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ABSTRACT

SPONSORING TEEN BOYS DIRECTLY,
SPONSORING TEEN BOYS'’ LITERACY PRACTICES INDIRECTLY

By

Deborah Monique Vriend Van Duinen

The national attention to boys’ underachievemetiténacy over the past two decades
has resulted in many research studies focusingetiteracy practices that teen boys chose to do
in their own time and for their own purposes. Oftie®se out-of-school literacy practices are
contrasted with school literacy. This qualitatinedepth interview study with 21 adolescent boys
reframes understandings of teen boys’ literacytfmag in its analysis of the various literacy
sponsors in teen boys’ lives, sponsors that incindee than just school and teachers. Drawing
on New Literacy Studies and youth culture studieslapt Deborah Brandt’s concept of literacy
sponsorship and apply it to teen boys’ experiemgtrsliteracy. | explore the people,
institutions, and commercial forces that encoursggch and support as well as discourage and
withhold teen boys’ literacy practices. Using metblogy that indirectly gets at teen boys’
literacy practices through the use of intervievifacts, my study asks the following questions:
What are the texts, contexts, participants, fumstiand motivations involved in adolescent boys’
literacy practices? When literacy is sponsored,twls® is being sponsored? How do boys
respond to this sponsorship? What motivates the tmparticipate in the literacy practices they
do?

Specifically focusing on teen boys’ family, spodsd church sponsorship situations, |
propose that these literacy sponsors are dirgotgsoring ways of being teen boys, and in the

process indirectly sponsor ways of being literaigsb | offer the term “gendered literacy



sponsorship” to describe how these sponsorshiptgitts have consequences on how teen boys

view themselves and what they are capable of damaigbeing.



Copyright by
DEBORAH MONIQUE VRIEND VAN DUINEN

2011



This dissertation is dedicated to my three sons,



ACKNOWLEDGMENTS

| owe a great deal of thanks to the many people kndiped me with this dissertation.
First, I'm grateful to the 21 teen boys in my stut@iiey made this project possible. | am
thankful for their willingness to talk with me, sthhare what mattered in their lives and to trust me
in the telling of some of their stories. | alsoritkdhose involved in helping me recruit
participants for my study — Karen Padnos, Claudiza8ow, Jeanne Kane and Teddy Davis.

Second, | want to thank the members of my dissent@ommittee. | thank Suzanne
Wilson, my guidance advisor during my seven yeaggaduate school. In one of our first
meetings together, she encouraged me to “make"seingengs from other people’s
perspectives. | have been trying to do this in noylknever since. | will always be grateful to her
for the formative role she played in my developmena researcher and teacher. | thank Marilyn
Wilson for her encouragement and support over d#aesy Her contagious passion for studying
literacy and for trying to understand the differesatys that people read, write, and talk has
inspired much of my own. | thank Julie Lindquist feer generative and generous feedback on
this project and specifically on its methodologthank Laura Apol for her insights on literacy
teaching and learning and for taking an intereshyrwork from the very beginning. Finally, |
thank Mary Juzwik, my dissertation director, foe important role she played in the
development of this dissertation and in the waydraach my scholarship. I'm have benefited
tremendously from her advice and feedback andalvtlys consider her a role model.

I’'m also grateful to my colleagues in graduate sthiothank the members of my writing
groups — Christine Dawson, Anny Fritzen, Mary TogkcZoy Oslund, and Ann Lawrence — all
incredibly smart and caring women who gifted mehwtiteir friendship. Time and time again,

they helped to make my writing stronger, the wgtprocess more enjoyable, and graduate

Vi



school more humane. | especially thank Ann Lawreaae writing group facilitator, for helping
me claim my identity as a writer. | will always i about writing differently because of her. |
also thank Kathy Schoon-Tanis, Rob Petrone, Jirdrieleson, Mike Sherry, Carlin Borsheim-
Black, and Anne Heintz among others who have doumteid in various ways to this project.

My communities of friends outside of graduate sé¢lad&o deserve sincere thanks. I'm
grateful to Maria Rooks, Keri Maxon, and Traci Bafa caring for and loving my children on
S0 many occasions. I'm thankful for the covenaietiiships | have with fellow Ph. D’s Kathy,
Gretchen, and Kristen and for the support that ausm Michelle Kooy has faithfully given to
me over the years. | am also very appreciativheftiends in my church community,
particularly Adriann, Lynn, Christa, who so oftdmogvered me with tangible expressions of their
love during this dissertation process.

Finally, | want to thank my family. To Joel, Sar&ranielle, and Peter and their families
as well as to Nettie, Laura and Jay, | say a hadattfanks for prayers and support at always just
the right times. | often felt that | didn’t desereebe the recipient of such love. | particularly
thank my parents, Jake and Minka, for modeling vith@eans to be life-long learners and, most
importantly, for teaching me that true wisdom corfiesr God. I'm grateful to my wonderful
children — Claire, David James, Jacob and Elijdteylteach me to laugh, play, trust and delight
and, in doing so, remind me that my first respaiigibs always to my family.

Last, but far from least, | thank my husband Jame@ery step of the way on this crazy
adventure he was my biggest fan and strongest si@opim so many ways, he makes me a better
person. | am blessed to be able to journey thrditeylvith him and look forward to many more

adventures as together we seek out God’s calliogiitives.

Vil



Open Your Eyes
When you see me,
See me.
It's the least that you can do.

Sharon G. Flake (2010),
You don’'t even know me: Stories and poems abowst boy
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CHAPTER 1: “*JUST A BUNCH OF BONEHEADS?”

“You're studying teenage boys?” an acquaintanceethdously asked me at a summer
time barbeque. “They're just a bunch of boneheaks!5aid. His comment earned him laughter
from those standing around us. After hearing tived$ indeed doing a dissertation study on
teenage boys and that | was interested in the lahd=sading and writing they do, this man, in
his early 30s, who not that long ago had beenreageboy himself, exclaimed, “Do they even
read anymore?” Laughter ensued again. Obvioustyarg the responses he was receiving, he
continued with what seemed to be his punch line tiey even knowowto read?”

The person | talked with isn’t alone in his disnussand reductionistic views of teen
boys. Teen boys often get reduced to stereotypgesy are seen as a monolithic group of
unmotivated sports-watching, video-game playingpsthating, nonreaders who passively
follow popular culture trends and actively resgtila involvement in their lives. These
stereotypes reflect anxiety and concern over tegn,ltheir interests and their capabilities,
anxiety and concern that some researchers havedfguas American as apple pie” (Barrett &
Rivers, 2003, p. 2).

When anxiety about teen boys is expressed, it oéeeals particular characterizations of
adolescence and boys. These characterizationsypogtant to examine because they often
determine what people identify as the “problemst@unding teen boys as well as the proposed
“solutions.” Donna Alvermann (2009) writes that fess that period of time in young people’s
lives is scrutinized to reveal at least some ov@ssous constructions, one runs the risk of
prescribing solutions for a subpopulation that magnay not fit any of its members particularly

well” (p. 15). In other words, analyzing the soa@ahstructions of adolescence, and of teen boys



in particular, matters because of how these cottstns determine which interventions and
proposed responses get envisioned and carried out.

In this study, | examine the intersections betwesaracterizations of adolescent boys
and their literacy practices. In the last two desadboys’ low performances on standardized tests
of reading and writing have attracted internatiatséntion from a variety of disciplines and
theoretical and methodological perspectives. Fimeridte 1990s to the present, there has been a
wave of research on boys’ underachievement in dshvaith many of them focusing specifically
on their literacy achievement levels. In 2006,dgample, &Newsweekover coined the term
“boy crisis”, (Tyre, 2006) which later appearedNaw Republi@ndEsquirearticles, aroday
Showsegment and many newspaper and Internet editdmatés recenChronicle of Higher
Educationeditorial, Thomas Mortenson (2008) argued thaabse educators have focused on
raising educational and career achievements flarigithe last 40 years, men and boys today are
in “profound crisis.”

And yet, not everyone agrees. To some, the whele ad a “boy crisis” has been used by
conservatively-minded authors who blame “misguiftadinists” (Mead, 2006, p. 17) for
focusing too much attention and resources on festaldents instead of equally distributing
them between boys and girls. To others, the “b®yris used by more liberally-minded
authors who maintain that schools today use instmigl methods that are “particularly ill-suited
to boys’ interests and learning styles” (Mead, 2G06L4).

In “The Boy Crisis—Fact or Myth?,” Barnett and Rigg2006) argue that the statistics
used in these discussions do not take race oridkmssonsideration. They posit that if there is a
crisis, “it's among inner-city and rural boys. Wguburban boys, overall, are not in crisis. On

average, they are not dropping out of school, argidollege or lacking in verbal skills” (p. 5).



Clearly then, there are many ways in which to appihahe discussions about boys and their
school achievement levels. In “The Truth about Bayd Girls”, Mead (2006) concludes that
there is a “free market for theories about why bangsunderperforming girls in school, with
parents, educators, media, and the public chodsigiye credence to the explanations that are
the best marketed and that most appeal to theiexisting preferences” (p.17).

Identifying some of these pre-existing preferermesonstructions of teen boys was one
goal of this study. In fact, the study’s design \aatirect response to this. Though there is
adolescent literacy research that examines teesi bi@yacy practices through such methods as
researcher observations, parent questionnairefgeaurveys and standardized test scores, |
choose a methodological approach that allowed nheo from teen boys themselves. | wanted
to learn about their experiences as teenagersslitérate teen boys but | wanted them to tell
me. And, tell me they did.

In telling me about their experiences, the teerslshared what matters to them. | was
amazed at the diversity their experiences repredeshattering the characterization that “teen
boys” are all the same. | was delighted by thetiéaand resourcefulness that they
demonstrated in their incredibly rich literate By@roving wrong the stereotypes about their lack
of reading and writing. Simply put, these teen begse anything but “a bunch of boneheads.”

This dissertation study is, in many ways, a desonpof the landscape in which teen
boys’ literacy practices take place. In this dgsarn, | try to show that teen boys’ experiences
are greater than their individual capacities. ddty to show the complexity, texture and nuance
involved in boys’ literacy practices and, ultimatef boys themselves. However, an important
part of this study is to go beyond rich descripgiof who teen boys are and of their literacy

practices. As wonderfully diverse as they both asedelightful as | found them to be, | want this



study to go beyond what some adolescent literassarehers have described as a kind of
voyeurism (Moje, 2008).

Thus, my study is not a series of case studiesdwidual teen boys or of particular
literacy practices that | see across the teen bogtead, this study looks across teen boys’
literacy experiences to find patterns. | argue thatways in which different people, institutions,
and commercial interests view teen boys have casegs on how teen boys view themselves
and on what they are capable of doing and beindoing this, this study offers a way to reframe
teen boys’ literacy practices. Often viewed as dpeither “in” or “out of” school, as being “self-
sponsored” or “schooled”, this study argues the teoys’ literacy practices need to be seen as
occurring within a variety of sponsored situations.

Reframing discussions about teen boys and litaeatisnely and important. In September
2009, the Carnegie Council for Advancing Adolesdstaracy (CCAAL) released “Time to
Act: An Agenda for Advancing Adolescent Literacy foollege and Career Success,” claiming
that an “adolescent literacy crisis” has struck.Up$blic schools and that few American youth
are able to demonstrate specialized reading gKIBAAL, 2009). Citing outcomes of the
standardized test National Assessment of Educ&iogress (NAEP), the report draws attention
to how the majority of young people today, thougledo understand the main idea of a text
passage, for example, are not able to show “pwesfitior “advanced” reading skills such as
integrating information across multiple texts dtically relating the meaning of a text to their
personal experience. When broken along gender, liheSNAEP data suggest that these reading
achievement levels also demonstrate a widenindgapeen males and females with male
students, and particularly minority male studesigwing less reading gains than their female

counterparts since 1992 (Lee, Grigg, & Donahue7200



The report authors use crisis language to desadb&escent literacy and identify a gap
between basic reading and writing skills that Arceeni youth currently exhibit and those
specialized literacy skills required for succesannncreasingly networked American society
shaped by new media and emerging communicatiomtéatpes. The authors also argue that
“basic” literacy skills are no longer sufficientaur developing digitized multimedia
environment. Adolescents need to be able to contatsin multiple ways. The report points
out that the U.S. public schools continue to usgrfmded approaches” in teaching students how
to read and continue to rely on “inoculation” madef literacy learning, ones focusing on
teaching adolescent students “how to read” ratieam how to “read to learn” across various
contexts and content. The authors conclude thattime to act,” that new ways of approaching
literacy instruction and literacy in general argantly needed.

This recent report clearly emphasizes the impodarficontinued adolescent literacy
research on teen boys’ literacy practices. Whilestagy does not directly address teaching
adolescents “how to read”, it does offer a new wiagpproaching teen boys’ literacy practices.
Within current school contexts, literacy curricalad instructional practices are often positioned
in ways that make it possible to view adolescdittyacy practices on their own terms, as
operating in isolation from the other cultural sities engaged in by youth. In reality,
adolescents’ literacy practices, and teen boyardity practices in particular, reveal larger
notions of what it means to be a teen and a tedmage

In what follows, I first review the relevant reselaion teen boys’ literacy practices. Then,
| synthesize research on literacy sponsorship.dasehis review of the literature, | next

articulate a theoretical framework for this study gropose research questions.



Literature Review

Teen Boys’ Literacy Practices

The research on teen boys’ literacy practices teméfmme it in terms of in and out of
school categories. Much of the early research en b®ys’ literacy practices focuses on the
kinds of literacy practices teen boys prefer. Matthe research on teen boys’ literacy practices
has been in response to the “boy crisis” and to beys’ literacy underachievement in schools.
Some researchers have sought to examine what ¢gsrake doing with literacy outside of
school, trying to identify the literacy practiceen boys like. Others have focused on why teen
boys choose the literacy practices they do. In taghs | respond to this previous research by
examining the sponsorship of teen boys’ litera@cpces. In doing so, | will explore not only
what literacy practices teen boys engage in andbwihyalso how these literacy practices reflect

their various identities as adolescent boys.

The “what” of teen boys’ literacy practices.

Adolescent literacy researchers have respondedtional studies showing teen boys’
underachievement in literacy by examining what teeys do with literacy. In her seminal book,
Differently Literate Millard (1997) concludes that boys and girls hdiféerent reading and
writing preferences, that they have different attés toward schooled literacy and that they
experience literacy differently outside of schd&ihe asserts that teen boys tend to make different
reading choices than girls, preferring “action t$a&nd figures” over “fiction, feelings and
relationships” (p. 66). In addition, Millard notdsat teen boys tend to choose “alternative forms
of narrative distraction, such as favorite telemisprograms, video recordings and computer

games” (p. 75). Other researchers have pointegeto hoys’ success with alternative literacies



related to manga, comic books, zines, films, trgdiards, and chat rooms (Blair & Sanford,
2004; Mallett, 1997; Newkirk, 2002; Smith & Wilhe|rR002).

Many studies of teen boys’ literacy practices exanwhat teen boys do with literacy on
their own terms and in their own time. Often etmapdic in nature and situated within
sociocultural perspectives of literacy, these stssi@mploy a sort of “funds of knowledge”
approach to teen boys’ literacy practices. “Funfdenowledge” research (Gonzalez, 2005) refers
to research that focuses on minority students laaddntrast between their in school and out of
school engagement. In a similar way, adolescesilily researchers have argued that teachers
need to learn more about and draw on teen boydi*and “untapped” out-of-school literacy
experiences. Sanford and Madill's (2007) studyefcemple, examines video game play and
creation/composition as a learning activity thatsiames a great deal of teen boys’ out-of-school
time. They point out that teen boys, who have lwedegorized as unsuccessful learners, resist
such views and are successful in the videogamgthg. They argue that while teen boys
participate in unsanctioned literacy activitiessthactivities are rich in language and literacy
skills. Similarly, in his ethnography case studiéshree 15-year-old males from different ethnic
and class backgrounds, Gustavson (2007) deschibegeative literacy practices that mattered
to the youth in his study. He describes Miguelratfdi writer who also enjoys fly tying; Gil, a
turntablist; and lan, a zine writer; to argue thath demonstrates highly motivated learning
when able to pursue topics and interests that nattam.

Collectively, this body of research calls for aragfiing of the current literacy curriculum.
Millard concludes that the current literacy curtioun leaves teen boys at a disadvantage. Booth
(2002) writes, “Out-of-school literacy practices foany boys often go unrecognized or

untapped in the school classroom. What boys vadigegiacy texts can unintentionally be



dismissed or demeaned in school” (p. 21). For Bawit others, the “what” of teen boys’
literacy practices, whether that be in the genramediums they prefer reading, the content they
choose to write about, or the ways in which thefgrto talk about literature, is dismissed,
demeaned, and unrecognized (Booth, 2002; Piri€2)2@&cause of this, teen boys are
disengaged from literacy learning in school. Toagegand motivate teen boys as literacy
learners requires changing the existing literacyicuium to allow for a broader definition of
literacy and to make room for the kinds of literatdivity that teen boys enjoy doing.

While there can be a tendency to romanticize tess’bBiteracy practices (Moje, 2008),
this body of research makes important contributtorthe field. It has revealed many of the
literacy practices in which teen boys participéteso doing, this research has helped literacy
educators to broaden notions of literacy and teim&tassumptions about what teen boys do with
literacy. However, with its focus on the “what”tefen boys’ literacy practices, this body of
research also has limitations. For one, the unithgrlpgic claims that if schools make space for
the literacy practices teen boys enjoy, then tesys lwill succeed in school literacy and in life.
Teen boys’ literacy practices are treated as betugl, as all on the same playing field. But,
literacy practices aren'’t all treated equally. Tldeyn't have the same currency across contexts.
One goal of this study is to examine teen boystdity practices with this in mind. Teen boys
may have “untapped” literacy experiences outsidechbol, but this doesn’'t necessarily mean
that so long as schools change, teen boys wileaehinore school success. Another limitation of
this research is that the emphasis on the litetfzatyboys choose to do often overlooks some of
the factors that might influence these choicess. this consideration of the “why” of teen boys’

literacy practices that | now discuss.



The “why” of teen boys’ literacy practices.

The “why” of boys’ literacy practices has been agmhed from a variety of
methodological and theoretical approaches. Songarelsers have focused on the relationships
between gender and literacy, exploring how beitega boy influences reading and writing
choices. Others have examined the kinds of litgyedetices teen boys enjoy doing and have
identified common characteristics. In the paragsagplat follow, | briefly summarize these two
approaches.

A number of research studies on teen boys’ litepaagtices examine the role that
gender plays in why teen boys choose the readidgvaiting texts they do. This body of
research is often divided along theoretical lif@@s.one side, researchers operating with a
concept of gender as biologically determined atheriently different, argue that boys choose the
literacy practices they do simply because theyages. Boys’ biological needs and propensities
are the reasons they read less than girls anddrfacent things than girls. They are more active,
they have different concerns and questions andttiie about themselves and the world
differently. Boys choose to read “boy books”, bowakth male protagonists and masculine
topics, because they more readily speak to th@emences as boys (Gurian, 1998; Gurian,
Henley & Trueman, 2001).

Other researchers, and | must add, most adoleezaty researchers, argue that teen
boys’ identities as readers and writers are m@tiphey argue that one reason teen boys make
the literacy choices they do is because of howaltg has been construed by society and schools
in particular as “feminine.” Martino (2001b, 2003a)leading researcher in this area, draws
attention to the fact that teen boys often perctieenselves as non-readers. In one of his

studies, he describes how teen boys perceiveddbnglibe a girls’ subject. They resisted



engaging in English classes in order to affirmrtin@asculinity. Martino concludes, “If reading
and English are perceived to be feminized practeekif boys establish their masculinity on the
basis of denigration and inferiorization of theattthen it is possible to understand why they
might refuse to engage in such a practice” (p. IM@rtino and other researchers argue that
there are different ways that teen boys can andighae able to respond to literacy (Alloway &
Gilbert, 1997; Davies, 1993; Dutro, 2003; RowanpKel, Bigum, & Lankshear, 2002).

Analyzing these decisions and perceptions has kedyrof these scholars to examine the
many different ways in which boys experience tigeinder and thus, literacy as well.
Collectively, these studies call for an examinatéfithe ways in which some versions of
masculinity may endorse greater connections betWegacy and masculinity than others” and
recognize that “ways of being a boy’ which positiliteracy and masculinity in opposition to
each other are no more natural or permanent thaotaer form of masculinity” (Rowan et al.,
2002, p. 69-70).

Sadly, the polarization of these “gender debaté&ghdeaves researchers talking past one
another. The focus shifts from teen boys and liteta debates over views of gender. This has
led some researchers to carefully position thenkvgo as not to be placed on one side or the
other. Smith and Wilhelm (2002), for example, wthat they don’t want their work to be
“another entry in the gender wars” (xvi). Thoughyttacknowledge the social constructions of
gender in school, they attempt to “reframe” thedssion. Rather than examining why teen boys
choose the literacy practices they do, Smith anitién foreground the literacy practices
themselves and look across them to find commonreckeristics. As Smith and Wilhelm are seen

as leading scholars in the field, it is worth sgegdime detailing their study and its findings.
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Their study, though published almost 10 years eguoains, in many ways, the “go to” study on
teen boys and literacy.

Using Csikszentmihalyi’s four basic principles it as a lens with which to think
about boys’ in school and out of school literated, Smith and Wilhelm interviewed 48
adolescent boys, along with data collected froerdity logs, an activity ranking sheet and the
boys’ responses to various profiles of teen boyees they conclude that boys experienced
“flow” in the activities they choose to do on theiwn. They identify these “flow” experiences as
ones providing a sense of competence and contoblalkenge that requires an appropriate level
of skills, clear goals and feedback, a focus on éliste experiences, and a recognition of the
importance of social relationships. Teen boys’ sthiteracy experiences typically did not
reflect these flow experiences. Smith and Wilhetmdatude that

the reason boys reject schoolish forms of litefiagyot that they see such literacy as

feminized, but because of its very schoolishnesstiff) its future orientation, its

separation from immediate uses and functionsnigshasis on knowledge that is not

valued outside of school (p. 84).

With this conclusion, Smith and Wilhelm reorieng ttiscussion on the “why” of teen
boys’ literacy practices. Teen boys reject literacgchool not because it is feminized or because
they don’t, as boys, enjoy reading and writing.Heatteen boys reject literacy, they assert,
because of its schooled nature. “Even when theg weiited to do so” Smith and Wilhelm
(2009) write later, “the boys in our study did nligmiss literacy as feminized” (p. 364). These
findings have been used as a basis for other stugiair and Sanford (2004), for example,
examine the ways teen boys adapt or reshape sifiesaty activities so that they are more

meaningful and pleasurable for them. While ofteewsed as resistance, Blair and Sanford argue
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that the boys in their study “transformed” schat@rhcy practices in ways that allowed them to
shape their social identities. As with Smith andhé&im, they conclude that the ways boys
enjoyed using literacy on their own terms were \@fferent than the ways they were being
asked to read and write in school.

Smith and Wilhelm’s reframing of teen boys andréityy highlights the role that schools
play in encouraging — and discouraging — particelays of using literacy. In contrasting teen
boys’ out of school literacy practices with thosaed in school, Smith and Wilhelm set up
schools as the major literacy sponsor in teen boxes. Other researchers have done the same
with their focus on comparing teen boys’ out of@mHiteracy practices, treated as one category,
with literacy practices in school. The assumpt®that what happens out of school with literacy
is similar enough to fit into one category. In dulofi, the assumption is that we need to bridge
out of school literacy with school.

One goal of this study is to illustrate the compies within this out of school category
by examining other literacy sponsors in teen bbyss. Out of school experiences can represent
many different contexts, literacy domains and lamgterests. Church-related literacy practices,
for example, are very different across church tianls. Sports-related literacy practices, by
nature of their various commercial interests, ergagders and writers in different ways.
Though these examples share the fact that thelt &ehool”, they represent very different
sponsorship situations. Smith and Wilhelm accuyatepict the ways schools sponsor particular
literacy practices; however, here, | hope to extied findings by identifying and exploring
teen boys’ experiences with other literacy sponsors

One way | will be able to do so is through my meltlogical approach, an approach that

is significantly different than those discussedwabdviost research on boys and literacy involves
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researchers asking teen boys directly about teetting and writing. In this study, | approach
literacy indirectly through a method | refer to“aeracy through the back door” (M. Conley,
personal communication, September 5, 2005). Masgarehers conclude that teen boys have
narrow definitions of reading and writing, illudiray perhaps Smith and Wilhelm’s (2002)
argument over the powerful “schooled” nature ohtbeys’ literacy experiences (Love &
Hamston, 2003; Martino, 2003). Methodologicallysearchers have tried to counteract teen
boys’ narrow definitions of reading and writingaligh their use of literacy logs, literacy
profiles and by explicitly providing broad defirgtis of reading and writing to their participants.
However, this approach has come with limited susc8mith and Wilhelm, for example, admit
that the literacy logs they asked participantslt@@it wasn’t always used to record all relevant
activities. After seeing one of the teen boys micaie theater and then noticing that he didn’t
include this activity in his log, Wilhelm asked habout it. The teen boy’s response was simply
that he didn’t think Smith and Wilhelm were “intstmg in that kind of stuff.” The teen boy
continued, “I thought you wanted to know about regdyou know, to learn and stuff.” Smith
and Wilhelm claim that this methodological “problewas “largely resolved” in their study, (p.
96) and use the example to illustrate how “schbadlteracy”’ remains the way that many teen
boys think about reading and writing. | think, hawe it points to the limits of a direct approach
in asking teen boys about their literacy practiddsus, | designed my methodological approach
to get at boys’ literacy practices indirectly.

Because | want to explore other people, instit@ioncommercial interests who might be
influencing the ways teen boys think about and aggn their work with texts; | turn now to
Brandt’s (2001) work on literacy sponsorship toyide a conceptual framework for my

exploration of other literacy sponsors in teen bbyss.
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Literacy Sponsorship

In this study, | draw on the concept of “literag@ogsorship”, a concept taken from
Brandt’'s (1990, 1995, 1998, 2001) work. Using @ hfstory interviewing approach, Brandt
examined over 100 people’s memories of learningaol and write across their life spans. She
discovered that her participants often focused themories on the people, institutions,
materials, and motivations involved in how theyuiced, developed and had access to reading
and writing. Brandt uses this to argue that whenpeeple are learning to read or write,
“sponsors” subsidize the event, are responsibléhimmaterials involved, and have their
interests served in the learning. Her definitiothafse literacy sponsors is “any agents, local or
distant, concrete or abstract, who enable, supggath, or model, as well as recruit, regulate,
suppress, or withhold literacy—and gain advantage in some way” (2001, p. 2). Brandt
points out that, at times, the sponsored “can ligiobs to or innovative with” the ideology of
the sponsor, but that for the most part, “obligagitoward one’s sponsors run deep, affecting
what, why, and who people write and read” (20020). Sponsorship then involves a passing
on of the sponsor’s ideologies, beliefs, and vabfdgeracy.

Brandt’s use of literacy sponsorship as a concépiyaroach allows her to connect
literacy as an individual development to literasyam economic development. She identifies
patterns of sponsorship across her participariésstories and uses these patterns to “track the
different cultural attitudes people developed tamariting vs. reading as well as the ideological
congestion faced by late-century literacy learasrgheir sponsors proliferated and diversified”
(1998, p.). She suggests thinking about literacy sessource in order to be able to account for
why individuals seek to attain literacy (for themss or their children) and also why economic

and political interests work so hard to ration plogvers of literacy. Brandt writes that
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the diversity and multiplicity of literacy practsenay rightly bear witness to cultural

variety and human resourcefulness. But that iahdhey tell. Multiple literacy practices

are also a sign of stratification and struggle.iffthariety speaks of different and often
unequal subsidy systems for literacy, which ofesadlto differential outcomes and levels

of literacy achievement (2001, p. 8).

Different and often unequal subsidy systems ferdity are not often addressed in the
ethnographic research on teen boys’ literacy mestiAs | have described earlier, this research
does important work in pointing out the diversitydamultiplicity of teen boys’ literacy
practices. And yet, the different and unequal systare a reality for many teen boys. “Literacy”
is often touted as the “way out” for teen boygeln boys “read” more, the rhetoric goes, they
will succeed in school and in life. Consideratiditeracy sponsorship in teen boys’ lives
provides a way to unpack some of these claimslfishdraw attention to the different ways
literacy is used and to how these different usddesficy map onto school literacy in various
ways. It helps expose “schooled” literacy as regméag particular ideologies, attitudes, and
beliefs. And, it provides a view of school as oohe of the many literacy sponsors in teen boys’
lives. Teen boys receive many different messagestatthat literacy does: these messages
influence what, when, where they read and writdighlighting who or what might be
encouraging particular ways of being literate,¢bacept of literacy sponsorship provides a
context in which to understand teen boys’ litera@ctices.

My notion of literacy sponsorship departs from Biéguse of the term. Brandt uses
literacy sponsorship to examine the relationshigisvben individual literacy development and
large-scale economic development. She pays attetttispecific scenes of people’s literacy

learning in order to identify the large culturaltrical and economic patterns that have affected
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literacy learning in the past century. In contrasise a different analytic. | use literacy
sponsorship to examine teen boys’ experienceslitgtiacy, focusing on the localized patterns
of their experiences rather than on broad pattefsponsorship across time.

Yet another way | build on Brandt’s work is througly emphasis on my participants’
agency. Brandt uses literacy sponsorship to idetitd large cultural, historical and economic
patterns that have affected literacy learning enghst century. She does not focus on individual
experiences. In so doing, | draw on Selfe and Hasvis (2004) work in which they present 20
case studies to show the sponsorship of digitiddies in people’s lives, homes, schools,
communities, and workplaces. Specifically, theyreixee how technological gateways and
conditions of access influence the ways in whiaobpbe acquire print and digital literacies. They
argue that simplistic definitions of access aradéquate in addressing how people acquire and
develop digital literacies, pointing out that fasttike race, class, interest, motivation, timing
and opportunity, “support, overlap, and interadgtiveach other to affect access — and thus, to
affect the ways in which people acquire and develeptronic literacies through various
gateways” (p. 26). They suggest that a matrix oioves factors influence literacies on a micro-
to-macro scale, pointing out that literacies caimb@mpetition with one another and can fade
as new literacies develop. They argue that wherelties become established and practiced over
time, they often become invisible, so embeddeditydife that they aren’t seen. This is
increasingly the case, they point out, with develggechnology literacies. As with Brandt, they
point out the roles that class, gender, and ramempdt just in access to literacies but in the
manifestations of literacies.

Of particular note to my study are the ways in wiselfe and Hawisher discuss agency.

They specifically write that they want to “demorasér the active agency of the participants with
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whom we worked” (p. 12), drawing on ideas that haragents both shape and are shaped by the
cultural, educational, economic, and social costéxey inhabit” (p. 12). In doing so, they make
an implicit critique of Brandt's work. While Brandiscusses the agency of the sponsored,
clearly Selfe and Hawisher want to emphasize iteandhey do so by asking participants to
coauthor chapters with them. They do not, howey@much further than this in terms of
theorizing the agency of the sponsored. For exandplend Sally, the focal participants of their
first chapter, are described as having parents‘imicalcated literacy values in their children as
well, encouraging most particularly those literacgictices they knew their children would later
encounter as students in more formal instructisitahtions” (p. 42). Both from White, middle
class families, Jill and Sally’s literacy experieaseem to be identical to their families. Jill
remembers, for example, some of her parents’ tifepaactices. There isn’t, however, discussion
on how Jill responded to these practices. The studglyimplies that whatever happened, Jill was
sponsored by it. Selfe and Hawisher contrast ddl ally with Damon, an African American
male, “voted differently on his literacy allegiasdhan did Sally and Jill. Damon chose not to
subscribe, at least, the same way as the two waldeto the conventional print literacy values
and practices that many faculty at his universéldhup as standards” (p. 54). The authors
discuss how he “rejected” the university's standadd “re-appropriated” the academy’s
currency. This rejection, however, seems less ahgency on Damon’s part and more about the
ways in which his race, class and gender positidmeddifferently than the White middle class
women. While | draw on Selfe and Hawisher’'s emphasiindividual agency within sponsoring
relationships, | theorize this agency in a difféneay by emphasizing the role of negotiation. As
| discuss in my data chapters, | explore how irdiials can manipulate sponsorship situation to

advance their own interests.
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| also build on the work of Hogg (2006) who explbrehat motivates 12 older women in
her hometown Paxton, Nebraska to be literacy speredhe town and its people. She also
examines how these women negotiate the differeps wWas sponsorship is expressed and how
they choose to identify themselves as mothers,syiveends, community leaders, teachers and
learners. She argues that rather than in theitvadlteducational duties of family that the
women participated in, it was in the “nontraditibli@racy work that most illuminates how they
served as sponsors in ways that helped them cehgeir complicated identities as rural
women” (p. 89). She describes two aspects of thigraditional literacy work: writing up family
histories and participating in garden and exterssmuabs. She argues that the women’s
involvement in these activities “shows the waygytleacted and negotiated these complex
identities both for themselves and for others stthwn” (p. 88). Hogg's work is of interest in
that she focuses on a group of people within aquéar gender and age demographic. And, like
mine, she uses her study to push on assumptionstarmbtypes.

| extend Brandt’s work by approaching literacy nedily. Brandt focuses specifically on
her participants’ memories of and experiences tvéhding” and “writing” relying on their
understandings of those words. Given the methodmdbgoncerns about how narrowly teen
boys tend to think about “reading” and “writing"chose a methodological approach that does
not ask my participants specifically about theadieag and writing. | am interested in what else
might be sponsored in teen boys’ lives.

In sum, | use the concept of literacy sponsorghighis study to look at the different
people, institutions and commercial forces thatiavelved in teen boys’ lives. | focus on teen
boys’ experiences with these various sponsorsiardhing so, set my gaze on how individual

boys respond to their literacy sponsors as webinalsow various sponsors prepare and position
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teen boys differently. | argue that teen boys’ tdess are an integral part of their sponsoring
relationships.

In order to explore this further, | turn now teeliacy and identity research from the field
of adolescent literacy. Exploring the ways in whidéntity, as represented by particular social
memberships but also by individual capabilitiegavites a way for me to theorize the role of the
individual, the sponsored, within the sponsorskiptronship. Being a teen boy means being part

of an assortment of social groups; these variedlmeeships position teen boys differently.

Identity and Literacy

In order to theorize ways in which literacy andnitiiy might be related within
sponsoring situations, | examine the adolescesralily research that foregrounds the
relationships between literacy and identity. Cdliedy, this rather substantial body of research,
representing what Moje and Luke (2009) refer ta &gcent identity turn in literacy studies”,
spans many different theories on and perspectivielentity. Moje and Luke posit that much of
this research examines identity because of inemestoregrounding the actor or agent in
literate and social practices” (p. 416). Thesedite and social practices are often studied in the
context of individuals’ memberships in various sbgroups — peers, family, classroom and
work as well as those related to race, class andegeMuch of this research argues that
participation in these various groups yields patéicways of being and that literacy practices
demonstrate these various group members. Thisashqgb, | believe, provides a theoretical way
to extend the concept of literacy sponsorship @wvtlays that | propose.

In the paragraphs below, | discuss a number oftiiyeamd literacy studies that are

relevant to the purposes of my study. What thasdiest suggest about the relationships between
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identity and literacy help to complicate some & #xisting research on teen boys’ literacy
practices.

In her study of the literacy practices of adolesggris, Finders (1997) discovered a
significant difference between the ways middle adking-class girls positioned themselves in
classrooms, schools, peer groups, and with theiilitzs. She concludes that the girls in her
study used literacy practices to “construct sadahtities, position girls within their peer
groups, and demarcate social boundaries betwedts adid children and school social groups”
(p. vii) and that they “provided a tangible meagsuhich to claim status, challenge authority,
and document social allegiances” (p. 4). Literagcpces provided ways for these girls to
differently position themselves in classrooms, ggeups, and with their families. Finders
explains how school literacy practices such asngitvorkshop and allowing students free
choice was seen by working-class girls, becausetémeled to view literacy as a solitary act and
as a way to deny allegiance, as an invasion of frgiacy. Finders’ study is important to point
out because she argues that there are differerst thaythe “social nature” of literacy gets
played out. This complicates some of the findingggested in the research on teen boys’
literacy practices. Smith and Wilhelm (2002), faample, noticed that the boys in their study
“had intrinsic motivation” for literate activitieghen these literate activities provided the
occasion for social connections (p. 147). Theytgbsit social purposes for literacy “influenced
the texts that the boys selected but also howsdgidhe boys would take the reading.” (p. 146).
Similarly, Blair and Sanford (2004) note that “thacial nature of ...boys’ literacy practices is
central” for teachers to understand (p. 457). adeng with others around literacy was important

to the teen boys in both of these studies. Andtliese findings remain under-theorized,
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particularly when we consider the social dynamicadwmlescents. What does “the social” or
“socializing” mean? For what purposes? Under wbat@ions?

As we shall see in other research on adolescerady and identity, social interactions
are often predicated on the membership of mangmifit groups. Simply labeling the reason
that teen boys participate in literacy as “socialtoo broad, particularly when research on teen
boys’ peer groups have documented how complicaesktpeer groups are (Connell, 1995;
Gilbert & Gilbert, 1998; Mac an Ghaill, 1994; Mamti & Berrill, 2003). Moje’s (2000) study of
“gangsta adolescents” examines the ways thesesagolts use literacy practices as
“‘communicative, expressive, and transformativegdot shaping their social worlds, their
thoughts, and their identities” (p. 653) and illhases the complicated social work that these
literacy practices do. In doing so, her study affether possibilities for the ways in which
identity and literacy work together. She examin®gsw teens construct identities in relation to a
group, to become part of a larger, unfolding stqpy"680). She focuses on the teens’ literacy
practices within a group that “valued their expecies even as they lived in a community and
school culture that devalued, dismissed, or viifieem on the basis of their color, culture, or
class” (p. 654). Her findings suggest that particgsocial) literacy practices need to be
understood within a larger context and that, indage of her participants, they reflected ways of
identifying with a group. These findings are furdetin research on the ways African American
teen boys use literacy as ways to construct anct @hentities. Tatum (2005), for example,
highlights how many black males experience “turiioiltheir lives and that this then influences
what and how they encounter literate texts. Kirlland Jackson (2009)’s ethnographic study of
the literacy practices of a group of self-proclaihieool” 11-14 year old black males examines

how particular notions of being black and cooluefice the kinds of language and literacy
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practices that boys participate in. They argue ttiatool kids enacted blackness and
masculinity through coolness. Collectively, thesgsarchers assert that there are complicated
ways in which teen boys use literacy for “sociaasons.

Hinchman, Payne-Bourcy, Thomas, and Olcott (2002) examine literacy and identity
within a particular gendered ethnic group. Theyiesghow three White, working class teen
boys use literacy to enact various gender, racdlcdassist positions. The teen boys’ literacy
practices suggested “a complicated confluence aleadence, gender, race, and class, as well as
other social group memberships,” (p. 242), and ¢aah of the boys enacted his literacy
practices in order to “suit his own subjectivitids. other words, these researchers suggest that
even within particular social groups, teen boytg'rlicy practices can be diverse.

These research studies, among others, highlighwalys in which identity and literacy
shape and are shaped by each other. This is gartlycimportant to consider because of how
teens are positioned, labeled and characterizélddoyselves and others. This positioning often
determines the social and economic assets that y@we or don’'t have. Moje (2008) posits that
“the nature of any given youth culture and its jgatar processes of development and
maintenance are heavily dependent on access toiahated human resources” (p. 212). Social
membership issues are important then on a numlsiffefent levels. They matter to teens and
they also matter in how they reflect the matena human resources that other people and
institutions provide

Given these findings, | designed my study to ex@tbe possible relationships among
identities and literacy and literacy sponsorshipohdered what might it look like if I brought
the concept of literacy sponsorship into relatigmstith these literacy and identity studies? Are

identities and literacy sponsored equally? In asklrng these questions, | continue some of
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Hall's (2003) work with literacy sponsorship. Irstatudy of Oprah Winfrey, as a literacy
sponsor, he argues that she encourages her audienaeers to assume particular identities

around texts.

Sponsorship of Teen Boys’ Literacy Practices

Studying the sponsorship of teen boys’ literacpeas is important for a number of
reasons. For one, it helps break down the categorihich many teen boys are placed. One of
the goals in my study is to push against narrowetstdndings of what it means to be a teen boy.
A significant number of teen boys in my study resgrd@ the monolithic category of “White,
middle class teen boy”, a category not often stlidhethe existing adolescent literacy research.
Whereas there have been a number of studies oceAfAmerican teen boys (Kirkland &
Jackson, 2009; Mabhiri, 1994; Tatum, 2005) and en tgrls (Bettie, 2003; Finders, 1997), there
have not been many studies addressing White, mdaks teen boys. In studying this particular
demographic as well as teen boys who represent etheic and social class groups, this study
can also be framed as an intervention in the naesabf American masculinity, of White
masculinity, of middle class masculinity and so ldmope to use my study to problematize these
notions of masculinity, the assumptions that tegyshliteracy practices are the way they are

simply because they come from teen boys.

Theoretical framework
Given my interest in the sponsorship of teen bbieracy practices and of the ways in
which literacy and identity might be sponsoredowraddress the specific theoretical concepts |
use in this study. | begin with a discussion of Hdheorize adolescent boys and their various
identities. | then discuss the ways in which | aggh literacy. | conclude with my research

guestions.
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Adolescent Boys

Adolescence.

The terms “adolescent” and “youth” mean differdnhgs to different people and are
often very generally used (see Lesko, 2001; Find€g7). | situate my understandings of
adolescence in the field of study known as youttuoes. This line of inquiry, representing a
variety of methodological and theoretical approacly@estions the often taken for granted
conceptions of adolescence and youth that haverthas in biology and developmental
psychology. These conceptions, sometimes refeorad in “ages and stages” approach, frame
adolescents as incomplete and often incompetentatadults who are hormone driven, going
through identity crises and constantly in turm&ih@ers, 1997; Ito et al., 2009; Lesko, 2001).
Given these conceptions, adolescents are seeredmggedesiring or wanting particular things.
In Finders’ (1997) words, “The needs of the adaesare generally regarded as universal
needs, most often characterized as needs for gaatsomy, more activities with same-age
peers, and greater distance from adults” (p. 1Rlghort, adolescence refers to a time of
“becoming”, of needing adult intervention. Becao$ghis, they are seen as lacking the
competency and knowledge that adults have. Theyieweed in terms of “becoming”, as not
quite being there yet. In fact, there are so méenestypes about today’s adolescent that some
scholars have referred to this as a “ghettoizatfoyouth culture” (Ito et al., 2009). In contrast,
youth culture studies view adolescence as a sagthtultural category. This “new paradigm” as
some have called it (Ito et al., 2009) views tesms children as active and creative social agents
who produce their own cultures while also contiifagito adult cultures. In trying to disrupt the

many (negative) stereotypes given to and expedtadalescents and problematize the
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“ghettoization of youth culture” (Iko et al., 20Q08cholars emphasize adolescents mediated
action and agency in their daily lives.

| draw on this understanding of adolescence in hawew literacy sponsorship. Teen
boys are active participants in sponsoring relatgps. | view adolescents as having agency on
their own. Because | view sponsorship as relatidrainsider in this approach, how teen boys
negotiate with their various literacy sponsors.cHlly, | argue that teen boys “give and take”
from sponsors’ interests, resources and ideolagieshat they often do in inventive, creative
and purposeful ways. | stress, however, that gilge“and take” occurs within the bounds of the
sponsoring relationships. Teen boys are preparégasitioned differently by different sponsors

— their negotiations occur within this.

Boys.

Just as there are different constructions of adelese, there are also many ideas of what
it means to be a boy and, to be a teen boy inqodati. In line with Smith and Wilhelm’s work
(2002), 1 do not intend for my study to be “anotkatry in the gender wars” (xvi). | want to
avoid the tendency in the literature to name “ineree and cause of masculine behavior.” |
don’t want to deny that gender differences exist,IlWlo want to suggest that gender always
operates in relation to particular constructiohsptigh particular discourses, and within specific
contexts. Specifically, | draw on theories of ganthat suggest gender is performative, that it is
acted out according to the discursive tools avhaléd people in particular local and historical
contexts (Butler, 1990). Cultural variations andrmfpes over time influence how masculinity is
expressed or encouraged.

In this study, | maintain that there are multiplays of being a boy and that these ways

of being a boy are expressed through a boy’s agtwaords, interests, clothing and so on. These
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multiple ways, however, aren’t treated equally. rEh@re some ways of “being a boy” that hold
more power and prestige than others; as ConndlOR2@fers to them, some of these ways
represent “hegemonic forms of masculinity.” A helpfoncept in my thinking about gender has
been Gee’s (1990) notion of Discourse, the idettttee are ways of being in the world that are
expressed through words, acts, values, beliefajags, social identities, gestures, glances, body
positions and clothes. It is through these Discemithat gender is performed. “Being a boy” then
is expressed through words and actions but alsaigir unspoken values and attitudes (Young
2000). In addition, different institutions havefdient Discourses and these Discourses position
people “so that certain ways of thinking and actiegome naturalized, how they appeal to boys’
developing desires, how they exert power which tleey must respond to in some way” (Gilbert
and Gilbert, 1998, p. 56).

It is with these views of gender that | approaahgtudy of gender and literacy. Literacy
practices both shape and are shaped by gendecsuigs (Cherland, 1994; Davies, 1989,
1993; Gilbert, 1989). In other words, the particibéscourses of masculinity that teen boys are

encouraged or expected to participate in, shap@aansghaped by their literacy practices.

Identity.

Given my articulation of adolescence and boysw descuss specifically how |
conceptualize their identities. In this study,éwiadolescent boys’ identities as “hybrid,
metadiscoursive, and spatial”, situating myselivimat Lewis and Del Valle (2009) have
described as a “third wave identity construct’3p7). | maintain that teen boys construct
different identities as they move from one contexanother. Thus, | refer to teen boys’ multiple
identities, as religious teen boys, as sports-lpwioys, as sons throughout my study. While | use

the categories of race and class in my study, hdtyto essentialize teen boys’ experiences on
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the basis of their racial and ethnic backgroundber social classes. | acknowledge and try to
hold in tension the fine line between understandimag there are some practices that are
common to racial and ethnic, gender, social clagsage groups and that male youth within
these groups can't be reduced to these commongqesact

In identifying teen boys’ various identities, lyan Moje and Luke’s (2009) “identity as
narrative” metaphor to describe my theoretical aggions about identity. They describe this
metaphor as a “dominant metaphor in adolescematijeresearch” and one that is most often
used in literacy studies that rely on interviewsiM/they caution that there is the risk of
representing “an overly coherent subject”, theyddbat this approach to identity offers “rich
possibilities for examining the ‘gel’ of identitiegp. 429). Given my interests in exploring the
ways in which literacy and identity surface withiteracy sponsorship situations, this “narrative

as identity” perspective seemed most appropriate.

Literacy

In this study, | draw on sociocultural perspectigediteracy and, in particular, the work
of the New Literacy Studies. New Literacy Studespovement in qualitative research,
maintains “reading and writing only make sense wétedied in the context of social and
cultural practices of which they are but a parte€2000). Moving away from a focus on
individuals and their “private minds”, New Litera&pudies foregrounds “interaction and social
practice.” This perspective of literacy situategrative and linguistic skills within complex
networks of meaning-making practices (Barton & Heoni 1998). Literacy then is not just
about a set of uniform technical skills to be intpdrto those lacking them. Instead, literacy, by
its nature of being socially embedded within cominies, is understood as being experienced

differently by members of different ethnic groupge groups, sexes, and socioeconomic classes
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(Barton, 1994; Heath, 1983; Street, 1984, 2001racy then is made up of multiple literacies,
embedded in many different socially situated caltpractices.

One of the particularly difficult things for me this study was deciding how broadly |
would define literacy. | knew that | wanted to loakmore than just “reading and writing of
alphabetic texts” as Brandt (2002) did. Over a ded#as passed since Brandt published her
work; adolescents today live in an increasinglyvaeked and emerging technology-dependent
society. The teen boys in my study are typical ahyn“screenagers”(Luke & Luke, 2001, p. 40)
in being the first generation to transit throughedéectronically mediated childhood. They prefer
multimodal texts that typically draw from and intatg print, images, music, spoken word
(Moje, 2008). My definition of literacy needed tocaunt for these changes as well as for the
kinds of reading, writing, and viewing of texts tmay participants talked about participating in.
However, | wanted to keep Moje’s (2000) cautionswtbroad definitions of literacy in mind,
definitions that “conflate literacy with all forntf representation” and thus, “make it difficult to
talk about what literacy is and what can or shdddione with it” (p. 655). The definition | have
settled on for this study is one that | take frome of the professional organizations in my field
of study (National Council of Teachers of Englishfe literacies | examine in this study include
reading, writing, and uses of new media including-digitized multimedia, digitized
multimedia and hypertext or hypermedia (Nationali@wl of Teachers of English, 2007). Given
this definition of literacy, | use “texts” to reféw print, visual and digital texts. Thorough out m
study, | use the phrase “work with texts” to rdfeteen boys’ specific acts of reading, writing,

viewing and talking about texts.

28



Literacy events and practices.

Because | am interested in the meaning that tegs dive to their work with texts, | use
the concept of literacy practices. Much of the wiorkhe New Literacy Studies rely on the
concepts of “literacy events” and “literacy praest, concepts that date back to the beginning of
the development of this perspectives of literacly tdeath, 1983). A literacy event is an
observable event that involves reading and/or mgi{iSreet, 2001). Researchers foregrounding
literacy events have focused on particular sitmgtiohere reading and writing occur and have
identified characteristics of those events. Thexditure on teen boys and literacy has often
emphasized the particular literacy events in whicis participate. The concept of literacy
practices enfolds specific literacy events andudes the attitudes, awareness, and values that
surround them. Literacy practices refer to a “beyamlltural conceptions of particular ways of
thinking about and doing reading and writing intatadl contexts” (Barton, 1994). The meanings
people associate with their literacy practices oaime observed but talking with people, “linking
their immediate experience out to other things they do as well” (Barton, 1994, p. 11) are
ways in which to learn about these particular wafyapproaching and doing literacy.
Sociocultural perspectives of literacy assert dzath person has a view of literacy, about what it
is and what it can do for them, about its imporéand its limitations. These socially situated
beliefs, values, and purposes shape how and wiplepaee literacy. Literacy sponsors are
influential in this regard. Though they might prd@iaccess to specific literacy resources and
activities (i.e. books, Internet connection), tlaso sponsor particular ways of interacting with
texts. In this study, | examine teen boys’ literacgctices in order to explore who or what might
be sponsoring them, the particular ways of thinkdbgut and doing reading and writing point to

possible sponsoring relationships.
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Literacy as Discourse.

Throughout this study, | also use the term Disadimamy thinking about literacy. While
| have already discussed this term in the contetttioking about gender, it is worth repeating.
Discourse, Gee’s (1991) convention for naming slyaiacognized ways of being in the world,
highlights how there are socially accepted assotistamong ways of using language, of
thinking, feeling, believing, valuing and actingtltan be used to identify oneself as a member
of a socially meaningful group or “social networkf,to signal (that one is playing) a socially
meaningful “role” (p. 131). The concept of Discaairs particularly salient for my study in my
examination of the various literacy sponsors imteeys’ lives, sponsors who prepare and
position teen boys to “be” in the world in partiauivays. When we apply the concept of
Discourse to adolescents, we say that Discourggkipe certain expectations of youth in

different social sites and practices, expectattbasinclude reading and writing.

Literacy domains.

New Literacy Study scholars have identified théfiedent literacies are connected with
different domains of life, such as home, schoalirch and work. Domains, described as
“structured, patterned contexts within which ligras used and learned”, are different places
where people act differently and use languagerdiffiy (Barton, 1994). Thinking about teen
boys’ literacy domains was a helpful way for meabegorize different kinds of literacy
sponsors. Using this concept was a way to unpackrbad “out of school” label that describes
so much of teen boys’ literacy practices. In ChapB5, | analyze the literacy sponsorship
situations as found in three different literacy @&oms, looking at teen boys’ family, sports and

church experiences, experiences that reflect pdatievays of being with texts.
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Elements of literacy.

In this study | draw on Szwed’s (1981) conceptrokthnography of literacy for my
analytic framework. Szwed’s work extends a boditefature in the sociolinguistic field
referred to as the ethnography of communicationpardllels the perspectives of literacy
espoused by the New Literacy Studies. He drawseitely on Hymes’ (1964) notion of the
communicative event, a notion that highlights tgartance of considering components such as
the setting, participants, norms and genres ofquéat speech acts. Though Hymes originally
intended the ethnography of communication to inelligracy, Szwed was the first one to use
Hymes’ work to further conceptualize understandioigiéteracy and particularly that of the
literacy practiced by “ordinary people in ordinagtivities” (p. 424). Szwed’s work comes as a
direct response to the “literacy crisis” of the @88He argued that scholars of literacy had not
yet adequately conceptualized literacy and thaktheeded to be a richer understanding of how
reading and writing were used in social life. Toypde that richer understanding Szwed
proposed five elements, taken from the point oflwoé members of a particular group that
intersect in people’s use of literacy: text, contéxnction, participants, and motivation. He
argued that all of these elements form a complexievthat should not be reduced to simple
diagnoses. Rather than viewing literacy as somgthine has or doesn’t have, Szwed proposed
imagining a plurality of literacies.

Szwed'’s elements of literacy address the “whati@fs’ literacy practices through
consideration of text (What do teen boys read,ewxitew and then talk about? How do they
relate to texts in particular situations?). Thesoajet at the “why” of boys’ literacy practices
through consideration of the context in which tbegur (When, where, and why do teen boys

read, write, view and talk about particular teXtsWhat kinds of local situations and larger
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social contexts do these literacy practices occtt@vever, they also address function (What
values are related to these uses of literacy? \dinatrticular literacy practices suggest about
teen boys’ identities?), participants involved (Whse is involved, other than teen boys in the
reading, writing, viewing and talking about partanutexts? What kinds of relationships are
present? Are there power dynamics involved in éi&ionships?) and finally, teen boys’
motivation (What motivates each teen boy to pauéite in particular literacy practices (or not) in
the ways that they do? What social meanings aendiv these ways of reading, writing,
viewing and talking?).

Szwed defines motivation as “the nexus at whickdeezor writer, context, function and
text join” (p. 15). In other words, he identifiesuf aspects that form the nexus for motivation.
Szwed argued that a person might feel motivatetbteomething but it is not a quality that
people have across different settings. Rather vaidin emerges out of the setting, out of the
mixture of participants, the function and the t&iven my interests in the sponsorship of teen
boys’ literacy practices, in who or what might ee@uraging or discouraging teen boys’ reading
and writing and in which ways, Szwed’s elementhtefacy allow me to examine teen boys’

literacy practices from a number of different asgle

Research questions
Below are the research questions that guided naly stu
1. What are the texts, contexts, participants,tians and motivations involved in
adolescent boys’ literacy practices?
2. When literacy is sponsored, what else is bghagpsored?
3. How do teen boys respond to this sponsorship&t Wibtivates the teen boys to

participate in the literacy practices they do?
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My dissertation study addresses these questioasghrstudying the content of teen
boys’ interviews. In chapter 2, | describe my melttlogical assumptions and decisions,
including selection of sites/participants, genemabf data sources, and means of analysis. In
chapter 3, | focus on teen boys’ differing famipossorship situations. Next, | address teen
boys’ sports sponsorship situations in chapten 4hlpter 5 | explore teen boys’ differing
church sponsorship situations. In chapter 6, Iudisthese analyses in relation to previous
research in Adolescent Literacy and then addressriplications of my study for future

adolescent literacy research.
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CHAPTER 2 METHODOLOGY
In this chapter, | describe the study’s methodalégrst, | explain my methodological
assumptions. Then | describe the participants ardy site. | then look at how the interview data
were collected and generated. | conclude with argeson of the ways | approached those data

in order to be able to address my research quastion

Methodological Assumptions

In order to study adolescent boys’ literacy prasjd designed an in-depth interview
study. My view that literacy is not a set of unifotechnical skills to be given or taught but
rather is socially embedded meant that in ordenferto learn about my participants’ literacy
practices, | needed to learn from them about tegs’lpersonal experiences. Since qualitative
interviewing provides access to the content of pEspehavior and thereby provides a way for
researchers to understand the meaning of that lmehhehose this. My desire to get at literacy
through the back door meant that | needed to hease boys talk, on their own terms, about what
mattered to them and what was significant in thegs.

Many adolescent literacy researchers who haveeddderacy practices use ethnography
to study the various social contexts within whiobyt take place and to understand what is
happening (Barton, 1994; Heath, 1983; Hull & Schu#002; Street, 1995; Street, 1993). In
many of these studies, researchers have followettipants over extended amounts of time.
Gustavson (2007), for example, studied the litepegtices of three 15-year-old males from
different ethnic and class backgrounds over thessoaf a year. Likewise, Petrone’s (2008)
ethnographic study of teen boys in a skateboarkl g@nned almost two years. In foregrounding

participants’ voices and framing things from thggrspectives, ethnography allows for an in-
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depth understanding of what happens in a parti@aatext. As such, this kind of research has
been immensely beneficial to the literacy field.

While beneficial to the literacy field, this kind @search, however, does not always
provide access to the meanings that are associttegeople’s literacy practices. Following
around teenage boys for several months — perhagsy@ars — might provide access to their
work with texts but this access might not revealitieaning making that surrounds them. In-
depth interviewing provides researchers with tieiseas. Because | am interested in teen boys’
experiences with their literacy sponsors, | chosga an in-depth interview study.

Specifically, | draw on Seidman’s (2006) “in-dethenomenologically based
interviewing” approach, an approach that extendoblife-history interviewing. | modeled my
interview phases, length of interviews, duratiotwsen interviews and interview prompts on his
“open-ended, in-depth inquiry” approach (p. 19jidd to “build upon and explore” my
participants’ responses to the open-ended questan$ asked, and to have my participants’
reconstruct [their] experience(s) within the topfcstudy” (p. 15). An assumption of this
methodological approach and one my study operatessithe assumption that what people say
is valid. Because | was interested in the teen’byseriences of their literacy sponsorship
situations, | wanted to foreground their voices #r@lmeaning they make within those
experiences.

| have always liked listening to people’s storiegew stories as a way of knowing. As
Seidman writes, “Telling stories is essentially @aming-making process. When people tell
stories, they select details of their experienoenftheir stream of consciousness” (p. 7). |
recognize the importance of language and storiasp@rson’s life as ways toward knowing and

understanding. Seidman writes, “at the root ofépiti interviewing is an interest in
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understanding the lived experience of other peaptethe meaning they made of that
experience” (Sideman, 2006, p. 8). As a researtlsee it as a privilege to gather the stories of
people through interviewing and to come to understaeir experience through their stories. In
addition, and, as an extension of Seidman’s wodkaw on Pahl and Rowsell’s (2010) theory of
artifactual literacies, the idea that artifact©bjects are ways to get at what is important and
meaningful to people. They posit that artifacts icaticate the different ways in which people
participate in multiple literacies. In asking myrj@pants to bring in artifacts to their interview

I make the assumption that these artifacts cortndbieir stories and meaning making and
literacies.

Another methodological assumption is its focustmdontent of the interviews. Because
of my interests in looking at sponsorship of litgr@ractices across teen boys’ experiences, this
study offers a referential analysis. My study is a@ollection of case studies of individual boys,
nor is it case studies of specific literacy pragticRather, | look across teen boys’ literacy
practices and identify similarities and differendetsy to account for something that goes
beyond individual differences but also beyond catiegl distinctions. In so doing, | focus on the
content rather than on how that content is exptesSdsese decisions reveal assumptions on my

part as a researcher.

Site and Participant Selection
Twenty-one adolescent boys participated in my stadging in ages from 12-17 and,
overall, were diverse in terms of their educatiagleriences, socioeconomic status, ethnicity
and interests (see Table 1). As with Brandt (200did not attempt to mirror the census profile
of the county in which I collect data. However id ¢ty to achieve diversity across participants

so | could explore all the potential variationgheir literacy experiences.
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| contacted a variety people in a small Midwestgty (population: 33,000) who worked
with or around teenage boys. These contacts indludaches, Boy Scouts leaders, librarians,
skateboard shop owners, and youth group leadasield these contacts for recommendations of
particular boys with whom to talk. After receivitttese recommendations, | recruited volunteers
from after school clubs, sports teams, a varietyiglh schools, church groups, and library
groups. | started by interviewing whichever teegdwere willing to talk with me and then
targeted particular teen boys in order to achieygoal of having a diverse population.

My original plan was to interview 12-15 teen boysorder to achieve this, | contacted a
large number of teen boys. In so doing, | was &blecruit more volunteers than | expected or
anticipated. Stereotypes of teen boys suggestttagtdon't like to talk about what matters to
them and especially don't like to talk with adults many ways, this was true of my
expectations about them and about the difficultesticipated in trying to find boys willing to
talk with me. However, to my surprise, it was refaly easy to find teen boys willing to talk
with me. The increased number of participants saye about them and less about the work |
put into finding them.

In addition, | originally planned to study earlycdelscent boys, boys between the ages of
12-15. This, too, was based on my assumptiondoreed by some research | read (Lummis,
1988), that younger boys might be more willingdtkand talk more easily with an adult female.
Here too, my assumptions proved to be incorrece tBimd of the participants willing to talk
with me ended up being “older” teens. | will dissuater the implications that this rather
substantial age range had on the data | collected.

| selected participants from a Midwest city knowen its small town atmosphere,

Christian conservative values, and flower festiVélese characteristics made it an interesting
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place to study teen boys. As | will discuss in Gkap, this had particular ramifications for

considering the teen boys’ church involvements.

In Table 1, | describe the study participants. ¢ategories | use, aside from age and

school, are inferential. | based them on the baxkgi information that the teens provided in the

interviews. The names are all pseudonyms.

Table 1: Meet the Crew

Race / School
Name ethnicity SES | Age Grade School performance
Adam White Middle | 14 8 Public High
Alan White Middle | 14 8 Public Average
Alberto Latino Working| 15 10 Charter Average/low
Asher Asian Middle | 12 7 Charter Average
American
Blair White Middle | 12 7 Charter High
Chris White Working| 17 12 Private Low
religious
David White Upper 12 8 Public High/averag
Eric White Middle | 14 9 Charter High
Freddy White Working| 16 11 Charter Low
Alternative
Henry White Upper 12 7 Charter High
Isaac White Middle | 12 8 Charter High
Jamal African Working | 17 12 Public Low
American
Jayson African Working | 15 10 Public Low
American
Jeremiah African Middle | 14 8 Private High
American religious
John White Upper 12 7 Charter Average
Jordan White Middle | 15 10 Public Average
Keith Cambodian | Working | 17 11 Charter Low
American Alternative
Kyle White Middle | 12 7 Charter High
Mark White Middle | 12 7 Charter High
Neil White Middle | 16 11 Public Average
Tommy White Middle | 15 9 Private Average/low
religious

D

38



Data Sources and Their Relationships

In order to address my research questions, | dinedepth interviews as my data sources.
| wanted to study the meanings with which teen kayrsbuted to their work with texts. Thus, |
designed my interview study to have two phasesaise | wanted a chance to interview my
participants twice but to also have the chancedetrand interview all the participants once
before meeting with any of them for the second tihtkesigned the interview phases to take
place several months apart. One reason for thieatd wasn’t sure what kind of information or
stories the teen boys would share with me. Getirie teen boys’ literacy practices indirectly
sounded good on paper but it involved a fair bitigik on my part. | had no idea what my
participants would talk about and what artifacesytivould bring. | wanted the chance to look
across the interviews and identify themes, intewtily leaving the purpose of my second
interview vague so that | could respond to thedasdhat were raised in the first interview. On a
different matter, | also wanted to have two intewiphases so | could “incorporate features that
enhanced the accomplishment of validity” (Seidn28Q6, p. 24). Interviewing the teen boys
twice allowed me to pursue things they mentionetthenfirst interview.

| designed my interviews to be shorter than whadr8an (2006) suggests for this kind
of interview. After conducting a number of practingerviews with teen boys and reading
scholarship on interviewing teens/children (Lumni&388), | decided that my interviews would
last around 30 minutes. While some participantsngeketo want the interview to last longer, the
attention spans, interests and availability of pteen boys indicated that my chosen time frame
worked well.

As mentioned in my theoretical framework, a sigiafit dimension of my study was my

decision to get at my participants’ literacy pree$ indirectly, through the back door (Conley,
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2005). | did not want to ask them specifically abwaading” and “writing.” Existing literacy
research on teen boys often cautions about metbgidal approaches that ask about “literacy”
or “reading” and “writing.” In addition, | wante@ texamine literacy sponsorship in ways that
didn’t directly ask participants about their expages with reading and writing. This approach is
consistent with my theory of literacy. A view ofdiacy as a social practice suggests that many
of our literacy practices are “invisible” becaugdow embedded they are in our everyday lives
(Barton, 1994). Thus, | decided | would explore ardmine what teen boys nominated as
significant in their lives by organizing my firstterview around artifacts and my second
interview around texts that were mentioned in retato these artifacts. In the paragraphs that
follow, I further describe my first and second miew phases.

It is important to note that my goal of gettinditdracy indirectly wasn’t entirely
successful. Some of the boys, presumably becausading the descriptions of my “literacy”
study on their consent forms, talked specificalipat not liking to read or write. Talk about
school reading and school writing came up quité.drbevery interview, the boys mentioned
“reading” and “writing” often. However, those wordere used within the context of what the
teen boys talked about. In this, my approach wasessful.

Another important aspect of my approach to getihggen boys’ literacy practices
indirectly was letting the boys choose the intewlecation. | did this so that they would be
comfortable. | was also hoping that this might ehaspects of their various literacy practices.
This was not entirely successful. Logistical issoesle this more difficult than | anticipated.
While | tried to avoid meeting in school contexecause | didn’'t want the interviewing
experience to be framed as “school oriented”,wHs, in a surprisingly large number of cases,

the most convenient place for many of them to nfemtsome this was due to their busy sports
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schedules. For others, meeting at home wasn’t aaroKeith, for example, wasn't staying at

his house during the interviews but was insteadsiaing” at his girlfriend’s grandmother’s
house. Choosing an interview location was also slomgthat some parents, mostly mothers,
ended up choosing for their sons. In some casesyHs because of transportation issues (some
participants were too young to drive). In otheresagmiddle class) parents simply made
decisions for their teen sons, illustrating anesthat | discuss in Chapter 3.

When | was able to meet in locations that seemdve significant meaning for my
participants, | felt like | was able to have a he” interview experience. By this | mean that the
interviews generally lasted longer and the teershogre more animated. In addition, it provided
me a better sense of some of their particularitgpractices. In Adam’s case, it was only
because of the fact that we met at his house thabbld get up during the interview to get his
fantasy football notebook. In Chris’ case, | wakdb see his “home away from home” myself.
Interviewing Jamal and Jayson at their after scbhhudd gave me a better sense of their
community experiences. In contrast, | felt like lagst successful interviews were the ones
conducted in schools. Those interviews were gelyeshbrter and the boys seemed more

constrained in what they talked about.

Data Collection Procedures

Phase 1 Interviews (Identity Artifacts)

In the first interview, | used Lindquist and Hatber’'s (2008) interview design. | asked
participants to bring with them three portablefads to represent their past, present and future
selves. This particular interview approach focukesnterview around participants’ discussion

of their chosen artifacts, using the artifactsamends in themselves but as ways to explore the
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participants’ educational histories, interests, amitliral and community influences. | adapted
the interview protocol to suit my particular demayginic and purposes (see Appendix A).

| used the artifacts to reveal the contexts of ta®ys’ literacy practices. In this, | did not
focus on the artifacts themselves or on the speldiéracy practices that they indexed but
instead used the artifacts and the teen boysatadkit them as ways to help me think and talk
about teen boys’ literacy practices. The artifaitten, were necessarily a direct line into my
participants’ most interesting or dominant litergegctices. In addition, given that | had no way
of telling how much thought teen boys put into ciag the artifacts they did, | did not base my
interpretation of their literacy practices soletythe things surrounding what they choose, as
telling as they were.

Using these artifacts in the first phase was mdfiedt than | expected. | struggled,
particularly at first, with knowing how to directynine of questioning around the artifacts.
When Chris showed me this bag of his cut hairef@mple, | remember breaking out in a cold
sweat. What did this have to do with anything? Himes a haircut reveal literacy practices?
However, as | realized time and time again, | ndesiimply to trust the method. In talking about
his haircut and literally about his cut hair, Clofgened a whole line of conversation about his
different groups of friends and about what he dithwach group. Chris’ cut hair proved to be a
very helpful artifact.

In addition, asking my participants to bring atifawasn’t always as successful as | had
hoped. A number of the teen boys forgot to brirggrtartifacts or said that they were not sure of
what to bring (see Table 2). While some literatiyget the objects at home or at school, others
completely forgot about my request. When this hapdel gave them a few minutes at the

beginning of the interview to think about what thveguld have brought.
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In the table below, I outline the interview locatiand the teen boys’ chosen artifacts.

Table 2: Phase 1 Interview Locations and Artifacts

Present day

Participant Place artifact Past artifact Future artifact
Adam His house Tennis racquet Harry Potterbook College science
(dining room) book
Alan His house Wakeboard* Wakeboard* Wakeboard
(dining room) (sponsorship)*
Alberto My house Soccer ball Being shy* Regional
(dining room) Mexican soccer
team jersey
Asher School library| Legos Legos Legos
Blair School library | Football* Green Eggs and Being a surgeon*
Ham (Dr. Seuss)
Chris Coffee shop Iphone, longboardLong hair [cut off, in| Video camera
air soft gun* a ziplock]
David Coffee shop Football Football Wakeboard*
Eric His house Lacrosse stick Legos* Wanting to be an
(dining room) elementary
school teacher
Freddy School YouTube improv | Birthday card to his | YouTube comedy
Educational | videos mother videos
support room
Henry School library| Skateboard Skateboard Skateboa
Isaac Library Computer joystick | Screwdriver Computer disk
coffeeshop
Jamal After school | Basketball Got in trouble* Have a family*
club
Jayson After school | Football Got in trouble* Give money to
club charities*
Jeremiah His house Baseball Being a jokester* Be a leader*
(living room)
John School library| Soccer ball, Soccer ball Professional
skateboard athlete*
Jordan Library coffee| Tennis racquet Soccer glove College*
shop
Keith School Basketball Court document* Community
gymnasium college
application
Kyle School library | Swimming* Being shy* College*
Mark School library | Computer mouse Legos* Doctor*
Neil His house Soccer ball Winnie the Pooh | Graduation tassle

(front porch)

video
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Table 2 cont'd

Present day

Participant Place artifact Past artifact Future artifact
Tommy School Football Used to be hyper* Police officer /
Educational Marines*

support room

* represents when the boys forgot to bring anaatibut described for me what they would have

brought in and/or what they wanted to express.

Phase 2 Interviews (Artifacts related texts)

| designed my second interview to be an opportuoityarticipants to elaborate on the
artifacts and experiences they mentioned in tlirsir ihterviews and specifically on the texts
(print, visual, digital) that were directly mentexhin the first interview or related to the arttfac
and experiences discussed. In asking my partiggartring in texts, | didn’'t use the word
“texts” but rather referred to specific things thia participants mentioned in their first
interview. My reasoning for this second phase inésv design was twofold. For one, texts were
brought into the first interview in natural wayarfexample, Adam got out his cell phone during
the first interview to show me a recent text mesdagreceived from one of his friends. When
Alberto talked about watching YouTube soccer vidéassaw my laptop on the table and asked
if he could just show me an example of them. Initewld because of how | positioned myself in
the interviews, as a learner and as an outsidéetboys’ interests, it made sense for them to
bring in and explain to me how they used textswahdt the texts were.

A second rationale for this structuring of the setmterview was that it gave me a
glimpse into how the teen boys used the texts. IMa#rthe teen boys talked about using the
computer and Internet and so, | offered the usayofomputer and Internet when | asked them
to bring in texts. While this might have causedhiite choose more digital texts, | did make sure

to emphasize the specific texts they talked abotheir first interviews.
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As with my use of artifacts, this texts idea presdrsome difficulties. There were a few
instances that the teen boys forgot to bring itsteXowever, we were able to look up some of
these or were able to at least see related welerdoott what they had forgotten. For example,
Freddy really wanted to show me one of his videngmbut wasn’t able to bring his video game
player to our interview. Yet, we were able to asc@$ew YouTube video clips of his favorite
video games and thus, | was still able to get aeseh Freddy’'s work with those kinds of texts.
Another difficulty surfaced when, at times, thenedecame so immersed in the texts that they
seemed to forget that | was there. Jamal, for el@mgpt so into a web sports game that he
played it without talking for five minutes. Thisffitulty, however, gave me an idea of the ways
in which the teen boys interacted with some oftéxtés. Playing a web sports game for some
boys was an intense activity; for others it seetodak a casual undertaking. Yet another
difficult arose because of technical problems wligh Internet. Some of the sites that the teen
boys wanted to go to were blocked at some of theas where | conducted the interviews and
the Internet connection in some coffee shops wasltmwv to access particular sites and
programs. Despite these difficulties, having mytipgrants bring in their artifact-related texts
ended up working very well. One specific way it addo my data was in how it allowed me to
see the different ways my participants maneuvdren ways through websites and search
engines. | noticed very different levels of fluewayh which they were technically literate.
Freddy and Keith, for example, were painfully sliovtheir typing, in how they navigated their
way through search engines. Freddy typed with ongef. Isaac, in contrast, showed me the
website he created and was able to tell me therdiftes in approach between Google Video

and YouTube.
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As with my first interview, | used semi-structurgdestions in an effort to get my
participants to tell stories and situations abbatrtspecific and general use of these literacy
texts. | modified prompts taken from Moje’s and ¥gsr’s (2006) interview protocol, used for
assessing literacy “processes” and “practices.”ddrmaains they use to structure their questions
were helpful in how I thought about the kinds oéstions | wanted to ask my participants (see
Appendix B).

In Table 3, I outline the interview locations aedts from this second phase of
interviews.

Table 3: Phase 2 Interview Locations and Texts

Participant Place Main texts discussed

Adam His house (dining room) Tennis YouTube videos,
Harry Potter,

Fantasy football notebook,
Milicia Whiskey.com

Alan His house (dining room) Alliance wakeboardmggazine,
Ronix wakeboarding website,
School writing assignment

Alberto My house (dining room) YouTube: Portugukseuage learning
Dark Dude(Hijuelos)

Notebook (soccer formations)

Fox sports website

Asher School library Lego.com
Stock market game
Facebook.com

Blair School library Police magazine
detroit.tigers.mlb.com

The Giver writing assignment
Yahoo news

Chris Coffee shop Various newspapers online

Free computer/phone applications
eBay.com

Creative writing assignment
Church devotional

David Coffee shop Ski magazine

newschooler.com

YouTube videos (building ramps, rails)
School writing assignment
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Table 3 cont’d

Participant

Place

Main texts discussed

Eric

His house (dining room)

Lacrosse organizati@tsite
The Outsiders
School writing assignment
Video on skateboarding tricks

Freddy

School counselor office

Greeting card
YouTube videos — comedies
Jak and Daxter video game

Henry

School library

Hunger Games
Skateboarding catalog
YouTube skateboarding tricks

Isaac

Library coffee shop

Online games (bored.com)
Book recommendation website
His own website
School website
Prezi.com

Jamal

After school club

School website
Math website
Poem he wrote
YouTube: breakdancing videos

Jayson

After school club

NFL.com
addictinggames.com
YouTube: breakdancing videos

Jeremiah

His house (living room)

Monster

Call of Duty

fordvehicle.com

Writing assignment for school

John

School library

A Day No Pigs Would Die
ESPN.com
Burton snowboarding video

Jordan

Library coffee shop

TENNIS magazine
Harry Potter

Keith

School gymnasium

YouTube videos
Myspace
Poem he wrote
ESPN.com

Kyle

School library

Eldest
The Giver
Harry Potter

Mark

School library

Ski place website, Nastar.com
Miniclip.com
Lego.com
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Table 3 cont’d

Participant Place Main texts discussed

Neil His house (front porch) ESPN.com,
YouTube (soccer injuries)
Essay for school

Tommy School Educational support Slight Edge
room Notebook with drawings in it
Nike.com
craigslist

Data Analysis Procedures

During and after the interview process, | generatady memos. | made memos after
each transcription and identified passages thagugd me, noting, for example, where Alberto
said he felt comfortable talking about soccer ahéne he didn't. | also wrote down information
that characterized each teen boy. This was songetltiontinued to struggle with throughout my
data analysis and writing — how to characterizet¢lea boys. | made numerous charts of my
participants and identified their ages, socialglashnicity or race, family education background
and so on. | identified sponsors mentioned in éatehview (people, institutions, commercial
interests) and explored themes of what else migigponsored in and around the instance of
literacy sponsorship. | wrote memos after readewgrl articles/books on literacy: summarized
them, thought about them in relation to my datayeap with new questions.

| transcribed the interviews over several monting, at a time. | often stopped to write
down questions that | had as | transcribed andiglafled parts that seemed particularly
interesting or rich. At first, | treated the inteaws as separate from each other. Then, | found it
easier to read each teen boy’s interviews toge@ee. aspect of my transcription that requires
note was my constant need to Google or learn ntwyatdhe things that the boys talked about.

There were many times in an interview that a bog ta#king so fast or listing a number of
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different things that | was unable to ask thenmtadlthings | didn’t know about. In addition, |
didn’t want to stop the flow of conversation. A peular example came up when David talked
about his twin tips and ski jumps. While | was senbing, | had to stop numerous times to
figure out what he was talking about. At other tnitevas hard for me to understand what the
boys were saying because of dialect (African Angarigernacular English for Jamal, Jayson).
Because | was focusing my analysis on the contewhat the boys talked about, | did not do in-
depth transcription and analyze the interview datarms of discourse analysis. While Brandt
(2001) edits her participants’ narratives to refletandard Edited English for the sake of
“greater clarity and efficiency for the reader” {), | did not do this. I left the ways in which
the teen boys talked largely intact because it selemore reflective of their personalities and
previous experiences with language. In keeping aitlethnographic tradition, | have also tried
to use their terms.

Once | transcribed my interviews, | began codingalbthe instances of particular
literacy practices, and then of particular literappnsors. Specifically, | identified the textsttha
were mentioned and/or discussed at length. Marnlyeoboys talked about the same texts. Then,
as | tried to identify the other elements in Szwgd'981) framework, | started noticing that the
other literacy elements, though the text was tineesavere different. As | did this, | found it
helpful to use the terms: literacy event, literpcgctice, literacy domains. From there, | tried to
identify the various literacy sponsors that weredty or indirectly present in the teen boys’
experiences with literacy (or in the particulaetécy practices), looking for the possibilities of
overlap. It was easy for me to identify sponsorpeple and institutions. | had a harder time

identifying the nonhuman sponsors.
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It is important to note how my study changed oueet My focus on literacy
sponsorship never changed but the way | approathed. Early on | used the term “agency” to
describe the teen boys’ reaction to sponsorsolfaisnd myself dissatisfied with the sponsoring
labels | identified in my data after the first intew. For example, teachers were often
mentioned as people who recommended books. A cadieys who mentioned this, however,
talked about it in very different ways — using Haane category (teacher as literacy sponsor)
didn’t seem to fit. The sponsorship seemed relatidn the same way, parents as sponsors
needed unpacking. The teen boys talked aboutpheénts doing different things with them. The
idea of sponsorship as a relationship came thrabhghteen boys’ agency was determined in
part by the kind of relationship to their sponsor.

In addition, | kept coming back to how the teensmymy study didn’t focus on their
literacy practices when they talked about them.lgVvhivorked so hard to get at literacy
indirectly in my methodological approaches in ortdestudy literacy directly, | began to notice
that what the teen boys talked about, when thé&gdshbout their work with texts seemed to be
more about who they were or wanted to be. In uSinged’s (1981) framework, | began to see
patterns of sponsorship that pointed to other ghbgjng sponsored. Because | was interested in
teen boys’ talk about their literacy practicesséd their talk to help me sort out between direct
and indirect sponsorship. | noticed in my conveoset with my participants that, in many cases,
the specific acts of reading and writing were iecithl to other things. Put a different way, the
embedded nature of much of teen boys’ reading aitthawmade me consider what else might
be sponsored. | then noticed a pattern in whiehdity was being sponsored but it was being

sponsored indirectly. In the chapters that follbdiscuss how particular ways of being teen
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boys are directly sponsored in various sponsorsituations. | argue that teen boys’ literacy

practices are indirectly sponsored in these sinati

Limitations of My Methodology

Because my focus was on how teen boys experieecgptinsorship of their literacy
practices, | designed this study in a way thathetteen boys “speak their lives” (Kvale, 1996).
In telling various people about my study, many hasied if and how | knew what the teen
boys’ were saying was “true.” In short, | don’t.rS8@ scholars discuss the limitations of
investigations based on participants’ reportedggerons of their own social practices (Denzin,
1970). | need to acknowledge these. | need to adenlge the possibility that the teen boys in
my study might glorify themselves, exaggerate vhay do or don’t do and tell me things that
they think | wanted to hear. In addition, in allogiteen boys to “speak their lives”, | need to
recognize the possibility that they might not mentor talk about all the experiences that are
important in their lives. Particularly given thentli of in-depth ethnographic focused interviews |
did, I must account for the fact that the teen boysy study might not have talked about
experiences or literacy practices that were sigaifi in their lives. Though I tried in the
interviews to encourage the boys to discuss atsifaed texts from a variety of angles, hoping
that in so doing, mention of people, institutioainity groups and so on would surface, | was
not always successful. For example, not one tadkexlit topics or behaviors that might be seen
as “inappropriate”. The closest a boy came towas when Keith was showing me his MySpace
page and some photos of his girlfriend came upupas that he didn't feel comfortable sharing.
It made me wonder what other things the boys wetelmaring. In addition, it is possible that
the teen boys simply chose not to discuss thingiswiiere important to their identities. Perhaps

other teen boys than the ones who discussed itméthalso had religious commitments and
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involvements that they simply didn’t think to memtiin the interview and/or feel was important
to bring up.

However, in choosing the methodological choicesl] dhave been able to foreground
my participants’ meaning making of their experienckhis, | argue, allows to describe the

sponsorship of teen boys’ literacy practices iragspecificity.

Synchronic View of Teen Boys’ Literacy Practices

My data provides one snapshot of teen boys’ litepractices, situated in a particular
time and space in their lives. The teen boys irstagly talked with me at two different points in
their lives. In my description of their literacygatices and the sponsorship patterns that they
reflect, | do not mean to suggest that boys atestawhat they do or think. | am unable to
make claims about their experiences that go beffomgarticular times and spaces that my study
represents.

In addition, the boys in my study had to be willtagoe interviewed. In addition, they
represent teen boys from a particular time andeplaat they are not representative of all teen
boys. However, during my interviews, | took seriguSeidman’s (2006) challenge that my job
“is to go to such depth in the interviews that aoef considerations of representativeness and
generalizability are replaced by a compelling etioceof an individual's experience” (p. 51).
The use of artifacts and texts in my interviewsewsays that | used to help me go “to such
depth.” Nonetheless, my study cannot make genatdézclaims about all teen boys or about all

teen boys in the particular town in which theyliakd.

Looking At Teen Boys Representing a Significant AgRange
In deciding to look at the ages of the teen bayisl| ages 12-17, | remain consistent with

how “teen boys” as a category is used in otherarebestudies. And yet, teen boys between the
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ages of 12-17 represent a broad span despite éheabegory that is used to describe them. Moje
(2008) writes, “the difference experienced by yoofthlifferent ages in access to information,
relationships, and spaces is potentially enorm¢us209). | did notice significant differences
between the younger teen boys and the older tegs hhe ability to drive independently, their
overall freedom in terms of school activities, wiagkoutside of their families, the different
sports offerings they had or were given accesBltge observes that in her long-term
ethnographic study she noticed a change in hergagitipants over time. She reflects their

“talk about their sense of self and their concontitdentity enactments have shifted over time”
(p. 209). Cautioning against lumping all adolessaagether, she challenges adolescent literacy
researchers “to consider the content and linguittimands faced by a 10 year old in reading the
text of a content area equivalent to those facea by year old in the same content area
promises to lead to risks a glossing over on eadhoéthat spectrum” (p. 209). Moje’s

concerns, in many ways, point to the fragility lnst“one size fits all” category of “teen boys”,
something | hope to address in this study. | addkégie’s concerns by highlighting in the

different data chapters when different experiersessn to surface because of age.

Researcher Positionality
This study, in many ways, can be seen as a staytauololescent boys’ literacy
practices. When | first started developing thiglgfu remember wondering if, as a female
researcher, this story about adolescent boys washa | was able to tell. Existing literature
emphasizes how males and females operate on diffgpberes and with different discourses
(Lummis, 1988; Tannen, 2001). In addition, muchhef work on teen boys and literacy is done
by male scholars (c.f. Smith and Wilhelm, 2002; Meky 2002; Brozo, 2002; Booth, 2002;

Petrone, 2008; Mahiri, 1991; Tatum, 2005; Kirkla&dackson, 2009) and, though | knew it was
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logically possible for me to do a study on teendydyvondered if my outsider status would
prevent me from understanding teen boys or beifggtataccess their stories. Interestingly
enough, what | didn’t consider at the time werdlal other ways in which | represented an
outsider to many teen boys. While | am female, ladso a white, middle class, 30-something
female.

As | conducted my study, | didn’t always acutelglfey outsider status. More often than
not, | did feel an outsider because of my age.t&€ha boys in my study were born from 1992-
1998 (the year | graduated from college!). Theyehlagen described as the Generation Z, Net
Generation, Internet Generation, digital nativdseyfprefer texts that are multimodal, their texts
typically draw from and integrate print, imagesolsgn words, music, and even performances.
Teens today experience a much different literaogdaape than | did as a teen. Even though |
consider myself fairly technologically savvy (I lea& blog, | regularly use email, | am Facebook
proficient), | quickly realized that my purposesiarses of the Internet and today’s technology
are very different than teens today, or at leash®fteen boys in my study. At the time of the
study, | didn’t text. | didn’t realize that veryvieof them use email anymore. | was surprised at
how often kids IM each other on Facebook (I userithe email capabilities), or how prevalent
texting on phones is, or how popular YouTube us®/sile | have an interest in digital literacy
practices in today’s age — | don’t IM. In fact, taust messaging some of the boys in order to set
up the interviews was some of the only instant mgisg | had ever done. In so many ways then,
| was peripheral to the world my participants weharing with me because of my age and
literacy experiences.

To inform my position on US youth culture, | sparibt of time prior to the interviews

and in between the interviews thinking about anatsgizing my position as an interviewer. |
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read about gender issues in interviewing (Seidr2@d6¢; Spradley, 1979). But, it was also
important for me to not position myself as a teadigaire. Because | didn’t want to focus my
talk on schooled notion of literacy, | didn’t wamiy behavior or language to suggest a teacher
role. However, | also didn’t want to come across &wanna be teen.” To achieve these goals, |
made a number of decisions about how | would positnyself and my study to the boys. |
introduced myself as “Deb.” | described my reseaitctaly to the teen boys as a study on what
teen boys enjoyed doing. | wore clothing that winkesn’t formal or working professional,
wasn’t too informal. | tried to suspend my own v&judgments about my participants’
engagement with different texts in order to battederstand and appreciate what youth
themselves saw as important forms of literacy (fé most strongly when Keith showed me
YouTube videos of gang fights).

What worked the best for me was deliberately pmsitig myself as a learner in the
interviews. | didn’t want to appear to be an exjpemhat they talked about even if | knew
something about it. To do this, | asked the teeys bo explain words they used to me, to give
me specific examples of what they were talking ablowanted to appear as someone genuinely
interested in what the teen boys liked or didikeliHowever, | also didn’t want to appear as a
“poser.” In between the interviews, | tried to famize myself with what they talked about. |
subscribed to a skateboarding catalog. | read bth@lysmentioned (i.eLightning Thie¥. |
played video games they talked about. And, in dtngy | realized that this position was
incredibly easy for me to assume. | was an eagende time and time again. | was genuinely
interested in what they talked about.

| share this as a way of describing myself as dsider telling their story. And yet, their

story is also my story. | care deeply about teerys. | am a mother of three young boys. As |
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interviewed my participants, pregnant at the tinida\wy third boy, | often found myself
wondering if any of my sons would be like my papants. Would my sons care about similar
things? Would they be involved in the kinds of $p@nd activities that my participants
discussed? Would my sons have similar experiengbsciwurch and school? Later, as |
analyzed my data, | also found myself contrastmgstructions of boyhood with that of girlhood
and reflecting on how my daughter’s literacy exgeces are already constructed so very
differently than my sons’.

Reflecting on this positionality is important to decause, as Dyson and Genishi (2005)
suggest, “the effort to understand others’ undedsieys is mediated by the researcher’s own
professional, personal, and collective knowledgkexperiences” (p. 82). Thus, as a researcher
who is also a mother of young boys, my understayedai my participants’ experiences link
these roles together. In a similar way, my expegsras a former high school teacher also
mediate my work. In many ways, this study begannyldering my high school English teaching
years, | often lamented to colleagues that | fedt t didn’t teach the seemingly unmotivated and
lower achieving teen boys in my literature classay well. When | taught a film class to some
of them, | remember being surprised at how muabreéind enthusiasm they put into that class
compared to a required English class. | had a aimaiperience when | taught Summer School
English classes to area high school students. Ijpminterview for the position, | remember the
summer school director looking at me and sayingeSghkids are going to be a far cry from the
AP kids you're used to teaching.” She was righte Kids weren’t AP students — some of them
were at & grade reading levels. They also weren't the maathjte middle to upper middle
class students | was used to teaching at a pnigeggous parochial high school. Most of them

were Latino, African American and Asian. And, mokthem were boys. | loved my experiences
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with these students. We laughed, read poems, aoté Vatters and essays. | make no claims as
to the effectiveness of my teaching but | can kay these students forced me to rethink my
assumptions about particular kinds of teen boys.

| thoroughly enjoyed getting to know the teen bioymy study. Though my interactions
with them only lasted one semester, | was surpiaséew much | was drawn into their lives. |
think they trusted me, they took time to meet witd, they thought it mattered to talk with me. |
found myself thinking about their particular sitioats and contexts in between and long after my
interviews with them. Several months after | calbecmy data, | remember seeing, with
excitement, Keith’s son’s birth announcement inltdwal newspaper. | found myself checking
the high school sports pages in the same newsfapaention of Neil, David, Eric and Henry. |
continue to run into some of them at various lagaiand events. They often initiate
conversation with me, asking me about my kids oresgarch. Some of them continue to
express interest in talking with me. “When’s mydhinterview?” Chris jokingly emails to my
Facebook account. “You'll have to stop by and $eehiaby,” Keith told me the last time | saw
him. When | see Jamal every now and then, he ¢dlesonme that he still wants me to see a video
of him performing one of his freestyle raps in daiur

| am also part of the story in other ways. As | terthis study, | implicated myself in the
ways that | described some of the middle classrpsiia my chapter on family literacy
sponsorship situations. As | prepared the chaptesports-related literacy practices, | remember
rolling my eyes at my brothers when | was youngeemthey launched into heated debates
about their favorite hockey players and teams,ngrithem off at the time as talk about boring

and useless statistics. And, as a churchgoer,rgself in some of their church experiences. |
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share this to reemphasize that telling this stbgdolescent boys and their literacy practices

matters on a personal level to me. It is my staryvall.
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CHAPTER 3: SPONSORING TEEN SONS: FAMILY SPONSORSHIP SITUATIONS
Sometime it sucks, like sometimes | wish they beamavolved in my life but | can
understand why they're not, they don't really usiderd like half the stuff that's going on
and so, but then like it sucks sometimes but dihegs it doesn't. | get more freedom. |
believe | get more freedom than most kids do. I'tdwave to check in at home when |
don't feel like it. | can be gone for two weeks guast show up one day, they won't even
ask where | was at, as long as | show up and gsdsei'm still alive.

Keith, 17 year old, Asian American

Like one night I didn't even write one draft, yowokv, my mom is an editor, | was like,
“Hey, Mom! Can you proof read this?” and she's,lof reading for her means, like
check all these for mistakes because | just cpalt,even with spell check I'll get the
words wrong, so yeah, she has to check all of thodgdf she doesn't like something she's
like “Hey Jordan, come here! I'm going to changs’tand I'm like, “Go ahead” and she
does. She changes paragraphs sometimes. It's titg ivsounds better when she does it.

Jordan, 15 year old, European American

Keith and Jordan recount vastly different inter@asi with parents. While Jordan’s mom
helps him with his high school writing assignmeutsyrecting his spelling but also, more
substantially, changing entire paragraphs, Keplaients “don’t really understand like half the
stuff that’s going on,” in part, because they danare the same language as their son. As
Cambodian immigrants, they speak Cambodian andliweited English. Keith and his six

siblings, on the other hand, speak English and Maited Cambodian. According to Keith, his
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parents are “not at all” involved in his schooliespite the different ways that these teen boys’
parents are involved in their lives, Keith and dorthoth seem to find these interactions, more or
less, acceptable. Keith says he wishes that theydame more involved but also seems to benefit
from the freedom that their “involvement” provideisn. Jordan seems to enjoy his mom’s
editing.

Parents are often viewed as sponsors of theirremilsl literacy practices. The above
guotes suggest, however, that parents sponsor masithan just literacy practices. Though
these sponsoring relationships often occur in aodral literacy practices, as in the case of
Jordan and his mother, these literacy practicest poiparticular ways of being a teen son. In
this light, Keith and Jordan’s comments illustrsignificantly different ways that being teen
sons are sponsored by families.

In this chapter, | review relevant literature rethto family literacy practices. | then
describe the various family situations represemedy study. Next, | explore the different
messages teen sons receive about what it meapsattelen son from their families, from parents
in particular. | examine how these different waf/b@ng teen sons affect their literacy

practices, ways that significantly influenced bgiabclass.

Beyond Bedtime Stories
Research on family literacy practices has provideddescriptions of the many kinds of
literacy environments that exist within family li(Barton, Hamilton, & Ivanic, 2000; Heath,
1983; Lareau, 2000a; Wells, 1986). Many studiessam families with young children and
their literacy development and learning. Theresslresearch, however, on family literacy
practices in families with older children, childretno are independent readers and writers

(Heath & McLaughlin, 1993; Millard, 1997; Rogoff993a) The research that has been done
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recognizes the important role that family literaejyues continue to play on older children, the
importance a family attached to literacy practicegeneral influences the ways in which
individual family members approached literacy (8&fHawisher, 2004). A major finding in the
family adolescent literacy research has focusethenlifferent kinds of literacy environments
that exist within family life and how, for some fdi@s, the literacy they practice in the home
does not correspond with literacy practices in stho

My work in this chapter responds to the work by €@and Hamston (2001, 2003, 2004;
Hamston & Love, 2000, 2003) as well as to Lenté2607) study. Unlike most of the adolescent
literacy research on family literacy practicesjitherk focuses on families with teenage
children. One argument they make is that, althdbghboys in their study are teenagers and no
longer experience “bedtime reading” as a sharedilily event with their parents, family literacy
practices continue to affect how these teen bayd amd write. It is here where Love and
Hamston focus their research. In their large stafdydolescent boys’ leisure reading dispositions
Love and Hamston (2001) look at the boys’ familgulee reading dispositions in conjunction
with the boys’ current leisure reading dispositiaretegorizing the boys as being committed
readers or reluctant readers. Using Rogoff's (19@8hework of cultural activity, they show
how the teen boys were encultured into particidanilly literacy practices.

What stands out in this work is Love and Hamstdméorizing of teen boys’ agency in
family literacy situations. In their 2003 studyeyhexamine how the teen boys “appropriated or
resisted” particular family literacy practices irder to use reading for their own purposes. They
highlight three boys who responded differentlyteit parents’ literacy expectations. They argue
that the teen boys “differentially choose from thege of positions made available within their

habitus, often articulating their need for an irgtereading-related connection to be maintained
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with their families” (p. 173). They describe howeodooy “strategically placates” his family’s
literacy expectations and demands so that he eahwhat he prefers while another boy
compromises between what his parents wanted hbe teading and what he read on his own
time. In this description, they point out that tghwboth of these boys fit into the same
committed reader category, the boys respond taydit@racy practices differently. Of these
findings, Love and Hamston argue that family litgraractices comprise a “complex dialectic”
whereby teen boys often negotiate with their parantvery different ways, to balance their
reading autonomies and short-term goals with tlaenily’s longer term goals for them. Lenters
(2007) makes a similar argument in her study ofya&@ old boy from a middle class family. In
her analysis of what contributes to Max’s literaeyelopment, she concludes that though his
family literacy practices represent a significaattf this development, Max’s experiences with
peers and community contribute to the ways in wiMiex responds to his family’s literacy
practices.

Collectively these scholars point to teen boysnagan the context of family literacy
sponsorship. Their work suggests that, often iy gerart ways, teen boys appropriate, resist and
repurpose the kinds of literacy practices thatrtharents encourage them to do. It is here where
| want to extend this scholarship. While Love araht$ton make continual reference to social
class and the “range of positions made availaloléh¢ boys based on their social class
positioning”, (2003, p. 173) they do not elabormatethis other than to note the fact that the teen
boys in their study come from middle to upper méddiass families. They do not discuss how
positioning in this particular social class affettts teen boys’ literacy practices, on the part of
the teen boys themselves or their parents. | agddiésin this chapter in my comparison of the

positioning of middle class and working class tbews. In foreground this positioning, | extend
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Love and Hamston’s (2003) and Lenters’ (2007) watiese scholars look specifically at
literacy practices, as reflected in their methodmlal approaches and data analysis. For
example, Love and Hamston design their studieg tconparisons between “committed
readers” and “reluctant readers.” In my work, | sider the ways in which parents indirectly
sponsor their teen boys’ literacy practices throtghr sponsored notions of what it means to be
working and middle class.

To theorize this, | turn now to Lareau’s (2000, 200areau & Weininger, 2008) work on
social class and families. Collectively, her resbaxplores the effects of social class on
parenting strategies and the implications of tledssegies on children’s future lives. To do this,
she draws on Bourdieu’s (1986) theory of social enltural capital. Bourdieu argues that the
family is an important site of social and culturgbroduction. In essence, he suggests that social
class provides social and cultural resources that ive invested or activated, however, to
become a form of cultural capital. The end re®dirdieu argues, is attainment of social profits
from these investments. Lareau takes these idemsatgze the ways in which forms of social
cultural capital appear in family life. In her 208@idy, she specifically discusses the ways
parents promote educational success, the diffégenire activities and social networks that the
families participate in, child rearing activitiemyd how work and school are separated. Lareau’s
study identifies the mostly invisible but powerfuys that parents’ social class influences
children’s life experiences. Using in-depth obs&ores and interviews with middle-class and
upper middle class, working class and poor famili@seau examines key elements of family
life: time use for children’s leisure activitieaniguage use in the home and interventions of
adults in children’s institutional lives and condéis that the social class differences between the

families led to particular “cultural logic of chilearing.”
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According to Lareau, working-class parents in tmat&d States believe in what she
terms “the accomplishment of natural growth,” agpding strategy that emphasizes informal
play, often in and around the house. Lareau owlimev working-class parents, using what she
considers a more hands-off approach than their leticldss counterparts, believe that kids will
grow and develop naturally as they navigate thddvém contrast, middle-class parents operate
with a belief that it is their responsibility is tievelop their children through sports, music
lessons, and other activities, an approach Laezauwst“concerted cultivation.” Two of the main
differences between the two parenting strategiedve around the organization of children’s
daily lives and the extent to which parents belighey should be involved in the inner workings
of their children’s activities in schools and otlvestitutionalized settings.

Lareau suggests that whereas middle-class pammtdd advocate for their children in
institutionalized settings, working-class parerdiie respect for authority, particularly of
teachers and principals, and prefer to give thalden the autonomy to navigate their own
relationships with peers and the outside world.a@8se middle class children experience more
talking at home, for example, they develop grea¢ebal ability, larger vocabularies, more
comfort with authority figures, and more familignith abstract concepts. She concludes that
these middle class children “appear to (at leastrg@lly) gain important institutional
advantages...they acquire skills that could be vaduibthe future when they enter the world of
work” (p. 6). They were open to sharing informatand asking for attention and acted as though
they had a right to pursue their own individualfprences and to actively manage interactions in
institutional settings. In sum, they were “trainedhe rules of the game that govern interactions
and with institutional representatives...they alsoyhed how to make rules work in their favor”

(p. 6). Lareau argues that, in contrast, workirg€lchildren experience long periods of leisure
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time, child-initiated play, clear boundaries betweglults and children. They showed an
emerging sense of constraint in their interactionastitutional settings and were less likely to

try to customize interactions to suit their ownfprences. Lareau concludes that “it is these class
differences and how they are enacted in familydifié child rearing that shape the ways children
view themselves in relation to the rest of the do(p. 4). It is in these ways of viewing
themselves that | explore in this chapter.

In this chapter, | examine the sponsorship of s’ literacy practices in and through
the different ways families sponsor what is meanset teen sons. | consider parents’ literacy
practices, the ways in which teen sons are encedrgview their positions as teen sons in
relation to the adult world, to the present andreitand to institutions. | argue that patterns
emerge based on family social class differencistldiscuss the teen boys’ varied family
situations. | then discuss how different familipsssor different notions of what it means to be a

teen son and examine how teen sons’ literacy pectre indirectly sponsored.

“I Wish They'd Just Let Me Do My Stuff”: Teen Sons’ Different Family Sponsorship

Situations

Teen Boys’ Family Situations

The teen boys in my study represented families diffiering experiences and dynamics
as well as differing social classes and ethnicitieJ able 4, | describe some of these
differences. The categories that | use are infexkitased on the background information that
the teen boys provided in the interviews. Usingelaarand Weininger’s (2008) findings that
“cultural repertories vary sharply across sociaksks but not across racial groups” (2008, p.
123), | focus on the social class differences betwtbe teen boys’ families, comparing “middle

class” teen boys with “working class” teen boydolnot mean to suggest that all working class

65



teen boys are the same nor all middle class tegs Rather, | use these categories as a way to

discuss different family sponsorship situations.

Table 4: Teen Boys’ Families

Age / Grade | Family Parents’
Name Ethnicity Social class School Features Occupation
Adam White Middle 14 / 8th 2 siblings F: Business
Public M: Human
Resources
Alan White Middle 14/ 8th 2 siblings F:. Teacher
Public M: Teacher
Alberto Latino Working 15/ 10th Grandparents | F: Factory
Charter have been his
guardians
since he was g
baby; visits
father
regularly;
Spanish is
home
language
Asher Asian Middle 12/ 7th One younger | F: Banking
American Charter brother M: Human
Resources
Blair White Middle 12/ 7th 2 brothers F: Police
Charter officer
M: “Stay at
home mom”
Chris White Working 17/ 12th Father is not | F: Custodian
Private consistently | M: “Sells stuff
religious employed,; on eBay.com”
Grandparents
often give
money to help
out the family
David White Upper 12/ 8th 2 brothers F: Business
Public M: Office
Eric White Middle 14 /9th 2 siblings F. College
Charter professor
M: “Stay at
home mom”
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Table 4 cont’d

Age / Grade | Family Parents’
Name Ethnicity Social class School Features Occupation
Freddy White Working 16/ 11th Has 5 half F: Retired
Charter siblings; M: “doesn’t
Alternative Parents are in | work”
their 60s
Henry White Upper 12/ 7th 1 brother F: Business
Charter M: Human
Resources
Isaac White Middle 12/ 8th 1 younger F: Engineer
Charter sister M: Therapist
Jamal African Working 17/ 12th 2 older F: Factory
American Public siblings, M: Church
parents moved
to be safer”
Jayson African Working 15/ 10th 1 younger M: Factory
American Public brother; lives
with mother,
recently got in
trouble with
the police
Jeremiah | African Middle 14/ 8th 2 older F: Pastor
American Private siblings, sister| M:
religious is getting her | Community
Ph.D activist
John White Upper 12/ 7th 2 siblings F:
Charter Chiropractor
M: Flower
shop
Jordan White Middle 15/ 10th 2 younger F: Custodian
Public brothers M: Editor
Keith Cambodian | Working 17 /11th 6 siblings, he | F: Factory
American Charter often stays at | M: “at home”
Alternative his girlfriend’s
house
Kyle White Middle 12/ 7th 2 brothers F: Principal
Charter M: “At home”
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Table 4 cont’d

Age / Grade | Family Parents’
Name Ethnicity Social class School Features Occupations
Mark White Middle 12/ 7th 2 siblings F: Engineer,
Charter Ph.D
M: “At home”
Neil White Middle 16/ 11th 3 siblings, F: College
Public professor
M: Small
business
owner
Tommy White Working class /| 15 /9th Lives with his | F: Small
Middle Private dad and 2 step business
religious sisters owner

F: Father M: Mother

Directly sponsoring teen sons, indirectly sponsoripliteracy practices

Within these different families, | now examine thiays in which teen sons are sponsored
across social classes and how teen sons’ litenacyipes are indirectly sponsored through this. |
argue that upper, middle, and working class fasieem to sponsor different ways of being
teen sons. This then has implications on teen div@sicy practices, on what they are
encouraged to read or write and on how and whenedhe encouraged to do so.

In the sections below, | look at some of the spegkys in which middle class and
working class families sponsor notions of beingnteens, ways that, at times, overlap and at

times seem to contradict each other.

Teen sons learn about literacy by watching their paents
| first discuss the different ways teen sons talkledut their parents’ gendered literacy
practices. While mothers and fathers might not ley#icitly talked about or even drawn

attention to the fact that they demonstrated défiees in their literacy practices, it was cleat tha
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teen boys observed their parents doing differangthinsofar as many participants shared these
experiences with me. This was true across so@akek. However, as | point out, gendered
literacy practices also seem to reflect socialsctifferences.

Nearly all of the middle class teen boys talkedudtseeing their parents read different
kinds of books in their free time. They could takk book titles or specific writing tasks
associated with their parents’ literacy practiddse differences that they noted in terms of what
their mothers read and wrote compared to what ththers read and wrote confirms other
research on parents’ differing literacy practidesveé & Hamston, 2003). Often this observation
was accompanied by the teen boys identifying witlatiheir fathers read or wrote. Alan, for
example, described seeing his dad and mom readfegedt things. Alan said, “My dad reads a
lot of like, he reads a book call®&fiackwaterHe reads a lot of books like that and my mom she
reads like all sorts of other books. It'll be l@me action one and then some like love story.”
According to Alan, his dad seems to read mostlyfinban. Blackwater: The Rise of the World's
Most Powerful Mercenary Armischaill, 2008) is about Blackwater USA, the skdscribed
private military contractor and security firm. Hentrasts this with what his mother reads. Later
in the interview, Alan was clear to point out howeh he disliked reading fiction but would, if
he had the time and interest, read nonfiction. Hazadentifies with his father’s literacy
practices. In a similar way, Kyle talked of hishfat's literacy practices as being similar to his
own. While Kyle noted more similarities between paents’ leisure reading (both are avid
fiction readers) than Alan did, he still identifiddferences between what his parents enjoyed
reading. Of his mother, he said “Right now she&dieg like,A House on Mango Street
(Cisneros, 1991). She reads lots of books like ttiké 3 Cups of Te@Mortenson, 2007) His

father, on the other hand, was “into fantasy, ikstme” Kyle noted.
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Differences in book genres were not the only défeles mentioned. Alan also talked
about seeing his parents use the Internet forrdifitepurposes. He contrasted what they did on
the computer. “I think Mom goes on it every morntoglo school work [she is a teacher] so she
doesn’t go on it just for fun” he said. “But my ddm just went on it because we sold our boat,
we sold it through [a regional boating company].jti checked on it and stuff. He just checks
out like the boats and stuff.” Here, Alan compdrssmom’s work-related computer use with his
father’s recreational use. While his mom uses emaitd processing, and websites for teaching
and learning purposes, (“My mom uses it a lot feetpapers [for a Master’s class]” he said. “and
I think she wrote a book on it once.” When | askdah what kind of book it was, he shrugged.
“I really don’t know”, he said matter-of-factly, Hever asked her”), he frames his dad’s use as
“for fun.” Though his father accomplishes taskslom Internet, just as his mother does, Alan
describes their purposes as being different. ABesuhe phrase “he just” three times when
talking about his father checking up on a boat ligatvas trying to sell. This seems important to
highlight because, as | discuss further in the nhapter, Alan identifies with his father’s
interest in and work with boats and the recreatiantvities that go along with the boating
world. It is something that Alan often does himskElis use of the computer aligns much more
with his father’s use. The way he talked about sthg emphasizes how unlike he is with his
mother.

In a similar way, Blair talked about seeing hid&at a police officer, reading “like police
stuff, POLICE magazine.” His mom, on the other hdrareflected “reads magazines for fun”,
describing these magazines later as “magazinegdoren.” Though Blair observed his parents
reading similar “texts”, both magazines, he malessdgr distinctions between the content of

these texts. In my second interview with Blair,dneught in a copy of his dad’s recent copy of
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POLICE magazine to show me an example of sometigngmself enjoyed reading. As he
paged through the magazine he explained, “It Hadbh@alWweapons and the stuff they use.” He
paused on one page that had a picture of two poéoeputting handcuffs on a man. “There are
articles about capturing people and bringing thepait.” He explained that he likes reading it
“because like it's about bad people going to jadl & has action.” As with Alan, Blair identifies
with his father’s purposes for reading, which ia base means reading for work, for learning.
Though some might describe the magazine as sesvitggtainment purposes, Blair seemed to
think of his dad’s leisure reading as possessingcaneated meaning. “Action” was a way that
Blair also described the books he enjoyed reading.

Middle class teen boys also talked about theirmgarevriting. Though fathers’ work
related writing tasks were mentioned more oftem tmathers’, it seemed that the kinds of
writing the teen boys observed were more indicativearental occupations than of gender. For
example, Kyle and Eric talked about their fatheexding papers. Jeremiah mentioned his father
writing sermons throughout the week. Isaac talkezliipaperwork his mom did for her
counseling clients. Michael's dad writes lab rep@at home. Henry’'s mom fills out forms for her
human resources job. In all these instances, [Fdet’'t seem to draw attention to their writing
tasks (Brandt, 2001) or view them as “writing” ermhs of how schools use the term. Teen boys,
however, notice them.

I now draw attention to the ways in which workirgss teen boys also talked about the
differences between what their parents did witrdicy. Freddy, for example, talked about
seeing his mother “read stuff about make up” onbernet. He described his father, on the
other hand, as reading “all kinds of biography B0f his father’'s reading habits Freddy

reflected,
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He has hard cover books and not just v@tidfather but he'll like a lot of rock and roll
stuff like he'll look up Bob Dylan, he'll read baokn Bob Dylan and the Beatles and um
you know you know all them old groups like BuddylljoHe'll, ah, look at present day
singers. He really likes Elvis Presley. He reatts af stuff about him, all kinds of
biography books, you know what I'm saying? Likdllgg to the library a lot and then he
comes home and he brings home books about stuffitéya have that's now on exhibit,
whatever that word, is in a museum and stuff Iike\tery first guitar that Elvis Presley
used and they'll have it in the book and all thad lof stuff. Pretty much all the books |
seen him read.
Here, Freddy describes how his father reads “atl kif biography books”, books that reinforce
or support his interests in the films and TV shdwsvatches and in the music he listens to. It
seems that one of the reasons Freddy’s father readsrder to build his knowledge of popular
culture. He reads about 60s music groups becauldeekehat kind of music. He reads whatever
he can aboufhe Godfathesaga because he loves watching the films. An sgpe of this love
or enjoyment is to learn as much as one can abathis kind of reading is very different than
reading for aesthetic pleasure, the sorts of read@t some of the middle class parents read but
also different than what he identifies his motrereading. In her case, she reads for pragmatic
purposes.

Alberto also talked about what his father read.efib’'s father, a Latino man in his 40s,
enjoyed reading fiction. Alberto described him asihg “hundreds” of Louis L’Amour books
(Western fiction novel). “He has every book of hdberto reflected. “He reads them after he
gets home from work.” For Alberto’s father, a fagtavorker who often worked the early

morning shift, reading was not related to workha teast. Instead, it seems to provide him with
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a way to relax. This represents another distindbietiveen some of the middle and working class
fathers’ literacy practices.

| share the differences in what the teen boys’cedtiabout their parents’ literacy
practices not to suggest the reasons for thesere@iftes. Rather, in my attempt to build my
larger argument about how teen boys are encouragedays of being teen sons, | share these
differences in order to start making this casenTsmns’ literacy practices, | argue, are sponsored
in complicated family situations that go beyondeagyic “parent-son” relationship or individual
experience. Highlighting the different texts pasecitoose to read or write is only part of this
sponsorship situation. What | want to suggestas dften, but not always, underlying these
different choices in texts are gendered and clasgdbdiscourses about literacy that encourage

particular gendered and class-based ways of beith@eting.

Teen sons learn about literacy by engaging with pants

The teen boys in my study also talked about tleeddy practices that they shared with
their parents. Here too, teen sons were able tdifgelifferences between mothers and fathers,
with mothers often playing a more active and exjptale in their teen sons’ literacy
development. While parents probably didn’t intenélby try to sponsor their teen sons’ literacy
practices differently, it is important to point dbat the teen boys in my study talked about these
differences. My findings suggest that these gerttlexperiences also fall along social class
lines. In other words, middle class teen boys tdrideexperience literacy differently with
mothers and fathers than working class teen boys do

Many middle class teen boys talked about their erstheading picture books aloud to
them when they were younger. In fact, these bedstmges were some of the past artifacts that

the teen boys chose to bring with them to thest finterviews. For some of the teen boys, this
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seemed to change when they got into their lateneteary school years. Four of the boys
(Henry, Adam, Isaac, Neil) talked about their fasheeading to them (as well as their brothers)
during this time in their lives. When | asked NE&his mother ever read to him and his older
brother, he laughed. “No, | don’t think so” he esfled. “It'’d be something that my dad would
do. He'd be the one, like when | was younger, ttlmgrmom, she’d read to me like the little kids
books like Dr. Seuss. But, like my dad would reaerg night to me and my brother.” His
laughed intrigued me. Was it that he couldn’t imaghis mother enjoying books likerd of the
Ring® Was it that he couldn’t imagine his mother wagtimread longer books aloud to him?
For some of the boys, this seemed to make sens@deof the fantasy or science fiction genre
of the books. Adam, for example, read Heery PotterandNarnia books with his dad before
going to bed. “We’re kind of into fantasy” he exiplad, in almost apologetic terms, lumping
himself and his father together. Implicitly, Adanakes a contrast to his mother and sister both
of whom “never really got intélarry Potter.” Adam explained, “He would read them to me and
then the second time we read them, the serieadlitéo him and he'd read it back out loud.”
Adam'’s father read to him until he was 10 years pist two years prior to the time of my study.
Adam reflected, “I enjoyed the story a lot bettdrenw my dad read it, just because | got to really
focus on it and when | read it, | wasn't like tmeagest reader. | struggled with the words and it
was kind of choppy sentences.” Though Adam talksiathe act of reading aloud, and how it
helped him with comprehension, it was clear thatrérading aloud time was also an opportunity
for him to spend time with his father. When | ask&d why his mom didn’t read out loud to
him, he reflected, “I saw my mom a lot more. Itaye so that | could spend more time with my

dad.”
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Other middle class teen boys talked about litepragtices that involved their whole
families. “We're ALL readers.” Kyle said when hesdeibed his family to me. Kyle recalled
fond memories of his parents reading picture baoksm and his three older brothers when he
was younger. Kyle said, “My parents would alwaysdres picture books sometimes, Dr. Seuss.
I don't remember most of them but they startedinggal lot longer books likelarry Pottersize
books because my brothers are older than me hat ligtened, | didn't really understand any of
it but they did do that.” Kyle’'s house seems toénapecific reading spots in it. When | asked
Kyle where he liked to read, he described his “faedspot in the house, the sun room. He said,
“There’s lots of windows in it and it's next to &g and stuff so | like that place. I'm usually on
the couch.” Reading in Kyle’s family, however, wadimited to the house. Kyle mentioned
bringing books along when his family is out doimgpeds. He said, “I bring a book a lot of
places like when we get a haircut, our brotheragdahave to wait in line, so | usually read a
book.” In addition, Kyle’s family listens to bookliring summer vacation trips across the
country (“We listened to the whol¢arry Potterseries last summer”). Kyle often recommends
books for his parents to read, saying that thegyea reading he Lightning ThiefRiordan,
2006), a book he recently recommended. An impodapéct of reading for Kyle and his family
seemed to be talking about what they read with e#wdr, sharing recommendations, and
clarifying and critiquing parts of what they read.

An interesting dimension of teen boys’ family sponsip experiences were the roles
that older siblings played. For Eric and Jeremilair close relationship with older sisters
created opportunities for their sisters to reconuhaearticular books. Both of them read books
their sisters told them about and enjoyed readiegit Eric’s older sister, a high school senior,

recommended that he redble OutsidergHinton), a book Eric describes as one of his féwo
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books “of all time.” Jeremiah’s older sister, asiatant principal and Ph.D student,
recommended that he read Walter Dean Myiiosister.“She just wanted me to read something
while | was over there spending some time withihdthiladelphia” he said. “l liked it” he said

of Monster “It was good. We talked about the court scenkesJeremiah’s case, his sister asked
him questions about the book after he read itracteng with the texts in ways that might

parallel how texts get talked about in English $4ss These examples illustrate the ways in
which particular literacy experiences fit withiretbontext of relationships or ways of being with
different family members. In these instances, otigtiers seemed to have played roles similar to
that of school teachers, introducing and encouggatiigir younger brothers to read books they
otherwise wouldn’t have read.

Literacy practices embedded in relationships wke evident in working class families.
However, these kinds of relationships seem to fierdnt in the kinds of relationships they
encouraged. Whereas parents and older siblings played school teacher-like roles to middle
class teen sons and brothers, relationships iningdtass families didn’t seem to reflect this.
Rather, these relationships often reflected moualggartnerships, something | elaborate on
later. Freddy, for example, talked about watch@aglfatherfilm clips over and over with his
parents. Tommy and his father watch political nevgether and read the same business related
non-fiction books. When Keith talked about instar@ssaging with his older sister who now
lives in California, | couldn’t help but contragstexperiences with her to that of Eric and
Jeremiah and the experiences they had with thaéér glisters. While these older sisters played
teacher-like roles with their younger brothers,tKsi sister acts more like a peer. “I talk to her
on MySpace” Keith said. “I don’t have nobody eleddlk to. | write long messages to her. | tell

her what's going on with my relationship with [miylfsiend], and | ask her how everything's
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going, how she’s doing.” In these examples, parantsolder siblings do not seem to interact in
“teacher” and “teaching” roles as they seem tordmiddle class families.

As with the previous section, | share these diffees in literacy practices not to suggest
the reasons for these differences. Rather, | wes® tb continue to describe the complicated ways
in which teen boys are sponsored into ways of biiag boys. This involves, as | have argued in
this section and the preceding one, seeing anttipating in particular gendered and class-
based literacy experiences. These experiencess widn not explicitly discussed, contribute to
the ways in which teen boys view themselves asliegga, ways that include what, where, when
and how they read and write. In the following saasi, | discuss sponsored ways of being teen
sons that aren’t directly focused on particularicy practices as these sections do. In these
descriptions, however, | argue that the sponsomshibese particular ways of being teen sons,
ways that map onto social class difference betweefamilies, indirectly involve their literacy

practices.

Teen sons as full participants in the adult world g. teen sons as not yet adults

One way that differing views of teen sons surfaged in how the teen boys talked about
themselves in relation to adults. This was onénefthings that stood out most to me. What some
of the middle class teen boys talked about doirfgoate and in how their parents included or
didn’t include them in various activities seemedbéovery different than how working class teen
boys talked about their family experiences. Forkivay class teen boys, their parents seemed to
include them as full participants, as partnersanous endeavors. In contrast, middle class
parents seemed to treat teen boys as needingicagriibmounts of guidance, assistance and
involvement from adults. Lareau’s (2003) work cifss these different approaches as different

approaches to parenting, reflecting differing meddhd working class values and perspectives.
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In the sections that follow, | highlight how thegifering notions of teen sons have implications

on teen boys’ literacy practices.

Full Participants.

One of the most striking examples of the ways ifclvisome teen boys were viewed as
full participants in the adult world was in Tommyggperiences with his father. Rooted in his
relationship with his father and taking place ia tontext of a workplace, Tommy was
encouraged to be a contributing member to his daubsess, a consignment furniture store. He
was given considerable responsibilities for a 1d&r yad:

My dad, he teaches me, he does it along with nik pbeedoing stuff like be working on

the house or whatever and I'll help him and I'mstantly working with him and | work

for him at work and | work after school or on Satdatever and when we don't have

school like on snow days | was working for him, pirte hours in, | do pretty much

everything um, like taking stuff from the warehotsehe store, arranging the
warehouse, cleaning it up, you know, it needs tevbept, the floor, taking out garbage,

if we get new things in and, you know, unload ttader, sort it.

In this way, Tommy'’s father and Tommy see him &dllgarticipant in the business. Tommy
took his work seriously, seriously enough for honwtant to read business books and learn more
about how best to run a business:

Me and him read a lot of business books. Like howtild a small business and stuff,

you know, like | forget what it's called. Therdisstbook that | got for my birthday, um,

it's about how, you know, it's for teens but itséd off of one that my dad's reading too,

you know, teaching you how to make choices indifel how little things count and how
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you shouldn't rush things, like, don't, like, yanttg be able to wait for something, so. |

think it's Slight Edgel don't really like reading but I'll get into sagrbooks like this.
Though Tommy told me a number of times throughoytwo interviews with him, that he
didn't like reading, his talk about what he didhis “free” time, his time away from school
revealed that he read. When | asked him why he'tdidla reading, he said, “It's not real fun for
me unless it's, like when | was young | really tikaystery books but now it's more business and
stuff and those aren't the most fun but I'll syidu know, enjoy reading them.” Implied in
Tommy'’s response is a distinction between readinduin, an acceptable practice when
younger, and what he should be reading now thatdider.

Tommy experiences partnership or full membership Wwis father’'s adult experiences in
two other ways. One was in how Tommy stayed cunnétfit political news, particular during the
recent election. Though Tommy talked about struggio do his homework assignments, he
also talked about how he liked to read and watdhiqea news. He said, “l just watched it one
time and just liked it. My dad had it on FOX Newslé reflected, “I didn’t miss like an episode
of anything that had to do with the election. | @vegd everything.” When | asked him why, he
reflected “I guess just to know what's going onlearn more about how things work in the
government so | understand it more. | didn’t lilkewhthe election turned out though” he said
with a shake of his head. Here, Tommy talks abati@pating in election coverage with his
father as a fellow concerned citizen despite thetfat he is not yet of voting age.

Yet another way that Tommy is treated as a pannehat his father does is in how the
two of them buy, fix up and then sell small mackin&lthough Tommy acknowledges still
being in the process of learning, this learningegigmce is one in which he is apprenticed rather

than being taught explicitly. In other words, hartes from his dad by watching, experimenting
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on his own and asking when he needs help. He exquai’My dad’ll ask me to help. Sometimes
I'll ask to help him and then he’ll just kind ofsteh me as we go. As he’s doing it, I'll ask him
what pieces are, how to do stuff, what's the best te do it, just stuff like that.” He later said
proudly, “He showed me how to use every single.taammy learns how to fix small
machines, not because it's a fun hobby but bedéisseway for him and his dad to make
money. He explained what happens,
My dad found a lawnmower that some Indians didmivk how to work it anymore and
they were moving so they had to get rid of it. $@dl to fix that and | sold it and then |
bought another lawnmower about a month ago ancktlfthat and sold it...l bought it for
$200 and sold it for $750. | spent about 3 howis§ it up. They [the people he bought
the lawnmower from] had $550 on it. We talked hirattmuch down.
Tommy'’s dad finds small machines to buy, machihas people want to get rid of because
they're broken. After fixing up these cheap pur@sadommy and his father sell them at a
higher price on sites like craigslist or eBay arakea sizable profit. In these business
endeavors, Tommy is treated as a contributing meritb®ugh he doesn’t highlight all the
research involved in locating, buying, fixing upahen selling a lawnmower, there is
substantial research involved. Knowing how to fite@nmower requires a particular set of
skills. There are pieces and parts that need foxée, removed or replaced. Then there’s
figuring out what a fair price for the repaired famower might be. This involves collecting and
synthesizing information. After this, there’s tha af putting together an advertisement that
attracts buyers’ attention and showcases the fsanfrthe small machine. Finally, there’s the

negotiation that occurs when finding interesteddoslyTommy does not draw attention to this
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work, these particular literacy practices. And yleey represent significant uses of his time and
energy.

Tommy's experiences illustrate the ways in whichshencouraged, as a teen son, to be a
contributing member in adult experiences. Theseglie, have an effect on his literacy practices:
they contribute to the reasons that he does whdbbs with particular texts. Chris’ experiences
also reflect this. His love for technology, compatand phones in particular, was something that
he was expected to finance on his own. Chris’ garemere not able to pay for things that Chris
wanted to buy and so Chris was left to his ownatiite to find, pay for and take care of his
technological needs. Chris talked extensively withabout the computer repair research he did,
going to sites like hacintosh.com, rapidrepair.qtitrhas a lot of instructions on how to take off
a part and it's a good place to buy iPod replacéiparis” he said), and Macworld.com. In order
to pay for what he needed, Chris sold stuff he dourthrift stores on eBbay. He said,

| sell and buy stuff on eBay, cause | gotta buyf $tw cheap. Shoes. Zippos, air soft

parts. | go to a lot of junk stores. If you fincethght stuff you can make good money,

like books, collectibles. I've done a lot of resdan got 50 bucks for a pair of shoes. |

got them for like a dollar. Shipping was 4 bucks tey paid for it. It's like, I'll find

something, buy it and then sell it.

What Chris talks about here isn’t a kid versioreB#hy. It's real. He’s a full participant of the
commercial exchanges on eBay. It's possible arehlithat the people he’s buying from and
selling to do not know he is a 17 year old. Whil&i€ parents weren’t directly involved in his
literacy practices as Tommy'’s father was, theirrapph to letting Chris figure things out on his
own, real things that had material and monetargequences, influenced his work with various

texts.
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Not yet adults.

In contrast to Tommy and Chris’ experiences asdaiticipants in adult experiences,
other teen boys seemed to receive messages thigathieen sons, need adult input and
guidance and that they weren’t ready yet to knowatwas best for them. Often this was
expressed in terms of limiting what the teen bogsted to do and forcing them, under threat of
punishment or promise of reward, to do more of whay thought their sons should be doing.
As | will demonstrate in the paragraphs below, Wes often expressed in terms of the teen
sons’ school work and, specifically, in terms & teen sons needing to read more books. This
concern over the teen sons’ reading, | argue,atsfle view of teen sons as not being able to
identify or do what is best for them. Teen sonsdresdult input and intervention.

In many ways, middle class teen sons have thelggeviof being able to hold off adult
responsibilities and concerns. For many, their ieelpot needed in the ways that families need
their working class teens. Whereas Tommy's fathghtrhave relied on Tommy's work for the
success of his business, many middle class teenasercompletely uninvolved in their parents’
work endeavors and in bringing in financial resesrtor the family.

In this context, the middle class teen boys oftédiked with me about what their parents
said to them about their reading and writing. Jelpa@rents, for example, frequently tell their
son, a successful student, that he should be igpatne. John describes his parents’
expectations this way,

They know | can read and write. They know | cardnesally difficult stuff if I try but |

really just don't and | don't take it too serioushd they get mad about it because |

should be reading every night and | should be repféist and stuff like that. | don't

know. | tell them that | don't really like readiagd if they ask me to read and I'll just try
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to put it off until | get grounded and then I'lagtreading because | don't want to stay in

trouble but | definitely don't like reading for sermmeason.

Here, John identifies his parents’ expectations ltleaake reading seriously, that he read
quickly, that he read often. He gets grounded iflbesn’t read. What is communicated through
this is John, at this point in his life can’t badted to do what he likes to do and on his own
terms. Though John talked about being able to Hzady Potterwhen he was five years old, it
was clear to him that his parents were worried ahon and “knew what was best.” In his talk,
he seems to concede that his parents, in factnde better than he does. He acknowledges that
he takes the “easy” way out most of the times wheames to reading. He reflected,

My parents know that | have to read a whole burfdiomework and they know that |

don't like reading and I'll just ask people if trean help me or stuff like that because |

don't spend the time to actually read and thatdystthem a lot.
And, it bothers him, on one level. But not enougistop doing it. In fact, in asking friends for
help, John is able to maintain and develop soeiationships while satisfying the requirements
placed on him from school.

In Eric’s family, his parents make him and his ygenbrother read for a half hour every
day. As in John'’s situation, Eric is a strong studele does well in school and is a very capable
reader. Instead of reading, however, he would mattter be doing other things. He reflects that
his younger brother and him “don’t like to readtBue do it anyways. We would rather
skateboard than read (Earlier in the interviewdid,sf | could, 12 hours a day, I'd skateboard.
It's super fun.”). That's basically it. We wouldtih@r, like my mom tells us to read and then me
and Evan sit there and we’re like ‘Wouldn't youhrat be skateboarding right now?’ and I'm like

‘Yeah | would’, so yeah.” Though Eric identifieswmavhat he wants to do with reading doesn’t
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fit with what his mom expects of him, he still coineg. Though he would rather be
skateboarding, he still reads. This, however, igrétend of the story. He says, “My mom makes
us kind of read but like me and Evan always likeageomic book and tell her we’re reading.
We read likeCalvin and Hobbeand those are really funny.” Eric and his brotegisfy his
mother’'s demands to read every night but Eric télea the situation by reading comic books,
books that his mother doesn’t consider “real” ragdi

Yet another example of how parents sponsor a vigeem sons as “not yet adults”,
comes from Asher. Asher told me that he checkgtaides on his school’'s website “all the
time.” His parents frequently check his grades aviten they don’t like what they see, they take
away some of his privileges. “My dad’ll check myades and if they comment that I'm not
doing well then he’ll know I'm not studying for@nough and I'm doing other stuff.” Other stuff,
for Asher, was playing video games and surfingibernet. He reflected, “I wish that they
would just let me do my stuff.”

While Asher’s “stuff” was seen by his parents asypig mindless video games and
wasting time on the internet, it was seen by hinmgsortant and significant. During both of my
interviews with him, he talked primarily about lfésorite websites. One of these was
LEGO.com. Interestingly enough, as a tactic toAgtter away from the computer, his parents
encouraged him to play more and they bought him0Q®’ pieces last Christmas. Asher
reflected, “They’ll buy us anything as long asdaedn’t connect us to TV or video games.”
What's interesting is that Asher started to postdneations on LEGO.com, in essence using
what his parents gave him to get away from usiegikernet to get back on the Internet. In

essence, Asher repurposed his parents’ literacgatapons.
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On this LEGO website, Asher was a contributing memble was expected to maintain
standards. The feedback he received influenced imhdid. The feedback he gave influenced
what others did. He explained it, “There’s categ®on the website. And then you'll have to
make it, take a picture, upload it, put it on, @@ name, description, post it.” For Asher, he had
an authentic audience. He was motivated, evemtalkibout revising posts he made after seeing
spelling or grammar mistakes. He said, as he shomesthe website, “This one is my first five
star one.” He pointed to the creation he postedii&ne wrote that they liked the side wall. |
listened to them and | can see what they need [dabsts] and then | remember that for my
next one.” He showed me his lowest rated creatfenreflected, “I understand why | got a low
score. It's because it's supposed to be a monuareht kind of know monuments but this one
didn’t turn out well.” Asher’s involvement in theHGO world was one in which he was seen as
a full member. His opinion mattered. His experhséped others.

The other websites Asher showed me also illustriditisd One was a stock website that
Asher saw someone else in the computer room abkplaying on. He said, “I thought it looked
interesting and | figured out what it was.” Ashgphkined: “I don’t know if this is for my age,
but it's for stock stuff and | don’t know much albavhat stocks are, but you can buy them, you
have fake money and you can buy companies andsjailng hame of the stock. There’s just this
cool stock stuff.” When | asked him to elaborateatphe said, “I like that it has to do with like
business.” He said, “You can type something and nefmrmation about it and I'll usually read
if it's good, fair price rating based on thingdl &nly buy things that are recommended or that
are really high. | can do research here on angetbmpanies posted” [he shows me how the
website posts real information about real compalikesvicDonalds, Ford]. Asher was able to

pull up a chart of his progress, a chart showirsgiinnings and losses over the past several
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months. | was the only person Asher showed thigt ¢band, was the only one who he told
about his favorite sites. For Asher, though this Wast for fun”, it was something that seemed
real to him, something that connected with whatvhated to do in the future “go into business
and make a lot of money” he said.

| share Asher’s example to show how, though Ashmaients seemed to view him in
terms of “not yet adult”, as needing explicit guides, punishments and bribes, his online
activities showed that he, in fact, was capableaiy things. In sum, however, teen sons, like
John, Eric and Asher, receive strong messageswvmelivintentioned parents that what they are
interested in or what they want to do with themeiare instincts that they should not trust. These
messages, coming from middle class parents, rafleats of teen sons that stand in contrast to

views of teen boys that emphasize their knowledgpabilities, right now.

Teen sons as focusing on the present vs. teen sasgpreparing for the future

The way that teen sons were viewed in terms of ghasition with the adult world
correlates with ways of encouraging teen sonsdw ¥he present and the future. In this section,
| discuss how the teen sons in my study were gdeasored in terms of how they should view
the present and the future. This has implicationB@wv teen sons are encouraged to think about
the future and their future involvements in it aalbng with this, about their literacy practices.
As with the earlier section, these differing vieseemed to relate to social classes. | noticed that
families sponsored differing ways for teen sonthink about the future. Directly, they were
sponsoring particular ways of thinking about theife. For middle class families, teen sons were
being groomed to think about and prepare for theréu For working class teen sons, their sense

of the future was different. They talked more abehéat they were doing now.
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Focusing On the Present.

The family situations of the working class teenssseemed to sponsor a view of teen
sons as focusing on present day circumstancesn®hand, there are practical reasons for this.
When faced with not having enough food as Keitke@dlabout, of missing the bus and having to
walk to school, as Freddy did, as not being suhe i€ould still live in his house as Chris dids it’
hard to have a view of the future. On another hdradso seemed to reflect, at least in the case
of the teen boys in my study, a lack of educatiqueisibilities in the future. Though Keith
brought in a community college application as hisife artifact, something | later found out he
had quickly grabbed from the guidance counseldfiseoon his way to the interview, it was
soon clear when he talked about it that he hadiea of what he wanted to study. But ways in
which the working class teen boys seemed to tatkiatine future was only one expression of the
theme of them focusing on the present. In the papdg below, | describe the ways in which
Freddy, at home and at school, seems to live aaiptirticular way of being a teen son at home.

At home and at school, others know Freddy as bighegfunny guy.” Whether it's
cracking jokes at random moments or inserting qufstan famous movies or TV shows, Freddy
loved to make people laugh. And, as | soon dis@xl/er our time together, he also liked to
laugh. Both of my interviews with Freddy were doated by talk about various TV comedy
skits performed over the years. It was clear tledtdd extensive knowledge about comedians,
comedy shows and comedy skits, derived no doubt th® many YouTube videos, websites
and books about 1980s “Saturday Night Live” skitgoiving Chris Farley, John Candy, and
current comedy acts by comedians such as Frank @adorthat Freddy referenced. This was
rather impressive given that Freddy was born id1@® our second interview, Freddy described

in detail some of his favorite Chris Farley skitghen | asked him about what sorts of projects
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Chris Farley was doing currently [I had forgottbatthe died], Freddy quickly replied, “Oh he's
dead. He died a long time ago. It sucks. Everyoisses him. ‘97. December. Yeah.”

Though Freddy enjoyed watching these comedy skits and over, he also incorporated
them in his conversations with people in his efda make them laugh. In the passage below, he
describes how he includes his film and TV knowlenhge “performances”:

When it comes to performing, | do it for kids. lagn't going in front of class and usually

done and even today, at random, someone be tatkimg and | heard from what they

were talking about kind of like a movie and therewlthey be saying that | be thinking
about that movie and | add what I think of that oWy mom tends to be using old-
fashioned terms same thing as my dad. They beg&in geez”, they say you know,

and sometimes they say “Oh geez” and you know thdenfrargo and she be saying that

and | say, “Oh Margie and | had a nice cup of eotfeday” and that's how they talked in

Fargo, when they say “Yeah.” That's just what | do.

Freddy takes what he knows and uses it as a westablish social connections. He doesn’t push
the conversation in a different direction but iastetries to support what is already being talked
about. Another way he establishes himself as bieimgy is in sharing the video clips he finds
and enjoys. When telling me about where and whetolre for impersonations started, he
reflected how he involved his parents from thetstée described, “Yeah, the first time |

watched it [a Frank Commando impersonation] | celleem over and they just started laughing
really hard and my mom can't stop laughing whenhsas that Bill Clinton clip because she
knew a lot about Bill Clinton” [as he says thisie, Freddy breaks out into a Bill Clinton
impersonation, making me laugh]. It is the sharqueeences together that really seem to

strengthen Freddy’s relationships. When he talkemiithe clips he shared, it seemed very
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important for him that the people find the clipsf@sny as he does. | experienced this myself. In
our second interview, for example, he said to me diifferent times “l know you're going to
love this.”

Freddy reflected that though he had always beewikno his family as “the funny guy”,
frequently making his mother and father laugh,aswn his later elementary school years that he
“started taking it public” and expressing this salénimself at school:

It was in 5th grade, in elementary school, whetaited taking it public, usually it's on

special occasions, like at Christmas and when wechakies around, | thought | would

add more onto it and make people laugh and jusbdtething so people go home for the
holidays and just be pretty happy.
When | asked Freddy how he came to love comedyraaking people laugh, he paused for a
moment and then described his “obsession” with cynas coming out of something his dad
was “obsessed” with:

Where | got it from, my dad really had like an n&®t, he was obsessed withe

Godfather | swear he has the whole collection. He has 3, and he has behind the

scenes and deleted scenes and takeouts and eseet gias little he always had it on all

the time and ever since | was little | kind of gadrain interest in that and | kind of really
liked it and him just speaking Italian, and aftetehing it for some long, | was doing
impersonations for him and soon | took it to scheradl | was doing it at school and soon
| was doing other things and | actually did thentewell...It's been like on special
occasions, that's as far as | went.

In this passage, Freddy describes how he remerlsefather being “obsessed” with a series of

movies, watching them over and over and over. Inyweays, his father's work witfihe
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Godfatherfilms is similar to Freddy’s. Pleasure is foregrdad, a pleasure that seems to grow
the more the text is watched. While there is “talkdund the text, it is not talk that attempts to
analyze the film. And yet it is talk nonethelesalKTthat serves as social connection.

| share Freddy’'s example to illustrate that the sMaywhich Freddy and his family seem
to focus on the present experience, on the moneatdnd now. While | don’t mean to suggest
that Freddy, and working class families in gendralje no regard for future endeavors, | do
suggest that the ways in which Freddy is encourégée in the present and the future are

different than middle class teen sons.

Preparing For the Future.

In contrast to Freddy’s enjoyment of texts for theimediate pleasure and for the ways
in which they support the interests he has herenamg when many of the middle class teen
boys talked about their literacy practices theyrssto focus on what some of these practices
would “get” them in the future. This has overlaggwihe earlier category of middle class teen
boys being sponsored as “not yet adults”, as ngezminstant parental intervention. This parental
intervention is often framed in terms of helpingrtdoys prepare for the future. Middle class
parents seemed to express a deep investment irstms’ futures and seemed to expect their
teen sons to join them in this investment. In singlateen sons were often asked or told to put
aside their personal interests and preferenceselstingly, it is through explicit literacy
expectations that many middle class parents conwatethis way of being a teen boy.

However, as | will argue, these literacy expectatiaren’t ends in themselves. Rather, they point
to particular ways of viewing what literacy canfdo middle class teen sons.

The ticket to a good future was often framed aslimggto read. Because middle class

parents desire a good future for their teen stey, ¢ncourage them to read more; doing so
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generates the desired cultural and social caftal.it is not just about reading more, it was
about reading more books. Though the middle ckes boys in my study read a lot, what they
read, however, wasn'’t often fiction or nonfictioodks, the kinds of things middle class parents
saw as what teen boys needed to do in order toeflonat in school. We see this kind of
thinking in what some of the teen boys said abloeit parents.

In talking about how his parents didn’t think hed&d” enough, Henry explained, “My
parents like it when | get good grades. | need ggades cause | want to go to college and |
want to get a good education.” Here, Henry connleistparents’ desire for him to read more
“books” with them wanting him to “get good gradeSitnilarly, John talked extensively about
how his parents were worried that he wasn’t readimgugh:

They know it's going to be a problem if | don'teatare of it sooner than later because as

you get higher in grades you have to do more wotkalot of reading, you have to read

books and write essays and stuff like that so uf gan't read you're out of it...
Here, John describes his lack of reading “bookssamething that he needed to “take care of,”
as something that either happens or doesn’'t. Pemglele to read, he reflects, are “out of it.”
His parents want him to attend to his reading beedlney don’t want him to be “out of it.”

This parental push is not for the sake of readtog.the most part, it is about getting teen
sons to achieve a good future. And, since readookdwas a way to achieve it, this is what the
teen sons needed to do now. Teen sons’ literacyipes, then, are seen as targets to achieve
particular kinds of social and cultural currencytiee future. What is particularly interesting
about this to me is that the literacy practices yrarthe teen boys talked about enjoying on their
own time often focus on the immediate experienthi presents a tension between what

middle class parents want their sons to do widrdity and what their sons want to do.
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Despite this tension, many middle class teen stiimsately seemed to buy into this way
of preparing for the future. Though John complaiabdut his parents’ seemingly high
expectations of him and his school grades, he seemgognize that they have his best interests
in mind. He reflected, “They want me to do the likat | can because they want me to have a
life that I'll enjoy instead of jobs that | dor&ally want to do throughout college and after
college. They just want me to have a good educdtiminn acknowledges that his parents want
him to have a life he’ll enjoy. As we shall seghi next section, buying into this way of being a

teen son affects the ways teen sons are encout@agelv institutions like school.

Teen sons as managing interactions within institubins vs. obeying institutions

The ways that teen sons were encouraged to viewpantidipate in institutions,
particularly schools, was another way that illugtdethe differing family sponsorship situations
between the teen sons. Middle class teen sont)danost part, seemed to be encouraged to
“actively manage interactions in institutional segs”, to make rules work in their favor and to
use their individual preferences as reasons forifiyind or changing things within institutional
settings (Lareau, 2003). Working class teen samghe other hand, seem to be sponsored into
ways of respecting institutional authority and gtcey institutions as they are.

Many of the middle class teen sons talked abouswawhich their parents, mostly
mothers, managed interactions in their schoolrsgtor encouraged them to do so. Alan’s
mother, for example, hired a Spanish tutor for hihen she found out Alan was failing Spanish
class. She then arranged for him to switch Spae&sthers midway through the semester. This
kind of involvement in school experiences is aksersin the ways Jordan talked about his mom.
He recalled his mom intervening when he was inségoade: “In like second grade, | had to

get first grade spelling words because | just cowltdspell. It was just way too hard. So my mom
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finally went in and was like ‘He needs smaller wattThis is not surprising when one recalls
Jordan’s mother’s editing help on his school w@learly, she is proactive in helping her son do
well in school.

The ways parents intervened in school situationgwet the only ways that seemed to
reflect this approach to institutions. The middkess teen sons themselves seemed to manage
interactions in school in ways that suited theieiasts and needs. This is evident in the ways in
which Blair and Eric talk about their school woHar Blair, a very high achieving student with
high self-esteem (“I'm the smartest in my class’tdld me. “I won the school geography bee
last year”), school seemed to be a place that thekeat he needed. He described how he didn’t
like Spanish class “because it takes so long tercore thing and | could probably just learn a
lot more if | just learned it myself on like Rosetone or like in high school or something.” He
elaborated, “I only hear something one time anettlitg| HATE when you have to do stuff over
and over like repetitive stuff.” According to Blahis parents “say not everyone can be what
they want to be but they say I'm so smart thainl da anything | want to be, like my other
family members.” He described himself as “advaricasl,'smart.” “Everyone says | have a lot
more potential than everybody else.” Eric also camtad about how he spends about 20
minutes on each class’ homework, except when sy work”, something he describes as
“like a worksheet, like a word search, teachersagrgive you busy work and stuff.” When |
asked him to define it further, he said that busykafor him is: “it's like um hmm kind of like
worksheets but like word searches that like theytdeant to grade, they don't feel like grading
so they give out busy work so it's just kind oEli&k waste of time.” In my second interview with
him, Eric brought in a writing assignment he hadddor a history class, an example of writing

that he did. He described in great detail the efias he uses when writing essays in his History
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class. He writes about things his teachers spatiifitalk about enjoying or liking in whatever
book or whatever they are talking about.

In contrast to these “managed interactions” withosds and school work, the ways that
some of the working class teen boys talked abdwidcseemed to reinforce a different view of
institutions, a view that institutions were to deeged. Keith described his parents, for example,
as being uninvolved in his schooling. “Not. At. Alhe said. He continued, “The decision to
come to school every day is mine,...My decisiopdes is mine.” Lareau’s argument is that
working class parents have different views on theationships with institutions like schools.
Their lack of involvement with schooling says leb®ut their values of education and more
about the ways in which they view the authorityt fzhools represent. In Keith’'s case, the most
involved that “adults” have been in his schoolingsvwprobably when he was on probation. In the
past number of years, Keith described himself asgid®n probation and then off probation and
then on probation.” He reflected, “| have a badgenmand if someone gets me mad, I'll fight
them.” These fights are what put Keith on probaseweral times, an experience he describes as
having “to be on top of everything when I'm on gtbn, they check up on me, they check with
teachers, they check my attendance and my gradesli seems to accept this arrangement as a
given. He doesn’t question what happens or what bgpected to do. Nor do his parents. Unlike
the involvements of some of the middle class pardrdt leave them very involved in all aspects
of their teen sons’ lives, Keith’'s parents remapagate from his school and other contexts.

Despite Keith’s parents’ lack of involvement in Bishool, Keith was very resourceful.
When Keith talked about his school experience haeesd with me that he himself initiated a
change from the public school he had previousiyntatending to the charter alternative school

he was now attending. He describe his reasonsiéothtange because he had heard from friends

94



that “it was an easy school” and that “they hekntegraduate on time.” He reflected, “It seems
at [the public high school], they only care abdwg smart kids, if you fail, they don’t help you.
But here they help you regardless of whether yont\wealp or not. Like here they want you to
pass.” Despite the fact that Keith seems to besped in ways that encourage him to obey
institutions and go along with institutions (ane tonsequences of not obeying those
institutions), he demonstrates his resourcefulmgtsn this sponsorship situation. It might be
easy to label Keith as an uninvolved, unmotivatedent, but there are definitely aspects of his

experiences that show ways in which he was vergluad and motivated.

Discussion

In this chapter, | have examined the different walyiseing teen sons that are directly
sponsored by families. Existing family adolescéetécy research tends to focus on the ways
that families explicitly sponsored teen boys’ l#tey practice. This research often focuses on the
direct sponsorship relationships between paremtshitdren. In this chapter, | have tried to
demonstrate that teen boys’ family sponsorshiasitas are greater than individual
relationships and that these individual relatiopskare complicated. They reflect multifaceted
relational dynamics, something that the existirsgagch on family literacy practices doesn’t
seem to address.

In my descriptions of the teen sons’ differing spanship situations, | have argued that
there are differences in the ways that teen saneraouraged to be, ways that map onto social
class differences. Social class then shapes temn Igeracy practices, affecting what and how
and when and why they work with texts. Their mdimato participate in the literacy practices

they do, | argue, is based on notions of teen 8wtsare sponsored.
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An important thing that | wish to stress in thiapter is the ways in which teen sons
respond to family sponsorship situations. Whilavéntried to provide a description of the ways
in which particular notions of teen sons are spoetsby families and parents in particular, | do
not mean to suggest that teen sons simply rece@setmessages. As is evident in my data, teen
sons are active participants in their family spegisip situations, responding in ways that are
creative and surprising. They often negotiate pgarelemands and expectations to fulfill their

own needs and desires.

Gendered Literacy Sponsorship

| began my findings section with a discussion aghemf the ways in which teen sons see
their parents doing different things with literaaywell as experiences literacy with their mother
and fathers in different ways. | come back to ttoss because of how this pattern surfaced
across social class categories. What is of paatiéaiportance to me are the tacit ways that
gendered literacy practices get expressed and ttajfat | have tried to argue in this chapter is
that discussions about gendered literacy practieed to account for much more than just the
“what” of literacy practices. The teen boys in niydy noticed these “what” differences in their
parents’ literacy practices and mentioned thenhéir tinterviews. However, teen boys’ literacy
practices are also being sponsored in genderediwdwysvy they are being sponsored as teen
sons. Do teen daughters receive the same messagiésen sons do in terms of their positioning
in relation to the adult world, to institutions,cato the future? While the answer to this is beyond
the scope of my study, | wish to suggest that theegoarticular ways of being teen sons and that
they influence teen boys’ literacy practices — wihaly are expected to do with texts. | will

continue this discussion in the next chapters.
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Conceptions of teen sons

When | consider the ways in which Tommy and Classfull participants in the adult
world, show incredible responsibility and resounteéss, | wonder if more middle class teen
sons, if they were expected to participate in namhalt experiences and concerns, would rise to
the occasion. When their interests aren’t takeiogsly or labeled as “mindless entertainment”
or “wasting time”, it's possible that some teensogtreat into their separate and different teen
boy cultures. This seems particularly possible wieem sons’ future orientations, with often
little connections to what teen boys enjoy dointhia present, leaves some of them
overwhelmed, or, conversely, ready to throw inttheel.

The tensions represented in the ways of being middiss sons were particularly
interesting for me to think about given the fa@ttham middle class and have three sons. |
found it fascinating that though many middle clesss are sponsored into ways of being teen
sons that encourage their dependence on theirtpaserd possibly on their mothers in
particular, they are also encouraged to act in wagsemphasize the future and their future
independence. In addition, while many middle ckmss seem to receive the messages that their
current interests and decisions need adult inputgarents need to help them decide what to
read), they are also encouraged to interact witititions to suit their own preferences and

needs.

Different currencies

| also wish to point out is that teen sons’ litgracactices also have different currencies
outside of the home. In her work, Brandt (1998aggthat social class provides more access to
different opportunities for literacy. She writesitipeople from poorer and less socially and

economically privileged racial backgrounds ofted Hass consistent, less politically secured
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access to literacy sponsors, especially to the thraan grease their way to academic and
economic success” (p. 170). What Brandt says Herésslight on the differences that | have
discussed in this chapter. While | made a poimnphasize teen sons’ responses to sponsorship
situations, | also want to acknowledge that thespanses are tempered by the ways in which
teen sons are positioned and prepared differeethaise of social class. There is often little
currency for some of the working class teen baystdcy practices in schools. Tommy is
learning how to be a phenomenal mechanic. Andnyethanics are not deemed socially
prestigious in society. Mechanics won’t get hinchdarship to a division one school. Freddy
knows a lot about comedy. And yet, this comedy Kedge doesn’t really pan out in the
classroom. In comparison, what many of the midtdescboys did on their own time or the ways
in which they accessed their interests were wagtsrttore easily mapped onto school literacy

experiences.

Sponsorship of writing

Another point worth mentioning is the differencesticed in the sponsorship of writing. This
was particularly interesting to me given the expeelsconcerns of middle class parents about
their teen sons’ reading. While they seemed todrg mvolved in their teen sons’ reading, this
didn’t seem to be the case for their writing. Iistmeading and writing were sponsored
differently. This supports Brandt’'s (2003) findindt writing didn’t seem to be as broadly
sponsored or endorsed by parents, that it walgsritly taught and publicly valued than
reading. She argues that it is because “writingtmes are embedded in mundane word and are
more stratified generationally” (p. 167). And yetjting is increasingly becoming important in
our changing digital society. For middle class p&gsgethen, who encourage their teen sons to be

invested in the future, this poses an interestituggon. And, | think it represents some of the
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tensions represented in my data. On their own tie®n boys engage in writing practices that
represent the changing digital society. Many middiess parents, however, do not view these

practices of “worthy” of teen sons’ time and effort
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CHAPTER 4: SPONSORING SPORTS-LOVING TEEN BOYS
| don't tell people about soccer at school becaobedy is interested in it...I've tried to
talk to them about soccer and they don't carenitdalk to teachers about it - they're all
into college football. | don't watch college sports

Alberto, 15 year old, Mexican American

I've told people | play tennis and they're like, @fs a girly sport and | ask them why
and they just think it is. So | say, you try it ayal play and | say, play me and we’ll see
and then sometimes and then they always refukaK they're scared, but | don’t know.

Jordan, 16 year old European American

In the family literacy chapter | highlight how fams directly sponsor different ways of
being teen sons and how teen boys’ literacy prestce indirectly sponsored. In this chapter, |
turn to teen boys’ involvements in sports, as &tisland as sports fans, to explore the ways in
which teen boys’ sports-related literacy practieggesent particular sponsorship situations.
Though “sports” is often used as a category toritesevhat “all” teen boys enjoy, teen boys’
sports involvements are actually quite varied amdmicated. The above quotes from Alberto
and Jordan indicate how different sports have @iffeperceptions associated with them and
how teen boys’ sports involvements are very muehtitly related. “Sports”, as a category,
simply doesn’t describe how sports-related liteqa@ctices function in teen boys’ lives.

Adolescent literacy research on teen boys’ worksforts-related texts has revealed
that these literacy practices are often quite stjglaited in nature. Often framed as being what

teen boys choose to do on their own time and caisidgchool settings, researchers have noted
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that teen boys often use their sports-relatedhligpractices to gain social solidarity with and
status from their peers. Given these findings, he\ed, are teen boys’ sports-related literacy
practices really self-sponsored? Are peers the athigr participants involved? How might
commercial interests, as producers of many oféktstteen boys encounter, serve as sponsors to
teen boys’ literacy practices? When literacy isnguoed, what else is being sponsored? How do
teen boys respond to these sports sponsorshipisitsa

Such questions seem particularly intriguing giviestt sports are such an important part
of many teen boys’ lives. In addition, the sportsrket is a multimillion dollar one. Children
Now, a children’s advocacy and research group,rtepdhat “98 percent of US boys ages eight
to seventeen consume some form of sports-relatedhnt? % do so at least a couple of times a
week, and 90% watch televised sports.” (ChildrevND999, p. 2) Over a decade later, and with
additional ways in which to watch/read about spoetated media (i.e., cable, pay-per-view TV,
sports video games), | can only surmise that tligssic is now higher.

To explore these questions, | examine teen boystspelated literacy practices to
identify the ways in which commercial interests htige sponsoring these literacy practices. |
then explore what else might be sponsored alonyten boys’ literacy practices. | argue that
what gets directly sponsored is particular waysedhg sports-loving teen boys. Teen boys’
sports-related literacy practices get indirectlgrsgored through these encouraged and produced
ways of being sports-loving teen boys.

To do this, I first review some of the researchteen boys’ sports-related literacy
practices. | then describe what the teen boys istngy said about their sports involvements

and then discuss how commercial interests sporasticplar ways of being a sports-loving teen
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boy. Within this context, | consider how teen bassorts-related literacy are indirectly

sponsored.

On Whose Terms?

Research on teen boys’ sports-related literacytipescdescribes these literacy practices
as “rich” and “complex.” Often situated in the kinfiresearch on teen boys’ literacy practices
that focus on the “what” of these practices, tludypof research typically argues for a
reinterpretation of what teen boys do with thewrsp-related literacy practices. Newkirk (2002),
for example, writes,

Take one of my son’s (and my own) favorite gentasles of team standings. This is not

merely raw information. Not some transactionaldbitiata. For the skilled reader this

table is full of stories, even morality tales, tigbut takes a bit of prior knowledge to

construct them. (p. 70)
In this passage, Newkirk unpacks the literacy ractf reading sports statistics. He argues that
in order to really understand this genre, one ne&ztie a “skilled reader” and needs to have
“prior knowledge” in order to see the tables of tuems as “full of stories.” In a similar way,
Tierney (2008) identifies both the “sophisticat&dls’ involved in his son’s boogie boarding
and the many media that surrounded these involviesmEe concludes that “to be a boogie
board rider entailed walking, talking, watching alyzing boogie boarding” (p. 103).
Admitting that these complicated literacy practieese ones that he himself failed at first to see,
Tierney argues that involvements such as thesetodselrecast as “real-world learning
experiences.” (p. 103)

Other researchers have examined some of the reayrizoys engage in these sports

literacy practices. Smith and Wilhelm (2002) foaele, discuss how teen boys’ sports-related

102



literacy practices were for the purpose of keepiagk of sports scores so that the boys can
appear knowledgeable with their sport-loving frien8imilarly, Love and Hamston (2003)
assert that many of the teen boys in their studgelsports-related reading material, even when
at the expense of parental approval and schooksactor the purposes of peer solidarity.
Though these researchers argue that teen boysssetated literacy practices are “social”, they
do not further theorize the peer relationships shiatound these literacy practices. As | have
already pointed out in Chapter 1, teen boys’ pelationships, in particular, are varied and
complicated. This reveals then a significant gaghefield.

Mabhiri’'s (1991, 1994) research responds to thisigdps revelation of the sophisticated
literacy practices of the preadolescent African Aoan boys and his theorizing of the “rites” of
participation in which these practices fit. In bthnographic study of a neighborhood basketball
association program, Mahiri (1994) describes, gagdetails, the teen boys’ “close and
extensive readings of certain required texts-nepepaccounts of sports events, basketball card
collections and associated guidebooks, and compptet game screen texts and instruction
books” (p. 143). He argues that these “spontanepadaptive readings” of a variety of sports-
related texts involved sophisticated literacy @i such as analyzing, discussing, interpreting,
and so on. Someone who plays a computer sports, gamexample, needs to analyze the
strengths and weaknesses of both teams, the plapdises against those of their opponents,
then designs particular plays and then needs toaeareasons why the outcome is a win or
lose. Mahiri argues that these literacy practicakarup the boys’ “rites” of participation in a
basketball sports discourse.

While Mahiri contributes to the research on teeysbeports-related literacy practices in

his theorizing of the social work of these litergegctices, he, like the other researchers, frames
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these literacy practices as being self-sponsonad j$, that teen boys’ sports literacy practices
are viewed as what teen boys do on their own atidtheir same age peers. Mahiri (1994), for
example, describes the teen boys’ engagement iarfay of activities on their own that
revealed highly sophisticated, spontaneous, anpiti@dditeracy practices tied to personal
interests motivated by sports discourse” (p. 1¥@hiri uses his framing of the teen boys’
literacy practices “on their own” as a contrastite explicit sponsorship of the teen boys’
literacy development in and through the activiies events in the basketball program. Though
he situates his work in youth cultural studies aates the static views of youth and of African
American males in particular, he fails to addre®s the producers of the texts the teen boys
engaged in might be marketing and encouragingqudati views of them as consumers. This is
where | hope to extend his work.

In his introduction to his 1994 study, Mahiri debes how basketball is often seen to
many African American males as a way out, as a&titka successful life. In so doing, he
acknowledges the corporate interests in the diseosurrounding basketball playing and
following. | argue, in this chapter, that teen Bemorts-related literacy practices are not entirel
self-sponsored because there are other literacyssp®involved. While the interests and
ideologies of these sponsors aren’t always explioitdirectly expressed, they remain an
important part of these sports-related literacefpeas. In this chapter | focus mostly on the role
that commercial interests play in sponsoring tegyshliteracy practices but acknowledge the
complicated ways in which commercial interests sl@rd are shaping youth cultures and the
different ways in which teen boys interact with leather.

In addressing commercial interests as literacy sp) | do not mean to suggest that

they are sinister, entirely negative, or monolitticfact, I'm grateful for the restaurant that
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sponsored my daughter’s recreational soccer tesinfdk | do, however, wish to show the
influence that commercial interests have in tegysbgports involvements. In some ways, this
commercial sponsorship is so overt that it becommeterestimated. Televised college and
professional sports teams have commercial brea&shatural part of the game. Countless sports
athletes endorse various products, some of whiematreven directly related to the sport they
play. Lebron James, for example, was a favorite Nitdyers of some of the teen boys in my
study, endorses Coca-Cola, Club Cadet (lawn equipmend State Farm Insurance. And yet,
commercial interests are savvy and often hidderutige guise of providing sports fans and
athletes “neutral” entertainment. And provide tkey There’s cable, satellite and pay-per-view
TV, sports talk radio, sports video games, andydgplortsCenter shows on ESPN and ESPN2 to
name just a few.

In sum, marketing infiltrates pretty much everyexgof teen boys’ lives. From clothing
to bedroom decorations to books, sports marketilsgéen boys’ lives from a young age.
Corporations, by nature of market competition, rgmrticular markets for everything from
sports equipment, viewership, clothing, and TV sispmoffs and then try to target and even
produce consumers who fit these market demographiesTeen Market Profiléllustrates the
ways that commercial interests are inextricablg treéo boys’ literacy practices (Association of
Magazine Media, 2004). The profile states thatéesm market is a “force to be reckoned with”
because of increased buying by teen boys and becdlesrger family expenditures on their
teens. The profile claims that eight out of temteeead magazines, that they read a variety of
magazines and that they trust advertisements imnnags more than advertisements on TV,
radio or internet (p. 16). They caution that teleage more choices than ever, that they multitask

media, and that, because “they are raised in tt@faigpformation and uncertainty, they are
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skeptical” (p. 4). They point out that gender imajor driver of magazine title selection
(numerous magazines and websites specialize itirsgpand recreational topics; many are
targeted specifically to male youth).

In sponsoring teen boys’ involvements in sportsntlcommercial interests are
implicated as one of teen boys’ literacy sponddmwv? In this chapter, | argue that commercial
interests (and the ways they shape and are shgprdtbre) directly sponsor particular ways for
teen boys to be sports-loving teen boys. Teen Bpa&'ts-related literacy practices and the peer
to peer interactions that surround these practioeseflections of these ways of being sports-

loving teen boys.

“10:1 Investment”: Complexities in Teen Boys’ Spors Sponsorship Situations

In the sections below, | describe the teen boysttspnvolvements, emphasizing their
range. Next, | outline the ways of being sportsAgween boys that seem to be directly
sponsored by commercial interests. | show howadgis being indirectly sponsored through
these notions of who sports-loving teen boys adeadnwvhat they do with their sports interests.
As part of this, I discuss how teen boys work watlpush against these sponsored ways of being

sports-loving teen boys.

Teen Boys’ Sports Involvements

In the first phase of my interviews, 18 of the 8&rt boys in my study choose sports-
related artifacts to represent their present dawtitles. These artifacts spanned a range of sports
and, for the most part, represented sports thaetreboys enjoyed participating in either
competitively or on their own. The artifacts, howegwalso represented sports that the teen boys
enjoyed following or watching. As is demonstratedtie chart below, the teen boys’ sports

involvements span a variety of levels of partidipat organized leagues and teams and ways in
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which these teams and leagues were followed. Térelieys participated in school teams, travel
teams, after school club teams and as individd&isy followed professional sports teams,
college teams, and high school teams. Some attegadeds. Others followed on websites,
newspapers, and TV. In following these teams andspthere seemed to be “active” and
“passive” involvements that influenced the whatwvhemd when of their work with sports-related
texts. The teen boys often identified a “main” $gbat they followed, a sport they watched and
followed nearly every day. Other sports were folboMbut with less intensity. Teen boys also
talked about casually watching other sports hedethere and maintaining a basic understanding
of what was going on.

Collectively, these sports involvements represesigaificant amounts of teen boys’
time and energy. Participating in a competitiverspaquired hours spent in practices, games and
off-season weight-lifting and cross training. Fome teen boys, the off season represented a
time for individual lessons and sports camps thatreed to be just as intense as school play.
Being sports fans also required hours of time. {EBlea boys talked about spending considerable
amounts of time reading up on, watching and thikxmabout sports. Many talked about
watching sports games “all day” on the weekendsadimh “all evening”, particularly during
playoff time.

While these sports involvements represented saggmifiinvestments on their part, teen
boys didn’t seem to mind. In fact, many seemedetonbtivated by their future aspirations in
sports. A number of the teen boys mentioned thegelathletic scholarships or corporate
sponsorships that they were working towards. It fawe third of the teen boys brought in

sports-related artifacts that represented who weeyted to be in the future.
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The work involved in sports sponsorship involvescmmore than simply participating in
the sport. Tommy, a”Qgrader and hopeful Division 1 football player, moWledged this when
he talked about needing to study more and getigisdthool grades higher. “Otherwise | won't
get the stuff done | need to and if you don’'t getdygrades” he reflected, “you won’t be looked
at by colleges. If | want to play football and getcholarship and go to State, then | have to work
hard.” For Tommy, working hard, on and off the dielvas necessary in order to be considered
for sponsorship. Sports sponsorship, achievindlagsscholarship in his case, requires more
than just being a good athlete on the field. In ynaays, this goes against Smith and Wilhelm
(2002)’s finding that “the immediate experience Wwayg” and that teen boys played sports
because they enjoyed them, “not to win a scholprshto impress others” (p. 41). In contrast,
the future investment the teen boys in my studyelddp get out of their sports involvements was
something that they talked about with me. Invesgtatiese futures, however, often came at quite
a price. For some of the teen boys, their “regusatiool team play was accompanied with club
teams (travel teams for elite players), privatecbogy sessions, summer camps, off season
lessons, and time in the gym lifting weights (ewdren it wasn’t mandated from the coach). In
what seemed to be an extreme example, Henry pkgjeabl sports as a way to keep in shape for
his travel soccer team. At our second interviewndaaid, “Cross country ended and my mom
wanted me to stay in shape for soccer seasondawitiiter [club] soccer season, so she had me
do basketball, so now I'm playing basketball.” tiiion, a number of the teen boys talked
about being glad a particular sport was “over li@r $eason” because of the immense time
commitments. Three of the teen boys even mentiengaying less organized sports such as
skateboarding and wakeboarding because these spastgements didn’t involve practices and

having to do drills.
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In Table 5, | describe the teen boys’ various spiontolvements.

Table 5: Teen Boys’ Sports Involvements

Sports
Sports-related followed Sports followed
Name Artifact Sports Participation (actively) (more passively)
Adam Tennis ball Tennis (school), Tennis, Football
(present) Basketball (school), | Basketball
Water sports (own)
Alan Wakeboard Wakeboarding Wakeboarding | Football
(past, present, | (sponsored)
future)
Alberto Soccer jersey | Soccer (school; pick | Soccer Basketball
(future), soccer| up) (Mexican,
ball (present) International)
Asher Soccer Soccer (recreational
team)
Blair Football Skiing (school) Football Baseball
Football (city)
Swimming (city)
Chris Air soft gun Cross country Longboarding
Longboard (school), Air soft (on
own)
Longboarding (on
own)
David Football Football (school), | Football, Basketball
Basketball (school), | Skiing
Freestyle skiing
(own),
Wakeboarding (own)
Snowmobiling (own)
Eric Lacrosse stick | Lacrosse (school), | Lacrosse, Hockey, Football
Skateboarding (own)| Basketball
Freddy “Not into
sports”
Henry Skateboarding| Skateboarding Skateboarding,| Football
(past, present, | (sponsored) Basketball
future)
Isaac “Not into MSU pep band
sports”
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Table 5 cont’d

Sports
Sports-related followed Sports followed
Name Artifact Sports Participation (actively) (more passively)
Jamal Basketball Basketball (after | Basketball Football
school club, pick up)
Jayson Football Football (school), | Football Baseball
Basketball (after Basketball
school club, pick up)
Jeremiah Baseball Baseball (school, | Football, Basketball
private lessons), Baseball
Basketball (school),
Football (school)
John Soccer ball Soccer (travel team,Soccer, Basketball
school) Football
Cross country
(school), basketball
(schoal),
Skateboarding (own)
Jordan Tennis ball Tennis (school, Tennis Baseball, Soccer
(present) summer camp,
Soccer glove | private lessons)
(past)
Keith Basketball Basketball (school, Basketball
but only 2nd year
playing)
Kyle Swimming / Basketball
“Not into
sports”
Mark Ski (travel team) Skiing
Neil Soccer ball Soccer (school, traveSoccer Football
team) (International),
Basketball
Tommy Football Football (school), | Football, Baseball
Basketball (school) | Basketball

Dirt bike riding

(own)
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Directly Sponsoring Sports-Loving Teen Boys, Indiretly Sponsoring Sports-Related
Literacy Practices

Across these different sports involvements, | naamsine how ways of being sports-
loving teen boys are directly sponsored and how bexys’ sports-related literacy practices are
indirectly sponsored. | explore how teen boys aaraged to be consumers in and through
their various sports identities, how these spalésiiities represent memberships in different
groups, how sports involvements are positioneeliationship to the adult world and how
sports-loving boys are viewed in terms of what thaye to offer to particular sports
communities. In this discussion, | highlight hovesle ways of being influence teen boys’ sports-

related literacy practices.

Sports-loving teen boys: you are what you wear.

Commercial interests, for good reason, sponsor whiging sports-loving teen boys
that encourages them to be consumers. If you spems-loving boy, it is not just about your
skills on the field. It's also about how you look the field. This “look” is really a particular
Discourse as it’s also about how you act, whatsay and so on.

This was immediately apparent to me during my inésv with the teen boys. Whereas
this wasn’t the case for all of the teen boys, mlper of teen boys immediately stood out to me
as representing a particular “look” associated wh#hsports that they played or followed. There
was Chris, a longboarder, who wore black skinnpgegraphic T and baggy sweatshirt during
the first interview. He sat across from me at tbiee shop table with his longboard carefully
placed beside him. David, in contrast, was wedbeggy jeans and an Ohio State University
shirt when [ first interviewed him, a shirt thaessed to accentuate his stocky and muscular

frame. Henry's sandy colored curly hair hung jugtrchis eyes, a far cry from Michael’s
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carefully groomed and short dark hairstyle. Albevtire one of his Mexican soccer jerseys to
his interview, telling me later that he owned fofethem and regularly wore them to school.

The very nature of the sport elicits particulamiiges. Football is a hard hitting, violent
and tough sport. Football athletes typically agg built and bold. In contrast, soccer involves
more footwork, finesse and figured play. Soccelettis need to be different in size and ability.
The rules of engagement, of play, of performanead#ferent. Basketball is a fast game. It
involves teamwork. Tennis, on the other hand, igdividual sport, requiring different skills
and stamina.

And yet, the nature of the sport didn’t represdimfahe reasons that different sports
seemed to have such different associated identiben | asked the boys to talk about the
sports-related artifacts they brought in, mosheit talked about the ways their participation in
particular sports identified them. Henry said thatrings his skateboard with him to class and
uses his class binders and school bags to disgdgvorite skateboarding company stickers.
Adam talked about spending time online trying toide on which tennis racquet cover he
wanted to have, which look of shoes he wanted. yieas aware of the skateboard culture, of
the kind of world he enters. He describes the $katelers in the town as “being between 14-18”
and contrasted this with skateboarders in biggerscivho are more often between “12 to in their
20s.” Eric brought his lacrosse stick with him thgol every day. Identifying with your chosen
sports then was something that clearly went beybadield or court or rink.

Achieving this look, on and off the field, court, ink often took money. When | asked
some of them to show me which websites they fretguknhree took me to sporting company

websites. They were shoppers, frequenting these &itkeep up on sales and new merchandise.
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Many, but not all of them, seemed to have a ldiwgfing power and seemed to use this
frequently.

When Alan and Henry, the two teen boys in my stutg were currently sponsored by
local stores, talked about their sponsorship erpes, both of them highlighted the free things
they received. These free things, while they inetldquipment or parts, mostly centered on
clothing. Alan proudly said,

I get 20% off everything in the pro shop and 50%a@fiipment every year and | get to

wakeboard with a bunch of good people. | don't teveompete [this summer] cause I'm

the youngest one on the team but I'll probably cempext summer, yeah.

Alan listed for me, in great detail, all the thifgs bought with his discount, everything from
swimsuits, sweatshirts, sunglasses, boards, bisding boots. What surprised me was that a
number of the things he mentioned didn’t directhiyd to do with wakeboarding. The
sunglasses, sweatshirts and T-shirts are not tloimgsvears when one wakeboards. In addition,
one of the lifejackets Alan showed me, one thatsae hoping to get, was not certified. Alan and
other wakeboarders choose it for its look rathentfor its functionality as a lifejacket. The
importance Alan places on his “look” as a wakebeardotivates him to shop and to research
different merchandise and equipment. His litera@gctices, then, are focused around trying to
find and achieve particular identities as a spla¢gag boy.

A closer analysis of a skateboarding company’'ssedsatalog reveals that particular
identities are indeed what the producers of thedextrying to achieve. Two of the teen boys in
my study brought with them to their second intemw{@CM'’s skateboarding catalog. On the
inside cover of this almost 100-page catalog, alegtthat features clothing first and skateboard

parts at the very end, is this disclaimer:
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Content shock? We do our best to try and not gaaghics and designs that may be
offensive to anyone. However, skateboarding haaydwelebrated the individual and
has supported non-mainstream ideas. Please kadp thind when looking through the
catalog. We have tried to provide many choicesarhgroduct category so you can find
something appropriate for you (CCM 2010).
In this disclaimer, the company describes “skatating’ as celebrating the individual and
supporting non-mainstream ideas. It seems ironmeddhat in trying to make money off these
characteristics of skateboarding, the company nsrkainstream groups of boys and thus, has
changed the nature of the skateboarding world gotisumers like Henry and Eric, both of them
school successful, White, middle class teen b@s Petrone, 2008).

As an aside, the location in which a teen boy ldetermines some of this identity. On
this note, it matters that my study takes placa small Midwestern town on the shore of one of
the Great Lakes. The organized sports that aréadmeito them are influenced by location.
Unlike my husband, a southern California native \ptayed volleyball in school like many (but
not all) teen boys in his high school, a sport ttmatld be played outdoors throughout the year,
my brothers grew up playing organized and pick agkBy in our small Ontario, Canada town. |
played on the badminton team in my high schoopatsenjoyed by many Canadians (a nod to
our British history). This is a sport | have yetsee organized at the high school or college level
in the Midwest. Basketball and football hold adéfprestige in the small town in which my
study took place. And, while soccer participatision the incline, it still remains a younger

brother to the more institutionally and fan suppdrsports of basketball and football.
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Sports-loving teen boys: one size doesn't fit all.

Embedded in this “you wear your identity” as a $pdoving teen boy, is the reality that
these different identities are not equal. On omellé'sports” as a topic serves as a unifier,
particularly for males. My husband can walk intstjabout any social situation, talk about sports
with other males and make initial and easy so@ahections. Following sports is social and
provides you with an ability to connect with a ¢dtdifferent people. And yet, as gender theorists
have pointed out, there are masculinities at fiéariino, 2001, Gilbert & Gilbert, 1998). The
teen boys in my study brought this up in how tredlged about their own sports-related
identities. They often articulated how peers whHinfeed or participated in different sports were
different. They expressed this most strongly whaskied them follow up questions about their
sports artifacts, asking them if there were angestiypes of people who played the sport that
they had mentioned. | was surprised at how emdtimaay of their responses were. Though
framed, in many ways, as good-natured joking, & wlaar to me that underneath the joking
there was a sense of proving that the sport theicpated in was “good” or “right.” David, for
example, talked about how soccer players werergtldstic as football players because “they
don’t hit.” Eric, a lacrosse player described lgers as being the best of football and soccer, the
“supreme sport” in his opinion.

Though the teen boys didn’t mention this direatlyyas clear that social class and ethnic
and racial identities were part of this picturertiealar sports require access to particular
resources. And, these resources often carriediaisos with them. Jamal, an African
American, described basketball as “my game.” lkitgl about basketball with me, Jamal told
me some information about basketball’s history. Whasked him how he knew all of that, he

said that he read a book about “the founder ofdthsll.” “| wanted to know who started
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basketball and | didn’t want nobody telling me atituamal explained. “I love basketball and |
want to know everything about basketball.” Jamalpt on his school team last year but then
quit because, as he described it, “the coach veast ta me.” Though the coach called him at his
house at the start of this year's season to toptwince him to play on the team again, Jamal
refused, choosing instead to play on the basketiiwath at his after school club. In both of his
interviews Jamal talked about playing “pick up” ketball with his friends. Interestingly
enough, this was something I didn’t hear from mafithe middle class teen boys who played
lots of organized sports.

Contrasting Jamal’s sports experiences were DanddPdan’s experiences with sports.
The yearly ski trips that David went on with hisniidy, for example, were not something that all
families are able to do. David’s love for skiingydoubtedly developed on these trips, then, sets
him apart because of his access to those resodtess.as a wakeboarder, needs to have access
to a boat, someone to drive the boat, a body oémaatd so on. Alan described how, in his large
public school, “only like ten” kids of the wholelsmol were into water sports like he was, and,
he added, that these ten kids were all his frievMsen | asked him to elaborate on this, he
reflected, “A lot of people in my school can't rigaget into a boat, like most kids in my school
haven’t even gone to a lake. It's just weird beeams and my friend go there a lot in the
summer cause like we're bored.” In this quote, Ademonstrates some awareness that he has
access to resources that others don’t. He spenadmtire summer at his family’s cottage on the
lake. His father hired a personal wakeboarderrdior him last summer, a trainer who his
father got to know as a frequent customer at anedjiboating store. It is this boating store that
later sponsored Alan as a wakeboarder, a storétaatdescribes as “giving us free magazines

and stuff” when he and his father go there. Thegdity practices that surround Alan’s
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involvements in wakeboarding tend to be focusedraigublications that target boys and others
within his upper middle class demographic.

What | hope to highlight here is that the teen begsrts-related literacy practices are
often focused around texts designed for particddgmographics. Teen boys often participate in
these practices as a way of identifying with otieen boys who played or followed similar
sports. As such, social class and identificatiotihwacial groups also influenced what sports the
teen boys choose to follow. Many of the teen bajket about being college football fans of
colleges that their parents or grandparents atterdieil’s grandfather went to University of
Michigan — it was his favorite team. David’s pasenere Ohio State fans because they went
there. David and his family attended at least oh Gtate basketball game every season. In
contrast, Alberto, who is hoping to be the firshia extended family to go to college, said that
few people in his school follow Mexican and Eurapsaccer like he does. Though it represents
such a significant part of his identity, he said,

| don't tell people about soccer at school becaobedy is interested in it...I've tried to

talk to them about soccer and they don't carenitdalk to teachers about it - they're all

into college football. I don't watch college sports
Alberto’s quote demonstrates how a sport oftert smjreat equalizer. Though he has extensive
“sports” knowledge, his regional Mexican soccerwtenlge doesn’'t have the same social
currencies that college football knowledge seenisice at his college preparatory charter
school.

But social class and ethnic group identities weng part of how sports identities
competed with each other. Other teen boys talkedtalays in which their chosen sports were

seen as “girly” and “gay.” Jordan and Adam, botimise players at their respective high schools,
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were involved in sports but these involvements vedten framed in different ways by their
peers. Jordan said,

I've told people | play tennis and they're like, @fs a girly sport and | ask them why

and they just think it is. So | say, you try it ayal play and | say, play me and we’ll see

and then sometimes and then they always refubal they’re scared, but | don’t know.
Though Jordan and Alan both seemed to shrug odketBerts of comments as their friends just
“joking around”, this view of their sport and, besa of their involvement with it, of them as
well, clearly bothered them. Challenging theirrfide to a match in an effort to prove that they
weren't “girly” or “gay”, | suppose, was a way thaey responded. Adam defensively said about
his friends, “They think it's easy just to toss thadl and to hit it in a box but it’s really notath
easy cause you got to hit it hard and be smarsarftl’

In the paragraphs that follow, | explore the pasisfiof how these sports identities affect
their literacy practices. During my second intewwigith him, Adam made a reference to a
“fantasy football league” that he and his frienérspthe summer working on and playing. He
described it this way,

| used to do this fantasy football league withierfd. We had it in this book and we had

each team on a different page and all the playgtsjes and side, and home field. I'd

draw the logo and then write the coach names, tsxat, all the players’ names of every

position. | had a friend that would do the samadhit was just me and him. It's kind of

embarrassing. We had our own countries and state’sl be in the same room drawing

in our own books.
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When he later showed me the notebook, after mummiing on my part, he reemphasized the
fact that he was “embarrassed” by it now. “I've @eeghown anyone” he said when he handed it
to me.

The notebook was incredible. There were 30 teard<®6rplayers on each team. Each
team, city, player, and mascot had made up nanmesteems were divided into 2 leagues. There
were detailed statistics for each team, playerfanthe leagues. In addition to this there were a
number of tournaments, humorously named “Soup bawt “Toilet bow!l” in which Adam’s
team played against his friend’s. Even more in&dledihowever, was how these tables and
statistics seem to come to life to Adam when haesigalking about them. As he turned the
pages of the notebook, Adam described how he anftibhd would use the made up teams and
players and enact games with each other. He exgolain

You play a game. We keep track of how many touchrdowe have. There are jersey

numbers, positions, over all team ratings. Wherplag, we'd have good and bad teams

play against each other and we'd say that for &ldetdams they couldn't catch the ball

sometimes.
Clearly Adam was emotionally invested in this faytéeague. And yet, it was something he
hadn’t shown anyone other than the friend with whaworked to create and enact it. When |
asked him why he hadn’t shown the notebook toriesds, particularly to the ones that were
into football (as Adam had described some of thariez), Adam reflected, “A lot of my friends
are serious and don't have real imaginations guess if | showed it to them they'd probably
laugh and go ‘it's so stupid’.”

For Adam, having a “real imagination” wasn’'t someghhe could be proud of with his

sports-loving friends. And yet, he had used hisgimation to create a sports league. In order to

119



do so, Adam needed to have extensive knowledget &batball rules, structures and plays. And
yet, this knowledge, at least in how Adam had esthitt wasn’t something that he felt “fit” with
“acceptable” ways of being a sports-loving teen.boy

“Acceptable” ways of being sports-loving teen baysl how these excluded some of the
teen boys’ literacy practices also surfaced whedajotalked about when and where he shared
his knowledge of fiction. Jordan described tentéyipg as “consuming” his life. He
commented that everyone who knew him knew that&& avtennis player. This wasn’t the same
about his love for reading. Though Jordan readeadt two books a week” and made regular
trips to the public library with his family, thisagn’t a part of his life that he showed at school,
to his teachers and to his peers. Of a recent exymerin his English class, Jordan described,
“We had to keep track of books and like, | reae likdon’t know, | just didn’t mark any down,
she’s [his English teacher] like, ‘have you reagi7amnd | was like ‘I read like seven books a
week’ and she’s like, ‘you didn’t write any dowma|I'm like ‘no’.” Jordan talked about how he
didn’t like how books got discussed in English slé$ don't like how teachers read books,
every five minutes they pause and like talk abbutd rather read a book straight through
without stopping”) as part of the reason he diavrite any of his books down. He also talked,
however, about how he didn’t talk about books whithfriends either. “I read but I'm not like
geeky or anything” he said defensively.

Given these comments about when and where Jordamasd his identity as an avid
reader, | was surprised when Jordan mentionechtalidoout books with his tennis friends during
the lunch break at his summer tennis camp. “Wargatbig discussion about the Harry Potter
books” he said referring to one particular luncedt: “I was like, ‘I read all the books in a

week’ and they were like, ‘Wow, dude, you're goadd | was like ‘Thank you'.” He then
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explained how, when many of them said they “likeéndi get why Harry had to die”, he

explained his interpretation to them. “I did itlike five minutes and then they totally
understood” Jordan reflected. The book discusdimstsJordan and his tennis camp friends have
together don’t typically fit into what sports-logneen boys talk about, or at least into what
sports-loving teen boys are assumed to want tcatadkit. And yet, from Jordan’s description,
this group of teen boys was very engaged in tasdrly analysis of thElarry Potterbooks. Of
particular note to me in the situation that Jordascribes here is that in the discussion he
identifies himself not just as a reader and an esédler at that but also as an “expert” in reading,
as having something to offer to the group. | wongleat it was about tennis camp and his peer
group there that opened a space for him to shareve for reading. Though | have no way of
knowing, | offer one possibility. Perhaps withipeer group in which one’s masculinity is not

guestioned, Jordan more readily shares this pavhofhe is and of what matters to him.

Sports-loving teen boys: separate from adults.

Another way of being a sports-loving teen boy ge#ms to be directly sponsored is that
sports-loving teen boys do different things thaualadand do these things away from their
watchful eyes. Sports can bring families togetAenumber of the teen boys talked about
aspects of their sports involvements as being fainMolvements. David, for example, described
his family as “a football family” when he told mbaut how he and his parents had attended
every one of his brother’s high school football ggrrhome and away. In a similar way, Neil
referred to his family as a “soccer family” becabgedad and his brothers were all “into”
soccer. He clarified, later, that his mom wasrikélone of those soccer moms.” And yet, many
sports, or at least in how the teen boys talkediath® practices surrounding these sports, are

positioned in ways that emphasize the distinctigerad teen boy culture. For some sports, it is
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the very nature of the sport. You don’t see a fqiavents trying skateboarding, air soft gunning,
long boarding or free style skiing. For examplegrethough Alan’s dad is often the driver of the
boat when Alan wakeboards, he is relatively uniagdlin Alan’s wakeboarding world. “My dad

doesn’'t know what a lot of the tricks are calleda’ said. “I don’t talk about it with him.”

That Alan doesn’t “talk about it” with his dad seeto reflect more than just the fact that
his dad can’t physically do the tricks Alan does.lAistened to Alan talk about his
wakeboarding interests, interests that motivatedtbiread a biography and various articles in a
magazine and on websites, as well as to watch lemsnYouTube videos and instructional
DVDs, it became clear to me that the culture surding his wakeboarding world was one that
seemed to set itself as separate from adult betsaaia concerns. In the excerpt below, Alan
describes for me a TV show that features one offdvisrite wakeboarders, Parks Bonifay.

It's just a bunch of guys doing dumb stuff whendtiey want. Like they hooked a ski

rope to a bridge and the bridge was a hundrechightand they hooked a ski rope and

he'd stand up on the back of the Sea-Doo and gswdet by he'd have to grab the ski

rope and who ever could touch the top of the bridge He just does dumb stuff. It was

cool.
While Alan describes the “dumb stuff” that ParksnBay does as “cool”, my interpretation of
what he describes is more like risky and dangerallisnce Wake, Alan’s go- to website for
wakeboarding information, seems to emphasize tbelfiess” of its products. The tricks and
stunts that featured wakeboarders do are caseasskier the better. On a side note, the website
also features “Alliance girls”, girls in bikinis pmg by various water scenes. Clearly not
wakeboarders themselves, these girls are catedalaag with the accessories that Alan

proudly claims with his sponsorship contract.
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Wakeboarding isn’t the only sport culture that seeémencourage this view of teen boys
as different from the adult world. The culture sumding freestyle skiing, another popular sport
among teen boys, at least teen boys who have attcdss sport, is also one that emphasizes risk
and going out of bounds. In the paragraphs belagstribe the literacy practices that surround
David’s participation in this sporting culture. Rat than using these literacy practices to
describe how David’s literacy shows evidence gba@rteng culture, | show the complexities
involved in these literacy practices. A significaispect to David’s involvements in freestyle
skiing centered on him creating and building hisxaamps and rails. “I like have a rail that just
has a PBC pipe on the top” he said, “it’s like thfeet tall and | just asked my mom if we could
go to the hardware store to get some wood andrshuglt me and we got wood and screws and
then tried to plan it out on a piece of paper.”$vaall task to be sure, David seemed to take great
pride in his ability to design and then build theseps and rails. The research, however, did not
end when the ramps were built. In describing wieaaid his friends are currently trying out,
“grinding a rail” with twin tip skis, David showerie a skiing blog. Days before my interview
with him, David submitted a question in the dises$orum about whether or not their idea
was a good one. He explained his question to me:

Like my skis are AR5s, like Armatta 5s, becausderemounts is a new big thing....so

it's right in the middle of your ski for twin tipbgcause twin tips have a tip in the back

and in the front and so um, like those and so,cgugo up and switch...people go up

jumps backwards, when you have it right in the e@enwhen you're grinding a rail,

usually you're on your toes grinding the rail thdttallows you to be just like in the

center of your foot grinding. | want to see if Ganounts on AR5s is a good thing, |

want to see if people have tried it and if theydkt.
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While to some observers, David and his friends inghjust horsing around and doing crazy
stunts together, David has actually put a lotmktand thought into what he tries to do. Being
crazy is indeed part of it but there’s much mormgon than that. In essence, David is
researching whether or not putting center mountsisparticular brand of skis would help him
“grind rails” better. Grinding the rail (sliding dm a rail with skis or snowboards) is one of these
tricks. Placing mounts on his skis in particulasifions (the center in this case) can help the
performance of particular kinds of tricks. Peopleovdo a lot of backward tricks often have
center mounts on their skis. David is checkingg® i§ center mounts would work for his
particular brand of skis. He later described fon lhiow he hopes to “jib” down the rail, grinding
one way and then the other. My point in sharing thito complicate the notion that teen boys
are simply cultural dupes. This simply is not thee While all of the ramp and rail building
happened within his free time and with his samel ggeer friends, this is not to say that teen

boys aren’t doing interesting and innovative thimgthin these cultures.

Sports-loving teen boys: full participants and expes.

One of the most distinctive messages that get gpedsn terms of ways of being a
sports-loving teen boy, at least in some contegthat teen boys are full participants and
contributing members in the sports world. This niggem to be at odds with previous
sponsorship notions that I've mentioned, namely ten boy culture is seen as being at odds
with adult culture, but I think that there are eglowther opportunities in which this is true that i
is worth discussing. Particularly in some of thersgprelated literacy practices that the teen boys
mentioned is the most evident.

In many ways, teen boys’ sports involvements allloem the opportunity to be treated as

contributing members within particular Discourdesaw this most clearly in Henry and Alan’s
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sponsorship relationships. These relationshipsrbedgsficial with the signing of a contract, a
real document. There’s no kid version. And, thes@racts are serious. There’s no free ride.
Sponsored athletes, male youth included, have & specific expectations and demands on
behalf of the sponsors. On a website for Descergtloards, the description of sponsorship
reads:
We expect our sponsorships investments to retten & one value—which means that
if we agree to give you a $175 board, we expeetwrm of $1750 worth of blogs, videos,
skate shop contacts, competition exposure, tasigridnd anything else you can think of.
And, just to sweeten the deal, we’ll give you asalut of anything we sell as a result of
your efforts! Once you meet the 10:1 value you@®an make some scratch out of the
deal! (www.descentlongboard.com)
A 10:1 value represents a significant relationspasticularly on the part of the sponsored long
boarder. This relationship is based on the assomfitiat male youth, the typical longboarder
demographic, are able to write on blogs, make ctstaith other companies, make and produce
videos and so on. Teen boys aren’t viewed as ngédiacquire more knowledge, literacy skills
or maturity. They are invited into the discoursdudlsmembers. | saw this play out in how
Henry, the sponsored skateboarder, talked abouthehdoes at the store that sponsored him. He
explained to me, in great detail the hows and vdiysarious skateboard parts,
You can break your axle. There's the boards. Yoe ltge trucks which is like the axle,
you have the bearings which go inside the whele¢slall bearings. You have the wheel.
You also have hardware to hold the trucks on. Yaxerking pins to keep the trucks

together. There's a lot of parts inside the trubks you need to buy like bushings and

125



stuff like that. You get your starting board wheruye young but then you keep that and

eventually when something breaks you get a newsgaybu eventually get a new board.
In this passage, Henry demonstrates his expertiseing able to fix skateboards. His expertise
illustrates how his involvements in skateboardirgnd “just something to do” because he’s
bored or because he’s trying to get out of schaykwHis involvements don't represent a kid
version of the real thing. He’s a skateboardertandets treated as a full member of the
skateboarding world. Fantasy football leagues arexample of how commercial interests use
this way of being a sports-loving teen boy for tlagvantage. Any teen boy can sign up to play
in a fantasy football league. There, they are matgd as needing adult input or extra help
because of their age. Rather, they are treatedlasémbers of this fantasy sports world. They
win and lose as contributing members.

I now share an example of how one teen boy assthizeway of being a teen boy, as a
full member and expert, in different contexts. Atbethe 15 year old Mexican American self-
proclaimed soccer fanatic, positions himself agxgrert on soccer. He reads extensively online
and follows as much as he can about Mexican rebsmtaer teams, particular his favorite team,
Chevas, on TV. Alberto was able to tell me everylat his team has won a championship. He
has a sense about what might make a good owneisdd&nows about World Cup soccer, an
entirely different kind of soccer play, style aridusture than Mexican soccer, he later explained
to me. He said,

| read articles on the internet like articles abobat's happening to a soccer player like

the other day one of my favorite soccer playergdienoved to a second division team

by the owner of Chevas and | was like what? Thideds crazy! He's really quick, he's

like 28 already, 5-8, he used to play for Chevasstill does but they moved him down to
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the younger team. | was like why? It's a dumb decibecause um for this year, every
year teams can buy new players and transfer neyensland this year the coach got one
new player and got rid of like 10 and because hatechto get rid of the team, he started
the season with zero new players. He's a rich duydoesn't like to spend money.
This passage demonstrates how Alberto analyzestvehagads about his team through his
position as an expert. “This dude is crazy!” hessalyout the owner of the Chevas team. Alberto
has his own ideas of which strategies the owneunldhmave taken in terms of attracting new
players and maintaining current ones.

Another way that Alberto expressed his expert statas in his practice of drawing
soccer formations in a notebook he kept in his d@al. “Soccer formations” to Alberto were
diagrams of player positions on a soccer team. e ¥s for each of the 11 players on a team
and arranges them differently so that differenyglean occur. After drawing the positions of the
players, he adds in arrows (often upwards of 1@htow the plays that can occur. “It’s just part
of me, making up this stuff” he said. Referringlie many soccer game replays and highlights
on YouTube that he watches as where he gets las ide his different formations, he proudly
stated, “l have over 100 of these.”

Alberto took his notebook with him to our secontkémiew. “There’s three defenders” he
said, pointing out to me one of his favorite forioas. “One middle, center, mid, left center mid,
wide center mid, left forward, right forward.” Aftdrawing in a number of arrows, indicating
the possible strategy that this formation of playgould use, he explained that this formation, a
relatively straight-forward one, would be betteitesth for high school players who weren'’t as
expert as college players. His school coach, hiagga, often relies on an “easy” formation.

“He does 4 defenders, 4 midfields, 2 forwards” Atbesaid. When | asked him if he ever shared
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these diagrams with his school coach, he quickty, $blo” and then added, “he doesn’t know as
much as me.” When | asked him about this, he said,

| don't really like my coach that much. He's realbgky and he doesn't know how to do

certain things and my dad is always complainingragdyrandpa too. They're always

complaining about the coach and saying he doesoWw kvhat he's doing. | agree too

because he doesn't.
Alberto’s critique of his coach, “he’s really co¢kg similar to his critique of the Chevas’ team
owner. In the passage, Alberto implicates his datlgrandpa in his criticism of the coach. Both
of them seemed to represent a significant partlloé®o’s soccer involvements. His father, a
semiprofessional soccer player in Mexico, remaihsge soccer fan today. Similarly, Alberto’s
grandfather, although now too old to play, freqiewatches soccer on TV with Alberto. “I'm
always talking to them about soccer and sportseAtbsaid. Sharing what he reads online with
his grandfather represented a particularly intergsixperience as his grandfather is unable to
read in Spanish or English. With them, Albertoas a “kid” who doesn’t know as much. He
contributes to the talk about soccer as an equaibaeof the discourse.

One of the reasons | highlight Alberto’s soccerexignces is that while his expert status
might be accepted and even expected in his Labn@aunity, a community known for its
strong soccer affiliations, this expert status doasseem to pay off in some of the other contexts
in his life. As mentioned earlier, Alberto doesemen talk about soccer at school. In addition,
though he desires to get a Division 1 college sosckolarship, his chances aren’t very good.
Playing on a small school team that doesn’t hanepatable soccer program and not playing in a

club or travel team, is reason enough for this.
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This kind of disjoint between a particular way eiry a sports-loving teen boy in one
context compared to another also surfaced in howallaa 17 year old African American, talked
about breakdancing. Jamal “loved” breakdancingdeteribed, in great detail, how he and his
cousin posted a YouTube video of themselves brewkadg. He said,

I got my own dance video on there. It's under “@aoif” and me and my cousin we put

it on the computer and we see who is looking aWesre like our own little dance crew.

We did it when | was 14. | did another one wherabw6. My oldest cousin he

videotaped it. He thinks like we going to be ontieet American Dance or something. |

be dancing since | was little. | love dancing. ltgdhe clubs, S club, Club revolution

with my cousins on weekend.
While Jamal and his cousin spent considerable ataairiime creating and producing these
videos, acts that require certain amounts of “eXp@owledge and status, won't pay off in the
same ways that it does for other boys. For oneallaischool banned breakdancing moves at
their school dances. Though Jamal’s talent in lat@a&ng might be as good as if he were in his
“own little dance crew”, it's not something he cslmare with his school peers. For another, it
isn’t something that allows him future rewardshe same way that finessed soccer, basketball
or football skills might. Being on “the next Ameait Dance” is a small possibility but one that
remains small.

In this section | have attempted to show how splarting teen boys, while treated in
some ways as fitting into specific teen boy culsuaee also treated, in other contexts and

experiences, as full members within particular Disses.
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Discussion

In this chapter, | have examined the ways that b&ss’ sports sponsorship situations
directly sponsor particular ways of being sportgfg teen boys and indirectly sponsor their
sport related literacy practices. Whereas in tle®ipus chapter, | focused on the differences
between families of different social classes, Ubbere on the messages that teen boys receive,
in general, from commercial interests. Howevery kb demonstrate that teen boys’ sports
sponsorship situations represent a nexus of varalagonships involving commercial interests
(at times a local shop, at other times a natioagdaration) but also peer relationships and teen
boys’ membership in various social groups. In dbsay teen boys’ sports sponsorship as a

situation, | make room for nonhuman actors andreetyaof actors involved.

Sports-Related Literacy Practices As Social

Previous research on teen boys’ literacy practiessrevealed that social relationships
often determine why and how teen boys approackpb#s texts that they do (Smith and
Wilhelm, 2002 Blair and Sanford, 2004). The findirig this chapter suggest that the social
dynamics that surround teen boys’ involvementgports are much more complicated that what
previous research has addressed. While sportdtareframed as masculine activities and thus,
a unifying thing for teen boys, it can also be sag@a way to separate teen boys. Just as the teen
girls in Finders’ (1997) study had perceptionshef social consequences for their actions, so too
do teen boys have perceptions, real or imagindmeopossible consequences of their sports-
related literacy practices. Finders writes, “Cargythe wrong kind of book, writing the wrong
kind of story, passing notes to the wrong peoplen@ht mark one as an outsider or as an

insider in the wrong group” (Finders, 1997, p.11R).the teen boys in my study, following the
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wrong team, writing on the wrong sports blog, @yptg in the wrong sport could mark them as
outsiders or insiders.

Related to this is something that | haven't yetadlabout in this chapter. Though 18 out
of the 21 teen boys in my study talked about spasteepresenting their present selves, three of
the teen boys in my study did not. This fact pototthe importance of remembering that there
are ways of being a teen boy that don’t entaile lof sports, even when there are powerful

messages that suggest this. | will return to g8si@ in my final chapter.

Sports Sponsorship

Another thing | want to highlight is that the td@oys in my study “got” sports
sponsorship. They saw it displayed in the varieusstthey read and viewed — athletes endorsing
particular products, individuals participating ienues or contests organized by companies. They
aspired to corporate sponsorship for themselvesy €hvied peers who had achieved it. This
talk about sponsorship was a wonderful surprigigistudy. Though | had selected the literacy
sponsorship as a lens for studying teen boysalitgpractices, | didn’t expect the participants in
my study to bring up sponsorship on their own terfml, talk they did. At least half of my
participants referred to corporate sponsorshipbiege scholarship in their interviews. This
illustrated for me how much sponsorship descrilbedcurrent sports landscape for teen boys. It
was in the teen boys’ talk about sports sponsott$iaipl was able to further theorize my thinking
about literacy sponsorship as relational. | streddbr a long time with how to conceptualize
this relationship. It wasn't until the teen boyamiy study started talking about their experiences
with corporate sports sponsorship (Henry — skateliog; Alan — wakeboarding) or about their
envisioned experiences (David hoped to become rassped wakeskater; Eric talked about his

friend who was a sponsored skateboarder) that €agmwith my “give and take” description of
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sponsorship relationships. Teen boys get the “ghatake relationship with corporate
sponsorship. Though many of them emphasized tkee™ things they would receive or did
receive as sponsored athletes, they understoothse free things came at a price (a 10:1
investment as the longboard website describes).

While | have tried to provide a rich descriptiontieé ways in which particular notions of
sports-loving teen boys are sponsored by commant&tests, | do not mean to suggest that teen
boys simply receive these messages. As is evidanyidata, teen boys respond to sports
literacy sponsorship situations. They are activih@se situations and respond in ways that are
often creative and surprising. In corporate spastsprsituations, there is an element of surprise
on the part of the sponsor. They can’t always jgtdthw the sponsored boys will do in the
competitions. They don’'t know the content or evifaat of the created videos, the discussion
board participation or the social networking dogehe sponsored boys. The sponsor enters a
relationship with the sponsored. The outcome o teiationship becomes a mix of the sponsor’s
intentions and goals but also of the sponsored.sénee is true for teen boys and the sponsoring
relationships they enter with commercial interests.

Critical literacy opportunities

Given the discussion above about ways in which bests respond to some of the narrow
ways that are offered to them, | still think threais a rich area in which to talk with teen boys
about critical literacy practices. Primarily tarigetmales, advertisements for cars, alcohol and
food in sports publications often rely on the sdization of women. Helping reveal commercial
interests and sponsorship of ways of being tees Isog direction that literacy education can

take. Helping teen boys see the interests of théywmer in the webpages, advertisements, video
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games and so on would enable them to negotiateespdnd to these sponsorship situations in

more ways. Too often sports-related texts areddeas texts without producers.

Beyond Self Sponsorship

When | first started studying teen boys’ sportsied literacy practices, my focus was on
the literacy practices themselves. This was caargistith the focus in previous research (c.f.
Mabhiri, 1991; Tierney, 2008; Newkirk, 2002) thashaghlighted the complexities surrounding
boys’ sports-related literacy practices. Howevee, teen boys in my study didn’t seem to view
the reading, writing, and viewing they did arouhdit sports involvements as acts of reading
and writing. Their talk about these practices kmphting to what surrounded them.
Consistently, the teen boys in my study didn’t esr sports-related literacy practices as acts of
“reading” and “writing.” While they would talk irehgth about what they read on a website or
contributed to on a sports blog, they defined thedwes as “hating to read” and “not being a
writer.” Their sports-related literacy practicesrev@ust what they did as sports-loving teen boys.

One way to interpret this is to say that the tegysbn my study have narrow definitions
of reading and writing. | think this is indeed tritowever, | would clarify this and say that the
teen boys in my study defined acts of reading anting as the kinds of reading and writing
they did in school. In this, they identify schoaksliteracy sponsors. This is significant becatise i
opens the discussion to explore who or what elgdintie sponsoring their notions of what it
means to read and to write. It is here where | hagd to argue that sponsorship situations, in
and through how particular notions of what it metnbe a sports-loving teen boy get
sponsored, also serve as literacy sponsors tdt®en This view of literacy sponsorship, a view
| have chosen to call gendered literacy sponsorsingws attention to the particular ways of

interacting around, consuming and producing tehds are being sponsored to a specific group
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of people, in this case, teen boys. As such, tel-5ponsored” sports-related literacy practices
really aren’t self-sponsored. My argument in thhajter is that this is not the whole picture.
While teen boys did often do sports-related litgna@ctices on their own terms and in places
and spaces that were chosen by them, other sparsopsesent. Commercial interests, for
example, are threaded throughout the texts thaethreboys mentioned. In addition, as my
description shows, teen boys’ sports involvemergéten anything but self selected. Class and

race, location and accessibility all play into t&eys’ sports decisions and situations.

Hooking Teen Boys with Sports

One of the goals of my study is to listen moreskentboys and what matters to them. It is
obvious from my interview data that sports invohets are significant to the teen boys in my
study. It consumed a lot of their time and eneligynfluenced their future goals and dreams. It
influenced their choice of clothing and friends. éolescent literacy researchers, | think we
need to take teen boys’ sports-related literacgtmes more seriously. | began this chapter
summarizing how some of the existing research ¢ bad literacy tends to frame teen boys’
sports-related literacy practices as being selfispred. This, | think, is one of the reasons that
teen boys’ sports-related literacy practices arenofised as “hooks” in the literacy classroom.
The work in this chapter in many ways goes agdivestall in the previous literature to use
sports as a hook to get teen boys into readingratiire on boys and literacy often suggests that
teachers or parents use “sports” books, nonfiatidiiction, as ways of hooking boys in to
reading. The logic goes something like this: Mesintboys are interested in sports. Most teen
boys don’t enjoy reading/writing. If parents anddieers can get teen boys the “right” kinds of
books or literacy experiences, ones that are ahewtports they play and/or follow, the

“problem” can be solved. While | don’t doubt thessess of this in particular times and places
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(Brozo, 2002), | want to reframe the discussios.rbt just about what teen boys read. Teen
boys’ literacy practices, | argue in this chapteflect how and why and what and when they
want to be seen as teen boys. This suggests ofeakipn for why, in some contexts, boys read
materials they do but don’t in other contexts. Bften, literacy educators try to get at literacy
directly. This direct gaze rests most easily onvthat of boys’ literate activities. What we
realize, as | did when | asked my participantsriextly about their literacy practices, that there
are many factors that surround decisions over whiggad and write and view. It's more than
asking Alan to bring in his wakeboarding magazings class. It's not that simple.
Wakeboarding sponsors view him as a smart, arteuilavested boy. I'm not sure that English

classes always do the same.
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CHAPTER 5: SPONSORING RELIGIOUS TEEN BOYS
I love how the pastor be doing the preaching, ddamgs like teaching you about real
life and stuff, what's really going to happen aogvtthe world going to come through,
like if people don't bow down now some people arrely going to die in hell so | don't
want to be like one of them other peoples who doelbl want to go to heaven.

Jamal, 17 year old African American

My church has an indoor skate park. My friends bsikhteboard there together.

Alan, a 15 year old European American

In the previous chapter, | explored some of thesnaywhich commercial interests
sponsor ways of being sports-loving teen boys, wagscomplicate some of teen boys’ peer
interactions. In this chapter, | focus on how chesas institutions directly sponsor ways of
being religious teen boys and indirectly sponsenteoys’ literacy practices. As the above
guotes indicate, church experiences can be vasgyeht from church to church, and from
person to person. Jamal and Alan talk about theirah involvements in very different ways.
Jamal talks about listening to his pastor “be dairgpreaching.” Alan, on the other hand,
frames his church experience in terms of what h@ysrdoing with his friends when he’s there.

Research on church literacy practices has revélaégahurch involvement presents rich
opportunities for literacy learning, developmendl &xperience. Research has also highlighted
how these involvements can be very different timaolvements in schools. In fact, some of the
research suggests that it is because of theseattiffenvolvements that youth don’t succeed in

schools. As | will illustrate in this chapter, thgferent ways that teen boys are sponsored as
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religious teen boys influences the ways in whiaytbxperience and are encouraged to
experience literacy practices. My analysis of teeys’ religious literacy practices reveals that
what was directly being sponsored in church spa@mgpisituations wasn't literacy but particular

ways of being religious teen boys.

More Than Just Different Literacy Practices

Research on church literacy practices has tendégtts on the church experiences of
African Americans and other minority groups. Thetelies have revealed that church
involvements are often rich sites for literacy pi@Es — sermons, church bulletins, newsletters,
Bible studies, Sunday school and Vacation Biblesthlasses to name just a few (Edwards &
McMillon, 2000; Edwards & McMillon, 2008; McMillo& McMillon, 2004; Moss, 1994, 2001,
Ek, 2008; Ek, 2005; Farr, 1994, 2005). Though #searchers don'’t identify churches as
“sponsors” of literacy, it is clear from their fimgjs that they do see them in this light. This
research tends to contrast the “rich” and “empowggriiteracy practices found in churches to
that of schools. Moss’s work, for example, argines the African American sermon, as a
literacy event, is inherently different than thébo academic essay. She writes, “The African-
American sermon stands as a model of a literateatbich in many ways is the antithesis of the
academic essay and promotes a type of literacyhwhithe antithesis of the most popular
academic notions of literacy” (p. 197). This resbanas highlighted the rich experiences with
literacy within African Americans churches and hagued that these literacy experiences
influence the way that African Americans view axgerience school literacy.

A significant finding in these studies is that tlmuin many church contexts, are often
highly engaged and motivated. Their participatioséhool, however, reveals a very different

picture. Of particular note is work by Edwards &acMillon (2000, 2008). In their work, they
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address the issue of church as a literacy sponzord variety of ways. In their 2000 piece, they
contrast the differences between a church envirohamed a school environment of African
American students and their engagement in eadhesktenvironments. In particular, they
examine the experiences of one African American Boghua, a boy who was considered
exceptionally literate in his Sunday school classdwocial illiterate in his kindergarten class.
They looked at ways in which the different envir@nts encouraged or discouraged his attempts
to be a reader and argue that, unlike his schquéreence, he had a rich literacy experience in
his Sunday School classroom because his teacheatéct a nurturing environment where
students felt safe to take risks” (p. 119). Edwandd McMillon’s work is important work in the
field. Their focus on African American church expaces has brought about important
discussions about how to connect the outside aidand school lives of African American
students.

Their research on African American church literpcgctices as well as the other studies
mentioned earlier, sadly, has not yet been extetwether ethnic or racial groups or age groups.
There remains little research on the religiousditg practices of teen boys and particularly that
of White and middle class teen boys. In this stlitiyype to extend Edwards and McMillon’s
(2000) work by addressing church as a literacy spoto teen boys from a variety of racial and
ethnic groups. | argue in this chapter that maewp teoys’ religious identities are important to
them. Recent statistics on the number of teenspaiicipate in religious activities suggest that
many teens, girls and boys, are involved in churchis discussion of the main survey and
interview findings of the National Study of YouthdaReligion, “a unique research project on
the religious and spiritual lives of American adwlents conducted from 2001-2005”, Smith and

Denton (2009) conclude that religion is significemmany of today’s American teenagers and
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that, as a whole, they are anything but religiausreligious. The authors points out that the
“vast majority” of teenagers embrace some religidesitity, that the “majority” are affiliated
with a religious organization and that a “sizabl@anty” are regular participants in local
communities of faith. This study reports similardings with the 2003 Gallup Youth Survey. In
this survey 92 percent of teens considered thigioas beliefs important to them. 43% of them
reported that they attended church or synagogtleeipast seven days. This is significant
particularly as this percentage is higher thamtmaber of adults reporting the same thing. The
Gallup Survey also reported that one third ofedirts say that faith is the most important
influence in their lives and that this is higher Adrican-American teens (52%) (Lyons, 2003).
Studying teen boys’ church literacy sponsorshipagions is particularly important
because of some of the assumptions that seemnathe about teen boys’ religious
involvements in the existing research on teen laogkliteracy. For one, research on teen boys’
literacy practices tends to lump church literacgemences in the monolithic category of “out of
school.” In their study, Smith and Wilhelm (200ppaoach church-related literacy practices as a
way of showing that, in contrast to schooled litgrpractices, teen boys participate in literacy
practices in which they feel valued. They descdbe of their participants, Robert, a boy who
didn’t like to share what he read in school, asesame who frequently “would get up in front of
the congregation each Sunday with ease” (p. 14®y fuote Robert as saying “I read the
Sunday school book. Read that, study the lessod then on Sunday, we go over the lesson and
he asks us questions about it. And, we stand @i of the church, like that” (p. 146), In a
later interview Robert reflects, “And in churchsgems like more people pay attention to what
you're doing.” (p. 147). To Smith and Wilhelm, | vld argue that there is a lot more at play in

church experiences than a group of people who &ti@yntion” to you. Their analysis of their
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participant’s experiences in church barely scrai¢he surface of what could be discussed.
Gustavson (2007)’s analysis of one of his partigijsachurch involvements is also
underdeveloped. In his study of teen boys’ outcbosl literacy practices, he identifies one of
his participant’s experiences of playing his guitean evening worship service as “an
uncommon space” in his learning as a turntablistcitegories this teen boys’ church
participation in the same category as his partimpan a jazz band and in a recording studio, a
categorization that | think is misguided becauskat different each of these contexts are from
each other.

Other assumptions about church in existing reseamdieen boys and literacy are that
churches are “unexpected” literacy spaces andcteéflmmasculine” behaviors. Smith and
Wilhelm (2002), for example, suggest that beinglagd in church isn't typical for most teen
boys. In their discussion of why and how they @daine of the interview profiles they did for
the participants in their study to respond to, tveiye, “We crafted one of the profiles to invite
the boys to discuss the belief that school liteiaayot appropriately masculine. The description
of the young man in the profile includes a numHetetails that might make him as feminine, or
at least unconventionally masculine. We made hreader and a church-goer.” (p. 364). Later,
in their description of one of the participantgheir study, a church- goer active in his youth
group and a member of a Christian rock band, tlesgmbe him as not fitting “the profile of the
male straitjacketed by ‘habitus’ and conventioralaeptions of masculinity” (p. 25). Teen
boys’ church involvements and their associatedddy practices clearly remain an area in which
more adolescent literacy research need to take plac

In addition to extending the existing adolesceetdicy research on church-related

literacy practices to the study of teen boys’ &r practices, | also want to extend Edwards and
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McMillon’s (2000) work by examining what else mighe¢ sponsored other than literacy
practices. Though Edwards and McMillon emphasieectiitural differences between these two
contexts, their analysis rests on the differenet@éen literacy practices. | want to see how
these cultural differences might play out in theysvim which teen boys’ identities as religious
teen boys might influence their church-relateddity practices. To do so, | draw on work by Ek
(2009) who examined an immigrant Mexican Pentetossde adolescent’s differing
experiences in church and school contexts. Sheartjhat the church created a nurturing and
supportive environment for engagement in languagditeracy practices while the school
marginalized Edgar and failed to provide effecteaching and learning in either English or
Spanish. (p. 2). EK’s work highlights how churcdesmore than just sponsor literacy practices.
Though she noted the specific literacy practicestaow they were different from church to
school contexts, citing such things as Bible regdis a family literacy practice, literacy as
community reading, and interactions with teachetspeers, she also identifies how identities as
youth and as Latinos are developed and produceddhrchurch involvement. This builds on an
earlier study (2005) in which she examines howdatant churches influence not just literacy
practices but also the language, socializationideatity of Latino immigrants. She argues that it
is in and through the language and literacy prastsuch as class lecture-sermons, prayers,
hymns and collective Bible readings, that youthsm@alized into a Protestant Christian
identity. Ek’s work suggests that there is muchergwing on in teens’ church involvements
than just literacy practices. She uses churchaelétieracy practices to illustrate the ways in
which teens’ various identities get developed amthtained.

Peshkin’s (1988) ethnographic study of a Fundantish@hristian school also points out,

albeit in very different ways, the ways in whicledity and religious literacy practices are
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intertwined. He draws attention to how the schodbstrine is central to everything that happens
in the school. In classroom discussion, for exarrtplke goals of salvation and spiritual maturity
and the emphasis on being of one mind and heket pigecedence over other goals and influence
what and how gets read, discussed and writteral8mugh students still have English and
science classes, go to basketball games and heededders, they engage in these activities
within an atmosphere where God's business constsHiis account provides an in-depth look at
the ways in which the school-religious communitgrsgors the literacy practices. Of note to me
is how he draws out the ideologies of the sponsdrteaces this ideology through such varied
experiences/expressions as how teachers viewjtisiand student participation in school
activities.

In drawing on studies such as these, | view tegs’lahurch involvements as literacy
sponsorship situations. | examine the sponsordHifecacy in and through the different ways
churches sponsor what it means to be a religiarshey. | look at how teen boys are
encouraged or discouraged to approach texts, otiuechgoers, their involvements and
participation in church. All of this, | argue, ditéy influences the ways that boys are then
encouraged to engage with texts and differentaltediscourses.

To do this, I first discuss the teen boys’ variedalvements in church-related activities. |
then discuss how different churches sponsor diftanetions of being a religious teen boy. In
this discussion | examine how teen boys’ religilit@ésacy practices are being indirectly

sponsored.
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“I Love Being With My People”: The Differing Sponsorship of Religious Teen Boys

Teen Boys’ Church Involvements

11 out of the 21 boys in my study talked, at [¢éastome extent, about their church
involvements. On one level, this isn’t surprisifigpe town in which my study takes place is
known nationally for its Christian and conservatiadues. One of the jokes in the community is
that strangers get asked the question, “Which ¢thdocyou go to?” Given the almost 200
churches in the community (quite remarkable fopapulation size of 40,000), the question
might seem fitting. However, the question revelaésdassumptions, made by many in the
community, that everyone is religious, that evesy@na Christian, and that everyone has
membership in a church. Originally founded by Dutoimigrants, the community has a large
percentage of citizens with Dutch American heritddany of these citizens and others go to
church, and, specifically, many go to Reformed bri€tian Reformed churches, denominations
that have their beginnings in this town and larggion. As is the case with many churches,
class and racial divisions in the town are largeplicated in church attendance. The community
and the region that surrounds it is known for 8gnthropic organizations and efforts, its
support for organizations that promote conservatataes (i.e. Right to Life, Focus on the
Family) and its many private parochial Christiah@as. Many civic events, club meetings and
large gatherings of people in the town and grea@pn begin proceedings with prayer.
Collectively then, the expression of Christianigré has it own unique flavor, mirroring to some
degree that which is found in other Midwest smal Christian communities but being distinct
in its historical roots with specific denominations

And yet, even as a member of this Christian coramey community, | was surprised.

Even as one who knew full well that historicallg tBhristian church has been a significant
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sponsor to many people, | was surprised that laleoteen boys in my study talked about their
church involvements. One of the reasons for this that | did not directly ask the boys about
their church involvements or faith commitments. Baf the artifacts that the boys brought to
their interviews directly related to their churcivolvements. But, as they began to talk about
their artifacts, these church involvements surfaed example, Jamal brought in a basketball to
represent who he saw himself as in the presentnWhsked him where he played basketball, he
talked about how he liked “being with his churclople” at the after school club he attended, a
club run by an evangelical Christian nonprofit arigation. Later, when Jamal talked about who
he was in the past, he talked about how he usgeittim trouble a lot. He credited his going to
church as being the reason he was trying to madegds in his life. In other examples, Adam
talked about how his involvement in tennis (a termacquet being his present day artifact) often
prevented him from attending his church’s youthugraChris mentioned his “church friends”
when he talked about the reactions he got frondiffisrent groups of friends after he cut his

long hair (his past artifact). These examplestitate how though boys might not draw attention
to church or to their church-related activities wiikescribing themselves, their identities as
religious boys are a salient part of who they are.

While all of the boys talked about attending chuaickeast weekly, their experiences
within their various church situations were verifatent. The chart below describes the teen
boys’ varied involvements in their different chuesh One reason for the differences is quite
simply because their churches, though all represgettie Christian tradition, were very different
from each other. In my small data set, my participattended the following kinds of churches:
Assemblies of God, Evangelical mega church, Afriéamerican Baptist church, and a Reformed

high liturgy church. (In this chapter | use the déchurch” and other words and phrases from
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the Christian tradition to reflect the experienoésy participants). In worship, theology and
involvement, these churches differ from each otAarextension of this is that churches have
different ways of interacting around texts basedhentheology to which they espouse.
Particular texts can be read in different ways.i€tian fundamentalists will read passages from
the Bible in much different ways than, say, Uniadisgts. Not only will they take and make
different meanings from the same “text” but thell wmiteract with these meanings differently
and put them to different uses, for example, t@d@fparticular actions or behaviors.

Another way the teen boys’ experiences were diffienesre that they were involved in
different ways. | highlight these involvementsltastrate that, at least for these teen boys,
church represents a significant part of their déilgs. All of them talked about attending church
at least weekly. As my data suggests, howeverettesn boys experienced church in different
ways. The point | am trying to make is that chulolesn’t represent the same thing for everyone.
The table below summarizes the teen boys’ diffecimgrch involvements and then different

kinds of churches that they attended.

Table 6: Teen Boys’ Church Involvements
Age / Church
Participant | Ethnicity | Grade characteristics Church involvement
Alan White 14/ Evangelical, mega | Sunday service, Youth group,
9th church Mission trip
Alberto Latino 15/ Pentecostal, Sunday service, Sunday school,
10th Spanish speaking | social events
Chris White 171/ Protestant Sunday service, Youth group
12th (Calvinist)
Eric White 16/ Protestant Sunday service, Monday after
9th (Calvinist) school club, Youth group,
Wednesday church dinners,
Sunday school
Isaac White 14/ Protestant Sunday service, Youth group (2
8th (Calvinist) churches), Church summer hike
Jamal African 17/ Pentecostal, Sunday service, Sunday school,
American | 11th African American | Bible study, performances during
service
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Table 6 cont’d

€,

O

Age / Church
Participant | Ethnicity | Grade characteristics Church involvement
Jayson African 15/ Pentecostal, Sunday service, lunch after servig
American | 9th African Bible study
American
Jeremiah African 14/ African American | Sunday service, lunch after sezyi
American | 8th Bible study, youth group (a
different church)
John White 15/ Protestant Sunday service, youth group,
9th (Calvinist, mission project)
liturgical)
Neil White 16/ Protestant Sunday service, Sunday school,
11th (Calvinist, Wednesday church dinner/
liturgical service) | activities
Tommy White 15/ Protestant Sunday service
Oth (Calvinist)

Directly Sponsoring Religious Teen Boys, IndirecthySponsoring Religious Literacy

Practices

Within these different church situations and ineshents, | now examine the ways of

being a teen boy that are sponsored and how ttlieatily involves the sponsorship of teen

boys’ religious literacy practices. | argue thdfetent churches seemed to sponsor different

ways of being a religious or church going boy. Tthin has implications on teen boys’ religious

literacy practices, on what they are asked or eragmd to read and write, on how they are asked

to interpret texts, and on how they are expectedtévact with others.

In the sections below, | look at some of the spegys in which different churches

sponsor notions of being teen boys, ways thatagioverlap and at times seem to contradict

each other. | do not mean to imply that churchesirie or do fit in either category; rather, | do

SO to set up a spectrum of sorts.

146



Religious Teen Boys: Separate and Different vs. Paof The Family

One of the most noticeable differences in how dmescsponsor ways of being teen boys
is in the positioning of teen boys in relation ther groups of people. For some churches, teen
boys were positioned as being separate from thefdéise church community. | describe this
positioning as “teen boy culture.” In contrast,@tbhurches seemed to position teen boys as
being an integral part of the larger church familgescribe this positioning as “extended church
family.” In the sections that follow, | will discashow this positioning was evident in how

churches appealed to teen boys and how they stedcactivities for teen boys.

Separate and different.

In the kinds of activities provided for youth arnetways in which these activities were
marketed, some churches emphasized teen boysrasdagiarate and different from the rest of
the church community. In using the term “marketédlo not mean to demean the ways in
which churches attempt to attract newcomers. Rathese the appeals they make to youth and
male youth in particular to examine how notionsean boys are being sponsored.

At Adam’s church, there were separate worship sesvior teens, services usually led by
a youth pastor and a contemporary music style viptsmnd. In addition there were youth group
activities held on a week night that were desigiodoe primarily social in nature. Alan talked
about similar kinds of activities and experiencelig church. His church boasted of an indoor
skatepark located in the “youth” wing on the chisdharge facilities. The assumption seems to
be that youth, and male youth in particular, néwedé¢ separate and different activities and
locations in order to want to come to church andrjoy being there. It is implied that they are

so significantly different than adults that theydeheir own versions or entirely different
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experiences than what adults do or have. It isiedghat if there weren’t these separate things,
then it is possible that teens and teen boys iticpdar wouldn’t be involved in church.

On Alan’s church’s website, this appeal is madeéms:

We realize that you don’t want to just sit in cHuend listen to someone preach. We

know you love to skateboard, chill with your friendsuitar Hero and engage in amazing

worship....There’s killer events like cookoffs, fretday, potlucks, study breaks, youth

rallies, beach nights and other nights of justrptiillin’!
Embedded in this description of what happens ircthech’s youth group are assumptions about
what teens like and don't like to do. The assunmpisothat teens “don’t want to just sit in church
and listen to someone preach.” Instead, teens wathér be doing things like skateboarding,
hanging out with friends, and playing Guitar Hdtavould take “killer events” to convince such
teens, teen boys in particular, to come to chunchymuth group. And, as is suggested by the
indoor skatepark, it would take the church adaptinghat teen boys like to do to get them to
come to church.

Skateboarding, while also enjoyed by females,ilisasinostly male dominated sport.
That Alan’s church committed to building and mainitag an indoor skatepark says something
about the importance they have placed on tryimgttact and maintain teen boy participation. If
teen boys weren'’t interested in skateboarding pa@ttending the youth group, it seems that
they might after participating for awhile. My guasghat Alan’s church has also included things
in the youth group space that target notion of vilan girls like to do such as coffeeshop areas
and comfortable couches and chairs. However, tive pgmains that the church in its marketing
and physical space decisions sponsors particutarnmsoof what it means to be a teen boy. And,

it seems to work. Alan talked about his church kiayroup in the context of his enjoyment of
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skateboarding. Skateboarding with his friends wesaf the reasons he expressed why he went
to youth group. The indoor skatepark seems paatityusignificant in illustrating how churches
sponsor particular ways of being a teen boy becalisew skateboarders have historically been
positioned by mainstream society. Skateboardingkas construed as oppositional to
mainstream society and, as such, has been a planerfmainstream teen boys to express
opposition to societal norms. Over the past dedaolegver, skateboarding has become much
more mainstream. While corporate sponsors stilll looito its “bad boy” image, skateboarding
clothing is now marketed to mainstream boys jushash as to nonmainstream boys. It has
become much more accepted as a leisure activitydgs across social class and racial groups.
Henry, Eric and Alan, all middle class White boyisondo well in school and who identify as
skateboarders attest to this. | share this to suglgat skateboarding today still holds an edgy
appeal but is “safe” enough for churches to uss & way to attract male youth. My guess is that
churches like Alan’s wouldn’t have considered indskateparks a decade ago.

The teen boys in my study who attended these charsbemed to be aware, at least to
some degree, of some of the ways in which churatides tried to appeal to them. In the excerpt
below, Adam describes what happens at his youtlpgevery week and demonstrates his
awareness of what is being done on his behalf.ayg, s

First you shoot baskets inside for a bit. We haugab the beginning and then we have a

talk session, they'll show videos so we'll stagiested, a talk, show another fun video

and then you go to your group and you say the mgsdrtant things or favorite things in
life and you come back out and share. Your growgsdioon a big piece of paper.
Adam’s description demonstrates that he “gets” Wiagipens in his youth group. You get to do

what you want at first — shoot baskets, hang ooen] youth group leaders use a video “so we’ll
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stay interested.” Then, there’s a variety of prtite activities. Adam’s ability to describe the
strategies used on him in almost caricature stidistrates his awareness of the ways he is being
viewed. | don’t mean to suggest that in being &bleo this Adam’s involvement is less than
sincere or that his youth group is trying the “wgbapproach. Rather, | wish to highlight how
teen boys like Adam are often very aware of thesagfybeing youth and male youth in

particular that are being encouraged.

Adam doesn't try to resist these conceptions af te®ys. He uses these conceptions, |
think, for his advantage. When he talked aboutaiufdam framed his involvement in church
in terms of his peer relationships. He said thabfiten doesn't attend youth group when he
knows that his friends won't be there. Alan’s exgeces are similar. Alan said he attends a
different youth group than what his church offeesduse his friends go there. This makes sense.
When a view of teen boys positions them as separatalifferent than the rest of the church
community, they are encouraged to participate péérs for social reasons.

In addition to the kinds of activities that arees#fd to teen boys, another expression of
this sponsorship is seen in the kinds of textsteéw boys encounter. As with activities, teen
boys are encouraged and expected to use textarthapecifically designed for their separate
and different interests as male youth. The subsiasdmmercial market of “teen” and “boy”
versions of the Bible illustrates this. A quick koon Amazon.com reveals versions of the Bible
or Bible related materials specifically marketedtens: Student Life Application Bible (New
Living Translation), Teen Study Bible (New Intenioaial Version), Extreme Teen Bible (King
James Version revised and updated), and Youthweallofional Bible (NIV), to name just a few.
There are also versions of the Bible geared spadfifor teen boys. What is of interest to me

are the assumptions about what it means to benabtgethat are made in the marketing, layout
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and content found in these texts. Zondervan, ortieeomost trusted Christian publishing houses
in the United States, produces a series of Bilbldsdevotionals for boys. This series boasts that
it “helps boys become more like Jesus mentallysmayly, spiritually, and socially smarter,
stronger, deeper, cooler” and helps them “grow tdwaaturity and manhood.” The additional
features inserted throughout these books highightimptions made about boys’ interests and
abilities. For example, there are “special entigcgs for everything from fun doodles and
sketches to quick responses to the texts” and as%brGross and gory facts in the Bible”
subsection. The back cover of the devotional attengpattract boys with its description that the
book has a “humorous, cheeky, and sometimes gtyles’ S hese marketing choices illustrate
particular ways of being boy that are being spagdny the corporations producing these texts,
and, less directly, by the churches who promoteusmedthese texts in their church activities.
Boys like gross and gory things. They prefer “guiekponses to the text” and like to “doodle”
(Strauss, 2009).

These particular notions of what it means to beyaldecomes even more apparent when
we contrast them to ways in which older teen boggsargeted as readers. A quick look at Bibles
marketed to older teen boys reveals a very diftametion of what it means to be a teen boy. No
longer encouraged to enjoy gross or gory things) teoys are seen, at least for the purposes of
the target audience of LivingStone Corporation’sl8ifor Teen Guys (2003), as being “ready
for war.” The product description of this Bible dsa

The Revolution Begins with You! In case you didkriow, you're in a war. Your enemy

is dead serious. He wants you to think the bagiigng around you is no big deal. Itis a

big deal. Your life, your relationships, your we#t’s all a big deal, and it takes a big,

God-filled heart to make a difference. It's timestand up and fight for what is right.
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Time to be a revolutionary—Iiving your faith on tadge, challenging things that need to

be challenged, discovering new possibilities, aglgihg others to discover them as well.

Fill your hands with Revolution. It'll open your ey, strengthen your courage, and guide

you like a compass toward a life worth living. Bhis is a Bible! Yeah—a Bible like

none other you've ever read, for today’'s teenagegging toe-to-toe with a hard-hitting

world.

This description encourages male youth to viewr tiifei experiences in “revolutionary” terms.
They need to go “toe-to-toe with a hard-hitting lddrNowhere in this description does it
encourage boys to share their emotions or respotitetworld in affective ways. Another layer
of the assumptions reveal that male youth arergeeted to want to read the Bible. It takes “a
Bible like none other you've ever read” for themwant to read it.

My point in all of this is not to decry the markegiof Bibles or of Biblically related
reading material. Rather, | wish to highlight hoartcular versions of being a teen boy, of teen
boys as representing a separate and differentreylite sponsored in and through various
church activities and texts. It is through thisedirsponsorship of what it means to be a religious
teen boy that literacy practices are indirectlyngesponsored. The versions of the Bible listed
above encourage particular ways of reading, ingdimy, interacting with and responding to the
text. As we shall see in the next section, differestions of being a teen boy encourage other

ways of responding to texts.

Part of the family.
In contrast to the notion that boys represent arsag and different group, other churches
seemed to sponsor the idea that teen boys werefpatarger church family. In these church

sponsorship situations, teen boys were not tresgehtirely different from other demographic
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groups. They simply represented one of the manypgthat made up a greater sense of
“family.” Communal or pot-luck lunches after thendee, multigenerational social gatherings,
and worship services that were for old and youilgalere some of the activities that reinforced
this sponsored way of being a boy. | saw this sp@iisp most evident in the African American
and Latino churches that the teen boys attendeénWamal, Jayson and Alberto talked about
their church involvements, for example, they didmtiphasize their peer relationships as many
of the other teen boys did. Instead, the thingg thentioned about their church involvements
often included mention of older or younger peopld af instances where they helped out as
full-fledged contributing members of the churchystm, for example, regularly spends his
Sunday afternoons helping to make and then seevkitith provided for the congregation after
the worship service. After my second interview witberto, he left to attend a 5@vedding
anniversary celebration for a couple who went sodhiurch.

Though these teen boys talked about going to yButiday school classes, these
experiences seemed to be embedded in the largeriexges of the church. In addition, the
separate and different aspects of teen boys’ expegs were also embedded in the church
family. Jamal shared with me that several montlushag) pastor approached him and asked him
to write and perform a freestyle rap for the Sunsiayice. Jamal gladly did this and since then
has continued writing, choreographing and perfogmaps for worship. He eagerly explained to
me his most recent song, a song in which he inebbame of the younger kids in the
congregation. “G.0.D. that's what | call it. Thekihave shirts with the G. O. D. on them, they
dance to it.” Freestyle rapping in many context$ngs male youth culture as separate and
different. Asking Jamal to write and perform hiedstyle raps asks him to bring this part of his

teen boy identity into his church going identitye ¢ being encouraged to include this part of his
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life in who he is as a religious teen boy. In aiddif this involves exposing this culture and what
it has to offer to the larger congregation.

Alberto expressed how much he valued his placésighiurch’s sense of family. The
Spanish-speaking Assemblies of God church thatteaded was small and diverse in terms of
ages and ethnic groups. He described that there avdy a handful of other teen boys who
attended. Though it took a significant amount dfative on his part to actually get to church, he
had to find rides to get there because his graedpsadidn’t attend, it was a priority for him to
go. “l don’t get the chance to be myself unless tgchurch”, he reflected.

One way to read Alberto’s experiences with chuscthat they are ethnic and language
based. Alberto was one of the few Latino studentss college preparatory charter school and
the only Latino on his school soccer team. Thdaatthe brought to his first interview was his
regional Mexican soccer team jersey, somethingaitele wore “all the time”, something he
said his teachers and fellow students at schookkatmut him. Unlike at school, Alberto was
not in the minority in his church. His church reggeted a place where he was able to “be”
among people who shared his language and his aliltaritage. For a time Alberto attended his
father’s church, an Evangelical mega church. Hpmd going there, he said, because “it's
mostly White people.” “They aren’t very friendlyeradded. At his church, however, Spanish
was the language spoken (though there was an Bngteypreter during the Sunday service).
Sunday school classes were taught in Spanish.Albatto would feel more at home here makes
sense given that Alberto described himself as ati&h speaker.” Interestingly, he later
gualified his language as “street Spanish”, uniile“proper” Spanish he was currently learning
in his AP Spanish class. Alberto, however, didike ithis AP Spanish class. “They try to make

me change the way | talk” he reflected. “I havestiSpanish because | learned from my dad and
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my uncles and aunts that came from Mexico. Theyecapfor work and stuff and they all speak
slang Spanish because a lot of them didn’t gohoaicand so | don’t know a lot of proper
terms.” At church, Alberto didn’t worry about “prep or “street”, at church he was able to just
speak the way he knew how, the way he wanted. Aifgignt reason for Alberto’s church
involvement then seemed to be that he was surrogridimself with a community of people and
language practices that resonated with his etlleiatity.

But, not all teen boys responded to his churclhénsame way as Alberto did. Alberto
contrasted himself to some of his church friendsiké some of them, he said he attended
church and Sunday School every week. He seemed pifdhis fact, particularly when he
described to me how he needed to find his owntddsgurch every Sunday. It seemed that
Alberto’s experiences at church affected him inffpuod ways. He kept coming because it
connected to his experiences and helped him ireatithways. Much of Alberto’s talk about his
church involvements was focused around his weekhd8y School class. This class, taught by a
man in his early 40s, was one Alberto describatiimway,

We talk a lot. We don’t take notes. We talk abaugrgday situations, like we learn the

10 commandments and how we shouldn’t steal antlidtefthat. The way he teaches us,

he gets us, it's the way he teaches us, he’ll@etdab church, it's not like how it's done

in school. He writes passages on the board, weatadkt it. Like we talk about Obama

and where he came from and how we can be successfsé he was raised in a little

town in a little city and how big he became.
It seems that Alberto’s enjoyment of the class [ayarily in his relationship with his teacher,
a man Alberto described as “cool.” Alberto sumgptwith “He gets us”, an implicit comparison

perhaps to other teachers in his life (school mpgtho don't fully understand him or his
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struggles. But it also lies in how his teacher apphes the Biblical passages. “It's the way he
teaches us, he’ll relate it to church, it's notlikow it's done in school” he reflected. This
suggests that Alberto’s connections to his chuachilfy are not just for ethnic or language
reasons. Alberto’s church seems to sponsor walgsiof) a teen boy that places these ways
within a community of others who will listen andgpend to them. Perhaps it is also that
Alberto’s church sponsored a way for him to expeéechurch in these emotional and affective
ways. Church wasn’t something that you “had” ta@dt was a place for someone to connect
with feelings of loneliness, fear, hurt. While tipigrticular way of being or Discourse wasn't just
for teen boys, it does suggest that teen boys rbigiseeking out relationships from a larger

social community than just peers.

Religious Teen Boys: Seeking Authority vs. Interpréng Their Own Experiences

Another difference in how the teen boys’ variouarch situations sponsored notions of
teen boys was in how they were positioned in r@hatd church leaders and the Bible. A
religious teen boy in some churches seemed to &svbo approached the Bible as having the
final and only authority in his life. In other clulnes, a religious teen boy seemed to be one who

interpreted the Bible on the basis of his own éikperiences.

Seeking authority.

The ways in which some of the teen boys talked &thair relationships with church
leaders emphasized the authority that these leaders their lives and in the life of their
church. This was something that wasn’t unique & thxperiences as teen boys. In fact, a
recognition of the pastor’s authority and of thiathe Bible was something that was consistent

across ages. In the passage below, Jamal deswibeswhy he loves going to church. He says,
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I love going to church. I love the choir, how thespor be doing the preaching, doing
things like teaching you about real life and stwiifiat's really going to happen and how
the world going to come through, like if people @Wdow down now some people are
surely going to die in hell so | don't want to e lone of them other peoples who go to
hell I want to go to heaven.
Jamal’s comments about the pastor and his preadeimgnstrate the authority that Jamal gives
to the pastor. When Jamal talked about his Sundagd classes, for example, he seemed to
emphasize using the Bible to find an answer, awanthat the pastor or Sunday School leader
knew. In the way that Jamal described it, Sundapaicclasses presented an opportunity to learn
about the Bible from his pastor, an expert on theeB Jayson, another African American who
attended an African American church, talked ab@iSunday School class in similar ways. He
talked about writing in a notebook during his Sun8ahool class, writing down the pastor’s
elaborations or discussion of particular passag&sipture. This approach to viewing the
pastor as an authority and Scripture as the uléraathority was one that Jamal talked about
seeing his parents do at home. He said,
My parents read the Bible a lot. They get intowled, in a room by themselves and
read, they learn something in church and theyggbtback and read over it and see
what they figure out and they got a commentaryiaadpplies what it is and what it
means to you.
The way Jamal talked about his parents’ Bible m@deems to suggest that his parents approach
Scripture in a literal way, that they go to thettiexextract meaning from it. If they have trouble
figuring things out, they get a “commentary” angribvides “what it is and what it means to

you.” Jamal talked about trying to do similar thérfigmself, reading a Bible verse by himself and
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then telling his mom what he learned. Engaginghe word”, Jamal’s description of the Bible,
was something that everyone, of all different age$jn his church experiences. Though books
are full of words, he uses “the word” as a refeeetur the Bible, illustrating his and his parent’'s
view of the Bible’s authority in their lives. Theyay read other books, but the Bible is “the
word.” Bible reading for Jamal’s parents seemset@b individual act, an opportunity perhaps to
better understand for themselves what they heargdltor preaching about. In many ways, it
seems like Scripture reading for Jamal and hisrparepresents an interaction. You hear the
preacher talk about a text. Then, you go back theeBiblical passage and continue learning
from what the preacher talked about.

Jamal’s experiences suggests that being a relifioysat least for him and others who
attended churches like his, means that you leam &n outside authority about how to live your
life. This has influences on how such religiousitbeys view texts and the Bible in particular.
In Jamal’s case, the Bible is a text that he daegréstion or interpret to fit his particular
experiences, desires or needs. As we shall sée inetxt category, other teen boys are

encouraged to view their experiences in very dffieways.

Interpreting their own experiences.

In other sponsorship situations, teen boys seembd encouraged to view themselves in
relation to church leaders and the Bible in morengudistributed ways. A number of the teen
boys emphasized that in their youth group expeegsndhat mattered was how they applied
Biblical principles to their lives. As unique peeplith unique life experiences, they were the
ones uniquely positioned to connect with Scripttmaths. Jeremiah, an African American who
attends a predominately White youth group, outsidas own African American church

involvement, described his weekly youth group dssoons in this way, “We don't talk so much
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about God but about what God wants you to do amdtbanake the right decisions.” My guess
is that his youth group leaders wouldn’t say thee#hing. But, what is important to note is that
Jeremiah picks this up based on what happens iyotté group. Though the church’s theology
might stress knowledge of God as primary and abalses of what youth should know and do,
how this gets expressed or played out to youth ndghvey something different.

During his second interview with me, Chris broughé copy of the devotional that his
youth group was using in their weekly meetings sTdevotional illustrates this kind of
interpretation approach. As Chris explained it & ims youth group collectively reads a
devotional together, one that includes a shorteBgassage for the purpose of reflecting on it and
making connections to daily life. Chris’ youth gpmptakes home an “assignment”, one that asks
them to keep reflecting on the passage and thgratteeexpected to talk about what it meant to
them in the next week’s youth group.

Early in Solomon'’s life, he was faithful in honagisod and his dad, David. So one night

God told Solomon in a dream, “Ask for whatever ygant me to give you and it’s yours.

Read 1 Kings 3:5 to get the full story.

That's an offer even Bill Gates couldn’t make....

Did you read the ending to the Harry Potter sdrvefsre you read the whole book? | did.

| know, | know. But before you judge me, know t&aiomon, who God made wise, did

something similar by starting his journal with #reding — life under the sun is

meaningless. This from the guy who had it all.

Read Ecclesiastes 1:2-11, then wrestle with thasstmpns.

What are some things you’re working really harcfor

What do you hope you'll gain from all that hard WaiStorm, 2009)
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The excerpt from this devotional makes culturadrehces (Harry Potter, Bill Gates) that
connect with teens’ personal experiences. Threstmuns are asked directly to the teen readers,
guestions that encourage them to take a Biblicsdgge and apply it to their daily lives.
Commentaries aren’t needed. Even reading Scrinieeven necessary to answer the
guestions posed. This is such a different useeBible compared to Jamal's. Reading in Chris’
case here involves texts other than the Bible.

Another way this view of authority is evident ishow some of the teen boys talked
about their uses of the Bible. Eric, for exampdd¢ked about how his dad, a college professor,
shared with him his hypothesis “that Harry Pottaswke Jesus”, something that Eric hadn't
considered before but that he later used in coatierss with his friends when they were eagerly
anticipating the release date of the final bookc Bredicted to his friends that Harry would die
in the last book and would come back from the detdrecalled, “l was like, ‘What if Harry
dies and he comes back to life?’ and then | fourtdlmat’'s what happened. It was like really
weird.” Eric was very proud of the fact that higgiction came true, so proud, in fact, that he
didn’t even read the final book saying that he dideed to since he “figured it out.” Though his
friends didn’t believe him at first, they were latepressed when they discovered that his
prediction had come true. Eric recalled, “And thndren the book came out, this was like four
months before the book came out, and | kind of ge@snd then when the book came out and
everyone read it, they were like ‘Wow, you werétly Eric’s father’s approach to reading and
to expressing his faith, represent a particular@ggh to literacy. Discussing possible
interpretations of characters is pleasurable ta hienengages in the imaginary world and
applies his religious beliefs to that world. WheicEhares this interpretation with his peers, he

gains social status. This suggests something &l peer group, a peer group that is mostly
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likely used to using literacy in this regard. k@alsuggests something about Harry Potter and its
“acceptable” status for boys to read and enjoy. &lldexts have this prestige.

To highlight this particular way of approachingedigious text and how it is different
than how other teen boys experience literacy, treshEric’s experiences with Jamal’'s. As
mentioned earlier, Jamal’s parents approach Scets a place to find meaning. When Jamal
talked about Harry Potter, he did so by way of sgyhat his parents’ religious beliefs led them
to ban the movie from their house. Jamal said, ¢Wdtaft. | seen the movie but too much
dealing with demons. My parents they don’t wanttmeee it. They said a evil spirit inside that.
| say ok. | won’t watch it.” Jamal complies withslparents’ demands and seems to agree with
their assessment of tiarry Potterbooks. Though both families use the same textBthke, it
serves different functions in their lives and tamilies talk about it differently. In both casdsg t
teen boys’ parents frame certain books as beingjoatly appropriate. In Eric’s case, his dad
saw the book as an opportunity to see and talktabt@hrist figure.” In Jamal’s case, the book
was representative of things that didn'’t fit witkeir understanding of the Bible and of the way
they should live out its authority in their livess a side note, Jamal said that his favorite books
to read are horror books, books that, to me, seemumth more illustrative of the “evil spirit”
thanHarry Potter. Perhaps Jamal was exercising his agency inithati®n and choosing books
his parents didn’'t know much about. Whidarry Potterreceived national attention in terms of
its religious appropriateness, most horror bookaato

A possible implication of this kind of sponsorshipbeing a teen boy means that when
teen boys’ experiences aren’t directly being meddudressed, they become disengaged. | offer
this as a possibility because | have no way of kngwhether or not this is true. However, as is

evident in Isaac’s experience, the connections lablie to make to his life experiences
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determine his engagement in church-related a@s:itiVhen Isaac talked about his church
involvement, he framed it in terms of being borifagusing specifically on his experience of
“sitting and listening to the sermon.” “Sometimegs like | can't relate so | start daydreaming”
he reflected. Isaac contrasted this with his expee of going on a recent youth group trip. “But
when we went to Detroit, they used really persexaimples and it was really easy to relate.
Detroit was fun. It was so much easier to relat@hat happens.” The service project that Isaac
went on with his youth group to a larger urban wigs something that really connected with
him. He contrasts it with the experience of sittamgl listening to a sermon. When teen boys’
experiences, as teen boys, are foregrounded irchavehes appeal to and try to “keep” teen
boys coming to activities and events, it doesréinsesurprising that when these experiences

aren’t being drawn on, some teen boys become dageng

Religious Teen Boys: Focusing On the Future vs. Fasing On the Present

The third way that different churches seemed taspoparticular ways of being
religious teen boys was in the ways teen boys eeceuraged to think about the present or the
future. A religious teen boy for some of the chexkeemed to be a teen boy who focused on
future goals and rewards. For other churches,iogisgteen boys seemed to be encouraged to

focus on their immediate experiences.

Boys and future reward.

Research on the kinds of activities that male yamjoy doing have emphasized the
immediate enjoyment and satisfaction of these iietsv(Smith and Wilhelm, 2002). This was
not the case for all the boys in my study. In facbumber of them emphasized their view of the

future in how and why of their church involvemerltamal, for example, reflected,
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| used to hate going to church, when | startechigagoing to church | was like 13, 14 and

as | started getting’ older | was like man, why lamot going to church because you see

the devil doing his work cause | used to be geiitingouble a lot cause | was like | don't
want to be doing that anymore | want to change rayswl used to have an attitude with
everybody, so I'm doing pretty good now.

In the ways that some of the teen boys talked atbeut churches, it seemed that the
motivation for involvement and participation was foture reward. Whether or not this was
explicitly addressed or connected, many of the ls@gsned clear on the purpose of going to
church, of reading the Bible and of following Chigas principles in their lives. The teen boys
talked about how they studied “how to live bettees$” in their youth groups.

Many of the claims about boys and literacy highligitat they participate in literate
activities for immediate and pragmatic purposess @idn’'t seem to be the case for all the teen
boys in my study. They seemed very aware of anavatetd by the possibility of future reward.
This tended to be expressed in two ways. For dresfuture reward was framed in terms of life
after death. Jamal talked about “not wanting toilileell.” Jamal explained that he read the
Bible because of his desire “to get in heaven.’nBe religious teen boy in these cases meant
that you had an eye on the future, on what mighpla to you after death.

Another way the teen boys expressed a view oftthed was in talking about how they
saw their church involvement affect their futungeB. In the cases of Jamal and Jeremiah, their
expressed future identities (the artifacts theyght in to the first interview) had to do with thei
future identities as Christians. Jeremiah didniwkrwhat to bring for his future artifact in his
interview with me. He said that he wanted to liyeta his Biblical namesake, to live “as a man

for God.” Jamal talked about wanting to be a paatml wanting to be able to provide for his
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family. He focused his talk about his future arolmngChristian beliefs and commitments. In
talking about his imagined future, Jamal mentiotieed his older brother didn’t like going to
church but that he had started going again bedhese was a young woman at the church that
he was interested in. In telling me this, Jamadletiihis older brother for doing this. This
illustrates for me the seriousness with which Jaarpkriences his church involvements. The
four nights a week that he was involved with churellated activities were significant time and
energy investments. Though he lived a 25-minuteedaivay from his church, the time
investment involved in his frequent participatidrchurch wasn’t something he mentioned.
While some of the other teen boys in my study ikkeout how they often missed church-
related events when they were too busy with sgrighen their friends weren’t going, Jamal
seemed to choose activities and settings thattfit lws church involvement. | share this to push
on the notions that teen boys choose literate iiesfor immediate purposes. Jamal’s church
involvements and the reading and writing that sumded them were not just for his day-to-day

enjoyment.

Boys and immediacy.

Other churches seemed to place emphasis on teshilmoyediate experiences. While |
don’t mean to suggest that a future reward or doalbving in the future weren’'t addressed in
these churches, the kinds of activities and invokets that they encouraged their male youth to
participate in reflected more of a view of teenday living in the moment. There are some
obvious overlaps here with the preceding categoviégen teen boys are seen as being separate
and different than other groups of people in chuticlir immediate experiences are by nature
foregrounded. When their experiences are usededsitis with which to look at Scripture and

about how to live, the immediacy of their experiests emphasized.
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While | have to be careful about implications | mdfom this, | did note a markedly
different way that some of the teen boys talkedutifeeir church involvements compared to
teen boys like Jamal and Alberto, Jeremiah anddayr Alan and some of the other teen
boys, church involvement seemed much more of santgethat they tried to fit in when their
busy schedules allowed it. During his interview afdtalked about some of the things his
family did together. “We try to go [to church] rdgtly” he said, “but our lives are so hectic.” He
added, “And I try to pray every night but usuallpiget because I'm like texting or showering.
When | pray | start sleeping.” When Alan talked atattending his church’s youth group, he
confided that he didn’t like going when it was nagside. “I'd rather be outside playing sports
with friends” he said. During the summers, weekeatdsis family cottage took the place of
going to the Sunday service. Both Alan and Adanmsgemore conscious of the time involved
with their church activities and seemed more awéimpeting interests/involvements. Of his
sports involvement, for example, Adam said it otefh him too tired or busy to go to youth

group on Wednesday nights.

Religious Teen Boys: Resistance

I conclude my findings section with this sectiontean boys’ resistance to church
sponsorship situations. This is an important par¢éen boys’ religious experiences. While not
all teen boys may resist, confront or push agahest church involvements, some do. Their
experiences need to be addressed as well, partjchécause this resistance is often
misunderstood and misread. Interestingly enoughgeschurches position themselves as
“contemporary” and “authentic” churches and uskedaric of resistance to attract people (In the
town in which this study took place there are alt@it a dozen churches like this). Yet, there is

often little space in churches for resistance éovitlays of being that are sponsored.
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Chris, a self-proclaimed “outcast of the outcasastended a religious parochial school,
and attended church and youth group every Sundayhéivever, talked about not fitting into
any of these places. My first read of the situati@s that Chris resisted the beliefs that his
church and religious school espoused. He clainfest, a@l, that he was an atheist and described
himself as “more free thinking” than the other katshis church and Christian school. Chris
explained that his parents made him go to churelnyeSunday and to youth group on Sunday
nights. Of his youth group experiences, Chris noewad frequently arguing with the youth
leader about political issues and about the “trathtepresented by the Bible. In some ways then
Chris resists particular readings or approachdise®ible, questioning the very authority that
the Bible holds in his church and his life.

But, this doesn’t seem to be the entire pictureeéims that Chris might also be resisting
who he was expected to be at church. One of thetfimgs Chris said to me in my first
interview with him was that he and his friends wéhe outcasts of the outcasts.” The more he
talked about his youth group, the more it seematlttie conflict and resistance was located in
his expression of himself, in who Chris was tryiade. Chris talked mostly about his conflicts
with the youth group leader. “I don’t like him ahd doesn’t like me” he said. “He’s a Neo-Nazi
Republican” he said. Chris talked about asking dbtguestions in his youth group meetings. For
example, he wondered aloud to me about the pasigibibf miracles in today’s society. He also
told me about all the discussions “about things Akortion and capital punishment” that he had
“for hours” with his friends, his fellow “outcastd the outcasts” at a local coffee shop. Such
discussions are indeed within the realm of youttugrdiscussions, or at least of some youth

group discussions. In Chris’s case, such discussi@hnot take place in this youth group.
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Embedded in various notions of teen boys are idbast what teen boys should care
about, question and resist. Chris’ situation suggémt he pushes against these sponsored
notions. He was the only one in his youth group Vadwked the way he did (long boarder look);
he was the only one who smoked; he was the onlywnehad been suspended in school. His
experiences with church highlights how there aresaned ways of being a religious teen boy
and indirectly because of this, of responding tewen questioning the Bible or devotional texts

in particular ways.

Discussion

In this chapter, | have examined some of the diffeways that being a religious teen
boy get sponsored by churches from the point of\a&the teen boys’ involvements in their
churches. This has implications, | argue on whdtteow and when and why boys read, write
and view the church-related texts that they doirThetivations to participate in these particular
literacy practices, | argue, are based in parhenstays of being a teen boy that are sponsored in
their church situations. In the subsections thidvig | discuss my various findings.

The first thing | wish to address is how teen baysirch involvements represent literacy
sponsorship situations. Though my data has illtesiraow particular people act on behalf of
church as an institution, | propose, as in therothapters, that literacy sponsorship be
considered as bigger than individual relationshigen boys’ church sponsorship relationships
are greater than relationships with particular peedp fact, | want to argue that church
sponsorship is even larger than churches themsad/esstitutions. Churches are characterized
by the larger culture in particular ways. For exémthat churches respond to the assumptions,
from larger culture, that teen boys don't like totg church or that they find church “boring” in

their attempts to appeal to teen boys, indicat@sadhat church sponsorship is more than
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individual relationships with people and instituts Thus, | argue that teen boys experience
church sponsorship situations.

Teen boys’ church experiences are important to tvghile not all the teen boys in my
study talked about church, a significant numbehefm (over half) did. Their involvements in
church in terms of time alone demonstrate the itgp@e of church and their religious beliefs in
their lives. And yet, the religious identities eeh boys in adolescent literacy research have not
largely been addressed. Within the research on &agyditeracy, teen boys’ church
involvements, as discussed earlier in the chapteroften overlooked or undertheorized. In the
research on adolescent literacy and identity, teaambership in religious groups is often not
adequately addressed.

A significant part of this chapter has been to higtt the ways in which the teen boys’
religious literacy practices were embedded in lacpeirch experiences. When the teen boys
talked about their church involvements, for the nhpast, they didn’t draw attention to their
religious literacy practices. Many of these litgracactices were so embedded in the fabric of

their daily lives that they didn't see it as “reagli and “writing.”

Bridging the Gap

Adolescent literacy researchers who have studiaccbHiteracy practices often
concluded that schools need to bridge the gap leetwat youth experience in church and
what they experience in school. | think the dismrsseeds to be reframed. While the bridging
metaphor between church and school literacieslguigit is also limiting as it implies “a”
bridge between church and school. Religious traaisi denominations and even churches within
denominations vary significantly from each othenotigh the teen boys in my study all attended

Protestant Christian churches, these churchessemed very different experiences for these
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teen boys. These differing experiences, | arguedisnchapter, have implications for teen boys’
religious literacy practices. In addition, what paps when church literacy experiences aren’t
“rich” and “empowering”? Are they always positivB® they always represent experiences that

should be brought into schools?

Constructions of Religious Teen Boys

While | have reframed from evaluating the differingys of being teen boys, | think it
important to discuss some of the implications esthconstructions of teen boys. As | have
mentioned throughout this study, stereotypes of beys abound. Sadly, | think some of the
churches seemed to perpetuate some of these gpaEeaif teen boys. Particularly, | think the
view of teen boys as being “separate and differsalfs teen boys short. Hearing Jamal and
Alfredo’s experiences in church, point out thatteéin boys don’t “need” a skatepark or separate
music or activities in order to go to church an@mjgoy going there. While | don’t mean to
discount Alan’s churches efforts to appeal to teeys, | do want to push against particular
notions of what it takes to attract teen boys tmedo church. These narrow constructions of
teen boys have implications on teen boys’ religilitesacy practices. | think teen boys can
handle more than just “gross and gory facts” ofBitde. They can do way more than doodle
and write “immediate reactions.” They are capalblsnoch more.

These thoughts raise the following questions for Isiéhere a “sanctioned” place or

space to critique church literacy practices andatags in which teen boys are being sponsored?

Complicating “Choice”
Church literacy sponsorship complicates the natioteen boys’ choice in reading and
writing. Did Jamal “choose” to read the Bible? ®ecause of how Bible reading is constructed

in terms of future reward, it is more of somethimgghas to do? | pose these questions out of my
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own experiences with Bible reading. As a teen,@areh now, I'm not sure that | would always
characterize it as representing literacy practicas! do “for fun” or even something that |

always enjoy doing.
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CHAPTER 6: DISCUSSION AND IMPLICATIONS

Below, | summarize the preceding chapters of tlesattation and then situate my
findings about the sponsorship of adolescent bidgsacy practices in light of prior research. |
then consider the theoretical, methodological, uadtical limitations and implications of this
study.

In chapter 1, | provided an introduction to my statid reviewed research on adolescent
boys’ literacy practices as well as research @ndity sponsorship. | then discussed my
theoretical framework and outlined the specifieersh questions for my study. In chapter 2, |
described the research design of my in-depth etiapbge focused interview study with 21 teen
boys. | outlined my methodological assumptions @ecisions, including selection of
sites/participants, generation of data sourcespaahs of analysis. In chapter 3, | focused on
teen boys’ differing family sponsorship situatiaarsl examined the ways in which particular
ways of being teen sons were directly sponsoreditndcy practices indirectly sponsored.

Next, | addressed teen boys’ sports sponsorshiptgins in chapter 4. | discussed how teen
boys’ sports-related literacy practices were inttlyesponsored and that ways of being sports-
loving teen boys were being directly sponsored:hapter 5, | focused on teen boys’ differing
church sponsorship situations and explored the wayghich churches sponsored different ways

of being religious teen boys and through this d#ife religious literacy practices.

Discussion
In the sections below, | situate these findingsght of prior research on adolescent
boys’ literacy practices, adolescent identity atetdcy research, and literacy sponsorship

research.
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Adolescent Boys’ Gendered Literacy Practices

| begin with a discussion of what my study suggabtut teen boys’ literacy practices by
reviewing patterns within my data chapters and theters across the chapters.

My different data chapters highlight the particliteracy practices that can be associated
with teen boys. In Chapter 3, | outlined how teegd) different literacy practices often reflected
their membership in particular social classes pl@ed the ways in which middle class teen
boys experienced literacy in aesthetic ways amdays that seem to emphasize their future
orientations and their views of institutions. laissed how, for many middle class teen boys, the
literacy practices in which they are encouragepkiicipate are often reflective of or constituted
by school literacy practices. The literacy praditeat Kyle experiences with his family, reading
and discussing fiction together, provides an exaropkhis. The literacy practices of working
class teen boys, on the other hand, are ofterefiettive of or constituted by school literacy
practices. Often focused on the enjoyment of imatedéxperience or on the talk surrounding
work with texts, working class teen boys’ litergmmactices reflected the ways they were
encouraged to view themselves as working classhiegs The business related non-fiction
reading that Tommy does and the literacy practicassurround Freddy’s interests in comedy
skits illustrate some of this.

While not a specific focus in any of my data chaptanother way that teen boys’
literacy practices can be described is as refleadivmemberships in particular racial or ethnic
groups. | think here specifically of Jamal’s (Aiic American) literacy practices surrounding his
basketball interests and involvements and of AtiredLatino) literacy practices surrounding his

soccer interests and involvements.
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Yet another way that some of teen boys’ litera@cpces can be described is as being
associated with particular youth practices. Th#seaky practices are particular to youth
cultures and to the ways in which youth interaghwexts. In Chapter 4, | discussed how, for
many teen boys, their work with sports-relatedgenvolved digital media. Many of these
literacy practices are characterized by changidgrelogy, by mediums and modes that made
me, as a 30-something, feel so much like an outside

Finally, as | discuss in Chapter 5, some of tha teys’ literacy practices in this study
were also religious literacy practices and paréidylProtestant religious literacy practices. Some
of these literacy practices were literacy practites were shared by other members of teen
boys’ churches and not necessarily just the onggiario teen boys and their experiences. |
think here of the ways in which Jamal and his pararteracted with religious texts, viewing the
Bible, for example, in ways that reflect its auibom their lives.

In addition to these different kinds of literacyaptices, teen boys’ literacy practices are
also gendered in nature. Across the different sprshgp situations in my study, some of the teen
boys’ literacy practices were masculine and reflégendered attitudes toward and ideologies of
literacy. By gendered, | mean more than choosimy tooks” or preferring particular genres of
fiction over others. Though these choices aregfatie picture | am trying to paint, my notion of
gendered literacy sponsorship goes beyond thesadudl choices. | argue that teen boys
experience masculine literacy practices. In makimgargument, | respond directly to the
literature in my field that has made associatiogtsvben masculinity and particular literacy
practices. In using the term masculine literacyfcas, | refer to how studies such as Smith and
Wilhelm (2002), Blair and Sanford (2004), Brozo @20, Newkirk (2003) use this term. In these

studies, researchers assert that there are iddaifimasculine literacy practices, practices that
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focus on particular forms of humor (bodily humamgs and gory humor), on immediacy, on
particular content (i.e. violence, action and adwvex fantasy).

It is these connections that are made betweenadygiractices and masculinity that |
want my findings to address and complicate. Hnsant to point out that some of these
masculine literacy practices are limited and lingtiThough | could refer to existing research in
the field of gender and literacy to support therml, | turn to my findings themselves, from what
the teen boys in my study said to me about what tiheerstood to be the masculine norms. On
several occasions, the teen boys in my study shetedne their reactions and, in some cases,
struggles, with what they understood to be paricabtions of being teen boys, things they were
keeping from family and friends. Adam and Jordan example, talk about how their friends
suggest to them that it's not ok to play tennis.ilé/they choose to play tennis, | argue, in
Chapter 4, that these choices seem to have implhsabn some of the other things they do.

The teen boys in my study demonstrated multiplsiveaes of masculine literacy
practices, versions that represented different olasttes and different ways of being teen boys.
This has largely to do with the fact that theséedént ways of being teen boys represents
differing identities. Considering the relationshipgween masculinity and literacy practices then
needs to consider the complicated ways in which beg/s identify themselves. In talking about
multiple masculine literacy practices, | do not méasuggest that all teen boys engage in these
masculine literacy practices. It is worth repeatimgt some of the teen boys’ literacy practices
do not seem to be gendered. As mentioned in treggehs above, there are a number of ways
that | described teen boys’ literacy practicesaddition, | do not mean to suggest that the

opposite of these masculine literacy practiceensifiine literacy practices. There is an
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asymmetry among the terms like masculine, femirane, queer. Though this isn’t an area that |
have addressed in my study, it is something thatrit to acknowledge.

Along with problematizing the notion of masculimtedacy practices, | want to push on
the ways in which adolescent literacy researcheceuwrage teen boys’ out of school literacy
practices to be brought into the literacy classrobrafer to this as a “stepping stone” approach,
an approach that encourages literacy educatorake moom in the existing literacy curriculum
for teen boys’ out of school literacy practices.ithrand Wilhelm (2002) assert, “We are saying
that if we understand why they like what they likes can work to create the conditions that will
make students more inclined to engage in learnimgt whey need to know” (p. 53). And yet, is
this really what should happen? It is this seemyingicritical promotion of all of teen boys’
literacy practices that | wish to problematizethrs, the point of this study is not to promote a
certain kind of masculinity; rather, | want my spud speak to how promoting certain literacy
practices entails promoting certain masculinitiess this that must be examined.

Problematizing this stepping stone approach previggoortunities to challenge a “one
size fits all” view of teen boys and of their lidey practices. The stepping stone approach often
fails to see the complicated ways in which teersblitgracy practices are connected to certain
classes and ethnicities. In this, a problematinbtie stepping stone approach can provide an
opportunity for critical literacy approaches withiteracy education. Examining masculine
literacy practices becomes a topic for inquirypaportunity for conversations about how not all
masculine literacy practices are treated equatlguahow masculine literacy practices get
contrasted with feminine literacy practices, abdoatv some masculine literacy practices promote
unhealthy view of both men and women, teen boystesl girls. When gendered literacy

practices get articulated with others, there isoofymity for discussions about inequalities. For
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example, though Alfredo participated in literacggirces surrounding soccer, a stereotypical
masculine domain, these practices weren't valug¢bdearsame way as, say, David’s literacy
practices around college football. Though Tommi&récy practices surrounding the fixing up
of small appliances and machines were masculinatuwre, they didn’'t map onto school literacy
practices like some other boys’ did. Are these tiess” masculine? “More” masculine? In
addition, should all masculine literacy practiaesvhich teen boys engage have a place in the
classroom? Is Alan’s participation in wakeboarditeyacy practices that focus on the risk and

danger and the sexualization of women appropriate?

Analytic for Studying Literacy and Identity: Direct and Indirect Sponsorship

I have situated my study of the sponsorship ofestmnt boys’ literacy practices as
extending existing adolescent literacy researchekamines the relationships between literacy
and identity. Moje and Luke (2009) point out inithrecent literature review of such research
that there are many ways in which notions of idgrand literacy get brought into relationship.
In this study, | go beyond these conceptualizatafridentity and literacy and examine how to
study the relationships between identity and ldgrén how | extended the concept of literacy
sponsorship by asking what else is being sponsorearious situations, | posed the following
guestions: When is literacy being directly spond@ré/hen is literacy being indirectly
sponsored? When is identity being directly sporg®i#'hen is identity being indirectly
sponsored? In offering these questions to otheeadent literacy researchers, | offer an analytic
with which to study the relationships between &itsrand identity.

Artifacts were very useful in this kind of endeaviorthis study, | used them to reveal
that there is more than just direct literacy spostsip at play in the various sponsorship

situations | studied. My methodological choice @frng my interviews with what mattered to
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my participants allowed me to get at identity ahtitaracy. Originally in response to the
methodological limitations of research on teen bbigyacy practices, | designed my study in
ways that tried to get teen boys to talk aboutditg in and through what matters to them.
Having teen boys bring in artifacts that represgtiteir present, past and future selves, allowed
me to explore the ways in which literacy and idgntiere indirectly and directly being
sponsored in teen boys’ literacy practices.

My use of artifacts in my first set of interviewdosved me to hear the teen boys’ sense
making about what mattered to them. Hearing thisabowed me to hear about acts of reading
and writing that were embedded into the boys ewrydes, so embedded, | suggest, that it is
possible they might not have been mentioned their haked them to keep a literacy log or
respond to a particular profile. In analyzing thisgacy practices, | noticed that the meaning
the teen boys gave to these literacy practices asipdd particular identities that the teen boys

were either trying to assume or being encouragegsame.

Continuing Research on Literacy and ldentity

In offering an analytic for studying the relatioshbetween identity and literacy, this
study offers a way to study those relationshipsenpoecisely. In their literature review of
existing literacy and identity research, Moje andké (2009) write “If scholars hope to take
identity-and-literacy studies seriously, then westralarify what it means to write about and
study people's identities in relation to theirrigtie practices” (p. 434). My study offers a way to
further theorize the relationship between literpctices and adolescents’ identities.

In some ways then my study is a refinement of sohtke existing research on
adolescent literacy and identity. Finders (1997 Bettie (2003)’s work with adolescent girls

and the complicated ways in which identity andéity are intertwined in their lives provides
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some overlap with this study. Pursing the questiafter in this study would further their lines
of inquiry by discussing those relationships maecsely. What might the sponsorship
situations consist of in these particular studide® might gendered literacy sponsorship play
out in the lives of their participants?

Another line of inquiry could explore other wayshafing related to other aspects of
identities. These could include race and cladsnktspecifically here of Seibel-Trainor’'s (2008)
work in studying the ways in which Whiteness arestnicted in and through adolescents. In
Whiteness studies, for example, one could considefollowing questions. What notions of
being a White adolescent are being directly spatsdHow might these influence literacy

practices?

Extending the Literacy Sponsorship: Literacy Sponsiship Situations

In considering the elements of literacy that cantiteen boys’ literacy practices, | have,
in this study, examined what else is being sporksdremany ways, my use of literacy
sponsorship in this study complicates existing wdesponsorship and pushes on some of the
ways in which it has been used. | have arguedpiudicular ways of being a teen boy are
sponsored in their various sponsorship situatibhave suggested the idea of literacy
sponsorship situations, of literacy sponsorshimaslving more than just particular people and
institutions. The word “situation” is defined as@nfiguration or combination of things (OED).
The various sponsorship situations | have descmibpesent situations that extend beyond
individual relationships. Sponsorship situationshow | use it, represent multiple sponsors,
human and nonhuman, who sponsor in a variety ogways difficult in sponsorship situations
to pinpoint what and how and where the sponsomstgors. | argue that sponsorship situations

involve many forces working together, at times vatid at times against each other.
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Another way that my study offers a perspectivatefacy sponsorship is in its emphasis
on the role of negotiation within sponsoring relaships. Teen boys often pushed back or
negotiate sponsored ways of being boys. As | dsslign Chapter 4, the teen boys in my study
“got” the concept of sponsorship. In talking wittetm about their goals of being sponsored as
well as in the complementary ways they talked albtiuer teen boys who were sponsored, |
realized that they have a solid understanding ohsprship and are able to manipulate
sponsorship situations to advance their own interd$e teen boys in my study realized that
there is a “give and take” of sorts. This perspecéinables me to challenge some of the current
constructions of teen boys and of their litera@cfices. Various stereotypes or characterizations
of teen boys often suggest that if boys are garggt“literate”, at least in the ways school
sponsors literacy, they need to be acted on byéea@nd parents. My study argues that boys
negotiate with their literacy sponsors.

And yet, my study also points out that this nedmrahas limits. Boys are prepared and
positioned differently by the various literacy spors in their lives. How they are able to
negotiate with the various sponsors in their lidepends, in part, on the resources that they have
available to them. What they give and take thougedds on the context, on the resources of
the sponsoring relationship (on the part of theskaryd the sponsor). Resources play a part in
this. Asher, for example, needed to have accelsE@0Os, a camera, a computer and internet in
order to develop his interests in making LEGO c¢oeat It would have been harder for Keith to
do this given his constraints with internet. How$ase literacy to shape their identities is
another. David was very resourceful as was Chridiad access to very different resources.

Boys’ give and take looks different. At times thiegast literacy practices into new ones.
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Given this use of literacy sponsorship, | am unableake claims about the intentions of
various sponsors. The focus of my study was on wiygbarticipants said about their literacy
practices. | am unable to speak to the ways inhwhays’ literacy practices within their
sponsorship situations influenced their variousiidies and/or how these identities changed or
developed over time.

It is important to note that this study does natoamt for all the sponsoring in a given
literacy sponsorship situation. My data does nebkpo the experiences and intentions of other
people, institutions and commercial forces involiedponsorship situations. My use of
situation though views literacy sponsorship as dpgieater than any one particular relationship.
It represents a confluence of many factors.

Furthermore, because this study took place ovienitetl time frame, it offers little
evidence of what the expressed or intended wapgiofy boys were from the sponsors. | had no
way of knowing if, in fact, what | inferred aboumet ways of being boys from the boys’ literacy

practices, was, in fact, what the sponsored inténde

Implications
In this section, | now consider implications of study for future adolescent literacy
research. | begin by exploring possible future ingwithin each of my data chapters and then

of my study as a whole.

Family Literacy Sponsorship Situations

Within the family sponsorship chapter, | exploredhe of the different ways that
families sponsored teen sons. Using Lareau’s (2008)ngs, | looked at some of these
differences from the perspective of social clagsweler, within social classes, there are

different family cultures. How might sponsorshifustions look within these different family
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cultures? How might the intersections of race dadscinfluence sponsorship situations? How
might particular sponsorship situations be affettegarticular family dynamics? In terms of
family literacy practice research, there has belen af attention to direct literacy sponsorship on
the part of parents and/or caregivers. What alimutirect sponsorship of identity from parents
and/or caregivers? What about indirect literacynspoship? What about indirect identity

sponsorship?

Sports Literacy Sponsorship Situations

| examined teen boys’ various involvements in spartd the ways in which they were
directly being sponsored as sports-loving teen bidgsv might other sports involvements
sponsor different ways of being sports-loving tbegs? What might sports sponsorship
situations look like in other places and time? Huight teen boys experience sports sponsorship
differently because of their ages? What might spgpbnsorship situations look like for teen

girls?

Church Literacy Sponsorship Situations

In this chapter, | examined some of the differeaysvin which teen boys’ church
sponsorship situations sponsored different wayseofg religious teen boys. How might other
faith traditions — beyond Protestant Christianitypensor ways of being teen boys? How might
race and class be studied and compared in chuectssgship situations? While | have described
that the teen boys’ churches often represent difeethnicities and races, how might these
influence the sponsorship of literacy and identiy®v might teen boys’ expressed beliefs or
commitments influence sponsorship situations? Hoghtrace and class be studied in church

sponsorship situations?
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Literacy Sponsorship in Other Situations

This dissertation does not present all of the dali@cted for this study. The teen boys
talked about other interests that could be fransespansorship situations. These could include
teen boys’ uses of technology, video games, andcfagrther analysis of data from my study
could contribute to the existing adolescent litgnasearch on boys’ video gaming (c.f. Gee,
Sanford and Madrill). In addition, future study @include particular locations that represent
teen boys’ identities. | think, for example, of thiays in which Chris’ favorite coffee shop, the
one that he went to every day after school, reptegea sponsorship situation for him.

Future research could also examine the ways ofjlseteen boy that are directly
sponsored within school literacy sponsorship sibmat While | have examined this in family,
sports and church, future work could examine thisahool context. This would continue
Finders (1998/1999)’s work. In this study, she ex&® how pre-service teachers’ constructions
of adolescence influenced the ways they thoughtitatheir pedagogical practices. Referring to
these constructions as “discursive filters”, Firsda@mrgues that these filters shaped the ways these
teachers approached their students. Though she’tlaes the language of sponsorship, in
essence, Finders’ study points to the ways in whietacy practices are sponsored within larger
contexts of ways of being.

Though my study cannot speak to the issues of alggacross teen boys’ sponsorship
situations in the same ways that Brandt (2003) ,dbeésis an area for further study. Using a
literacy sponsor’s framework allows opportunitythink about other issues of inequality. For
example, what about issues of resources and attdsget translated to schools? In her
description of youth cultures, Moje (2008) arguest tyouth cultures are “heavily dependent on

access to material and human resources” (p. 2h2)agjues that the ways in which youth
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cultures are positioned in related to mainstreacrespoften determines that “the social and
economic resources and networks that youth hatreatdisposal” (p. 212). An example that
she gives to illustrate this and that rings truenfiy participants as well is in terms of access to
digital technologies. While all the boys in my sguthd access to computers, this access wasn’t
on the same levels. Keith had to use the librasgmputer. Other boys had their own laptops.
This is an area of particular concern to me wherovesider how school literacy achievement is
often touted as the way to live a successful lifes this area that highlights the “some boy
crisis”, the fact that all teen boys’ literacy piaes aren’t valued in the same ways by different

groups in society.
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Appendix A: Interview protocol — Phase 1 interviews

In this appendix | describe the instructions | gaveny participants prior to the first
interview as well as the interview prompts and tjoes | used during the interview.

I conclude with a description of how this firstentiew phase fits with my research

guestions and study design.

Instructions Prior To Interview

I'd like you to bring with you to our interview 14Bings — items — that you think
represent the person you were in the past, thepesu are now, and the person you expect or
hope to be in the future. You can bring one itemefwresent all three “selves,” two items to
represent two life phases (if, for example, you ttank of one item that represents both your
past and present, and one that represents youefutu three different items. When | meet with

you for the interview, I'll ask you about the thgwgou brought.(Lindquist and Hallbritter, 2008)

Interview prompts
Questions about the artifacts (the objects repteggtheir present, past and future selves).

* Why did you choose the artifact representing yoasent? Why, of all the things
you COULD have chosen to bring with you, did yowabe to bring this? Is this
the thing you think best represents the persorayeuthe person you'd like to be,
the way you spend most of your time, or some atba@son?

* Give me an example of a situating in which we’dest likely to see you with
this artifact.

» Tell me about how this artifact fits into your eygay life

* Give an example of a situation when you would ratehthis artifact with you.
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* Is it possible that somebody could see you with #ntifact and get the wrong
idea about how you are? What might they concludewould be wrong?

» Were there other artifacts you almost decided itagdsut didn't? What were
they?

* Do you think your parents would predict that younebbring that artifact with
you today to represent your present self? What dvgoil think they would bring
to represent who you are?

o0 What about your teachers?
o What about your friends?

» Tell us about something that happened in youripagtiation to that artifact —
something you remember, a specific event.

* Why did you choose the (artifact representing yature)? Does it have to do
with your plans, your hopes, or expectations?isdh immediate future, or a
distant future?

* When you imagine your future in relation to thatfact, give me a scenario with
you in it about what you imagine yourself to berdpin the future. What do you
see yourself as doing? Where will you be? Who yall be with?

* When you look at the three things you have with, ymw complete a story do
you think they tell about who you were in the pagip you are now, and who

you expect or hope to become?

Prompts for getting information about participants’ backgrounds/family histories.
Unlike Brandt (2003) and Lindquist and Hallbrit{€008), I did not use specific prompts

about my participants’ family backgrounds and mgt®ather, | used general prompts to
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informally elicit family background information (sh as parents’ educational histories, parents’
occupations, siblings, school experiences and ggooompts that | tried to embed in the talk

around the participant’s chosen artifacts. Below list of these prompts:

* Tell me about your family — your parents, your isig$, where you grew up?
* How would you describe where you grew up? Whereliyw@?

* Have you always lived in this town?

* How would you describe yourself to others?

* What kinds of school experiences have you had?

* What sorts of things do your parents do?

As these instructions and prompts indicate, | ws&thcts in my interviews in different ways
than Lindquist and Hallbritter (2008). For the pasps of my study, | used the artifacts as ways
of revealing the contexts of teen boys’ literacggices. Thus, my goal was not to focus on the
artifacts themselves or on the specific litera@cfices that they indexed. Rather, | used the
artifacts and the teen boys’ talk about them asswwayelp me think and talk about teen boys’
literacy practices. | didn’t use the artifacts atiract line into teen boys’ most interesting or
dominant literacy practices. In addition, giventthead no way of telling how much thought
teen boys put into choosing the artifacts they ditigd not base my interpretation of their literacy

practices solely on the things surrounding whay tf®ose, as telling as they were.

Appendix B: Interview Protocol — Phase 2 Interviews

In this appendix | describe the instructions | geveny participants prior to the second

interview as well as the interview prompts and tjoes | used during the interview. | conclude
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with a description of how this second interview giéits with my research questions and study

design.

Instructions Prior To Interview

I'd like you to bring with you to our interview saof the things you talked about in our
first interview. If you are unable to bring in tleeplease bring in other examples of those kinds
of things. | will have my computer with me so yoil\wave internet access during our

interview. When | meet with you for the interviel, ask you the things you brought.

Interview Prompts

As with my first interview, | used semi-structurgdestions in this second interview in an
effort to get my participants to tell stories aitdations about their specific and general use of
the texts they brought with them to the interviéwdesigning these semi-structured questions, |
modified prompts taken from Moje’s and Tysvaer’'s BEMoje, 2006) interview protocol, used

for assessing “literacy processes” and “litera@cpces”.

Prompts about the texts.
e Tell me about...
* Show me what you read
» Talk me through how you use this

* Where, when, what do you do after you read/wriig?h

Prompts to get at literacy practices surrounding tte texts.
* Can you describe a time when...
» Can you give me an example of...

* When would you say...? To whom?
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* How would you respond if...?

* Tell me what you would do during a typical?

* Who would you do it with? Talk with? For what puga®

» Tell me about the different places involved in __activity

* Whom do you associate with/hang out with the mugtiy?

The design of this interview protocol is consisteith the purpose of my study and my research
guestions. This is a study of the sponsorshiperi teoys’ literacy practices. As such, asking my
participants about the ways in which they use vari@xts is appropriate. | designed my second
phase of interviews to be an opportunity for mytipgrants to elaborate on the artifacts and
experiences they mentioned in their first intenseamd specifically on the texts (print, visual,
digital) that were directly mentioned in the finsterview or related to the artifacts and
experiences discussed. In asking my participansitg in texts, | didn’t use the word “texts”

but rather referred to specific things that thdipgrants mentioned in their first interview.
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