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ABSTRACT

CRITICAL INVESTIGATIONS INTO INTERNS’
URBAN TEACHING APPRENTICESHIP EXPERIENCES

By
Curtis L. Lewis

The K-12 schooling experiences of African American and Latino males are oft
characterized as a pipeline to prison. African American and Latino studestspesnded and
expelled from school at higher rates than any other racial group. Theddhaté\frican
American and Latino males face in K-12 schools limit their opportunities as aolllécome
active participants in the workforce; instead many become participanisg cnemployment
and the criminal justice system. Mentoring programs and/or youth developrograms have
been implemented in schools and communities to help at-risk African Americantamal La
males.

The dissertation was guided by this major question: How do high school males of color
describe and make sense of their academic engagement in school and sptiependile
participating in an ecologically structured school-based mentoring pn@drar the ten high
school males of color in this study | do an in-depth analysis using program olose,vat
interviews, and data from journal writings to examine the meaning of theinexges in the
program.

The ecological systems theory will help to explain how specific actwtinel functions
that occurred within the various levels of the IMPACT’s program ecologioatture influenced
the high school students’ experiences in the program. Furthermore, | will usddhendiievels
of the program’s ecological system to describe how the activities anifusat those levels

may or may not have an influence on the high school students’ other settings thattedeabca



each individual’s micro system level. Also, | use the ecological sysherosytto conceptualize
the high school students’ experiences at various levels of the program’syetaaghose
experiences interacted with other levels of the IMPACT program’s ecalagructure and

whether or not it influenced the high school students academically and personally.



DEDICATION

This dissertation is dedicated to the high school males who afforded me the opportunity pee
into their lives. | would also like to dedicate this dissertation to my sons (Romdd{aanani),
my mother (Shirley Lewis), brothers (Tyjuan, Quincy, and Christopher),s{€gnthia and

Shawndra), nieces, nephews, grandparents (Robert and Mercedes Lewis), and childhood Bes
Friend (Jeffrey Warren).

iv



ACKNOWLEDGEMENTS

| would like to first thank GOD for his grace and mercy. Without him there would be no
me, so | am eternally grateful to him for giving me the strength andrgugda this dissertation
and throughout my life thus far. There have been times where | wanted to quit, Vet | ha
always been able to count on him to give me the strength and courage to keep on pushing.
Thank you GOD for always being there for me!

To my grandparents Robert and Mercedes Lewis who are peacefullg rmestimooking
over me and the rest of the family: | am forever grateful and appreciatiyedr heroic efforts
to ensure that love, family, and hard work would be the staples of our family. My swee
grandmother, Mercedes Lewis: | will be forever appreciative of §astrating, not only through
your precious words, but also in your actions, the TRUE meaning of unconditiow&! LO
Every day | live to try and be as unconditional with my love as you were [are]leghsy is
something | aim to bestow upon my own children and future grandchildren. You will flieve
in my heart and everything | do that is good will be dedicated to you!

To my mother who epitomizes sacrifice and true work ethic: | thank you! éeippe the
hard work and dedication you gave during my high school years to get me through school, when
it was extremely financially tough to do so. | appreciate your desireke ma and my other
siblings independent, responsible, and caring adults. To see you work so hard to provide for us
not only motivated me, but also provided me a blueprint to what it means to have a good work
ethic. |1 am also thankful for your continued support and love throughout my life and this
dissertation process. You are the greatest MOTHER anyone could ask favidikLWAY S

LOVE you for that!



To my sons, Romney and Kamani Lewis: you are one of the main reasons why | work as
hard as | do. You two are my motivation to be the best person | can be. Being a father has
taught me a lot about myself! | appreciate the support and patience you both haeaerawhat
it takes to be a great father to two wonderful young men. There is nothingd maiudo for
you two and Daddy loves you both more than you could ever imagine! This is all fat you!!

To my brothers (Tyjuan, Quincy, and Chris) and my sisters (Cynthia and Shawndra):
am so appreciative of your love and support in life! You all are the first setrddrleever had
and | am forever appreciative of not only your brother- and sisterhood but also godsffip! |
appreciated your love, support, and understanding throughout this quest to receive my Ph.D.
Unconditional Love to you all!

To my childhood Best Friend and brother Jeffrey Warren: | am forever agprect
your willingness to show me what love was beyond my family. Although you are rer loeige
on Earth, | know you would have been right there cheering me on through this process. The
were days | would be tired and | can hear your voice encouraging me to keep pusivagol
man and | miss you dearly! | would also like to thank my “little brother” and reediteistopher
Waston for his support and encouragement throughout my time in the doctoral program. | thank
one of my best friends and “sister” from high school, Eleshia Smith for her contmmeaedgort
of my personal and career goals! | appreciated it from the time we meighi school until
now. | would also like to thank one of my college best friends and “sister” Attdfiaegia
Spivey for your support throughout my life and journey towards my doctorate degree. Véou ha
been such a great friend and | appreciate your love and support, especialjilymgmess to

edit my work on a very short notice!

vi



| would like to thank my “brother” and one of the best friends anyone could ask for, Karlin
Tichenor, for his undeniable support and encouragement. You have been there to hear me
complain about every step in the dissertation process and | appreciate liingness to listen.

| would also like to thank my “brother” and best friend, Dr. Gerald DeJean for his
unbelievable support, encouragement and motivation. You are the one person who understood
what | was experiencing and provided me with insight and encouragement tededrie
continue. Your hard work and willingness to work hard and be your best is motivation to me. |
am very appreciative that you are someone who allows me to be me, and you know when and
how to motivate me and also redirect me when | get off track. | am forevefugfar your
friendship and unconditional love!

To my dear, Dr. Shimia Isaac, | thank you for your support and great deal ofcpatie
with me. | appreciate your constant prayers and support—you have always datednstur
love and support for me and | am so thankful for that. The dedication you have for your
profession inspires me to be as dedicated to mine. You have been a huge support for me and |
look forward to our future together.

Dr. Sandra Crespo and Dr. Sonya Gunnings: thank you for your support throughout my
doctoral program. Greta Trice: thank you for your support and encouragement thraughout
educational career in Michigan. Thank you Drs. Marvin McKinney, Patrici@lFand Donna-
Marie Winn for your support during the data collection, analysis, and write-up of this
dissertation. Dr. John Lockhart: thank you for your support and willingness to readopgry s

drafts of my ideas. Your willingness to help me think about my work has been very

vii



appreciative. | would also like to thank Clay Braggs for allowing me the spaet away and
do my work!

| would like to thank my committee members, Dr. Chris Dunbar, Dr. David Kirkland, Dr.
Avner Segall, and Dr. Peter Youngs for your support throughout this dissertatiorspfdces
Youngs: thank you for the support you've shown since my first year in the program. Your
dedication to making me a better writer and critical thinker gave me theaka confidence to
excel at this level. | would like to give a special thanks to my advisor andtdigsechair, Dr.
Dorinda Carter Andrews. | cannot express the level of appreciation and rdspeetfor you.
Without your support throughout this process | would have not been able to complete this degree
to the level of rigor that | have. You have been the best advisor and dissertation arar any
could ask for. | thank GOD that you were selected as my advisor and | have apgraitiaf
the things you have taught me throughout this process. | feel | have earned geshdeguse

of your hard work and dedication.

YOU ALL ARE APPRECIATED!!!

viii



PREFACE

Three years ago, a professor who knew of my research and career inke@shaso
attend a meeting about a new research project. The meeting was about newatbla
research project with a university and a local school district, focusing on pngnttadi academic
success of African American and Latino males in grades pre-kindergart&j-8odegrade.

After attending a few meetings | was still not sure what my role would theiproject. A few
weeks later, | was asked to participate in a quasi-interview with a fewepabplwere part of
the research project. As a result of that meeting | was given the oppottudévelop and
implement a mentoring program for males of color, which became one of the mosaimport
experiences in my graduate school career. My involvement in the developmeeméntation,
and directorship of the mentoring program sparked a personal interest in findsgpviraprove
the life trajectories of males of color, specifically, African Aroans and Latinos.

This program was developed with the goals of providing alternative ways tovienghre
academic success, social competency, self-efficacy, job-relatisg akd self-perception of the
young men who would participate in the program. To that end, | wanted to explore haan Afric
American and Latino high school males described, understood, and made sense of their
experience in the IMPACT Mentoring Program. Since | spent so much of myrtithe
mentoring program, it only made sense for me to attempt to explain and interprétealiigh
school students what was happening for them in the program. With that, | set out comtmiss
attempt to authentically represent the experiences of the Africanidenend Latino high
school males who patrticipated in this program.

Many of the young men in the mentoring program were labeled as some ajghe m

“vulnerable,” “at-risk,” “disengaged,” and “troubled” young males in their schodhe
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characteristics that would support those labels included low test scorekbsbenioral issues

in school, failing grades, single family homes where a mother is the soldgmdweing teenage
fathers, etc. The characteristics are the same ones that are usebaiodabemiss countless

other African American and Latino males in high school. Although context, fatmnilstgre,
community support, etc., may vary from place to place, the intent of this disseisatot to
categorize African American and Latino males as having a uniform wiyn&fng or behaving,

but to shed some light on characteristics that may be shared and provide sontatdéas t
adapted to fit the specific context in which others live, could prove to extend beyond thx conte
of this dissertation study.

“Even in the midst of our worse struggles, our forefathers knew that part of our
advancement and growth began with a sound educgtidnknown Author). This quote
originated from an unknown author who wrote this when schools for African American free
slaves were being established. For those African American and Latias mahe midst of
their worst struggles, many of them are or have not received a sound educdtypshadld we
care about the educational struggles of African American and Latino maégtst \gt, why do |
care? Why conduct research in this area? It is very simple—it is for mgf@lementary
classmates who | saw fall between the cracks and end up in jail or dead;ytsifigrmen like
Arthur Tyles, Andre Malcolm, Corey Hatter, Raheem Washington, just to name & $dor
my best friend Jeffrey Warren who was killed at the hands of another Africancamenale
who was a product of a broken foster care system, who in turn became angranbitierned to
violence as a way of expressing these emotions. It's for my former studkptiRylor who
often talked with me daily after school about his frustrations with life and havwabegoing to

persevere in spite of his many challenges, but was shot and killed the day beforest



sixteen, due to senseless violence in a place he considered a refuge. Theseeyowibnever
get the opportunity to be successful and make positive contributions to society. d seek t
publicize this mentoring program for all the African American and Latinosnalh® are
reaching their hands out and asking for help, yet are being ignored—I heae adilséy
hope is that this research provides anyone who reads it the opportunity to make aedse of
appreciate the lives of the young men that decided to share with me (us) whecetheg who
they aspire to be. It is with this knowledge that we can begin to provide the ngdedgar
needed to make a difference in the lives of young men who from a very early agashke/éor
our help, but have been repeatedly ignored.

Some might think that this research is too personal for me. | would argue that all
research develops from our own inquiries, inquisitive minds, or quest to investigate and
hopefully find answers to the questions and problems that intrigue us as resd¢haecherst.
This research is just the beginning of a much needed line of inquiry that not onlatestite
problems, struggles, and failures of some African American and Latiresnalt attempts to
solidify plausible solutions through a careful examination of how African Amrerand Latino
males who are struggling in urban K-12 schools make sense of their experiences iarsg¢hool

beyond.
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Chapter 1
Introduction

The [Mis]education of the African American and Latino Male
A National, State, and Local Problem! A Pipeline to Prison?

| think that we should take the Impact Program and start a movement acrossilig. c

Because | feel like this program is a movement. | feel like | am apaoimething big.

Being a part of this | see how this can help so many males of color ttsatueygling in

school and society. It's good that it started here and is helping us, now it needsdo sprea

(Raymond-High School Mentor/Student).

What's the Problem?

This movement referred to in the above quote is the IMPACT Mentoring Program. This
program is part of an initiative by a local public school district located in tisizei city of
Jamesville and the locally situated large public university’s efbarhprove the academic and
social success of males of color in the K-12 school district. In the stdtabwre, Raymond, a
high school student/mentor in the program, described the Impact program as ménbVe
What did he mean by the word movement? Does he want people to become more aware of this
program and simply replicate it in other places? Does he think the problem fatesahcolor
are so pervasive that a call to action is needed to get control of the problem? Qukstions |
these are what | seek to answer with this study.

The historical use of the termovemenhas often implied the reorganization,
restructuring, or overhaul of a current state of being, functioning, law, systenfvVan Deburg,
1997). Raymond also uses the word “help” in reference to males of color. The word “help”

implies that someone needs assistance or guidance in order to progress or wene 6o

synthesize, Raymond (an African American) believes that some action aodxltaken to help



those males of colcl)rwho are struggling both academically and socially in school and society.
What are some of the problems that males of color are facing in school ang?societ

Before the onslaught of disheartening statistics, it is important to notegitmg males of
color who graduate from high school on time and are making positive contributiong to thei
households, communities, and society. As illustrated by the recent election oftég &tates’
first African American president, there are positive males of color malaeat contributions to
society. However, what hasn’t changed over many decades is the dispropornionbéz of
males of color who are marginalized and displaced from schools, and subsequeteityifimi
their ability to be positive contributors to their own lives and communities.

African American and Latino males are often described as “disenfsmullor

“endangered” in our K-12 schools and society (Giib19588; Hare, 1987; Jordan & Cooper,
2003). In many of this county’s largest cities, a number of them are dropping out of $chool a
alarming rates, and achieving academically at a lower rate thamthée male counterparts.
The aforementioned high drop out rates, school suspensions and expulsions, the
overrepresentation of African American and Latino males in special ealucand serious
underrepresentation in Advanced Placement (AP) or college preparation musidbanaote
carefully examined (Garibaldi, 2007; Kearns, Ford, and Linney, 2005; Klopfenstein, 2004;
Kunjufu 1990, 2005; Martin, 2000; Noguera 2003; Schott Foundation Report, 2008).

As opposed to their white counterparts, African American males suffer frorteslife
spans, higher mortality rates, and poorer quality of health. African Americdraind males
have a higher percentage of incarceration, and many are growing up in amiyehiomes

where the mother is the sole provider (Hall, 2006; Noguera, 2003). Consequently masg of the

1 In this dissertation, the phrase “males of color” refers to African Aareand Latino males.



young men are pushed into despair. The failures that African American amal inaies face in
K-12 schools limit their opportunities as adults to become active participahtswotkforce;
instead many become participants in crime, unemployment and the crimtica gystem. In
2009 the National Urban League reported that African Americans are svikels as Whites
to be unemployed, three times as likely to live in poverty, and more than six titiedyato be
incarcerated.

There has been a plethora of scholarly research, and often times, bleak national
discussion in the media and in our schools that has documented the “trouble” that many of our
African American males in K-12 schooling are currently facing. Theaba of scholarly work
that has supported the perceived “trouble” that our African American K-12 studefdsiag
has been well documented. Scholars (Brown and Davis 2000; Klopfenstein, 2004; Kunjufu
1990, 2005; Linney, 2005; Noguera, 1995, 2003, 2008; Polite and Davis, 1999) have saturated
the discourse with the plight that is often referred to as the “endangeredbpafingan
American and Latino males.

Recent reports from the New York University Steinhardt’s MetropolitaneC éort
Urban Education, The College Board’'s Advocacy and Policy Center, The Urban L(2agag
The Schott Foundation (2008) among others have documented the issues facing African
American and Latino males in our K-12 schools and beyond. For example, the K-12 schooling
experiences of African American and Latino males are often now chaadtas a “pipeline to
prison.” The College Board’s Advocacy and Policy Center (2010) report,staekids in the
pipeline have been retained at least once; they've been suspended at leastyhaggtlwav

GPAs; very little credit accumulation in high school; and they're behind sttdea grade level

(6.)"



Results from the 2007 National Assessment of Educational Progress (NAEPhahow t
African American and Latino high school males scored an average of 29 points/idkitav
students in reading and 28 points below White students in math (NCES, 2007). Further Black,
Latino and Native American males also represent the lowest number of stia#tergs
Advanced Placement (AP) courses in high school (The Schott Foundation Report, 2008). The
persistence of the achievement gap between African American and Late®andltheir White
counterparts has led to a stark contrast between the educational aspiraticoampdishments
of each group. It also has a significant affect on the positive life outcomes and upvagity m
of males of color in society.

In a recent report the College Board Advocacy and Policy Center (2010) thgutdsere
is a “Third America” that is often ignored by mainstream society. Thatstates:

this America is often captured in popular television documentanga@wvspaper

stories and includes frightening statistics about unemployment, pamtthigh

rates of incarceration. The citizens of this Third Ameriea@marily men, and

mostly men of color. These men now live outside the margins oé@momic,

social and cultural systems. They are the byproduct of mangtabtailures —

including the failure of our nation’s schools (p.4).

In addition, across all races, young women are outperforming young men \pectreshigh
school graduation rates. White women perform 4 percentage points better thanewhivehite
African American, Hispanic, Native American, and Asian women outperform migeir ethnic
or racial group by nine, nine, seven, and two percentage points, respectively. Amalisds i
that African American women earn two-thirds of the college degreeslagvéo African
American students; while, for Native Americans and Hispanics, the number is 6tperc

(College Board and Advocacy and Policy Center, 2010). Whether one talks about prisoas, whe

African American males are almost half the inmate population and Hispamisttate 20



percent, or whether one talks about violent crime, where young black men amaéseas likely
to be murdered as whites, the situation in many of these communities must bessersi|as
Below is a summarization of some startling statistics facing @frismerican and
Latino/Hispanic males. Some of the following statistics from the Urbagueeg009) help to
illustrate how the K-12 failures of these males often lead to dismal and limiied<fuir
prosperity in their adult life.

e For African Americans, the proportion holding a high school credential was abouirtbe sa
in 2006 as it was in 1986 (about 84 percent).

e Meanwhile, the proportion of Hispanics holding a high school credential increage&9r
percent to 65 percent.

e School completion rates for Asian Americans and Native Americans in 200®Were
percent and 71 percent, respectively; trend line data to 1986 on these populations are not
available.

e With regard to college attendance, enrollment rates for young Africaniédansr(18 to
24) increased from 22 to 32 percent, while Hispanic enrollment rates increaseiBfrom
to 25 percent.

Across the board, males from all racial and ethnic backgrounds are likelyusgended at

about twice the rate of females. In the case of black males, however, the Irateststlaree
times as high. “Status dropout” rates for 16 to 24-year- olds tell a similgr Biere, while black
males are more likely than whites to be dropouts, the rate for Hispanic mdiaessfaur times
that of whites. Arrest and incarceration rates for men of color are extradgdhigh. One
recent estimate holds that the chance of a young African American marnt@eigpn is one in

three. Meanwhile, about 20 percent of male inmates in state or fedepakpaig Latinos,



almost two-thirds of them between the ages of 18 and 34. In the foreseeableatfistagparent
that if current demographic and educational attainment trends continue, égpecrakn of
color, the overall educational level of the overall American workforce will fngldecline.

So what can be done to narrow the achievement gaps among Black and Latino and White
males? How do we increase the number of Black and Latino male students who graduate f
high school and obtain a bachelor’'s degree? How do we increase the options (collmge and/
work) beyond high school for these males? How do we prepare “at-risk” males diocolor
academic and social success in school for the work force beyond high school? The need for
these males to be successful in K-12 schools and in society is important to the overall
productivity of our society.

Scholars (Hall, 2006; Holland, 1996; and Ogbu, 1990) have argued for the increased
implementation of positive mentorship programs in schools. They argue thattloé pasitive
adult males of color in schools and at home contribute to the lack of academic and soesd suc
for these males in schools. They also contend that positive mentoring programs thetsed
on the academic and social success of males of color would help to alleviate somssofethe
they face in school. Since mentoring programs are generally aimediagheiderserved youth
cope with adverse social and economic circumstances that place themsk™at-r
“endangered” categories (Hall, 2006) it would be important to house more of thesams dg

K-12 schools where the downturn of these students’ lives often begin.

Rationale for Study

Sometimes | feel like no one is listening to me. | meanlllife= | am not being
heard. | would like to be considered sometimes. The world around me
sometimes seems to be collapsing itself around me. Who igdhbedp, where

are my friends, family, mom and dad, teachers, the school, someohe in t



community, do the politicians care, police, your actions or livelihoedoéten

influenced by others, what they do, how they do it and even how it might be

impose on you, so why can’t they help you when you need them (Jkhighy-

School Mentor/Student)?

One could argue that this statement is a cry for help, an articulation of farstaati
simply a criticism of the people surrounding Jimmy, a high school mentor. Thoughimere
will be dedicated to him in later chapters, this statement captures the purguseedgdarch.
Jimmy begins by discussing how he feels no one listens, as if he is talking to peo@iher
do not understand him or who may not be interested in what he has to say. He also appears to
express some invisibility, lack of attention and/or lack of appreciation withatesrsent, “I
would like to be considered sometimes.” The aspect of the statement most reléhiasnt t
section is when Jimmy proceeds to discuss where he could receive the necésganthhehat
is unclear) and how the actions of others influence how he lives and acts. Jimmy bBnds wit
asking the question: “why can’t they help you when you need them?” This lasbqugsthat
| will explore in later chapters when | discuss the influence of the IMP#&&fitoring program
on the high school males like Jimmy.

This study is intended to enhance current research on the influence of mentoring/youth
development programs on African American males and also to illuminate an approach t
mentoring that assists in the redirection of the negative trajectory that farany of our
African American and Latino males face. The dissertation was guided fplltdveing major
guestion: How do high school males of color describe and make sense of their academic
engagement in school and self-perception while participating in an ecologically structured
school based mentoring program?

The following research questions guided my dissertation inquiry:



1. How do the high school males of color describe and understand their experience in a
school-based mentoring program?

2. How do these males describe and understand their relationship with their acodletypes
and elementary-aged mentees?

3. How, if at all, does the ecological structure of the program shape these atal@emic

engagement and self-perception?

Theoretical Framework

When the IMPACT program was developed, those involved including myself were trying
to conceptualize a mentoring program structure that would involve more aspectstatithg’s
environment, hence Urie Brofenbrenner’s (1979) theory of ecological systemng wees
explored. Brofenbrenner’s theory was helpful in conceptualizing and understanding the
necessary environmental factors and people that play a role in the cultivaterhajh school
students’ academic and social development. The ecological structure of theapradpich |
will describe more fully in the next chapter, is what | argue makes thA@JRprogram unique
and thus contributes knowledge to the field of discourse and research on mentoring, ttemmpac
African American and Latino males’ self perceptions, academic engageand personal
development. In this section, | discuss Brofenbrenner’s ecological systemsahd how the
adaption of this theory was developed within the IMPACT program to fit the natuds, raee
environment of the high school students’ lives.

Brofenbrenner (1979) uses the ecological systems theory to explicate the

conceptualizations of environments and relationships in terms of systems. &laseapl



particular environment as a nested arrangement of structures, each conitiimetthevnext. He
articulates the systems and their functions and relationships in an individigadis follows.

1. A microsystemis an immediate setting containing the learner (e.g., home, day care
center, classroom, etc.) &ttingis defined as a place in which the occupants engage in
particular activities in particular roles (i.e. parent, teacher, pupi),fetgarticular
periods of time. The factors of place, time, activity, and role constitutde¢hentsof a
setting.

2. The mesosystentomprises the interrelations among the different and potentially
exclusive (possible non-interactive) major settings containing the learag@asticular
point in his or her life. Thus, for an American elementary school child, the mesosystem
typically encompasses interactions among family, school, peer groupsiateyor
some children, it might also include church, camp, or work place, although the last would
be less common in the United States than in some other societies. In sum, the meso-
system is the collection of Microsystems that an individual moves through andrhggul
interacts within.

3. The exosystems an extension of the mesosystem embracing the concrete, local social
structures, both formal and informal, that impinge upon or encompass the immediate
settings containing the learner and, thereby, influence and even determinenavaiet
goes on there. These structures include the major institutions of the society, bot
deliberately structured and spontaneously evolving, as they operate at the local
community level. These include, for example, the world of work, the neighborhood,
mass media, agencies of government (local, state, and national), the distrobgtoods

and services, communication and transportation facilities, and informal socialketw



4. Macrosystemsare the overarching institutions of the culture or subculture, such as the
economic, social, educational, legal, and political systems, of which logal-pmueso-,
and exosystems are the concrete manifestations. Macrosystems aneecozcd
examined “in structural terms but as carriers of information and ideolog\otitht
explicitly and implicitly, endow meaning and motivation to particular agen®egls
networks, roles, activities, and their interrelations” Brofenbrenner (1979, p.15) h&vhet
children, parents, pupils, teachers, or other persons directly involved in the learning
process have any place or priority in these macro-systems is of egp@cehnce in
determining how such persons are treated and interact with each other in diffeesnt

of educational settings.

Brofenbrenner (1979; 1998) suggests that the ecology of education is not and cannot be
confined to investigations in strictly educational settings. Thus what happeiis tw Feappen
in an educational setting depends in large part on events and relationships in otlesrcdthe
person’s life. Brofenbrenner’s ecological systems theory helps to erphl@ainfluence that
people, programs, ideas, etc, can have on the overall development of an individual. Mis theor
strongly conceptualizes how the school-based mentoring program structuaetenéth the
individual (the high school mentor) and their other settings. My adaptation of Brafeebee
ecological theory is as follows.

As Brofenbrenner (1979; 1998) suggests, each individual is involved in various settings
that make up their microsystem. For the high school students in this study, thatsiticeide
home environment (parents, parents’ values, community values), the school and t&ENIMPA
mentoring program. The IMPACT mentoring program is a setting in the matemsyevel of

the high school students’ ecology. The IMPACT mentoring program has its owg\etwdo is
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structured independently of the home and school settings in the high school student’s
microsystem. Furthermore, | contend that each of the settings (home and sctiwol)
individual’'s microsystem has its own separate ecological system, yeicitistevith other settings
within their microsystem. Thus, the IMPACT mentoring program could influencelreowigh
school student interacts with the other settings in his microsystem. Thwifgllis an
explanation of my adaptation to Brofenbrenner’s ecological systems theoryingSaathe
macrosystem level, | explain the IMPACT Mentoring Program'’s eccdbgtructure and the
elements that make up those levels.

Themacrosystemconsists of IMPACT mentoring program’s culture, values, and norms
set forth by the goals and mission of the mentoring program that are explititiylated by the
program’s staff and understood by each high school studentexblgstenconsists of the
various program activities that are structured to give the high school stogeotsunities to
interact (at the meso-level) with the various settings in the program’s-system (work as
mentors with preK-3rd grade students and Thursday Training sessions)esRigamd 3
illustrate my re-conceptualization of these two layers of BrofenbranBeological Systems
theory.

Figure 1 illustrates the macrosystem level of the Ecological Sgstéory. The left represents
Brofenbrenner’s interpretation and the right reflects the IMPACT Memd?mogram. The

IMPACT program goals, values, and culture (norms and expectations) inflvemaekappens
at the other levels.
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Figure 1. Macrosystem
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Figure 2 illustrates the exosystem level of the Ecological Syst&sry. The left represents
Brofenbrenner’s interpretation and the right reflects the IMPACT Memdtnogram
adaptation. The IMPACT program’s activities were influenced by the valaals, norms and
expectations) at the macrosystem level.

12



Figure 2. Exosystem
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The mesosystem of the IMPACT Mentoring program involves the various interacti
that occur between the high school mentors and other persons and components of the program.
This primarily includes interactions between the following two groups: the higiokstudents
and the college mentors, program manager and director; and the high school students and their
elementary-aged mentees they work with. The interactions that occur wheghtisetool
students are mentoring the elementary aged students are a part ofdbgsteas and will be
discussed in the data chapters. The mesosystem also involves the weekly aiamigr tr
sessions, and the interactions between the high schools and their peers. Moreover, the

mesosystem illustrates the interactions and relationships that atep#elvand cultivated
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between the high school students and the other individuals (program staff and pre&dard g
students). Figure Four illustrates these ideas:

Figure 3. Mesosystem

* The mesosystem * |nteractions between
comprises the ~__high school student
interrelations . and:
among the major” '
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containing the/
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particular point in
his or her life. \

+, college mentors

* elementary-aged
mentees

* Program staff

. l._éach other

Lastly, themicrosystemof the IMPACT mentoring prograronsists of the various
settings (as mentors of the preK-3rd grade students; and as menteeshaufingrsday

sessions) that the high school students are involved with in the IMPACT mentoringnprog

Figure 5 illustrates these ideas:
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Flgure 4_ Mlcrosystem )
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In sum, the ecological systems theory helps to explain how specificiastaitd functions that
occurred within the various levels of the Impact’s program ecological steuafiwenced the
high school students’ experiences in the program.

In chapters five through seven, | discuss the various activities thataidba meso- and
exo- levels of the program’s ecological system and how the high school studamiisedand
make sense of those experiences. Furthermore, | use the different levelgrofthen’s
ecological system to make sense of how the activities and functions at thelsénese an
influence on the high school students’ other settings that are located at each iridiwmatral
system level. Also, | use the ecological systems theory to conceptualiigtszhool

students’ experiences at various levels of the program’s ecology, how thoseregse

15



interacted with other levels of the IMPACT program ecological structutevaether or not it
influenced the high school student academically and personally.

In chapter two, | provide a brief description of the IMPACT program purpose,gonog
structure, and goals. In chapter three | provide a review of the literatevamt to this research
investigation. | also provide an explanation on how this research enhances andhédlgaps
of current research on mentoring programs for males of color. In chapter fourilbeeise
methodology used for the study. | also provide an explanation of the structure of h€ TMP
mentoring program. Chapter five examines how two of the settings (home environghent a
school environment) in each of the high school students’ ecology influence their arentat
toward school and their self-perceptions. Hence, these experiences in both sattengslirect
influence on how students view themselves and their level of academic engagescbobi.

In chapter six | discuss the role that the IMPACT mentoring program had orgkthe hi
school students’ academic engagement. As another setting in the high schodd’'stedégy,
the argument is made that the IMPACT mentoring program’s ecologicalusaycbvides
students with experiences and relationships (developed and cultivated at the H)ebkaleve
provide the support, structure, and accountability (that occurs at the exo- and vedctiode
may help the high school students redirect their attitudes and energies tdveenid Jhis
chapter also explores how activities (role as mentors, Thursday traingngnse®tc.) that take
place at the exosystem level of the IMPACT program played a role in thechigbl students’
enhanced thoughts about and engagement in school.

Chapter seven focuses on the role that the IMPACT mentoring program had on the high
school students’ self-perception. This chapter discusses how the relationshippettasid

cultivated in the mesosystem level (but influenced by the structures anitlezcin place at the
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exosystem level of the program’s ecological system) helped to re-$teapigh school students’
thoughts about themselves. | also discuss how the Impact program’s values, pogisaat
the macro-level of the program ecological system influenced theipseléption.

Finally in chapter 8 | provide an in-depth analysis and discussion of my in&tigpmetof
the IMPACT Mentoring Program’s influence on the high school males’ acadgmagement
and self-perception as discussed in previous chapters. Further in this chaatelisalss the
implications of this research for the implementation of school based mentoringmsoand
importance of the research findings for providing alternative opportunitiedricaA American

and Latino males who may be struggling academically and/or sociallizaolsc

11 Gipps (1988) and Hare (1987) were used because they are two of the original scholars to use
the term ‘endangered’ to refer to negative issues related to Africandamend Latino males in
school and society.
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Chapter 2
What is IMPACT?

In this chapter | provide a detailed description of the IMPACT MentoringrBm, and

the roles of the high school mentors, college mentors, program directors, and manager.

Mentoring young men of color evokes classroom thought and discussion on a broad range of

other educational issues including:

Academic achievement and student drop out rate
Youth violence prevention

Diverse values and voices within the classroom
The importance of arts-based curriculum

Socially and culturally responsive education
Critical urban pedagogy

Student empowerment and agency

The following is a detailed description of the IMPACT Mentoring Programncgire.

Program Description

The IMPACT mentoring program is entering its second year as a pacbtébhorative

research effort between Michigan’s Jamesville School District anceh University’s Office of

University Outreach and Engagement. The IMPACT mentoring program is diesigioeus on

the academics, personal wellness, and mental growth for young men of chidamiesville

School District. This is a tiered mentoring program that involves colleggars mentoring

high school students and high school mentors who are mentors to the preK-3rd grade students.
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The high school students are paid through the Workforce Investment Act (WIA) drel©ity
of Jamesuville.

The high school mentors are placed in a classroom with a group of elementary students
along with a teacher, and are given the opportunity to assist the kids withuelslesseading,
writing, arts and crafts, and social activities. The IMPACT mentoring anogreates positive
cross-generational relationships with young minority males. This progirges the high school
males an opportunity to give back to their community while gaining valuable workenxgesr
The college students also work with the high school students on their academic dnd socia
success in school. The IMPACT mentoring program goals are as follows:

I.  To enhance the positive character development and academic success of yowfig boys

color ages 3-8.

ii.  To enhance the social success of young boys of color ages 3-8.
ili.  Toincrease the literacy (reading & writing) and math skills of young lebgolor ages

3-8.

iv.  To assist high school mentors of color to develop effective job skills and promote the
academic success of young boys of color.
v. To promote community civic engagement and personal confidence, promoting cross-age
and cross-generation mentor-mentee relationships.
vi.  To positively develop the self-perceptions, male identities, and moral engagsrtient
high school mentors.
vii.  To aid in the establishment of job-oriented skills and work ethic.

viii.  To facilitate academic confidence, persistence, and achievement.
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Role of Program Director

The program director is significant in the development and implementation of the
IMPACT mentoring program. The program director is responsible for resegrghamning,
developing and implementing the mentoring program’s mission, activities, andteraluehe
program director is also responsible for the hiring and supervision of the programemamag
college mentors. The program director meets periodically with the IMPA4EfTt@ discuss the
evaluation and improvement of the program. Finally, the program director servigisena

between the IMPACT mentoring program and other local community agencies.

Role of Program Manager

The program manager assists the program director in the hiring and supervision of
college and high school mentors. They work as the primary supervisor on site witmtbesme
Similar to the program director, the manager also assists in the developmenpkemdantation
of the mentoring program’s mission and activities. Finally, the progranagea is to meet with
the program director to report on the progression of IMPACT, provide mentoring and guidanc

to college and high school students, and communicate with teachers and other school staff

Role of College Mentor

The college mentors were students at either the local university or commaiiege.
The college mentors’ primary responsibilities were to provide leademstdigadance for the
high school mentors and to act as their immediate supervisors. They also workée Wit

school students on setting and meeting their academic and social goals in sc¢himoés Ahey
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were also responsible for creating daily lessons for the mentoring anddwspect of the

program with the preK-3rd grade students.

Role of High School Mentor

Under the supervision of the college mentors and program manager the high school
students assisted the classroom teachers with activities geared tdwasdbancement of the
academic success of the preK-3rd grade students. They also worked one oim cneadir
groups with the preK-3rd grade boys on various academic content. Finally, thelogh sc
mentors assist the program staff in the development of the program’s missionagdals

activities.

High School Mentor Job Expectations

The high school students are given clear expectations when they enter the prdgggrhave a
particular dress code that they are expected to follow. Some of the guidatinee the
following: no baggy clothes, no hats/doo-rags, shirts tucked in at all times, and treprogr
uniform and name tags must be worn at all times. The rules and expectation$ $st floet
program staff include the following: no tardiness, no fighting, no disrespectful belawiard
staff, the preK-3rd grade students, or each other. If the high school studentsli@ the
dress code and/or the rules/expectations set forth by the program staff, themathle be the

possibility that they would be removed from the program.
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The IMPACT Mentoring Program Structure

The IMPACT Mentoring Program operates in the five intervention schools: Donnely,
Richards, Fowler, Wilson, and Woodworth. The IMPACT Mentoring Program takesqulace
Mondays, Tuesdays, and Wednesdays from 3:30-5:0@poullege supervisor and a high
school student assist in the supervision of the program. The program manager supkofise
the IMPACT staff (college and high school mentors). One college mentor wa&slasite
along with at least two high school mentors. The college student supervises thehbah s
students and also participates in after-school activities with the pfelr&de students. Finally,
the program manager visits each school weekly and can meet with teacherssahdohe

principal as needed.

Lessons and Activities

Lessons and structured activities are created to support classroom le&ailydessons
will encompass the following subject areas: language arts, math, chaea®pment, and arts
and crafts. The IMPACT mentoring director and IMPACT teacher(s3tasshe development
of the daily lessons. Each high school student and college student receives ragekly from
the program director on the lessons and activities. One-on-one and group mentorieg betwe

high school students and preK-3rd grade students is available.

Student Assessment

Each high school student completes a daily progress report on each child theytwork wi

(Appendix D) that is turned in to the college mentors. Teachers and other PAR¢sabers
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will have access to this information as well. The IMPACT mentoring ataffteacher evaluate

the high school students on a weekly basis.

Personal Development

The high school students have opportunities during the Thursday training sessions to
work on various aspects of their personal development. Students receive dstiyasvith
their homework. Topics covered with the high school mentors ranged as follodsmacand
social engagement in school, career aspirations, self perception, maly, desthood,
masculinity, personal development, job skills, developing mentor/mentee relgisrestnd child
development. These topics are covered during various discussion forums, activitiesjgir t

one-on-one mentoring.
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Chapter 3
Literature Review

“Mentoring is a brain to pick, an ear to listen, and a push in the right direction.”
John Croshy

This quote captures the true essence of the impact that mentoring could have on an
individual. Mentoring is a rather traditional method used to provide guidance and support to
others. Scholars such as Gordon (2009) and Maguire, C.P. (2005) argue that mentoring can have
an impact on the lives of those who are mentored, providing similar opportunities thabtbe
by John Crosby suggests. In chapter 1, | discussed issues facing youoigooien
Unfortunately, some of the issues like dropout rates, the lack of academic adn#gaoctess
for many in K-12 schooling, higher percentage of incarceration rates, shortgrdife and
poorer quality of health have plagued African American and Latino males fi. yEais issue
has definitely not been ignored, programs such as “My Brother’'s Keeper,” “Rgdra/
Success,” “Rites of Passage,” among countless others have been institutexfort redirect,
motivate and encourage the efforts of young African American and Lating.mEe success of
mentoring programs such as those cannot or should not be judged solely on the immediate
success of the participants but also on long-term implications. What role haveimgentor
programs had on the academic success and personal development of African Amdrican a
Latino males who have participated in them?

In this chapter, | provide a review of literature relevant to this resediicst | briefly
review the literature that explores the academic achievement of fiteerican and Latino
males in K-12 schools. | also review the literature on school-based mentoring [mogndm

mentoring programs for males of color. Then | provide a rationale for this @tadyow it
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attempts to enhance the current literature on school-based mentoring primgrafmsan

American and Latino males. Finally, | define the key terms that will bé unsthe study.

K-12 Experiences of Males of Color

A recent publication by the College Board Advocacy and Policy Center (2010)
documents the progress of males of color in United States K-12 public schools. HuyeColl
Board Advocacy and Policy Center (2010) argues the following:

There is, however, a Third America. This is an America thaliost totally

ignored by mainstream society. This America is often captunegbopular

television documentaries and newspaper stories and includes frighséatiisgcs

about unemployment, poverty and high rates of incarceration. Thensittf this

Third America are primarily men, and mostly men of color. €m&n now live

outside the margins of our economic, social and cultural systems. arbethe

byproduct of many societal failures — including the failure ooir nation’s

schools (p.2).
| start out this section of the literature review with this excerpt fronCtilege Board Advocacy
and Policy Center (2010) because it articulates concisely the issues tiyadfroar African
American and Latino students have faced. The words often used to describe thersoaotliti
many of America’s males of color in K-12 schooling and beyond, are “marginalized,”
“endangered,” “imprisoned,” “dropouts” (Kunjufu 1990, 2005; Linney, 2005; Noguera, 1995,
2003, 2008; Polite and Davis, 1999).

In earlier research, scholars have documented the marginalizatioripretand
academic failures of African American and Latino males as eamjementary school (Bennet
and Harris, 1981; Chapa and Valencia 1993; Delfoe and Carson 1997; Kaufman, 1991; Reyes
and Valencia, 1993). Chapa and Valencia (1993) specifically focus on the schoolingrexgse

that lead to the lack of success of males of color. Meanwhile, Reyes and ¥ é1€%93) argue
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the cultural disconnection that males of color face in schools. DeGarmo arokelZl§2006)
contend that “academic disparities are well documented for Latino youth aictlpast
worrisome are rates of school dropout” (267). The dropout rates of Latino and Africaic&m
males have been among the highest in the nation for years. There have beesnwbbolar
attempted to explore causal relationships between the lack of successah Aimerican and
Latino males.

Previously, other schola(&andara, Larson, Rumberger, & Mehan, 1998; Pulido, 1995;
Steinberg, Blinde, & Chan, 1984; Steinberg, Dornbusch, & Brown, 1992; Velez, 1989) have also
explored possible causes for relationships for academic disparitiesnno {auth. In their
studies they attempt make correlations between school dropout and poor acadenmapeefor
and substance use, but the reasons they state for dropping out are unclear. Earltpgxplana
perspectives have focused on personal or cultural deficiency (e.g., Spagishga retention).

Over the last decade, a body of research has emerged that examines structural barriers such as
discriminatory behaviors and institutional practices (Mar¢ias, 1993; Stanton- Salazar, 2001) and
the role of acculturative strains and internalized minority status (Roglees; & Malgady,

1991; Vega, Khoury, Zimmerman, Gil, & Warheit, 1995). So how do you begin to address the
issues facing African American and Latino males?

Several scholars have argued for the increased implementation of positive
mentorship/youth development programs in schools, most notably: Grossman & Bulle, 2006;
Hall, 2006; Holland, 1996; Ogbu,1990. Moreover, other scholars (Fashola, 2003; Hirsch, 2005;
Woodland, 2008) illuminated the significance of youth development programs for Blé&ak ma
All of these scholars indicate that the lack of positive adult males of color in seimabé& home

contribute to the lack of academic and social success for young males in sdiephklsb
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contend that positive mentoring programs that are focused on the academic andicuesal Gf
males of color would help to alleviate some of the issues they face in school. 8irtoeimg
programs are generally aimed at helping underserved youth cope with asbha@asand
economic circumstances that place them in “at-risk” or “endangereztjaras (Hall, 2006) it
could be beneficial to schools to house more of these programs in K-12 schools—where the

downturn of these students’ lives often begins.

Masculinity

The word and concept of “masculinity” will be used explicitly and at times antlgli
throughout the dissertation. For this study masculinity is defined as a socialicoiféimmer
and Mesler 1989). It is based on how society views the gender roles of males in soaletyy. M
and females are socialized into roles based on gender. These roles pft@mpelhow men
perceive themselves and how they are perceived by others. Accordingsi® @805),
masculinity is represented and defined in various media, genre, texts, or icons. Blagknitya
is presented as well, but it is often in opposition to the "other" and/or dominant culture. He
further states that the representations of black masculinity in the Undties Sre historically
structured by and against dominant (and dominating) discourses of masculiniagend r
specifically (whiteness) (19). For Latino males, Janey (2003) exploreseiod e term that is
synonymous with masculinity, “machismo,” and how some scholars defineatias lor
Hispanic men who have a good work ethic. Janey (2003) has found the use of the word to mean
strength, male dominance, and providing for the family (p.9). In this study the use of
masculinity will be defined using the conceptual meaning described by thoskeave studied

both African American and Latino males. Therefore, it will be used to desctibasor
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language that objectifies male dominance, strength, and includes risk takatngsma

aggressive social skills, and sexual promiscuity.

Mentoring Defined

Prior to investigating the role and effect of mentorship, the atipeal definition of
mentorship must be established. Flaxman (1992) describes mentofir@ijngsa “one-on-one
relationship of a pair of unrelated individuals of different agesiechout over time, and formed
to support the development of the younger person, although the mewotdrealsfits from the
relationship. Historically, such mentoring occurred as young peopladuits came together in
the community, the schools, or the workplace.” Flaxman (1992) desdhkegpurpose of
mentoring as to increase the understanding of youth and effectnflgnce the lives of
mentees by their interactions with the mentor. Flaxman (1992)ilalstrates mentoring as
historically existing in some form or fashion, but not always dpéammally called “mentoring.”
These relationships have normally been developed through natural iGeamstly, mentorship
is designed purposefully for the assumed “proper” development of arseeloleTo continue,
he establishes two goals that mentorship has: 1) to take cdne gbwth and 2) to make the
youth resourceful. These components include protecting the youth fromorenental issues
that may be set up to make them falil.

This protection operates in the form of education about policies, itsgnahd the
consequences of certain decisions. In succeeding in this educatigauthdecome resourceful
as they learn trades and specific ways of life to promaoteincrease their chances for individual
success, further developing the youths’ social literacy andbersonal ability. This is done by

the use of specific techniques used by the mentor, which include: nmmpdédedback,
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contingency management, instruction, questioning, task structuringcogmative structuring.
Each technique can be used in developing and maintaining a relationstgemet mentor and
mentee. In addition, Flaxman makes a point to establish that nmentrinot only for
underprivileged or at-risk youth. Mentorship (types of mentors and thosearghmentored)
must exist for all spectrums of adolescents regardless aintstance and context, because all
youth need this type of development.

Grossman and Rhodes (2002) provide an example of empirical evidencippatts
particular features of mentorship. In their study, Grossman &odd? (2002) investigated the
predictors and effect of duration in mentorship relationships, spdigifezamparing two groups
(experimental and control) to determine the effect of time sperthe success of mentoring
relationships. For this study, 1,138 youths from Big Brothers BigelSisprograms were
randomly assigned to the experimental or control group. The experomgartized participants
into four groups depending on the duration of the mentor/menteeonslaifp: less than 3
months, 3 months to just under 6 months, 6 months to just under 12 months, and 12 months or
more. This study found that youth who were in relationships thatllasgear or longer reported
improvements in academic, psychosocial, and behavioral outcomes;vwardeféects emerged
among youth who were in relationships that ended between 6 months aad dr yetween 3
months and 6 months. Also, youth who were in relationships that ended W&itimonths
reported drops in self-worth and perceived scholastic competence. rd@$earch provides
empirical evidence that the duration of mentorship relationshipspertant in the success of
that relationship and resulting effect for the mentee. Although hotesitees are assumed to be
high risk, this study provides evidence that supports the need for @etrsesid sustained

interaction between both the mentor and mentee.
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In addition to this empirical evidence, Spencer (2006) examines thefralentorship
through conducting interviews with 24 participants (12 adolescents and 18)aftam
surrounding mentoring programs like Big Brothers Big Sisters, widoblean in a continuous
mentorship relationship for at least a year. This study invéstgiur relational processes
between the two individuals: authenticity, empathy, collaboration, cangpanionship. Each
concept was examined to better understand the mentor/menteenstlgdiand its effect. This
study found that the relationship between the mentor and the protégeéomiasgent on both
parties working together to make the relationship stronger. Botleppaeeded commitment and
emotional involvement, which contributed to the adult becoming more smgmifito the
adolescent. In many cases that Spencer (2006) reports on, the adfdtedasvith the task of
carrying the load of the relationship as the adolescent tookr#deiiv months to evaluate the
trustworthiness and consistency of the adult. The consistency aduliebowed the adolescent
to naturally open up more, which increased the authenticity agghement of the relationship.
These mentioned factors are proven essentials in the success of a mergerfelationship.

Quarles, Maldonado, Lacey, and Thompson (2008) add further empirical evidence
they investigate the perceptions of both the mentor and the merBeg $isters programs. This
paper was presented at a conference that focused on the impoftadoeation and the factors
that are involved in the education of youth. As indicated by this @seame factor in the proper
education of youth is mentorship. In the literature review sectidhi® study, Quarles et al.,
conceptualizes three components of mentorship that seem necessdoguiment for the
particular purpose of this literature review: self-efficaayd amentoring, aspirations and
mentoring, and possible selves and mentoring. Self-efficacy id @iten Bandura’sSocial

Cognitive Theory which defines it as the belief that an individual's judgments daggr
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personal capabilities to organize and implement required plangioh adll produce desired
outcomes. Furthermore, Quarles et al., (2008) states throughnofgrd®ajares (2002), that
self-efficacy “forms the foundation for motivation, feelings of Ivbeing, and personal
accomplishment.” To continue, aspirations are discussed as beewyla of choices that an
adolescent makes during this period of his/her life that maytelictee future choices or
limitations that may exist as a result. In this case, memarould potentially act as a bridge
between the proper choices and the absence of limitations for ancadolesfuture adulthood.
“Possible selves” is a concept that exemplifies the futudesired future that an adolescent sees
or envisions for him/herself. This concept represents an individual'sshapeams, and even
fears of what the future holds or could potentially hold. The role ofriéetor is to attempt to
combine the envisioned self with the individual who desires it by giryithe proper resources
that can contribute to the adolescent’s success (Quarles et al., 2008).

Ryan, Whittaker, and Pinckney (2002) discuss mentoring as it retagehools. In this
article, the writers outline the proper format for creattnguccessful mentoring program in
relation to an unsuccessful program. Ryan et al. (2002) descrilsescassful mentoring
program as facilitating the development of mentor/mentee relatpsst@sulting in the social,
emotional, academic, and/or economic growth of the youth involved. Fudbesrthis article
highlights that the most successful mentee/mentor relationshegpshase that last for long
periods of time. Mentors and mentees need opportunities to meet aadtiotea regular basis
with one another for the purpose of creating relationships that e@odeinto a transactional
dynamic between the mentor and the mentee. This article alsoesutie necessity for mentors
to be screened before partaking in mentorship roles. Hall (2006@)reksawith the notion of

screening mentors however. Hall (2006), states that it magdessary to give those who have
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made mistakes in the past a chance to mentor younger individuals ayhberabout to make
poor life choices. Hall claims that society should not assumethtbaé individuals are unfit to
mentor youth because of their past experiences. According to liaprohibition of mentorship
may prevent a necessary factor in successful mentorship (mesiorsave faced dilemmas and
made the wrong choices, but have grown and moved beyond those choicespitisgomore
of a transactional relationship between mentor and mentee.

Ryan et al. (2002) continues the discussion of mentoring by providingpebgistep
process in creating a mentoring program: 1) identify prograaisg 2) designate a program
coordinator, 3) select students to be mentees, 4) recruit andmeelgorrs, 5) match mentees and
mentors, 6) gain parent permission, 7) provide education for mentopp@dile space and
resources for mentoring, 9) promote communication among participamts,10) monitor

effectiveness of the program.

Mentoring and the Value of School Based Mentoring (SBM) Programs

Flaxman, Ascher, and Harrington (1988) defined mentoring as a “supportive rélgtions
between a youth or young adult and someone more senior in age and experience.” Thus the
mentor offers support, guidance, and concrete assistance as the younger pasttt@oggh
different periods of their life. Flaxman et al. (1988) also distinguishesffieeetice between
natural and planned mentoring. Natural mentoring occurs when “adolescents anddidtsng a
use the guidance of someone other than their parent to help them pass through a stage of
development.” Meanwhile, planned mentoring takes place when an adult or youngeadolesc
uses a program deliberately to accomplish the same purpose. Most SBM programs ar

considered to be planned programs that deliberately set forth to accomplishltbbgyoviding
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guidance to the life of those they mentor. Flaxman et al. discussed natural and planned
mentoring as if they cannot co-exist. | contend that mentoring programs adorbe of natural
mentoring. Although there were some planned goals for the mentoring progesralpart of,
there were also natural mentoring experiences that occurred, whichragdabon in the
previous chapter.

Moreover, school-based mentoring can assist in the development of a positive
relationship between teachers and students. The development of the identity obthefmal
color through conversation and a close examination of themselves through coonemsdh
other males of color (mentees) are valuable to the academic and socias fif¢be student in
school.

Scholars like Karcher and Herrera (2007) advocate for school-based mgb&cause it
provides students with the opportunity to receive academic and social successs &BM i
adaptation of the traditional mentoring model for schools. Karcher and HE0&3) believe
that involving schools can help programs reach groups of youth who may not otherwise be
served, but school-based programs and their matches must adjust to the structughobthe s
To maximize the effectiveness of SBM programs, Karcher and HeR@da ) noted that it is
important that there be mentor training, staff support, and the maintenance ofscthatcould
very well extend beyond the school year and into the summer. Harcher and (B&0&)a
suggest that the longevity of the mentor/mentee relationship is vital tadbess of the mentor.
Many scholars suggest that youth development/mentoring programs should nobordyepr
healthy relationships amongst students and adults, but that they should also be intantional

providing youth, specifically males of color, with varied experiences (B@06; Lakin and
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Mahoney, 2006; Larsen and Hansen, 2005). They further explicate that mentoring programs
should provide culturally relevant experiences for the youth.

Although there is some research on the do’s and don’ts of mentoring, and suggestions are
made regarding the role of the mentor and mentee, there is limited researclefbéectheness
of mentoring programs for minority students, specifically, males of colonmdasure the
success of mentoring programs would be a tough task to accomplish. How would yatemeas
its effectiveness, and how would you know the degree to which the mentoring program had
positive impact on the youth’s life? There is definitely a need for some foqguradifative or
guantitative research, involving a pre- and post-test that could determine someestittaim
could be traced to the effectiveness or ineffectiveness of a mentoring prognankind of
research is needed to enhance the literature on the influence of mentoring prodretmesr
those programs are school- or community-based.

In recent history, there have been attempts to creatdeanrsdop programs to address the
needs of students who are experiencing academic crisisorietdity, these programs have been
unsuccessful in assisting students, thereby increasing the Gigpolits. In years prior to 1998,
a limited amount of research was done on the impact of mentoriggneral. Some research
provided very little insight into the role of mentoring. For exampBleyse (1998) noted that
some initial research on the Milwaukee One-on-One program shmovedprovement in grades
during the academic year and Baltimore’s RAISE project foundstbdents remained far below
average in academic performance and above average in risk of droppinglowever, at the
time this research was done, little other research existédteaffects of mentoring programs on
adolescents. This factor shows that no specific conclusion can be abawnmentoring based

on these findings.
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A somewhat empirical research method exists to investigateotbeof mentoring on
minority males. Scholars such as Colley (2002), Quarles €G08), and Royse (1998), have
speculated on possible research frameworks to use and on the hsguwestinue to affect male
minority youths. However, not much research exists yet on impleagrograms that properly
compete against the social issues of minority youth. This literaéview attempts to investigate
the research that does exist concerning mentoring, speciftballgnentoring of minority male
youths. Because these ethnic groups continue to face a crisisiuedigitifalling behind their
white counterparts in their academic achievement and increesuhgpout rates and criminal
charges, it is necessary to compile literature that sgedk®se issues, possibly providing steps
to decrease these instances through creating effective gugd®imna successful program that
counteracts such problems.

In the study by (Quarles et. al (2008), the researchers iMevigroups of various
race/ethnicity mentorship relationships. The findings show that bethmientors and mentees
agreed that the relationships were very instrumental and beh&dicihe mentee concerning the
building of self-confidence, building belief in personal abilities, faelings of self-efficacy.
Mentors were able to effectively recognize the strengths aattvesses of their mentees, which
allowed them to serve as better role models throughout thenslkaip. Mentors were also able
to provide direct interventions (tutoring, shopping, and academic counselegpomses of the
participants indicated that mentors were very much attuned withetbgis of the mentees as they
were able to respond to various challenges effectively, whilalsineously capitalizing on the
strengths of the mentees and properly developing their weaknesgels,increased their self-

efficacy (Quarles et al., 2008).
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Although this study looked directly at the relationship betweenteeeand mentor as it
relates to the Big Sisters program, it does provide analysis atorakip in general as these
programs are run in very similar ways and the desired effentisto parallel one another on the
broad spectrum. In this case, it is important to note that proper rsleiptowithin any
demographic can create positive relationships for adolescents,imdiiiectly influencing their
self-efficacy, aspirations, and possible future selves.

To examine the role of mentoring, Royse (1998) focused on an outcometievahiza
local mentoring program (The Brothers Project) that targafedan-American teens between
the ages of 14 and 16 who were living in a female-headed household arthavihess than
grade equivalency in reading, math, and science. Royse (1998)dcesatexperimental and
control group as part of his research design, which found that thendf time the mentor and
mentee spent together played a major role in the effectiveiebe program. Such findings
create steps in the right direction concerning the components of mgnamd the factors that
contribute to the success of mentorship. One other factor is social inclusion.

Colley (2002) presents a description of mentoring, mentoring progfamsocial
inclusion, and the benefits of mentoring for the mentors and mentéesno&s that mentoring
is the “in thing” and that it has become a major feature ofaln@ducation and professional
development in context ranging from business to teaching. Partyjc@alley (2002) discusses
the growth of mentoring at three levels: the rapid expansion of mentoring fakisatiision, the
emergence of engagement mentoring, and a new model of merftorsarial inclusion. Based
on these three levels, Colley (2002) argues that not only does ghgesnent of mentoring

present such a risk to young troubled youth, but its prescription of theomserole and its
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emphasis on feelings may also represent a ‘flip side’ of angescontrolling process toward

those who act as mentors. This shows that mentorship both benefits the mentor and the mentee.

The Mentorship of Minorities

In investigating the role of mentoring on the success of youthjntgsrtant to consider
the context in which a particular group of youths exists. Diffeyenths with different situations
are in need of diverse strategies in mentorship. There amusgdectors that inhibit the process
of mentoring for different groups of people. Ogbu (1990) examines the peedentoring
programs geared towards African American youth. He also afguasnore culturally relevant
approach to mentoring. He discusses the fact that most studemsitees initially see no need
in being mentored. Most youths are in situations that they feehaseapable. Ogbu (1990)
contends that this is not a phenomenon that emerged so recentlyhieutargroblem faced by
African Americans as a minority group, therefore having an etiechow African American
youth are mentored. Ogbu (1990) argues that the absence of role wioahkamstream success
in the inner city is due to the adaptation to involuntary minorityustawhich produces
traditional success models different from those of the maimsteead makes the adoption of
mainstream role models problematic.

To counteract the problems that Ogbu (1990) discusses, Mitchell, BushusindZ2802)
reference the Motivated Action Towards Achievement and Transtmm@AAT) program,
which focuses on African American boys in a public school settifige program reflects a
history of other programs that have singled out the experiencesrichAfAmerican boys in
schools. The program had the following components: academic developrenseling,

cultural development, and parent education. The males wereegelenn grades 6-8 and were
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chosen according to the following criteria: reading scores, ctiveilgrade point average, and
habitual office referrals. The program model was establishedn effort to increase the
academic achievement among African American male students hekrgal was to counteract
the risk factors that are often associated with African ecaa males in the political and social
context (Mitchell et al., 2002). The authors discuss that an esblptogram for African
American males is a way to combat existing literaturedbatiments the hardships that African
American males face in schools and society. According to thersuthe literature became
saturated with “endangered species” rhetoric, and that the neeeate a program to improve
these conditions was vital. The article outlines in detail soméhefissues that African
American males face while also noting the needs of Africamerican girls. The students
involved in the program spent less time outside the classroom, andstkif the forty-five
made academic gains (Mitchell et al., 2002).

In the mentorship of minorities, it is also necessary to evaluate thé cmuiext in which
minorities exist. lanni (N.D.) discusses the cultural, social, @md\ioral context of mentoring
as it relates to minorities. This author makes the claimat@tcannot assume that all minorities
are in need of the same type of mentoring. Because many nasakist in different cultural
contexts according to lanni, it is important to evaluate the cbtitakeach mentee is in, thereby
being able to successfully identify the specific needs of thamority. Key elements to
investigate are: 1) the personal and cultural development of eacteen 2) the formation of
personal identity, social role, and self-concept, and 3) developmennamdnenental stresses
due to such factors as poverty, minority status, and parental difficulties.

Each component addresses particular necessities for proper mentofshiese

individuals. For personal and cultural development, lanni (N.D.) describesiftenception
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that adolescents are similar across the boundaries of locatiomuwoty, and culture. It is
crucial to evaluate need according to the assumption that eacldualisiexperiences may be
different. For the formation of personal identity, social role, aificoncept, it is noted that a
supportive presence is available from other caring adults as eeluiesnake the transition from
childhood to adulthood. Finally, the development and environmental strestiea setails the
consequences of each of these factors. When assessing the neetntda it is essential that
the factors mentioned above are examined to understand the mosnhefible for the mentors
during the mentor/mentee relationship. Without this assessment, mgnimahibe ineffective
for particular minorities.

Hall (2006) discussed the importance of school-based mentoring and how this form of
mentoring could provide alternate ways to functioning in society for young men of ¢tdor
discussed how school-based mentoring curriculum ought to be socially and culaleatint
for males of color. He also mentioned the notion of encouraging students to inquire and think
analytically about their world, as well as proliferating alternativenaes in their decision-
making processes—differing from the unilateral directional way of tegchtle contends that it
is important for boys of color to have a space to discuss issues pertinent to their live

Hall (2006) outlines various issues that exist within United Stedegety which inhibit
the progress of minorities through education. Particular factorsd@clack of willingness of
adults to engage in mentorship, ineffective teaching that does nasadte cultural needs of
minorities as students, and existing “no tolerance” policies kinaatien the cultural expression
of minorities, thereby pushing students of these ethnicities outdidhe school walls. To
address these issues, Hall outlines the factors that are argcesshe effective mentorship of

minority youths. Hall attempts to position mentoring as a cultprattice that necessitates
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school-based and community-based mentoring, assisting minority yotlthinereased self-
awareness and acknowledgment of the power they possess. He argtias thast be done to
fight against the assault which public institutions and governmertigmlare bringing against
youth.

Mentoring Young Black Males (1992) provides a framework for develogingd
conducting locally operated mentor programs. In this document the Ueague provides the
history and rapid development of mentoring programs, while aleadang the rationale and
importance of such programs in communities. The Urban League pratsdddfinition of a
mentor as: someone who assists in the growth and development of @ryparspn, and helps
the mentee to address his/her concerns, needs, education, and paaerasover an extended
period of time. The Urban League also provided important activhetscould be beneficial in
establishing and maintaining these relationships. They also provatenatfon on the factors
involved in training a mentor and the types of individuals who would make gwodors.
Additionally, the Urban League provides ways to evaluate thete#eess of the mentoring
program. This document provides a very basic structure to orgamiachgnaintaining mentor
programs at the community level. It also offers valuable insighdspreparing the mentee for
the mentoring relationship because the potential benefits to themmaxkimized if they

understand their role and take ownership of it.

Mentorship Across Different Spectrums
LaVant, Anderson, & Tiggs, (1997) presents a focus on mentoring at the higheraducati
level. They specifically address the lack of African Americaen enrolling in colleges and

universities compared to African American women. LaVant etliatuss the idea that Black
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men are given the opportunity to participate in higher education, and a tssygtem has been
put in place—the ancient art of mentoring—and how this support continues & viable

alternative working in favor of Black men. The authors also defieententoring process,
outline its theoretical framework, note approaches taken by sewerarsities, and provide
recommendations for implementations of these programs elsewhé&tey discuss how
mentoring programs should be carefully designed so that the nédds mentees are met.
LaVant et al. (1997) argues that mentoring programs should have @uipase and objectives
and include activities that are tailored towards meeting thectblge and program goals.
LaVant et al. (1997) concluded that the executive leadership witieinnstitution must be
genuinely committed to formal mentoring, resources (human and fatamuist be allocated for
support of the program, a university committee should be establishddntify Black males

who might be potential program participants, a training program bausteveloped for faculty
and staff who are selected to serve in the program, and alsoaXtecal) community support
must be developed for faculty and staff who are selected to setlie program (LaVant et al.
1997).

“Mentorship” is a word that often operates under negative connotationsugeof this,
it is important to investigate the role of mentoring on the sucgkswividuals who may not
necessarily be in need of assistance. To discuss this concepnafr¢1999) reports on the
perception that high achieving African American students had on nremttreir definition of a
good mentor, and ways in which mentoring aided them in reaching tedemic potential.
Freeman notes as a part of her study and purpose that theresgiayp@on that high achieving
African American students don't need to be mentored. To test thgsesiand assumptions,

Freeman (1999) conducted a qualitative study of about 60 students whmlerdiged through
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Ebony magazine as high achieving students who were accepted to majorsitieise The
students found the mentor/mentee relationships to be important in ritiigr adjustment to
college. She concluded that mentoring, when done well, includes the giviagvime and
passing of messages, involves genuine feelings of care towardsesiemgrowth and
development. Mentees were also provided with someone they could trusthandvauld
encourage them to do well. Freeman (1999) also noted that the meakoos twles of second
mothers and fathers away from home for these students. Thisnpagant for the success of
these students. Freeman (1999) stated that it pushed these swdahig\te higher than they
assumed they would be able to, although, they were considered high achievers fror the sta
In addition to this, Sawyer (2001) researched the role of mentorgiapdieg youth-to-
youth. He specifically used high school students to mentor elemesthool students and
evaluated the affect of that experience on both the elemertitadgnés and the adolescent
students. Sawyer wanted to investigate whether mentoring would sactba desire of an
adolescent to pursue a career in teaching. What his study fotlrat students who mentor are
more inclined to understand their roles and the issues that eyastirey the importance of
mentoring elementary children after embarking on mentorship. Thiatgviews, Sawyer was
able to investigate the intentions behind the adolescent mentors andnadrgied as important
to them as a result of their experiences throughout the prograny bfathe adolescents
suggested that more resources be available to the elementamtst&vyer found that three
mutually supportive activities emerged from all the adolescamitons: teaching as a process,
working with their elementary protégés, and contributing to mudiey views of self in relation
to their role. After observation, Sawyer noted, “the mentors becaffextive and insightful

when describing their activities in working with their protégés. Tied#tythat they contributed
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greatly to the children’s education. In an initial focus group dsouos the mentors listed the
three most meaningful aspects of their job: (a) working with Kimsteaching the children what
they do not know, and (c) making friends.” This study shows that yowbtith mentorship

plays a large role in the development of both adolescents and childikr{2606) states that
mentorship is transactional, which according to the study donevisyeaould hold true based
on the responses of the adolescent mentors. This shows an examgtk paties benefiting

from youth-to-youth mentorship.

DeBolt (1991) offers a different perspective for mentoring. Debolt (1@S&mines
mentorship as it relates to teachers mentoring newly emptegetiers. During his examination
of the role of mentorship in education as it relates to teachi@gyutlines key theoretical
frameworks that increase the effectiveness of mentorshipemergl. Although his topic of
discussion does not directly include the mentorship of minority n@léhy understanding the
foundation and results of his analysis can assist in the structafiredfective mentorship
programs in general as DeBolt (1991) provides a perspective of nfepttnat also includes
peer-to-peer mentorship. DeBolt (1991) investigates the existingaonsgthat cater to the
mentorship of newly employed teachers. During his investigat®mutlines necessary aspects
of mentoring to be considered: 1) goals, 2) training of mentors, 3) suppartentors, and 4)
identified strengths and weaknesses of each program. For goalst De&wlbes the importance
of outlining specific goals for an organization. These goals emalpeogram to establish
strategies that would be geared toward the achievement of tiBexpgoals, thereby creating a
plan of attack that would increase the efficiency of the progmadhits success. The training or
preparation of mentors is, according to DeBolt, essential to tbeess of a program and

furthermore desired by mentors. Such preparation allows mentorsceracth knowledge,
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skills, effective teaching practices, and conferencing skills. &'lamples provide mentors

with more understanding of their roles as they relate to mentee youth.

Rationale for Study of Mentoring Programs

There have been a number of mentoring programs geared toward African Anagrica
Latino youth. Schools and communities have often worked together to create programs to
enhance the educational outcomes of males of color. The literature availbEhmented the
issues concerning African American and Latino males. The effectsnbnmg programs on
the academic success and social success of students are inconclusherméuoe, most of the
programs developed for males of color are often not researched for theiveffess. There
are programs that have been shown to influence social success and incraasertie giterest
in school; however, the literature lacks substantial empirical evidencesthandtrates a direct
correlation between a child’s involvement in mentoring and an increase in gnadesvards
the success of students in the school. The literature is also inconclusive on wdrathgesder
and same-race mentoring programs have an influence on the students more than mixed-
race/gender mentoring programs. The literature does suggest that mentoriagpriogve a
role in some aspects of youth’s perception of self and self-esteem. Theigitelgef gap in
the literature on the role that an ecologically structured mentoringgmmolgas on males of color.

This research will enhance the literature on the role of same race angdeszaee
mentoring programs on the academic engagement and self-perception of AfricaceAraad
Latino males. This study will also enhance the literature on the role of sctsaal-m@ntoring

programs on students of color.
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This study is intended to enhance current research on the influence of mentoring/youth
development programs on African American males and also to illuminate an approach t
mentoring that assists in the redirection of the negative trajectory thao farany African
American males face. The dissertation was guided by this major question: Hogh delmool
males of color describe and make sense of their academic engagement in schelél and s
perception while participating in an ecologically structured, schoodbasatoring program?

The following research sub-questions further guided my dissertation tesearc

1. How do the high school males of color describe and understand their experience in a
school-based mentoring program?

2. How do these males describe and understand their relationship with their college
mentors and elementary-aged mentees?

3. How, if at all, does the ecological structure of the program shape thiese ma

academic engagement and self-perception?

Definitions of Terms

Academic Engagement

A student’s level of engagement in school is often a determinant factor in how
academically successful he or she will be. Some of the high school malesstiated very
similar levels of academic engagement, while others demonstrated tdfeltgrdilevels. Jones
(2009) defines academic engagement as the extent to which all learmargigated and
committed to learning, have a sense of belonging and accomplishment, and haoreshaesti
with adults, peers, and parents that support learning. | will use this definiticiisaass the

academic engagement of the young men. It is also important to note thaatleme
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engagement is often measured using multiple tools like student surveys, standastizeorés,
grades, etc. For the purposes of this study, | use data from the interviewgatitise made in
the program, students’ attendance rates, and their grades to discuss theirdeadéafic

engagement.

Self-Perception

According to Manning (2007), the terms self-concept and self-esteearitemaised
interchangeably. They represent different but related constructs.ofetgt refers to a
“student's perceptions of competence or adequacy in academic and nona¢adgnsocial,
behavioral, and athletic) domains and is best represented by a profiliepeErseptions across
domains” (p.36). For this study, | define self-perception as a student’s undergtandin
interpretation, and subsequent confidence in their academic and nonacademic knowledge,

behavior, and self-worth.
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CHAPTER 4
METHODS

This study seeks to understand how young high school males of color describe their
experience in a gender focused and ecologically structured mentoringmrtigough
investigation of the following overarching research question: How do high schad ofatolor
describe and make sense of their academic engagement in school and getibpestee
participating in an ecologically structured school based mentoring pr@gfidra research study
draws on the experiences of the young males as both mentors and mentees imahe prog
through which | collected observations of them in both settings (as mentors and jnentees
interviews, journal/reflective writings, and observations made outside ofdihein the

program.

Program Context and Research Site

The program takes place in a small Midwestern urban center of Jameswllscool
district has approximately 16, 000 students with a range of diversity bothyiatratically and
economically. The district has 25 elementary schools, four middle schools, threehogis,
and two special-use facilities. The IMPACT Mentoring Program takee pidove of the
district’'s elementary schools.

The participants of the program were all high school males of color from vacioosls
in the local community. They were part of a larger research project theryi focused on the
academic and social disparities that exist among boys of color in K-12 scikwojsct IMPACT
is a research project that focuses on the academic and social successobfdotyr in grades
preK-3rd. This research project has three components: professional develtgrteatthers,

parent involvement, and mentoring.
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The goal of Project IMPACT is to provide opportunities for males of color from-preK
3rd grade to improve on their academic and social success in school. Hence themnapes
professional development opportunities for teachers on best practices fangeaeles of color,
providing workshops and opportunities for parents to discuss their role in the succassgf y
males of color, and ways parents and teachers can work together more &ffedinee
mentoring program provides opportunities for young high school males of color to work with
teachers in the preK-3rd grade classrooms as mentors to the students whnises|gated to be
a part of the research project.

During the summer month, college mentors, high school students and preK-2nd grade
males of color were involved in a summer program. During the summer program the high
school students worked in classrooms with teachers, and the college mentorssbotbdreeir
immediate supervisors and mentors. A two-week mentor training for the high stlnbents
was developed that focused on job skills (dress, attendance, etc), working with yodsgand
mentoring. The high school students worked in the classroom fours days each week, with the
fifth day tailored towards more professional and personal development astilgtidoy the
college mentors. Over the course of the summer (two months) the high school agel colle
mentors spent an average of 20 hours a week together. The program also continued throughout
the school year. Appendix A includes the program expectations in the appendix seitteon of

dissertation.

Mentors in the Program
There were a total of 18 high school mentors in the IMPACT mentoring prograrg. The
all ranged from the age of 14-18 and were students in grades 9-12 at the timduafjthe s

Demographically, there were 15 African American and 3 Latino males. Mostofaitended
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public high schools in the city where the research took place. Two of them attended school
nearby suburbs of the city, although their residence was within the citg.liffine high school
students were paid a modest amount for their participation in the program, not in dinehrese
Selection of Participants

There are a total of 18 African American and Latino high school males wilgpare of
the program. All of the young men were selected to be a part of the mentoring progedrarbas
at least one of the following requirements: Special education student, not liimpiglogical
parents, or low income; these requirements were set forth by those who fund the high school
mentors (WIA and City of Jamesville Human Relations Dept). My study inslLde
participants. These 10 males were selected because they participated in ther2088school
component of the program and continued to be involved as mentors during the 2009-2010 school

year.

The Participants

The 11 high school mentors that volunteered had to meet the following criteria: to be a
high school male of color in grades (9-12); a minimum of one year participatibea mentoring
program; and have participated in all of the mentor training sessions. A total airi@ryen in
the program but only there were only 10 high school males that were eligiblei¢gpptetin the
study. In the end of the summer session of the program, | discussed my resgactiwih all
of the high school mentors to solicit their interest in the research projediatAine, | clearly
stated to them that their participation or lack thereof would have no bearings on thein @ssi
a paid high school mentor in the program. | also made them aware of what would bel r@fquire

them (potentially three interviews, observations in the after school menprogram and the
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Thursday training sessions, review of journal reflections, video recordicgsthett was noted
in the consent form.

The participants’ demographic (self-identified) makeup for this reseaslas/follows:
two Latino and eight African American males. Three of the participamnts semiors; two of
them were juniors; two of them sophomores; three were freshman. Eight outesf the
participants lives in a single-family household. The table below will illestree demographic
information discussed above

For the ten participants in the study | do an in depth analysis of their expenehee
program. In addition to what | mentioned previously, these 10 participants were chaaesebec
they were all a part of the program for more than a year and they also otfered s
interesting/compelling insight into the lives of the young men in the progrdueir Stories
illuminate some of the themes discovered during the data analysis. | wagi€lear to them
that their willingness or choice to remove themselves from the study atramnguring the data
collection process had no effect on their status in the program as mentors.

Research Methodology

Each of the proposed research questions, which guide and influence the design of this
research, are connected to a layer of the conceptual framework. The propeaechrquestions
are as follow:

1) How do high school males of color describe and understand their experience in a
school-based mentoring program?

2) How do these males describe and understand their relationships with thgi colle

mentors and elementary-aged mentees?
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3) How, if at all, does the ecological structure of the program shape these male

academic engagement and self-perception?
Based on my proposed research questions, a qualitative methodology allows me the opportuni
to investigate in-depth the experiences of the participants (Denzin & hirz@05). Qualitative
methodology is defined as a situated activity that locates the observer in the anthermore
Denzin and Lincoln (2005) state, “qualitative research involves an interpretiveglisic
approach to the world” (p.3). This research is an attempt to make sense of thenegpef the
young men in the mentoring program and how their interactions and involvement in the
mentoring program shape their self- perception and academic engagencobin s

This is an interview/observation study in which | focus on how the participantsogesod
understand their experiences in the Impact mentoring program. Creswell £888%
ethnography as a description and interpretation of a cultural, social groupemn.sys this
study | am providing a thick description (Geertz, 1971) of a particular group «X Bal Latino
males of color in the midwestern town of Jamesville. With that, it is also iamdhat the
context in which these young men describe their experience be taken into aimsider
Moreover, the data collection was a prolonged process that involved myself (drelesgein a
participant observation role at times. Creswell (1998) states, that ethhpg®both a process
and an outcome of research involves prolonged observation of the group, typically through
participant observation in which the researcher is immersed in the day to dayflitie people
or through one on one interviews with members of the group.

The use of interviews and observations as an aspect of qualitative resedlsiventn
able to participate “with” people and not “on” people to understand how they make mefaning o

situations, their culture, ideas, etc. Though | am focused on the high school mentargshis st
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involves me as | cannot write a study about these students’ absolute rehlityt\viltering it

through my own perspective. Britzman writes, “research is about constructiioglpaversions

of truth, questioning how regimes of truth become neutralized as knowledge, and thus pushing
the sensibilities of readers in new directions” (2000, p. 38). Emerson, Fretz, and Steavithveri
goal in fieldwork, then, is to generate theory that grows out of or is direttlyant to activities
occurring in the setting under study” (1995, p. 167). They eschew the idea of grounded theory
because they contend that at every stage of the ethnographic process, ttleeregses some
theory to make some sort of sense of the situations. | recognize that thesthéotd about the

world help construct what | observe in it and how | represent it.

Data Collection
Most of the data was collected on-site during the students’ involvement in therimgnt

program. The use of multiple sources of evidence allows for the development of capvergin
lines of inquiry. The triangulation of the data allows for the findings or candus this study
to be more accurate and convincing, and helps to validate the research by providplg mult
perspectives (Yin, 2003). The data sources include participant interviewsippaitti
observations, participants’ written work, and the Piers Harris scale gzesumes self-perception.
In this section, | will discuss the rationale for using each and how | plan tbarse t

In August 2009 | sent home consent forms. | also included a letter to the parents
explaining the program and the research project. Most of the parents diar faith the
program from their son’s previous experience in the program. | conducted thresraetared
interviews with the high school students that spanned across the academic saohaabyst
2009-June 2010 (Seidman1998). Kvale (1996) contends that the “qualitative interview is a

construction site of knowledge... an inter-change of views between two persons conversing
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about a theme of mutual interest” (p.2). By having conversations with the gramtecabout
certain topics/issues of our mutual interest at the time of the interviewetho be able to
develop deeper understandings of the experiences of these young males oheatemiF
structured interviews assisted in addressing all three of the researcbrgupsiposed. All of
the interviews took place at the elementary schools where the high school studementers
in. The following outlines the purpose of each interview and which research questieg(s)
addressed.

Interview 1 (December 2009)
The first interview focused on student demographic information and how the students

perceive their academic engagement in school. This 30-45 minute interview addhess
study’s main research question: How do high school males of color describe andensskefs
their academic engagement in school and self-perception, while participagingecologically
structured school based mentoring program? Questions focused on the students schooling
experience, their thoughts about their academic ability and their home environment

Interview 2 (April 2010)
This interview focused more on their thoughts and attitudes about the mentoring

program, its structure, and their relationships with the college mentors. &heewtaddressed
all three research questions. This interview also provided clarity and anvaepth
understanding of some interactions that | observed at the mentoring site. gtheofethe
interview ranged from 45-min. to one hour.
Interview 3 (June 2010)

This 60-minute interview captured participants’ experience in the profgrathe
academic year. It followed up on students’ initial thoughts about their acadegagement and

self-perception, their thoughts about the structure of the mentoring programelitenships
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with the elementary aged mentees and their college mentors, and theirtbeegiits about
how, if at all, the structure of the program shaped their academic engagemetit and se
perception.

Participant Observations (August 2009-June 2010)

The participant observations were another form of data collection used in this btudy
the observations | looked for activities centered on the relationship building behedsgh
school and college mentors. | also observed the overall structure of the pramrgrwith
activities that promoted the academic and social success of Black and Lal&so inconducted
three observations that were an hour long (thirty-six total) with eacleipartt while they were
working in the elementary schools as mentors/tutors of the younger studergs.obkervations
allowed me to observe the setting that the participants were in, what thenememt was like,
and how they behaved in another setting. In addition, it provided me with a sketch of their
mentoring practices and interactions with the college mentors and eleménd®nyts. This was
important to observe for any indication of how their interactions with the youngenttuday
have influenced their own thoughts about school. | listened to things that they said to the
younger (elementary) students and how it may or may not have translated inteelidest
about or act in school. | took and organized the notes into fieldnotes that were coded, organized
into themes and analyzed.

| also observed the high school students when they were all together on yaursda
during the study hall and mentor/tutor training. These observations gave me msidgiaw the
high school students’ involvement in the mentoring program was (not) shaping thehtthoug
about school and their academic engagement and self-perception. The high school reales we

also part of discussions centered on academic engagement in school, social aatigsliés in
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school and society, and other topics of interest to them. These discussions also pragiated ins

into how they perceived of themselves, schooling and other issues that mathaffex|f-

perception. | kept notes and videotaped these discussions. The videos were used to capture the
dialogue and used as another set of eyes for me as the researchendddveevideotapes and

made observation notes from them. The videotapes were used to analyze the diatogue t
occurred during the discussions between the college and high school students. b was als
important for me to examine their relationship and interactions with thes.peer

Student Documents Collection
| also collected students’ journals and other written materials they produped af the

program. The college mentors or program manager initiated the journals bedétex argroup
discussion. These journals were often used to help the young men brainstorm ideassc
that were discussed in the group. The journals were viewed by the college meajorsgram
manager often to gain a greater understanding of how the high school studentsnikerg t

about certain issues. The students were often involved in group conversations aboukéopics li
schooling, race, gender, issues facing Black and Latino males, etc., anddteyeflections
following those conversations. So in addition to the videotape of these conversatians, | ha
written documents to analyze as well. The students often shared things in timailsjour

written assignments that they did not share in the conversations, the intervides\amstrate
during the observations that | conducted.

Data Analysis
| analyzed the interviews, observations, and the documents (journals, reflediivg, wr

etc.) of each individual participant. The notes taken during the observations betdmetés
and were analyzed and coded for themes that are similar or different frarcthated from the

interviews. | first conducted open coding, reading through all of the data andiagaétiyased
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on its content (Emerson, Fretz, and Shaw, 1995). |read all texts, taggimvgttiatodes that
reflect possible analytic categories. From the initial reading of tiael d&@gan to create memos
recording my impressions, issues and more importantly, themes that emeug titne open
coding process. Some potential themes included the role of the college mentofkje¢hee of
the structure of the program on their thoughts about school, their academic engagame
After the initial reading, | reread the texts and initial memos withesgarch questions in mind
to identify major themes. Then | grouped the major themes from this seconjrebttie data
and conducted a more focused coding based on the themes that emerged. Fronrdtere |
integrative memos to link data together and understand themes more deeply between
participants, to check for commonalities.

| used the data analysis tool Atlas Tl to analyze my data as | hadebstve. |
examined each interview (interviews 1-3) individually and then looked for commongheme
within and across participants. These themes became a part of my overait amalys
interpretation of how the participants understood and described their experiencesof #uen

themes are below. | refer to some of them as claims in subsequent chapters.

e The academic expectations and inquiry set forth by the mentoring progiffigese the
high school students the support needed to develop an increased desire to do well in
school.

e The various schooling experiences and home environments yielded various academic
identities amongst the high school students.

e The various activities that occurred at the mesosystem (work with preK-8ke gra
students), level of the program facilitated the increase in academic eregage

e The role and interactions with college mentors and program manager and program
director influenced how the young men perceived themselves as young men of color.

e The various activities that occurred at the exo- and meso- levels influeirabdlights
about themselves. (current selves v. possible selves)
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e The high school students’ role as mentees helped to give the high school students an
awareness of the importance of helping others and giving back to their community.

e The development of positive male relationships (text, outings, phone calls) with other
high school mentors and program staff helped to facilitate a family-likeosmrent for
the young men that gave them a sense of belonging that they may have netreceiv
other settings (school and community).

e The activities that occurred at the exo- and macro- levels (the creed¢ommpsiunity
assignments) of the program helped the young men to think about their roles as young
boys and future men in society and potential future fathers.

Table 1 illustrates how the questions, conceptual framework, and analyated)gt
match the method that | used to collect the data. The table also shows whattlesel of
conceptual framework the question addresses. The conceptual framework informed my da
analysis. Each of the research questions asks about a particular atipegrofgram’s
ecological system. Therefore the data that | analyzed gave me intrrabbut how each of
the particular systems function, and their influence, if any, on the high school stadadtmic
engagement and self-perception. As | analyzed the data, the informatioategarized based
on where it fits on the conceptual framework. So data that stems from a pakticelaf the
system was coded and analyzed as a part of that system and what directarimftlience, if
any, it had on the high school student. | chose to only use data from the interviews and
observations (field notes) in the write up of this dissertation because the themeiser
observations and interviews were more salient. Furthermore, the studemtepéated things

they shared in their journals that they discussed in group discussions and their individual

interviews
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Table 1. Research Methods

Question Method Whom Analytical Conceptual
Strategy Framework
How do high school | Interview 1 | High school Transcribe Micro, meso,
males of color and mentors interviews and | exo, and macro
describe and make | Observations create field levels.
sense of their notes from
academic Document observation.
engagement in Analysis
school and self- Code and
perception while develop themes
participating in an
ecologically
structured school
based mentoring
program?
How do the high Interview 1 | High school Transcribe Exo, meso and
school males of and 3 students interviews and | micro levels
color describe and create field
understand their Observations notes from
experience in a observation.
school-based Document
mentoring program? Analysis Code and
develop themes
How do these maleg Interview 2 | High school Transcribe Meso and
describe and Observations mentors interviews and | micro levels
understand their as mentors create field
relationship with and mentees notes from
their college mentors observation.
and elementary-agedDocument
mentees? Analysis Code and
develop themes
How, if at all, does | Interviews 1 | High school Transcribe Macro and
the ecological and 3 mentors, interviews and | micro level
structure of the college mentors create field
program shape these and program notes from
males’ academic Document | manager. observation.
engagement and Analysis

self-perception?

Code and
develop themes
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Complexity of My Role
In this study, | am the program’s director and the researcher. These dualeoles

something that | was aware of and thus prepared myself for accordinglyludhmle that |
served had its challenges and advantages. When I initially began thatsot®f participants,
| was the mentoring program’s director. Once the research data collecic@sp started, | was
strictly the researcher. The program’s manager took on the responsikslitiress@ogram
director as | conducted the research. This meant that | did not take part inytlteedision
making process nor did | take on any responsibilities with the payroll as | Hazl padt.
Although | am aware that the students probably still saw me as the diretiterpybgram, |
tried to be as deliberate as possible about my role as the researcher. Whdmeraveo simply
observe the high school students were aware of that and | was left alone to da.juss$ tha
observed them, | often reiterated to them my role as the researcher andpnogthen director.
| was not there to evaluate them but to learn from them.

One of the advantages that | had as the researcher was estabfigtiagd a comfort
level with the students. They were very comfortable with me and willing to lhenast as
possible about their feelings and ideas. | did not have to spend time building relpsomghi
the participants or asking for permission to be a part of their culture. | \gashain.

| do understand that | am a male of color conducting research on males of cobtw, so |
have a particular lens that | am bringing to my interpretation of the dataeudr, because |
was aware of this as a researcher | made sure to ask clarifyingpogadstthe participants
during interviews. | was also involved in valuable program for young men when | weesdh t
grade and | understand how important mentoring could be if it is implemented in arstfuct

way. The program that | was involved with was crucial for me at the timesetaeceded male

59



role models due to the absence of my father in the home. My personal experieneenay h
influenced my desire to be involved in this program and | took the necessary stepslito gua

against that as a researcher.

Validity
Although issues of validity may be of concern, | have addressed this issugudymy s

by developing a research design supported by Creswell (1998) that allows falavent;
prolonged engagement and persistent observation- (observations that occur overdau exte
period of time one academic school year; triangulation-the use of multipleatlaizion
methods (field observations, multiple interviews, and document analysis); piegr aad
debriefing (committee members input into the progress and direction of the stuidyificaion
of researcher bias is also addressed. | have been very reflective abolg as/researcher and
carefully monitored this throughout the study. It is also important to note that mbet of t
activities that were observed for the study were conducted by the collegesraartfor the
program manager. | also had a volunteer conduct the first set of interviewsghtpaaticipant.
After | observed each activity there was a debriefing session wlikr ¢fte college mentors or
the program manager to share my thoughts and what | observed that particulaedayer M
checking-1 also shared some preliminary thoughts about the interviewsyiptmsmalytical
thoughts and thoughts about themes that | noticed with all of the participants tsurake
represented them and their ideas accurately. Finally, | used multiple mettuzda collection
to ensure that | obtained multiple viewpoints and perspectives on what | was ajpsevin

interpreting.
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Chapter 5
The Home and School Environment

Chapter 4 examines how two of the settings (home environment and school environment)
in each of the high school students’ ecology influence their orientation toward sctidbkan
self-perceptions. A “thick” description is provided of their home environments @resaip
with parents, parents’ level of school involvement, etc..) and some of their persoerateces
in school. Furthermore, | suggest that the home environment influences how thest it
and make sense of their school setting. Subsequently, both experiences haverdluecs |
on how the students view themselves and their academic capabilities.

A child’s home environment is at the core of his/her ecological system (Breferdst
1979). The home is just one of the settings of the microsystem. What is performedread lea
in the home will likely have implications for a child’s self-perception and howititeract in
school and in the community. Furthermore, the child’s school and community are also micr
level settings in a child’s ecological system. Like Brofenbrenner (19@8jue that the home
has the most immediate influence on the child and thus influences how they intdrgople
and those entities that make up the other settings. The school would be the second most
influential setting in a child’s ecological system. The school and home aredipaves where
a child learns most of their initial values; manners; thoughts and understanding edlires;
work ethic and initial perceptions of the world around them.

In this chapter, | provide an in-depth description of the high school male mentors. All of
the young men have unique qualities that had been cultivated and molded by their home and
school experiences. Each of the high school students had various elements in their home

environment that significantly influenced how they engaged in school. Their homenenemnt
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influenced their commitment to school, the value and level of work ethic they put into school,
how they perceived themselves academically and their role in society asmgeang

Additionally, the school environment and the experiences that many of the students hadlin sc
further shaped their thoughts about self and school. With that, the following dl&ime w
discussed:

Claim 1: The home and school settings in the students’ micro-systdavel of their ecology
shaped their orientation toward school and how they perceived their role a®ung men.

In each student’s home setting there are particular elements that thggdadme
environment. The level of education that a parent(s) has, the marital status of a parenglthe le
of work that a parent has, the kind of neighborhood they reside in, all directly influehitd’s
home environment. Additionally, what school a child attends, its resources, le\atloéite
quality and commitment, and parent involvement, among other things, impact the kind of
schooling experiences a child may have (Anyon 2005; Noguera 2003). In this seatiargée p
an account of how each high school student describes and perceives his home and school

settings.

Alonzo Martinez1 is a 15-year old Hispanic male who had been in the program for 15
months at the time of the study. He lived at home with his mom and stepfather and two othe
siblings in a working class community. His family emigrated from Maxand they were
working toward acquiring American citizenship. Alonzo wasn’t sure if his bickbgiad was
living in Mexico or California at the time and he had very little communicatidim kém. For
Alonzo this lack of communication with his biological dad didn’t seem to bother him much,
because he was young when he last saw his dad. He also referred to his sepfathéad,

although they didn’t have a very strong relationship. “My step-dad is the fathes figour

62



house but | really don’t look up to him or anything. Our mom is who we really listen td, IWel
do look up to my grandfather a lot” (Interview 1, December 2009). Although there is a male
figure in the house, his role in Alonzo’s life is limited and he considers his mom to be the
primary caregiver and authority figure in the home. Alonzo’s home setting lattkg sale
presence. However, he did acknowledge having a strong respect for hisipandho lives in
a different state and visits infrequently. The most impressionable elemesathairhe
environment was the lack of a strong male role model. This lack influenced Alonzo’s sel
perception and often disturbed him:
Man it would be nice to have more positive male role models aroundSometimes |
want to hear from other males about how it feels to be a man, aritwh&es to be a
man. | mean | love my mom but she can’t teach me that. $hentatell me what she
thinks. And | don't talk to my step-dad about that at all, so | anherg learning it on
my own | guess (Interview 1, December 2009).
Alonzo believed that he was learning how to be a man on his own. More importantly, his
statement above illustrates a desire to find other conceptions of manhood, other tham what
knows. He recognized that his mother could not provide this conception for him and that he has
to resort to self-help to shape his perceptions of the world and his place in it. Although his
brother Juan was only two years older than him, Alonzo found some refuge and identity in the
relationship. He often followed the lead of his older brother, which didn’t alwasspgusitive
outcomes. His actions as a young teenager were being guided and motivated dryte@otyer
who also lacked effective guidance. His older brother Juan engaged in criminabbehavi
was disconnected from the school setting. As a result of following his brother, Alaszaow

stranger to trouble. Likewise, Alonzo’s perception of manhood centered on getbirfigtits

and finding ways to survive:
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Me and my brother got into a lot with people around the community.h&tleo

stand up for ourselves. | always knew my brother had my backeah mwe did

some things that we shouldn’t have but hey what other choice did we have

mean you have to survive.
Alonzo, with the guidance and leadership of his brother (his only conception of manhood),
developed this survival mode mentality that is often associated with young meonvadrom
homes that lack strong father figures (Ferguson, 2001; Kunjufu 2003; Lareau 2003). Alonzo
constructed, with the guidance of his brother, that to be a man you needed to be able to protect
yourself. To be a man was to be tough and emanate a strong attitude toward olfatriseshds
a tough image that people would respect (Ferguson 2001). This tough image allows him to
behave in a manly way. This conception of manhood influenced his self-perception. Alonzo
often stated: “I am a young man and working towards being a man, so to me beimgridug
standing up for yourself is what | have to be right now.” For him it was more imptothe
tough and to have that image than anything else at the time. He perceivdflitbilmsa young
man who had to protect himself and be tough to be respected. This conception was influenced
by his lack of guidance (father figure) from his home setting, coupled with theecaf his
community, a poor and often violent neighborhood.

Alonzo’s home setting had an influence on his orientation toward school. His family’s
economic struggles forced him to prioritize what was important to him.

We had to help our mom out...I mean she struggled a lot and so we dadirt’tav

ask her for things because we didn’'t want to stress her out gotwieourselves.

| needed to make sure | did what | needed to do to help out ortahdedsve her

worry about looking out for me (Interview 1, December 2009).
There were times when his step-dad was the only person with a job in the household. As a

result, Alonzo’s schooling was not of primary importance, creating a livelihoodpdise

family was. Consequently, this influenced his orientation towards school and heinglyeas
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focused on ways to help his mother rather than focus on school. School became a secondary
concern to him and it was evident in his grades and attendance. Scholars have aréured that
many youth whose family struggles to meet the necessary requiremsatsieél (food and
shelter), school becomes a secondary concern for the children (Ram and Hou, 2008néReam
Rumberger, 2008; Simons-Morton and Rusan, 2009).

Another element of his home setting that affected his orientation toward sclsbisva
native language. Most of the language spoken at home was Spanish and Alonzo often talked
about how it was difficult transitioning back and forth between speaking Englishattl &and
speaking Spanish at home. Alonzo talked about how when his family first came to tlie Unite
States that he felt awkward in school because he would always have to take adegtdw
well he spoke English.

He talked about how he felt embarrassed because he was always pulled fsaim clas
work with an assistant. “| felt embarrassed to get pulled out of class aliiéatiget help, | felt
like | didn't need the help but no one seemed to hear me.” Feeling embarrasststi dffs
confidence in school. “I started to feel a little dumb in school, didn’t think | could dbiagy
| mean | was treated that way by the teachers sometimes. Then | coalde’home and get
help from my parents because they really couldn’t speak English.” For Alaseowironment
in school and home didn’t paint a very promising academic future; he was losing onoafide
his academic ability and couldn’t find refuge at home because of the langarage that existed
between the school and his home. His parents’ primary focus as working clagsaintsn
coming to this country was to try and establish stability and familiarizesilees with being in

a new place. Not to place sole blame on the parents for their lack of awarenebty ¢o aleip
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Alonzo, the two settings (home and school) that exist at the micro-level didn’'t promdeith
the support he needed to do well in school; consequently his attendance and grageswere

This illustrates an example of how Alonzo’s family environment influenced his saool
experience. At no fault of his parents, the dominant language at home is Spanish; however, in
school it is English. Scholars like Delpit (1988) and Ladson-Billings (1999) ditdweiss
disconnection between the home and school environments for children. Delpit (1988) raised the
need to value the culture and home language of students, while teaching them the dominant
language. For Alonzo, this appeared not to be the case. This disconnect or lackatiointera
between the two settings caused some disconnect and assisted in thedlaafitan apathetic
disposition toward school:

| wanted to give up in school. It was frustrating for me. | felt like schoolaweaaste of

time. |didn’t feel a connection with school and | was getting tired of iua# very

tough for me to study or do anything. And then when | get to school they treat me like |

am different. 1 got tired of taking those test every year to prove mygalt didn’t care

anymore (Interview 1, December 2009).
Alonzo’s apathetic disposition towards school developed because he lacked support from home
due to his parents’ primary focus on survival, the low level of academic support theylshowe
and the lack of social and academic support that the school did not provide for him. Alonzo
stated, “My mom did what she could do, she was learning the language too, so she cdpldn’t he
me much in school and | didn’t want to bother her much because she had enough to worry about”
(Interview 1, December 2009). The language barrier earlier in his schoolingeexpesrguably
created the disconnection and isolation that he discussed. His lack of support and disconnect

with both the school and lack of support from his home environment created Alonzo’s apathetic

disposition toward school.
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Alonzo’s experiences in school also influenced his lack of confidence in school. The
language barrier and lack of support from school personnel negatively impactedfidsrcce
and as a result his academic aptitude suffered greatly. Most notably, Alontifieddnis lack
of confidence in school during the middle school years. Likewise, his focus on providing
financial support for his family was perpetuated by his academic stsuggte him it became
logical to focus on the family’s financial struggles rather than on improving dikegr In
addition, his conception of manhood as portrayed in the home setting was further pefstuate
his school setting:
| had to go to school or | would get in trouble. It was somethiag It did but | also
knew | wasn’t learning much some of the time. So like some of bex students | didn’t
take school serious...I wasn’t focused it was a time for meatg lout with friends
(Interview 1, 2009).
Although he was required to go to school, he consciously acknowledged his deficiencies
in school. Instead of trying to do well in school, his degree of apathy forced him tarioceis
on his image in school rather than his academics. He was more concerned with ¢hiegiesn
he could attract, or how tough or cool he seemed than what with school. His frustrations with
academic failure and discontent within the home setting pushed Alonzo to spend hesdrequir
school time (mandated by law) focused on his image—his concoction of manhood—something
he felt more comfortable about. Like so many males who see themselves attbe medtom
academically, they find other ways to cope with school (Gause, 2005). Gausedig0053es
how some males find ways to cope with their academic deficiencies byrfgarsthings that
they feel more confident about. Further, scholars (Connor, 2005 and Kirkland & Jackson, 2009)

contend that acting cool is often associated with a self-dignified expmesfsnasculinity.

Although Alonzo was a Latino male, this characterization and explanation aj aotthseemed
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applicable to him as well. For Alonzo, his image was something he felt he hadoidence
in; therefore he focused more on that rather than on doing well in school.
Juan Martinez is 17 years old and lives with his mother and stepfather. Juan is an
immigrant from Mexico and is working, along with his parents and other siblingardow
acquiring United States citizenship. Juan is the older brother of Alonzo andr&gdréd in
the same household some of the things stated here may seem repetitive. Juarusnieny fl
both Spanish and English. He has been in this country for a few years now. Juan has bounced

around from school to school. He was failing all of his classes, was suspended on a veeekly ba

at school, and was heading toward repeatingt{hgrade. He is currently two grade levels

behind boys his age. The fact that he was two grade levels behind didn’t seem to bother him at
all. In one of the interviews conducted, when he was asked how he felt about beingrsvo ye
behind those his age in school, he replied: “You know | don't really think about that, imma get
finish when 1 do. | don’t compare myself to other people or even let what they ageod@iat
doing bother me.” Juan displayed this “I don’t care” attitude when it came to dsnaics.
Juan’s attitude was very similar to his brother Alonzo and this is no surprisestated earlier
about his brother Alonzo, Juan was the catalyst for some of his younger brotheidesuttit

As noted earlier, in this family school is not the primary focus. Juan and Alonzo’s mother
wanted them to do well in school, but she had other pressing concerns like the fanaihcsaf
stability. This supports scholars such as Anyon (2005), who contends that parents in poor
families are struggling to make ends meet at home and are incapableidingrthe kind of
guidance to help their children navigate through school successfully. Likéesamuse these
parents exhaust so much energy in maintaining multiple low-wage jobs, they |aichetlzatl

aptitude to help their children with academic complexities. Subsequenthartilg’'s main
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focus and priority was economic survival. Juan felt it was important that he contribute
financially around the house as opposed to making the honor roll for academic achteveme
While I am not concluding that his family didn’t want him to do well in school and would likely
be delighted if he did, in this family it was more important to survive finanaiather than
thrive academically. Although there was an older male present in the home he wars@ioed
to be a leader or an authority figure. As a result, Juan internalized his tolke @ldest sibling to
be the one whom the family would count on for financial assistance as well as idethtifs
the man of the house. He often talked about how he had to be there for his mother and that he
had to be sure he protected the family. He also felt it was his responsibiligsiibmv oldest
child to contribute financially to the household:

| have to be the one helping out around the house more. It's moretamtpior

me to bring money in the house and | had to find ways to do that, adddst

doing a bunch of other illegal things to find ways to get money. dtssanething

that | felt | needed to do, and sometimes school would be the lagtdhi my

mind (Interview 1, December, 2009).
Juan goes into an explanation of his reasons for not caring much about school in the
aforementioned excerpt. This statement is important because often tidesstwho show no
interest in school would get labeled as bad, troubled, and/or lazy students, howevendoan is
of these. He wants to take care of his family first and complete dedicaticmotal svill not
produce the immediate financial returns needed to provide for a family. Helsttugth
identifying how academic success today could improve his future finandias;staost notably
he was more concerned about his present financial state. Juan was compelled todectbk f
provider more than the student. His disinterest in school was not as much becausd kedalidn’

any value in school, rather, it was more important to be the provider at home. Ingjeautof

home to do homework, he went home to find ways to provide for his family, albeit legally or
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illegally. This created a quandary for Juan because he knew school was importtaagut tmet
financial struggles in his home were of more importance. Moreover, instead gtgaichool
and doing his work in school, his disinterest led him to focus more on what Alonzo focused on—
his construction of manhood. Like his brother, Juan was more focused on showing his toughness
in school, which led to multiple fights and long-term suspensions.

| got into a lot of fights in school. | didn't let anyone messhwite or my

brother. When they messed with my brother they were messthgnva. My

brother was smaller than me so people would mess with him befrbut then

when they messed with Alonzo, that meant | was involved. It wastkimgd

had to do to protect my family. No one would get away with messitigmy

family, not in school or in my neighborhood (Interview 1, December 2009).
When asked later in the interview why he felt he needed to protect the entise Festated: “I

have to be the man of the house. Nobody else can do it, so | need to” (Interview 1, 2009). Juan

seemed to have constructed what it means to be the man of the house. As a Latims male t

construction of manhood or masculinity (machidjnihat Juan displayed is not uncommon in
Latino culture. Sue and Sue (2003) argue that the characteristics agswtiat@aachismo are
equated with strength, male dominance, and being a successful provider and pdfgctiugn
felt he needed to be the financial provider, protector, and tough one in the family.

Beyond the influence of the home setting, the school setting also influenced-his sel
perception. Juan, like his younger brother, Alonzo, lacked significant confidence in his
academic capabilities. | have addressed how the home setting infltleasebool setting, but
independent school experiences also contributed to Juan’s disinterest in school.

| think I can be successful in school if | tried hard enough. Bhink that's me

trying to hype myself up. | ain’t never really did, so ladmbt whether | can do

it. 1 mean that might be part of my problem that I really ddrittk | can do it. |

mean | don’'t have an interest in it, but there is also somethieg dewn that

makes me believe | couldn’t do it...I mean | really don’t want tcsben as a
school boy anyway. | just don't think that's me. | need to ntakemoney right
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now and school ain’t bringing that money like | need right now. Thehers

don’t really care, nobody tries to help you, so you are on your ownagnyiey,

if they don’t care about teaching, why should | care about leanmintpeir

classroom? | can do it on my own. | mean | know school is impdrtaritain’t

never did well in it so | might need to try something else anddast myself

(October 2009).
Juan was very honest about his problem in school and what that meant for him. Hisngtateme
above illustrate his lack of confidence in his academic ability and his disihtemgerforming
due to other external factors. Although he initially stated that he could dawsehool, he later
discussed his doubt. Since he has never done well in school, he truly doubted his potential to
improve. Juan also points out the disinterest he thinks teachers show in his school. Based on
Juan’s account, a disinterested and disengaged teacher also contributed to his nemthiectis
with school. He felt they didn’t care, so why should he? He felt his time would bedpetter
learning on his own. Noguera (2003) reveals that some teachers in poor urban schagss posse
the same dispositions as Juan describes. Unfortunately, many students whodeellized
often find themselves like Juan—disinterested, which leads many to drop out (A&§08¢
David 2004). Furthermore, his frequent suspensions and trouble, in and out of school, created a

lack of confidence that affected his self-perception and ultimately histiet@succeed in

school and life.

Juan: | like who | am but I think I might just drop out of school and get my GED.
Interviewer: So why do you feel like you should drop out of school?

Juan: Because | think it is going to be hard for me to catch up and | am starting tbdhink t
can’t catch up anyway. | mean school isn’t for everyone anyway so maybe | sistultbp out
anyway. | mean | was suspended so much that | spent more time out of school than | did i
school. | often wondered is my life one full of trouble.

Interviewer: Why would you say that your life is full of trouble?
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Juan: Well because I think it is. Like | said | always get in troublderend outside of school,
SO you start to think that’s just who you are...a troublemaker.

Interviewer: How much of it do you think you control?

Juan: Well | have some control over it but | honestly think people just start to thinlathaa
troublemaker and begin to treat me that way. It's like once | got in trdubkrst time people
expect you to all the time. That begins to wear on you a little, almost madamh&owget in
trouble because its what people thought of me...expected me to be. | sometimes wonder if
would just get in trouble all my life.

Juan’s internal conflict that he has between what he thinks people perceive him to the dred w
thinks he is creates a very conflictive notion of his self perception. Hedstarsee himself as a
troublemaker. He started to take ownership of that idea and believed that was who he had
become and probably would be for the rest of his life. He did not show pride in this but instead it
was as if he had surrendered to what he felt his life had become.

Juan’s attitude toward school was created partly by his home environment and school
experiences. His parents’ lack of support was not because they didn’t care baelibes were
forced by other factors such as the language barrier, cultural diffefegigesen home and
school, and their focus on economic survival. Consequently, this created a home environment
for both Alonzo and Juan that focused primarily on providing the necessary things needed to
survive. Additionally, the lack of support that they received from school, resulted incAlonz
feeling isolated and Juan did not internalize nor could he articulate how school woultl benefi
him in the long-term. These dispositions were often characterized as apathetiehiney
were premised upon the mere notion of survival. In summary, Alonzo and Juan’s home and
school settings of their micro-system ecological level contributed todis@iterested
orientation towards school, it further influenced how they perceived themselves.

Ben Milesis a 16-year-old African American young male who was in the 10th grade at

the time of this study. Ben lives with his mother and younger siblings. Ben and hier inave
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a pretty good relationship. He often praises her for raising him without his fadksissance
and how much that makes her a special person to him. Ben often talked about how he receives
great support and encouragement from his mother and other family members. To thg, contrar
he often discussed his discontent with his father. “I am really trying my\mstay not to be
like him. He is really not a good man. He hasn’t really been there for me that maditan’t
understand why.” In this statement Ben expresses anger with his dad for nohbeerigit him.
The idea that he does not want to be like him illuminates the degree to which Belodoa®
for his dad. In other conversations about his dad, Ben would never have anything positive to sa
about his dad and a repeating theme around that conversation would be his efforts to not be like
him:

My role model is my mother. | mean that's who | have. | déeed bad for

myself, | mean after awhile you get use to it. My momtieaane what | need to

know. My father bailing out on us makes me a better man. | ware & better

man. It would be nice of course to have a father figure at hombeyut can

learn that on my own. | mean | am sure there will be people ilifenthat would

help me with learning what it means to be a man. | sortred@dy know, my

mom talks to me about all the time (pause)...| mean sometitheslto myself -

like mom how do you know how to be a man, you are a woman, but hey | guess

she does (pause)...she is the man and woman of the house and now | have to be

more of a man of the house now since | am getting older (leterlj December,

2009).
Ben talks about his mother as his role model and how she has taught him things about being a
man. He does question her ability to do that as a woman, but he realizes that shetmsdgerf
both the mother and father role in the household. Jackson and Scheines (2005) discuss how
single mothers often have to perform the role of mother and father when thesensaié
present in the home. This family dynamic has motivated him to step into the man of the house

role although it may likely be earlier than his present capabilities. \Wisileome environment

IS a supportive one, the lack of a father figure has notably impacted his selftperat his
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current age of 16. He conceptualized his role as the man in the house as the pideector
subconsciously feels the pressure of taking on the role that his father would Hexegx had

he remained in the home. Unlike Juan and Alonzo, Ben did not feel the need to take on the
financial responsibilities but he did internalize the role of protector.

| have to make sure | step up to protect those that | love. Saroethe oldest

male in the house, | have to make sure | protect the house. lbsensemessing

with my young siblings or mother, | have to be there to protect {Saptember

2009).

As the oldest male in the home, Ben embraces the responsibility of beingtdwqrrand feels
the need to protect his family. Conversely, in a two-parent household this is the role of the
father. However, since Ben’s family lacked this dynamic he embracedléhef protector.
“Hey, | am becoming a man quick, but it's okay...I like it” (Interview 1, Delsen2009).

For Ben, this role of the protector doesn’t have a negative affect on his school
experiences. He separated the two and acknowledged that while he was ther@bherhe, in
school he was expected to be the best student he could be. As a result, he attended school
regularly and excelled academically. Ben knew good grades were somethingtberfaantain
because it was something his mom expected and monitored often. “I know if | don’t get good
grades my mom was going to kick my butt” (Group Discussion, October, 2009). He has the
support at home therefore he doesn’t have to infuse himself totally in the role ofteemgle
figure at home. Likewise, because his mother can financially support the,fBenilys able to
focus more on being a successful student. His mother has been involved in his acsidemics
he was in elementary school. Unlike most parents, her level of engagement dichaét dw/

Ben reached the middle school years. Kunjufu (1990), Neblett and Chavous (2009), and other

scholars have found that parents become less involved in their student’s edudatioim@t

parent/teacher conferences, assisting with homework, etc.) once they rédiehsthool. Ben’s
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mother was at all his of parent/teacher conferences and made frequend #s@tsahool to
check on his progress.

Ben’s entire schooling experience has been as a special education studerdf Hidos
core classes (math and language arts) were in special education. He vwyadilageat student,
who often talked about the importance of doing well in school and how he really strivés to ge

good grades. He articulated these perceptions in our first interview together.

CL: Do you like school?
Ben: | really like schoal, it's fun to me.
CL: What makes school fun? Or enjoyable?

Ben: Well | like my teachers and my friends at the school. They are all niceandmy
teachers want me to do well.

CL: So, how do you think teachers, and other school personnel view you as a student?
Ben: Well, let me see (pause)...I think they think | am a good student, that | workardrgnd

| treat others like | want to be treated. The teachers and principal abkllaye tthat | work very
hard in class and that I'm a positive student in the school.

CL: What makes them think that you are a positive student?

Ben: | don’t cause trouble, | am helpful...almost like the teacher’s pefhiag). But seriously |
take school serious, | come to school ready to handle business, its somethiagthabtivated
to do. | am disappointed when | don’t do well in school, so getting high marks-1 mean high
grades is a must for me.

CL: Where does all the motivation to do well come from?

Ben: Well my moms want me to do well and | don’t want to disappoint her. Plus Isalway
wanted to do well, | want to be seen as a smart kid and smart kids get good grades.
Unlike the young men | have discussed so far in this chapter, Ben’s expevigihctesachers

have been very positive. He received the support he needed in school from his teachers,

counselors, and other school personnel. Ben discussed that he is motivated to do well because o
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his mother and himself, examples of intrinsic and extrinsic motivation. His gradeghout

the program hovered around a 3.0. He also took a lot of pride in being a smart student. This is
contrary to a lot of the literature that talks about how African American rsisidspecifically
males, often try to avoid the stigma of being smart because it's consigettesiripeers to be
“acting White” or not acting “Black.” Ogbu and Fordham (1986) highlight the isstientuay
high achieving African Americans face in school when they are accused ofy‘¥¢hite.”

They contend that African Americans who want to do well in school are often accustittby
African Americans of “acting White” and this stigma alone can deter som@AfAmericans
from performing well in school; however, Ben was more excited about being adhigiiag
African American student. The support and encouragement he received from higrftbme
school setting of the ecological micro-system afforded him specifiecdemdes that students like
Juan and Alonzo lacked.

Likewise, Ben had confidence in his academic ability to do well in school and perceive
himself to be an intelligent and capable young man and his school and home setting®helped t
cultivate that belief. Ben wanted to be known as an intelligent African Aaremale. His
motivated and high achieving orientation toward school propelled him to succeed in school.
Scholars (Conchas, 2006 and Thompson, 2007) who have studied high achieving African
American students suggest that common predictors among high achieving Afimeaican
students are their positive outlook, supportive home and school environment, and high academic
confidence. Ben often discussed how he wanted to go to college as well. He receivgea two
scholarship to use at the local community college upon his completion of high school. In the
same interview, Ben talked about how receiving this scholarship realljhgavsmething to

look forward to. Although Ben did not articulate how the scholarship influenced his tiostiva
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to do well in school, he implicitly stated on a number of occasions that he was ekomed a
attending the local community college.

For Ben his home and school settings provided him the support he needed to excel
academically. Contrary to other subjects in this program, Ben’s home and schoelevatr
settings were supportive. And a result, they provided him with the needed to engageand perf
well in school. Although, Ben took on the role of the protector and lacked a male in the home to
identify with, this didn’t negatively impact his school setting because his mattieha school
setting were very supportive. Furthermore, unlike many other African Ameridas miao
receive special education services, Ben was grateful for the support andagieenent because
it gave him the motivation to succeed.

Darnell Davisis a 17-year-old African American male who lived with his mother and
one other sibling. He was the second of three born to his mother and father. He lived in a
working class community that he often would describe as “bad.” Darneth&lhis mother and
grandmother were very supportive of him. He didn’t talk much to his father, so his mosher wa
the primary caregiver. He had a pretty volatile relationship with his faib@mell often

discussed his discomfort with the relationship.

CL: Who do you think supports and encourages you to do well in school and in life?

Darnell: My mom, and other family members support, pretty much the family on mysidem

CL: Why do you say only those on your mother side of the family supports you?

Darnell: Well because my dad side of the family is whack. | mean | don'otatly tdad much

and when we do, he talks about what he wants to do and of course he never follows through on
anything. | get tired of that (pause)....I mean he then have the nerve to get neadtadmi

don’t call him. (laughing) (pause). | mean he is my dad he should be calling mes Winat’
don’t trust people now. It's hard for me to do that...l can’t trust my own dad.

77



This relationship with his father plays a role with how Darnell thinks of hims## struggles to
trust people and also takes awhile to relax and get comfortable with peoplenLthiat
dialogue he talked about how this relationship with his father pushes him to be more to be a
better person. It also causes him to struggle to find a sense of who he is:
| mean not having a father at home you are around your mothke aihte, so you don’t
really know what it means to be a man, what that might look B! guess, but | really
don’t know. | am not as confident when it comes to that. | wilinlday doing the
opposite of what my father did (September 2009).
Darnell was not sure what his conception of manhood was. He was around his mother and
grandmother a lot as a teenager and was searching for what it would meam bt like a
young man. Since he struggled to trust people, especially other men due toibisstefatvith
his father, it was difficult for him to learn from other men who were around himavé hncles
that are around but | don’t really want to deal with them” (Interview 1, December,.2009)
Instead, he is willing to guess what manhood is based on what his father failed to do. As such,
his conception of manhood would be what his father is not. The problem with that approach for
Darnell is the fact that he measures his father’s inadequacies based orsvolnat ldeas of
fatherhood are. He felt his father was irresponsible, so Darnell wanted tchéccallld to be a
responsible adult. He worked very hard to take care of his responsibilities. Forbem t
responsible meant to find a job and be independent. His lack of a father figure pushed him to
become more responsible and independent. He did not have the desire like Ben to be a protector,
and he didn’t take on the responsibility of being the man of the house or the financialiprovide
like Juan and Alonzo. On the contrary, he equated manhood with independence and self-
sufficiency. Although he conceptualized his idea of manhood, his lack of a posititrenship

with his dad made him reluctant to open up to others. As a result, he was shy and soft spoken

when communicating with unfamiliar people.
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While Darnell’'s mother generally supported him in school, she did not consistently
encourage him to achieve academic excellence. For example, as long gsdewstaf trouble
in school and in the neighborhood she was fine:

| mean my mom was supportive of me in school, but she didn’t push mhécha
do my best. So I didn’t push myself hard. My dad never asked iuthientalk
with him so it was up to me to push myself...and for the most pldnit do that
(Interview 1, December 2009).

He acknowledges his mother’s support but also recognizes that her support wagaresi
notion—stay out of trouble. Since Darnell was shy and liked to stay to himseifabisot a
difficult task. Therefore, he attended school when he waned to and did the bare miaimum t
receive passing grades. He was not highly motivated or encouraged to do much thetyaind t
home.

Darnell’'s lack of self-confidence was portrayed in his school experienaedistlissed
how he never really raised his hand in class or participated in class discussst@ad he
would sit in the back of the class and be quiet. He was not engaged in school and lacked
motivation. This lack of participation in school can be contributed to his lack of confidence a
well as earlier childhood experiences in the home setting:

| can remember being a little boy and when | was litildn vy dad and mom, |
remember when my mom would leave to go live with my grandmotheuseca
her and my dad would argue. Well when we were left with him, kiermaade

us go to school. | remember missing almost a month in school. Menynd
brother would just sit around the house watching TV and school was never
something we had to think about. It almost ruined my 3rd grade.... Bechuse
this experience | was tested for special education becauskenhisaed so much
class and gotten so behind they thought | had a learning problerare Bebok
the test in 4th grade | was put into a classroom (pause) deti't think it was a
special education room but | know it wasn'’t a lot of kids in the raach| would
get some extra help from a teacher’s aide. 1 didn't quédifyspecial education
but the teacher told my mom that | was a little behind sincashivin school for
awhile....l think that's why | didn’t mind missing school in the paf$éradth
grade because | was kind of use to missing school (Group Discuskivember,
2009).
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This series of events for Darnell still has an affect on his perceptionsomfl scfhe fact that he

has behind his grade level and was considered for special education services dl toahh&k

him more confident. Additionally, his parents’ lack of support and lack of attention tutissst
fostered an attitude that school was not important. It is implied by the fabietkal not go to

school for over a month and his parents, specifically his father who he was stdijiagthe

time, did not seem to value the importance of school. Although this occurred earlielifan his

this specific example from his home setting has played an important role iffpisrseption

and how he engages in school. School was a place where Darnell went and did whatche neede
to do to move forward, but not a place where he felt he was important enough to put forth a lot of
effort. When taken as a whole, his relationship with his father and the eadlyozul

experience within the school setting all created a young man who lacks persoraderdia
confidence and engages very little in school. Rashid (2009) discuss the influenceniliedt fa

issues and negative schooling experiences at an earlier age can haveniceifetss on the

child’s academic confidence.

Darnell and his family moved from place to place a lot growing up. He moved a few
times in the two years he was in the program. His mom was the sole finaogidepr His
mother had a boyfriend, but Darnell did not talk much to him and really despised thetfaet tha
didn’t contribute to the welfare of the family. Darnell never referred to him aherffigure,
step-dad, or anything significant. This was another element in his home environresdltha
upset him and made him more withdrawn from people. Darnell was considered low-es&ome
defined by the Michigan Works Workforce Enforcement Act. Darnell was nevectexipe

help with the welfare of the family. His mother took care of the basic nedks faimily.
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Darnell took a different approach to his home environment than the young men that kediscuss
earlier:
| am a child, | don’t want to have to take care of people right niawink it's my mom’s
responsibility and that stupid man who is staying at our house. | ihbkans staying
there then he needs to be a man and handle his business. | hat doasn't. So |
know | ain’t really about to do nothing. Any money that | have isvier and | buy the
things | need but | am not paying for anything else. It'smgtresponsibility (August,
2009).
Darnell is very clear about his role. He doesn’t feel compelled to incresaks/éi of
responsibility in the household. He was only concerned about his independent. He seems to
acknowledge that he is a kid, and that people should be taking care of him. Some of this is due
to the fact that he thinks his parents failed him some when he was younger.téfiesta can
be interpreted as anger or a sense of restitution, about his mom making up for what she did not
do when he was younger. His home setting influenced Darnell’s perception offlasael
young man, his conception of manhood, and orientation towards school. It was also evident that
his negative schooling experiences cultivated his perceptions of his acaagaldity and
pushed him to be withdrawn and disengaged in school.
Deon Lawsonwas a 16-year-old African American who was recommended to the
IMPACT program by a juvenile intervention program run by the prosecutor’s dffeeéved
with his mom and older brother in a working class community. Deon’s father waslypbare
involved in his life as he would have liked him to be. He often talked about how angry it made
him that his father wasn’t involved much in his life: “I mean it makes me mad to bahknty
dad lives in the same city as | do and | barely see him. | mean it's justynbeotiner, and my
mom. | try not to let it bother me as much anymore” (Group Discussion, September, 2009)

Deon wanted to show everyone around him that he wasn’t very angry about his dad’s sole in hi

life. Like the statement above he often stressed the fact that he wasg’tglet it bother him
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anymore. Deon would often say, “he ain’t never been around, so | can’t miss witahéer

had” (Interview 1, December 2009). However, there were things that Deon did that ctedradi

his thoughts. He proudly walked around with his dad’s nickname. His dad’s nickname was
“Snoop” and Deon was called “Lil Snoop.” Deon had a choice on whether he wanted to be
called that and showed no hesitation in using the name. The other high school students in the
program as well as his peers in school and his neighborhood called him that. It was a hame that
he took pride in.

Although Deon was angry about his dad’s lack of involvement in his life and often talked
about how he did not bother him anymore, his actions showed the contrary. The pride he
exhibited in being referred to as “Lil Snoop” revealed a desire to feel connetieltiswilad in
some capacity. Likewise, since he didn’t have a strong direct bond with his dad, théigse of
nickname meant having some form of tangible connection to him.

Deon not having a strong relationship with his dad also could be connected to his desire
to be a father so early in his life. He mentioned many times to the IMPACT pretatrthat
he impregnated someone. However, every time we would check back with him, he mentioned
that the young lady would have a miscarriage. This occurred a few timeshibubbgs time in
the program. Whether this is true or not, it was clear that he was okay with loEddafore
completing high school. In a large group discussion Deon stated, “I really don’t ming laavi
kid right now, | think | am ready to be a father. |1 mean | would like to gradustelfut hey if it
happens it happens” (Group Discussion, October, 2009). To him being a father connected him
with being a man or demonstrated his ability to be a man. His conceptualization of manhood
was tied to being a father. Although his father wasn’t present for him, he assutrssirtha

man would involve becoming a father himself. He didn’t think about the financial imphisati
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or the fact that he would have to spend time with the child. He was unable to conceptualize how
this would change his life and hinder him from hanging with his friends. Being a flattem
was one way he could demonstrate his manhood. Like Alonzo, Juan, and Ben, he talked a great
deal about the being tough and protecting his family. The tough man image was sothathing
Deon exhibited a lot. He wanted to make sure everyone knew he was tough and wouldn’t
surrender to anyone:
| do what | have to do. In my hood we have to fight sometimes to let people know who
we are. Hey, it's what | have to do. | don’t want nobody to think | am a punk. | won’t
be a punk for nobody. And if my family is involved | am down for whatever. My family
is all I got. It's going down for real if family is involved. You have to show petimt
you are a man and protecting yourself and your family are part of thavidgmtel,
December 2009).
It is clear to Deon that a man is shows that he can protect himself andng valshow that
through fighting if he needs to. Since he was left to develop his own conception of a man, he
developed one that some scholars would label as “black masculinity.” Scholaessuc
Ferguson (2001), Hall (2006), Kunjufu (1995; 2003) and Sewell (1997) posit that black men
often exhibit what many would call black masculinities, which embody touglanessyper
sexuality. Itis believed that for Black males, masculinity takes on trsspethat is often
perpetuated by the media. With that, many young males who are fatheté@sarefleft to
imitate from the media what it means to be a man, which often leads into whatistehzed as
Black masculinity—toughness and hyper sexuality. Deon definitely demodstredeacteristics
associated with one conception of Black masculinity.
He often talked about his lack of trust of people and how he never wanted to ask people

for anything. The fact that his dad often didn’t follow through on promises he had made to him

made him very hesitant to trust others.

83



Deon: | don't like to ask people for things.

CL: Why not?

Deon: Well because | don’t want to be disappointed. | just try to get it mysetfuldl rather

just find a way myself to get it, so then you don’t have to count on people to do it for you and
then they don’t come through...you get tired of people not keeping their promises.

Later in the conversation | asked Deon when he developed this defense mechanism and he oft
talked about the fact that people in his life would not keep their word. More spegifiall

talked about his dad and how he would say he was going to get him things and very seldom did.
He didn’t trust people and didn’t like anyone to do things for him. These occurrences pushed
him to be more independent and make some risky decisions in an effort to be saérguff

Deon engaged in illegal behavior and resorted to stealing to provide for himselin hé/tvas

asked why he committed these illegal acts he simply stated the faoéthededed to get some
money in his pockets.” It was as if he felt he had no other choice but to do it becaosklhé c
trust or depend on anyone else to do anything for him. His lack of a father fignaaeyt

similar to Darnell, made him more independent and not as trusting of others. Hidaest
involved with illegal activity was motivated by his lack of a male role modeledisas his desire

to remain independent and not be a burden on his mother who felt worked hard enough. Also
similar to Darnell, Deon’s perception of manhood meant being responsible and indepételent
didn’t feel the pressure to be the provider of the household because his mom was capable of
managing these matters. His home setting—lack of a father—influenceahicisption of what

it meant to be a man and also influenced his desire to be independent, a protector ane the desi
to be a young father. All of these characteristics that he developed influsmeehe thought of

himself and also influenced his orientation towards school.
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During his earlier years in school he was motivated and very positive. However, upon
reaching high school he began to perform below his capabilities. His intereshay,ngirls,
and social status in both his neighborhood and school superseded his commitment to education.
Additionally, his legal troubles became a major primary concern. Consequeritlijete few
classes and was often suspended from school. The suspensions were the result of
insubordination and fighting. Since his father was not reliable and disappointed him onyso man
occasions, he did not trust others and was reluctant to ask for outside support. As a result, he
worked to obtain independence by any means necessary, which led to his legaindsues
ultimately affected his schooling experiences.

Deon talked about how he felt some people at his school were not very supportive of him
and didn’t understand his life. “I like the students at my school because we understand eac
other; the teachers don'’t really understand me. | feel like part of the réagunsto trouble at
school was because no one took the time to hear me. They wanted to boss you around but never
took the time to listen to your issues” (Interview 1, December 2009). This dbfingd a
negative influence on his orientation toward school. His desire to be heard was comkeisted t
father’s failure to communicate and connect with him. Deon earnestiedasielationship
with his father. He often talked about how his father never checked on him when he got into his
legal troubles. It was as if he was crying out for help and he wanted support antigor e
his father. He also felt that when his mom talked with him, she never reahelist So to go to
school and not be heard only increased his level of frustration. “Man | wish someone would
listen to me, my mom don’t, Dad never did and the teachers don't either. It resthates me”
(Interview 1, December 2009). Deon didn'’t think teachers listened to him and felt they only

wanted to demonstrate their power over him and he resented this. As a result, hesypmrid r
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in inappropriate ways that often led to suspensions. Deon’s frustrations with higecgein

high school are similar to the findings that scholars such as Duncan (2002), Howard {@®08), a
Hall (2006) suggest help to perpetuate the marginalization of Black males inssahdaociety.
During this time in his life he felt that he wasn't as happy as he could be. “ltvaadmappy as |
can be during that time because | was dealing with family issues,degatiand school issues”
(Interview 1, December 2009).

While Deon felt his mom did not listen to him, he did express that he has a positive
relationship with her. His mom was supportive of him and she encouraged him to do well in
school and in life. She was very active in his schooling and Deon often talked about how
annoying that was to him. “My mom is always at the school, she never missed Aqzanieat
conference. All the teachers knew her too. | didn’t like her being all in my sckethat”
(Interview 1, December 2009). That encouragement from his mom wasn’t enough forit@m. T
fatherless presence, lack of support and understanding in his home and school settaigsl pr
and influenced his thoughts about how he perceived himself as a young man, his actions, and
negatively altered his orientation toward school.

Quincy Gardner is a 16-year-old African American male who lives with his mother and
siblings in a low-income housing project. His parents were separated folyadesvand as a
result his relationship with his father changed:

My father and | are really not that cool anymore. | mean once | found out about how he

treated my mom | really didn’t like him as much anymore. Don’t get me whatg tmy

dad and I will always love him but | am kinda of mad at him right now. 1 kind of feel

like he left us out there on our own (September, 2009).

Quincy’s disappointment with his dad was due in part to the influence it had on the financial

stability of his family. Quincy talked about how before his dad left thed linex nice house in
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a good neighborhood. Now his mom can no longer work because of a disability, they lost the
house and were forced to move into housing projects. He felt responsible for thesfaraily’
being. Although there were older siblings outside of the home, he was the oldest in the house
and the role as “man” was now his responsibility. He experienced the manyesesssociated
with being a provider as well as the pressure of trying to be an emotional sygpemrt for his
mother. Like all the other participants that | have discussed so far, Qasaechacked a father
figure in the home. As a result, he, like the others assumed the role of finaoeidépand
protector for his family. “I have to be there for my family. Nobody eldeb&i My father isn’'t
there we can’t depend on him anymore. | have to step up. | have to help around the house and
be there to protect them” (Interview 1, December 2009).

As a result, he embraced the role of financial provider and protector, and hgiparce
of himself changed as it related to these new roles. “l wanted to be a kid blegandrit |
can’'t do that now, | have to become a man” (Interview 1, December 2009). His conad#pti
manhood, like the other young men, was construed based on his lack and not on anything he was
taught. As a result of Deon’s father’s departure from the home, his mom strugglieonally
and this negatively impacted her overall health. He talked about how he had to be thare for hi
mom and that there were times she would sit at home and cry because she feliiyaath
fallen apart. Quincy didn’t like to see his mother hurt and wanted to relieve herphe, s
would push himself to do more around the house to make things less burdensome for her:

| am the one who takes care of my family now. | take care of my brothers tand arsd

| take care of my mom. It has made me an angrier person now. | don’t talk to many

people now because | don't trust people anymore. If my dad can just get up and leave

and do us dirty, then why can’t anybody else? Hey | am out here alone trying to do the
best | can (Group Discussion, November 2009).
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This role as provider and protector was his conception of manhood that was developed because
of his lack of a father figure at home. Taylor, Leashore, and Toliver (1988) an& K2060),

studied the provider role and implied that it is something that African Ameriadasitake very
seriously in their communities. They also argue that despite the perceptiorathaAfrican
Americans are not present in the lives of their children, those that are takeldseseriously.

They also talk about how being able to provide financially for their family isntbe important

factor in their conceptualization of manhood.

The lack of male providers and fathers in the home pushed these young men to take on
roles they were often unequipped and unprepared to handle. Quincy admits that he would prefer
to be a kid instead of the forced role of provider and protector, however it is a tealityetand
the other program participants felt were their only logical options.

Quincy feels like his dad abandoned him, which led him to develop a lack of trust in
people. He didn't trust people to be there for him because the one person he did trinst left
“stranded” as he would say. It also made him an angry young man. His angekarfdragt
reached a paranoia state where he felt people were always out to getismad evident in
the increased number of fights that he was involved in. These fights occurred in schosl and hi
neighborhood. Since he felt he had to be the man of the house he felt compelled to protect
himself and his family. In many instances this protection involved using phfmicalagainst
those who were a perceived threat to him or his family. Subsequently, he was qfTdeds
from school, which later caused conflict in his home setting. For example, sdnsedafputes
would threaten the safeness of his home environment. He mentioned a few timedifeat his
was threatened by those who lived in his neighborhood, which in turn increased his level of

paranoia.
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Quincy: | want the respect | deserve from people. | want people tarteclite | deserve to be
treated. | am man and | deserve that kind of respect.

CL: What does being a man to you mean?

Quincy: Well it means taking care of your family and doing whatever it takizdke to protect
and be there for your family.

CL: Do you think you do that?

Quincy: Yes, | have to, every family should have a man there to do these things amaysince

dad is not around much | have to do it, so that makes me a man. There’s a part of me that wants
to go back to being a kid but | know I can't.

CL: Do the people in your family consider you to be a man?

Quincy: Yes they do.

His need to engage in physical altercations is directly connected to hisidlearstruction of
manhood, as the protector. Furthermore, his lack of trust developed as a result didnshela
with his father. The anger that developed was a direct result of the unwantesipaigider.
This role forced him to exude a degree of toughness that is often associategbeith h
masculinity (Katz, 2000; Sewell, 1997). This disposition that was created in his hdinge set
influenced his orientation toward school as well.

Quincy’s grades plummeted during this time. He was constantly gettonggonble at
school because he had a quick temper and would get into fights. His quick temper was
something that increased as his role at home increased. “l am more upset nogehlikel f
exploding sometime and this started to happen when my dad left. | feel a lot ofgoesaue
right now.” This pressure that Quincy felt to be the primary caregiver b@hdially and

emotionally, was far too much for him to handle at that age.
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According to Quincy, his school setting wasn'’t very helpful to him either. He did
mention that school was a place for him to escape the things happening in his homeerHowe
he felt that teachers at his school set people up for failure:

| like hanging with some of the people at my school, but | don’t think the teachers are

there to help us. | feel like they set us up for failure. They say things or do things t

agitate some of the students just to get us kicked out. Some of the teachers don't even

care if you learn. | mean if you don’t care they sure won’t care about you.
His educational experiences were all negative. Furthermore, he attesaclezbbwhere he
didn’t feel supported, which further perpetuated his level of distrust in people. He &new h
could do better in school and understood the importance of doing well but was overwhelmed by
his personal situation at home. School merely provided an environmental change for him while
the lack of support and negative energy persisted and ultimately led to his lackgdgraagain
school. While he was somewhat motivated to do well in school, his primary focus wasgn bei
the man of the house and engaging in activities that he felt solidified this role.

Quincy felt that getting angry and fighting were effective iniggtheard and earning
respect. Since he was viewed as the man of the house, he felt outsiders shoullinegsect
such, which created a problem because his peers and school personnel saw loinmgsreagn
and treated him as such. For Quincy that wasn’t good enough, and he wanted to receive the
respect that he felt being a man would give him. It was an internal cdrgtigeen what he
perceived himself to be and what others thought of him. Since his family thought he aas a m
he felt that others should as well. His school and home setting failed to keep himedativa
school, and he in turn became less engaged in school. His home setting exalted him into a
premature manhood that affected how he perceived himself. This self-percegiar@sult of

his new role and influenced his actions at home and school. His experiences in school

perpetuated some of the feelings he had at home and thus only made him withdraw more from
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the school setting. Unfortunately, Quincy’s home and school settings negatipealst inns self-
perception and academic engagement.

Jason Whitmoreis 18 years old and a senior in high school. He was the last child of
three born to his mother and father. Jason lived with his mother in subsidized housing and had
been receiving special education services since the third grade. Jason alsbildaaf &is
own, and although he didn’t have much of a relationship with his dad, he understood the
importance and valued his role as a father. Jason’s relationship with his mom wibes vbitesty
argued quite a bit over things, and he often felt that he was not supported as much as he could
have been:

My mom and | don’t always get along. | mean she supports me bsbifioe

reason we don’'t get along much. | hoped it would be better efigesince |

don’t really have the support of my dad. She is the only parent support that | have

(Group Discussion, August, 2009).
Jason understands that his mother is the only support that he has and therefore wants to have a
better relationship with his mom. However, because of their volatile relationstafi her
home and moved in with the mother of his child. As a young father, student, and football player
Jason often felt conflicted about his priorities. He wanted to be a good fathesdehplyed
playing football. In order to be a good father he knew he had to work. Therefore, making mone
was his first priority and, playing football was second. Unlike the other yound heve
discussed who perceived their role as the financial provider, Jason was indéed arfdtived
the role of the provider. As a result of this acknowledgement and commitment to fetingra
school became obsolete while fatherhood became his immediate priority:

School was something | knew | needed to finish at some point in schtdathdod

other things to worry about. | had to be a father and | needed momleythat.
School isn’t bringing in money so | know | have to spend my time &xtus
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taking care of me and my daughter. My mom doesn’t do anythingd@na so |

have to look out for me, my daughter and my girl. Football makes ppy/is® |

like doing that, but when that season is over its all about work fqlintexview

1, December 2009).

School was no longer a means to an end for him—rather it was as if school would getag the w
of him being able to provide for his family. His engagement in school was almostistarex

He barely went to school on time and often talked about how his teachers just allowedlbim t
meaningless things in class and passed through classes. Jason was only coitbdreat)\a

good father at this point in his life. He didn’t have any confidence in his acadefitic abd

during his senior year he was reading and writing at a 3rd grade ldigeinath also lingered
around a 3rd grade capability.

As a young man growing up in a poor family environment he was socialized to
understand the importance of making money. Lareau (2003) expounds on the idea that there are
different behaviors and values that are attached to families of loweresmmi@mic status (SES)
over middle- to upper-class families. To this end, many lower-SES familiehidhetic are
distracted with financial issues around the home instead of working hard in schack IGot
old enough | knew | had to get a job. After football season my next thing to focus on Wwas wor
(Interview 1, December 2009). The need to make money only increased once he became a
father.

In this dialogue with Jason it is clear to him that he thinks school is not for him, and he
also believes that school personnel feel the same way. His view about schoohcedriyahis
perceived notion that others (school personnel) validated for him. His negative v of
academic ability is often swayed by how others characterize him. Ashgittycle of

socialization (Harro 2000), a person’s desire to be or to act a certain wignislefermined by

their interaction with others in society. In Jason’s case he had a negatipeiviegf his
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academic ability since he was diagnosed with a learning disability. “I'ene inespecial
education since the 3rd grade and | haven't felt no confidence in my abilitydtoxnet® or do
nothing in school. It was like a bad dream that was taking a long time to end” (wtérvie
December 2009). Since his time in special education he was socialized into thuaking was
not academically capable. His feeling of being academically incapalpled with how he
was treated by the teachers and school personnel, constructed a student thadevasaty
frustrated. Scholars such as Duncan 2002, Howard 2008, Noguera 2003, and Kunjufu 1990;
2003, often talked about how many males of color felt academically different ginadared in
schools. These thoughts are often brought on by how they are perceived aneé#birirectiool.

Larry Anderson is a 16-year-old African American male who at the time of the study
was in his second year in the program. Larry lives with his mom, stepfather antlimgss
He had a very volatile relationship with his stepfather when he first began timarprobp an
interview he mentioned: “Man, my stepfather and | always argued, | didhit lika him
much...(pause) but | think things are getting better now between us, maybe tamngaiaThis
relationship has had a huge affect on Larry’s attitude at home and also ingteenprdde didn’t
say anything about his biological father that was positive. It appaarnédhe didn’t exist. His
anger towards his biological father for his lack of presence could have affected treatbé
his stepfather:

| don’t talk to my biological father. He doesn’t mean anythomge. It bothered

me sometimes that he never came around. | felt unwanted. Butothgmwas

always there for me. She is my best friend....I am happystieis married and

seems to be happy but that does nothing for me. | don’t realljotakr husband.

We actually don’t get along at all...things are different aroundhthese now that
he is here, but | don'’t let it bother me. (Group Discussion, November, 2009).
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These perceptions made it difficult to engage in a relationship with his stepfatrey had an
opportunity to engage in a relationship with a potential father figure, but chose not totand tha
decision could have been influenced by his lack of relationship, disappointment and lask of tr
with his biological father. Rather than become more independent like the othemyenng
discussed, to the contrary, Larry became more withdrawn. He felt morertaioié being
introverted. Harper, Terry, and Twiggs (2009), argue that one of the things Afmcancan
males do when they are dealing with issues similar to Larry’s, is to begthtzawn or

isolated. This isolation can show in how they interact with others (peers, faemntpers,) or it
could affect how they interact with school (academic engagement, school persbansl).
definitely appeared to show symptoms of isolation with his peers and in school.

Larry didn’t have the financial pressures to perform at home like a few oftteelogh
school students in the program, but he understood and was aware of his mother’s financial
struggles:

Sometimes | wish | could help my mom. | hear her talking about sdrtiee

money issues, not being able to pay bills and stuff like that...| teamelp. But |

realize | really can’t help, but | know one day | will be abléédp her, just not

right now (Interview 1, December, 2009).

He is aware of his mother’s financial concerns but doesn’t see how he can help hé&so He

didn’t have the pressure to be the financial provider like the other young men who didn’t have a
their fathers in the home. Although his relationship with his stepfather wasnltlayhaze, his
stepfather’s presence played an integral role in fulfilling the finhpotaider role along with

his mom. His mother’s focus on working and trying to provide for the family also took the
pressure off of him and would have allowed him to focus on academic success. Hoaeyer,

was failing all of his classes in high school. He really didn’t care aboutddegand didn’t

show any interest in improving them either. He was obviously aware of his acddeauones in
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school but no one actively urged him to do better and there were no consequences at home for
poor academic performance.

During his earlier schooling experiences, Larry talked about how he was pushed by
teachers to do well. However, as he moved up in grade levels, Larry fedabla¢ts no longer
pushed him to excel and permitted him to be quiet and reserved during class. Consequently, he
became content with putting forth only a miniscule effort and yet still praggdesshe next
grade. Although he was content with mediocrity, he knew there was somethingwittotigat.

As a result, the lack of teacher encouragement led him to believe thatrs$edidné care

whether he learned the material or not and that they were there only todget pai

CL: So how do you feel about school?
Larry: School is cool, there are some things that | like about school and thingddhétlike.
CL: So what do you like and dislike about school?

Larry: | like some of my friends at school, but | don’t like some of the teachask them for
help and then they take the answers and try to brainwash what you think.

CL: What do you mean by brainwash what you think?

Larry: They try to make you feel like you shouldn’'t have answered the questibyothare not
listening if you ask a question. | just don't like that. They don’t seem to care abaiuit thvimk.
Larry distrusts some of his teachers, he believes that they try to bsaistalents to think
certain things. Larry had very negative experiences in school and often tatkedrese
experiences and how they have made him apprehensive about trusting or building posit
relationships with school personnel. These experiences have made him apathetis soWwool.
He talked a great deal about his experiences in school, getting suspendenire$eant being

around teachers who he didn’t like or who he perceived didn't care. Larry didn’t pick up all of
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the characteristics that the other males did—Ilike financial provider or pretaatiead his
reaction to his home setting was one of isolation. His decision to isolate, witlmdrawthers,
and his inability to trust and develop meaningful relationships were all a partcafjinng

strategy. He perceived himself as young man but was not really iatenestprouting to
manhood like some of the other young men. It was almost as if his development wasastdnte
this directly influenced his orientation toward his school setting. The schbogdetther
perpetuated his self-perception and lack of academic engagement as a disialt lsare much
about himself or school.

Jimmy Houseis a 18-year-old bi-racial (African American and White) young man who
is not really doing well academically in school. Jimmy was adopted by his dumh@wvcalls
“mom”) and her husband. His biological mother died when he was an infant and he doesn’t
know who his father is (beyond the fact that he is African American). Jimmivbadswvith a
few of his family members (mom, dad, sister) throughout his time in the program. In a
conversation with Jimmy he often talked about the lack of stability he has exgeri@ his life.

“I would like to have some stability in my life. It often times get so hard for me toythiag
because | wonder where will | end up next.”

He often wondered about these things because he moved between his parents who now
have been divorced for a few years now. His relationship with his mother is veilevoldey
constantly argue over things that Jimmy thinks are not importance. So he often geds higse
mom for what he perceives to be frivolous arguments. These agreements often leaddimdi
asked to leave the house or he does so on his own. At times he would also hold multiple jobs
while still trying to stay in school. However, it became difficult for him to eehis life as

well as find ways to develop a positive relationship with his parents. Although Jamuirtyis
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dad didn’t have the level of disagreement that he had with his mom, Jimmyltstiiatehe
needed to get more support from his dad. In one of the interviews Jimmy talked moréiabout t

dilemma.

CL: Do you feel that you are encouraged to do well in school at home?

Jimmy: Yes, | do for the most part. | mean my mom and dad supports me and wants me to do
well, but | feel the pressure now because | am getting older that | novichdwevell in life so |

can take care of them.

CL: Why do you feel that pressure?

Jimmy: Well the pressure is there because | am pretty much taking caysef right now. |
buy my own clothes, and a lot of times | am feeding myself.

CL: Why is that the case?

Jimmy: Well (pause)...I just do things for myself...I mean my parents don’t havedhey,

and | am pretty much on my own. It's all up to me now. | mean my parents want the best but
they say it but the actions really are not there.

CL: So how do you think you handle all of this and also try to maintain your focus in school?
Jimmy: Its tough, that’s partly why | am not doing as well as | couldedn, | like school but |
don’t like the school that | attend as much. That has a lot to do with how | feel right now about
my grades.

CL: Why do you say that?

Jimmy: Well, because | am one of only few Black people in the school, egétdrdifferently.

CL: By who?

Jimmy: By the teachers, well some of them, they assume things about msebettay race,

and also | hear racial comments from classmates all the time...s@nétimakes me not as
interested and a little withdrawn from people at school, just don’'t want to be thernsesne

CL: So do you think you can do well in school?

Jimmy: Yes, | do, but | don't focus like | should. It's hard at times to stay fobhea Wwdon’t
sleep much.

CL: so why don’t you sleep much?

97



Jimmy: Well partly because | am working late hours and its sometimeggdrane to study.

In this interview, you can observe how Jimmy attempts to make sense of why he is
struggling in school. However, he doesn’'t seem to have any solutions to resolve the ligsue
also talked about the role that his racial identity has on his attitude toward schimoknD
(2002), Howard (2008), Noguera (2003) as well as other scholars write about the inthatnce
racism has on the academic engagement and success of African Americamrseeols. For
Jimmy, his schooling experience often modeled some of the issues that sciablaas Buncan
(2002) and Howard (2008) have discussed in their research on the K-12 experiences of African
American males. His relationship with his parents made him more independent; hdweever
didn’t take on the responsibility of being the financial provider because his pasated him
to. Instead he was more focused on himself and providing for himself, similarrtelDar
Jimmy wasn'’t interested in demonstrating the hyper masculine tragsgtiness that some of
the other men demonstrated. His lack of a strong male presence emdduniatee was often
guestioning whether he was man enough. “I sometimes wonder if | will ever benoagh”
(Interview, 1 December, 2009). Researchers like Sciara (1975), Staples (198%), Ta
Leashore, and Toliver (1988) discussed how some young men who lack strong fatlesrdig
male role models often feel emasculated because of their lack of aresdage. With that,
many of them lose confidence in themselves academically and socially.

The fact that he was dealing with both school and home issues made it difficult fiar him
balance his life. Therefore, at times he would seem to lose control of his lifexdmple, he
would be on an academic rollercoaster; one semester he had a 3.0 and the next higgades

below a 2.0. When asked about this change in his grades, he talked about how he stopped caring
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and just did the bare minimum. Jimmy, unlike the other participants that | have mentiome
displayed the apathetic dispositions toward school exhibited a true desire to ddemiac
success. He talked about doing well more than the other participants that | hava@denti
however, his home environment and schooling experiences impacted his dispositionheward t
school setting. One day he was all about his academic success and the next leeetedd.c
Jimmy suffered from a lack of support at home and a strong father figure ife hislis
occasionally volatile home setting developed a young man who lacked self-coafidéaoften
overcompensated for that with overly confident behavior, but he was open about his lack of
confidence. He perceived himself to be less of a man and at times less of a persiam’tH

trust many people and so, like some of the other young men, he pushed himself into an isolated
world where he could only depend on himself. Conversely enough, he did become more
independent and his priority was to provide for himself, which affected his level gjeangat

in the school setting. Additionally, the school experience described by Jinmrpeafsetuated

his lack of self-confidence and engagement in school.

Raymond Wilsonis an 18-year-old young man who has been a part of the mentoring
program since he was 16 years old. His home and school setting is unlike the other goumg m
the program, but there are some commonalities related to his disposition toward sehsoh H
senior in high school and lives with his mom and brother. His dad lives in Texas and has been
incarcerated most of his childhood. Raymond attended a suburban school where he was one of
only a few Black males at his school. His grades in school were averagaeandeofliscussed
his struggles about staying focused and dedicated to his schooling. He ofteredititessle
that his dad played in his focus in school:

Sometimes | miss my dad so much that | just don’t care. |try to act like it’'tloes
bother me but it does. | sometimes feel unwanted or uncared for and so | often
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wonder why care about school and doing well. | don't it just really bother me

sometimes when | think about other people and how they have fathers around and

| don’t (Interview 1,December 2009).
Unlike the other young men discussed in this chapter, Raymond was very vocal about his
fatherless presence. Raymond yearned for his father presence but it did natrmakeany
differently. Instead it was something he just talked about a lot and wished he had. nTihe me
his church played a significant role in providing some male guidance for him. dHalaksd
directly about how that influences his ability to focus in school.

During his elementary and middle school career he attended the local urbanh distri
When he entered high school his mother chose to put him in another school district because she
felt he had a better chance to achieve academically by attending thaffhaet school district.
Raymond discussed in a meeting how he felt that he really was not excited &balihgtthe
high school in the suburban district but felt that it could help him focus more in school:

| thought going to Jackson High School was going to be the key tocusing

like | should in school. | wasn’t as focus as | should have in mgittheol, so

new school, new friends, would bring a fresh start. Well that didn’t imppe

easily as | thought. Although | do feel the work and expectations kngher at

Johnson High school, I didn’t do the things | needed to do and fell rightif

the same track of doing the bare minimum to pass, and needmagmtivation

just to get up sometime to go to school (Interview 1, December 2010).
This excerpt shows that he thought the change of scenery would be good for him, but it didn’
help much with his motivation and focus in school. Raymond attended a school where he had
perceivably good teachers, high expectations, and lots of resources. So iteanahgi he did
not do well in school.

Raymond’s relationship with his mom is fairly positive. They had their typical

disagreements, and that may have led to him leaving the home to stay witkesdtata few

days but overall they have a pretty good mother/son relationship. He talked to hemam

100



things going on in his life, he often listened to her advice, she supported him firyazucdll
emotionally, and he talked about how much his mother means to him on a daily basis. In a group
conversation he stated, “I know | say this a lot, my mom gets on my nerves, but shéavell

She means a lot to me, she loves me and | know that because she wants the best fmmme. | c
also talk to her about some personal things (pause) well not all (laughingjilar3o Larry’s

mom, Raymond’s mom took care of things so that he would not have to take on the

responsibility of taking care of himself and his family. Unlike the otlbeing men, Raymond

had supportive male role models around him like his church pastor. For Raymond, church was
important to him and, along with the support of his mom, provided a secondary level of support
for him that the other young men in the study did not have.

So, Raymond attended a fairly good school and had a supportive mother, so why wasn’t
he able to do well in school? Even moreso, why did he often display disdain, lack of focus, and
motivation to do well in school? His GPA was closer to 2.0. So in a conversation that Raymond
and | had in an interview might begin the process of unpacking some of the questions behind his

lack of motivation and desire to do well in school.

CL: How do you feel about school?

Raymond: Its cool! (pause). | mean its tough at times, it is often timgsli¥fecult to focus,
but its cool with me.

CL: What do you mean it's difficult to focus at times?
Raymond: Sometimes | am motivated to do well and sometimes | am not. | meaimssniee
class work becomes a lot for me but I think | do a nice job holding on, but then | get discourage

sometimes when | am making the progress | want or | see others moving.at eas

CL: What do you mean moving at ease? Do you think you are not as capable as the other
students?

101



Raymond: umm...(pause)...no that's not it. | can do it, | just sometimes don’t want to, would
rather play, hang with friends, or talk on the phone or something.

CL: Okay, how do you think teachers view you in school?

Raymond: Well...(pause). I think they view me as a nice and respectful guy wihnwasking
to his potential.

CL: So why don’t you think you do well or are as motivated as you need to be?

Raymond: That's a good question. | really don’t think | can tell you. | mean, | kn@rk

hard when | want to and like at the beginning of the semester | am motivated to,dmutvell

don’t keep that same drive or determination to do well. | lose the focus and getetistria

mean | almost look for distractions.

CL: Why do you see yourself looking for distractions?

Raymond: Because | want to find a way out. | don’t want to study even though | know my mom
and some of my teachers expect that from me, | mean | know y’all want me tol dio sedlool.

| mean, sometimes | wonder if school is for me (pause) | think it is though, | &mewhing, |

am graduating.

In this interaction, Raymond tried to make sense of his struggle with me. Like many
typical teenagers he wants to do better but sometimes allows distractidkes ligstBocus away
from schoolwork. His lack of motivation and ability to be easily distracted almestmied him
from participating in his graduation ceremony. Toward the end of his senioreyeasttold
that he did not pass one of his required classes. He was extremely devydaitedrd wasn't
sure how he was going to tell his mother. His mother had already planned and scheduled his
graduation party and was sending out invitations to his graduation. He decided tohtak wit
administrator in the school and was told that he could participate in the graduetioiocg but
had to make the failed class in summer school. This decision was met with lesgatisand
he now felt comfortable talking with his mom, knowing that he could participate in the

graduation ceremony. If was difficult to identify reasons why Raymond did not ddmah

interview, Raymond and | discussed this incident.
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CL: So, how do you feel about not receiving your high school diploma during graduation?
Raymond: Well | was a little disappointed in myself. It just didn’t feel ragliirst being there
knowing that | am really not getting my diploma. | think that’s when everythinge. | really

felt bad but realized at that point it was nothing | could do.

Me: So what can you do now?

Raymond: Well | can just look to the future and begin to work hard towards makingpsis® |

the class this summer. | mean that’s not an option for me right now. | have to pase).(pa
what does is look like for me to be going to back to high school. Oh no, that will not happen, if |
ain't never been serious | don’t have a choice now...I must pass this class.

Me: You seem to have a greater deal of desire to do well now.

Raymond: Oh yeah, | do. Its too bad | have it now and didn’t have it then...but hey like | said
what can you do.

It took the embarrassment of not receiving his diploma to motivate him to tryrharde
Raymond struggled throughout his senior year to stay focused in school. He received the
encouragement from home and also received the support from school that the other young me
did not. However, for Raymond this was not enough, and he learned the difficult way—egoing t
summer school. Raymond did not have the financial burden or the need to act tough like the
other young men in the program but he still suffered from a lack of academgeemaya that
almost cost him his diploma. Raymond discussed how he wished he had a father to be there fo
him and to push him to do well because he was tired of hearing his mother preach to him about
his grades. “Sometimes it would be nice to have a man fuss at you sometimdsed @gé my
mom yelling...l mean at least a man won't yell all the time” (Intawie December, 2009).

Here Raymond expressed his annoyance with his mother yelling all theltins as if he is

tuning his mother out and instead wishing he had a father there who could balanc®things

him. For Raymond the absence of his father played a huge role in his behavior toward school.
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He had turned a deaf ear to his mom and she was no longer effective at motivatimgldim t
well in school. Scholars (David, 2005, Ferguson, 2000; Polite & Davis, 1999) discuss the
influence that the lack of a father presence in the home can have on a child’siacadem
engagement. Raymond had a relatively strong support system but he stillof@idgutalize on

it and one could only speculate the role his father could have played in that.

Summary

In this chapter | have discussed how the home environment and school experiences
influence and shape a young man’s orientation toward school, their engagensaobinand
how they perceive their role as young men. These two settings—home and schoate-that
positioned in the micro-level system of the high school students’ ecology impackesteadent
differently. Some of the students felt the need to focus more on being there foarthkast
thus neglecting their academics, while others attempted to balance school andfprdhieie
families. Meanwhile, some of the students were so affected by this thahtbss/to do
neither—they didn’t focus on school nor did they attempt to assist their famihciatiy. All
of the males in the study either had no father figure in their household, or lackexigafather
figure presence. Moreover, none of the young men lived with or had consistent, positive
relationships with their biological fathers. Instead, their mothers wessotbgroviders of each
household. In a previous chapter, | discussed the issues that so many AfricaraAuedic
Latino males are facing: lack of father figures and mothers as thersaliders (Noguera 2003).
The participants in this study mirrored the lives of so many other malesootticat scholars

(Brofenbrenner 1967; Garibaldi, 2007; Kearns, Ford, and Linney, 2005; Klopfenstein, 2004;
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Kunjufu, 1998; Martin, 2000; Noguera 2003) have discussed and brought to the forefront of
conversations on education in this country.

The participants chose to deal with the lack of a father figure differe8tiyne of them
assumed they had to take on the role of the man of the house to fulfill the void that an absent
father did. Juan, Alonzo, Quincy, Ben, and Deon felt they needed to be the providers and the
protectors. They took on the role of the man and created an image of what thesy rfedint
should do. They developed the tough mentality that often characterizes Africaicameand
Latino males’ attempts to demonstrate their manhood, which in turn, makes them hyper
masculine (Ferguson, 2001; Kafele, 2009; Kunjufu, 2003; Sewell, 1997). This toughness often
leads them to focus more on their image and self-perceptions, rather than on the coaeseduenc
their actions. For these young men the hyper masculinity characterizatiwmdghem to
attempt to over-compensate for what they lacked—fathers. The need to shaugasess will
be further explored in a later chapter. While on the contrary, there wereysanmgemen like
Darnell, Jimmy, and Jason who responded to their home setting in a different manner. They
became more independent and less trusting of others. They didn't feel they couydddplist
and so they were more interested in doing things for themselves. Larry witindnewsocial
relationships because of the hurt he felt from the lack of a relationship with his dad.

Family financials impacted and influenced the students’ commitment talibels
setting. Like many children who grow up in poor environments, survival and economlitystabi
(Anyon, 2005; Lareau 2003), take precedence over school performance. It's a neddrfor ins
gratification that school can't offer that pushes students like Juan, Alonzo, and Quaygy
from school, and their primary focus becomes survival. Furthermore, the school setting

contributes to their self-perceptions and orientation toward academics. efisaaolier, some of
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the young men didn’t have positive experiences in school. They often felt disconnaatedr(D
2001; Howard 2008) or marginalized from school. Some of them blamed their temuthers
other school personnel for why they felt disconnected or lacked interest in school ofSbheme
students like Juan, Alonzo, and Jason felt that taking care of their familiesoragmportant to
them then sitting in the classroom hoping that being in school will help them in the flihe®
future was today and tomorrow wasn’t something they could worry about.

It's important to note the difference in how the school and home environments influenced
them in different capacities. There were similarities in their commegnfamily structures
(single-parent homes), socio-economic status, and educational settingse Baing men
described, interpreted, and reacted differently to their similarlyteduEnvironments.

Most of the young men felt that their race didn’t play a factor into theirexmes at
school. They often discussed how their success was up to them and that race was not a major
factor in how they perceived themselves or in how they engaged in school. Mosaitiport
the home and school settings had the most influence on how they perceived themselves and to
what degree they engaged in school. In the next chapter | will discuss a megy tedt
IMPACT mentoring program, that became situated in the young men’s ealsgstem

influenced their academic engagement.
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Chapter 6
Academic Engagement
| know my freshman year | know | only went to school like 50% of the time. 1 just didié g
school all the time. My sophomore year of school, | went to school almost every dhy, but
didn’t care much about going to class on time and honestly | did a lot of skipping. |didrely
my work in school too. | would do just enough to pass the class. Well now | go to class all the
time. I'm barely tardy. I'm never absent unless | got a doctor’s appeiritan something, but
other than that | am not. | am just more focused on my academics and makingmnsutering
in assignments like | should. | just feel better about things now.
-Darnell
In the statement above, Darnell discussed his lack of engagement durimsgt lesuiple
of years in high school. Darnell has been in the mentoring program since his garicayd as a
senior when he discusses school, he talks about how things began to improve for him since his
involvement in the IMPACT program. In this chapter | provide an in-depth look into hoes thes

males’ involvement in the IMPACT mentoring program influenced their acadamg@gement

in school.

Academic Engagement Defined

A student’s level of engagement in school is often a major determinant in how
academically successful he or she will be. Some of the high school malesstiated very
similar levels of academic engagement, while others demonstrated tdfeltgrdilevels. Jones
(2009) defines academic engagement as the extent to which learners aa¢echaind
committed to learning, have a sense of belonging and accomplishment, and haoreshaesti
with adults, peers, and parents that support learning. | will use this definiticiisaass the
academic engagement of these young men. It is also important to notatieahiac

engagement is often measured using multiple tools like student surveys, standastizeorés,
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grades, etc. For the purposes of this study, | usdrdatahe interviews, observations made in
the program, students’ attendance rates, and their grades to discuss theirdeadéafic
engagement.

In this chapter | discuss the influence of another setting that recently dgeanof the
students’ ecology—the IMPACT mentoring program. | explore how the high schoattstude
involvement in this program re-shaped their thoughts about their level of engagetheandi

interaction in, school.

The IMPACT Program: A Setting in the Child’s Ecology

For the high school males in this study, the IMPACT mentoring program reprasents
micro-level setting in their ecology. As previously stated, the IMPA@Rtoring program, like
the home and school settings, has its own ecological structure capable of inflireveitinge
high school students interact with and make sense of the other settings in tlogly.etgith
that, | present findings that suggest the IMPACT mentoring program hadwenc# on the
high school students’ increased academic engagement, and influenced theinalispasd their
interactions with school. The IMPACT program also provided support acadenaindlly
socially that many did not receive in their home setting. In this chapter thedollowing three
claims to describe and analyze the experiences of the high school males antbeny
program, and how those experiences influenced their academic engagement in school:

1. Claim 1: The academic expectations and academic-oriented activitiestisdoy the
mentoring program staff gave the high school students the support needed to develop an
increased desire to do well in school.

2. Claim 2: The high school students’ roles as mentors to the elementary-agedsstudent

helped them make sense of their own schooling experience; subsequently, increasing
their academic engagement.
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3. Claim 3: The development of positive male relationships with other high school mentors
and program staff helped to create an environment for the young men that gaveethem t
support and encouragement they may have not received in other settings (school and
home).

Claim 1: The academic expectations and academic-oriented activities $erth by the
mentoring program staff gave the high school students the support neatlieo develop an
increased desire to do well in school.

The mentoring program staff was very deliberate in its efforts to not anygse
academic expectations, but to also provide activities that promoted, encouraged, anddupport
the development of an increased desire to do well in school for the young men in thenprogra
These activities included: weekly Thursday training sessions, group dstajssetting weekly
individual goals with the students, requiring weekly progress reports, and meghrsghool
personnel (teachers, principals, counselors) as needed. All of the afocsr@étctivities
occurred at the exosystem level of the IMPACT Mentoring program. Thatiastiare part of
the concrete social structures, both formal and informal, that influence and essdh®pa
immediate settings (school and home environment) containing the person.s Bigune: 9
illustrate ecology of the IMPACT program and the activities that gaateof the exosystem
level.

Most of the high school males were intentionally recommended to the prograceby |
school district personnel because of the program’s potential academicentfd students.

At the beginning of the high school students’ entry into the program, the acac@edtations
were made clear to them. Although the students were not performing welh@cally in
school, they knew from the start that the program expectation was that théyetalezessary
steps to make improvements in their grades. The IMPACT program’s acaglgrectations

are:
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o High school students must receive a 3.0 the following quarter after thethstar
program.
o High school students are expected to attend school daily, including:
= Attend all classes
= Be ontime to all classes

o High school students cannot get suspended from school.

The program staff and the high school students agreed that a 3.0 grade point average (g.p.a
would be the goal for every student in the program. For many of them this wastttieaérs

they ever talked about getting a 3.0 g.p.a. “Man, I don’t know. This is going to be tough, but |
am going to try. | never even thought about getting a 3.0. | was just tryingstqjhaen,
September 2009).

Juan’s comments are representative of many of the young men in the prograenofSom
them never considered trying to achieve a 3.0 g.p.a, while others never felbtiieyo it. The
idea that they could get these kinds of grades seemed far-fetched. “Wheaw this will be
tough, | mean real tough. | will definitely have to work harder than | ewer inaschool”

(Larry, September, 2009). Years of low expectations, either self-inflictsldaped by their

home and school environments, prevented some of the males from trying to achieve more in
school. Patterson (2006) and Williams (2007) explicate the notion that sometimes yeibp de
a “culture of failure” due to environmental influences in their community thahafisplay a
disdain for hard work and doing well in school. Most of the high school males had a very

pessimistic view of school achievement; something they (or I) noted surroundedttheme

and in school. The program staffias very aware of this culture of failure and set out to create
an environment that worked to reduce and eliminate this way of thinking. It is one thing to

expect students to improve their academic achievement in school and another thing to put
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structures in place to help facilitate this process. These structures prévdpddance and
support many of the students did not have at home or school to help reach this goal.

Another program expectation was for the students to attend school daily. A lot of the
high school students had not developed a habit of attending school and class regularly. Most of
them would show up to school, but very seldom did they attend every class. The program staff
believed that it was important for them to get into the habit of going to clasang@d a
prerequisite to doing better in school. The program staff, with the assistancalafdhool
district personnel, provided bi-weekly attendance records for all the stul¢inésprogram.

The only acceptable and excusable absences were due to illness, a doctantsnampoor
family emergencies.

Finally, the program staff expected the students to refrain from gstisgended from
school. If they were suspended from school for any reason, they were not allowentiwapart
in the program until they returned to school from their suspension. Similarly, if Swaers
absent from school, they were not expected to participate in the program foryth&irdaof the
many factors that led to students dropping out of school was the attendance ratechResea
suggests that the more time students spend out of school for various reasons such asnsspensi
tardiness, or absenteeism, the more likely they are to be disengaged and remsgkdse
completely from school. Griffin (2002) and Taylor (2002) argue that predictors such a
attendance, suspension rates, and poor grades often lead to student disengagement, and
eventually, dropping out. Taylor (2002) argues that the process many minoritytstude
experience before they completely drop out is academic disidentification. dfl&mg high

school students that were in the IMPACT program had either already disetefroin school
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or were very close to doing so. The program staff was aware of this and wargesams
clear goals that could possibly stop this process. Juan stated the following:
| had to really think about whether | wanted to be in this prodracause there

was some strict stuff going on. | mean we couldn’t skip, get suspende
nothing. Those were [was] my problems in school and so | knew igoiag to

take a lot for me to change those ways.... | was thinking about dropping out
before | started this program... but | am going to try (Group Wision,
September 2009).

Juan’s remarks were an indicator of how many of the students felt in the programrogiznm
expectations appeared to have re-directed some of their thinking about school. Swme of t
seemed motivated to put forth a level of effort that they had not before. The psigfadid

not expect to see drastic changes in their grades without an increasedadesint to do well,
and students’ willingness to participate in this program gave them some enooemage put
forth some effort they hadn’t before. Darnell stated, “I like this program et to stay
involved with it, so | am going to do what | need to do to meet the expectations” (Group
Discussion, September, 2009). Eight of the students reported they were neeegeldtiefore
to do well in school, so in a competitive sense many of them wanted to challengel¥iesms
For years, scholars (Delpit,1988; Ladson-Billings, 1998; and Noguera, 1996) have disbasse
influence high academic expectations can have for students, in particulaethenafginalized
poor and minority students. The program’s first step was to get the high schontstode
believe they could do well in school. All of the students, except Ben, had pretty poes grad
entering the program, so it was clear to the program staff and studeradahat work needed

to be done to meet the expectations set forth by the program staff.
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The Partnership Meetings
The meetings that occurred between the mentoring program staff and the sdhobl dis
personnel were an important aspect of the exosystem and mesosytem lde|sroftam’s
ecological structure. At the beginning of the school year the mentoringapragaff, local
school deputy superintendent, the student services specialist, the principnagsincipal,
counselor(s), and public safety officer(s) met with the high school studdMBACT who
attended that particular school to discuss ways everyone could work togethpraeeiithe
schooling experiences of the young men in the program. The meetings serfodid\heg
purposes:
a. To inform the schools about the program and which of their students were involved.
b. To collaborate on ways to communicate between the schools and program about
academic and socially-oriented progress in school.
c. To build a sense of unity/community and a support system between the program and
school staff for the high school students.
The meetings were scheduled by the student services specialist, and plat@o&ver a two
week period at the four high schools the students attended. Jimmy and Raymond, because they
were enrolled in surrounding school districts, did not participate in the meéfirggheld the
meetings before the school day began so that parents and students could attendhtie meet
Each student was asked to bring any questions they had and to bring their acadé&iar ¢he
school year to share with the school personnel. In a group discussion with the high school

students, they reflected on those meetings:
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Juan: The meetings we had at the beginning of the year were pretty halphd because when
| got in trouble in school they didn’t suspend me. Instead they call Mr. Jones or Mr. Smit

Larry: That was the same thing for me. | felt like they showed a littteritesm (pause), well
not really. | mean it was nice to have them know about the program.

Alonzo: Well the principal told me that | was going to get suspended if he & | was a
part of the program. | was happy for that.

Deon: The meeting was cool because it seemed like they took us serious.
College mentor: Who is ‘they’?

Deon: | mean ‘they’ like the teacher and the principal. It was like we ave respect.

This conversation is representative of what all the males said when they elisthess
influence that the meetings had on their school experiences. A few times throughyaatrthe
the school principals called program staff to talk about students they were habtegns with.
In the eyes of some school personnel, the program staff seemed to persaniy tigarent.
For example, at one point, Jose was getting into altercations with other stadsaitsal over a
period of two months. Instead of just simply sending Jose home, the school decided to set up a
meeting between all the parties involved in the altercation, along with thexssaueice
specialist, the parents, and the principal. This was done because Jose was hgprogfam,
and they wanted to work with him instead of keeping him out of school.

The partnership meetings helped the students gain slightly more trust in gefsmrinel
that they hadn’t had before. It also gave them a dash of hope that they could dosatatial.
The fact that they were able to attend a meeting with school personnel to fintbwiagise their
schooling experiences better demonstrated to the high school students that lpesthaayghool
had an interest in their success. For example, Deon said in a group discussion:

It was nice to be in that meeting with the principal and other pefopim the
school. When | usually meet with that many people from the scdf®bkicause |
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am in trouble about to get suspended or something... So it was nice forbae

there and see that they want to help. It makes me want to éeshyow. They

know | am in this program and what the program expects so now | haweeny

part (October 2009).
Deon’s excerpt shows the impact that the partnership meetings, even thoughugtwae jtime,
had on the students. To be in a meeting with school personnel for something positive was new
for many of them, and gave many of the high school males some motivation to do bettee For t
first time, many of them saw a group of people working together to help themdaessiut in
school. “After that meeting | know | have to do better, the school knows | am a gasgt of t
program now” (Alonzo, Group Discussion, October, 2009). Like Deon, Alonzo felt the meeting
put more of the responsibility on him to do well. The young men were now going to be held
accountable by the program staff and the school. Goddard (2003) contends that relational
networks, norms, and trust can facilitate a level of support or social capitebthatpropel
students to doing well in school. The young men were able to establish a positivdioconnec
with school personnel and the school district central administrative staffidyatad not had
before. The high school students then felt they had everyone expecting much mahefmom
and so they felt motivated to get engaged in their academics. The mee&agk athool
proved to be a valuable activity that the IMPACT program initiated that helpedafdhmee

young men take a step towards alleviating the culture of failure digpwsitiat so many of them

wallowed in.

Thursday Training Sessions
As figures 8 and 9 illustrate, the ecological structure of the IMPACT proghawed for
various opportunities and activities to occur that could help with increasing studmssivac

engagement in school. At the exosystem level of the program, formal strucémegguvinto
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place to help facilitate the increased academic engagement and subsegdemi@
achievement of the males in school. The structure(s) that | also call estodturred mostly
during the weekly Thursday training sessions of the program.

The Thursday training sessions were a very important component of the IMPACT
program. The high school students, college mentors, program manager, and dinectdr we
part of these sessions, with the college mentors and program manager leading most of the
activities. The three hour sessions included study hall, mentor group meetingss(ihat
included one-on-one meetings with college mentors), and mentor/tutor trainimmsesswell
as group discussions around specific topics pertaining to students’ personal andopiafessi
growth. The amount of time that was spent on the activities listed above varied depenitieg
nature of the topic or needs to focus on particular topics. In the next section | desclusd
these activities and how the high school males describe and understand their eegerieach

of these activities.

Study Hall

For the entire academic school year the high school students had to participadg in st
hall on Thursdays. The rationale for this was to demonstrate the importance ofgtmtyialso
to provide academic assistance from the college mentors. Each high schodllstde bring
in either their homework or something that they could work on that would help them
academically. So in the cases when the high school students said that they dig not ha
homework (which often happened), they were supposed to use the time to study cdeespts/i
that they might be struggling with or could use assistance with. At the beginningpfriaa

high school students struggled to remember the expectations set forth. They walditom

116



the typical excuses: “I didn’t have any homework” or “I forgot to bring somethiiibis was a
typical and well-established behavior, as they had become accustomed to not ddingonkuc

outside of school. In an interview, Jason talked extensively about this:

CL: How would you describe your study habits?

Jason: What study habits? | don't think | study much at all. | go to class and dorkniynw
class and that’s about it for me.

CL: So you don’t study?
Jason: Not really, never really had to. | did my work in class and turned it in.

CL: I understand turning your work in during class but did you ever have to studgt&st te
Exams?

Jason: Well, we had tests and exams but | never studied for them. | mean we wewldvet
was on the test during class with the teacher but that was about it. (pause).ctvadlyl aever
really thought about studying outside of school. This question is making me think about that. Is
it a bad thing that | never study?
Jason did not really feel he needed to study. He was passing his classes andsssdlin the
last chapter, allowed to do very little in class, so he never felt he needadyto kiterestingly,
only during this interview and at this point in his academic career, did Jason akkmwhets a
bad thing that he never really thought about studying, indicating that this halmewers
something he discussed with anyone as a valuable and necessary acadeniesskils
comments are indicative of the thoughts that some of the other high school studeris felt. F
example, Juan said:

It's hard to sit down and study something. | mean it's somethhraye barely

done in my life obviously by the look of my grades (laughing), bstjitst hard

for me to do.... | am trying to get better at it. It's hard foe to focus
(November, 2009).
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For Juan, and the other students, The IMPACT program asked them to do something that was
difficult for them, because it was a behavior they had never engaged in.

The program stafiad to persuade the students that there were benefits to studying, and
the college mentors demonstrated this behavior by bringing their own workudsohstll. This
deliberate design showed the students that studying is important at exiof lechooling, and
helped motivate students. After weeks of enforcing the importance of study hdlkaaxd of
studying and learning content, the high school students began to buy into and accepthhe fa
studying could benefit them. For example, Alonzo said:

It was kind of cool to see the college mentors working on their havdek. |

mean | want to get to college at some point, so | see thatirsguidysomething |

have to do....but at first it was hard for me to study...l coulday $ocused on

my work. | just kept trying to get better at it, and | thinkm aow (Alonzo,

October, 2009).

Alonzo acknowledged that studying was a habit he needed to become comfoittald@avas a
struggle worth working through. Some of the high school students were able to pick up on the
importance of studying because some of them had engaged in this activity in thehoase or
school. Darnell and Jimmy did not struggle much to get focused during study hall. Jatimy h

to study a lot at his school and knew that in order to do well he needed to study more.yHe reall
appreciated the fact that the program gave him time to study, sayingylliieathe fact that we

get to study. It's something that | appreciate and actually wish we cand spore time on
Thursdays doing” (October, 2009). Darnell stated:

| know in order to get my grades up that | have to study more sdtreething |

have tried before, but not hard enough. Now | am ready to put foréffareto

study harder.... The support y’all give us makes it easier to do (October, 2009).

Darnell appreciated the support to develop good study habits he received from the college

mentors and his peers. A lot of the young men were initially resistant to thef istey hall,
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but quickly warmed up to the idea once they saw value in it for themselves. Some of them began
to see this value once they started to study for tests and quizzes and theipgrtmse tests

and quizzes improved. “l appreciated the study hall now. | thank Mr. Wallace fardhelpi

study for my algebra test. | got a good grade on the test for the firstltipeenaster. I'm

studying every week now (laughing)” (Deon October 2009). The high school makes we
beginning to change their attitudes toward academic success and begamto thg/fact that
participating in study hall could help them become more successful. They wing $tafight
against the “culture of failure” that scholars like Patterson (2006) and Wl({a@07) discussed,

as these young men started to believe that they could be successful. The cattudg loéll is

one that gives young men the support they need to gain the academic confideliyenedded

to perform well in school. Harper, Terry, and Twiggs (2009) contend that supportive academi
environments that promote high academic expectations and social support can help to develop
academic confidence. The study hall provided the expectations and support thengaung
needed to help them think more positively about their academic ability in school.

As months went by, all of the students seemed to value the time they spent studying
the program. During a discussion about restructuring the Thursday sessions, gh $&hbol
students overwhelmingly voted to keep the hour of study hall time untouched. Even though
some of them still struggled to stay focused the entire time and would forgeatgsbmething
to study, they were all beginning to believe in the idea of studying, a sagrtikccomplishment
in itself. The results of this vote showed a change in their thoughts about the impoftance
studying, since the young men’s vote to keep study hall illustrated theirsaedrdasire to do
well in school. The young men believed in what the study hall provided for them—support and

confidence—to make the necessary effort to increase their engagement in salnphabt
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gave them a boost of efficacy that they could study, and that was verifiedibintreased
academic performance. Although many of them may not have received this kind ot stippor
school and at home, they had the support of the program staff and the IMPACT’s program
structure to assist them academically.

There were two aspects of study hall that increased the high school studetgsiiaca
engagement: the males got to study with the college mentors and they weldealsaeceive
help with their work. To see the older males of color (the college students) gtpdgued to be
motivational to the high school males as well. Hall (2006) and Gordon and Boyd (2009)
expound on the idea that providing a space for boys that is geared towards uplifaagmal
color can prove to be valuable to them academically and socially in school. Théatudy
component of the IMPACT program provided the space for the young men that difeered f
their experiences in school, in particular, that they were in an environmentavbatare of
support and motivation helped facilitate a positive environment and associated atibivelels
studying (Hall, 2006). The high school students were being mentored, guided, and provided a
model of how to study and the value of studying. Gordon and Boyd (2009) broadly advocate for

programs similar to IMPACT to be done with struggling African Americalesna

The One-on-One Meetings

The one-on-one meetings were conducted on a weekly basis, either with thenprogra
manager or a college mentor. During these meetings, the program staff naenloktalk to
the high school male about things going on in their personal lives, such as how thiags ar
home with parents and siblings, and any personal, academic, or social issueglidégm

dealing with in school. The home and schooling questions were important becausgrtrm pro
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staff was interested in what was happening in the students’ lives and support thegh those
things. The program attempted to supplement and compliment the activities as preilide
support in areas where students may or may not be receiving it. In a small gaugsidin with
some of the participants, they discussed the value they felt the one-on-one presiohed for

them:

College Mentor: So how do you all feel about the individual meetings that you havethatheei
college mentor or the program manager?

Deon: | like it too because | can kick it (hang out) with my college mentor and weddatinat
as much as | would like.

Larry: | like it too, but I like it because | like talking about my goals thegdd to set and how to
go about getting them done. | think the meeting really helps keep me focused.

Jimmy: Well it depends on who it is and if | feel like talking (pause). | thiskntportant for
me though because it’'s like someone checking up on me.

Raymond: It gives me time to sit with my mentor and talk to them about anytmegn that's
the point of the program for me is to take advantage of the support and resouvees | ha
The program staff often asked for feedback on certain activities to gaudgeewidPACT
should continue them or not. For the high school students, it appeared the meetings provided
them with some value. The high school males determined the value or purpose of thoggs meetin
since each had their own needs, which varied depending on experiences relevamhat the t

The high school students felt that they had someone on a weekly basis to talk to about
any issues they were having at school. The opportunity to build on their existiranstigts
with the college mentors added value to the meetings, as they didn’t exhibit tlad pyoier
dynamic of a meeting with school personnel. Instead, it was a meeting the¢wa

comfortable for the high school students, because they felt the program staiffedye cared for
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them and wanted to help them do better in school. As Joe and Davis (2009) suggest, they were
the kind of conversations that a parent or family member would have with them—supportive and
strict—and could occur at dinner or at anytime at home. Scholars (Hall, 2006 and Woodland,
Matrtin, Hill, and Worrell, 2009) assert that school-based mentoring programechatdn the
individual and implement opportunities for the student to talk with mentors in a one-on-one
setting could prove helpful in their academic success in school, by giving theppibrtunity to

ask questions and problem solve as needed, something rare for academicalingtstggdgnts

(Hall 2006). Harper, Terry, and Twiggs (2009) advocate for these kinds of coromsdati

occur in more structured counseling sessions rather than unstructured one-oretomgsmath

college mentors like the IMPACT program’s. However, | would argue that abhheseglid not

call the one-on-one meetings structured meetings, there were struétumedts to them.

Though there may be benefit to counseling sessions, it was impossible for IMBA@Nide

them because the program does not currently have licensed counselors.

Progress Reports
The progress reports were a method used to hold the high school males accountable on a
weekly basis for their performance in school. Since most of them did not have parents who
regularly checked up on their progress, the program staff felt it wastaemptw do so. During
the weekly one-on-one meeting, the high school students were also responsiblerfiorgretur
their weekly progress reports and talking about their issues/concernsggsdceschool for that
week with a college mentor. If the high school student had any issues, the catgge m
discussed ways to resolve the problem. If the high school student had academic ptbhblems

plan would be implemented that might require the college mentor to visit the high scideol st
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at school. College mentors also arranged for meeting outside of the progtaaon togh school
students after the program’s hours. All of these were informal actinit¢®ctcurred at the
discretion of the high school and college mentor.

The students thought the progress reports were tedious at times, but they knew it was
something that they were expected to do. “l used to hate doing the progress reportasut not
much anymore because my grades are getting better. You don’t want toikgemmlyad
grades or a bad report every week. You start to feel bad for yourself” (Deormbiery@009).
Deon’s account of his experience with the progress reports highlighted hisnghpagieption
about negative reports. It was as if he started to feel ashamed of his effodohastd was
unhappy to bring negative weekly reports. This accountability started to irdlhemche felt
about himself, and he became motivated to do better academically because he did nselike the
negative feelings

This activity was one of the few things done in the program that held the high school
students accountable for their actions. The fact that they had to comevee&rwith a progress
report and talk with someone about their actions and decisions put them in positions to defend
those actions and to think carefully about what they did. For many of them, it wastthimé
they were consistently held accountable for their actions in schools. “Tumrtingse progress
reports and sitting down talking about them to someone else was not something | was lused to.
never went to parent/teacher conferences in high school so this was like that \mghmatents”
(Larry, February 2010). The high school students were not only being held accoumtétde f
actions with the progress reports, but they were also given the opportunity to wodewiie

who wanted to see them make the necessary progress and assisted them to do just that
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As | discussed earlier, the fact that the young men were held accountabileilf actions
in school was something foreign to them. Hall (2006), Holt, et. al (2008), and Noguera (2003),
among other scholars, insist that holding students accountable is valuable in préeanihoy t
life beyond school. Hall (2006) further explicates that mentors in school-basedingentor
programs should hold their mentees accountable for making progress towardstgoals by
the program. Although some of the students’ progress reports did not immediately sivbiv gr
in their academic achievement, the students were learning that theyoiegeagbe held
accountable for their actions and behaviors in school on a weekly basis. The peqgpdss
and the one-on-one meetings were activities that the IMPACT programouseld the young
men accountable, and also encourage and support their increased academic engagement i
school.

Group Discussions

During the Thursday sessions, the program staff took time to have whole group
discussions with the high school students about various topics. Some of the discussions dealt
with academic issues, others with their role as mentors, and still othlensessonal
development like what it means to be a man, what does love mean, etc. In the nextlckiipter,
examine some of those discussions on personal development.

During one of the Thursday meetings, a conversation took place about students’
academic goals for the school year. At the time, many were not perfpweil academically.
The recently released semester grades showed that 8 out of the 10 p#stlzayiedone poorly.

A conversation ensued about their academics and whether they accomplishetktbetdodh
at the beginning of the semester. | led the discussion on this topic, and it wag timedfins a

while that | had taken the lead on any conversation in the program. The conversatioadoc
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because the high school students appeared to have been losing their focus in school. géhe colle
mentors, program manager, and | met to discuss the academic progress afceathrsthe
program.

At the conclusion of this meeting we decided that many of the students had not met the
goals they set forth at the beginning of the academic school year. Sincaghtewnidway
point of the year, we felt it was time to have a conversation with the studentshaout
academic progress. We began by asking the students to answer the followiropsiuééat
goals did you have at the beginning of the school year?; What are your gdal®, What do
you want to do after high school?

A lot of the goals that they shared ranged from things they could do better at hatme or
school. Many of them were very eager to share their goals with each othke gmdgram staff.

The following is an excerpt from that conversation:

CL: Okay, so who else wants to share their goals.

Jimmy: | want to get a 3.0 GPA and get on the right track. My life goal wastdeslging my
mom around the house more, like taking out the trash.

CL: Did you accomplish those goals?

Jimmy: No.

CL: Okay, next person who wants to share....

Quincy: My goal was to pass all of my classes.

CL: Did you do that?

Quincy: No.

CL: So what do you all think you need to do to do better next semester?

Raymond: Think ahead.
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Jimmy: Have some ambition and desire to get it done.

CL: Ok, so it appears to me that y’all know what you need, but it seems like it's arprofith
the execution of the plan.

Raymond: Yes, at times | get distracted and fall off of my goals.

CL: So what are you going to do differently? What steps can you take to get yentalos
accomplishing your goals?

Jimmy: | was just thinking about that today. | am going to start gettirgudigr than | used to

and get to school in enough time to meet with my teacher for the class thatrugghrsy with.

Want to eat breakfast, work out, and get to my Spanish teacher, and | actually tiddiatnd

it made my day go faster and made me feel like | accomplished something toda

Alonzo: | studied today and went to all my teachers and asked if | had missing a&sggnm
Raymond: Get my grades up for government and get there early enough to get it done

Ben: So if you came to our schools and didn’t let us know that you were coming you would
notice us getting distracted easily, playing around sometimes, which theetwis gway from

our work and then we end up in the situation some of us are in now. Then once we start heading
down the hill, then it's hard to stop.

Juan: | would like to stay on top of things and staying ahead and begin to talk with teaateers
about my work.

CL: Okay interesting points, next person.

Quincy: Turn in my homework all next week on time. | haven’t been doing that at allwllkno
need to do that.

Larry: | need to stay focused in class, turn in a weekly progress reparasdéep up with my
progress.

This discussion took place for about thirty minutes, and it demonstrated how these
students understood the importance of keeping goals, and their struggle to thecaote®ns
needed to accomplish their goals. Throughout this exchange of dialogue, there vwere som
participants who seemed more engaged in the conversation. For example, Deerywas v

disconnected from the conversation for unknown reasons, while Juan appeared moredintereste
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in distracting others than paying attention. | mention this because it seamghat some of

the students appeared disengaged in a discussion about their academic engageonig, m
some of the attitudes the high school students displayed in school. But the high school males
were also illustrating an attitude shift, as they began to understand theainggoof setting

goals and completing them. Some of the students had never set any personal ocarsdemi
while others admitted their lack of follow-through and were beginning to hold thesasel
accountable. IMPACT’s expectations were beginning to affect studetitisdias as they began

to expect a lot more of themselves. The high school males were beginning torgunesti
negative behaviors in which they were involved, actions they previously ignored or condoned
because they were never forced to analyze the impact of their actionsr@t#ueimic and
personal growth.

The uniqueness of this program activity was that it held the high school students
accountable for their actions to the entire group. The group discussions about themadvork a
progress in school seemed to motivate them to want to do better in school, just so they didn’t
seem like a hypocrite in front of their peers. While some reported feelingdatedi by this
activity, it forced them to think carefully about what they were doing and whitignemere
maintaining their goals. “It was embarrassing talking about yous goa what you didn’t do
with the whole group. | almost wanted to make up a story so that | would look like I did what
said | would. But | know the college mentors or Mr. Wilson or Mr. Lewis would have double-
checked” (Jason, January 2010). These group discussions helped them to see how others were
making similar mistakes and how they could possibly avoid those mistakes, whilg thiem
the time and space to discuss how to increase academic and personal success inathool. H

(2006) suggests that providing the space for the young men to talk with each other alecait som
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their issues could prove valuable in motivating them to do well in school. This appeared to have

been the case for the high school students in the IMPACT mentoring program.as well

Claim 2: The high school students’ role as mentors to the elementaaged students helped
them to make sense of their schooling experience; subsequently, iasing their academic

engagement.

While the high school students were mentored by the college mentors and program
directors, they were also mentors to the elementary-aged students. As pyevienisbned, the
high school mentor’s role in the program was to be mentor and tutor the preK-3rd graaé bo
color. This is an interesting concept because one could question how effective imacgmgh
school students could be in mentoring and tutoring anyone that young. Furthermore,idine mig
wonder whether high school students would receive any benefit from working witiBpileK
grade students.

Their work with preK-3rd graders (exosystem) and the interactionsribate (meso-
system) was also very important in the high school males’ increased desireat do w
academically in school. As they worked, they would often see themselves iekh8rgrgrade
students. They would notice their academic struggles or behavior and saw sbhenthioigs
they did in school that prevented their own success in it. In a group discussion, some of the

males expressed the influence working with the younger kids had on their engagpescool:

Jimmy: How can | work with students and tell them they are doing something amdnat
they need to improve on some things and | ain’t doing that? They don'’t realize thiggybut t
help me want to do better in school.
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Larry: | know | think the same thing...I feel like | am a hypocrite. | am natgloiy best so
how can | help them? Makes me think that | need to do better.

Juan: | do agree with y’all. | mean for me it's motivation, but it's also good fdortedl them
what not to do. | want to do anything I can to help them.

Deon: Well | am not going to say it's okay, | mean | am now doing better and letehetter
about what | am doing now, and part of my motivation to do better is for them.
Jimmy, Larry, Juan, and Deon discussed how their work as mentors with the youngeaidads m
them feel hypocritical but also motivated them to do better. It also appearéuethatanted to
do better for the preK-3rd graders as well.

This excerpt from a discussion about the influence the younger students had onahem als
illustrated an aspect of the IMPACT program that occurred at thecgrbdnd meso-levels of
the program. The structured time set on Mondays through Wednesdays provided the opportunit
for the high school students to work with the preK-3rd grade students; however, thatiorisra
and relationships were developed and cultivated at the mesosystem-level of tamprobe
students discussed how these relationships also held them accountable foridinsir #otvas
difficult for them to face the fact that some of them were not doing welhmot¢chemselves but
were working three days out of the week helping others improve academidadly.w&re not
only tutors, but were mentors to the preK-3rd graders as well. The elemagéasyudents
looked up to the high school students as role models and big brothers.

Some of the high school students felt the pressure to do well now, but it was edsier sai
than done for them. For example, Jason said:

| am a father and a mentor now to a bunch a kids. It ain’t pitane anymore.

| have to do better now. | mean | use to have this lazy attitude about school and in

my last few months left | need to pick it up (pause). | reedo better, for my

daughter and for the kids who | work with everyday....| am alwagaghing to
them about paying attention and doing their work and stuff like thatnawdl

129



have to make sure | am doing that too. It's only right that | dooit (February
2010).

Jason expressed his desire to do better in school for the younger students he vioylkesd wi
well as for his own daughter. Jason’s comments were indicative of what the otieer ele
participants said about the influence their roles as mentors had on them. @i #pgesome of
the high school students still struggled to improve their grades. What did happen waahat
of the students began to work harder in the program because they didn’t want to feseklike
hypocrites to the younger boys. For the first time in their K-12 schoolingierper most of
them had people (program staff) who expected them to do well, and in turn they also had peopl
(preK-3rd graders) who looked up to them and counted on them to help them out. To have the
younger students depend on them gave the high school males a sense of accountambtg, but
importantly, a reason to do well. They cared for and appreciated the relatiomghifise preK-
3rd graders so much that they wanted to do well so that they would not be hypocrites to them.
The high school students felt pretty good that their work with the preK-3rd graders
helped them improve academically. It didn’t seem to bother them that thejongating
things they should have known, and there were some things they learned more in-depth because
of their work with the younger students. This confidence that they gained wascdssdthey
felt they were teaching someone else how to do something. Teaching the younhgygisdtow
to do something gave them a lot of confidence in their own academic ability as well:
It felt so so good to teach the little ones about adding and subtratfieig like a
teacher there for a minute. And they learned it, it was témrgime to help them
understand it, but it was really cool once | started making sentleemn. It
reminds me a little of myself when the teacher is trymdetach me and | get

frustrated. But those kids didn’t give up... they kept trying.... So Iguesed
to remember not to give up in class too (Quincy, November 2009).
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Quincy was reminded of his experiences in school but was also encouraged ancdbtitae
effort of the younger students he worked with. Quincy mentioned that watchinguhgey kids
hang in there and not give up motivated him to do the same. To see how these younger students
reacted to certain things pushed many of the high school males to scrutinipsvthbehavior
in school. It also reminded them of some of their own school behavior and how the results of
such actions were mostly negative:

| see Jacob acting a fool all the time in the program andnings me of how

often | play around in school and also how | get mad so easily nowy.td talk

to him to let him know that it's not cool what he is doing. | don’t want to get

in trouble like 1 did in school. | hope he listens (Deon, February 2010).
Deon, like other high school students, wanted to help the younger students work on some of the
negative behaviors that they displayed. Watching the younger guys helped him thinkoabeut
of the negative behaviors he has in school that may cause him to lack focus and do well in
school. In general, the experience helped the high school males to think about some of their
behaviors in school, and pushed them to think more carefully about some of the things they did
that would get them suspended from school. Raymond stated, “Working with the younger kids
helped me think better about my decisions | make in school, | see how not p&gmigmaicould
be a problem for you” (Interview, 1 December 2009). Raymond sees who the youngerckids’ la
of focus or other behavioral distractions often gets them in trouble and distractsdhe
learning. Seeing firsthand how this negatively affects the preK-3rd gradents pushed the
high school males to watch what they did in school, and improve on their behavior and academic
engagement in school. Brofenbrenner (1967) discussed the value that working with younger
youth could have on academically struggling high school students. But there hasynaubke

research on the influence that such an activity could have on high school students. dituk rese

and the data | have shared definitely fills in some gaps of the literattiris iarea.
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Claim 3: The development of positive male relationships with other highchool mentors
and program staff members created a familial environment where the highchool boys

held each other academically accountable.

So many of the high school students lacked positive male relationships at home and in
school. As discussed in chapter 4, many of them lacked a father figure at home. The
relationships they formed with the older males in the program were imposttre high school
students attempted to make the necessary steps toward more engagerheot.inféese
positive male relationships were developed on two fronts: among the high school stndents a
among the program staff.

Some of the high school males talked about the “brotherhood” that was formed between
them. The positive relationships they created with each other were helpful imgltbem to
think more carefully about their efforts in school, and they started to hold eaclactbantable
for their level of engagement in school. If one young man was suspended from schatbleithe
high school students would chastise him. If someone failed a class, the otthemsatihing
about that. The program goal was to achieve a 3.0; however, the young men had an unwritten
rule between them that failing a class was unacceptable, and openly expreassesdctzured
by Ben:

It doesn’t take much to pass a class, so there is no excusgowlshould fail a

class. We have study hall, people here all the time to help ns,@we should be

failing a class... that’s not cool. You don’t have to work that hard te patass.

You can’t be in this program and failing classes—not cool (Ben, February, 2010).

Ben expresses his problem with a high school student failing a class, éggotal the amount

of support they receive from the IMPACT program. Darnell echoes thesmept#i
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If you fail a class you should not be allowed to work in this pmgr&ou can’t

be failing classes now since you are in this program. You cayldeu didn't

have the support, or people were not there for you, but now you canhatayif

this is a brotherhood we need to hold our brothers accountable for toets ef

school. This program is about helping us do better in school arml iire not

doing better then you obviously don’t want to and should not be in thisgonogr

We should push each other to do better and not just wait on the college mentors or

Mr. Wilson or Mr. Lewis to push us. | know it's hard for some tbtge 3.0, but

failing a class shouldn’t happen (Darnell, February, 2010).
Darnell passionately expresses his disdain for those who are not able to paigallkctdsses,
because the relationships and closeness they felt with each other mastenabéafor them to
expect more from each other. The males wanted to do well in school, and that was something
that became a collective effort. The collective effort was somethaigleveloped over time
because of the relationships and trust they began to develop with each other througiraine pro
For many of the males this program was like family to them, and everyamis their family to
do well. Some of the young men took this accountability with each other serioublysed it
to motivate themselves to do well:

There were days when | didn’t want to go to school or even do my hamuew

But | knew that if | didn’t do well in school or someone found out thatssed

class that | would have to hear it from someone. | mean Davoald notice |

wasn’t in school and would probably text me asking me where | wad. getaip

and go (Duncan, Interview 2, April 2010).
The young men established this level of accountability on their own, and most of treprog
staff was unaware of just how deeply this became established. It denemh8tieastudents’
level of belief in IMPACT’s program goals and expectations as they begankiody and
expect success of themselves and each other. It appears that the sense lodbdattmer
program facilitated helped to create a culture of achievement that the yonrwceot

experienced in other settings in their ecologies. The young men startecte lelhemselves

and encourage each other to do well. This level of brotherhood created a famil@hmevit
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that involved support, care, and encouragement of one another. Further, this familial
environment was one with academic success as a core value and all of thengoun the
program came to understand and embrace that notion.

The relationships with program staff were developed at the meso-systnofléhe
IMPACT program. The program staff was very dedicated to making sure thedhgol
students understood they could contact any of the program staff members outsideradwsr
This was a program policy because the staff understood that situations alwbuthetigh
school students might need advice or someone to talk with certainly occurred outsiatlk, of
and that this support might be nonexistent at home, school, or in the community. So every high
school student had their particular college mentor/supervisor’'s phone number and it prog
manager’s phone number.

The program staff either called or texted the high school students a feswiae&ly to
check on them. So many of the high school students were not used to anyone, specifically a
male, checking up on their well being regularly. This helped to create a vetiygpasd
supportive environment for them.

The college mentors, you, and Mr. Wilson are like family to me. | mean | know if

| had a question about my work, | now know | have someone to calkdotalf

| am having a problem at school, | know | have someone to call tarreelput. |

mean, don’'t get me wrong, my mom is supportive too, but she has adtbteof

stuff on her plate....My relationship with my college mentor hasyéwsdlped to

keep me focused in school (Raymond, Interview 1, December 2009).

Raymond’s statements were echoed by other high school students in the prograim estel
of the young men had some form of support from family, but due to some of the ciratgsstan

discussed in the previous chapter, had access to limited levels of support. Datrielasai

interview:
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My mom wanted me to do well in school. She supported me doing well in school,
but she didn't really care whether | got a 3.0 or not. It's nothaggtive towards

my mom, but we never really talked about that. We talked aboutrthisi
program a lot and y’all pushed us to work towards that. | meawakh’t a part

of this program | would have continued to go through school doing just enough to
pass. Since | have been in this program my grades are wayy bbtge over a

3.0 every quarter now, and | am taking an AP class. An AP classfuld have
never even thought about AP nothing if it wasn’t for this program. The
relationship that | have with some of the people here are stronger than some of my
family members. | do well because | want to make y’all prouch@ftoo (April
2011).

Here we see Darnell expressing the influence of his involvement andnshagiovith the
program staff on his desire to do well in school. The level of support, expectations, and
accountability that the program provided for him propelled him to want to do better in school.
The IMPACT program motivated him to expect more from himself, most syrexgimplified in
his reference to the AP class.
In an interview, Deon started to get a little emotional as he was desdribing
relationship with a particular staff member in the program, who he felt he cosiéhd depend
on, while pushing him to want to do well in school. Issues of trust and dependability wese thing
that Deon struggled with before he started the program, but he indicated how suppteted he
the program:
| don’t like disappointing people who care about me. | mean this protiram
people in it has shown me love and | don’t want to let nobody down. | kaaw |
trying a lot harder in school than I did before | started therarog | am making
better decisions in school that | didn’'t make before. | am doingvork. My
GPA is back to at least a 3.0 now. | appreciate this progranthansupport |
have (Deon, Interview 2, April 2010).
Deon was often disengaged from the program and school at the beginning of his involvement in

the program, but became more engaged because he started to trust what the prodram st

and the people in it. It took a while for him to build that level of trust in the program and so he
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initially scrutinized everyone in the program to see if they could be trustee, ls¢ was afraid
of the disappointment he would feel if others didn’t follow-up on their promises. Once Deon
received that confirmation he was able to make the necessary steps hetadmdsuccessful in
school. Colley (2002) argues that same-gendered mentoring programs for trawiledould
bring transformation in the student behavior that could have long-term benefits. fihatfad
the mentors/mentees were males allowed for discussions and relationshipgtthédicould
have been hindered if the mentor/mentee relationships were mixed-gender.

The availability of the staff was never inappropriately used or abused. On a few
occasions the high school students, when they were caught in a situation at scheah wWieer
past they would act on their own and find themselves in trouble, would text or callgecolle
mentor or program manager. An example of this occurred when Juan was sent toedts offic
school and was about to get suspended for a day but instead he called me, Mr. Wilson, and
another college mentor on the phone to discuss the matter. Mr. Wilson decided to go up and talk
with Juan at school. Mr. Wilson was able to meet with Juan, the assistant principag and t
teacher to discuss the issue. After a lengthy conversation the school decidesuspend him
and instead Mr. Wilson and Juan sat in the library to complete the work that pretifntate
conflict in the classroom.

This incident illustrates the importance of the partnership meeting ttsatuisdied earlier
in this chapter. The high school administrative staff knew about the program anedaliswo
come in and assist Juan in this situation, whereas he would simply have been suspended in the
past. It was also important that Juan could trust the program staff enoughfdéo lcalp to make
an appropriate decision. Juan mentioned that in the past he would probably have gotten into a

bigger argument with the teacher and principal and then would have been suspended:
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| didn't want to get suspended because | knew | couldn't come to work and

didn’t want to miss a day of work so | thought it was best tbarad of y'all. |

mean that's what y’all tell us to do. It worked out well for,revould have

usually gotten suspended, so | am glad | called. (Juan, October, 2009).

Juan felt comfortable calling a program staff member because it washaled was okay, but

he also knew that he would get the support he needed. In the past, he would have been
suspended, but more importantly, he would have missed an opportunity to learn about this
behavior and complete his work. It was important for Juan to see that he could get thetsuppor
needed at school and that there was an alternative way to deal with isseesuhat school

that could produce positive results. This may have seemed far-fetched forchinsdée very
seldom experienced positive results in school. The meeting with the school persasaav

very helpful in this situation because the principal knew that he was in the program, so he not
only allowed Mr. Wilson to come in and meet with Juan in lieu of the parent, but he was also not
as quick as he might have been in the past to suspend Juan.

Deon was involved in a similar situation with a teacher that he didn’t get along wtell w
According to Deon, the teacher picked on him a lot in the class, and one day the tedcher tol
Deon to stop talking when he felt that he wasn't talking at all. An argument ensued, during
which Deon texted me (luckily he didn’t get in more trouble for texting). Weddtl®ugh the
situation, and | basically told him to relax and just do what the teacher askeal dom Deon
expressed how upset he was and that he wanted to leave the class, but | convinceghim to s
class and told him that we could talk in more detail after school. Deon agreed asdraftér
we talked more about how to handle this situation. In both of these cases, the retetiDesi
and Juan formed with the program staff allowed them to do what Hall (2006) callsjrigritg

gap between teachers and students” (p. 42). Hall (2006) explains that school-basesl me

137



serve as advocates for students by providing strategies for them to thesitwdtions that they
may not know how to deal with, and also provide the teachers with someone that the student
trusts that could directly deal with the student’s behaviors. As Hall (2006) disctiss likely
results in a win-win situation for all involved, especially the students who relcéigeadvocacy
and support needed to navigate their way through schools.

Though Jimmy discussed the lack of support he received from home and school, he
developed a very positive relationship with his guidance counselor. When his guidance
counselor needed to have a meeting with his parents about his progress in schodiellinisny
parents wouldn’t show so he asked if it was okay for someone from the IMPACT pragram t
come instead. Jimmy was confident and comfortable enough in his relationship watfsiwe
program staff to sit in for, and assume the role of, his parents. From that ma#titigew
guidance counselor, some of the program staff became surrogate parents fanherheSvas
of legal adult age, his counselor would call a program staff member insteadpaf&ints if she
had any concerns with him. To Jimmy, this was the kind of support in school and at home that
he was looking for and now it was starting to happen for him:

It's pretty cool to get the support from my counselor at school. She is the only the

person | can talk to at school.... | am glad that she communicatbstive

program because y'all are my support as well. It's nice tatsgepeople care

about my education and well being at school. It makes me éeel gnd | do

want to do better in school and put more energy into what | am doing the

because | know | have some people to answer to (Jimmy, IntervievprR,

2010).

Although Jimmy expressed his appreciation for the support he received from both taenprog
and school, | would argue he already had some level of engagement in school, since he was

driving over 45 minutes to get to school on a daily basis, which is not typical of a disengaged

student. What the support system did for him was make him work harder in school, and it
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provided people he could talk to or receive guidance from when needed. When all of the high
school students talked about the relationships that they created in the prograati, réfeyred

back to the idea that they had supportive and trusting relationships with people who were
invested in them doing well in school. Gordon and Boyd (2009) contend in their study of
mentoring programs that having long term, consistent, trusting relationshpswgortant in
achieving positive results. However, they suggest that this should occur in rddrertaaways

and do not suggest support beyond what occurs within the program. In the IMPACT program,
the support went beyond verbal support to the actions that supported those words, allowing the
high school students to use their energy to do better in school.

The IMPACT program had similar characteristics with other scha®édaentoring
programs, but it was also unique. The tiered approach to the IMPACT program made it a
calculated approach to mentoring that set it apart from traditional school-basaming
programs that have been discussed in the literature. Most traditional school-basauig
programs are usually between the high school student and an older adult, and are mixed-gende
The IMPACT program was tiered so that the high school students also had an oppartomity t
mentors as Brofenbrenner (1967) recommended in his study. This experience hataodnfl
on the high school students as well. The high school students had dual roles as mentors and
mentees, and in this chapter | have attempted to illustrate the influendeuttisre had on their
academic ambitions. Furthermore their relationships with the college mantbather program
staff gave them the opportunities to learn strategies from older adults on havdle Walatile
situations in school that they would not have successfully resolved in the past.

This tiered approach to the IMPACT mentoring program was also ecolggiesigned.

Most school-based mentoring programs have a traditional and simple approach—student and
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older adult relationships with some interactions with teachers and schoolldtafecological
structure of the IMPACT program helped to facilitate activities that inflad the high school
students academically, socially, and personally. Moreover, the ecolstyicetlre also
developed an infrastructure to support students that is uncommon in traditional schdol-base
mentoring programs. It addressed the needs of the students from multiple séttegshild’s

ecology: home and school.

Summary

Increasing the high school males’ development does not mean their gradealtyrast
improved. Many of them had spent years without the support from home and school needed to
be successful, and were seldom held accountable for their actions or acadegnenaeht in
school. So to expect many of them to automatically change their behaviors would hstimreal
Moreover, to think that it would take a short period of time to do that would be naive. For many
of the males, this was the first time they were held accountable for ¢tiemsain school and
even encouraged to do well. The only level of accountability any of them receiveddnowl
was through suspensions due to some of their inappropriate behavior. Getting suspended for
misconduct was what many of them were used to, but suspensions only reduced their
engagement in school.

The structured activities that took place at the exo-level helped todtecitite
relationship building that took place at the meso-level. These relationshipsnperéant to the
transformation of some of the young men towards exhibiting more intere$iool sd he
program was more focused on changing their mindsets first, with the hope thisvilenf

success in school would increase because they find themselves more interésteg well in
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school. Ogbu (1990) discussed the importance of providing mentoring programs flr at-ris
students of color, advocating for mentor/mentee relationships that are sarnaeatzs.

Scholars such as Hall (2006), and Woodland, Martin, Hill, and Worrell (2009) support the
concept of same race mentor/mentee relationships. Although the high school students do not
discuss the fact that the program staff also consisted of males of color,dtlveomtesponsible

of me to ignore the fact that the program was a same-race, school-basedhgnentgram. |

will discuss this aspect of the program below.

At first, many of the high school males were not convinced that doing well in school
would do anything for them. Their environments at home and school did not demonstrate to
them that a good education was something necessary. And for some of them, ialvastall
finding ways to survive and get, by any means necessary, the money to pay.thEnaills
working class (Lareau, 1987) mentality that so many of the males cameftemelicited the
need for immediate gratification instead of long-term gains that schootiwaunly. So, many of
the males had to be convinced that, even though their family might be struggling exzdlyoaui
home, going to school and being educated will help them in the future. The program staff was
very clear that achieving in school was a goal and part of the purpose of the prdagras also
clear that going to college was not the only option towards a successful path, but sogyaim pr
goal was to help provide the young men with options that so many of them would not have had,
based on their past trajectories. Not all of them immediately jumped on the bandwagon, but
some of them almost jumped at the chance for these opportunities.

All of the high school students made some effort to change their desire to do wietif O
the ten students that were part of the study, nine of them increased their gradegpagesa

All nine increased their attendance rates and the five of them who were schedudetlitbegr
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that year from high school did, and all attended either a community college oefour-y
institution. All of the five who went on to college have discussed how the program had an

influence on their desire to go to college. All of them stated that college was notoemfoipt

them before this program.
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Chapter 7

Self-Perception
| like who | am, | think | am smart and intelligent, | mean I like who | Bwuldn’t change
anything about me. But | think certain people in society may view males of sdloese thugs,
people who don’t want things and umm...but its nobody fault but males of color in society...|
mean | look at some of the males of color in my classes school and all thedehmtietreat
them bad or view them negatively, they actually make them view them anceaaibased on
how they act, some of them don’t do anything in school and that’s the picture thattes tea
may have (Darnell, Interview 1).
Self-Perception Defined

According to Manning (2007), the terms self-concept and self-esteeanitemaised
interchangeably. They represent different but related constructs.ofetat refers to a
“student’'s perceptions of competence or adequacy in academic and nona¢adgnsocial,
behavioral, and athletic) domains and is best represented by a profiliepErseptions across
domains” (p.36). For this study, | define self-perception as a student’s undergtandin
interpretation and subsequent confidence in their academic and nonacademic knowledge
behavior and self-worth.

Who am I? How do | carry myself? What do others think of me? These are some of the
guestions that the high school students in the mentoring program grappled withattetneyed
to develop their self-perception. Darnell’'s quote from his first interviewnpkies the
dilemma that so many of the young men were faced with. There is a perceptioo thley are
as Black or Latino males that may or may not support who they think they are. Message
often sent by the media, what they see in their community, what they may haueltdsy

family, how they are treated by teachers and other school personnel and how titgyentigive

others in their school to think of them.
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These messages are both positive and negative in nature, and lend themselves to
contradictions that may lead to no sense of self, or — a sense of confusion of who and’@/hat sel
capabilities. Figure 9 shows the various factors that influence the high schoolstselként
perception. While the IMPACT program influenced the students’ self-percephieresare
other influences located in other settings of the microsystem level thatislrasometimes
contradicted how they viewed themselves. One of the informal goals of the meptogngm
staff was to give the young men a platform to re-orient some of their negafipeceptions.

In this chapter, | will discuss how the relationships developed and cultivated $be me
system level of each students’ ecological system helped to re-shapghtiselnool students’ self
perception. In conjunction, with how this was influenced by the structures andexctivit
place at the exosystem level of the program’s ecological system. Addligidrwill also discuss
how the Impact program’s values and goals at the macro-level of the pregreotogical
system influenced the students’ self-perception. In this chapter, two cl@mseal to describe
and make sense of the experiences that the high school students had in the mentoring program
that influenced their self-perceptions.

1. Claim 1: The interactions and relationships with the Impact mentoring pregadim
influenced how the young men perceived themselves.

2. Claim 2: The program activities provided a platform for the high school students to
reshape their construction of manhood.
Claim 1: The interactions and relationships with the IMPACT menbring program staff
influenced how the young men perceived themselves.
Who am 1? “I am who you say | am.”
Jimmy was a little less confident in his physical appearance (drassoskplexion,

attractiveness, etc) than most of the young men in the program. He raretlyastything
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positive about his physical appearance. He did not like his skin complexion; he disliked his
height, and did not like his hair. This apparent dislike for self was something tivi¢cfifies
self-esteem in public and began to affect how he felt about his ability to besfutcdimmy is
bi-racial, and his racial identity was the impetus for this lack of comdiele
It's difficult at times for me to feel like | belong amongyaracial group. The
people | grew up with were all White and everyone at my school is White. Before
this program | never really dealt with Black people. Thas veaigh sometimes
because it was like a part of me | wasn’'t aware of.... #teofact that my
biological dad was apparently a Black man is tough becausk never know
who he is, and so | always felt that part of me was left butas never sure of
myself...felt misunderstood because no one around me could understand me
anyway, so | just kept things to myself. So this program and hayoogl
relationship with other Black males has been very helpful in iglpie learn
about that side of me (Jimmy Interview 1 December 2009).
Jimmy is very honest about his upbringing and how his racial identity affectdwhbghts about
himself. It was not until his involvement in the program that he began to feel sonmen&ita¢o
the African American culture. The fact that he was surrounded by all males ochlbamozd him
to connect with and understand his cultural heritage. Scholars, (Hall, 2006 and Ogbu, 1990)
contend that same race mentoring could have a positive affect on the menteenniotildese
positive male relationships gave him the opportunity to identify with individuals wibodied
a part of his makeup with whom he had limited and meaningful interactions with.
Jimmy had a great relationship with Mr. Wilson, the program manager bhpaet
mentoring program. Mr. Wilson was someone Jimmy definitely considered to eeraqoél.

This relationship also allowed him to critically address his concerns abaélfEerception and

lack of self-confidence.

CL: Who is someone you can trust in the program?
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Jimmy: | can trust Mr. Wilson.
CL: Why do you think you can trust Mr. Wilson?

Jimmy: Well | think | can trust Mr. Wilson because he helps me become a beti@n pad
holds me accountable.

CL: What do you mean he holds you accountable? How does he do that?

Jimmy: Well if | am acting up in the program not doing my job like | should he wilhealout
on it. We also talk a lot about how and why my actions are the way they are sometimes.

CL: How are your actions? Say more about that.

Jimmy: Well... (pause). | think that | am often not very approachable or may coae gset

and when he noticed that the takes me to the side and we talk about it. He is the one person
whose opinion matters to me, that | respect what he says, and | try tb oafleg actions and
ways of improving after we talk.

CL: Why he is different from some of the college mentors who you could also ?alk to

Jimmy: Well, | don’t know. He is real. We can talk about anything and like I saidl trust

him. He cares about me.... (pause). | mean he is someone who | look up to, | wouldn’t mind
being like him. He is smart, tall, and liked by many (pause)...| mean he istpéafeghing).

This relationship with Mr. Wilson gave Jimmy someone to talk to. This trusting
relationship was important for Jimmy, because it gave him a platform to dikougs that he
struggled with. It was the kind of relationship that Jimmy wanted with his fathenVN&on
became not only a mentor and role model for Jimmy, but he became a fathemlikeddighim.

Mr. Wilson was someone that he respected, took advice from, and admired a great deal.

Throughout Jimmy’s time in the program his relationship with his mom was estrang
and his dad was not very involved. Consequently, Mr. Wilson became a substitute for what he
did not have at home.

Man, you know | really look up to him. He is the one person that can make

cry. | cry because | know he cares and wants the best forl meally enjoyed

when we have a chance to talk one on one because he helps me thonkynot
about my actions but my relationship with others and how | think of mysam
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starting to gain a lot of confidence in my ability and my salil & have really

learned a lot about myself because of my interactions with Msow | feel like

he understands me and we are alike in ways and | want to be twtauost like

him. We have a lot in common (Jimmy, Interview 2, April, 2010).

The relationship that developed helped Jimmy begin the process of gaining condideuathis
physical attributes, learn more about himself and deal with some of the leshad with his
racial identity. It was the first time for him that he had a positive reldtipngith another
African American male. Ensher and Murphy (1997) state that same raterfmentee
relationships could positively affect the quality of the mentoring relatipndhurther, they
contend that perceived similarities and psychosocial support contributes ppsititred
mentoring relationship and can have a positive effect on the mentee’s confidencesand oth
relationships. Jimmy’s relationship with Mr. Wilson provided him with confidence, and
motivation to try harder in school and gain a more positive self perception.

Jason also had a negative perception of himself academically and his aloity be
athletics. He perceived African American students to be more interastddetics and White
students to be more engaged in their academics. Jason’s confidence in schobiversus
confidence as an athlete supported his belief. Scholars such as Nasir (2008 dliscuss
students that hold strong identities as African Americans suffer inraazler their
identification decreases when they view being African American abetintal to doing well in
school. Nasir's (2003) concept is definitely connected to Jason’s idea about tiyd@bi
African American students. This perception was something he adopted forflaswaell. “I'm
okay with being expected to play football. This is what | am good at. Playirgafbgives me
the motivation to go to school. After football season, I lose interest in school” (Iasoview

1, December 2010). He did not believe in his ability to do well in the classroom, and hig/primar

purpose in school was to play football.
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As a special education student Jason was cognizant of his academic issueantach f
influenced his self-perception. During his time in the program he developed a E@anship
with the entire program staff. When he first started in the program he was sganhabout
doing any writing assignments that were asked of the high school mentors @<tipair
training and personal development. On a couple of occasions he tried to quit the program
because he just wasn't interested in doing any sort of writing.

However, as a result of the strong relationships developed and the consistertiontera
with the college mentors and program manager, Jason’s confidence in writiigsaibilproved.
The program staff was aware of Jason’s hesitation about his writingesbglitd overall ability
to read, write and speak, therefore the program staff developed a plan to suppoxttmsrgr
these areas. Furthermore, they set high academics expectations for hireladédpay the
athletic “shield” that he hid behind for so many years. Coincidentally, he betane
comfortable speaking in front of the group.

It was a struggle for me when | first started the prografau know | didn’t like

to talk in front of people, | was scared to write (pause). earml am still scared

to write (laughing)...but | am getting better at it. | meay relationship with the

college mentors, Mr. Wilson and Mr. Lewis has really helpedaakbetter about

myself. | am more positive about what | can do. | actuallytvia do more
because | feel | can do more now (pause). | mean the thingsiggdtir me like
working with me one on one, pushing me to do better; not giving up on se wa
stuff I didn’t get from school. | mean they made it easy for leteme sleep in

class and that didn’t help me, it made it worse for me. | méke the fact that |

didn’t have to do much work, but | wasn't feeling good about myself. Nee

like | need to do better. Yall talked to us all the time aboupotential and how

we could do what we put our minds too...I think about that all the tiome.n |

feel like | can do more than just play football (pause) | mesaribusly know that

| won’'t be making a living playing football so | better belidwean do something

else besides play football (laughing) (Jason, Interview 3 June 2010).

This excerpt demonstrates the growth that took place in Jason as a result efdesiams with

some of the program staff. He talked about his experiences in the classroom ahd past t
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culture of low expectation had influenced his self-perception. Since his teachetd dkpect
anything beyond playing football, likewise, he internalized that playing spagsll he could

do. Jason was never challenged to think beyond his athletic capabilities therefosecoateat
and never worked towards academic achievements. Jason acknowledged and cettagriize
still had his work cut out for him but he made a conscious effort to think more positively about
his overall potential. It was as if he was beginning to take the football hefhaetd feel more
confident about his ability to do other things.

Larry was a very quiet high school student who also lacked the confidence in himself a
his academic potential. He had no clue as to what his future would hold beyond high school. At
times he wondered if he would complete high school. This was evident in his lack oineffort
school and the disposition he demonstrated when he started the program. He didn’t talk much
during group discussions and didn’t talk much to staff or to the other high school students. He
began to develop a relationship with one of the college mentors, Mr. Walton. He worked at the
school with Mr. Walton on Monday thru-Wednesday. This relationship heightened when Mr.
Walton began to meet with Larry outside of school for lunch or dinner. Additionally, lsitow
visited Larry at school. Subsequently, Larry blossomed in the program and seeraed mor
confident. Larry was even selected as one of the two most improved high school students
Larry’s relationship with Mr. Walton was instrumental in both his personal and poaifess.

The following is an excerpt from Larry’s third interview,

Larry: When | first started the program, | was a little shy. | wagme what was going on and

didn’t think | was worthy of a job like this. After working with Mr. Walton for a fewanths my

relationship with him grew. He came to see me at school and that was prettytsiwwed he
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cared about me. We would text from time to time after work and that reatlyated me to

want to do better.

CL: You seem to talk more in the program, what brought about that change?

Larry: Well, | feel more comfortable...| mean Mr. Walton really helpedumderstand what |
needed to do and that gave me confidence. | actually believe more in myself lndéd¢ause

Larry’s relationship with Mr. Walton was crucial in his development in the prognainmehis
own personal confidence. In the case with Jimmy and Larry, Mr. Wilson and Mr. Weitt@u s
as a bridge to their success. The relationships that they developed with the gtagiram
members provided a source of motivation, encouragement and positive reinforcem@asthat
otherwise lacking in the home and school settings. The older men in the program became
personal confidantes for the high school males. Hall (2006) alluded to the potentiagof thes
relationships when school based mentoring programs provide the opportunity to develop strong
mentor/mentee relationships. According to interviews and discussions fromhrschapl
students, the relationships between the high school students and program staff iuene mitesit
in their growth as mentors in the program and their personal growth.

When Darnell entered the program he was not very confident in his abdispsak in
front of people or his ability to be a good mentor/tutor. “When | first started theapnpg
wasn't sure that | could be a good mentor or tutor. | was struggling with mygomfidence.
How was | going to be able to help someone else out?” (Interview 1, Decemberr20G9) |
beginning, Darnell was timid in his interactions with the preK-3rd gradetshee program staff.
He was extremely soft spoken and seemed unmotivated to express his thoughésgrolap
discussions. Darnell developed a very good relationship with two people in the program: a

college mentor Mr. Jones and myself.
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Mr. Jones was close in age, and they both shared similar interest in playetpakbs
Darnell’s interest in basketball and the relationship they developed due to MisJoreesn one
interaction with him created a positive and thriving mentoring relationship.

| appreciate my relationship with Mr. Jones. He has been very helpful to me as a high

school mentor because | have been able to gain some confidence in what | am dhoing wit

the little kids. He talks to me about ways to get better and also let's me know ane

doing well. At first | was very worried | wouldn’t do a good job. Well honestly I didn’

think | could do a good job but Mr. Jones helped me build my confidence in myself. He

talked to me a lot about some of the things | can do well and that made me feel good. He
helped me build some confidence in myself as a person, which also helped me ke a bette

mentor to the little kids (Interview 1, December 2009).

Mr. Jones interactions with Darnell produced a more confident and responsible mentdorand t
to the younger kids. The compliments he received from Mr. Jones along with the positive
influences, equipped him with the ability to build his overall confidence and seffgtient. As

a result, he became more vocal in the program and was chosen as one of the high deln®ol lea
in the program. Woodland, Martin, Hill and Worrell (2009) contend that the development of
positive relationships, and not necessarily particular activities that themaet mentee engage
in can provide opportunities for students to build confidence in themselves. For Darnell, the
positive relationship he built with Mr. Jones definitely increased his selidemte.

As | discussed in the previous chapter Juan is a young man who struggled both socially
and academically. Consequently, these struggles caused him to lose confidendeilityhis a
succeed academically and to be successful in life. However, his relationthipercollege
mentors and program staff increased his confidence in his chances of comptgtiaghaol as
well as the opportunity to live a productive life.

Juan: Before | started school | really wanted to drop out of school.

Interviewer: Why did you want to drop out of school?
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Juan: Well | wanted to drop out of school because | was tired of always gettingble. | felt
that was who | was—a troublemaker. | started to lose confidence in my life antdosbét be.

Interviewer: What do you mean lose confidence in your life?

Juan: Well | felt like | wasn’t happy in my life and that | couldn’t becessful, that | didn’t
think | could do anything positive in my life.

This excerpt from an interview with Juan illustrates his extreme lackfaf@#idence himself

and his future potential. Later in the conversation he began to talk about how lossklps

with the program staff and college mentors and how both helped him gain confidence if himsel
My mind is starting to change a lot right now. Being a part of this program gatieem
opportunity to meet people like Mr. Walton, Mr. Jones, Mr. Wilson, and Mr. Lewis. Yall
all helped me think about my life in a better way. | have a little more conédenc
myself that | can be somebody....the program could have let me go whemgétivag in
trouble in school and they didn’'t. They helped me and gave me ways to think about what
| was doing. | knew | had close relationships with them that | could call thenskriora
advice when | needed it. | had people who | trust and could talk to.....I really @pedeci
the relationship | had with the college mentors and Mr. Wilson and Mr. Lewis. They
really helped me become a better person and to feel better about myselfi¢wnger
April 2010).

Juan really valued the relationships he had with the program staff. Thesanstig$ helped

him to redirect the negative disposition he had towards his self-perception and géngaim

that he could do better- like Darnell he gained confidence in himself.

The Love/Hate Relationship

Quincy and Mr. Wilson had a very unique relationship. When Quincy first began the program he
had a very volatile relationship with Mr. Wilson. The two of them had an incidergreamlin

the program that Quincy struggled to move past. Quincy typically a very quientstiutieg

the program and was one of the best high school mentors in the program because of his skill in

interacting with the preK‘3grade students. However, after a few months Quincy and Mr.
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Wilson developed a solid and productive relationship. Quincy became receptive to Mr. Wilson
and this relationship continued throughout the program.

Quincy: | appreciate my relationship with Mr. Wilson. At first | didn‘alig like him but after

we hung out a few times we started to get very close. | mean | told him thatdlidn't tell
anybody. Mr. Wilson knew how to get me upset and | guess that’s the part about our

relationship that | didn’t like as much. But | guess | needed someone to be on me.

CL: When did it all click for you that Mr. Wilson would be there for you and that the twouwof y
would have a very good relationship?

Quincy: | can remember when we were talking one day during a Thursdsynsasd he told

me how much a good mentor | was to the little kids. That made me feel so good about mysel
You know for the most part | was very quiet and didn’t talk to others much. | didn’t trust mos
of the people in the program. It was a lot going on in my life with my familyl aras$ losing

faith in myself. | really was getting to the point of leaving the prograthjust giving up. But
when he said that to me, | felt like wow....it was really cool for him to say bwattane...and it
just got better from there.

The relationship that he is described with Mr. Wilson was helped Quincy feel more
positive about himself. Mr. Wilson’s words of encouragement and acknowledgment oflkis skil
and the subsequent relationship that developed gave him motivation to continue in the program.
Quincy was also very vocal about his relationship with some of the other stafjnampras
well. “The other college mentors are like big brothers to me, | am glad toleweatound.

They allow me to take the opportunity to be a kid again. | mean | am the man at the hoese...her
| look at myself like a kid, learning from other people”(Group Discussion Fehr2@ip). As
previously mentioned, Quincy is the adult male in the house and doesn’t have a nnalmfigu

the home to emulate. This program and the relationships established with the mtadgram

allowed him to act his age and learn how to be a man from some of the program staff such as

myself.
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Who Do | Think | Need to Be?

Deon believed that a person had to protect themselves by fighting and doing whatever
necessary to survive in community where this type of behavior isn’t interprejativedy by
rather a necessary evil. This was often the disconnection that many stettdmttween the
culture of their community and often their homes, and the middle class culture of schools
(Bourdieu, 1992). When we recognize that there are individuals in our society wheefeel t
must survive and earn respect by acts of physical violence, we should éikesignize that
these same individuals deem this behavior perfectly acceptable. It is imponracbgnize this
specific construction of self-perception because this is what Deon believeddeBhiuctive
self-perception can vary among settings (i.e. home, community, individuals). Detam 8
Quincy believed that fighting was necessary to gain respect. Convearsalyhe none of the
other young men would disagree with this concept. To refuse to fight could go agginst t
perceived masculinity and idea of “toughness” and even their idea of manhood.. thidis is
result of young men raising themselves and finding out what it means to be a man owrhei
and from what they perceive those around them think (Ferguson, 2000). For many of the young
men this often created a paradox. For instance, although they wanted to demonsteats a le
toughness they did not want to get into trouble for it, nor did they want to tarnish the positive
image that they wanted to portray. For Quincy, his relationship with the protatinins
particular, Mr. Wilson helped him to think differently about his self-perception. Henvthis
was more challenging in Deon’s case. Deon struggled more than any other highrsaftoolto
gain a positive relationship with the program staff, specifically, thegelimentors. It was
tough for him because he struggled to mask his insecurities about himself as a goungsm

discussed in chapter 4, Deon didn't trust anyone and was learning how to become a than base
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on how he saw others behave in his community, in the media or the other male figures in his
family. He often talked about how his mother said he was acting like his dad. Deon’s
relationships with the other college mentors gave him the opportunity to showl@iprowaess,

to practice his toughness; however, there was one relationship that was abletwayes his
tough guy image that he often displayed. Coincidentally, it was Deon and | whopkVel

very strong and productive relationship.

Interview 2 with Deon

Interviewer: So who is someone you admire or would you say is a role model to you?
Deon: Umm...(pause). Mr. Curtis Lewis

Interviewer: Why is he a role model for you?

Deon: Because he is there for me, | mean he really cares about me. hereaaré people who
say they care but | know he cares about me because he shows that.

Interviewer: Do you have examples of how he shows that?

Deon: Well we talk on a regular about things going on in my life...he gives me adverel

ask. He also gets on me when | am not doing well. He is the main reason whythan i

program and he has been there for me since this program.

On the contrary, in public conversations, Deon would was quick to say he does not have a role
model nor anyone he looks up to. It appeared that he wanted to give the perception that he was
on his own and needed no one’s help. He wanted to be perceived as someone who can do things
on his own. To further illustrate, Deon kept his feelings about our relationship to hingself a

from the other high school students. It is unclear why he behaved this way howear it

evident to others in the program that he demonstrated a high level of respect fovasethé

only person that could get him to redirect his negative energy into something poAgiae

result, | was the only person in the program who could directly influence Deon’s brehavio
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Deon and | attended local college and football games. During these outings vablsere
to talk about matters that troubled him. He often talked about his insecurities veikimgpia
front of people and his lack of confidence in himself. He shared that he didn’t think he was a
good mentor. Early in our interactions, | realized that his bravado, tough gugleattias a
guise (Katz, 2000), a way to mask his insecurities. In our interactions, Deon w/#s sitre
his insecurities with someone he could trust and simultaneously find productiveoveaigs éss
them. | often made myself available to speak with him and over time | gaingddtisWe
would communicate frequently both in and outside the program. Our conversations were
productive and proactive — he sought my advice on matters before reacting to themwad ai
huge development for Deon and positively impacted the perception he had of himself.

| think the relationship that | have with Mr. Lewis is one thatreadly helped me

think about how | can handle myself better. | am thinking more abaugsthi

before | act now. He really cares about me and | know that belsaisd®ws that

and just doesn’t say it. To have someone care for me like he doasharalso

helps me become a better man is good for me. | feel béert ayself and |

feel more comfortable (pause)...well | feel confident too (Intevviz April

2010).

The relationship between Deon and myself helped him gain confidence in hintself a
challenged some the self-perceptions that were detrimental to his futkeethé others, Deon
albeit challenging, gained a lot from the positive relationships developed wiphoidpam staff.
Although I did not discuss every relationship that was established between thehoigh sc
students and program staff, each of the high school students in the program gravaatedft
the program staff members and can identify a person whom they count on as a resuheif t
participation in the program.

These relationships and interactions with the program staff greatlyrnioédenow the

high school males perceived themselves. Many of their home and school environsaet$ ¢
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conceptions of manhood and self that resulted in a lack of confidence and the slsburyetoes
prosper both academically and socially. On the contrary, these environmetetd area
hypermasculinity mentality that often precipitated negative behavior. roigegon staff
members provided the source of support and guidance that would help them reevaluate and
reframe their negative self-perceptions. Irvine (1989) contends that Beatkers often have to
take on the role as cultural translators or cultural brokers for their studei®of While, Mr.
Walton and Mr. Wilson are not teachers they served as cultural translatordiatonsefor the
young men. The program staff members helped the young men make sense of whevghey w
and some of their actions and assisted them in re-thinking those thoughts and actions. rMoreove
the positive relationships appear to be temporary substitutes for ones they did natlnéveinw
fathers.
Claim 2: The program activities provided spaces for the high school studes to reshape
their construction of manhood.
The program’s goals are as follows:
Program Goals
¢ Enhance the positive character development and academic success of youngoloys of
ages 4-8.
e To promote community civic engagement, positive character development and personal
confidence, promote cross age and cross generation mentor-mentee relationships

e To facilitate academic confidence, persistence and achievement.

e To encourage personal wellness, mental and intellectual growth

The aforementioned goals represent the core of the program. The goalsedeapthe

macro-system level of the program that directs and influences all thdentbks of the
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IMPACT's program ecology. Itis what drives all activities and intivas that occur within the

program.

To Fight or Not to Fight? That is the Question!

The following activities that are discussed in this section were influenctégkby
following IMPACT Mentoring program goal: To promote community civic eyegaent, positive
character development and personal confidence, promoting cross age andnagoge
mentor-mentee relationships.

The high school students had a difficult time navigating what Sewell (1997) and other
scholars call hyper-masculinity. As discussed in Chapter 4, some of the younguggledt
with their conception of manhood and what it meant to be a man. This “tough” guy persona is
what so many of them emulated. Fighting was one way many of the young mbhayebtid
display their “toughness.” The high school students were involved in a group cooveadetut
the culture of fighting, bullying and violence that plague some of their comesinifThis topic
of conversation was relevant to all of the young men. They all had experiencesysittaph
violence, either from fights or violent acts that they have been in or actsaheywvitnessed
either at home, school or in their neighborhoods. This conversation allowed the young men the
space to discuss an issue that affected their lives (Hall, 2006). An excerpta$thission is as
follows:
Quincy: Well, you know, well yall know | always get jumped on when | am at schaolnoy
neighborhood at home. People always try to mess with me because | am a bigged guy but
quiet. So people try to test me and | have to show them | am not a punk, | have to earn their
respect. | mean even when | got jumped on by those dudes at the end of the schastl year |

year, the fact that | fought them back meant | got me some respect taoean’that they won't
try it again but hey at least they know now that I will fight back.”
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Juan: “Well | feel you Quincy, | find myself needing to protect myself ahgdople know |
ain’t no punk. I've been jumped before but | fought back.

College mentor: So do you think girls have to go through this as well?
Darnell: Well I think it’s different for girls.

Larry: Yeah | think it's different for girls, | mean they fight too.

College mentor: What do you mean it's different for girls?

Alonzo: | mean girls have to fight but not as much as we do.

Deon: Yeah.

Quincy: Plus they fight over dumb stuff like boys or he say she say stuff...we don’t
when boys have to fight its deeper than that.

College mentor: What makes it so deep for boys to fight?

Juan: | mean we been talking about bullying today and boys don’t want to be bullied
Darnell: (Interjecting) | mean girls don’t want to either.

Juan: (laughing) right....right...but for us we are expected to fight. | mean ginlg taled a
punk or the “B” [Bitch] means one thing and when we get called that it means anothean.bm
boy don’t want to be called a “B.”

College mentor: So do you think society view boys as fighters?

Deon: Well boys of color especially

Quincy: Oh yeah | mean Black boys are looked as being tough

Juan: Yea | agree | mean Mexicans too, you see all the movies out thdtenBlatk and Latino
gangs’....they are mostly men, and what do they do? Fight!

{Entire group laughs}

Jimmy: Well | go to a majority White school and | don’t see this much as anilssyeu all

are talking about. | mean the students in the school have fights and people are buliieddiut i
as intense as you all make it seem.

Most of the high school students appear to acknowledge and accept the idea that epsthg res

by fighting is part of what they do. They also think that it's how some people in tha me
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portray them (Ferguson, 2000; Kunjufu, 2005; Noguera 2003). Whether other races, cultures or
genders take on this same understanding, one could only speculate, but for thoseeyotiey m
believe it's a part of who they are. The discussion gave the young men theospgoess their
thoughts about something they were dealing with. It gave them an opportunityadhearc

concern without being judged negatively. Hall (2006) discussed how young men of caior ra

get the opportunity or the space to express issues of their interest in sambasis,aaschool

based mentoring program should provide the safe space and opportunity for the young men to do
that.

During a Thursday training sessions was the young men watched the videalaéip of
African American male who was beaten to death in Chicago after leahngls Rivalry gangs
had a huge fight after school, and this particular young man walked right into thanftght
attempted to rescue his friend who was being attacked by a mob of studentss#s eheewas
hit a few times with a 2x4 inch stick across the head and body and was stomped in the head and
laid helplessly on the ground. A bystander used their phone to record this brutalieleue.

It made national news and the edited clips shown to the young men were the swbject of
stimulating conversation.

The purpose of showing this video was to help the young men begin to challenge their
thoughts and perception of themselves as young men and young men of color. The young man
in the video was killed and so we wondered how they would feel about the fact that adfight le
a death, and explore if earning respect and not being viewed as a “punk” was so intipatrtant
was worth risking their lives. The conversation was intriguing and engagimg conversation

immediately following the video is transcribed below.

College mentor: So what are yall reactions after watching that video?
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Darnell: Man, it was pretty sad to me...dang he actually was killed just wdikimg from
school.

Juan: Yeah that was messed up, why was he attacked?

Quincy: I mean he could’'ve been attacked like that just because, | meanumtkeere and so |
know how it is...it's like what we talked about before....this is a perfect example of
that...sometimes you have to fight just because...you might just be walking home anal need t
protect yourself.

Alonzo: But did they have to kill him...I mean hit him once and then when you see him on the
ground they should have left him alone...I mean they kept hitting him...that's what sedmess
up about this.

Deon: Well I don’t know yall...I mean | am sorry he is dead...| don’t want nobody to lolik

why didn’t he find another way home...if he knew they were fighting why would hénast
another way home?

Quincy: | mean what if that was his only way home?

Deon: | mean there has to be another way home, whether he finds a longer or just\gbesem
else just to avoid the fight.

College mentor: So you are talking about the fact that he should have found another way home
instead of the fact that he was killed.

This conversation became rather contentious as the college mentors began tordsmonst
extreme frustration with how the high school students responded this tragic event. In a
conversation before and after the discussion with the high school students, mangadietye
mentors discussed that they thought the video would “wake” some of the high school students
up. To help them understand how brutal fighting can be. Although many of the high school
students seemed desensitized to the fact that the young man had died, as if it higppens a
around them, there were a few of them who did see the severity of the situation.

This discussion demonstrated the fact that as much as the college mentedstovgnte
them a “wake up” call about violence amongst males of color, other environrsettitads at the

microsystem level like the school, community, and the media culture influegceatadeal of
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how these students conceptualize or make sense of their environment (see figure 9). This
concept is congruent with Oliver (2006) work that explores the social ideologies$, lack

males embrace, in an attempt to define and embody cultural stereotypesnpigrtine urban
community. Many of the young men seemed to have defined what is right or wrong based on
what they have learned from their communities. Although the young men didn’t imehedea
frame their thinking about how their actions or the way they perceive thesg@luence their
actions, the discussion allowed them the space to explore these issues. The video amhdiscus
gave them something to think about for the future. A week later, Juan mentioned: “You know
that video made me think about how bad fighting can go...it definitely made me think about my
actions”(Group Discussion February 2010). The program staff was awamanthediate re-

shaping of their self-perception was unlikely however Juan’s statementhgastaff and myself

hope!

What is Love?

A discussion that took place often in the Impact mentoring program was centered on the
word love. The young men initially were very hesitant to talk about the word love around a
room full of men. They were very uncomfortable doing this because for so many dhtinem
never talked about this with anyone and most certainly not in a group of all meas dtse
difficult for them because so many of them couldn’t articulate what it medhém and how to
express it towards others. This is worthy of discussion because many of dmetsaeore
honest about their feelings toward love and began to articulate it in ways thétddvaa the

program helped develop their thinking about the concept of love.
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The word love for me is something that | needed to think aboutdirshyself. |

think first for you to love anything you must love yourself. | et that because

| struggled to show myself love. | think not trying hard in school getting in

trouble in the streets isn’t showing love to yourself. | think aofotis in here

don’t show love to ourselves because we didn't try to do better forleesse

(Darnell, August, 2009).

Darnell, was connecting the lack of ambition to not loving oneself. When he said thisf a lot

the young men began to talk about how loving oneself is something that you have to learn to do.
Quincy talked about how loving himself was something he had to learn to do. “I didn’'t always
love myself, I still struggle with that, but | am trying to do better with that. Kiligrwith the

little kids and having good relationships with some of yall is love to me too and it helloen

me more” (Quincy, August, 2009). The fact that the young men were discussing dieweor

and what it meant to them encouraged them to examine other parts of themselves.

The program staff was deliberate in making sure they told the young meneh&tved
them on a regular basis. At first most of the young men struggled with hdaygegwwords.
Some of them would cringe as if they saw or heard something gruesome. A loh ofdoél
say that they never heard a man say that to another man.

It was weird to me to hear men say | love you to each othaever seen that

before. | don’t remember hearing that from my dad and so to héaay that to

me was uncomfortable to me at first (Deon, September 2009).

Deon struggled with the use of the word in the program but after awhile he atbrievother
students started to use it more themselves and towards how they talked abolithgs fe
towards the elementary age students they worked with. The more they seembchte ¢he
word, the more positive they felt about themselves. It was as if they had discavese word

or feeling that they could demonstrate first to themselves and then to others.

Yall got us using the word love a lot...] mean before | never thbogich about
this word, | heard my mom use it towards me and | knew it meard@mcared
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about you, but after all of our discussions about it, it has becomoedathat | am

more comfortable with and also something that | feel like | utaledsmore. |

know what loving myself mean now, | know how to do that and what that looks

like to me. It makes me feel good about myself. | mean lovesgtiurefore you

can love anyone else. | mean people think if you use that word ysofarand

that’s not true. It's something we should all use more even if g@a ean (Ben,

September 2009).
Ben’s perception of himself changed because before he thought using that word araund othe
men was something that made you “soft” not living up to your strength as a man equentr
use of the word in the program appeared to help the young men think more positively of
themselves and also challenge their misconceptions about those who use that word @nd wha
says about them.

The following two activities discussed were influenced by the following thregram
goals at the macrosystem level of IMPACT’s ecology: (1)To promote comnuivity
engagement, positive character development and personal confidence, promactiagerasd

cross generation mentor-mentee relationships; (2) to facilitate acac@nfidence, persistence

and achievement; (3) and to encourage personal wellness, mental and integjlegithal

The Career Fair and Exploration

The career fair was an event that the high school students were verg ekatg¢. The
event concluded a month long professional development training that included the high school
students learning and developing resumes, cover letters, exploring and wrépuagtson their
careers, learning how to interview, and working on their verbal and non-verbsl Jkiils
training was organized and planned by the program manager and college mentasveraer
various professionals who volunteered their time to come and speak with the students about

various topics based on their level of expertise. The students were responsiblepletingra
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comprehensive portfolio that included all of the aforementioned documents. The prtagfam s
solicited volunteers to come in for an all day career day workshop. The progtawvastaery
deliberate in their efforts to have men of color come in to be a part of the dayeeThey
wanted the young men to see other positive men of color in professions like medigine, la
engineering to contradict what they see in the media and in their own lives.

Jimmy: The career day fair was really a nice experience. | meamefto see young and older
men of color in professional roles was something that | never really get tb me@an we see the
rappers, basketball players on t.v. but that’s pretty much it. To talk with them andbetr a
their story made me feel like | could do it as well. It also made nhgdee about myself as a
male of color.

CL: Why did you feel good?

Jimmy: Because it gave me pride to see other men of my race doing weljingdd live
successful lives. | mean | felt good about myself.

Jimmy’s interview excerpt supports why the program staff felt thatstimaortant to
make sure the students had an opportunity to interact with positive and successful oh@n of ¢
The career fair was an opportunity for the young men to learn about careeesastintTatum
(2005) argues that it is essential for black young people to learn positivatintages and
messages outside the usual black/white paradigm, to critique and reject ndgetvtyzes
learned from the dominant white culture. The young men left the careerlagfenore
hopeful about their future after high school. Before the program and this careearfigi of the
young men did not see many males of color in roles beyond professional entertaiwerser,
the career fair highlighted men of color who were doctors, lawyers and engiméess.
exhibited a heightened sense of motivation about their futures.

Other students talked about how the career fair helped them gain confidence in

themselves and acknowledge how hard work and dedication could produce desired resylts. Man
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of the young men had lofty childhood dreams but felt their academic failures andgberson
mishaps would prevent these from coming into fruition. Many of them felt it was &fotat
them to improve their chances of success and/or never received the nesessarggement
and motivation from others to work diligently towards these goals of success. Swred tie
be a lawyer or engineer but could not conceptualize what it required to accotmgdisigbals.
Therefore, their participation in the professional development training a&er cklay gave them
the opportunity to explore and learn more about the things they were interested in, in turn
motivating and encouraging them to work towards those professions.

It was my first time learning that | needed to be good in nmathrder to be an

engineer. | like building things and putting things together so to know wha

have to do, tells me what | need to make sure | am learnischimol. Listening

to that guy talk about how he use to get in trouble and now he is doing well makes

me feel better about my future. | have made some mistakesdbliké | can still

reach my goals in life (Quincy, June, 2010).
For so many of them they were given a dash of hope and encouragement that thaldtoo c
achieve despite some of the obstacles that they had to face. As with JimQuiacyl the
other young men shared in a discussion after the career fair that theytéslabeut themselves
because they had learned a lot about their profession and had also met and networked with othe
men of color with similar experiences that still managed to become successiuttpre
citizens. Although a number of the young men had made negative decisions in théneljves
could still make the necessary changes to turn their life around. The space tha¢¢helay

activity provided for the high school students gave them hope despite their passfaind a

more positive outlook on their future.
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The Creed
The high school students in the Impact program created the program’s creed. The

program staff wanted to have a motto or creed that would represent what this preggaio
those who were involved in it. The high school students each were responsible for weiting th
own individual creed and each individual creed was merged into the model creed fairéhe e
program — the final creed was the work product of the high school mentors. Thegoered

to remember and recite at the beginning and closing of each Thursday tragsiog.sd he

young men took a great deal of pride in remembering the creed and it supplemeatkdrthe

programs that were geared to improve their confidence. The PAS creed isws:foll

Today is a new beginning in which we strive to succeed through intellectual, academic and
social growth

Today is struggle, tomorrow is victory, and everyday is a chance for success

Helping those to follow in our footsteps is our duty

We take our opportunities and turn them into achievements

For when there is no hope, we believe we can do all things

From our roots to our leaves, we believe that we inspire others to grow around us

We are living portraits and the very epitome of the need to succeed

We will not allow our mistakes to become our life

Our past is motivation to where we desire to be and education will take us there

If one succeeds, we all succeed, for we are here to improve and develop the future moments of
our legacy

We know we have the choice to succeed, being thankful for the seed that has been planted

We hold the power to change our life; for this is our moment, our time
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The creed gave me something to live by. | mean it was so pdwerhe, | say it

all the time at school to myself...1 say it at home as witl like a code to how

to live my life now. It's something that | definitely wikmember for the rest of

my life (Darnell, Interview 2 April, 2010).
The young men really took pride in that creed; it made many of them feel more teachtoethe
program and what its principles. The creed also gave them a sense of confidence\atidmot
to stand for ideas and concepts that would help them live a productive life for themzselve
others.

The creed is like my Bible. It helps me think about how to vataeahd myself

and how | can contribute to society. It makes me feel good abowfnaysl

gives me some confidence that | am making a difference (Jugmyiew 1,

December, 2009).
For most of the young men, the creed meant a sense of unity, an attachment tongppréedbi
confidence and a sense of purpose. “I now feel like | have a purpose in life, it maket me fe
more confident in myself (Alonzo, Interview 2, April 2010). Alonzo summarizes the thoughts
that so many of them have for the program and what the creed does for theras thgm

something they can feel a part of, since so many of them have been marginalizechivom

they now feel a sense of belonging (Gordon and Boyd, (2009); Hall (2006); Ogbu (1990).

Summary

In this chapter, the relationships that the young men had with the prograwcstafied
at the meso-system level of the program. The development and cultivation thaatmoktghis
level of the program’s ecology had a positive influence on their thoughts aboutltresnse
Many of these young men didn’t have fathers or other positive male role modetetheould
talk to or learn from. Many of them were looking for people to guide them towards more

successful thinking. Some of them were lacking confidence in themselves hbibegusere
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seldom told anything positive. Furthermore, many of them hadn’t interacteduetéssful
men whom they could relate to. For some, the men in their lives including theis fattrer not
positive role models. However, the program staff became role models anditattes that so
many of them yearned for. Interacting with other males of color fastertaem a true since of
capability—as such their dreams and goals become a reality and adgrogbibility. They no
longer were idealizing Kobe Bryant, Lebron James and Lil Wayne (rappdahdyutdentified
with Mr. Wilson, Mr. Walters (college mentor), Mr. Jones (college mentor) whsuaeessful

in their own right and more importantly people who they could talk to and learn fronmsomper
and not on television.

The activities that occurred at the exo- level of the program also contributeslytoung
men’s development of a more positive, less violent, more hopeful self-perception. |Udse va
and goals of the program that steered the direction and purpose of the program bgiiaee fa
healthy relationships that produced healthy and capable young men. The words tgréma’pro
creed spoken everyday became the guide in which they were to live thembvesy forward.
The young men gained a sense of purpose and confidence in their life and simultaneously
gained a support system that would give them the love and support needed as they returned to

their respective homes, schools and community settings each day.
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Chapter 8
Discussion
“Today is a new beginning in which we strive to succeed through intellectuagnaicagind
social growth. Today is struggle, tomorrow is victory, and everyday is a charstetass...”
-IMPACT mentoring program creed

As encouraging as those first two sentences are in the IMPACT pragresed, it is just
as exciting and encouraging to know that there are young men who believe and try to
conceptualize their lives in such a manner. To know that although today might be adiuiggl
tomorrow could be victory and every day beyond that is a chance for success coulcirepire
those at the most vulnerable, hopeless, dark, and desperate levels of their livggi® ama
beacon of hope. After | finished a group discussion with the young men, | was asked the
following two questions: “What made you want to be successful in life and do the youngse
doing?”; and, “Did you have any help becoming successful?” Quite honestly, 8 gjauagew
seconds to think about those very straightforward, but thought-provoking questions. | knew who
played a significant role in my life up to that point, but never thought much beyond that. 1
understood why the students asked those questions. | was a young, African Amalecammon
like many of them grew up in an urban environment, albeit my urban environment being much
larger. | had recently told a very brief synopsis of my childhood that was veguintito
many of them because they realized that we shared some similar childipeoémes
associated with neighborhood violence and impropriety that are often a result airibenec
struggles of a community. Those two questions were the catalyst that sparkedrest in
studying this topic.

| felt it was very important for me to share my story with them, but it was mguortant

that the young men had the opportunity to create their own. It was in this instaricsotigtit
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to explore their stories. In my direct involvement with the young men it wastcbaheir
involvement in this program went beyond the small monetary compensation thatctieg,re
and there was something else that the young men were receiving thaeedeyond monetary
value. As the young men began to engage in the program’s mission and goals thdg bega
reflect and make sense of who they are, reflect on their home and school expeardctart to
think differently about their current school and life trajectories.

With this, | set out to understand and examine the experiences that the young nmen had i
the IMPACT mentoring program. The young mens’ experiences in school and at hioeecef
and help them construct their perceptions of themselves academically and amgoung
currently and in the future. In this study | attempted to answer the questiorddloigh school
males of color describe and make sense of their academic engagement in schalél and s
perception while participating in an ecologically structured school basetbnmg program?

In this chapter, | discuss the four major findings related to the overarcheagcies
guestion. These findings include (a) the ecological structure of the prograeno#lon the
high school males’ academic engagement and self-perception, (b) same-remewyisder
mentoring, (c) the males’ conceptions of manhood and how these concepts influencetftheir s
perception, and (d) the concept of surrogate mentoring as it relates to tlomsbips that
developed between the high school males and the program staff. | also provide &distuss
the various nuances present in the development and re-shaping of the young men'’s self-
perceptions and academic engagement in school. Further, | discuss the implafahestudy

for structuring school-based mentoring programs, for K-12 education, and fer fesaarch.
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Discussion
High School Males Making Sense of Their Lives!

The young men involved in this study were very honest and descriptive about how their
home and school environment influenced their academic engagement in school and self-
perceptions before entering the IMPACT mentoring program. Chapter four provided a
description and brief analysis of the young mens’ home environments and schoolherserie
that have had an influence on their academic engagement and self-perceptian The t
participants shared some commonalities in their home and school experiencesrhtheg
reaction to these experiences varied. Some of the high school males used themeegty
motivate them to do well in school while others lacked the motivation. Moreover, their home
environment influenced their conception of manhood and their current roles as young imen. Al
of the young men were aware of the negative perceptions that are oftentadssitiamales of
color in society: high drop out rates, high incarceration rates, and aggressaveob¢Davis,

2005; Noguera, 2003). Although many of them were headed in the direction of dropping out of
school, and had some involvement with the criminal justice system and displayed some
aggressive behavior (fighting), they all adamantly reassured themsethesinterviews and

group discussions that they were different from what the negative perceptivincanh

American or Latino males are at the societal level. The high school walesaive or in

denial about how some of their actions supported some of the negative societalqreroépt

African American and Latino males.
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Working with ‘At-Risk’ Youth—An Ecological Perspective

“At-risk” youth usually refers to those who are troubled, failing acadaiyjand often
perceived as a menace to their communities. Although there have been a numbeaofgrog
research, reform, and government efforts developed and implemented to combat #@mmne of
behaviors that many labeled at-risk embody, very little has been done to erduicaystemic
issues that often induce such at-risk behaviors. With any of us fortunate to consdkresur
successful, our current conditions have been influenced by a number of environmental and
familial factors. There is a fair assumption that if people are born intoititbenelass, they
usually attend middle class high-performing schools, live in middle cladsbeeigpods, and
thus develop middle class values (Bourdieu, 1973; Lareau, 2003). Contrarily, if pedmenare
into a working class/poor family single parent home, they usually live in mgdtass/poor
neighborhoods, attend poor underperforming schools, and have limited community resources
(Howard, 2008; Noguera, 2003). Coupled with factors that social identity markersssacie a
can play in a person’s experiences, these predetermined conditions can oftemdetéai
kind of future a child could have. It is important that we continue to find ways to adi¢hede
issues in a structural and programmatic way—addressing the structurahpsdbht often
plagued those labeled at-risk.

The mentoring program provided the high school students with strategies to make them
more successful academically and to combat the attitudes and behaviors thdist®abeir
marginalization and exclusion in schools. Some of those activities included wlesddgsions
on issues that occurred in the classrooms they mentored in, issues in their own high school
classrooms, and societal issues facing males of color. These discuss®ti®egathe

opportunity to think critically about the structures in place in schools and societgaiaause
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them to be marginalized. The program provided them some strategies needed te tlavigat
often-oppressive educational system. The fact that the students were involygdgnaa

where they focused on issues that were pertinent to them and supervised by those whedhave li
through similar experiences and similar racial backgrounds proved to be lznefibeir new

outlook on life and success in school. | found this to be very important to the high school

mentors. One cannot highlight enough the value that the closeness in age and race played in how
the high school males perceived the college mentors. Aspects of this mentogragmrsuch

as relationship building and trust, are foundations that these young men did not have in their
schools and/or homes.

The IMPACT Mentoring program staff wanted to extend beyond the typical mentoring
program by developing a program that would not deal with the individual child as if he exist
separate from other environmental influences. The ecological structine moigram allowed
for the program to interact with the various ecologies of the high school maladjngchome
and school. From an ecological perspective, the home, school, and IMPACT arettings &
each of the high school males’ microsystem (see Figure 10). Thus, thipstadyily focused
on the influence of the program on the high school males’ microsystem level, and not the other
layers of the high school students’ ecology.

In IMPACT’s microsystem level there were two settings that influenoegaung men.
These included their roles as mentors ingfter school program and their role as mentees in
Thursday Training sessions These two settings located at the microsystem level of the
program gave the young men the opportunity to engage in activities that helpedftéetnome
their self perceptions and academic engagement in school (see Figurechéyuter 1). At the

mesosystem level of the IMPACT program the young men had various irdasagith the
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preK-3rd grade boys, each other, and the program staff. These interactiordembtméhe
structured activities at the exosystem level and were created to phoe for the young men in
the program to discuss issues that were relevant to them and could help them growlapd deve
their ideas around their self-perceptions (see Figure 3 from chapter 1actihiges that

occurred in the Thursday meetings, like study hall and the one-on-one meetingsg@&ittire
exosystem level, provided another layer of support for the young mens’ academtc. ghdivatf

the structures and activities were guided by IMPACT’s goals and valhes) represent the
macrosystem level of the program (see Figure 2 from chapt&idyre 10 illustrates

IMPACT’s place in a high school male’s ecological system.

Brofenbrenner’s (1979) ecological systems theory helped to explicate tipdezom
structure of the mentoring program. The ecological structure of the IMRA&IToring program
made it a unique approach to school based mentoring. The different layers of thealcologi
systems theory allowed for a program such as IMPACT to provide the necstssaiyre and
activities that worked seamlessly to influence the high school studentshacaagagement in
school and self-perception. Additionally, the ecological structure allowe&OMP program
values and goals to create a culture that countered the culture that someoahthengn were
experiencing outside their participation in the program. Mentoring progratiackahis
approach or fail to recognize the various factors that are working simultapemugluence an
individual’s life could possibly miss the opportunity to affect the child holisyicall

Traditionally, school- and community-based mentoring programs focus on the academi
and social aspect of the child’s life (Colley 2002). Moreover, traditional mentagggms are
not often structured in ways that allow for these programs to focus on the child beyond the

school environment. The current literature also lacks the mention of ecologictlirstr
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programs. This study will add to the current research on mentoring programs lytaddin
influence of a tiered, structured, ecological mentoring program for AfAcagerican and Latino
high school males. This research study illustrates the influence teetcdpproach that
includes the role of program manager, director, college mentors, and preka@edstdents has
on the high school males’ academic engagement and self-perceptions. Thipeoadta
coupled with the ecological structure of IMPACT provided the space and opporturtte for
young men to build relationships with others that were facilitated by theivemwant in the
program as mentors and mentees. IMPACT’s ecological structure propiaes and
opportunities for the young men to reflect and reshape their self-perceptionsnanebised

their engagement in school. These conclusions show the benefits of a tieredngam@oach
and ecologically structured mentoring programs on high school males dedhahce the
limited research on both ecologically structured mentoring programstarécamentor/mentee
structure. This study enhances the research on mentoring programs and provdehdaistic
approach to mentoring. It also enhances the scant research on the benefitralceaseame-
gender mentoring programs where previous studies have shown inconclusive results on the
effectiveness of same race/gender mentoring (Fashola, 2003; Holt, 2008). Tiseofebigdt

study substantially reveal the effectiveness of same-race, samer-gegatoring.

Same Race, Same Gender Mentoring
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When asked about the influence of the mentoring program on the young men’s
conceptions of their racial and gender identity, most of them did not think that thenpioapta
any influence on how they think of themselvesrades of color There is a slight contradiction,
however, in some of their responses to that statement and how they responded overall to the
influence of IMPACT on their academic and self-perceptions, as can be seeptarxbaand 6.
My attempt to make sense of this contradiction is that some of the young ment fisleitheace
and gender were not constructs that can be changed; these aspects of theiardgnstywho
they are. | would argue that their conceptions of manhood were directly linkedal eati
constructions of gender identity. Moreover, being African American and Latino sooigty is
constructed in a certain way that is very different from being White and baileg further, |
would argue that there were some implicit and explicit implications thahe-ssce and gender
orientated program had on the experiences of the young men in the program. Thacsaanel
gender orientation had some influence on how they reshaped their self-paicaptl increased
their engagement in school.

Another benefit of having college mentors who were not only the same race and gender
of the high school students was that they were also very close in age. The refsions
developed between the high school males and the college mentors partly becauskthesamy
shared the same experiences (growing up in similar communities and sctiogésanhd shared
a closeness in age. Many of the college mentors were a year or two removadfrachool
themselves, so many of them listened to the same music, watched the sasiertedeows, etc.
The shared interests made it a lot easier to make connections and developfariesteihat
would possibly take longer if the age gap was wider. The high school males weressge

other men of the same race who had similar experiences (suspensions, trukmfyather
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figures, etc.) make it to college. The relationships that were developeldesindluence that the
college mentors had on the high school students will definitely contribute to theutiéena
mentoring programs.

All of the high school students, preK-3rd graders, and program staff member
African American or Latino males. For some of the young men it was thérfissthey were
surrounded by so many positive role models. In chapters 5 and 6 Jimmy often digmisses t
positive influence that the all-men of color structure had on his academic and pgreaiia.
This experience afforded him the opportunity to learn from other males of color-thsogiee
lacked because he grew up solely around White people. It was also importaohteda®often
talked about how he initially believed that African Americans were only gogploats. His
relationships with the program staff and involvement in various program adilike the career
fair with males of color in academic professions allowed for the reshaphig thfoughts.
Because of his experience in the same-race and gender program Jason beganbiouthinkea
professions he could explore beyond football.

The same-race and gender structure also encouraged and motivated the high schoolers to
work harder on academics. Darnell referred to his involvement in the one-on-one maeting
his relationship with some of the program staff members as motivation for hiorkdharder in
school. He often referred to the study hall sessions as one of the motivatiaralifabis
increased motivation to do well in school. Darnell often discussed the influencecihgtather
males of color studying, specifically the college students, was encogifaginim. Some of the
other high school males mentioned the influence of studying with their peers anchaldgrof
color as a show of support and brotherhood. All of the high school students referred to the fact

that having other males of color checking up on them via the more formal one-on-dimgsnee
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or the informal communication (texting, phone calls, outings, etc.) was somethingethat t
appreciated and had limited interactions with in the past. Bryant and Zimme2@aa), (

Gratham (2004) and Hall (2006) support the idea of same-race and gender mentgrenm$ro

for at-risk adolescents because the programs can provide them with the pokatimedels that

many of them lack in their home, school, and communities. For example, Hall (2006) provides a
detailed description of the benefits of developing a same-race mentoringrproige found that
same-race mentoring programs provide males of color with the support anglésafeto

explore issues that are relevant to their lives that could have implications csetheir

confidence. Gratham (2004) further explicates that having the presence aebsamentors

could prove critical for a youth’s development and success in school. Figure 11 datesrast

mentoring session with a program staff member leading a discussion with highreetesl

Conceptions of Manhood

Unfortunately, none of the young men in this study had their biological fatherg &ti
home. For most, their fathers did not have a presence in their life. Out of the tepaaHici
only two had a male presence (stepfather) in the home, and even those relationghim we
very strong. As stated a few times throughout this dissertation, many ofi&@elor, specifically
African American males, grow up in homes where the mother is the sole providaneidilly
and emotionally (Noguera, 2003). Many of these males grow up developing their ideas of
manhood from other males in their family, community, or the media (Davis, 2005; Gause 2005;
Sewell, 1997). In the media, males of color are often stereotypically partaayeugh,

aggressive, and violent (Majors & Billson, 1992; Neblett, Chavons, Nguyen, Sellers, 2009). The
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high school males in this study developed three different conceptions of manhood: toughness,
financial provider (independent), and feeling emasculated.

Students like Alonzo, Deon, Juan, and Quincy learned a conception of manhood from
their interactions in their community that led to violent activity (fightiagyl other illegal
activities. Ben, Darnell, Jason, Raymond, and Larry felt the need to be more indepande
Jimmy felt emasculated. In past research, Sewell, 1997, argues teatwithbut father figures
often feel emasculated because they lack a male role model; however, lingitedsesearch
that focuses on how young men such as Ben, Darnell, Jason, Raymond and Larry turn out to be
more independent (financial providers) and/or withdrawn instead of turning to vi@edts
illegal activities.

The young men came into the program with a view of manhood that was influenced by
their home and school environments. Some of the young men felt that they had to exude their
tough man attitude to earn the respect from others; some of the other studentséstttebe
the financial providers for their families, thus taking time and focus awaghmokand more on
making money. This tough man mentality also coerced them in to fighting, or tine cfl
fighting that often led them to school suspensions and/or legal troubles. Ferguson (2@91) pos
that, “fighting becomes, therefore, a powerful spectacle through which to exmable as a
site for the construction of manhood” (182). She further explicates that fightingnsusk:d
synonymously with being violent or aggressive. For some of the high school mategfig
demonstrated their toughness—a construction of manhood that they subscribed to. Ties activi
and discussions provided by IMPACT assisted the young men in reshapingtitueiesabout
manhood. As the young men began to reshape their ideas of manhood their self-perceptions a

academic engagement were positively affected. They started toebislag\being a man
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involved not showing how tough you are, but that it means being more responsible in school,
their home, and community. Fighting or acting tough was no longer the only option they felt
they had to show demonstrate their manhood. Figure 12 illustrates the pre- and postecencept
of manhood that the young men displayed and the IMPACT program activities tied el

reshape their conceptions.

Surrogate Mentoring

What implicitly occurred within these conversations is what | calirtgyate mentoring.”
| use this term to represent the level of mentoring that takes place beyond wdratidered
traditional mentoring and extends into traditional parenting roles. Pareniganally those
adults who provide guidance and teaching about values, such as what it means to lomet | am
arguing that the parents of the young men were not having similar conversatlotiseir
children, but due to the lack of a father presence many of the young men began to look to ma
of the mentors and adult program staff as father figures in their lives. So ggeaoientors
became surrogate older brothers, and the program manager anddrfpdyggctor) became
surrogate fathers for the young men. The adult black men in IMPACT taudhigthschool
men things about manhood that were counter narratives to what they had learned atidedterna
from their home and school environments. The surrogate relationships with blaclolegle c
mentors and program staff were part of the structure of the program that provigedrigeanen
with relationships that many yearned for. It was one of the unintentionakrestiie program
that was connected to the influence that the same-race and gender mentasim¢hleagoung
men. The surrogate relationships were critical in reshaping the conceptionshafothdhat |

discussed previously. These relationships extended beyond the typical relatitresttips
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literature suggests should occur. Instead, familial-like relationshiptopededue to how
involved the program staff was in the lives of the young men. The relationships tbat we
created precipitated an environment that cultivated the relationships beyondah typic
mentor/mentee relationship and into a loving surrogate family-like bond that mtre/lagh
school males desired.

The studies that were mentioned in the literature review were limited irdtbeirssion
of influence of same-race, same-gender or ecologically structppedaaehes to mentoring. The
studies that were done on the effects of same-race mentoring were ineentiagever, the
results of this study nuances those conclusions and provides some implicationgforisty
mentoring programs that are same-race and gender ecologically. fEnentifevels of
IMPACT create a new segment of research literature on mentoring m®grat has never been

empirically addressed.

Implications for Structuring Mentoring Programs

As Duncan (2002) explicates, the first step to improving the academic and socedss
of males of color in school would be to listen to what they have to say about theiepgpsri
What | have attempted to do in this study is to illuminate ways to improve theesqasr of
males of color in schools; to assist the young men in developing a counter story igetineene
experiences that many of them had in school and to demonstrate a positively deastruct
program that helped to motivate students to perform well in school, and provide them with the
skills and tools needed to be successful in life.

Mentoring programs, if implemented effectively and have clear goald prove to be

successful for the students involved. It is also important that a level of trettdished
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between the mentor and mentee. Finding ways to develop those trusting relatioosluips
prove valuable for them academically and socially.

Mentoring programs must be created with the child in mind. The time must bedallotte
for the child and his or her mentor to develop relationships that are not temporary bualbhptenti
long-ternt. Our most vulnerable students need more than our typical one-on-one two hour a
week mentoring sessions. Instead, our most at-risk students need mentors \apalzeeat
being cultural mediators as Irvine (1987) suggests to help students navegatealy through
school. To this end, | suggest that mentoring programs take an aggressiveacappyoach
where they are not only focused on getting to know the child but also on getting to know the
aspects of the child’s life that influence the child the most. To do that, school-basexing
programs should provide spaces for students that allow them to explore some of theassues t
they are grappling with most. When applicable, it is important that mentoring daascooin
isolation. Mentoring in isolation means to mentor the child without bringing in key component
of the other settings they interact with. Parents, as well as school perstiouéd be well
informed, and when applicable, involved in the process. For example, the mentor should have
periodic conversations with the parent(s)/guardian(s) of the mentee to check on hbidtise ¢
doing in the home setting. They should also be invited to participate in activitiesaghat m
display the academic and social growth of their child.

It is also important to provide the mentees opportunities to not only receive somef for
help and assistance, but to also be provided with opportunities to assist others. This can be done
through volunteer opportunities or by asking the mentee to become a mentor of somepbne eithe

in their family or to someone in their community.
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Mentoring—A Hands-on Approach!

The typical youth mentoring program requires a minimum of about two hours weekly
where the mentor and mentee spend time with each other. This time could be spent in various
ways: talking with youth about social issues, working with youth on some acacemierns,
spending recreational time, etc. Moreover, the typical relationship is oftertestmorthe year-
long relationships are often established only to fulfill a personal, professional, atiedakt
requirement. Many of our most at-risk, vulnerable, endangered or any other worof Sagihg
doomed youth, are often paired with mentors in programs where the sole purpose of time progra
is to give interested young adults an opportunity to test out whether they want to Wottese
kinds of youth, with no regard for their social, cultural, racial, or gender miematc

| do not disregard the positive influence that mixed race, culture, or gender matahes ha
on youth. What | am suggesting here is not that those youth programs as such duablet va
and do not provide the necessary temporary guidance that the youth may need in thershort te
Instead, there need to be more than short-term solutions tossed at long-termgraloegi
term problems that have spent a lengthy time developing need to have an ecolmgia
holistic approach to address the complex issues that often exist with our mostrdegeiya

youth.

Implications for School and K-12 School Administrators

This program also has implications for K-12 school administrators. As adntionistia
schools where there is a high population of minority males who are at risk rod) fald
dropping out of schools, administrators and other staff members should reach out to local

universities and community organizations to find ways to partner with them on schabl-base
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mentoring programs. Programs like IMPACT could be one step in the right directiardtow
alleviating all of the dismal statistics concerning males of color in ssla@obss the U.S.
Schools should find ways to implement programs for their at-risk youth—malmalefe-who

are struggling academically and socially in school. Most programs cyrieipliice focus on

the academic achievement aspect of the child’s failures, but there mustebefraor
comprehensive approach to dealing with our most vulnerable youth. Their problems are not
usually simple ones. We must find creative ways to tap into the child holistiddlese
programs should be located in the schools and include the input of the children, parents,
community members, businesses, local politicians, organizations, teachers, asdhaibke

staff. If programs continue to only focus on one aspect of a child’s being theitl wentnue

to miss the opportunity to holistically affect the child. The programs should not ietend t
infiltrate the child’s home environment as though the parent is not doing a good jolad,Inste
school districts could provide programs to use school-based mentoring programs to provide
opportunities for high school students to work with students in middle and elementary schools.
This study has shown the positive influence that these programs have on at-riskibaih sc

students.

Implications for Future Research

Further research could be done to examine how males perform academicatigialiygl s
in school after their involvement in the program. It would also be important to talkhaith t
parents of the young men to see if and how these young men have changed at howone. It w

also be important to closely examine the impact that mentoring the preKagiergihad on the
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high school students. Finally, it will be important to see the impact that this progdaon kize
college mentors and the younger preK-2nd grade students in the program as well.

Future research on this topic could include a longitudinal study that would follow the
young men beyond their time in the program to see if the things they learnegriodhem are
embodied beyond their tenure in the program. Funding could be secured for a program like
IMPACT to implement in other school districts where young men of color arggsitng
academically and socially in school to see if the program can be edfattother contexts. This
program could also be implemented and researched for its viability with strupgjimgchool
women of color as well. Finally, a qualitative study needs to be done on the influehee of
high school and college mentors on the preK-3rd grade students to measure thethalue of
program on their thoughts and feelings about school and themselves due to their involwement i
the program.

It would also have been helpful to interview the college mentors and program manager
about their experiences with the high school males in the program. | did not intdrgie
teachers or any of the school personnel about their views of the young men in bhiagsghT
school students’ home environments were described from their perspectives, soievrthe
parents/guardians whom the young men lived with could have also been useful to provide
another perspective on the experiences of the men in their home environments. Yloslgtud
focused on the students’ qualitative views of their self-perceptions, but a suaegelf-
perception scale to gather quantitative data on the possible changes irlftpeirceptions

could prove valuable.
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Limitations of Study

This study has some limitations. Research was conducted with only ten paisicgoa
the results can’'t necessarily be generalized to other males of cawaldd important to note
that there were only two Latino males in the study, so most of the data collested Whican
American males. With that, it is important that the indication of males of rothis study does
not lump African American and Latino males together as if they will always shared

experiences.

Conclusion
The Counter-story

The young men entered IMPACT with a story already being written. Althowgh oh
the young men came from similar racial, gender, social clasdyfsimicture, and school
environments, each story was unique to the individual. Some of their stories had similar
elements, like the lack of a father figure, a mother as the sole provider, th fteethe “man”
of the house, failing grades, low academic engagement, low-self esteemgatiderself-
perceptions. The IMPACT program helped the young men begin to think about their lives
differently.

My approach to this work evolved around giving voice to the high school males’
experiences. Scholars have used critical race theory (Delgado &c&tefz000) to highlight
the importance of voice in examining the school experiences of males of colcariHze
represented by stories tlatunterdominant, deficit narratives of black and brown males in
society (Duncan, 2002; Howard, 2008). The IMPACT mentoring program and the high school

males’ experiences in the program, presented a counter-narrative to thkedivbe young men
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were living before they entered the program. The four themes that derivethisamsearch:

the ecological structure, same race and gender, conceptions of manhood, and the concept of
‘surrogate’ mentoring, all factored into how the program influenced the high schiesl ma
academic engagement and self-perceptions. The activities embedded widgeacstructure

of the program provided the young men with another perspective to the life thateteeliving.

The relationships that were developed and cultivated helped the high school malestcanstr
counter narrative to the narrative that was being written before their invehten the program.
Through the many discussions and activities provided to them in the mentoring prograof, a lot
the students expressed a sense of empowerment, a renewed sense of purpose,iaed revital
self-perception.

Race plays an important role in the students’ lives and who they are as individuals, both
negatively and positively. The students seemed to struggle with what Duncan (200@hetenti
as the “contradictory formula.” He argues that Black males largalgtréjeir subservient place
in the gender hierarchy of schools and appropriate alternative forms of blacklimigy that
further stigmatize them (132). The males in the study often demonstrateontneglctory
formula. Some of the males expressed a desire to do well academically but dehmot se
supported in their endeavors. They also had to fight against the low expectations placed on them
as males of color, the oppressive structures that often exist in schools, andshesesther
members of their home and community who do not value academic achievement. As the high
school students progressed through their mentoring program, their social interathahge w
college mentor (males who overcame the contradictory formula) coupled with grougsttisis
and field trips that challenged their perception of themselves and those like thsd,tbe

transform their thoughts and beliefs about what it meant to succeed acalyemnidaocially in
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school. My hope is that all of the young men live up to the following excerpt from IMBAC
creed that they recited everyday:

“Our past is motivation to where we desire to be and education will take us there.

If one succeeds, we all succeed, for we are here to improve and develop the futunésnedme

our legacy. We know we have the choice to succeed, being thankful for the seed that has been
planted. We hold the power to change our life; for this is our moment, our time.”

-IMPACT program creed
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