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ABSTRACT
Allen, WlliamL. MH Master of Humanities Program Wi ght
State University, 2007. The Dem se of Industrial Education

for African-Anericans: Revisiting the Industrial Curriculum
i n H gher Educati on.

The purpose of this study was to exam ne the causes that

| ed African Americans to resist industrial education higher
education, which ended industrial training prograns in
predom nantly Bl ack col | eges and universities during the
1920s. Three key factors hel ped create this reform
nmovenent: 1) the death of Booker T. WAshington; 2) the

i nproved educational |evels of African Anericans; and 3)
the rise in aspirations of African Anericans to expand the
benefits of higher education. The loss of the Gvil War
caused a reorientation of southern and econom c conditions.
Newl y freed slaves had to be granted citizenship.

Sout hern Whites were nore concerned with rebuilding the
South while holding onto the power. Several key characters
energed as | eaders within the debate of African Anerican
education during the | ate 1800s and early 1900s.

Arnstrong, Washi ngton, and Jones were anong the nmany

supporters of industrial education, while DuBois and M| er

i1



supported the argunent of the liberal arts education for
African Americans.
Three research questions addressed the issues

surroundi ng the ideol ogy of African Americans’ education:

(1) What role did hegenony and ideol ogy play in African
Anerican education and how did they influence Booker T.
Washi ngton’s and W E. B. Dubois’s position on how African
Aneri cans shoul d be educated; (2) Wiat was the Bl ack

i deol ogy of African American education; and (3) Wat was

the White ideol ogy of African Anmerican education?

v
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Chapter | —ntroduction

Thi s study exam ned the causes that |ed African
Americans to resist industrial education in higher
education, which ended industrial training prograns in
predom nantly Bl ack col | eges and universities during the
1920s. Three key factors hel ped create this reform
nmovenent: 1) the death of Booker T. WAshington; 2) the
i nproved educational |levels of African Anericans; and 3)
the rise in aspirations of African Anericans to expand the
benefits of higher education.

I ndustrial education in the America has been credited to
Eur opean educat ors and phil osophers. Chief anong them was
educat or Johann Heinrich Pestal zzoli (Harlan, The Mki ng of
a Black Leader 63, Louis, Biography of a Race 123).
Pestal zzoli believed that “inpression resulted from
expression” (Barlow 22). The applications, theories, and
concepts spelled out in books coal esced effectively in the
m nd of students if they took these theories and applied
themto real acts.

H storically, the European Industrial Age eventually
phased out the tradition of apprenticeship as the chief

means of transferring knowl edge and | abor practices to a



younger generation. Larger numnbers of skilled | aborers were
needed as market demands and capitalist anbitions grew

| nstead of one-on-one training, investnent was placed in
schools with specialized training prograns. Students cane
fromworking class and poor famlies, and they becane the
future | abor resources for their given trades. Their | abor
often hel ped al |l eviate econom ¢ burdens of the institute
(Barl ow 26-28). These ideas eventually nmade it to Anerican
shor es.

The history of industrial education in Black higher
education began with the end of the Cvil War and the
North’ s increased influence on the South. According to
historian David Leverin Lewis, the victorious North was
ahead of the South econom cally. The North had grow ng
urban centers of diversified manufacturing and industry,
along with agriculture in its rural areas. Wth growth cane
t he emergence of business tycoons and captai ns of
i ndustries such as financiers Ceorge Foster Peabody, Andrew
Carnegie, and oil nagnate J.D. Rockefeller, all of whom
pl ayed i nportant roles in education funding. They assenbl ed
| abor forces nunmbering in the thousands who built their
lives and homes near their places of work. These factors
nmer ged together and spurred the gromh of the cities.

Soci al services, such as public education, were needed to



help with the demands placed on the urban environnents.
Money was generated through local and state tax dollars
along wi th donations from busi nesses and private citizens,
t hus establishing the public school system (Lew s,

Bi ography of a Race 117-118). According to Panela Wl ter of
| ndi ana Uni versity, northern states had practiced fundi ng
school s through property taxes since thel820s (Walters 39),
which attracted freed African Americans to the North.
However, the prospective African American coll ege student
of the 19'" and early 20'" century did not have total access
to hi gher education. They were conpelled to go south to

Bl ack institutions (Thonmpson 49).

The South had subsisted on slave |abor and agriculture
for its economic vitality and seceded fromthe Union to
preserve it (Lewi s, Biography of a Race 118). The | oss of
the Gvil War destroyed that system and the southern
states had to rebuild under the thriving North's economc
system The affluent White planters who survived were
concerned first with thensel ves and mai nt ai ni ng order
(Wornmser 32). Therefore, priority given to education had
been m niscule up to that point. Any avail abl e resources
for education went to underprivileged Wiite children
(Wal ters 39). However, because of the passage of the

Morrill Act in 1862, the South was obligated to help



educate the mllions of poor, illiterate ex-slaves
(Hunphries 3). The Morill Act spurred the founding of many
| and- grant coll eges across southern states after the G vil
War. Although the act did not exclude academ c training, it
did explicitly state the purpose of “teach[ing] such
branches of learning are related to agriculture and
mechani cal arts, in such a manner as the |egislatures of
the states may be respectively prescribed.” (Christy 3).
The climate of Reconstruction made it possible for
Sanmuel Chapman Arnstrong to establish the Hanpton Nornma
and Agricultural Institute in 1868. Chapnan was a forner
Union of ficer who spent tine with the federal governnent
agency, the Freedman’s Bureau, working to clothe and
educat e ex-slaves (Harlan 60, Litwack 61, Wrnser 43). He
| eft the bureau and to found Hanpton by receiving financial
and material assistance fromthe Anerican M ssionary
Associ ation and private contributors (Harlan 61). Arnstrong
i npl enented a curricul umwhich conbined mlitary training
exercises |learned while serving in the arny during with
vocational training |ike he had observed while grow ng up
in Hawaii (Harlan, The Making of a Bl ack Leader 58-61).
Hanpton’s curricul umwas beneficial to its students in
the years following the Gvil War. According to Harl an

adm ttance to the school was probably not as financially



burdensone as other institutions, as the institutes fanous
pupi |, Booker T. WAshington’s “sweeping exani denonstrated
(Harl an, The Making of a Black Leader 61). Hanpton’'s

i ndustrial curriculum provided the naintenance of its
facilities, which cut expenses, while at the same tine

rai sed noney through student |abor, as its student-operated
farm generated, where many students managed to earn their
way through school. Only the nost economically distressed
students with little or no outside support had problens
adjusting and could not conplete their studies, which
occurred on many occasi ons (64-65).

Hanpt on’ s acadeni ¢ courses included readi ng, natural
phi | osophy, math, spelling, noral science, and granmmar
(Harl an The Maki ng of a Bl ack Leader 63). However, it was
the trade courses that were the backbone of the school.
Students were offered courses in trades such as printing,
pai nti ng, shoemaking, farm ng and janitorial services. If
students already had skills in a given field, they stayed
in that capacity and their work often paid their tuition
and provided that service to the school (Harlan 65-66).

Mor eover, wonen may have found thensel ves in the Boarding
Departnment or the Grls Industrial Departnent which
i ncl uded occupations such as sewi ng and donestic worKk.

Bi bl e study and citizenship courses al so acconpani ed these



courses and served as the phil osophical basis of the self-
hel p doctrine on which manual |abor rested (Watkins, Race
and Education 41). Harlan argued that Hanpton’s schedul e
“remai ned unchanged for twenty years” (The Making of a

Bl ack Leader 61, 63-66), making it one of the nost |asting
progranms in a Black university and coll ege.

Hanpton’ s industrial education curriculumwas intended
to be apolitical. Arnmstrong believed “Bl acks shoul d abstain
frompolitics and civil rights” so that industrial training
had no interference (61). He was credited wth persuadi ng
Washi ngton to disregard thoughts of careers in mnistry and
| aw. Arnstrong convi nced Washi ngton that he would be nore
effective as a | eader in teaching and pronoting industrial
education. Washington, in his Atlanta Conprom se speech in
1895, reinforced that idea (Harlan, The Making of a Bl ack
Leader 61, 206-207) and patterned Tuskegee Normal and
I ndustrial Institute in 1881 on the inspiration given to
hi m by Sanuel Chapnan Arnstrong, thus pushing his
institution to the forefront of the Black industrial
education novenent.

In addition, nost liberal arts colleges dedicated to
African Americans had not been in existence very |ong
bef ore Hanpton opened its doors. W/ berforce had the honor

of being the first Black college when it was founded by the



Met hodi st Epi scopal Church in 1843. In 1857 it offered its
first college degree. Wl berforce also had the first
African Anerican coll ege president, when Dani el Payne
assuned the position in 1867 (Appiah 1993).

Li beral arts colleges such as Wl berforce, Fisk, and
Howard Uni versity taught el enmentary education and a m ni ma
amount of coursework found in industrial institutions in
their early years. However, the founders believed in higher
education for African Anericans. Their ideas of the
capabilities of African Anerican students differed from
that of Arnstrong and WAshi ngton. According to Joe M
Ri chards, the founders of Fisk intended for the school to
be a college. They could not teach at a college |evel
i medi ately after the Confederacy’s surrender because
African Americans had been barred from education while in
bondage. Coll ege courses were not offered until four
students nmet the requirenents in 1871. Fisk’s normal school
program becanme an incubator for its college (R chardson
123-125).

Many courses taught at the Black |liberal arts coll eges
wer e based on progranms taught at predom nately Wite
institution. Several foreign | anguage courses, including
Greek, Latin, German, and French, were offered (R chardson

125). In addition, courses in astronony, history and



political science were avail able. These courses were

i ntroduced to students at various stages through the
standard four years of education. Both the industrial
school and the liberal arts college had Bi bl e study.
However, the liberal arts colleges such as Fi sk and Howard
proposed to produce well-educated m nisters by opening

t heol ogi cal departnments (125). In these colleges, Bible
study was not just intended for noral uplift, but for
intellectual acquisition.

Just as the social, geographical, and econonmic factors
af fected students' choices for attending an industri al
school, these factors also affected the liberal arts
col | ege-bound student. The background of students at the
liberal arts college varied little fromthose at the
i ndustrial schools initially. Wen black coll eges opened,
the students ages ranged “from seven to seventy”

(R chardson 124-125). Many were illiterate and econom cally
challenged. In the early to m d-1880s, the average coll ege
student was in his/her md-twenties (125). By that tine,
Fisk was taking in better educated students that cane from
both underprivileged famlies as well as the Black m ddl e
class. WE.B. Du Bois attended Fisk only through the
generosity of the citizens of his honetown. O her students

were the sons and daughters of “privileged donestics,”



bar bers, and doctors from sout hern urban centers that gave
these institutions their character. Ironically, Margaret
Murray, who hel ped establish Tuskegee and | ater becane Ms.
Booker T. Washington, was al so a Fisk graduate and
classmate of Du Bois (Lew s, Biography of a Race 54, 61,
63, Harlan 182 ).

African Anmerican industrial institutions and coll eges
shared a few characteristics. Both were commtted to
supplying African Anericans with well-trained teachers.
Harl an and Ri chardson reported that Tuskegee and Fi sk had
intentions of creating teachers to instruct the masses
(Harl an, The Making of a Bl ack Leader 139-140, Ri chardson
124). Hanmpton supplied Tuskegee with its founder and many
of its staff. Fisk’s students such as Du Bois had | ong
careers as either college or public school teachers. Booker
T. Washington hired many teachers from Fi sk, including his
third wife, Margaret Murray (Harlan, Biography of a Race

182, 274).

A difference between sone of the industrial schools and
liberal arts colleges in the African Anerican community was
the makeup of the faculty. Tuskegee had an all-Bl ack
faculty (Appiah 1903), while Hanpton was Wite-controlled,

but would allow African Anerican instructors to teach
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t here, as Washi ngton had done. The col |l eges were al nost al
Wi t e- f ounded, funded, and conducted, with W/| berforce
bei ng the exception when Dani el Payne took over in 1867
(1993).

The choi ce between attending an industrial school and a
liberal arts institution seenmed to have changed between the
i ndustrial schools and colleges as tinme went on. As
i ndi cated earlier, when both the industrial and liberals
institutions were founded, students were |largely poor | ocal
ex-slaves or the first offspring of fornmer slaves. As tine
went on, however, the industrial schools such as Hanpton
and Tuskegee mai ntained their industrial agenda |onger than
ot her coll eges and continued to serve the nore financially
strapped southern African Anericans (Fultz 98). The
col l eges took in both rich and poor. A grow ng Black m ddle
class chose to send their children to liberal arts coll eges
as opposed to industrial colleges. A college education was
a credential that mddle-class communities held in high
est eem (106).

I n conclusion, industrial education crossed the Atlantic
from Europe to the northern nost parts of the United States
during the 1800s. It was a programthat transferred
speci al i zed | abor techniques to | arger groups of people and

suppl anted the one-on-one teacher-apprentice approach, thus



11

expandi ng urban industrial, econom c, and popul ation
grow h. The grow h of urban centers created demand for
services such as education to sustain comunities, and out
of this demand grew the public education system At the
sane time, the South relied on slave |abor and agriculture
to sustain its econony.

Furthernore, the loss of the Cvil War caused a
reorientation of southern and econonic conditions, and
newly freed slaves had to be granted citizenship. Southern
VWhites were nore concerned with rebuilding the South while
hol ding onto the power, while the aspirations and needs of
mllions of newy freed African Anericans from sl avery
woul d be ignored. Education was one of the demands of the
ex-slaves. In order to satisfy this demand, several
schools, including institutions of higher |earning, were
created for African Anmericans (Lew s, Biography of a Race
57, Harlan, The Making of a Black Leader 33). These
institutions used either the nore popul ar industri al
educational programor the |liberal arts curriculum The
i ndustrial schools for African Anericans focused on nanual
training in the occupations that they were allowed to
practice during the post Gvil War and Jim Crow eras.

Farm ng, nmasonry, carpentry, donmestic, and janitorial

services were offered along with rudi mentary readi ng,
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witing, and arithmetic. Many African American students
who attended these schools were very poor, illiterate ex-
sl aves. Their | abor at the schools helped with the

mai nt enance and econonic health of the institution. The
stated goals of industrial schools were to train African
Americans in citizenship, to help them adjust to the

soci oeconom ¢ conditions of their communities, as they
exi sted, and to nake themreliant and acceptable to the
VWiite majority. Industrial education was the preferred
educational program for Blacks for several decades.

Many Bl ack |iberal arts colleges that were established
around the sane tine as the industrial schools evolved from
primary or secondary schools only a few years after
openi ng. Liberal arts college students recei ved coursework
that was simlar to that offered in New Engl and
institutions, such as Latin, Geek, and Political Science.
As African American communities devel oped materially and
educationally, particularly in the North, nore famlies
sent their children to liberal arts colleges with the
i ntentions of pursuing careers beyond racially prescribed
occupations of the day. Thus the goal of many of these
institutions was to allow their students to occupy
positions of an industrial education curriculumthat did

not fill.
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I ndustrial and |iberal arts schools shared sone
characteristics and differed in other ways. The overriding
simlarity was the idea of creating future educators and
| eaders of the African American comunities. Self-reliance
was also a simlar goal. However, industrial students had
nore specialized job skills, but the |iberal arts student
was not trained for a specific trade. They coul d,

t herefore, seek enploynment in occupations outside of the
rural sphere.

The next chapter is a review of the literature on
liberal arts and industrial education in historical Black
col | eges and universities and Booker T. Washi ngton’s and

WE. B. Dubois’ positions on Black education.
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Chapter |Il1—Review of the Literature

I ndustrial and Liberal Education

Extant literature reveals that by the 1920s African
Anmericans wanted industrial education prograns omtted from
many Bl ack institutions of higher |earning. The idea of
what constituted hi gher education anong Bl acks changed as
t hey noved further away from Emanci pation. After the G vil
War, local, state, and federal governnents were left with
the dilemma of what to do for mllions of emancipated
African Americans, particularly in the South (Appiah 329).
African Americans had to |l earn how to survive outside the
pl antation. Factors such as job and educati onal
opportunities in urban centers caused nany African
Americans to |l eave the rural areas for cities in the South
and the North (Lewis, Biography of a Race 218, Aberj hani
131, Fultz 98). The North provided a better education for
African Anericans. By the 1920s the nunber of educated
African Anericans rose significantly. Ironically, many
African Anericans and their sons and daughters went south
for a coll ege education, where segregati on and

di sfranchi senent inhibited the devel opnent of the African



15

Ameri can community, and thus higher education (Lewi s, Wen
Har|l em Was i n Vogue 158).

Educati on was one of the solutions that both governnent
of ficials and Bl acks agreed upon was desperately needed. It
was thought that education would rapidly inprove the living
conditions of African Anericans, teaching themself-
reliance. It also hel ped them understand the “free society”
in which they lived.

The industrial education curricula were the prograns
that a nunber of Black coll eges and universities used. They
enphasi zed training students in manual |abor with the
intent of making them self-sufficient. Since the najority
of African Anericans lived in rural areas, they were
trained in occupations that were common in those
comunities. For exanple, these prograns included courses
in carpentry, brick masonry, agriculture, netal work, and
donmestic work. Academ c courses in math, reading, and
witing were offered to conplenent the manual training
courses. Liberal arts programs conprised phil osophy,
history, literature, art, religion, and math courses. It
was believed that a |iberal arts education was not unlike
what was being taught in White institutions and, therefore,
made its recipients eligible for jobs in various

prof essi ons such as business, law, and civil service. For
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this thesis, the debate over an industrial education versus
a liberal arts education will be limted to higher
educati on.

According to M chael Dennis, an Assistant Professor of
Hi story at Arcadia University, industrial schools served a
secondary purpose for Southern Whites (115, 123). Wen
federal control of Southern politics receded, Wites noved
to reestablish absolute control over every aspect of
sout hern society (119, 123). Bl ack education was an area
that was seen as a possible threat, and the federal
government’s reluctance to interfere in southern affairs
allowed local officials to redistribute funds from Bl ack
schools to Wiite schools (Walters 41).

Over several decades, many institutions assisted with
funding African Anerican education by dispatching field
agents to distressed conmunities. These organi zati ons were
both private and federal institutions. Established in 1846,
the American M ssionary Association (AMA) was an early
abol i tioni st organization that hel ped escaped sl aves in
Canada and the U.S with education and material resources.
During and after the Cvil War, the AVA becane nore
educati on-focused, by assisting several normal schools,
trade schools, and colleges (Richardson viii, 40-42).

Ri chardson credited the AVA with establishing “seven
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col l eges”, including assisting with the founding of Howard
University (123).

The United States Congress established the Freedman’s
Bureau, just after the Cvil War, as part of Reconstruction
with the stated purpose of assisting freed sl aves
transition to life outside the Southern plantation system
One Bureau official, Sanuel Arnmstrong Chapman, went on to
found the Hanpton Institute, which becane a nodel for Bl ack
i ndustrial schools. Wth the end of Reconstruction, the
federal governnment ended the Bureau's work. Private
foundati ons such as the Peabody, Phel ps-Stokes, and Sl ater
funds offered financial support and adm nistrative
direction to Bl ack education, however nost of these
foundati ons chose to support institutions that conducted
vocational training (Wlters 8, 9, Lewis, Biography of a
Race 118).

Though educating African Americans appeared to be an
expedi ent solution, the type of education provided and the
end-result of education prograns was the basis of a debate
that began in the md to late 1800s and lasted until the
1930s (Anderson 14, Lewi s, Biography of a Race 123, Hawkins
43). Industrial education and |iberal arts education were
the two conpeting progranms, but the split of opinion as to

whi ch curriculum African Anericans shoul d pursue was based
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on three factors: the i nmmediacy of the needs of African
Anericans; the perceived intellectual “limtations” of
African Anmericans; and the social, political and econom c
inplications to the South (Hawkins 90, 111-112, Ravitch
98) .

After the Cvil War, the southern econony was
devast at ed. Southern Wites were nore concerned with
hol ding onto the power and reinvigorating the region's
econony than they were with el evating Bl acks through
education (Lew s, Biography of a Race 117-118). They
resented Northern and federal influence, but were nore
agitated by the idea of forner subordi nates being
desi gnated as social equals. Some education officials
t hought that industrial education for Bl acks addressed
t hese m sgivings. By inplenenting industrial education
prograns, African Anericans |earned to provide for
t hensel ves wi t hout burdening |ocal, state, and federal
governments as Hanpton University founder Samuel Chapman
Arnstrong and his pupil Booker T. Wshi ngton noted
(Washi ngton 41-42; Harlan 75; Ravitch 98). In fact,
Sout hern Bl acks woul d beconme useful to their conmunities by
provi di ng manual skilled | abor.

The Hanpton Normal and Agricultural Institute and

Tuskegee Normal School, established by Washington in
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Al abarma in 1881, were the two nost prom nent industrial
schools. Wornser describes normal schools as institutions
whose education |levels were “between internediate and hi gh
school” (43). It was Chapnan’s idea that Hanpton’'s
graduates would go into other communities to teach what
they had | earned, pronoting industrial education and its
rewards (Wornmser 43). These schools were popular with many
nort hern busi ness nagnates, who gave millions of dollars to
support an industrial education for African Americans.

Sout hern Wiites all owed and often encouraged the industrial
schools for Blacks as long as it did not threaten the
soci al order (Watkins 13-14). Washington believed hinmself a
living exanple of the success of an industrial education
and becane the nost influential pronoter of industrial
education (Lewi s, Biography of a Race 256).

The death of Booker T. Washington in 1915 was the first
significant loss to the industrial education novenent. For
years, he toured the country pronoting education in
general, Tuskegee, and other institutions with industri al
prograns (Washi ngton 24-25). Washi ngton secured funds
t hrough speaki ng engagenents and publishi ng books
supporting his school and its position (54-55). In his
speeches and publications, WAshington argued that sone

African Anericans exhi bited behaviors detrinental to their
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interests. Northern urban Bl acks, |ike those he encountered
in semnary school in Washington D.C., though well educated
and nore financially stable, |acked a true work ethics,
econoni ¢ sense, and self-sufficiency (184). The rural

sout hern Bl acks, |ike those he encountered in the Al abama
countrysi de before opening Tuskegee, were desperately

i mpoveri shed and poorly educated. He argued his program
remedi ed this problem (18-19).

According to historian and bi ographer Louis Harl and,
Washi ngton i nfluenced philanthropists in northern states by
tying industrial education to their business interests.

Most industrialists and business nagnets believed that

Sout hern interests needed to be respected in order to keep
t hose markets stable (Harlan, The Making 141-142, Watkins
13-14). In turn, industrialists, education foundations,
politicians, and Southern Wites and Bl acks gave mllions
to Tuskegee, Hanpton, and other schools with simlar
prograns (Harlan 158). In addition, Ronald Butchart
contends that sone “Bl ack educators and pronoters presented
education as a 'civilizing' renmedy that instilled higher
norals for a deficient Race to Wites” (337).

Many African Americans who heard, read, or studied under
Washi ngton saw himas a man to be enul ated, which resulted

in increased enrollnment and endowrent dollars. Washi ngton
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achi eved unsurpassed popularity in both the Black and Wite
communities. Wth his death, dissenters gained ground
(Harl an 159).

According to WIIliam Watki ns, Thomas Jesse Jones had one
of the largest inpacts on Black hi gher education after the
deat h of Washi ngton (Watkins 98). Jones’ career in African
Anerican education included stints as the director of the
Phel ps- St okes Fund, a Wite operated, Black focused
educati on and housi ng organi zation, as well as Hanpton. In

his literary contribution Negro Education: A Study of the

Hi gher & Private Schools for Col ored People of the United

States, Lewis and New York University professor Donald
Johnson agree that Jones validation of industrial education
strengthened his position as a | eading authority anong
Whites on Bl ack education after Washington’s death (Johnson
90, Lew s, Biography of a Race 547). Jones reported that
African American schools |acked uniformstandards and its
instructors were not qualified for their positions (Watkins
110). Jones found that the education of Blacks was better
under White control and a liberal arts coll ege education
was to be di scouraged because vocational training was the
nost realistic and appropriate option for Blacks. According
to Ravitch, these ideas were entrenched for a decade and a

hal f after the publication of Negro Education. However, a
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student protest novenent on Bl ack col |l ege canmpuses during
t hel920s nmade it clear that Jones’ ideas and influence did
not have the inpact of Washington within the African
American community (Lewi s, Biography, 547).

Furthernore, a |iberal arts educati on was what many
Wiite coll ege students received; therefore, many African
Anmeri cans assunmed that they would receive the sane quality
of education as Wite students. Bl acks thought that
education led to citizenship and respect that woul d dispel
raci al stereotypes assigned to them (Wrsner 8, 15, 131).
Material, social, and political gains were the profits of
education, and White Americans were not restricted in
realizing their goals. African Anericans saw Wi tes at the
top of society in all professional occupations, and they
bel i eved education would allow themto reach the sane
hei ghts of achi evenent (Harlan, The Mking 33). Sone
African Americans realized their educational aspirations
and becane the | eaders of the opposition of industrial
education. They greatly influenced the students who took it
upon thensel ves to push for change. Liberal arts education
was taught at several Black institutions: Howard University
in Washington D.C.; Fisk University in Nashville,
Tennessee; Atlanta University in Atlanta Georgia; and

W berforce University in Wl berforce, Onhio. These school s
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provi ded an alternative to industrial education, producing
African Anericans who worked in occupations such as
uni versity teaching, journalism and | aw.

Two beneficiaries and supporters of liberal arts
prograns were author and sociol ogist WE.B. Du Bois and
Kelly MIler of Howard University. Du Bois and M|l er saw
flaws in the industrial programthat they believed dooned
African Anericans to surrender control of critical aspects
of their life within a society domnated by Wites with
raci al biases (Wlters 20, Andrews 118).

Du Bois experienced explicit racismin the South while
attending Fisk University in Nashville, Tennessee, and
| ater teaching at Atlanta University, in Atlanta, Georgia.
He al so experienced the subtle racismof the North in his
native Great Barrington, Mssachusetts, and at Harvard
University (Lew s, Biography 67, 97). Despite being African
American, his |evel of education exceeded nost Wites. Du
Boi s believed industrial education stifled African American
aspirations and relegated themto serfdom In his 1903

book, The Souls of Black Folk, Du Bois critiqued

Washi ngton’ s endorsenent of industrial training. Du Bois
argued that industrial education progranms woul d not produce
| eaders who could fill roles such as doctors, |awers, and

governnent officials. Dubois further argued that if African
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Americans wanted to pursue nore professional occupations,
they would have to go to Whites for support (Du Bois 63,
Wat ki ns 115-116). After Washington’s death, Du Bois argued
agai nst Washi ngton’s chi ef successor as advocate for

i ndustrial education, Thomas Jesse Jones. Consequently,
African Anerican coll ege students sought Du Bois’'s aid
during the canpus uprisings of the 1920s, | ooking to him as
an advisor and critic (Lewis, The Fight for Equality 146-
147) .

Kelly MIler, a Howard University graduate and
instructor, nmade a case for the reason African Anmericans
shoul d not have been di ssuaded fromliberal arts prograns.
Al t hough he was not a supporter of the total ban on
i ndustrial education, MIler believed that a coll ege
education was not to be discouraged. In Alaine Locke's 1925

ant hol ogy The New Negro, MIler nade the case for Howard

Uni versity as proof that African Americans could receive a
col | ege education beyond an industrial education and on the
same | evel with other colleges (MIler 312, 315). He
credited the m ssionaries who founded Howard for not
shortchangi ng the aspirations of African Anericans (315).
MIller also argued that despite 'Howard' s past agricul tural

and t heol ogi cal instruction, which was on the | evel of
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ot her industrial schools, these curricula did not keep up
wi th Bl ack progress' (315).

In his 2001 publication, Teaching Equality, Adam

Fai rcl ough reinforced previous researchers' findings that

i ndustrial education was the favored form of education of
phi |l ant hropi sts and politicians during segregation (3). It
was thought that the industrial schools provided African
Anericans with skills to make them sel f-sufficient
contributors to the socioeconom c conditions of the day,
while at the sane tinme not upsetting the custons of the
Sout h. However, Harlan noted that African American schools
| agged behind White industrial schools in curriculumby the
| ate 1800s. White vocational students were exposed to nore
conpetitive and lucrative fields coinciding with the

i ndustrial age, whereas African Anericans were directed to
agriculture, carpentry, and other forms of cheap nmanual

| abor (Harlan, The Making 63).

The debate between liberal arts and industrial education
in African American institutions reached its crescendo in
the late 1800s and continued through the early 1920s.
However, the seeds of the debate began as early as the
founding of the first college dedicated to the instruction
of African Anmericans. According to Dr, Paul Giffin’s,

Bl ack Theol ogy as the Foundation of Three Methodists
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Col | eges, W/ berforce University founder and Bl ack

t heol ogi an Dani el Payne “had no interest in pronoting
industrial training” (95). The two other subjects of the
book advocated industrial instruction. Joseph Price,
founder of Livingstone College in North Carolina in 1881
(the sane year Tuskegee opened) and |saac Lane, who
establ i shed Lane Col |l ege in Jackson, Tennessee, a year
|ater, inplenmented industrial education prograns at their
institutions. Price and Lane’s advocacy of industri al
training and Payne’s advocacy for |iberal arts education
had striking simlarities with Du Bois and Washi ngton (v,
95).

Lane and Price had resided in the south the majority, if
not all of their lives. Both nen had been i npoverished, and
Lane had been a slave. Unlike Washi ngton, neither nen had
any intimte contact with Whites. Therefore, Lane and Price
had to learn to work to provide for thensel ves, which neant
their |abor was restricted to the few industrial or
agricultural fields occupied by Blacks at that tine.
Despite Price's formal education, he surm sed through his
early experiences and the conditions of the South that
i ndustrial education was the way to go (Giffin 97-98).

In contrast, Payne was not inpoverished. Although born

in the south, he was free. Through his extended famly, he
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had contact with the upper classes, both White and Bl ack.
Havi ng been a carpenter, Payne believed his calling was to
be a mnister and educator. A slaveholder influenced to
believe that a superior education was required, which made
the difference between freedom and bondage. Payne’s
earliest attenpts to establish schools in the 1830s were
thwarted by racists who controlled | ocal governnments. He
left the South for the North in order to fulfill his
destiny (Giffin 3, 96).

According to Louis Harlan, Booker T. Wshington was the
nost fanous of all proponent of industrial education,
calling him*“the | eader of choice” anong African Americans
(Harl an, The Wzard of Tuskegee 5, 33). Washington credited
Arnstrong with reinforcing his belief in industrial
education and patterned Tuskegee after Hanpton. However,
Harl an reveal ed that Washi ngton nade attenpts to secure
advanced education and had anmbitions to becone a | awer or
clergymen (67, 95-96). Arnstrong persuaded Washi ngton to
continue to spread the gospel of industrial education,
whi ch he did throughout his life through propaganda. Harl an
al so believed that Washington’s influence on African
Ameri cans waned as groups such as the National Association
for the Advancenent of Col ored People (NAACP) publicly

chal l enged his beliefs. Despite this devel opnent,
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Washi ngt on mai ntai ned a great deal of influence through a
vast network of African Americans who received his
endorsenment for positions in public service and the press
(Lewi s, Biography of a Race 433). Those persons woul d be
part of what becane known as the Tuskegee Machine (Harl an,
The Making 254). In addition, Washington spoke positively
of the support from many Wite phil anthropists and
politicians (Washington 111).

David Lew s argued that WE. B. Du Bois had advant ages
over Booker T. Washington in the area of education.
Washi ngton had the backing of Wiite industrialists,
phi | ant hropi sts, and governnent officials who contri buted
to the success of his program However, Du Bois had the
advant age of a northern upbringing, which contributed to
his attaining a higher |evel of education. In addition, he
had youth and years on his side. Wien WAashington died in
1915, Du Bois gained a |arger audience to pronote his
argunment supporting African American higher education.
About 5 years after Washington’s death, Du Bois becane
intimately involved in the reform novenent of Bl ack
col |l eges during the 1920s at Fisk and Hanpton. Du Bois al so
chal I enged institutions such as Harvard, which sought to
cap Black and Jew sh enrol |l nent, while not placing

restrictions on other ethnic groups (Lewis The Fight for
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Equality 87-91). Du Bois used his position as editor of the
NAACP s Crisis nagazi ne and speaki ng engagenents to express
the idea that African American college students be given

t he sane education opportunities shared by others (Wlters

19).

Kelly MIler’s essay “Howard: The National Negro
Uni versity” underscores the notion that African Americans
should not be limted to a basic education that restricted
their ability to reach higher economc levels in society
(10). MIler praised Howard University for its prograns and
counters Thomas Jesse Jones’ contention that African
Aneri can col | eges are substandard.

Booker T. Washi ngton expl ained that his experience at
Hanpt on University in Virginia and his struggle to
establish the Tuskegee Institute in Al abama reaffirned his
belief that the industrial education nodel was the nost
expedient way to elevate the conditions of Blacks,
especially in the South (Washington 10). Washi ngton
believed that African Americans needed to devel op a work
ethic and skills that woul d nmake them i ndi spensable to
their respective conmunities (71-72, 92). He al so believed
that Blacks in the urban centers of the North were

perpetuating raci st opinions of Wiites by seeking fornms of
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education and enpl oynent outside of their soci oeconomc
sphere (Wlters 20).

In The White Architects of Black Education, WIIliam

Wat ki ns contended that African Americans had little to no

i nput on the foundations of public education (1-3).

Al t hough African Americans were freed and Reconstruction

| egislation attenpted to put themon the sanme social |evel
as Wiites, Blacks were the objects of education policies
and not the subjects of them (Watkins 13-14, 19-20).

Wat ki ns pointed to Hanpton founder, Sanuel Chapman
Arnstrong, the Phel ps-Stokes famly, and Thomas Jesse Jones
as sone of the |eading program buil ders and nai ntai ners of
African Anmerican educati on.

The Harl em Renai ssance is one of the first major
literary and artistic expressions of African Anericans'
talents and abilities after slavery. The novenent proceeded
after a period of tinme when many southern Bl acks headed for
urban areas of the north. Known as the Great M gration,
African Anmericans sought better Iiving and worKki ng
conditions (West and Aberjhanji 10). There was also a
pursuit of better education. It can be inferred that these
events were a rejection of Booker T. Washington’s public
call for African Americans to “cast down their buckets in

t he Sout h” (Washi ngton 100). These schol ars conpiled a
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reference of the | eading persons and institutions of the
Har | em Renai ssance who benefited fromliberal arts
educati on.

During the 1920s, several Bl ack col | eges experienced
student uprisings. These uprisings manifested thensel ves
t hrough canpus stri kes and nedi a canpai gns (Wrnser 133-
136, Lewis, The Fight for Equality 132-142). One of the
main factors that led to the unrest was the failure of
school adm nistrators to conpensate for the educational
progress of African Anericans through the [ast part of the
19'" century and the beginning of the 20'" century (Wlters
10). Also, the faculty and staff of the institutions were
led by racist beliefs of the period that African Anmericans
had intellectual limtations. These beliefs were evident in
t he coursework and social policies that were preval ent on
many canpuses across the nation (Wlter 5).

In 1920, Hanpton Principal Janmes Edgar G egg noved to
have Hanpton incorporate 4-year college courses. Gegg
bel i eved that the nove was necessary because the institute
received socially and academ cally advanced Afri can
Americans (Wl ter 232- 234). Hanpton's foundati ons had been
built on vocational training for African Anericans
emanci pated from slavery who were illiterate and unaware of

m ddl e-cl ass donmestic custons. By the 1920s, the African
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Ameri can popul ati on had progressed far faster than southern
whites and White society as a whole (232-234). Wite
faculty nenbers al so enbraced raci st beliefs and had a need
to placate the public that was not always in favor of
education for African Anericans (248-249). These beliefs
were evident in the coursework and social policies that
students were to observe. The students entering coll eges
were |less inclined to subscribe to the vocational education
that schools such as Hanpton provided. Wiile Wlters
credited Gegg with a significant degree for recognition of
t he changed needs of African Anerican students, he gave
nost of the credit to students who pushed for higher
standards (248). The dissatisfaction of students for

subst andard education resulted in a series of student
protests, which typified |life on many col | ege canpuses in

t he 1920s.

In conclusion, several key characters energed as |eaders
wi thin the debate of African American education during the
| ate 1800s and early 1900s. Arnstrong, Washi ngton, and
Jones were anong the many supporters of industrial
education, while DuBois and M Il er supported the argunent
of the liberal arts education for African Americans.

As founders of two prom nent industrial institutes,

Arnmstrong and Washi ngton believed that industrial education



was t he panacea to inproving the conditions of African
Aneri cans and keepi ng peace between Bl acks and Wi tes.
Their argunent was that industrial education was an
efficient programthat served the nultiple problens
confronting the African Anmerican community and the Sout h.
Arnmstrong and Washi ngton believed that their program would
create a self-sufficient African Anerican community that
coul d serve and participate in the economc life of the
South and the country. However, Washington, in particular,
skillfully navigated the turbulent racial attitudes of
those tines by not publicly challenging Wite authority.

| nstead, he offered to work with whatever assistance and
rights he was able to secure. It was his plan for African
Anmericans to build trust within the Wite community, which
in turn would yield Black citizenship in the |arger
society. He criticized liberal arts education as
inefficient for not teaching a practical trade that would
earn students a living. He wanted African Anericans to
concentrate on building wealth, not so nmuch for African
Aneri can thensel ves but for the Wite elite, which he knew
Whites respected. It was this agenda that garnered him
financial support from public and private resources. After

Arnmstrong and Washi ngton passed away, Jones enbraced their
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i deol ogi cal position and chanpi oned their cause well into
t he 1920s.

On the other hand, DuBois and M| ler believed in the
full and inmediate rights to education for African
Anericans that the rest of Anerica was receiving. As a
Harvard University graduate, DuBois believed that through
an unlimted and sel f-determ ned educational endeavor,
African Americans could inprove their circunstances. He
al so thought the industrial school method of education for
African Anmericans surrendered too nmuch control of their
self-determ nation and conmunity life to a social system
that did not allow for their full participation. Mller
al so believed there was a m ddl e ground between the two
canps, but did not believe African Anericans should limt
t hensel ves or track thenselves only into achieving an
i ndustrial education that would benefit the Wite elite.

The next chapter introduces the nethods used in this
project, nanely, the historical research nmethod and

critical [race] theory.
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Chapter 111 —Methodol ogy
This thesis uses the historical research nethod to
anal yze the reason African Americans resisted industrial
education that ended industrial training progranms in
historically Black colleges and universities during the
1920s. In what follows, | discuss the historical research
met hod and critical [race] theory that are used to guide

t he analysis in chapter |V

H storical Research Method

Charl es Busha and Stephen Harter provide us with six
steps for conducting historical research to analyze
hi st ori cal phenonena:

1. The recognition of a historical problemor the
identification of a need for certain historica
know edge.

2. The gathering of as nuch relevant information about
the problem or topic as possible.

3. I f appropriate, the form ng of hypothesis that
tentatively explains relationshi ps between historical

factors.
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4. The rigorous collection and organi zati on of evidence,
and the verification of the authenticity and veracity
of information and its sources.

5. The sel ection, organization, and anal ysis of the nost
pertinent collected evidence, and the draw ng of
concl usi ons; and

6. The recordi ng of concl usions in a neani ngful
narrative. (91)

The historical research nethod reaches an internationa

audi ence of humanitarians, historians, and soci al
scientists concerned with historical problens plaguing U S.
hi gher education. It explores interdisciplinary approaches
to new data sources, new approaches to ol der questions and
mat eri al, and practical discussions of conputer and
statistical nethodol ogy, data collection, and sanpling
procedures. The use of a historical nethod al so enphasizes
a variety of other issues, such as nmethods for interpreting
visual information and the rhetoric of social scientific

hi story (Tuchman 315-317).

Critical Race Theory
According to WIlliam W Neher, he argues, “the critical
perspective derives froma school of thought often referred

to as critical [race] theory. This school devel oped in
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phil osophy in Germany in the 1930s under the | eadership of
Theordore Adorno and Max Hor kheinmer at the Institute for
Soci al research in Frankfurt, German, (hence, the term
Frankfurt school). . . . Critical [race] theorists are
consequently largely concerned with i ssues of power and
control in nodern organi zations” (27) to include but not
l[imted to academ c institutions.

Hegenony

The concept of hegenony is rooted in Marxist ideol ogy.
Antoni o Gransci used the termto denote the predom nance of
one social class over others. It is also a process of
dom nation in which one set of ideas subverts or co-opts
anot her. Hegenony not only represents social, political,
and econom c control, but also the ability of the elite
ruling class to project its own way of seeing the world so
that those who are subordinated by it accept it as “common
sense” and “natural.” Hall argued that “conmon sense” is
not coherent; it is usually disjoined and episodic,
fragnentary and contradictory.

Hal | defined hegenony as a process in which the

dom nant cl ass not only dom nates individuals, but also
| eads themto accept subordination as a normal process
(12). Social inequalities in academ c institutions of

hi gher learning are frequently sustained with the consent
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of the weak and not sinply because of repression (Warren
10). As Fiske puts it,
Consent nust be constantly won and rewon, for
people’s material social experiences constantly
rem nd them of the di sadvantages of subordi nation
and thus poses a threat to the dom nant cl ass.
Hegenony posits a constant contradiction between
i deol ogy and the social experience of the
subordi nate that nmakes this interface into an

i nevitable site of ideological struggle. (291)

The Three Functions of |deol ogy

The three functions of ideology are representing
sectional interests, reification, and ideol ogical control,
al so known as hegenony.

Representing Sectional Interests

| deol ogy represents the dom nant group interests as
universal. That is, the interests of the dom nant group
are accepted as the interests of all societal nenbers. Put
differently, ideology serves to nake the interests of the
ruling elite in society appear to be the interests, needs,
and concerns of all societal nmenbers. For exanple, during
Booker T. Washington's tinmes accepting the ruling elites’

interests that an industrial educati on was the best
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education African Anericans could get and receive financia
support fromthe ruling class was to agree that society’s
interests take precedence over the personal interests of
African Americans during Reconstruction. African

Anmeri cans, such as Booker T. Washington, accepted the

dom nant interests when the dom nant elite defined racial
progress as a |less inportant problemfor society’s survival
t han ot her concerns presented as crucial by the ruling
elite.

Rei fi cati on

| deol ogy is the naturalization of the present through
reification. Through the process of reification, socially
constructed phenonena cone to be perceived as objective
realities separate fromindividuals who created them For
instance, race is a political and social construction
(Lopez 191-195). The dom nant ideology mght reify itself
by suggesting, “That’'s sinply the ways things are” (Calvert
& Ransey 474), which further suggests that “the way things
are” is imutable (Muinby 10). Some African Anericans |ike
Booker T. Washi ngton who agreed with and supported the
ruling elites’ ideology of Black intellectual inferiority
on the grounds that such intellectual inferiority is
“natural” or “biological” supported the reified condition

of U. S. society about African Americans intellectual



ability to succeed. Deetz and Kersten expl ai ned, “Even

t hough nenbers [of society] participate in the
construction of social reality, the results of these
constructions beconme natural and eventually dom nate

[ African Americans]” (164) who accept that they are
inferior to Whites. In society, for exanple, the societal
hi erarchy, the rule system and [ace are often reified.

| deol ogi cal Control

| deol ogy functions as control. 1deology creates a
consensus regarding the way the world is. *“This consensus,
expressed in thought and action, shifts control away from
the explicit exercise of power.and places it in routine
practices of everyday life” (Deetz & Kersten 164).
| deol ogi cal control, also known as hegenony, “works nost
effectively when the worldview articulated by the ruling
elite is actively taken up and pursued by subordi nate
groups” (Mumby 123). For exanple, when Booker T.

Washi ngton suggested to African Anericans to avoi d using
their m nds but use their hands by “casting down their
buckets” to serve the ruling or dom nant social class,

t hen the dom nant worl dvi ew becanme the worl dvi ew of those
African Americans who thought |ike Booker T. Washington to

track African Americans back into the kind of jobs that
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will keep them enslaved to Wiites and an oppressive
econonm ¢ system
The Three Goals of Critical [Race] Theory

The three goals of critical research include
under st andi ng, critique, and

education (Deetz 268).

Under st andi ng

Understanding is the first goal of critical [race]
theory and refers to insight and interpretation. Stanley
Deetz expl ains that “merely understandi ng the neans by
whi ch consensual realities are formed and perpetuated says
l[ittl e about whether such a consensus adequately represents
conpeting interests” (268). Critical [race] scholars are
concerned about the hidden and open practices of
di scrimnation and segregation in a society. Wthout this
under st andi ng, certain groups of people in society, for
exanpl e, African Americans “remain in a sense victins of
meani ng structures that are devel oped in response to past
situations and perpetuated in their talk and actions
“(Deetz 86). For exanple, if African Anericans had
emanci patory know edge, which identifies their own self-
knowl edge of their plight, this know edge coul d be used for
reflection leading to a transfornmed consci ousness, for

whi ch Duboi s fought. Dubois believed that if African



42

Anmeri cans become consci ous of how an ideol ogy reflects and
distorts their social reality and know what factors
i nfluence and sustain the fal se consci ousness that it
represents, especially the reified powers of dom nation,
segregation, and oppression, they could transformtheir
consci ousness to avoi d bei ng dependent on these reified
powers.

Critique

Critique is the second goal of critical [race] theory,
whi ch invol ves hol ding the taken-for-granted society up for
careful scrutiny to determ ne whose interests are
represented and whose are bl ocked within that reality.
Deetz contends that, “Critique itself operates as part of a
partici pative commrunication act, the act of reopening
ef fective conmunication to productive conversation “ (87),
where the interests of all nenbers of society are
repr esent ed.

Educati on

The third goal of critical [race] theory is education,
where critical race scholars form “new concepts for
soci etal menbers and researchers in such a way as to
enhance understandi ng of societal life to allow for
undi storted di scourse and to enabl e nenbers to enpl oy

alternative responses to societal life (Deetz 140). From
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DuBoi s’ s vi ewpoi nt, education woul d i nclude providing
African Anericans with alternative di scourses, strategies
for engaging in productive and constructive social and
econonmi c conflict, and participative decision-making skills
to help then gain control of their own |ives through a
iberal arts education that would free themfromWite
and/ or system c dependency.

Under standi ng, critique, and education are ways in which
African Anericans could free thensel ves from i deol ogi cal,
econom c, political, and social control from societa
oppr essi on.

Research Questions

Three research questions are used to address African
American | eaders’ and Wiite American | eaders ideol ogi es of
African American education. They are as foll ows:

1. What role did hegenony and ideology play in African
Aneri can education and how did they influence Booker
T. Washington’s and W E. B. Dubois’s position on how
African Americans shoul d be educat ed;

2. What was the Black ideol ogy of African Anerican
educati on; and

3. Wiat was the Wiite ideology of African Anmerican

educati on?



I n conclusion, the historical research nethod and
critical [race] theory were used to exam ne hegenony and
i deol ogy, the Bl ack ideol ogy of African Anmericans
education, and the Wiite ideol ogy of African American
education, the basis of this thesis.

The next chapter presents the analysis of the above

phenonena using critical race theory.
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Chapter |V-Anal ysis

The purpose of this study was to exam ne the causes that
led to the resistance of industrial education by African
Anericans in higher education, which ended industrial
training prograns in predom nantly Bl ack col |l eges during
the 1920s. Three key factors created this reform novenent:
1) the death of Booker T. Washington; 2) the inproved
educational levels of African Americans; and 3) the rise in
aspirations of African Americans to expand the benefits of
hi gher education. |In this chapter, | discuss hegenony and
i deol ogy and how they played a role in both Washington’'s
and Duboi s’ and the Wi te Establishment’s ideol ogy of
African American’ s educati on.

Three research questions address the issues surroundi ng
African Anericans education are: (1) What role did
hegenony and i deol ogy play in African American education
and how did they influence Booker T. WAshington’s and W E.
B. Dubois’s position on how African Anericans shoul d be
educated; (2) Wat was the Bl ack ideology of African
Ameri can education; and (3) What was the Wite ideol ogy of

African Anerican educati on?
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The historical research nmethod and conponents of
critical [race] theory, nanely, the three functions of
i deol ogy and hegenony, are used to undergird this research.
Hegenony and | deol ogy

It was stated in Chapter 3 that hegenony is a process of
dom nation in which one set of ideas subverts or co-opts
anot her. Hegenony not only represents social, political,
and economc control, but also the ability of the elite
ruling class to project its own way of seeing the world so
that those who are subordinated by it accept it as comon
sense and natural. That is, “hegenony is frequently
construed as the ideol ogi cal dom nation by one class (or
groupi ng of class fractions) of another” (Minby 86)
and involves the “ability of one class to articulate the
interests of other social groups to its owmn” (Muffe 183).
Hi storically, the South had been notivated to pursue an
oppressive systemfor a variety of reasons, which may be
classified broadly as econonic, political, and ideol ogical
t hrough hegenonic activity, such as Jim Crowi sm

Theori es about oppression break down simlarly,
according to which notive or notives are viewed as prinmary.
For exanpl e, econom c expl anati ons of oppression are the
nmost common. Proponents of this view hold that dom nant

groups are notivated to dom nate others by the need to
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expand their econonmes, to acquire raw materials and
addi ti onal sources of labor, or to find outlets for surplus
capital and markets for surplus goods. The South needed to
create a system of oppression, extending beyond slavery, in
order to use African Amrericans as cheap |abor to build
their econony, thereby enriching the Wite elite of

sout hern soci ety.

From a hegenonic view, this suggests that southern
Whites created a system of oppression to dom nate African
Anericans in order to keep them econom cally bound to such
an oppressive system by denying them econom c opportunities
that could help themout of their situation. Moreover, it
was stated that ideology serves to nake the interests of
the ruling elite in society appear to be the interests,
needs, and concerns of all societal nmenbers. In the South,
i deol ogy served elite Wite southerners. That is, through
t heir oppressive policies and actions, the ruling elite
made African Anericans believe that the interests, needs,
and concerns of the South were nore inportant than their
achi eving equal rights and social standing with Wites.
Thus the ruling class was able to solicit the help of
i ndi vidual s |i ke Booker T. Washington to spread the CGospel
of these oppressive policies to prevent African Anericans

from seeki ng equal rights and social standing with Wiites,
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but to achieve an industrial education that will benefit
the system By doing so, African Anerican could best serve
the South in its quests to rebuild the econony where the
Sout h woul d benefit fromtheir cheap | abor.

Al ternatively, sone academ c and political historians
stress the political determ nants of southern oppression of
African Anericans, contending that Wites were notivated to
expand primarily by the desire for power, prestige,
security, and di plomati c advantages vis-a-vis African
Anericans. In this view, late 19th-century southern
oppression was intended to restore the South’s former
antebellumglory after its humliating defeat in the G vil
War .

Because oppression is so often viewed as econom cal ly
noti vated, discussions of its effects also tend to revol ve
around econom c, political, and social issues. D sagreenent
ari ses between those who believe that oppression inplies
exploitation and is responsi ble for the underdevel opnent
and econom c stagnation of poor African Americans in the
Sout h, and those who argue that although rich southerners
benefit from oppressing the poor, sonme African Anmericans
have enjoyed greater econom c benefits fromcontact with
the rich than have other African Americans in the South

because they consciously or unconsciously hel ped the ruling
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elite oppress their own people, such as Booker T.
Washi ngton. Thus, it is prudent to exam ne the econom c
i npact of oppression on a case-by-case basis.

As expl ained in chapter 3, hegenony and ideol ogy are
nmoral notives used to constrain subordi nate groups’
activities in a given society. These activities can be
pl ayed out in the educational, cultural, political, social,
econom ¢ advancenent, and the self-determ nation of African
Anmericans, as it is still being played out in sone parts of
the South today. According to these perspectives,
political, cultural, social, and religious beliefs force
mnorities into subjugation as a nmissionary activity. The
South was notivated at least in part by the idea that it
was White people s responsibility to civilize backward
peopl es |ike African Anericans. However, it was not the
South’s intentions to civilize African Anericans, but to
keep them ensl aved to a system of oppression and
subjugation simlar to that of slavery, but w thout the
physi cal chai ns.

The Sout h’s expansi on under Wiite segregationi sts was
based in | arge nmeasure on a belief in the inherent
superiority of the Wiite culture. The desire of the United
States to protect the free world and White people from

backwar ds peopl e who may taint society through
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m scegenation i s anot her exanple of noral, ideological, and
hegenoni ¢ concerns.
Bl ack I1deol ogy of African Americans Education

The question may be asked, “lIs a | eader’s ideology and
academ c upbringi ng and exposure influenced by the way he
or she has been socialized? W could assune that the
i deol ogy of Booker T. Washi ngton and his followers and
WE.B. DuBois and his followers concerning the shaping of
African Anericans’ education has been influenced by the way
t hey have been academ cally and socially trained.
Therefore, what are the backgrounds of Booker T. Wshi ngton
and WE.B. Dubois and could their upbringing and
denogr aphi ¢ backgrounds shaped their ideol ogical positions
about the best way African Americans shoul d be educated
after slavery.

Booker T. WAshington’s |deol ogy of African Anerican

Educati on According to Booker T. Washington's Up from

Sl avery: An Aut obi ography, he was born a slave (1). He was

an Anerican educator, author, and | eader of the African
American community who urged Blacks to attenpt to uplift

t hensel ves through industrial educational attainments that
woul d benefit Whites. Washington was born April 5, 1856,
on a plantation in Franklin County, Virginia, the son of a

slave. Following the Civil War, Washington's fam |y noved
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to Mal den, West Virginia, where he worked in a salt furnace
and in coal mnes, attendi ng school whenever he could. From
1872 to 1875 he attended a newy founded school for Bl acks,
Hanpt on University, fornmerly naned the Hanpton Nornmal and
Agricultural Institute. After graduation he taught for two
years in Mal den and then studied at Wayl and Sem nary in
Washi ngton, D.C. In 1879 he becanme an instructor at Hanpton
Institute, where he helped to organize a night school and
was in charge of the industrial training of 75 Native
Anericans. The school was so successful that in 1881 the
founder of Hanpton Institute, the American educator Sanuel
Chapman Armstrong, appoi nted Washi ngton organi zer and
princi pal of a Black normal school in Tuskegee, Al abama

now cal | ed Tuskegee University (Washi ngton 106-110).

Washi ngton made the institution into a major center for
industrial and agricultural training and in the process
becanme a wel | -known public speaker. On Septenber 18, 1895,
in Atlanta, Georgia, Washington made his fanmous conprom se
speech. In this address, he urged Bl acks to accept their
inferior social position for the present and to strive to
rai se thensel ves through vocational training and economc
self-reliance (Washington 217). Many Whites, pleased by his
views, and many African Anmericans, awed by his prestige,

accepted Washington as the chi ef spokesperson for the



52

African American conmmunity (Washington 218). Mre nilitant
Bl acks, such as the American witer and sociol ogist W E.

B. DuBois, objected to such quiescent tactics, however, and
strongly opposed Washi ngt on. Washi ngton di ed on Novenber

14, 1915.

Anal ysi s—Washi ngt on and The Three Functions of |deol ogy

Washi ngton’s ideol ogical position concerning the best
way African Anericans shoul d be educated enbraced all three
functions of ideology. The first function of ideol ogy
represents the Wiite ruling elite’'s interests as universal.
That is, the interests of the ruling elite were accepted as
the interests of all societal nmenbers as well as African
Americans. Fromslavery to Reconstruction to Brown vs. the
Board of Education at Topeka, African Americans were not
consi dered soci etal nmenbers, but were pushed to the margins
of society and tracked into the worst |iving conditions
unfit for a loose animal until the Gvil R ghts Mouvenent of
the 1950s and 1960s. Put differently, ideology served to
make the interests of the ruling elite of southern society,
in particular, appear to be the interests, needs, and
concerns of African Anericans. For exanple, during Booker
T. Washington’s times, he accepted the ruling elites’
interests that an industrial education was the best

education for African Anerican. Since Washi ngton accepted
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this ideol ogy, he was rewarded financial support and |arge
endownents fromthe ruling class to provide an industri al
education that would keep African Americans in servitude to
Wi t es.

Washi ngton’s ideol ogy about the kind of education
African Americans shoul d receive enbraced the second
function of ideology. The second function of Ideology is
the naturalization of the present through reification.
Through the process of reification, socially constructed
phenonena conme to be perceived as objective realities
separate fromindividuals who created them (Deetz 165).

For instance, race, together with intellectualism is a
political and social construction (Lopez 191-195). The
ruling elite’s ideology reified itself by suggesting,
“That’s sinply the ways things are” (Calvert & Ransey 474),
whi ch further suggests that “the way things are” is

i mrut abl e (Munby 10). Sone African Americans |ike Booker
T. Washi ngton who agreed with and supported the ruling
elites’ ideology of Black intellectual inferiority on the
grounds that such intellectual inferiority is natural and
bi ol ogi cal supported the reified condition of southern
soci ety about African Anericans intellectual ability to
succeed. Therefore, segregation was the solution to Wite

sout herners' belief that Black intell ectualismand soci al



inferiority were the answers to keeping the races separate
in every sphere of life and was an attenpt by | ower class
White southerners, with the support and approval of the
White southern ruling class, to maintain it. To achieve
supremacy over African Anmericans, segregation was enforced
by | aw and becane a way of life in the South. Segregation
was often called the Jim Crow system

Mor eover, segregation becane common in the South
follow ng the end of Reconstruction in 1877. During
Reconstruction, which followed the Gvil War from 1861 to

1865, Republican governnments in the southern states were
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run by African Anericans, Northerners, and some synpathetic

Sout herners. The Reconstruction governnents had passed | aws

openi ng up econom ¢ and political opportunities for African

Americans. By 1877 the Denocratic Party had gai ned control
of government in the Southern states, and these Southern
Denocrats wanted to reverse Bl ack economc, political, and
soci al gains made during Reconstruction (Wtwack 62). To
that end, they began to pass |local and state | aws that
specified certain places “For Wiites Only” and others “For
Col oreds Only.” African Anericans had separate school s,
transportation, restaurants, and parks, many of which were

poorly funded and inferior to those of Wiites. Over the
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next 75 years, Jim Crow signs went up to separate the races
in every place.

Washi ngton’ s ideol ogy concerning the kind of education
African Americans should attain enbraced the third function
of ideol ogy, ideological control.

| deol ogi cal Control creates a consensus regarding the
way the world is. “This consensus, expressed in thought
and action, shifts control away fromthe explicit exercise
of power.and places it in routine practices of everyday
life” (Deetz & Kersten 164). |1deological control, also
known as hegenony, “works nost effectively when the
wor |l dview articulated by the ruling elite is actively taken
up and pursued by [African Anmericans]” (Munby 123). For
exanpl e, when Booker T. Washi ngton suggested to African
Anericans to avoid using their m nds but use their hands to
support the ruling elite’ s ideol ogical position that an
i ndustrial education is the only possible education for
African Anericans, then this dom nant viewpoi nt about
African Americans educati on becane the viewpoint of those
African Americans who would track African Anericans back
into servitude, thus taking away their self-determ nation
and i ndependence.

In summary, Washington’ s ideol ogical position on African

Anericans achieving an industrial education enbraced the
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three functions of ideology. The functions of ideology were
denonstrated in his fanmous conprom se speech, urging
African Americans to accept their inferior social and
econonmi c position for the present and strive to “pul

t hensel ves up by their bootstraps” through vocati onal
training. Many Wiites, especially the ruling elite, were

pl eased by his views. Therefore, many African Anericans
accept ed Washi ngton as the chi ef spokesperson of the
African American community.

W E. B. DuBois Ideology of African Anerican Education

According to WIIliam Edward Burghardt DuBois’s, better

known as WE. B. DuBois, autobiography entitled, The

Aut obi ogr aphy of WE. B. DuBoi s:

A Soliloquy on Viewing My Life fromthe Last Decade of Its

First Century, he was born in Geat Barrington,

Massachusetts, on February 23, 1868, and died on August 27,
1963 (DuBois 61). He was an African Anmerican educator,
witer, scholar, sociologist, and historian Gvil rights
activist who conducted the initial research on the Bl ack
experience in the United States. He graduated from Fi sk
University inl888 and earned a bachelor’s degree from
Harvard Col | ege in 1890, graduating with honors. He also
attended the University of Berlin in 1892 and returned to

Harvard University earning his doctorate. H's work paved
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the way for the civil rights, Pan-African, and Bl ack Power
novenents in the United States.

A descendant of African American, French, and Dutch
ancestors, he denonstrated his intellectual gifts at an
early age. He graduated from high school at age 16, the
val edi ctorian and only Black in his graduating class of 12.
He was orphaned shortly after his graduation and was forced
to fund his own coll ege education. He won a scholarship to
Fisk University in Nashville, Tennessee, where he excelled
and saw for the first tinme the plight of southern Bl acks.

DuBoi s had grown up with nore privil eges and advant ages
than nost Blacks living in the United States at that tine,
and, unlike nost Blacks living in the South, he had
suffered neither severe econonm c hardship nor repeated
encounters with blatant racism As viol ence agai nst Bl acks
increased in the South throughout the 1880s, DuBois’s
schol arly educati on was matched by the hard | essons he
| earned about race relations. He followed reports about the
i ncreasi ng frequency of Iynchings, calling each racially
notivated killing “a scar” upon his soul. Through these and
ot her encounters with racial hatred, as well as through his
experience teaching in poor African American conmunities in

rural Tennessee during the sumers, DuBois began to devel op
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his racial consciousness and the desire to help inprove
conditions for all Bl acks.

DuBoi s recei ved his bachelor’s degree fromFi sk in 1888
and won a scholarship to attend Harvard University. Harvard
consi dered his high school education and Fi sk degree
i nadequate preparation for a nmaster’s program and he had
to regi ster as an undergraduate. DuBois received his second
bachel or’ s degree in 1890 and then enrolled in Harvard' s
graduate school. He earned his master’s degree and then his
doctoral degree in 1895, becomng the first Black to
recei ve that degree from Harvard.

By that tinme, DuBois had begun his research into the
hi storical and sociol ogical conditions of Black Anericans
t hat woul d make hi mthe nost influential Black intellectual
of his time. Hi s doctoral dissertation, The Suppression of
the African Slave-Trade to the United States of Anerica,
1638-1870, was published in 1896 as the initial volunme in
the Harvard Hi storical Studies Series (168).

After teaching for several years at WI berforce
University in Chio, Du Bois conducted an exhaustive study
of the social and econom c conditions of urban Blacks in
Phi | adel phia in 1896 and 1897 (DuBois 161-162). The results

were published in The Phil adel phia Negro (1899), the first

soci ol ogi cal text on a Black community published in the
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United States. After he becane a professor of econom cs and
history at Atlanta University in 1897, he initiated a
series of studies as head of the school’s “Negro Probl ent
program (194). These works had a profound inpact on the
study of the history and sociology of Blacks living in the
United States (DuBois 194-196).

In 1897 DuBoi s nade a fanobus statenment on the anbiguity
of the Black identity: “One feels his two-ness—an Anerican,
a Negro, two souls, two thoughts, two unreconciled
strivings, two warring ideals in one dark body” (197). He

advanced these views even further in The Souls of Bl ack

Folk (Original Edition, 1903), a powerful collection of
essays in which he described sonme of the key thenmes of the
Bl ack experience, especially the efforts of Black Anericans
to reconcile their African heritage with their pride in
being U S. citizens.

Wth The Souls of Bl ack Fol k, DuBois had begun to

chal I enge the | eadershi p of Booker T. Washington, a fell ow
educat or who was then the nost influential and admred
Black in the United States (DuBois 236). DuBois objected to
Washi ngton’s strategy of accomobdati on and conprom se with
Whites in both politics and education. DuBois perceived
this strategy as accepting the denial of Black citizenship

rights. He also criticized Washi ngton’s enphasis on the
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i mportance of industrial education for Bl acks, which DuBois
felt came at the expense of higher education in the arts
and humanities.

DuBoi s al so chal | enged Washi ngton’ s | eadershi p through
t he Ni agara Movenent, which DuBois hel ped to convene in
1905 (236-238). The novenent grew out of a neeting of 29
Bl ack | eaders who gathered to di scuss segregati on and Bl ack
political rights (DuBois 236-253). They net in Canada after
bei ng deni ed hotel accomodati ons on the U S. side of
Ni agara Falls and drafted a |list of demands (DuBois 236-
253). These included equality of econom ¢ and educati onal
opportunity for Blacks, an end to segregation, and the
prohi bition of discrimnation in courts, public facilities,
and trade uni ons (DuBois 253).

Unl i ke Washi ngton’s ideol ogi cal position concerning
African Anericans educational pursuits, DuBois ideol ogical
position took on a flavor that rejected the three functions
of ideology. Instead, DuBois enbraced understandi ng,
critique, and educati on.

Anal ysi s—bPuBoi s and the Three Goals of Critical [Race]

Theory
DuBoi s enbraced all three goals of critical [race]
theory in his quest to uplift the African Anerican

community. Understanding is the first goal of critica
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[race] theory. As nmentioned earlier, Stanley Deetz
contends that “nerely understandi ng the neans by which
consensual realities are fornmed and perpetuated says little
about whet her such a consensus adequately represents
conpeting interests” (268). Critical [race] theorists are
concerned about the hidden practices of discrimnation and
segregation in a society. Wthout this understanding from
slavery to the GCivil Rights Movenent in the 1950s and
1960s, African Americans would have “remai n[ed]

victinms of neaning structures that [were] devel oped in
response to [their condition] and perpetuated in their talk
and actions “(Deetz 86). For exanple, African Anericans and
Bl ack | eaders, such as DuBois, had emanci patory know edge,
which identified their own self-knowl edge of their

educati onal and econom c conditions. Therefore, this

knowl edge was used for self-reflection leading to their
transforned consci ousness to fight for their rights, for
whi ch Duboi s stood. Dubois believed that African Anericans
shoul d beconme consci ous of how Booker T. WAshington’s and
the ruling elite’ s ideological positions reflected and

di storted their econom c and social reality about what was
good for them and what was possible and not possible for
them to achi eve and knew what factors influenced and

sustai ned the fal se consciousness that it represented,
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especially the reified powers of dom nation and
segregation. During Reconstruction up to the Cvil Rights
Movenent, African Anericans transformed their consciousness
to avoi d bei ng dependent on these reified powers.

Duboi s enbraced the second goal of critical [race]
theory: critique. DuBois held the taken-for-granted
oppressive U.S. society up for careful scrutiny and
determ ned that Booker T. Washington and the ruling elite
bl ocked the interests of African Anericans to achieve their
own self determ nation through effective educati onal neans
preferably a liberal arts education. Deetz contend that,
“Critique itself operates as part of a participative
conmuni cation act, the act of reopening effective
comuni cation to productive conversation” (87). By
chal | engi ng Washi ngton and the ruling elite, DuBois
believed that African Americans were nenbers of society and
their interests should be represented as well. Dubois’s
i deol ogi cal position suggested that “African Americans
shoul d not be viewed as inferior to other groups, but they
shoul d al so not be seen as superior” (MGary 295), given
their situation. “WE.B. DuBois . . . clained that the
maj or problem of the twentieth century was race and not

class” (McGary 291).
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Duboi s al so enbraced the third goal of critical [race]
t heory: education. DuBois, as a Harvard graduate, found
ways where African Americans could | earn “new concepts

in such a way as to enhance [their] understand[ing]

of societal life to allow for undistorted discourse and to
enable [them to enploy alternatives responses to [social]
life” (Deetz 140). G ven DuBois’s ideological stance
concerning African Americans and their right to pursue an
al ternative education, nanely, a liberal arts education,
DuBoi s believed that education would include providing
African Americans with alternative discourses, a number of
strategies for engaging in productive and constructive
soci al and econom c conflict, and participative decision-
maki ng skills to help then gain control of their own |ives
through a |iberal arts education that would free them from
Wi t e dependency.

In conclusion, Carl Schulkin informs us in his book

revi ew of Jacquel i ne Moore, Booker T. Washi ngton, WE. B.

DuBoi s, and the struggle for Racial Uplift, explains that

Jacquel i ne Mbore has succeeded admrably in
achieving the stated objectives of her new history
of the struggle for racial uplift in the United
States at the turn of the twentieth century. She

has produced a book that can be readily understood
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and enjoyed by readers with little or no
background on the subject. She has provided high
school and col |l ege students and instructors at
both levels with a detailed explanation of the
Washi ngt on- DuBoi s conflict, a topic that nost
t ext books only briefly outline. Finally, and nost
importantly, Professor Mobore has placed the
Washi ngt on-DuBoi s Conflict in the broader context
of the Black communities search for effective ways
to conmbat rising segregation and discrimnation.
(1)

Wi te I deol ogy of African American Education: An Econoni c,

Political, and Soci al Agenda

O the many problens with which African Americans were

faced fromthe 1890s to 1915 when Washi ngton di ed, northern

phi | ant hr opi st appeared to be troubled by the social and

econom ¢ hi ndrances Wite southerners placed on Bl ack

sout herners. According to Janes Anderson, northern

phi | ant hr opi st sought "to cushion [southern Bl acks] agai nst

t he shock of racismand to keep public education open as an

avenue of [their] advancenent" (79). Anderson contends

that “these philanthropists, [were] |ess concerned about

[ Bl ack] constitutional rights and social equality than

[they] were with the radical Republicans of the
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Reconstruction era, [who] hoped to forman alliance with
the South's conservative upper class to protect Bl ack
sout herners fromranpant racisni (79). Anderson goes on to
informus that “northern philanthropists failed to realize
the depth and force of Wite supremacy and its enbeddi ngs
in the southern culture that their original aimto
chal l enge the South’s overt raci smwas defl ected” (79-80).
Not hi ng coul d have prepared northern philanthropists for
the overt oppressive society, Wite southerners' belief
about black inferiority, and Wite southern treatnent of
African Anericans that even the federal governnent coul d
control
The White ruling class, Wiite planters, and the average
White citizen did not want African Americans to receive an
education, let alone allow their children to attend school
with African Americans. Anderson inforns us that
The White planters who dom nated | ocal governnents
in the rural South generally resisted universa
public education, particularly when it applied to
rural Bl acks. Wiite urban industrialists believed
t hat Bl acks shoul d be di sfranchi sed and remain
permanently in a | ower-class status, but they al so
believed that a proper system of universal

education would i nprove the econom ¢ productivity
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of rising generations. Mreover, they believed
t hat universal schooling would socialize the young
to the disciplines and val ues needed for efficient
service within social roles prescribed along race
and class |lines. (Anderson 279-280)
Vincent Parrillo explains that “If one group becones
dom nant and anot her becones subservient, obviously one
group has nore power than the other. Social-class status
partly reflects this unequal distribution of power, which
also may fall along racial or ethnic |ines” (69).
Parrill o’ s viewpoi nt suggests hegenony. That is, the
southern White ruling class, together with Wiite planters,
saw to it that African Anericans renai ned uneducated, wth
the inability to read. By keeping African Anericans
ignorant, White planters and other businessnmen were able to
exploit African Anericans' |abor and pay them | ow wages.
By doing so, African Americans had no recourse to report
this discrimnating and hegenoni ¢ behavi or because this
econonic treatnent of them was sancti oned and enforced by

southern local laws. |In Keith Beauchanp’s, The Mirder of

Emmett Till, Cara Davis of M ssissippi explained that

African Anmericans could never disagree with Wites about
the way they were treated. |If Wites financially cheated

African Anericans or denied themtheir rights, Davis said
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t hey woul d come up m ssing and many African Anericans had
been nurdered and their bodies dunped in the Tall ahatchie
River. According to Beauchanp, over 500 African Americans
had been |ynched in the South from 1890 to 1955 when Til
was nur der ed.

Wi te southern ideol ogy of Bl ack educati on was enbedded
in the racist theories of that tinme. Education was used as
a vehicle of control to keep African Anericans from
flourishing economcally or conpeting with Wites. During
slavery it was illegal in the mgjority of southern states
to educate Bl acks. Keeping Blacks illiterate was a control
nmechani smthat slave owners theorized woul d keep them
dependent on and loyal to their owners even beyond sl avery.
It was al so believed that Blacks had limted nental
capacity. These ideas applied to the few free Bl acks who
sought education in the South. Since slaves were property
t hat was bought and sold, they were conpared to chattel
The I oss of the Cvil War and Reconstruction forced
Sout hern Whites to accept the remedy of education to help
their ex-slaves inprove their circunstances. However, when
Reconstruction ended, |ocal and state governnents
reasserted control over the South. Wite southerners
adj usted their ideology to the new | andscape of free Bl acks

living anong them However, they sought to nmake sure that
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every aspect of southern |ife was under their control, and
Bl ack education was not exenpt.

In the JimCrow era, Black education was controll ed by
Wiite ideology as a vehicle to neutralize their ex-charges.
Bl acks were not to be educated in the sane manner as Wites
because they were supposedly less intelligent. Education
was not intended to elevate Blacks to social, political or
econonic | evels enjoyed by Wites, but a nmeans to an end to
serve the white ruling class. Cccupations in nedicine, |aw,
and governnment were not open to Bl acks. Bl acks were to be
educated to their environnent. Their environnment as defined
by dom nant Whites nmeant agriculture, manual |abor, and
donestic servitude. In these capacities, Blacks served
Whites, which Wiites thought would create “better race
rel ati ons” between the races.

Wi te ideol ogical control of Black education restricted
t he amount of schooling Blacks received in correlation to
their perceived Iimtations. Wite education officials
demanded that curricula in Black institutions be adjusted
to match these limtations. Industrial education prograns
as pronmoted by Arnmstrong, Washington and others net these
criteria, and it de-enphasized literary or nenta
devel opnent and capped Bl ack aspiration. Blacks were

famliar with artisan occupati ons dom nated by Wites,
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however, nore efficient nmeans of production and a stronger
work ethic could still be gained through such training.
However, literary devel opnment was consi dered useless to a
peopl e who had for so | ong done their nost useful work with
t heir hands.

In the case of higher education, Wite ideol ogical
control was “suspicious” if not outright hostile towards
Bl ack col |l eges and Bl ack students. According to Litwack,
col l eges such as Atlanta University were often cited by
Whites as institutions that hurt Blacks by teaching Latin,
Greek, and Phil osophy courses. Du Bois, who taught at
Atl anta University, was charged by the General Education
Board agent with not giving students proper instruction.
Though he nastered his material, the agent reported he
di spensed it w thout making sure that student understood it
(Litwack 82-83). Litwack confirnmed Newby' s assertion that
""VWhites believed Blacks had imtative talents but could
never be Wiite (qtd in Newby 177). It could be inferred
that this idea is what nade industrial training nore
amenabl e to Bl acks from Wites' perspective. Its routine
tasks fit the abilities of the race perfectly. Hi gher
education for African Anericans was “an abject failure”
t hat di stanced Bl acks fromtheir superiors and turned them

into crimnals in the opinions of sonme Whites. Higher
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education disqualified Blacks fromthere predestined pl ace
(92-93). It inplanted higher aspirations that could never
be achi eved, such as becom ng Wiite. In the case of Bl ack
men, it was suggested that an educati on nade t hem want
Wiite wonen (182).

Furt hernore, General Education Board nenber and
phil ant hropists WIlliamH Baldw n, Jr. encouraged Bl acks
to remain in the south and acquire the best manual training
skills in order to build their community and denonstrate to
their superiors their worthiness of financial support.
David L. Lewis charged that Bal dwi n, who was al so a
Tuskegee trustee, had disdain for coll ege educated Bl acks.
This attitude is congruent with statenents nade by Wiites
during these tinmes who conpl ai ned that Bl acks only sought
hi gher educati on because they wanted “to be Wite people”
(Lewis 241, Newby 176). Further evidence echoed from
organi zati ons such as the General Education Board that
viewed the Atlanta University's curricula as “suspicious”
whi | e endorsi ng the Hanpt on- Tuskegee nodel. Wite citizens
who believed that African Americans could be educated were
willing to allowit as long as their economc, social, and
political interests were protected. Therefore, they

demanded that “.if Blacks were to be taught at all, Wites
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shoul d control what and how they are taught” (Litwack 88-
89) .

VWi te ideol ogical control of Black education was al so
nmeant to benefit Wites first, then Bl acks second
economcally. Wites were often the owners of both | and and
t he markets. Black |abor acquired from graduates of Bl ack
education institutions supplied the southern markets with
commodities and services whose prices were set by the
Wi tes. Bl acks woul d have steady occupations that benefited
t hem t hrough industrial instruction. However, price control
was nostly in the hands of Whites. In other words, as
educat or Thonas Bailey stated in 1913 that Bl acks were to
receive the best industrial education “to best fit himto
serve the Wiite man” (Litwack 181). As stated earlier
Bl acks were restricted from professional positions that
requi red nore education. In addition, Blacks could not
conpete with Wiites economically or professionally.
| ndustrial education benefited Bl acks by teaching them
“thrift,” so Blacks also could not obtain materi al
enrichnment either. Blacks who managed to do well and gai ned
materially were perceived as setting a bad exanple for
ot her African Anericans and were an affront to Wites

(Newby 175).
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Sout hern Wi te ideol ogues believed that educating Bl acks
woul d “civilize” the race. However, civilizing the race
meant teaching themto accept southern societal norns
because social equality with Wites was inpossible. Newby
cited several instances where Wites believed that African
Ameri cans coul d never catch up to Wiite society because
Whites were superior. Newby clains that Theodore Roosevelt
agreed with the idea that Blacks woul d never catch up to
Whites (174-175). That is, Roosevelt believed that Bl acks
woul d forever be followers and imtators of Whites. By
l[imting the scope of education, Wites limted the
aspirations of Blacks. As late as the 1910’ s the canpai gn
to limt Black education continued. Baldwn, a
phi |l ant hropi st, also agreed with this notion that Bl ack
will forever economically |ag behind whites (79).

Wi te ideol ogues expressed their displeasure of higher
education through a concerted attack on its chief pronoter,
WE.B. Du Bois. Du Bois, a graduate of Fisk and Harvard was
characteri zed as dangerous to Bl acks. Du Bois was
characterized as a Black man who wanted to be a Wiite man
due to his “over education.” Many Wite racist |inked Bl ack
hi gher education to crimnality. It was al so suggested and

percei ved by Wites that individuals |ike Du Bois wanted to
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“be White nen,” so they could have intimate relations with
White wonen (Litwack 100).

In summary, Wiite ideology during the Black industrial
education era had an economc, political, and soci al
agenda. Although Anderson and others cited that sone
phi |l ant hropi sts had ideas to aneliorate the conditions of
Bl acks through education, southern Wlites asserted their
control in their part of the country to ensure that they
dom nated every aspect of life in their sphere. Wite
i deol ogi cal control of Black education sought to control
what and how much education African Americans were to
recei ve. White southerners would all ow education as |ong as
it did not challenge their advantaged position under Jim
Crow. Whites wanted to maintain control over the Bl ack
comunity for their benefit by denying themthe sane
curriculumthey afforded thensel ves. Through this, they
woul d mai ntain social, political, and econom c control over
t he Sout h. Bl ack hi gher education, therefore, was seen as a
threat to their control and was al ways sonething to be
assai l ed and di scouraged by the Wiite conmmunity. Materi al
resources and financial support for Black higher education
and education in general was al ways | acking. Bl ack
educators |i ke Booker T. Washington did not overtly

chal | enge these notions and thus thrived under this
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i deol ogi cal system of Black inferiority, while his nenesis,
Du Bois, faced continued criticismfromthe Wite

community, being characterized as a threat.
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Chapter V—Summary, Conclusion, Direction for Future
Resear ch
Sunmary

Thi s study exam ned the causes that |ed African
Anmericans to resist industrial education in higher
education, which ended industrial training prograns in
predom nantly Bl ack col |l eges and universities during the
1920s. Three key factors helped create this reform
nmovenent: 1) the death of Booker T. Washington; 2) the
i nproved educational |evels of African Anericans; and 3)
the rise in aspirations of African Anericans to expand the
benefits of higher education.

Eur opean educators and phil osophers were credited for
the inception of industrial education in America. Northern
phi | ant hropi ¢ organi zations believed that contributing
| arge suns of noney towards southern educati onal
institution would help stabilize the econony and grow
mar kets. They al so believed that their efforts were in |line
with the Christian notion of charity. Educating the nmasses
of ex-slaves in the South was not exenpt. Many busi ness
magnat es such as Andrew Carnegi e, Nel son Rockefeller

Robert Ogden, and WlliamH Baldwin Jr. were actively
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i nvol ved, serving as trustees of various philanthropic
organi zations and col |l eges. However, their religious and
econom ¢ notivations, which were not nonolithic, were al so
i ntended to have social and political influence. As tine
noved on, these notivations shifted with the preval ent
attitudes that influences on Black education, either by
conformng to the interest of authoritarian ideology or by
the influence of sone Black or White educators directly

i nvol ved.

Education for African Americans was, in reality for
sonme, the manipulation of African Americans, particularly
in the South during the early years of disfranchi senent and
segregation. It was true that Blacks at that tine benefited
fromany formof education relative to what they had
received prior to the Cvil War. However, they found that
their educational destinies were not their own, and its
benefit was to be limted. Black schools and coll eges were
scrutini zed by philanthropists, politicians, education
officials, and local conmunities and the overt racial
attitudes of the tine fueled criticismand mani pul ati on.

As already stated in Chapter |, industrial and |iberal
arts schools shared sonme characteristics and differed in
ot her ways. The overriding simlarity was the idea of

creating future educators and | eaders of the African
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American comunities. Self-reliance was also a simlar
goal . However, industrial students had nore specialized job
skills, but the liberal arts student was not trained for a
specific trade. They could, therefore, seek enploynent in
occupations outside of the rural sphere.

VWi te ideol ogical control of Black education endorsed
i ndustrial education. The industrial programtaught
speci alized agricultural and donmestic occupations that were
believed to instill positive characteristics in Bl acks.
| ndustrial education prepared Bl acks to work. Bl ack | abor
provi ded great value to their comunities, yet their own
personal enrichnment and anbition were limted. Positive
race rel ations between Bl acks and Whites were an intended
purpose, but resulted in Wiites controlling Black econoni c,
political, and social life.

The sout hern hegenonic attitudes of the South had a
negati ve inpact on higher education for the Bl ack
popul ation. WE.B. Dubois and northern philanthropists did
not believe that an industrial education would prepare
African Americans for the realities of southern society,
but believed that a |iberal arts education would uplift the
race. Instead of turning out a skilled workforce, it turned
out an el enent that challenged the legitimte authority and

social norns of the South. Black coll ege educated
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i ndi viduals were an affront to the southern civilized

soci ety because they were perceived as a perversion to what
constituted a civilization.

Concl usi on

Booker T. Washington and WE.B. Du Bois, the two | eading
educati on debaters, were both in favor of education.
However, they differed in which progranms in which they
bel i eved. Washi ngton believed Bl acks woul d benefit from an
i ndustrial education, while DuBois advocated for a |iberal
arts education for Blacks. Neither man was totally agai nst
the other’s program Were they differed was the | evel and
t he pace at which African Americans should receive their
education, and what was one to do with it upon conpletion
of it. They were both influenced by the ruling elite, but
Washi ngt on recei ved nore support for his ideol ogy of Black
education that DuBois.

Washi ngton recogni zed that Bl acks needed an education to
counter the handi cappi ng ignorance that had | eft them
intellectually crippled. He believed that the determni nation
he had shown to secure his own education was the best
exanple of a programthat could redeemthe race. Washi ngton
was fromthe south and had cordial relations with several
Wi tes who encouraged his quest for education. It could be

inferred that Washi ngton believed that positive
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relationships with powerful Whites could be had as well as
|l ong as you deferred to them WAshington had been a
houseboy when he was young and studi ed under Sanuel Chapman
Arnmstrong at Hanpton University. Both of those experiences
conpel | ed Washington to believe that powerful Wites could
be persuaded to work with the African Anerican conmunity.

In contrast to Du Bois’s |level of education, WAshington
had considerably | ess. However, WAshington received nore
praise fromthe ruling class because he did not chall enge
i deol ogi cal position on a substandard education for Bl acks.
He | avi shed praise on individuals of power and influence
and reaffirmed their ideas. For his preference to work
within their system the hegenony pronoted Washi ngton as
the ideal |eader and spokesman for the entire race.
Washi ngton was a man that all Blacks, nmen and wonen, were
to emul ate.

Washi ngton believed in the industrial education program
He believed that acquisition of material wealth was nost
i nportant. Washi ngton grew to understand that the hegenony
respect ed ownershi p, wealth, and business. Industri al
education had shown himthat attaining property and noney
was not only possible, but he was convinced it was the nost
expedi ent and effective way to get it. He was al so

convi nced that the occupations that slaves had engaged in



80

were the ones they could do best and that African Americans
shoul d continue to take advantage of. These endeavors were
still much in need in the rural south. Therefore, Blacks

could dom nate this area. He spread this doctrine in two of

hi s nost fanous books, Up from Slavery and My Larger

Education. Louis Harlan, Adam Faircl ough, and others
confirm Washi ngton’s inpact on the hegenony and the Bl ack
masses fromthe md 1890's to the early 1910’ s.

Du Bois shared Washington’s thirst for education, but
David Lewis wites that Du Bois's notivation was nore for
affirmng Black humanity and worth. Du Bois’s experience of
Bl ack education had nore to do Black human rights. Du Bois
bel i eved, as did Washington, that the vestiges of slavery
had crippled African Anericans. He thought that intense
study of African Anericans’ plight would eradicate the
mat eri al and spiritual deprivation Bl acks.

Du Bois was highly educated and was raised in the North.
Unl i ke Washi ngton, he was never a slave. H's academ c
credentials even exceeded the credentials of nany of those
of the ruling class. Du Bois who received his education
from Harvard University believed that his academ c
experience could not and should not be his alone if African

Anmericans were ever going to be part of the Anerican
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fabric. Blacks were not afforded every opportunity opened
to Wites.

The industrial education program although adequate to a
degree for sonme, was flawed. Du Bois believed that since
the Bl ack community was to be separate, it needed its own
| eaders. However, racist beliefs of southerners hindered
this effort. Instead, Blacks gave Wites too nuch control
over their lives, who were | ess than cordial towards them
in all facets of Anerican life. Blacks such as Washi ngton,
who accepted and pronoted the industrial education
doctrine, were not solving the social, political, and
econoni ¢ hardshi ps of African Americans, from DuBois’s
per specti ve.

I ndustrial education was myopi c and kept Bl acks i gnorant
and fromachieving a liberal arts education that would
perhaps provide a way for themto attain higher economc
st at us.

Direction for Future Research

The industrial education versus the liberal arts
educati on debate has been the subject of debates in many
publ i cati ons. However, there are sone areas that can be
explored in deeper detail. For exanple, scholars could
expl ore educators at Bl ack educational institutions and

i nvestigate how they were scrutinized by the adm nistrators
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of their institutions as well as by the | ocal popul ation
where their schools were | ocated.

Since majority of the scholarship I reviewed provided a
clear indication of the fate of Black educators, future
research could explore this prom sing area of concern.
Future research coul d address, “Did these teachers seek
additional training, or did they go into the professional
sphere of their areas of expertise”? Fairclough’s Teachi ng
Equal ity di scussed the significant role industrial teachers
pl ayed in the segregated south, but their fate was unclear.

Anot her area of inquiry that can be explored involves
the students of industrial education. Sonme may have sought
addi ti onal education once they graduated fromthe

i ndustrial school. In Up from Slavery, Booker T.

Washi ngton clained he left his studies at Wayl and Seni nary
w t hout earning his degree because of his disdain for urban
life and the school atnosphere. Washi ngton thought his

i ndustrial education was nore useful to his future.

Harl an’s research could not confirmthis fact, but did open
the possibility that the curriculum may have had sonet hi ng
to do with his departure. This area could open a di scussion
of whether those who graduated fromindustrial prograns
sought additional or higher education at liberal arts

col | eges.
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Since the Normal school was considered between grade
school and hi gh school, future scholarship could
i nvestigate how these students faired under |ess
speci alized curricula. The question nmay be asked “Did these
students neet the success that Du Bois had prophesized, or
did these specialized curricula academcally ruin the

students as Washi ngton and the ideol ogues suggested”?
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