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ABSTRACT
The general argument made by Southern historian, Ulrich Bonnell Phillips in 1918, is that the
plantation functioned as a type of school for the slave. Similarly, in 1976, Anthony Gerald
Albanese examined the plantation system as an institution that conditioned the behaviors of both
slaves and slave owners. I maintain that the plantation system was not only an educative agency
that conditioned behaviors, but also a conduit for the creolization process. The focus of this
study is creolization in the education of African American slaves in the Antebellum South. This
is a mixed methods content analysis of African American slave narratives. I use Michel-Rolph
Trouillot’s plantation context heuristic to help conceptualize the creolization process that I
believe is present within the text. Within the qualitative strand of the sequential mixed method
design, I identify thematic codes that signify pedagogy and creolization theory. I classify these
codes into three families: slave-making strategies (SMS) codes, creolization theory (CT) codes,
and education and literacy (EL) codes. The coding units I collect during the qualitative phase of
this study will make up the dataset for the quantitative phase of research in which I explore the
relationships among coding families.
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CHAPTER 1: INTRODUCTION
They descant largely on the comforts of slavery. I know there are many
degrees in the miseries of slavery. Dante, by actual observation, makes hell
consist of nine circles, the punishments of each increasing in intensity over the
preceding. I would advise these reverend perverters of Scripture to devote
their subtlety… to ascertaining and demonstrating… the exact spot and
location where the most comfort might be enjoyed - the coolest corner in the
Lake that burns with fire and brimstone!(Stevens, 1850, p. 5)
1.1: Topic of Interest
Discovering the Why of Learning
“Why do we have to learn this?” Each time this innocent student inquiry was thrust my
way, I parried with a rejoinder sounding more like an excuse than an answer. I could never
formulate a reply that satisfied either my students or myself. I was born into a family of
educators. No one had to convince me that my own education was important. I taught for
many years before I learned how to answer this question.
We have spent decades discussing curriculum and pedagogy—the what and the how of
learning without giving enough thought to the why of learning. “Why should one make an
effort to excel in school if one cannot predict when and under what circumstances learning
will be valued, seen, acknowledged?” (T. Perry, Steele, & Hilliard III, 2003, p. 11).
The relationship between effort and reward—the why of education—became clear to me
by listening to the voices of former slaves. I became curious about African American slave
literacy after reading Narrative of the Life of Frederick Douglass (1845). Impressed with
Douglass' determination to become educated amid threats of torture and even death, I
continued reading other slave narratives intentionally looking for passages within the text
illustrating examples of how slaves learned to read and write without formal education. I
noticed that a longing for literacy was a common theme within these narratives. I realized that
1

not only did these individuals view education as a means by which they could develop talents
and communicate personal interests. For them, education was an avenue to self-actualization,
the acquisition of personal power, and freedom from bondage (Webber, 1978; Williams,
2005).
Some researchers suggest that 5 percent of the antebellum slave population had attained
some level of (W. E. B. Dubois, 1935; C. Perry & Weaks-Baxter, 2002). Others propose slave
literacy was as high as 10 percent (J. D. Cornelius, 1991; Woodson, 1919). Genovese (1976)
writes that “…literate slaves appeared everywhere, no matter how unfavorable the
atmosphere. Slaveholders, travelers, and ex-slaves agreed that many plantations had one or
more literate slaves and that any given locality had some” (p. 563). These culturally, socially,
and intellectually oppressed individuals managed some level of literacy despite the threat of
torture and, in some cases death. What would our educational system be like if all American
students understood the power of education and coveted its life-changing impact?
The link between creolization and education. It was during my study of creolization
theory in which I conducted the majority of my research on African American history and
slave education. There are numerous uses for the term creolization and its synonyms and
countless debates in the fields of anthropology, sociology, and linguistics concerning the
origin of the term and its meaning. In this study, I operationalize the term creolization using
the following definition:
Creolization is seen as a process whereby new shared cultural forms, and new
possibilities for communication, emerge owing to contact. It highlights the
open-ended, flexible, and unbounded nature of cultural processes, as opposed
to the notion of cultures as bounded, stable systems of communication
(Eriksen, 2007, p. 163).
Creolization studies exist in the fields of French and Francophone studies, history,
anthropology, folklore, sociology, and linguistics. Among the contributors to this body of
2

work are Sydney Mintz and Richard Price (1992) with their classic study of African American
culture. Edouard Glissant (2011), a social researcher, presents creolization of language and
culture in the Americas as a product of the plantation system. Anthropologist, Stephan Palmié
(Palmié, 2007a, 2007b, 2010), writes about creole identities and semantic changes in creole
languages. These are just a few noted researchers although the list is extensive and spans
decades of study.
The creolization process has been associated with common descriptors, which I discuss
in Chapter 2. An imbalance of power (Eriksen, 2007), acts of resistance, contact (Trouillot,
2002), adaptation to circumstances (Stewart, 2007), and creativity (Baron, 2003; Edwards,
2010) are themes common within creolization discourse. I recognized these same themes
within the narratives of former slaves describing their learning experiences. I provide
examples of these in Chapter 4.
Previous studies have explored the plantation slavery system as an educative agency
(Albanese, 1976; Phillips, 1929). The topic I have chosen to investigate is creolization in the
education of nineteenth century African American slaves. In this study, I examine the learning
experiences described by former plantation slaves and identify elements of the creolization
process.
1.2: Purpose and Context of Research
The purpose of this study is to isolate and categorize elements of the creolization
process within the text of African American slave narratives while identifying cultural patterns
within those narratives that signify pedagogy. This is a mixed methods study, in which the
qualitative phase employs a content analysis of primary sources written or narrated by former
nineteenth century African American slaves. I examine 60 primary sources for representations
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of three thematic coding families: slave-making strategies, education and literacy, and
creolization theory. Each coding family represents previous research involving African
American slavery. I count and categorize each thematic representation I find within the
manuscripts and compile them into a dataset for inferential analysis.
Within the quantitative phase of this study, I use statistical inference procedures to
explore a possible relationship between representations of creolization theory and
representations of education and literacy. The three coding families mentioned in the previous
paragraph are variables in the quantitative analysis I use to discover the most important factors
that influence slave education and literacy. I discuss the study design in more detail within the
methods section in Chapter 3.
1.3: Research Questions
Four research questions guide this study. (See Table 1.1, below). Questions 1-3 drive
my search for thematic representations that signify pedagogy, and creolization theory.
Question 4 informs a relationship-based inferential design.
Table 1.1—Research Questions
RQ ID
RQ1:
RQ2:
RQ3:
RQ4:

RESEARCH QUESTIONS
What representations of slave-making strategies are present within the
text?
What representations of creolization theory are present within the text?
What representations of slave education, and literacy are present within
the text?
What are the most important factors that influence slave education and
literacy within the text?

1.4: Theoretical Framework
I employ Michel-Rolph Trouillot’s creolization heuristic, focusing on the plantation
context to help conceptualize the creolization process that I believe is present in the education
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of African American slaves. Originally written to explain the creolization process in the study
of slavery in the Caribbean, Trouillot’s theory incorporates within it the themes of history and
power. In general, Trouillot characterizes creolization as a process of varying degrees and
interpretations of three characteristics: loss of culture, acculturation, and creation of culture
(Trouillot, 2002).
Influenced by the work of Karl Marx, Sidney Mintz, Eric R. Wolf, Richard Price, and
David W. Cohen, among others, Trouillot criticizes empiricism and parochialism. His
creolization model illustrates his research into historicity and power ("Trouillot, MichelRolph," 2008). Utilizing Trouillot’s heuristic, my research takes a constructivist,
anthropological interpretist perspective, considering the role of values, social processes and
their consequences within the sphere of social justice (Paul, 2005).
1.5: Rationale and Significance of Study
Education, Democracy, and Citizenship Unite a Nation
Our nation’s Founding Fathers revealed their insights concerning the purpose of
education. They understood that democracy, education, and citizenship work together for the
common good of the nation. In 1750, Benjamin Franklin wrote in his “Paper on the Academy”
that education should prepare youth to serve their communities. Thomas Jefferson was the
most explicit of the Founders about the purpose of education: to insure liberty of the
individual. Consider Jefferson’s words he spoke when presenting Bill 79 in the House of
Delegates in the late 1770s:
…experience hath shewn…those entrusted with power have, in time, and by
slow operations, perverted it into tyranny; and it is believed that the most
effectual means of preventing this would be, to illuminate, as far as practicable,
the minds of the people at large, and more especially to give them knowledge
of those facts, which history exhibiteth, that, possessed thereby of the
experience of other ages and countries, they may be enabled to know ambition
5

under all its shapes, and prompt to exert their natural powers to defeat its
purposes…(Jefferson, 1778).
After the state legislature failed to pass the bill in its original form, James Madison
reintroduced the bill again and again until a revised version was finally passed in 1796
(Berkes, 2009). Jefferson argued that American citizens should be able to acquire a good
education regardless of wealth, social status, or fortunate circumstance. He maintained that
public schools should be government funded because the number of wise laws that are
administered justly are proportional to the number of wise, honest people who are elected to
office (Jefferson, 1778). Jefferson declared the importance of citizens understanding their own
civil rights to guard against ambition which perverts government (Pangle & Pangle, 1993).
Former slaves equate education to freedom. The historical writings of former slave,
Frederick Douglass (1845), suggest that education and literacy were inextricably tied to
abolition of slavery and procuring the rights of citizenship for African Americans.
Slaveholders understood that education was a means of acquiring power for the slaves that
they considered their own property (J. D. Cornelius, 1991). In slave states, African Americans
risked severe punishments and even death if found just holding a book (Goodell, 1853a).
Some researchers suggest that 5 percent of the antebellum slave population had attained
some level of literacy (W. E. B. Dubois, 1935; C. Perry & Weaks-Baxter, 2002). Others
propose slave literacy was as high as 10 percent (J. D. Cornelius, 1991; Woodson, 1919).
Genovese (1976) writes that “…literate slaves appeared everywhere, no matter how
unfavorable the atmosphere. Slaveholders, travelers, and ex-slaves agreed that many
plantations had one or more literate slaves and that any given locality had some” (p. 563).
These culturally, socially, and intellectually oppressed individuals managed some level of
literacy despite the threat of torture and, in some cases death. What would our educational
6

system be like if all American students understood the power of education and coveted its lifechanging impact?
We live in a world comprised of systems. Our government is a system; our economy is
a system. We communicate with our neighbors, families, and friends using a system of
traditions, mores, and folkways. Without knowledge of how these systems work, we cannot
successfully contribute to them. I believe that in order to understand the evolution of our
educational system we must understand how that system was influenced by American slavery.
Consider the words of Stanley Elkins (1959) in the following excerpt:
How a person thinks about Negro slavery historically makes a great deal of
difference here and now; it tends to locate him morally in relation to a whole
range of very immediate political, social, and philosophical issues which in
some way refer back to slavery (p. 1).
Racial stereotyping and prejudice persists in the United States. In spite of historical
evidence that African Americans helped to emancipate themselves, notwithstanding the
overwhelming odds against them, results from a USA Today Gallup poll demonstrate that 39%
of American adults surveyed believe African Americans “just don't have the motivation or
willpower to pull themselves up out of poverty.” The results become more salient when
observing that results increase to 55% for respondents who have only a high school education
or less (Gallup, 2010).
A similar study examining the typical representations of African Americans on
television reveals "high levels of perceived criminality and laziness" (Ramasubramanian,
2010, p. 111) by White viewers. In the same study the researcher reports a positive correlation
between perceived stereotypes on television and stereotypical beliefs of White participants
(Ramasubramanian, 2010).
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In a study of racial prejudice and public opinion, Ditonto, Lau and Sears (2013) find
that respondents edit their answers to questions about "explicit racial measures" so they do not
appear to be "racially prejudiced" (p. 494). In spite of respondents' attempts to sanitize their
answers within this survey, the researchers find that racial prejudice is a strong predictor of
public opinion. Moreover, the researchers conclude that racial prejudice influenced voting
responses in the 2008 American Presidential Election. In a related study, a Harvard economics
Ph.D. candidate using Google query data concludes "the data offer clear evidence that
continuing racial animus in the United States cost a black candidate [Barak Obama]
substantial votes" (Stephens-Davidowitz, 2013, p. 29).
How can racial prejudice and stereotypes persist in twenty-first century America? Could
this negative attitude toward African Americans be the shadowy remnants of a pedagogy that
still lingers in our society promoting the paradigm of White supremacy? The seeds sown from
an uninformed citizenry produce the bitter harvest of a misinformed citizenry.
Significance of creolization in the education of former slaves. A study involving
African American slave education is significant for three reasons. First, I believe that an
inquiry into a social injustice that occurred within this nation’s history helps to reignite
interest into the importance of an informed citizenry. Secondly, given this nation’s history of
racial prejudice and the current discourse concerning racial issues, research into the education
of nineteenth century African American slaves and its ramifications seems to be a timely
endeavor. Furthermore, the study of a group of Americans longing for literacy can inspire each
new generation of Americans to connect the dots between education and freedom in any social
environment. Dorsey (2007) said this concerning the significance of teaching and learning
about African American history:

8

…the American story simply cannot be told without discussion and analysis of
the experiences of black people whose labor created the nation's wealth, whose
enslavement undergirded and undermined the concept of democratic freedom,
and whose civil exclusion sparked the political revolutions of the twentieth
century (p. 1172).
Several earlier studies involving the education of African American slaves inform my
research. Carter Woodson (1919) describes African American education from the beginning of
slavery up to the Civil War. Kenneth Stampp (1956) provides the first definitive study of
plantation slavery that countered the work of Ulrich Phillips which was “grounded upon the
assumption of inherent Negro inferiority” (Elkins, 1959, p. 21). Anthony Gerald Albanese
(1976) scrutinizes the works of earlier historians who wrote about the role of the plantation as
an educative agency. In addition, Thomas L. Webber (1978) provides insight into the history
and culture of the slave quarter community.
In 1991, Cornelius said, “The major studies of the slave experience in the United States
have given little attention to the existence of literacy among slaves” (p. 6). Cornelius’ study
investigates the history of African American literacy, slavery, and religion. In a more recent
study, Heather Andrea Williams (2005) explores the testimony of slaves who became literate
by finding ways to teach themselves. The creolization of African American education is a
largely unexplored area of study. I will address this gap in the literature, which informs
anthropological, historical, and epistemological theory concerning African American
education.
1.6: Limitations of Study
From 1801-1865, 175,000 slaves were brought to the United States (Miller & Smith,
1988) from Africa. In addition, generations of African slaves had already been here by that
time. Since the abolition of slavery, there have been only about 2,900 slave narratives
published ("American Life Histories: Manuscripts from the Federal Writers' Project 19369

1940," 1998; Andrews, 2013); therefore, this study does not propose to represent a definitive
sample of the total slave population. Unfortunately, the majority of slave voices have been lost
to history.
The reader should also note that not all primary sources used for analysis were written
in the same genre. Some sources are in the form of book length autobiographies and
biographies. Most of the sources, which are from the Federal Writers Project’s Slave Narrative
Collection are only 1-4 pages in length.
The WPA narratives cannot be described as optimal primary sources because the
narrations were transcribed by field workers from interviews with former slaves rather than
written by the narrators, themselves. In addition, historians have asserted that some narratives
were edited or re-written by “higher officials in the project” (Escott, 1985, p. 41).
Furthermore, although interviewers were given protocol to direct their inquiry, not all
individuals were asked the same questions; therefore, interview topics vary among narratives.
Also there has been speculation that some former slaves minimized the severity of their
experiences fearing retaliation from the White community (Blassingame, 1975). These
limitations will be discussed further in section 3.7: Establishing Reliability and Validity.
1.7: Summary
Education in a democratic society means more than learning subject matter or
developing skills to make a living. The original argument for public education at the expense
of the citizenry was to create an informed populace which could recognize and root out
injustice. Historians have pointed out that as African American slaves began to embrace
literacy, they became better equipped to throw off the bonds of slavery. The history of African
American slavery revealed through the words of former slaves is a testament to the power of
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knowledge and the true purpose of education. When education is valued, it becomes an avenue
to life, liberty, and the pursuit of happiness. Ignorance, hegemonic power, and racial animus
fueled the Hellish fires of inhuman bondage. Although the majority of African American slave
voices have been unjustly silenced and selfishly edited, we still have an available record from
which to glean valuable information about our nation’s past.
For generations, the history of African American slavery has been told within the
context of war. I propose that we begin teaching this history from the perspective of the people
who actually lived through it and have highlighted the connection between education and
freedom. The dedication to literacy expressed within the pages of African American slave
narratives should be celebrated instead of hidden on dusty library shelves.
Creolization discourse connects history and culture with oppressive hegemonic power,
and the resistance to that power. That interplay of forces gives birth to new, dynamic, cultural
forms. As we study the creolization process, we learn about ourselves within the context of the
truth of our past, the reality of our present, and the possibilities within our future. These
connections are relevant in the fields of education and anthropology.

11

CHAPTER 2: LITERATURE REVIEW
2.1: Organization of Literature Review
I have organized this chapter into seven sections. Following this paragraph, Section 2.2
provides an etymological discussion of the terms creole and creolization. In Section 2.3, I offer
examples of the creolization process from previous studies. Section 2.4 outlines Trouillot’s
framework for his creolization heuristic. In Section 2.5, I provide an historical context for the
education of African Americans prior to 1865. In Section 2.6, I present the plantation system as
an educative agency. Finally, Section 2.7 concludes the literature review with a summary
paragraph of research findings from articles I have reviewed.
2.2: Creolization—Origin of Terms and Creolization Studies
Creolization—A Slippery Concept
The question, “What is creolization?” prompts multiple and varied responses. Baron
(2003) calls creolization a "slippery concept, powerful enough to characterize emergent
cultural forms but eluding precision in definition" (p. 88). It is necessary, therefore, to consider
the origin of the term creole, and its historical applications. Buisseret (2000a) states that creole,
used as a noun, "referred to people born in America of European or African origins" (p. 5).
Eriksen (2007) claims that the term creole originates with the Spanish word criollo, which
signifies a person of Spanish descent born in the New World. Gallagher (2007) adds that
criollo derives "from the Portuguese verb criar ('to breed,' but also 'to bring up'), itself derived
from the Latin verb creare (meaning 'to create' or 'to beget')" (p. 226).
According to Stewart (2007), as a concept, creolization can be traced back to the
sixteenth century, but the word creole, signifying people of mixed heritage, carried with it a
negative inference because of its association to emigration. Europeans tended to believe that
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time spent associating with those in other cultural environments transformed individuals into “a
different sort of people” (p. 1). Chaplin (2007) argues that there was no use of the term
creolization before the nineteenth century although creole or creolian could refer to people or
things. Her research is commensurate with that of Stewart's in relation to creole identity once
having a negative connotation. According to Chaplin, the term was "emphatically rejected" by
colonial America's British descendants, who "refused to call themselves 'creoles,' instead
preferring the term 'Americans.' " (p. 46).
In the seventeenth century, the term creole became associated with "mixed languages,
or nonstandard versions of an accepted language" (Baker & Muhlhausler, 2007 as cited in
Stewart, 2007, p. 2). The earliest recorded use of the word creole is from West Africa in 1685.
The author was commenting on a variation of the Portuguese language used by residents living
on the north bank of the River Gambia (Baker & Muhlhausler, 2007).
Today the terms creole and creolization are often associated with hybridity, syncretism
or mixture of origins (Eriksen, 2007, 2010; Knorr, 2008). Buisseret (2000a) argues that
creolization as a concept replaces "the older notions of acculturation and assimilation" (p. 5).
In La Reunion, an island in the Indian Ocean, off the eastern coast of Madagascar, anyone born
on the island is categorized creole regardless of race. Similarly, all citizens of Trinidad, except
for those of Asian descent, refer to themselves as creole (Eriksen, 2007). According to
Chaudenson (2001), in the Lesser Antilles creole is "reserved for Whites only" (p. 6).
Before the Atlantic slave trade began in colonial Louisiana, French Caribbean colonists
orally adopted the original Hispanic forms of the term, creoulo or crioulo in Portuguese and
criollo in Spanish. By the end of the seventeenth century, Gallicization of the terms produced
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the French forms, criole and criolle. The current form of the word, creole can be found in
eighteenth century records from Louisiana and the Caribbean (Chaudenson, 2001).
Creole Identity in Louisiana
The meaning of the term creole has had a dynamic history in Louisiana. The French
occupation in Louisiana began in 1678 as a military settlement to block the British from the
mouth of the Mississippi River. Before France founded its colony in the vast area of the
Louisiana territory, the Caddo, Tunica, Atakapas, Chitimacha, Muscogee, and Natchez tribes
populated the area. In addition to the Native American tribes, the region was sparsely
populated, by French military personnel, Canadian fur traders, and Caribbean pirates. A
shortage of women prompted French fur traders, among other groups, to take Native American
women as wives (G. M. Hall, 1992c). The census tables for the French colony of Louisiana
from 1699-1732 indicate “ No blacks, either slave or free…listed in the 1708 census” (G. M.
Hall, 1992a, p. 57).
France, partnered with John Law and his Company of the West and later with the
Company of the East, brought in settlers from France, Switzerland, the Netherlands, Belgium,
and Luxembourg ("Louisiana: European Explorations and the Louisiana Purchase," n.d.). By
1731, slave traders had transported over 6,000 slaves to the Port of New Orleans for sale. Twothirds of those slaves were from Senegambia, a region where Africans shared similar languages
and cultures (S. Dubois & Melançon, 2000; G. M. Hall, 1992a).
Heterogeneity is a key factor in creolization because the process is not just a matter of
mixing. It is more of a competition between different languages and cultures. Creolization
increases as diversity of language and culture increase. Also, the larger the group, the more
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influence that group has on the culture and language of the total population (Buisseret, 2000a,
2000b; Trouillot, 2002).
A 1731 census records that in lower Louisiana, Africans outnumbered Whites by more
than two to one. Spain, which encouraged immigration into the territory, increased importation
of African slaves (G. M. Hall, 1992a). Hall (1992a) states "There is no doubt that Africans
were, by far, the largest group of people introduced into Spanish Louisiana" (p. 277). By the
time of the Louisiana Purchase in 1803, 17% of New Orleans residents were Free People of
Color, and slaves were 35% of the population (Bell, 1997).
During the French occupation of Louisiana and also under Spanish occupation, the term
creole referred to native-born colonists whose ancestry belonged to another country
(Chaudenson, 2001; Domínguez, 1977). Under French governance, inter-racial marriages and
concubinage was illegal; however, the practice was socially acceptable (Johnson, 1992). By the
end of the French occupation, Dubois and Melancon (2000) report that a "tripartite system of
race" (p. 239), White, Colored, and Black, existed in the Louisiana territory. The identity,
White Creole represented first generation, native-born colonists having European ancestry,
most of which had family ties to the French or French Canadians (Chaudenson, 2001; S.
Dubois & Melançon, 2000; G. M. Hall, 1992b). Colored Creoles, also known as Free People
of Color, had a mixed ancestry that included African. Black denoted African-born slaves, but
the children of those slaves born in Louisiana were called creole (S. Dubois & Melançon,
2000; G. M. Hall, 1992b).
The frontier society, characteristic of colonial Louisiana, afforded slaves and Free
People of Color more opportunities to advance themselves than did the society of the plantation
economy (Trouillot, 2002). A shortage of skilled laborers required the colonial government to
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apprentice slaves to veteran tradesmen and artisans within the colony. This practice allowed
slaves to earn money to buy their freedom and the freedom of family members. The French
Code Noir (Black Code), closely aligned with Catholic doctrine, required slaves to receive
religious sacraments and religious instruction. Capuchin missionaries included Free People of
Color and slaves into the Catholic community, encouraging interracial amiability. Casualties of
war led the French government to add a Black militia to Louisiana's military. Black and Creole
slaves were able to exchange their military service for their freedom. Spanish authorities also
adopted this system of integrating slaves into their military. The policies of the Spanish Crown
and the Catholic Church allowed Free People of Color opportunities to assume positions of
power and prestige (Bell, 1997). Berlin (2003) describes this period in the Lower Mississippi
Valley as “devolved from a slave society to a society with slaves” (p. 88).
After Spain took possession of Louisiana in 1763, the Spanish Crown sought to
Hispanicize the colony, but colonists resisted Spanish identity (Johnson, 1992). Creole planters
rebelled against Spain's new policies and expelled the first governor from the colony (G. M.
Hall, 1992a). Declaring Spanish the official language, colonial authorities began drafting court
records, wills, contracts, and all other official documents in Spanish, translating even French
names into Spanish. Colonial Louisiana, however, did not lose its French influence (Johnson,
1992).
During the nineteenth century, the rise of racist literature cloaked in scientific jargon
(Banks, 1995; Jahoda, 2009) prompted a redefinition of the word creole in Louisiana. Anxious
to distance themselves from the social stigma accompanying African identity, Louisiana
Whites redefined the term creole to designate "whites of pure French and Spanish ancestry
born in lower Louisiana" (G. M. Hall, 1992a, p. 158). The Louisiana Purchase in 1803 brought
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Louisiana into the United States and Anglo Americans into Louisiana. Colored Creoles, who
had enjoyed elevated status under French and Spanish rule (Bell, 1997), sought to distinguish
themselves from Anglo African Americans and Blacks on cultural as well as racial grounds
(Tregle, 1992). Embracing their French heritage and holding fast to their creole identity,
Colored Creoles defined the term creole to mean racially mixed (G. M. Hall, 1992a; Tregle,
1992). The insularity of French Louisiana's frontier infancy followed by the infusion of a large
African presence accounts for Louisiana's Afro-Creole character.
Creole identity is a separate issue from the creolization process albeit the two issues are
often confused. Correctly defining what creole is, hinges upon the entity under scrutiny and its
relation to history and geography. Creolization studies provide help to reduce the ambivalence.
Creolization Studies
Creolization theory emerged from inquiry into the process of creole language
formation, informing the field of linguistics (Baker & Muhlhausler, 2007). Eriksen (2007)
posits that linguistic scholars first used the term to reference language forms resulting from
"the uprooting and displacement of large numbers of people in colonial plantation economies"
(p. 155), an issue within colonialism discourse. The dynamics of creolization theory began to
change as scholars expanded their linguistic research to include socio-historical data. After
decades of research into the social and cultural backgrounds of creole speakers, the body of
literature that was formerly the study of creole languages began to diverge into two distinct
fields of study, one field informing linguistic anthropology and another informing cultural
anthropology (Cohen & Toninato, 2010).
The study of creolization as a cultural process began with the concepts acculturation,
assimilation, and syncretism (Buisseret, 2000a). One early debate involving these concepts
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includes whether or not characteristics of African culture made it past the Middle Passage
when slave traffickers abducted men and women from their African homeland and transported
them to the New World. American sociologist, E. Franklin Frazier (1939) argued in an early
study that it was not possible for any African culture to have been brought over from Africa to
the New World. American anthropologist, Melville J. Herskovits disagreed with Frazier's
assumption, arguing that not only were aspects of African culture a part of plantation life, but
the process of acculturation may not have been in one direction (S. W. Mintz & Price, 1992).
Mintz and Price (1992) agree with Herskovits' suggestion that characteristics of African
heritage have been carried over into the New World, but they make a distinction between the
terms, culture and heritage. They argue that transporting African culture implies all Africans
were from one homogeneous society with similar beliefs, traditions, and interpretations about
the workings of the universe. Additionally, they suggest that it is more accurate to say that
there is evidence of a difference between the "homogeneous culture of the Europeans…, and
the relatively diverse cultural heritages of the Africans in the same setting" (S. W. Mintz &
Price, 1992, p. 3).
A more recent debate concerns a possible connection between creolization and
globalization theory (S. Hall, 2010; Hannerz, 2010; Palmié, 2010; Stewart, 2007). Baron
(2003) states that the concept of creolization is "well suited to the transformations wrought by
processes of globalization" (p. 93). Hannerz (2010) reasons that creole culture combines two or
more contradistinctive historical sources, and in time produces "a continuous spectrum of
interacting forms, in which the various contributing sources of the culture are differentially
visible and active" (p. 382). Moreover, Hannerz states, "…it seems, we are all being creolized"
(p. 386). In contrast, Stewart (2007) argues that globalization bears no similarity to
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creolization, which includes within its historical context, power inequity, racism, slavery, loss
of culture, and creation of culture. In Stewart's words, "The historical realities of creolization
are…too extreme to serve as models for contemporary cultural mixtures such as eating a Big
Mac in Tokyo…" or " belonging to the Madonna fan club in Singapore…" (p. 4).
It is generally agreed upon that creolization is not simply a mixing or blending, but a
creation of something new (Knorr, 2008; S. W. Mintz & Price, 1992; Trouillot, 2002). That
process of new creation can be precipitated by the need to adapt to a new environment. One
factor that influences the rate of creolization is the newcomer's willingness to adopt local
folkways. Additionally, wealth was a factor in determining the speed of the process during
periods of early settlement. Wealthy Europeans could afford to transport food, clothing, and
building materials from Europe to the new world. Europeans with fewer resources had to rely
on what was available in their environment, and often had to adopt the foods, dress, cultivating
methods, and building techniques common to the location (Buisseret, 2000a).
Creolization and Its Descriptors
To recognize creolization, it is necessary to identify common descriptors associated
with its antecedents. First, creolization is a process (Bolland, 2006; Buisseret, 2000a;
Chaudenson, 2001; S. Hall, 2010; Rath, 2000; Trouillot, 2002), which is a series of actions
causing changes that lead to a natural result. Creolization is associated with an imbalance of
power (Edwards, 2009; Eriksen, 2007; Galvin, 2000; Glissant, 2011; Stewart, 2007; Trouillot,
2002). When a dominant group exploits a less powerful one for profit as in the cases of
colonization and slavery, the oppressed population often resorts to acts of resistance (Bolland,
2006; S. Hall, 2010; S. W. Mintz & Price, 1992; Trouillot, 2002). Survival within an
environment of privation requires adaptation to circumstances (Baron, 2003; Roth, 2007;
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Stewart, 2007; Trouillot, 2002). New immigrants, indigenous occupants, and forcibly displaced
populations learn to communicate and share information. Length and frequency of contact with
people of other communities and cultures (Dillard, 2000; Galvin, 2000; Rath, 2000; Trouillot,
2002) determines the extent of transfer and borrowing of cultural forms (Buisseret, 2000b;
Chaudenson, 2001; Galvin, 2000). Acquisition of new ideas and adaptation to new customs
advances the creation of new cultural forms (Baron, 2003; Bolland, 2006; Eriksen, 2010;
Glissant, 2011; S. Hall, 2010; Trouillot, 2002). Creativity requires space and time for
contemplation, organization, and construction (Edwards, 2010; Trouillot, 2002). The following
examples help illustrate creolization as an adaptive course, which "focuses on the processes of
restructuring of entire cultures under the influences of unanticipated localized environmental
conditions and foreign socio-cultural pressures" (Edwards, 2008, p. 166).
2.3: Examples of Creolization
Creolization of Language
The stages of creolization. In 1962, American linguist, Robert A. Hall proposed that
the evolution of a creole language occurs in three stages: pidginization, creolization, and
decreolization. A pidgin is "a reduced language that results from extended contact between
groups of people with no language in common" (Holm, 2000 "1.1 Pidgins," para. 2). During
the Atlantic slave trade in the Americas, the slaveholding population supplied the dominant
language (lexifier) used to communicate with the slave population (Bickerton, 2008; S. W.
Mintz & Price, 1992). Siegel (2008) reasons that the difference between a creole language and
its lexifier is "simplicity" (p. 43). A creole language's lack of complexity is due to its birth from
a pidgin, which McWhorter (2000) identifies as a "radically reduced" (as cited in Siegel, 2008,
p. 46) form.
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Stage one—pidginization. Master and slaves often communicated using pidgin forms
(Bickerton, 2008; Holm, 2000; S. W. Mintz & Price, 1992). It is not clear whether those
contact languages developed in Africa or in the New World (Herskovits, 1941). In either case,
specialized language forms developed as a consequence of the slave trade (S. W. Mintz &
Price, 1992). The children of captured slaves in the British colonies spoke a pidgin form of
English as their native language, which they learned from their parents.
Bickerton (2008) describes an evolving pidgin as a "makeshift affair" having a "limited
vocabulary" (p. 13) and no consistent grammatical structure. He explains the beginning of the
pidginization process recalling a discourse with a Japanese woman born in Hawaii who returns
to her American country of birth. Having left Hawaii at the age of five, the sixty-year-old
woman remembers only a few English words and phrases. Trying to communicate her desire to
find the city library, she says, "Rai…Rai…Ano book anything borrow dekiru tokoro."
Bickerton, understanding the gist of her inquiry, answers; "Oh, you mean a library?" The
woman replies, "Yeah. There work husband" (Bickerton, 2008, p. 97).
In the context of colonial systems of government and the transatlantic slave trade, a
pidgin more closely resembles substrate language forms, which belong to the group having less
power. Superstrate language forms more closely resemble the language of the dominant group.
The superstrate speakers also adopt changes in vocabulary and syntax to facilitate
communication with the substrate speakers (Holm, 2000). Chaudenson (2001) sorts pidgins and
creoles into two categories: endogenous and exogenous groups. Endogenous pidgins and
creoles develop from contact between indigenous populations and colonizing trade
organizations. In this setting, a specialized trade jargon develops between two populations
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having different full languages. Exogenous pidgins and creoles develop from contact between
immigrants and displaced populations.
Stage two—creolization. During the pidginization stage, a pidgin will evolve into "an
expanded pidgin" (Siegel, 2008, p. 235). Vocabulary increases and the language system
stabilizes (Chaudenson, 2001). Mintz and Price (1992) declare "…once the language has
become the native idiom of a speaking group, it is no longer a 'pidgin' but a 'creole' " ( "The
Encounter Model," para. 19). Chaudenson (2001) agrees with Mintz and Price, but extends the
definition adding, "first of part of the community that speaks it, then of the whole" (p. 20).
Both substrate and superstrate languages influence the creolization stage of a creole language.
Factors including characteristics of the speakers, power structure within a society, as well as
economic and ecological conditions impinge upon linguistic and cultural systems (Buisseret,
2000b; Chaudenson, 2001; Rath, 2000; Usner, 2000). Because those factors vary from place to
place, "stages of acquisition," "replacement processes," and possibly "extinction processes"
differ among languages (Jones-Jackson, 1984, p. 352).
Stage three—decreolization. Bickerton (2008) defines decreolization, the third stage of
creole language development, as "the process through which a Creole, when spoken alongside
its superstrate, loses typically Creole features and replaces them with superstrate features" (p.
250). Jones-Jackson (1984) suggests that if decreolization continues overtime, all
characteristics of that creole language could be lost. Gullah is an English-based creole language
of a community of Black Americans living in the Georgia and South Carolina Sea Islands
(Opala, n.d.). The community's isolation enabled the West African influenced language to
remain viable after slavery and into the twentieth century. In the last several decades, however,
the advent of telecommunications and the addition of roads, bridges and ferries induced contact
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between the once isolated community and American cultural influence. The result of this
interaction is decreolization of the Gullah language (Opala, n.d.).
Creolization theorists have suggested that the creolization of culture occurs in stages
similar to that of language (Chaudenson, 2001; Edwards, 2010; Rath, 2000). Since culture and
language work together to develop meaning and build identities (Rath, 2000), the process of
language formation can help to inform the evolution of cultural systems (Chaudenson, 2001;
Edwards, 2010).
The Creolization of Music and Dance
African languages, proscribed from use within the plantation system, vanished over
time. In spite of this loss of African identity, slaves found other forms of expression. African
American slave narratives offer copious accounts of slaves expressing themselves with music,
song, and dance (Chaudenson, 2001). Music is a part of life for even nonliterate societies
(Merriam, 1964). African slaves and slave traders transported rudimentary forms of musical
instruments such as the drum, the banjo, and the tambourine. Written accounts of early
plantation life provide records of African rhythms played by slaves on hand made instruments
fashioned from gourds, hollowed out logs, and horse hair (Bilby, 1985; Epstein, 1975; Rath,
1993).
The sound of African drumming performed by slaves during religious meetings and
celebrations frightened planters. Some of the Southern populace associated drums and other
loud instruments with weapons that could be used by slaves to signal rebellions (Epstein,
1975). Consequently, drums were outlawed in some slave states; however, the drum rhythms
were reproduced by slaves when they played the fiddle and the banjo (Rath, 2000). Moreover,
slaves secretly maintained their African rhythms with the combination of patting and dancing
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styles done to music. This performance style, called patting juba, utilizes the body as an
instrument, and is forebear to the tap dance (Knowles, 2002; Peters, n.d.).
Creolization of Architecture
Anthropologists have pointed out the effects of creolization by studying the history of
architectural design. Edwards (2009) proposes that the design of the New Orleans area
“shotgun” house is an adaptation of the Caribbean-style linear cottage found in Saint
Domingue. Artwork from the early eighteenth century demonstrates this building style, which
has roots in West Africa. Early drawings of a typical African-style home illustrate a living
space divided into two areas—one inside the home and one outside. The occupants of the
house sleep and have meals within the private interior of the home. The adjoining outside space
is a covered, open area where family members can meet other members of the community to
talk or discuss business (Edwards, 2010). The shotgun house reflects that building style, having
an interior in which all the rooms are in a straight line, and an outdoor porch on the front of the
house where people can sit and visit in the heat of the day (Edwards, 2009).
2.4: Trouillot's Framework for the Creolization Process
Trouillot’s purpose for creating a framework for creolization was to refine creolization
theory—to find its limitations and present new insights to offer a more realistic picture of the
process. According to Trouillot (2002), one limitation of previous creolization theories is the
influence of ideological and political sensibilities of the observers. Consequently, assumptions
and generalizations often replace the inconvenient gaps in historiography. Trouillot (1995)
refers to these breaches in historical record as silences. Moreover, influences due to
colonialism, racism, and imposed religious doctrine leave us with specific ideas about people
and events that are sometimes misleading (Trouillot, 1995). Because of the link between
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history and culture, to understand either one, it is necessary to consider both. History offers
context, without which insight into human behavior is negligible (Trouillot, 1992).
Four Historical Settings for Creolization
Creolization occurs within each of four historical settings: frontier context, plantation
context, enclave context, and modernist context. Trouillot uses these settings as heuristic
devices to help conceptualize and historicize the creolization process. These four contexts do
not signify specific periods; instead, they represent particular environments, which overlap in
time (Trouillot, 2002).
The frontier context. What characterizes the frontier context is relative isolation from
other influences; however, there was a fair amount of contact between African and European
colonists. This historical situation, occurring before the maturity of the plantation era, allowed
slaves a more relaxed labor routine in contrast to the competitive plantation economy (Bell,
1997; G. M. Hall, 1992a; Trouillot, 2002) .
The plantation context. The setting during the legal enslavement of African
Americans, continuing even during the period of Reconstruction defines the plantation context.
The enclave context was the setting experienced by the early Maroon societies of the
Caribbean, many of whom were runaway slaves living in isolated populations. The Gullah of
the South Carolina and Georgia Sea Islands also survived in virtual self-sufficiency within an
enclave setting (Opala, n.d.; Trouillot, 2002).
The modernist context. Finally, the modernist context predominated as plantation
society declined. This environment arose within the urban areas, particularly port cities, in
which slaves were in contact with traders, merchants, and travelers from other territories.
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Slaves operating within this context had a more global consciousness with a sense of power
relations (Trouillot, 2002).
Four Factors that Influence Historical Settings
Trouillot introduces the following factors: regimentation, frequency and nature of
outside contact, frequency and nature of contact between and among groups, and participants
as conscious subjects of history (See operational definitions in Table 2.1, below), which
operate within each historical setting in varying degrees. These influences impact the
creolization process of language and culture (Trouillot, 2002).
Table 2.1—Operational Definitions of Four Factors in Trouillot's Framework
CREOLIZATION
FACTORS

OPERATIONAL DEFINITIONS

Regimentation

Represents authoritarian discipline and enforced uniformity
imposed upon slaves to restrict time, space and power

Outside Contact

Represents a slave's opportunities to create personal time, space and
power due to contact with others who reside outside the plantation

Plantation Contact

Represents opportunities to create personal time, space, and power
due to contact with others who reside inside the plantation.

Culture
Consciousness

Represents opportunity to create personal time, space and power
due to awareness of personal heritage, culture, facts of power and
forces to reach self-defined goals; realizing and operating within a
unique identity as a part of a larger social and cultural body

The regimentation factor. Regimentation restricts creativity, which shapes culture,
thereby slowing the rate of creolization (Buisseret, 2000a; Trouillot, 2002). This factor was
present within the frontier context, but to a lesser degree than within the plantation setting,
which arose after the Louisiana Purchase (Bell, 1997; G. M. Hall, 1992a). Planters created a
slaveholding culture that was self-promoting, utilizing newspapers to advertise slave auctions
and runaway slaves, as well as agricultural journals that included articles on best practices for
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slaveholders (Breeden, 1980d; Phillips, 1929). They created a system of plantation order,
which operated by routines that all participants had to learn and follow. The main concern of
the planter was the profitability of the system, which rules, restrictions, rewards and
punishments helped to regulate (Breeden, 1980b; Trouillot, 2002).
The contact factor. Contact with outsiders brings new information into an isolated
community, increasing the possibility of borrowing traditions and methods from other cultures.
Frontier settlers in the Mississippi Valley borrowed methods of cultivation and food
preparation from African slaves and indigenous people who populated the surrounding area.
The combined influences helped to generate Louisiana's rice and sugar cane industry and create
the Creole and Cajun cuisines of Southern Louisiana (Kein, 2010; Usner, 2000).
Participants as conscious subjects of history. Slaveholders designed the regimented
plantation system to strip away African culture and identity (Stampp, 1956). Having an
awareness of one's own history and origin is empowering. It is something to celebrate. It is
something to share within a community. Being a member of a group is not the same as being a
participant. People who participate gather, share, borrow and create. While regimentation and
isolation slow down creolization, being a participant within culture, increases the rate of
creolization (Buisseret, 2000a; Trouillot, 2002).
Indicators Marking Historical Contexts
The main markers of the four contexts are time, space, and power relations. Trouillot
uses these indicators to formulate questions about life within each historical setting. The way in
which a slave used his time affected his personal life and possibly the lives of others. If we
would like to know, for instance, how a slave learned to read, we can ask, "How did that slave
use his time?" If we wonder how an African American slave could practice folk healing, we

27

can ask, "How did a slave acquire this educational space when state laws prohibited formal
education?" The answers to these questions can aid in constructing that historical context,
which tells a story about history and culture formation (Trouillot, 2002).
The time marker. The length of time a community operates within a single context
impacts cultural development. The longer a single community resides within one context, the
more influences permeate that group (Trouillot, 2002). For example, the Spanish occupied
Louisiana territory for a little over three decades; in contrast, the French occupation lasted
more than twice that length of time (G. M. Hall, 1992a). As a result, the French influence in
Louisiana has been greater than that of the Spanish, and that bearing can be recognized to this
day within speech patterns, cuisine, and architecture, particularly in Southwest Louisiana
(Edwards, 2008; Kein, 2010; Trouillot, 2002; Ware, 2007).
The space marker. Space is a metaphor representing opportunity for creation of
autonomy, identity, and culture in the midst of de-Africanization, and power stripping
strategies on the part of planters. Slaves found ways to create their own space using provisions
made available to them. Sometimes planters created space for their slaves without realizing it.
For instance, some planters gave their slaves provision grounds on which they could plant
gardens and raise their own livestock (Trouillot, 2002). The practice was cost effective for
planters, but it was contrary to slave management logic, which held that slaves were mere
beasts dependent upon their masters for survival. Some slaves even secretly sold their produce
to neighbors or passersby to make their own money. Finding space allows one to experience
autonomy and create identity and culture (Goodell, 1853b; Trouillot, 2002).
The power relations marker. Power relations played a role in transforming both
European and African cultures. Blassingame (1975) characterized the tensions between master
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and slave as a continuous "tug of war" (p. 211) that complicated social relations. The two
perspectives manipulating this relationship were the power of the master to dominate and the
power of the slave to act in response to the domination (Thomas, 1998). This power struggle
played out with the slave-making strategies used by planters and acts of resistance by slaves
within the plantation system.
2.5: African American Education before Freedom
In the previous sections, I defined creolization and presented examples of cultural
systems influenced by the creolization process. In the following subsection, I will present a
brief contextual history of African American education from colonial days until Reconstruction
to serve as a backdrop for the introduction of the plantation as an educative agency.
African American Education and Religion
Woodson (1919) divides the education of African American slaves into two periods.
He characterizes slavery as a patriarchal institution during the first period that extended from
the beginning of slavery in the colonies to about 1835. The second period begins at the genesis
of America's industrial age, in which Woodson argues, changes American slavery into an
economic institution.
Shortly after the first English colonizers settled in North America, missionaries
followed them in an effort to promote Christianity among the enslaved Africans and Native
Americans. English evangelical activists influenced Charles II to order the colonies to provide
religious instruction to slaves which included instruction in reading the Bible and writing (J. D.
Cornelius, 1991). The French and the Spanish were the first among the nations to offer
religious instruction, which included rudimentary reading and writing skills. Catholic
missionaries, arriving first from France and then from Spain, attended to the literacy of African
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slaves, Free People of Color, and Native Americans while promoting unity among the races
(Bell, 1997; Woodson, 1919). Protestant missionaries followed the lead of the Catholic Church
and began providing literacy training to slaves as an avenue toward baptism into the church.
The Church of England helped establish religious organizations to spread the Gospel and
literacy throughout the English colonies (J. D. Cornelius, 1991).
It was the Quakers, however, who were the first of the settlers to offer slaves, Free
People of Color and Whites equal educational opportunities. By the 1720s, Quakers began
publishing journal articles that questioned the ethics of slavery. In the 1730s, they began
teaching slaves to read and write in their own homes. The Quakers were the first to realize
education as an avenue to freedom for slaves (J. D. Cornelius, 1991; Woodson, 1919).
During the seventeenth and eighteenth centuries and into the nineteenth century,
planters had mixed opinions regarding slave literacy. It was obvious to planters that literate
slaves could avail themselves to more complex tasks than those who were untaught; however,
some slave owners feared that education would prompt slaves to become dissatisfied and seek
manumission or run away (J. D. Cornelius, 1991; Douglass, 1845; Woodson, 1919). Not all
slaveholders abided by state literacy laws. Some benevolent slaveholders continued to provide
religious instruction to their slaves that included reading and writing (J. D. Cornelius, 1991;
Woodson, 1919; Norman R. Yetman, 2000).
A popular pro-slavery argument proposed that God created an inferior Black race to
serve Whites. Proponents of this argument had used literacy as evidence for the White race's
superiority. As more slaves became literate, that proof used to justify slavery began to reveal
itself as fallacy (Williams, 2005). Slaves and Free People of Color began using their
communication skills to counter that myth and argue for their freedom. Planters, unable to
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dispute this logic, ignored the rebuttal, and used their political influence to pass laws making
slave education illegal (J. D. Cornelius, 1991; Woodson, 1919).
Education in Nineteenth Century America
In nineteenth century America, Northern agriculture and industry grew in technological
innovation. Unfortunately, Southern planters who clung to their traditional plantation lifestyle,
dependent upon slave labor, rejected this new error of modernization. While the North's urban
populations expanded, the South remained predominantly an agricultural society (Berlin,
2003).
Education, which was highly valued in Northern Free States, was not as appreciated in
the South. Even White Americans, particularly the very poor, found getting a proper education
difficult. While most of the Northern population was educated, almost half of Southern
inhabitants were illiterate. Slave states characteristically did not adequately fund public schools
in part because wealthy landowners typically sent their children to private schools and resented
the taxation of their property to pay for public education. Northern states whose economy did
not depend on utilizing slave labor generally had more success overall establishing public
schools (Suarez, 1971).
In reaction to the rise of abolitionism and slave rebellion in the nineteenth century
American South, slave states passed more severe laws to prohibit all forms of education, even
religious education of slaves (Mitchell, 2008). Some churches discontinued their literacy
training for slaves but continued providing oral religious instruction only (Raboteau, 2004).
Louisiana, Georgia, North Carolina, and Missouri all passed laws forbidding slaves and Free
People of Color to assemble for any educational purpose. A variety of punishments were
prescribed for slaves who were caught with reading materials including beatings with cowhide
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whips and the cruel cat of nine tails, a whip usually made with metal balls that ripped through
the skin. According to former slaves from South Carolina, Georgia, Texas, and Mississippi, a
common punishment for recurrent offenses was amputation of all or part of a finger (J.
Cornelius, 1983). Slave owners occasionally killed repeat offenders. In some states anyone
caught teaching an African American to read was subject to fines and /or jail (Goodell, 1853b;
Mitchell, 2008) .
In 1862, Union troops took possession of New Orleans. Thousands of slaves left
Southern Louisiana plantations and took refuge in the newly occupied city. By 1865, fifteen
thousand slaves had entered New Orleans in need of shelter, employment, and an education
(Hirsch, 1992). The military set up seven schools in New Orleans for Free People of Color and
sustained them until 1865. However, when military occupation ended, so did Black education
except for private schools run by munificent organizations (Crouch, 1997).
2.6: The Plantation School
Resistance to slavery began to express itself in the form of African American literacy.
The wife of one of his masters taught Frederick Douglass, a former slave, the alphabet. After
the master forbade his wife to continue Douglass' lessons, he coaxed White children in his
neighborhood into teaching him to read (Douglass, 2009). Northern abolitionists established
organizations to combat slavery in the United States, supporting education as a means to attain
equal rights for African Americans. The American Missionary Association (A.M.A.) set up
schools for freed slaves in Southern cities such as New Orleans (Brady, 1990).
To offset the possibility of slave revolts, slaveholders developed methods of making
and keeping their slaves submissive and illiterate. Slave owners kept newly purchased
Africans separate from the rest of the slave community during a period of “seasoning”
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(Mitchell, 2008) until they learned enough English to follow orders and complete tasks. This
breaking in period helped the slaveholder to establish control over the new slaves. Kenneth
Stampp (1956) records strategies slaveholders used to maintain power and create the ideal
slave. He lists them as five steps for plantation slave management.
Plantation strategy: maintain strict discipline. The most important strategy that
slaveholders relied on was to maintain strict discipline. Some plantation owners drew up their
own management guides detailing how punishments should be meted out (Breeden, 1980a).
One slave owner from Arkansas even suggested that other slaveholders use the US Army
manual as a guide for discipline. The responsibility of the master was to have absolute power,
and the ideal slave must obey “cheerfully and with alacrity” (Stampp, 1956, p. 144). Religious
instruction was one means by which the slave owner taught obedience and the slaveholder's
perception of morality (Breeden, 1980c). Slaves committed to memory Bible stories, verses of
scripture and hymns (Woodson, 1919). Upon any infraction of the master's rules, slaves could
be reminded of those convenient scriptures, which were used to support slavery (Roper, 2013).
Plantation strategy: teach Black inferiority. The second strategy slaveholders used
to empower their positions of authority on the plantation was to teach the idea of African
inferiority to the White race (Stampp, 1956). Because a literate slave was difficult to convince
of this canard, an underlying precept of the plantation system was to keep slaves ignorant. The
means by which slave owners accomplished this strategy was to prohibit slaves from
possessing reading and writing materials. In the state of Kentucky, teaching a slave to read and
write was illegal even for slave owners. Slaves who were known to be literate were either sold
or kept away from the rest of the slave community (Webber, 1978).
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Plantation strategy: teach fear of White power. The third step was to cause the
African to feel an overwhelming awe for his master’s power, which extended over every area
of life, even to religious worship. Reverence for the master was often feigned; however, fear of
the whip and the foreboding reality of being sold away from family and friends was the true
focus of a slave's respect (Webber, 1978). In an effort to obtain total control slaveholders
introduced a slave class system into the plantation community. The lowest class of slave was
the field worker. House slaves occupied the top tier of the structure followed by skilled
tradesman and musicians. All slaves had lower status than any White person regardless of
gender or age. This “divide and conquer” strategy caused competition and distrust within the
slave community, reducing the slave’s power to revolt (Thomas, 1998).
Plantation strategy: reward appeal. The fourth step of the seasoning process was to
convince the slave that the success of the master’s plantation was his success as well. The
slaveholder only used this appeal for a few select servants whose responsibility was to be
examples of good behavior for the rest of the chattel. What passed for good behavior by the
point of view of some slaveholders in Louisiana was questionable. Plantation owners often
chose female slaves as house servants for the purpose of sexual gratification. If the slave was
compliant, she avoided fieldwork and kept her high position as house servant. Some slave
owners gave their slaves whiskey to drink during special occasions as a reward (Bibb, 1849;
Webber, 1978).
Plantation strategy: teach total dependence on the master. The final step for training
the ideal slave was to inspire within him a feeling of helplessness and total dependence on the
master. Some slaveholders warned against allowing slaves to learn a trade or work in town for
fear that they would become too independent (Stampp, 1956).
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Creolization and Resistance
In Section 2.2, I presented descriptors associated with the creolization process. Among
those concepts is the act of resistance by African Americans living and working within the
plantation system. I define resistance as an action or behavior performed passively or overtly in
opposition to a dominant power. When there is an imbalance of power within a society, there
will be reciprocity of power (Thomas, 1998) to balance out the needs of those who are
oppressed. African Americans countered seasoning techniques with their own strategies of
passive resistance, causing repercussions within the plantation dynamic and influencing the
creolization process. As a result, both European and African cultures changed (Thomas, 1998).
African philosophy that lingered within slave communities may have aided slaves in
countering culture-stripping techniques. Mintz and Price (1992) agree with Herskovits, who
discusses retentions of cultural elements and value systems which they believe remain within
the collective consciousness of displaced societies. Those past patterns of behavior influence
present attitudes and perspectives of displaced persons.
One prevailing characteristic of the African American that seems to have been a result
of those psychological remnants is the ability to adapt to new situations and produce
innovations within those new environments (S. W. P. Mintz, Richard, 1992). Instead of a
system of good and evil, African spirituality is concerned with that which creates advantages or
disadvantages to life. This practical outlook on life lends itself to creativity and innovation
more so than the static, narrow dualism of the European (Bolland, 2006).
During generations of enslavement, plantation slave communities formulated an
unwritten code of ethics and morality. These rules of behavior differed from that of the White
community. Slaves commonly used deception as a creative way to avoid the whip. Within the
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slave narratives, former slaves recount situations in which they had to adapt to the harsh
conditions put upon them by the advocates of an economic system who elevated business
achievement above the lives of their workers. Former slaves testified to adding sand to the bags
of cotton to increase their weight, thereby avoiding punishment for not meeting daily quotas. In
addition, to counter the unbearable conditions of fieldwork, slaves rested between the cornrows
when the overseer was not looking (Escott, 1979). Henry Bibb recounts keeping a bridle in his
hand while running away to deceive those who would recognize him as a runaway slave. If
anyone questioned Bibb about what he was doing alone in the woods, he would tell them he
was looking for his master's cows. Bibb recalls that the only form of self-defense that he could
use effectively was that of deception (Bibb, 1849). Similarly, slaves did not believe taking
livestock or food from White people was dishonest. There was a difference between “stealing”
and “taking.” A slave who appropriated his master’s belongings without being caught was
resourceful; however, stealing from another slave was not accepted behavior (Stampp, 1956).
When it was cold in the cotton fields, the slaves warmed their hands by a small fire nearby.
Mary Reynolds recalls, "When I could steal a ’tater, I used to slip it in the ashes and when I’d
run to the fire I’d take it out and eat it on the sly" (1937, p. 2).
Slaves resisted the plantation teaching of Black inferiority by secretly lampooning
Southern White society's pampered lifestyle, ridiculing them as lazy and incompetent.
Frequently, they would code switch into whatever racial stereotype they knew the master
expected of them, "If the master wanted happiness, act happy; piety, appear pious; penitence,
ask for forgiveness; childlike behavior, play the part of Sambo" (Webber, 1978, p. 108).
Seeking knowledge was a dangerous act of resistance for a slave in the Antebellum South. A
Virginia anti-literacy law made learning or teaching literacy skills illegal for slaves and Free
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People of Color at a cost of $50.00 for the White offender and 20 lashes for the slave (Rucker,
2006). A South Carolina law prohibited slaves and Free People of Color from assembling for
the purpose of "mental instruction" broadening an older literacy law to include not only reading
and writing but also memorizing and arithmetic (Williams, 2005, p. 13).
Slaves developed an information network to gain knowledge about the world outside of
the plantation. House servants eavesdropped on conversations and shared that information with
the other slaves. Slaves developed keen memorization skills passing on social and political
news (Williams, 2005). The children of house servants often spent time in the home with the
master's children. Former slave, Robert Glenn received reading and writing lessons from his
master's son, who gave Glenn books and paper to practice secretly. Other slaves learned to read
and write from the master's children, who they would accompany to and from school (Norman
R. Yetman, 2000).
2.7: Summary of Literature Review
The term creole can apply to the identity of people, language, and culture. Creolization,
on the other hand, signifies a process, which incorporates adaptation, transformation, and
creation. Creolization research includes studies of identity, language, and cultural systems. To
understand creolization, one must construct meaning within the context of history and
geography. This study utilizes Trouillot's plantation context, which functions as a crucible for
cultural systems. Adaptive pressures such as regimentation, contact, and culture consciousness
of participants affect the rate and fabric of the process. Recognizing the significance of time,
space and power relations of active participants provides insight into culture formation.
Creolization may exist within the large umbrella of globalization; however, its uniquely
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defined character occurs within the context of colonialism, racism, power inequity, and
economic exploitation.
Creolization theorists have suggested that the stages of language formation can inform
the creolization process of cultural systems. In the following chapter, I explain the
methodology, which will enable me to identify representations of creolization within
nineteenth century African American education.
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CHAPTER 3: METHODS
3.1: Organization of Methods
I have organized Chapter 3 into six sections. Following this paragraph, Section 3.2
identifies the general design of this study. In Section 3.3, I describe the content analysis units. I
explain sampling strategies in Section 3.4. Next, I introduce a priori codes and operational
definitions in Section 3.5. Section 3.6 includes my proposed data analysis.
3.2: Identifying General Design of Study
This study incorporates a mixed methods design, which Teddlie and Tashakkori (2009)
define as "research in which the investigator collects and analyses data, integrates the findings,
and draws inferences using both qualitative and quantitative approaches or methods in a single
study or program of inquiry" (p. 339). The method of inquiry is content analysis, which
Krippendorff (2004) defines as "a scientific tool" that "provides "new insights" which "increases
a researcher's understanding of particular phenomena, or informs practical actions" (p. 18). The
purpose of content analysis is to make "replicable and valid inferences from texts (or other
meaningful matter) to the contexts of their use" (Krippendorff, 2004, p. 18).
Using a sequential mixed method design, I perform the content analysis first. I address
three qualitative research questions in the first strand of the analysis and one research question in
the quantitative strand of the study (See Table 3.7, p. 47 and Table 3.8, p. 48). This design allows
for additional research questions that may "emerge from or depend on the results" (Teddlie &
Tashakkori, 2009, p. 344) that develop from the analysis of slave narratives. Teddlie and
Tashakkori (2004) advise that "analysis strategies may evolve as the study unfolds" (p. 344).
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3.3: Description of Units
Locating Primary Sources
The primary sources from which I selected my sampling units are African American
slave narratives (See a list of these narratives in Appendix H). Some of the narratives are
autobiographical. Some are self-published by former slaves who became accomplished writers.
Most of the narratives are by former slaves who had assistance writing and publishing their
stories.
I began my research by collecting slave narratives from online textual databases, most of
which are from the collection compiled by the Federal Writers’ Project between 1936 and 1938.
These manuscripts are organized into seventeen volumes and can be accessed free of charge
from the Library of Congress (http://memory.loc.gov/ammem/snhtml/mesnbibVolumes1.html)
and Project Gutenberg (http://www.gutenberg.org/ebooks/search/?query=slave+narratives). The
Library of Congress website offers the option of accessing the manuscript as a text file or a
portable document format (PDF) file. Project Gutenberg also provides these options. I also found
individual biographies and autobiographies of former slaves on Amazon.com.
Unitizing Text for Analysis
In this study each narrative represents an individual observation within the dataset. All
samples are taken from accounts of slavery on plantations in the American South during the
nineteenth century. I delimit all coding units by categorizing each unit into one of three thematic
families: slave-making strategies, education and literacy, and creolization theory (See “Code
List” in Appendix A). Coding units are organized by coded themes and placed in narrative
files—one file for each primary source. (See the example narrative file labeled, N17: Frederick
Douglass in Appendix D.) Each narrative file is distinguished by number and name of the
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narrator. I use physical distinction, specifically, length and content, to delimit the scope of
context. Each unit is no shorter than one sentence and no longer than one paragraph. I determine
the length of each unit by the amount of text needed to reveal the representation of the coded
theme while retaining the intended message of the author.
3.4: Sampling Strategies
I used relevance sampling to locate sources containing textual units which contribute to
answering my research questions. To accomplish this, I selected sources in which the narrator
offers information about plantation life in the nineteenth century. Also, the source had to contain
representations of at least one of the three coding families. I randomly selected 160 narratives
from the available online databases and sorted through them looking for relevant textual matter.
As I read through the manuscripts, I excluded the narratives that did not meet my criteria for
selection.
Within the population of slave narratives, there are subpopulations. I used stratified
sampling to include both male and female observations from different states. This sampling
procedure produced a sample size of N = 60 narratives, including N = 30 females and N = 30
males from 15 plantation states. See frequency distribution charts by age and plantation state in
Figure 3.1, and Figure 3.2, p.42. Figure 3.2 illustrates the frequency of slave narratives by the
age of the narrator in 1865, the year of emancipation.
3.5: Codes and Definitions
Within this section I provide tables illustrating the codes and definitions I use for data
analysis. I also provide a complete list of codes in Appendix A. How I determine and record the
existence of the thematic representations is illustrated within the codebook in Appendix B.
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Figure 3.1—Frequency Chart of Narratives by Plantation State

Figure 3.2—Frequency Chart of Narrator Age in 1865
Creolization Theory Codes
During a pilot study of 12 slave narratives (Bland, 2001a, 2001b, 2001c), I explored the
text to locate representations of slave literacy using the plantation heuristic created by MichelRolph Trouillot (2002). I fashioned my creolization theory coding family using concepts from
Trouillot’s work. I include this coding family in the current study (See Table 3.1, p. 43).
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Table 3.1—Creolization Theory (CT) Codes
CODE ID

CREOLIZATION THEORY (CT) CODES
CT1 Regimentation
CT2 Outside Contact
CT3 Plantation Contact
CT4 Adaptation
CT5 Culture Consciousness
CT6 Resistance

In addition to finding numerous examples of slaves acquiring literacy skills, within those
12 manuscripts, I found seven areas in which slaves experienced learning in spite of efforts made
by plantation owners and state lawmakers to prohibit African Americans from becoming
educated (Crichlow & Northover, 2009). I believe this contradiction between historical record
and narrative history deserves further study; therefore, I created the coding family, Education
and Literacy (Table 3.2, below) from the representations I found during the pilot study.
Table 3.2—Education and Literacy (EL) Codes
CODE ID

EDUCATION AND LITERACY (EL) CODES

EL 1 Trade/Skill
EL 2 Reading
EL 3 Writing
EL 4 Arithmetic
EL 5 Folk medicine
EL 6 Music/Arts
EL 7 Religious instruction

In Chapter 2, I discuss research which describes the plantation system as an educative
agency. Part of a slave’s education included culture-stripping strategies. To identify examples of
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these tactics within the plantation system, I use the research of Kenneth Stampp (1956, pp. 144147) to formulate the coding family, slave-making strategies (See Table 3.3, below).
Table 3.3—Slave-making Strategies (SMS) Codes
CODE ID

SLAVE-MAKING STRATEGIES (SMS) CODES

SMS 1 Discipline
SMS 2 Black inferiority myth
SMS 3 Power displays
SMS 4 Reward appeal
SMS 5 Dependence

Creolization Theory Definitions
The following table (Table 3.4, below) defines each code within the creolization theory
coding family. I crafted each definition using concepts from the creolization heuristic created by
Michel-Rolph Trouillot (2002). From this coding family, I determine which creolization factors
or descriptors are present within the plantation experience of each individual.
Table 3.4—Creolization Theory (CT) Definitions
CODE

CREOLIZATION THEORY (CT) DEFINITIONS

Regimentation Represents authoritarian discipline and enforced uniformity imposed upon
slaves by plantation masters
Outside Represents a slave's opportunities to create personal time, space and power
Contact due to contact with others who live outside the plantation
Plantation Represents a slave's opportunities to meet or gather with those who live on
Contact the plantation for the purpose of sharing information and building group
cohesiveness
Adaptation Represents an adjustment made to traditional methods due to adverse
circumstances while living as a slave on a plantation
Culture Represents a slave's awareness of personal heritage, culture, facts of power,
Consciousness self-defined goals and a unique identity within a larger social and cultural
body
Resistance Represents a slave’s opposition to dominant power using creativity,
education and literacy, or an alternate code of ethics
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Education and Literacy Definitions
Derived from the results of earlier investigations of slave narratives, each education and
literacy code represents an area of knowledge which has substantive links to slaves’ resistance to
slave-making strategies. Using this coding family, I determine what areas of education and
literacy are present within the plantation experience of each individual (See Table 3.5, below).
Table 3.5—Education and Literacy (EL) Definitions
CODE

EDUCATION AND LITERACY (EL) DEFINITIONS

Trade/Skill A representation of a skill or trade learned while living as a slave
Reading A representation of learning at least rudimentary reading skills while living
as a slave
Writing A representation of learning at least rudimentary writing skills while living
as a slave
Arithmetic

A representation of rudimentary arithmetic skills learned while living as a
slave

Folk medicine A representation of knowledge regarding the use of homemade remedies for
the treatment of illness or disease; may include the herbal cures learned
while living as a slave
Music/Arts A representation of creating music, songs, poetry, or other art forms while
living as a slave
Religious A representation of Biblical principles, moral precepts or religious doctrine
instruction learned while living as a slave

Slave-making Strategies Definitions
The definitions for the slave-making strategies codes reflect the research of Kenneth
Stampp (1956) and James Breeden (1980d). Using these codes (See Table 3.6, p. 46), I examine
slave narratives to determine which slave-making strategies are present within the plantation
experience of each narrator.
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Table 3.6—Slave-making Strategies (SMS) Definitions
CODE

SLAVE-MAKING STRATEGIES (SMS) DEFINITIONS

Discipline A slave-making strategy which includes strict disciplinary procedures such as
torture and beatings
Black
inferiority
myth
Power
displays

A slave-making strategy which teaches that the Negro race was created by
God to serve the Caucasian race. This myth rationalized the dehumanization
of African Americans.
A slave-making strategy used to inspire fear and highlight the power of the
White race and the powerlessness of the African American

Reward A slave-making strategy used to manipulate slaves by rewarding loyalty to the
appeal master and his business enterprise.
Dependence A slave-making strategy to encourage slaves’ total dependence on the master

3.6: Proposed Data Analysis
In Chapter 1, I introduce four research questions, which I address in this study. In this
section I describe how I plan to analyze the data relevant to those questions, first in the
qualitative strand of this design and then in the quantitative strand. Within this section, I also
discuss issues of validity and reliability.
Qualitative Data Analysis
During the qualitative inquiry, I employ content analysis of 60 slave narratives. I sift
through primary documents using key words and phrases to mine for representations of thematic
elements within the source data. I categorize the data segments into separate codes within the
coding families. The recording units are separated into 60 narrative files. Each file is from one to
three pages long and is labeled N1, N2, N3, N4,…N60. Appendix D contains an example
narrative file. I analyze each coding unit within the narrative file to determine the presence or
absence of each thematic code. I use a prepared list of operational definitions as a guide for
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analysis. Next, I record the appropriate entry on a tally sheet. See a sample tally sheet in
Appendix C.
After recording and categorizing the surface content of the text, also referred to as the
manifest content, I perform a latent content analysis. The term, latent content analysis, refers to
"…an interpretive reading of the symbolism underlying the physical data…the deep structural
meaning conveyed by the message" (Berg, 2001, p. 242).
Within the qualitative data analysis, I identify thematic codes that signify pedagogy, and
creolization theory and classify them into coding families. I analyze the collected qualitative data
relevant to three research questions (See Table 3.7, below).
Table 3.7—Qualitative Research Questions
ID

QUALITATIVE RESEARCH QUESTIONS

RQ1: What representations of slave-making strategies are present within the text?
RQ2: What representations of creolization theory are present within the text?
RQ3: What representations of slave education and literacy are present within the text?

Quantitative Data Analysis
Using the recording units collected from the qualitative analysis, I build a dataset for
quantitative analysis. The coding families within my qualitative analysis are now used as
variable groups within my quantitative analysis. All three variable groups are nominal level
variables; moreover, the variable groups are broken down into individual variables. The variable
group, slave-making strategies, is composed of five variables: SMS1, SMS2, SMS3, SMS4, and
SMS5. Creolization theory contains the variables: CT1, CT2, CT3, CT4, CT5, and CT6. The
variable group, education and literacy contains the variables EL1, EL2, EL3, EL4, EL5, EL6,
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and EL7. (See Codebook in Appendix B.) I also include three identification variables: age,
gender, and plantation state, which refers to the slave state in which the individual lived while in
bondage. I analyze the quantitative data relevant to one inferential research question and six
specific sub-questions (See Table 3.8, below).
Table 3.8—Quantitative Research Question
ID

QUANTITATIVE RESEARCH QUESTION

RQ4: What are the most important factors that influence slave education and literacy
within the text?
Sub-Q1 Do representations of education and literacy increase as regimentation decreases?
Sub-Q2 Do representations of education and literacy increase as outside contact increases?
Sub-Q3 Do representations of education and literacy increase as plantation contact increases?
Sub-Q4 Do representations of education and literacy increase as adaptation increases?
Sub-Q5 Do representations of education and literacy increase as culture consciousness
increases?
Sub-Q6 Do representations of education and literacy increase as resistance increases?

I first perform a descriptive analysis on each variable group. Using SPSS 22 research
software to inspect the data, I assess each variable by calculating measures of central tendency,
dispersion, and frequency. To show the relationships between my categorical variables within
each variable group, I perform percentage cross-tabulation analysis using SPSS. Because my
sample size is N = 60 with dichotomous variables, I use Phi and Cramer’s V coefficient to assess
probability distributions for the outcomes within each variable instead of Chi Square. Using
SPSS software, I perform a multiple linear regression analysis to assess what variables are
important determinants of the education and literacy of nineteenth century African American
slaves.
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Empirical Validity of Slave Narratives
Evidence for semantic validity. The validity of slave narratives in general has been
questioned by historians. The opinions of Ulrich B. Phillips, who discounted slave narratives as
abolitionist propaganda, have often been cited by researchers (Nichols, 1971). Slave narratives
became popular reading before and during the time of the American Civil War when political
discourse was polarized into vehement pro-slavery and anti-slavery arguments. It is likely that
narratives published during that period were biased one way or another (Elkins, 1959). Less than
10% of my sample includes narratives written during that period, and the narratives that I do
include have been verified as valid sources by previous research (Blassingame, 1975). Issues of
validity have also been raised regarding the use of the Works Progress Administration (WPA)
narratives collected in the 1930s. Noted scholars have used the WPA slave narratives in their
research and have attested to the value of utilizing this collection (Blassingame, 1972; J. D.
Cornelius, 1991; Elkins, 1959; Williams, 2005). Furthermore, Yetman (1967) points out that a
large amount of empirical research has been published regarding the validity of these narratives.
As a result of reviewing these data, he makes the following remark:
…there appears little reason to believe that the processes involved in the selection of
informants for interview produced a sample that systematically diverged from the parent
population. At least the sample bias that characterized the universe of ante-bellum slave
narratives is absent (Norman R. Yetman, 1967, p. 535).
Moreover, Escott (1985) remarks "For all who want to understand slavery in North America,
the WPA slave narratives are an indispensable source" (p. 40).
I have performed a thoughtful study of 60 slave narratives utilizing both qualitative and
quantitative approaches to research. Escott (1985) asserts that both methodologies should be
used to explore slave narratives. Qualitative research expands the quality of information gathered
by increasing insight into life experiences. On the other hand, quantitative data increases
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accuracy of interpretation that may otherwise be affected by researcher expectations and
ideological biases. Escott (1985) makes the following statement to this point, “Quantitative and
non-quantitative methods encounter some common problems and others that are particular to the
method, but, used together, they can make different and cumulative contributions to our
understanding of slavery” (p. 40).
Evidence for sampling validity. My sampling plan includes stratified sub-groups to
insure both male and female former slaves are represented in equal number. I also purposefully
include slave narratives from fifteen slave states to represent different geographical areas. A
period of over 70 years exists between the Civil War and the WPA slave interviews. Critics have
suggested that the individuals interviewed were either too young at the time of emancipation to
remember slavery or too old at the time of the interview to recall events. Empirical research
results do not suggest a skewed population sample. In fact, only 16% of the WPA slave
narratives were between the ages of 1 and 5. Over half of the former slaves interviewed were
between the ages of 11 and 30 at the time of emancipation (Norman R. Yetman, 1967).
Similarly, the narrative sample I use for this study incorporates an age range from 3 to 56.
Establishing Intercoder Reliability
Krippendorff (2004) discusses the means by which a researcher can generate reliable
data. First the researcher should select equally skilled coders who are available for training and
instruction. The guest coder also should be provided information about the topic and the dataset
with clear step-by-step instructions on coding procedure. This study utilizes two coders. I act as
Coder 1. Coder 2, has also earned a postgraduate college degree and has research experience. I
provide a training session, which includes an introduction to the research study and a practice
coding session followed by a question and answer session. After the training session, I give the
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coder copies of codes and operational definitions to review before the coding session. I calculate
intercoder reliability with Cronbach's alpha coefficient.
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CHAPTER 4: RESULTS
4.1: Organization of Results
The purpose of this research is to isolate and categorize representations of the
creolization process within the education of African American slaves. The unit of analysis is a
collection of biographical and autobiographical narratives of former slaves who lived and
worked on American plantations in the nineteenth century. Stratified relevance sampling
produced N = 60 narratives for analysis.
This study consists of two phases. The first phase is a content analysis of African
American slave narratives guided by three research questions. The content analysis produced
three families of codes: slave-making strategies, creolization theory codes, and education and
literacy codes. The second phase of this study is an inferential analysis of the data collected from
the content analysis. In Section 4.2, I introduce the results of the content analysis and close the
section with a summary of the results. In Section 4.3, I present the results of the inferential
analysis. I present the discussion of my findings, including limitations and future directions in
Chapter 5.
4.2: Results of Content Analysis
I performed a cross tabulation of each coding family using SPSS. The results of the
content analysis are organized by coding family and coding variable. In this section I provide
excerpts from narratives I used in my analysis to illustrate my findings. Most of these examples
are from the Federal Writer’s Project collection, which were compiled from interviews with
former slaves from 1936-1938.
The interviewers were encouraged to preserve the dialect of the individual when
transcribing their interview notes and were given guidelines to follow. However, most of them
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had no prior linguistic training in transcribing dialect; therefore, the reader may notice variations
in methods of transcription (Garner, 2000). Throughout the narratives there are different spelling
for certain words. For example, the word master may be written as marster, maussa, or mastuh.
They is sometimes written as de, or dey. The word, patroller is given several different spellings,
such as pattyroller and padroller (S. A. Brown, 1985).
Slave-making Strategy—Strict Discipline
The results of the cross tabulation analysis indicate that 57% of females and 67% of
males report cruelty, torture, and beatings at the hands of plantation owners and their overseers.
The beatings were not limited to delivery by the plantation owners and their staff. Former slaves
report being beaten and tortured by slave patrollers before the war and by Klu Klux Klan
members after freedom. According to ex-slave interviews, slave patrollers were locally hired by
community slaveholders to catch runaway slaves and check written passes of slaves who were
given passage by their masters. Reported forms of discipline include bloody beatings with
cowhide whips, and paddles. Some plantations had jail houses and wooden stocks to secure
slaves during punishment. Andrew Boone (1970), a former slave who lived on a plantation in
North Carolina, recalls punishments he witnessed.
I saw a lot of slaves whipped and I was whipped myself. Dey whipped me with de cat-o’nine-tails. It had nine lashes on it. Some of de slaves was whipped wid a cobbin paddle.
De had forty hole in ‘em and when you was buckled to a barrel dey hit your naked flesh
with de paddle and everywhere dere was a hole in de paddle it drawed a blister. When de
whippin’ with de paddle was over, dey took de cat-o’-nine-tails and busted de blisters. By
dis time de blood sometimes would be runnin’ down deir heels. Den de next thing was a
wash in salt water strong enough to hold up an egg. Slaves was punished dat way for
runnin’ away and such (pp. 33-34).
Sometimes slaves were given excessive punishments for small offenses. A few
informants spoke about sweat boxes placed in the sun where slaves were held for hours and
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sometimes days at a time. Mary Ella Grandberry (1970) worked as a slave on an Alabama
plantation, and remembers the box being used for punishment.
Dey’d whip us iffen we was caught talkin’ about de free states, too. Iffen you weren’t
whipped, you was put in de “nigger box” and fed corn bread what was made withouten
salt and with plain water. De box was just big ’nough for you to stand up in, but it had air
holes in it to keep you from suffocatin’. Dere was plenty turnin’ round room in it to allow
you to change your position every once in a while. Iffen you had done a bigger ’nough
thing you was kept in de “nigger box” for months at de time, and when you got out you
was nothin’ but skin and bones and scarcely able to walk (p. 145).
Not all slaveholders were characterized as cruel. About 33% of both men and women
characterize their plantation owners as either fair, good, or kind. Some individuals recall their
masters and mistresses fondly. Chaney Richardson (1970) was owned by a Cherokee slave
holder in the Oklahoma territory. Richardson recalls, “None of the Cherokees ever whipped us,
and my mistress give me some mighty fine rules to live by to get along in this world, too” (p.
248).
Slave-making Strategy—Black Inferiority Myth
Within the slave narratives, 53% of males and females relate representations of the Black
inferiority myth. A few individuals represent this belief with explicit recollections from the
words of their slaveholders. Harriet Jacobs (2003) reacted to this belief by writing her following
thoughts:
They seem to satisfy their consciences with the doctrine that God created the Africans to
be slaves. What a libel upon the heavenly Father, who "made of one blood all nations of
men!" And then who are Africans? Who can measure the amount of Anglo-Saxon blood
coursing in the veins of American slaves? (Jacobs, 2003, p. 69).
The Black inferiority myth is represented sometimes by dehumanizing treatment of
slaves. Individuals recall being spoken of and treated like animals. Henry Cheatam (1970), a
former slave from Mississippi remembers slaves being auctioned and sold like they were “cows”
(p. 55). Silvia King (1941), from Texas, recalls having her clothes stripped off and having
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prospective buyers “feel us all over” (p. 198). Fannie Moore (1970), who was a slave in South
Carolina, recalls her mistress saying that “niggers didn’t need nothin’ to eat” because they were
“just like animals, not like other folks” (p. 226). Louis Hill (1941) from Missouri remembers that
as a child he was given his meals in the same bowl as the dog. Robert Toatley (1941a) recalls
how children were fed on the plantation where he was a slave.
There was fifty or sixty other little niggers on the place. Want to know how they was fed?
Well, it was like this: You’ve seen pig troughs, side by side, in a big lot? After all the
grown niggers eat and get out the way, scraps and everything eatable was put in them
troughs. Sometimes buttermilk poured on the mess and sometimes potlicker. Then, the
cook blowed a cow horn. Quick as lightning a passel of fifty or sixty little niggers run out
the plum bushes, from under the sheds and houses, and from everywhere. Each one take
his place and souse his hands in the mixture and eat just like you see pigs shoving around
slop troughs (p. 164).
Slave-making Strategy—Power Displays
Sixty-three percent of females and 77% of males relate characterizations of power
displays. It is not clear if those who commanded power displays were reacting to a collective fear
of slave uprising, influenced by the belief of Black inferiority, or if they just enjoyed welding
power. The results were the same—to inspire fear of White power. Lorenzo Ezell (2000) relates
an incident during slavery when his uncle was captured by a local slave patrol.
Old Ned Lipscomb was one de best massa in de whole county. You know dem old
patterollers, dey call us “Old Ned’s free niggers,” and sure hate us. Dey cruel to us,
’cause dey think us have too good a massa. One time dey cotch my uncle and beat him
most to death (p. 111).
Displays of White power did not cease after the declared freedom of slaves. Robert
Toatley (1941a) recalls an incident shortly after the end of the war:
Night rider come by and drop something at your door and say, “I’ll just leave you
something for dinner.” Then ride off in a gallop. When you open the sack, what you
reckon in there? One time it was six nigger heads that was left at the door (p. 165).

55

Slave-making Strategy—Reward Appeal
The use of the strategy, reward appeal is characterized by 43% of females and 53% of
males. Although this strategy was promoted by some slaveholders as a way to manipulate slaves,
individuals welcomed rewards and looked upon them as acts of kindness. Sometimes slaves were
rewarded individually for loyalty to the master or mistress. Lucretia Alexander (2000), a former
slave from Mississippi, recalls her mistress buying her “a nice pair of stockings from the store”
(p. 13). Some slaveholders used Christmas time as a way to reward slaves with gifts, extra food,
whiskey, or small sums of money. Charles Davenport (2000), a former slave from Mississippi,
recalls Christmas on the plantation.
On Christmas de marster would give us chicken and barrels o’ apples and oranges.
’Course, every marster weren’t as free handed as our’n was. He was sure ’nough quality.
I’se heard dat a heap o’ cullud people never had nothin’ good t’eat (p. 73).
The reward appeal strategy included slaveholders encouraging a class system among
slaves as a method of dividing the slave community. Rosa Starke (2002) recalls a class system
among slaves in which house servants were the highest class, carriage drivers and artisans
comprised the second class, animal handlers were the third class slaves, followed by the grain
threshers and millers. Starke relates that field workers were the lowest class of slave.
Slave-making Strategy—Dependence
This variable has three possible outcomes which characterize slaves on an ascending
scale of dependence. Slaves who were able to earn money from a trade, mark the lowest level of
dependence. Within this group, 30% of females and 23% of males fall within this category. The
second outcome represents those slaves who did not earn money but were able to supplement
their food supplies by hunting, fishing, or growing vegetable and grain crops. Within this group
of individuals, 10% are female and 23% are male. The highest level of dependence is represented
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by the third group who were totally dependent upon their masters to allocate supplies for their
basic needs. Lunsford Lane (2001), a former slave from North Carolina recalls having a
propensity for making money from a young age. With the help of his father, who was also a
slave, he created a system of flavoring tobacco, and with his invention was able to start a
successful business:
My father suggested a mode of preparing smoking tobacco, different from any then or
since employed. It had the double advantage of giving the tobacco a peculiarly pleasant
flavor, and of enabling me to manufacture a good article out of a very indifferent
material. I improved somewhat upon his suggestion, and commenced the manufacture,
doing as I have before said, all my work in the night. The tobacco I put up in papers of
about a quarter of a pound each, and sold them at fifteen cents. But the tobacco could not
be smoked without a pipe, and as I had given the former a flavor peculiarly grateful, it
occurred to me that I might so construct a pipe as to cool the smoke in passing through it,
and thus meet the wishes of those who are more fond of smoke than heat. This I effected
by means of a reed, which grows plentifully in that region; I made a passage through the
reed with a hot wire, polished it, and attached a clay pipe to the end, so that the smoke
should be cooled in flowing through the stem like whiskey or rum in passing from the
boiler through the worm of the still. These pipes I sold at ten cents apiece. In the early
part of the night I would sell my tobacco and pipes, and manufacture them in the latter
part. As the Legislature sit in Raleigh every year, I sold these articles considerably to the
members, so that I became known not only in the city, but in many parts of the State, as a
tobacconist (p. 95).
Creolization Theory—Regimentation
On plantations that were not extremely regimented, slaves report being given the evening
for themselves to perform personal duties such as washing their clothes and tending their gardens
and animals. On extremely regimented plantations, slaves worked the fields during the day and
worked on other assigned tasks in the evening. A few slaves report having to perform washing
and cleaning duties on Saturdays and having their clothing and quarters inspected on Sundays.
Fifty percent of females and 63% of males relate examples of regimentation within the plantation
system in which they worked.
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Jordon Smith (1970), a former slave from Georgia, recalls that pregnant mothers were not
even given time off from the field to give birth:
Master Ab had hundreds acres wheat and made the woman stack hay in the field.
Sometimes they got sick and wanted to go to the house, but he made them lay down on a
straw pile in de field. Lots of chillen was borned on a straw pile in the field. After the chile
was borned he sent them to the house. I seed that with my own eyes (p. 288).
Former slaves reported six and sometimes seven days a week of work even though agricultural
journal articles of the time advocated for slaves to receive one day of rest a week (Breeden,
1980d).
Creolization Theory—Outside Contact
Sixty percent of females and 67% of males reported representations of outside contact.
Former slaves reported being sent on errands to other plantations and occasionally into town.
Henry Cheatam (1970), former slave from Mississippi, shared the following information:
In dem days, de slaves done all de work and carried all de news. De marsters sent notes
from one plantation to another, and when dey wanted de niggers to come to de Big House
dey would blow an old cow horn (p. 56).
Because of slave patrollers, slaves were given passes, which few of them could read themselves,
but upon being stopped by a patroller, slaves would have to produce the pass or risk being
whipped.
Because slaves worked during the day, much of the outside contact took place in the
evenings or on weekends. A common reason to leave the plantation on Sunday was to attend
church services. On some plantations, slaves were allowed to travel to church only when
accompanied by the master and mistress; some plantation owners allowed slaves to attend church
by themselves with a pass. Occasionally, husbands and wives were owned by different
slaveholders. In this case, husbands were allowed to spend time with their wives and children
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once or twice a week after the workday was complete. James Pennington (1849) recalls this
occurring on the plantation where he worked in Maryland:
Three or four of our farm hands had their wives and families on other plantations. In such
cases, it is the custom in Maryland to allow the men to go on Saturday evening to see
their families, stay over the Sabbath, and return on Monday morning, not later than "halfan-hour by sun." To overstay their time is a grave fault, for which, especially at busy
seasons, they are punished (p. 5).
Some slaveholders hired out their skilled servants to other plantations, to businesses in
town, and even to businesses out of town. Harriet Jacobs (2003) recalls that her father, a talented
carpenter, was hired out and travelled long distances as head workman of building projects. John
Thompson (1856) recalls, “I was hired out one year to a Mr. Compton, who was a kind master;
feeding and clothing well, and seldom beating his slaves, of which he owned about one hundred
able bodied and intelligent men and women” (p. 40).
Creolization Theory—Plantation Contact
Typically, the plantation owner decided how much free time slaves were given apart from
work to visit with others living on the plantation. Saturday afternoons, Sundays, and Christmas
were spoken of by former slaves as times for rest and occasionally celebrations. Former slaves
talk about attending dances, quiltings, “cornshucking” parties, and prayer meetings on the
plantation. Forty percent of females and 47% of males share representations of plantation
contact.
Not all plantation owners condoned slaves meeting together. Lucretia Alexander (1970)
recalls having clandestine prayer meetings once or twice a week in different houses. She
remembers having to sing songs in a whisper and pray in a whisper. Mary Armstrong (1970)
recalls that it was her overseer who did not allow them to have meetings. Fred Brown (1941), a
former slave on a Louisiana plantation, recalls a time of celebration:
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Now, I tell 'bout some good times. We is 'lowed to have parties and de dance and we has
for music, sich as de banjo and de jew's harp and a 'cordian. Dey dance de promenade and
de jeg. Sometimes day have de jiggin' contest and two niggers puts a glass of water on
dere heads and den see who can dance de longes' without spillin' any water. Den we has
log-rollin'. Dere was two teams, 'bout three to de team, and dey see which can roll de log
de fastes' (p. 158).
Creolization Theory—Adaptation
Creativity is the hallmark of adaptation within the results of this study. Thirteen percent
of females and 27% of males report representations of adaptation. Slaves relate having to adapt
their lives to circumstances resulting from oppressive state laws, which forbad African
Americans from meeting together. Henry Cheatam (1970) recalls slaves bringing a wash pot to
secret prayer meetings in secluded areas at night. They would turn the wash pot upside down to
capture the sounds of their voices when they sang and prayed. John Van Hook (1941) relates
how slaves on a Georgia plantation were able to slip away to secret meetings:
When darkies wanted to get news to their girls or wives on other plantations and didn't
want Marse George to know about it, they would wait for a dark night and would tie rags
on their feet to keep from making any noise that the paterollers might hear, for if they
were caught out without a pass, that was something else (p. 79).
Former slaves speak about ways in which they circumvented slave laws and plantation
rules which forbad them from getting an education. James Pennington (1849), determined to
teach himself how to write, made his writing quills using feathers he found in the yard. He
crushed berries and used the juice for ink in his quills. Hal Hutson (1941), former slave from
Tennessee, relates how he adapted to a situation which kept him sitting outside a school that only
allowed White children:
Master Brown's boy and I were the same age you see (14 years old) and he would send
me to school to protect his kids, and I would have to sit up there until school was out. So
while sitting there I listened to what the white teacher was telling the kids, and caught on
how to read, write and figger—but I never let on,'cause if I was caught trying to read or
figger dey would whip me something terrible (pp. 145-146).
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Other representations of adapting to circumstances including using sand as a cleanser for
floors and clothing and roasting meal bran to make coffee. Millie Evans (1941) recalls using pine
knots for light in the evenings:
When de boys would start to de quarters from de field dey would get a turn of lidder
knots. I expects you knows dem as pine knots. Dat was what we use for light. When our
fire went out we had no fire. Didn't know nothin' 'bout no matches. To start a fire we
would take a skillet lid and a piece of cotton and a flint rock. Lay cotton on de skillet lid
and take a piece of iron and beat de flint rock till de fire would come. Sometime we
would beat for thirty minutes before de fire would come and start de cotton. Den we
would light our pine (p. 243).
Creolization Theory—Culture Consciousness
Although there was an effort made by slaveholders to keep slaves from getting
information about culture and politics, completely shutting off communication was not possible.
Slaves had to communicate on the plantation to perform tasks, and those tasks sometimes
included outside contact, which brought new information into the slave community.
Thirty-seven percent of women and 47% of men provide representations of culture
consciousness. House servants, who were often within earshot of conversations of their master’s
family and friends, feigned ignorance to such a degree their listening and memorization skills
went unnoticed (J. D. Cornelius, 1991). In this way, the Black inferiority myth worked in their
favor. They learned about the world outside the plantation, and with that knowledge, developed
wisdom that was overlooked by the families they served. Harriet Jacobs (2003), a former slave
from North Carolina, shares her insight about the hypocrisy of the Church’s acquiescence to the
tradition of slavery:
They send the Bible to heathen abroad, and neglect the heathen at home. I am glad that
missionaries go out to the dark corners of the earth; but I ask them not to overlook the dark
corners at home. Talk to American slaveholders as you talk to savages in Africa. Tell them
it was wrong to traffic in men. Tell them it is sinful to sell their own children, and
atrocious to violate their own daughters. Tell them that all men are brethren, and that man
has no right to shut out the light of knowledge from his brother (p. 53).
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Because members of slave families were often sold to different plantations, the
opportunity for learning family histories were lost to some. Occasionally, family histories were
passed down orally. John Brown (1970) relates how his African grandmother was captured by
slave traders and brought to the United States:
One day a big ship stopped off the shore and the natives hid in the brush along the beach.
Grandmother was there. The ship men sent a little boat to the shore and scattered bright
things and trinkets on the beach. The natives were curious. Grandmother said everybody
made a rush for them things soon as the boat left. The trinkets was fewer than the
peoples. Next day the white folks scatter some more. There was another scramble. The
natives was feeling less scared, and the next day some of them walked up the gangplank
to get things off the plank and off the deck. The deck was covered with things like they’d
found on the beach. Two-three hundred natives on the ship when they feel it move. They
rush to the side but the plank was gone. Just dropped in the water when the ship moved
away (p. 45).
Creolization Theory—Resistance
The resistance variable has four possible outcomes. The first outcome, no resistance,
produced representations for 37% of females and 50% of males. The second outcome, resistance
using creativity, produced representations for 13% of females only. The third outcome,
resistance using education and literacy, produced representations for 7% of both females and
males. The fourth outcome, using an alternate code of ethics, was 43% for females, the most
representations for females in that variable, and 43% for males.
Slave resistance to dominant power took the form of both active and passive resistance.
Since acts of passive resistance were often associated with education and literacy within the
literature, passive resistance was the type on which I focused in this study.
Mary Ella Grandberry (1970) recalls a creative act of passive resistance slaves used when
they wanted to leave the plantation at night without being detected:
Dey had a sign dat dey would give each other every night after sundown. George would
hang de lantern in de window, and den he would take it outen de window and hang it
right back in dere again. I couldn’t never make no sense outen it. I asked him one day
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what he was a-doin’ dat for. He say dat before long I’d know ’zackly what it all about.
Dis was de sign of how long dey have to wait before dey try to get away (p. 146).
Victoria Adams (1941) offered a representation of passive resistance using education and
literacy:
White folks never teach us to read nor write much. They learned us our A, B, C's, and
teach us to read some in de testament. De reason they wouldn't teach us to read and write,
was 'cause they was afraid de slaves would write their own pass and go over to a free
county. One old nigger did learn enough to write his pass and got 'way wid it and went up
North (p. 11).
Slaves used an alternate code of ethics to sidestep unjust slave laws and restrictions.
Slave testimony includes examples of lying, stealing, hiding, and cheating. Jacob Branch (2000)
recalls, “Sometime us get far out in de field and lay down in de corn row and nap. But, lawdy,
iffen dey catch you, dey sure wore you out!” (p. 40).
Education and Literacy—Trade/Skill
Although most slave states passed laws that prohibited slaves from receiving an
education, some slaveholders defied those laws, sometimes on religious grounds and sometimes
for their own benefit. Representations of slaves learning a trade or skill are present for 83% of
females and 67% of males. Individuals report female slaves and sometimes male slaves being
taught to spin thread, weave cloth, and make different colored dyes from plants, barks, and
berries. Slaves also recall being taught to make candles and soap. Henry Cheatam (1970)
remembers learning different skills before he was old enough to work out in the field:
De li’l niggers at night went to de Big House to spin and weave. I’se spun a many roll
and carded a many bat of cotton. I’se also made a many taller candle by tyin’ strings onto
a long stick and droppin’ dem down into moulds filled with taller (p. 56).
James Pennington (1849) was trained as a pump-maker when he was only nine years old.
He also apprenticed with a stone-mason and a blacksmith. He was able to use his skills to make
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guns, knives, hammers, hatchets and swords. In addition, he recalls helping his father make straw
hats and willow baskets.
Frederick Douglass (1845) talks about the tradesmen and artisans who worked on the
Maryland plantations where he was a slave:
The home plantation of Colonel Lloyd wore the appearance of a country village. All the
mechanical operations for all the farms were performed here. The shoemaking and
mending, the blacksmithing, cartwrighting, coopering, weaving, and grain-grinding, were
all performed by the slaves on the home plantation (p. 23).

Education and Literacy—Reading
This variable has three outcomes, not present, learned while a slave, and learned after
slavery. Representations of learning to read while a slave are present for 43% of females and
63% of males. Seven percent of females and 3% of males provide representations of learning to
read after slavery.
Some former slaves who learned to read secretly while in slavery were afforded this
opportunity by school children who were in their charge. Too young to understand the
consequences of their actions, the children of slaveholders were happy to share what they learned
in school with house servants and their children, with whom they spent much of their time. When
those slaves returned to their quarters in the evening, they were able to share what they learned
with others in secret. Alice Green (1941), a former slave who worked on a Georgia plantation
explains how her mother learned to read.
Mammy, she was de cook up at de big house, and when de white chillun come back from
school in de atternoon she would ax 'em to show her how to read a little book what she
carried 'round in her bosom all de time, and to tell her de other things dey had larn't in
school dat day. Dey larned her how to read and write, and atter de War was over Mammy
teached school and was a granny 'oman (midwife) too (p. 42).
Some individuals report having been taught to read by their owners who believed their
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servants should learn to read the Bible. J. H. Curry (1941), from Tennessee, was taught to read
and write by his master, a doctor who needed someone to record the names and addresses of
patients. Arnold Gragston’s master directed a literate slave to teach reading skills to the other
slaves on the plantation. Ironically, if any of his slaves spoke about learning to anyone, those
slaves would be punished.
Education and Literacy—Writing
Twenty-seven percent of females and 57% of males provide representations of learning to
write during slavery. About 7% of females and 3% of males report that they learned to write after
freedom. While religious principles prompted some slaveholders to teach their servants to read
the Bible, individuals relate that learning to write was dangerous. Abram Harris (1970), a former
slave from Arkansas, explains in the following example:
Dere weren’t none of de white folks in dem slavery times what would let dey niggers
have any learnin’. You sure better not be cotch a-tryin’ to learn no readin’ or writin’. Our
marster even never allowed dat. Iffen a nigger was to be found what could write, den
right straight dey would chop his forefinger offen dat hand what he write with (p. 161).
Elizabeth Ross Hite (1991), a former slave from Louisiana, was purchased by a wealthy
plantation owner from France. Hite remarks, "My master brought a colored man, John Adams,
from France to teach us how to pray, read, and write” (p. 103).
Slaves who were determined found opportunities to teach themselves. Frederick
Douglass (1845), a house servant, explains how he secretly practiced writing skills while he was
left alone:
My mistress used to go to class meeting at the Wilk Street meetinghouse every Monday
afternoon, and leave me to take care of the house. When left thus, I used to spend the
time in writing in the spaces left in Master Thomas's copy-book, copying what he had
written. I continued to do this until I could write a hand very similar to that of Master
Thomas. Thus, after a long, tedious effort for years, I finally succeeded in learning how
to write (p. 48).
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Education and Literacy—Arithmetic
Former slaves talk about learning arithmetic less often than learning to read and write.
Only males (17%) provide representations of learning some form of arithmetic while in slavery.
About 7% of males reported representations of arithmetic after freedom.
Andrew Boone (1970), and Charles Davenport (2000) learned to count during slavery
while working as field hands. Hal Hutson (1941) learned arithmetic by listening outside his
young master’s school house window, and reports that “After I caught on how to figger the white
kids would ask me to teach them” (p. 146). Other former slaves such as Louis Hill (1941) and
Bill Simms (1970), both from Missouri, report learning basic arithmetic after freedom.
As James Pennington (1849) worked to become accomplished in several trades, he
learned rudimentary arithmetic. After running away to Pennsylvania, he continued to educate
himself with the help of a Quaker who was a former teacher that Pennington refers to as W. W.
Arithmetic and astronomy became my favourite studies. W.W. was an accomplished
scholar; he had been a teacher for some years, and was cultivating a small farm on account
of ill-health, which had compelled him to leave teaching. He is one of the most far-sighted
and practical men I've ever met with. He talked about familiar conversations, illustrating
his themes by diagrams on the slate, so that I caught his ideas with ease and rapidity.
Education and Literacy—Folk Medicine
Thirty percent of females and 33% of males provide information which represents
knowledge of folk remedies to treat illness and disease. Jacob Branch (2000) shares a treatment
for “rheumatism” which includes bathing in water treated with “smartweed” boiled in salt water.
Branch adds the following information about the use of folk medicine during slavery:
Dey didn’t go in for cuttin’ like dey do now. Dey get herbs out de woods, blue moss and
quinine and calomel. I think people just die under pills, now. Old lady Field she make
medicine with snakeroot and larkspur and marshroot and redroot (p. 41).
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Henry Cheatam (1970) shares home remedies to eliminate fever and parasites:
Us used boneset tea made from a weed. Lord, it was bitterer dan quinine, and it were
good for de chills and fever, and it would purge you too. Den us used life-everlastin’ tea
for fever, and Jerusalem brush weed to get rid of worms (p. 57).
Silvia King (1970) remarks that there were not many available doctors during slavery.
She comments that “most all de old women could get medicine out de woods. Every spring, Old
Miss line up all de chillen and give dem a dose of garlic and rum” (p. 200).
Julia Brown (1941) confides that she used herbal cures often during slavery, and she still
believes in using homemade medicines more than using doctors. She shares the following
information:
When a body had dropsy we’d set him in a tepid bath made of mullein leaves. There was
a jimsonweed we’d use for rheumatism, and for asthma we’d use tea made of chestnut
leaves. We’d get the chestnut leaves, dry them in the sun just like tea leaves, and we
wouldn’t let them leaves get wet for nothin’ in the world while they was dryin’. We’d
take poke collard roots, boil them, and then take sugar and make a syrup. This was the
best thing for asthma. It was known to cure it, too. For colds and such we used
horehound; made candy outen it with brown sugar. We used a lots of rock candy and
whiskey for colds, too (pp. 48-49).
Brown also mentions a remedy for “consumption” that includes making a tea with cow manure
and mint.
Education and Literacy—Music/Arts
The data produced only 10 representations for this variable. Thirteen percent of females
and 20% of males provide representations of learning music or art. Richard Carruthers (1970), a
former slave from Texas, remarks that he played the fiddle for parties given by White people
although he makes no mention about how he learned to play or how he attained the instrument.
Lorenzo Ezell (2000) mentions in his narrative that he was a “right smart good banjo picker”
when he was a slave (p. 114). Ezell says he sometimes performed at parties with a White man
who accompanied him on the fiddle. He also talks about making up songs although he could not
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read or write. Elizabeth Ross Hite (1991) remembers slaves playing guitars and homemade
drums that they constructed by stretching animal skins over barrels.
Duncan Gaines (1941), a former slave from Florida, remembers the art of storytelling
performed on the plantation for children.
At that time Negro children listened to the tales of Raw Head and Bloody Bones, various
animal stories and such childish ditties as: "Little Boy, Little Boy who made your
breeches" Mamma cut 'em out and pappa sewed de stitches" Children were told that
babies were dug out of tree stumps and were generally made to "shut up" if they
questioned their elders about such matters (p. 136).
When John Van Hook (1941) was ten years old, he carved a toy mill out of soapstone
with a pocket knife and finishing it with a plane. He recalls that the little mill “worked just fine”
(p. 85).
Education and Literacy—Religious Instruction
Seventy-three percent of both females and males provide representations of religious
instruction. The method in which religious instruction was provided to slaves was decided by the
slaveholder. Some slaves were allowed to attend church services with their master and mistress,
but the slaves sat together in a separate section of the church. In some communities slave
children were taught Sunday school lessons. Some plantation owners provided religious
instruction on the plantation led by either the master himself or a minister who travelled to
plantations specifically to provide services for slaves. Charles Coles (1941), a former slave from
Maryland describes his memories of Sunday services:
Mr. and Mrs. Dorsey conducted regular religious services of the Catholic [C]hurch on the
farm in a chapel erected for that purpose and in which the slaves were taught the
catechism and some learned how to read and write and were assisted by some Catholic
priests who came to the farm on church holidays and on Sundays for that purpose (p. 4).
Individuals report that while they enjoyed having time away from work on Sundays, they
felt that some White preachers, in the guise of preaching the Gospel, were actually preaching
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political propaganda which supported the Black inferiority myth. Former slave, Richard
Carruthers (1970) of Texas explains in the following quotation:
When the white preacher come he preach and pick up his Bible and claim he gettin’ the
text right out from the good Book and he preach: “The Lord say, don’t you niggers steal
chickens from your missus. Don’t you steal your master’s hogs.” That would be all he
preach (p. 53).
Because slaves considered White religious instruction to be just another strategy to
manipulate them, on some plantations, slaves organized their own clandestine religious meeting
at night. At these meetings they were able to share in sincere worship and learn true Bible
precepts as well as share new information. Charles Grandy (1941), former slave from Virginia,
claims they were joined in their secret evening meetings by Union soldiers. Grandy states, “The
Yankee soldiers and officers played a great part in the slave's moral training and religious
worship. They secretly instructed small gatherings of slaves, at night” (p. 22).
Summary of Content Analysis Results
Power displays (70%) and strict discipline (62%) are strategies most reported by former
slaves. In addition, 53% of individuals give representations of the Black inferiority myth. Less
than half (47%) provide representations of total dependence on their plantation masters. Fortythree percent earned wages or helped to sustain themselves by hunting, fishing and gardening.
Forty-eight percent of individuals give examples of reward appeal. From these results I conclude
that all slave-making strategies were used to influence slaves within this sample.
Regimentation is represented in 57% of the narrative data. Former slaves report the
opportunity for outside contact in 63% of the narratives. Plantation contact is present in 43% of
the narratives. Former slaves presented evidence of culture consciousness in 42% of the
narratives. The data also indicate evidence of slave resistance using creativity, education and
literacy and an alternate code of ethics for 57% of individuals. Adaptation is present in only 20%
69

of narratives sampled. Creolization theory is present within the data to a great degree for
regimentation, outside contact, and slave resistance; to a moderate degree for plantation contact
and culture consciousness; and to a lesser degree for adaptation.
Within the family of variables, education and literacy, 75% of individuals report
representations of learning a skill or trade. Over half of former slaves (53%) report
representations of learning to read while in slavery. Representations of learning to write while in
slavery are present in 42% of the sample narratives. Less than 10% of former slaves provide
representations of learning arithmetic. Thirty-two percent report knowledge of folk medicine.
Only about 17% of slave narratives sampled contain representations of creating music or art.
About 73% of former slaves report having religious instruction while in slavery. I can conclude
from these results that there is clear evidence of education and literacy within the narrative
sample to a great degree for learning a skill or trade, religious instruction and learning to read; to
a moderate degree for learning to write, and knowledge of folk medicine; and to a lesser degree
for learning arithmetic and creating music or art. In summary, the data have shown the presence
of slave-making strategies, creolization theory, and education and literacy within the research
sample.
4.3: Results of Quantitative Analysis
In this section I explain the execution of the quantitative analysis which includes the
description of variables and then the inferential analysis. One central research question and six
sub-questions guide this phase of my study. See the quantitative research questions in Table 4.1,
p. 71.
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Table 4.1—Quantitative Research Questions
ID

QUANTITATIVE RESEARCH QUESTION

RQ4: What are the most important factors that influence slave education and literacy
within the text?
Sub-Q1 Do representations of education and literacy increase as regimentation decreases?
Sub-Q2 Do representations of education and literacy increase as outside contact increases?
Sub-Q3 Do representations of education and literacy increase as plantation contact increases?
Sub-Q4 Do representations of education and literacy increase as adaptation increases?
Sub-Q5 Do representations of education and literacy increase as culture consciousness
increases?
Sub-Q6 Do representations of education and literacy increase as resistance increases?

Description of Interval Level Variables
My dataset includes three interval level variables: slave-making strategies (SMS_all),
creolization theory (CT_all), and education and literacy (EL_all). I computed these variables by
adding the categorical variables together within each variable group. I used the following
formula: SMS_all = (sms1 + 1) + (sms2 + 1) + (sms3 + 1) + (sms4 + 1) + (sms5 + 1). I added +1
to each individual variable because the outcomes within the variables contain 0. If variables need
to be transformed using Log10, they cannot contain 0 as an outcome. I computed the CT_all
variable and the EL_all variable using the same formula.
The descriptive statistics in Table 4.1 reveal that the population sample size is N =60 for
the three interval variables. The SMS_all mean is 9.68; the CT_all mean is 9.75; and the EL_all
mean is 10.27. The median for all three variables is 10.00. The mode for SMS_all is 11; the
mode for CT_all is 8; and the EL_all mode is 10. The standard deviation (SD) value for SMS_all
is 1.652; the SD for CT_all is 2.096; the SD for EL_all is 1.506.
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Testing the Assumption of Normality
To inspect the distributions of the interval variables for normality, I created histograms,
Figures G.1, G.2, and G.3, which can be viewed in Appendix G. The distributions for SMS_all
and EL_all appear to have a positive skew. I tested the three variables for excessive skewness by
dividing the skewness statistic by its standard error of skewness, both of which were calculated
by SPSS and appear in Table 4.2., below.
If the magnitude of skewness has an absolute value greater than 2, then the distribution
can be considered significantly skewed, and transformative measures should be applied to the
variable (Pollock, 2009). The magnitude of skewness for SMS is | -.569/.309 | = 1.84; the
magnitude of skewness for CT is | .115/.309 | = .372; the magnitude of skewness for EL is |
.452/.309 | = 1.46. Since the skewness scores for the three interval variables are less than 2, I can
conclude that their distributions are not excessively skewed; therefore, the assumption of
normality is met.
Table 4.2—Description of Interval Level Variables

Slave-making
Strategies
Creolization
Theory
Education and
Literacy
Valid N (listwise)

N

Min

DESCRIPTIVE
STATISTICS
Max

60

6

13

9.68

1.652

-.569

Std.
Error
.309

60

6

14

9.75

2.096

.115

.309

60

8

14

10.27

1.506

.452

.309

60

.
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Mean

SD

Skew

Testing the Assumption of Homoscedasticity
I inspect the interval level variables for equal variances using Levene’s test. The null
hypothesis for this test assumes equal variances for SMS, CL, and EL. The significance levels
are large for all three variables; therefore, I do not reject the null hypothesis of equal variances. I
conclude that the assumption of homoscedasticity is met. See results in Table 4.3, below.
Table 4.3—Test of Homogeneity of Variances for Interval Level Variables
TEST OF HOMOGENEITY OF VARIANCES

Slave-making Strategies
(SMS)
Creolization Theory (CL)
Education and Literacy (EL)

Levene
Statistic
.048

df 1

df 2

Sig.

1

58

.827

.020

1

58

.889

1.055

1

58

.309

Testing the Assumption of Linearity
To test the assumption of linearity between interval level variables, I create partial
regression plots, which measure the association between residuals (Norusis, 2005). Both partial
plots show positive association between variables. See Figures 4.1, below and 4.2, p. 74.

Figure 4.1—Partial Regression Plot of Education and Literacy and Creolization Theory
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Figure 4.2—Partial Regression Plot of Education and Literacy and Slave-making Strategies
I perform a correlation analysis using Pearson’s r correlation coefficient, which
indicates the strength and direction of the relationship between variables. See Table 4.4, below.
The data reveal a positive correlation between slave-making strategies and creolization theory,
with a p-value of .033, significant at α = .05. The magnitude of correlation is .275. The
coefficient of determination is R2 =.076. This score indicates that about 8% of the total variance
of slave-making strategies can be explained by creolization theory.
Table 4.4—Correlation Statistics for Interval Level Variables
CORRELATIONS
Slave-making
Strategies
Slave-making
Pearson Correlation
1
Strategies
Sig. (2-tailed)
N
60
Creolization
Pearson Correlation
.275*
Theory
Sig. (2-tailed)
.033
N
60
Education and
Pearson Correlation
.110
Literacy
Sig. (2-tailed)
.405
N
60
*Correlation is significant at the 0.05 level (2-tailed).
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Creolization
Theory
.275*
.033
60
1
60
.129
.326
60

Education and
Literacy
.110
.405
60
.129
.326
60
1
60

There is no significant relationship between education and literacy and creolization
theory, since the p-value for that correlation test is .326, larger than α = .05, the significance
level set for that test. The R2 for that test is .012, which means that only about 1% of the variance
of education and literacy is explained by creolization theory. The r value indicating the
relationship between education and literacy and slave-making strategies is .110, which means the
coefficient of determination score is only about 1%.
Description of Nominal Level Variables
There are five nominal variables within the variable group slave-making strategies
(SMS), six nominal variables in the variable group, creolization theory (CT), and seven nominal
variables in the variable group, education and literacy (EL). I performed a frequency analysis of
all nominal variables in SPSS. The results of the analysis are displayed on frequency tables
(Tables 4.4, 4.5, and 4.6) on the following pages. The column labeled Mode indicates the
outcome that appears most often for that variable. (Hinkle, Wiersma, & Jurs, 2003). There are
only two possible outcomes for each variable: 0 = the representation is not present; 1 = the
representation is present. SMS1 and SMS5 were not originally dichotomous variables. Since they
still represent the same themes, they have the same variable identification, but their variable
names and value labels are different. The new variable name is in parentheses next to each
transformed variable. The variable groups, creolization theory and education and literacy also
have transformed variables that are different from those used in the content analysis. The new
variable names are also indicated in parentheses. I use the operational definitions in Appendix F
as a guide for description.
Description of slave-making strategies (SMS) nominal variables. Table 4.5, p. 76
illustrates the results of the descriptive analysis for the variable group slave-making strategies.
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About sixty-two percent of respondents report strict discipline within the narratives. Most
individuals (53%) report the Black inferiority myth represented within their plantation
community. Seventy percent of individuals report representations of White power displays. The
majority of individuals did not report reward appeal. Most individuals report dependence on the
plantation owner to provide food and clothing and shelter. On the other hand, about 43% of
individuals had the opportunity to provide for themselves by planting crops, gardening, hunting,
fishing, or earning wages from a learned skill or trade.
Table 4.5—Frequency Statistics for Slave-making Strategies (SMS) Nominal Variables
ID

CODE NAME

SMS 1 Discipline (strict)
0 = not present
1= strict discipline
present
Total
SMS 2 Black inferiority myth
0 = not present
1 = present
Total
SMS 3 Power displays
0 = not present
1 = present
Total
SMS 4 Reward appeal
0 = not present
1 = present
Total
SMS5 Dependence
(dependent)
0 = not present
1 = dependence
present
Total

FREQUENCY

%

VALI
D
%

CUM
%

MODE

1
23
37

38.3
61.7

38.3
61.7

60

100.0

100.0

38.3
100.0

1
28
32
60

46.7
53.3
100.0

46.7
53.3
100.0

46.7
100.0
1

18
42
60

30.0
70.0
100.0

30.0
70.0

30.0
100.0
0

31
29
60

51.7
48.3
100.0

51.7
48.3
100.0

51.7
100.0
1

26
34

43.3
56.7

43.3
56.7

60

100.0

100.0
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43.3
100.0

Description of creolization theory (CT) nominal variables. Illustrated in Table 4.6,
below, over half of individuals (57%) provide representations of a regimented plantation system.
Sixty-three percent report an opportunity for outside contact. Only 42% report an opportunity for
plantation contact.
Table 4.6— Frequency Statistics for Creolization Theory (CT) Nominal Variables
ID

CODE NAME

CT1 Regimentation
0 = not present
1 = present
Total
CT2 Outside contact
0 = not present
1 = present
Total
CT3 Plantation contact
0 = not present
1 = present
Total
CT4 Adaptation
0 = not present
1 = present
Total
CT5 Culture
consciousness
0 = not present
1 = present
Total
CT6 Resistance (resist)
0 = no resistance
3 = used resistance
Total

FREQUENCY

%

VALID
%

CUM
%

MODE
1

26
34
60

43.3
56.7
100.0

43.3
56.7
100.0

43.3
100.0

22
38
60

36.7
63.3
100.0

36.7
63.3
100.0

36.7
100.0

34
26
60

56.7
43.3
100.0

56.7
43.3

56.7
100.0

48
12
60

80.0
20.0
100

80.0
20.0
100

80.0
100.0

1

0

0

0
35
25
60

58.3
41.7
100.0

58.3
41.7
100.0

58.3
100.0

26
34
60

43.3
56.7
100.0

43.3
56.7
100.0

43.3
100.0

1

Similarly, central tendency calculations for adaptation (CT4) and culture consciousness
(CT5) result in mode scores of 0, signifying that over half of the narratives did not contain
representations of those themes. Fifty-seven percent of individuals give examples of resistance.
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Description of education and literacy (EL) nominal variables. The statistics in Table
4.7, below represent education and literacy reported within the slave narratives.
Table 4.7— Frequency Statistics for Education and Literacy (EL) Nominal Variables
ID

CODE NAME

EL 1 Trade/Skill (skill)
0 = not present
1 = present
Total
EL 2 Reading (read)
0 = not present
1 = present
Total
EL 3 Writing (write)
0 = not present
1 = present
Total
EL 4 Arithmetic (math)
0 = not present
1 = present
Total
EL 5 Folk medicine
(folkmed)
0 = not present
1 = present
Total
EL 6 Music/Arts
0 = not present
1 = present
Total
EL 7 Religious instruction
0 = not present
1 = present
Total

FREQUENCY

%

VALID
%

CUM
%

MODE
1

15
45
60

25.0
75.0
100.0

25.0
75.0
100.0

25.0
100.0
1

25
35
60

41.7
58.3
100.0

41.7
58.3
100.0

41.7
100.0
0

32
28
60

53.3
46.7
100.0

53.3
46.7
100.0

53.3
100.0

53
7
60

88.3
11.7
100.0

88.3
11.7
100.0

88.3
100.0

0

0
41
19
60

68.3
31.7
100.0

68.3
31.7
100.0

68.3
100.0
0

50
10
60

83.3
16.7
100.0

83.3
16.7
100.0

83.3
100.0

16
44
60

26.7
73.3
100.0

26.7
73.3
100.0

26.7
100.0

1

Individuals report opportunities for learning a skill or trade in 75% of the narratives.
Fifty-eight percent report learning to read while in slavery. Almost half of individuals report
some form of writing ability. The lowest score for the presence of education and literacy is
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learning arithmetic (EL4) at about 12%. About 32% of respondents report knowledge of folk
medicine. The variable, music/art indicates slaves’ having ability to play a musical instrument or
to create some art form. Only about 17% of individuals report those abilities present. Finally,
73% of former slaves report the opportunity for religious instruction before freedom.
Summary of Descriptive Statistics
The assumption of normality and independence is met for all three interval level
variables. The results of Levene’s test suggests the assumption for homoscedasticity is met for
all interval level variables. The two computed interval level variables, SMS_all and CT_all have
a significant positive correlation but weak R2 values. The education and literacy variable, EL_all
has a low correlation with the other variables. I address the possible violation of linearity within
my interval level variables by transforming them using the log10 transformation. The results in
Table 4.8, below indicate a slight improvement in r values and significance. I conclude that all
assumptions for multiple regression analysis are met.
Table 4.8—Correlations for Transformed Interval Level Variables
CORRELATIONS
EL_all_lg10

EL_all_lg10
1

Pearson Correlation
Sig. (2-tailed)
N
60
CT_all_lg10
Pearson Correlation
.159
Sig. (2-tailed)
.226
N
60
SMS_all_lg1
Pearson Correlation
.138
0
Sig. (2-tailed)
.292
N
60
* Correlation is significant at the 0.05 level (2-tailed).
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CT_all_lg10
.159
.226
60
1
60
.304*
.018
60

SMS_all_lg10
.138
.292
60
.304*
.018
60
1
60

Results of Inferential Analysis
The method of inferential analysis I use is multiple linear regression, in which “the scores
on the criterion variable (Y) are predicted using multiple predictor variables” (Hinkle et al., 2003,
p. 461). The regression equation I use for my analysis is in Figure 4.3, below.
^ = b X + b X + b X + b X + b X + b X , + b X + a,
Y
1 1
2 2
3 3
4 4
5 5
6 6
7 7







(SMS_lg10) CT1 CT2
CT3 CT4
CT5
CT6

Figure 4.3—Regression Equation Model
Interpreting R and R2. The multiple correlation coefficient (R) value represents the
relationship between the criterion variable (education and literacy) and the multiple predictor
variables (SMS_lg10, discipline, outside contact, plantation contact, adaptation, culture
consciousness, and resistance). The model summary in Table 4.9, below indicates that about
27% of the variance in the criterion variable is attributed to the variance of the combined
predictors (Hinkle et al., 2003).
Table 4.9—Model Summary
MODEL SUMMARYb
R

R Square

.522a

.273

Adjusted R
Square
.175

Std. Error of the Estimate
.05720

a. Predictors: (Constant), Did R use resistance?, Outside contact, SMS_lg10, Plantation
contact, Adaptation, Culture consciousness, Discipline
b. Dependent Variable: EL_lg10
Determining Statistical Significance
The statistical results of the multiple linear regression are illustrated in Table 4.10, p. 81.
The null hypothesis, H0: Rpop = 0, states that the multiple correlation in the population is equal to
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0. In this study, the significance level is set at .05, and the critical value for F at 7 and 52 degrees
of freedom is 2.19. The F statistic = 2.789 > 2.19 with a statistical significant p-value of .015;
therefore, I reject the null hypothesis that Rpop = 0, and conclude that the multiple correlation is
greater than 0.
Table 4.10—ANOVA Results

Model

ANOVAa
Sum of
df
Squares
.064
7
.170
52
.234
59

Mean
Square
.009
.003

F

Sig.

Regression
2.789
.015b
Residual
Total
a. Dependent Variable: EL_lg10
b. Predictors: (Constant), Did R use resistance?, Outside contact, SMS_lg10, Plantation
contact, Adaptation, Culture consciousness, Discipline

Determine the Significance of the Predictor Variables
Table 4.11 on page 82 contains the values for unstandardized coefficients (b) and
standardized coefficients (β). Both determine the direction and magnitude of influence of the
predictor variable on the dependent variable (Knoke, Bohrnstedt, & Mee, 2002). This model has
seven predictor variables. Three out of seven independent variables have statistically significant
p-values. Test results suggest a statistically significant relationship between education and
literacy and outside contact, with a p-value = .035. Adaptation is a significant predictor of
education and literacy with a p-value = .033. Culture consciousness is also a significant predictor
of education and literacy with a p-value of .019.
Answering central research questions. The central focus of this inferential analysis is
determining which factors of creolization theory have the greatest influence on education and
literacy. Out of the seven predictors, culture consciousness has the greatest influence, with the
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largest β value = .331, and the lowest p-value = .019. Adaptation is the second strongest
predictor of education and literacy, having a β value = .298 and a p-value = .033. Outside contact
is the next best predictor of education and literacy, with a β value of .285 and a p-value = .035.
Table 4.11—Coefficients for Multiple Linear Regression Analysis
COEFFICIENTS a FOR MULTIPLE LINEAR REGRESSION ANALYSIS
Model

Sig.
b

S.E.

(β)

(Constant)
8.648
2.382
SMS_lg10
1.143
2.551
.061
Regimentation
-.253
.411
-.084
Outside
.884
.409
.285
contact
Plantation
-.363
.393
-.121
contact
Adaptation
1.110
.508
.298
Culture
1.003
.414
.331
consciousness
Resistance
-.704
.386
-.234
a. Dependent Variable: Education and Literacy

95.0% C.I. for β
Lower

Upper

3.631
.448
-.616
2.162

.001
.656
.540
.035

3.869
-3.976
-1.078
.063

13.427
6.262
.571
1.704

-.924

.360

-1.152

.425

2.185
2.424

.033
.019

.091
.173

2.130
1.834

-1.827

.073

-1.478

.069

Answering sub-questions. For more specific inquiry into the relationships between the
criterion and predictor variables, I asked six sub-questions.
Do representations of education and literacy increase as regimentation decreases?
Education and literacy values do increase as regimentation decreases, but the relationship is not
significant.
Do representations of education and literacy values increase as outside contact increases?
It is true that education and literacy values do increase as outside contact increases. The
relationship is also significant.
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Do representations of education and literacy increase as plantation contact increase?
Education and literacy values actually decrease as plantation contact increases. This relationship
is, however, not significant.
Do representations of education a literacy increase as adaptation increases?
Representations of education and literacy do increase significantly when representations of
adaptation increase.
Do representations of education and literacy increase as culture consciousness increases?
The data indicate that education and literacy increases as culture consciousness increases. This is
the strongest relationship between variables in the model.
Do representations of education and literacy increase as resistance increases? The
relationship between these two variables is not significant; however, with a p-value of .073, the
relationship is close to being significant. Representations of education and literacy decrease as
resistance increases.
Reliability Analysis
To calculate the reliability of my content analysis, I used Cronbach’s alpha coefficient, a
measure of internal consistency. When using this reliability scale, a score of .90 and above is
considered excellent, and a score of .80 is good (See Table 4.12, below).
Table 4.12—Scale for Measuring Cronbach’s Alpha Coefficient
Excellent

Good

Acceptable

Questionable

Poor

Unacceptable

≥ .90

≥ .80

≥ .70

≥ .60

≥ .50

<.50

To test the consistency between coders’ ratings, I took a sample of N = 210 recording
units, .25 of the total dataset. The coders’ task was to judge whether or not each unit of text was
a representation of its assigned theme. Each observation had two possible outcomes: 0 = not
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present, or 1 = present. Answers were recorded on prepared tally sheets. See intercoder reliability
testing materials in Appendix I.
The Cronbach’s alpha test resulted in a reliability score of .879. See Table 4.13, below. In
addition, Intraclass Correlation Coefficient test results indicate a significant positive relationship
between coders’ scores with a p-value < .001, compared to α = .05. See results in Table 4.14,
below.
Table 4.13—Reliability Statistics
Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha Based on
Standardized Items

N of Items

.878

.879

2

Table 4.14—Intraclass Correlation Coefficient Results

Intraclass
Correlationb

Intraclass Correlation Coefficient
95% Confidence Interval
F Test with True Value 0
Lower Bound
Upper
Value
df1
df2
Sig
Bound
.723
.829
8.175
209
209
.000

Single
.782a
Measures
Average
.877c
.839
.907
8.175
209
209
.000
Measures
Two-way mixed effects model where people effects are random and measures effects are
fixed.
a. The estimator is the same, whether the interaction effect is present or not.
b. Type A intraclass correlation coefficients using an absolute agreement definition.
c. This estimate is computed assuming the interaction effect is absent, because it is not
estimable otherwise.
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CHAPTER 5: DISCUSSION
5.1: Discussion of Literature Review
Our use of the term creole today originates from concepts relating to birth, identity, and
culture. Both positive and negative connotations have been assigned to the term during the
course of its historical treatment. Within the United States, the creole identity has been embraced
by the people of Louisiana and is associated with pride of heritage. Creolization, on the other
hand, is a dynamic process which is affected by contact among people of different cultural
backgrounds. Creolization, however, is not globalization because the process is not limited to
“transnational and transcultural flows” (Willis, 2010, p. 341). Creolization did begin within the
context of an expanding global economy catalyzed by the Atlantic slave trade. Nevertheless,
when coffee is poured into a cup, the liquid and the container remain distinct entities. So it is
with creolization and globalization. The creolization process is marked by the dehumanizing
bludgeon of slavery and European colonization that bent and fractured cultural boundaries of
both European and African ethos. The push and pull of hegemonic control, circumvented by
active and passive resistance, transformed the plantation into a “matrix of creolization” providing
“the grounds for preserving bits and pieces” of culture (Vergès, 2007, p. 141).
That the creolization process exists at all hinges upon the original Frazier-Herskovitz
debate on whether or not African culture was brought to the New World with those individuals
abducted from their homeland during the Atlantic slave trade. Evidence of that cultural transfer
has been researched and documented by numerous scholars within the fields of history,
anthropology, sociology, and linguistics. The architectural design of the New Orleans shotgun
house has its orgins in southwestern Nigeria (Edwards, 2009; Vlach, 1976). African drum
rhythms were reproduced by slaves on musical instruments they acquired in the Americas (Rath,
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1993, 2000). Farming techniques that settlers used to grow rice crops in America’s Lower
Mississippi Valley were pioneered on African soil. Africans from the Senegal River region were
targeted for capture specifically for their knowledge of rice farming (Usner, 2000). Crops
indigenous to Africa such as okra, watermelon, black-eyed peas, and kidney beans have become
a part of the American diet. African food preparation techniques and cooking methods have also
become assimilated into America’s creole cuisine (Kein, 2010). Clearly, African cultural forms
survived despite slaveholders’ attempts to extinguish them.
If we apply Trouillot’s creolization framework to African American education, the
frontier context is characterized by the patriarchal period of slavery (Woodson, 1919) in which
African Americans could acquire literacy in a more relaxed atmosphere before states began
passing restrictive laws prohibiting slaves and People of Color from learning to read and write.
The plantation context is represented by the period of the plantation school, which employed
slave-making stragegies combined with training designed to enhance farm production rather than
to illuminate individual minds. This is a period in which learning is restricted, regimented, and
formulated to coincide with strict discipline. The education that slaves acquired by creating their
own learning spaces represents Trouillot’s enclave context. The modernist context of African
American education is defined by a setting in which individuals learn in relative autonomy,
acquiring knowledge for their own benefit and for the benefit of community. As educators we
must choose the context in which we want to transfer knowledge.
5.2: Discussion of Slave-making Strategies and Slave Education and Literacy
The content analysis reveals more about the relationship between slave-making strategies
and education and literacy than the inferential analysis. There is no significant relationship
between SMS and EL. I had expected a negative relationship between the two; however, the data
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reveal that when SMS increases, EL also increases. That would make sense if we consider both
pedagogy, but they are at cross purposes. Factors of EL are areas of education. SMS were used in
part to prevent education.
African Americans forced into slavery were faced with a system of torture labeled as
discipline. Cowhide whips, cobbin paddles, wooden stocks, sweat boxes, jails, and wound salting
are measures that were used to establish power and control. State laws and plantation rules
helped to establish these methods as traditional strategies. Most slave states allowed the use of
these punishments to prohibit slaves from learning to read and write. Still, over half of former
slaves within the sample reported learning rudimentary reading and writing skills. These findings
imply that slaves recognized education as a means to gain power, and slaveholders considered
education of slaves a means of losing power.
Plantation owners and slaveholders proposed a belief in the Black inferiority myth, yet
the extreme measures taken to stop slaves from receiving knowledge was proof of slaves’ ability
to receive it. Keeping slaves from learning was a means by which slaveholders encouraged
dependence. Some former slaves stated in interviews that they had felt more secure in that
system which provided for them when their owners were not cruel. When slaves left the
plantation to experience freedom, empty kitchens, vacant fields, and halted grain mills
established that it was the plantation owners who were dependent on their slaves, and those
slaves were the real caretakers of the plantation.
5.3: Discussion of Slave-making Strategies and Creolization Theory
The data revealed a curious correlation between slave-making strategies and creolization
theory that I had not previously considered. Since I was primarily interested in how elements of
creolization effected education and literacy, I did not use slave-making strategies as part of the
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model for my quantitative analysis. However, when I use SMS_lg10 as the dependent variable in
a second model in which the individual CT variables are used as predictors, the data reveal a
significant positive relationship between SMS and regimentation. Regimentation, according to
creolization theory, slows the process of creolization. SMS were used to prohibit literacy, which
also, in theory, slows down the creolization process because it limits those elements such as
contact, and culture consciousness, which increase the speed of creolization. More research will
need to be done to understand the implications, but the data seem to suggest that regimentation
works in line with SMS, which also, in theory, slow the process of creolization.
If we consider SMS as pedagogy to prevent literacy, then we can say that regimentation
has a significant relationship to that pedagogy. A question arises as to the implications of strict
discipline and regimentation within our current education system. Are our children being
prevented from learning because of a system which is too strict and regimented? This seems to
be an important avenue for inquiry.
5.4: Discussion of Creolization Theory and Education and Literacy
The data reveal that regimentation has a negative effect on education and literacy. This
finding supports that creolization theory has a relationship to education and literacy. In theory,
regimentation slows down the creolization process because it prohibits opportunities for creation
of time and space. Knowledge and training increase opportunities for growth. When more
knowledge and skills are available, there are more opportunities for creativity, adaptation and
resistance to oppression. EL increases with outside contact because new contacts increase the
possibility to gain new information thereby speeding the creolization process. The data reveal
that when culture consciousness increases, so does EL. Perhaps this is true because culture
consciousness is the result of curiosity and openness to new beliefs and ideas. Diversity and
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openness to change are both hallmarks of the creolization process. More difficult to understand is
the finding that resistance has a negative effect on EL. This finding also deserves further
analysis.
5.5: Limitations and Further Directions
One limitation of this study is the lack of ability to have follow-up inquiry. The slave
narratives were written in the late nineteenth century and the early twentieth century. Most of the
respondents did not initiate the communication process and were only answering questions from
the Federal Writers’ Project of the Works Progress Administration (WPA) protocol.
Autobiographies written by former slaves offered more diversity of information and clearer
accounts of how and when slaves attained literacy skills and learned trades. The WPA narratives
provided only a snapshot, whereas, autobiographies such as Solomon Northup’s account
contained enough information to be made into a full length movie.
Another limitation was available time to build a large dataset. I would advise having a
sample size of at least two hundred narratives. This option would not only add useful
information, but it would increase the opportunity for more flexible methods of categorical
analysis that require a large sample.
5.6: Concluding Statements
The nineteenth century plantation system in the American South was an educative
agency, but not in the traditional sense. There were no school desks, blackboards, or
playgrounds, but there were lessons taught and lessons learned, some unintended, others by
design. Self-congratulatory essays and journal articles written by slaveholders recommend
management techniques which are meant to dehumanize, manipulate, and subjugate human
beings for profit. These were the strategies that were meant to train bondservants how not to be
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human. Fortunately, slave narratives provide a recorded history of African Americans reacting to
those strategies with creativity, adaptability, and independence in spite of circumstances. Those
slaveholders, through their recorded words and actions have left an unintended legacy for
themselves, which illustrates for posterity their own debased, animalistic brutality. Those who
sought to demean others are forever consigned to being demeaned by the memories of their
victims.
Trouillot (1995) said that power dictates whose version of history is recorded and
remembered. The result of this biased account of events is the teaching of myth and legend
carrying with it a scent of mendacity, which taints the verisimilitude of scholarship in general.
As decades and centuries pass, this duplicity safeguards the seed of power which created the
myth, and in time the same strategies emerge to oppress another generation. “We are never as
steeped in history as when we pretend not to be, but if we stop pretending we may gain in
understanding what we lose in false innocence” (Trouillot, 1995, p. xix).
A new generation of ambidextrous historical accounting has arisen in twenty-first century
America, and it whispers to guileless listeners that perhaps the perceptions of social justice that
powered the creation of America’s peculiar institution are benign orientations. Images of
Confederate flags on t-shirts and bumper stickers feign an innocent love of the South, but the
undeniable presence of America’s callous acquiescence to the slave trade lingers within that
afflicted metaphor for what is Southern. Trouillot (1995) said that “Naiveté is often an excuse for
those who exercise power. For those upon whom that power is exercised, naiveté is always a
mistake” (p. xix).
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APPENDIX A
CODE LIST

Code ID

Slave-making Strategies (SMS) Codes
SMS 1 Discipline
SMS 2 Black inferiority myth
SMS 3 Power displays
SMS 4 Reward appeal
SMS 5 Dependence

Code ID

Creolization Theory (CT) Codes
CT1 Regimentation
CT2 Outside contact
CT3 Plantation contact
CT4 Adaptation
CT5 Culture consciousness
CT6 Resistance

Code ID

Education and Literacy (EL) Codes
EL 1
EL 2
EL 3
EL 4
EL 5
EL 6
EL 7

Trade/Skill
Reading
Writing
Arithmetic
Folk medicine
Music/Arts
Religious instruction
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APPENDIX B
CODEBOOK
SLAVE-MAKING STRATEGIES (SMS) OPERATIONAL DEFINITIONS

CODE
ID

CODE NAME

SMS1

Discipline

SMS2

Black inferiority
myth

SMS3

Power displays

SMS4

Reward appeal

SMS5

Dependence

RQ1: What representations of slave-making strategies are
present within the text?
DEFINITIONS
Representation of disciplinary procedures used on the
plantation where the narrator lived as a slave
 0 = no characterization
 1= fair or just
 2 = beatings, torture, brutality
Representation of dehumanization; evidence of Black
inferiority myth
 0 = not present
 1 = present
Representation of White power witnessed by narrator while
living as a slave on a plantation
 0 = not present
 1 = present
Representation of slave manipulation using praise, rewards, or
class distinction
 0 = not present
 1 = present
Representation of slave dependence
 0 = Respondent earned wages while in bondage
 1 = No wages, but helped supply own food by
fishing, hunting, gardening, and/or raising
livestock
 2 = Total dependence on plantation owner
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CODEBOOK (PAGE 2)
CREOLIZATION THEORY (CT) CODES AND DEFINITIONS
CODE
ID

CODE
NAME

CT1

Regimentation

CT2

Outside contact

CT3

Plantation contact

CT4

Adaptation

CT5

Culture
consciousness

CT6

Resistance

RQ2: What representations of creolization theory are present
within the text?
DEFINITIONS
Representation of authoritarian discipline and enforced
uniformity while living as a slave on a plantation
 0 = not present
 1 = present
Representation of opportunity for contact with others who
reside outside the plantation
 0 = not present
 1 = present
Representation of meetings with other slaves who live on the
plantation.
 0 = not present
 1 = present
Representation of an adjustment to adverse circumstances
 0 = not present
 1 = present
Representation of an awareness of personal heritage, culture,
facts of power, forces to reach self-defined goals, and a unique
identity
 0 = not present
 1 = present
Representation of slave action in opposition to dominant
power
 0 = no resistance
 1 = using creativity
 2 = using education and literacy
 3 = using alternate code of ethics
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CODEBOOK (PAGE 3)
EDUCATION AND LITERACY (EL) CODES AND DEFINITIONS
CODE
ID

CODE
NAME

EL1

Trade/Skill

EL2

Reading

EL3

Writing

EL4

Arithmetic

EL5

Folk medicine

EL6

Music/Arts

EL7

Religious
instruction

RQ3: What representations of slave education, or literacy are
present within the text?
DEFINITIONS
Representation of a specialized trade/skill such as
blacksmithing, or garment making
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
Representation of learning to read
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
Representation of learning to write
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
Representation of learning arithmetic
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
Representation of learning to treat illness or disease using
homemade remedies
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
Representation of learning to play a musical instrument,
creating songs, poetry, dance, or other art forms
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
Representation of learning Biblical principles, moral precepts
or religious doctrine
 0 = not present
 1 = learned while a slave on a plantation
 2 = learned after freedom
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APPENDIX C
TALLY SHEETS
SLAVE-MAKING STRATEGIES
(SMS)
SMS1--Discipline
Representation of disciplinary
procedures used on the plantation
where the narrator lived as a slave
 0 = no characterization
 1= fair or just
 2 = beatings, torture, brutality
SMS2—Black inferiority myth
Representation of dehumanization;
evidence of Black inferiority myth
 0 = not present
 1 = present
SMS3—Power displays
Representation of White power
witnessed by narrator while living as
a slave on a plantation
 0 = not present
 1 = present
SMS4—Reward appeal
Representation of slave
manipulation using praise, rewards, or
class distinction
 0 = not present
 1 = present
SMS5—Dependence
Representation of slave dependence
 0 = Respondent earned wages
 1 = No wages, helped supply
food
 3 = Total dependence on plantation
owner
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TALLY SHEETS (PAGE 2)
N
1

CREOLIZATION THEORY (CT)
CT1—Regimentation
Representation of authoritarian
discipline and enforced uniformity
while living as a slave on a plantation
 0 = not present
 1 = present
CT2—Outside contact
Representation of opportunity for
contact with others who reside outside
the plantation
 0 = not present
 1 = present
CT3—Plantation contact
Representation of meetings with other
slaves who live on the plantation.
 0 = not present
 1 = present
CT4—Adaptation
Representation of an adjustment to
adverse circumstances
 0 = not present
 1 = present
CT5—Culture consciousness
Representation of an awareness of
personal heritage, culture, facts of
power, forces to reach self-defined
goals, and a unique identity
 0 = not present
 1 = present
C6— Resistance
Representation of slave action in
opposition to dominant power
 0 = no resistance
 1 = using creativity
 2 = using education and literacy
 3 = using alternate code of
ethics
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TALLY SHEETS (PAGE 3)
EDUCATION AND LITERACY
(EL)
EL1—Trade/Skill
Representation of a specialized
trade/skill such as blacksmithing
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
EL2—Reading
Representation of learning to read
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
EL3—Writing
Representation of learning to write
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
EL4—Arithmetic
Representation of learning arithmetic
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
EL5— Folk medicine
Representation of learning to treat
illness using homemade remedies
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
EL6— Music/Arts
Representation of learning to play a
musical instrument, or create other
art forms
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
EL7— Religious instruction
Representation of learning Biblical
principles, moral precepts or
religious doctrine
 0 = not present
 1 = learned while a slave
 2 = learned after freedom
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APPENDIX D
PRIMARY DOCUMENT FILE
N17: Frederick Douglass, Maryland.
Code ID Slave-making Strategies (SMS) Codes
SMS 1
Discipline
I have often been awakened at the dawn of day by the most heart-rending shrieks of an own
aunt of mine, whom he used to tie up to a joist, and whip upon her naked back till she was
literally covered with blood. No words, no tears, no prayers, from his gory victim, seemed to
move his iron heart from its bloody purpose. The louder she screamed, the harder he whipped;
and where the blood ran fastest, there he whipped longest.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 18).
SMS 2
Black inferiority myth
To use his own words, further, he said, "If you give a nigger an inch, he will take an ell. A
nigger should know nothing but to obey his master— to do as he is told to do. Learning would
spoil the best nigger in the world
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 40).
SMS 3
Power displays
He was, of all the overseers, the most dreaded by the slaves. His presence was painful; his
eye flashed confusion; and seldom was his sharp, shrill voice heard, without producing horror and
trembling in their ranks.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 32).
SMS 4
Reward appeal
The days between Christmas and New Year's day are allowed as holidays; and,
accordingly, we were not required to perform any labor, more than to feed and take care of the
stock. This time we regarded as our own, by the grace of our masters; and we therefore used or
abused it nearly as we pleased. Those of us who had families at a distance, were generally allowed
to spend the whole six days in their society.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 72).
SMS 5
Dependence
I was able to command the highest wages given to the most experienced calkers. I was now
of some importance to my master. I was bringing him from six to seven dollars per week. I
sometimes brought him nine dollars per week: my wages were a dollar and a half a day.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 89).
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PRIMARY DOCUMENT FILE (PAGE 2)
Code ID Creolization Theory (CT) Codes
CT1
Regimentation
If at any one time of my life more than another, I was made to drink the bitterest dregs of
slavery, that time was during the first six months of my stay with Mr. Covey. We were worked in
all weathers. It was never too hot or too cold; it could never rain, blow, hail, or snow, too hard for
us to work in the field. Work, work, work, was scarcely more the order of the day than of the
night.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (pp. 64- 65).
CT2
Outside Contact
The most I had to do was to drive up the cows at evening, keep the fowls out of the garden,
keep the front yard clean, and run of errands for my old master's daughter, Mrs. Lucretia Auld.
The most of my leisure time I spent in helping Master Daniel Lloyd in finding his birds, after he
had shot them.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 35).
CT3
Plantation Contact
(Not present)
CT4
Adaptation
(Not present)
CT5
Culture Consciousness
I had resided but a short time in Baltimore before I observed a marked difference, in the
treatment of slaves, from that which I had witnessed in the country. A city slave is almost a
freeman, compared with a slave on the plantation. He is much better fed and clothed, and enjoys
privileges altogether unknown to the slave on the plantation. There is a vestige of decency, a
sense of shame, that does much to curb and check those outbreaks of atrocious cruelty so
commonly enacted upon the plantation.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 41).
CT6
Resistance
Though conscious of the difficulty of learning without a teacher, I set out with high hope,
and a fixed purpose, at whatever cost of trouble, to learn how to read. The very decided manner
with which he spoke, and strove to impress his wife with the evil consequences of giving me
instruction, served to convince me that he was deeply sensible of the truths he was uttering. It
gave me the best assurance that I might rely with the utmost confidence on the results which, he
said, would flow from teaching me to read. What he most dreaded, that I most desired. What he
most loved, that I most hated.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (pp. 40- 41).
Kindle Edition.)
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PRIMARY DOCUMENT FILE (PAGE 3)
Code ID Education and Literacy (EL) Codes
EL 1
Trade/Skill
The home plantation of Colonel Lloyd wore the appearance of a country village. All the
mechanical operations for all the farms were performed here. The shoemaking and mending, the
blacksmithing, cartwrighting, coopering, weaving, and grain-grinding, were all performed by
the slaves on the home plantation.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 23).
EL 2
Reading
1) Very soon after I went to live with Mr. and Mrs. Auld, she very kindly commenced to teach
me the A, B, C. After I had learned this, she assisted me in learning to spell words of three or four
letters.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 39).
2) The plan which I adopted, and the one by which I was most successful, was that of making
friends of all the little white boys whom I met in the street. As many of these as I could, I
converted into teachers. With their kindly aid, obtained at different times and in different
places, I finally succeeded in learning to read.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 44).
EL 3
Writing
My mistress used to go to class meeting at the Wilk Street meetinghouse every Monday
afternoon, and leave me to take care of the house. When left thus, I used to spend the time in
writing in the spaces left in Master Thomas's copy-book, copying what he had written. I
continued to do this until I could write a hand very similar to that of Master Thomas. Thus, after a
long, tedious effort for years, I finally succeeded in learning how to write. (Douglass, Frederick
(2012-05-16). Narrative of the Life of Frederick Douglass (p. 48).
EL 4
Arithmetic
(Not present)
EL 5
Folk medicine
(Not present)
EL 6
Music/Arts
(Not present)
EL 7
Religious instruction
While I lived with my master in St. Michael's, there was a white young man, a Mr. Wilson,
who proposed to keep a Sabbath school for the instruction of such slaves as might be disposed to
learn to read the New Testament. We met but three times, when Mr. West and Mr. Fairbanks, both
class-leaders, with many others, came upon us with sticks and other missiles, drove us off, and
forbade us to meet again. Thus ended our little Sabbath school in the pious town of St. Michael's.
(Douglass, Frederick (2012-05-16). Narrative of the Life of Frederick Douglass (p. 58).
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APPENDIX E
PRIMARY SOURCES
ID.

NAME OF NARRATOR
N1 Lucretia Alexander
N2 Mary Anderson
N3 Mary Armstrong
N4 Clare C. Young
N5 Jacob Branch
N6 Henry Cheatam
N7 Silvia King
N8 Julia Brown
N9 James W.C. Pennington
N10 Richard Carruthers
N11 John Thompson
N12 Frederick Douglas
N13 Fannie Moore
N14 Charles Davenport
N15 Elite Davison
N16 Lorenzo Ezell
N17 John Finely
N18 Dora Franks
N19 Anthony Dawson
N20 Andrew Goodman
N21 Mary Ella Grandberry
N22 Chaney Richardson
N23 Jane Simpson
N24 Victoria Adams
N25 Duncan Gaines
N26 Rev. Silas Jackson
N27 Mrs. Candis Goodwin
N28 Elizabeth Sparks
N29 William W. Brown
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PRIMARY SOURCES (PAGE 2)
ID.

NAME OF NARRATOR
N30 Alice Green
N31 John F. Van Hook
N32 Charles Grandy
N33 Bert Mayfield
N34 J. H. Curry
N35 Ellen Cragin
N36 Dock Wilborn
N37 Columbus Williams
N38 Jennie Bowen
N39 Louis Hill
N40 Charles Coles
N41 Arnold Gragston
N42 Annie B. Boyd
N43 Amanda McCray
N44 Douglas Dorsey
N45 Squires Jackson
N46 Louis Napoleon
N47 Abram Harris
N48 Elizabeth Ross Hite
N49 Hal Hutson
N50 Fred Brown
N51 Susan Merritt
N52 Harriet Jacobs
N53 Mary Reynolds
N54 Adeline Grey
N55 Adeline Jackson
N56 Millie Evans
N57 Fannie Griffin
N58 Hattie Sugg
N59 Alice Lewis
N60 Rebecca Jane Grant
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APPENDIX F
OPERATIONAL DEFINITIONS

CODE

SLAVE-MAKING STRATEGIES (SMS)
DEFINITIONS

SMS1—Discipline

A slave-making strategy which includes strict
disciplinary procedures such as torture and beatings

SMS2—Black inferiority
myth

A slave-making strategy which teaches that the Negro
race was created by God to serve the Caucasian race. This myth
rationalized the dehumanization of African Americans.
A slave-making strategy used to inspire fear and
highlight the power of the White race and the
powerlessness of the African American
A slave-making strategy used to manipulate slaves by
rewarding loyalty to the master and his business
enterprise.
A slave-making strategy to encourage slaves’ total
dependence on the master

SMS3—Power displays

SMS4—Reward appeal

SMS5—Dependence

CODE
CT1—Regimentation

CT2—Outside
Contact
CT3—Plantation
Contact
CT4—Adaptation

CT5—Culture
Consciousness
CT6—Resistance

CREOLIZATION THEORY (CT) DEFINITIONS
A creolization factor that represents authoritarian discipline
and enforced uniformity imposed upon slaves by plantation
masters
A creolization factor that represents a slave's opportunities to
create personal time, space and power due to contact with
others who live outside the plantation
A creolization factor that represents a slave's opportunities to
meet or gather with those who live on the plantation for the purpose
of sharing information and building group cohesiveness
A creolization descriptor that represents an adjustment made
to traditional methods due to adverse circumstances while
living as a slave on a plantation
A creolization factor that represents a slave's awareness of
personal heritage, culture, facts of power, self-defined goals and a
unique identity within a larger social and cultural body.
A creolization descriptor that represents a slave’s opposition
to dominant power using creativity, education and literacy, or an
alternate code of ethics.
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OPERATIONAL DEFINITIONS (PAGE 2)
CODE

EDUCATION AND LITERACY (EL) DEFINITIONS

EL1—Trade/Skill

A representation of a skill or trade learned while living as a slave
on a plantation or after freedom

EL2—Reading

A representation of learning at least rudimentary reading skills
while living as a slave on a plantation or after freedom

EL3—Writing

A representation of learning at least rudimentary writing skills
while living as a slave on a plantation or after freedom

EL4—Arithmetic

A representation of rudimentary arithmetic skills learned while
living as a slave on a plantation or after freedom

EL5—Folk medicine

A representation of knowledge regarding the use of homemade
remedies for the treatment of illness or disease; may include the
herbal cures learned while living as a slave on a plantation or
after freedom
A representation of creating music, songs, poetry, or other art
forms while living as a slave or after freedom

EL6—Music/Arts

EL7—Religious instruction A representation of Biblical principles, moral precepts or
religious doctrine learned while living as a slave on a plantation
or after freedom
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APPENDIX G
HISTOGRAMS

Figure G.1—Histogram of Slave-making Srategies (SMS_all)

Figure G.2—Histogram of Creolization Theory (CT_all)
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HISTOGRAMS (PAGE 2)

Figure G.3—Histogram of Education and Literacy (EL_all)
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APPENDIX H
CATEGORIZING NARRATIVES

Table H.1—Categorizing Narratives by Age and State (N1-N29)
ID.

NAME OF NARRATOR

AGE 1865

N1 Lucretia Alexander
N2 Mary Anderson
N3 Mary Armstrong
N4 Clare C. Young
N5 Jacob Branch
N6 Henry Cheatam
N7 Silvia King
N8 Julia Brown
N9 James W.C. Pennington
N10 Richard Carruthers
N11 John Thompson
N12 Frederick Douglas
N13 Fannie Moore
N14 Charles Davenport
N15 Elite Davison
N16 Lorenzo Ezell
N17 John Finely
N18 Dora Franks
N19 Anthony Dawson
N20 Andrew Goodman
N21 Mary Ella Grandberry
N22 Chaney Richardson
N23 Jane Simpson
N24 Victoria Adams
N25 Duncan Gaines
N26 Rev. Silas Jackson
N27 Mrs. Candis Goodwin
N28 Elizabeth Sparks
N29 William W. Brown

17
14
19
23
14
15
28
13
56
28
53
47
16
28
14
15
14
28
33
25
18
13
18
18
12
18
8
23
51
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PLANTATION
STATE
MS
NC
MO
MS
TX
MS
TX
GA
MD
TX
MD
MD
SC
MS
VA
SC
AL
MS
NC
TX
AL
OK
KY
SC
FL
VA
VA
VA
MO

Categorizing Narratives (page 2)
Table H.2—Categorizing Narratives by Age and State (N30-N60)
ID.

NAME OF NARRATOR

AGE 1865

N30 Alice Green
N31 John F. Van Hook
N32 Charles Grandy
N33 Bert Mayfield
N34 J. H. Curry
N35 Ellen Cragin
N36 Dock Wilborn
N37 Columbus Williams
N38 Jennie Bowen
N39 Louis Hill
N40 Charles Coles
N41 Arnold Gragston
N42 Annie B. Boyd
N43 Amanda McCray
N44 Douglas Dorsey
N45 Squires Jackson
N46 Louis Napoleon
N47 Abram Harris
N48 Elizabeth Ross Hite
N49 Hal Hutson
N50 Fred Brown
N51 Susan Merritt
N52 Harriet Jacobs
N53 Mary Reynolds
N54 Adeline Grey
N55 Adeline Jackson
N56 Millie Evans
N57 Fannie Griffin
N58 Hattie Sugg
N59 Alice Lewis
N60 Rebecca Jane Grant

5
3
23
13
3
8
22
24
18
7
14
25
14
21
14
24
8
21
6
18
12
15
52
28
10
16
16
22
12
12
20
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PLANTATION
STATE
GA
GA
VA
KY
TN
AK
AK
AK
AL
MO
MD
KY
KY
FL
FL
FL
FL
SC
LA
TN
LA
TX
NC
LA
NC
NC
NC
NC
MS
GA
NC

APPENDIX I
Intercoder Reliability Codes
Discipline (SMS1)
1. But Lord! I’ve seen such brutish doin’s—runnin’ niggers with hounds and whippin’
them till they was bloody. They used to put ’em in stocks, used to be two people
would whip ’em—the overseer and the driver. The overseer would be a man named
Elijah at our house. He was just a poor white man. He had a whip they called the
BLACKSNAKE.
2. Master Ab had a driver, and if you didn’t do what the driver say, Master say to
him, “Boy, come here and take this nigger down, a hundred licks this time.”
3. Sometime he take salt and rub on the nigger so he smart and burn proper and
suffer misery. They was a calaboose right on the plantation, what look like a
icehouse, and it was sure bad to get locked up in it.
4. She whip me, many time with a cowhide, till I was black and blue.
5. Massa feed plenty and him demand plenty work. Dat cause heap of trouble
on dat plantation, ‘cause whippin’s am given and hard ones, too.
6. De massa and missus was good to me but sometime I was so bad they had to whip
me. I 'members she used to whip me every time she tell me to do something and I
take too long to move 'long and do it.
7. He didn' neber strike one o' his niggers nobody else better not neider.
8. I 'member plenty of times the cook ask say, "Marsa please 'scuse dis bread, hits a
little too brown." Yessir! Beat the devil out 'er if she burn dat bread.
9. All the slaves on Morse Stone's place were treated well.
10. There were no jails nor was any whipping done on the farm.
11. My marster was a good man but my missus wont no good woman. She uster box my
ears, stick pins in me and tie me ter de cedar chest and whoop me as long as she
wanter. Oh, how I did hate dat woman.
12. De slaves was punished for fights, being late for work, lying, runnin' away, and
stealin'. Dey would put you in a stark [stocks]. Your hands and foots was buckled up
and you stayed dere for months. No, dey did not hang you. Nebber heard of hangin'
until today like people do. You just got a whippin'.

122

Black Inferiority Myth (SMS2)
1. He said, “I’ll get you, you little old black somethin’.” Only he didn’t say
“somethin’.” He didn’t get me then.
2. Dey sold slaves just like people sell hosses now. I saw a lot of slaves sold on de
auction block. Dey would strip ‘em stark naked
3. It was a common saying, even among little white boys, that it was worth a halfcent to kill a "nigger," and a half -cent to bury one.
4. When Marse Jim’s pappy die he leave de whole thing to Marse Jim, if he take care of
his mammy. She sure was a rip-jack. She say niggers didn’t need nothin’ to eat. Dey
just like animals, not like other folks.
5. Dat’s de way it happen every time a nigger tried to get too uppity.
6. You know how stubborn a mule am, he have to be whipped. That the way slaves is.
7. When a slave die, he just another dead nigger.
8. In dem days cullud people just like mules and hosses. Dey didn’t have no last name.
9. Massa use me for huntin’ and use me for de gun rest.
10. The masters aimed to keep their slaves in ignorance and the ignorant slaves were
all in favor of the Rebel army.
11. My master’s name was Simms and I was known as Simms’ Bill, just like horses.
12. Did ah eber go tuh church? Cose ah did! Went ret 'long wid Missus' chillun. Had
tuh set in de back, but dat won' nottin.
Power Displays (SMS3)
1. The overseer on his nearest plantation (I know but little about the rest) was a very
cruel man; in one instance, as it was said among the slaves, he whipped a man to
death; but of course denied that the man died in consequence of the whipping.
2. Our slaves was told if ever they learned to write, they’d lose the hand or arm they
wrote with.
3. Night rider come by and drop something at your door and say, “I’ll just leave
you something for dinner.” Then ride off in a gallop. When you open the sack,
what you reckon in there? One time it was six nigger heads that was left at the
door.
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4. De patterrollers sure looked after you. Dey would come to de house at night to see
who was there. If you was out of place, dey would wear you out.
5. I’se seed some terrible things in my time. When de slaves would try to run away
our overseer would put chains on deir legs with big long spikes between deir
feets, so dey couldn’t get away.
6. Sometimes de chillens would be separated from dere maws and paws.
7. Iffen any de niggers don’t want to take dere clothes off, de man gets a long, black
whip and cuts dem up hard.
8. That woman took delight in callin’ slaves. She’d lash us with a cowhide whip. I
had to shift for myself.
9. We was ’fraid to tell our masters about the patty rollers because we was scared
they’d whip up again, for we was told not to tell.
10. Dat night after de breakin’ up o’ dat entertainment, de Kloo Kluxes rode through de
land.
11. I heard dey grabbed every nigger what walked down dat aisle ,but I ain’t heard yet
what dey done with ’em.
12. Most chillen didn’t know who their pappy was and some their mammy, ’cause they
taken away from the mammy when she wean them. They sell or trade the chillen to
someone else, so they wouldn’t get attached to their mammy or pappy.
13. Sometimes them patterrollers hit us just to hear us holler.
Reward Appeal (SMS4)
1. Mistress bought me a nice pair of stockings from the store.
2. Missus used to call us at Christmas and give the old folks a dollar and the rest a
dinner.
3. The master gave out the week’s supply on Saturday. Plenty of hams, lean bacon,
flour, cornmeal, coffee, and more’n enough for the week.
4. That’s the only day we got ‘cept Christmas and then we just got somethin’ extry to eat.
5. At length, Mr. Wagar bought at auction a man named Martin, who was a fiddler. As
slaves are very fond of dancing, our master thought that fiddling would bring them
back to their former ignorant condition and bought this man for that purpose.
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6. The days between Christmas and New Year's day are allowed as holidays; and,
accordingly, we were not required to perform any labor, more than to feed and take
care of the stock. This time we regarded as our own, by the grace of our masters;
and we therefore used or abused it nearly as we pleased. Those of us who had
families at a distance, were generally allowed to spend the whole six days in their
society.
7. On Christmas de marster would give us chicken and barrels o’ apples and oranges.
’Course, every marster weren’t as free handed as our’n was. He was sure ’nough
quality. I’se heard dat a heap o’ cullud people never had nothin’ good t’eat.
8. Marse Bob give us chickens or kilt a fresh beef or let us make ‘lasses candy.
9. Marse always give us from Christmas Eve through New Year’s Day off, to make
up for the hard work in the fall.
10. Christmas time everybody got a present and Marse Bob give a big hog to every
four families.
11. Once Duncan was given a bar of "sweet" soap by his mistress for doing a
particularly nice piece of work of polishing the harness of her favorite mare and so
proud was he of the gift that he put it among his Sunday clothes to make them
smell sweet.
12. Each family was given 3 acres to raise their chickens or vegetables and if a man
raised his own food he was given $10.00 at Christmas time extra, besides his
presents.
Dependence (SMS5)
1. I worked for twelve dollars a month and my food and clothes. Then I figured that
twelve dollars wasn’t enough and I went to work in the field.
2. When they left the county, lot of the slaves went with them and soon there were
none of Marster’s slaves left. They wandered around for a year from place to place,
fed and working most of the time at some other slave owner’s plantation and
getting more homesick every day.
3. Never had any money, didn’t know what it was.
4. When de War ended and we was told we was free, we stayed on with
Marster’cause we had nothin’ and nowhere to go.
5. Nobody go hungry on that place! During the growing season all the slaves have a
garden spot all their own.
6. All us cookin’ and eatin’ done in de kitchen of de Big House.
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7. But for breakfast and supper, us hadda cook our own grub dey give us.
8. De chillen all played together, black and white. De young ones purty handy trappin’
quail and partridges and such. Dey didn’t shoot if dey could catch it some other way,
’cause powder and lead am scarce. Dey catch de deer by makin’ de salt lick, and uses
a springpole to cotch pigeons and birds.
9. We got our vegetables outen the garden in season and didn’t have all the
hothouse vegetables.
10. We used to go huntin’ and they was lots of game—bears and panthers and coons.
11. The provision for each slave, per week, was a peck of corn, two dozens of herrings,
and about four pounds of meat.
12. Most every slave had his own little garden patch and was allowed to cook out o’ it.
Regimentation (CT1)
1. De overseer dat we had was right mean to us when we didn’t work our rows as fast
as de others, and sometime he whip us, women and all.
2. My white folks, the Mobleys, made us work on Sunday sometime, with the fodder,
and when the plowing get behind.
3. We worked from sun to sun. If we had a fire in cold weather where we was
workin’ Marster or de overseer would come and put it out.
4. Sunday de onliest rest day and den de white folks allow us play.
5. We worked from can to can’t. Get up at sunrise, go to de field, and stay till dark. In
de middle of de day dey would send out somethin’ to eat to de field, with a barrel of
water.
6. Dey had certain number of blows for certain niggers. Dat is, de niggers dat
was somethin’. Dey would also use dis horn for possom and coon huntin’ at
night.
7. I worked from sunup to sundown. We never had overseers like some of the slaves.
We was give so much work to do in a day and if the white folks went off on a
vacation they would give us so much work to do while they was gone and we better
have all of that done, too, when they’d come home.
8. Old Devil Hill, he used to whip me and the other niggers if we don’t jump quick
enough when he holler and he stake us out like you stake out a hide and whip till we
bleed.
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9. Massa Samuel ain't had no overseer, he look after his own Plantation.
10. This work was often done by the light of a torch at night as they had little time of
their own.
11. We all had task work to do - men, women and boys. We began work on Monday
and worked until Saturday.
12. When we could get work, or work on some one else's place, we got a pass from
the overseer to go off the plantation, but to be back by nine o'clock on Saturday
night or when cabin inspection was made.
Outside Contact (CT2)
1. But one day he caught me out by his house. I had gone over that way on an
errand I needn’t have done.
2. I went around with the baby girl Carrie to other plantations visiting.
3. I hired my time of her, for which I paid her a price varying from one hundred
dollars to one hundred and twenty dollars per year. This was a privilege which
comparatively few slaves at the South enjoy; and in this I felt truly blessed.
4. Sometimes us run off and go to a dance without a pass and about time they’s clickin’
they heels and getting set for the big time, in come a patterroller and say, “Havin’ a
big time, ain’t you? Got a pass?”
5. In dem days, de slaves done all de work and carried all de news. De marsters sent
notes from one plantation to another, and when dey wanted de niggers to come to de
Big House dey would blow an old cow horn.
6. They didn’t mind the slaves matin’, but they wanted their niggers to marry only
amongst them on their place. They didn’t allow ’em to mate with other slaves from
other places.
7. I was one day sent upon an errand to the doctor's house, and being acquainted, I
did not ask permission to enter, but went in unannounced at the dining-room door.
8. I was hired out one year to a Mr. Compton, who was a kind master; feeding and
clothing well, and seldom beating his slaves, of which he owned about one hundred
able bodied and intelligent men and women.
9. Us niggers didn’t know nothin’ about what was gwine on in de outside world.
10. You know we was never allowed to go to church withouten some of de white folks
with us. We weren’t even allowed to talk with nobody from another farm.
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11. Slaves were never allowed to talk to white people other than their masters or
someone their masters knew, as they were afraid the white man might have the
slave run away.
12. While living with Mr. Lovejoy, I was often sent on errands to the office of the
"Missouri Republican," published by Mr. Edward Charles.
Plantation Contact (CT3)
1. They used to sing their songs in a whisper and pray in a whisper. There was a
prayer- meeting from house to house once or twice—once or twice a week.
2. Then one day I heard something that sounded like thunder and Marster and Missus
began to walk around and act queer. The grown slaves were whispering to each other.
Sometimes they gathered in little gangs in the grove.
3. We worked hard in de field all day, but when dark come we would all go to de
quarters and after supper we would set round and sing and talk.
4. Old Miss was all right, but dat overseer was a devil. He wouldn’t allow no meetin’
on de place.
5. I used to dance the pigeon wing, and swing my partners round.
6. I remember one time dey was a dance at one of de houses in de quarters. All de
niggers was a-laughin and a-pattin’ dey feet and a-singin’, but dey was a few dat
didn’t.
7. All us had was church meetin’s in arbors out in de woods.
8. We has some joyments on de plantation, no parties or dancin’ but we has de corn
huskin’ and de nigger fights.
9. The overlooker made everybody clean up and wash de children up, and after the
praying we had games—antny over and marbles and “I Spy” and de likes of that.
10. Once a week the slaves could have any night they want for a dance or frolic.
11. De white folks didn’t want to let de slaves have no time for deir self, so de old folks
used to let us chillen run and play at night, while de folks sleep and dey watch de
stars to tell about what time to call us in and put us to bed, before de white folks
know we was out.
12. When work was done the slaves retired to their cabins, some played games,
others cooked or rested or did what they wanted.
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Adaptation (CT4)
1. My father suggested a mode of preparing smoking tobacco, different from any then
or since employed. It had the double advantage of giving the tobacco a peculiarly
pleasant flavor, and of enabling me to manufacture a good article out of a very
indifferent material.
2. Sometimes us would slip down de hill and turn de wash pot bottom upwards so de
sound of our voices would go under de pot, and us’d have a singin’ and prayin’ right
dere.
3. My grandmother run away from her master. She stayed in the woods and she
washed her clothes in the branches. She used sand for soap.
4. I got paper, and picked up feathers about the yard, and made ink of-- berries. My
quills being too soft, and my skill in making a pen so poor, that I undertook some
years ago to make a steel pen.
5. We made a sort of mattress out of corn shucks or moss.
6. We have to take the meal and parch it and make coffee out of it.
7. The boys used to take the horns of a dead cow or bull, cut the end off of it, we could
blow it, some having different notes.
8. When darkies wanted to get news to their girls or wives on other plantations and
didn't want Marse George to know about it, they would wait for a dark night and
would tie rags on their feet to keep from making any noise that the paterollers might
hear, for if they were caught out without a pass, that was something else.
9. During the Civil War, coffee was so dear that meal was parched and used as a
substitute but now, she remarked, "you can't hardly git the meal for the bread.
10. Sometimes coffee, made out of parched corn meal, was added as an extra treat.
11. Dey put skin over a barrel for a drum.
Culture Consciousness (CT5)
1. My mother’s father was a free Indian named Washington. Her mother was a slave. I
don’t know my father’s father. He moved about so much and was sold so many times
he never did tell me his father. He got his name from the white folks. When you’re a
slave you have to go by your owner’s name.
2. My association with white folks and my training while I was a slave is why I talk
like white folks.
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3. To know, also, that I was never to consult my own will, but was, while I lived, to be
entirely under the control of another, was another state of mind hard for me to bear.
Indeed all things now made me feel, what I had before known only in words, that I
was a slave.
4. My gramma and grampa was full-blooded Africans and I couldn’t understand their
talk.
5. We worked hard in de field all day, but when dark come we would all go to de
quarters and after supper we would set round and sing and talk.
6. Most of the time there was more’n three hundred slaves on the plantation. The
oldest ones come right from Africa. My grandmother was one of them.
7. De War comin’ on den and us darsn’t even pick up a piece of paper. De white
folks didn’t want us to learn to read for fear us find out things.
8. He cited to me various instances of coloured persons, of whom I had not heard
before, and who distinguished themselves for learning, such as Banneker, Wheatley,
and Francis Williams.
9. My grandma and grandpa come here in a steamboat. The man come to Africa and
say, “Man and woman, does you want a job?” So they gets on the boat and then
he has the ’vantage.
10. We didn't see none of it, but the slaves knew what the war wuz 'bout.
11. My master being a political demagogue, soon found those who were ready to put him
into office, for the favors he could render them; and a few years after his arrival in
Missouri, he was elected to a seat in the Legislature
12. It's a free country and a man should not have to own property in order to vote. Dey
ought not to oppress anyone.
Resistance (CT6)
1. My father would have church in dwelling houses and they had to whisper. My
mother was dead and I would go with him. Sometimes they would have church at his
house. That would be when they would want a real meetin’ with some real preachin.’
2. The news went from plantation to plantation and while the slaves acted natural and
some even more polite than usual, they prayed for freedom.
3. But de niggers slip off and pray and hold prayer-meetin’ in de woods, den dey turn
down a big wash pot and prop it up with a stick to drown out de sound of de singin’.
4. Sometime us get far out in de field and lay down in de corn row and nap. But,
lawdy, iffen dey catch you, dey sure wore you out!
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5. Many slaves were sold farther south, for going to meetings. They would sometimes
travel four or five miles, attend meeting and return in time for the overseer's horn.
6. I’se hid many a night in de fence corners when I’d be a-goin’ somewheres to get my
mammy some tobacco. De patterrollers would be out lookin’ for slaves dat didn’t
have no pass from deir overseer and I’d hear dem a-comin’ and I’d hide till dey pass
on, ’cause if dey cotch me I sure gwine have a sound beatin’.
7. He wouldn’t allow no meetin’ on de place. Sometimes us would slip down de hill
and turn de wash pot bottom upwards so de sound of our voices would go under de
pot, and us’d have a singin’ and prayin’ right dere.
8. One old nigger did learn enough to write his pass and got 'way wid it and went up
North.
9. Lots o’ niggers would slip off from one plantation to de other to see some other
niggers. Dey would always manage to get back before daybreak.
10. The Yankee soldiers and officers played a great part in the slave's moral training,
and religious worship. They secretly instructed small gatherings of slaves, at
night.
11. She went out and got on an old cow that she used to milk—Dolly, she called it. She
rode away from the plantation, because she knew they would kill her if she stayed.
12. Lots of niggers caught a good cow-hiding for slippin’ round and stealin’ a chicken
before Sunday.
Trade/Skill (EL1)
1. My master’s mother took me to the house after my mother died. And the first thing I
remember doing was cleaning up. Bringing water, putting up mosquito-bars,
cooking.
2. We lives in St. Louis on Chinqua Hill, and I’se house girl, and when the babies
starts to come I nusses ’em and spins thread for clothes on the loom.
3. I gets me a job nussin’ for Dr. Rellaford and was all through the yellow fever
epidemic.
4. I’se spinned many a piece of cloth and wove many a brooch of thread.
5. While I was with Old Marster, he let Miss Rachel—dat was his wife—have me for de
house. She learned me how to cook and wait on de table and, I declare, she call me her
very smartest gal!
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6. Beds was homemade. Mattresses made of wheat straw. Bed covers was quilts and
counterpanes, all made by slave women
7. After de day’s work in de fields was over we had a task of pickin’ de seed
from cotton till we had two ounces of lint or spin two ounces of cotton on a
spinnin’ wheel. I spun cotton on a spinnin’ wheel. Dats de way people got
clothes in slavery time.
8. I was drivin’ a two mule team and doin’ other work on de farm. I drove a two
hoss wagon when dey carried slaves to market. I went to a lot of different
places.
9. De li’l niggers at night went to de Big House to spin and weave. I’se spun a
many roll and carded a many bat of cotton.
10. I’se also made a many taller candle by tyin’ strings onto a long stick and
droppin’ dem down into moulds filled with taller.
11. Dere was spinnin’ and weavin’ cabins, long with a chimney in each end. Us
women spins all de thread and weaves cloth for everybody, de white folks,
too. I’se de cook, but times I hit de spinnin’ loom and wheel fairly good. Us
bleach de cloth and dyes it with barks.
12. Dere always de big woodpile in de yard, and de big caboose kettle for
renderin’ hog fat and beef tallow candles and makin’ soap. Marse always
have de niggers take some apples and make cider, and he make beer, too.
Reading (EL2)
1. But they would not teach any of us to read and write. Books and papers were
forbidden.
2. While in the South I succeeded by stealth in learning to read and write a little, and
since I have been in the North I have learned more.
3. Dey had a nigger woman to teach all de house darkies how to read and write and I
larned how to sign my name and got as far as b-a-k-e-r in de blue-back speller.
4. Can read, but can’t write. Our slaves was told if ever they learned to write, they’d
lose the hand or arm they wrote with.
5. They teach the young ones how to read and write; say it was good for the
Negroes to know about such things.
6. He didn’t want us to learn to read or write neither.
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7. I felt also a fondness for reading the Bible, and committing chapters, and verses of
hymns to memory. Often on the Sabbath one alone in the barn, I would break the
monotony of the hours by endeavouring to speak, as if I was addressing an audience.
8. After I had learned to read, I was very fond of reading newspapers, when I
could get them.
9. Very soon after I went to live with Mr. and Mrs . Auld, she very kindly commenced
to teach me the A, B, C. After I had learned this, she assisted me in learning to spell
words of three or four letters.
10. The plan which I adopted, and the one by which I was most successful, was that of
making friends of all the little white boys whom I met in the street. As many of these
as I could, I converted into teachers. With their kindly aid, obtained at different
times and in different places, I finally succeeded in learning to read.
11. When I was sent of errands, I always took my book with me, and by going one part of
my errand quickly, I found time to get a lesson before my return.
12. My daddy slip and get a Webster book and den he take it out in de field and he
learn to read.
Writing (EL3)
1. But they would not teach any of us to read and write. Books and papers were
forbidden.
2. While in the South I succeeded by stealth in learning to read and write a little, and
since I have been in the North I have learned more.
3. Dey had a nigger woman to teach all de house darkies how to read and write and I
larned how to sign my name and got as far as b-a-k-e-r in de blue-back speller.
4. Can read, but can’t write.
5. They teach the young ones how to read and write; say it was good for the
Negroes to know about such things.
6. While upon the other plantation, I spared no exertions to learn to read and write,
both of which I could now do tolerably well; and although I spent all my Sundays
in study, still, master did not know that I could do either.
7. He learn us to write too.
8. Then on Sunday afternoon, Marse Bob learned us to read and write. He told us we
oughta get all the learnin’ we could.
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9. Dat is one thing I surely did want to do and dat was to learn to read and write. Massa
Jim promised to teach us to read and write, but he never had de time.
10. I had no chance to go to school when a boy, but after I came to Kansas I was too old
to go to school, and I had to work, but I attended night school, and learned to read
and write and figure.
11. I had to take her children back and forth to school every day. Dey was mighty nice
children. Dem very white children taught me to read and write, but I been sick so bad
and so long I done forgot every bit of it.
12. White folks never teach us to read nor write much.
Arithmetic (EL4)
1. I can’t read and write but dey learned us to count.
2. Us field hands never knowed nothin’ ’cept weather and dirt and to weigh cotton. Us
was learnt to figger a little, but dat’s all.
3. Arithmetic and astronomy became my favourite studies. W.W. was an
accomplished scholar; he had been a teacher for some years, and was cultivating a
small farm on account of ill-health, which had compelled him to leave teaching. He
is one of the most far-sighted and practical men I've ever met with. He talked about
familiar conversations, illustrating his themes by diagrams on the slate, so that I
caught his ideas with ease and rapidity.
4. I had no chance to go to school when a boy, but after I came to Kansas I was too old
to go to school, and I had to work, but I attended night school, and learned to read
and write and figure.
5. But in Mine La Motte a Mr. McFarland would come over to our cabin and
teach me readin', writin' and 'rithmetic.
6. But he was kinda funny sometimes; he used to have a special slave who didn't
have nothin' to do but teach the rest of us — we had about ten on the plantation,
and a lot on the other plantations near us--how to read and write and figger.
7. Young Douglas had the task each morning of carrying the Matair children's
books to school. Willie, a boy of eight would teach Douglas what he learned in
school, finally Douglas learned the alphabet and numbers.
8. After I caught on how to figger the white kids would ask me to teach them
9. You see, dey don' larn de niggers to read in dem days, nor figger, but I can read
figgers.
Folk Medicine (EL5)
134

1. I wait on lots of soldiers. I have to get smartweed and boil it in salt water to bathe dem
in. Dat help de rheumatism. Dem soldiers have rheumatism so bad for standin’ day
and night in de water.
2. Dey didn’t go in for cuttin’ like dey do now. Dey get herbs out de woods, blue moss
and quinine and calomel. I think people just die under pills, now. Old lady Field she
make medicine with snakeroot and larkspur and marshroot and redroot.
3. Us used boneset tea made from a weed. Lord, it was bitterer dan quinine, and it
were good for de chills and fever, and it would purge you too. Den us used lifeeverlastin’ tea for fever, and Jerusalem brush weed to get rid of worms.
4. Dere wasn’t many doctors dem days, but always de closet full of samples and most
all de old women could get medicine out de woods. Every spring, Old Miss line up
all de chillen and give dem a dose of garlic and rum.
5. Durin’ slave time I been so cold I most turn white and they set me before the fire
and poultice me with sliced turnips.
6. Dey were no doctors. Just use roots and bark for teas of all kinds. My old granny
used to make tea out of dogwood bark and give it to us chillen when we have a cold,
else she make a tea out of wild cherry bark, pennyroyal, or horehound.
7. We used herbs and roots for common ailments, like sassafrass and boneset and peach
tree poultices and coon rot tea, but when a nigger got bad sick Old Master sent for a
white doctor.
8. Us had medicine made from herbs, leaves and roots; some of them was catrnip,
garlic root, tansy, and roots of burdock* De roots of burdock soaked in whiskey
was mighty good medicine. We dipped asafetida in turpentine and hung it 'round
our necks to keep off disease.
9. There was much talk of "hoodooism" and anyone ill for a long time without getting
relief from herb medicines was thought to be "fixed" or suffering from some sin that
his father had committed.
10. Old Mistus looked after us, giving us teas made of catnip and vermifuge.
Poultices of dock leaves and slippery elm were also used when were sick.
Music/Arts (EL6)
1. I had a fiddle and I’d play for the white folks wherever I went, when they has the
balls.

2. Us makes up songs, ‘cause us couldn’t read or write. I ’member dis one: De rough,
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rocky road what Moses done travel, I’se bound to carry my soul to de Lord; It’s a
mighty rocky road but I must done travel, And I’se bound to carry my soul to de
Lord.
3. I’se right smart good banjo picker in dem day. I can ’member one dem songs just as
good today as when I pick it.
4. Dey one white man name Irving Ramsey. Us play fiddle together lots of time.
When de white boys dance dey always wants me to go to play for dey party.
5. At that time Negro children listened to the tales of Raw Head and Bloody Bones,
various anima^ stories and such childish ditties as: "Little Boy, Little Boy who made
your breeches" Mamma cut 'em out and pappa sewed de stitches" Children were told
that babies were dug out of tree stumps and were generally made to "shut up" if they
questioned their elders about such matters.
6. The boys used to take the horns of a dead cow or bull, cut the end off of it, we could
blow it, some having different notes. We could tell who was blowing and from what
plantation.
7. I'was a terrible little fellow to imitate things. Old man Tommy Angel built mills,
and I built myself a little toy mill down on the branch that led to Sugar Fork River.
There was plenty of nice soapstone there that was so soft you could cut it with a
pocket knife and could dress it off with a plane for a nice smooth finish. I shaped
two pieces of soapstone to look like round millstones and set me up a little mixer
that worked just fine.
8. Dey played guitar, danced 'fore de light went out. Dey put skin over a barrel for a
drum.
9. I can't remember any of the songs jest now, but we had some that we sung. We
danced a whole lots and jest sung "made up" songs.
10. My marster had three or four hundred slaves, himself. And most of the other white
folks had just as many or more. But them as went would sing. Oh, they’d sing! I
remember two of them specially. One was a man and he’d sing bass. Oh, he’d roll it
down! The other was a woman, and she’d sing soprano.
11. When they'd git through with the clothes on Sat'day evenin's the niggers which sold
they goobers and 'taters brung fiddles and guitars and come out and play.
Religious Instruction (EL7)
1. We were allowed to have prayer meetings in our homes and we also went to the
white folks’ church.
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2. She made all go to church and let the women wear some her old, fine dresses to
hide the stripes where she’d beat them.
3. Most of de slaves could go sometimes to de white folks’ church when dey gets a
pass from deir massa, but dat mean overseer always tried to keep us from goin’
so’s us couldn’t learn nothin’.
4. Sometimes de preacher tell us how to get to heaven and see de ring lights dere.
5. Sometime she would take us to church. We’d walk to the church house. I never
went nowhere else.
6. The religious atmosphere in this family was excellent. Mrs. K. gave me the first copy
of Holy Scriptures I ever possessed, she also gave me much excellent counsel.
7. Harriet was just like her Granny Anderson. She was good to everybody. She get de
little niggers down and teach ’em dey Sunday school lesson.
8. Never have any church. If you go, you set in dc back of de white folks’ church.
9. All us had was church meetin’s in arbors out in de woods. De preachers would exhort
us dat us was de chillen o’ Israel in de wilderness an’ de Lord done sent us to take dis
land o’ milk and honey.
10. They a big church on he plantation and us go to church and learn to tell the truth.
11. Dere weren’t but one church on de place what I lived on, and de colored and de
white both went to it.
12. A few years before de War my pappy learnt to read de Bible. Whenever we would
go to church he would read to us and we’d sing.
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