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Abstract

Segregation to Desegregation: The Journey of Afridmerican students to Academic

Excellence or Academic Despair

Marian C. Lyles

Chair of the Supervisory Committee
Professor Geneva Gay

College of Education

This study was designed to investigate the peraeptdf a group of former African
American students of their former teachers pricairid after the desegregation of schools in
Columbus, Georgia. The theoretical framework Ias study incorporated ideas from
interpersonal communication and sociocultural tiiedrhe major research question was,

In what ways did African American students who ratied segregated schools in Columbus,
Georgia and later transferred to desegregated ;hpmyceive how these experiences affected
their subsequent academic and life accomplishments?



Data were collected from interview responses fremgarticipants, and a number of
primary and secondary sources, such as school Bnist@y reports, school yearbooks,
superintendents’ reports, and articles from a BlaamkispaperGolumbus Timgsand a White
newspaperGolumbus Enquirgr The participants for this study consistedafrffemale and
three male African American former students of wagyages, educational levels, and socio-
economic status who attended segregated schoGlslinmbus, Georgia between 1954-1970,
and in 1971 and beyond attended a desegregatedl s¢haddition, a former administrator,
counselor, and teacher were interviewed. The datacted were subjected to descriptive and

interpretative analysis.

This study produced eight major findings; four wassociated with segregated schooling
and four related to desegregated schooling. Theegated schooling findings included: (1) the
former students overwhelmingly perceived their RBlegachers in segregated schools positively
due to their caring, disciplinary, and family oried traits; (2) the majority of the former students
thought their Black teachers in segregated schmmiseived them as intellectually capable; (3)
the former students believed their Black teachesegregated schools motivated them to
succeed academically; and (4) the impact on thedostudents’ life experiences in segregated
schools was related to them feeling motivated. fobe findings related to desegregated
schooling included: (5) the former students pemeitheir White teachers in desegregated
schools as uncaring and unwelcoming; (6) the forshetents thought their White teachers in
desegregated schools considered them as havingteNigence; (7) the former students felt lost
in the desegregated schools; and (8) the expesgenitle White teachers in desegregated schools

negatively affected aspects of the former studgressonal and professional life experiences.
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Chapter |

INTRODUCTION

The learning experiences of students from their panspectives are still under-
represented in research on classroom processesn Whére is research on students, it is too
often limited to results of narrowly constructedrstardized tests, and the perceptions of others,
not the students’ classroom experiences from their perspectives. Siddle-Walker (as cited in
Wells, 2009) stated that capturing the studentdeeng of their own lives will open a new
window of knowledge. Since schools and classroarasettings that are treated as special
places for student learning and growth, it is peafitic not to hear the voices of students lived
experiences in research literature (Carew & Lighttfd979). “Voice” can be defined as the
expression and sharing of people’s experiencemngor worldviews (Delpit, 1995; hooks,
1994). Kozol (1991, p. 5) wrote that “the voicgstudents...have been missing from the
whole discussion” of education and educationalrrefand Weis and Fine (1993, p. 2) invited
“the students who have been expelled from the cewofeheir schools and the centers of our
culture [to] speak.”

Much research on classrooms neglect individualesoand differences among students,
including learning styles, and often fails to thagbly examine students’ perceptions of their
learning experiences, their views of teachers,thanl accommodations to the social context
(Olson, 2009). In probing the complexities of #a@arious components of a learning
environment, it is crucial to recognize that alidgnts in a classroom do not share a common
experience. The societal context may play a sicamt role in how students of diverse
backgrounds are perceived by their teachers witi@rschool system and how the system adapts

to the diversity of its students. Since schooésmaicrocosms of the societies in which they



exist, it is important to understand how interacsi@mong its members affect each other. Thus,
there is danger in perceiving the classroom expegi@s one that is shared identically by all

students of a particular socioeconomic, raciaktbnic group, such as African Americans.
Legal School Segregation and Desegregation

To understand the historical complexities of Africamerican students’ experiences in
depth, the social and educational contexts that phaeticipated in, in both segregated and
desegregated schools need to be understood. &&gregas the practice of requiring separate
public and private facilities for Whites and BlacKsis part of a social and political system
designed to uphold the economic exploitation asdmranchisement of African Americans
(Shircliffe, 2006). Whites created a coercive lofeseparation between Blacks and Whites that
was codified by law and sustained by social cugfdan Delinder, 2008). Dubois (1903) used
the term, “color line” to symbolize the belief hddgt most Whites in the century that Blacks
were culturally, genetically, intellectually, mdsgland socially inferior. The “color line” also
can be conceptualized more generally as a socsigrhenon about institutional practices
related to race across different time periods antifferent geographical regions (Van Delinder,
2008). For example, the “color line” transgressed school segregation, codified by the 1896
Plessy v. Fergusoruling that declared “separate but equal” wascooisidered a violation of the
equal protection clause of the Fourteenth Amendmériterefore, after 1896, public schools

were subject to segregation (Ogletree, 2004; Vdmber, 2008).

Many school districts throughout the Southern stated the “separate but equal”
principle to maintain de jure segregated schoblswever, Blacks in the South witnessed and

experienced changes within their segregated contragrthat inspired a struggle to dissolve the



color line on all fronts, especially education (lreed 1996). In 1954, after a group of Blacks
brought suit to demand better quality primary aacosdary education, the Supreme Court
declared separate schools for Black and White @mldo be “inherently unequal” Brown v.
Board of Education of Topeka, Kansaghe plaintiffs in the Brown case asserted thatsystem

of racial separation, while masquerading as progdieparate but equal treatment of both White
and Black Americans, perpetuated inferior accomrions, services and treatment of Blacks

instead Brown v. Board of Educatiqri954).

One motivation for desegregating public schools avasncern that Black children would
never receive adequate resources in their schedisg as they were separate from Whites.
Another was the hope that educational opportunitiesninority children would improve in part
by tying their fate to that of the White studemtghe same school districts (Reber, 2007). The
goal was to gain the economic benefits and resedoreBlack children that were commonly
provided for White children (Foster, 1997). HowevVew Southern school districts made
meaningful progress toward desegregation in tisé¢ diecade followin@rown (Reber, 2007,

U.S. Commission on Civil Rights 1967, 1977). ImsoinstancedBrownwas not even
implemented until almost two decades later. In5139Be Supreme Court considered arguments
by schools requesting relief concerning the tasttesiegregation. In its decision, which became
known asBrown I, the Court delegated the task of carrying out sttesegregation to district
courts with orders that desegregation occur “witllgiberate speed.” Following a series of
Supreme Court decisions between 1968 and 197% tmaje court-ordered desegregation plans

were implemented throughout the South.



Since state and local school districts were freéenflement their own desegregation
plans, there was no single, unified method of desgagion throughout the United States. In the
southern states, decisions were made accordirgetdittates of individual school boards. Thus,
desegregation processes are best examined on-bycaase basis. Rist (1979) noted, “We are
hard pressed to find accounts of what is reallpgan, of what the day-to-day realities of

school desegregation are for teachers, studentsntgaand administrators” (p.3).

Research Focus

This study explored the perceptions of a groupfatan Americans who were students
in one Southern city, of their teachers prior td after the desegregation of their schools, and
the impact the experience had on their own subsg@oademic and life accomplishments. The
former African American students interviewed foistresearch demonstrated how the
participants’ experiences were shaped by socialitons. The time frame of this study was the
period between 1954 and 1978, since Georgia schsioicts were slow to actually implement
desegregation rulings. The study sought to caphisider perspectives, the origins of students’
reasoning, and reflective analyses of the effefctsassroom experiences on students’ academic
and life experiences. Thus, the purpose of thaysitas to discover what factors can contribute
to the present and future success of African Anaergtudents in academia.

The study addressed the question: In what way#flidan American students who
attended segregated schools in Columbus, Geordiéater transferred to desegregated schools,
perceive how these experiences affected their gulese academic and life accomplishments?
The project added to educational scholarship (&yvir®90; Shircliffe, 2006; Siddle-Walker,

2001; Tyson, 2011; Wells; 2009) about studentseeigmces in segregated and desegregated



schools by presenting the voices of some formeicafr American students who attended both
segregated and desegregated public schools in GakiGeorgia.

Conceptual Framework

The two contexts in which this study was framedsagregated and desegregated
schools. They set the stage for analyzing thepetsonal communication, relationships, and
socialization patterns and practices that were bgdtie active participants who were a part of
each of the school systems. As depicted in Figutbe conceptual framework of this study is
centered in the two theoretical ideologies of ipgesonal communication, and socio-cultural
perspectives. The integration of the ideologidsin the exploration of the perceptions of

former African American students and their teaclhesegregated and desegregated schools.

Figure 1.Conceptual Framework

Former African American
Students’ perceptions of their
teachers and the impact on thei
academic and life experiences

Interpersonal Communication Sociocultural Theory

Segregated Schools Desegregated Schools




Sociocultural Perspectives on Learning

The first assumption of this study is situatedaniscultural perspectives. Sociocultural
perspectives of education focus on the influenbasdocial interactions and culturally organized
activities play in influencing their psychologicahd intellectual development of individuals
(Vygotsky, 1941). Sociocultural perspectives imihlgit people’s social actions are related to the
behaviors of others as individuals interconnecthiwitenvironments (Weber, 1922). These
interactions create cultural, social, and cognitisguctures, as humans influence their
sociocultural contexts. From this perspective, ¢bgnitive functioning of individuals is not
simply derived from social interaction or intelligee; rather, the specific structures and

processes revealed by individuals are shaped lnyitberactions with others (Vygotsky, 1941).

Within these interactions, individuals may poss#fferent or similar cultural identities.
Identity construction is dynamic, occurs in cont@torton, 2000), and is contingent upon the
nature of the context (Cornell & Hartmann, 1998)ith regard to the home culture of African
Americans, collective identity is a common termdisdien referring to the cultural sense of self
(Fordham, 1988). This refers to their sense of tiey are, and their feelings, or sense of
belonging. Fordham (1988, 1996) provided an ampiblagical concept useful for understanding
Blacks’ social identity and cultural frames of neflece—fictive kinship. She described fictive
kinship as a family connection between a groupeafgbe within a given society who are, not
related by blood or marriage but who maintain aseef peoplehood or collective social identity
resulting from their similar social, political, alod economic status. The term conveys “the idea
of ‘brotherhood’ and ‘sisterhood’ of all Black Ameans’” (Fordham, 1988, p. 76). The

persistence of a group’s collective identity depead the continuity of the historical and social



forces that contributed to its formation. Shifelif2006) described the collective identity as
cultural capital of the Black community. In respexthe collective experiences of African
Americans, Thornton (1997), and Valk and Brown @0doted that their family socialization is
consistently deliberate in attempts to preparedodi for life across social, economic, and
educational contexts, and is the means throughhndutture is created and transmitted. Cooper
(2010) and Ladson-Billings (1994) stated that etlanas an honored right among Blacks
because it is associated with social and econoaiit grhis honor is exhibited, according to
Noblit and Van Dempsey (1996) in the mutual disoguly actions of teachers and parents (if
you got spanked by a teacher, you could also expsptanking when you got home) reflect a
community where beliefs are shared and enforceceusally.

Another perspective that informed this study wasdhciopolitical context of schooling
for African American students. Schools are magma structures in which individuals
negotiate their lives and construct academic itiesti In addition, Parsons (1959) related the
classroom structure to its primary function as genay of socialization. No other public
institution is as critical to the development of licademic identities youth will carry into their
adulthoods as schools (Perry, 2002; Sadowski, 20@)holars have suggested that adopting a
strong racial identity promotes academic succedsdncational attainment for Blacks
(Edwards & Polite, 1992; Weinberg, 1977). Howeveey must be able to make personal
connections with the curriculum. There is a needldserve how differences in cultural
backgrounds and values may lead to differencesat vg taught, how it is taught, and how it is
absorbed by students (Brookover & Gottlieb, 196Mhe implicit assumption here is that
cultural knowledge about African Americans may $late into successful teaching and learning

for Black students in public schools (Kelly, 201@ee (2007) explained that instruction must



make explicit connections between content andalitggoals, and the knowledge and
experiences students share with family, commuaityl peers.

The underachievement of African American studemts serious sociopolitical issue due
in large part to its significance in determiningitifuture success (Children’s Defense Fund,
2005; Gould, 1999). Two dominant cultural explamad persist for their underachievement.
First, the cultural deficit explanation maintaihsttsome Black students suffer from negative
environmental factors such as impoverished familgsl and negative community forces (Ogbu,
1974; Valentine, 1968). Wertsch (1991) stated tbsearch based on these orientations
examines cognition as if it only exists in a cuddyhistorical, and social vacuum. Brookover,
Paterson, and Thomas (1962) demonstrated thaie whdio-economic status is related to
academic achievement, approximately 40 percertudests in their study who came from low
income families were high academic achievers. &ecie cultural mismatch explanation
claims that Black students are academically disgag@nd underperform because they are
primarily taught by White teachers who do not stiaetr home cultures and languages. This
mismatch may occur if the teachers do not recogmizese the cultural assets that the students
bring to school, which creates the potential fosumderstanding and misinterpreting
communication between teachers and students (BoWkiler, & Tyler, 2005; Lee, 1998).
These misunderstandings and miscommunicationsctrdf cultural synchronization (Irvine,
1989), increase the possibility of failure for stats who lack the cultural capital (Delpit, 1995)
to navigate norms of schooling. A lack of cultusgthchronization means that teachers and
African American students do not share a commorerstdnding of verbal and nonverbal
language manner of personal presentation, or wiaggoessing information and knowledge

(Edwards, McMillon, Turner, & Lee, 2010). Howevegsearchers such as Ladson-Billings



(2009), and Howard (2010) found that teachers wihaat share their students’ cultural,
linguistic, and racial backgrounds can possesgipesttitudes and beliefs toward them and
achieve academic success with African Americanestted

Dubois (1953) believed that teachers’ who know whay are teaching and whom they
are teaching, and the life that surround both tientedge and the knower, will be successful in
teaching Black students. McLaughlin (1993) aleted that the most essential contributions
that a teacher can make toward students achievaseeing a "caring adult who recognizes
young people as individuals and serves as a matach, gentle but firm critic, and advocate”
(p. 59).

Ford (1996) proposed that closer attention be fmaidle many factors influencing the
achievement levels of African American studentbe Saintained that encouraging the potential
and talents of all youth requires broader visiommderstanding that these vary markedly with
cultural, racial, economic, and linguistic backgrds. Kohl (1994) reiterated Ford's point by
claiming many disenfranchised students consciomslige a decision to "not learn” in schools
when they feel their cultural knowledge and idgmdite invalidated, disrespected, and not
viewed as conduits for their learning. Severakottholars ascertain that African American
students view academic performance in a Euroceatiicational system as futile and adopt an
oppositional identity to the dominant culture, whiacludes not valuing academic success
(Fordham &Ogbu, 1986; Mickelson, 1989; Ogbu, 1208)4). Carter (1999) argued that
although African American students may in fact eleggrize certain social-situational practices
of academic achievement as “acting White,” thikyisno means based on their academic

aspirations, but rather on their social connectemd in-group identity. Therefore, within
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school, the social context of achievement affdotsacademic performance of all students,
including African Americans.

Perry (2002), building on the work of Boykin andrii® (1985), stated that African
American learners have a distinctive social gralgntity that is at least partly defined by
powerful cultural values regarding literacy, leagniand education in African history and
culture. Murrell (2009) believed that it is impamt to understand social identification of African
American learners (or any learners), and it is sg@gy to understand individuals in relationship
to the local cultures they participate in (as citedillman, 2009, p 91.) The most consistent
body of empirical work that examines how cultunatl@ontextual factors influence African
American students’ academic performance focuse®ommunalism. Ellison, et al. (2000)
stated that the average Black home is highly stiedl and Black children espouse an African
ethos of communalism. Communalism is defined byy#ok1986) as “a commitment to social
interconnectedness which includes an awareneshkichwocial bonds and responsibilities
transcend individual privileges” (p. 22). Reséademonstrates that on a range of academic
tasks including vocabulary, text recall, inferemgimath estimation, and creative problem
solving, African American students perform bettecommunal learning conditions than they do
in individualistic conditions (Allen & Boykin, 199 Bailey, 2000; Boykin, et al., 2005;
Jagers, 1987). In addition, movement expressignesve, orality and performance proclivities
(Boykin, 1986; Serpell, 1998, Hale, 2001) have be@@rtumented as part of African American
students’ learning styles (Durden, 2007, Hale-Ban4886; Lee, 1998; Willis, 1989). These
group oriented preferences allow most African Amreanistudents to use their strong oral/aural
elaborated tradition of storytelling, which cautigsm to have a more expressive way of

communicating in the learning environment (Pai &e&g2001). Boykin (1986) suggested that
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African American students employ an Afro-culturadaning system as a means of coding,
signifying, and making sense of their participatiorthe multiple contexts they must negotiate in
and out of school. Closely related to their sesfssllective identity is the way Blacks and

some other ethnic minorities interpret the cultaradl language, or dialect differences between
them and the dominant group (Ogbu, 2004). Theexpnsnces of teachers' abilities to recognize
the literate features of children's oral language important consequences for the ways they are
or are not able to extend the funds of knowledgé students bring to classrooms in order to
help them learn school-based ways of reading artthg/(Lee, 2007). Therefore, African
American students may suffer when more reservaenpatof communication are encouraged
(Foster, 1989). Thus, the theory of cultural cehté teaching and learning views the inclusion
of the students’ culture as essential in improxangdemic success. Although people connected
by culture do exhibit a characteristic patterntgfespreferences, it is a serious error to conclude
that all members of the group have the same siyis as the group taken as a whole. There is
very little disagreement that a relationship dogastdetween the culture in which children live
(or from which they are descended) and their prefeways of learning. This relationship,
further, is directly related to academic, socialj @motional success in school.

Communal work is given little currency in typicalueational contexts as they tend to be
permeated with a Euro-cultural ethos that prommteésidualism and competition (Spence,
1985; Stanton-Salazar, 1997). The culture ofktt®ols often mirrors the White middle-class
norms and values evident in the greater UniteceStsdciety (Ware, 2006). It is important for
teachers to understand that course content sheulelévant to the students’ life experiences,
and due to the collective nature of African Amenicdudents, group oriented assignments

should be employed. The learning contexts inbuigdl eultural themes that correspond to
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students’ socialization experiences can signifigantprove cognitive performance (Jordan,
2010).

Historically and socially, the attainment of an eatfion for subordinate groups in an
oppressive society has often been considered éon th gain access to opportunities in the
larger society (Kelly, 2010). Guiterrez and Rog@®d03) described the value of social and
historical approaches to understanding studendsvefse cultural backgrounds, and argued that,
learning is not segmented into different times spaces, but is a process of ongoing activity
both within-school and out-of-school contexts.

Interpersonal Communication

The second theoretical ideology that guided thig\sis interpersonal communication,
defined as the processes involved in fitting togethe behaviors of separate individuals into
joint action through the transfer of symbolic infation (Blumer, 1969). The communicative
relationship between teacher and student is anriapoelement contributing to the learning
process. Bateson (1958) stated that all messaideges have both content and relational
characteristics, and the rules that bind peoplettag distinguish the type of relationship. If the
same rule structure is applicable to the interacsiystem, the situation is considered to be more
“role” bound, more “social,” and less individual&zéBarnlund, 1968). According to Mead
(1934), role-taking is the central mechanism far $klf-conception and for understanding the
self-conception of others. The term “role” is aefdl as a socially prescribed way of behaving in
particular situations for any person occupying\weegicultural or social organizational position
(Cushman & Craig, 1976). A role represents whagrgon is supposed to do in a given situation
by virtue of the position she or he holds and, thius individual constructs attitudes and

expectations that others have for her or him a®dceepier of that role.
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Leary (1957) created a model for describing ratesiierpersonal communication
relationships. Inthe Leary model, two dimensiarsimportant. He called the dimensions
Dominance-Submission axis and the Opposition-Cadjmer axis. Dominance-Submission is
based on who is controlling the conversation, apdd3ition-Cooperation relates to how much
care is present between the persons who are coroatimg. While the two dimensions have
occasionally been given other names—Brown (196&) ®&tatus and Solidarity, and Dunkin and
Biddle (1974), Warmth and Directivity-they geneyailave been accepted as universal
descriptors of human interaction. The two dimensialso have been easily transferred to
education. Slater (1962) used them to describaguagical relationships, and Dunkin and
Biddle (1974) demonstrated their importance inleag efforts to influence classroom events.
Dunkin and Biddle labeled the interpersonal behavas warmth and power, and authority and
affiliation.

According to Jones (1981), “teachers are encourtgbténd their warmth and firmness
towards the students in their classroom, but vatlistic limits” (p. 111). A firm belief in
students’ academic potential can be viewed assopal and vested interest that teachers take in
their students’ performance (Howard, 2010). G#®A () stated that caring teachers practice
respect, provide choices for students, make infaomaomprehensible, validate students’
efforts, and empower them in their quest to be acachlly successful. Kleinfeld (1975) and
Vasquez (1989) used the term “warm demanders’dntify teachers who were successful with
students of color because the students believedhibse teachers did not lower their standards
and were willing to help them. Irvine and FrasE¥98) expanded the term by using it to
describe teachers who “provide a tough-minded, entsanse, structured and disciplined

classroom environment for kids whom society hadtpsiogically and physically abandoned”
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(p. 56). However, Cooper (2002) identified thisi&d@or as “community-commanded
demonstration of caring” (p. 60).

Dixson (2003) suggested that “it is the fact thatlents trust their teachers and believe
they care which makes high expectations effect{pe228). Trust involves the notion of
motivational relevance as well as predictabilitiyone has an expectation that something will
occur and this event is of motivational relevariben the concept of trust is often applicable
(Barnlund, 1968).

Past research indicates a strong link between stsidgerception of their teachers’
interpersonal behaviors and their own academiceaement and subject-related attitudes and
beliefs (Brekelmans & Wubbels, 2004; Wubbels & Biekans, 2006). In addition, several
educators believe that a positive relationship renstt between students and teachers if
significant academic achievement is to be gainedykll, 1997; Holland, et al., 1998, Irvine,
1990; Irvine & Irvine, 1995; Polite, 1999). Itimportant for the teacher to understand the value
of a sense of belonging that can build the selftlvof students of diverse backgrounds (Delpit,
1988).

Some African American students have ingiddhat they try to please their teachers by
doing well in school, and teacher expectationsroffiave more influence than parents in their
home culture (Casteel, 1998). Heath (1983) stidiaidconnecting with the home culture and
awareness of the language used in students’ cuttomamunities can foster the kind of
language, performance, and growth sought by sctaommideachers. Thus, communication
between the student and the teacher serves asiaatmm between the two, which provides a
better atmosphere for academic performance (In2883). The language connection can

influence the development of educational and cageals for students, broaden their world
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views, and connect their present life decisionthéir future goals and successes. If teachers
demonstrate an understanding of students’ culiicegates better relationships, understanding

between them, and may lead to higher academic\aahient.

Summary

In this chapter, the rationale and conceptual éaork of the study were presented. The
study begins by exploring the lack of researchtadents’ voices, an historical background of
both segregated and desegregated school systednshant is important to examine insider
perspectives of former students who experienceld types of schooling. The conceptual
framework included an overview of interpersonal owmication and socio-cultural systems and
how they can be used to interpret the academidifeneixperiences of former African American

students.

Chapter Il includes a selected review of reseanchsgholarship relevant to this study. It
includes the teacher-student relationships in gegeel schools, cultural awareness, and the
sociocultural context of school and community ia 8outh during segregation and
desegregation. The methodology used in the studgscribed in Chapter Ill. The findings of
the study are summarized in Chapter IV. In Chagtex discussion of the implications of this

study is presented, along with recommendationfutore research and educational practices.
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Chapter II

REVIEW OF RELATED RESEARCH AND SCHOLARSHIP

The review of related research and scholarshipaeketo this study is organized into
four sections. The first two sections focus onittterpersonal relationships between teachers
and students in Southern segregated and desegtesgateols. The third section deals with
cultural perspectives of teaching and learning bnoad scale. In the fourth section, the socio-
cultural contexts of schools and communities inSbeth are discussed, and, the local context of

Columbus, Georgia to describe the specific seitinghich this study took place.

Student-Teacher Relationships in Southern Segregateschools

Kelly (2010) proclaimed that Black teachers whemdied teachers’ colleges and taught
in segregated schools knew all about methods ohieg to match the learning styles of Black
children. Black teachers were a major resourc@kack achievement and social mobility, and
they fashioned pedagogies for the acquisition dissknowledge, and credentials needed for
jobs, civil rights, and social power. An elemewtschool teacher cited by Siddle-Walker
(1996) stated that teachers were not only inteddastéeaching arithmetic and spelling, but the
whole child. Interviews with several of the teachie Foster’s (1990) study provided evidence
of a tacit curriculum that encouraged studentsnbenstand the personal value, the collective
power, and political consequences of high acadechevement. For example, in New Orleans,
Louisiana, Birmingham, Alabama, and other Soutléras, Black teachers did not have to
incorporate Black History into the curriculum besaut was already an integral part of their
teaching (Pierson, 2010). Science teachers usénhjyilessons to discuss genetics to refute

supremacist theories about Whites being geneticadlse intelligent than Blacks. Many Black
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teachers used poetry and literature to combattrsigiszotypes and challenged school boards if
they found textbooks that contained derogatoryatems of Blacks (Fairclough, 2007). Thus,
most African American teachers valued the culttoahs of teaching and learning that

developed in segregated schools.

However, former students interviewed by Shircl{f2©01) stated that there was
inferiority in the curriculum offerings and resoascat Black schools, despite the dedication and
energy of the Black teachers. There was not é@méwding for the materials to teach the
curriculum in the segregated Black public schoS8lsegfer, 1977). In addition, some of the Black
public schools used out-of-date texts that weraladrdown by the White schools.

Consequently, most of the schools had substandaathing materials and physical facilities.

Many school systems failed to provide sufficiemding for African American schools,
which resulted in inadequate classroom space foc#f American students. The Black
segregated schools also needed adequate physicatied buildings and auditoriums, and
larger high school facilities. A study conductaddlabama by Pierson (2010) found that many
Black students considered buildings in segregatedds problematic. The students complained
about the windows having no screens, the lackddon plumbing, and no cafeteria. The fact
that the buildings were in disrepair and lackedlitaes comparable to White schools is
consistent with other reports of the state of s@&aek segregated schools. Understanding
African American teaching within this context ofpypssed external circumstances is critical to
interpreting the teachers' behaviors and beli&éfse teachers’ behaviors and beliefs were, in
part, born of the difficulties they confronted (8iie-Walker, 2001).

According to several scholars, during segregati@tiBteachers played pivotal roles in

Black communities by functioning as leaders anchigyef social change (Anderson, 1988;
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Siddle-Walker, 1996). They were expected to fudiil array of roles beyond that of school
teachers, including public health workers, Sunddnpsl teachers, home visitors, agricultural
workers, fundraisers, adult literacy teachersalatiplomats, moral examples, all around pillars
of the community, and general uplifters of the réearclough, 2007, p. 14). The tradition of
Black teachers in segregated schools was markealitical activism, and teaching to advance
and safeguard the Black race (Beaubeauof-Lafont&99; Dixson, 2003; Foster, 1990, 1997).
Fairclough (2002) noted that education “has beenad the most important political
battlefields in the South, and Black teachers ve¢tbe center of that battlefield. Southern
Whites sought to control them, fearful that edudd&éacks would lead to movements for
equality” (pp. 1-2). Although they rarely challesthsegregation overtly, Black educators played
a significant role in combating White supremacy praimoting equality for Black children.
Delpit (1988) explained that teachers held visifmmgheir students that they could not imagine
for themselves. The message consistently convieytttm was “the one thing people can't take
from you is what’'s between your ears” (p.158).rdaisting the basic ideas of White supremacy,
racism, and inequality, they helped to undermimeldim Crow regime. Although White
educational authorities controlled the allocatidmamgible resources like materials and supplies
that went to Black schools, they could not continel intangible resources, such as beliefs and
practices that Black teachers employed in the idass (Anderson, 1988). As Bond (1970)
pointed out, in reality, separate facilities weaedly equal; disparities were evident in the
guality and condition of school buildings and sugpDelaney, Delaney, & Hill Hearth, 1993).
Fairclough (2007) referred to material resources time quality of education that students
received, as inferior. However, if the teachedsrtbt have the resources that were needed, they

purchased them, learned to do without, or foundwative ways to obtain them. Teachers,
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principals, and parents mobilized to build stalsld productive school communities across
counties. Although they were confined within rigidundaries, African American educators
improvised strategies to live normal academic liveder abnormal circumstances (Ogletree,

2004).

Many African American teachers who taught in segted schools had great ethnic pride
and demanded that their students have pride, tzok,(1961; Sowell, 1976). For example,
Jones (1981) explained that teachers served asKBitellectual role models” and made sure
that their students received more than just infeionaabout subject matter, but a “sense of racial
and academic pride” (p. 10). The teachers condexxtademic success to racial uplift.
According to Sowell (1976), Black teachers wererthmskmasters” who gave lots of work,
refused to lower academic standards and if you'dielarn, you stayed after school as long as
necessary to learn” (p. 31). They tended to adtepstudents and did their best to help them
achieve. One technique used by some Black teaalzrshe creation of a community of

learners, in which students supported and helpeld ether with assignments (Irvine, 2002).

Much of the research indicates that African Ameriteachers “made” the students do
their work; they would not allow them to fail. Taeers did not give students a choice between
learning and not learning; failure to learn wasdoceptable” to the community, parents, peers,
and teachers. In 1958, however, research showtekivgecores among African American
students and high drop-out rates (Cozart, 196 AjlBaEvaluation, 1960). Despite these
statistics, several scholars report the effectigsraé African American teachers in segregated
schools (Foster, 1990; Murrel, 1996; Siddle-Walk&96, 2000; Sowell, 1976). In her study of

20 effective Black teachers, Foster (1993) explthine
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The teachers who participated in my study are ssfgebecause they are proficient in
community norms—that is, they are able to commuaieath students in a familiar
cultural idiom. Moreover, their success is alse tlutheir understanding of the current
as well as the historical, social, economic, andipal relationships of their community
to the larger society. These teachers are not gnedeicating the mind—they are
educating them for character, personal fulfillmand success in the larger society as

well as for competence in the local community.31)

African American teachers of the past have beeaoribesl as having a mission and
assuming a moral responsibility for the educatibohildren. hooks (1994), who attended
segregated and desegregated schools as a yotithytatt her success to teachers’ who were “on
a mission” (p.7), and viewed learning as a “couhigsgemonic act, a fundamental way to resist
every strategy of White racist colonization” (p.18)he teachers at her Black school were
“committed to nurturing intellect so that studeotsild become scholars, thinkers, and cultural
workers—Black folks who used their minds” (p.1Qne student in Pierson’s (2010) study
described her education in the segregated schdbkaseation of dual citizenship. She recalled
teachers, “were preparing us to live in that dyath understand dual consciousness and to not
allow it to be an impediment” (p. 184). Some Blatkdents who attended segregated schools

have indicated that they wanted to be like theickers because they admired their strength.
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One of the students in a study conducted by Dir{g086) said:

Segregated schools were good for me because Rlackdrs were an irreplaceable asset
who impacted the person | became. | don't thimlould be the person | am now. | have
tenacity and assertiveness. My teachers told inget ‘your back; you gon’ be alright.’

(p. 222)

Foster (1991) noted that over half of Black teashesed kinship terms or metaphors to

describe their relationships with students. Stitglerre often referred to as “baby,” “honey,” or
“sweetheart.” In an ethnographic study of CasWellinty Training School, Siddle-Walker
(1993) emphasized the salience and pervasivenessiof) relationships within the educational
environment. Specifically, she showed how carirag wxpressed in the daily interactions
between teachers and students. The caring wasrdtrated through encouraging and
supportive behavior and expressions of confidendbeir students’ ability to succeed. Irvine
(2002) described this interpersonal caring asrggtiinits, providing structure, holding students
to high expectations, and pushing students to gacc®ther scholars who have applied the
concepts of connectedness and care to schooling #ingt the ability to relate to others is a

critical component of responsible and responsiaehers (Gay, 2010; Lyons, 1983; Noddings,

1984).

Former student Cepheus Lea remembered Black teattleuld instill into us that
education was our only hope for ever reaching @egr The less you know, the less you are
going to make. So they would always try to inghkt in us. They would always teach us to aim
at the stars and not the moon. If you miss thermgou hit the ground; if you miss the stars,

you could get the moon” (cited in Siddle-Walker969p.126). Segregated African American
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schools were, according to Irvine and Irvine (19&8lucational institutions that addressed the
deeper psychological and sociological needs of tieints. The students felt valued, respected,
and smart. The teachers countered the negativeages heard outside of school and offered
new ones of hope and possibility through educatiGlassrooms in segregated schools were
based on academic content but also representegsgiatearn about life, and the liberating

potential of education (Siddle-Walker, 1996).

Kelly (2010) used a quote from one of the teachersterviewed who taught in
segregated schools in North Carolina to explairctrnectedness between students and

teachers. One teacher said,

| enjoyed teaching because we bonded together...ckidsell when they're loved. We
were special together. | would share my experiemgth those students because | would
say, ‘You don’t have to make excuses because wBlaok... If you don’t have anything
now, it's okay. It is not your fault. If you hawehome where you don’t have steps, it's

not your fault. But don’t let me catch you ten igerom now without steps.’ (p. 55)

Anthropological studies of both rural and urbandBlaommunities have demonstrated
the continuing significance of these extended kmsletworks to the well-being of Black
children (Hill, 1972; Stack, 1974). Many young 8fechildren are born into a personal kinship
network of adults who often extend beyond biolobiiess. These persons are “fictive kin,” and
as such are socially recognized as active partitgpa children’s lives. During the eras of
segregated schooling, Black teachers generally exdended these privileges and

responsibilities.
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Siddle-Walker (2000) described exemplary Africane&ioan teachers as having high
expectations for student success, and exhibitiggtdedication and a demanding teaching
style. Dingus (2006) added that Black teachersdigegregation were personally invested in
the academic, personal, and character developniémtio students. Although all teachers were
not always effective with all students, the phnasest frequently used by teachers to describe
their task was that it was their responsibilitypocertain that every student “reached his or her
highest potential” (Siddle-Walker, 1996, p. 126)he teachers intervened when a student’s
personal issues interfered with classroom learnkg. example, if a student seemed disengaged
or listless, a teacher might take the student asideask what was wrong. The teachers saw
getting at the source of the problem and impro¥igstudent’s attitude as important tasks that
were necessary to engage learning. An examplaobehavior was described by a former

teacher in Siddle-Walker’s (1996) research:

When you are grown, what do you want to be? Sdodests would say teacher, doctor,
truck driver. And whatever they would say, | woskly, ‘Well, you can be that.’ |
always tried to tell them that they are making@ord of their life. | wanted them to

know that they had control of whatever they wartedo. (p.123)

Yet, a common theme among teachers revolved arhenlittle choice Black students
had in pursuing advanced education. A former stucheShircliffe’s (2001) study described her
experience in a home economics class as “havisgwd although she could not and did not
want to do it. Another student in this same stsplgke of the need to be cautious when “over

romanticizing” the all-Black school experience.
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He explained that,

| have always had two thoughts about the predomliyn&@lack school experience. |

think people look to over-romanticize it to a cartaxtent. The teachers were wonderful
and their effort was incredible given what they baevork with. | remember all those
dilapidated desks and | remember the second havkksbd remember not having enough
books and having to share books and all that sitiiat made that work was the
personalities and the energies of those teachevsuldn’t doubt for one minute that the
Supreme Court is right: segregated education iafanor education. | can remember in

college feeling that there were gaps that | hatbtopensate for...(p.71).

These testimonials illustrate the tension betwesuing the Black school and
community experience and recognizing some limitegtiand inequalities of segregated
education. Neither the inferiority of the curriocol offerings and resources of Black schools nor
the dedication and energy of African American teastshould be overlooked (Shircliffe, 2006).
In studying the relationship between Black schaold communities, it is necessary to view the
student, the school, and the community as compseradrat complex interdependent system

(Rodgers, 1975).

Nostalgic recollections about the good qualitiesegyregated schools may gloss over the
gross inequalities and political disenfranchisempiosed on African Americans during the
Jim Crow era (Shircliffe, 2001). Memories of fonnstudents and teachers of all-Black schools
are selective, retrospective, and often signifigarmmanticized. Nevertheless, these memories

illustrate the construction of historical consciogss, and how former students and teachers can
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validate the strengths of the Black community dreldommunal bonds that provided a

framework for confronting racism.

Student-Teacher Relationships in Southern Desegretgl Schools

During segregation, Southern school districts tbycran dual systems with completely
separate schools for Whites and Blacks. In facthe eve of th8rowndecision, the Southern
Education Reporting Service (1965) found that etssignno Black children attended public
school with White children and teachers in pubtibaols in Deep Southern states (Alabama,
Arkansas, Florida, Georgia, Louisiana, Mississipjmrth Carolina, South Carolina, Tennessee,
Texas, and Virginia), and only a few Black studentBorder states (Delaware, Kentucky,
Maryland, Missouri, Oklahoma, Washington, DC, andstWirginia) did. Therefore, federal
district judges or state and local organizationslendecisions based on how contentious the
implementation of desegregation was in many loaatidn the eleven states of the Deep South,
federal judges forced compliance on unwilling sdhmmards (Ogeltree, 2004). The school
boards and members of White communities believatiBlack schools had nothing to offer
them and the schools were inherently inferior; tfiglack people were inferior (Wells et. al.,

2009)

For virtually all Black teachers, the period immegdly before desegregation was a time
of uncertainty and apprehension. However, two pawéactors mitigated the desire to attack
segregation head-on. The first was a feelingimatCrow laws and practices were so solidly
entrenched that open opposition would be futilae $econd restraining factor was a widespread
fear that many Black teachers would lose their jbbsgregated schools disappeared

(Fairclough, 2007).
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During attempts to desegregate schools, many Bliacents were bused to majority
White schools throughout Southern states, and rBéagk teachers and principals were fired
(Madkins, 2011). As aresult, nearly 39,000 Blsskchers in 17 states lost their jobs from 1954
to 1965 (Ethridge, 1979; Holmes, 1990). It was camrpractice across the country, and
particularly in the South, for the historically Blapublic schools to be closed once districts were

forced to desegregate whether by judges, the fegevarnment, or their own defensiveness.

The Black teachers who were transferred to degatgd schools, complained less about
the loss of jobs, personal autonomy, and the iddafi or institutional acts of discrimination
aimed at them, and more about their diminishedtgld positively influence the educational
futures of African American students (Foster, 1990j)ithout a class of all African American
students, the African American teachers could modriporate into their instruction the
politically charged teachings that had once bepartof their curricula (Dingus, 2006; Jeffries,
1999). As a result, some Black teachers thougtitdbsegregation weakened their solidarity
with Black students, and limited their ability togage in critical dialogue with them about their

life circumstances.

In Black communities the loss of Black teachersesented something far more
significant than Black students seeing someonbkerctassroom who looked like them. There
was a loss of cultural and social capital in thadRlcommunity. Capital is defined by Kelly
(2010) as preparing and motivating Black studemtschieve academically, and to aspire for
occupational and social mobility. During segredaehooling, Black teachers struggled to
prepare students to live in a discriminatory, riiiappressive country. One goal was to address
the consequences of their racialized positioningpéUnited States (Ladson-Billings & Tate,

1985). After desegregation, this explicit teachtegsed to exist (Ramsey, 2008). Some Black
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teachers reshaped the message of racial uplifthibestpromoted in segregated settings to fit
desegregated environments. They found themselaekitey in White schools with two different
missions—one for White students to become acclidhisi® the environment and to learn, and
another for Black students to become acclimatesitimt environment, to learn, and to deal with
racism within the school (Milner & Howard, 2004 reflecting on her experience as the only
Black teacher at a desegregated suburban highlsehparticipant in a study conducted by

Ramsey (2008) said,

| loved working with Black kids. 1 felt like | wagiving them some things that
integration wasn't doing for them. | could havé&exfor a transfer, but there were a few

Black kids out there and | felt that | needed &ygb provide a role model. (p.118).

Desegregation placed some Black students into amoament that did not hold racial
uplift and unity as the underpinnings of its teags (Jeffries, 1997). A former African
American student in Texas explained that he caallddbout race with his classmates but noted

that the teachers did not condone these discussidhs classroom. He stated:

In the seventies, everyone was still touchy-feebgause they didn’t want to stir up
anything... so | can’t remember any of the teach#esing us an opportunity to share...
What is this student about? What is her cultureué®d They said, let's just get along.

(Wells, et al, p. 149)

The teacher mentioned in the quote was remembgrethhby teachers and students as the Black
teacher who had problems with the Black studeMi$ien students asked her to sponsor a Black

student organization, she refused, not wantingetadzused of favoring the Black students.
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The teacher recalled:

Although they wanted me to sponsor a Black clulpuildn’t. | wouldn’t because 1 told
them, ‘You are here because you want to integrated | don’t want to have something

Black sitting out. We want to try to integratep. (L49-50)

The African American students resented what theggreed to be neglect from teachers
like this one who ignored their social experienaed cultural heritages. The other African
American teachers and students at the school teskthis particular teacher as one who
ascribed to a belief in colorblindness. Woodsd@8@) would have accused her of miseducating

Black students because she:

taught from the same books of the same bias, [ageWtudents used], was trained by the
Caucasians of the same prejudices or by the Negfdbe enslaved minds. In other
words, a Negro teacher instructing Negro childeeimimany respects a White teacher

thus engaged, for the program, in each case ig déhegame. (p. 23)

The advent of desegregated schools introducedasaeeconfounding variable in the
learning environment (Irvine & Irvine, 1983). Thiariable is significant to the context of
empirical studies that show the relationship betwieacher expectations and their students’
race. Several studies during the desegregatiobetveeen 1954 and 1978 identified positive
teacher attitudes as a key in the academic suot@&ack students. For example, Kritek (1979)
found that teachers bore the responsibility for imgisure that desegregation worked. Teacher
behavior, according to a 1974 Rand Cooperationrtepas the most critical factor in the first

generation of desegregated schooling (Dickinsorréefand, 1981).
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White teachers were part of the Southern contexra/imany Whites still believed
Blacks were intellectually and morally inferior,cathat theBrown decision should be resisted
by legal and extralegal means. Many White teachelisved educational quality declined
because of desegregation. One such teacher inalspuCausey (2002) on the history of

desegregation in Muscogee County schools stated:

It was a lost time, in my opinion, for many studenWe watered down education to such
a point that a high school diploma didn’t mean himg. We were so intent on
everybody passing so that you would not be perdeigebeing prejudiced or

discriminatory in any way. (p. 5)

White teachers often did not expect Black studemfserform at high levels in
desegregated schools. A former Black English teaichCausey’s (1999) study found that
White teachers had lower expectations for BlacHestis due to what he characterized as “years
and years of programming” (p. 37). One teaché&tainclough’s (2007) study stated that, “If you
are not expected to do anything, you will not dgthimg” (p. 45). Some White teachers even
resisted correctly pronouncing Black students’ nrgmaed Black students took offense at the
Southern White pronunciation of, “Nigra” (presumafir “Negro)” (Johnson & Hall, 1968).
According to Causey (2002), some White teachekedatiown to Black students, and over-
simplified their vocabularies. A 1979 study in Bexsupported this perception. It found that
White teachers asked more product questions aedtdd lower level questions to Black
students (Barnes, 1979). Barnes believed thahéeaeither felt that Black students were not
capable of functioning at higher levels of intedligce, or they simply asked Black students quick
answer questions to avoid prolonging the interactim contrast, a White teacher in Shircliffe’s

(2006) study stated that in her first year of téagin a desegregated school, she taught an all-
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Black honors class and described the class asfdrer best and the students as some of the best
students. But she noted that the following yedremvthe White students arrived, although the
Black students were as capable as the Whites wie a@ato the school, the honors classes

became predominately White in a school that wag B@lpercent White.

Socio-cultural research suggests that Black stgd®ente a rich oral tradition and are
very adept in the use of language (Folb, 1980; n&vi977; Smitherman, 2000; Whitten &
Szwed, 1970). Black teachers often faulted Whalkeagues for failing to adapt their teaching
methods to Black students, complained that thegr@gch was too didactic, and that they tended
to lecture too much (Polidore, Edmonson & Slatd, 0 Racial prejudice, failure to serve the
curricular needs of diverse students, and disrefgarthe insecurities arising from desegregation

were not conducive to learning (Robinson, RobingoBjckel, 1980).

The curriculum at desegregated schools for the pars remained highly focused on
what was often referred to as “dead White men” (Ve al, 2009). These curricula did not

heed the advice Dubois (1935) offered more thapesbs earlier. He suggested that,

The community must be able to take hold of itsvidiials and give them such a social
heritage, such present social teachings and sunpealbng social customs as will force
them along the lines of progress, and not intaytieat forests of death. A group or
community which does not know the message of tiségrad does not have within its
own number, the men who can feel it, and is sepdradm contact with outside groups
who can teach it—given such a community and yowelaasiesperate situation, which call

for immediate remedy. It is such a situation amthregNegroes in the South. (p. 38)
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Black students often entered majority White schésdding resentful that their old
schools had been closed to facilitate desegregafiteir new schools offered nothing to inspire
them, with which they could identify, or to evolayalty, affection, and pride (Irvine & Irvine,
1983). Most White teachers did not understandhdesls of their Black students and had a
difficult time connecting with them on a persor&alél. A White teacher in Causey’s (1999)
study recalled her discomfort when a Black mal@atd put his arm around her. She said “I
remember looking down and seeing this Black hartingamy shoulder. | was shocked because

| wasn’t used to Black students and this hand vedisng my shoulder.”

A teacher in Dingus’(2006) study concluded thatrtiast detrimental aspect of school
desegregation was the continual struggle of Blac#leats to obtain equitable and empowering
education in school systems that chronically faileem. The struggle to desegregate schools, in
this teacher’s estimation, produced very littlehia way of improved educational outcomes for
Black students. However, some Black students somestnoted that it was White teachers who
showed the much-needed empathy when they weregsitrgdo fit in or feel accepted (Wells, et
al, 2009). A Black teacher in Ramsey’s (2007) gtondintained that she and her White
colleagues wanted African American students to déeelal and special, and tried to “recognize
kinships rather than differences” (p. 16). Foameple, a Black student in Causey’s (1999) study
proclaimed that her Home Economics teacher waddamn White lady, and she just clung to her.

She shared her positive experience with her teacher

She and | really hit it off, and she would take tmétlanta every year with her to the big
FHA convention. | looked forward to it every yeé@he and my mom became friends.

In addition, we had some teachers also that, |lbeltause we were Black, they were a
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little defensive and they really didn’t take thead that the Black teachers had taken with

us, before the integration took place. Their mhing was just keeping you quiet in class.

Cultural Awareness

According to Dubois (1935),

What the Negro needs is not a segregated or motembsbut an education. What he
must remember is that there is no magic, in eighmixed school or a segregated school.
A mixed school with poor and unsympathetic teacheand hostile public opinion and no

teaching of truth, is bad. (p. 7)

Teachers are pivotal in determining the kind ofcadion students receive. According to
Dubois, the proper education of any people is aathgtic touch between teacher and student,
and knowledge on the part of the teacher, not simpthe individual taught but his
surroundings and background, and the history o€laiss and group. Multicultural education
principles or what was framed as cultural learrstydes, or cultural studies in the 1950s
(Hoggart, 1957; Williams, 1957) and in the 1960kdihpson, 1963), would have been viable
tools to use during the transition from segregébetdiesegregated schools. The cultural learning
styles approach grew out of the need to amelidheténequitable and deplorable schooling
experiences of poor and working-class students.$ public schools, predominately students of
color (Gutierrez & Rogoff, 2003). Researchersmfited to leave behind deficit-model thinking,
in which cultural ways that differ from the pra@gcof dominant groups are judged to be less
adequate without examining them from the perspeafthe community’s participants (Cole &
Bruner, 1971; Hilliard & Vaughn-Scott, 1982). Rgiout discussions of cultural variation has

often meant that the cultural practices of the a@mt group are taken as the norm.
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Culture must be a central theme in any educatimsétution. It is conceptualized as a
lens through which people make sense of the wadrlterefore, it influences how students
behave, learn, and think within educational setinBoykin (1986), Gay (2010), and Ladson-
Billings, (2009) have written extensively about htmause the culture of students as the
foundation of their academic success. Elementehat is important in schools include both
culturally responsive teaching (Gay, 2010) anduralty relevant pedagogy (Ladson-Billings,
2009). They are two techniques that acknowledgetmnections among culture, learning, and
teaching. These paradigms are designed to filtercclum and pedagogical strategies through
students’ cultural frames of reference to makectir@ent and instruction more personally
meaningful and easier to master. They are groumd#ek belief that students are innately
curious individuals, capable of learning compleademic materials, and can perform at high
levels (Sleeter & Grant, 1999), but in differentywar styles of learning (Shade, 1997).
Culturally responsive teaching is achieved throtighuse of assessment procedures,
interpersonal interactions, instructional strategiearning climates, and multicultural curricula
(Gay, 2010). Dubois (1953) stated that the maveedy education adjust to real life, the clearer
perception of the Blacks’ social responsibilitiaed the sobering realization of the meaning of
progress. Woodson (1933) believed that educatost fimal out exactly what students’
backgrounds are, what their possibilities are, lhmWwegin teaching them about who they are,

and make them better individuals.

Bennett (1999) argued that the experiences ang@aiges of students must be at the
center of classroom instruction and curriculum digwment. Au (1993) supported these claims
by suggesting that teachers can help studentsareateptual bridges between their personal

knowledge and new information by incorporating erdtly relevant knowledge. Sleeter (2005)
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argued that the ideals of social justice are nough. Instead, culturally relevant content should
help students name and actively challenge formjoktice, not just recognize and celebrate

differences.

Comer (1984) argued that teachers who are attuntiek tBlack community’s history and
needs represent one of the best opportunitiessfmape Black students for successful
performances in school and in life. Additionallypking through the lens of African American
students in regard to the influences of their teezimay provide greater insight into their
academic achievement while in school and theislaierwards (Cochran-Smith, 2001; Siddle-

Walker, 2000).

The Sociocultural Context of School and Communityn the South

Schools are social settings with an organizedalifé momentum of their own that are the
most immediate, determining forces in the liveseaichers and students inside classrooms
(Lawrence-Lightfoot, 1979). This social contextda into account the cultural, institutional, and
structural forces surrounding teachers and studbatshape their behaviors and interactions.
Lawrence-Lightfoot (1979) noted that people tendetoember the good and bad extremes of
teachers’ behavior while their retrospective meemuobscure the subtleties and erase the

complexities of their personalities and relatiopshwith students.

Although much of the research indicates that treraV/learning environment was
positive for many urban African American studendsiilg segregation, some Black scholars felt
that the Black community had no illusions about @iow school in the 1950s. Irons, (2002)
asked leading Black educators to assess the ednabsiystem. Without exception they blamed

inferior Black schools on racial segregation. &xample, Benjamin Mays (1950) asserted that
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The Jim Crow system with its inevitable consequerafenequality has warped the
minds and spirits of thousands of Negro youthseyTéither grow to manhood accepting
the system, in which they aspire to limited rastaindards; or they grow up with
bitterness in their minds. It is the rare Negriddcivho comes through perfectly normal
and poised under the segregated system. Furtherthergreatest thing that anyone can
do to improve the morale of Negro children and #astto fight to destroy legalized

segregation (p. 423).

Considering the varied social and economic predesamof poor and rural Black
children under segregated living, many Black teecdel not believe that students were doomed
because they lacked cultural capital. They didelelthat without qualifications in the form of
skills and knowledge Black students would have VYewy life chances due to skin color
prejudice, and social location in the Jim Crow &outlowever, Black teachers generally came
from the community in which they taught or from ganAfrican American communities, and
used culturally relevant pedagogical acts in tlassioom to contribute to the acquisition of skills
and knowledge for future success and opportuniietly, 2010). As Ladson-Billings (2000)
noted, students own knowledge formed the basisqpfiry either as part of the official
curriculum or as it interacted with the officialradgulum. This educational capital that the
student acquired was grounded in cultural and r&oiawledge that would help them to endure
the world outside of the Black community, citizeipshiacial pride, morality, and responsibility.

When theBrowndecision was announced in 1954, Georgia governomblie Talmadge
claimed the Court had made the Constitution “a nserap of paper” and promised that his state
would “map a program to insure continued and peenasegregation of the races” (Irons, 2002,

p. 165). Almost one year after the origiBabwndecision cam&rown Il, in which the Court
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essentially returned the issue to the states, speygifying that desegregation efforts were to
proceed with all deliberate speed. However, adeedter the firsBrowndecision, less than
two percent of formerly segregated school distiictSeorgia experienced any desegregation.
Georgia was under court jurisdiction to desegreghtschools in 1971 (Causey, 2001).

White teachers in early Georgia desegregated sehgre not trained to deal effectively
with African American students although the sclrsligy of the period advocated preparing
teachers to work across racial lines, especiaiyiing them in human relations, multicultural
curriculum and instruction, and democratic probkotving (Crain, Mahard, &Narot, 1982;
Johnson & Hall, 1968; National Education Associatib980). Crain and associates (1982)
suggested that a liberal staff made Black studewt®e comfortable in a desegregated school,
and teacher behavior mattered most, school-refatzdl attitudes less, and nonschool racial
attitudes least of all. For example, Muscogee @o8chool District in Georgia did not provide
any in-service activities the summer before teaahnerstudent transfers occurred, nor during the
planning week just before school opened (Cause39)19 However, in the two weeks preceding
the start of the school for the 1964-65 academér, ytbe school district held an in-service
training in which several White teachers servedasultants and leaders for the “Negro”

teachers (Causey, 2001, p.5).

Across the South, many Black and White teachetisdrfirst years of desegregation
suffered culture shock at being thrust into unfeangchools and instructional situations. This
unfamiliarity was discussed by a former Black teadh Causey’s (1999) study who stated that
in Columbus, Georgia you could have lived a lifegiand never experienced a relationship with

a White person because that is how separate tlogidswvere. In addition, a former White
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teacher in this same study exclaimed, “I grew ughwvithree blocks of my Black school
assignment, yet | never knew it was there” (p.5).

Symptoms of teachers being placed in the deseg@gahools included depression, self-
doubt, hostility, anger, seclusion, helplessnasg,aalonging for the company of one’s own
culture (Fuschs, 1995). Orfield (2001) noted Swhe teachers after desegregation faced a
professional crisis, realizing they were ineffeetwith diverse students. White teachers seemed
to experience more culture shock, perhaps becaas& Bachers historically had to cope in a
predominately White world and make accommodati&ux{on, et.al., 1974). For example,
some White teachers in Southern schools lackedxperience, the training, and the desire, to
relate effectively to Black students. A White Quolwus, Georgia teacher described her reaction
when the student composition at her college prejoarachool changed as “almost like joining
the Peace Corps. Going to a place you have neesr, iving with people you have never dealt
with, not understanding their culture, where theravcoming from” (Causey, 2001, p. 415).
Another White teacher explained, “Will they [Blastudents] ever learn to behave and act like

White folk?” The other White teacher expressed:

We were teaching at the same standard [as befsegyoegation] and we couldn’t
understand why these [Black] kids couldn’t meetdhteria. | just didn’t know how to
reach them or to help them. And so there wassdrftion that grew each year until in
1974 when | had an opportunity to go to a privateosl| to teach where | could teach in

the way that | felt comfortable. (Causey, p. 419)

A survey of 215 Southern teachers conducted bydui 974) revealed that more than a third
of White teachers acknowledged becoming more coasaf their qualifications as a teacher

after desegregation.
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Williams (2001) suggested that productive and pasgchool cultures should openly
support the basic values that guide the African Ata@ students, which are likely to be at odds
with White middle-class values. Orfield (2001) falthis to be the typical reaction of teachers
across the South. A former White teacher in @2891999) oral history study describes an
experience in which a White male teacher gavedtisement speech after the first year of
desegregation. The former teacher rememberedhthét farewell speech the retiree said he
could not stand the noise and continued to speautdabe changes that had occurred since
desegregation, and everybody knew he meant heotlamt to teach Black children. The
White, suburban, middle-class teachers did not rtataled how to work effectively with students
of color and linguistic minority students in comyplehanging, interracial settings without good

professional training designed to support multioat education and diversity.

Summary

The research and scholarship review in this chaptinded a wide range of works from
the field of interpersonal communication as it tethto teacher and student relationships during
the segregation and desegregation of schools hansbitiocultural ideologies that were present
in each schooling context. The complexities oéipersonal communication relationships and
the sociocultural factors were evident. In additioultural awareness and cultural studies
research was explored to explain the necessityi®theoretical framework during the African
American students’ transition from segregated &edesgated schools. The relationship
between the sociocultural contexts of school aeddbal community in the South set the
foundation for understanding the experiences ah@rAfrican American students’ in

segregated and desegregated schools.
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Chapter llI

METHODOLOGY

A qualitative research design best accommodatedutmoses of this study of former
African American students’ perceptions of theirctears and learning experiences in segregated
and desegregated schools. The goal of qualitedsearch is to better understand human
behavior and experience in naturalistic settingsg@n & Biklen, 1998). It allows for
surveying the perceptions of others to understamat wn event means to them, how it affects
them, how they think about it, and what they douliio(Patton, 2002). Merriam (2002)
described several other characteristics of intéygreualitative research design that were
applicable to this study. One is being able tdasstand the meaning people attach to their
environments and the events that have occurreditherQualitative methodologies also make
possible the study of specific issues in depthiardktail, including experiences, behaviors,
emotions, and feelings about “organizational fumtig, social movements, cultural

phenomena, and interactions (Strauss & Corbin, 18998). According to Merriam (1988),

In the qualitative approach to research the paramaljective is to understand the
meaning of an experience. Qualitative researchnass that there are multiple realities—
that the world is not an objective thing out thieug a function of personal interaction and
perception. Itis a highly subjective phenomenoneed of interpreting rather than

measuring (pp. 16-17).

In this study, oral interviews were the best wagablect data, considering that | wanted

to understand aspects of the participants’ liv@sal histories bring to life the importance of the
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African American community and its role in shapthg experiences of children, community,
and schools (Pierson, 2009). Atkinson (1998) chtitat a life story is what a person chooses to
tell about the life he or she has lived, told asptetely and honestly as possible, what is
remembered of it, and what the teller wants otbt@ksow of it, usually as a result of a guided

interview by another.

An important task in a qualitative research intewis to design a series of the most
effective and unbiased questions to elicit answerthat information is revealed about the reality
of the issues under study (Biemer, et.al., 1991)is study employed a phenomenological
method to examine the lived experiences of formfgicAn American students. Phenomenology
focuses on the analysis of conscious lived expeegiand the meaning individuals assign to
them (Hussert, 1970; van Manen, 1990). Phenomgiualbinterviews were used to examine
how former African American students made senggeodonal and academic experiences, how
these experiences shaped their worldviews, and/@lys in which the experiences were
contextualized in larger socio-historical milieddatshall & Rossman, 1995). Communication
scholars also have applied this interpretive, desee approach to illuminate issues (Orbe,

1998, 1994; van Manen, 1990).

The use of open ended, in-depth interviews isfimtt®ve means for gathering
descriptions of people’s experiences (Patton, 2082 Manen, 1990). This approach highlights
the importance of context and the multiple ways thadividuals construct meaning. The open
ended interviews in this study were used to undetshow the participants made sense of their

teachers’ perceptions of and actions toward theanhanv these impacted their lives.
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The phenomenological research approach was comptethby life history research
methods to increase understanding of cultural, e&g] and sociological experiences. Life
history interviews are a means for capitalizinglos historical perspectives and elements within
the lives of participants (Casey, 1993). Thes@asphenomena, occurrences, and processes, as
captured in autobiographical accounts, can be asabciological texts (Measor & Sikes, 1992).
The data reflected a more authentic illustratiothefparticipants’ perspectives. The techniques
used by Herbert (1990) to elicit sensory and eneatiemories of a specific place also guided
the data collection in this study. Through docutimgnthe participants’ memories and stories,
the past came to life in the present and hopefulbyided a different lens for working with
present and future African American students. sEhsories, memories, and traditions are

powerful expressions of community life and values.

Research Setting

In the 1950s and 1960s, Columbus, Georgia wastidetexill town, and it exemplified
the class and race relationships typical of th&grpalistic industry (Hall, 1987). The “old
Columbus” elite, who had gained their wealth thitotige mills and related industries, real
estate, and other investments, ruled the cityipally, socially, and economically. They tended
to live in segregated north Columbus neighborhoddsl workers and their descendants
clustered in exclusively White former mills village north Columbus that had been
incorporated into the city limits (Causey, 200Eprt Benning, home of the U.S. Army Infantry
School and a center for airborne training, adjoitiedcity’s southern boundary. Most of the
Black population of Columbus lived in the centrattpof the city, although several middle-class

Black neighborhoods had developed in south Colunfius. Department of Commerce, 1970).
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In 1958, Governor Vandiver of Georgia promised tintain segregation in the state’s
public schools. In July 1963, the school boarthenMuscogee County School District (MCSD)
formed a Special Committee on Desegregation. piedaber, the day after the bombing of the
Sixteenth Avenue Baptist Church in Birmingham, Alata, the board unanimously approved a
freedom of choice plan to desegregate the scho@gade per year. That pace was too slow
for the local NAACP, which filed a court suit innleary 1964 on behalf of Black students
Gwendolyn, Jerry, and Jim Lockett (Causey, 199%ckett v. the Board of Educatiaf
Muscogee School Distri¢see Appendix C) charged the district with opeaa “superior

public school system for Whites” and an “infericheol system for Negroes” (Johnson, 1964, p.

p. 1).

ThelLockettcase was in and out of court for more than thesmdes. One reason for its
continuance was the district court judge who pesgiaver it. Judge Elliott pushed anti-civil
rights legislature, including a literacy test antit& primary. Superintendent Shaw of the
Muscogee County School District testified that desgation should be gradual to avoid
“chaos.” He pointed out that segregation was “g@land universal custom” and to abandon it
suddenly would “injure the feelings and physicallveing of the children...” (Lockett, 1964,
np). In September 1964, one Black twelfth gradgexgefully desegregated Baker High School,
in a working-class community that served most efldtal military students (MSCD Board
Minutes, 1964). NAACP pressure also helped spesdgtegation in Muscogee County and the

Superintendent and the Board wanted to avoid leggicion.

The school board governing Columbus Muscogee Cdbaityol District had
desegregated some of the K-12 grades by 1967-1868w judicial mandate. In September

1968, the MCSD Board ruled that all grades welgetintegrated through freedom of choice and



43

placed a minimum of two minority race teachersanheschool during the 1967-1968 school
year. This meant that two White teachers wenteéd@minately Black schools and vice versa.
After the Fifth Circuit Court of Appeals ruled ihagU. S. v. Jefferson County Board of
Educationcase in 1967 that teaching staff had to be desatge@s well, the MCSD Board
responded with a plan to employ teachers wheree“oacolor shall not be a factor” and to
assign two or more teachers to schools where tloeydabe in a racial minority (Muscogee
County Board of Education, Minutes, 1968, p. 54Bifty-nine of the 67 schools in Columbus
opened in September 1968 with one or more minaaity teachers. The board assigned 42
White teachers to formerly Black schools and 8xBl@achers to formerly White schools

(Lockett, 1968).

Teachers and students remembered little emphagisamtemics during the first
tumultuous years of school desegregation. A fovibite teacher who was interviewed in
Causey’s (1999) study remembered little emphasmscandemics but rather survival was the
goal. He recalled “Our task was to get throughytber and have reasonable order in the schools.
Our task was not to look at curricular issues. tagk was to survive the year.” A former
White student in Causey'’s study agreed. He s@idségregation taught you more about
survival than it did about school. However, sésdby Rodgers and Bullock, (1974) and Mahard
and Crain, (1982) indicate that the academic aemmnt of White students remained steady in
southern schools during the first years of desedreg or rose slightly.

Superintendent Shaw made his resistance to integride faculties known when he
commented in the newspaper that, “Ironically, weeheome to the point where well qualified
Negro teachers are very scarce” (Johnson, 19@®l)p. This statement contradicted his

testimony in the Lockett case when he noted thatiBteachers in Muscogee County averaged
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more advanced degrees than the White teachersdZa#99). Black teachers often completed
advanced degrees from prestigious universitied) ascColumbia University, New York
University, and the University of Chicago. Onediear in Causey’s Study stated, “If a Black
teacher sought a degree program not offered adbtie three Black state colleges, rather than
desegregate the University of Georgia, the statétpa difference between in-state and out-of-

state tuition” for Blacks to attend colleges andvarsities in other states (Causey, 1999, p. 405).

Transfers of White teachers conformed to the s@pistandard, with the youngest in
service going to traditionally Black schools (MC8bDard Minutes, 1971). Some teachers
believed that placing young White teachers in Bladhools was as intentional as assigning
Black veterans to White schools. Additionally, Black female teachers experienced new
pressures in working with young and inexperiencddt®teachers and took on the additional
duty of helping their new colleagues adjust so etisi would not suffer (Fairclough, 2007). The
new White teachers were unfamiliar with Black crétand students and sometimes, relied on
the Black teachers for information and guidancee Black teacher described her experiences
quite differently. As an exemplary teacher, she aecustomed to respect from colleagues and
administrators. Her White colleagues used hersidiesd never allowed her to take on a
leadership role as a leader in team teaching singt The Black teacher was surrounded by
younger White teachers who did not value her egper, and refused to view her as an
authority figure. This teacher experienced negaiticidents daily with colleagues and

administrators (Milner & Howard, 2004).

Black teachers and many Whites believed that thed/¢lchools simply took the most
talented and experienced Black teachers. Thidipeaaf hand-picking veteran Black teachers

was documented across the South (Buxton, et.94)1 Some of the veteran Black teachers
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had been department chairs with 15 to 20 yeargmdrégence, yet were transferred to White
schools (Causey, 1999). At one Black Columbus katool, every faculty member with an

advanced degree was sent to a White school (MCSiABdinutes, 1971).

In spite of the Muscogee County’s freedom of chqileen to integrate the school system,
by 1970, of a total 67 schools, 15 remained altBland 12 were all White (Lockett, 1970).
Only 12.5% of 13,000 Black students attended folynéthite schools, and fewer than 1% of
White students attended formerly Black schools €egu2001). Most of the White schools
employed only the required two Black teachers,dyut 970 one Black school had 11 White

teachers and another had 14 (Lockett Individuab8cReports, 1968).

Federal pressures for desegregation increased thbeSupreme Court dealt a harsh blow
to freedom of choice plans that did not producéanpisystems in the case @feen v. New Kent
County(1968). The district court also ordered inteigraby use of student racial ratios and
busing inSwann v. Charlotte-Mecklenburg Board of Educa{it®69). Shortly after the ruling,
the federal Office for Civil Rights mailed lettdrs112 Southern districts, including Muscogee
County, telling them to desegregate by Decembefl 389, or face losing federal funds (Metcalf,
1983). This was no small threat to Columbus schadiich received almost 1.8 million dollars
of federal funds that year (MCSD Board Minutes, 996As a result, the Muscogee County
School District was forced to make drastic chandges.January 5, 1970, the board transferred
Black and White teachers to ensure the Black-Wk#eher ratios in each school was equal to
the teacher ratios in the entire system (Johns®rQ)1 On May 29, 1971, the Fifth Circuit Court
ordered Muscogee County to do away with its dusdesy of education (Smith, 1971). In June
1971, the School Board approved a student assignprenwith 70 percent White and 30

percent Black students for elementary schools &ygercent White and 25 percent Black for
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junior and senior high schools. The faculty rat@s to be 75 percent White and 25 percent
Black in every school. The board promised theheecwith the most seniority in each school

would have the choice of remaining or transfertim@ different school (Causey, 2002).

Maintaining White majorities meant Blacks lost owstep of their former schools.
Those middle class children whose families had eeredrock of support for Black schools
were targeted for transfer to White schools. TheEBschools lost some of their traditions, such
as changing the school’s alma mater to accommatlaite students, removing portraits of
famous Blacks from view, and modifying the chorexqgdry of traditional graduation marches
(Causey, 2001). The portraits of George Washin@arver came down and the traditional
“sway” in the seniors’ steps at graduation gave teag march to accommodate White student

preferences.

The way the Black teachers were divided in Muscdgeenty made it inevitable that
close teacher-student relationships among Blackddwend. As Causey (2001) noted, “Black
students who may have felt psychologically threatieas they went from the majority to the
minority had few mentors left. Black teachers é&edid Black children lost out without the
academic and moral influence Black teachers tauhlly had exercised” (p. 415). The Black
community was upset due to the massive shiftingtwdents and teachers, and responded with
various sporadic events such as disrupting boaetings, student walk-outs, petitions
demanding the resignation of the superintenden;dits, and scattered incidents of school
vandalism (Causey, 1999). A school fire at BakghtEchool destroyed the entire school
auditorium (Battle, 1970; Dunn, 1971; Smith, 197[).spite of the community’s reaction to the
unfolding legal and social events, Columbus nexpegenced the high-level of turmoil that

happened elsewhere, such as in Birmingham and Né&@13; nor did Columbus at the time
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experience a mass exodus of Whites either outeotitly or into private schools (Johnson, 1964).
The Black student attendance at any school neveegbed 30% (Smith, 1971). Another reason
for most Whites remaining in the schools was thaté were no suburban schools in the district

(Causey, 1999).

Changes in the school district leadership and dgaphics began to influence the
direction of desegregation in Muscogee County. foheer superintendent retired in 1973 and
the new superintendent relaxed the criteria fordfers, which caused the schools in Columbus
to quickly become re-segregated. Demographic sratgb contributed to changes within the
schools. The Black population of Columbus incrddsem 34 percent in 1980 to 40 percent in
1990 (Causey, 2001). In May 1991, the Columbus ERAevived the law suit, charging the
school board with intentionally allowing the raciatios mandated in 1971 to become
unbalanced. The same judge in the original Loakate dismissed the case in 1972 because the
original defendants had graduated. But, in Novemnalf that year the I Circuit Court of
Appeals recognized class certification for Musco@eenty’s Black students, allowing the case

to proceed.

The school board voted to dismiss the Lockettamit seek a declaration of unitary
status. Judge Elliott ruled in the district’s favmt upon appeal, in August 1996, a three-judge
panel of the 1 Circuit reversed his decision. However, in Ma@19the same three- judge
panel reversed its former decision in declaringt the district had dismantled its dual system of
segregated schools and was no longer under thecirt.order. On October 22, 1997, the last
day possible for an appeal to the U.S. SupremetCiner NAACP announced it would let
Lockettdie. The Columbus NAACP made six proposals to theal board to continue efforts to

desegregate schools, increase the number of Bdackeérs and administrators, raise minority
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student achievement, and reduce the number of dtspall to be effected with input from the

Black community Columbus Ledger Enquire2002, p. F3).

Selection of participants

There were 10 participants in this study. Theysisted of four female and three male
African American former students of varying aged aacio-economic status who attended
segregated schools in Columbus, Georgia betweef-19%0, and in 1971 and beyond attended
a desegregated school; one African American foconanselor; one African American former
teacher; and one African American former princip&.strategy of maximum variation
sampling was used to avoid a simple convenienc@lsagn(Patton, 1990; Strauss & Corbin,
1998). The maximum variation sample, which is alslled a maximum diversity sample or a
maximum heterogeneity sample, is a special kinguoposive sample. The sampling allows the
researcher to deliberately interview a variety @bple to gain a broader perspective across
various boundaries. The most useful strategylfematuralistic approach is maximum variation
sampling. This strategy aims at capturing and deisgrthe central themes or significant
outcomes that cut across wide participant or prograriation. Any common patterns that
emerge from this variation are of particular ing¢r@nd value in capturing core experiences and
major shared aspects (Patton, 1990). Patton sieghmat findings from even a small sample of
great diversity yields important shared patteras tut across cases and derive their significance
from having emerging out of heterogeneity. Maxmmvariation sampling can yield detailed

descriptions of each case, in addition to idemifyshared patterns that cut across cases.

The participants in this study were selected puyabgand non-randomly from different

social circles to create maximum variation. Siedialker (1996) looked for variability in her
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study of the all-Black school she attended in CiisB@unty, North Carolina. She stated, “l also
sought interviewees who would have a range ofioglahips to the school, including students
who completed high school and those who didn’t... stadents who were involved in
numerous school activities and those who were (p22). The plan for choosing the
participants for this study followed this exampiledpeaking with as many persons as the
researcher could. The researcher attempted twiewestudents who attended various schools
within the Muscogee County School District, of viagyages and socioeconomic groups, high

school graduates and high school dropouts.

Personal and professional networks of family memdermer school mates, and former
and present principals, were used to identify pidéparticipants. Additionally, study
participants, as well as staff members from the ddgse County School District Records
Department, volunteered their friends. | grewmihie area, my father was a junior high and
high school principal, and my mother was a thiradgrteacher for the Muscogee County School
District. The close knit relationships formed amgdhe African American educators in
Columbus, Georgia allowed me to recruit participdot this study. This insider association

provided direct access to many of the participlpetsause they knew my father.

Initially, phone calls were made to obtain preliamypinformation about potential
participants to ensure a broad range of experiewees included. Additional recommendations
for other participants were elicited from those wiere called. The researcher contacted a total
of twelve former African American students and ffeemer African American administrators.

Six of the former African American students immeelia agreed to meet with the researcher.
Five of those contacted did not return the reseatgltall, and one person was too ill to be

interviewed but was very interested in participgtim future studies. Three of the five former
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administrators immediately agreed to be interview@e requested to be interviewed by phone
but passed away before the researcher could cotititerview, one administrator stated that
he could not participate in the study because én@@ when he was a principal at segregated

and desegregated schools were too painful to tevisi

After participants were selected, an informed cahgam was provided to enable them
to participate voluntarily in this research studyhe informed consent form explained the
purpose of the study, interview guidelines, righbtprivacy and anonymity, the benefits of the
research as compared to the risks to the indivijaald equity of participation in the study
(Creswell, 2005). The consent form ensured thdtgg@ants understood the conditions of
participation, agreed to participate, and had thgoctunity to not participate or withdraw from
the study at any time without penalty or loss aidfé. Additionally, the consent form explained
that the interview would be approximately one te and a half hours in length and audio
recorded to ensure accurate transcription. (A @adgkie consent form is included in Appendix

A).

Copies of yearbook photographs were shared witlpainicipants to help them to
remember their past experiences in the last seg@gahool they attended and the desegregated
schools that they transferred to the first yeadedegregation. Each of the interviews was
recorded with a digital recorder, copied onto a pater disc to free space on the recorder for the
next interview, and then later transcribed. Thsmaecher followed up with phone interviews for
clarification. These follow-up interviews variagdlength, depending on the time called, the

nature of the questions asked, and the willingoésise participants themselves.
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Profiles of participants

Seven former African American student participaits;luding myself), one former
African American teacher, one former African Amanacounselor, and one former African
American principal participated in this study. Asvay of increasing the consistency of data
collection, I had someone else interview me. Pisson had experience with qualitative
interviews and understood the design of the stigsed on the anonymity clause, the
participants have been given a pseudonym. TheeioAfrican American students and the

former Principal, Counselor, and Teacher are ifiedtby their pseudonym.

Table 1

Profile of former student participants

Pseudonym Gender Desegregation Age Desegregation Grade
Daryl Male 14 9

Barbara Female 16 11

Lisa Female 10 5

Sade Female 13 8

Jim Male 16 11

Bill Male 15 10

Cathy Female 10 5
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Former African American Students Profiles

Darryl is a 56 year old male born and raised inu@ddus, Georgia. He attended
segregated schools through eighth grade and voilyttansferred to a desegregated school in
the ninth grade when Muscogee County School Didtad a choice desegregation plan. The
participant grew up in a two-parent household inclwleducation was valued, despite the fact
that both parents had not finished high schook rother had a third grade education and his
father, eleventh grade. Darryl attended a postatany vocational program and has a certificate
in Industrial Electronics. He owns a Cement Magdousiness that was handed down to him by

his father.

Barbara is a 56 year old female born and rais€binmbus, Georgia. She attended
segregated schools until the tenth grade. Thiscgzant grew up in a two-parent household in
which both parents highly valued education, andh lbeteived their high school diploma. She

has an Associates Degree in Nursing and has bBRegiatered Nurse for over 30 years.

Lisa is a 51 year old female born and raised ilu@bus, Georgia. She attended
segregated schools until the fourth grade. Theqggaant grew up in a two-parent household in
which both parents highly valued education. Tlmthar had a ninth grade education and the
father, a sixth grade education. Lisa has an AagecDegree in Business Administration and is

currently a Patient Access Supervisor.

Sade is a 54 year old female born in Hartford pAlaa and moved to Columbus, Georgia
when she was eight. She attended segregated saldblher seventh grade school year. The
participant grew up in a two-parent household inciwhboth parents highly valued education.

Her mother attained a Bachelor of Science degrdéanfather has two Masters degrees and
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credits toward a doctorate. She has a BachelScigihce degree and credits toward a Masters,

and is currently a Customer Service Representative.

Jim is a 56 year old male born and raised in CbusnGeorgia. He attended segregated
schools through the ninth grade. The participaeivgup in a two-parent household in which
both parents highly valued education. His motleer & certificate in Nursing and his father, a
Bachelor’s degree. He attended college but diccaotplete his Bachelor's degree. Jim owns a

Mortuary that was handed down to him by his father.

Bill is a 55 year old male born and raised in @Qabws, Georgia. He attended segregated
schools through eighth grade. The participant gipwn a two-parent household in which both
parents highly valued education. His mother hislaater’'s degree and father has three years of
higher education and a Mortician’s license. Hed&machelor's degree and is currently the

owner of a Mortuary, which is a family business] @also a City Councilman.

Cathy is a 51 year old female born and raised lmi@bus, Georgia. She attended
segregated schools through the fourth grade. g@drscipant grew up in a two-parent household
in which both parents highly valued education. kbether received a bachelor’'s degree in
teaching, and her father a masters of educatiorciatits toward a sixth certificate. The
participant has a master of education degree anariently working on a doctorate in education.

She is employed as a community college instructor.

Former African American Administrators

Mr. M is an 80 year old male born in Phenix CityaBama and raised in Columbus,
Georgia. He holds a doctorate of education deguad was a teacher and an administrator in the

Muscogee County School District for 38 years.
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Mrs. S is a 75 year old female born in Eufaula,pal@ma. She moved to Columbus,
Georgia in 1958. She holds a masters and an edoabspecialist degree, and was a teacher in

the Muscogee County School District for 38 years.

Mrs. P counselor is an 84 year old female who wae Bnd raised in Columbus,
Georgia. She holds a counseling certificate andhster of education degree, and was a teacher

and counselor in the Muscogee County School Dtdtric21 years.

Data Collection

Interviews.

Two data sources were used in this study. These merviews and historical
documents. Using a variety of collection technigoelps to ensure that the researcher elicits the
data needed to gain understanding of the phenomeneestion, and to obtain different
perspectives on them (Glesne & Peshkin, 1992)e dita for this study were collected through
one to one and a half hour interviews and followptipne calls. Semi-structures guidelines
were followed to keep the interview focused (Wel€94; Seidman, 2006), as well as apply the
three step process suggested by Atkinson (1998iféastory interviews. According to

Atkinson,

A life story interview involves the three followirggeps: a) planning (pre-interview),
preparing for the interview, including understampwhy a life story can be beneficial; b)
doing the interview itself (interview), guiding &fson through the telling of his or her
life story while recording it on either audio odeo tape; and c) last, transcribing and
interpreting the interview (post interview), leagiguestions and comments by the

interviewer and other repetitions, out (only therdgof the person telling the story
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remain so that it then becomes a flowing, connectedhtive in the teller's own words),
giving the transcribed life story to the persomawiew and check over for any changes
he or she might want to make in it, and responthrthe life story in the form of a

subjective reaction or substantive reaction or tsuitive interpretation or analysis. (p.26)

Each interview was semi-structured in order to gufte conversation, yet remained
open-ended. For example, a set of 36 open-endestigas (see Appendix B) that focuses on
each participant’s background, perceptions of teegltlassroom management, curriculum, and
teaching methods in both segregated and deseguegrditeation systems were used in the
interviews. Some of the questions were: How did gerceive your teachers at the segregated
school?; How did you perceive your teachers atldsegregated school?

Each participant was encouraged to share indiviekgaeriences and perspectives
(Patton, 1990), and provide information that may/have been considered prior to the
interviewing process. Each interview was conduetetthe participants’ homes, and was audio
taped. Field notes were recorded immediately Yalg the interview. The use of audio
recorded material and use of field notes allowedrésearcher to concentrate on the

communication with the participants, and minimize possibility of biased selective recall.

Documents.

A collection of oral and written documents and waistiexts, helped the researcher
validate the reflective memories of the particigagenerated from the interviews, and to reduce
the amount of nostalgic and romanticized recollewi This included Muscogee County School
District archival audiotapes, written transcri@sd annual reports; transcribed oral histories of

former African American students; teachers, andgypals; segregated and desegregated
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schools’ archival records, photographs, and ye&$iaand local Black and White newspaper
accounts. These multiple sources served to valiolatontest various versions of history, and
helped realize the deeper meanings around thespasts (Jeffries, 1997). Wertsch (2002)
introduced a more complex perspective of multiplénaultivoices” collective memories
attributable to texts. According to him, “Memobgth individual and collective, viewed as
distributed between agent and texts, and the tastrbes one of listening for the texts, and the
voices behind them as well as the voices of thequdar individuals using these texts in
particular settings” (p. 6). Glesne (1999) sutggtshat these documents add both contextual

and historical dimensions to interviews.

The Muscogee County Records Department and then@tnis State University were
easily accessible for data about schools in ColunBGeorgia. The Muscogee County School
District has a collection of institutional handbgpkecords, photographs, superintendents’
reports, and school yearbooks. Although the Musedgounty School District office was easily
accessible, the supervisor set stringent restristan access to these documents. The researcher
made two separate visits over a one-year periauth®first visit, the supervisor allowed the
researcher access to the documents in two-houwatse which produced a total of 10 copies.
During the second visit, the researcher was alloage@ss to documents for three to four hour
intervals in the morning and afternoon, and producéotal of five copies. Thus, the researcher

had to record a significant amount of informatioconi documents on a laptop computer.

Archives at Columbus State University serve agaseory for materials documenting
the history of the greater Columbus region. Tlohiaes have an extensive collection of oral
histories, newspaper articles, and photograph® arfthival research allowed the researcher to

acquire information about the research settingaedte visuals for the participants. The
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archivists at the Columbus State University alloweglresearcher to have unlimited access to

the archives and was extremely helpful in locatiatpable documents.

Yearbook photographs of school activities andqansl such as clubs, teachers,
administrators, and students prompted the partitgo@ recall past memories of specific
experiences at schools in Columbus, Georgia. BEI95) explained that analyses of documents
strengthen one’s understanding of the phenomeniog lkeamined because they are natural
parts of participants’ lives. Institutional handlis, photographs, newspaper articles, and school
yearbooks, along with personal narratives, were asesources to construct profiles of former
Black students’ experiences in Columbus schoolmdwsegregation and desegregation. While
individual and collective remembering is “alwaydmct to the nostalgic interpretation of
experience, “ as Beaubouf-Lafontant (1999) explitihe points of convergence in these
separate investigations of Black segregated sdreainany and they suggest in a compelling
manner that African Americans are recalling aspettkeir history that warrant the attention of

educational researchers” (p. 170).

Data Analysis

The descriptive units of measurement in this reseproject were the participants’
responses regarding their perceptions of the teadthesegregated and desegregated schools.
Preliminary units of investigation included the i@pants’ backgrounds, perceptions of
teachers’ classroom management styles, curricuitenq and teaching methods. The data
analysis process encompassed practices associdbecbwtent analysis and interpretive

analysis. Creswell (2008) described content amalys a process used to identify the presence
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of specific terms or theories between data or dets. Interpretive analysis involves examining
the data sets and providing meaning to what isogis®d (Creswell & Plano, 2011).

An analytic-inductive process to organizing theadats used according to guidelines
suggested by Miles & Huberman (1994). In this gtwdntent and interpretive analysis
occurred on three datasets: interviews, field nated historical documents secured from the
archives of Columbus State University and the MgseoCounty School District. The aim of
each analysis was to identify emergent themes nvghch data set and commonalties among the
data sets. The audiotapes from the interviews #sawéeld notes were transcribed by the
researcher and archival documents were synchroniZdbstages of data analysis were
conducted in reference to the theoretical framevaditke study. Detailed notes related to the
various concepts discussed in the literature revieve made. The process of data analysis
began with the researcher coding, and sortingakgaciated with the three data collection
instruments. Sorted data were then entered @attahalysis poster boards. Included on the
poster boards were participants’ responses, archindfield notes, and emergent themes.

Preliminary and secondary analyses encompassawé€lfs (2005) three-step
procedure for analyzing and interpreting data.is pnocedure consisted of understanding and
validating the data, comparing the data, and dgueipthemes. Understanding the data
constituted analyzing the degree to which respoakt® participants related to the questions,
and the degree to which the historical data, &llatcoincided with participants’ responses, or
produced common information not shared by partiipa The data were read several times
using a line-by-line analysis to organize it intmceptual categories to identify themes and
patterns (Strauss & Corbin, 1998). Open codingwgasl to locate themes and assign labels in

an attempt to condense the mass of data into qaegdleuman, 2004). Responses provided by
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participants were separated into two categoridsvaat and irrelevant data. Responses not
associated with the questions were identifiedr@tevant data and responses associated with the
guestions were identified as relevant data. Afgdidating participants’ responses, interview

data were compared to archival data and scholaesldpessing segregated and desegregated
schooling.

After the initial interviews and follow-up intervies were transcribed and archival
information were synchronized, relevant data exserom the interviews and archives were
identified and coded (Bogdan & Biklen, 1998; Seidni2006; Weiss, 1994). Grouping
concepts into categories is important becauseaibles the researcher to reduce the number of
units. In addition, categories have analytic poletause they have the potential to explain and
predict. Four labels were used to identify corguar categories of emergent historical themes,
perceptions of teachers’ classroom managemensstiiericula content, and teaching methods.
Relevant data provided by participants and dataetad from historical documents were
classified according to the identified categoriége final step in the analysis process involved
the developing of relationships, themes, and caddbey related to the participant’s perceived
experiences with segregated and desegregated sahaoid historical scholarship.

The identified themes and patterns were placecparate poster boards by categorizing
data sources. One board consisted of contenttlherstudent participants; the second board
contained interview content from the administrapeagticipants; and the third poster was created
from secondary data sources such as newspapdesyriiearbook pictures, school history books,
superintendents’ reports, and oral histories. eAfommon themes and patterns were identified,
the researcher coded and recoded the data lookireyéry instance in which a participant

talked about a particular theme. A preliminaryiogdorocess, reflective of the conceptual
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framework and research questions, was createdtpribe fieldwork (Creswell, 2002). Creating
category codes for the data and marking passadbs tnanscribed interview made it easy to
retrieve the content for comparison and analyB®. example, the researcher labeled
interpersonal communication as one descriptive thand matched interview responses related
to the principles (i.e., communication style usaekceptions of self and teacher, type of
relationship between teacher and student, etedetetify common and uncommon themes.
Grouping concepts into categories was importanalbree it enabled the reduction of the number
of units and facilitated interpreting the data &é88s & Corbin, 1998). Creating categories also
allowed the researcher to analyze similar and edidtory experiences among the participants.
The participants’ perceptions of teacher-studetatractions in segregated and desegregated
schooling provided the basis for investigatingdoestion, In what ways did African American
students who attended segregated schools in Cokjn@®morgia and later transferred to
desegregated schools, perceived how these expesiaffected their subsequent academic and
life accomplishments?

Summary

The analyzed data sets were divided by generdigmgés. Interpretation of the data resulted
from categorizing and coding texts. The conditiohthe coding process stemmed from the
common responses between reports of the partig@artt common themes among historical
data. Descriptions, patterns, and phrases shapeagktieral categories and provided the
framework for condensing the data into precise epteand conclusive themes. This chapter
described the qualitative methodology that was usdélis study to facilitate these analytical
processes. An extensive description of the stuehgearch setting also was provided. In

addition, the selection of participants and a dpsee profile of each participant were presented.
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Chapter IV

FINDINGS

The purpose of this study was to investigate aial igaight into the perceptions of a
group of African American former students’ expedes in segregated and desegregation
schools in Columbus, Georgia. To do so, sevendofrican American students who attended
segregated and desegregated schools between 1984at@ three former school staff in
administrative, teaching, and counseling positidumsng that same time period were
interviewed. The findings are also based on aeaslyf secondary data sources including school
annual history reports, school yearbook contemesntendents’ reports, and articles from a
Black newspapeiGolumbus Timgsand a White newspapeC@lumbus Enquirgr The
investigation of the African American students’ gaggtions included three concentrations: (1)
students’ perceptions of their teachers in segeegaind desegregated schools; (2) students’
viewpoints of their teachers’ perceptions of thesiearners in segregated and desegregated
schools; and (3) students’ viewpoints regardingitipgact of teachers’ perceptions on their

academic and life experiences.

After examining the former students’ responsesesiediiemes across all participants
were identified. In regards to former studentscpetion of their teachers in segregated schools,
kinship, caring, and disciplinarians emerged asqqrons of teachers in segregated schools,
while uncaring and unwelcoming emerged as percepitd teachers in desegregated schools.
Additional analyses of students’ views of theirdeers’ perceptions of them as learners in
segregated and desegregated schools, resultadhirety of responses and two recurrent themes
coded as intellectually capable and intellectuifgrior. Intellectually capable emerged as their

teachers perceptions of them as learners in seigeegehools, while they thought their teachers
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in desegregated schools considered them intelliécingerior. In reference to the impact on the
former students’ academic and life experiencesjvatdn and success in segregated schools
emerged. Sense of lost and determination to sdcggéaced as impacts on the former students’

academic and life experiences in desegregated kschoo

The findings in this study suggest that interactiwith teachers in segregated and
desegregated schools played a significant roleerfarmer African American students academic
and life experiences. Specific findings and datated to each research inquiry are presented
with its associated themes. Quotes from formeatesitiparticipants and primary and secondary
sources are offered to substantiate the findifige first section addresses findings associated
with segregated schools and the second sectioesskl findings associated with desegregated
schools.

Segregated Schooling

There has been a conscious effect to produce aoon@mnories that challenge dominant
perceptions of legally segregated schools for Big&elly, 2010). Over the last 15 years,
several scholars have described segregated sawty®od and valued” (Dougherty, 1998;
Fairclough, 2007; Siddle-Walker, 2005, 2000, 1986kgards to educating Black students.
Siddle-Walker (1996) suggested that valued Blagkeggated schools during the era of de jure
segregation provided outstanding opportunitiesirgtary teachers, engaging curriculum and
extra curriculum activities, active parental invatrent, and community leadership through
school principals. The segregated schools attehgélde former student participants in this
study were identified as providing all of theselgies of a “good and valued” school.

An inspirational message written by the principathie yearbook of a segregated high

school that the majority of the former studentsraded stated the value of the Black student.
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This type of message can enhance the studentsemadnd cultural identities. The principal
declared:

The youth of today are trying to gain a definitaqa in society. These intelligent persons

try to better society. They try to ameliorate peshb instead of aiding them. They strive

for a better life for all and not for some. Whiteschool, the young people have to stop
and look at their environment and make decisiontbeir own way (Carver High School,

1969, p. 10).

A significant finding related to teacher-studertenactions in segregated schools was the
degree to which the former students perceived Bleakhers as caregivers, disciplinarians, and
family members. All of them were motivated to lesessful as a result of former teachers’
sense of caring, disciplinary approaches, and pargnidance. These themes are presented next
along with detailed responses from former studanig@pants and secondary sources that

confirmed these findings.

Students Perceptions of Teachers.

How former students perceived their teachers dwseggegated schooling was based on
their verbal and nonverbal interactional stylesie@f the features conveyed through these
interactions was a combination of caring and kipst#everal of the former students shared how
the caring nature of Black teachers went beyonchiag to assisting parents or primary

caregivers with meeting their emotional, physieald social needs.
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Kinship and Caring.

Each of the seven former student participants tesainology that reflected a sense of
caring that was synonymous with the concept oftkms Five of them even used family

oriented terminology in describing their relatioipstvith their former Black teachers.

Several of the former students explained thateéhehers managed the classroom like
raising a child. Darryl, who attended segregatdtbols through eighth school remembered, “I
was a little slow. A couple of guys picked on nmel #rs. F had my back. She cared about me
and wanted me to be secure.” Lisa and Cathy whe Weth in segregated schools through
fourth grade viewed former Black teachers as caaimdjidentified them as parent figures.
According to Lisa, “They were caring and [wereHithe second parent at school,” and Cathy
added, “the teachers talked to the students hsyfwere your parents; almost like a second set
of parents.” Bill, who attended segregated schimalugh eighth grade explained in more detail
that:
The teachers were like your mother, father, augti@pdmother...family oriented, who
took a close interest every day. We always hadgheher who would put that arm
around you. They constantly had 28-30 students eaery individual was important.
The teachers were able to deal with that and madeeverybody learned...made sure
you got your homework done, called the house, orechy your house. If students were
still having trouble, they could come after schimomeet with the teachers and this began
in Mrs. L’s class in ? grade. The students who were failing became @esits and C
students became A and B students. Kids in the@ofelt sorry for themselves, and the
teachers wouldn't let them; they pushed them to timits. And now we have

cardiologists straight out of the project.
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Mr. M, a former principal, Mrs. P, a former teacled Mrs. S, a former counselor who
participated in this study also associated teach&hskinship and a sense of caring. Mr. M said
“Black schools were caring institutions for Bladki® and that was the center of all activities for
them. Teachers made sure that parents were irdvaliviaeir children’s education whether they
were from the Elizabeth Canty project or lived ihame in Cedar Hills.” Mrs. P stated, “We
viewed the students as if we gave birth to therd,vae felt like they were our children.”
According to Mrs. S, “There was a warm, family-likBnosphere, and | was like their mother.”

Concurring with these viewpoints, Sade, who attdregregated school through seventh
grade extended the concept of caring by Black &&dn segregated schools by giving more
specific details of how these feelings were achealiin practice beyond academics. She recalled
that,

Back then, if there were students who didn’t hawamal things, hygiene wasn'’t up to

par, or they were hungry, the teachers paid atterand tried to help by donating clothes

and made sure they had a hot breakfast. They vem@emed with more than just school
life. They knew home life affected school life, they tried to make sure students were
well rounded, economically and socially, and theyrewnot just concerned with

education or their paycheck. They were dedicated.

The three administrators confirmed the additiongig®rt provided by staff and faculty at
segregated schools. Mr. M and Mrs. S stated kiggt bought students what they needed and
took them on field trips. Mr. M proclaimed that &ed his wife, who was also a teacher,
personally provided supplies and materials studese¢sled in the classroom. Mrs. S commented

on buying students breakfast and lunch, and pumpa$othes for those who needed them.
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Sade, who attended segregated schools schookaméihth grade, stated that one teacher

stood out in helping the students to value thdiiuce. She continued:

My 7" grade teacher taught us about Africa and Afridatohy when that wasn't
something that was taught in school. Africa wdsrred to at that time as a dark
continent and they would just tell us about th@ueses that came from Africa and not
about Apartheid. We just knew Africa was rich atural resources. He made us learn all
the countries and capitols of those countries.pidbably influenced me to be more
interested in my African culture, our ancestordtune.

Based on several school history books from theegeged schools (each school in the
Muscogee County School District had a practiceregenting an annual status report in the form
of a history book), the philosophy of reaching Wiele child, as these former student
participants implied, was promoted within the sggted school educational system.
Specifically, caring for and the importance of t@ag the whole child were reflected in Carver
Junior High history book (Carver High School, 1968 school that five of the seven former
students attended. A quote from the 1968 Carvaiodidigh School history book emphasized
the philosophy:

The school serves as that streamxpiegiences to develop the aesthetic, intellectual,

moral, and physical powers of its students up &ir thullest potentialities. This goal can

be reached through experiencing good human rekgttbe unity of life that exists in

promoting character, education, and developing deadership traits among people. (p.

3)

This was also the ideology of another segregateidijunigh that three of the seven

former students attended. The 1966 Southern duingh history book stated that it offered a
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comprehensive academic program to develop the wiekonality of the child. In addition, it
contained information related to this premise it thach student’s residence, educational intent,
occupational status of parents, and the elemestdryol attended was considered essential for

relating to and understanding students. (Soutbenior High School, 1966, p. 3)

The teachers in segregated schools also were rr@tcabout and interested in the
futures of their students. A statement by Barlrazlied that teachers in segregated schools
cared about students receiving a quality educatiime said, “They knew it was hard to reach
the higher level of education that you needed heg stressed the importance of getting an
education. They stressed what was needed andygavbe groundwork. Another student
Lisa, remembered a teacher saying, “Your fututeased on education, and life is not fair. It
never will be. You will be qualified and told &g you should have yourself prepared and
educated so they can’t turn you away because yoii kave the credentials.” According to Jim,
as a result of the concern and caring nature aflBleachers in segregated schools, more
intensive learning occurred since, “We learned nmmoegregated than integrated schools
because the teachers really cared.”

The Southern Junior High 1970 history book focusedow the caring nature of Black
teachers led to the creation of study sessionsstiodents who wanted and needed help in
mathematics. After school help sessions were wded twice a week for one hour for remedial
math and for those students who wanted advance#. wBill who attended this junior high
commented on the extra help and study sessiongdeby the math teachers at the school. He
said,

A math teacher borrowed algebra books from a higlosl and brought them to our

junior high school. On a voluntary basis, we caspend twice a week with her to learn



68

algebra. She made us pledge to her that we wanldenplaced in a general math class
and would take Algebra when we got to high schaotl we all did.
Causey (1997c) found similar practices in hergtfdsegregated schools. For example,

one of her participants stated:

The children were as progressive as they could heea. They were given standardized
tests, and the county tests scores were combifiee.school board would say that the
Black kids would always bring the tests scores dowhe principal said, ‘They are not
going to blame our kids for low scores.” So, the@pal asked for a volunteer program.
Just about every teacher volunteered to remain sfteool for tutoring children. After

the first tutorial program, the children moved tigh about three grades. After the

second tutoring session, it really helped them whthr test scores in reading and math.

Disciplinarians and Partnerships with Parents.

Descriptions of their segregated learning enviromsi@rovided by the participants in
this study were consistent with those presentedoimgs (1981, p. 23) as “one’s home away from
home, where students were taught, nurtured, sugghacorrected, encouraged, and punished.”
All seven former students used terminology assediatith the word “disciplinarian,” when
describing their perceptions of Black teachersegregated schools. Their memories were
sprinkled with words such as fear, firm, strictdatemanding. They also labeled discipline
practices administered by the Black teachers asaVeeprimands and whippings, agreed that
their parents approved of this disciplinary apphpand administered a replicated or similar

approach at home in support of the Black teachers.
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The consequences of not working hard or misbehaatiegharacterized through the
following statement made by Sade who was the daugliitan educator and a former teacher.

She commented:

Overall, the teachers were loving, strict and msue we were disciplined. The teachers
were firm. They made sure you listened and behaVéd had corporal punishment at
that time, and if we got in trouble we got whipgmsdthe teacher. Because we got
whippings, we knew to behave in school. At thauetj children respected teachers a lot,
and if you got in trouble at school, your parentaig hear about it, and you also got in

trouble at home.

Barbara, who attended segregated schools throngihgeade and Lisa also described the
former teachers as concerned but firm. Barbatadtalhe language was one that most Black
students were accustomed to. They would sayytsit behind down. They were like th¥'2
parent at school.” Lisa added,

The teachers’ communication style was like yourhmos. They said what they had to

say and meant it. They didn’t care if you went lecand told your momma because if

you got in trouble at school, you got in troubldame, too.

Former students recalled that teachers in segré@gateols were strict and serious about
students getting an education. Darryl declaredu‘Yust didn’t play in class. You got whippings
if you did wrong. They had leather straps.” Inegnent, Cathy said, “| remember the teachers
being very firm. We did not play around in clad¥e had to take our education seriously. They
meant business, and if you misbehaved, you gotkgoth  Jim, who attended segregated
schools through ninth grade recalled, “Black teeslised fear, discipline, and punishment as a

strategy. They made you listen and behave. Brackally cared, and students were more apt
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to graduate.” Another former student, Bill, debed his classroom behavior as “mannerable”
because he feared the consequences of misbehaxohgdded:

My most memorable teacher was an excellent tedultealso a disciplinarian. She gave

us lectures when we misbehaved, and she laid nssber lap and spanked us. Then

she sent us to the principal’s office, and we vagr@nked. And when she called home, |
got another spanking.

The three administrators also commented on theaiglinary actions. Mrs. P stated that
she “had to play the role of a firm disciplinariaased on what | was accustomed to in my family
and within the Black culture. The students alspeexed this behavior.” Mrs. S remembered,
“Students thought | was mean but | just wantedoins for them. | didn’t want them to think
they couldn’t do well.” Mr. M stated simply, “I wdsm but fair.” Additionally, the Black
community noted these disciplinary approaches aittabaitative behaviors by referring to Black
teachers as an influential, semi-militaristic, aodal segment of the communit@glumbus

Times 1970, p. 5).

Students Perceptions of Teachers’ Perceptions

Comments of former students addressing teachersgpgons of them in a segregated
learning environment yielded a variety of resporeses one reoccurring theme classified as
intellectually capable. Much of the research dnc&dn American teachers in segregated
schools report that the teachers “made” the sted#mtheir work. They would not allow
students to fail. These descriptions of teacheygiged by the former students in this study are
consistent with the findings of several scholashsas Foster, (1990), Murrell, (2001), Siddle-

Walker, (1996), (2000), and Sowell, (1976). Fmsmer students explained that their teachers
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in segregated schools viewed them as “smart.” cfher three addressed personality traits as

well as their academic abilities.

Barbara described the teachers’ perception of fier a
a person who wanted to learn and excel, and arstude wanted to be the best that she
could be. They saw me as smart. | wanted to lbieeiop 10%, and the teachers
encouraged me to be the best that | could beartesi at home though with my parents.
Sade explained that, “Teachers perceived me ag,sandrthey treated me like | was
smart. They encouraged me, made me feel moraymoaliout myself, and made me feel
like I was smart.”

Cathy stated that teachers perceived her as smodgdy. She said:

| perceived myself as smart but | remember whead im the second grade (I think it
was the second), | could not figure out how totielle. | could not remember how to
determine that the eight and nine on the clock mteat it was twenty till or a quarter

till. 1just could not understand this concept avas so frustrated every time we covered
time. And then | finally got it. My teacher helpat figure it out by teaching me a

technique of how to remember it.

Jim concluded,

They [teachers] perceived me as being an A studBedichers thought | was bright and |
strove to stay that way. They would see our parahgrocery stores, church and
fraternity or sorority meetings and kind of enfolmhaviors about you getting your

lesson done.
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Even the three former students who focused mogeosonality traits in their assessment
of Black teachers’ perceptions of Black studentsagregated schools also mentioned academic
abilities. It was as if they needed to explain vy teachers perceived them as quiet, sneaky,
and a joker in spite of their academic performaridarryl stated that the teachers perceived him

as sneaky. He continued:

| didn’t cause trouble and tried not to get taughtheated myself out of an education. |
was just cruising through. If I could do it oxagain | would approach school
differently. | would try to learn more. | wasdka C/D student. Sometimes, | couldn’t

catch on. | was a little slow, but not “special.”

Lisa said she was motivated by the teaching methiedd in classes. She remembered,

Teachers perceived me as quiet. One teacher'¥aidare too quiet for your own
good,” but I was a good student who made As andiBsuld not read something one
time and it stuck. | was motivated through these of repetitiveness and memorization
techniques that helped me with my reading. | wad that if we were learning
something that required memorization, we put thretin to do that. If it was math, we
were spending the time to learn tricks of the trimdget it done. If you couldn’t

remember something, they showed you short cutotred memory devices.

Additionally, Bill stated that some of the teachpesceived him as a very nice person but
who was a jokester. He explained,

| would do things and they would see people laugbut not see me laughing. | told

jokes and had a straight face looking at the teachA®ng the way, | had a few teachers

who saw me as a silver spoon child whose motherataacher doing all his homework.
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My mother assisted me but she didn’t do my worknh@. | was a straight A student.

What segregated times did for us is we had tingeteelop study habits because we

didn’t have much else to do. We went out and plaaféer we did our homework. When

| look back, that was the blessing in life for noyihdation.

Mr. M attributed the higher academic performantstodents during segregation, and
their lower drop-out rates to high expectationghef principals and teachers. He said that
poverty was no excuse and it was not acceptedeasan for not learning. Mrs. S and Mrs. P

both agreed that the students at Carver also vedfrenstivated.

Impact on Academic and Life Experiences

The common theme among the former students inoel& the influence of their
experiences in segregated schools was motivaiitwe. teachers had high expectations for
student success, and exhibited strong dedicatidrmatemanding teaching style that motivated
students academically. However, the effects oin life experiences were not as strong and
definitive. All of the former students made refiece to the caring, disciplinary, and culturally
congruent features of their teachers’ instructiamal relational styles. Only six stated that the
motivation caused them to want to excel acadenyicalhis attitude is consistent with those
reported by Foster (1990, 1997) that African Amamiteachers demonstrate a strong belief that
Black students are capable of succeeding in schbmiee of the former students claimed that
their lives were not impacted by their experienoesegregated schools, three stated their
experiences in segregated school positively impkttteir lives due to the motivation their Black

teachers provided, and one did not respond toubstipn.
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Two former students suggested that Black teaahets/ated them by providing
information and encouragement needed to contineie éducation. Barbara stated, “They knew
it was hard to reach the higher level of educati@t you needed, stressed the importance of
getting the education, and gave you the groundwbrkanted to be in the best in school, and in
life.” Jim agreed in explaining, “They gave yoethround rules for what was needed for
college. They went the extra mile to give youtib@s to proceed on to college. The teachers

knew it was hard and they gave you the tools yaded to get jobs.”

Bill shared how teachers in segregated schools$ psgchology as an assessment tool, a

motivational device, and a means to facilitate aoad and life success. He explained:

I've always been amazed. They were so far ahe#lieoftime. There have been national
programs like No Child Left Behind and teacherthat time were practicing it. You
would not be left behind by Black teachers. Tdachers assessed each individual in the
classroom and knew your personality, hot and cptilss and approached everything
through psychology. Psychologically, they got auyhead and motivated you to do
your math and science. | liked to play with theesce kit and do experiments, and if |
did well in class, they would let me play with tha@ence kit for 15-20 minutes in a
group. They put groups together to help each otret that helped me to stay focused.
The teachers taught us the world belonged to usva@nchn become anything we wanted
to in life. They taught us that civil rights andueation would provide opportunities in
the job market. The teachers’ perceptions impaetg@cademic and life choices

because they wouldn’t allow me to settle for medigc | was an A student.
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Although Darryl said Black teachers in segregaigtbols motivated him to learn, he
“wished he had been a better student.” He stat@dhe motivational techniques used by the

teachers did not affect his long-term academidferelxperiences. According to him,

In the 60s and 70s, [Black teachers] had alreadwy bierough this. They knew you had
to learn because they knew the struggles and wanteckpare you for the future. They
didn’t affect my life choices. | didn’t do anytlgrthe year after high school. | had a
street mentality. | thought | was going to beaypl. | was taking the wrong outlook.
Of the former students, Sade who had also beemaef special education teacher and
Cathy, a current teacher, implied that Black teesdering segregation motivated them
personally, facilitated their academic success,afatted their subsequent lives through role

modeling. Sade, the former special educatiomeagaid,

When we were little, we played school a lot andended to be teachers. | wanted to be
like them because they were positive role modeisas influenced by them to continue
my education, to have a stable job, and to helpesom else. They divided us into
groups and worked on a program called SRA. Themrewhort stories, and it went by

the reading level you were on and progressed frellow to red to green. Students

didn’t feel dumb when they worked on the SRA beeaysu worked based on your

ability and to not be stagnant. Everybody wastexrlcio move on. This motivated
students and it excited me so much that it infleelhme as a special education teacher. |

liked it so much | ordered it for my special edumatstudents when | taught.
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Cathy stated:

| felt a sense of belonging, and | looked up testhteachers who looked like me. | think
| did well academically in the segregated schochkliee of them. As I look back at my
time in the segregated school, I think those ihigachings helped bring me where | am

today, my experiences as a learner or a teacher) teach, and why | teach.

Mr. M and Mrs. P stated that they often ran imteitt former students who have
graduated from college and are doing well. Mr.igugd that Black teachers taught Black
students to respect themselves and live a goad Hiecontinued, “Many of the students that |
taught went to college; the success rate was graatkthe drop-out rate was less.” Mrs. P noted
that, “At Carver, we produced some of the best Blkads. They became doctors, lawyers....
We got great productivity out of that school.” M&declared that during the one year she taught

twelfth grade English, the Black students excelled.

Several yearbooks of the segregated schools emplake importance of academic and
professional success for Black students. The deatsrdepicted an all-Black administration
overseeing clubs and organizations within the skshoBlack teachers were depicted mentoring
students in various ways such as supervising aeetirig squads, coaching basketball and
football teams, and advising a variety of acaderhibs and organizations such as the Allied
Medical Club, Dramatics Club, English Club, Futtieachers of Tomorrow, Lawyers of
Tomorrow, National Honor Society, Nurses of Tomary&cience Club, and Student Council.
The yearbook of the high school, attended by filvihe former students in this study included

the message, “We expect our students to be stgonds of strength and knowledge. We
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progress through their experiences and learn fram examples.” (Carver High School, 1970,

p. 22)

In addition to providing extended support to studethis same school demonstrated that
Black educators, leaders and role models existgdrokthe segregated school system by
inviting eminent community members as graduatiaeg&prs. These included former Senator
Leroy Johnson; historian, Horace Mann Bond, anch€lars V. Troup, former president of Fort
Valley State College. (Carver High School histoopk, 1965, 1966, 1967) In the 1968-69
school yearbook, the principal of Carver High wrtiite following inspirational message to

students:

Today, we are on the threshold of a new era. Neggnoho are qualified and competent
are being placed in industry and in local, state, @ational government. In fact, they are
actively participating in the mainstream of ourisbec What does this mean to you?
These changes offer a challenge to you. As thdtrekthese changes, the graduates
should not stop here but should further their pitifueducation and preparation by
entering college, vocational school, or industijne opportunity is yours. Take
advantage of it. (Carver High School, 1968, p. 5)

These messages from community leaders, princgralgeachers through the years of
segregation may have stimulated academic perforenaAt Carver High School, students
received scholarships to prestigious universitiem) first place prizes in the Muscogee County
School District's Regional Social Science fair; fdiust place awards in the state science
competition; two first place awards in the regios@knce fair; and a third place ranking in the
state science competition. One student at theadetas selected to participate in the Governor’s

Honors program in mathematics, another won sectawt pn Chemistry at the Muscogee
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County Regional Science Fair, and a third recehaibrable mention for zoology and bacterial
research. Another student won the State’s Essagrdywas invited to the Governor’'s mansion
to participate in the Governor’s honor program iatihhematics, and received a $200 prize and a
trip to Washington, D.C. (Carver High School HistBook, 1970). These achievements are
similar to ones reported by teachers in Cause@97{d) oral history project of the academic
achievements of Black students in segregated sshool
Desegregated Schooling

A letter from the Office of the Superintendent @fu€ation dated August 6, 1971 (see
Appendix D), addressed parents of the studentsdittg school in the Muscogee County School
District. It stated that the students would begresil to designated schools based on a 70:30 ratio
effective September, 1971. That is the racial astin of student populations in schools
would be 70% White and 30% Black. A direct quataf the letter states:

Our plan requires that all White students equalumber to 70% of the capacity of the

school to which they have been assigned, livingestdo said school, and all Negro

students equal in number to 30% of the capacith@kchool to which they have been

assigned, living nearest to said school, shalhdttaid school for the year beginning,

1971. (Muscogee County School District, 1971,)p. 1

According to Causey (2001), the educational clintlteng the first year of
desegregation was antagonistic and resentmenbthrBiack and White students, Black staff
working in predominantly White desegregated schaisl for White staff working in
desegregated Black schools. Causey also reptrae@very high school in Columbus

experienced significant conflicts the first yeaFhe most persistent acts were a school fire,,riots
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anti-busing protests, and a protest at a deseg@§dhite school for not having Black

cheerleaders.

The school board meetings were also hostile enwigaris. An article entitled, “Hot and
Hectic School Board Meetings” in tli@&lumbus TimeéBlack newspaper) described the first
year of desegregation as tumultuous. It contapiexfographs of Black and White citizens
crowding around the school board members with #pdians, “This man spent most of the
meeting shouting insults at the superintendentta@dboard members,” and “Another abusive
voice is heard.” Although, most of the commentdmat the meeting were described as brutal

and bigoted, one man’s remarks were calm and redsof Black army officer stated:

Why can’t we, as a total community look at soméhef positive aspects of this plan and
start to assist the school board in working outesaoifrthe inherent problems we are going
to face when two ethnic groups are merged togetheiYou can say tonight, that there
was one ‘nigger’ who stood up for this school boafthank you. Columbus Times

September, 1971, p. 8).

The first two tumultuous years of desegregaticulted in the Superintendent of schools
writing a report focusing on the specific futureeds of the school district. In the June 30, 1974
report the Superintendent of Muscogee County Schattict asked, “What does the future
hold?” He then answered with the following stataetne

The Muscogee County School District shall constéidgins already made, and shall

take further steps forward. It is the goal of Beard of Education to bring the blessings

of a good education, consistent with the aptitiadesinterests of the child, to each and

every child within the School District. With therttinued support of the citizens of
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Muscogee County, it is hoped that this goal willdohieved. (Muscogee County School

District Superintendent’s Report, p.1)

In relation to desegregated schools and the ingratte former students who
participated in this study academic and life exgreses, a significant finding was the degree to
which they succeeded under such adverse conditibims findings of this study in response to
the challenge for the former students who partteipan this study are presented according to a
description of their perceptions of their teacherdesegregated schools, their perceptions of the
teachers’ perceptions of them, and the impact ségegated schooling on their academic and
life experiences.

Students Perceptions of Teachers.

Desegregation rulings put Black students into fatynall-White classrooms, usually
with White teachers. The former students in thislg remembered their White teachers as
uncaring and unwelcoming, compared to the carirjeambracing demeanor of Black teachers.
In her study, Causey (2001) reported similar resolit the Black students in her study declared
they just tolerated desegregated schools but tteddr no feelings of connection to and

affiliation with them.

Although felt unwelcomed the first year of deseatean and thought White teachers did
not care as much about her as the Black teachersansidered the overall experiences as
positive, as evident in the following statement:

The first yearit was like | was a mouse in the white house.dhdiget to know the

teachers on a one-on-one basis. It was stricgjniess and not welcoming. After the

first year, you felt welcomed, but it was differentou had to find your way. The
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teachers had an open door policy, and were wittnigelp you. | had three Black

teachers and one White teacher. | don’t feel | tneeted unfairly.

The other former students in this study did notslilae same memories. For example,
Jim remembered that, “A lot of the teachers wese yaiting to retire when the Blacks came
even though it was a predominately White schodleylwere just going through the motions

with the Black students; they really didn't care.”

Several former students felt they were ignoredwuisible in the desegregated schools
they attended. Lisa said, “The teachers were pazpdice. They were not concerned with
Black kids coming up in that school. They would/ays ask the White kids what they thought.
You raised your hands and you were overlookedwo ©ther former students also recalled
being overlooked. Sade stated, “The teacher dbsigaored me. She [the teacher] treated me
like | didn’t exist;” and Cathy added, “I would s@ my hand and the teacher didn’t acknowledge
me at all.”

Two students commented on feeling as though thattters did not care for or
understand them. Lisa explained:

Some of them didn’t care. | had an English teacduad | just sat there. | don't think |

learned anything. | was just passed to the nedeayr | don’t know what | learned that

year. | ended up going into remedial math. Inditelp. | mean, | see where she was
trying to help me. But she just placed me somewbecause she didn’t know what to
do, and that bothered me.

Similarly, Bill described in detail how White teaais in desegregated schools were “learning

about Black students for the first time,” and,
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They didn’t understand what made us click. | €eltlothed. The student ratio was 70%

White and 30% Black, and teachers 75% White and B&¥k, so we only had a few

outlets when we had trouble to go and find theheescwe could lean on. The caring

was gone. Everybody was on his or her own, andhaaolto survive the best way you
could. There was a group of Black students whi&ddmut for each other. We talked
about how the White teachers really didn’t careudlns like the Black teachers did in the
past. There were some good teachers but mangof spent their time trying to trip us

up every day. They spent a lot of time tryingrtp tis up so we wouldn’t make the A;

you would make the B or C. Some did it in the mearof not answering any more than
you asked knowing that they could have gone int@ Band D to give you a good
understanding. When you get to the point of reéiftgcback on segregated schools;

Black teachers pulled your coat tails on a regoéasis. But when we got exposed out

there [desegregated school] and did things jusé&oif they would reach out to pull us

back, nobody did. They wished you would end ughenDean of Students office.

Cathy transferred to a primarily White schoolhe fifth grade and felt this negativity
during the early phases of desegregation. Shdeddeer experiences as, “I had a fairly poor
experience my first year with one teacher. Sheweag negative, demeaning, and didn’t seem
like she wanted us [Black students] there.” Samlecurred, in noting that, “They seemed like
they didn’t want to be there. | didn’t feel thersaconnection about them caring for our welfare
outside of school.” Darryl who chose to attenceav all-White high school the first year of
freedom of choice, also described the teachenssasiping their job, and nothing more.

Mrs. P agreed with the former students that s@aelters in desegregated schools did

not care and others “just didn’t know better.” Vi recalled “my son went to Baker and it
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looked good on the outside but it wasn’t on thédias There was a school fire and protests
because the Black students didn’t feel like theprhged.”
According to Mr. M said that there was some untsnat the beginning of desegregation
toward the students and him as an educator. He said
It took something from the Black students. Theythe Black boys out of school too
much. The White teachers were also apprehensiug &ilbeing a Black principal, and |
had to earn respect by showing them | knew whadd doing.

Students’ Perceptions of Teachers’ Perceptions.

Several participants stated that White teachedesegregated schools perceived them as
a collective who was less intelligent, rather thanndividuals of varying intellectual abilities.
The use of “we” or “us” was common in their destidps of these perceptions. This negative
stereotypical view was also reflected in formecteas’ responses as well as media
representation in the local White newspaper.

A 1970 article in th&€€olumbus Enquirer(the local White newspaper) addressing the
Black community about Black students may have doutied to how Black students constructed
their perceptions of White teachers reactions ¢onth
The article stated,

You're black. You live in the ghetto. You aregped in a low-paying job. Good

schools and a good education are the key to arliéttéor your children. Past

experience has demonstrated that good schoolb@se attended by a large number of

whites Columbus EnquirerApril, 1970, p. 10).

How the former students’ thought their teacherg@iged them in desegregated schools

was congruent with the negative media messagédeifdaotual inferiority and low expectations
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such as th€olumbus Enquirearticle. Five of the seven former students nraflerence to
White teachers perceiving them as having a lowekegf intelligence. Three used the words
“stupid and dumb” in describing White teachers’qegtion of them; one did not answer the
guestion, and one said that the White teacheradatitieat him the same as the Black teachers,
but he could not share any details about the diffegs.

Thus, in the first year of desegregation, a yeakhaf a school that was attended by four
of the study participants, depicted no Black colorseor principals, two Black teachers, one
Black player each on the basketball, baseball aotb&ll teams, and the only group of Blacks
depicted were cafeteria workers and custodian® Id¢k of visibility of Black authority figures
in positions of leadership, power, and prestigdd@bave added to the White teachers perception
that Black student were incapable of intelligence.

Perceiving their White teachers as considering thntellectually inferior was a source of
discomfort for the former Black students in desggted schools. As Bill explained, “Teachers
perceived us as aliens. They later learned thdtageorains that worked; we didn’t have to
cheat. We actually could listen in class and dt @repop quizzes. Later we were accepted as
real people.” Jim added, “The teachers perceivd8laisks as coming into their school. In the
integrated schools, they wanted to put you in @meadial classes. The school was in a pretty
affluent part of town. The Whites were upper carsd Blacks were from different
socioeconomic backgrounds.” Sade stated, “In hafflogl, | got lost in the crowd. The teachers

Saw me as an average student and not smart anymore.

Lisa, Bill, and Cathy thought White teachers coased Black students as stupid or
dumb. As Lisa declared, “The White teachers peeckme as dumb or illiterate somehow

because | was quiet. Jim referred to Black stugleoliectively when recounting White teachers’
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perceptions of him in desegregated schools. HE $aome Black students were perceived as
dumb or remedial because they were put in spediadation classes. And | think they were just
students who needed tutoring, a little bit morergton.” Cathy agreed in stating, “I believe the
White teachers perceived me as stupid, dumb, ¢eaat that is how they treated me.” Sade
elaborated on these perceptions that Black studestes considered dumb, and White students

were assumed to be smart. She explained that,

One teacher divided the class into White studemisBdack students. Black children
faced the White students and White students wereddhe board and the teacher’s
desk. | was placed on the White side in the battw we got divided, | don’t know. |
felt like she knew | was a child of an educator araybe that is why she did it. | think
she put me over there because my father was agmlrend my mother a teacher. | felt
funny about it. 1 don’t know if she tested us drak First | thought, we are divided;
why did she put me over here with the White kidsfould have preferred to be with the
Black students because they looked at me like, ‘W¥she over there with the Whites?’

| think she wanted to make us feel like the smadpte are over here and the dumb

people are on the other side.

In the following statement, Lisa shared a simibgoexience of Black and White students
being separated based on perceived abilities goecéations. To illustrate, she described her

French class:

| had a White French teacher, and she never taokirtte with Black kids and always put
us up in a corner. She said ‘I will get to you imanute’, then she said ‘we are out of

time.” She separated the White and Black studerdd avent home and told my mother.
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My mother came up to the school but nothing wasedmetause they thought they were
right in what they were doing. We were predatorsheir property. It was 85% White
and 15% Black. Teacher ratio was about 10% Black%% White. Most of the

[Black] kids knew what type of environment they wén and they knew that the teachers
were not concerned about them progressing. Ifjystusat there and fed into their way
of things, you got left behind. Teachers perceiredas dumb or illiterate somehow
because | was quiet. It’s like you sit here inctass every day and stare at me; you are
not supposed to make As in my class. I’'m not gimgayou, and you are not engaging
me, is what | used to think.

Impact of Desegregation on Academic and Life Expegnces

As a result of cultural incompatibility and socivisions, disproportionate numbers of
Black students were suspended and expelled froegdegated schools. Kritek (1979)
described this consequence of incompatibility aspiissh out phenomenon, which led to many
Black students leaving school before graduatiotthouigh none of the former students in this
study dropped out of school, some of them remendbatteers who did. Common themes
among their responses to how their experiencessegtegated schools impacted academic
outcomes, were feeling lost, negative effects @uamic goals and performance, overcoming
feelings of isolation and being determined to sedcacademically in spite of teachers’
assumptions that they could not or would not. Wédpard to how experiences in desegregated
schools affected their subsequent lives, someeofdimer students in this study said the results
were negative in the form of low self-esteem, lagkinotivation, and not pursuing certain

careers paths.
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In the community, the local newspaper publishertlad related to the changing
academic times. Many of the articles focused err#tios of White to Black students and
teachers in the schools and very few on the studgrdact. However, two articles, both written
the first year of desegregated schools in the Blemkspaper referenced the psychological and
sociological impact on the Black student. One&lgrtaddressed that desegregation dismantled
dual educational systems based on race and thefotused on the ways in which the Black
student was impacted. The first article statetiphagress was being made in the early
adjustment period with regard to the psychological sociological functions, but there was no
concrete evidence of this in the article. The pgeg, it stated was measured by the number of
Black students in majority White schools. Accoglin a report written by Richardson,
(Columbus Times, 1972) the Secretary of Health,dadan, and Welfare, progress was

reported as:

The only measure of desegregation enforcemensidtge It cannot be measured by a
level of rhetoric or the amount of money cut otirfr financially distressed school
systems. It can be measured only by the persii#itiment of our legal and education
mandate—the elimination of dual schools based oa aad on that score, this

Administration has a documented record of solidquarance. (p.2)

The second article written by Wilkins (1972), a &aivil rights activist focused on the

importance of educating Black children. He stabed,

Maybe this student generation is lost. Hardly agi@es by without some riot, some
attack, some clash, some closing down of scho@gauacial tension. Perhaps so much

time has been spent on racial violence that ingefit time is left for schooling. It could
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be that we will have to write off the racial fighdeand concentrate on the younger pupils.
...Itis one thing to be dumb and think Black is éal but it is another and much

better thing to be smart and to know why Blackaautiful. (p. 17)

The strong negative consequences of transitiomorg &in all-Black segregated school to
a predominately White school left the majority loé¢ pparticipants in this study with feelings of
being lost or decentered. One stated that he sis@ival strategies that he learned in segregated
schooling to navigate desegregated schools. Tweasix former students who felt lost did not
allow those feelings to affect their academic edgreres because they were determined to
succeed.

Five of the seven former students stated that thgieriences in desegregated schools
impacted their life experiences, and the othersaw no effects. Four former students were
negatively affected and felt lost in at least ogpeat of their personal lives, and one was
positively impacted.

The following accounts provided by Cathy is illagive in the feelings of being lost and
how those feelings affected the academic, persamdhprofessional lives of some of the other
former students.

She said,

Academically, it affected my life. | felt like ampty shell; | gave up. It kind of still

affects my life today, where | doubt myself, myeltect. Professionally, it affected me in

that | don’t want my students to go through whaeht through, so | try to push them to
be the best that they can be. I try to provideucalty relevant examples and pedagogy.

As | look back today, | just don't think the Whiteachers knew what to do with Black

students.
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Sade identified similar effects. In reflectingloer early school desegregation experience, she
declared,
| felt kind of lost. After desegregation, | dokitow if | learned more and just went with
the flow. | don’t think my writing skills improvedr | learned anything new after
seventh grade. | always wanted to go into the oadield and wanted to be a
veterinarian. | didn’'t focus a lot on math ancesce because | lost interest in school. In
college I didn’'t do well because | didn’t have thath and science background to do
what | wanted to do. If | had stayed in school rehlewas cared about and felt
motivated, | would have been more motivated toystutt do well in college. | wasn’t
pushed in high school to take higher science anth.mél felt they cared as much as
other teachers with your performance in schogtspbably would have been a better
student, pursued the goals | had planned if theg were concerned with my welfare
and educational development.
Although Bill did not want to cast dispersions os tiesegregated school because it was

a good school, he admitted “there were just pockétsn the school that were not about the

right thing.” He continued:
If you didn’t get it in our segregated timeframeuywere pretty lost in the integrated side
because you had to know coming in this is why yame. In four years, you are
supposed to graduate and get as close to hongmiasan in order to go to college to get
you a decent job. It was all about the end redtilvas a jump rope exercise; everybody
doesn’'t do it well. If you did it well, you coukeep up and if you didn’t you got left
behind. You had to be very careful. Those of e wame up looking after each other

still did. Segregated schools taught us that,vemaever left it. All the training from
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segregated schools made me think that | needed tteeHbooks. | was in the top 10% of

my class. Their [White teachers] behavior didnfeef me academically or in my life

experiences.

Although several former students felt a sense ofgoest or misplaced in desegregated
schools, most were still determined to succeeditiee adversity experienced. The degree of
determination is evident in the following statemeratde by Lisa:

Most of the kids knew what type of environment thegre in, and they knew that the

teachers were not concerned about them progreskidgl bother me academically in

that | skipped my junior year because | didn’t wanbe there in that environment. It
brought me to senior status, and | graduated eadydn’t want any obstacles to get in
my way or anything to stop me like my grades.idhit want any reason to not go to
college or do this or that. My mom and dad hadtllied those values in me. They
always told me you are going to encounter certaimgs and you have to look pass them
but it was the biggest culture shock of my life.

In the first year of desegregation, Barbara iritié&lt lost but her “in born”
determination to succeed compensated of thesa@seliShe described the persistence it
provoked, as well as some positive aspects of eegregated education:

In an Algebra class, | felt lost when asked to@the board. | had not had algebra, and |

felt dumb standing at the board. But | knew | \gasg to college. With my family’s

history and dad’s genes, everybody in my family determined to be a college

graduate...Going to this high school actually prepane for the S.A.T. Itwas a

positive experience going there. | went to schvath one of the doctor’s and the
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Director of Nursing | work with. If schools hadtmeen desegregated, | would not have

known these people and it wouldn’t have helped ntle my career.

Mrs. S believed the impact of not having Black pypals and only 30% Black teachers at
a school caused some Black students to give up.s&ld “They were so accustomed to the
nurturing that Black teachers provided and theydidave that anymore.” Mrs. P believed that
the lack of Black parental PTA involvement in thesdgregated schools created a barrier for
Black students to achieve academically. She daidegregated schools, parents were very
much involved in students’ progress; home room msthvould contact the other parents, and
every teacher visited each student’s home. Thismger existed in desegregated schools.” Mr.
M believed that Black students were not pusheditoceed. He thought, “[desegregation] was a

forced type of thing that didn’t really work.”

The Columbus Timegl970) quoted a report from a National Educati@sdtiation

(NEA) Task Force on desegregation that echoedahensents of Black educators. It stated:

The early stages of a unitary school system irSihéth are affecting the education of
Black youth...and the economic and political aspiraiof Southern Black communities
in a way that could not have been anticipated duttie long struggle for integrated

education Columbus Timesl970, p. 10).

Summary

The findings presented in this chapter fall inteethcategories. The first was that
segregated schools had positive effects on studeattemic and life experiences, due to Black
teachers who were caring, supportive, disciplimerjand related well with parents. The second

category characterized the uncaring and unwelcométgre of desegregated schools, Black
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students being perceived as intellectually inferamd the existence of an overall negative
learning environment for the Black students. Thivtat influenced the academic and life
experiences of Black students in segregated schadssery different from the experiences they
encountered in desegregated schools. In segregettedls these students were expected to
follow their dreams and were held accountable fgh Iperformance because they were capable
of being whatever they wanted to be. In desegeelgechools these former students had to
prove that they were not of low intelligence, bwrevcapable of academic success. While their
segregated schools and teachers provided suppartt/é&cilitative networks to help fulfill their
academic potential, in desegregated schools thekBladents had to succeed or fail under their

own volition with the guidance and assistance oihgaand personally invested teachers.

The meanings and implications of the findings o 8tudy are discussed further in
Chapter V. A brief summary of the study, limitats, significance, and recommendations for

future research also are presented.
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Chapter V
Summary, discussion, and recommendations

In this chapter, a summary of the findings is pnés@. It is followed by a discussion
about the implications that these findings haveufwierstanding the ways in which a group of
African Americans who were former students in oonat8ern city, perceived their learning
experiences prior to and after desegregation, laadnpact that those experiences had on the
students’ subsequent academic and life experientas. discussion is followed by some
comments on the significance, and the limitationis study, and recommendations for future
research and educational practice.
Summary

This study was designed to investigate and gaighiheto the perceptions of a group of
former African American students of their formeadbers prior to and after the desegregation of
schools in Columbus, Georgia. The theoretical &awrk for this study incorporated ideas from
interpersonal communication and sociocultural tiiedrhe major research question was, In
what ways did African American students who attehskegregated schools in Columbus,
Georgia and later transferred to desegregated ;hpmyceive how these experiences affected

their subsequent academic and life accomplishments?

Data were collected from interview responses fremgarticipants, and a number of
primary and secondary sources, such as school bEnist@y reports, school yearbook content,
superintendents’ reports, and articles from a BlamkspaperGolumbus Timgsand a White
newspaperqolumbus Enquirgr The participants for this study consistedafrffemale and
three male African American former students of wagyages, educational levels, and socio-

economic status who attended segregated schoGlslimbus, Georgia between 1954-1970,
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and in 1971 and beyond attended a desegregatedl s¢haddition, a former administrator,
counselor, and teacher were interviewed. The datacted were subjected to descriptive and

interpretative analysis.

This study produced eight major findings; four wassociated with segregated schooling
and four related to desegregated schooling. Theegated schooling findings included: (1) the
former Black students overwhelmingly perceiveditiBack teachers in segregated schools
positively due to their caring, disciplinary ananfity oriented traits; (2) the majority of the
former Black students thought their Black teaclpenseived them as intellectually capable; (3)
the Black teachers perception of the Black studensegregated schools motivated them to want
to succeed academically; and (4) the impact oBtaek students’ life experiences in
segregated schools was related to them feelingvateti. The four findings related to
desegregated schooling included: (5) the formacBktudents perceived their White teachers
in desegregated schools as uncaring and unwelco@nthe former Black students thought
their White teachers in desegregated schools cerezidchem as having low intelligence; (7) the
former Black students felt lost in the desegregatgubols; and (8) the experiences with White
teachers in desegregated schools negatively affesigects of the former Black students’

personal and professional life experiences.

Discussion

Although these academic experiences occurred 80 tears ago, the memories for the
majority of the participants were as if they ocedrrecently. The findings in this study indicate
that the former students were impacted by the@radtions with teachers in both the segregated

and desegregated schools that they attended.péngemal communications and relationships in
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the sociocultural realms of the school systemsthadontext of the South played significant
roles in their lives. However, these relationstgpsuld not be viewed as the only factors that
affected the former students’ academic and lifeceigpces; other influences beyond the scope
of this study probably resulted from the historyttué local context of the South during the 1950s

through the 1970s.

When interpreting the findings of the experiencestodents in segregated and
desegregated schooling, it is important to viewrtlieom a culturally relevant lens. The lens in
which their perceptions were framed consisted peeences and membership in the Black
culture in a southern, segregated city. Basedhersaociocultural perspectives of the segregated
South and the vastly different academic systentgritbe expected that the former students
perceptions of their experiences in each settinglaveary based on their individual and cultural

lens.

The construction of the segregated schools thabtineer students attended appeared to
be a replica of the Black culture in which theydmged. Kinship and caring are two
characteristics that are prevelant in Black cultareelation to its members’ social identity
development. They are synonymous with the supgortature found within the African
American sociocultural environment in which fictikmship is prevelant. The importance of
having caring relationships in the academic envirent was extremely important to the former
student participants. The participants in thislgtgrew up in the same regional environment and
despite their different socioeconomic conditiokpathem stated that their former Black
teachers were caring, treated them like family mensiband provided encouragement, support,
and connected with them on a personal level. &ibeg, the similarity among the Black

students in this study conveyed a sense of fantyliand cultural congruity. According to
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Berman (1987, p. 347), caring involves “assistfaeilitative, and enabling decisions or acts that
aid another individual, group, and or communityaibeneficial way.” This definition of caring
describes how former Black students rememberedititerpersonal relationships with Black

teachers in segregated classrooms and communities.

These former students agreed with Martin (as ¢itddvine, 2003) that teachers can turn school
houses into school homes where care, concern,amction are as important as the academic
knowledge and skills. The study participants beldethat all of these components produced a
positive learning environmenResearch has shown that teachers who study agpebescare
theory have more positive interactions with th&ildents because teachers move toward a more

student-centered pedagogy (McAllister & Irvine, 20

The seven former students described their most madsteteachers in segregated
schools as caring disciplinarians, also known agrfwvdemanders.” They perceived this
interactional style as teachers communicating petiscare while using an instructional style that
demanded academic excellence. Although the stadetieved that the Black teachers were
demanding, they viewed this behavior as a conaartheir welfare and knew that they were
expected to perform at their highest academic le$et of the seven students did perform at
their highest level. One student stated that Hendt perform at his highest level because he
perceived himself as being cognitively delayed, diddnot have aspirations to pursue higher
education. He did believe that Black teachers eraged and motivated him to learn and
regretted not taking school seriously when he d#drsegregated schools. The teachers’
behavior toward him was related to what Delpit @9&xplained as teachers having visions for

their students that they could not imagine for teelves.
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One of the major influences in former studentseading academically was based on the
consequences of them not doing well in school. yMreuld be verbally reprimanded or
physically punished by the teacher, the principal] at home. Punishment was placed in the
larger context of the Black community (Shirclif2)06). The disciplinary actions that were
used by the Black teachers and principals wererseddy the parents of these students.
Consequently, the Black teachers were continuaesiyred to as second parents or close family
members by the former students, as if there wasengal partnership between the parents and
the teachers. All of the former students explaitinesi family connection among the teachers,
parents, and students as a natural part of theninging. This parental partnership seemed to be
expected as part of the Black culture and sociacailiperspectives of the segregated school.
Valk and Brown (2010) noted that family socialipatis consistently deliberate in attempts to
prepare children for life across social, econoraig educational contexts, and is the means
through which culture is created and transmittddding to this theme of parental partnering
and disciplinarian approach to classroom manageradotmer teacher from Causey’s (1997)

oral history project stated:

If the child got into trouble, the teacher had totg the conference with the parents so
that the two of you would know what was going othwiyour” child. The child did a

whole lot better after that conference.

Similarly, the Black community noted these disciply approaches and authoritative behaviors
by referring to Black teachers as an influentiamsmilitaristic, and vocal segment of the

community Columbus Timesl970, p.5).
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The impact of the former students’ perceptionsilted in overall academic success. The
former students communicated that there was agtnok between their Black teachers’
motivational techniques and their academic succé&slknan (2009) suggested that the teachers
saw potential in their Black students, considehesit to be intelligent and were committed to
their success. They stated that the teachers adabénmeir behaviors with regard to strengths and
weaknesses to learn more about who they were enadiffppsychologically, and socially. This
holistic approach was a common practice in segeegsthools by Black teachers, in which they
cared for the whole child and created classroomisrépresented places to learn about life, and
about the importance of education. The focus enthole child can allow the teacher to gain
insight into the cultural behaviors and learningest to increase the understanding of individual

students.

The Black student-Black teacher relationships desdrby the participants in this study
implied a sense of community. Community refera gense of belonging within a positive
classroom climate. The classroom climate wasimyiand instructional practices were
described as connecting to culturally relevant erpees and different learning styles. The
former students commented on the promotion of stigieident and student-teacher mentoring
and tutoring practices within and outside of scholihese practices seemed to stem from
teachers ethical commitment to and belief in edctient (Siddle-Walker, 1996). This
community oriented relationship also reflected ycpslogical connection which created
influential and reciprocal behavior. The formardsnts recognized the teachers’ behavior as
supportive and wanted to give back by succeediaderically. For example, they commented

that the Black teachers “had their backs,” andstiidents did not want to disappoint them.
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Community building processes in school and thesetasn have been identified as having a
profound impact on students’ attitudes and bebdfsut school (Delpit, 1988).

These motivational techniques used in the classwwere also a means to personal and
professional success for some of the former stgdehbe teaching techniques and personalized
care from the Black teachers aided in the studiaisloping positive self-concepts. They stated
that they viewed themselves as they believed thathers perceived them, intellectually
capable. With regard to professional skills, thierfer students commented that the Black
segregated school and teachers helped them tdigistatboundation to excel in life, not settle
for mediocrity, and taught them career developrsé&itls.

The Black school was an extension of the Black camty, and thus the school
attempted to provide sociocultural perspectivessiteachings. Therefore, Black staff and
teachers discussed civil rights, leadership sKilisjre employment opportunities, and
socioeconomic conditions of Blacks. Rodgers (}$fggested that segregation made it
possible for Blacks to use the resources of thomras institutions in ways that contributed
directly and indirectly to the development and pergty of the Black community. Perhaps,
academic and social success is connected to tigibolevelopment of the student. Developing
and teaching these skills to Black students cotilthithe promise that they would become the
next generation to improve the cultural, econorarg political dimensions of the Black
community. Gay (2010) described these technigaesiburally responsive teaching. Banks
(1991)asserts that if education is to empower maligied groups, it must involve helping
“students to develop the knowledge, skills, andigalneeded to become social critics who can
make reflective decisions and implement their denssin effective personal, social, political,

and economic action” (p. 131). Thedges of meaningfulness between home and school
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experiences, as well as between academic abstractial lived sociocultural realities must be
essential parts of the curriculum (Gay, 2000).

In September 1971, the schools in the Muscogee t@@&gahool district became legally
desegregated. The former students in this studg veguired by law to transition from the
segregated to desegregated school system. Deaggregnd integration are often viewed as
being synonymous, and were used interchangeabtyebstudy participants and in the
documents used for this study. Rodgers (1975nhdisished the two by defining desegregation
as schools that are not purposefully separatediaaseace, and integration as the deliberate
mixing of the races and true inclusion within tlice®ol system. Based on these definitions of
desegregation and integration, the schools in theddgee County School District were never
integrated. The findings showed that during tive fiest years of desegregation, some schools
did not have Black leaders, only had a few Blaekers, and the only Black groups of people
depicted in the yearbooks were custodians anderedetiorkers. These practices did not depict
unrestricted inclusion within the desegregated skthgstem. Had the goal for these schools
been to create greater integration, the educatowdihave made more of an effort to value and
embrace the traditions and experiences that Blaclesats brought with them to desegregated
schools (Shircliffe, 2006).

The high quality of care and concern that Blacklents received in the segregated
schools were not present in desegregated schdbksse students came from a home-like
environment in which they felt safe and protectgdlack teachers and schools to an
environment they felt was cold and unfamiliar. éllthe former students described their initial
feelings as uncaring and unwelcoming as they exgththeir perceptions of their teachers in

desegregated classrooms. Their feelings werelmorated by a former White Social Studies
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teacher interviewed by Causey (1997) who implied White teachers may have contributed to

Black students feeling unwelcomed. The teachet, sai

A couple of years into desegregation, | put up gresof people in the classroom, then
realized there were no dark-colored people. |asihg them [posters] because it was

almost like saying to the students that were aetagklor, you don't fit in here.(n.p.)

The uncaring and unwelcoming feelings that the BkEadents experienced in
desegregated schools may have been a result afaluticongruity, a difference in instructional
practices, prejudicial behaviors, or all of the€ne must remember that the South was one of
the most extreme and comprehensive systems of sabardination, and deepest resistance to
racial change (Boger & Orfield, 2005). The lackcafe and concern may have had more to do
with social arrangements, and the restricted iotema between Blacks and Whites in the
segregated South than with the value of caringr¢biie, 2006), which in turn, could have
caused cultural misunderstandings, false assungtéomd avoidance for both White teachers and
Black students. Two statements in Causey’s (18939rt, one from a former Black teacher and
the other from a former White teacher focused hislack of knowledge and restrained
subsequent interactions. The Black teacher statedolumbus, you could have lived a life
time and never experienced a relationship with at&\frerson because that is how separate their
worlds were” (p. 7). The White teacher exclaimddyréw up within three blocks of my Black
school assignment during desegregation, yet | navew it was there” (p. 9).

The former students remembered the teaching sbyM#hite teachers as impersonal and
dependent heavily on written language to explasigasnents and for class participation. They
noted this major difference between the teachiyig sif Black teachers in segregated schools

and White teachers in desegregated schools andheywelated to them. The former students
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felt that the White teachers did not want to spisedtime to orally communicate with them, and
the teachers’ main goal was to keep them quieeyTvere unfamiliar with the White teachers
teaching style of less discussion, and more wriigsignments. Several of the former Black
students recalled Black teachers being more odhhaultidimensional in their teaching styles.
The teachers were known to differentiate theirudton based on students’ learning styles and
skill levels. The students desire for oral comnesation may be related to the cultural proclivity
of African Americans for orality and its presenoghe segregated school, and in their homes.
According to Boykin (1986), orality has been docuied as part of African American students’
learning styles. Irvine (1991) suggested thatté/téachers become cultural translators and
bicultural, “thoroughly knowledgeable and sensi@mut Black student’s language, norms,
style of presentation, symbols, and values” (p.)126 addition, several former students
commented on the White Teachers practice of sepgrtack and White students in class,
which seemed to mimic the racial separatist enwvir@mt of that time. This practice created a
form of segregation among the students, and betB&k students and White teachers. Rist
(1964) stated that, “during desegregation, Blaokets confronted a school setting that either
rejected or ignored their existence” (p 24). Thesgageriences may not have been intended to

segregate within desegregation, although somecpaatits perceived them as prejudicial.

Instead of desegregated schools being warm ansdbmeig learning environments for
Black students, they were alienating and isolaitinghich one either survived or succumbed.
The most noted issues in the first few years oégesgation were the racial conflicts in schools.
Some of the former students attended desegregatedls in which they either experienced, or
they were aware of school arson, busing boycottéepts, and riots. According to data

compiled by Causey (2001) during the opening obetin September 1971, three elementary



103

buildings were damaged by arson. That same mtrgmayor placed undercover police in
high schools. By the Christmas holiday, every lighool had hall monitors and off-duty
firefighters who patrolled the corridors. The hgghools were inundated with racially
motivated conflicts around busing, not having Blabkerleaders, and fighting among students.
An article in the local Black newspaper by Wilki{i®68) stated that hardly a day went by
without some riot, some clash, or some closing dofwtlasses due to racial tension during the
desegregation of schools. This tension was alseeicrommunity, including school board
meetings. The majority of the comments made byt®vtommunity members at school board
meetings were described as bigoted and brutalséflbemmunity and school incidents
contributed to the Black students’ feelings of being cared for and unwelcomed in the

desegregated schools.

Since the school and community are interdepenaeiocal contexts, the racial tension
that occurred in the desegregated schools and éow@lonment of Columbus, Georgia, along
with personal and historical experiences in thetlgqurobably affected White teachers’
perceptions of Black students. White teachers wartof the Southern sociocultural context
that assumed Blacks were intellectually and motafigrior, and that th&8rowndecision should
be resisted by legal and extralegal means. Kgi®9) found that in a society in which there is
racial domination, racial assumptions and categdeft unchallenged and unlearned will be
reproduced in institutional practices and perstealaviors. Fundamentally, teachers’
assumptions, beliefs, and perceptions shape tr@fegsional practice, which can impact
students’ academic performance. If the teachaxeped Black students as having low

intelligence, as the former students in this stoelyeved their White teachers in desegregated
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schools had of them, it probably affected theirigaiton to learn. During that time, students

respected teachers, valued their opinions, andeddtvem as role models.

In secondary schools, including Columbus’ high st¢tiominority students were over
represented in vocational, special education traakd underrepresented in college preparatory
programs (Causey, 2001). The former students’agxedl that feelings of being lost impacted
their academic outcomes. Some of the former stgdgate up on their academics, they lost
motivation to succeed, and their academic perfoomaeclined. Other students felt lost but
they were self-determined and academically thriveitie desegregated school. Although the
academic atmosphere was altered, the student®lesdeért themselves and venture outside of
the typical psychological embrace of their primegference group (Rodgers 1975). Some
commented that they used the skills that they warght in segregated schools with Black
teachers as survival tools, as well as relied eir family values of achieving academic success.
Hence, the social-cultural constructions of selfJuding racial identification, may be made
more through personal experiences and by agenicyglividuals themselves than by the
ascription of ethnic or racial category made byeath{Carter, 2005).

In describing the impact on some former studeifts’@xperiences, Black participants in
Causey’s (1997) oral history project of desegregain Columbus, Georgia, stated that there
were local NAACP meetings that focused on the psiadical ramifications of desegregation.
The impact on the majority of the former studefit@s in this study consisted of both the
psychological (internalized oppression) and sa@alifications of self-doubt, lack of
motivation, and not pursuing career paths. Onméorstudent discussed how her experiences in
desegregated schools left her with self doubt.e J&if-doubt continues to haunt her today with

regard to questioning her own intelligence. Amottormer student spoke about losing the
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motivation to learn, which resulted in a lack afirest in school to follow her career path.
McPartland and Braddock (1981) pointed out thatBktudents’ career tracks are the result of
individual decisions that are shaped by their sdaonschool experiences. The difference in
these students perceptions of the impact of tresedgregated school experiences could have
been that some students may have needed the wanahtirmness that they were accustomed to
in segregated schools to feel safe in an unfanmelimrronment. A former student in Shircliffe’s
(2006) study stated “Integration cost Black pe@pilghole generation of kids. ....You don't just
take a kid out of a neighborhood, and throw hima lassroom with a bunch of strangers.” In
contrast, most of the former students who statatlttiey excelled in desegregated schools were
older when they transferred from segregated scholdiey may have already developed coping
skills and were able to adapt to or endure their sehools easier and more effectively than
younger ones. Although one of the younger paditip in the study stated that her experiences
in desegregated schools did not impact her life,mbntioned several behaviors that suggested
the opposite. Lisa stated that she went to sunsieterol to graduate a year early, to remove
herself from the negative desegregated academimoanvent, and she described the
desegregation experience as the biggest cultuaksifder life. This is consistent with
Lawrence-Lightfoot’s (1979) theory about how theiabcontext that surrounds students shapes

their perceptions, behaviors, and interactions.

It is evident that the interpersonal relationstapd construction of the sociocultural
perspectives of community and school played a nrajerin these students’ academic and life
experiences in segregated and desegregated scAdmswo environments were vastly
different, and so were there results they generaié@ students indicated that during

segregation, they felt a sense of connectednesal@métion, during desegregation.
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Significance

The significance of this study lies in the attergpgain understanding of the African
American learner and add to the broader arenahmiiaship on the impact of segregation and
desegregation schooling for Black students. Rebdadicates that attitudes, expectations, and
perceptions influence classroom climates, shapé isttaught and how it is taught, and thus,
have a determining effect on the achievement afesits (Graybill, 1997). Efforts to
understand differences across both segregatedemedgjicigated academic environments is
important to better understand the impact that tieon the academic and life experiences of
these and other students of diverse backgroundshwhn be taken into consideration when
analyzing the experiences of Black students inerapbrary educational institutions. This
guasi-historical study also may have value for eororary educators relative to current and
future possibilities for Black student educatiofiven the realities of school re-segregation or
what scholars are referring to as the second-geoersegregation, in which the student
population may be primarily Black, and the teachprsnarily White, the quality of education
available to Black students continues to be probtem Teachers in these situations could learn
some useful strategies from the stories of formatents in this study, as well as some
instructional attitudes and behaviors to avoidudadional policies and programs have a
responsibility to help teachers and students devalievel of comfort in learning environments

that are ethnically, racially, and culturally diser

This study addressed a source of educational datdas been highly invisible; that is,
the voice of students about their experiences duwsegregated and early desegregated schooling,
and educational research in general. It is esddhfit students’ voices are heard so that

knowledge and meaning are constructed from thegpaetives. In listening to the stories of the
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former students, educators can gain insider petispsof their lives in schools and of the
human impact of changing from segregated to degatgd learning environments. These stories
may help educators better understand the misseattojities of the 1970s, especially in light of
the move back toward more racially segregated dsl{@éells, et al., 2009). The lessons
learned from those former students who had expeggeim both environments can help teachers
with understanding African American culture, histcand life that facilitate the academic
achievement, development, and participation ofcafni American students (Murrell, 2002).
Another reason why this study is important is beeguerceptions of former African
American students may increase the understandidglamamics of segregated and desegregated
schools from the experiences of students who dgtlinaéd them. The temporal distance from
occurrence of the actual experience allowed thedoistudents to gain perspective on their
experiences and enriched their memories as welbssibly cause them to have selective recall,
but what they remembered and how they understamgktiearning experiences were more
deeply textured. Their stories may be instructoremany African American students in
contemporary school settings that are both segedgatd desegregated. While many African
American students value education today, and belielg a stepping stone to life success, they
also realize that they live in a racist society #ralr progress toward life success may be
severely impeded by social barriers. Teaching them to persist in volatile situations is
essential. This study disclosed some teachingeziesithat are essential to the academic success
of African American students, many years ago thkinsay have saliency in contemporary

schooling.

The study also provided strong support for teachimg) learning through a cultural lens.

There is compelling research that students andhézadring their personal and cultural
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attitudes, beliefs, and perceptions with them theclassroom. This study reaffirmed for
teachers the need to self-reflect and be awareenf internalized thoughts, to better understand
the behaviors and perceptions of their studenta froltural perspectives, and to recognize that
cultural compatibility (or the lack thereof), thatare of classroom settings, and classroom
climates have major consequences for student aamient. All of these components may cause
teachers to hold false assumptions about Africaregan students. For instance, Fine (as cited
in Edwards, et al., 2010) noted that urban higlosthtudents have been dissuaded from
incorporating elements of their own community crdtypractices, personal experiences, family
traditions, and language in academic learning 8dna. Even though some students are able to
prevail in adverse school and classroom conditieasome of the former students did) the
painful memories of ineffective teacher-studenatiehships and classroom environments last a
life time. Therefore, educators should aim to tzdxeetter legacies for African Americans and
other students of various ethnic backgrounds ak wel

The results of this study support the understanthiagteachers have the ability to
influence, positively or negatively, and conscigusl unconsciously, the academic and life
experiences of their students. The study showeddlues that were ingrained in the Black
segregated schools to help them succeed and thesvdlat were missing in the desegregated

schools.
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Limitations

Despite efforts to conduct a carefully desigreskearch investigation, this study had
several notable limitations. The limitations westated to the time period of the study, the

researcher as a participant, a selective groujuitcgpants, and the short duration of the study.

The first limitation was the time period of thisidy as it related to the data sets.
Conducting research about events that occurredsfygears ago can be challenging based on
the availability of respondents, their selectivarmees, and acquiring relevant historical
content. A majority of the former faculty and $taho were part of both segregated and
desegregated educational systems are no longeg liare unable to be interviewed due to health
issues, or have limited memories about their egpegs during the targeted time period. The
same is true for some former students, while othersiot interested in resurrecting memories
about times and experiences in their lives thaewat necessarily pleasant. Furthermore, the
memories of those who did participate could hawenlistorted by age and limited recall
abilities. There are caveats when dealing withppeEs memories because they are based on
their perceptions. In addition, the study focupatharily on perceptions and excluded some
other environmental factors that could have afi@tite former students’ experiences in
segregated and desegregated schools, such asitunricontent, the family heritages, and

socioeconomic status of students.

In addition, constraints on obtaining access $tohnical data were difficult. Attaining
records of school board minutes, superintendemrtgpyearbooks, and history books from
schools for the time period of this study impadteelfindings. Some information was missing

from the archives and the Muscogee County Schaositibi Records department was in the
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process of moving. Therefore, some content wasseparate storage area and was not
accessible. However, the researcher was ablé¢aio @nhough historical data to stimulate the
possible fading memories of the former studenterAhe researcher showed the participants
photographs of events and experiences relatedjtegated and desegregated schools, many of

them were able to recall personal experiences laauek gheir stories in detalil.

The second limitation was the researcher wasafsrticipant in the study. This could
possibly create bias since the research settingon&as which the researcher’s own primary and
secondary academic experiences had occurred. Urderact this possibility, the researcher was
subjected to the same interview questions as timeefiostudents to elicit information about the
issues under study as Biemer, et al., (1991) hdvised. Additionally, the researcher
interviewed all of the study participants firstdamas then interviewed by a skilled qualitative
researcher. This technique had some elementsaif vawrence-Lightfoot (1997) called
portraiture. It allowed the researcher’s voicbéocome an important part of the study by
providing both insider and outsider perspectiv€snsequently, this method enhanced the
gualitative researcher’s understanding of humambieh and experience in naturalistic contexts

(Bogdan & Biklen, 1998).

The third limitation of the study was focusing parily on a small selective group of
former Black students and Black school personnitadership positions. The seven former
students’ and three school personnel self- repaheid perceptions of experiences in segregated
and desegregated schooling environment, and thadgb the experiences as they transitioned
from segregated to desegregated schools. Thdisgamisonal characteristics, historical
experiences, and social conditions of these ppdits could have influenced their perceptions

about their subsequent academic and life expersenbee to this small sample, the findings
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cannot be generalized to other former African Aearistudents and their experiences in
segregated and desegregated schooling. Furtherthervoices of White students and teachers,
and Black and White teachers and parents, aremgi§sim this study. Undoubtedly their

perceptions would have added different texturerance depth to the results obtained.

The fourth limitation was the relative short dimatof the study. If the researcher had
conducted more than one face-face interview andraéfollow-up phone interviews, deeper
insights into the participants’ lives might haveebegained. Thus, this study only provides a
glimpse into the world of a small group of formefridan American students’ considerations of

their teachers in segregated and desegregatedisah@me Southern city.

Recommendations

The synchronization of the literature review owttinn Chapter 2 and the findings
presented in Chapter 4 led to four recommendafani@iture research about segregated and
desegregated schooling. The recommendations helddtential for addressing the recurrent

achievement gap between African American studerdgfaeir European American counterparts.

The first recommendation is to investigate the dedo which White teachers are able to
effectively differentiate their instructional prams to meet the needs of Black students. Part of
the training for this differentiation could includeme features learned from the effective Black
teachers, and White teachers doing critical cultamalyses of their own teaching. For decades,
some researchers (Delpit, 1986; Irvine, 1990; 8te@004) have expressed grave concerns
about the abilities and will of White teachers teanthe learning needs of Black students. The
former studentsin this study expressed similar eomecabout their desegregated schooling

experiences. Current research suggests that @uaongruity continues to exist between
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Black students and White teachers. White teacindrs,make up the majority of the teaching
profession, continue to struggle with teaching stud of color, specifically African Americans.
Historically, the focus of this struggle has beartlee dispositions and cultural dissonance of
teachers towards racial differences. An examinaticteachers’ capacity to differentiate their
instructional practices to meet the needs of callydiverse learners also holds promise for
reducing the achievement gaps. Such practiceamtanvestigation and may lead to a critical
requirement for ensuring that teachers are praftagire providing instruction for diverse groups
of students. This exploration may ask: To wharde do White teachers differentiate their
instructional practices to meet the needs of callydiverse learners? To what extent does
culturally responsive differentiated instructionpatt the academic achievement of Black

students?

The second recommendation would be to conductdy similar to this one that
examines the perceptions of White teachers andé/ghiidents as they relate to the impact of
segregated and desegregated schooling on theiemeadxperiences and life choices.
Situational factors such as teachers’ and studer{griences, reactions, skills, support systems,
and culturally compatible and incongruent learrengironments can influence attitudes,
practices, and performance levels. For exampp,\were/are White teachers and White
students psychoemotionally and socially preparezhtzage constructively with teaching and
learning with unfamiliar people and in a possibtamiliar setting? How do various levels and
types of teacher preparedness for racial, ethnit calturally diverse students they teach affect

the academic performance and life experienceseo$tildents?
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The third recommendation is to expand on studiasdbmpare the difference between
the academic success of Black students in schoaelfich the majority of the student
population is Black such as Dr. Steve Perry's Gdbtteparatory Magnet School, and Geoffery
Canada’s Harlem Children’s Zone (HCZ), the tooksytare using in their schools, and those
schools that are designed to educate all studsunth, as state funded public schools. Data
collected by NAEP since the 1970s demonstrateBlzank students continue to perform at the
bottom of the achievement scale in virtually abjgets taught. Yet, on a smaller scale,
numerous private preschool, primary, and seconsligrgols have achieved noteworthy success
with Black students. For example, since its inepin 2005 the Capital Preparatory Magnet
School (2013) has 100 percent graduation ratesatuhdve gone on to college. Community
and parental education programs initiated in theddaChildren’s Zone (2013) have shown
success in each of their areas of support sergioes 2000. For example, in its program
designed for four-year-olds, 99.5 % of the studatt@ned a school readiness classification of
average or above average; 100% of third gradetesck@s or above grade level on the math
exam, and outperformed Black and White studenkéewv York state; in English and Learning
Arts, 93% of the students tested at or above geds, and 90% of the high school students in
their program were accepted to college in the 220Dt academic year. In addition, the HCZ
conducts training at seven local elementary schaold provide individual, group, and family
counseling services for student and their famili€sese small scale education innovations work
consistently for Black students. Such successamgsrinvestigation, comparison, and if possible
duplication on a mass level. Analyzing each acadsetting for the tools that are successful
and unsuccessful with regard to promoting acadeomicess for the African American student

would be worthy of future study.
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While the schools may not be segregated by lawydéutesearch should examine
elements present in these schools that are suatessf Black students and how they can be
duplicated or replicated in state funded desegeegatiblic schools. Another worthy query for
these investigations is: What cultural, economipalitical, and social factors, if any, may
impede mass duplication?

A fourth recommendation is to repeat this studyr@/enger period of time with more
students, teachers and school leaders, and widlerstsiwho attended more “stable”
desegregated schools for long periods of timeiciPodgulations related to teacher preparation
for ethnic, racial, and cultural diversity also altbbe carefully scrutinized. The investigation
might explore the role that these regulations piagacher receptivity to and classroom
practices in working with students of the same ietbackground and those working with
various student groups of color.

The final recommendation is to explore in greatgai the role that kinship and caring
play in Black students’ academic success and hf®aes. Such research should examine
similarities and differences in how Black and ndad& teachers convey caring, community, and
other elements of culturally congruency for Blatkdents, and how these affect performance
both within and beyond various classroom envirornsieithe knowledge gained from research
investigating specific ways and reasons why cagongimunity, and kinship positively affect
Black students’ academic success can serve agiagiaoint for designing effective schooling
systems for Black learners. This type of knowledgey assist teachers in confronting their
misunderstandings, beliefs, and perceptions thptda the development of caring classroom

climates, positive relationships with their studeand families, and ultimately their students’
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academic success. Thus, this type of learningenwient may create a community of learners,
and a community of achievement for African Amerisamdents.
Conclusion

This study represents only one account of Africamefican students’ perceptions of
their experiences in segregated and desegregdtediscand the impact that those experiences
had on their subsequent academic and life expegeincone geographic location. One might
ask, why share the narratives of ten study pagidgpover 50 years later? As both a participant
and the researcher in the study, | believe thesestare relevant to understanding students’
perceptions are a valuable but underused souricéooimation for educational reformers. This
historical information offers valuable lessonstioe contemporary life and learning of Black
students. If one poses the question, did the gufrom segregation to desegregation lead to
academic excellence or academic despair, my ansadd be, the journey is not over. Time

will tell!
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APPENDIX A:

UNIVERSITY OF WASHINGTON
CONSENT FORM

Segregation to Desegregation: The Journey of AfriceAmerican students to Academic
Excellence or Academic Despair

Investigator: Marian C. Lyles  Researchemudsnt University of Washington
Telephone: (206) 624-9004 EmailtylesO01@comcast.net

Academic Advisor: Dr. Geneva Gay

Researchers’ statement

The researcher is asking you to be in a reseauncly.stThe purpose of this consent form is to

give you the information you will need to help ydecide whether or not to be in this study.
Please read the form carefully. You may ask goestabout the purpose of the research, the
possible risks and benefits, your rights as a vekmn and anything else about the research or this
form that is not clear. When | have answered aliryguestions, you can decide if you want to

be in the study or not. This process is calledofimed consent.” | will give you a copy of this
form for your records.

PURPOSE OF THE STUDY

This dissertation combines cultural awareness pets@s, interpersonal communication, and
sociological ideas, theories, and methodologiesxamining the degree of influence teachers’
conceptualization of African American students badhe students’ learning and life
experiences during segregation and desegregaiiois. study will be conducted in Columbus,
Georgia with African American students who attenhb®@l segregated schools between 1954
and 1970, and in 1971 when the Black schools beeapaet of desegregation. Interviews will
be conducted with five to seven individuals whematked both segregated and desegregated
schools to determine how their experiences impatieid subsequent lives through their own
reflective memories. (To supplement the studemslifigs, interviews will also be conducted
with African American counselors, teachers, and@pals who were part of both segregated
and desegregated schools during this time period)
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STUDY PROCEDURES

If you choose to be in this study, an interviewdl wsit you so you can get to know her, and
she can explain and schedule the interview sesdibe.interviewer will audio record an
interview in which you are asked a series of qoestto ask about your background, which
includes your family, experiences growing up, gdimgchool, subsequent academic and life
experiences in both segregated and desegregateolsclyou are always free not to answer any
guestion you do not wish to answer and feel fre@stowhy certain questions may be posed.

The entire interview will take approximately onesatWours, depending on the nature of your
experiences and the amount of detail you wish ¢eige. The interviewer is audio recording
your interview so that there will be an accuratrd. The tape recording will later be
transcribed and will be used to compare what ybunte with what other interviewees tell us
about their experiences. If you choose, you maigvethe tape and/or transcript and ask that
portions be deleted.

RISKS, STRESS, OR DISCOMFORT

While my hope is to make the academic and lifednysinterview process an enjoyable
experiences for you, some stress or discomfort resylt from looking back at your life. Some
people feel that providing information for reseaislan invasion of privacy. | hope to minimize
the stress, but you will be free to stop the in@mvat any time or refuse to answer any of the
guestions.

OTHER INFORMATION

As a participant, you may refuse to participatéhis study at any time. Your identity will not be
revealed in this study. | may need to re-contacttp clarify information from your interview.

In that case, | will telephone you and ask youg@onvenient time to ask further questions.
Giving your permission for re-contact does not gélé you in any way.

If you have any questions about the research spldgise contact Marian Lyles at the telephone
number listed on page one. If you have questibositayour rights as a research participant, you
can call the Human Subjects Division at (206) 5098

Printed name of Researcher SigeaitiResearcher Date
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Segregation to Desegregation: The Journey of Afrisaerican students to Academic
Excellence or Academic Despair

Participant’'s statement

This study has been explained to me. | volunte¢ake part in this research. | have had a
chance to ask questions. If | have questions &ieut the research, | can ask the researcher
listed above. | will receive a copy of this constemm.

Printed name of Participant Signature of parénip Date
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APPENDIX B: INTERVIEW QUESTIONS.

Biographical Information

1. When and where were you born?
2. What were your parents’ educational levels?
3. How did your parents value education?

4, What year did you graduate from high school, il

5. What additional higher education and/or techni@hing have you attained, if at all?

6. What is your current occupation?
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Memories of School Experiences with your Teachersuling Segregation

1. What segregated school did you attertvamat year(s)?

2. Please describe your teachers.

3. Please describe the type of relationgbiphad with your teachers.

4, Please share a story about your mostaredte teacher at the segregated school.
5. How do you believe your teachers peexiyou at the segregated school?

6. How did you perceive yourself as a studat the segregated school?

7. Please describe the type of commuminagttyle/language used by the teachers.
8. Please describe the classroom manadestrategies.

9. What do you remember most about thessoontent at the segregated school?
10. What teaching methods did teachersatiiee segregated school(s)?

11. How would you describe your academidgenance at the segregated school?
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12. Did the teaching methods motivate yolearn? Why or Why Not?

13. How did the teachers’ perception of wbiect your identity

development, if at all?

14. How did the teachers’ perception affgmir life choices, academically,

personally, and professionally, if at all?

15. Please share any additional contsmanthoughts that would enhance my

understanding of how you perediyour teachers’ perception of you in the

segregated school, and the itnibat they had on your life experiences, if at all

Memories of School Experiences with your Teacherdtar Desegregation

1. After schools were desegregated, what scipdid you attend?

2. Please describe your teachers.

3. Please describe the type of relationshiphaaiwith your teachers.

4, Please share a story about your most meneotedicher at the desegregated school.

5. How do you believe your teachers perceivad gt the desegregated school?
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11.

12.

13.

14.

15.
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How did you perceive yourself as a studemha desegregated school?

Please describe the classroom managemategts.

Please describe the type of communicatigle/tanguage used by the teachers.

What do you remember most about the cowseeat at the desegregated school?

What teaching methods did teachers useealékegregated school?

How would you describe your academic perfmmoe at the desegregated school?

Did the teaching methods motivate you ted@aWhy or Why Not?

How did the teachers’ perceptibgau effect your identity

development, if at all?

How did the teachers’ perceptitiad your life choices, academically,

personally, and professionally, if at all?

Please share any additional commentisoarghts that would enhance my
understanding of how you perceiyeur teachers’ perception of you in the

desegregated school, and thecdtrtpat they had on your life experiences, if &t al
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“within the time presaribed in the order. Theresster, »laincifis
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IR THE OUITED 3TATES DISTRICT COURE
FOR TEE MIDDLE DISTRICT OPF GEOIGIA
COLOMBU3 DIVISION

JEARY IOCKETT, et al.,
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CIVIL ACTION 8O, 991

Vo

BOAKD OF EDUCATION OF MU3COGEE
COUNTY SCHOOL DISTRICT, GEORGIA,
8t al.,
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Defendants
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In compliance with the mandate of the United States Court of

Appesls, the Board of Liducation of Muscogee County 5School District)

Georyia, was reguired by order of this Court to submit a revised
plan for the further desejregation of the Muscoges County Schoal
System which will satisfy the requirements of the Court of Appeals
and the Supreme Court as refarred to in the mandate. Juch revised

Plan was filed and a copy served upon gounsel for the Plaintiffs

£iled thelr rosponsa, which Tesponse contained certain objections
to the plan. A hearing was scheduled and held before me on July
12, 1971, at which tize counsel for both parties were present

and heard,

After careful comsiderstion of the Plan submitted by the
Defaendants, and the objestions thereto 48 set forth in Plaintiigg’

response, and of the arjuwent oi counsel, the Court is of the
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opinion, and so finds, that the amended plan submitted by the
Defendants meets the zequirements of the order of thie Court and
the mandate of the Court of Appeals, and the plam is approved by
the Court.

In determining that the plan weets the requirements of the
mandate the Coust is of the opinion that it would be helpful to
deal with sech of the ecbjeations raised and state the basis of the

Court's determipation that they are pot valid.

Famulty hosicnment

:hile expressing approval of the assiynment of teachers im
the same proportion te the racial ratic of the fasulty of the
elezentary and high schools, Plaintiifs seek to have added to the
plan an appendix dealing with the asaignwent of teachers, which
they say controls “hiring, firing, promotion, displacement and
tha like".

The plan submitted by Defendants calls for the assiynment
of teachers in each elementary schoel in the systeam on the basis
of a 7C% white = 30% MNeyro ratio, and a 75% white = 25/% Hegro
ratio in the junior and senior hich achools. It is not questioned
that this s the same ratio of white and Hoﬁm teachers now in
such schoolg. To bring this about, there has been no necessity
fo.r the discharge or displacement of amy teacher, white or black.
Iikewise, there his been no nejessity for denotion or prowotion
of the teaching staff to carry out the plan, This representation

was made to the court at the hearinj.

2.
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The method of determlining which teacher ahall be reaasigned
is the same as that in the proposal of the Plaimtiffs {a that “the
oldest teachers im point of service im esach school shall be given
the choice of remaining in such school or being essigned to &
different school®. 1Im addition, the plan spesifically provides
that diacr-imimtlon based on race in the employment of teachers

and othez professional staff menbors shall not be practiced.

If£ the voluminous matter aujgested by the Plaintiffs haviny
to do with faculty were i{ogorporated im the plan it would have the
effect of putting the aduinistrators of the school systes in a
virtual stzait jacket and would make this Court a sort of super=
Superintendent. It is to be remomdered that we are dealing here
not with a School Board that his a history of evasion but instead
& Board that has always complied vozpletely with every ordes
entered in this case and has had its plans twice approved by

thisg Court and by the Court of Appsals.

The Court is of the opinion that the plan as presently
proposed subllciently insures the dosegregation of the faculty
in tie Fuscojee County Jchools and that 1F inplesented as

reprasented, oo discrimination will result.

stiiont egignment

In the course of the heariny it was represented to the Court
by the Dolenlants that the adoiniatrative stafi is working
dliigently in making aesignacnts in acsordance with the plan for
the 1971=72 achool year. It was catlmated that this tagk, which

appeare Lo be substantial, will liloly be cuspleted arosund tha
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£figet of Mugust. Lists will be mintsined at all schools
containing the names of all pupils herstofore hesigned to that
school and showing whether that pupil is reassigned to another
school or remains at the school to which sush child was previcusly
assigned. In the case of transfer, the name of the school to
which the :.npu is reassigned will appear om the list. The school
staff will likewise make such information available at the
Superintendent’s office. ¥ith thie assuramse, the Court is of
the opinion that adequate provisions are made under the present
plan for notice of the assignments without imcurring the expense

and time involved inm sending such potice by segistered mall.

Transportation

; The proposed plan calls for tramsportation to be furnished
. all students who are entitled to transportation under State law,
. without rogard to race or color. This provision will ssoure
transportation for transferred students iZ they live the requiced
distance From the 8chool te which they are transferred, and this
applies whother thér Eake up & part of the 70X white or 30% Negro
ratio im attendance at a-uch school, It will likewise apply to
chiliren who are permitted to remain at the sshool. Although a
considerably larjer pumber of children will require transportatios
under the proposed plan, the Court is assuxed by the Defendanta

that plans have already been made to provide such transportation.

4,
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To use the language suggested by Plaintiffg would result im
providing transportatios ¢o meny ghildren who live muich nearer
the school which they attend than. others who ars d_uuod
transportation. The proposed plan provides such transportation
based upon the distance & child lives from the achool and treats
all alike. It is my judgment that the provision for trmpomucln
in the present plan is the ons best suited to accomplish the

ebjestive of the plan.

Muscogee County has operated a kindergarten program for a
nuzber of years, although such program is mot a part of the State
eschool system. Transportation has never been supplied to kinder=
garten children and consistent with this practice nome will be
provided under the plan to either white or Negro childrea.
Transportation of kipdergarten childrem would mot only involve
considerable additional expense but would iavolve added prcb].enﬁ
and planning which the Board does not wish to undertake at the
present time. The Court does not fael that it is necessary or
proper to require the Dsfendaats to assume this added financial

burden at this time.

New Construstiopn

The proposed plan recojnizes the possible effest of new
vonstruction. It provides that the e’feat of such new constructicn
shall be consistent with “the proportionate representation of
cach race in each school"™. Reports to the Court, and to tha
Plaintlfifs® attorneys im this case, are to ba made which set
forth schools under construstion, schools intonded to be canmenco-l

in the poricd prior to the noxt report, and the location of such

sshools or schoclraoces,
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The Court is of the opinion that adegquate safegusrds are
provided by the plan so that “constructiom shall be dome in a
manner which will preveant the recurrence of the dual sshool

structure®.

Reports to Court

Plaintiffs do not objest to the reporting provisions exsept

as bhereinbefore set forth.

R e Pendwne

The Court construes the plun' submitted as requiring that any
amsndmest thareto be filed with the Court and a copy served oa
Plaintiffs’ counsel. This will imsure that amy cbiection to suah

®
amendment may be heard end determined by the Court,

Eublication

Plaintiffs do not objest.

Attorney‘s FPeeg

The request of the Plaintiffs that the Defendants be orders
to pay the Plalntiffs' expenses and attorneys fees is denied
htca;ztn the Dolendants have im good faith and promptly undertaken
to fully comply with the orders and judgments made by the Court ij

this case.

IT I3 50 OADELED this l4th day of July, 1971,

NErse e

UwITid SPATLES DLSTUCT JoLgi
6.
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APPENDIX D: MUSCOGEE COUNTY SCHOOL DISTRICT LETTER .




