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Abstract
The stories of African American women educatorsoden not dominant narratives in
the field of education. Scholarly readings ofteertook, discard, or omit the
perspectives and voices of African American womauncators (Bloom & Erlandson,
2003); Mabokela & Madsen, 2007; Patton & CatchR@f)9; Revere, 1986).
Furthermore, stereotypes, misrepresentations, asgivings about African American
women are abundant in popular press and medias di$sertation served as an outlet to
present the authentic storytelling of ten Africamérican women educators (N=10) in
their voices and own words. The historical omisbthe voices of African American
women has had wide-reaching, explicit, and ina@évertonsequences. The outcomes,
impact, and meaning that | and other African Amaamigzvomen educators ascribed to this
treatment was explored using Critical Race Themgework and methodology. This
study sought to explore the experiences of Afridarerican women educators through
their awareness a@louble consciousnessd being in @&rooked roonmand the impact
thereof as they navigate their school environmeiitse results indicated the following
four primary themes: 1) African American women etocs encounter expressions of
racism in their schools; 2) African American wonaefjust their behavior to fit within
their school environments; 3) African American wanface additional barriers when
gaining access to and navigating their roles inlgn@nantly white schools; and 4)

African American women educators possess skillstemt$ that promote success.
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Chapter One
Introduction
In attempting to analyze the situation of the Blacman in America, one crashes
abruptly into a solid wall of grave misconceptioonsiright distortions of fact, and
defensive attitudes on the part of maBeale, 2005, p. 109)

The above quote speaks to some of the challerftgsexperienced by scholars
who undertake the task of sharing the experient@férican American women. During
my journey through the doctoral program, | was ddkg many seemingly interested
parties to describe my dissertation research. r Afteneone asked me what my
dissertation was about and | told them, | obsemagegling responses ranging from
apparent discomfort (“oh, that’s nice” followed ayuick change in the topic of
conversation) to sincere interest. In the middlghis continuum of responses were the
puzzled, questioning, and challenging reactionseaiple who were not familiar with
addressing the significance of race in education.

My experiences with some people in this area okpextrum presented varying
degrees of opposition. Expressions of oppositierewnanifested in varying ways:
others believing that perhaps | was making racig@eb issue than it “really” was or as
people expressed that they were uncomfortable taiking about race in such a direct
manner. Still others shared that they just redilfynot understand how and why race was
a relevant factor. As such, | was presented witih@rous opportunities to practice
formulating a response that would justify to oth@rginterest in this topic and the

relevance of exploring the experiences of Africanekican women educators.
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In the United States of America today, there exastiiscrepancy in the overall
academic achievement of African American studesita group in comparison to their
white peers. Educators have tried to understasditbcrepancy for quite some time.
Murphy (2006) traced the attention achievementdsgp have received back to the
1960s and the Civil Rights Movement. There hasilseene success in determining
factors that affect the achievement gap (e.g.estudemographics, school resources,
student factors). This current study did not ainaddress the multitude of factors that
impact the achievement gap; rather it focused @npamtion of one of these factors in the
area of school climate. Specifically, the studguged on bringing attention and
consideration to the experiences of African Ameria@men educators. African
American educators are gaining more attention ucatlonal literature, often in
conjunction with educational leaders and politm@anmunities recognizing the specific
challenges faced by African American studentsdiiteon to and searching for ways to
address these challenges (Bloom & Erlandson, 2BGfiley & Holcomb-McCoy, 2004,
Wines, Nelson, & Watts, 2015).

National statistics on teacher demographics irtdiaa imbalance in the
representation of teachers of color in comparisostidents of color (Boser, 2011). Ina
recent report on teacher diversity, the CenteAfoerican Progress found that “students
of color make up almost half of the public schoopplation, however teachers of color
represent only 18 percent of the teaching profesgiBoser, 2014, p. 2). Demographic
data specific to Missouri, where this study wasdtared, indicated an unequal
representation between the African American stugeptlation (17%) and African

American teachers (7%). This imbalance can havenpact on school communities and



AFRICAN AMERICAN WOMEN EDUCATORS 3

in particular on students of color and teachersotdr. The Center for American
Progress found that “students of color do bettea @ariety of measures if they’re taught
by teachers of color” and “teachers of color sexs@ole models for students, giving
them a clear and concrete sense of what diversigglucation - and our society - looks
like” (Boser, 2011, p. 1). Despite evidence of tbported benefit of increasing teacher
diversity in public school settings, there is clg@n underrepresentation of teachers of
color in the education profession.

By going through the process of forming resportggbe misconceptions,
distortions, and defensive attitudes that Beal®%20eflected upon and engaging in deep
introspection, my resolve has been fortified. Aelved into the process of working on
my dissertation, | reflected more and more on my story as an African American
woman educator. In doing so, | considered theifscgmce storytelling holds for me. In
the process of growing this dissertation from themi stage through revising multiple
drafts, | have engaged in my own form of storytgjland as a result, my voice has
become strengthened. In early drafts of this diggen, | engaged in the need to justify
this research in terms of making my study fit ipte-existing research that viewed race
through a deficit model (Urban, 2009). | aimedise this study to provide a platform
from which authentic stories of African Americanmwen educators could be shared - not
just in response to a problem, not in a defensigamar, but simply a space for voices to
be heard and experiences to be recognized anddviugheir unique perspectives.

The stories of African American women educatoesraat dominant narratives in
the field of education (Bryant, R. M., Coker, A., Durodoye, B.A., McCollum, V. J.,

Constantine, M.G., Pack-Brown, S., & O’ Bryant,BB.2005; Coker, 2011). Scholarly
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readings often overlook, discard, or omit the pectipes and voices of African
American women educators (Harris-Perry, 2011).tHenmore, stereotypes,
misrepresentations, and misgivings about Africanefican women are abundant in
popular press and media (Collins, 2000; HarrisyR@®11; Jones & Shorter-Gooden,
2003). The combination of these two occurrencestbe stage for continued
marginalization. As an African American woman eatoc, | have become more and
more aware of how my own voice has been silendéylvoice has been undervalued
and overridden by the others — in both intentignadblicious manners as well as in non-
deliberate ways. This dissertation provided amedtd present the authentic storytelling
of African American women educators, author inchlida their own voices and own
words. The omission of the voices of African Angan women has wide-reaching,
explicit, and inadvertent consequences. The outspimpact, and meaning that I, and
other African American women educators ascribetthi®treatment was explored in this
dissertation.
Problem Statement

African American women working in educational segs face unique challenges
and thus have distinct experiences that may intbaat roles, responsibilities, and
interactions with others in that setting (Bloom &dadson, 2003; Bryant, 2005;
Mabokela & Madsen, 2007; Patton & Catching, 2008yéte,1986). The unique
experiences of Black people living in America wexglicated when W.E.B. DuBois
referred to a “double consciousness” that is fretjyexperienced by Black people; “this
sense of always looking at one’s self through thesef others...” (Dubois, 1903, p.

364), or when contemporary scholar Melissa HaragyP(2011) discussed the idea of
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the “crooked room” as it applies to Black womerheTdea of the crooked room refers to
the widely used and accepted stereotypes of dest@gender and racial expectations
placed on Black women and the subsequent oppregsbnccurs as a result of those
stereotypes. An in-depth description of the crablam is detailed in Chapter Two.
Given the dearth of information, especially in ealimnal literature, this study aimed to
explain the experiences of African American womeuaaators within the “crooked”
spaces of public school settings.
Purpose Statement

The purpose of this study was to explore the egpees of African American
women educators in the context of the crooked rodms was done in the context of
exploring responsibilities, opportunities, and ratgions that African American women
educators have with others within public schodlhis study sought to deepen the
understanding of experiences of African Americaim&a within educational settings by
exploring the encounters of several educatorsesphesent their awareness of double
consciousness and being in a crooked room andhrtplkcations thereof on their
citizenship, recognition, and fit within their saiaulture.

The present study aimed to answer the primaryareBequestion: How do
African American women educators experience beairgg ¢rooked room? This research
guestion was structured to specifically garnenbiees of African American women
educators and allowed for the creation of a platfarhere the unique experiences of this
select group can be regarded and valued. Additygrihis study addressed two
important supplemental research questions: (a) Bl@wAfrican American women

impacted by navigating both formal and informaksoWwithin school systems? (b) How
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do African American women educators successfullygede their work in the public
school system?

By addressing these research questions, informgatrered may help inform the
professional and personal practices of African Aoar women educators. Current
literature did not offer information or present s@erations on the distinctive
experiences of African American women educatorsdimit expound upon theeedto
understand the context and experiences of Africare#can women educators as they
impact a multitude of areas of importance to sclwooinselors (consultation, student
performance, school culture). This study aimeddd to the school counseling literature
regarding African American women educators thropiggsenting the unique challenges
and experiences of this group, ultimately providimgenhanced understanding which
may benefit consultation and collaboration prastice
Brief Historical Context

When considering the current educational situadioAfrican American women,
it is important to consider historical perspectivestarted with a broad lens of examining
educational opportunities for women, African Amans, and then focused more
specifically on African American women as a unigu@ulation. Sexton (1976)
described the historical purpose of education fomen:

Historically, the education of women has been f@séd around the tasks

and roles they perform in society, just as malecatian has been. The

roles of women, almost to the present day, hava begted chiefly to

domestic ones—the bearing and rearing of childreaking, making

clothing, and keeping house. It has been assunatdhiese domestic
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tasks are so simple to perform, and so easy toggaf®m one generation

to the next, that they require no special prepamatnowledge, or

schooling. Given these roles and these viewsefithited complexity-

and social contribution- of the roles, it is lith®nder that the education of

women, almost until the modern period, has beamsgersally neglected.

(Sexton, 1976, p. 23)

This description portrays the purpose of educdonvomen as a broad category and the
limited views of educational opportunity. The pam purpose of the early education of
women was to prepare them to be proper caregivi&egton acknowledged that women
who had economic means were able to engage irefimththeir education beyond
preparation for domestic duties. “Women of rank kasure have, in some societies at
least, developed interests and knowledge extermbggnd the strictly domestic duties”
(Sexton, 1976, p. 23).

Educational experiences were limited for womestadents as well as leaders in
education. School leadership has historically beate dominated. Sexton makes the
link between educational inequality and the lackvofmen in leadership positions.

Probably the chief source of inequality in elementand secondary

education is found not in the classroom but infog that administration

and school leadership at all levels has been ddedriiay males. School

administration, local and state boards of educatimamU.S. Office of

Education, the National Education Association,Ahgerican Federation

of Teachers, administration and governing boardsgher education, and

virtually all groups that make or affect policytime elementary and
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secondary schools, are overwhelmingly led andestiadt the highest

levels by males. Among the leadership of thesgypohaking groups

women are present only in token numbers or ativelgtiow policy

levels. (Sexton, 1976, p. 55)

The most recent publication on school administratiemographics from
the American Association of School Administratod®\EA) pointed out that
women have never made up the majority of schodlidisuperintendents - of the
respondents participating in this 2010 AASA stu2i,1% were women
(Kowalski, 2011). Reflecting on the role of schddtrict superintendents to set
the tone for the climate of the school systens itriportant to consider the direct
and indirect consequences of having a lack of wownghle in this crucial
leadership role.

African Americans have had limited access to etiloican the United States.
According to Sexton (1976), education served thpgae of preparing its recipients for
their future work. In this sense, African Amerisamere limited in their education
because of the restricted roles in the work thesevable to access. Historically,
legislation impacted African Americans’ accessdaation as well. As Ladson-Billings
(2009) stated:

No challenge has been more daunting than that pfawing the academic

achievement of African American students. Burden#l a history that

includes the denial of education, separate andualeglucation, and

relegation to unsafe, substandard inner-city schdabé quest for quality
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education remains an elusive dream for the Afridarerican community.

(p. xv)

With examples ranging from the prohibition of edireg slaves to sanctioned
segregation, racial inequities in education areaggat in the history of education in the
United States. It is critical to understand the@act of the historical perspective as it
relates to the access African Americans have tgathn. Exposing this relationship is
key to fully comprehending the current status afidsh Americans in educational
contexts. A more extensive review of the histdmodieus of African Americans is
presented in Chapter Two.

Recent studies in the field of education have hdagifocus more attention on the
diversity and the lack thereof in educators—pal#idy in leadership positions. There
remains a dearth of information, however, abouttirevergence of gender and racial
inequities experienced by African American womencaadors. This is evident in the
reporting of statistics on teacher demographicsdfian present single demographic
characteristics: women comprise the majority ofbeas—about 76% of the teaching
work force; African Americans represent approxirha68% of teachers (National
Center for Education Statistics, 2012). Unveildgmnographic statistics on higher level
administration positions becomes even more chalenget is important to review these
statistics, as it is at the administrative levakt institutional policies are made. The
Bureau of Labor Statistics found that approxima&3y3% of education administrators
were women and 13.1% of the total number were AfriBmerican Bureau of Labor
Statistics, U.S. Department of Labor, 2014). Btwaly of over 2,000 superintendents,

only 6% of superintendents identified as non-wfitewalski, 2011).
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Considering the overall history of male dominancteducation and the trend of
continued male dominance in school leadership,ellsas the underrepresentation of
African American educators, it is critical to inest stories that illuminate the
intersection of race and gender inequities expeediy African American women
educators. African American women have been effelgt omitted from having their
viewpoints and experiences shared and heard, ireguitthe stories and experiences of
women being consistently overlooked and under-esipbd (Tillman, 2009). Despite
the absence of influential African American womaemiainstream educational history,
diligent historical digging turned up a small numbéaccounts that have been
documented and preserved. Three such notewodhgstare presented below.

“But oh, how inexpressibly bitter and agonizingsito feel oneself an outcast
from the rest of mankind, as we are in this couht§rorten, 1981, p. 91). Charlotte
Forten was the first northern African American salkeacher to go south to teach former
enslaved Africans. She is most known for her dswhich gave first-hand accounts of
experiences teaching and advocating for sociakcgistForten’s diary entries attested to
her belief in the opportunities education wouldadf African Americans. She also
recognized the important responsibility she hagroviding educational opportunities for
other African Americans. “It is well that they sid know what one of their own color
could do for his race. | long to inspire them withurage and ambition (of a noble sort),
and high purpose” (Forten, 1981, p. 150).

Anna Julia Cooper, recognized as an early Blackifistnin her early, post-
slavery writings, reflected on the absence of thieas of African American women in

America. “The ‘other side’ has not been represtbtethe one who ‘lives there’. And
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not many can more sensibly realize and more acalyrgll the weight and the fret of the
‘long dull pain’ than the open-eyed but hithertacabess Black Woman of America”
(Cooper, 1998, p. 4). In this quote, Cooper cagutuhe essence of the paradox faced by
African American women: their voices are most reektb speak to inequalities and how
to best address them, but it is due to these iliéiggahat they were robbed of their
opportunity to speak. This passage portrayed,abaarly as 1892, there was a
realization among African American women educatbas there is a need to include

their voices, yet there remained no place for (G@oper, 1998).

Collins (2000) provided recognition to the intetlgal tradition of African
American women, their contributions, and notedithpgortance of the voices of these
women; [there were] “times when Black women'’s veigeere strong, and others when
assuming a more muted tone was essential” (CoR@80, p. 5). From a feminist
context, Collins (2000) reflected on the experisngeMaria Stewart, a former domestic
servant who went on to become a teacher and dctiMany Maria Stewarts exist,
African-American women whose minds and talents Hmeen suppressed by the pots and
kettles symbolic of Black women’s subordination” ).

Specific Relevance to School Counseling

Educational reform efforts such as No Child LefhBel and Race to the Top, as
well as professional organizations such as the Ar@erSchool Counselor Association
(ASCA, 2003), have recognized the need for theonatischools to address the needs of
all students and in particular, students in undéop@ing and marginalized groups.

The ASCA National Model provides a framework fohgol counseling programs

in which the responsibilities of school counselars clearly outlined. As part of the
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system supports for a comprehensive counseling@nmogschool counselors provide
direct services, wherein counselors work in digggttact with students, as well as
indirect services that support student learning@erformance. Within this subset of
indirect responsibilities, school counselors afkedao provide consultation as an
important contribution to the school system. “Ceelors must consult with teachers,
staff members and parents or guardians regularbydaer to provide information, to
support the school community and to receive feeklbache emerging needs of
students” (ASCA, 2003, p. 42). Further supportimg concept, Erchel and Martens
(2006) noted that “consultation is an indirect maxfedelivering psychological services.
Within this model, a specialist (consultant) araffshember (consultee) work together to
optimize the functioning of a client (student) Iretstaff member’s setting and to increase
the staff member’s capacity to deal with similauations in the future” (p. vii). For the
purpose of this paper, discussion surrounding dtatgan pertained primarily to the
consultation between teachers and staff membetheas aspects of consultation most
directly related the culture of the school system.

It is important to note the traditional views @flaboration and consultation in
order to better understand the impact and sigméedor school counselors and, more
specifically, African American school counselorsiather educators. Collaborative
consultation, is defined as “a process in whictaméd, school-based consultant,
working in an egalitarian, nonhierarchical relasbip with a consultee, assists that
person in her efforts to make decisions and cautyptans that will be in the best interest
of her students” (Kampwirth, 2006, p. 3). Embedafethis definition of consultation is

a key concept of power, as evidenced by the reterem“egalitarian” and “non-
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hierarchical” that require further exploration tgelates to the experiences of African
American women educators.

In addition to the importance of the presenceagr dynamics in the
consultative relationship, it is equally importaminote the absence of mention of issues
of race in the consultative relationship, as thaeystitute another layer of power
differentials. This “colorblind” approach to cotistion downplays the significance of
race and further marginalizes African American wareducators and discounts their
experiences.

School counselors are often sought out as comgsijthoth formally and
informally. Baker and Gerler (2008) pointed owtthonsultees are naturally drawn to
school counselors for assistance. This may baintp the training school counselors
receive to be able to interact with colleagues meaningful manner. Ray (2007)
referenced teachers’ perceptions of the usefulolessnsulting with school counselors as
they identified “personal support with contact distening from the consultant as the
most helpful factor of consultation” (p. 43@eing drawn to school counselors for
assistance may stem from any number of challengieg lfaced by the staff members
(African American women educators in particulargfamique challenges) as well as the
perceived availability—both physical availabilitg eell as emotional availability—of
the school counselor. In-depth exploration of stlmounselor consultation and
professional collaboration are presented in gredgtail in Chapter Two.

Theoretical Framewor k
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Critical Race Theory (CRT) was used as a theoldt@aework to provide a
platform for the presentation of the participanices in this study. CRT is particularly
useful in examining issues of race and educatidhatt

Critical race theory in education is a frameworlset of basic insights,
perspectives, methods, and pedagogy that see#terttfy, analyze, and
transform those structural and cultural aspecedatation that maintain
subordinate and dominant racial positions in artdbbthe classroom
(Solorzano & Yosso, 2002, p. 25)

This description of CRT directly supports the pupof the current study to
bring to light the experiences of African Americaomen educators. CRT, with its
focus on closely examining issues of race, provalstage from which the key factors,
constructs, and variables contributing to the epees of African American women
educators can be explored. The intentional sgeithese previously under-explored
stories provided a much needed insight to offesunter-narrative to the predominant
voice of majority culture. Additionally, this stughresents previously unexplored
narratives that will help to fill a void of inforrtian that depicts the unrepresented stories
of African American women educators. Reports gatthérom participants in this study
confirmed that there are gaps in the literaturéh@nunique perspectives of African
American women educators.

To provide further theoretical context and undergtiag surrounding the use of
CRT as a framework, the following essential thaoa¢components and key

understandings are outlined:
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1. The intercentricity of race and racism with otherrhs of subordination.
Though CRT focuses initially and largely on the stouct of “race”, it also
acknowledges the presence of and investigatesitéactions with other
forms of subordination (based on class, genderp#imel means of
marginalization) (Solorzano & Yosso, 2002, p. 2bhr the purposes of this
study, it is important to acknowledge the complexwit the interplay of race
and gender. CRT provided the lens through whidh b@re closely
examined.

2. The challenge to dominant ideologritical race theory challenges readers to
guestion the historical and traditional systemsdncation that support the
concepts of merit, equality, colorblindness, andaspunity for all (Solorzano
& Yosso, 2002). CRT asserts that there existherfield of education,
structures and systems that act as a cover teefupirpetuate the imbalance
of power that currently exists. CRT challengeste/privilege and challenges
the widely accepted notions of objectivity or nality in research.
Essentially, CRT posits that the concept of obyagtidoes not exist and that
upon closer inspection, there is an agenda thae¢edominant culture in a
position to benefit.

3. The commitment to social justic&éhe social justice agenda leads to
“elimination of racism, sexism, and poverty” antétempowerment of
subordinated minority groups” (Solorzano & Yoss002, p. 26). The
presentation of personal experiences by African Acae women educators

allows for the examination of school practices thatport to support social
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justice agendas as viewed by the diminished petispeaf marginalized
voices. Who better to report about social justiitatives than those whose
voices have been silenced?

4. The centrality of experiential knowledg€ritical race theory appreciates and
embraces the importance of storytelling as an adithevalid form of personal
information sharing and casts it as an essentrapoment of CRT in that the
understanding of the experiences of people of cnekey to
counterbalancing the standard, so-called univergagriences which presents
whites as the norm. In other words, what has laeeepted as truth no longer
represents the only viewpoint or perspective péssminformation sharing.
Rather, the experiences of people of color aremessured against the
experiences of whites, but are truly recognizedepted, and appreciated of
their own accord and relevance (Solorzano & Yo2602).

5. The transdisciplinary perspectiveCRT “insists on analyzing race and racism
by placing them in both historical and contempo@gtexts” (Solorzano &
Yosso, 2002, p. 27). CRT infuses a multidiscipynapproach that allows for
a multi-faceted, more comprehensive understandiagthe effects of various
forms of discrimination have on people of coloor Ehe purposes of this
study, knowledge and findings from different arefstudy (such as law,
sociology, political sciences, etc.) were includegrovide enhanced

understanding of contexts and events presentedibigipants.
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In addition to these key concepts, consideratioMatsuda’s (1991) original
concept of critical race theory as it related tw {@as presented and then applied
specifically to the field of education:

The work of progressive legal scholars of color wdre attempting to

develop a jurisprudence that accounts for the obleacism in American

law and that work toward the elimination of raciampart of a larger goal

of eliminating all forms of subordination. (p. 133)

In expanding this definition to the area of edumatil conceptualized CRT
asthe work of scholars of color and allies who argeatipting to develop a
framework that accounts for the role of racism ublic education and that work
toward the elimination of racism as a part of theger goal of eliminating all
forms of subordinationln the context of the present study, this dabnit
challenged all stakeholders to move away from tiveeat practices that support
the subordination and oppression of African Amarigeomen educators by the
suppression of their voices and devaluing of th&iries.

Additionally, storytelling and the “oral traditiortias deep roots in African
American communities (Mazama & Asante, 2005, p)39RT is a framework
for identifying and challenging dominant narrativesesearch (Chavez, 2012,
Solorzano & Yosso, 2002). Storytelling is not rgaized as a legitimate form of
research in the perspective of mainstream scigbloaves, 2012). It is, however,
because of the relevance of storytelling roothi@African American community
that | have chosen CRT as a framework to presengtperiences of African

American women educators (AAWE). The rules fororpg the truths of
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traditionally marginalized groups have been esshblil by those in mainstream
society who hold the power and as such are aldéfte the voices and silence
the narratives of those on the margins of soci@tye result is that marginalized
people remain marginalized, stereotyped, and stigeth Mainstream scholars
and researchers are kept in power by discredigagarch that incorporates
theoretical views, such as CRT, that allows forroplearing and accurate
accounts of oppressed, marginalized populatiorsndJCRT methodology
allows for the storytelling of oppressed people aray eventually lead to deeper
understanding by hearing their experiences. thingugh this understanding of a
CRT framework that the experiences of African Aroan women educators can
be conceptualized.
Delimitations and Assumptions

As with any dissertation research project, thereeveertain delimitations that
influenced this study. Boundaries related to tand location of the study, sample of the
study, specific aspects of the problem, and selediiteria are presented here. The data
collection time-frame spanned a five month periaif June 2015 through October
2015. The location for this study was the subwifies large Midwestern city.
Information was gathered from participants via setnictured interviews. It is
important to note that, since the primary focus t@sexperiences of African American
educators who work in predominantly white publib@al districts, the present study
included only input from African American women edtors who work in school
districts where the majority of students and faculere white. In the area surrounding

this city, there were school systems where the fadipan was majority African American
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students and staff. It was important to distinguistween these different schools as the
experiences of African American women educators likaty to differ in these settings.

The researcher discloses her dual roles as prinongestigator as well as a
participant and contributor of perspectives as &icé&n American woman school
counselor. Additionally, the researcher assumathrticipants, researcher included, in
this study would respond openly, honestly, and etely. The information gained from
this study is important, timely, and relevant te thork of school counselors.

Definition of terms

Altered Realities: This term is used in the study to refer to a hisged
awareness experienced by African Americans théidles awareness of injustice, not
belonging, being undervalued, and trying to makeseif fit or matter under those
circumstances. Both the concept of double consaiess by W.E.B. DuBois and
crooked room presented by Harris-Perry constityéergles of altered realities.

Citizenship:This term is used in the study to refer to menttiprsAs stated by
Harris-Perry, “citizenship is more than an indivatlexchange of freedoms for rights; it is
also membership in a body politic, a nation, amd@munity” (Harris-Perry, 2011, pp.
36-37).

Critical Race TheoryCritical Race Theory (CRT) is a framework thatls®to
challenge and transform aspects of education thaattain subordinate and dominant
racial positions (Solorzano & Yosso, 2002).

CRT MethodologyCRT Methodology is a research framework that reczm
that “racism is often well disguised in the rhetasf shared ‘normative’ values and

‘neutral’ social scientific and educational prineip and practices” (Solorzano & Yo0sso,
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2002, p. 27). Inregards to this study, CRT Metilogy was employed as an intentional
means of examining so-called universal truths althg into question dominant
assertions of what is valued and right.

Fit: Used within this study, the term “fit” refers tdalanced relationship
between a person and their environment.

Recognition:This term refers to the concept of being visibl®thers as an
authentic being. Converselpjisrecognitiorrefers to one not being seen as her true self.
Harris-Perry stressed the importance of this coheeging that people “desire
meaningful recognition of their humanity and uniness...” (Harris-Perry, 2011, p. 36).
Organization of the study

This study is organized into five chapters, refeesn and appendices. Chapter
One provides an introduction of the study whicHudes a statement of the problem,
purpose of the study, a brief historical overvieslevance to school counselor,
theoretical framework, limitations of the studyddeey terms. Chapter Two presents a
review of relevant literature pertaining to the aretanding of key concepts related to the
experiences of African American women educatorBapfer Three defines the research
design and methodology of the study. The methsdsd for data collection, procedures
to be followed, and selection of the sample pojpamedre described. Chapter Four
presents the results of the study. Chapter Figeiges discussion of implications,
recommendations, and conclusions of the resultgeisas suggestions for future

research. A reference list and appendices of supgntal documents conclude this work.
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Chapter Two
Review of Literature

Black women have so much to offer our country, smyngifts to share

with all of us. And yet, as a society and as @onatve have never quite

stopped to appreciate the truth of their experigtieeverity of what it
feels like to be Black and female, the reality thatmatter how intelligent,
competent, and dazzling she may be, a Black womani country today
still cannot count on being understood and embragadainstream White

America. (Jones & Shorter-Gooden, 2003, p. 2)

This chapter presents an extensive review of liieeaon topics related to
the primary research questidtiow do African American women educators
experience being in a crooked ro@nit is necessary to have an understanding of
the historical and current issues concerning tipeeances of African American
women, therefore, numerous topics are explored.

This in-depth review of the literature, which parsaboth directly and
indirectly to the experiences of African Americanmen educators, begins with a
reflection on racial labels. In this work, | uge termsAfrican Americarand
Blackor Black Americannterchangeably. | find it important to reflect these
terms because of the history and power in the teiiezama and Asante (2005)
stated that the term African American “has beerlusealesignate people of
African descent who are domiciled in the Unitedt&iaince 1865” (p. 8)From
a historical view, 1865 is identified as a turnp@nt since, prior to that year,

“[B]lack people were not Americans, and therefonest saw themselves only as

21
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Africans” (Mazama & Asante, 2005, p. 8). The eviolu of labels used to
describe African Americans as a group is rich amdgex. Sigelman, Tuch, and
Martin (2005) examined the history of terms usecefer to Americans of
African descent eolored, Negro, Black, Afro-AmericaandAfrican American-
that were commissioned at different times in hiseond indicated changes in the
political climate. Upon first arriving in the Ueidl States, African Americans
were not afforded the right to determine their aacial identification label.
Being mindful of the history (and even current pices) of using derogatory
labels for African Americans as mechanisms of raasd oppression, | reflect
here on the importance of recognizing the persprederence of members within
the African American population in naming theiriedgdentity. Sigelman et al.
(2005) found that, in their survey of AmericansAdfican descent, “preference
for the label ‘black’ or ‘African American’ was ndg equally divided” (p. 436).
This finding is interpreted within this study asftjification for the interchangeable
use ofBlackandAfrican American.

This chapter begins with a recounting of nationafistics that provide context for
this study, followed by an overview of the socid#pcal and cultural history of African
American women in the United States. Paying paldicattention to the educational
history of African American women in an educati@mtext provides a perspective that
deepens the understanding of the impact that past®have on the current experiences
of African American women educators working in paldducation. Concepts related to
double consciousness and teoked room impart a critical awareness of cogaitind

psychological positioning specific to the experiemof African Americans. Critical race
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theory is further explored, providing a framewoddatated to presenting counter-
narratives of African American women. Next, praiesal collaboration and school
climate are considered as the public school settitem has attached with it a specific set
of mores and rules that are of key importance wiéacting upon the lived experience
of persons operating with that context. FinallgJ@sing section is dedicated to
considering the experiences of African American vwwameducators in the context of their
altered realities.
Context of the Problem

To better understand the experiences of African decaa women in the United
States, it is necessary to consider current cirtamegs of this population related to
health, socioeconomic status, employment, and ¢idnedfactors. This section presents
the overall outlook for African American women ight of the aforementioned
categories. It should be noted, however, thatitketie categories being presented
separately, there is relevance in the interplayiatatsectionality of the categories (e.g.,
income is related to access to healthcare, whitfeis related to overall health, which
has a relationship to work performance and attece)an

Health considerations. The Center for Disease Control (CDC), in its repaoim
the health status of various racial and ethnic fagjmns in the Unites States, pointed out
“striking and apparent” disparities between Africamericans and other racial and
ethnic populations (CDC, 2013, para. 1). Addiibyy multiple studies have found that
African American women are at increased risk foorgoealth in comparison with white
women (Hogue, 2002; Schulz et al., 2000; Yound.eR804). These discrepancies in

health status are evident in the following factatesl to high risk health conditions, life
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expectancy, death rates, infant mortality, and rotieasures such as risk conditions and
lifestyle behaviors.

The following statistics on African American healtbks portray the seriousness
of the health situation: a) African Americans irD2thad the highest death rates from
heart disease and stroke compared with other rasthethnic populations; b) the
prevalence of obesity among adults from 2007-2048 largest among African
American women compared with white and Mexican Aicaar women and men; c) in
2010, the prevalence of diabetes among African Acamradults was nearly twice as
large as the prevalence among white adults. (Cémté&isease Control, 2013, para. 3).

The Center for Disease Control (2014) identified egported on several risk
factors that contribute to quality of life and iteand also impact the mortality of
individuals. In looking at the data of African Angan women as a group between the
years of 2009-2012, it was found that they havehitgbest percentage of occurrence for
obesity (57.4%) and hypertension (44.5%) when caoetpto African American men
(37.9% occurrence of obesity and 39.9% occurrehbgertension), white women
(35.9% occurrence of obesity and 33.7% occurrehbgmertension), and white men
(26.3% occurrence of obesity and 33.1% occurrehbgmertension). These statistics
exhibit disparities in health along racial and gamlthes. In noting these discrepancies
between African American women and white womenesahstudies have attempted to
develop theory that examines and explains the saurserigins of health differences
along racial lines. Hogue (2002) reported thatdghg a growing consensus among social
and health scientists that these disparities betwasgal and ethnic minorities and

majority populations “arise from psychosocial anttural factors related to the social
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definition of population groups, as opposed to ¢jertBfferences at the population level”
(p- 222). The argument was thedce alone does not account for the disparities see
between racial groups; therefore, cultural facttrsuld be examined.

Hogue (2002) applied the epidemiologic theory adraghost/environment
(A/H/E) to explain the relationship between AfricAmerican women, their
environment, and their health. In the A/H/E moded agent (A) refers to the direct
cause of disease or ill health, the host (H) ref@tbe individual exposed to the risk of
disease, and trenvironment (E) encompassakfactors outside of the host that make
the individual more susceptible to succumbingltess. Environmental factors include
the host’s social, cultural, and physical surrongdi(Hogue, 2002). When examining
the impact of disparities in health experienceddbycan Americans, Hogue insisted that
“understanding the agent and how it functions ikl to disease control” (2002, p.
224). Hogue identified acts of racial discrimiatias an agent or factor that directly
relates to poor health and/or disease.

Two forms of racism, and their impact on individsjakvere examined: personally
mediated racism and institutional racisPersonally mediated racismcludes
individual insults and discriminatory acts descdlas racially charged personal attacks
on the individual. They incite acute stress inititBvidual targeted and bring about
physiological stress responses (“fight or flightfipstitutional racismwhich is defined as
“formal and informal policies and practices thahgequitable treatment to individuals
because of their race or ethnic group affiliatichaddressed as well (Clark, 2001, p.
769). Social policies affect the health and diseassceptibility of individuals.

Therefore, it is imperative to consider the histariand ongoing effects of institutional
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racism as it relates to policies and practicespkaiain individuals living in that
particular society.

Hogue outlined two distinct ways in which institutal racism impacts the host or
individual (see Figure 1). An initial effect isath*historic and ongoing racism” has an
impact on the current SES of the individual whiels lthe potential to dictate access to
healthcare services (Hogue, 2002, p. 225). A skconsideration on impact and the
individual is through the direct effect of chromiovironmental stressors (such as being
subjected to negative stereotypes) associatedingtitutional racism.

Schulz, Israel, and Williams (2000) have also asisld racial health
discrepancies. They hypothesized that stress atedawvith 1) living in segregated
neighborhoods, 2) experiencing discrimination, 8phdxperiencing acute life events,
differentially and adversely affect African Amencaomen’s health status. In the same
study, financial and family stress were associatigd reported poor general health status
for African American women.

In addition to considering the relationship betw#snagent and racism, it is
equally important to examine the effects of racamthe host. Hogue (2002) reported
that internalized racism (or the occurrence of memlof marginalized groups to accept
as truth, negative messages about themselves)tleauseased health risks such as
obesity.

Figure 1. The Impacts of Racism on Health
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The impacts of racism on health, illustrating the relation between institutionalized racism,
personally mediated racism, and internalized racism and various factors that contribute to race
associated differences in health outcomes.

The Impacts of Racism on Health
racial climate

Access to
health care

(“The Impact of Racism on Health,” by C. P. Jor&g¥)1,American Journal of
Epidemiology154(4), p. 299. Copyright 2001 by Oxford UniversitseBs.)
In examining the general health outlook of Africamerican women, disparities were
apparent. The following subsection introduces fawtors closely related to health:
socioeconomic status and employment.

Socioeconomic status and employment. Current statistics on the discrepancy in
pay between women and men is unsettling. Hegewielich, and Murphy (2011)
report that “on average, women working full-timereanly 77 cents for each dollar
earned by men per year” (p. 70). The economiciegsrsituation is grimmer for African
American women who earn only 62 cents to everyad@arned by white males
(Hegewisch, Deitch, & Murphy, 2011). U.S. Censatadrom 2013 revealed that the

median household income for African American faeslis lower than that of any other
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racial or ethnic group. African Americans earn&d,$98, which falls well below the
national median income of $51, 939 (all races) sigdificantly below the median
income of $58, 270 for white, non-Hispanic housdedDe Navas-Walt & Proctor,
2014).

The inequalities of socioeconomic status betweelalrand gender groups
becomes apparent when looking at trends in emplaym&frican American women are
more likely to be employed in lower paying seniicgustries and have a lower rate of
promotion to senior level jobs. Additionally, Saee-Hucles (1997) reported that
“African American women are disproportionately repented in what are called
secondary job markets comprising low-paying, meait-time jobs with few if any
benefits” (p. 567). At all educational levels, ikEn American women earn less than
their white counterparts, suggesting that subtien@nts of historical discrimination
coupled with current acute experiences of racism hadd African American women
back from advancing as rapidly or as far as theghtrihave if they were members of
another racial group (Hogue, 2002, p. 223).

Recognizing that inequalities exist in the emplogitrexperiences for African
Americans, more researchers have attempted tosgldiies of discrimination and
racism in the workplace. Sanchez-Hucles (1997nted on the experiences of African
American women who have experienced “double jeogardthe workplace in terms of
not only being discriminated against, but also guesd to feel that they are actually
advantaged because of the race and gender. “Bdbpifact that African American
women have faced a legacy of discrimination, hanass, and low pay for more than a

century in their long work history in the Unitedagds, a myth has developed that they
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enjoy an "advantaged" or "bonus" status in the Yovde by virtue of the interaction of
their gender and race” (Sanchez-Hucles, 1997, §). 5bhe author cited both racism and
gender bias as motives for the perpetuation oilliigon of advantage for African
American women, noting that members of majorityupr®which hold more status and
power actually stand to benefit.

The myth of advantaged status for African Ameriaaommen functions to

actually highlight the dual liabilities of Black waen while allowing

White women to capitalize on their privileged rdait@atus and enables

African American men to capitalize on their prigtrl gender status by

disassociating themselves from African American wan{Sanchez-

Hucles, 1997, p. 575)
Sanchez-Hucles (1997) asserted that this advardame realized by African American
women, rather they are further harmed. The mytmicton of advantage subjects
African American women to blame for their own lamksuccess.

The bonus status myth perpetuates the cycle ofdicgpeconomic,

psychological, and physical health benefits to ¢hegh the most

privilege in this society, while maintaining thens@nient fiction that

anyone—even an ethnic minority group of women—oaoasurccessful in

the work force. (Sanchez-Hucles, 1997, p. 576)

Finally, Sanchez-Hucles (1997) notes that in otdenake true progress toward
addressing disparities in employment, the mispei@ephat African American women

possess an advantaged status must be confronted.
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The intersectionality of race and gender presemtsdalitional obstacle for
African American women in employment. Hughes amdi@e (1997) reported that “in
addition to occupational disadvantage based onegeAdrican American women
encounter occupational disadvantages based ornr#oeit (p. 583). The authors reported
that African American women experience decreaskdagisfaction and increased stress
due to racial and gender bias they encounterdukin workplaces. Hughes and Dodge
(2007) also uncovered a tendency for African Ansrgemployed in workplaces that
had few other African Americans to experience gregicidences of institutional racism
which in turn, had a substantial impact on jobssagttion (effectively lowering
satisfaction). The authors concluded that effartisicrease opportunities for equitable
employment for African American women must suppostkers and supervisors to
become aware of and challenge their biases andrdisatory views and practices.

Education. In reviewing the economic situation of African Angan women as
a group, it is necessary to consider not only inedsut also level of education, as this has
a direct impact on earning potential. In a revawthe educational attainment of African
American, consider the following statistics: a)yokl.4% of African American women
had a college degree or higher in 2010, compar8@% of white women; b) African
American women held 8.58% of bachelor's degreed bglwomen in 2012 though they
constituted 12.7% of the female population; c) &fy of African American women are
represented in science, technology, engineerirdyneathematics, or STEM, fields, while
women in total make up 24% of the STEM workforcei¢Ba, 2013).

According to the most recent statistics availabdenfthe National Center for

Education Statistics, women earn the majority offeoed post-secondary degrees across
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all racial groups. This may be due to the fact i@men often have to earn a higher
degree of education to be competitively considéoethe same position as a man, even
though they are statistically likely to earn lesart a man in that same job. This
sentiment was noted by Williams (1985) in her firgh related to Black women who
pursued administrative positions in academia, “aamiy woman, more than others, must
have the doctorate” (p. 11). An in-depth accodrihe history of African Americans is
presented subsequently, so as to provide additemrdext and understanding for current
experiences of African American women.
TheHistory of African Americansin Education Contexts

Knowledge is power. Information is liberating. U€dtion is the premise of

progress, in every society, in every family. -Kofhan
It is necessary to have an understanding of tladioalship African American

people have had with education to be able to cdoeépe current experiences of
African American educators. African Americans ag@up are marginalized and fall
behind their white peers in several indicator aretsgted to education (National Center
for Education Statistics, 2012). Education stassteported by The Forum on Child and
Family Statistics (2013) revealed that African Aroan students score lower on math
and reading assessments and have a lower highlsempletion rate than their white
peers. Additionally, African American students bags likely to take advanced math and
science courses in high school - which in turnddgect impact on college readiness. In
a recent report from the Forum on Child and Fartitistics, education was identified

as a key indicator in determining wellbeing. Cdesing the influence of education on



AFRICAN AMERICAN WOMEN EDUCATORS 32

wellbeing, it is critical to understand the histafyeducation for African Americans in
the United States.

Education was not always accessible for African Acaas. Since the first time
enslaved Africans of record arrived in the Americad619, systems of power have been
initiated to ensure that white people maintain oar{Ladson-Billings, 2009). Several
pertinent examples of these sanctions to createpdifferentials are examined in the
following text. It is documented that during slayehe education of Blacks was illegal
and punishable by death (for enslaved Africans)@midshable by fines for white
teachers. The following act was passed in Norttol@e in 1831, allowing harsh
punishments for both black and white people whenapted to educate slaves:

Whereas the teaching of slaves to read and wiatealtendency to excite

dis-satisfaction in their minds, and to produceimmaction and rebellion,

to the manifest injury of the citizens of this $tat

Therefore,

Be it enacted by the General Assembly of the Stdterth Carolina, and

it is hereby enacted by the authority of the saftmat any free person,

who shall hereafter teach, or attempt to teach séase within the State to

read or write, the use of figures excepted, orl gjrad or sell to such slave

or slaves any books or pamphlets, shall be liabladictment in any court

of record in this State having jurisdiction theremfd upon conviction,

shall, at the discretion of the court, if a whitamor woman, be fined not

less than one hundred dollars, nor more than tvwaliad dollars, or

imprisoned; and if a free person of color, shalfibed, imprisoned, or
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whipped, at the discretion of the court, not exasgthirty nine lashes,

nor less than twenty lashes.

Il. Be it further enactedThat if any slave shall hereafter teach, or gptem

to teach, any other slave to read or write, theafi$gures excepted, he or

she may be carried before any justice of the peawpn conviction

thereof, shall be sentenced to receive thirty fasbes on his or her bare

back. (Legislative Papers, 1830-31 Session of #reetal Assembly)

Similarly, in 1847, Missouri’'s General Assembly pag an act stating that “no person
shall keep or teach any school for the instructibnegroes or mulattos, in reading or
writing, in this State” (Missouri State Archive)T4). As noted in the particular
wording used to reference “dis-satisfaction” aneb&llion,” educated slaves represented
a danger to upsetting the slave system. Keepislgeed Africans uneducated increased
the likelihood that they would remain dependentrupheeir slave masters. Laws such as
these provide historical examples of the commitnoénthites in power to purposefully
and deliberately construct a system in which ersladfricans were systematically and
effectively oppressed and stripped of hope foberhted future.

In addition to specific state legislation, the Bi&odes, which were enacted
between 1865 through 1866, spanned the entire Sautbgion of the United States.
This passage provides a clear example of a leg&isythat was meant to oppress
African Americans.

The Black Codes were patterned after the antebelilave Codes, and

their express purpose was to restrict African Acarifreedom. Indeed,

the codes were created in response to the facirtbig than 4 million
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formerly enslaved Africans had recently gainedrtireedom, and they

served to keep these African people from full ggvaition in the political,

economic, and social life of the South. In facg Black Codes sought to

define the legal place of African people as permé#dpeénferior to whites,

and thus reaffirmed the white Southerners’ attittde: black people were

meant to serve the interests of the white populati®azama & Kolefi,

2005, p. 120)

The Black Codes, endorsed by President Andrew dacksohibited African
Americans from sitting on juries, voting, carryifiggarms, and even limited Blacks from
providing full testimony against whites. The losignding effects of the Black Codes
can still be felt presently. One specific exants socioeconomic roots as people of
African descent were restricted to holding certanupations while other occupations
were off-limits. Career positions that have beetohnically racially segregated are often
harder for African Americans to enter into todahhis is often justified by comments
that imply a certain level of readiness must be loe¢dre an African American can hold a
certain position.

Deliberate efforts to keep slaves disempowerecdehgking their access to
education is evident throughout United States hystd@ he state of Texas instituted its
own version of the Black Codes which enforced maifiiyre same restrictions for Black
Americans as the national Black Codes and also seghtegislation that addressed
educational access and “prevented blacks fromrsdparithe public school fund”

(Mazama & Asante, 2005, p. 120).
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The initial groundwork that was laid to keep AfmcAmericans uneducated has
had long lasting effectiveness. The relationshigvben political events and education is
evident throughout various events in history. 8leavolts, the signing of the
Emancipation Proclamation in 1863 which abolisHeslesy in confederate States that
wanted to separate from the Union, and the 1870gthat allowed African American
men the right to vote. All of these legal measur@ge had an impact on educational
practices and outcomes of African Americans inWnéed States. The racially unjust
history of the United States with its legacy ofreggted schools, Jim Crow laws, and
devaluation of African Americans has set the stagan imbalance of power that still
has an effect on how African Americans experiemzeaccess education at present.

To understand the depth and pervasiveness of rahesns part of United States
history, one only has to examine the legal mandadssed by the U.S. government. Itis
within this system and under other laws that sujggbinstitutional racism that formal
rules were arranged which prevented the equal a¢oesducation for African
Americans. Mazama and Asante (2005) describedCdow laws as “a set of ideas,
social norms, life ways, mythoforms, role-play syish sanctions, and devastations
created after the Civil War by white politiciangdnt on maintaining a system of
oppressive control over African American life armbeomics” (p. 282). These laws were
an intentional, insidious effort by white policy keas to devise a power structure within
which African Americans would have little or no pemor hope. “Jim Crow laws aimed
their invasive enterprise at the level of socialitg and psychological manifestation in
order to reestablish a stratified social hierarchged on white subjugation of African

American people” (Mazama & Asante, 2005, p. 28 e reference to “social reality”
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and “psychological manifestation” address the cahensive nature in which Jim Crow
operated. The laws had far reaching social coresengs - felt in lack of employment
and housing opportunities, for example. Psychahaty, Jim Crow laws effectively
harmed African Americans through misrecognition esmtlered African American
people unable to accurately see themselves; ingtgg@n Americans were stripped of
self-worth and even turned to hatred toward thein cgommunity. Public lynching was
among the repertoire of psychological attacks egygaand sanctioned under Jim Crow
laws.

In examining important historical events that haffected African American’s
access to educatioBrown v. Boarcholds key significance. The ruling Bfown v.
Board of Topek#1954) determined that racially segregated schwelg not equal, nor
constitutional, and mandated that schools mushtegiated. Although this was an
important ruling in the journey for equal educatraghts for African American students,
it resulted in some damaging consequences. BaM(Rreflected on the misgivings of
the Brown ruling:

Its advocates expected that the Brown decision dvoul through the dark

years of segregation with laserlike intensity. Tégistance, though, was

open and determined. At best, the Brown preceddmamore than cast

a half-light on that resistance, enough to encaursgsupporters but not

bright enough to reveal just how long and diffichik road to equal

educational opportunity would prove to be. Contagdvith that

resistance made it unlikely that any of those gytim implement Brown,
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including myself, would stop to consider that weghtibe on the wrong

road. (Bell, 2004, p. 19)

Bell argued in this passage tliB&abwn must be viewed critically, as the ruling was not a
complete solution to unequal education for Afridganerican students. Heaney and
Uchitelle (2004) addressed often over-looked ewdeabout the state of African
American education prior to tigrown v Boarduling. “[N]ot all black [students] had a
bad experience attending, or teaching in, the gadged schools prBrownyears”

(Heaney & Uchitelle, 2004, p. 11). The overwhelghaommon understanding is that
Brown v. Boardvas a saving grace to the educational disparikpereenced by African
American students. This was not the case, howeAfican American students
undoubtedly did experience segregated schoold@san however, the call to
desegregate schools did not provide a completéigolto the negatives that students and
schools experienced. Supply shortages, teachssigeanents, and overcrowded schools
continued to be a problem in school communities.

In considering the totality of the above mentiofesghl mandates and social
constructions of race that led to justification floe oppression of African Americans in
the United States, an understanding of performdrsmeepancies between African
Americans and whites becomes apparent. In a sysi@nmas not only undervalued
African Americans but has purposefully limited thetcess to education through
enacting oppressive laws, African American studehtseday are struggling to advance
within the field of education (Ladson-Billings, 280_oder-Jackson, 2012). The
proverbial playing field is not nearly level andd@tnally, the road to even accessing

this playing field has been an uphill battle forrmnaalized African Americans.



AFRICAN AMERICAN WOMEN EDUCATORS 38

Despite the oppressive power systems that exietkohit African American’s
access to equal rights, there were individualsraodements that attempted to counteract
these racial injustices. The Black Consciousneggdavhent, started by Steve Biko,
which originated in South Africa in the late 198Bsough early 1970s, exposed and
confronted systems of racism that kept Blacks ogg@e and marginalized. Mazama and
Asante (2005) defined black consciousness as ghlkezation by Africans of the need to
rally together around the cause of liberation frgppression and to operate as a group to
rid themselves of the shackles that bound thenetpgtual servitude” (2005, p.122).
Though this movement commenced in apartheid Sofrihad Biko’s work was very
influential in the U.S. Black Power Movement of tt@60s. The Black Power
Movement served as a collective body designed mérant racist practices that
systematically devalued and oppressed Black people.

Although the history of education for African Ameans is tainted with racism
and seemingly never-ending battles for equal actiesse are several notable accounts of
African American women educators who played kegsoh progressing the educational
history of African Americans. The stories of inafjty as it relates to African Americans
are numerous and necessary to consider as a patiohal history; however, bringing
light to the stories of two early African Americammmen educators and their efforts
provides a counter narrative that is critical taewrstanding the whole picture of African
American educational history. Anna Julia Coopet 8eptima Clark were pioneers in
the fight for recognition and equal rights for &A&in American women. Theirs are stories
of African American women educators who have dddat#heir lives to advancing the

movement to allow equal educational access forcAfriAmericans.
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Only the Black Woman can say when and where | ginténe quiet,

undisputed dignity of my womanhood, without viodeaied without suing

or special patronage, then and there the whole Negce enters with me.

(Cooper, 1988, p.31)

AnnaJulia Cooper. Anna Julia Cooper, a Black feminist foremotlenbodies
the spirit of African American women speaking oatt fights and recognition. Born
August 10, 1858 into slavery, Cooper’s history detielopment provide an early account
of the struggles of African American women spanrartgne of legal enslavement and
oppression in America. Cooper was the fourth Blaoknan in the United States to earn
the Doctorate of Philosophy degree. To accomph&h Cooper had to study at the
University of Paris. Even at this internationatitution, Cooper was made ever aware of
her devalued status as an African American woni2espite the hardships and setbacks
she faced in pursuing her education, Cooper wagpokéen about the need for African
American women to continue to work towards becongidgcated.

Cooper spoke passionately about the need for Afriaaerican girls to be
encouraged to pursue better opportunities by mebsseking equity through education.
Fully aware that the state of the nation at thaetdid not, however, recognize the value
of nor afford rights to African American girls, Coer spoke to the dubious future of
these girls.

...add my plea for the Colored Girls of the Southattlarge, bright,

promising fatally beautiful class that stand shivgiike a delicate plantlet

before the fury of tempestuous elements, so futiromise and

possibilities, yet so sure of destruction. (CopAé88, pp. 24-25)
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In this passage, Cooper speaks to the potentiadedtsin young African American girls,
but holds little hope for them to stand up agaihst‘tempestuous elements” of racism
and oppression rampant in society.

A primary message of Cooper’s was for the upliftrighe African American
race through education. Specifically, Cooper daswrteed for increased support for the
education of African American girls:

“I am my Sister’s keeper!” should be the heartypmse of every man

and woman of the race, and this conviction shoulifpand exalt the

narrow, selfish and petty personal aims of lif@iatnoble and sacred

purpose. We need men who can let their interesgatiantry extend

outside the circle of their aesthetic appreciatrmen who can be a father,

a brother, a friend to every weak, struggling uektad girl. We need

women who are so sure of their own social foothmag they need not fear

leaning to lend a hand to a fallen or falling gisté€Cooper, 1988, p. 32)
Arguably, it is because of these unique occurretttastake place at the intersection of
race and gender that Cooper called for the addedfeaand support of African
American girls.

Let us insist then on special encouragement foetlueation of our

women and special care in their training. Letgids feel that we expect

something more of them than that they merely lo@itp and appear well

in society. Teach them that there is a race widt®l needs which they

and only they can help; that the world needs amdre&ady asking for their

trained, efficient forces. Finally, if there is ambitious girl with pluck
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and brain to take on the higher education, encaunag to make the most

of it. Let there be the same flourish of trumpetd alapping of hands as

when a boy announces his determination to entdrdtse (Cooper, 1988,

p. 78-79)
Cooper is recognized as one of the first voicesptak about the intersecting oppressions
of gender and race.

The colored woman of today occupies, one may sagjque position in

this country. In a period of itself transitionacaunsettled, her status

seems one of the least ascertainable and defimtiaé the forces which

make for our civilization. She is confronted bythba woman question

and a race problem, and is as yet an unknown anacknowledged

factor in both. (Cooper, 1988, p. 134)
Cooper was one of the first educators and civiitsgactivists to speak to the
intersectionality of race and gender, assertingitha not possible to fully capture the
dilemma of being an African American woman at tivae without understanding
diminished status in both gender and race. Itiigal to note the importance that race
and gender have continually played for African Aicem women throughout the history
of the United States and the continuation of telswance at present. Anna Julia Cooper
reflected on the unique intersections of statugggpced by African American women
at the turn of the century and it maintains relevance for African Aioan women
today.

Septima Clark. Septima Poinsetta Clark was born on May 3, 1&38harleston,

South Carolina. Clark’s father had been born stéwery - a reminder that freedom was
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a relatively new concept for African Americans digrihat time period. Clark’s future as
an educator and political activist was largelyueficed by the political climate in
Charleston during her formative years. The JimwCsouth allowed “public power
arrangements” to set up a power structure withenhited States that “granted white
men ultimate authority, limited black men and blaskmen’s opportunities, and
rendered little black girls invisible” (CharromQ@9, p. 14). Clark grew up in a world
that did not recognize her rights as a citizen.

Despite these legal systems of power that favorgtevpeople, there were
African Americans who had acquired the right toevahd, beginning in 1867, they
elected African American congressmen, state leigidaand other government officials
(Charron, 2009). It was under the influence aof thanging political climate, that
Septima Clark grew up and began to develop herastén politics.

“Education was never a politically neutral issuethre Jim Crow South{Charron, 2009,
p. 3).

Clark realized the value in achieving an educasisia means to gaining access
and rights within society. Clark’s reflections lbar own early education experiences
being taught by white teachers paint a pictureasfrhotivation to become a teacher who
supported African American students. Seeing thgit thildren were not learning much
and were not being treated with dignity by theirtesleachers, Clark’s parents paid to
send her and her siblings to a private school ¢pétay black teachers. At a time when
Charleston laws prevented African American teacfrera being hired to teach at black

schools and white teachers supported ideas of Iplacgle being inferior, Clark’s parents
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sought out black teachers who would provide a geoeducational foundation for their
children by demonstrating respect, rather thanerapt.

Septima Clark continued her education beyond bajtool and attended Avery, a
teacher’s training institute. Upon graduating fréwery, Clark took her first teaching
assignment in 1916 at a rural teaching post - Jolstand school. Teaching jobs in rural
areas were not in high demand for white teachensyere they well supervised by
educational boards. Therefore, Clark and her AfriAmerican colleagues were allowed
some degree of autonomy which proved to be a dadied sword. Although the
teachers were allowed to teach as they saw fibaeduse the district administrators
were so far removed, the African American teacherstheir students often had to go
without necessary school supplies as they wer@mweided by the school board
(Charron, 2009).

The less than ideal conditions Clark experientered within her a sense of
seeking justice which fueled Clark’s desire to beean activist. Clark became involved
with the National Association for the Advancemeh€olored People (NAACP) in 1919
and engaged in a campaign that sought to forcel€tan to hire black teachers to work
in segregated schools (Charron, 2009). Succdsairtampaign propelled Clark to take
up the charge with other agencies as well. Or@ak’s most notable contributions was
her work with the Citizenship Schools - programet tiaught adults to read and write and
ultimately helped African Americans succeed in obte the right to vote. Clark also
became involved with the Southern Christian Leddpr€onference, which helped make

advancements in the Civil Rights Movement. Sepi@tak has stood out as an African
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American woman educator who embodied the spirgdafcation as a vehicle for social
action.
Stereotypes of African American Women

African American women living in the United Stateslay have to battle against
the constant onslaught of oppression enacted lhyractal and gender stereotypes.
These stereotypes are deeply embedded in theyhadttiie United States and still have
harmful consequences for African American womeprasent contexts. hooks (1981)
highlighted intentional use of stereotypes desigogukrpetuate negative images of
Black people and to keep people divided along tdickes. Collins (2009) spoke to the
relationship between stereotypes of Black womenpaveer: “These controlling images
are designed to make racism, sexism, poverty, #ret orms of social injustice appear
to be natural, normal, and inevitable parts of gday life” (Collins, 2009, p. 77).
Additionally, Collins illustrated the progressiohtbhe omission of black women from
positions of power that in turn elevates the poaret status of white male ideas, which
in turn creates further suppression of black wommenices and ultimately creates a void
wherein stereotypical portrayals of black womenvpde popular culture and public
policies.

Exploring the concepts of microaggressions andistdias helps illustrate the
insidious nature of racial stereotypes. Sue €R807) referred to racial
microaggressions as “brief and commonplace daitipale behavioral, or environmental
indignities, whether intentional or unintentionlat communicate hostile, derogatory, or
negative racial slights and insults toward peopleotor” (Sue et al., 2007, p. 271). Sue

et al., present three types of microaggressionsraassaults, microinsults, and
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microinvalidations. A microassault is defined as'@xplicit racial derogation
characterized primarily by a verbal or nonverbta@k meant to hurt the intended victim
through name-calling, avoidant behavior, or purfudssiscriminatory actions” (Sue et
al., 2007, p. 274). People who engage in micradissare “likely to hold notions of
minority inferiority privately and will only displathem when they lose control or feel
relatively safe” (Sue et al, 2007, p. 274). Miasailts are characterized by “rudeness and
insensitivity and demean a person'’s racial heritagdentity” and “represent subtle
snubs, frequently unknown to the perpetrator, bedrty convey a hidden insulting
message to the recipient of color” (Sue et al. 2p0274). Examples of this include
statements such as “How did you get your job?”“atelieve the most qualified person
should get the job, regardless of race.” Microirdations are described as
“‘communications that exclude, negate, or nullifg gsychological thoughts, feelings, or
experiential reality of a person of color. Sualepoint to statements such as African
Americans being told “I don’t see color” or “We ak human beings.” (Sue et al., 2007,
p. 274). Sue et al. (2007) asserted that racialoaggressions have a powerful impact
on both the target of the microaggressions asagdhe perpetrators leading to
psychological harm to African Americans, limiteddenstanding of racial realities for
whites, and impeded racial relations for both.

Implicit bias or unintentional bias refers to tymesexpressions of bias that are
hard to control and measure and are not alwaysneaous awareness (Boysen, 2010).
Examples of this include decreased smiling andcey¢act, moving farther away from
targeted individuals, and generally being lessftig toward members of a target group.

Boysen suggested that implicit bias is a “poss@iglanation for the dissociation
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between intentional and unintentional discriminatoanifested in aversive racism and
microaggressions” (Boysen, 2010, p. 211). Adddibn Boysen pointed to the need for
understanding and dealing with implicit bias inartb fully address and ultimately
dismantle racism.

In order to truly understand the pressures anddiions being projected onto
African American women, stereotypes must be matesparent and fully considered
within the current discourse and understanding icfaaggressions, implicit bias and the
progression of racism. This section presents geguans and the history of stereotypes
that have led to the distorted views of African Aro@n women. Though there are three
negative stereotypes dominate the history of Blackien in America: the mammy,
Jezebel, and Sapphire. Additional stereotypedaci@rizations of African American
women - Superwoman, chattel, and the Welfare Queea presented as well. These
specific stereotypes and their contemporary consimbas are presented below.

Mammy. The image of the mammy is prominent in the histdrthe United
States and is quite possibly the most well-knovenesttype of African American women
(DuBois, 1995; Mullings, 1997). Represented imfibhotos, postcards, and even
collectible figurines, the mammy is depicted ag“faithful, obedient domestic servant”
(Collins, 2009, p. 80). The stereotype of the mansmimeant to oppress Black women
psychologically and emotionally by setting up a powifferential in which black women
are subservient to white families and further oppes black women by pushing the idea
that the mammy is accepting and content in heraslsubordinate to whites. Relatedly,
Du Bois points out the “perversion of motherhoogperienced by the black mammy as

caretaker for White families, while she must demg needs of her own children (DuBois,
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1995, p. 294). Though the mammy stereotype is &féem as jolly and portrayed as
loving of the White families she serves, nurturiagg a devoted caretaker, the mammy
stereotype serves to control and oppress black wdhreugh multiple means.

The mammy stereotype has a role in perpetuatiogaic oppression as well in
that the domestic worker, though proclaimed todwed by her white family, is
continuously economically exploited by receivingvlarages. The mammy stereotype
further oppresses the black family through therpgel of mammy preferring to care for
the white children of the family she works for && $orsakes her own children. In
examining the physical characteristics of the stigq@cal mammy, the following
attributes are seen: dark skin, wide smile, bretayyt body, hair wrapped. This asexual
depiction of the mammy serves to oppress gendesaxuhlity expression as well. The
message sent is that the mammy needs not havevhegemder or sexuality, financial
freedom, or even her own family since her roleastaker for the white family provides
all the satisfaction, love, and meaning that shepzessibly need (Collins, 2009, pp. 80-
81).

In relating the historical view of the mammy te@temporary workplace setting,
Reynolds-Dobbs et al. (2008) noted the that “Blacknen who are viewed as Mammy
are oftentimes placed in support-type positionsrganizations with very little vertical
mobility” (Reynolds-Dobbs et al., 2008, p. 139urthermore, “although nurturing and
caretaking abilities are positive qualities, they aot viewed as characteristics of
influential leaders, thus hindering Black womeresezr development” (p. 139). In

essence, though it is considered a positive quaibe caring and compassionate,
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especially in the field of education, these queditmay impeded the ability of Black
women to seek career advancement opportunities.

Jezebel. The Jezebel stereotype invokes the image of a Bgxonanoral, loose
Black woman (Collins, 2009; Mullings, 1997). Thstbry of the Jezebel stereotype
dates back to slavery and was used as a meanattoldbe sexuality of black slave
women. This term was first applied to describeusdly aggressive women and soon
became a way to blame slave women for being sexasdlaulted by white men. The
rationale that these enslaved women possesseds@®xeesexual appetites” paved the
way for exploitation of black slave women througixgal assaults as well as increased
demands for breeding more slave children (ColR@€9, p.89).

The Jezebel stereotype has evolved into moderictaays of African American
women as sexual deviants or objects to be exploitedontemporary terms, African
American women are subjected to the stereotypkeofrioochie” whose sole purpose it
would seem is to provide sexual gratification fagrm Collins (2009) chronicled
different types of “hoochies” and asserted thattsafioundation, the purpose of this
particular stereotype is to control the sexualitlmack women. This over-sexualization
of Black women translated to a contemporary wort@lsetting allows perceptions that
Black women are “unqualified workers” who have “dgkeir sexuality to move upward
on the corporate ladder, they are not seen aseaders” (Reynolds-Dobbs et al., 2008,
p. 140).

Sapphire. Also known as The Angry Black Woman or Matriardie purpose of
this stereotype is to discredit and pathologizeeBlaomen who express the normal

human emotion of anger (Harris-Perry, 2011). Blacknen are seen as excessively
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angry, emasculating, unhinged, having attitude lgrab, or being unreasonable when
they speak up and express their viewpoints that definant mainstream ideas. Henry
(2000) addressed the notion that African Americamen “do not regard the workplace
as an environment where they can express themsateelse themselves” (p. 523). Since
Black women cannot express their often justifiegearwithout criticism or being

reduced to only being seen as an irate, angry Blaxrkan, they often mask their anger -
even if anger appropriately fits the situationadd women in this sense, are being
controlled by the image of being seen as irratidredhgs that should be feared.

Collins (2000) wrote about the angry Black womad arplored the origin of this
stereotype. As with other stereotypes, the mytthefangry Black woman became a
trope for how African American women are viewecheTorigin of this particular
stereotype is seated in viewing African Americamven as the cause for the demise of
the African American family. Collins referred toet“matriarch” figure and noted her
long list of character flaws which led to the Madyan report (1965) findings citing Black
women as the root cause for the demise of the BloKy structure. The matriarch is
found to be at fault because she is unable to “inapleropriate gender behavior,” she
spends too much time away from home — working detghie home, she emasculates the
Black male (Hill Collins, 2000, p. 83). Overly aggsive and unfeminine, she is faulted
both at home and in the workplace. Given this tiegatereotype of the angry Black
woman, it is not difficult to understand why Afric&American women work so hard to
mask their emotions. This juxtaposition of a “lpgttong, aggressive, rude, and at times

lazy Sapphire” is especially evident in predomihanthite workplaces where the
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prevailing ideal is white women who are viewed amQ “passive, quiet, and reserved”
(Reynolds-Dobbs et al., 2008, p. 138).

Reynolds-Dobbs et al. (2008) offered a currentesg@ntation of the Angry Black
woman in their description of the “Crazy Black Biteor CBB. This emerging
adaptation of the Angry Black woman shares sintikits to the Angry Black woman.
“CBB refers to an angry, vindictive, unstable, Blaecoman, who at times appears overly
aggressive and is not trusted by others... lazy,afepsional, and extremely
argumentative... she is virtually impossible to managd work with, especially in a
team environment” (Reynolds-Dobbs et al., 2008,38).

Superwoman. The superwoman stereotype may not appear to detasental
or negative as other stereotypes due in part todhien of overachievement that is often
associated with this trope. Nonetheless, thigetgpe is equally oppressive. Harris-
Perry (2011) uncovered the birth of the superwoasavolving from the myth of the
angry black woman: “The strong black woman looks & way to channel the angry
Sapphire in a socially acceptable direction” (p7)L8In essence, Black women who
embody this stereotype are doing so out of the teedmbat the images of Sapphire and
desire to be seen as the complete opposite of Bie @lso related to the concept of
double jeopardy, that states that Black women ditare to work twice as hard as their
white female or black male colleagues, the superarois under unjust pressure to
perform. Jones and Shorter-Gooden (2003) surntieetbllowing:

She is a twisted take on the myth that Black woareninvulnerable and

indefatigable, that they always persevere and endgainst great odds

without being negatively affected. This myth isedhat many Black
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women themselves embrace, and so they take onpheuitiles and

myriad tasks, ignoring the physical and emotiotralis, fulfilling the

stereotype (p. 3).

Similarly, Woods-Giscombé (2010) recognized thatshperwoman stereotype can hold
both positive and negative qualities - positivéhia sense that it has provided an
alternative view to the negative views that Blaelople are lazy and unmotivated, yet
negative in the sense that this “legacy of strengthe face of stress” carries with it
unintended negative health consequences (Woodse@s, 2010, p. 669). Specifically
in responding to repeated stress, African Amerigamen face increased health risks of
obesity, hypertension, and heart disease (Cent®isease Control, 2014).

Jones and Shorter-Gooden (2003) gave voice to pai@awl “fictions” associated
with Black women. “[l]f a Black woman is strondjescannot be beautiful and she
cannot be feminine. If she takes a menial jobutofpod on the table and send her
children to school, she must not be intelligeffitshie is able to keep her family together
and see her children to success, she must be tmggtinafraid. If she is able to hold her
head high in spite of being sexually harassed costed, she must be oversexed or
promiscuous (Jones & Shorter-Gooden, 2003, pp. ZFB)s exemplifies the idea that
Black women are often forced into a no-win situatrzherein we are not in control of
how we are seen, despite our efforts to overcoradlestging situations. Harris-Perry
(2011) echoed the same sentiment: “when black waerpact themselves to be capable
of superhuman tasks, normal humanity is considiiégre and that failure can be used

to rationalize continuing inequality” (p.189).
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Chattel. Scholar Josephine Carson, in her b&iknt Voicesintroduced the
demeaning concept of African American women beiiegved as subhuman.
“Chattel...meaning to live and die as mere bone angade, meaning to survive as a
good body, a breeder, a worker. Chattel is $bing, not somené€ (Carson, 1969, p. 2).
It is clear from this passage, the view of Afridamerican women during slavery was
that of being property orthing to be exploited for monetary gain. Viewing thacept
in contemporary workplace settings, levels of eiatmn are still present, though not in
the same regard. Though slavery in this form héepast and it is hoped that this
perspective of how African American women shouldsi@eved is obsolete, the fact
remains that that violent view of African Americaoomen did in fact exist as an
accepted view of African American women. Therefdrbecomes one of the
misconceptions about themselves that African Ana@riwomen have to fight against
presently.

Welfare queen.

Momma Welfare Roll
Her arms semaphore fat triangles,
Pudgy hands bunched on layered hips
Where bones idle under years of fatback
And lima beans.
Her jowls shiver in accusation
Of crimes clichéd by
Repetition. Her children, strangers
To childhood’s toys, play
Best the games of darkened doorways,
Rooftop tag, and know the slick feel of
Other people’s property.
Too fat to whore,
Too mad to work,
Searches her dreams for the

Lucky sign and walks bare-handed
Into a den of bureaucrats for



AFRICAN AMERICAN WOMEN EDUCATORS 53

Her portion.
“They don’t give me welfare.
| take it.”
(Angelou, 1994)

The welfare queen stereotype demonstrates angpipeessive socially
constructed image of Black women (Lubiano, 1992jllins (2009) gave this biting
description of the welfare queen: “a highly matéstac, domineering, and manless
working-class Black woman. Relying on the publited®lack welfare queens are
content to take the hard-earned money of tax-pagmgricans and remain married to
the state” (Collins, 2009, p. 89). This stereotiga relatively new image in American as
Black Americans have not always had the right teiree supports from the government.
Collins (2009) states, “As long as poor Black womeste denied social welfare benefits,
there was no need for this stereotype. But whéh Black women gained more political
power and demanded equity in access to state ssnitlee need arose for this controlling
image” (Collins, 2009, p. 86). African Americanavie not been allowed the same access
to economic assistance that was regularly offevesttier American citizens, yet the
stereotype of Black women breeding children metelgccess additional money from the
government has become the prevailing image of hiaslBAmericans access
government funding. This image of the welfare gqueessents Black women as the
cause for their own poverty: they are stereotyelhay, content to live off government
benefits, and lacking motivation to make a beiferfor themselves.

It is imperative to consider the images of the euagfqueen as this image is often
compared to affirmative action. Parallels are drdetween the welfare queen receiving

“handouts” and the idea that affirmative actionemkobs away from more deserving

whites and hands them to less deserving Black wamparticular. Sanchez-Hucles
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(1997) argued against this fictional “bonus statishg it as a “misperception [that]
serves to maintain white male privilege” (p. 567).
Altered Realities

African American women have had constraints suataeism, sexism, and
poverty placed on them that have impacted theiee&pces in largely negative ways.
As a direct result of societal forces portrayingiédn American women in a negative
light, the psyches and cognitions of African Amarns have been adversely affected
(Harris-Perry, 2011). Scholars have used diffeterminology to refer to inequalities
experienced by an oppressed group such as thoseenged by African American
women. The term “second class citizen” has be@hexpto women in the United States
for some time and the term is grounded in the tfat women have consistently been
“denied rights of citizenship and protection of tae” (Dill, 1982, p. 1). Second class
citizen may be more appropriate in describing theason of white women, who have
only one area - that of gender - in which they loartonsidered “less than.” In
addressing this, Carter (1988) referred to blacknew as “third class citizens” noting
that the experiences of African American womenadten complex as they cannot be
aligned solely with the plight of white women orrigs&n American men. To this end, it
iIs necessary to consider a more comprehensive potiad explains the experiences of
African American women.

Beale (1970) presented the concept of “double jebpas the view that Black
women are particularly prone to exploitation beesthey are viewed to have low status
in both race and gender. Additional works havesatered the impact of double

jeopardy in the field of sociology, higher educatithe labor market, and even military
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ranking (Carter, 1988; Browne and Misra, 2003, Bunan, Settles, & Woods, 2008;
Graves, 1990); however, there is a dearth of inftion considering the specific
experiences of African American women in the publitication system. While |
acknowledge research from other disciplines mayeémiced and informed this current
body of research, it is imperative to considergpecific experiences of African
American women educators within the public schoicture for the purpose of this
study. Jones and Shorter-Gooden (2003) addrelsedthtmful impact of stereotypes:

Black women in America expand substantial psychigrgy on managing

the threats of racial and gender bias. ...Black womekmerican today

find they must spend significant time, thought, antbtional energy

watching every step they take, managing an arrdgebings, and altering

their behavior in order to cope with it all. (p.)60
Jones and Shorter-Gooden, in describing the effoifrican American women
often exert to balance between true self-expresanohexpectations imposed
upon them, relate to the ideastéreotype threatSteele and Aronson (1995)
defined stereotype threat as “being at risk of iconhg, as self-characteristic, a
negative stereotype about one's group” (p. 797).

Steele and Aronson (1995) further explained thedmament” of stereotype
threat stating that “the existence of such a stgpeomeans that anything one does or any
of one's features that conform to it make the stgpe more plausible as a self-
characterization in the eyes of others, and perbaes in one's own eyes” (p. 797).
When a widely known negative stereotype exists aharoup, members of that group

may develop a hyper-awareness of their own atggand how their attributes may align
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with stereotypes. Steele and Aronson assertedhibamplications of stereotype threat
on an individual may include disruptive effectsisas anxiety, internalized inferiority
anxiety, and the threat of being judged and tresteckotypically.

It is through the lens of considering the perspestof African Americans, |
introduce the concept of “altered realityThis term is used within this study to refer to a
heightened awareness experienced by African Amesitizat includes awareness of
injustice, not belonging, being undervalued, agohtg to make oneself fit or matter
under those circumstances. Three specific alteraldies are explored: double
consciousness, the crooked room, and “shifting”.

Double Consciousness.

It is a peculiar sensation, this double-consciosisnthis sense of always

looking at one’s self through the eyes of othefsneasuring one’s soul

by the tape of a world that looks on in amused @oipt and pity. One

ever feels his twoness- an American, a Negro; oubss two thoughts,

two unreconciled strivings; two warring ideals imeodark body, whose

dogged strength alone keeps it from being torn@sur{Du Bois, 1903,

p.9)

Du Bois (1903) constructed the term “double consem@ss” to capture the
concept that African Americans have a dichotomdesitity and must navigate society
under a white gaze that may be interpret their mityand actions negatively.
Recognizing the utility in maintaining conversasasf double consciousness in the
educational setting today, Kelly (2012) articulated need: “when ‘consciousness’ is

brought back to the center...the idea of a doubls@onsness (two souls, two thoughts,
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two unreconciled strivings, and two warring ideddsfomes relevant to all people with
marginal identities in a white, male, heterosexahle-bodied, Christian world” (p. 130).
Kelly’s work revolved around developing an undemgiiag of double consciousness as it
related to historical and contemporary issues ucation. Kelly stated that Du Bois
viewed double consciousness as a necessary contgonéfrican Americans to
achieve “racial uplift, respectability, and mutpabgress in an oppressive society”
(Kelly, 2012, p. 133).

Kelly (2012) then reflected on Du Bois’ interpreédat of the “veil” as a metaphor
for an obstacle for racial justice:

The Negro is a sort of seventh son, born with § aed gifted with

second sight in this American world- a world whigalds him no true self

consciousness, but only lets him see himself tHrdbg revelation of the

other world. (Du Bois, 1903, p. 5)
Kelly (2012) explained the veil as “a social foiogeding Black freedom,
achievement, and progress. The veil stands asaphw for racial prejudice and
discrimination at every level of society (individueultural, and institutional)”
(Kelly, 2012, p. 133). Du Bois (1903) viewed ediuma as a means for
individuals to develop their gift of “second sight&cognize their own, authentic
self consciousness, and to challenge racial preguaind discrimination.

Through exploring the process of helping Africaméyican students
discover their self consciousness, Kelly (2012¢aeshed the oral narratives of
black school teachers from the “Age of Segregatemmd reflected on their

experiences of promoting double consciousnessaar tihoughts” in their
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classrooms (Kelly, 2012, p. 136). Input from tezxanterviews revealed that
black teachers used double consciousness to “dgalle@hite supremacy and
white racism directly in their schools- carefullydaresponsibly” (Kelly, 2012, p.
137). Teachers in this time of segregation undetsthe need to uplift their
African American students while at the same tineading carefully so as to not
place their own safety or employment in jeopardy.

From the interviews of the Black school teachehg warticipated in the
study, Kelly (2012) found three prominent themes there identified as
“fundamental aspects of their pedagogical repextdirat helped develop self
consciousness in studen8;mpathy, Knowledge, and the TruBympathy is
meant here as an intense caring for students andikg and responding to
student needs. In reflecting on the knowledgedvesti upon students, Kelly
noted that teachers “believed that the educatesits acquired needed to be
grounded in ‘racial knowledge’ ...They prepared stidavith skills and
knowledge, combined with good moral developmeipisitive racial identity,
and a solid basic education to enter a world déstponsored segregation, racial
discrimination, and economic deprivation” (Kel\Q12, p. 139). Thévonesss
portrayed clearly here in recognizing the dispdngyween the experiences many
African American students feel in their segregdiess. Kelly captured the
importance for includingruth in education, noting that the African American
teachers often shared with their students lesdomst @éhe existences of racial
differences in the United States. Teachers refteon different political systems

for African Americans and white people and différepportunities for
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employment for example. “In each of these accqu@dicipants promoted
double consciousness in response to societal bafdlack inferiority” (Kelly,
2012, p. 141).

Kelly (2012) asserted that double consciousnessezahto a positive and
true self-consciousness for marginalized studesedacators work to connect
their personal troubles to social inequalities”{$2). Kelly maintained that there
is benefit for marginalized students in developngdpuble consciousness, an
awareness of the truth of how oppression operatesited States society.

The Crooked Room. The idea of the crooked room refers to stereotypes
(commonly used and accepted in popular media anigd)Btates society) of distorted
gender and racial expectations placed on Black woamne the subsequent oppression
that occurs as a result of those stereotypes. |&cMelissa Harris-Perry (2011)
conceptualized the crooked room by explaining tinstphenomenological study
involving field dependence, or the study of howiwidlials determine their physical
position in relation to other objects.

Field dependence studies show how individuals &ta upright in a

space. In one study, subjects were placed in@ebchair in a crooked

room and then asked to align themselves vertic@lgme perceived
themselves as straight only in relation to thefr@undings. ...some

people could be tilted by as much as 35 degreeseguiit that they were

perfectly straight, simply because they were alipwéh images that were

equally tilted. But not everyone did this: somenaged to get themselves
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more or less upright regardless of how crookedtheounding images

were. (Harris-Perry, 2011, p. 29)

This passage sets the stage for understandinghewoncept of the
crooked room is applied to the experiences of Afiidmerican women.
Extrapolating from this example, Harris-Perry (2Ddfew the similarities
between the participants in the psychological fadgendence study who are
trying to align themselves and African American weanwho find themselves in a
crooked world of full of distorted and damaging egfations. The work of
African American women is to navigate their owrgaent in settings where
they are bombarded with crooked views of themselash as stereotypes that
limit how they can express themselves. “When t@yront race and gender
stereotypes, black women are standing in a croab@ah, and they have to figure
out which way is up” (Harris-Perry, 2011, p. 29).

African American women who are situated in a crabksom essentially
have two choices: one is to align themselves ttstraight” according to the
dimensions of the room and the other choice igmnoain authentic to themselves
and use their own sense of direction to determinielhwvay is up. In the first
option, using signals from the crooked room to deiee how to orient herself,
the African American woman has no hope for achigViar own authentic
direction, but is bowing to the pressure of outsdeiety for her to fit into a
predetermined script, not of her choosing, no méibev detrimental or negative
the scriptis. This is done in hopes of beingahghment” with her environment.

As Harris-Perry stated, “bombarded with warped iesagf their humanity, some
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black women tilt and bend themselves to fit theadtgon” (Harris-Perry, 2011, p.
29).

In choosing the second response to being in a esbokom, African
American women who aim to have authentic experie@cel to not succumb to
the pressures of stereotypes rely on their owmdiefins of who they are, how
they conduct themselves, and what they can becdineugh this may be the
desired outcome, Harris-Perry (2011) assertecafitle hard to stand up straight
in a crooked room” (p. 29). In the spirit of beiagthentic, it is acknowledged
also that there will be times to speak out agahmesdistortions of the crooked
room and times to choose to remain silent. “Sammetiblack women can
conguer negative myths, sometimes, they are defeatel sometimes they
choose not to fight” (Harris-Perry, 2011, p. 32).

Harris-Perry (2011) presentedizenshipandrecognitionas central
concepts of her work on presenting the experientédrican American women.
Citizenshipwas conceptualized as “more than an individual arge of freedom
for rights; it is also membership in a body politcnation, and a community” (p.
37). ltis within this citizenship that individisahre awarded the opportunity to
belong to a community and to be recognized. Hemoegnition,was identified
by Harris-Perry as another key theme in understaitie experiences of African
American women. “Craving recognition of one’s spkdgnexchangeable
uniqueness is part of the human condition, anglsbobthed only by the

opportunity to contribute freely to the public n@&l(p. 38). In order for African
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American women to be validated as citizens, thegtrhave a sense of belonging
within their community and be recognized withindeacommunities.

In applying this specifically to the experiencesAdfican American
women, certain challenges become evident. Afrisan@rican women are often
misrecognized through the perpetuation of the stgpes presented in previous
passages. Harris-Perry (2011) noted that, as gimadized and stigmatized
group, African American women are routinely denaedess to communities and
cannot be accurately recognized. “Inaccurate m@tiog [such as through
depictions of negative stereotypes] is painfulardiy to the psyche but also to the
political self, the citizen self’ (Harris-Perry, 2D, p. 38). Harris-Perry positions
recognition of African American women as a crucamponent in understanding
larger scale racial injustices: “Distribution inedjties of social, political, and
economic goods are related to the inability to *s@e&ens from low-status,
stigmatized groups accurately” (Harris-Perry, 201.142). The argument is that
being recognized anskenare necessary for African American women to have an
opportunity to be full citizens in the communitiasvhich they interact.

Harris-Perry (2011) further stated that, in oraefully understand the
crooked room in which African American women in theited States are
situated, one must be aware of the impact of negatereotypes. “Hateful
stereotypes are the tools that build the crookeddp. 49). “Sister politics”
describes the task of “challenging negative imagesjaging degradation, and
resisting or accommodating humiliating public reggmtation” (p. 45) that

African American women often experience in tryingatccess their citizenship.
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Sister politics are distinct and uniquely differémm the experiences of white
women and black men. In reflecting on these erpegs, Harris-Perry asserted
that “[e]ven if there is no single, universal bldeknale experience, there are
enough shared identities, beliefs, and experietcceffer insight into African
American women as a group” (p. 47).

Further drawing on this idea of the crooked room lrnnging the
discussion into the field of education, there atei@onal considerations and
applications to be made. Mabokela and Madsen (2€@Yducted a study that
examined the experiences of African American sceathers working in
suburban desegregated majority schools. The aitbond that African
American teachers reported four specific areasprestented considerable
challenges to their performance in the school systEirst, participants in this
study noted that they wehgghly visiblewithin their schools where they were the
clear racial minority. This high visibility lead their actions being closely
scrutinized as well as them being expected tolfgkereotypical roles in their
schools. In linking this to the conceptretognition,despite the fact that the
African American teachers in this study were highbible, they were still not
able to experience authentic recognition.

A second theme identified by Mabokela and Madst&tas tosymbolic
consequencesy the “pressure placed on minority group membefset
representatives of their race in response to digrmal beliefs of their majority
peers, and the subsequent treatment that follaws that stereotyped portrayal”

(p- 1187). Participants in the study reported Wiaite colleagues did not see
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them as true African Americans because they didiniotto the stereotypes with
which they were familiar as portrayed in the metbagexample. This provides
another of misrecognition by means of misrepresiemaf the African American
teachers through stereotypes.

Mabokela and Madsen (2007) preserftghting discrepant qualitieas a
third theme uncovered in their research. Havinptove worth” was a key
finding described specifically by the African Amean female teachers who
participated in the study. The African Americam#de teachers reported that
being viewed as unqualified, being defined by tlkeior, and having to fight to
have their accomplishments recognized. In thesamees, the teachers reported
that they were questioned about their qualificatitmteach and asked if they
were part of the affirmative action program. Aduhally, the African American
women teachers in this study were placed into akad room based on the tasks
they were asked to do. African American teachefdabokela and Madsen’s
(2007) study reported perceptions that they had beed as a “Black expert”
whose sole purpose was to teach Black students.

A final theme Mabokela and Madsen (2007) uncovardteir work was
cultural switching. The authors relate this concept to code switgtdegcribed as
occurring when “African Americans act, think, dreasd express themselves in
ways that maximize the comfort level of the group@anization to minimize
their differences” (Mabokela & Madsen, 2007, p. @19The term cultural
switching was used over code switching becaused# apparent that although

the participants used some forms of code switchingas not intended to
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diminish them or to allow the European Americaneadues to feel comfortable
about their presence in the school” (Mabokela & btad 2007, p. 1196).
Teachers employed this cultural switching as aptolato manage
discrimination they experienced.

The African American teacher participants in thigdy were clearly
attempting to navigate the crooked rooms in theuosl buildings. Reports from
the participants revealed two primary responsastévactions with white
colleagues. First, some of the African Americamdé teachers navigated this
crooked room by learning normative cues and becgridiplomatic learners”
who observed and tested their interactions witir thieite colleagues. The
agenda of these teachers was to use their diplotoaogke their opinions known
without intimidating the white faculty. A seconglsponse among the African
American female teachers was to be more “directhfight, and assertive” which
allowed teachers to affirm their presence by bewigpoken and confronting
head-on racist cultural norms Mabokela & Madse®,72@. 1198).

Shifting. Jones and Shorter-Gooden (2003) referred to theepbrofshifting as
they describe the experiences of African Americamen in the United States. Shifting
refers to a change in mannerism or behavior; thénge can be physical, mental,
linguistic, or other and is seen as “subterfugé¢ Afacan Americans have long practiced
to ensure their survival in our society” (Jones I8o8er-Gooden, 2003, p. 6). Jones and
Shorter-Gooden (2003) asserted that “Black womeknierica expend substantial
psychic energy on managing the threats of racidlgamder bias” (p. 60). These threats

often result in generating feelings of shame, lelf~resteem or fear and anxiety, as such,
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Jones and Shorter-Gooden reported that African Avaemwomen engaged in shifting to
modify the way they think or lower their expectatcand thereby manage these negative
feelings.

This concept of changing oneself is echoed alddabokela and Madsen’s
(2007) account of “cultural switching” which is dggal to the response of “cultural
incongruity between the cultural norms of the feen&frican American teachers and
European American teachers” (p. 1180). The cosagfhifting and cultural switching
hold significance in the experiences of African Aio@n women educators as a means to
navigate their surroundings and ultimately gairoggation.
Counter-Narratives

Thus far, information has been presented on thewguoutlook and past
experiences of African American women in the Uni&dtes that impact their current
marginalized status. It is apparent from this iinfation that African American women
have been marginalized in United States societyight of the previous research
presented on the impact of stereotypes about Afrkgaerican women, existence in a
crooked room, double consciousness, and doublajdgpthe need is apparent for
theory that allows for the authentic expressioAfican American women. Therefore,
two theories, Critical Race Theory (CRT) and Bl&ekninism, which recognize and
value (rather than compare or view through a megast lens) the unique experiences of
African American women are presented below.

Critical Race Theory. Critical Race Theory (CRT) can be thought of aslaot
theoretical viewpoint and an activist movement tals attention to inequalities and

social injustices. CRT as a framework was bornadtihe CRT movement. Delgado and
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Stefancic (2012) described this movement as “a@&cbtin of activists and scholars
interested in studying and transforming the retegiop among race, racism, and power
... critical race theory questions the very foundagiof the liberal order, including
equality theory, legal reasoning, Enlightenmenbretlism, and neutral principles of
constitutional law” (p. 3). CRT originated in th870s as part of a multidisciplinary
effort from lawyers, activists, and legal scholdetermined to address the stagnation of
progress made during the civil rights movemenhef1960s. “Realizing that new
theories and strategies were needed to combaubtieisforms of racism that were
gaining ground, early writhers, such as Derrickl B&lan Freeman, and Richard
Delgado, put their minds to the task” (Delgado &f&ncic, 2012, p. 4). Activists
involved in CRT work at this time realized thathalugh the Civil Rights Movement had
made substantial gains in combating overtly diseratory laws that made racism legal,
there was still work to be done. CRT scholars gaced that there still existed “subtler”
forms of racism that resulted in inequalities tingpacted the ability of marginalized
populations to make substantial gains.

Merriam-Webster (2015) defined theory as “an idesed of ideas intended to
explain facts or events” (2015). Applying thisG&T, | define CRT as a collection of
ideas from multiple disciplines that seek to quesand expose racism and its effects on
marginalized populations. The specific ideologgcdiolars who have collaborated to
expand the collective work of CRT is presented Wwekis a central tenet of CRT is the
belief of incorporating ideas and information fromultiple disciplines. CRT founders
incorporated material from a variety of sourcegymag from European philosophers to

the “American radical tradition exemplified by suaures as Sojourner Truth, Frederick



AFRICAN AMERICAN WOMEN EDUCATORS 68

Douglass, W.E.B. DuBois, César Chavez, Martin Ludeg, Jr., and the Black Power
and Chicano movements of the sixties and earlyrémgd (Delgado & Stefancic, 2012,
p. 5). Pulling from such a large knowledge basgwarking in such a varied group of
contributors resulted in a comprehensive theorgpicectice with key understandings of
the theory outlined below.

1. Racism is ordinary, not aberrational—“normal scesithe usual way
that society does business, the common, everydagriexce of most
people of color in this country. In the currenstgyn of power in the
United States, there exists a “white-over-coloiCeaglancy that serves
important purposes- both psychic and material (Bdbg& Stefancic,
2012, p. 7).

2. “Interest convergence” or “material determinismféeatured theme of
CRT, points out that racism benefits both whitéesliand white working
class people and the result is that large populgitio society have little
incentive in working to eradicate racism. Derridél exemplifies this
concept citing that the ruling &rown vs. Board of Educatianay have
resulted more from the self-interest of elite whitean from a desire to
help black peoples (Delgado & Stefancic, 2012,)p. 8

3. CRT theorists subscribe to social constructiomstight and posit that the
concepts of race and races are products of sbaaght and relations.
“Not objective, inherent, or fixed, they correspdncdho biological or
genetic reality; rather, races are categoriessheiety invents,

manipulates, or retires when convenient” (p. 8).
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4. CRT theorists are interested in exposing diffeedmtcialization and the
consequences thereof. CRT has drawn attentiooviodominant society
racializes different minority groups at differeimhés in response to
changing needs of the labor market or politicahelie for example. “At
one period, for example, society may have hae litHe for blacks but
much need for Mexican or Japanese agricultural arstk At another
time, the Japanese, including citizens of longstagyanay have been in
intense disfavor and removed to war relocation Gamip(Delgado &
Stefancic, 2012, p. 9).

5. Intersectionality posits that no person has a sirggsily state, unitary
identity. “Everyone has potentially conflictingyerlapping identities,
loyalties, and allegiances” (p. 10).

6. CRT recognizes the value of unique voices of cofor.the voice-of-color
thesis holds that, because of their different histoand experiences with
oppression, Black, American Indian, Asian, and hafo writers and
thinkers may be able to communicate to their whitenterparts matters
that the whites are unlikely to know” (Delgado &fincic, 2012, p. 10).

CRT is used as the theoretical framework for thislg as it is particularly useful
in examining issues of race and education. Soharzend Yosso (2002), stated that
“critical race theory in education is a frameworkset of basic insights, perspectives,
methods, and pedagogy that seeks to identify, aaagnd transform those structural and
cultural aspects of education that maintain sulnateéi and dominant racial positions in

and out of the classroom” (p. 253\dditionally, Solorzano and Yosso (2002) positeat,
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when considering critical race theory in educatmme has to have the understanding that
“race and racism are endemic, permanent” and aatéactor in accounting for the
experiences of marginalized populations (p. 25sdhtially, the authors stated that there
IS No purpose in considering arguments that donotde conversations of the impact of
race and racism in education as any lasting refeithhave to acknowledge and address
issues of racism that exist at the core of the &ilutal system in the United States.
Solorzano and Yosso outlined elements of CRT aptleapthem specifically to the field

of education:

The intercentricity of race and racism with other forms of subordination. “A
critical race methodology in education also ackremgkes the intercentricity of racialized
oppression - the layers of subordination basedoe, gender, class, immigration status,
surname, phenotype, accent, and sexuality” (p. 3®Jorzano and Yosso asserted that
class alone, or lack of access to resources, camawide a full explanation for the
discrimination that people experience. All idaestthat a person holds must be
considered in their totality in order to begin twderstand the complex impact of the
interwoven identities.

The challenge to dominant ideology. “A critical race theory challenges the
traditional claims that educational institutionska&oward objectivity, meritocracy,
colorblindness, race neutrality, and equal oppatgtiSolorzano & Yosso, 2002, p. 26).
CRT scholars reject these traditional beliefs axgbse them as “camouflage for the self-
interest, power, and privilege of dominant groupthe U.S. society” (Solorzano, 1997 in

Solorzano & Yosso, 2002, p.26). In a CRT framewtnkse concepts developed and
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approved by dominant ideology set the stage fogmalized populations to be viewed
as at fault for their own lack of success.

The commitment to social justice. CRT scholars are committed to furthering
social justice and empowering marginalized grolpsugh offering a counter-response
to racial, gender, and class oppression. SoloraadoYosso (2002) see educational
institutions as contradictory in that they have‘fhetential to oppress and marginalize
coexisting with their potential to emancipate anthewer” (p. 26). By helping
educators to recognize the potential of schoolsth help and harm, educators are
challenged to engage in social action.

The centrality of experiential knowledge. “Critical race theory recognizes that
the experiential knowledge of people of color witienate, appropriate, and critical to
understanding, analyzing, and teaching about raatabrdination” (Solorzano & Yo0sso,
2002, p. 26). Furthermore, this knowledge is seea strength and used in telling
counter-narratives to counter dominant teachingseémploy a deficit model to convey
the experiences of people of color. Critical rHerists assert that the experiential
knowledge of marginalized populations shared dydodbm individuals in these groups
iIs necessary component to the work of CRT in edoicat

Thetransdisciplinary perspective. CRT scholars attest to the value of seeking
input from multiple disciplines (such as ethnicdséis, women'’s studies, sociology,
history, and law for example) and considering themistorical and present contexts. It
IS necessary to consider the perspectives and atctvam different fields at different
times to be able to present a comprehensive framefopunderstanding the experiences

of marginalized populations.
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CRT was used as a framework for this study to goiee to the experiences of
African American women educators within a publib@al setting that may have
previously not been heard. CRT focuses delibgratelclosely examining issues of race
and thereby serves as a lens through which | exathmcritical factors, constructs, and
variables that contribute to understanding the B&pees of African American women
educators. Because of the large role that stdinggblays in my current research, further
detail and explanation of storytelling, counterr&s, narratives, and counter-narratives
are presented below.

Critical race theorists understand that theretex@smaster-narrative” created
and perpetuated by dominant white culture thattkst conversations surrounding power
and oppression in U.S. society. Solorzano and & (3302) addressed this master
narrative and its impact in education: “the ideglof racism creates, maintains, and
justifies the use of a ‘master narrative’ in stetyhg. It is within the context of racism
that ‘monovocal’ stories about the low educaticaiievement and attainment of
students of color are told. Unacknowledged whiteilege helps maintain racism’s
stories” (Solorzano & Yosso, 2002, p. 27).

Furthermore, the authors noted that “because ‘ntaj@n’ stories [master
narratives] generate from a legacy of racial peiyd, they are stories in which racial
privilege seems ‘natural’. These stories are gegied by whites in power because the
stories work to their advantage. Solorzano ands¥@2002) assert that “a majoritarian
story is one that privileges Whites, men, the madatid/or upper class, and heterosexuals

by naming these social locations as natural or atu@ points of reference” (p. 28). For



AFRICAN AMERICAN WOMEN EDUCATORS 73

those marginalized groups who do not fit into thesmative ideal, they are portrayed in
the majoritarian stories as tbéhersor outsiders.

Finally, Solorzano and Yosso (2002) reflected anphlrvasiveness and power of
these master narratives on all groups involvedingtahat “people of color often buy into
and even tell majoritarian stories” (p. 28). Hustreason, it is imperative that African
Americans are given the opportunity to tell our astories in our own voices. With this
understanding, it is clear that there is a nequtésent the viewpoints that counter these
master narrativesCounter-narrativesvere conceptualized in this work as narratives that
provide an alternate to dominant culture storigkis term stems from Solorzano and
Yosso (2002):

We define the counter-story as a method of telinegstories of those

people whose experiences are not often told {hese on the margins of

society). The counter-story is also a tool for@sipg, analyzing, and

challenging the majoritarian stories of racial pege. Counter-stories

can shatter complacency, challenge the dominaobdise on race, and

further the struggle for racial reform. Yet, coemstories need not be

created only as a direct response to majoritatiames. ... Indeed, within

the histories and lives of people of color, theeraumerous unheard

counter-stories. Storytelling and counter-stofitglthese experiences

can help strengthen traditions of social, politieadd cultural survival and

resistance. (Solorzano & Yosso, 2002, p. 32)

Solorzano and Yosso (2002) further expanded upeicahcept of

storytelling and counter-storytelling by presentdistinct types of counter-
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narratives and storiepersonal stories or narratives, other people’s &sror
narratives,andcomposite stories or narratives

Personal stories or narratives recount an indivisligxperiences with

various forms of racism and sexism. Often thessquel counter-stories

are autobiographical reflections of the authortgpwsed with their critical
race analysis ... and within the context of a lagemiopolitical critique.

(Solorzano & Yosso, 2002, p. 32)

The present study was closely aligned with the &iraf apersonal storyn the
sense that | will present my own experiences aadlyais of impact within the
larger social structure of the school setting a agereflecting on the impact of
political climate of the United States.

In telling other people’s stories or narrative$ie third person voice is
used to “reveal experiences and responses to rarndmexism” (Solorzano &
Yosso, 2002, p. 33). Additionally, it is notedtttiais type of counter-narrative
typically reports on “biographical analysis of teperiences of a person of color,
again in relation to U.S. institutions and in aisbistorical context” (Solorzano
& Yosso, 2002, p. 33). My current research witorporate this type of counter-
narrative by presenting the stories of participghsned from information shared
during their interviews.

Composite stories or narrativese derived from “various forms of ‘data’
to recount the racialized, sexualized, and classgériences of people of color”
(Solorzano & Yosso, 2002, p. 33). The authors tediut that these stories may

contain “both biographical and autobiographicallgses because the authors
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create composite characters and place them inlsbistorical, and political
situations to discuss racism, sexism, classismpémet forms of subordination”
(Solorzano & Yosso, 2002, p. 33). This form ofatneg stories may be used in
education to construct lessons that provide amralte narrative to dominant
stories that are primarily told in U.S. classrooms.

Ladson-Billings and Tate (1995) also reflectedlmpractice of counter-
narratives and storytelling, emphasizing the sigarfce ofvoiceandnaming one’s own
reality as key components of CRT. The authors outlinegktinain reasons for naming
one’s own reality. The first purpose reflects be legal roots of CRT citing the
tendency to practice under a universal systemgbt and wrong, wherein the rules are
written by members of the dominant culture. Witthirs system, anything that diverges
from the mainstream is discounted and slapped ‘th#nunscholarly labels of
‘emotional’, ‘literary’, ‘personal’, or ‘false’ (Ldson-Billings & Tate, 1995, p. 57). The
authors then present the CRT response to this vangunes “political and moral analysis
is situational... social reality is constructed bg thrmulation and the exchange of
stories about individual situations” (Ladson-Bii;& Tate, 1995, p. 57). Given these
two opposing notions, it becomes clear that thaezaf naming one’s own reality
through counter-narratives is to construct a ngalerein the perspectives of
marginalized groups can be recognized and valued.

Ladson-Billings and Tate (1995) gave as a seceaslan for naming one’s own
reality, “psychic preservation of marginalized gostiwhich refers to the notion that
minority group members can experience psycholodpeakfit through having their

stories told (p. 57). The authors suggested thaytelling has therapeutic benefit: “the
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story of one’s condition leads to the realizatiéthnaw one came to be oppressed and
subjugated and allows one to stop inflicting mertalence on oneself” (p. 57). This
attests to the restorative power of sharing st@reshighlights the need to present stories
that frame racism, sexism, and other forms of oggom in a way that counters the
dominant narrative of white culture.

Finally, Ladson-Billings and Tate (1995) reasonteat haming one’s own reality
with stories can affect the oppressor. The authoesented the notion that racist and
sexist practices are not always recognized as sppeebehavior in the eyes of the
oppressor. Often those in power justify their codnd authority by using stories from
their own constructed reality. Ladson-Billings arate asserted that “stories by people
of color can catalyze the necessary cognitive axrtt jar dysconscious racism” (1995,
p. 58). Essentially, the argument here is thatdsring stories from marginalized groups
that differ from the majoritarian perspective, pedjpom the dominant culture are
confronted with and challenged by a new narratia tonflicts with their assumed
universal truths. In the wake of this confrontatimembers of the dominant culture may
be awakened to then consider what they have heddssute truths and begin to
recognize the oppression and racism.

CRT gives great importance to the voices of migagroups that have been
historically silenced. Ladson-Billings statedttha. without authentic voices of people
of color (as teachers, parents, administratorslesiis, and community members) it is
doubtful that we can say or know anything usefdwteducation in their communities”
(Ladson-Billings, 1995, p.58). Following this id¢here has been an increase in research

dedicated to presenting a forum for the previosgbnced or discounted stories of
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marginalized people. LatCrit, or Latina/o Critié@hce Theory, a branch extended from
CRT that examines the experiences unique to thed/atcommunity has been employed
by researchers to share their works in examinirgexsion in society (Espino, 2012;
Fujimoto, 2013; Huber, 2010). Other studies haeiporated the use of CRT
storytelling to uncover the role of power and gage in establishing policies and
practices (lverson, 2007; Sue et al., 2007). 8tiler works have incorporated a counter
storytelling to address the complexities of race &tism in schools and even teacher
education programs. Patton and Catching (200@yi@skthat composite “counter-stories
are not fictional, but instead grounded in actifaldxperiences” (p. 716). Additionally,
the authors noted that by presenting the countgy;steaders are shown a look “into the
lives of composite characters that explicate thgeeheonic and overlapping nature of
race, racism, and power” (Patton & Catching, 2@®17). Through communicating the
counter stories of marginalized people, mainstraamatives that support oppression and
racism are challenged and thereby allow for autbeatognition of those who have
previously been misrepresented.
Black Feminism.

The colored girl... is not known and hence not belilem; she belongs to a race that is
best designated by the term ‘problem’, and sheslbeneath the shadow of that problem

which envelopes and obscures hEannie Barrier Williams, 1905 (Collins, 2009, p.5)

Black feminism arose from the need to provide @@l from which Black

women in the United States can speak out againsilsnojustices. Collins (2000)
asserted that “[a]s long as Black women'’s subotthnawithin intersecting oppressions

of race, class, gender, sexuality, and nation gstd8lack feminism as an activist
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response to that oppression will remain needed2%p. Collins specifically pointed to
the need to have a framework from which to exartiieeexperiences and history of
African American women in the United States. “..H&]convergence of race, class, and
gender oppression characteristic of U.S. slaveapst all subsequent relationships that
women of African descent had within Black Ameri¢amilies and communities, with
employers, and among one another. It also creategolitical context for Black
women’s intellectual work.” (Collins, 2009, p. 6).

Collins (2009) presented three main, interdependegds in which African
American women are oppressed and articulates theesgion and lasting effects
associated with each dimension. To begin with|i@hddressed employment and
political challenges faced by Black women. Collasserted that Black women have
been exploited in the labor market by citing histalrenslavement and contemporary
over-representation of Black women in low-payingvg® industries. Collins also
addressed the political oppression that Black wohare endured, such as being denied
the right to vote, being excluded from holding piosis in public office, and withholding
equitable treatment in the criminal justice systerSscond, Collins included educational
institutions as political arenas where Black worhawue been disenfranchised, referring
here to historically and presently racially segtedaunderfunded public schools. Itis
within these educational systems that Black wonmreredher supported in their pursuits
or further oppressed. Recognizing the damningtifeness that historical
discriminatory practices had and still has in lingtAfrican Americans’ access to
education, Collins lamented that Black students whece able to exit the school system

with a quality education were the “exception ratthem the rule” (Collins, 2009. p. 7).
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Finally, Collins referred to “controlling imagest Black women that have been
constructed to keep Black women oppressed andstibyjthat oppression. These
images, previously addressed within a previousesttlm on stereotypes included:
mammy, jezebel, and welfare mothers for example.

The result of these three intertwined dimensionsppiression has been “a highly
effective system of social control designed to k&d&ran American women in an
assigned, subordinate place” (Collins, 2009, p.F)rthermore, Collins pointed out that
“Black women’s exclusion from positions of powerthn mainstream institutions has
led to the elevation of elite white male ideas anterests and the corresponding
suppression of Black women'’s ideas and interestisaditional scholarship” (Collins,
2009, p. 7). Collins spoke to a system that wagld@ed to maintain Black women in a
subservient position and acknowledges that therst beianother self-defined manner in
which African American women can be viewed.

Collins outlined six distinguishing features of BkaFeminist Thought that she
posits as essential to understanding the uniqueriqees of African American women:
| nter secting oppressions of race and gender. Collins stated that the main
purpose of Black feminist thought is to resist ggsfon and includes in this statement

the practices of oppression as well as the idetigdtionalize oppression. Collins
impressed upon readers the importance of consgldraintersectionality of race and
gender, insisting that “if intersecting oppressiditsnot exist, Black feminist thought
and similar oppositional knowledges would be unasagy” (Collins, 2009, p. 25).
Diverse responses to common challenges within Black Feminism. Collins

reflected on the experiences and ideas of AfricareAcan women, noting that although
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there are similarities in the experiences thato&ini American women have, it should not
be expected that the responses to these experieiicbs identical among all African
American women. “On one hand, all African Amerieammen face similar challenges
that result from living in a society that histotigaand routinely derogates women of
African descent. Despite the fact that U.S. Blacknen face common challenges, this
neither means that individual African American waonfave all had the same
experiences nor that we agree on the significahoatovarying experiences” (Collins, p.
29). In essence, Collins recognized that Africanelican women can and will
conceptualize their challenging experiences (ustihalized racism and social class
differences for example) in uniquely individual mans. Black feminist thought does
not claim to be a one-size-fits-all approach.

Dialogical relationship and group knowledge. Collins stated that “as members
of an oppressed group, U.S. Black women have gttkadiernative practices and
knowledge that have been designed to foster U&kBhomen’s group empowerment”
(Collins, 2009, p.33). As part of seeking empowentn“Black feminist thought
encompasses bodies of knowledge and sets of instiéth practices that actively grapple
with the central questions facing U.S. Black worasra group” (Collins, 2009, p. 35).
Collins drew a distinction between the dialectiedhtionships and dialogical
relationships to provide further understandingehkperiences of African American
women. Collins depicted the relationship betwegpression and activism as dialectical-
seeing that this relationship is driven by respogdo an opposing force- oppression. In
the dialogical relationship, Collins saw a greawareness: “On both the individual and

the group level, a dialogical relationship suggésas changes in thinking may be
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accompanied by changed actions and that alteregriexpges may in turn stimulate a
changed consciousness” (Collins, 2009, p. 34).h\t¥ié goal being raised consciousness
and opportunities for African American women toatetine their own definitions of self,
Collins recognized the merits of engaging in diatagrelationships.

Contributions of African American women intellectuals. Collins viewed Black
women intellectuals and their contributions as @b Black feminist thought for
several reasons. First, “our experiences as Afriaaerican women provide us with a
unique angle of vision concerning Black womanhooduailable to other groups”
(Collins, 2009, p. 39). Collins asserted thas itiucial to consider the insider view of
African American women when discussing the isshasimpact African American
women. Second, “Black women intellectuals bothdesnd outside the academy are
less likely to walk away from Black women'’s struggwhen the obstacles seem
overwhelming or when the rewards for staying distfii(Collins, 2009, p.39). Collins
referred here to a commitment of support withimmemunity of African American
women.

Third, “Black women intellectuals from all walks lifie must aggressively push
the theme of self-definition because speaking faself and crafting one’s own agenda
is essential to empowerment” (Collins, 2009, p. 40dllins recognized that self-
definition was a necessary component to empowerarahtecognizes the specific
significance for African American women, in parti@y as a group that has not been
afforded self-definition.

Fourth, “Black women intellectuals are centralhe production of Black feminist

thought because we alone can foster the group anmpthat fosters effective coalitions
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with other groups” (Collins, 2009, p. 40). AfricAmerican women represent a diverse
group in terms of age, accomplishment, class, dndation. Collins insisted that
African American women intellectuals do not havdéd#&awarded higher education
degrees or certain accomplishments in order t@begnized as intellectuals capable of
being leaders. Furthermore, Collins called uporncah American women to work in
concert with one another: “Black women intellecsualust find ways to place our own
heterogeneous experiences and consciousnesscaintiee of any serious efforts to
develop Black feminist thought without having ciotight become separatist and
exclusionary” (Collins, 2009, p. 41).

Black feminism as dynamic and changing. Neither Black feminist thought nor
Black feminist practice can be static. As socialdibons change, so must the knowledge
and practices designed to resist them. Collingiged a framework and key
understanding through Black feminist thought thaat be applied to changes in society
and politics.

Black feminist thought and relationship to other social justice projects. Collins
framed Black feminist thought in relation to a widéruggle for human dignity,
empowerment, and social justice, pointing to thednfier human solidarity without which
any political movement may be doomed to fail. Tthisory provides a platform on
which African American women can have voice anagaation without being in
competition with other oppressed groups.

Another key theme presented in Black feminist tii@®ithe concept of self-
definition. “Why this theme of self-definition sl preoccupy African American

women is not surprising. Black women'’s lives asedes of negotiations that aim to
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reconcile the contradictions separating their omtarnally defined images of self as
African American women with our objectification e Other” (Collins, 2009, p. 110).
Furthermore, Collins reflected on the impact ohigeseen only within a group and not as
an individual: “The category of “Black woman” makasU.S. Black women especially
visible and open to the objectification of Blackmen as a category. This group
treatment potentially renders each individual AdricAmerican woman invisible as fully
human. But paradoxically, being treated as arsiblg Otherplaces U.S. Black women
in an outsider-within position that has stimulateeativity for many”. (Collins, 2009, p.
110). Collins asserted that self-definition ikefy importance for African American
women though it remains a challenge to do so acest, sexist, elitist society.

Finally, Black feminist thought was presented iis tieview of literature as it
provided an important consideration on the sigaiiie of knowledge on empowerment.
Collins reflected on essential understandings atBfeminist thought:

First Black feminist thought fosters a fundameptdadigm shift

in how we think about unjust power relations. Bybeacing a paradigm

of intersecting oppressions of race, class, gesgsyality, and nation, as

well as Black women'’s individual and collective agg within them,

Black feminist thought reconceptualizes the sa@kdtions of domination

and resistance. Second, Black feminist thoughtes$@s ongoing

epistemological debates concerning the power dycathat underlie

what counts as knowledge. Offering U.S. Black womew knowledge

about our own experiences can be empowering. &ivading

epistemologies that criticize prevailing knowledgel that enable us to
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define our own realitiesn our own term$as far greater implications

(Collins, 2009, pp. 291-292).
School Climate

Literature on school climate is presented in thislg as it is significant to
understanding the setting of public schools. Sthlmate, as defined by Haynes,
Emmons, & Ben-Avie (1997), is “the quality and cistesncy of interpersonal interaction
within the school community that influences childszcognitive, social, and
psychological development” (p. 322). The Nationeth&l Climate Center (2012) more
simply defined school climate as “the quality ahdmcter of school life” (p.2). The
term school climate has gained increased attemtioecent years and though the exact
definition may vary from one publication to the hekere has been growing consensus
surrounding four specific areas considered to beé'd¢lsential areas of focus” (Center for
Emotional and Social Education, 2010, p.1):

Safety(e.g. rules and norms; physical safety; socialt@nal safety);

Relationshipge.g. respect for diversity; school

connectedness/engagement; social support — asoittisil support —

students; leadership)eaching and Learnin{g.g. social, emotional,

ethical and civic learning; support for learningpfessional relationships);

andthe Institutional Environmer(e.g. physical surrounding). (Center for

Emotional and Social Education, 2010, p. 1)

Though each area is vital to the successful devadop of students, for the

purposes of this papaelationshipswill be a key focus. The Center for Emotional and
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Social Education (2010), pointed out that “Oneh&f inost important aspects of
relationships in school is how connected peopletéeene another” (p. 3).

Professionals working in the field of education é@@ome to recognize the
importance of having a positive school climate #relimpact that it has on student
adjustment and achievement (Haynes, Emmons, & Bee;A997). Teachers,
counselors, and administrators are seen as theladdeérs of the school environment and
as such, the climate surrounding among these adoalprofessionals plays a
significant role in the overall school climate ahé student climate. More specifically,
the adults in the building often set the tone Far €xperiences students will have.
Whether that be how teachers treat students in¢lsssrooms, how counselors interact
with their students, or how administrators resptintheir students, adult interaction with
students is critical when considering the expegenicstudents. Additionally, attention
must be given to the intra-adult interactions ta&e place in schools as these
interactions are often visible to students and afégct the perceptions students have
regarding the value of relationships in generad, tmwards certain adults, in particular.

African Americans and school climate. The National School Climate Center
(NSCC) asserted a clear stance on the importartcestgvance of school climate and
equity: “Equity is intrinsic to all aspects of st climate work. It is not a separate
issue” (Ross, 2013, p. 1). This statement illui@adhe importance placed upon creating
an environment that welcomes diversity. Ross (20dr3her developed the expression
of equity in school climate by offering a modificat on the NSCCs standard definition

of school climate to include:
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“The quality and character of school life thattés children’s, youth’s,

and families’ full access to: (1) Appropriately papted, high expectations

for learning and achievement; (2) Emotionally ahgigically safe, healthy

learning environments; (3) Caring relationshipdwaeers and adults; (4)

Participation that meaningfully enhances acadesacial-emotional,

civic, and moral development. An equitable schdiohate responds to the

wide range of cultural norms, goals, values, irdespnal relationships,

leadership practices, and organizational structwrésn the broader

community. (Ross, 2013, pp. 1-2)

Several studies have addressed the relationstweee student achievement and
school climate. In a 2004 report from the NatioG@allaborative on Diversity in the
Teaching Force, an analysis of teacher diversiipdbthat “increasing the percentage of
teachers of color in classrooms is connected dyréziclosing the achievement gap.”
Despite these findings, African American studewmtstinue to experience lower rates of
academic achievement than their white peers (NaltiGenter for Education Statistics,
2009) and in an effort to address this achievergapteducators and scholars have given
attention to myriad factors that impact achievement

Ogbu (2003) considered school climate as it pestapecifically to race relations
in school, particularly taking a look at the lonademic performance of Black American
students in one two-thirds white, affluent subuBmploying a cultural-ecological theory
that stresses the importance of contemplating nomsdiactors (such as historical,
economic, cultural, and social perspectives), Oginducted a large scale study in an

attempt to uncover the reasons for a performanpergthis community. In reflecting
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upon the complexities of factors that account i@ achievement gap, Ogbu (2003)
addressed two key concepts that relate directbghmol climate: the system and
community forces. The system refers to “the wagrety and its institutions treat or have
treated the minorities” (Ogbu, 2003, p. 45). Viegthis through the lens of school
climate, this can be seen as examination of th@utisn of the school and relationships
within the school community. Ogbu described comityuiorces as “the way members
of a minority group perceive, interpret, and regptmeducation as a result of their
unique history and adaptations to their minorigtiss in the United States (Ogbu, 2003,
p. 46).

Ogbu addressed the importance of relationshipsdmtwtudents and their
teachers. “Nonimmigrant minorities interpret th@lationship with schools and teachers
within the context of the overall enduring conflitween them and white Americans.
As a result, they are more concerned with how Hreytreated in the curriculum and
whether schools and teachers “care for them” thifimt@achers’ expertise in knowledge,
skills, and language” (Ogbu, 2003, p. 53). EssdlgtiAfrican American students care
more about how their teachers treat them thanethed bf knowledge that their teachers
have. Relationships are the crux of a solid edogat foundation.

Culturally Competent Collaboration and Consultation

Collaboration is simply defined as the act of wogktogether. Applied to the
field of education, collaborative consultation efided as “a process in which a trained,
school-based consultant, working in an egalitanrmmhierarchical relationship with a
consultee, assists that person in her efforts feerdacisions and carry out plans that will

be in the best interest of her students.” (Kampgwi2006, p. 3). Collaboration has been
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cited as a necessary practice in professionahgsttiEdwards, Beverly, and Alexander-
Snow (2011) addressed the significance of profeasicollaboration as a means of
recognizing career success in higher education:

Given that access to social networks within thepattments and

institutions have emerged as a significant issu®kack female faculty, it

is important that Department chairs utilize thasipions to influence the

involvement of non-Black faculty and senior faculbyprovide

opportunities for Black female faculty to engageesearch and teaching

activities. (Edwards et al., 2011, p. 23)

As collaborative work has received increased atrrdver the years, so has the
research surrounding how to create more effectiaetiges for collaboration. Important
themes have been identified as necessary compadiemise effective collaboration:
authentic, honest communication, willingness frasthlparties to engage in the process
of consultation, and a focus on seeking soluti&@s(pwirth, 2006). In considering
collaborative consultation through a CRT lens, s&v&udies are presented below that
address imbalances in power and the need to emgagéhentic conversation
surrounding race and racism.

Power. Power is addressed in collaborative consultdtierature in varying
degrees. Kampwirth (2006) noted that althoughyadamcept of collaborative
consultation is that the relationship between ctteswand consultant is meant to be
egalitarian and non-hierarchical, power dynamicy play a part in the relationship.
CRT posits that issues related to power imbalaaoegresent whenever race enters the

conversation. In instances where the professi@maaged in collaboration are of
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different racial backgrounds, it is necessary trasls the underlying issues surrounding
race and implied power structures. Matias and &014) recognized the need for being
explicit about the importance of addressing raceatly, but acknowledge that current
educational policies that endorse ‘colorblind’ girges make this candidness difficult to
achieve. As a CRT researcher, | recognize thersadi of race in all conversations and
exhibit a willingness to engage in conversationsualpace that may cause discomfort.

Authentic and honest communication. In order for communication to be open
and honest, a sense of trust must exist betwednpaoties. At the foundation of
establishing a trusting relationship is the prentinsg one party must be willing to be
vulnerable toward the other party (Giscombe, e28l11). Without this trusting
relationship, the collaborative process is haltedaddition to employing the suggestions
of standard texts on educational consultatiors, itecessary to “be sure that you are
honest and dependable” (Kampwirth, 2006, p. 109).

Achenstein (2002) organized an extensive reviepower differentials through
presenting the important role micropolitics playgeacher collaboration, giving
considerable insight on three concepts (conflietdbr politics and ideology) which she
found “proved to be critical dimensions that imakcthe nature of organizational
learning” (2002, p. 425). Because of this critisiginificance, these concepts are
presented in detail.

According to Achenstein, “conflict can be underst@s both a situation and an
ongoing process in which views and behaviors de€og apparently diverge) or are
perceived to be to some degree incompatible” (2p0225). Conflict can be viewed as

a routine part of collaboration that arises whdfe®nces in views, opinions, values, and
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norms occur. Additionally, Achenstein noted thiadrmges to policies that disrupt current
ways of functioning may bring about conflict as theolved parties negotiate the
process. In applying this directly to her reseaAxthenstein presented the stories of two
schools and their approaches to dealing with conflAt one end of a continuum, is a
school that has adopted an avoidant stance whiblestein described as including
“approaches to conflict that sustain a highly bahded harmonious community through
the exclusion or suppression of dissent” (200242). Often in these school
communities, the focus is on reaching and maintgiconsensus and thereby avoiding
the real issues that needed to be addressed theocglaborative relationship.
Statements of “we don’t see the conflict” and ‘@uyare not going to conform, then
you’re going to leave” demonstrate their stancesuppressing conflict (Achenstein,
2002, p. 442). In contrast, the other school “@aekedged diversity of beliefs and
practice, found space for dissent in a public arand at times critically reflected on and
accepted a variety of conflicts” (Achenstein, 2002442). Through embracing the
conflicts that arose during collaborative work, teachers found that real change was
able to take place.

Achenstein used the term “border politics” to rafe“the micropolitical
processes of negotiating the bounds of memberstiipaliefs of a given community” (p.
426). The concept of borders translates to comtiesnin schools, essentially defining
who is in and who is out, who belongs and who dus The insiders determine who is
listened to and whose ideas will be respected.eAstein found in her study that the
school that avoided conflict tended to deal witihdao politics by excluding those whose

views did not conform to majority rules as thissta allowed the teachers involved to
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maintain consensus. The school that was open bwaming conflict had a more diverse
community with open boundaries. Achenstein fourat in this second school, though
there was more dissent and diversity in perspestiitbere was still a unity of
commitment found in their shared ideology of scirapfor social justice and equity”
(2002, p. 444).

Finally, Achenstein presented the concept of idgwlin a micropolitical sense,
ideology refers to “the management of meaning, hwiividuals and communities make
sense of their work and ultimately take action”|[BE987, as cited in Achenstein, 2002).
Within an educational setting, ideology representsamework of shared values about
education, schooling, and students” which includean orientation about student
learning and outcomes, notions about how schoalldheform and change, and
conceptions about the relationship between schabbkaciety” (Achenstein, 2002, p.
427). Achenstein impressed the importance of denisig ideology as it relates to
teacher practices. “Teachers, individually andextively, hold values that shape their
practice. The content of a teacher community’sliolgy, especially as it pertains to
values about education, schooling, and students ohadter. These conceptions frame
how school is enacted” (Achenstein, 2002, p. 429 .clearly outlined by Achenstein,
ideology must be considered as a point of potentaflict within collaboration, as often
when teachers come together they have differeaegand expectations.

Thayer-Bacon (1995) addressed the impact of racidlethnic diversity on
collaboration in higher education. Understandimag tollaboration in ethnically and
racially diverse settings may have complex isslirayer-Bacon spoke to the need for

involved parties to have an awareness of the implaetcism in the United States.



AFRICAN AMERICAN WOMEN EDUCATORS 92

Understanding that the voices of African Americhase historically been silenced as a
result of racist laws, policies, and practices, yeteBacon asserted that “collaborators
need to feel safe to speak and believe that thikyp®/heard, that they have a role in this
effort and their voice is valued” (1995, p. 10 this statement, Thayer-Bacon
demonstrated how large scale politics have an ineteednpact on the intimate
relationships in which collaborative work occurs.

Bangou and Austin (2011) examined the impact of @t collaboration in a
teacher education program and found that “collaimoras indeed affected by
institutionalized racial expectations groundedanvpr relations” (p. 46). Bangou and
Austin also addressed issues related to voice amempin collaboration, finding that it is
important to bring race into the conversation desttie fact that “talking about race did
not make the majority of us feel comfortable” (20f144). The authors stated that if
issues surrounding race are not directly addressdgurposefully brought into the
foreground, participants in collaborative work nemd up perpetuating the concept of
“invisibility of race in the narratives” (Bangou &ustin, 2011, p. 44). When patrticipants
engage in this behavior, they run the risk of tgkpart incontrived collegialityor the
tendency to be falsely committed to working togeth@ften, parties in this type of
collaborative relationship agree to let issues &bate go unvoiced, instead choosing to
avoid open discussion, likely out of fear that egigg in conversations about race will
“create rather than avert racial tensions” (TaturBr&wn, 1998, p. 12).

Thayer-Bacon pointed out that conflict arises wh&rcan American cultures (as
well as Native American, Hispanic/Latina/o, andascultures) that have historically

valued cooperation and collaboration, attempt terafe in systems that embrace
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Eurocentric worldviews that place value on indiatism and competition “at the
expense of cooperating with others” (Thayer-Bad®@95, p. 8). Noting the importance
and value of collaboration in higher educationifmreased success, Thayer-Bacon made
the following suggestions for successful collabiorata) enhanced multicultural
education for faculty, administrators, and studegnt®n-going training to elevate
sensitivity and responsiveness to cultural inflleenen learning styles, communication
patterns, respect building; ¢) genuine and heigdtteiforts to build community through
development of trust and respect, and the buildimglational skills/interpersonal
skills/fcommunication skills and sharing time togethd) willingness to work together
and a desire to patrticipate; e) understanding af yworldview and the worldview of
those with whom you collaborate (Thayer-Bacon, 1$03.0-11).

In addition to considering the implications of witlgroup diversity among
professionals engaging in collaborative work, salvstudies have cited the importance of
having a multicultural awareness that encouragestefe collaboration with African
American students and families (Grothaus & Cold,®Woore-Thomas & Day-Vines,
2010; Bradley, Johnson, Rawls, & Dodson-Sims, 20@)ke (2004) addressed the need
for further studies surrounding the impact of tesadativersity on the process of
professional collaboration after conducting a neetalysis on 26 studies of teacher
collaborative efforts and finding that none of ftedies addressed racism or other areas
of oppression. Though professional collaboratias feceived increased attention in
recent years, a review of literature reveals thatd is a dearth of information on the
specific experiences of African American women Kglblic school educators.

Exploring issues related to professional collabora&nd consultation helps set the stage
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to understand the experiences of African Americamen educators working in their
school environments.
Considering Altered Realitiesfor African American Women Educators

The termaltered realityrefers to a heightened awareness experiencedrmaAf
Americans that includes a keen cognizance of iigeshot belonging, being
undervalued, and trying to make oneself fit or eraitt specific circumstances. African
American women educators working in predominantiytevpublic schools may
experience an awareness of injustice in the formiofoaggressions. In school systems
that are seemingly progressive and intolerant eftaypes of racism, microinsults and
microinvalidations may be more prevalent. Thedimis nature of microinsults and
microinvalidations make them even more dangeroukeysare intangible occurrences
that cause those targeted to struggle to concéptuahd make meaning of these
incidents.

Harris-Perry (2011) presented two key closelyteglaoncepts that hold
substantial importance in understanding how Afriéamerican women educators
experience altered realitiegtizenshipandrecognition. Certain parallels can be drawn
from Harris-Perry’s conceptualization of citizernshais it pertains to experiencing
membership in society at large and applied spedifiavithin the microcosm of a public
school community. At its foundational meaningizatship refers to a sense of
membership and individuals feeling as though thelgrny. The altered reality that may
be experienced by African American women educasohgving a heightened awareness

that they do not belong, that they are not pathefmainstream school community.
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The last two components comprising the concepttefed realities- being
undervalued and trying to make oneself fit or nrattehin the individual’s surroundings-
are directly related to the conceptre€ognition The goal of recognition is to allow
expression of the individual's authentic self. baltenged stereotypes of African
American women may further perpetuate mispercegtaond result in African American
women educators not being valued for their wortedigcators. An example of this is in
having their expertise limited to dealing only irbservient, menial positions within
schools such as being assigned to supervise tBehool Suspension program, or being
asked for their input only when it applies to iateting with African American students.
This latter example fits under the term “culturatapsulation”—originally coined by
Wrenn (1962). Wines et al. (2014) described caltancapsulation as “being culturally
isolated or reclusive, in the sense of feelingaitad from the dominant culture because of
the lack of knowledge and understanding of relatigoms with persons of other cultures”
(p. 68).

Moreover, African American women educators havedéuenting task of having
to carve out a space wherein they matter and caam thair voices heard. The added
challenge for African American women educator®isdvigate these systems that have
historically marginalized them while at the sanmegticombatting racial and gender
stereotypes. The experiences of African Americamen educators is a truly unique
perspective and in exploring these stories, theptexities of the intersectionality of race
and gender becomes apparent.

Chapter Summary
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In this chapter | provided a review of literary iicgthat are important to consider
when discussing the experiences of African Amerisamen educators. Historical
perspective of critical incidents, such as accesltication and stereotypes, that help
shape the experiences of African American womer&tus were presented.
Additionally, education related issues such as gctlonate and consultation were

presented.
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Chapter Three
M ethodology

In this chapter in-depth information is presentedutline the rationale for using
qualitative research methods to better understameésxperiences of African American
women educators working in predominantly white pubthool districts. Further
described in this chapter are the following: a coghpnsive explanation of critical race
methodology, a rationale for using a qualitativeesach design, and specific information
regarding data collection, participant selectiord data analysis. The following research
guestions were addressed using methodology outliméds chapter:

1. How do African American women educators experidmgiag in a crooked

room?

2. How are African American women educators impactgddwvigating both

formal and informal roles within predominantly wdgchool systems?

3. How do African American women educators successhuligate their work

in the public school system?

The research questions were developed after pralipninvestigative research
and a review of literature found a lack of informaton the unique perspectives of
African American women educators in public schattings. The review of literature
provided information about African Americans in edtion contexts, stereotypes of
African American women, altered realities experashby African American women,
concepts related to counter narratives, schoolatBmmand professional collaboration.

The information on the collective interactions laé$e concepts to provide insight on the
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experiences of African American women educatorsigver, was limited. Hence, the
researcher sought to gain a better understanditigeahterplay of these factors from the
perspectives of African American women educators.
Resear ch Design

This study was conducted using qualitative researethods. Qualitative
research “refers to the meanings, concepts, defnsit characteristics, metaphors,
symbols, and descriptions of things” (Berg, 200B)p whereas quantitative research is
focused on the “counts and numbers of things” (B20§9, p. 3). Attention is called to
the intentional selection of using qualitative s methods rather than quantitative
research methods because the focus of this stuslyngant to understand the
experiences of African American women educatorsis $tudy did not seek to make
generalizable statements about causation, not d&t to prove or disprove specific
hypotheses. Hence quantitative methodology wastegjeas a research design.
According to Merriam (2009), a basic qualitativeside is used when researchers want to
examine “how people interpret their experiencesy tieey construct their worlds, and
what meaning they attribute to their experiences’2@). This proved to be an
appropriate fit for the current study wherein thignary interest was to gather
information from African American women educatob®at their experiences and how
they interpret their experiences in navigating“dreoked room” of an educational
setting. Additional information on the charactecs of the nature of this qualitative
study are addressed below.

Critical qualitativeresearch. The philosophical perspective used in this study

was characteristic afritical qualitative researchwhich “focuses on societal critique in
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order to raise consciousness and empower peoplen about change” (Merriam, 2009,
p.23). Kincheloe and McLaren (2003) captured thtaire of critical research:

Whereas traditional researchers cling to the grailaf neutrality, critical

researchers frequently announce their partisanstifge struggle for a

better world. Traditional researchers see thek s the description,

interpretation, or reanimation of a slice of rgaliwhereas critical

researchers often regard their work as a first erd forms of political

action that can redress the injustices found irfiglé site or constructed

in the very act of research itself (p. 453).

By employing critical research, | as the primaggearcher, acknowledged the
critical lens through which | conducted this studgting that this research study did not
attempt to present a neutral or objective positinat is typically characteristic of
traditional Eurocentric research that follows amjitative or positivist approach. In
addition to the critical nature of this researcbgass, critical qualitative research is made
distinct by asserting that “all research is megelyact of interpretation” (Kincheloe &
McLaren, 2003, p. 443). Critical research theerisgcognizing that interpretation of
data and qualitative research itself can be subgeand not neutral, require researchers
to be self-conscious and aware of their own suiviéets, preconceived notions, and
assumptions. In essence, critical researchers lmeustlf-reflexive and make their biases
transparent.

It was my intent to confront injustices by presegtinformative stories of African
American women educators. Therefore, for the $jggmirposes of this study, Critical

Race Theory (CRT) was used as a theoretical framewthe history of the
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development of CRT was presented in Chapter Omeyadath a rationale for the
relevance for this particular study. To reitey&@®T is particularly relevant for

exploring issues related to race in the field afeadion. Solorzano and Yosso (2002)
defined critical race methodology as “a theoreljcgtounded approach to research that
foregrounds race and racism in all aspects ofdékearch process” (p. 24). CRT provides
a framework for understanding how power and prgaléunction in society and how they
impact race, class, gender, ethnicity, and sexu@iell, 1995). These considerations are
directly applicable to this study which focusedanitically examining the experiences of
African American women educators. Malagon, Perahédf, and Valez (2009) asserted
the following on the fit of CRT as a methodology:

Centering CRT within the research process transddha types of

guestions we ask, the types of methodologies wdamime way we

analyze data, and most importantly, the very pwrmdour research. We

argue that the very act of centering CRT in theaesh process serves to

transform higher education by disrupting the domindeologies

traditionally embedded in the knowledge producpoocess (pp. 257-

258).

The need for introducing voices from historicallaminalized groups to research
studies to act as a counter narrative to the damhp@rspective has received attention
from other CRT scholars as well. Delgado Bernal ¥illalpando (2002) referred to this
concept of relying on only the dominant perspectovenform research. They use the
term “apartheid of knowledge” to refer to the temchein research and academia wherein

only certain types of knowledge and knowledge potida are validated in higher
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education in the U.S., thus serving to marginalkizetort, and erase the experiences of
People of Color, particularly as sources of knowke(Bernal Delgado & Villalpando,
2002). Similarly, Delgado (1984) used the termpenal scholarship” to describe a
trend wherein a single perspective, often thaindfedite” group of white males can
define an entire field. Left unchallenged, MalagBerez Huber, and Velez (2009)
pointed out the threat to informed educational aes® “Recognizing how the apartheid
of knowledge is constructed and perpetuated ineanadresearch through imperial
scholarship, the need for scholarship drawing frmmtraditional sources of knowledge
becomes clear” (p. 258). This statement captinm@stportance of conducting research,
such as this study, that presents the previoushegarded voices of African American
women.

Solorzano and Yosso (2002) stated that critica¢ raethodology “challenges the
separate discourses on race, gender, and clas®yng how these three elements
intersect to affect the experiences of studentolu” (p. 24). This study sought to
consider the experiences of African American womeéuacators in relation to these
elements of race, gender, and class and the inipachave on their citizenship rights,
roles, and responsibilities. The CRT methodologyjaled an appropriate framework as
it gave space for exploration through challenghng traditional research designs and
theories which have traditionally viewed personsabr through a deficit lens model.
Additionally, CRT exposes and confronts the imbeéaaf power that exists in traditional
models of social science research (Solorzano & &,d3302). Critical race theory
becomes methodology through the intentional ussppfying the CRT lens in data

collection, interpretation, and analysis. Thigdgtused semi-structured interviews that
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allowed participants to share their narratives.diidnally, counter-storytelling was a
specific method used in this study to obtain tltbviidual stories of African American
women educators.

Ethnography and autoethnography. Recognizing that research is not neutral
(Berg, 2009; Kincheloe & McLaren, 2003; Solorzan&r8sso, 2002), | employed
autoethnography strategies as a self-reflectivepoorant of this study to be fully
transparent in my interpretations of the data aberactions with participants.
Autoethnographic reflections were utilized in thiady to provide another perspective on
the data collected. To better understand the tigatoethnography in this study, a brief
overview of the origin of ethnography is presented.

Ethnographic research, which originated in antblogy, is focused on human
society and culture. Merriam (2009) referred tmnegraphy as both a process and a
product referring to the fact that researchersdman ethnography (as a study) and
producean ethnography (as a report). Berg (2009) desdrdthnography as a “process
that attempts to describe and interpret socialesgions between people and groups” (p.
191). A key component of conducting ethnographieaéarch is producing “thick
descriptions” of the cultures presented in theasdestudies. In these thick descriptions,
particular attention is paid to as many aspectatefactions as possible—Ilocation,
surroundings, tone of voice, gestures, positionamgl other forms of nonverbal
communication to name a few.

Hughes et al., (2012) referred to autoethnograghya&orm of critical self-study
in which the researcher takes an active, scienafid systematic view of personal

experience in relation to cultural groups identiftey the researcher as similar to sedf
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(i.e., us) or astherswho differ from the self (i.e., them)” (p. 209Fhis is particularly
applicable to the present study since I, as theareker, identify as a woman and African
American and presented critical reflections of nrmngersonal experiences. As a result
of having engaged in continual reflection, | repdron some of my experiences of being
an African American school counselor in a predomilyavhite public school system as
well as being the principal investigator in thigdst and interviewing other African
American women educators.

Early studies using ethnography as a research mhepheced importance on the
researcher maintaining a certain “detachment” tdveaiciety and to be an observer of
the participants (Vidich & Lyman, 2003). As Denand Lincoln (2003) pointed out,
however, “the concept of the aloof observer has lad@andoned” (p. 28). This notion of
casting aside the air of aloofness fits with thepmsed design of this research study
which was critical and engaged the use of autogptaphy. Additionally, Chavez (2012)
rejected the idea of detachment of the researah®een statement on her position as a
researcher “from the onset, | acknowledge that ducational research does not ignore
the premise that we are all in a relationship witsting social, political, and economic
conditions that are structured hierarchically te amother” (p. 338). Following
Chavez’'s example, my intent was to be transpahatt while conducting research for
this study, | did not employ the detached stanaeithregarded as the only valid role of a
researcher. Rather, data gathering methods ugsagistudy reflected the personal
nature of this work regarding my relationships wattial and political structures.

Role of the Resear cher
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As the principal interviewer, it was importantdisclose my identities and review
how they may have impacted the research processndicated above, | have reflected
on the fact that my identity as an African Amerieaoman who is a school counselor
and principal interviewer of this study may hawdir@ct or indirect impact on the process
of collecting data. | remained keenly aware ofamn experiences of being in a crooked
room as an African American woman educator. Afisbwas diligent in recognizing
my experiences as related to and perhaps simédasgparate from the experiences of
other participants so as not to enmesh or ovettages. Of particular consideration was
the fact that | have previous professional relaiops with some of the participants. In
this sense, it was important to consider the lil@d of increased sharing based on
familiarity as well as the possibility of decreassdjectivity based on anticipating
researcher’s interests. Kincheloe and McLaren320@ged researchers to “become
aware of the ideological imperatives and epistegiold presuppositions that inform
their research as well as their own subjectiversubjective, and normative reference
claims” (p. 453). | set out to increase my own @mass by continually reflecting upon
the research process and my perspective in myjbelthal.

Participants

Participants in this study were determined basepuposeful sampling, wherein
information rich cases are selected for detailedyesns (Merriam, 2009). Merriam
(2009) described purposeful sampling as being quate for research studies in which
the researcher seeks to “discover, understandgaindnsight and therefore must select a
sample from which the most can be learned” (p. THiee specific criteria were used to

identify participants.
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The first criterion was that participants had t-skentify as African American
or Black women. The second criterion was thatigppents had to be currently working
or have worked in majority white public school disis. For the purposes of this study,
“majority white” was defined as a district wherdiath the staff and student population is
more than 60% white. Since this study focusedcherdistinct experiences of African
Americans working in a setting in which they wanghe minority, this was a key
component of the selection process. A third dotefor this study was that the
participants must be professional educators. @ptrposes of this study, professional
educators included, but were not limited to teashesunselors, school social workers,
and administrators. Support staff who worked imosds - secretaries, dietary aides, and
custodians were not included the sample populatidrough the work of support staff is
critical to the functioning of schools, the focughis study was not on this group. This
distinction was made purposefully as research tnasd that African American educators
are underrepresented in the professional educatokforce (National Congress of
Black Women, 2014).

Personal invitations were extended to prospectarégipants via person-to-
person contact, phone, and email. The sample raéakf American women educators
was comprised of participants who responded tanvigation requesting their
participation in this study. Berg (2009) notedttimapurposive sampling, “researchers
use their special knowledge or expertise about sgnmégp to select subjects who
represent this population” (p. 50). In servindath researcher and a participant who
identifies as an African American woman and educatieave acquired personal and

professional knowledge and experience of the rekdapic for this particular study.
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Moreover, | had the advantage of having accesg simorked in a school setting. In
addition to initial invitations extended to parfiate in this study, snowball or network
sampling was employed as well in an attempt tohre@aidlitional African American
female educators. Merriam (2009) referred to sradbgampling as a strategy which
involves identifying a few key participants who leawneaningful insight or data to
contribute to the study and then asking those @paints to identify others who may fit
the requirements of the study. Similarly, BergQ@pPnoted that snowball sampling is
beneficial when researchers need to locate paatitsowith whose characteristics or
attributes fit the parameters of the study.

| anticipated that between 12 and 15 participauasid be involved in this study.
This number of participants was projected basedh upsearch surrounding the concept
of saturation. Guest, Bunce, and Johnson (20@0éireel to saturation as “the point at
which no new information or themes are observatiendata” (p. 59). Based on their
study of saturation, it was concluded that dataraéibn occurred by the time the twelfth
interview was analyzed. Additionally, they notédttafter analyzing 12 interviews, code
definitions were stable and any new information digsovered to be a variation of
previous themes rather than a completely noveleoncl continued to identify and
interview participants until the point of saturativas reached, which for this study
turned out to be eight participants. An additiamad participants were interviewed to
ensure that saturation had been reached (Gudst 20@6).

Pseudonyms, rather than real names, were usedl faarticipants in this study in
order to promote anonymity. Specific demographformation about participants was

shared in non-identifiable manners. To ensuréditjeest possible degree of anonymity,
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potential identifiers such as age, position, araryef experience were described in
ranges or as a group, rather than shared abowdpmayfic participant. As the author of
this study, | served as the researcher and adiaipant. As a researcher | documented
the experiences of the educators and as a paritdighared my own personal
experiences as an African American woman educaboking in a primarily white school
setting. These accounts are shared in detail apth Four: Results.
Data Collection

Data collection in this study primarily came fr@@mi-structured interviews, the
author’s autoethnographic reflections, and my faglck journal. Institutional Review
Board (IRB) approval was obtained from the Univigrsf Missouri- St. Louis prior to
conducting participant interviews. The UniverdRB policy outlined that “review of
Human Subjects Research is mandated by the Nafwsdarch Act (PL 93-348) and
implemented by Federal Regulations (45 CFR 46)e rBisearch of faculty, staff, and

students requires reviewiv(vw.umsl.edu/services/ora/Compliance/human-subjects

irb.html).

Participants were invited to participate in thedy by one of three modes of
communication: face-to-face conversation, emaiptwne. During this initial contact |
introduced the topic of my research interest atahad time for any questions the
participant had regarding the nature of this studpon receiving notification that the
potential participant was interested in participgtin this study, | discussed with
participants a convenient time and place for theruiew to take place.

Participants were allowed to choose the locatiothefinterviews. This

intentional strategy was used in order to encoucggienal comfort and therefore
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increase the likelihood of authentic sharing onghs of the participant. In particular, |
anticipated that it would be important to conding interviews in a location other than
participants’ schools in an attempt to allow papants to feel they can speak freely
without unintended consequences. In fact, alli@pents chose their location (their
home, my home, or a public location) for intervieg/iand only one chose to be
interviewed at their school setting.

During the first meeting with each participanteViewed the “Informed Consent
for Participation in Research Activities” (see Apdex A). After agreeing to the terms
of the study, researcher and participants signedctmsent forms—one was given to the
participant and the other was kept in a securdilmtavith other artifacts from this study.
The consent form explained the expectations foptrécipant’s role in the research.
These expectations included the expected time coment involved and addressed the
possibility that time may flex to accommodate papant’'s storytelling. Participants
were informed that their participation was comgiet®luntary and they could choose to
withdraw at any time.

All interviews were audio recorded and duplicatpies were made in case of
damage to the original audio file. All recordingsre transcribed by the researcher
which allowed for added familiarity with the intéews and content. Data were then
hand-coded by the researcher and recorded indltsviork journal. Specific information
on the coding process is presented in the DatayAisadection below.

Semi-structured interviews were used in order tinupe the exploration of the
issues related to the research question with gaatits. The semi-structured interview

guestions that were asked of all participants asgiged in Appendix B. During
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interviews, | allowed for additional comments, &l up questions, and clarification as
necessary. As anticipated, Critical Race Theody@RT methodology utilized for this
study influenced follow up questions that came uprg) participant interviews.
Specifically, there were instances during whicimpéoyed the critical research approach
which does not hide behind the pretense of beiegthal” or “objective.” It was during
those times that | listened for both spoken worts$ anspoken meaning and asked
participants to clarify their meaning so as to mads the participants’ intent.

Autoethnography techniques of self-reflection watikzed in this study as they
have particular usefulness and relevance in the dieeducation. This form of self-
study, with its significant applicability to cul@lrinquiry and social conscious thought
held particular relevance to this study (Hughesl ,€2012). An added depth of
perspective was brought to this study by my engagineflections of myself as | related
to cultural conditions and reflection on my owngiiees and stance.

A fieldwork journal was kept to record the procass procedures of the research
study. A fieldwork journal has been describedasihtrospective record of the
anthropologists experience in the field” (Merria2003, p. 136). Merriam addressed the
content of the fieldwork journal stating that it ynaclude the researcher’s “ideas, fears,
mistakes, confusion, and reactions to the expegiand can include thoughts about the
research methodology itself” (Merriam, 2003, p. 13Bly fieldwork journal spanned the
pre-proposal stage through the final submissiathisfstudy. Preliminary analyses and
ponderings were recorded in this journal to proadeundation for later reflection. The
journal proved to be critically useful for presagtimethodology. More on this is

addressed in the section on Trustworthiness.
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Data Analysis

Data analysis, as defined by Merriam (2009) ie ‘pphocess of making sense out
of data” (p. 175). In this study, data analysisktplace simultaneously with data
collection. Merriam (2009) stated that the “muckferred way to analyze data in a
gualitative study is to do it simultaneously witatal collection” (p. 171). | began the
transcription and analysis as soon as possibletafteend of each interview. The
ongoing review of data served two important funtsio First, it served the purpose of
keeping data manageable as well — so mounds ofietedata were not accumulated
and left to be transcribed and reviewed all at orfséecondly, analyzing data while
collecting it guided me in the research proce$sanscribing interviews and reviewing
notes continually allowed me to detect patternthag began to emerge.

This study was framed in a Critical Race TheorRTE perspective and as such,
the specific methodologies used reflected the CRantation. Data were analyzed using
the processes and principles of grounded theohge gbal of grounded theory is that by
the end of the qualitative study, there will beagticular theory that emerges from and is
grounded in the data. Merriam (2009) noted thattieories that develop from grounded
theory are not necessarily formal or grand scaderibs. Rather, “substantive theory has
as its referent specific, everyday-world situatiaiherriam, 2009, p. 30). Though it is
not exclusively a CRT methodology, a grounded thegproach to data analysis was
compatible with and fit into the CRT perspectivatthmaintained throughout this study.

Malagano, Perez Huber, and Velez (2009) capturednification of CRT and grounded
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theory “as anti-racist, social justice scholars,use the synergy between CRT and
grounded theory in our research as we connect éagiife experiences of People of
Color to systemic processes of oppression” (p. 268lagano et al. (2009) further
insisted that “the researcher can utilize groundethodology to interpret the
perspectives and voices of the narratives thatirem@acknowledged, invalidated, and
distorted in social science research” (p. 259).

This study used a constant comparative methodtaaahalysis technique
associated with grounded theory. Merriam (2008arded the constant comparative
method as “comparing one segment of data with anathdetermine similarities and
differences” (p. 30). During initial data analysilinterviews, open coding was used
which allowed me to remain open to any patternsi@mes that emerged in the data. |
used this coding process to begin the constructirtgitegories. | openly coded data by
initially flagging phrases, words, and conceptsmythe transcription process.

As the data analysis process continued, | movexdtire phase of analytic coding
where | continued to code data using interpretagioh reflecting on meaning. Malagano
et al. (2009) pointed out that “constructing analgbdes and categories from data
advances theory development during each step gfrtdeess” (p. 261). This process of
flagging data, reflecting on meaning, and intergiet was repeated throughout the data
collection and analysis process until saturatios me@ached. During the analytic coding
period, each interview was reviewed multiple tinf@ach interview was reviewed fully
no fewer than three times and in some cases fivestior more) which allowed for

increased familiarity with the data as well agpalssible themes to be detected.



AFRICAN AMERICAN WOMEN EDUCATORS 112

| personally transcribed each interview rather theumg a professional
transcriber in order to become as familiar withdiaga as possible. | followed the same
process for each interview: during each interviejetted down notes and impressions.
Upon completing an interview, | began the trangmipprocess as soon thereafter as
possible, which allowed me to keep the informafr@sh in my mind. After each
interview was transcribed, | engaged in identifymgin themes. After the first two
interviews, | began this process concurrent welngcription as certain themes began to
emerge and became very clear. After all interviead been transcribed, | reviewed all
themes again and began to construct major thentesadegories using a coding chart to
track themes as they related to participants’ nesee. Data from the field journal and
researcher reflections were incorporated into tleasegories as well. Once these themes
and categories were developed, | engaged in mechieeks with four participants from
the study who confirmed the accuracy of the mdjentes presented in Chapter Four.
Trustworthiness

Trustworthy research can be described as beingndigfple and reliable. Several
works have addressed the need to establish trusivwess in qualitative research
(Akkerman et al., 2008; Guba, 1981; Shenton, 20@)ba (1981) suggested that in
order for qualitative research to be viewed agwoghy, it must address the following
aspects: “truth value,” applicability, consistenaypd neutrality. These specific aspects
were addressed in this study and are outlined below

Truth Value, Internal Validity, and Credibility. Guba (1981) used the term
“truth value” to refer to validity or credibilityThe issue of validity was addressed in this

study in conjunction with the understanding thdidity is relative and depends upon an
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individual's understanding of their experiences-this case how African American
women educators interpret their experiences i gwiool settings. As Guba suggested,
this study used “member checks” as means of testedjbility or “testing the data with
members of the relevant human data source groppS0).

Participants were asked to verify the themes puti@ah interviews as a means of
checking for accuracy of intended messages. Fanicpants (Sally, Susan, Chantelle,
and Rhonda) participated in member checks to qortfiat the themes accurately
reflected their meanings. During member checksigyaants shared their understanding
of the researcher’s interpretation. All particifsawho engaged in member checks agreed
with the presented themes. Susan noted that Iperiexces did not align with the
experiences of others, but acknowledged that dwleines were accurate. Sally
contacted me to share additional reflections thatred after the initial interview. Both
of these checks still indicated that the themesehserged were consistent with data.

Applicability, External Validity, and Generalizability. Guba (1981) used this
term synonymously with generalizability or extermalidity to address the concern that
gualitative research may not be generalizable. ptinpose of this study was not to
uncover generalizable understandings, but to ptekerspecific experiences that the
participants have had and how those experiencesrahelrstandings will help inform
literature on school counseling consultation pcasti To this end, Guba’s naturalist
perspective of transferability was used in thiglgtu“The naturalist does not attempt to
form generalizations that will hold in all timesdaim all places, but to form working
hypotheses that may be transferred from one cotdgeattother depending upon the

degree of “fit” between the contexts” (p. 81) et rationale for looking beyond
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external validity was provided by Malagano et 209) who asserted the following:
“because CRT is committed to illuminating the expreces of those who are
marginalized, there is less concern with both ttteraal validity required by traditional
research methodologies and the ability to generalhie study’s findings beyond the
immediate study” (p. 261). The idea of rejectingualitative study based on the
argument that it lacks external validity is viewaslan example of systemic process of
oppression within research.

Consistency and Reliability. Merriam (2009) referred to reliability as “the
extent to which research findings can be replicaed220). Guba (1981) pointed to
multiple realities, potential error from using humas instruments and “evolving
insights and sensitivities” as reasons to tolesatae degree of instability in results (p.
81). In other words, due to the large componetiumhan involvement and subsequently
potential human error that is characteristic ofligat@ve studies, the focus for this study
was not on replicating results on the same scahatam a traditional experimental
research protocol which exercises strict contr@raueasures. Rather for the purposes
of this study, reliability was addressed by ventfyithat the results are consistent with the
data collected. Merriam (2009) pointed out thankan behavior is dynamic, not static
and posits that a more applicable question shaeifthbt whether findings will be found
again but whether the results are consistent Wweldata collected” (p. 221). Guba
(1981) stated “the naturalist thus interprets csiesicy as dependability” (p. 81). To this
end, the focus was on consistency of results aedifspsteps were taken that

demonstrated that the results make sense congidagrdata collected as outlined above.
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Neutrality and Objectivity. | have asserted previously that this research study
does not aim to be viewed through the detachecegrisgmal lens of traditional research
methods. As outlined in the Research Design sectidhis chapter, CRT incites a
certain level of personal engagement in researdidastourse. Guba'’s (1981)
perspective of focusing on the confirmability o$earch, rather than requiring the
“certifiability of the investigator or his or heesearch” was employed in this study. As
such, | engaged in self-reflective practices thraug this study, and made researcher
biases known. In addition to being self-aware iafiéctive while conducting interviews,
| continued to be mindful of my bias during thealahalysis phase of this study. As |
used open coding, | was conscious of my own pasditd bias and, therefore, was able
to be attentive of how my experiences could hafleenced interpretations of participant
responses. Understanding that research is natteahprocess, | sought to be transparent
in how my own experiences as an African Americamao and educator might have
influenced the interview process, coding, or analggdata. Conducting member checks
with participants allowed me to make sure that thenelated to data were certifiable.

Additionally, trustworthiness was addressed by @yiply data triangulation.

Berg (2009) referred to triangulation as “combingayeral lines of sight” with the goal
of obtaining “a better, more substantive pictureaaflity; a richer, more complete array
of symbols and theoretical concepts; and a meawusrdfing many of these elements”
(p. 5). Triangulation strategies that were emptbiyethis study included the following:
1) coded results were shared with participantsragans to follow up with participants

to verify that their responses are accurately sharel 2) the researcher’s
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autoethnographic reflections and field work jousnakre presented as another

perspective.

Ethical Considerations

In full disclosure to participants, | identified s8if as a student in a doctoral
program at a Midwestern university, seeking to gatnd share the experiences of
African American women educators who work in majowhite public school settings.
All participants were given a comprehensive desiompof the study that included
specific procedures and intention of how the datbbe used to add to the understanding
of the experiences of African American women edusaand how that in turn may
inform future professional practices of school cselars. Participants were informed at
the onset of being contacted for participatiorhia $tudy that their involvement was
voluntary and they had the right to discontinuertparticipation at any time.
Participants were informed about the intent ofreisearch and the purpose of the study
and allowed to ask clarifying questions about tpanticipation.

Specific steps to increase participant privacy vesracted: potentially
identifying information was masked, all electrofiedd notes and interview data were
kept in a secure, confidential file that was passiwotected; and handwritten notes
were kept in a secure location.

Though little risk was expected to be involved participants, it was shared as
part of the IRB consent protocol that there mighglrisk for potential uncomfortable

feelings that might come from answering certainstjo@s regarding their experiences of
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being African American women working in majority isdhschools. Additionally, given
the sensitive nature of this research topic, | &xjgld the efforts | took to increase
participants’ privacy such as use of pseudonymsrameving potentially identifying
information. | anticipated that this may be of cem to some patrticipants given that the
number of African American women working as profesal educators is somewhat
limited in the location of the study.

Sincere attempts at anonymity were made in ordentmurage participants to
speak candidly about their experiences without éé@onsequences or retaliation.
Participants were asked to fully read the consamb fand were given time to ask
clarifying questions.

Chapter Summary

In this chapter | explained the methods utilizedaioswering the following
research questions: How do African American wongurcators experience being in a
crooked room? How are African American women intpddy their reality in
navigating both formal and informal roles withirhsol systems? How do African
American women educators successfully navigate ik in the public school system?
A rationale was given for conducting a qualitatiesearch study, as well as explanation
of the research design and the use of critical naethodology. Specific information was
provided on role of the researcher and participantd detailed steps regarding data
collection and data analysis. Finally, trustwardss, ethical considerations, and study
limitations were addressed. Detailed findings emerpretations are presented Chapter

Four and Chapter Five.
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Chapter Four
Results
Research has shown that African American womegatdts face unique
challenges and have distinctive experiences thgtimpact their roles, responsibilities,
and interactions with others (Bloom & ErlandsonQ20Mabokela & Madsen, 2007;
Patton & Catching, 2009; Revere, 1986). Therbasyever, a dearth of information in
educational literature that considers the perspestof African American women
educators working in predominantly white schootisgs. The purpose of this research
study was to explore the experiences of African Aca@ women educators. In this
study, specific attention was paid to the accooh#&frican American women educators
and their understandings of being inraoked roon(Harris-Perry, 2011), experiencing
double consciousness, and the implications theredheir citizenship, recognition, and
relationships within their school culture. Theldaling research questions informed this
study:
1. How do African American women educators experidmgiag in a crooked
room?
2. How are African American women impacted by naviggiboth formal and
informal roles within school systems?
3. How do African American women educators successhuligate their work
in the public school system?
This chapter presents the results, including thetmsemerged from the in-depth
interviews of 10 participants. Participants sharedr experiences of working in a

predominantly white school setting, including the@rspectives on the impact of race
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relations in their school districts. The resednstlings reported in this chapter are based
on the analysis of the following data sources: s&moctured interviews as well as the
researcher’s field journal and observations. Adddl reflections from the researcher are
presented in Chapter Five: Discussion.
Participants

As described in the previous chapter, all 10 pigdiats for this study self-
identified as either Black or African American wame&nging in age from early 30s to
early 50s. All participants were fully certifiedwcators in their particular content area.
The women who participated in this study were erygaioas school administrators,
counselors, or teachers at the time of their imtgvv Their years of experience in
working in public education ranged from 5 to 25ngeaSpecific demographic
information was purposefully omitted in an effartgrotect the confidentiality of
participants. Pseudonyms were used to furtheeptqarticipants’ identities.
Data Analysis

The interview segment of data collection spannédeamonth time period from
the first interview to the last interview. Dataadysis began immediately after the first
interview was conducted. During the initial tramgtton of the first interview, | began
the open coding process by remaining open to ityemgi any piece of data that may be
relevant to the study. As subsequent interview®wenducted, the transcription and
open coding process followed. Analytical codintioiwed the open coding process.

Analytical coding was employed following the fifstv interviews as categories
began to emerge. During the analytical coding pheategories were refined and related

to one another. A Critical Race Theory (CRT) apgtoto data analysis was
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intentionally engaged by utilizing grounded thetwyinterpret the perspectives and
voices of the narratives that remain unacknowledge@lidated and distorted in social
science” (Malagano, 2009, p. 259). During thigetaf data analysis, | reflected on the
narratives and searched for interpretation and mgahinally, during the selective
coding phase, categories were solidified and ppéant transcripts were again reviewed
to detect any further supporting details. By thd ef the eighth interview, saturation
had been reached in terms of themes, or broadar&edeing shared by participants.
Although individual stories provided unique detadsveral prominent themes began to
emerge and no new theme or categories were revatigdconducting interviews with
eight participants. After reaching a point of sation, two further interviews were
conducted with two additional participants to eestivat no new themes might be
uncovered.

Four major themes emerged as a result of engagitigeicoding process: 1)
Encounters with racismAfrican American women educators encounter expoessof
racism in their schools; Bacial acrobaticsAfrican American women adjust their
behavior to fit within their school environment$;Barriers: African American women
face additional barriers when gaining access toreawifating their roles in
predominantly white schools; Keep your eyes on the priz&frican American women
educators possess skills and traits that promaieess.

In reflecting on the organization of this chapted ghese results, it is important
for readers to note that social science researattan interconnected and overlapping
and, therefore, does not always fit neatly into prexzise category. Although broad

categories were created to share results in asiaegha manner as possible, it is noted
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that there are connections that run through eadgosy. Roberts (2010) suggested
using research questions to “clearly discuss ymglirigs and to maintain consistency
among chapters” (p. 174). Therefore, results egsgnted in detail below and organized
as they refer to corresponding research questions.

Themes Related to Research Question One: How do African American Women
Educators Experience Being in a Crooked Room?

The corresponding overarching theme related toréssarch question was:
African American women educators encountered egmes of racism in their schools
Two supporting subthemes were identified by paréinis as well:Being compared with
racial stereotypeandbeing subjected to microaggressiorfSpecific participant
responses are presented below as they explainedjlokxl, and related to the shared
experiences of African American women educatorgdimement in the crooked rooms of
predominantly white schools.

African American women educator s encounter expressions of racism in their
schools. The concept of the crooked room was presentedtail de Chapter Two and
the concept is offered again here for review. deedce, being in a crooked room
disorients those within the room when they are bamabd with slanted images. Specific
to this study, the idea of the crooked room wag&sged through stereotypes and
misaligned expectations placed on Black women. milsgecognition caused by slanted
images is represented within this study as pagipdiscussed their encounters with
stereotypes. Misaligned expectations are preseatedin this section through accounts
and specific examples of various types of microaggions they incurred in the crooked

rooms of their schools.
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Being compared with racial stereotypes. An inability to be seen and recognized
as a person of worth can have negative ramificatonan individual. Harris-Perry
(2011) validated this in her writing: “Craving regotion of one’s special, in-
exchangeable unigueness is part of the human eomit{p. 38). Harris-Perry addressed
the problem of misrecognition as it relates inigatar to African American women:
“These citizens face fundamental and continuingdts to their opportunity for accurate
recognition. Individuals denied access to the igulelalm or whose group membership
limits their social possibilities cannot be accahatrecognized” (p. 38). In other words,
African American women, as part of a being in agmaalized group, are challenged by
having their individual uniqueness appreciatedtti€@pants in this study shared their
experiences of facing misrecognition in their pssienal settings as portrayed through
the use of stereotypes.

Mammy As outlined in Chapter Two, the mammy archetyparacterized as the
“faithful, obedient domestic servant” (Collins, Z0(®. 10), is steeped in racist ideology.
In some instances, participants were confrontell dafpictions of stereotypes by their
coworkers. Chantelle reported her experience avitbworker sharing a story from her
childhood not as a means to offend, but erronecasigving that story would build
relationship with Chantelle:

[It was like she was] trying to force a relatiorskith me by telling me

about her black nanny that she had growing up... tloge she was to

her—like she was her mom. And I'm like, is shelgeelling me this

mammy story? And of course | had to sit there lamgrofessional ‘cause
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we’re at work! | wanted to ask her — how in thél hee you talking to me

about your mammy!? How could | ever identify wittat?

The above interaction demonstrated her colleagieep misunderstanding of
African American women by the coworker. Chantalledbworker lacked the cultural
sensitivity to understand that sharing a storyesfAfrican American nanny would not
serve well as a point of bonding with Chantelle, tagher created further distance. The
coworker’s inability or unwillingness to considéetcultural implications of relating
Chantelle to her nanny can be interpreted as maegligent or outright hostile.
Regardless of the intent, the outcome of beingesiibgl to her coworker’s oppressive
perspective was that Chantelle was exposed to pgygikal harm in her workplace.

In another situation, Chantelle was called mammug Byudent. Though it was
done in what the student believed to be a lovingmeg this nonetheless, represents an
example of misrecognition. Being compared or ref¢to as a mammy subjects African
American women to psychological harm via a hostidek environment.

Being seen as mammy holds deeper, professionaigfbbimplications beyond
the discomfort the target receives in moments afgarison or story-telling. In relating
the danger of the mammy stereotype, Reynolds-Debhk (2008) found that Black
women who were perceived to fit the mammy steremtypre less likely to be promoted
to more prestigious positions. Along these ligesticipants reported that they believed
the perceptions of how others—specifically admnmaisirs and evaluators—viewed them
as being capable only of operating in the rolewturer or caretaker negatively impacted

their opportunities for promotion. As Chantelld gu
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It's okay for me to be the mammy of these student8ut it's not okay
for me to call the shots. It's okay for me to ¢hk shots from behind the
scenes and getting everything done without the ¢itithe money.
Chantelle viewed this predicament of being changik the caretaking of students as
eventually leading into her exploitation.
... | feel used sometimes and exploited. | realindiwant to say that! |
really wanted to believe that wasn't the truthm having a hard time that
| have all these certifications, all these creddsti | have written articles.
| have worked with a variety of educators from edemary, middle, and
high school. People in St. Louis, people all ahercountry. And | can’t
get an assistant principal’s job because somebatpev'more qualified”
than me, but they haven’t done half the things khatdone. ...
Chantelle’s concerns of being exploited continugd the current school year:
They even wanted me, this school year, to run g dfw teachers can
send me questions and all this stuff about thisgthinat | started. And |
said in the conversation, “that would be great'hdever once did they
say they were going to pay me or give me an exita cbntract. ...they'll
bring somebody else in and pay them a lot of maaalo something like
that or to coach teachers or train them on somgthBut they want me to
do it for free. So that's why | say I'm gettingmaited. | didn’t want to
accept that because | have a good job.
Being seen as a caregiver is not necessarily dimedgait in itself. This

becomes problematic, however, when being seercasegiver becomes the primary
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responsibility of African American women educatarsl thereby interferes with other
responsibilities and opportunities.

Angry black womanPortrayal of African American women through the
stereotype of an angry black woman serves to digaad pathologize black women
who express the normal human emotion of anger ($iRerry, 2011). Participants
shared their experiences with not being able tly BHpress themselves for fear of being
criticized or being invalidated by being labeledaasrate, angry black woman.
Participants shared their stories of masking theger, even when it was warranted in a
given situation.

As Carol pointed out, stereotypes are a powerfuivator for adjusting one’s
own behavior:

| think sometimes when people are looking jushatdutside package,

their preconceived notions may play into thingsn always very

cognizant—I think I'm overly conscientious about n@actions to things.

I'll try to give you an example. Even if | try fond something

troublesome or bothersome to me, | try to make bdoa’'t come across

as angry Black woman. ... | want to be validated wuitth—| don’t want

people to be afraid of me. But | don'’t feel likeHouldn’t be able to

express how | feel about things. But I'm very nfiaf — like | don'’t let

my voice get too elevated. Or, | try not to commas as too harsh. Even

when I'm interacting with the kids, I try to berfirand still sounding

gentle.lt’s tiring sometimes to have to constantly thirkelthat!
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Carol was not alone in her frustrations of expagiieg being in a crooked room
built from the restrictive expectations of otheksara reflected on the differences
between working in her previous predominantly AdncAmerican school district and her
current school and recalled how she adjusted harapproach to addressing student
behavior to avoid aligning with a stereotype:

And here it [the expectation] is: “You need to smihore! You need to be

nice and warm.” And there’s that line between paiite and being weak.

| also feel like subconsciously, if | stop somebodyon’t want to come

across like Medea in a bad Tyler Perry movie! Betl like if | do that,

then it's “OH! Angry black woman!” Versus—just a¢hat your teacher

tells you. | tell my kids: | don’t scream, | doryéll, I'm not going to raise

my voice. But you know my expectations. If yoindaneet them, you're

out.

Both Carol and Kara experienced trying to adjustrtbwn behavior to avoid the
perception and judgment of others as seeing themotayy in a stereotypical, negative
manner. These accounts demonstrated the powesrebsypes to dictate behavior.

Chantelle’s experiences of being viewed as an aB@gk woman persisted even
when she tried to manage her reactions. Chameglerted that her coworkers expect her
to handle things like an angry black woman. Sipented that even if she did not
respond in a manner that could be viewed as haglibe angry black woman, her
coworkers might have still perceived that she ésahgry black woman.

They would like to see me as that. If ever anyghiappens, they put it in

there like | got ‘ghetto’ with them. They don’tgect that I'm going to
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handle something calmly. And then even when ltidey try to paint a

picture like 1 didn’t handle it calmly. “She didrsay anything! She must

be mad!” Did | say | was mad? | find myself saythat sometimes: ‘|

didn’t say anything. I'm processing...” If I'm reglpondering something,

why can't | have a thinking face? Why is that ee#t to you?

The implication of this exchange between Chantatié her coworkers
demonstrated how unfair expectations (specific#itig,expectation that Chantelle will
act as the angry black woman) pose another cha&ltrgAfrican American women to
exist in a crooked room. Chantelle was essentialhglered unable to express her
feelings in a safe manner, even if anger is waednif she expressed anger then she is
in fact viewed as being the angry black woman &edithite coworkers may feel
justified in continuing their perpetuation of tistereotype: i.e. she is angry, therefore the
stereotype must be true. Alternately, Chantellg nf@ose to hide her true reaction for
fear of being judged and viewed negatively, andiee her right to self-expression.
Either outcome leaves something to be desiredhdurgtroving the challenge for African
American women having to figure out which way isim@ crooked room.

Sally relayed a similar experience of coworkerggyto portray her as an
angry Black woman as she talked about her intenastwith a colleague as they
discussed student behavior.

| was working with a student and he was havinghilein another class.

A lot of time kids of all different backgrounds widwcome to me and want

to vent about what's going on in another classrodinat’s fine.

Sometimes | would give them advice on how to marevérd and not
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continue to get in trouble. Sometimes | wouldmitid would just listen.

But ...the teacher noticed that we were having caaten. | was done

talking to him and she came over and was reallgtugsout how he

would listen to me, but wouldn't listen to her. d\she made the comment

that it must be because | would get all up in higef ...It's that common

stereotype about black women and how they ... How ithieract with

kids. | guess... As a black female teacher—thiis kiou discipline

students. You get all up in their faces, you gellhem. You poppin’

your neck—or whatever the case... | had never doaiebefore! She had

never seen me interact with any kid in that way.t, that was her

assumption.

Sally’s experience of being in a crooked room ineal her colleague’s
erroneous expectation that the Sally was only &bt#tain desired behavior from
her students because she acted as an angry blac&nvo

Superwoman.Sometimes referred to as, The Strong Black Worttenmyth of
the superwoman is not necessarily recognized imaeglias a negative stereotype;
however, the pressure to perform at high levelarasy oppresses African American
women educators. Harris-Perry (2011) stripped atwayshiny packaging of the Strong
Black Woman and uncovered how this image is rootedisrecognition.

| will offer a theory of how the strong black womeame to function as a

racial and citizenship imperative for black womermelieve that the

construct of the strong black woman does not drgga empirical

observation of who black women actually are. lagdti is a racial and
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political construct emanating from the expectatiohAfrican American

communities and from the needs of the nation ttzehé black women in

very narrow ways. In the language of politicaldhsts, the strong black

woman myth is a misrecognition of African Americaomen. But it

creates specific expectations for their behavidhiwithe American polity.

(p. 21)

Harris-Perry challenged the idea that the superwoisia character that African
American women should strive to achieve to emuldiéne idea that black women are
supposed to be super-strong and invulnerableirsitas psychological distortion, which
encourages black women to believe that persistéemlrand gender inequality is
deserved” (p. 189).

This concept of the superwoman was shared in #aoh as several participants
cited this as a major issue they face in their slsholn three of the 10 interviews, this
was expressed specifically by participants’ resperie administrators placing unrealistic
expectations on them as new teachers.

Chantelle recalled several interactions in het fiesr of teaching that
demonstrated that she was expected to know howpiertty handle difficult student
issues. Though it is good to have high expectatianreasonably high expectations
without proper supports can feel overwhelming. r@ble expressed her exasperation
with this when she was asked by a veteran teadweishe should be addressing the
achievement gap. To which Chantelle replied: ‘h’td&now I've only been here two
weeks! ...l wasn't given the opportunity to be a nteacher. | was supposed to come in

and solve this problem that's been going on foyd&rs!” Chantelle went on to share an
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experience of students with challenging behaviemes being disproportionately placed
in her class rather than in other classes with festiglents.

Sarah also shared her experience of being a bmdeacher and being expected
to perform as though she had been teaching fordésca

When | first came, | was given initially what theglled the harder black

students. Because they thought that since | wasakf American | could

solve all the problems with the black kids by makihose connections.

And so initially that threw me—that all the mordfidult ones were

placed in my room because they automatically thoutite connections

would be made and | could solve all the world’sijpeans. | was 23. |

was a novice. | was straight out of college. Sofhe other seasoned

teachers probably had more experienced dealingheitfavior problems

than | did. But | still had that challenge befaone.

Gianna shared her account of being a first yeahtravhich had some of the
same elements of being overworked as Chantell&sareh. Gianna, however, reported
that she had a different response to the taskwabegiven.

| have to remind people that I'm a first year teaclout they don’t look at

me as a first year teacher at all. But the re#isanit didn’t bother me is

because | had so many resources before | gotdlsisgn that if | really,

really, really needed something, | could just g a@sd get it. In terms of

people holding my hand and all that stuff—nonehattt None of that.

But that’'s okay because | don’t want my hand ttélel. | want to jJump

into the pool and float to the bottom and push nay to the top! That's
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what | want to do. ... Because the only competition fiave is yourself.

If you can’t beat yourself you can’t beat anybotbeeaeally. But | enjoy

the challenge of challenging myself. I'm a seHrstr. I'll go workout on

my own. | don’t really need anybody to—I mean gieat to have

somebody, have a partner. It's very, very helpfldeeping you focused

and keeping you motivated. But | can start it.

Gianna'’s account demonstrated the external pressiiteying to meet the
superwoman myth. In addition, Gianna has interedlithe high demand and strives to
meet and exceed all expectations. True to thdioss nature of the superwoman
stereotype, trying to function as a Superwomamieggtive implications, as evidenced
by Gianna’s final statement: “sometimes | get tited

Finally, Lisa also spoke to the tribulations ofrzpexpected to deal with students
who had especially challenging behavior problefnsa shared her experiences of
working in a school that routinely assigned studevith behavior problems to the few
African American teachers. When asked if she thotlte reason was based upon racial
stereotypes, Lisa replied affirmatively, “that&e.” Lisa reflected on why the pattern of
her being assigned to teach students with behawviacerns:

...Ithink that one of the reasons why | get thera \&lid reason. | had to

learn how to be that teacher. | wasn't always tbather. ...l had to learn

how to do that. It's not innate. It's not becalisebrown. And of

course, if it is a tough brown kid, I'm getting the | already know.

Lisa summarized this experience succinctly; thosigh clearly is capable of working

with students who have behavioral challenges, “..etomes it burns you out.”
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Christina’s experiences associated with the sup@@avostereotype played out in
an interaction involving perceived disrespect frioen principal that left her feeling as
though she was unable to express her emotionghkgbe construed as a sign of
weakness.

And still hold my head up high and still say, “Ilderstand you don’t like

what I'm saying to you. | understand you don’eliwhat I’'m presenting

to you, but this is what our district says, so thishat | have to—this is

what we have to do.” And never once bow my heachpin front of

these people!

These portrayals of facing stereotypes shared hicypants clearly
exhibited Harris-Perry’s (2011) sentiment regardimg crooked room: “It can be
hard to stand up straight in a crooked room” (p. 29

Being subjected to microaggressions. The use of microaggressions contributed
to the construction of crooked rooms for particigarParticipants in this study
encountered microaggressions on a fairly regulaisbaMicroaggressions were
particularly important to consider and are discdsggenly below due to their insidious
nature. They are often minimized, but the impaxcth® recipient can be deeply
damaging. Sue (2013) presented three specifistgpmicroaggressions, which are
presented below with participant experiences thaimplified each microaggression.

Microassaults: Sticks and stones, et cetavéicroassaults are explicit verbal or
nonverbal attacks that are meant to convey biasleedmination (Sue, 2013). When
microassaults take place, there is no need to dghesatent of the perpetrator—the act of

aggression was meant to cause hurt and harm tec¢hment. Sarah recalled one such
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interaction from her early experiences in workingipredominantly white school
district.

So | was at an elementary school and they wereniistomed to having

Black people [as teachers]. So | was called tH&dtd a few times by

students. It was brought to my principal’s attentand she thought it was

no big issue. That | was taking it too much torhe@hat they were just

children.

In Sarah’s case, she was exposed to two diffeagetr$ of discrimination: the
first was being called a derogatory name by heatesits—this offense is obvious and for
most people it would be easy to understand hetadispre and outrage at the situation.
The second layer of discrimination that Sarah @rpeed in this situation is the lack of
support from her principal who essentially told&@ashe was making too big a deal of
being verbally attacked.

Microinsults: Did that really just happer®ue (2013) explained microinsults as
“unintentional behaviors or verbal comments thatvay rudeness or insensitivity or
demean a person’s racial heritage...” (p. 155). Migults are often subtle and leave the
recipient questioning the exchange; often recigieftmicroinsults are unsure of how to
explain what happened or if anything measurabléhdjgpen. As Lisa put it:

[There is a desire to] not put everything backaeer ...I try to find

another reason for it. ‘Cause | don't want to spath my life worried

about whether it happened because | was Black ethehit just

happened. | want to let it go.
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Participants reported various accounts of micrdtesas part of their experience in
working in a predominantly white school.

Sally recounted her experiences with being questidsy her white peers about
her ability to make purchases:

| took my tax return money and | bought a TV. &sdd that with my

colleagues about how excited | was. And that wasniflat screen TVs

were just coming out and they were super expensivghared that

exciting experience with them. And one teachal-sahe made the

comment—to another teacher, not even to me, “WMelly can she afford

that?” People would always make comments abongshi Material

things that | had. And not like clothes, or angthlike that. But, how can

| afford a TV or how can | afford the car that Isv@riving? Little things

like that—that to me have racial undertones. Bseawwhy wouldn’t | be

able? | work every day. Why wouldn’t | be ableptay for a car?
In yet another example, Sally shared her expergemceelling her colleagues about
buying her first home:

| got questions from one person: “Well, how can wfford your house?”

Again, “I work every day” is what I'm thinking in yomind. Over time |

just... over time of having to have these strangevermations with

people... I just told her | bought it with Monopolyomey.

This microinsult directed at Sally conveyed thedeid message that as a Black
woman, it was expected that she would not haventt@ns to make expensive purchases

such as a television or a nice car. By questionimghowing surprise at her ability to
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afford these items, Sally’s white colleagues inthdathat their underlying bias is that
Black people are poor and unable to afford amenitigally’s derisive comment stemmed
from frustration with being subjected to continaamments meant to denigrate her.

Microinvalidations: No offense, but Microinvalidations are “verbal comments
or behaviors that exclude, negate, or dismiss $iyehwlogical thoughts, feelings, or
experiential reality of the target group” (Sue, 20@. 155). In sharing her experience
with interviewing for a job, Rhonda encounterednbmiicroinvalidations and
microinsults in the same interaction.

When | was looking to move to [this area], | hadraerview at [names

area school district]. |1 had applied there andtlgcall from the principal

and he said—he was asking about my qualificatidts.said, “We think

we may know who we want to hire, but we want temiew you

anyway.” | was like, ‘okay...?’ So, | went in forghnterview. ...

And so he called me a couple days later and hdikegs'We were

actually really surprised. | didn’t think your erview was going to go

that well. And you actually almost made us chamgeminds about who

we wanted to go with.” He was like, “I'm just sorprised and | didn’t

think you knew all that.” ...

| don’'t know. | mean, | try to take it as a compdint because you just

want to see the best in things. But um, | dontikihe understood what

exactly he was saying. But | took the fact thalnhost made them change

their minds as a compliment. But | was like, ‘whadre you expecting

when | came in there?’
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Rhonda’s account exhibited the difficulty in deglwith interactions in which a
microinvalidation occurs—the perpetrator often doeseven understand that he has
done anything wrong. Presumably, in this instatioe principal may have believed that
he was giving Rhonda a compliment. By showing hipsse at her level of intelligence,
he actually, however, communicated his bias thaxpected Rhonda to be incapable of
fulfilling the position for which she had applied.

Chantelle encountered a microinvalidation from peenen they called into
guestion how and why she was hired.

‘You got this job because you're Black.” Peopleldhat to my face: ‘Oh

we know why they hired you.” And | would say, ‘whyCo-workers):

‘Oh, because we have a whole lot of Black kidat $chool.” (C): ‘Oh,

what does that mean? What am | supposed to datlwétbhildren?’ (Co-

workers): ‘Oh, | don’'t know, but we’re pretty suteat’s why you got the

job.” (C:) ‘Well, | got offered a job at the othechool too. And they have

black kids too.” It just sounded so stupid butsthevere real

conversations.

During the interview, Chantelle laughed as shelketahe interaction with her
coworkers. The seriousness of the situation bes@wielent, however, when considering
the potential harm endured to African American wamo are subjected to other
teachers and educators who hold this mindset.

Themes Related to Research Question Two: How are African American Women

Impacted by Navigating Both Formal and Informal Roles within School Systems?
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African American women adjust their behavior to fit within their school
environments. Although all participants expressed some levebtisgaction with their
current work and were able to identify some aspétteir work that they found
fulfilling, each participant also voiced varioushoerns about the challenging aspects of
their work as well. Sally’s account of her expedes of working in a predominantly
white school conveyed those opposite ends of thetgpm: “tumultuous at times... and
very, very rewarding at times.” Common themesteeldo an awareness of being treated
differently than their white colleagues were idgatl within all participant responses.
These differences were expressed through threeréiff subthemes: having to work
twice as hard, adjusting their behavior by playimg game, and feeling as though one is
under a microscope or on stage. All of these reaylt in having a limited opportunity
for self-expression.

Working twice as hard. Participants shared their experiences of havingaik
“twice as hard” as their white co-workers and sglteiving less recognition (in terms of
pay, appreciation, and opportunities for leaders¥ipch can translate into opportunities
for promotion). Sarah reflected on her experiesfogorking in her current school
district and the disparities that she feels:

It's been heart breaking... because | look at sonmayobther colleagues

who | don't believe work as hard as the other AinAmericans in our

district. They don’t have to prove themselves giene they walk

through the door. ...I'm tired of walking into thmsiilding having to

prove myself to someone who doesn’t even put enghtof the labor [that

| do].
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Echoing similar beliefs that African American womeawve to work twice as hard
as their white peers, Lisa shared a comment makertby a friend: “ ‘Sounds like
you’re hunting a bunny with a bear rifle.” ... [Yabjat's pretty much what has to happen.
If you want to be in high demand school distritihien you have to come with your bear
rifle.” In this colorful statement, Lisa exempéti a common understanding that many
African American women educators hold. In ordebéosuccessful in a predominantly
white school district, African American women mpsissess credentials above and
beyond those of their white peers holding similasipons.

Christina held the same understanding of havingeagquitable workload as
compared to white colleagues. “I've always fételi have to work twice as hard to get
the same respect or credit that my colleagues did.”

Playing the game. Almost all of the women reflected on how they taky racial
differences and being in the minority limited hdvey could express themselves in their
workplaces. Adjusting their behavior by playing tlame to fit within white spaces
emerged as a theme to mitigate the negative feethmg arose in these places.

Sarah discussed her false self that she presen@gpmtective layer between
herself and colleagues:

Everybody always seemed so happy all the timehdrBlack culture—

it's okay to say “l had a hard day.” To let it out.I've been in Black

schools and I've been in white schools. It wasydkesay “Look, I'm

tired! ...I had a rough night!” But here, | thinkvitas like {falsely

upbeat} “Okay everybody!” Pretending that the rougght wasn't there.

Pretending like my life was separate. Pretendag the things that |
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carried with me were not going on. And puttingtbis fake—"“I'm okay

with everything! ...And I'm not really concerned abb@nything. I'm

okay with the fact that you called me the N-worday! | will be okay!”

No. I'm not okay with that.

Sarah’s frustration was almost palpable as sheedh@er experiences of having to
pretend as though everything is fine when she &eedf detestable injustices. Yet, she
expresses an understanding that if she were ramttio this manner and adjust her
behavior, the outcomes would be more harmful.ightlof Sarah’s account, it is
important to address the relationship between psdd@al behavior and racial bias.

While it is expected of any professional workingameducational setting to
maintain a certain level of decorum—as exhibitedhyah—it is imperative to
understand that the stakes are higher for AfricareAcan women. African American
women educators in this study reported feeling, ttha¢ to their racial and gender status,
they were less likely to get a break for havingad day and were more likely to be
penalized for making mistakes. In other words,tevbbunterparts may experience
struggles with maintaining professional behaviod%0of the time and may be pardoned,
whereas African American women may feel lastinggjuént if their work place behavior
is perceived as anything less than perfect.

Lisa talked of learning from an early age thatvmce had little or no value in
certain settings. “I learned to censor myself fritn@ beginning...” Lisa shared how she
viewed this societal need for African American wante change their behavior as it

relates to her current professional setting:
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It's what's expected of us. It's the way it's alygabeen... We cross the

street because the little old lady is looking alikes we're going to steal

her purse. It makes her more comfortable. ...I tluné&r time we've

learned to make ourselves a little bit smallersy tfeel comfortable.

...It's just who we are... | keep quiet in meetings whéave stuff to

say...

In these examples of seeing how African Americamen adjusted their
behavior to fit their work environments, it is eerd that they had to give up part of their
right of self-expression.

Living under a microscope and living on stage. Participants reflected on their
incidents of feeling like all their actions werdrmgemagnified under a microscope and
shared their reactions to the scrutiny that folldw&imilarly to feeling like all their
actions were judged, participants expressed aeuaecaess that their minority status in
their schools made them feel at times as thoughwhesge under the spotlight.
Hypervisibility as related to the experiences ofiédn American women has been
previously explored. Harris-Perry (2011) statedks members of a stigmatized group,
African American women lack opportunities for acter; affirming recognition of the
self and yet must contend with hypervisibility ingeol by their lower social status” (p.
39). Similarly, Mabokela and Madsen (2007) conddda study of African American
male and female educators working in desegregaiiearlsan schools and found that
participants reported feeling as though they weghl visible, overly dissected, and
expected to fill stereotypical roles. Participantshis study shared their experiences of

feeling hyper visible in their predominantly whgehools.
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Lisa shared a perspective of being constantly veat@nd knowing that she
would likely incur judgment as well. “[A]ll your fdts will be examined under a
microscope.” African American women who are onéegf persons of color or in some
cases, the only person of color in their schodldings, are aware that they are highly
visible and stand out for being different.

Carol reflected on her experiences of “being thig one” in predominantly white
settings such as district meetings and notes homsefjuently, it affected her behavior.
Similarly, Chantelle reflected on her awarenesgeanfig hyper visible. “I need to always
be cognizant of what | say—how does that make k20 In this statement, Chantelle
addressed not only the awareness of hypervisipbity also double consciousness as she
tried to see herself through the eyes of others.

Chantelle acknowledged that her awareness of higileitity paired with double
consciousness impacted her behavior:

| don’t go out with them social (white males/adrstrators) even though |

could go and | know that’s when networking happescause

everything | do — they’re watching. What | drimidhat | order, how | eat.

How I interact with the waitress. What | am wegrinVhat time I'm

leaving. If 'm too about my kids that’s an igsulf | don’t show

pictures about my kids that’'s an issue! Everylgittiging | do is

scrutinized. In the building and in the district.

Chantelle’s frustration with the seemingly impos$sitask of managing her
hypervisibility and still meeting expectations @her was understandable as she

attempted to navigate her environments.
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Sally had a unique understanding of seeking balaeti@een hypervisibility and
being invisible: “...you have to engage — that's artant. Or you’re not really there.
It's too easy to become invisible if you don’'t saything. So, there’s a pressure to say
[some]thing.” Sally expressed here the challengassy faced by many African
American women as they try to seem personabldryéb maintain their own privacy.
As Harris-Perry (2011) stated: “This situation urmdimes the intersecting needs for
privacy and recognition” (p. 39).

Christina reflected on the toll that it takes tosbBlack woman in a sea of faces
that do not look like hers:

You know, it takes a lot of thought to make surergwvord you say

sounds the way it's supposed to sound. Thereds af lenergy going into

going to work every day. That you look the rigtdywyyou sound the right

way. That you wore the right thing. Because ynaw—a lot of people

can get away with a lot of things, but not you., Bo exhausted at the

end of the day... You get to make mistakes, but yanitdjet to make

certain mistakes that other people probably gefiven for.

Christina’s sentiments echoed those expressedhay participants. When you
are one of few people who look like you do, eyesraore frequently turned your way.
Unfortunately, these eyes are not always friendlgupportive. Or, as more simply
stated by Kara: “I think | feel a little bit mogriarded because | feel more watched.”

African American women face additional barrierswhen gaining access to
and navigating their rolesin predominantly white schools. Participants noted that

there are separate realms in which they operdtgnmal and informal roles. Encounters
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are presented below to demonstrate the challengksuecesses in gaining access within
predominantly white schools.

Navigating Formal Roles. African American women educators reported their
stories of gaining access to employment and reeoluhie experiences they had as a
result of their intersection of race and gendeavrntal roles regardinbliring, Retention,
andPromotionare presented in relation to hiring practices,rgtiention, and navigating
the pathway to obtaining promotions. As a pointebérence, all participants work in
districts that have goals to recruit and hire agapits of color. Informal roles are
presented at the end of the section.

Hiring. Participants shared their experiences of becommpgloyed in their
current districts and noted the entry points as asthallenges to entry points. Gianna
reflected on the political nature of hiring praesan her school district:

It's really political in this district. And the ken kind of thing is more

prevalent because there’s not enough [African Acagrieducators].

There’s just not enough. And the way that thegttre—they meaning

those that are in authority—are like... they're ois tiunt for qualified

brown people. ...am | a quota? Or a show piece? Vghi&t | would

rather just be known for a person and that | dadgeork and it doesn’t

matter what | look like.

Rhonda shared her belief that it was probably mféeor to be a minority teacher in the
current hiring culture in education.

| don’t want to admit that. | would like to thirtkat | got employed on

merit alone. But | know people have to meet quatasthey have to have
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a certain number of people. I'm African Americardd’'m a woman. So,

tick off two of the columns.

As patrticipants recounted their journey to beingdhin their current
predominantly white schools, the nature of conrdrates between overarching themes
manifested itself. In the case of Rhonda, shekspefinavigating the formal hiring
process and also alludes to struggling with micralilations.

Although all participants were employed in schastricts that advertise a district
goal to increase diversity among faculty, not alftgipants believe it the goal is genuine.
As Susan stated, “It’s lip service.” The distudiere she works stated that it is a priority
to hire minority educators, but Susan did not beettanslate into an actual increase in
the number of African American educators employed.

Sally shared some similar concerns to Susan’simg®f not seeing an actual
increase in diversity among professional educators:

Every year you see plenty of African American arglai candidates, but

then when you go to new teacher orientation, ittsdpminantly white, if

not all white. So, | know that it is a districtajdo have a diverse staff

that is reflective of the student population. B change is slow.

Extremely slow.

She went on to question the process even furtfeeeapressed her discouragement and
lack of faith in the system:

It can be just a little disheartening. | wouldéaw dig into this. Just what

is it that—'cause you can’t tell me that all of sleegpeople who come to the

recruitment fair are just not qualified for thesesiions. ... But you know
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all these white people are? What is the breakdawwhat is happening

in the screening process that maybe the applieaataot being sent to the

building administrators [for the next step in tippkcation process]? |

don’t know.

RetentionOnce African American women are hired in the disttihey do not
necessarily experience the option to sit back aag the rewards of having successfully
navigated the hiring process. Participants inshisly reflected on their feelings of being
constantly scrutinized, being highly visible an@usd how that impacted their sense of
job security. In particular, Sarah recalled a @sation she had with her supervisor that
left her feeling as though she was constantly latarprove herself:

My principal did say, ‘Well, | hired you becauseuy@ smart. We have

to show everyone that you're smart. ...I need yospteak up at staff

meetings and prove that you can speak. Provethahave background,

prove that you have knowledge. | want to demotesttavant to prove

that | didn’t hire you just because—' ... He nevest{glly] said

‘...because you’re a brown face.’ It was almost likew you have to

prove that you were good enough to be hired.’

Christina summarized her experience succinctlingigood fortune at
being hired, and the hard work she did to stay egga: “I think | was blessed in
the sense of getting into [my school district]. legsed getting in and I've
worked myself to death to prove myself. And | ththe right people have

noticed and | continue to pray for that.”
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Promotion. Throughout this study African American women edacashared
their experiences of how they came to work in pubtiucation and their hopes for their
professional futures. Lisa reflected on her uglrig and the high expectations and
seeking of educational and professional advancethahher family communicated to
her: “...they're always moving the goal post. Onoe ave reached one goal... And |
would venture to say that's how a lot of African Aritan women are raised.” Lisa’s
beliefs expressed that high achievement is a @llaancept. This, however, quickly
becomes a problem when African American womenrag@dces that do not recognize
their leadership skills. Lisa stated, “They dsee us as leaders or role models, or head
of the class. They only see us as the janitonsd ifs detrimental.”

Chantelle shared her experience of how adjustindpéleavior and limiting her
social contact with peers impacted opportunitiepfomotion negatively. “I don’t go
out with them social (white males/administratons@rethough I could go and | know
that's when networking happens.” Chantelle recogphithat networking opportunities
frequently take place during out of office timet bue risks of getting involved outside
the workplace may outweigh the potential benefé tluthe close scrutiny and delicate
balancing act of having to walk a tight rope whigre tension and slack is controlled by
others.

Chantelle shared her personal beliefs about thagabinature of hiring and
promotion that takes place in her district: “Theayn’'t have too many of us there.”
Chantelle’s comment suggested an underlying meattiege is a level of discomfort felt
if there are too many black faces in predominawtiyte schools. Chantelle expounded

further on her observations of the promotion pregeser district:
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Specifically Black females. African American males/e gotten

admin][istration] positions. They're in the goodl ddoys club. Black

females who know him (referring here to one blactenemployee, in

particular) say that he plays the role even thahghe’s more to him than

that. We (African American women) can’t do thate don’t get to do

that.

Chantelle’s reflection astutely shed light on thereased challenges that African
American women educators face when they seek adwzent in their employment. To
be black and a woman draws two strikes againsgls®en as a leader in a
predominantly white district where the majorityaafministrators and district leaders are
white males. African American women educators hastebeen afforded the same level
of access to as Chantelle stated, “the good old’layb.”

When reporting on their understanding of the patht@gpromotion, participants
shared their views on the obstacles to securindglship roles. Chantelle expressed a
general unwillingness to shed her genuine selftideand distort herself to fit in the
crooked room of administration:

| don’t know how it's supposed to happen. ‘Caulsednes that have

made it.... It's like you have to have a certairafde about yourself. ...

Like you can’t be your real self to make it to thatel!

Sarah also addressed the struggles of seeking pioomo her current majority white
school district, weighing the costs of becomingadministrator:

[T]o be honest, | have no desire to be an admatst{in my current

district]. If I had to work this hard to be a dasom teacher there is no
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way | would survive being an administrator ‘cause mhot willing to give

my life in the way that they would want me to givng life to prove to

them. | wouldn’t want to take an administrative jaroving to them over

and over. ... | believe in white districts it's hardo move up.

Sally spoke to her understanding of the pathwayeiag promoted in her district
and cited endorsement as a necessary compongarbfaption to take place. “...it
wasn’t until I transferred and got in with a diféet group of people who supported me
and ...recognized some talents | had that thingsestao shift for me.” Sally recalled a
specific committee she served on with some admatats and district leaders:

| feel like things started to shift at that poiritthink that had a lot to do

with it—being in those spaces [i.e. meetings withuiential

administrators and district leaders]. It has adado with the space that

you're in. |feel like I've had to make efforts itwsert myself into these

spaces.

Sally’s story aligns with the experiences of othéet indicate relationships with
others have a large part to play in hiring, retamtand promotion. These
accounts provided by participants called attentootie political and networking
aspect of opportunities for hiring and promotioatttake place in school districts.
Further reflection on this is provided in ChaptereRas it relates to implications
for school administration and hiring teams.

Navigating Informal Roles. Participants reported an awareness of being held to
certain unspoken expectations in place regardiagdles and positions they were able to

hold. Participants shared an awareness of cartepoken rules. For example, when
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there is a miniscule representation of African Aicean women in leadership positions in

school districts, the unspoken message is thak blamen are restricted to certain roles

within the school setting. The following participaesponses provided a perspective on
the role of being the Black Expert and the Blackl&sperson.

Black Expert.Mabokela (2007) posited that the Black Expert seterteachers
who were hired just to teach the black childrem Chantelle’s experiences, she was
often called upon to be the expert on all mattegarding teaching African American
students. Chantelle shared her experiences ofsheweacted after being told by a
coworker that she was “only hired to help the blkicls.” This message casts a doubly
damaging message. To Chantelle, it meant thatvalBeseen as valid only for a specific
population of students. The other message wadbltack students generally have more
challenging behavior issues and are harder to neanksigibokela and Madsen (2007)
found that “African American teachers prefer tontiy themselves as persons with more
general roles than just the ‘black expert’ who Wwaed to teach students of color” (p.
1190). Carol expressed this same belief as slveinéed her experiences of being valued
only when working black students. “...I'm like, anoly here for them? That's sad
because the majority of the school is not blact, vhat are you saying? Am | a
disservice to my non-black [students]?”

Black Spokespersoihe term of the Black Spokesperson was utilizecbtorey
the misinformed notion that one African Americamgo® can be expected to address all
issues related to the Black Community. By attengpto garner the support and input of

one Black person, the initiator effectively sileadbe voices of all other African
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American persons. One voice is seen as suffittergpresent the perspective all African
Americans. Examples of this were shared from sg\garticipants.

Christina addressed this in her account of beikgdso speak during a faculty
meeting on issues related to Ferguson and rad@redan her school: “[It] is the only
staff meeting that my principal asked me to cotitate with him.” Christina directly
attributed this to race and considers the messelg@adb this:

To me that sends me the message of ‘You're therexpbeing black.

You get to talk. Now, you’re not an expert in dngg else, though. You

don’t get to talk the rest of the year, but thig-esyou get to talk.’

In instances of having to navigate being callednujpobe the Black Expert to
black students or act as a Black Spokespersoneqmtron issues that are seen as solely
affecting black people, African American women wkzeed again with misrecognition
that implied they are valid and capable only inited areas. Knowing that this reality
does not stand as a self-truth, African Americameo educators are faced with the
challenge of resisting the force of the slantedswvafl the crooked room and aligning
themselves with their own truths. Concepts of #dvican American women educators
exercise influence in their professional settingg begin to address the disorientation of
being in a crooked room are addressed further ap€n Five.

Themes Related to Research Question Three: How do African American Women
Educators Successfully Navigate their Work in the Public School System?

African American women educator s possess skillsand traitsthat promote

success. Clearly the accounts of African American women edars painted a less than

ideal picture of their experiences of working irr@ominantly white schools. It would be



AFRICAN AMERICAN WOMEN EDUCATORS 151

misleading, however, to report only on the struggiEAfrican American women
educators and neglect to tell the stories of streagd resiliency that allowed them to
exist and, in some cases, thrive in their hostibelkwenvironments. All participants
shared their input on what worked to keep them gaae imperfect system and help
them stand up straight in a crooked room. Thraenton subthemes are shared below:
having support, awareness of protective strategies personal factors related to inner
strength.

Support: It takesavillage. Showing up to work every day in a hostile work
environment that sees you as “less than” takestaicdevel of grit and determination.
All 10 participants affirmed the need to have agupsystem to help them make
meaning of their sometimes tiring experiences @irtivork environments. Although not
all participants had the good fortune to have lgaicessible systems of support at
work, two participants did and shared their stori8sisan attributed some of her success
to working in a supportive department, whereind¢wleagues and immediate supervisor
had similar backgrounds, perspectives, and badietsit the importance of social justice
and diversity in education.

For me personally... | am surrounded [by like-mindedorkers]. And

beyond that | have people | can seek out readiM.is my go-to person!

He and | really click—sometimes we’ll be in a magtand just look at

each other across the table. ... And he’ll be tmgkhe same thing.
Susan pointed to a support network as a meansraj belidated in her work, even when
she is in the minority. Additionally, she spoketloé level of support she received from a

veteran African American teacher who she saw aseamodel:
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| have made a beeline to her office several tirmesyear. In ways that |

hadn’t before. ...I've had times where | have nomalgeto see students

and have gone to her and asked “can | close yoar?d¢for a private

conference).

Susan was not alone in her testament of needingughygort of others to find success in a
predominantly white school. Sarah also attribdtedcurrent success in education to
having the fortunate experience of working withAdncan American woman
administrator who acted as a mentor to her:

...she said she felt that my spirit had been crusimedshe felt that she

was here to help Black women. She had been threogie things as a

Black woman and here was a young girl whose dpadt been crushed—I

need to take her in. And as a result of that,shahere | started thriving.

Under her, | took off.

Sarah’s and Susan’s experiences of having theosuppanother knowledgeable
African American woman educator proved to be ailtto their success. The benefits of
having a mentor are further explored in Chaptee Fiv

Protective strategies. All participants recalled feeling the need to egygan self-
protection behaviors. The cross-relationships betwcategories in social science
research is noted here again as some protectiavioes have been addressed in
previous sections: adjusting behavior and playirgggame. Additionally, two prominent
themes emerged as being key for surviving in predantly white schools: maintaining

professional distance and knowing your rights.
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Chantelle outlined the steps she employed to ermirprofessionalism was
never called into question:

| do prepare a lot. | research. I like to be yeadwould say that | like to

learn. On my way to work, | listen to gospel musidike to arrive early,

before everyone else. | guess this is one of tinene—I have to appear

personable and available. And be very collaboeadid work with

everyone. Because if I'm too quiet, [people questhat] like “oh, who

does she think she is?” So, | get to work beforryone else so | can set

my day. And when other people get there, they coteemy room and

talk. Everyone likes to come to me. ... That's sdnmgf | have learned to

do. Before, my first year, | was getting theren@dutes before we had to

be there. People were like trying to make convtemsabout the

weekend, ‘oh, what did you do...?" I'm a work figggrson. I'm

supposed to work first and then | can socializeedd to make sure my

stuff is right and then | can socialize. But Irlead that | need to be

available.
Through sharing her approach to keeping a profeakgiance, Chantelle provided a
detailed account of the personal dedication sheodstrated to make sure she meets the
expectations of being approachable and accessidlevehout disclosing too much
personal information and still managing her workdo

Sarah directly addressed the need to know youtsighit relates to employment
and retention. In the same statement, she alde@dpdhe need to be vigilant in

maintaining a professional stance:
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...l know | have rights. And | know what the law saym very well

acquainted with how you can get rid of me and how gan’t get rid of

me. (laughs) My administration knows that too. y®a can’t come

around the back door at me because I'm very knaydalle about my

gualifications and what you haven’t done. So dpoint your finger at

me when you haven’t crossed ydig and dotted youts! And I've

crossed all mine and dotted every last one of mi@ause that’s one

thing I've been taught—Don't give them anythingloit give them

anything to fall back on!

Personal factorsrelated to inner strength. Participants also cited personal traits
and sources for finding meaning as factors thgidtethem successfully navigate their
roles within their schools systems.

Family of origin and upbringingThough all participants who participated in this
study identified as African American women, thgibtnging and familial experiences
were not identical. Participants’ experiencese@mwidely as they related to their
families of origin. The majority of the women imig study, seven of 10, reported being
raised in middle class families, and three expeedrgrowing up in working class
families. The neighborhoods in which participantse raised varied, ranging from all
white to racially diverse to all black neighborheodRegardless of their own
experiences, all participants acknowledged that firevious experiences played a role
in their current approach to navigating their pradwantly white environments. For

example, Kara stated that she felt attending agonathntly white suburban high school
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provided her with some level of background knowkedgd prepared to work in her
current school district.

Similarly, related to family of origin, several paipants credited their internal
sense of personal strength to stemming from tlaenilfal roots. Gianna shared that she
received tremendous material and emotional supgpbrotigh messages from her family:
“you always want to carry yourself to a higher esteperiod.” Additionally, Gianna
attributed important life lessons on surviving e twvorkplace as coming from her
mother: “...my mom has always taught me that: Yausibess is your business. It's
separation of church and state. Big time.”

Susan attested to the positive influence her psutesnd on her sense of personal
strength:

It's that | just believed in myself enough. My eats really fostered that

in me. You know, your parents tell you [that] ycan be anything you

want to be. | don’t know that | so much believedttbut, but | did feel

like | could do whatever | wanted to do. ...Obstackere something that

other people put in place. ...l grew up believingowing that. ...l want

to say that | knew who | was as an African Ameritemale. Because we

had books, we had artwork that looked like me.

By being raised in an environment that valued AfiniéAmericans through literature and
artwork, Susan was exposed to a counter-narrdtatehielped her foster a strong sense of
self.

Likewise, Lisa shared a similar experience of hg\a strong sense of her identity

as an African American despite being raised inea@minantly white neighborhood:
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Both my parents are African American. They've alwalentified as

African American. We had the Ebony Encyclopediashe coffee table.

...my mother... had a strong sense of herself andaggense of being

African American. And even though we grew up jpredominantly

white community, that was still very much part diowe were. We were

still Black.

This strong sense of racial awareness providesiateonarrative to the stereotypes and
misperceptions of being in a crooked room.

Self-AwarenessParticipants also spoke of their own awareneskef sense of
personal strength without mention of having gaitresl from their families of origin.
Maturity and lived experience were often pairechviiitis growing sense of personal
strength and appreciation of self. Rhonda reftbotethis: “The older | get, the easier it
is for me to speak up... I'm just more calm. Morenéortable with myself.” Lisa, who
will retire in just a few years, described a coossidecision to not try to measure herself
up against the expectations of others. I justtget! of feeling like | was on pins and
needles the whole time. Trying to feel like | metneone else’s expectations... and
always feeling that | didn’t.”

Focusing on the greater good—I do it for the kitissa shared that her ability to
remain focused on her purpose as a teacher ishetzg her navigate her work
environment. “When a kid is in my classroom, It to...l try not to let our
relationship with their parents be what keeps ramfteaching their kid.... | try to be

above it all.”
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Focusing on the greater good—I do it to keep thevecsation going.Sally
reflected on her sense of duty to increase diwensibher school as why she pushes
forward in her role as a rising educator:

| feel like in regards to where | work, | also féigke | can’t not be here.

Because there’s also risks associated with notwgrik a predominantly

white school district.... If | don’t go and do it,e¢h somebody else is

gonna feel that way and not try. ‘Cause for meglveas something that

pushed me to go for it. But for somebody else, pus occupying that

space might give someone else—another person af askason to

try....It's like you have to be there, ‘cause if ysuhot, change will not be

able to occur.
Chapter Summary

This chapter presented the themes that emergetifterviews with ten African
American women educators. Direct quotes refletttedesponses from participants and
provided specific supporting detail. The followifayr primary themes emerged from
the selective coding process:

1. African American women educators encounter expoessof racism in their

schools.

2. African American women adjust their behavior towithin their school

environments.

3. African American women face additional barriers wigaining access to and

navigating their roles in predominantly white sclsoo
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4. African American women educators possess skillstaaits that promote their
success.
These themes generated implications for profesEamarking with African American
women educators. Recommendations, discussiom;amdusions are presented in

Chapter Five.
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Chapter Five
Implications, Recommendations, and Conclusions

In this study the personal accounts of 10 Afriéamerican women educators,
participants, and myself as principal researcheres] stories of working in
predominantly white public school systems and askire specific challenges, hardships,
joys, and triumphs that emanated from being praseiis field of work. This chapter
provides a summary of the findings of the studyragdses important implications,
conclusions, and recommendations for future rebe@lated to this topic. The
information and discussion provided in this chapterdirectly related to the findings
and themes presented in Chapter Four. The infwmptesented in this study reflected
the views of unique individuals and, although mmat be generalized to all African
American women, the information is important founselors, counselor educators, and
professional educators.
Summary of Study

The purpose of this research study was to exph@aexperiences of African
American women educators working in predominanthytevpublic school districts.
African American women working in these educatiasettings faced unique challenges
and thus had distinct experiences that may imbaat toles, responsibilities, and
interactions with others in that setting. Given dlearth of research in counselor
education literature, the following interpretaticared recommendations are made in order
to broaden our awareness regarding the experi@fiddsican American women, and to
explore ways in which we as counselor educatordearthange agents as practitioners,

administrators, and consultants.
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I nter pretations of Findings

Chapter Four addressed the following four primagntes that emerged from
participant responses:

1. African American women educators encounter expoessof racism in their

schools.

2. African American women adjust their behavior towithin their school

environments.

3. African American women face additional barriers wigaining access to and

navigating their roles in predominantly white sclsoo

4. African American women educators possess skillstemts that promote

success.

African American women educator s encounter expressions of racism in their
schools. This strong, direct statement concisely summarizesundamental problems
faced by African American women educators who worgredominantly white schools.
Readers are urged to recall again that this stua/nmot designed to create broadly
generalizable results. That being said, readeremcouraged to acknowledge that this
statement reflects the personal truths of all pigints in this study, the researcher
included. Itis necessary to see this as trutherahan hide behind the inclination to
deny that racism exists in schools.

Stereotypes and Microaggressions. African American women educators are
likely to experience the disorientating effectdefng placed in a crooked room when
they work in predominantly white school district&frican American women educators

are challenged to stand up straight when they &eenognized and viewed as mammy
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or an angry black woman, or are pressured todintiold of the superwoman. The
misrecognition that follows being seen in a steneical manner stifles the right of
African American women to have true self-expressia¢hen African American women
are seen as a stereotype, they risk being robbtek @hance to define themselves and
instead are burdened with the negative perceptboghers. Predominantly white
schools are susceptible to infestations of stepmutyoeliefs if there are not counter-
stories to these misperceptions. Increasing diyeaimmong professional educators raises
opportunities for the sharing of counter-stories.

African American women educators working in predoamtly white schools are
likely to face a myriad of microaggressions throogfitheir careers. In addition to
facing stereotypes, African American women educatoay be challenged about their
gualifications, their professional abilities, onnthey came be employed in certain
districts. These confrontations can disrupt thesseof citizenship, or feelings of
membership, that African American women educatogsadle to experience in their
school settings. Recalling that establishing girmoarking relationships in schools is a
critical aspect of cultivating a positive schoahwhte, it is imperative that school
administrators and school counselors are dedi¢atbdlping all members of the school
community feel that they are welcomed and that thedgng.

Navigating a hostile work environment places a m@erable amount of stress on
African American women. This stress may jeopardimeprofessional lives of African
American women and compromise their job securityicl, in turn affects other major
life areas, such as health and socioeconomic stdtusying to stand up straight in a

crooked room by battling stereotypes and microaggyoas, African American working
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in predominantly white schools are actively pushagk against oppressive expressions
of racism.

African American women adjust their behavior to fit within their school
environments. Participants reported feeling as though they wetduily able to be
themselves in their schools and that they engagethsking behavior to downplay
differences. These differences were expressedghrthree different themes: having to
work twice as hard, adjusting their behavior byypig the game, and living as though
one is being scrutinized under a microscope. d@laegustments in behavior may result
in African American women educators being limitadheir self-expression.

Working TwiceasHard. African American women educators are faced with
certain burdens as we navigate environments franghtobstacles that threaten our
successes. Participants shared experiences afghvivork twice as hard as white co-
workers. A few participants shared views on thec#fr gender differences for African
American men and women. Two participants exprespatdons that black men have a
harder time than black women, navigating througiteybublic schools. The remaining
participants did not share the same sentimentpbiaed that African American women
have a harder challenge than African American malésversing the educational
setting because they do not have male privilegegss®d by African American men.

This constant battle of having to balance workingé as hard and not earning
the level of recognition that is deserved shouldd®emplated from two different
perspectives:1) Why is this happening? 2) Whatleeassociated outcomes or costs of
this happening? Under the first line of questigrirVhy is this happening?—I urge

counselors and counselor educators to considertheept of stereotype threat as it



AFRICAN AMERICAN WOMEN EDUCATORS 163

applies to this situation. Steele and Aronson@98) definition of stereotype threat,
“being at risk of confirming, as self-charactedsth negative stereotype about one’s
group” (p. 797), holds useful application in thisdy. Counselors and counselor
educators should be aware of internal dialoguesattealikely taking place for African
American women as they battle against stereotypsAtfrican Americans are lazy and
undeserving. Additionally, Steele and Aronson pedrout that individuals confronted
with stereotypes and managing stereotype threataxjggrience anxiety, internalized
inferiority, and the threat of being treated inersotypical manner. In these cases,
African American women educators may feel the neaegspond to this pressure by
working twice as hard to prove they are anythinglazy.

The second layer of consideration in addressingadisés to African American
women educators who press themselves to work tgdsard can be further examined
into two distinct areas: 1) impact on self andn@)act on others and the work
environment. The impact on the African Americamvam educator who is working
twice as hard in her work environment is likelyo® increased health risks (physical
health risks of African American women were addeedss detail in Chapter Two).
Additionally, there is an increased level of strassociated with working twice as hard,
yet not being recognized for this work. In reflagton the impact on others and the
work environment, | urge readers to recognize isalious nature of systemic racism
and its perpetuation. African American women wogkiwice as hard to achieve
recognition and find success in predominantly whfaces are engaging, to some extent,

in propagating this cycle. As African American wemseeking professional success, we
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are faced with a seemingly impossible task—to fitjetsystem in a manner that allows
us to stay in this space, but not be absorbed ssgssed by it.

Playing the game. When placed in an environment that sees us asr;bthe
African American women often experience situationhich we adjust our behavior as
a means of experiencing less harm. Although esprem different ways, the underlying
message is clear: we must change ourselves ifam o fit the systems in which we
work. These adjustments take many forms: editumgwmrds obsessively, self-censoring
of our own voices, keeping professional distanc@rding ourselves from fully getting to
know colleagues, carefully considering the riskspédaking or not speaking in most
settings and then cautiously monitoring what weaay to whom we say it. Counselors
and counselor educators should be aware of thé/agiact on individuals who
continuously engage in this highly stressful setfaimoring behavior: lack of freedom
for self-expression and losing a sense of onesalfresult.

Living under a microscope and living on stage. Participants reflected on
incidents of feeling like all their actions weredrgeviewed under a microscope and
shared their reactions to the scrutiny that folldw&imilar to feeling like all their actions
were being judged, participants expressed acuteeawss that their minority status in
their schools made them feel at times as thoughwlege in the spotlight. In schools
where there is little diversity among professiostalff—in particular teachers, principals,
and counselors—African American women are highgyble. As a result of this
hypervisibility, we often feel the sense that dlbar actions are on display for all to see

and judge. In attempting to reduce or avoid judgin@e may engage in adjusting our
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behavior and actions. This sense of hypervisjbdéan take a toll on our health and
decrease the sense of well-being and belongingdfmpen our work environments.

The implications of having to continually monitarcaadjust behavior to
meet the needs of others can be detrimental te&frAmerican women. As we
adjust our behavior to make others more comfortdblét our environments, or
to reduce judgment from others, we run the rislosing a piece of ourselves.
Counselors and counselor educators must be awdhne pbtential interplay
between being highly visible and adjusting behasmas to avoid scrutinizing
judgment. The duality of being in an environmdrattsees us in a lesser light
than we see ourselves is problematic in the séragettinfringes on our access to
freedom of self-expression. Additionally, sinceegs to this space is directly
related to employment and livelihood, it is everrencritical that we are able to
navigate our places of work successfully. Thik timemployment is further
explored in the next section.

African American women face additional barrierswhen gaining access to
and navigating their rolesin predominantly white schools.

Navigating Formal Roles: Hiring, Retention, and Promotion.

African American women educators in this study esped an awareness
that race plays a role in obtaining employmentredpminantly white school
districts. Participants presented unique ancedanarratives of their experiences
in gaining and retaining employment in their regpecschool districts. Some
participants saw their racial diversity as a bemneafifactor in securing

employment. Three participants, in particularjdedd that their status as African
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American women had a positive effect on being hkiredpecially in school
districts that held a goal of increasing racialedsity among professional
educators.

This perceived advantage did not, however, aut@alftitranslate into
sustained advantage for African American womert esated to retention and
promotion. Participants reported feeling as thag to continuously prove
themselves as deserving of their positions througtieir careers. This sense of
having to prove oneself may result in African Ancan women educators
experiencing increased levels of work related stegsl anxiety. Relatedly,
Casad (2016) asserted that stereotype threattisydarly relevant to personnel
selection practices and as such, parties involweddse processes must be aware
of the potential negative effects on individualtobging to the stereotyped group.

Though racial identity alone cannot be isolatethassole impeding factor
for obtaining promotion, all but one of the pagi@nts who actively sought
promotions cited race as playing a role in beingspd over for a promotion. It
may be the case that minority status may haveiaalipositive impact on being
hired, however, it may have a detrimental impacipfarticipants seeking
promotion. This is evidenced by disproportionatatyall numbers of African
American women educators holding leadership posstio predominantly white
school districts. Participants were acutely avedrine lack of racial diversity in
administrative and district leadership roles. Bleing other African American

women in positions of leadership throughout thestratt discouraged some
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participants from believing they could hold admirasive roles within their
current school districts.

Finding success as a professional educator regifresn American
women to be able to successfully navigate processated to hiring, retention,
and promotion. Counselors and counselor educaterarged to be familiar with
the intersection of racial and gender status ardgen employment. Stereotype
threat, as addressed previously, has wide-readmplications for African
American women educators and has relevant apmicatithe area of personnel
decisions such as hiring and promoting. CasadgpRa@dserted that individuals
experiencing stereotype threat may perceive theg Fewer options for pursuing
leadership positions. Career counselors, in pdaicare encouraged to reflect on
the findings presented in this study and develofhéwr competency and
supportive practices to counter the harmful emati@md psychological impacts
of discriminatory employment practices on Africamérican women educators.
The practices may include facilitating substanteaversation about stereotype
threat and its existence and impact in the worlgld8y acknowledging the
reality of stereotype threat and validating induats’ associated feelings to this
threat, an affirming foundation is set for furtltareer counseling.

Navigating Informal Roles. In addition to managing their formal roles and job
descriptions, African American women educators fivay themselves engaging in duties
that are not part of their official job duties. gaging in extra duties is not unique to
African American women educators; however, the ifigatature of these duties

arguably are more apt to be imposed upon AfricareAcan women.
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Black Expert. African American women are more likely to be sasrhaving
expert knowledge on the insights and inner-workioigafrican American students.
Related, in part, to the mammy archetype, theeelslief that African Americans,
women in particular, are experts on decoding Afriéanerican children. There is
certainly some validity to this relationship; howeythe issue of relationship is not the
issue. Harm is imminent when African American wonage only invited to
conversations about black students. Additionahtemded harm may be done to white or
other non-black educators if they are asked to asge so the “expert” can weigh in.

Black Spokesperson. Similar to the black expert being asked to opgak to
issues about black students, African American woarerbeing denied their rights as
citizens when they are disproportionately askealdress black issues. To clarify, the
issue is not that our opinions should not be reaesather this should not be the only
time that our input matters.

A primary harm done to African American women emtocs being pulled into
conversation as a black expert or black spokespassithat a message is sent to African
Americans: you are not in control of when your womatters, you are only needed when
there is a “black issue.”

Implicationsfor Practice

African American women educators who work in predantly white schools
experience a unique set of challenges and engatjferent behaviors and actions in
order to successfully navigate their way througlygtem that routinely discriminates
against and oppresses them. This generates sewptalations for counselor educators

and other stakeholders.
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African American women educator s encounter expressions of racism in their
schools. First and foremost, the fact that racism existscimools must be acknowledged.
| previously asserted that as a Critical Race Th€ORT) researcher, | take the personal
stance that action is required! In other wordBop¥ang the rules established to keep
racism working is not a good plan to stop racidy.employing a CRT approach, an
initial first step is to acknowledge there is algemn. As part of this, individuals must be
aware of their own biases and beliefs about rddeee specific CRT tenets are reviewed
and applied to this study:

The challenge to dominant ideologVhis study challenged dominant ideology by
presenting the voices of African American womenaoadors who have been
marginalized in the work environments. CRT po#itt the concept of objectivity does
not exist and that upon closer inspection, theemigiequitable agenda that leaves the
dominant culture in a position to benefit. Counseducators are urged to challenge
dominant ideology in their own spheres of influebgeraising awareness of how one
culture may benefit at the expense of other, matgied populations.

A commitment to social justicdt is my stance that racism and discriminatiom ar
indicative of larger, macro system issues thaia#se acted out on an individual, micro
level. Therefore, readers are prompted to devisleip own personal, as well as
professionalCRT based action plans that lead to “eliminationagfsm, sexism, and
poverty” and “the empowerment of subordinated mtgaroups” (Solorzano & Yosso,
2002, p. 26). In addressing macro level issuashselors and counselor educators are
urged to be cognizant of institutional policieshint their workplaces that perpetuate the

subordination of marginalized groups and to thée &kction to challenge and dismantle
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said policies and practices. In addressing mievellissues of racism and discrimination,
counselors and counselor educators are prompideMElop a personal agenda that
incorporates professional growth in the area oédiity. Since counselors are situated to
have the opportunity to act as social justice adteson an interpersonal level, it is
imperative that they have an appreciation and sggemulticultural awareness.

The centrality of experiential knowledg€ritical race theory appreciates and
embraces the importance of storytelling. Reader®acouraged to reflect on the value
of storytelling, as evidenced by this study, imaling marginalized groups to speak their
truths in their own words. Counselor educators @nuhselors are prompted to explore
how storytelling can be used within their practasea way to help marginalized
individuals realize the power of sharing their &sr

African American women adjust their behavior to fit within their school
environments. As a counselor, | am concerned with the emotiondl@sychological
well-being of individuals and thus understand tbeeptial for harm to be incurred when
the individual alters herself to fit a crooked eoviment. Hence, | have determined the
following needs must be addressed: safety andcegelfession.

Beyond thinking immediately and solely of physisafety, the psychological
safety of African American women educators mustdiesidered. African American
women educators face psychological and emotiorrah ehen they are constrained in
environments that fail to recognize them as indigld and subject them to stereotypes.
African American women educators have the righteedom of expression, yet may not
feel that this is so when others who hold powehair environments scrutinize their

actions and wait for a misstep or mistake.
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Both of these needs can be addressed by creafmgsaces within their schools
that provide a haven. Examples may include phismaces (having “own space”-
classroom or office and being able to close a dooemotionally safe spaces — such as
being with allies or supportive colleagues.

African American women face additional barrierswhen gaining access to
and navigating their rolesin predominantly white schools. Opportunities come from
being in the right space. Professional endorsemplags an important part in being
considered for promotion. More specifically, psgmnal endorsement can be described
as a job candidate being endorsed or supported bgtablished, valued member of the
school community. Individuals who play a part inrfg processes can be instrumental in
helping African American women gain access to eyrmplent and promotion
opportunities. School districts that are genuirsahgcere in their efforts to increase
diversity among their staff are challenged to cdesthe entirety of this study and apply
meaningful changes to their hiring practices. 8pmadly, it is necessary to consider who
is present in making decisions about hiring posicie

African American women educator s possess skills and traitsthat promote
success. African American women possess an impressive capfaristrength, as
evidenced by the ability to incur injustices andtoaue to strive for recognition. |
propose that there is healing power in the streagthresiliency demonstrated by
African American women that can act as a meansaeerthe increase awareness of the
issues faced by African American women educatdise need foSister Keeperamong

African American women educators is reflected mwords of Harris-Perry (2011):
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“these women heal the wounds of misrecognitiondayriing to see themselves reflected
through the empathetic eyes of other black womea sttare their experiences” (p. 52).

Following this affirmation of the power held by Afan American women to
speak to and address their own needs, | proposenfiiementation of mentoring
programs wherein veteran African American womercatiurs mentor newer African
American women educators and help them navigateeth@n of predominantly white
schools. Such programs may be beneficial as thay participants to make the time to
share stories, which act as counter-narrativesigesided dominant narratives.
Additionally, there is power in the unification wbices - a reminder to one another of
who we are, from where we came, and where we aeédue By partnering with a
veteran mentor, African American women educatorsbEjoined in a mutually
beneficial partnership where both parties staraeteefit.

The intended primary audience for this dissertatigncounselor educators and as
such, much of the discussion of implications armbmemendations is geared toward
these professionals. Nonetheless, these ovardlhfijs are also relevant to professional
counselors who may work with African American wonestucators, school
administrators, including leaders in charge of gssfonal development, and school
leaders involved in hiring practices.

Administrativeimplications. Lack of administrative support was cited as a
significant concern by several participants. Adsthators who are truly concerned with
providing a positive environment for black teacheeed to consider the level of
support—both emotional support as well as matsupport and resources—that they

provide to professional educators. Administratatsst be aware of their own
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perspectives and beliefs surrounding racism andeafgtion of diversity and how their
attitudes impact interactions with staff. Throwgbrking on their own development in
diversity and multiculturalism, administrators dactome more effective in creating
trusting relationships with teachers, counseland, @her professional educators.

Two participants cited feeling that their statushiscan American women (recall
the mammy stereotype) led to their classrooms beisgroportionately composed of
students, often students of color, who exhibiteallenging behavior concerns. In some
instances, administrators may believe they are dstrating their confidence in the
ability of African American teachers by placingdtats with challenging behaviors into
the classrooms of these educators. Administraiees to be aware, however, of the
impact and possible unintended consequences ofatigns—potential teacher burnout
and disrupted learning for all students in thasstaom. Therefore, administrators are
urged to engage in meaningful, collaborative dismrswith teachers.

School administrators must be aware of the relahgnbetween African
American women educators and low educational pedoce issues with students of
color. When we intentionally and directly confrdms$torically racist systems and
discriminative practices that exploit marginalizgddents, we are then better equipped to
address the factors that contribute to discrepanniacademic success. Boser (2011)
reported that “teachers of color serve as role isdde students, giving them a clear and
concrete sense of what diversity in education—armdsociety— looks like” (p. 1).
School administrators are urged to understandnipeitance of this relationship in
increasing the performance of students of colortard commit to increasing diversity

among professional educators in their schools.
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Unexpected Findings

Expressions of internalized oppression. During the course of my interviews, |
encountered, quite unexpectedly, expressions efffiatized oppression from more than
one participant. Assuredly, | understand the cphaad know it exists, but | was caught
off guard that | would encounter it in my interviewith professional educators. This
then alerted me to a potential bias that | hadyabexplored. As | reflected on this, |
became aware that | held the belief that perhapiegsional educators would be immune
to chains of internalized oppression. | becameraweat | had been assuming that
exposure to higher education (all participants pss®& degree in education and hold
professional certification) would translate inteegder self-awareness of how we, as
African American women, are negatively impacteddgism and ensuing internalized
oppression.

Personal Impact. Even now, as | prepared to end my journey to detaghis
dissertation, | was struck again and again abowtrnach this research had affected me
personally. Having heeded the stories of numepaaple who shared with me their
experiences of conducting research and developpegsonal connection with their
research, | felt prepared to experience shiftingreles of excitement, frustration, and
stagnation. | was not, however, truly preparedtierwide range and depth of emotions
that | felt during interviewing other African Ameen women educators. | have reflected
countless times on the sense of responsibilityltfes! in honoring the stories shared
with me by the women who participated in this studyrican American women have
been woefully misrepresented or effectively omittiedughout the history of this nation

and | want to ensure that this study provides anttnarrative that demonstrates
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respect, appreciates the courage, and honors a@svoln short, | end this study feeling
the need to ‘get it right”

Ferguson. This work seems incomplete without at least noemtig the impact
that incidents in Ferguson have had on pushinge@ations regarding race to the
forefront. The civil unrest that erupted in FergusMissouri in August 2014 following
the death of Michael Brown, an unarmed young blaek, acted as a catalyst to bring
conversations about race to the forefront of nafi@md international attention. Covering
the full story of Ferguson is beyond the scopéni paper, however, for further
information and awareness of the importance of &g to this study, readers are
encouraged to seek further information in the wafrBamala Rogers’ bookerguson Is
America: Roots of Rebelliq2015) In the majority of interviews and interactionsttha
had with African American women educators, sometimnaiwas made in regards to
Ferguson and the impact in schools. In the wakéoduson becoming an international
news story and at a time when “Black Lives Mattgafd signs are proudly displayed by
some, this study is very timely. Our nation seaimspt ready to embrace, at least
expecting conversations surrounding race. | havaelered the timing of this study and
at times felt as though | could not finish fast eglo—pressing to finish in this span of
time when conversations about race are finallyifigch place at the table. As race
relations in our nation become more highly pubicdzhrough media outlets, it seems
likely that even more conversations about the ihp&cace in multiple capacities will
become necessary.

Limitations
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There are limitations associated with any reseatatly and specific limitations
of this study are addressed here. It is impot@nbte that, since the primary focus is the
experiences of African American educators who worgredominantly white public
school districts, the present study included onput from African American women
educators who work in school districts where thgomiis of students and faculty are
white. In the area surrounding this city, there school systems where the population is
majority African American—for both students andffstdt is important to distinguish
between these different schools as the experiesfogican American women educators
was likely to differ in these settings.

The expected sample size of this study was 12 featticipants and ultimately
turned out to be 10 participants. The purposéimhiasic qualitative research study was
not to produce generalizable results, but rathexfore an issue—specifically the
experiences of African American women educatorskmgrin majority white school
settings. The number of participants may seemldmabme, but may also be seen as a
strength of this study because the results praaidescriptive set of experiences that may
be suggestive of other African American women'’sezignces. Additionally, it should
be noted that saturation was reached at eightpaatits and two additional interviews
were conducted to confirm saturation had been eghch

Another limitation of this study was that | am {rencipal and only researcher
who conducted interviews and analyzed data. Thowgds transparent in my roles as
both a researcher and a participant by recordisgipte biases in the fieldwork journal,

it is important to acknowledge that this study dad have another researcher or research
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team present to act as a system of checks anddesladditionally, | operated on the
assumption that all participants responded opédmgestly, and accurately.
Recommendations for Future Research

Future research may include considering relatipssbetween African American
women. While conducting interviews, | became avadreifferences between
participants in terms of their willingness or comfim engaging in interviews. During
my self-reflective process, | pondered possiblsaea for this. One such reason may be
related to participants’ racial identity developrmematum (1992, 1998) discussed the
impact of racial identity development as it relateshe ability of an individual to engage
in discussions of race and discrimination. Onesiixds reason for a marked difference in
the account of one outlier, who denied race hamaact on her, may be traced back to
her racial identity development. Individuals wheva not engaged in deep work on
uncovering their own thoughts and beliefs about thwn racial identity may be less apt
to engage in discussions about race. The insistehindividuals who deny that racism
exists may be explained by under-explored raciattity development or their own lack
of awareness regarding expressions of internabpgdession.

Another possibility to be explored is that of tedaships between African
American women. Historically cast as characteas tnnot be trusted, there is a certain
level of mistrust that may be present between Afridmerican women colleagues. |
invited more than 20 women to participate in tleisgarch study and in the end conducted
only 10 interviews. Some lack of response was ubhtialy due to factors such as being
too busy or not having time. It may be of consegee however, to consider what role

vulnerability and suspicion played in this. | gdkiat it may be important to contemplate
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what it means for an African American woman to alleerself to be vulnerable while
still receiving messages that she must strive ta gperwoman. Suspicion of discussing
issues about race openly may be a natural reaiciitaome African American women
who find themselves in environments where theysareounded by people who view

them as other or less than.

Final Reflections of Resear cher

As noted in Chapter Three, this research was ingmaautoethnographic study.
Throughout the course of my dissertation journdngue kept a field journal recording
observations as well as my thoughts, feelings,taedries about this work. This has
been a long road and | have felt at times thatd veady to stop the process and at times |
did—even if just long enough to come up for air aaglain focus and my purpose for
delving into this line of study. Engaging in CRE8search is both a daunting process and
a rewarding one. This work requires confrontingeran a manner that unapologetically
calls out racialized transgressions and acts ofeggon. In doing so, | have been met
with varied responses ranging from reluctance asgtance to full engagement and
enthusiasm. In addition to raising awarenessherst | have also reflected on my
growth and noted how my views have changed. |rataed that it is imperative for me
to engage in my own self-reflective process anatyecaware of my own biases as |
expect others to do the same. | share here #teefitry in my field journal from over

three years ago.
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October 14, 2012. Starting the dissertation joyilmegan with my initial
thoughts over 3.5 years ago when | interviewedHs program. | have
developed so much deeper in my thinking about sp@éce and the
achievement gap than where | was originally.

At the onset, | did not want to write about blackits and issues because
| wanted to be taken seriously. Yes, | really gjiniLthat. | am just
beginning to understand how deeply internalizedomy oppression is. |
did not want to associate myself as a scholar wiikesvonly on black
issues or issues of race. Yet, I'm writing abatltiavement gap, which
consistently begs the issue of race be broughtup. sense, | was
aligning myself as a “good Black person”/a “goo@&{” who would help
other Blacks to overcome obstacles and achieve.

My focus was to “help” students by helping thent'¢peod Blacks” also.
So, how have | hurt students by this practice yhg to get them to
conform to a crooked room?

| do want to get something personal out of thiseligation experience-
beyond the obvious goal of ending/finishing the @oal degree program.
| started this Ed & Race class somewhat accidgntalit it is where | am
meant to be. | have already gained so much frasnctass. | initially said
| was taking it as a fun class, as a “therapeuttet’ for myself, and it is
truly serving that purpose—all joking aside. | getting to a place where
| am able, willing, and enthusiastic about disaugsny experiences with

racism.
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Ending thought: | have a picture of myself fromdengarten that | keep in

my office and | often look at this picture and inregthat | am working in

a manner now (protective, providing safety, cafmgetc.) that | wish

someone would have worked with me and for me.

In my first entry, | reflected on several elemethist have repeatedly surfaced
during my dissertation topic development stagerdiiure review, and researching stage
as outlined in the sections below.

Messagesregarding race are delivered early and repeatedly. My
understanding of race and how to discuss race—oe axcurately how to not discuss
race—was solidified by meaningful interactions tighout my life. Initial messages
came from my family of origin who personified gopéople—upstanding citizens, well-
educated educators, and God-fearing people. Audhditimessages came from my
progression through predominantly white spacdsarhed early on that conversations
about race were to be avoided in certain arenasy-+iaele others uncomfortable, or
worse—they made a target out of you. | do not miré or dismiss the fact that | was
raised by people who experienced sanctioned raftisthand. In this sense, |
understand and appreciate why a parent wouldheit thild to remain silent if called the
N-word. | think it is perfectly understandabledact in a manner that you believe will
keep your child safe. | have grown in my underditagn of social action and now also
understand that though there are times when siign@ur voice is necessary for safety;
there are times when speaking out against injustscpist as necessary for survival.

Racial awarenessisnot static. My understanding of conversations about race

has developed and continues to develop. | hawsrgno my understanding of and
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willingness to engage in difficult conversation®abrace and | believe others are
capable of this growth and development as wellar@e comes about when several
circumstances come together: a need for changeagnized, involved persons engage

in the work of bringing about change, and old syst@re challenged. | believe that all

of these factors are present in the current edutalystem. There is a need for change as
educational inequity is seen in access to eductr@sources and disparities in
performance. There is a growing body of educatorsmitted to engaging in work that
will bring about change and previously marginalizettes are binding together to enact
change. Old systems to approaching educationeangl labandoned as evidence emerges
to show they lack effectiveness to reach and sahgroups of students.

I nteractionsregarding race do not exist in a vacuum. My actions affect the
actions and outcomes of others. In the above gwmtry | specifically address the
impact of this body of work on students. | knowttktudents look to me for examples of
what to do. They watch my actions to help thermftineir own ideas and choices. In
addition to students, others are affected by raedlinteractions—African American
women, other persons of color, and white colleagiMg sister colleagues may need to
lean on me and | on them. If | do not speak ugiresj microaggressions committed by
white colleagues—whether purposefully maliciousnarely negligent—then white
coworkers lose an experience to challenge theikihg and behavior. If | simply let a
racial injustice go, let it slide, then | must coies the potential impact it has on other
persons of color as well. By not confronting ratisve become part of the problem.

Action isrequired. As an African American woman, it is not enough rice to

sit back, play by the rules of those in power aagéehthat | will be viewed by them as
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deserving and will be uplifted and rewarded. $estthe ‘good black girl’ card out the
window. If the saying goes “Well behaved womemsel make history”, then | adapt
my message for myself to: “Well behaved black worseldom make a difference.” In
other words, following the rules established togkescism working is not a good plan to
stop racism. | recount here, the call to actiarcfdical researchers:

Whereas traditional researchers cling to the graitaf neutrality, critical

researchers frequently announce their partisanstifge struggle for a

better world. Traditional researchers see thek s the description,

interpretation, or reanimation of a slice of realiwhereas critical

researchers often regard their work as a first tterd forms of political

action that can redress the injustices found irfigié site or constructed

in the very act of research itself. (Kincheloe & IMecen, 2003, p. 453)

At this juncture, | claim this study as my firsegttowards political action by bringing an
increased awareness to stop the gross injustiaesdive been reported by African
American women educators.

Engaging in racialized work has an emotional impact. Talking about race and
confronting racism can be emotionally taxing. Bessaof this, people often avoid
conversations and disconnect themselves from theeps. | view this relationship
between emotions and avoidance as a key intersdati@pplying the direct, engaging
practices of CRT to counseling. The following satiaddresses exploring this
relationship.

As a professional school counselor, | understaadrtipact emotions play on

behavior. Generally, people engage in what feetglgand avoid what feels bad.
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Talking about race issues tends to feel bad fort mesple. We receive messages that
reinforce this—it's impolite, it's tacky, it's hutdl, it's better left unspoken. Reflecting
on the CRT practice to expose and confront imb&siod power, | address the role of
emotion in this study with intentionality. | purgefully implore readers to give sufficient
pause and consideration to the role emotions playr interactions with each other. In
an early draft of my dissertation, | opened thisgreby recounting the reactions | get
from people when | talk about my dissertation toffReople tend to roll their eyes and
disengage from the conversation, or they lean th tine intent of furthering their
understanding. This paper is dedicated to thoseledm in, but | hope some of the
rolling eyes rest on this discourse as well! kasthat we must acknowledge the feelings
that are invoked when race related issues come apniversation and when race issues
are actively or passively avoided in conversatitins no longer enough to follow our
juvenile tendencies to avoid what feels bad angt engage in what feels good. When
the conversations about race get tough, we mawalloselves to step back to recharge,
then re-engage, but not to permanently retreat.

Reflections on the resear ch process. First and foremost, | revere this study as a
powerful healing process for me and the participavito graciously shared their stories
with me. Sharing your personal narrative and beirgpntrol of one’s own story can be
empowering. Too often in our daily operations,iédn American women are cheated of
the ability to share their voices in a manner tiators their value and worth.
Completing this study provided a space for opentarest communication to take place.

My feelings about this study are overwhelminglyipes and affirming, yet there

are other facets that must be shared as wellhésake of full disclosure. At times,
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engaging in interviews felt emotionally heavy.ddeessed previously that dealing with
racial issues can be laden with complex emotioittllis. As | engaged with the
participants, | felt a sense of sisterhood and eotian with these women. Even if our
backgrounds and perhaps, specific details differedgonnected in our understandings
on the culture of our current work spaces. Witthaaterview, | felt a deeper sense of
responsibility to share the stories of these Afriégamerican women in respectful ways
that honored them. Before beginning interviewsas very familiar with research
protocols that pressed the importance of protegangcipants’ identities. By the end of
the data collection phase, | felt revolving wavéba&ng cognitively and emotionally
joined with these women. At numerous times thraugltata collection and analysis, |
reflected on how deeply my dissertation title, ‘MAny Sister’'s Keeper” resonated with
me and made sense on a fundamentally spiritual. lé\aan grateful for the opportunity
to share our stories and honor voices and to cmlédb with women who are actively
engaged in this work.
Conclusion

From the onset of this study, | have made theragsehat African American
women educators encounter a unique set of chakengleroughout this study | have
made several claims that outline some of thosdeariggs. It should be clear to readers
that many complex dynamics must be considered wiweking with African American
women educators and that at no point will a siagleroach be adequate to address all
issues. |implore all constituents in public sdheystems to abandon searches for a
quick fix and engage in the process of engaging wthers from backgrounds differing

from our own for the purpose of seeking true unaeiding.
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Additionally we must be willing to challenge oulkgss to engage in a genuine
self-reflective process in which we are open taragkurselves what role we play in a
larger systemic problem of perpetuating oppresaihracism. Our work in examining
social issues is not complete until all voices lbarheard and valued. The treatment of
African American women educators is both aboutlbl@omen and also about other
marginalized groups. As we increasingly take pathe work of dismantling racism by
refusing to ignore social problems, we provide ggéo move this process forward. The
collective effort of numerous constituents worktogether enacts exponential energy to
produce a reality in which previously silenced wsi@re honored and recognized for

their valuable input to fixing a broken system.
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Appendix A: Consent

Division of Counseling and Family Therapy

. . One University Blvd.
Unl_VCI'SltY_ St. Louis, Missouri 63121-4499

of Missouri Telephone: 314-516-5782
St.Louis E-mail: llf9ac@umsl.edu

Informed Consent for Participation in Research Activities
African American Women Educators

Participant HSCovabNumber

Principal Investigator Phsne Number

1. You are invited to participate in a researchigttonducted by elia Flagg and Dr. Brian
Hutchison. The purpose of this research is to heae about the experiences of African
American women who work in public education.

2. a) Your participation will involve:
» Being interviewed by the Project Director, Lelia§d). During the interview you will be
asked to respond to questions about your expesemnoeking as an educator in a public
school system.

» You will be asked to take part in a one-on-onerinév. The location of the interview
will be a location that is convenient and comfoleair you.

Approximately 12- 15 participants may be involvadhis research.

b) The amount of time involved in your participatiwill be approximately 1 hour
and not longer than 2 hours. You will be askepdadicipate in one interview, but
may be asked for clarification on your responsesezsled at a later time.

3. There may be certain risks or discomforts assatmaith this research. They may include
experiencing uncomfortable feelings that might cdroen answering certain questions.

4. There are no direct benefits for you participgiin this study. However, your participation
will contribute to the knowledge about the expetesof African American women
educators and may help inform practices relatetiversity and employment in school
districts.

5. Your participation is voluntary and you may choaseéto participate in this research study or
to withdraw your consent at any time. If you wamtwithdraw from the study, you can
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contact me at: lilyfb@gmail.comr 314-686-8728.You may choose not to answer any
questions that you do not want to answer. You M@IT be penalized in any way should you
choose not to participate or to withdraw.

6. By agreeing to participate, you understand amdeathat your data may be shared with other
researchers and educators in the form of presenséind/or publications. In all cases, your
identity will not be revealed. In rare instancesgegearcher's study must undergo an audit or
program evaluation by an oversight agency (sugche®ffice for Human Research
Protection). That agency would be required to na@mnthe confidentiality of your data. In
addition, all data will be stored on a passwordgeted computer and/or in a locked office.

7. If you have any questions or concerns regarttirsgstudy, or if any problems arise, you may
call the Investigator, Lelia Flagg at 314-686-802&he Faculty Advisor, Dr. Brian
Hutchison at 314-516-6093. You may also ask qoestdr state concerns regarding your
rights as a research participant to the Office @darch Administration, at 516-5897.

| haveread thisconsent form and have been given the opportunity to ask
guestions. | will also be given a copy of this consent form for my records. |
consent to my participation in theresear ch described above.

Participant's Signature Date Participant’s Printed Name

Signature of Investigator or Designee Date Investigator/Designee Printed Name
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Appendix B: Interview Protocol

1. Please tell me about yourself and your backgroualadifying: demographics:
racial and gender identity, age range, etc)

2. Please share your story about how you began workieducation. (clarifying:
path to becoming an educator, years in the fielthtwgrade level, current
position)

3. What have your experiences been in working in dgrenantly white school?

4. What were your experiences in your family of origagarding race (clarifying:
did your family talk about issues of race (stasksn color, expectations, etc)
when you were growing up?

5. How do you see your status as an African Americaman impacting your
opportunities for recognition (personally, professilly, etc.)? (clarifying: do you
feel that your race and gender have either positimenegatively impacted your
employment opportunities?)

6. How do your experiences of race, gender, sexualliyity, class, education,
and/or religion impact your role as an educator?

7. What would you describe as the challenges you éxpss when there are no
other or few other visible models who “look likew/an your work environment?

8. Do you feel you can be “yourself” in your educatibeetting? Please explain...
[Further prompts: When? With whom? If not, whatydu feel prevents this
from happening? What would need to happen in daterou to be able to
express yourself?]

9. Please share your experiences of being heard atsgbool? Say more... Do you
feel you have a voice? In what aspect? In all sgshef influence? With all
audiences?

10.What, if any, challenges have you experienced amisg your voice, or being
heard?

11.Please share any additional comments, future ceraidns, or parting thoughts.
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