Ihved In peowermy

a Areng thase sged 55 and of der,
Elacks had a poverty rate of
aboun 27 percern, Com paned
with aboui 7 percent for nen-
iz penic whives.

Figure 15.

Toamd
Wahite B, Bl
Husgm

Blick flone

Bk slons, aot
Tl B

= T
combinaion
Phwcie sl on of in
coem b stion,
ot I-Iq:nr-c

Bk el Wil

Poverty Raw by -I'aal'i!| Group: 2004
Frrcard of speafic proen n poverty is tha past 12 months. Dot based on s ple limibed toibs househiod popubdion snd aody de
Thea popuRakon Bing in nakmions, ool lsge f onn Bones, and ofbar proep geanars. For nfomadon on condl Santmlivy protes bon,
Sl g ST Rz pling @Ivon, S Sarinion, i RRp QTR e roen e e Torte e n LI aat S0 OO Sr

WUncer 18

% amd oider

==t

Souma WS S Buman, 2004 & mricus Coon ey Sunesy, Sebacwd Popa boboen Profler. STE01

W5, DisddRE Ba iy

Thie American Commumity—Elecks: 2004 19
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Appendix A (Continued)
U.S. Census Data
Table 5 Black Households in Owner-Occupied Homes 2004

Mearly one-hall of Elack honsaholds Dved n owner aoouphed home s,

o A maority of Black hewseholds, w In compansen, seoul 74 peroent

aboul 54 percent, lived in of non-HizpEnic White house-
renteraccupied homes and halds lived in cwner-coouped
aboul 46 peercent bved in Gwner- hirn es.

cooaperd hames

Fgure 16
Howdng Temure: 2004

Parcent of oeouped houding undd, Hougisg 1eaur B oihows By the Sce S Hidpanic onigin of tha houisholde, Dot Baded on
wampd & bevi iedd 1o thea hiowead old popubwon sed eodede e popetaton [Eng in mes dektione, collegs 4 omnigonas, and other group
quumers. For informarion on oondderialing pnotecion, samipding amor, nofcanpliag o and definitions,

(1)

wine eI, TR e vty i ot i et ot R Ao a 500 e
Chsmars. Fim mrn
Tl

Vahi B o, ot
g fo,

Back sone
Pk ploag, sl
Hispenic

Blei® alora o ini
Conn bt ion
Bl aliorsi o I
0o Do e
miol Hisgm

Eck and'white

Sowrca DS, Candus Bursia, 2004 A it b Coim isen By Soivir, Sabeced Po pulibon Profle, S02001.

20 The Americas Communiy=—Blacks: 3004 U5 Cesane bnmam
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Appendix A (Continued)
U.S. Census Data
Table 6 Value of Owner-Occupied Homes for Black Households 2004

The median valwe of ownher oCCupled homes for Black howseholds was 104 06,

o The median vilue of Blick mTeer o Coupied homes (e wbaur £547. This was about $50
awnerecu ped homes was 51548 (e 1 less than the medizn moenthly
Abein 3104, 000 This was abeit rental payment made by non-
$50, 000 855 than 1he median = The medin manthly rent pay Hispanic White houssholds

mienit of Elack houssholds in
rerierccospied homes was

walue of moneHispanic White laboun Jam3)

—_— H T has rrecew bty resvisl pyrrasat m pemsand o

= CefReniarvD. beirtaciiy Thit Deographic des: i e D, 1wt ol thi contm
trbuaon of Bholor nred ron-Hispenic Whites e phae ﬁ..mudmmlh
rrovy wfinct heorvar vl s 2 el oo e cort of we il e wrad Fusbl

Fugure 17.
Seliechad Howslng Charactierisics: Zid4

(bl i it 05 S s Sl Doy el co il MBS afigin of the boueh okler D Dol of Singde nbed sonhe o o
bt Said axclisd e e popubo ol Diag @ ineation s, colk g dofmmivonied, sl ohed gioug quaies, For nfonidloh o
com e nmality pfecion, 15 pling oo noadampiig ermd shd delminsns,

i ST ke £ g i ghon haie den addnicls e 006 St el

[P — il Nk g s ﬂ"‘.:-‘.;""..,ﬂ-., T
Torss 554

Pk wlona b1k
MI:;;:‘C E546
noss =5
masts o

ok Hisprare:

Wbk aivial White jl

Fouon . U E Carcuy By, 3008 & e asen Com reen iy Sureay, Sabected Fepoulete n Frofiles, 26200 .

U5, Conmur borasa The Amercis Commupity=Elaces: 3064 X1
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8.

0.

Appendix B
Origina Survey
Sex (Mae or Female)
Address (State only)
Born in (State and place)
Marital Status
Number of children
Early life and training
Education

Honorary degrees

Occupation since graduation, with terms of service

10. Membership in learned societies

11. Publications

12. Public offices held, and political activity--

13. Activity in charitable work and work of socia reform

14. Amount of land owned

15. Assessed value of real estate, land and houses

16. Total property owned (market value)

17. How shall you educate your children?

18. What have been your chief hindrances?

19. Briefly, what is your present practical philosophy in regard to the Negro

race in America
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Appendix C
Reworking of Original Survey

For anonymous identification create an ID by: using the day, month, and year

of your birthday represented as MMDDY'Y

. Maeor Female

. Where were you born?

. What state do you currently livein?

. Areyou: Single, Engaged, Married, Divorced

. How many children do you have?

. What do you see as the priorities that need to be addressed in school to best
prepare your child/children for life as an adult?

. How are your child’ s/children’ s expectations for adult life similar and
different to yours?

. What was your childhood like? What stands out in terms of some of your
happiest memories? What are your most troublesome memories?

. When you look to the future, what are your great expectations for your
child’ s/children’slife? What are your greatest concerns?

10. Did you participate in an early childhood program? (i.e. Headstart, etc.)

What did you think of the program?

11. Where did you receive your elementary, junior high and high school

education?

12. What have been the highs and lows of your educational experiences?

13. Did you attend college?

14. If not, why did you choose to forgo college?

15. What type of training did you receive in preparation for employment?
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Appendix C
Reworking of Original Survey
For anonymous identification create an ID by: using the day, month, and year
of your birthday represented as MMDDY'Y
16. Where did you go to college? What did you study?
17. What degrees did you earn?
18. What types of jobs have you held? How long have you worked at each?
What determined your choice of livelihood?
19. What have been the highs and lows of your educational experiences?
20. How do you think you were prepared by your school experiences?
21. What organizations are you a member of ?
22. Are you published (books, articles...etc)?
23. Have you held any political offices or been political active? If so, what
offices and/or how?
24. Have you done or do you do any volunteer work?
25. Do you own a home?
26. Do you own any land or businesses?
27. What is your net worth? (Debt minus assets)
28. What type of education are your or will your children receiving?
29. Have there been any obstacles to you or your children obtaining an
education?
30. What do you think needs to occur for the continued improvement of the life
for African Americans
31. What is your definition of success?
32. How do you define academic success?
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33. How would you describe your academic experience?
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