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Abstract

THE GATEKEEPING BEHIND MERITOCRACY:
VOICES OF NYC HIGH SCHOOL STUDENTS
by

Arlene Garcia

Adviser: Professor Ric Curtis

Survey and focus group sampling of students in highesaiy schools compared to lower
achieving schools were used to examine why thereeaverfblack men graduating from high
schools in New York City as well as high schools adotle country compared to other groups of
students. Race is disaggregated in order to lotkeatlifference in achievement rates for African
American, black Hispanic, African, and Afro-Caribbeaan. The findings support the contention

that foreign-born blacks do better academically thawenatacks.

Focus groups consist of black males, females, and ataik of the 12 schools; field notes are
included for the other five. The research includes 23 facu#gnbers, and 155 participants with
guantitative data on 151 student participants, largely black males. Sate@ sampled across
four typologies: alternative, empowerment, private, and public to carpgh achieving and

low achieving schools. The findings uncover some of the reasots why fewer black males
were graduating from high school. Some of the reasnolide weak family, school, and
community networks, and low skill levels. Successfutklamales report strong familial and school

community networks, positive school culture that encasadparning, and high teacher

v
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expectation. Students report violent schools, teaclwers do not make learning relevant, and
apathetic teachers and staff hinder learning. Thengsdintend to inform the development of
programs, designed to address the needs of black maéntstwdho attend John Jay, other City

University of New York colleges, and schools across thatcg.

Given the interest in growing incarceration rates @&kl policy, this research explores proactive
measures for dealing with at risk youth, e.g. creatibgring and mentoring programs, recruiting
and retaining more teachers and administrators whegept the student body, providing more

funding for NCLB, diverting first time offenders, and expaigdbreakfast and lunch programs.
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PREFACE

As a history teacher in a public school district in Wlesster County for the past eight
years, a woman of color, and social scientist, | weatipheihats in my approach to accessing and
offering practical solutions to the plight of black nzale New York City High Schools. In this
study, | seek to evaluate what contextual variables atitriio successful versus unsuccessful black
males in New York City High Schools. As a black womiast,fthis topic is very near and dear to
my heart. | have witnessed many black males, somdyfamembers and some friends become
involved in the criminal justice system. | have also entened racism, as a black, Hispanic
woman from various institutional means, e.g. employnmmnary and secondary schooling.

| will never forget the time when a young Caucasian boyima&rgarten called me the “N”
word. Due to living in America, where race impactedl experiences, | had a keen sense of color
at such a young age. Thus, | reported the incident to the scholyf’african American teacher on
recess duty. Her response, although a bit striking but mest tkming from lived experiences, to
the young man was: “That’s not nice, apologize. Waould like if she called you a cr¥*ker?” |
faintly remember the young boy saying, “No and sorry.”

| was so hurt by this ordeal. | hurried home once schaslfimished to tell my mother. She
was shocked by the teacher’s reply, but made it a telch@oment by explaining to my young,
tender ears- race relations. She tried her best tacpeotd shield me, but also kept it real by telling
me her various experiences. In doing this, she explai@dtversity made people stronger and
basically told me that one incident was one of manyenmicome. She taught me to be proud of

my heritage and made it her job to teach me positivgpoaents of Black History.

vii
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| am very fortunate to have had her do this, for mhalagk students may not have this
positive role model or experience at such a young Slge.didn’t. My mother grew up extremely
poor; her father was an immigrant from Puerto Rico Veftche family and her mother a native of
North Carolina grew terminally ill when she was judtykars old. She dropped out of high school
in order to work to support herself for she could no loregelure the teasing for having holes in
her shoes and wearing an unkempt jacket-not to mergtoing to bed hungry nightly. Her lived
experiences were her reality and my source of whaislifilke for many impoverished children. |
was fortunate that my mother and father provided ardéédor my younger sisters and me. My
father is also from very humble beginnings. He is anigrent from Belize in Central America,
who shares stories of having no indoor plumbing growing up,

Furthermore, my upbringing prepared me to compete inwoidd and gave me an
understanding of societal relations, which later eraxgenl me to teach history. As an educator, |
see firsthand the lower rates of achievement and higbspension and special education
classification rates of black children, particularhales (Holzman, 2004). Across the nation,
people have been concerned with addressing the racidé dind closing the achievement gap
where young men of color continually lag behind. Why @Balmales in general lag behind their
white counterparts? On the surface, some have concthdedblack students, particularly black
males, appear not to take receiving a high schoobmiglas seriously as their white or black
female peers (Ogbu, 2003).

Given the alarming rates of incarceration and higipout rates, it requires one to delve

beneath the surface to examine the causes. Once those, it would reveal the many factors at
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work. Using sociological explanations, which include legzialization and social reproduction
theories, this research, seeks to build a theordtmamework to assess the contextual variables,
e.g. family involvement, peer pressure, role modesioeconomic status, and race, racism that
attribute to a successful or unsuccessful blaclerstldent. This leads me to the social scientist
approach on this project.

As a social scientist, | will be assessing the pligfhyoung black men by disaggregating
race in order to look at the difference in achievematats for African American, black Hispanic,
African, and Afro-Caribbean men. Research supporte€dhéention that foreign-born black men
do better academically than native-born blacks (Masdegney, Torres, & Charles, 2007; Ogbu,
2003). Research has also shown that students leaer leim people who look like them
(Ferguson, 2002). This | can attest to firsthand.

On numerous occasions, | encounter students receigaglthary referrals in the office
who while in my class for the most part are respeaetiidl complete my class work. Upon finding
out the behavior issues, | talk to the child, express mgkslamd distaste for his or her behavior.
More importantly, | explain that he or she needs teebpeactful to all teachers or people regardless
of like or dislike. This does not mean that all blackdrken are respectful towards me and
complete their work, but most, including white childrem, @spectful and see me as a role model,
perhaps due to effectiveness in communicating with thehkeeping it real, e.g. competent in
teaching, impart social capital and knowledge of pop cu{taifeson, 2002). Hence, when

behavioral problems appear with black children, the issteeasually on par with their peers.

X
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Many students’ patterns of inappropriate behavior andldenfys from the focus groups
employed in this study will reveal that children respandding mentored by people who are
effective communicators, treat them with respect andligekhem (Ferguson, 2002, 2001,
Noguera, 2003). More teachers and faculty of coloremsed expectations from faculty, such as
teachers and guidance counselors are what children ofresd more.

Further, in this study | will include implicationsrfpolicy makers by offering practical
solutions to closing the achievement gap. This projettisib add to the literature, by surveying,
interviewing, listening to the students who are mosshkt and lastly suggesting measures to
increase the worth of the prize, a high school diploma alhebe degree to the nation’s most at

risk population.
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Chapter |

INTRODUCTION: WHY A BLACK MALE INITIATIVE?

Initiatives aiming to investigate why black males anderrepresented in higher education
and the workforce while overrepresented in the pegatem have been launched across the
country, e.g. Baltimore, Maryland and the Black Male Initea{BMI) at CUNY in New York
City (BMI Task Force, 2005; Pipeline Crisis, EducatiWorking Group, 2007). CUNY’s BMI
receives annual funding of approximately two million fraime City Council that aids different
schools within the CUNY system to advise, recruit] egtain black males. For example, the BMI
program officials and New York City College of Teclogy University’s recruitment officers
work together use College Now, a program that idestipotential local high school students
interested in the STEM disciplines, of science, telduyw engineering, and mathematics, to
increase enroliment of black male students. The sameept is followed at the other CUNY
schools, where BMI officials at John Jay College kvtwgether with College Now to identify
potential students interested in criminal justice.

City College’s BMI was recently named one of nine U.S. Model Rapic Institutions by
NASA and the National Science Foundation for its atteimpetain black male students (Forde,
2007). The recognition results from the program'’s structuretofihg and advising (Forde, 2007).
The founding president of the Institute of Higher EducaRolicy (IHEP), James Merisotis, hails
the program for its unique approach to helping a historicaderrepresented group of students
and encourages the program’s replication nationwidedé;@007).

Unfortunately, not everyone shares the same sentin@mtently, CUNY’s BMI is under

federal investigation for anti-discrimination. The feddd@partment of Education launched an
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investigation of the program at 16 campuses early 18 20@assess whether the BMI programs
violate federal laws that prohibit race and gendecrdnination (Goldstein, 2008). Michael
Meyers, a black male and the director of the New Yark Rights Coalition, filed the complaint
against CUNY in 2006 claiming such programs stigmatpe segregate black men. Many
including myself disagree with such assertions bectes8MI program was born to address the
plight of black males in the city. Programs aimedssist black male students intend to address
their under representation in higher education ar@lisotiminatory according to President Bush’s
No Child Left Behind, although other problems existhwihe act, e.g. increased reliance on
testing, lack of funding to impoverished schools whichntain the status quo. Additionally,
Michael Arena, a CUNY spokesperson asserts the BMIranogs available to all who are
academically eligible (Goldstein, 2008). Likewiséhatles Barron, the chairman of the council’'s
Committee for Higher Education maintains the invediig is “a waste of taxpayer money” and
other programs such as women'’s or Asian studies reedivéc or gender specific funding (cited
in Goldstein, 2008). The BMI continues pending the resflthe investigation.

Given the plight of black males nationwide, prograimged to bridge the achievement gap
between black males and other groups of students, shouldusorit is imperative that researchers
and policy experts focus on this at risk populatibhe body of literature that currently exists
focuses primarily on the underachievement of Africanefican youth and males compared to
other groups of students. The literature review ee@msistent in its findings and does not specify
what contextual variables are most important forlokgmuth and more specifically black males.
The gap in the literature exists in part because rese@ have focused on quantitative methods to

collect critical information about black males in edumatiemployment, and the penal system. To
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address these issues, the proposed research, whiclpast of the larger CUNY Black Male
Initiative, seeks to:

1. Explore what variables are needed for black men hieae academic success by using
gualitative data collections methods with participantdNew York City High Schools
using survey and focus group sampling of students induohreving schools compared to
lower achieving schools (see Tables 1 & 2 pgs. 67-68),

2. Examine why there are fewer black men graduating faw York City High schools as
well as high schools around the country compared to otbapgiof students,

3. Analyze why incarceration rates for black males oot to rise in New York City and
around the country,

4. Provide policy suggestions to increase educationalomés for black male students in
high school, which could simultaneously lower recidivama first time offending.

To accomplish these goals, this research combines kappraaches to data collection
and analysis. There will be two forms to the high schaial: dacus groups from males and
females, together and separately, and faculty and sta#lbas\participant observation, e.qg. field
notes. In many instances, quantitative data colleati@n,social demography information, follow
the qualitative design and thus is used to substafindiags. Black students, primarily male,
attending different types of high schools in New Yorky@iere selected for focus group
interviews. The research team sampled 12 schodteiBrionx, Manhattan, Brooklyn and Staten
Island, gathered field notes, conducted focus groupslaasnaformal discussions with students,
faculty and administration at the schools. Demographitiseo$chool and focus group were
recorded. The focus group populations at the schools tashsiEblack male students, black
female students, staff, faculty, and administrators.tyjpes of schools included:

1. Alternative: “any public or private school having a @pk curriculum, especially an

elementary or secondary school offering a more flexible progratudy than a traditional
school” (American Heritage, Dictionary of the Englismbaage, 2000),
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2. Empowerment: The Empowerment Support OrganizatiorOfj&s first conceived in
2004 as the autonomy zone pilot program, and ESO elxpanded every year to
include 332 schools in the 2006-2007 school yearO B&vides support to networks of
self-affiliated schools. Each network receives supframn a team of instructional and
business staff members selected by the schools.Emmwerment Schools enjoy great
flexibility and autonomy surrounding their own budget, tringtion, professional
development, and assessment (New York City Departaiétducation, 2007),

3. Private: “a school founded, conducted, and maintained by a private group rather than by
the government, usually charging tuition and often following a particular philgsoph
viewpoint, etc.” (American Heritage, Dictionary of the English Language0),

4. Public: in the United States, “a school that is maintained at public expense for the
education of the children of a community or district and that constitutes a paststéms
of free public education commonly including primary and secondary schools” (American
Heritage, Dictionary of the English Language, 2000).

This study sought to compare high achieving schootsitathieving schools. A broad
spectrum of schools across the four typologies lisbexve were chosen from the very best, the one
with high graduation rates, attendance rates and theamp®werment, to the very worst, where
there is constant disarray between students, teatheulty, and administrators. The school in
between is one that is not doing too poorly, e.g. graduatid attendance rates are in between the
high and low achieving schools, but could improve. Sonteeoémpowerment, alternative, and
public schools included in this study are also careed@my schools, which focus on personalized
learning and include academic and professional curricula.

At least two of each typology were selected to allow fanadepth comparison. The
schools selected constituted a purposeful sampkeahmased on graduation, attendance rates,
number of extracurricular activities, honors and advépt@cement courses, community
support/funding, and resources, e.g. expenditures per @pgampling the four types of schools,
this study sought to provide insight into what programdd be developed to increase high school

graduation rates, the attendance of black males in higgteéutions such as CUNY and John Jay
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College and lower chances for criminal offending. Theigaaf the study is on family, school
community, the larger community, location of the school @e@emmunity where students reside,
since many New York City students do not attend dshHooated in their community. Some
themes that will be explored are: positive role modatttudes toward school and perceptions of
education, peer pressure, communal involvement or eckdf, reasons students leave school,
engagement in negative or risky behavior, teacher expetatiarental support, racism, sex
differentials: socially constructed ideas of femininityglanasculinity, culture of school, e.g. metal
detectors, violent or nonviolent (see appendix 7).

The research focused on high achieving black malesidgstand perceptions toward
education compared to lower achieving black males . edtadvere asked questions to get their
perceptions of education (see appendix 1). Given the pivediole education plays in overall
success, it is imperative that initiatives aimed &t #itirisk group be implemented (Alliance for
Excellence in Education, 2007; Eaton & McArdle, 2007; Wagthn Based Ed Trust, 2007;
Kozol, 2005). Other issues the research will addressider the school atmosphere and support
the notion that strong schools, e.g. adequate per p@pitlspm, rigorous course access, produce
successful students (see pgs. 57-59 & appendices 1,)2, & 3

Research by Harper and Maton, Hrabowski and Greif, dedisescessful black male both
on the college and high school level as one: with a gradegerage of at least 3.0 or above,
involved in student activities and leadership roles, wittnerous scholarships for achievement,
who has developed meaningful public relations with faculitgide of the classroom and has
participated in enriching educational experiences, egynistips, study abroad, summer programs
(Maton, Hrabowski & Greif 1998, Harper, 2005). For thisigta 2.5 GPA, a B-, or above is used

along with other criteria to measure success. Althougte smtiuding myself would frown on a
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2.5 GPA as a measure, it was agreed upon between theehess@n this project and confirmed
by Princeton Review that a 2.5 equates to a B-. BecaBse<z:an imperfect tool, other variables,
e.g. student activities, leadership, employment, ataded in this study.

Paramount to increasing college attendance, this resgatblrs data from the at risk
population themselves to better understand their nemdlse graduation rates, and lower
recidivism. This study recognizes the connection betwhigh drop out rates and criminal
offending and seeks to address them. This analysiemtds that proactive measures to combat
recidivism, reduce criminal involvement, and increasxess to adequate employment are
necessary to improve educational goals for black rstleents. Research shows there is a
correlation between high school drop out rates andirinoffending (Alliance for Excellent
Education, 2007; Drug Policy Alliance, 2007; Eaton &Adle, 2007; Western & Petit, 2004;
Western, Schiraldi, & Ziedenberg, 2003). Thereforepriter to implement effective educational
interventions, the detrimental effects of the penalesyamust be recognized, acknowledged and
understood.

The Alliance for Excellent Education (2007) shows highost dropouts are 3.5 times
more likely to get arrested than high school graduatetheir lifetime. One point four billion
dollars in incarceration rates per year could be saitdan increase of just 1% in the high school
graduation rate (Alliance for Excellent Education, 200ncarceration does not have to be
inevitable. Research illustrates children of cdlatsences for being incarcerated are increased by
structural ills that pervade schools and the penal sydtento the failure of the two systems to
work together (Eaton & McArdle, 2007). The Institute f@ace & Justice recognizes that
ineffective policies can be replaced with interv@mé and programs that aim to keep at risk

students in school and help those who have droppecamaitor entered the penal system
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successfully re-enter society (Eaton & McArdle, 20y conducting an analysis of conditions
that plague inner city schools, this research seeidetaify and suggest policies that will keep at
risk children in school and out of the criminal just&ystem.

Theoretical framework:

Several different theories have been proposed tmptted investigate the variables that
contribute to black males’ success in school as wethaswider community e.g. decrease in
criminal activity. Social reproduction theory guides ttesearch but in more race-focused terms.
Before reviewing the importance of race, social reproduthieary is first examined.

Two important terms to understanding social reprodocis as follows: agency-an
individual’'s ability to act or choose and structutbe social system or the social hierarchy
determines people’s actions. Reproductionists cortteatdsocial institutions such as schools serve
the interest of the upper class because schools awtasanisms to reproduce social inequalities.
Social reproduction theorists criticize the achievend@blogy as a dominating myth that hides
the truth behind class immobility (MacLeod, 1995teAl 2001). Social reproductionists primarily
contend that the working class is adversely affecteddoyntyth of meritocracy regardless of race.

According to this myth, anyone who works hard, receivegducation and adapts the
behavioral norms of society will succeed. This sanemse underlies much of American life.
However, the system is not purely just, there srgulstic, cultural and political modalities that
ensure inequality. Hence, when the working class atteito climb the social ladder and fail, they
blame themselves not the system (MacLeod, 1995; Alledl)2 Social reproductionists who use
Marxist theories maintain that the same vehicles faakawmbility such as schools actually serve

to reproduce existing class inequalities (MacLeod, 1)995ther scholars contend culture
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(Bourdieu, 1977), language (Bernstein, 1975; Hed@B3) and political resistance (Willis, 1977)
perpetuate inequalities.
Cultural capital and educational success:

According to Bourdieu (1973), a social reproductiorsstcess in the educational system
is largely dependent on the extent in which individualehabsorbed the dominant culture or how
much cultural capital is held. Cultural capital e tgeneral cultural background, knowledge, and
skills that pass on through generations. Paul DiMag@P82) links cultural capital to school
success. The four main points of cultural capital and $chwoess are as follows:

1. Distinctive cultural capital is transmitted by eachialoc
class,

2. Schools reward the cultural capital of the dominardsea
and systematically devalue the cultural capital efithver
classes,

3. Differential academic achievement is linked to economic
success,

4. Schools legitimate the former by the myth of meritogra
(cited in Brand, 2007).

For Bourdieu (1984), cultural and linguistic capitalteaas its own cultural background,
knowledge, dispositions, and tastes that are tratesimibrough the family described as habitus
(cited in Brand, 2007). The habitus allows for deeptinization, naturalness, and embedding
within a person’s body and language. Schools incatpdhe cultural and linguistic capital of the
dominant group and teach the knowledge and skiltsatlgamost highly valued. This occurs in the
form of tracking, where middle class and upper clasdents are tracked in creative, advanced
placement and honors courses, while lower class ssidentracked in remedial courses.

To possess cultural capital means one is considelarhted or talented. In other words,

schools look like they are neutral in evaluating stuglebut because the knowledge and

dispositions of the middle class correspond tohhabitus and cultural capital of the dominant
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group; students from that class perform better imalsh(cited in Brand, 2007). Schools require

cultural resources with which only some students areveed.

Institutions perpetuate inequalities:

Bowles and Gintis (1976) maintain that schools amitig young people for their future
economic and occupational position according to thenreatisocial class position, where students
of working-class origin are trained to take orders, ¢ dbedient, and are subject to more
discipline. Contrarily students of professionals aae&d using more progressive methods, which
give them internal discipline and self-presentatiotisskiccording to Marxist explanations, the
structure of the economy takes precedence over huntian ac agency. The economy requires
people to take on different work roles and thus setskdls, knowledge, and dispositions.
Additionally, this theory purports the economy requireseserve labor force, both skilled and
unskilled, to keep wages low and to increase profit foctpialists.

Other Marxist approaches view determinism, structure, raaterial as significant in
understanding class reproduction. The determinisée \claims people have no choice because
their futures are determined for them by the econommictsire and their position within it. The
structural view contends the economic structure willgmdeproducing itself, whatever people do,
and the materialists maintain a focus on materiat@eac conditions (cited in Brand, 2007); the
economic and occupational structure is paramount irréssarch along with concept of agency,
where individuals have the option to choose their emonpositions.

Whether one comes from poverty, middle classdom ofthveeamatically impacts their
lives. If an individual comes from middle-class and uppesdhasnes, then he attends schools that

are better funded and equipped with certified teach@hances are these students’ parents are
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more involved in their child’'s life academically ahdve the time to be. An exception would be
some middle class black parents, i.e. Ogbu’s (20@@)ysh Ohio, where he reports the parents
thought the schools knew best, perhaps due to culfiffatences where many people of color
believe the schools know best and have their child’'s bestest. The former is not always the
case. Parents need to be more involved. Regrettalalyy rparents from lower socioeconomic
status have to focus on survival, place of residencenandshment, which detracts from their
ability to be more involved in their child’'s academareer. The former finding is reported in this
study, where students revealed violence in theightmirhoods and parents who worked long
hours.

Contrary to Marxist explanations, which take into accostnictural ills people face,
functionalists such as Talcott Parsons, contend tlates need a means to motivate top tier
workers to fill important and difficult positions. Stfatation allows the most skilled individuals to
fill the functionally important roles. For functionds inequality is a rational and efficient
consequence of consensus societies (cited in Brand). 2D&vis and Moore maintain that special
skills and talent is scarce, where training for fumaily important employment such as medical
doctors is costly, thus a system of rewards natusalgct and reward the right people for the
position (cited in Brand, 2007). Functionalists furth&intain that there is a connection between
innate abilities, e.g. intelligence and strength, awll of employment and income. Similarly,
Amartya Sen, winner of the 1998 Nobel Peace Prizedetichguished economist and philosopher,
explores the concept of function in his bdolequality Reexamined1992). According to Sen
(1992), “Capabilities is, thus, a set of vectors wictioning, reflecting the person’s freedom to
lead one type of life or another” (p. 40). Sen’s views shared by others including prominent

African Americans.
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Black conservatives, such as Clarence Thomas antyS8&tele, support the notions of
self-reliance and rugged individualism as means toessc Both Thomas and Steele critique black
culture and values as barriers to black achievenmehtacus primarily on meritocracy, although
they may have to revisit their notion of meritocramnsidering President Bush’s admission to
being a C student (Tate & Randolph, 2002). Their c#tice very problematic considering their
heavy reliance on the conservative party for fundingdiane@xposure and research monies.
Conservatives receive funding from major conservative agtons and think tanks e.g.: John M.
Olin Foundation, Smith Richardson Foundation, Sarah MeHoaife Foundation, Lynde and
Harry Bradley Foundation, Heritage Foundation, the Acae Enterprise Institute for Public
Policy Research, Manhattan Institute, Hoover In&jtCato Institute etc. Before the 1980s, many
black conservatives had no sponsoring clients and mades@dagamst civil rights hoping to attract
clients, e.g. George Schuyler.

In 1980, President Reagan set up and financed thedt#iiConference as a conservative
institute where “the objectives of the conference vetgar: to establish a cadre of blacks of some
prominence who could speak to a new thrust in dampstitics in regard to black Americans,
with the hope and anticipation that they would emeargealternative leaders to the civil rights
leadership group” (Walton Jr., 2002, p. 149). Hence,dbiderence pulled together black leaders
who were struggling for sponsorship, legitimated themad gave them national exposure and
access to resources: a complete contradiction to itigividual rhetoric. After this conference,
black conservatives received top government positiemgs, Samuel Pierce: Housing and Urban
Development, Clarence Thomas: head of the Equal Emplatyi@pportunity Commission and
now Supreme Curt Justice, and Clarence Pendlet@irnadn of the Civil Rights Commission.

Others received federal and judiciary appointments some sub-cabinet positions (Walton Jr.,

11
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2002). Individuals such as Thomas Sowell, Glenn Lourglt& Williams, and Robert Woodson
obtained positions at conservative think tanks and fdiom$a others in academia.

Their individualist approach ignores the effects okglaheritance, e.g. individuals born
into wealth or poverty significantly affecting lifdh@ances. An overemphasis on consensus ignores
conflict and the intersection of class and race, Wiperpetuate inequality in the United States.
Today sociologists and historians understand racesasial construct and how this illusion that
defines physical characteristics in particular grougsted an inferior group for all non-whites.
Those characterized as white benefit extensively fraomal classifications and laws that were
created affecting life chances and opportunities baped the physical differences that include
hair texture, facial features, and color.

Further, the do-it-yourself-doctrine posited by indbats such as Thomas and recent
comments by Bill Cosby, which blames the victims,cklaAmericans for their lot in life
completely, undermines the years of institutionaisracthat created the wealth gap of today.
Significant racial gaps in most domains of life ekxistween whites and blacks where the races are
highly polarized about what to do. The role of goweent is one of the most contested issues
(Sears, Sidanius, & Bobo, 2000). Blacks generallypstigdiberal views on the role of government
where whites remain divided on such views (Sears,,&20a0).

Although it has been noted that blacks have made dmnadile progress since the 1950s
and 1960s, there is still much work to be done. Timaber of blacks earning at least twice the
poverty-line levels has grown from one percent in li®d@early 50% by the 1970s, but as Sears,
et. al, (2000) note progress has slowed considerabiyust so that it hasn't changed since the
1970s. Additionally, the black middle class contintee$ag behind their white counterparts with

fewer resources. For instance, black householdge@atose to 60% as much as the average white

12

www.manaraa.com



household did in 1988, but had only 8% as much methwBlacks are also only 65% as likely as
whites to own their homes (Oliver & Shapiro, 1995). &xample, blacks generally do not receive
down payments from their parents to buy their firsmbs, which results in much higher

mortgages and amount borrowed for blacks. Thus, évarth blacks and whites make the same
income annually, the amount of resources and agsfes substantially, usually resulting in more

debt and less available liquid cash for blacks.odding to Melvin Oliver and Thomas Shapiro,

“An accurate and realistic appraisal of the economiarigadf the black middle class reveals it

precariousness, marginality, and fragility” (1995, p. 93

When individuals such as Shelby Steele, Michael Mgyeho filed anti-discriminatory
charges against the BMI, and Clarence Thomas pubdlelypunce governmental assistance, their
anti-liberal stance adversely affects minoritiesckéaand women. Their public stance ignores the
fact that many black conservatives have benefited frifinmative action. For example, Ward
Connerly, a member of the University of California BoafdRegents, received millions from the
state’s Department of Energy’s weatherization progesma minority business owner (Tate &
Randolph, 2002). Additionally, Clarence Thomas shuastmes such as affirmative action and is
arguably a recipient just like Connerly.

This being said, functionalists who begin their explamafrom a consensus standpoint,
miss a large depth of history when explaining inequaliiy agency. According to persons such as
Parsons, individuals have options, and those with reupentellectual ability, strength, and
motivation succeed. But this explanation is too $engspecially when reviewing the history of the
United States. For instance, if a child born into wealth aedborn into poverty work equally hard
at school, the one with wealth has an advantage becausedmtsgan pay for luxury training and

expose their child to leisure activities that the tatBnnot. This beginning does not allow for true
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meritocracy. Additionally, students from under privéelgoeginnings may lose faith in the system
that is supposed to reward their efforts. For thisoepaagency alone cannot account for success,
there must be weight placed on the socio-economidsteuof society.

Social capital and educational achievement:

Coleman (1988) describes social capital in the creafonuman capital by using two
broad intellectual streams in the explanation of $aw#on. One of the streams used by most
sociologists sees the actor as socialized and actigovasned by rules, norms, and obligations.
The other stream characterizes the work of most ecat®amnd sees the actor as arriving at goals
independently and having a principle of action. In aangpt to modify both streams, Coleman
illustrates the social structural conditions undercWisocial capital arises and uses it to examine
high school drop out rates. He criticizes the sociolgstream because this stream portrays the
actor as having no engine in action. The concept of aistiholly a product of the environment.
Contrarily, the economic stream negates the facipiisons’ actions are shaped by social context,
norms and social organization. Coleman (1988) expldiat social relations and social structures
facilitate social capital where actors establish pseful relationships and continue them as
benefits continue.

In his study, Coleman (1988) introduces social chpita social theory by paralleling the
concepts of financial capital, physical and humantabgHe uses the High School and Beyond
data set in 1986, which includes 893 public schodlsc&holic schools, and 27 other private
schools. The analysis uses logistic regression witandlam sample of 4,000 students. The
variables included are socioeconomic status, raceahisgthnicity, number of siblings, number
of moves since fifth grade, whether mother worked when claklyeung, mother’s expectation of

child’s educational attainment, frequency of discussioitis parents about personal matters, and
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presence of both parents in the house. Coleman finderdgs with more siblings received less
attention and thus produce weaker educational outcdrgereports the high school drop out rate
is higher for students from single families (13.1% dooprate for two parents and 19.1 for single
parents) and for those who have moved more than oncedrdpeout rate is 11.8% if the family
has not moved, 16.7% if the family moved once, and 23f1Be ifamily moved twice. The drop
out rates between sophomore and senior year are 14.4%blit schools, 11.9% in private
schools, and a low 3.4% in catholic schools.

Coleman finds frequent attendance of religious sesvin catholic school is a measure of
social capital through intergenerational closure. Wdgsce at religious services were strongly
related to social capital, with 19.5% of students wdrely or never attended service dropping out
of school compared to 9.1% who did attend. He findsémee result for the eight private schools
that have religious affiliations with over 50% of tsteidents of that religion. Their drop out rate
was 3.7%. Coleman also purports that a lack of saapltal in the family for students who
attended catholic schools made little difference and #amial capital in the community
compensated for any absence in the family. He conglbdth social capital in the family, that is
parents have high expectations for their children, priynthe mother expects child will go to
college and takes time to read and assist with homewatksocial capital in the community help
create human capital for the next generation. Witketrsources of family social capital, one
sibling, two parents, and mother’s expectation diege while controlling for other resources, the
drop out rate is 8.1%. Contrarily a family with fourlsigs, one parent and no expectation from
the mother for college, the rate is 30.6%. Still yet, eBan acknowledges the less than
satisfactorily results of the latter because his rekedid not explicitly examine the effects of

social capital in the family.
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Coleman (1988) reports both social capital in the fanmty social capital in the adult
community surrounding the school shows evidence in negtilee probability of dropping out of
high school. His theory is a great attempt to infuse lmiectual streams and accurately depicts
the powerful effects of social capital; however his rededoes not directly discuss what variables
are necessary to produce successful black malesclddes race as a variable but does not
discuss its significance or lack thereof.

Race is not an important factor in his research. Gthensalience of race in American
society and the plight of black males across thematesearch should be aimed at this at risk
group. Coleman has also received criticism for hieseovative views, which places strong
emphasis on the primordial role of the traditional fgmahd religious affiliation as strong
indicators of social capital (Portes, 1998). Another daWnb social capital is the exclusion of
outsiders from resources by elite social networks, egployment opportunities that tend to be
word of mouth. Additionally, successful members caniststrdividuality and impose downward
levels of norms, which exclude historically oppresseapf@ such as blacks, from participating
fully in society (Portes, 1988). Still yet, his theasyuseful in this research because it shows the
importance of social capital in a child’s life. It is Watknowledge that many children do not come
from wealthy beginnings, thus strong schools, those lgh attendance and graduation rates, can
adequately prepare our nation’s black males for academhifuiame success.

Notion of resistance in educational settings:

Another explanation of social reproduction is the mobbresistance. Student resistance to

school is a political response to oppression and lirlife chances. This theory relies on the

notion of students not believing a high school diplasngoing to help them do well. Hence this
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theory highlights agency where people are able to detpiet, and have some power in their lives
in responséo structures.

In an ethnographic study of white, working class maides British secondary school, Paul
Willis (1977) describes the notion of resistance. Unlike BowldsGintis (1976), Willis, contends
these young men choose to resist the capitalist steudle compares those who aspire to middle-
class life to the counter-culture of another grougoys who reject the school’s achievement
ideology and finds some profound insight from the cerntilture. In Willis's (1977) study, the
earoles (conformists) and lads (non-conformists) \argorking-class.

Willis’s account clearly shows how working class ambipstudents who rebel against
school authority were actually being conditioned for bluéac@mployment. His influential study,
Learning to Labor(1977), is an investigation of the development of Maigsblogy of dialectics
in a cultural setting (Hadberg, 2006). His study shakes importance of machismo, where
education is associated with feminine qualities. Fgictoork became a place of masculinity,
respect, and pay. For the lads factory work is ihjte positive experience, yet several years later,
the lads felt locked into factory work and into the ebtwllar life. Ironically, through their
resistance to school and the dominant culture of the middke theslads chose their class position
and reproduced the social structure. The idea of setdd as feminine has been found in other
research, see Leicht, Thompkins, Wildhagen, Rogalimi®fihKelley, Long, & Lovaglia, 2007.
Social reproduction theory and race:

Building on Paul Willis’s research, Jay MacCleodAirf't No Making It” attempts to add
race to social reproduction theory. His research examiv@gtoups of males living in housing
projects, one primarily white, and the other blackc®laod (1995) finds racial constructs were

constitutive in both their experiences in the job miafden, 2001). The mostly white males, the
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Hallway Hangers, were very critical of the achievemeéeblogy having seen many of their family
members attempt middle-classdom and fail, but tstdly aspired for middle class status. For
instance, the Hallway Hangers would acknowledge beiregtsemart but simultaneously put
themselves down for being lazy in school or not sndaiditionally, the Hallway Hangers blamed
blacks, affirmative action, for reverse racism. THallway Hangers claimed jobs that were
rightfully theirs were given to special groups eveouthh blacks were not part of the upper
echelon. The myth behind the Hallway Hangers’ beliéfsflomative action programs as racially
based neglects the fact that women are the primaryfitianies of affirmative action (Halford,
1999).

The other group MacCleod studies is the Brothers. Even though the Brothers were
tracked in lower classes in schools, they wrongly thought they would achieve middlstekas.
According to MacCleod, this group, mostly black males, blamed themselves fahretiag
because as others pointed out, they were receiving special treatmangtafé action. The
meritocratic myth held by the Brothers left them struggling with thecstral racism received in
schools and employment. Although MacCleod examines race, his research and tes$ibili
social change are limited because they are based on the term achiesetneoit achieving
membership into a racial group (Allen, 2001). Race just like social class is nabgidabl
inheritance. They are both socially constructed.

Intersection of class and race and social reproduction

Furthermore, MacCleod’s analysis does not addresinteesection that exists between
class and race. He does not ask the Brothers djuesdtions about what it means to be black in
America nor does he explore how conformist the Hallwtangers are to the achievement

ideology which places achieving whiteness at the foméf(éllen, 2001). Middle class white

18

www.manaraa.com



supremacy makes whites like the Hangers an alibi. Klididss whites continue to benefit from
white privilege as long as working class whites rentla@obvious racists (Allen, 2001). Hence,
the Hangers remain clueless about the race-based aukivieleology and achieving whiteness,
although they are quite critical of the class basedeaehent ideology. As far as the ignorance of
the Brothers, it remains unknown because this isntitefocus of MacCleod’s analysis (Allen,
2001).

MacCleod also fails to recognize the importanceistoly and race in his analysis. The
founding of the United States was a place of oppdstuior Europeans who were willing to
become white. According to Allen (2001), the Hangets ediperience a typical American story
about poor whites who do not do well financially. Ugupbor whites harbor self-hate about their
socioeconomic status because they have few waysitoatite their lack of success as whites.
Therefore, racialized failure follows with racializegtcomes, which appear to be to an obstacle to
their success, their whiteness (Allen, 2001; Lipisti998; Roediger, 1999). Race does not fill a
class-based void as MacCleod suggests, rather thenrheisl by the Hangers is consistent with
their position in society (Allen, 2001). The Brotheos the other hand, encounter a much more
typical American story. As black Americans, the Bersthencountered enduring discrimination
resulting in limited acculturation and no real assinatat

Further, social reproduction theorists like MacCleod empbdkat family background and
SES can significantly impact the educational attamtnoé children. A similar argument could be
made for race. Because race is socially construttedichievement ideology cannot be viewed in
only class-based terms. Given the disproportionate auwibblack males who lag behind white

males, regardless of class, the intersection of clabsage must be recognized.
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Although Marxist scholars have attempted to add radbd field later on, white Marxists
claim that attention to race hinders class unity diminishes the significance of class (Allen,
2001). By beginning their analysis on achieving mididéessdom, white Marxists miss a depth of
knowledge on the larger force of working class whitgseving whiteness (Allen, 2001). Allen
(2001) contends the achievement ideology can no longereveediin terms of middle class
achievements but instead should incorporate race algeatdactor. This research recognizes the
importance of race and class on educational attainmett@tades regarding education.

Legal reasoning, social factors, and delinquency:

In addition to social inequalities produced in schpahis study is concerned with the
disproportionate amount of black males involved in gkaal system. Using the theory of legal
socialization, this study will investigate how blaglales’ attitudes and thoughts about law can
affect law-abiding behaviors in various ways. One ingplon of legal socialization theory
includes legal knowledge and proposes that increaseddahgsvof the law reduces the likelihood
of the law being violated inadvertently. The secondlizapon is increased knowledge of the law
effects the way one behaves toward the law stemmang the way one reasons about the law.
Lastly, increased knowledge of the law raises awaresfeb® consequences of law violation and
thus through deterrence produces law-abiding behavioegdBrown, 1997).

Contrary to most other theories on deviant behaweggallsocialization recognizes that the
relationship between the individual and the legalesyss reciprocal (Jones-Brown, 1997). Hence,
law and its enforcement affect values and attitudsisgs attitudes and values affect law. Jones-
Brown (1997) points out, the acknowledgment of recipydanplies that “there may be a limit to

the level of compliance that may be exacted by detegralone, in the absence of other obligatory
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feelings toward law” (p. 2). Voluntary compliance reféo the just enforcement of laws, the
legitimacy of laws, and role of authority (Grant, 2004).

In an unprecedented study using legal socializatiormgh&@rant (2004) using a purposeful
sample size of over 10,000 Mexican students examined the link betwakre&espning and social
factors that could influence conforming behavior and havam impact self reported delinquency.
The study used survey data from 10,000 youths in mjrdde prior to their participation in the
Culture of Lawfulness (COL) Program. There were foajancomponents of the COL Program:
individual, society, problem solving skills, and socahtrol in relation to organized crime.

For the evaluation, 97 questions with 11 subscalee wsed; attitudes toward school,
personal safety, fatalism, social responsibility, losfisontrol, self-esteem, obligation to obey the
law, support for the police, legal reasoning, self-reggbdelinquency, and peer associations. The
instrument also included 19 substantive knowledge qusst@ated to the curriculum to assess
changes in students’ knowledge as the program progresBeddekign of the study seeks to
evaluate the causal relationship between legal reasantshgelinquency and to see if the program
in existence is beneficial.

In his study, Grant (2004) integrates legal sociabraind resiliency literature as a new
conceptual model where an individual’s likelihood to -seffort delinquency is mediated by the
way he cognitively sees the importance of laws. Theysevaluated a causal relationship between
community risk factors, the resiliency factor of degeasoning, obligation to abide by the law,
non-conforming behavior, and perception of law enforcegroéicials. Legal reasoning occurred
in three ascending levels that were based on anidiidilvobeying the law because of fear of
punishment, complying because of societal norms, amdywethics and morals in legal decision-

making (Tapp & Kohlberg, 1977).
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Grant (2004) finds partial support for the mediatrandel. In other words, ten of the
variables selected from the pre-test, each had ¢herdirect effect on delinquency and route to
legal reasoning. The variables with the strongestietfe legal reasoning were school attachment
and positive peer influences, while support for thecpoainhibited legal reasoning and increased
delinquency (Grant, 2004). The scores for legal reagonere rated on three levels and averaged
1-3 to show a general picture. The aggregate didhmat subtle individual cases (e.g., there may
have been some sub grouping that the average datadgmsse such as changes for boys). The
poor academic achievers had more of a change than gtbeps, which contradicted most
research relating good legal reasoning to high cognibiigies.

Although the study used a relatively large sample @&r d&0,000 making every finding
significant and attrition was small, the study wasia@e of convenience, which does not make
the findings generalizable. There was no comparisompgravhich weakened the findings.
Students could have been bias in self-reporting.dfzatits could exaggerate the truth or withhold
information because they knew that they were being edude.g. Hawthorne theory. The
researcher also needed to purport the magnitude obdlie changes. How much did legal
reasoning have to change in order to be significant?

Grant listed five main factors: school, peer, famihdividual and community, but noted
other variables were not included such as pregnancylwatons, poor family management,
delinquent peers and an illegitimate formal legatexin It would be important to examine how an
illegitimate formal legal context is formulated cateing the research seeks to understand legal
reasoning. Reliability is increased by using the same scaleaisaused during the pilot evaluation
to measure students’ conceptions of rules, laws, righis,responsibilities (Godson & Kenney,

2000).
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Grant tests the conceptual model using Analysis of Mwnoé Structures (Amos). By
using Amos, Grant is able to specify, estimate, assessresehphis model using an intuitive path
diagram to show hypothesized relationships among iffiereht variables. Because the full
mediation model only fit satisfactorily, with thetexhate fit indices not being much better, a
Comparative Index Fit (CFl) of .86, a Normed Index Fit (NF1)85, a Root Mean Square Error of
Approximation (RMSEA) of .032 and confidence intervatpialing .031 to .032, the researcher
revised the baseline model to study the effect of eaghbla on delinquency one at a time. The
second model included the endogenous variables, leggdmiag, obligation, social responsibility,
and delinquency to purport a direct relationship betwlegal reasoning and delinquency. The
exogenous Vvariables that impacted the former were desitioward school, personal safety,
support for the police, locus of control and self-astee

Given the sensitivity to the large sample size radtee fit indices were used. The CFI and
NFI were .91 and .90 indicated a good but not optimhaBy revising the model, legal reasoning
had a stronger direct effect on delinquency and dip®smpact on both social responsibility and
obligation. For the original model, the power of deliagcy was falsely being forced through the
path of legal reasoning. In the original model, so@aponsibility had a very negative effect on
delinquency, -.1.20 unstandardized, -73 standardized.

According to the researcher, when the direct effiexh legal reasoning to delinquency
was revised, the relationship changed to a more pogitiveence. Support for the police also had
a slightly negative impact on legal reasoning, whiises concerns about the demographics of
society and discrimination within. The researchemdahtion the problems with corruption and its
affect on support for the police. If individuals setidaw enforcement is corrupt and do not show

support for law enforcement, that doesn’t necessardan people wouldn’'t support the law if
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backed by morals and ethics. Many individuals are able toglissh between corruption and right
from wrong. Grant (2004) suggests that future researdom@ucted to allow for a more concrete
measure of legal context because a reliance on pemeptib just law enforcement is too

vulnerable to other factors unique to the individudieathan society.

Black males’ attitudes about the law:

Still yet, legal socialization theorists note that emwmental factors can hinder or advance
legal reasoning (Finckenauer, 1995; Jones-Brown, 19%htG2004). Finckenauer (1995) states
that voluntary compliance with the law needs to éensas deserving of compliance and respect
and whether one is compliant or not depends on one’s sémserality, which may correlate or
counter formal law. Additionally, self-interest may b#ected by both micro and macro-level
concerns such as gaining or not gaining the approval o$ fjegrckenauer, 1995; Jones-Brown,
1997). Due to the historically racialized environmented United States, where blacks many
times had to disobey the law to achieve equality, éinegty deficit exists among blacks.

Jones-Brown (1997) uses legal socialization theossess the attitudes and perceptions
of black male youth towards the law. Her researadksdo determine if existence within a
historically racialized legal environment affedt®aights about the law and law-violating behavior
for black youth. As Jones-Brown points out, most ofstivélies on legal socialization focuses more
on class or refers to black youth reasoning at ardexel than white youth. Kohlberg (1971)
credits the former to differences in actual partigrain social groups and institutions, while
Fodor (1969) finds no significant difference in mor@asoning among white and black youth.
Tapp and Levine (1970) finds black and white you#wa did not differ, but blacks were less
likely to view teachers as effective rule enforcers amate likely to see the police as severe

punishers (cited in Jones-Brown, 1997).
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Jones-Brown research addresses how black males exeettee law. She collects cross-
sectional data from black males to assess how theyiemperthe law cognitively, emotively, and
behaviorally. Chi-square analysis is conducted toifsperceptions of legitimacy varied among
blacks by class. A quasi-experimental design is usexkamine if the experiences of black and
white youth differ. Additionally for the aggregate saeyphe variables in the contextual, cognitive,
and emotive dimensions were examined to assess ifcthreglate with self-reported delinquent
behavior (Jones-Brown, 1997). The total sample ctansis150 males, 125 black and 25 white
who elected to be part of the study, although the ralgiesearch aimed to match the groups
equally. Students completed a modified version ofltiernalization of Legal Values Inventory
and took part in focus group sessions.

The findings for cognitive dimensions indicate thabwiedge of law is significantly
correlated with delinquency. Hence, those with less kedgd and black youth had higher
delinquency index scores. The research indicated thatlated education would be useful in the
school curriculum. The study does not support the atintethat increased knowledge of the law
affects the way one reasons about the law; legalonag is not significantly correlated with
knowledge. The study does not support the notion tleatkbland lower socioeconomic status
youth had less reasoning ability than whites or hi@t$ youth. Legal knowledge is more easily
measured than legal reasoning. Jones-Brown also findgitamacy deficit among the target
population. The deficit in the emotive dimension sutgysat there is a significant implication for
behavior.

Since most research that addresses delinquent belesises on class not race, Jones-
Brown’s study emphasizes the need to focus on the isgme of race and how it affects law

abiding behavior, especially since earlier studiestified African Americans as having lower

25

www.manaraa.com



legal and moral reasoning than other groups. Paranourer study, Jones-Brown identified that
much of earlier research on law-abiding behavior I®diom a consensus standpoint. This
beginning ignores the history of unjust laws in thatéd States that had to be broken mainly by
minority groups before any type of “equality” (quadas are for emphasis) was born.
Assumptions of the ideal relationship between peoplelanthiv include:
1. Law performs a singular and acceptable function ansketlado run
afoul of the law do so because of personal charaatsrignot
because of characteristics of the law and its maghiner
2. Prior to the delinquent act, all individuals enjoyéte same
relationship with the law and legal institutionsr{@s-Brown, 1997,
p. 6-7).

Thus, as Jones-Brown notes, the racialized legalexbrand law are not recognized.
Because of this, any intervention designed to prtewemectify delinquent behavior aimed at all
populations may fall short and not take into accouifér@intial relationships that may exist. Black
males are over-involved in the criminal justice syssamming from historical reasons. Jones-
Brown’s study pioneers the examination of the over-involmnof minorities in the penal system
despite earlier attempts, e.g. political socializatdiod moral and legal development, to infuse race.

The study finds that attitudes about the law overtexdual variables most significantly
explain disobedient behaviors of black males. Theirfigs suggest that formal legal mechanisms
may not effectively reduce delinquency among black malkadly because of a legitimacy deficit
(Jones-Brown, 1997). In actuality, the study suggésiismhore punitive formal measures adopted
by the juvenile justice system may contribute to ineedadelinquency rather than lowering it by
depleting the legitimacy of law and the criminal icstsystem for black youth (Jones Brown,
1997). Instead of spending more tax dollars on detert@ters and prisons, the government

should incorporate more interventions that include dawe for peers and families to enhance

legitimacy (Jones-Brown, 1997). Additionally, mentosmho resemble students and not the
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majority white middle-class may also increase legitipn Although the target group in the study

believed they obeyed the law out of fear, their resgoms various questions revealed that there
are other factors that influence their behavior, e.g. &and informal legal agents. For instance,

black male youth particularly harbored negative feelioggolice.

The limitations of the study noted by the researcher rezeghat the relationship between
the individual and the law is multifaceted. JonesvBrq1997) focuses on race, values, attitudes
and selected environmental factors, e.g. SES. Addilypnao significant associations between
variables and delinquency are found most likely due teihal sample size, self-selection bias,
which also limits the generalizability of the studgnes-Brown (1997) does note that although the
results were unique to her study, the findings weresistant with other research. More
importantly, as a group, black youth were not found tmbee delinquent. In fact, the finding that
whites were more delinquent runs contrary to offistaltistics, which is also similarly found for
other crimes, e.g. drug related crimes (Drug Policy Org#niz, 2007).

Tying it all together:

By beginning with social reproduction theory, incorporating intersection between class
and race, and then examining legal socialization thelis/study seeks to address the educational
and incarceration disparities between black and whitéhydime over-involvement of blacks in the
penal system is well documented (see Travis, 2005; DoligyFAlliance, 2007, Pettit & Western,
2004; Western, Schiraldi, & Ziedenberg, 2003), buttated previously most researchers begin
their analysis from a consensus standpoint. This hegindoes not take into account historical
circumstances. Similarly, when reviewing black maf@sgress or lack thereof in education, it is
crucial to have alternative modes of assessing theiwrastances, which is why this study is

concerned with speaking to the at risk group themselves.
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Researchers note educational disparities exist acnogsd slass where middle class black
males significantly lag behind white peers on standadltests and grade point averages (Jencks
& Phillips, 1998; Noguera, 2003; Ogbu, 2003; Ellis, 2004is important to note that this research
does not assume the counterculture theory, which asdulasksmales avoid academics because
they don’'t want to be perceived as “acting white.” Itwell documented that blacks value
education. There are also examples of black studehits excel academically while also
maintaining a strong sense of cultural pride (Hrabowsktphla& Greif, 1998; Ellis, 2004).

In Pedro Noguera’'s (2003) research in Northern Calidosthools, 90% of black males
indicated “agree” or “strongly agree” to questionstsas ‘I think education is important” and “I
want to go to college.” However, only 22% respondedraftively to questions such as “l work
hard to achieve good grades” and only 18% indicaftednatively “My teachers treat me fairly”
(as cited in Ellis, 2004). Noguera’s later study coméid that teacher expectations of students are
extremely important for black students. He finds blawkles were least likely to respond
positively to statements such as “My teachers supperand care about my success in their class”
(as cited in Ellis, 2004). Ferguson (2002) also findsher encouragement as critical for students
of color, where 47% of blacks cite encouragement as tangpared to 31% of whites.

Hence, an evaluation of the discrepancies between the desiaehieve in higher
education, the effort put forth in school, and teaatquectations suggest the need for more
support structures in and beyond schools (Ellis, 2004hsidering the importance of teacher
expectation especially for black male students, tlisareh and theoretical framework highlights

the importance of race and explains how social reproductmpehna through schools.
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Chapter II
What the Literature says about Black Males in Education

This section reviews the relevant literature on thie stiblack males in education, impact
of race relations on education, literature on recidivism arabitglation with high school drop out
rates. Recent advances being made to improve the penioerofblack males are also examined.
State of black males in education:

Much of the literature on black males focuses on thederachievement in education
compared to other groups of students. Large dispamtiest for black students even after
controlling for income and parent education levelsigkhan, 2004; College Board, 1999). The
national high school graduation rate for black madesniy 60% of what it is for white males, and
in some states, the gap nears 50% (Holzman, 2006).fidan the National Assessment Education
Progress (NAEP) in 2000 reveals that while scores giyédrave increased since 1980, the gap
has widened between white and black students, even liogtfor parental education and social
class (cited in Holzman, 2004; Sadowski, 2001).

Some contend the achievement gap will not be closdibutitadequate examination of
culture, personal attitudes, and lifestyle factors atkblstudents. Accordingly, some maintain anti-
education messages in the media, in the community, aree ihames hinder academic success
(McShepard, Goler, & Batson, 2007). Proponents ofttieery maintain the negative effects of
hip-hip perpetuate the achievement gap. Even though pipcbtture and or the media may
influence students negatively, this research asdmatsittis not the main factor because other
groups, such as white students, listen to hip-hop and wy@unyg white males are increasingly
wearing their pants hanging off of their buttocks. Furtbae cannot assume that all black males

are not doing well and for those who are not, theragan cannot be the cause is the same.
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Correspondingly, the authors of the report noted Wiate males did not fare much better than
black males in the distrittvith the worst graduation rates for black males. Foaitts, only 19%
of black males in Cleveland graduated with their colmothe 2001-2002 school year. The report
also noted that white males did not fare much hetitgh a 24% graduation rate (McShepard, et.
al, 2007). Thus, the culture and learned negative @stof black males cannot be the only culprit
for underachieving.

An ethnographic study of student educational achieveme®haker Heights, Ohio shows
an achievement gap between black and white studeetsanong higher income levels (Ogbu,
2003). Even though close to 32% of the black housstaitd 58% of whites had incomes of more
than $50,000, a sizeable amount in this suburb ofelded, and 85% of the approximately 5,000
students in the Shaker Height district go to college, anwbB2% are black, a gap still persisted.

In order to examine the reasons the achievement gap existed in this well to do town,
anthropologist John Ogbu (2003) along with his research assistant moved to Shakerféteights
nine months in 1997, reviewed data, test scores, observed 110 different classes from
Kindergarten to high school, and conducted exhaustive interviews with school persockel, bla
parents, and students. The grade point averages between white and*dla8lgaders were
approximately one letter grade. Blacks earned a dismal 1.9 GPA on averdgayhitas
maintained a 3.45. Blacks on average lagged behind on standardized tests scores augthenroll

in advanced placement and honor courses.

Ogbu (2003) finds that the students’ own attitudes and those of their parents were
responsible for poor academic performance. Black parents moved to the areagtptadds so

their children can attain an education from a prominent district but their role stbygpedTthe

! Cleveland and Cincinnati tied for the worst graduation rates among 58 districts that serve a large number of black male students (cited in
McShepard, et. al, 2007).
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parents believed the district should take care of the rest and did not spend muchhitheimwi
children reviewing schoolwork. According to his findings, the students put Ffitiet B1to
schoolwork. Additionally, Ogbu (2003) reports peer culture, the idea of acting whigdjrepe
Standard English, and not enrolling in advanced courses, as a huge inhibitor to @asadepss.
Ogbu (1995) identifies a core distinction in his research that is centraldenaicasuccess or

failure: the idea of involuntary versus involuntary immigration.

According to this theory, people who voluntarily immigrate to the United Statelyusua
do better than involuntary immigrants do. Because involuntary immigrants joinedcAme
society against their will, they tend to see Standard English being impodesho(Qgbu,

1995). Cultural assimilation is usually easier for those who immigrate toiéartecause their
culture is not generally regarded as inferior but different. African Amego#iure is not
embraced in traditional institutions, this shunning leads to a negative schooéegpddr many
black American youth. Ogbu (2003) maintains that neither the 1bo nor the Chinessthate i
way. Nonetheless, Ogbu’s research is flawed because he doesn’'t do any ¢eengtaidies with
whites in Shaker Heights. He draws big conclusions without doing much comparison. Most
criticize him for his beliefs and contend that Ogbu fails to acknowledge thaenqes of blacks
in America, which include the systemic robbing of identity and dehumanizing thahtiased

since slavery (see Ferguson, 2001; Horvat & Lewis, 2003).

Ferguson (2001) offers an oppositional culture perspective in response to the acéng whit
theory purported by Ogbu (2003). According to Ferguson (2001), blacks strive for a distinct
identity that is in opposition to the Other, not whites but the cultural system ofsmipigiority

that has continually degraded blacks:
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Among its essential features is the drive to maindéaghared sense
of African American identity that is distinct fromthét is, in
opposition to) the Other . . . the Other is nottevipieople, especially
as individuals. Instead, the Other is the culturatesgsof white
superiority within which negative racial stigmakespt alive and out
of which insinuations of black inferiority and mardihaemanate.
black racial solidarity serves as a mechanism ofuaiutalidation
and a shield . . . any apparent attempt by a blacdopeo escape
the stigma of race by joining the Othebby speaking and behaving
in ways that appear to seek an exemption from the stighile
leaving it unchallenged—may meet the accusation ohgaetihite.
(p. 377-378)

Other researchers find peer influence on achievema&nto be an indicator of academic
success or failure. Fries-Britt (1998) reports manygKsaenter the higher learning environment
with few if any relationships with other high achiey same race peers. Early in their academic
career, these individuals learn the value of code Binjg that is the ability to assimilate to white
culture when in the setting by becoming bi-culturafgiHachievers rely on special programs for
minorities to meet other black high achievers andniumately become accustomed to blacks not
doing well academically. Still yet, some students reveslttiey conceal their academic success to
fit in with the larger black population on campusdaome although they appreciate the special
programs, long for a connection to the larger academic cmityron campus (Fries-Britt, 1998).

Bonner (2001) studies two gifted black males, onerB&U, Historically Black Colleges
and Universities, and the other at a TWI, TraditioMite Institution, to learn more about their
perceptions of education and the institutions that #teynded. The qualitative study examines six
categories, relationships with faculty, peers, fgnmfluence support, factors for college selection,
self-perception, and institutional environment. T$tady uses a purposeful sample and finds
Stephen who attends the HCBU had better relationshiiths his faculty and support from his

peers, while Trey, who attends the TWI, defines the doliavironment to be more competitive

and inequitable. Trey also admits that he does nat this academic prowess on his sleeves, while
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Stephen finds his environment as nurturing and comigrtdisplays his academic abilities.
Bonner does not describe how peer support is derived atridtegies Trey and Stephen use to
garner same race support (cited in Harper, 2006).

Recently researchers using a newly available dataregtde profound insight into the
black-white achievement gap. Using the Early Childhdoongitudinal Study, researchers
conclude the black-white test gap disappears fasnmeg kindergartners when controlling for
small covariates (Fryer & Levitt, 2004). The authcostribute their findings to better covariates
available, more gains by blacks in recent years efgy éto the middle class and professional
fields. After the first two years of schooling, the reskar finds that blacks lose substantial ground
compared to other races (Fryer & Levitt, 2004). The rebess find suggestive evidence in school
quality e.g. presence of gangs, as an indicator to laalevement but received no real empirical
support for why blacks continue to lag behind other ggoup

Possible reasons for the achievement gap have fueleade among scholars. Ferguson
(2001) contends the difference is due to skill levalst, black opposition to achievement or
disinterest in school as other scholars such as Qgjwu (2003) posit. This debate has led to the
conclusion that poverty alone cannot account foretthécational disparities between black males
and other students.

Black men remain under-represented in all areas of ednaatd employment and over-
represented in the penal system, which make the plight of blaelargrave concern to this nation.
Myriad statistics attest to the disproportionately dovachievement rates of black males in
education. Beginning in the early years, black m&des poor academic performance throughout
the K-12 school system, low rates of retention gradiuation from institutions of higher learning,

and overwhelming rates of unemployment and incarceréBMi Task Force, 2005). Although
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not all black males lag behind, there are succes®est see Harper, 2005; Maton et. al, 1998, the
numbers of those who lag behind are alarming. In masbol districts, close to 70% of black
males who enter ninth grade do not graduate along thétin peers four years later (Holzman,
2004). Young black men lag behind black girls and ogineups of students in achievement. The
number of male students who graduate nationally fragh Bchools with a standard diploma in
four years is 72.3% white, 52.3% Hispanic, and 4@2ktespectively (Gewertz, 2007).

As of 2006, there were 172,000 black males studen®, dféenroliment, in New York
City Schools (Holzman & Hyman, 2007; New York Citg@artment of Education, 2006). 77,000
were in elementary schools, 34,000 in middle schawmid, 44,000 in high schools, while another
12,000 were placed in alternative settings, suchisagptinary or special education programs. In
ninth grade, there were approximately 17,000 blaclkesndut four years later only 26% of them
were in 13' grade and even fewer graduate and go on to attemérhéglucation institutions
(Holzman & Hyman, 2007). For the same year, there ®@@3 black male freshmen in CUNY
schools, 885 CUNY graduates, and 100 in CUNY receimagter degrees (Holzman & Hyman,
2007).

According to the United States Census Bureau (200ée are approximately five million
black boys between five and 19 years of age in theetdStates, who make up 14% of all African
Americans, two percent of the nation’s populatiord 46% of all boys in that age range. Three
suburban districts in Maryland, Baltimore, Montgomenyd &rince Georges Counties together
enroll the third largest amount of black males in tteion, over 85,000, with virtually no
achievement gap between black and white males in titedJStates as a whole (Holzman, 2004).
They are three times as successful as New York @y twice as successful as Chicago

(Holzman, 2004). According to Holzman (2004), there is a gayajeacross all races in education
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where females are surpassing males academicallydrath However, the gap is highest between
black males and black girls, from the same homescantmunities, where on average 60% of
black males fail high school.

Thirteen states graduated black males at a rater lthan the national average in the 2001-
2002 school year. Even states with a small numbétagk males, e.g. North Dakota, Utah, and
Wyoming have graduation rates above the national aveoagehite males (Holzman, 2004). Of
states with larger populations, New Jersey is thg one that graduates black males with their
cohort at a rate higher than the national averagelidte males. The largest gaps are in the south
(Holzman, 2004). The largest numbers of black malgkencountry are educated in New York
City, which has evoked considerable interest from publd private ventures to improve
educational outcomes for young black men (Holzman & Hyn@®i/ R

Researchers note that there is limited data disaggokgaross race and gender available to
develop solutions and implement initiatives to easaccountability for all students, which would
also help stakeholders garner support to incream®mes for black males (Holzman & Hyman,
2007). An analysis by Camille Gibson (2002), finds heaexpectation and the student teacher
relationship to be an important factor in predicting blackerdalinquency in Bronx, NY. Gibson’s
analysis of public education in two schools, one traditipoblic and one alternative, finds teacher
rapport with students to be an important factor when evafyatudent experiences in schools.

Her analysis examined many different themes, suckoameconomic status, family and
communal life, within group variations of blacks, pedluences, and individual risk traits, e.g.
ADHD (Attention Deficit Hyperactivity Disorder), amongther factors to assess the plight of
black males in education. Gibson maintains that theegreasitive interactions with teachers, the

less likely the student would be delinquent. Studentsistensly referred to teachers whept it
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real as sincere and competent in their teaching backgroueaich€rs whdept it real were
described by students as effective teachers who comateniell with students and who also
teach life skills. Teachers whep it realare able to impart social capital, and thus ssadhers
should be readily employed in districts that servesitstudents. Contrarily, black males in New
York City are more likely to be taught by teachers tewrlout of their area of certification
(Holzman & Hyman, 2007).

Impact of race relations on education:

After the unanimous Supreme Court decision, BrowBoard of Education in 1954 struck
down the “separate by equal” doctrine and the civiltsighovement of the 1960s, people of color
continue to lag far behind whites in access to empémgnopportunity, and education. Research
shows that blacks and Latinos are under-representetigimer education institutions and
professional employment, while they are over-represenh high school drop out and
incarceration rates (Ogletree, Jr., 2007; Eaton & M@&r2007).

In 2007, the Supreme Court dealt a severe blow to atiegrefforts that many school
districts have adopted across the country. The Coled it is unconstitutional to integrate schools
based on race, even if it means a racially divems@sihere. Justice Kennedy maintains that the
school districts must use other means to the deastn of students by race as he cast his fifth
vote in the 5-4 decision in the case against thetl8eatd Louisville school districts (Parents
Involved in the Community Schools v. Seattle SchoolrdisiNo. 05-908 & 05-915, 2007).

This decision will not help integrate some of thesinsegregated districts in the nation. A
prime example would be New York City. In the city,rhare 32 school districts with an estimate
of 50%, 87,000, of black male students enrolledniy six of the 32 districts: 5, 11, 17, 18, 22, 29

(Holzman & Hyman, 2007). Twenty percent, 35,000, of blatde students attend schools in
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Region 6, located in central Brooklyn (Holzman & Hym2007). More than 70% of students
attending schools in Districts: 5, 11, and 17 qualifyffee lunch, 60% qualify in District 29 and
52% in Districts 18 and 22 (Holzman & Hyman, 2008ggregated schools and the unfortunate
Supreme Court decision will continue to affect studeof color adversely. Research shows that
segregated schools do worse than integrated schagks; $£hools do worse than smaller schools;
thus large segregated schools perform even moreyp@dliance for Excellent Education, 2007;
Holzman, 2006).

School environment influences the learning experielrca report titled, “Criminalizing
the Classroom: the over-policing of NYC Schools,” tasearchers document the excesses of the
New York City school policing program and offer reatistecommendations for change
(Mukherjee & Fellow, 2007). While disagreeing with neased police presence in inner city
schools, the report recognizes both students and tsaateeentitied to a safe environment that is
conducive to learning. However, the massive deploymeimaolequately trained police personnel
makes the school environment very hostile and dysfuradt{dukherjee & Fellow, 2007).

According to the researchers, statistical analysigals that not all students are likely to
experience this hostile environment equally. The alshavhich are attended by the city’'s most
underprivileged, are burdened with permanent metatcties. The victims of this hostile
environment are mainly poor, black and Latino studetits are more likely than their white peers
to be confronted by police for non-criminal offensesukieriee & Fellow, 2007). The same
children grossly receive less per-pupil funding thanrtpeers citywide do. The schools these
underprivileged students attend are overcrowded, ,laage have unusually high dropout and

suspension rates (Mukherjee & Fellow, 2007).
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Many recommendations are listed in the report. Thgestmpns aim to reform New York
City’s school policing program and would not comprise schoolysafée researchers suggest that
authority over school safety should be restored tosti®ol administrators who are trained to
function in an academic environment as opposed tctiiget environment. The role of police
should be limited to legitimate concerns for safstydents, and families. Additionally, educators
should be given meaningful channels for reporting wromggby school-based police such as the
Civilian Complaint Review Board (Mukherjee & FellownQ®@). The researchers maintain that
children of color should not be forced to attend an anadenvironment that mirrors a criminal
environment. The researchers assert the prison-lldeoement contributes to black youth lagging
behind their white counterparts substantially, beeaush a setting prepares the nation’s youth for
prisons by replicating the prison environment (Mukherjeleeflow, 2007).

The lingering of racial inequalities in institutionschuas schools results from a variety of
conscious and unconscious factors. Institutionalismac intentional discrimination, and
unacknowledged racism continue to affect all aspedifedbr people of color, even though “race-
neutral” laws have been enacted in efforts to mat@a@blind society. In efforts to not recognize
color, policymakers are doing society an injustice bseaa colorblind society will not end
discrimination. Rather there is a need to reduce fibbad drop rates, prevent over-incarceration
of people of color and initiate measures that airanigage at risk youth in attaining a high school
diploma and college degree.

Considering the costs to society of high drop outsratecreased incarceration and drug
use, the estimated monetary value of saving an at dakhyanges from $1.9 to $2.7 million
dollars (Ellis 2004, Cohen 1995). If black males hanencreased likelihood of being involved in

the penal system, then programs aimed at supportieg tfoeith need to be employed, e.g. college
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preparation courses, leadership training, community edtett school support, and civic courses
(Eaton & McArdle, 2007). Programs involving higher edioraare crucial to reversing the
economic costs incurred from high drop out rates (R2084; Polite & Davis, 1999).

With efforts to implement solutions, experts contitmgvrestle with the causes of juvenile
delinquency, which range from weak family networks, lackarental involvement, impoverished
homes, low teacher expectation, and weak schools. Hprears to be a cultural disconnect
between black youth and mainstream institutions, aldgick youth instructed by mainly white
middle class teachers lag considerable behind theirevdaitinterparts. Arguably, this research
maintains that members of society in an effort taucedhigh school dropout rates and criminal
involvement should look for means outside of the drf black children and family, and push
policymakers and government to implement programs aah#us group as a proactive measure
(Holzman, 2006; Kozol, 1991; 2005).

Social activist and educator, Jonathan Kozol visited 60oé€hol11 states over a five year
period and found that many schools were spiralinghto Pre-Brown era. He contends that
students are worse off today than they were tensyago. Instruction has been replaced with
testing in the height of the Bush Administration’s Nal€heft Behind legislation. Many urban,
low-income districts are forced to push test prelpilemupper class districts continue to enjoy the
fruits of enrichment (Kozol, 2005).

According to Kozol, the number of black students attendioiglig integrated schools is at
an all time low, lowest level since 1968. Within int&tgd schools, white children are geared
towards gifted, advanced placement and honors clasgeactice referred to as gatekeeping in
education, while blacks and Latinos are over diassfor special education programs, even after

controlling for income, and once identified less likégn whites to receive their entitled services
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(Orfield, Losen, Wald, & Swanson, 2004; Losen & Orfid@02). The number of blacks receiving
special services is alarming, and occurs in someh@fwealthiest school districts, leading to
segregation within an integrated school (Losen, 20@agks are almost three times more likely
to be classified as mentally retarded and twiceiladyl to be labeled emotionally disturbed
(McNally, 2003). Some attribute the former to povelggs than adequate environments, pre-natal
care and diet, but that argument is refuted withawer classification of black males, not black
females, in special education (McNally, 2003).

Once classified, blacks are less likely to be nteasned. Blacks also receive a
disproportionate number of disciplinary referrals thahites (Losen, 2002b). Frequency of
suspension influences learning with less time spent in theadassBlack youth comprise 17% of
the population, but 33% of those classified as mgntatiarded and suspended and only 8% of
those classified as gifted. white youth, on the ottaerd, account for 63% of the population and
76% are classified as gifted, 54% as mentally dethrand 50% of whites are suspended (Losen,
2002Db). Thirty-seven percent of special educatedkblace in full inclusion (spend less than 21%
of the time outside of the regular education setticmurses, while 55% of whites are. Blacks
constitute 32.7% of those educated in substantiajhara¢e settings (spend 60% or more time
outside of regular education courses), and whites makmly 15.9% (Losen, 2002b).

Gatekeeping, which involves the process of coursteh that begins in early years and
continues throughout high school limiting accesshallenging curriculum, increases the divide
between black males and other groups of student Eghts Project Harvard University, 2008).
Because school districts have developed systems tteatnilee course placement, this systemic
design serves as a gatekeeper (Civil Rights Project2908). For instance, some schools use a

number of predictors such as recommendations, guidpaocents’ choice, test scores and grades
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received, while others use a rigid tracking systentekasping can be a result of parent and
student choice input, but also persists if therelech of prerequisite courses in schools limiting
enrollment in advanced courses. Lack of knowledge alan affect gatekeeping, where some
students aren’t properly informed of their options or aersd to lower tracking. The Civil Rights
Project at Harvard University (2008) reports that taarad ethnic makeup can adversely affect
gatekeeping because some guidance counselors mayage@aople of color to take lower level
courses. | can attest to the former.

When | moved from an urban school district to a sodrdistrict in seventh grade, the
school decided that a lower placement was in my hesteist. Fortunately, my mother, my report
card and my academic ability only landed me in thairenment for approximately two weeks. |
do remember there was no learning occurring. It was the fun that | had. All my friends were
in the class, and | enjoyed their short-lived compaimat Experience was quite a revelation, for it
was clear that the teachers’ expectations had been extremel@hoe, | moved to the appropriate
level, learning returned as did increased teacher expectatlbeit that was not my only
experience with racism, gatekeeping and education.

Another time would be class registration in the liprthiree years later, when my guidance
counselor attempted to place me in a lower level seienarse for the upcoming year. Because |
saw how my mother handled it several years eafliaras equipped to handle the situation. |
simply approached my science teacher to inform him ofgmglance counselor's decision. My
science teacher marched over to the table and infonmyeguidance counselor at once that | was
an excellent student and the rest is history.

A similar scenario occurred to a young girl whom nouryger sisters are friends with

involving the same guidance counselor, ironically. $lael been classified with a learning
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disability, but was denied access to college preparatasses. One summer in the upward bound
program at the local college during the SAT preparataurse that | was teaching, she revealed
that she would taking recordkeeping her senior yeardlhet to talk to her guidance counselor,
still unfamiliar to our shared connection, to take lalgeand other college preparation courses.
Years later at dinner, she told me that he refusg@thtt® her in an algebra class. She then pleaded
with her father, who like the parents in Ogbu’s studiydath decisions to the school, to speak to
her counselor. After being cajoled, he agreed. She ermd&akimg algebra along with a geometry
course. She did well in both courses receiving Bslatter. After high school she went off to
college, graduated with honors, and now is applying tht&aglish to special education students.
Unfortunately, many students are not self-advocators ang paaants and students are not
aware of the grave consequences of tracking. To comapihie issues of gatekeeping, in inner city
classrooms, black students are placed in classrooms adthetes who have less experience or who
may be less prepared to teach in their content @agk(& O’Donnell, 1999; Holzman & Hyman,
2007). For instance, in New York City, close to 90#black students are not taught by highly
qualified teachers, teachers teaching out of theitification area or with no certification
(Holzman & Hyman, 2007). Statewide, 7% of teacheest@aching out of certification and 5% of
core classes are not taught by highly qualified teacft¢olzman & Hyman, 2007; New York
State School Report Cards, 2005-2006). In District &8 df core classes are not taught by highly
gualified teachers, which is three times the nationalagee(Holzman & Hyman, 2007). Black
men being taught by less than qualified teachers gnegated schools is counterproductive to
closing the achievement gap. Negative experiencehoobmost likely will not produce positive

attitudes about education, thus leading to increase@tjdehcy and possibly higher drop out rates.
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Recidivism and its correlation with high school dropout rates:

Unjust treatment outside of school continues the whaimizing of blacks, which stems
from historical circumstances and colonization. Blackles are continually emasculated from
countless encounters with police, raids and seardifesheir persons and impoverished
communities. Ridiculing and labeling in schools, peyastems, and employment also exacerbate
the inequalities. Studies confer that white malé@b & prison record are more likely to be hired
over a black male without one (Travis, 2005). In sthoblack males are more likely than white
males to be classified as needing special educatidnat@more likely to be stopped by police.
The results are stigmas, lower teacher expectation, feelirtysconnect, higher drop out rates and
later involvement in the penal systems.

There is a strong correlation between the high schopl @t rate to the number of prison
inmates, which begin in impoverished communities ahdds. Sixty-eight percent of state
inmates report not receiving a high school dipldB@S Education & Correctional Populations,
2003). According to the Institute for Race & Justice dti@ool to prison pipeline affects men of
color disproportionately who are often taught by unqealiducators in overcrowded and
inadequate facilities (Eaton & McArdle, 2007). Blackiffoare suspended at higher rates,
classified in special education programs, expelled enegdtad for minor infractions, kept back,
sent to alternative schools at higher rates than whiten yamiore being pushed out or dropping out
of schools. The former increases the likelihood of beingragrated triple-fold (Eaton &

McArdle, 2007).
Over-involvement in the criminal justice system:
Because, a system of disparity exists at all levelgnmerican life, blacks are under-

represented in all areas of education and employmeénle they are over-represented in the
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nation’s penal system. The disparity has largely b#en result of history, current drug
enforcement policy, incarceration rates and juvenséda in the penal system. Generally, blacks
are more likely arrested than whites for criminal offes) convicted and sent to prison, and
referred for prosecution (Travis, 2005).

The incarceration rates of black men far out numese of whites or Hispanics. In 2003,
for black men, there were 3,405 per 100,000 incaegm@mpared to 1,231 for Hispanic men and
465 for white men (BMI Task Force, 2005). In 2001, blaten had a 32% lifetime chance of
being sent to prison, compared to a 13.4% chance uh (BMI Task Force, 2005). An increase
can also be seen for Hispanic men 4.0% to 17.2% and roweh for whites, 2.2% to 5.9% (BMI
Task Force, 2005). The result of such increases in ix@dion has had exacerbating impacts on
black communities not only black males.

Black men are more likely than white men to have thees defined by periods of
incarceration, which disrupts their communities. Blaackmen are left largely feeling the brunt of
black males’ over-involvement in the penal system@aclBlwomen must continue to head
households, raise black male children to be lesstagsand aggressive in hopes of instilling
survival skills in a white dominated society (Gré&Cobbs, 1991). In addition, drug enforcement
policies such as the crack versus powder cocainedalish have been known to fuel the prison
industrial complex. For example, in the 1980s, when leggdonses to crack cocaine began, the
number of incarcerated blacks grew sharply, much moreahgrother race (Tonry, 1995; 1996;
Spohn, 2000; Reinarman & Levine, 1997).

The war on drugs has allowed the prison industrial cexnfd profit from discriminatory
practices of arrests, convictions, and sentencing patteacsally, the victims of the war on drugs

show a symbiotic relationship between poverty and tuiginal racism stemming from
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colonialism. Political disenfranchisement (48 stateduding the District of Columbia prohibit
inmates from voting while incarcerated for a fefdrgnd economic inequality have been evident
since the Trans-Atlantic slave trade and is appaoelatytwith the racist enforcement of drug laws.
For many descendants of slaves in America, the walrags has continued the disruption of the
black community and replaced the institution of adaflavery with prisoners (Small, 2001).
According to John Flateau (1996):

Metaphorically, the criminal justice pipeline is like slave ship,

transporting human cargo along interstate triangulatetnautes

from black and brown communities; through the middissage of

police precincts, holding pens, detention centerscaungtrooms to

downstate jails or upstate prisons back to commundgsun-

rehabilitated escapees; and back to prison or jail wmiceus

recidivist cycle (cited in Drug Policy Alliance, 2007).

To someone without an informed history and for one whginsehis analysis from a
consensus standpoint, the aforementioned would seghausible. Given the current rhetoric,
which blames criminals for their status completelpstmespecially the ones that have the power
to make a difference such as policymakers do not ackuigelthe structural ills (e.g. racism and
classism) that contribute to increased incarceratibrs i§ not to say that criminals shouldn’t be
held liable for their conduct. Rather than solely inaatieg non-violent drug offenders and even
violent offenders, rehabilitative services in the foosfndrug and behavioral treatment, education
aimed to prevent dropping out of school, and work sKitsigl be offered.

Whether people realize it or not, the same violentreamdviolent offenders will be

released back into society alongside law abiders. Siaehgbiders would prefer a reformed

criminal armed with tools to survive in a capitalist sbgiversus someone who has been

2 Each state has its own process for restoring voting rights that remain so cumbersome where few take advantage. Similarly during slavery
and after many Blacks were prohibited from voting- literacy requirements. 1.4 million (13%) Black men are disenfranchised- seven
times the national average (Sentencing Project, 2007).
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warehoused in an environment that is socialized for ami@xistence. The prison experience, the
placing of people in cages, counting them several tindey adistorts the individual. This is
evident in the works of writers Eldridge Cleaver (1968) dack Abbott (1982), regardless of their
views, albeit controversial; their works highlight theyer dynamics, violence and misogyny that
prisons produce. It should surprise no one that our nafisons are breeding grounds for hate
and gang activity.

Yet again, if we take a look at history, it shed&tion why a system that destroys so many
lives, by and large persons of color continues. Instéading punitive measures, proactive means
should be employed such as increasing educationalmascéor all students and diverting first
time offenders. Contrarily, the United States imprss@eople, largely non-violent black drug
offenders, at an astronomical rate, thus being the sdddder with over two million people in
prison and jail: a 500% increase in the last 30 y&drs Sentencing Project, 2007).

Recent advances being made to improve the performanceldfick males in NYC:

In May of 2004, Chancellor Matthew Goldstein of CUMNtiated Master Plan 2004-2008
on the Black Male in Education as a means to helgkbi@ales overcome many inequalities that
hinder academic development from K-12 and beyond (BM$k Force, 2005). Chancellor
Goldstein established the University Task Force,msad of faculty members and administrators
with relevant expertise to help increase opportunitieslack males. In addition to serving on the
University Task Force, members of the faculty were asked te asrdirectors of Working Groups
who would examine issues and present them to the Task E¥I Task Force, 2005). The task
force was charged with developing recommendations fgegqts aimed at increasing academic
achievement, college retention as well as loweriltpgsness, drop out rates and criminal justice

involvement.
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There were five working groups as follows: Pre-Kigdeten-Grade 12, Higher Education,
Criminal Justice, Employment, and Social RelatiorscHEGroup presented convincing evidence
that black males in New York City endure discrimioatiin education, employment, and the
criminal justice system. Numerous recommendationg \gmten which include establishing strong
school leadership, increasing the school to collegelipe, increasing admission and graduation
rates at CUNY institutions, and educating a new generaf teachers for our nation’s children
(BMI Task Force, 2005). Additionally, the Pre-Kindergattemwelfth grade group recommends a
need to address non-cognitive variables that affecta¢idnal achievement, such as self-esteem
and leadership skills for black males early in tla@ademic careers. The group also reports that
gatekeeping of predictive disciplines such as Math BEndlish inhibit student success. It is
recommended that support structures be created for utetdter than fifth grade, e.g. colleges
working directly with cohorts of students, along with lgbbrative efforts from community
members, guidance counselors, parents, and teacherforiiter initiatives are underway as the
federal investigation filed by Meyers continues.

Meyers, who filed the complaint against the BMI, isoaa stark rival of using gender
conscious practices aimed at helping students id.i&een though research has found single sex
schools and classes to be fruitful, much of the researc¢he effects of single sex schools remains
ambiguous. Some contend after controlling for abilited SES, many of the effects disappear
(see Harker & Nash, 1997; LePore & Warren, 1997). Tlaee successful cases, though.
According to the National Association of Single Sex Schd@@D07), single sex education has
profound effects on the educational experience. Uporpletimg a three year pilot study and
controlling for class size, teacher training, experieacel demographics of a fourth grade class,

researchers at Stetson University found boys scoréd @rbficiency on the FCAT (Florida
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Comprehensive Assessment Test) in coed classes comp&&X in single sex classes. Similarly,
girls in coed classes scored 59% proficiency compar@8% proficiency in single sex classes.

Another study conducted by researchers at Cambridgeetdity in England over a four-
year period involving approximately 50 schools found s#pay the genders increased the ability
to concentrate and improved exam grades (BBC Nevi®)2The research on single-sex schools
finds a less stereotypical view of subjects whengshmerform better in reading and writing and
girls better in math and science.

In the early 1990s, Principal Leah Hasty desiring atigesmale role model for black boys
enrolled in a Baltimore public elementary school t@éa class for boys only using a rare asset, a
black male elementary educator (Cooper, 2006). €aeher coming from the same community
many of the boys were from volunteered to teaclassmf boys from grade to grade. The result
was more attendance and eagerness to learn. Then Hasty brbdeaxperiment to include girls,
boys and coeds, three classes per grade, and fourgirlthelid far better than the boys, even
though the boys did better. Due to political presstire experimental classes were shunned by the
mid 1990s, but recent language in President Bush’€hlal Left Behind Act has lessened rules,
e.g. Title 1X, against gender discrimination (Coopdé0& Gewertz, 2007). Within the last ten
years, over 250 public schools now offer single sessela

According the National Association for Single-Sex Ruliiducation, the setting helps
children who traditionally struggle in school (Coop2006; Gewertz, 2007). Scholars such as
Pedro Noguera debate the effectiveness of singe sex classes (200ferNoguera contends that
there is no clear evidence single sex classes will hgip latthough he does agree that the research

helps girls because it was designed to counter gestdegrotypes, such as boys doing better in
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math and science. Noguera raises concerns of black dmyg forced into single classes and
maintains this could lead to “hyper-masculine enviramsig(as cited in Cooper, 2006 p.2).

Although scholars such as Dr. Noguera and Dr. Asaaktllldebate the effectiveness of
single sex schools amid more research, director-cowarselpresident of the NAACP Legal
Defense and Education Fund, Theodore Shaw, statalthough the organization is traditionally
against segregating individuals, this may be an exaegés cited in Cooper, 2006). Due to the
crisis of black males in the United States, schaaeswilling to experiment and relax rules if the
result is positive. Holland former director of Cenfier Educating African Americans at Morgan
State University agrees with relaxing the legal argus@gainst single sex schools (Cooper,
2006). He asserts that our nation’s schools segretatk imales de facto, from gatekeeping and
over-classification in special education classes sopri

One more approach to reduce the achievement gap is the EdWatiking Group, one of
several working groups, launched by the Pipeline Chdigsining Strategies for Young Black
Men. The working group’s national mandate aims to ragmdemic performance, graduation
rates and college and employment readiness” (Pipeliises CEducation Working Group, 2007).
Given the severity of the issue, the working group will focus dinscertain neighborhoods in New
York City, then replicate, and expand targeted investsnacross New York City and the nation.
Some short term goals to improve achievement amtag Imen include designing a preliminary
budget, raising funds to support infrastructure, identifyamgl selecting partner organizations,
raising public awareness, heightening media attentigigting dialogues from teachers, parents,
and community members. Other short term goals irvphoviding volunteers to the NYC DOE
and engaging corporate support. Some long term goals énclud

1. Launching a set of targeted investments in Centrall®yoand Harlem;
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2. Garnering financial support for various teacher-relatetibtives (e.g. skills programs,
diversity programs geared at increasing black matihera, incentive programs for service
in high need areas servicing targeted constituency);

3. Supporting comprehensive research, including longitudstatliies, about black male
educational achievement, and applying the researched ba&tkddwiogies to affect the
education of young black males positively (PipelinesiSyiEducation Working Group,
2007 p.2-3).

The working group focuses on specific geographic aeds as Harlem and Central Brooklyn
where a high concentration of black males attendatchalditionally, the group contends there is
no reliable data made available on the fate of apprd&lyna72,000 black male students in New
York City, but maintain various studies reveal sulishigaps in graduation rates. For instance,
the Schott Foundation estimates the graduation rat®&éw York City’'s black males is 26%
compared to 50% for white males. Contrarily, Newky@ity Department of Education data show
the rate of black males graduating to be 45.4% to 71&&ofor white males (Holzman, 2004;
Pipeline Crisis, Education Working Group, 2007).

Mayor Bloomberg maintains the graduation rate hanrisy nearly 20% since he took
office in 2002. The city’s data, which differs slighfrom the state, reports the graduation rate of
the four largest ethnic groups in New York City surpdss0% for the Class of 2006. The rate for
Hispanics rose from 41.1% in 2002 to 50.8%, for kdathe rate rose from 44.4% in 2002 to
54.6%, for Asians the rate increased from 66.9%0MR220 74.5%, and for white students the rate
increased from 70.5% in 2002 to 76.9%. The citytesanclude summer school graduation rates,
General Equivalency Degrees, and students in generattemuclasses who earn Individualized
Education Program (IEP) diplomas, while the states s include the former group. Conversely,
the state’s data includes students who are in the ressicted environment, e.g. self-contained

classes, a group the city does not include. Still yet, tkereich room for continued improvement.

Aware of this, policy experts and educators have been exgraiilg with many different ideas.
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Other means employed to close the achievement gaméacentives to both teachers
and students attending underperforming schools. DesigndtiebyHarvard economist, Roland
Fryer, schools that participate in the rewards proghave seized the opportunity to improve
schools by offering bonuses and incentives to tea@metgprincipals and cash to students. Critics
and proponents alike have weighed in on the notionafetary reward for educational success.
Critics maintain that paying a child or teacher fopiaving performance is daft and that children
should be inspired to learn for the sake of knowledgenuotey. In anticipation of critics, the city
began this experiment with private donations, avoitiieguse of public funds and the controversy
following the Baltimore experiment, which uses public fiedina, 2008).

Amid the ambivalence of incentives to teachers in Nerk City, the union insisted that
bonus pools be given to entire schools to be divileint labor-management committees, either
evenly amongst union members or individually to exceptiteechers (Medina, 2008). In the
2007-2008 school year, New York City gave more tharOgRD to 5,237 students in 58 schools
as rewards for taking some of the 10 standardizeslregtired during the year (Medina, 2008).

In the city, where the largest public school systemthe United States exists,
approximately 1400 schools, more than 200 schoolseaperimenting with incentives for
improving performance. Teachers at Public School 188®hawer East Side of Manhattan were
also eligible to receive bonuses of $3,000, if studsimtsv evident improvement (Medina, 2008).
The city, which is at the forefront of the movemédrattexperiments with incentives, stands to test
whether cash prizes can turn a school around and incize#gemic success for many
underachieving students (Medina, 2008). Teachers at BS8Sreport marked improvements in
attitudes about learning among the students, whiattrisuted to the incentive programs (Medina,

2008).
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Contrarily, the attitudes of seventh graders at J.H23. seemed much harder to sway.
Although students maintained that receiving cash wooéke education more exciting and
socially acceptable, when asked if the money shouldsbd for scholarships, shouts of no filled
the room (Medina, 2008). One student already influeredocietal factors that afflicts many
black males in the nation, said, “We might not all go to coll@gedina, 2007 p.3). Both P.S. 188
and J.H.S. 123 intend to distribute the money recefagly to the whole school and desire to
include secretarial and office staff (Medina, 2008).

In addition to cash prizes awarded to teachers and st demew charter school set to
open in 2009 in Washington Heights will test if higlgay for teachers is vital to improving
student performance. The anticipated school will hdiftbeto eighth graders and pledges to pay
$125,000 and potential bonuses based on school-wiftermppance to teachers (Gootman, 2008).
The experiment has received support and skepticige. dliritics, such as Ernest Logan who is
president of the city principals’ union maintained that payingcppals less than teachers is absurd
because cheapening the role of the school leader cau® chaos (Gootman, 2008). Conversely,
Michael Duffy, the city’s executive director for chartchools, said that the new school could
have a “tremendous impact” (Gootman, 2008, p. 2). Rddéfess, the director of education
policy studies at the American Enterprise Institdatends the high pay could have an enormous
impact (Gootman, 2008).

Opposite to the normal school hierarchy, principalsamly receive $90,000. The amount
teachers will make at the new school, Equity Projecdmost twice as much as the average city
public school teacher and over twice as much asdhienal average. The school’s initiator and
first principal, Zeke Vanderhoek, contends the higlargawill attract the best teachers. The

teachers will face stringent standards, such asrsgarithe 98 percentile on the verbal section of
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the GRE, GMAT, or other similar exams. Teachers wilifierviewed by phone, in person, and
will have to supply evidence of their record of studachievement (Gootman, 2008). Students
will be selected from a lottery of underperforming pupits live in the vicinity.

Creations of new schools such as the former, has beasamtial component of the city’s
reform efforts to close the achievement gap. CertbaMayor Bloomberg’s Children First
Initiative, as of September 2007, there were 232 nesenskry schools, 10 new elementary
schools and 60 charter schools in operation. Thiatiug is a professional development program
that supports new teachers and school leaders inetheatmosphere of empowerment and data-
driven accountability. The new schools are smalled, & full capacity, it will house no more than
500 students. Some have themes, such as science amatieadership. The new schools hold all
students to high standards, allow for personalizatiod, partnerships with community members,
organizations, corporations, universities, and non4{pbosinesses (NYC DOE, 2008).

In addition to creating new schools, the state gigwaved the city’s $258 million plan to
help at risk students. Close to 1,100 schools ifidfit from the new aid, which includes plans to
add 1,300 new teachers and 925 classes to reducesdasdhe funds will also be used for
implementing professional development for teacherspaindipals, restructuring middle and high
schools, and expanding full day Kindergarten as meankse the achievement gap (NYC DOE,
2007).

Tying it all together:

Amid many of the developments intended to close théeeement gap such as new
schools, research, and funding, this proposed researofgnizes the importance of gathering
information from the at risk population themseltesprovide insight on methods to increase

educational achievement. The main aims of the curreetreh represent a slight modification of
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the aims, questions, and assumptions of the largerYCBIck Male Initiative. This study uses
the same high school instrument as the CUNY studyaatidipates like the larger study to add to
the literature regarding the achievement gap betweeh blales and other groups of students.
Recognizing that America has had a disparate legaéxbbased on race, this research
examines the possibility that racialized legal histand social reproduction impacts the target
group’s attitudes about education and the legal systemhwhiarn affects behavior. This study is
concerned with factors that influence educationakuattis of black males. The hypotheses
formulated for the current research are designed tthgegeneral attitudes of education held by
the target group and how that general image differa that of its counter-part. The second aim,
seeks to determine to what extent attitudes about im@titusuch as school and the legal system
are related to compliance with the law and the gérextucational setting. These considerations
have led to the following hypotheses:
Hypotheses:
l. Black American males’ perceptions and attitudes of educaind the legal system differ
from other groups of students.
Il. Black males lag behind other groups academically useceof school policies and
procedures, e.g. gatekeeping and over-classificatispacial education.
lll. Black males who attend large segregated schoolsmétial detectors will do far worse
academically than other groups of students.
IV. Black subjects are more likely to leave school @uecbnomic reasons than other groups.
V. Black males are more likely than other groups of sttedeo be arrested, e.g. drug use or

sale, than others.
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VI. Black males are more likely to do better acadenyicathen taught by highly qualified
teachers (those who teach in area of certification).

VII. Black males are more likely to have a positive edanati experience when teacher
expectation is high.

VIIIl. Black males coming from strong support systems, efibegntal, communal or both, who
attend high performing schools in New York City wilMeamore positive attitudes about
the educational experience and thus perform better aczamnthan their black male
peers.

Based on this research, | developed preliminary hypothesgarding attitude and
perceptions toward education for successful versgsasessful black males in New York City
High Schools. | hypothesize that higher achievinglblmales’ attitudes and perceptions toward
education derive from stronger social networks eithehé& community, school or both, which
include parental involvement, teacher-student relgkignand expectation. It is argued that if
social networks in the home and community are nangir teacher-student relationship and
expectation can overcome the weakened structure. If dmtiml networks are strong, student
achievement is higher. High achievement can occur witdmg families and weak schools and
weak schools and strong families (SF + WS) + (WF + @8gre strong family plus weak school
does not produce as strong as a student as weak familystrong school does. Higher
achievement will occur when both family and school oeks are strong (SF + SS).

On the contrary, if a student lacks strong social aitsvin the family community or
school, then achievement is lower regardless of incdime.independent variables follow: (SF +

WS) = lower effect, (WF + WS) = lowest effect, (WFS8) = higher effect, (SF + SS) = highest

55

www.manaraa.com



effect. The dependent variables are low and higheaement. For this research the definitions of

strong schools and families are as follows:

Strong schools:

N

© N o g &> W

Spend an adequate amount per student (Kozol 1991; 2Z0@k5hational average is $6,835
(Toppo, 2002). In districts where the student bogyeslominantly of color, they spend
$908 less per student, of local and state funds (Eator&rdiie, 2007; Washington Based
Ed Trust, 2007),

Contain administrators who are effective leaders, lkeaperience, and are in districts that
do not have a high turnover rate (Sherman, 2000; Allitordexcellent Education, 2007).
Have principals who:

. Recognize teaching and learning as the main business ada@,sch

Communicate the school's mission clearly and condigtenstaff members, parents, and
students,

Foster standards for teaching and learning that are highttantable,

Provide clear goals and monitors the progress of studemsd meeting them,

Spend time in classrooms and listening to teachers,

Promote an atmosphere of trust and sharing,

Build a good staff and make professional development aotogem,

Do not tolerate bad teachers (Sherman, 2000),

Do not have disparate access to civics by race/eth(igatyn & McArdle, 2007),

Do not have the majority of black and Hispanic students penfig substandard. In 1998
(NAEP), the year the most recent data is available, 5%k and 55% Hispanic 12
graders scored below basic reading level (Kozol, 1991;; 2816 & McConnell, 2006;
Kahne, 2005; US Dept of Ed, 1998),

Are not taught by less qualified teachers: blacks meg# and relevant to this analysis in
New York City are taught by less qualified teachers (Halz & Hyman, 2007; Alliance
for Excellent Education, 2007),

Are adequately funded and equipped schools (Holzman & Hy208id, Alliance for
Excellent Education, 2007),
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Have high teacher expectations for all students regamfisex, gender, race or
socioeconomic backgrounds (Kunjufu, 1986; Cotton, 198%901ga1990; Bonner, 2001,
Ellis, 2004; Ferguson, 2001; Donner, 2005; Alliance foredigat Education, 2007),
Contain no metal detectors (Mukherjee & Fellow, 2007),

Offer rigorous courses (Bailey, 2003; Edwards, 1984; idalz, 2004, Alliance for
Excellent Education, 2007),

Offer school activities which promote positive relaghips with faculty (Bonner, 2001,
Harper, 2005; Cuyjet, 1997; Harper, 2006a; 2006b),

Offer encouragement from guidance counselors (Harper, 2006)

Do not practice the over classification and lower trackihigiack males (Holzman, 2004),
Engage stakeholders in community and school accoutyabiarper, 2006; Cuyjet, 2007),
Offer personal attention, where every high school islsnalugh or is divided up into
small units to allow for greater teacher student intemacsafe environments that are free
of weapons, violence, and drugs. Smaller schools also afforel family and community
involvement, extra help for students who need it, makgaeteconnections between the
real world and book learning, and convey graduation, testsend other relevant
information to students and the communities in a usardly way (Alliance for Excellent
Education, 2007).

Strong families:

According to a study in Kentucky that examined thetigahip between parents and high

school academic achievement, 69% of students believednthsit high school students did not

need parents to help them succeed. Because a latg®bevidence and the information provided

from the students surveyed in this study proves oikervthere appears to be a discrepancy

between students’ perceptions and the research (Matah 1998; Moore, Madison- Colmore &

Smith, 2003; Kentucky Conference for Community & ibest& Pritchard Committee for

Academic Excellence, 2005).

In March 2005, the Youth News Team administeae43-question survey to students at

five schools in Fayette County during class time. @f 5043 surveys returned, 3,883 or 77%
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were completed thoroughly and used for analysis (KegtGadnference for Community & Justice

& Pritchard Committee for Academic Excellence, 2005)e Btudent body consisted of 12.7%
black, 80.5% white (Kentucky Conference for Communityustice & Pritchard Committee for

Academic Excellence, 2005). The findings from the studgwol

= Students with GPAs over 3.5 significantly more likelyrtipgers with lower GPAs 2.0
have parents help them select classes,

= 69% have parents who frequently or sometimes helptsarses compared to 40% with
GPA below 2.0,

= 93% of those with GPA of 3.5 or higher have a comfortalaleepto study at home, also
take more advanced math classes,

= Most students regardless of GPA do not enlist patertslp them with homework,

= Students with the highest GPAs sit down with parentsast three times a week for
quality family time to talk to each other about l§ehool, the week,

= 92% of high achievers have parents who know where theypastof the time compared
to 66% of those with 2.0 or below,

= High achievers (HA) have parents who attend school epes#sly twice as likely) 48%
versus 25%,

= HA spend one hour less watching TV,

= HA females more likely to talk to parents about captens (Kentucky Conference for
Community and Justice & Pritchard Committee for Acaddficellence, 2005).

Research notes that stronger students come from stotogls and strong families, reside in
communities with low levels of violence, have paremtadl student advocacy, dedication, have
commitment to family, and value education (Maton &t1898; Moore, Madison- Colmore &
Smith, 2003). Regrettably, not all students comenfrstrong families, which can stem from
emotional, educational, and economical factors. Toteodhe unfortunate start that students from

emotionally disturbed or impoverished families have ngirechools can have an enormous impact
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on educational success and attitudes and can thels ¢eaial capital as Coleman’s (1988) study

suggested.
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Chapter IlI
Data & Methodology
Introduction:

The data and methodology for my dissertation was takently from a larger study, the
John Jay College, CUNY Bridging the Gap Study: JJ-07-04é purpose of both studies, the
larger and my study, was to investigate why there arerfielaek males enrolled in and graduating
from colleges and universities compared to other grafipstudents. Upon completing course
requirements in the criminal justice program, | wigsted of the opportunity to become involved
with the Black Male Initiative at John Jay Collet¢y mentor, Ric Curtis, suggested that | speak
with Douglas Thompkins, the principal investigator feé study, about my possible involvement
with the research. After speaking with both Professthompkins and Curtis, | planned my
involvement on the project.

Shortly thereafter, | completed the Collaborative itagbnal Training Initiative (CITI)
program online required by CUNY before conducting anyarese | completed the basic course
for the graduate student learner group on June 19, 28@&ér | met with the research team who
were assistants to the larger project, | developethprary hypotheses as a guiding point. Then |
began transcribing data and reading about the langgy.sThis set the stage for my involvement.
Because of my background as an educator in my schatictiand my upbringing and
experiences as a woman of color, working on this projestaxgreat opportunity.

As a social studies teacher for eight years, | gse Hand the devastating effects of the
achievement gap where children of color, particulatyck males lag behind. | have spent time
discussing the former with my colleagues both formalhyd informally, e.g. during staff

development, professional conferences, and in the teagrkspace. Some teachers express a

60

www.manaraa.com



genuine concern for underachieving students, while oieens scornful. Remarks about students’
levels and work ethic vary. Some including myself cotitstudents do not put forth their full
potential, but genuinely want to assist them in effaresthance their work ethic.

Although not all children of color do poorer in schabhn other groups of students,
research shows a disproportionate number of blacksnaaéesuspended and classified for special
education services (Holzman, 2004). This study uncdveoene of the reasons as to why this is
happening, providing insights, which could inform thevelopment of programs, designed to
address the needs of black male students in New Yitykhigh schools, at John Jay, and other
City University of New York (CUNY) colleges (see leb 1 & 2). This research recognized the
importance of gathering information from the at nlpulation themselves to provide insight on
methods to increase educational achievement. Furisr,chapter describes my role on this
project as a social scientist and educator.

Acknowledging the nation’s historical racialized legahtext, this study examined the
possibility that racialized legal history and sociapnoduction influences the target group’s
attitudes about education and the legal system, whitlrn affects behavior. This study like the
larger study was concerned with factors that influerthec&ional attitudes of black males. The
research assessed the general attitudes of educatidoyhéle target group and how that general
image may have differed from that of its counter-panis Tesearch sought to determine to what
extent attitudes about institutions such as schodltla legal system were related to compliance

with the law and rules in the general educationalrggtti
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Data Analysis:

Multiple means of data collection were used, e.gvesyrinterviews, focus groups, field
notes, official data, and peer debriefing with the retetgam (see appendix 8 for regents’ scores,
statistics on schools). Triangulation of data andhowg, which includes collaboration with a
research team at John Jay College discussed below, was usatireskarcher subjectivity and to
increase validity. The focus group reliability wastéel with the comparison of focus group
responses from the various schools. For instanceergtidrom all schools discussed the
importance of seeing mentors and teachers who resdhdte Students also mention positive
school culture and high teacher expectation as iriperto the academic setting. Survey and
focus groups were used to enhance the research dinditta sole reliance on subjective data.
Primary data is included in the findings. Triangulatiwhjch includes the use of the archival data
from black males, black females, interviews and $ogtoups from staff and faculty, both white
and black, were employed to provide an in depth aisalys

Field notes already collected from the larger stwdye used as well as quantitative data
from the survey instrument completed by participamsional policy reports, and New York City
Department of Education. Focus group findings were trdoest in a timely manner with the
assistance of Professor Thompkins, the principal irgagsti on the larger BMI initiative at John
Jay College, and Andre Spynda, my research partneralgboused data from the larger study to
complete his thesis, a partial requirement for a MadtArts in Criminal Justice.

Paired interviewing, tape recording, peer debriefing, meghtive checking was used to
ensure accuracy of data. Missing information was digthand noted. A GPA conversion chart
provided by www.princetonreview.com was used for gttelevho provided percentage grades.

Some students used percentage grades instead enf dedides. Cross-tabulations of those who
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supplied information showed a correlation between incregaeeohtal education and higher GPAs.
Andre and | coded the data, the research team, whatbded Douglas Thompkins and two
graduate students enrolled in the master’s progradotat Jay College assisted in analyzing the
data, and providing themes that were explored witihendata (see appendix 7). Primarily, Andre
and | transcribed and coded the data to identify thesisrwards, Andre and | discussed the
themes we both found individually within the data. We usedmsyie coding for content analysis
and reviewed field notes to record patterns and ésetimat occurred during the focus groups. We
constructed tables using Microsoft Word to displaylists of schools, activities within the school,
and recurrent themes. Microsoft Excel was used tdajiggraduation rates, attendance rates, and
other statistics from New York City Department of Eatian, Inside Schools, Great Schools, and
School Digger, independent school evaluators. UsingSSR® displayed descriptive statistics
from the social demographic survey to complete cralsglations of students’ GPA, parents’
education, and ethnicity. Percentages were catmlilasing SPSS descriptive information to find
any correlations with school ranking and self-reporteig point averages and ethnic origin. In
order to avoid personal biases, Andre, who is a whdke, and | both transcribed and coded the
data together. Our diverse racial backgrounds and exjgpes served to enrich the data and
counteract any biases.

Most times the themes found were similar, but if onasdlisted a theme the other did not
note, we both went back to the transcription and miytagkeed if the theme should or should not
be included. He and | made the final list of thentegether after the focus groups and
transcriptions were completed. The focus groups wenduwcted during school and at the school
(except for one (Atlantic) conducted at John Jay)ctvis part of the normal school day to reduce

ecological threats to validity. The formal framewofksocial reproduction and legal socialization
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theory guided my research, but techniques to growsmhyhfrom the data were also employed to
limit the possibilities of oversight and researchss. Employing triangulation of data and
methods were used to compensate for bias.

Andre and | developed an ethnographic summary through teelbeareviewing the
transcripts for underlying information. He and | used gtions illustrated of key points along with
narratives to explain the themes. Still, themes idedtifn this analysis included two types:
predetermined and emergent themes. We employeddaotntpensate for bias. For instance, one
emergent theme identified and included in this study wadiwegeky behavior. Even though, the
research did not anticipate learning of cut partiesvinich students engaged, its inclusion was
warranted. It is also recommended that cut parties be egdiarther in future studies.

Observing the educational scene from a variety of perspeees:

Nonetheless, my over 10 years experience as an edulbatgecame to observe the inner
working of the school community through a series of umigantage points that assists me in
analyzing the multi-faceted data for this study. THas example, after beginning work as an
educator in New York State, | learned about impori@etors in the school setting and the
importance school culture has on the educational expess of the learner. Below several of my
experiences, which helped inform my knowledge of the educdisetting are briefly described:

e For two years, | worked as a teacher/tutor at Hgiaim Learning Center where |
received training on how to help students improve stéfiean and study skills.
While working here, | saw the disparities betweentypes of programs offered to
affluent students compared to students from lowepsecbnomic backgrountls

e For one year, | provided subject and SAT/ACT Exam gmapon tutoring to

students who resided in suburbia while employed byre3erep a division of
Kaplan. Again, the disparities between those who cofitddathe tutoring and

3 With the No Child Left Behind Act, some centers are able to offer free tutoring to students from schools listed as “program
improvement” under the NCLB law. Source: Jacobson, L. (2005). Leveling the playing field: Huntington Learning Center. Education
Week, 25, 28.
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those who could not were apparent. The intersecttwden race and class was
clearly visible. The twenty plus students who caaffidrd this were all Caucasian
except for the one mixed race Chinese and Caucasian tstaddrthe occasional
basketball player whom the school paid for with hopédater rewards (e.qg.
acknowledgment of the school’s sports program).

e For eight years, | have worked at a large, ethnidadilhgrse comprehensive high
school as a social studies teacher. In this capdbiyintersection between race
and class became even more apparent. When | firgtinbat the school, the
students of color were largely tracked in lowerssts. For example, the Global
Studies Regents Prep course, a lower level coursdavgady black and Hispanic
compared to the Regents course, which was largeitewAfter a couple of years,
the designation of Regents Prep and Regents wasduaithethe hopes to end the
form of labeling and the course was offered as Gl&&aents only. This change
spurred the increased enrollment of whites in Whiiktory Advanced Placement,
whose grades did not reflect the placement. Studewtddarned that the courses
were weighted substantially where a C in AP or hemguated to a B. Working in
this setting allows me to develop an insider’s viewheféducational scene.

These positions represent the vantage points that informed my insider's knowledge of the
school setting. Being an educator, affords me a complexrsiadding of how the educational
system works by taking advantage of the greater atoeisgsormation and resources denied to
most researchers not employed by the school district.

Research design:

This qualitative study relies on my 10 years expereas an educator in New York State
to triangulate data from a variety of sources in ongdeprovide insight into the educational
experiences of the black male students and to uwadershow social reproduction happens in
schools. All of the sources listed below are usethftrm the focus group and descriptive data

collected from the students and the schools. The orastal data in this regard are included as

follows:

e Qualitative interviews with 155 students at severslshin New York City
e Quantitative data collected from 151 participants]l Ifiales and 50 females
(females were included in only two of the schools)xabtthe seven schools.
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The following tables show the types of schools and datadad in the study:

Interviews conducted with 23 faculty, administratiomg gtaff about the students

that reside in their high schools.

Official documents from the state archives concerriieg\ew York City
Department of Education data from 2004-2007 (see appendix 8

Statistical resources from Bureau of Justice Statistics
Personal observation, field notes, of five schools by tineipal investigator of the

larger BMI study.

Personal observation of the educational setting.

Table 1: List of Schools

School Name

Type of School

North Academy

Empowerment (Public)

Darwin Academy

Empowerment (Public)

Southern High

Empowerment (closing)**

MARSHALL High

Empowerment (90% male)

Basin High Public

Wake Academy High Public (All Males)
Plain Academy Alternative

Central High Alternative

Hudson High Transition (Alternative)
Atlantic Academy Alternative

Cascade High School* Private (All males)
Midway High Vocational
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Table 2: Types of Data

Types of Data

Personal Observation of Principal
Investigator of the larger BMI study
(Field Notes only)

5 schools

Basin High School

Darwin Academy

Wake Academy High School

Midway High

Southern High

Focus Groups:

155 student participants, quantitative d
on 15% student participants, 23 facul
participants; 50 females

*Field Notes included along w/ focl
group

Iy

w

Cascade High 5 focus 4 groups (18 males: 13
ateschool* groups African Americans, 2
Caribbean, 1 Latin, 2 Others
(5 Seniors, 5 Juniors, 4
Sophomores, 4 Freshman);
and 1 mixed
5 faculty group
Plain* 4 focus 18 students (8 males, 10
groups females: 11 African
Americans, 2 Caribbean, 1
Latino, 1 Other, 3 Missing: (€
faculty mixed gender)
North Academy * | 5 focus 86 students (, 46 males, 40
groups Female): 45 African
Americans, 28 Caribbean
non-Latino, 8 Latino, 5
Other): 2 African American
male faculty
MARSHALL 2 focus 10 male students (5
High groups Freshmen, 5 Juniors,): 4
African American, 2
Caribbean, 3 Latin, 1 Other)
Central* 2 focus 5 male students: 5 mixed
groups grades: (4 African American,
1 Latino); 5 faculty mixed
gender and race
Hudson (an ATI; | 2 focus 6 male students (mixed
no quantitative groups grades): 4 Faculty (mixed
data collected) gender and race)
Atlantic 1 focus 12 male students: (4 African
Academy* groups Americans, 1 Caribbean, 6
Latino, 1 Other); 1 faculty
7 Schools 21 focus groups 155 students; 23 faculty

* Two students did not identify school.
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Participant observation:

As mentioned previously, | began working in the fieldedfication ten years ago. As an
educator and student, | have seen first hand how gegiadduction can happen in schools. | also
understand that other variables contribute to aesitigl educational experiences, e.g. teacher
expectation, gatekeeping, skill level, and family invateat or lack thereof. In American society,
a myth in meritocracy persists, removing any blarmenfinstitutions and placing them solely on
the individual or learner. Although agency does exist affects one’s outcome in life, many other
factors attribute to an individual’s success. Schtws are under-funded and equipped with those
teaching out of their certification area, are aeahgse to the nation’s most at risk students and
attribute to their plight, a fact functionalists who @adl the weight on agency negate.

While working at a large, diverse comprehensive hgghool, | learned about the
educational scene from an insider’s view. As an géduchunderstand that teaching is only one
facet of a teaching-learning process, a process whicltessiccenters upon effective
communication. Communication is undermined when stsdeense that they are of little
importance to their teacher or the school. What teadh@iin the classroom is important because
the people who come there to learn are important. dititside toward students is expressed a
number of ways, including: the careful design of arse that meets the diverse needs of students,
the devotion of energy to preparation for class, the a@apression of one’s involvement in
teaching, the respectful treatment of students in treeand take of classroom interaction, and the
notion of classroom management. Teacher expectatiequally important and is exhibited in the
attitude of the teachers. Unfortunately, some studesuslly tracked in lower level courses and

darker skin, share stories of teachers who have lowectations for them.
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As an educator, | understand how stressful it camobleave what appear to be non-
responsive bodies in the class, especially when gagat and planning occurred. Early in my
teaching career, it was discovered that everyone wailaohieve As and Bs, but also evident as an
educator, was my obligation to instruct all studdatdy and adequately. | also refrained from
forming preconceived opinions about students based oewiops teacher's experience with a
student. Every year, several students do not doiwelher teachers’ classes but attain As, Bs or
Cs in my class. The former is not known until thedsti is in the house office receiving
reprimands from an administrator.

Similarly to some of the students who have negativerexpces with teachers, my first
year teaching was quite a challenge, not the notiaeaxfhing itself but the people inside the
building made it very difficult for a new teacher tongve, luckily the students kept me afloat. My
first year having my own classroom was a wonderfulegepce. | developed excellent
relationships with my students and some of my colleagualso learned that some of the older,
traditional teachers and faculty were not pleased to see mgybrown face. | could tell from the
stares and rumors of me doing drugs that often got lmcket Although | had my teaching
credentials: | began teaching with my Master ofsAnt Teaching, something that some teachers
did not have, that did not seem to matter. Usually, darisslegree is required within five years of
teaching. Furthermore, all my evaluations from the adsnators went well. Still my colleagues
found a way to make my life miserable. By wintemoy first year teaching, | found myself in the
assistant principal’'s office along with a union repn¢gtive and the social studies chair. The
reason | soon came to find out involved me openinigaaning center in my hometown of

Danbury, CT, an entirely different city and state.
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Upon opening the center, a newspaper article ragartfie opening day of the center
appeared on the cover of the local section. The fopresident of the teacher’s union lived in
New Fairfield and read the paper. He gave the article te saiministers, a quite ironic thing to do
considering the union is supposed to protect workdns. gaper mistakenly stated the learning
center opened its doors between 3:00-3:30 pm. IntyeHie center opened between 3:15- 3:30
allowing the allotted time of 30-35 minutes to drivenfr Westchester to Connecticut. Opening the
center at 3 pm was not possible because work did not eih@:86tpm.

Nonetheless, the story in the paper raised concethawa leaving work early. In addition
to teaching at the center, | was also beginning an ¢xaparation course at the high school and
had submitted copies to be made for an exam prepposesered at the high school. To my
surprise, one of the members of the social studies tdegatrtook the copies from the copy room
prior to completion to the social studies chair. Wiasked about why | had submitted several
documents to the copy room, | reminded them that lalssteaching an SAT course in the after
school program. No apologies were received, but the coiesgiven back.

This being said, the harsh reception | received mydoaple of years should not surprise
others when complaints of mistreatment among studemtace. The following discussion with a
security guard named Jim confirmed the maltreatment rsisiaé color sometimes receive from
white teachers. Jim told me during lunch one day, @&aeghile walking down the hall bumped
into a Hispanic male student. Although it may havenlm®eaccident, according to Jim, the teacher
then said to the student, “Bump me again and I'll pour ntybiiee on you.” Jim said that both he
and the student were shocked by the teacher's commienteepbrted that the student had been
talking to his friends and had not bumped the teacher. Thenstod&ed at the white male teacher

and said, “Whatever, | didn’t bump you.”
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Afterwards, Jim prompted by what he had just witngsapproached an administrator to
inform him of the event. The administrator’s responss galous according to Jim. He said the
administrator told him that the teacher had threaktdéoego the union and claimed that Jim had
threatened his safety. Receiving this news, Jim t@datministrator what he witnessed again and
that he hadn’t threatened anyone. The administratdrhioh, “You didn’t see anything, it was
noisy at lunch.” Jim said, “Yes, | did,” and repeatechtMme witnessed. Again, the administrator
said, “You didn’t see anything. It was noisy duringdh.” Jim became irritated as he caught on to
the cue. Jim told me afterwards that he just walkedyain dismay. Countless other incidents,
according to the Jim and other security guards contBiuelents aren’t the only ones to encounter
disrespectful treatment, but inconsistent reprimandsirom teachers of color. For example two
tenured teachers, one white and the other Hispani@draelfor a run at the end of the school year
during their break time, and when both returned to thed, the Hispanic teacher received an
email and was questioned about his whereabouts andhe/tyad gone running. After being
requested to the office by the principal, he proceedddoane there looked around. He saw the
other teacher was not present, and left the oftipmn questioning the other teacher, the Hispanic
teacher learned that he was the only one summoned tdittee of

Disrespectful encounters continue between white adtramors and teachers of color and
white administrators and white teachers with studeht®lor. Talking with security guards at the
school provides me with privileged information regardiage disparities in suspension, both in
school and out. Students of color are suspended larhigtes than white students. According to
Jim, when Caucasian students are caught with drugsespense entails no punishment because

their parents may be on the Board of Education, employ#ukelyistrict, or are lawyers.
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Again, to draw a parallel to the race inequalitiest #xist in institutions, it took me three
full teaching years before | could teach a law elegtewen though I enrolled in a criminal justice
doctoral program beginning my third year, and eadr yeere has been a struggle to achieve
equitable teaching loads. On the other hand, white ¢éeach my department, who are not in a
doctoral program, begin their first year teaching Eectives. If | can be treated this way as an
educated adult, imagine how the students are treated.

The former experiences in the school system and mydars as an educator, inform my
participant observation on this project even thouglad ihdit directly conduct the focus groups. The
other form of participant observation included irstkiudy is the one of the principal investigator,
on the larger project and my research partner. Hegalth several research assistants conducted
all the focus groups. They took meticulous field soteat are included in this analysis. My
research partner, Andre accompanied Dr. Douglas Thomgkinsst of the research sites. He
debriefed me on the conditions of the schools. Andrel amtdrviewed Douglas Thompkins about
his visit to five schools, in which Dr. Thompkinsclussed his experiences as a social scientist and
how his training as a social scientist informed hisgie of the research sites.

Qualitative interviews:

The research instrument developed for qualitativervwews with the students had two parts. Part
one of the instrument was a questionnaire consistingoth closed and open-ended questions seeking
demographic information about each respondent, as svelf@mation about their experiences in school,
in the community and their family life (see appenslite&?). Part two was a qualitative interview guide
that focused on students’ perceptions about educahdntheir attitudes toward the educational setting
(see appendix 3). The interview guide allowed detaitéorination to be elicited about school such as

school culture, teacher expectation, courses and prograensff
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The interview guide was developed to arrive at a deepderatanding of their educational
experiences, family background, specialized programsedffar school. The interview guide gathered
social demographic information from the students, whilefdloas group elicited responses about student
attitudes, experiences, and perceptions about edueattthe presence of black men in the college and
university setting. The students’ responses followrahy of the major themes that are developed in the
literature such as:

e Media’s influence on the community, learned negativieab®rs (McShepard, et.
al., 2007),

e Cultural differences, involuntary between voluntary imrants, acting white
theory and or defying the oppositional other (Ogbu, 2003jusein, 2002),

e Teacher expectation: apathetic teachers versus empgweachers (Alliance for
Excellent Education, 2007; Donner, 2005; Ellis, 2004gdéra, 2003; Gibson,
2002; Bonner, 2001; Ferguson, 2001; Majors, 1990; Cotf89; Kunjufu, 1986)

e School culture and attitude (Alliance for Excellent Eatian, 2007; Mukherjee &
Fellow, 2007; Harper, 2006; Cuyjet, 2007)

e Socially constructed ideas of masculinity and femitgi (Willis, 1977; Leicht, et.
al., 2007)

e Effects gatekeeping and over-classification as spedatation students have on
educational experiences of black males (Civil Rightgdet Harvard University,
2008; Orfield, Losen, Wald, & Swanson, 2004; Losen &ighif 2002; Losen,
2002a; 2002b).

Sources of participants and selection criteria:

The research participants for this study derived frthra Bridging the Gap study.
Participants for the Bridging the Gap study were reeduitom New York City high schools.
Members of the research team visited 12 different high $&homducted participant observations
and informal focus groups with students, faculty, and ateféven of the 12 schools, and collected

solely field notes from five schools. One-hundred &wd black males and 50 black female
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students attending different types of high schoolh@1New York City were selected for focus
group interviews.

A purposeful sample of black males attending New Y@itlk high schools was developed
using official school records in partnership with administeagdreach high school. Those selected
to participate in the focus group interview filled @ interview instrument identifying social
demographics. The following six areas were mined for informatigi: school experience, family
experience, school community experience, race relatipggple admired. High schools were
selected based on the racial composition of the stustely, high school location, and areas of
education specialization.

Twenty-one focus groups as well as informal discusswith students, faculty, and
administration were conducted. The research team edmg#ven schools from the Bronx,
Manhattan, Brooklyn, and Staten Island. A broad spectiisthools form the very best to the
very worst were included. The study compares high achieumdiglow achieving schools across
four types of schools: alternative, empowerment, prjvatel public to evaluate which schools
produce successful versus unsuccessful black malegast two of each type of school were
selected to allow for an in depth analysis.

Procedures:

This study used archival data from the Bridging the &agy. The larger study distributed
the focus group interview instrument, obtained patetasent and youth assent forms, and
explained the purposed of the research to the parentumighisrespondents prior to the start of
the interview. Focus group interviews were conducteskgen New York City high schools (see
appendices 2 & 3 for high school focus group interviestrument). The research team requested

written permission from an official of the high sol® authorizing the research team to conduct
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focus group interviews of students attending thetituion. The purpose of the research and the
rights of participants were explained to the parentseptitential student respondents and to the
students themselves prior to the start of the ird@r(see appendix 4 for Parental Consent Form,
appendix 5 for Youth Assent Form, & appendix 6 for Infed Consent Form). The signature of
the parent was obtained by sending the Parental Consenthiéone by any student who showed
an interest in participating in the study. If the student retuttme form with the parent’s signature,
that student was included in the population of potergspondents.The questions asked of the
students focused on their high school experience, whétlegr planned to go to college and
whether they felt they had been prepared to attendgeoliend about their community. High
school students participating in the focus group intsvsiwere paid $10.00.

Potential harm or benefit:

There was no known potential harm associated witlBtigging the Gap study and thus
none is associated with this study other than thHatlwthe respondents would face on a daily
bases living a normal life. The potential benefits ahhinclude understanding and informing the
general debate within CUNY and the larger society alwdwy black males are not attending
colleges and universities in numbers compared tor a@jhmups of students. The information
gained from this research will foster the developm@nprograms and initiatives designed to
respond to the black male student population atten@bgNY colleges, and to facilitate the
creation of effective recruitment strategies targetiagkomales.

Confidentiality:

All identifying characteristics of the participantstire study were removed and a coding

system was used to protect the identity of the ppaints. Pseudonyms were provided to each

participant to replace the real name of each pgradnof a focus group, individual interview, and
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school. Audio tapes and demographic data were codédawiumbering system. Official school
records containing the identifying characteristics deptial respondents will be kept in a locked
file cabinet in the office of the principal investigattwr,which only the principal investigator will
have access. All audio tapes and transcripts gbditecipants will be kept in separate locked file
cabinets in the office of the principal investigatomtaich only the principal investigator will have
access. As soon as the research participants have ithentified the list used to recruit the
participants will be destroyed. The tapes will betrdged once they have been transcribed and
coded, and the transcripts will be destroyed withiweek after the principal investigator approves
the final draft of the research report.

Tying it all together:

The various sources of data collected for this studwéio the effective triangulation of
data in ways that assist in examining the education@&rexqees of black males in New York City
high schools and determining the impact race, clasgjatet#teeping have on black male students.
By examining the policies and practices of education im#tien and New York City, the variety
of data in this study assist in illuminating issuegwace, class, and education. The firsthand
observations are supplemented by interviews, focugpgreith students, black males and females,
and faculty and staff of New York City high schools.

Supplementation continues with media reports, convensauith social scientists, official
data from New York Department City Department of Educadiaththe Bureau of Justice
Statistics, educational sources such as the Alliance @llErt Education and the College Board
(see appendix 8). Sources from two conferences onitig pf black males attended at Chelsea

Piers in New York City in July of 2007 and 2008, whichuded speakers Roland Fryer, Pedro
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Noguera, and Charles Rangel and data from the ChartedtbtaHouston, Institute for Race &
Justice at Harvard Law School support the data anddidrvations.

The educational experiences of black males within New Ydski@yh schools appear to
be similar to experiences of other black males in themar his research provides an in-depth
look at the educational experiences of Back males, the &fether expectation and school
culture has on the black male. The specific purpodei®tudy is to investigate black males’
attitudes toward and perceptions of education. More iitapthy, the purpose of this study is to
investigate how social reproduction happens in schoolb@ndhe intersection of class and race

affects black males.
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Chapter IV

Voices of Black Males in the School Environment

This research sought to evaluate how black males exped the educational setting. In
doing this, the study reports that not all black ma&eperienced the educational setting the same.
Some students were more successful in school themsptwhere the school setting, culture, and
attitude of the school significantly impacted the etlooal experience. Students who attended
empowerment schools who had more teachers and miielsnof African descent, experienced
school quite differently than students who attendaditional public schools in New York City.
Students who attended private, catholic and academy Iscteqmorted their experiences to be
better than former traditional schools.

Research and the focus group findings show studentsripelfetter in career academies
that infuse supportive, personalized learning, and curricofeected to the academic and the
professional work environment related to schools. Aceete also have targeted practical learning
and college entrance requirements (Kemple & Snigéf0). Students who attended career
academy and empowerment schools in New York City regdlrteir learning environments to be
more positive than traditional public high schoolse Tiotion of students reporting more positive
experiences support the use of academy schools. Accotdiemple and Snipes (2000),
academy schools have been in existence for over 30 yebaseaim over 1,500 schools.

Research findings from their report, which focused on 1,7@@sts who applied to one of
nine academies, looked at how the career academypamppaffected students academically and
found their approach decreased drop out rates, espeiatig the at risk population (Kemple &
Snipes, 2000). The study focused on students who dnieeeeighth to ninth grade year and

followed them until their intended scheduled senioarye-indings also report that career
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academies increased participation in career awaremessha interpersonal support between
teachers and peers. Sites that did not increasatdrpersonal support between peers and teachers
decreased student engagement and increased the dn@beo(Kemple & Snipes, 2000). Student
achievement and engagement were hinged upon posigketestudent interaction and possibly
positive peer interactions.

Many of the students who attended the following empmeat and academy school
describe why they chose to attend their school. The studes#srethat school culture and teacher
expectation are very important to their learning. Inrtdescriptions, the students described their
former schools as plagued with apathetic teachers anohdearning environment. Students
describe their former and current learning environnmsaftool culture, motivational forces and the
various themes identified from the focus group findiigee appendix 7). The findings are not
listed by order of school, rather order of themes. Udjnout this chapter, various schools can be
listed following one theme. In this case, the school & identified preceding the students’
comments.

School culture / attitude (teacher expectation)

Students attending North Academy High School shavtlird greatest graduation rate
among the schools at 87.1%. This comprehensive saclotle grades 9-12, class Sizanges
from 15-30 students, enrollment 1013, and a studepdlption of 2% whites, 83% blacks, 12%
Hispanics, and 3% Asians. There is an abundant ofiteed offered as well as community
support. Attending this type of school seems to afftyel students a sense of pride and an

increased sense of achievement. Teachers indicateohémy students attended the Extended Day

5 The class size refers to the number of full-time teacher equivalent (FTE), thus a lower number does not mean a smaller class size. The
numbers are based on full-time teacher and part time teachers are not included. The student to teacher ratio could be very high if there
is an abundance of part-time teachers employed (NCES).

79

www.manaraa.com



Program voluntarily and did not want to leave. Oraeblfemale teacher, in particular, challenged
the students to think critically. When students didinterstand a concept or question, she broke it
down to a level that made them understand and tooktitee to make sure each student
understood. For example, while teaching economics, she welatd concepts such as supply and
demand to their personal lives. By using examples suctheaxost of Jordan sneakers, the
Playstation 3, or the Nintendo Wii, she would expltiat the cost of the items rose due to
demand. By doing this, the learning became relevant tdutlerss’ experiences.

Students attributed their positive attitudes abaatdamics to their school environment.
Some of the students believed the criminalization @nynNew York City schools were
detrimental to learning and compared their experieimcagditional New York City high schools
to their empowerment school. The following exchange ébetwthe interviewer and the
respondents, which include a mix of levels and gendecribe the students’ thoughts on their
school:
Interviewer: Why are you here? What drove you to come twbblere?

John: | chose this because it was similar to a jurhggh school summer program | attended.
Academics.

Jim: | plan to go to college. | am a senior,

Interviewer: Have you begun the process?

Jim: Yes, | will major in computer engineering.

Interviewer speaking to John: Why are you here?

John: | wanted to go, but wasn’t accepted at firstause my grades weren’t good enough. Then |
transferred from another school. This environmentffer@nt- less aggressive, less peer pressure.
My previous school had lots of police and metal detsc There are two police officers here

compared to ten at my other school. | want to go to Morgan Staténbnot sure of what to study
yet.
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School environment seemed to be a huge factor on theirteshat@xperiences. Students
appreciated smaller classes as well as smaller rd@ragious research found larger educational
settings adversely impacted the learner (Holzman, 20069lig¢y report written on the
criminalization of schools in New York City confirmsetfollowing student’s, Tim’s, thoughts
(Mukherjee & Fellow, 2007). Tim agreed that an environmetitout a host of police officers and
metal detectors produces a better student:

Tim: This is a good academic school and environment. Tdrer@ot a bunch of metal detectors.
The people here push you forward; teachers are henelfyou.

Ron added that teacher expectation and smaller class aie very beneficial to the learner. His
comments support the notion that students in smailevads perform better than those in larger
schools (Alliance for Excellent Education, 2007; Holzn2096):

Ron: ....Like more one on one, they (teachers) pay atteotiwhat you say.

Interviewer: Is the attitude that this school is the Best

Tim: Yes, sort of. Has a great graduation rate. haen accepted to a couple of different schools
(discussing being accepted to multiple high schoolsjat to major in computer science and
minor in social work.

The following student discussed the importance of beinghdrpaople like themselves, African
American teachers, role models, and students whaooarg dell:

Ron: | like this school better, more African Americand people of color.

Considering the positive responses of most students ttédrwlad North Academy, it is
worthy to note that one student contended that shetdvant to attend the school at first for fear
that it had a violent environment like the other cityosb:

Lisa: | did not want to go to here at first; many tofte that | would get beat up because | am
small. | realized that it was a lie. Teachers carkglau were in top ten in old school, gave you

special treatment- would talk to you more, calledyon more. Old school said you (students who
were disengaged) just wouldn’t make it.
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Two black teachers, Wanda and Tina, at North Acadeneryvietved separately,
confirmed the students’ negative experiences in traditidew York City high schools as they
explained their high school experiences. Wanda expldioes one white female teacher in
particular was known for failing students but continugetetich in the school. According to both
teachers, it is not known if the teacher received mggonding, but she taught at the same school for
over 20 years. The following describes the teachegs’ $ithool encounters with their former
white teacher:

Wanda Spelling: Well with me, | had just had her for hoom the year before. And she said
that she was going to fail me when she had me in ckag¢s/ear. She had failed numerous
African-American students for the simple fact that didn’t like them. But she would pass all the
white kids just for doing nothing. She was just a knteanher to fail African-Americans.

Tina Smith: They (the school administrators) weréy falvare that the majority of students that
failed in her class were black, but | guess she was tenured. Shbeva forever. She was just one
of those teachers that you were going to have to go throug

The following student describes why he chose to attéascade, and similarly to the
students who attended North Academy, the larger empowersehool, agrees that the
environment of traditional public schools did not ammege his learning. Ricky attends an all male
parochial school in New York City with an enrollmerit490 students and population of 77%
black, 13% Hispanic, and 10% unspecified students. 3tteol had the best graduation rates
among the schools included in the study.

Because private school data is not readily availtblthe public, the statistics reported
come from the school administrator, where Cascade bad€fi9% graduation and 100% college
attendance rates. The administrator reported that theldotlows the students to college and the
college graduation rate is 85%. Although there areffioial statistics to confirm the results, this

school is well known for producing academically sucagdsfick males. In describing the school

attended before Cascade, Ricky, a freshman, in a fooup gf four ninth graders said:
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Ricky: The work was easy and | didn't like it or its locati@nlot of people would get into trouble;
it was hard to focus ‘cuz the classes would getmeay.

Interviewer: So, what's an example of getting into tie@b

Ricky: You got people yelling and cursing and throvgngf around the room and stuff. The class
was all messy.

His description of his former school implies that thelsnts were in control of the school and not
the teachers.

Positive school culture: High achieving school
Freshmen at Cascade High School appreciated thevpasitiool culture that their private

school environment afforded them. Students creditedsthaller school for increasing better
teacher student relationships. Students also benafitedgositive peer influences.

Luis: ...they teach us responsibility and they teach us everytiahgaes under responsibility like
handling our business, taking care of our grades amd Would be everything a college student

would probably need to do.

Interviewer: Do you think you're getting something imehthat is different than you would have
got if you went to a different high school or anothghtschool?

Luis: As in more attention and more than just a teacher studitioreship, as if a friendship with
your teachers and your peers so that you can, not only@armave help from a tutor somewhere,
you can have help here with your teachers, or an dtietent. (Cascade Freshman)

Tom agrees: There is more discipline here than | wgeldin another high school and it's more
advanced...

Institutionalization of NYC schools

The increased presence of security guards, police officers, eatidetectors in the school
environment of predominantly minority schools negativinfluences the learning experience. A
recent report evaluates the increasing criminalizaifdhe school environment. This environment
seems to be preparing students for prison, increasilikelihood of the school to prison pipeline
(Mukherjee & Fellow, 2007). Students who attended R®AALL High, an empowerment

specialty school with grades 9-12, a class size ofeéollment of 308 and population of 1%
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whites, 80% blacks, and 17% Hispanics and 90% male desicow the institutionalization of
schools impact the learning environment. The sclodbd new to report any graduation and
regents’ statistics. Students are conflicted on teegmce of metal detectors, but agree that a host
of metal detectors are not conducive to the schoot@mwient. The following student, in a focus
group of five male juniors at MARSHALL High, descrild@s school environment:

Dayvon: When you all walk in the front door, downstayi®) have a metal detector and a lot of
security.

Interviewer: How does that make you feel about your samoionment?

Dayvon: That it's bad if we need metal detectors taeto school.

Interviewer: When you say bad, what do you mean?

Dayvon: We’re not criminals, why would you need ing¢¢ectors to come to school but then you
got to think about it, it's actually keeping us shézause JM (his old school) back in the day was
horrible and people were coming in here with knives gads and now that's not happening
because of the scanners and metal detectors, everything les lgetter, which is actually a good
thing. You can't always look at it as a bad thing.

Interviewer: So is it a good thing?

Dayvon: It's a good thing because it keeps us safe.
Interviewer: So...?

Dayvon: ...but then again some people know how to gettilfain here anyway.

Lisa in a mixed focus group at North Academy agreiés Bayvon about the use of metal
detectors in schools. According to Lisa, she conteregbldtopping out of her former traditional
high school because of the prison like environment:

Lisa: | leaned towards it (dropping out) my @rade year, all the metal detectors didn't feel
comfortable, hated going there, the environment, ratter st my own community. Building was

ugly, like cages, looked like jail. Here everyone &kiamily, know everyone, interact with people,
in constant contact with each other.
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Dayvon in describing how the metal detectors make kieh he also acknowledges that
they are sometimes helpful. His analysis seems ctinfli but he notes that the metal detectors
seem to dehumanize him. Students smuggle parapheandlieapons in schools where there are
no metal detectors. In the comprehensive high schdbl wa metal detectors, approximately 15
security guards and at least one school resource offidgagdbe day, where | teach, students have
brought drugs and knives to school. Still yet, this etheould never dream of putting metal
detectors for fear of public backlash. School persogeeerally would not place a host of metal
detectors in a district dominated by wealth and wbatents.

In one incident at my high school, a school administratandohaze in a white male
student’'s book bag. When the appropriate action of sugpensas suggested, the student’s
parents called and said no such thing would happen. A bilatkwho was caught with drugs, did
not encounter the same response. The black male whoawtaditionally good student,
academically and behaviorally, was arrested in aichaod taken out with handcuffs during the
school day. All his senior privileges including attendingnprwere removed. This is not to say that
he didn’t deserve punishment, but punishment shouldrstent for all races and classes.

Nevertheless, this same divide exists in many ingiitstin American society including
our criminal justice system. Race and class disparéxist with drug offenders and misdemeanor
and felony offenders, where a majority of inmatesNew York State and the nation are
incarcerated for drugs. Forty-three point nine-one grgrof inmates in the nation are African
American and 18.26% are Hispanic (Human Rights Watdb3)2@lack and Hispanic, make up
the majority of inmates although blacks only makel@®2% of the population and Hispanics

12.55% (U.S. Census 2000 records. See figures 1 and 2:

85

www.manaraa.com



United States Population By Race State and Fed Inmates By Race

e —

Black
43.91%
White ‘White
65.13% 34.72%
Black
12 324
Hispanic
Other
12.55% 8% Hispanic ane
18.26%
Figure 1 Figure 2
Source: U.S. Census, 2000. White and black excludes Source: Department of Justice, Burealusfice Statistics,
Hispanics. "Prison atadl Inmates at Midyear 2002," April 6, 2003.
Whand black excludes Hispanics.
HamRights Watch Report, 2003.
Appearance

Another student in the same focus group as Dayvausied how attending the specialty
school made him feel. According to Vaughn, wearing-ttart with the school’s name on it made
people treat him differently, perhaps better.

Interviewer: When you leave school, you go homeplpesee you with your MARSHALL High
school shirt on, do you take that shirt off when youddeere?

Vaughn: No. | keep it on.

Interviewer: So, how do people respond to you on thi@? You get a lot of attention, from
whom?

Vaughn: Pedestrians and everything.
Interviewer: Do they look at you and give you respect?
Vaughn: Yes they do.

Interviewer: Do people treat you differently whemymve that shirt on compared to when you
have something else on?

Vaughn: Yes.

Interviewer: Give me an example of how they treat yiderently.
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Vaughn: Sometimes in the train station, you have gdare no nothing, the guy he won't let you
in, like if you're all dressed down baggy and evenghiut if you've got like a shirt that says
MARSHALL High and he’s gonna let you go, he’s like go éhgau know. My metrocard didn’t
have no money on it and | was coming from school lagxl he saw me. And he saw | didn’'t have
no money. He was like, “Oh, you can just go througmtiAe buzzed the door.

Interviewer: ‘Cause he saw MARSHALL High?
Vaughn: Yeah

School culture / safety (from students)
Students at all of the schools believed that a schibblfair rules and staff who genuinely

care about students assist in feelings of safety.eStadwvho attended Atlantic Academy, an
alternative school that admits students 16 or oldeuskstheir experiences with school security.
Atlantic Academy is an intake multi-site transfehaal that includes family group, a homeroom,
which allows for a more therapeutic environment. Sttgleeport that they can tell their teachers
anything. Family group has a leader who is self-appoiateldheld accountable for the students. A
female principal serves as the matriarch for the schwaab generally aids students to perform
better, according to Dr. Thompkins, the lead investigatohetarger project. The various sites are
throughout Manhattan, some have a dress code and othets don’

Students attending Atlantic seemed to benefit frorm #maller more communal
environment. Their responses supported that notion shaller class environments, less
overcrowding, can build school pride and self-esteéhe students explained that attending
Atlantic, as opposed to larger schools with uncariregtters, allowed for their educational
reengagement. Students reported their learning was ethahyg better student-teacher
relationships and a variety of pedagogical technigBaslents and teachers are on a first name
basis and teaching strategies include direct, studehtaoperative instruction. Upon observing

Atlantic, the school appeared to be an empowering emvieat without much conflict. Students,
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who were older, average 16-17 years of age, seemoeel serious about their learning especially
following several false starts at traditionally largestitutions.

Atlantic Academy’s graduate rate was 16.6%, the setmwelst rate after Plain Academy
(discussed later). The school is 39% black, 54% Hispd% white, 2% Asian Pacific Islander,
and 1% American Indian. Attendance rates were a §%.6Vany of the students who attended
this school had not done well in traditional setindput appreciated the family-therapeutic
environment. The focus group consisted of 12 blaakenstudents and one black male faculty
member who attended Atlantic as a youth. The followmgraction highlights the students’
perceptions on school safety:

Interviewer: Inside and outside of your school, what liket?

Steve: | feel safe in school cuz there are certaiasrand restrictions. We learn how to live with
each other.

Rob: | feel safe in my neighborhood (in school). Thectlr will talk to you and speak to you if
there is an issue. She wants everyone to stay in school.

George: (staff) One big word we use at Atlantic is mwamity. A prime example of holding
everyone accountable, if something is going around, weead them.

Steve: We have an advisor with family group (homeroAnspuple times a week in the morning,
we discuss problems in and out of school. Theythelp you with your problems.

Joe: | am attached to my school deeply. | was gtingugh a hard time, | was 16. People were
mad nice. My old teacher would give advice. | amcaiga to my school; | was going to get kicked
out because | violated school policy. | said thatduldn’t go to any other school. | didn't get a

hair cut, didn’t really come out and started eatingsleBhey (the school) let me come back; | was

happy.

Rob: Before Atlantic, | had no plans to go to collefeey really cared about, cared if you really
passed. It made me like school much better.

88

www.manaraa.com



Students in the focus group described many of theirdosuohools as environments that
were counterproductive to learning. There were sersadisty concerns in the schools attended
prior to going to this alternative school:

Interviewer: | want to talk about school securityvd’ seen schools with and without metal
detectors. Many alternative schools, last resaoty’'thave metal detectors, meaning for some last
resort. Anyone want to talk about security, metal detecyour school and or other schools and
the relationship between students and security staff?

George (staff): | want to turn this over to the studeis,one of our locations, we have one school
safety officer. She does a great job. The students respeQurasther site (in NYC), we share the
building with other schools, there are two safetycef. There was an incident that changed
things recently. Could someone talk about what happened?

Joe: There were two incidents. One was some kirabofb threat. Then there was something
about a student not being happy about how he wasetteat the past. We couldn’t bring any
electronics. | came to school and there were like 8Qrgg guards...like the airport security.

Jim: My old school, there was security. It was onthefbad schools.

Interviewer: Do you think security was justified? Waseitessary?

Steve: Oh no, no.

Students continued to discuss the impact increasemblssecurity has on the learner. All
the students at the various sites had negative thongsy about the large presence of metal
detectors in their schools. Many felt as if they wereatiending school:

Interviewer: How did it make you feel? Did it make yal fieat you were in a dangerous place?

Jim: | had family that had been there for a while. ¥oaw, they told me that everything was fine.

Joe: | used to go to ...high school and there wasr#gan there like the airport. The way that
school is...there are like three different proje@sns in the school, it's crazy.

Rob: Before this school, | went to ...school. | thoughtas the worst. | used to come in the
morning and you had to take off your bag. You hadke off everything. Felt like a jail... And |
don’t think that's how you should start your mornof§ You could be having issues out of school
and then you have to come and deal with that.
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Other students acknowledged the need for securityfdiuthe means of achieving a secure
environment was ill-suited:
Interviewer:Do you think that it was necessary? Was securityfigd#

Jim: It was necessary but....they didn’t do anything alioif a fight broke out...ok there was an
area where people would go fight. There are no cameras.the

Interviewer: Did security know that they were fighting?

Joe: Some security would, but they wouldn’t do notlingut it. Some were in gangs too...they
were cool with the gang members so they wouldn’t danmgpabout it.

Rob: | just want to say, my school...l didn't likeTihere was nothing there for me. My school was
right next to my old projects where | got evicted frordi@ates his lower SES and family problems
that can adversely affect learning). People woulchedrom my old projects and just rob people.
There would be a bunch of fights for no reason.

Interviewer: So people would come from outside of theadeh

Rob: Yeah, they would tell the parents don’t send ks with any I-pod or nothing. Cuz people
from my old hood would rob them.

George, a staff member in the focus group who also wehtidntic, described what made
Atlantic Academy unique. He described how the instituttreated a familial environment that
assisted students tremendously:

Interviewer: Would you talk about the intake procesAtkntic?

George (staff): Atlantic is a multi-site school. It iganisfer school. Students have to be at least 16
years of age, already in a school setting. Some wilesake them with a minimum of 10 credits.
Umm. Some other sites take them with a minimum of eigtiits and at least one regents exam.
So the process is first you come in and sit for the test, which rg hagc test. Then after the test,
you're invited to come back for an interview. The mvisav is conducted by at least one staff
member and two students from a particular familyugrdNormally, who ever you interview with,
that’s the family group that you would be a part af.v& don’t do votes in terms of students, we
come to a consensus. And that's how a student is taken i

Interviewer: Not anybody can go to Atlantic Academy?

George (staff): Not anybody can go to the Atlantic AoadeWe allow students a time to get
acclimated to our community. We don’t want everybddg.are not a violent community, where
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people will disrespect or come to fail. | am veargight forward. We want people who want what
we have.

Joe: | was shocked with the whole family group. $ @faid because | had to deal with that. | had
to go back and meet with another advisor.

Interviewer: Does the family group hold each other accodatab

Steve: Yes, the leader will help control the whotaugr
Students in the focus group expressed differing opinegerding security guards in the

high school environment. Some had better relationshipsssiturity guards. One thing that the
students seemed to agree on is how the presence ofdetetetiors in their former high schools
created a prison-like environment:

Interviewer: Can anyone speak about their relatiopshwith security staff? Good relationships,
bad?

Joe: To be real, | don't really like this one secugdtyard. She is mad stank. | don'’t really like her
attitude. The way she talks to you. | cussed her outthfteone incident.

Jim: Personally | like her. She does have attitude. dgfs a female and she’s doing her job. |
always say good morning and chat with her. I'm solrgee you giving me that look, but she’s
cool with me.

George (staff): There’s a part where she has to beefat and that's what the students see. She’s
good for the community.

Joe: There was this one security guy, this Asian dude standing there talking to my boy, not
even five minutes, and he come saying, ‘you gotta leave.’

Miguel: People at other sites have better relationskifte some security guards.
Jonathan: Security guards scream too much.

Vic: In my old school, the metal detectors was such sidas

Similarly to students who attend Atlantic Academygsih at Central enjoyed the family,
therapeutic environment, the alternative school affdrthem. Students add their commentary

regarding school culture and describe their former sehonot as supportive of them. Central
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students had the third worst graduation rate of 30.6%. Howevdgrgmto Atlantic and Plain, the
students benefited from the therapeutic environmigdachers and students like most alternative
schools were on a first name basis. The teacheke sy encouraging their students and contrary
to popular belief about students at Cascade, satdthka worst behaved students were from
Cascade. Teachers at Central report teaching studeatare rejected from larger society. Faculty
report Central has a nursery, social workers, fundmtgragular staff from the board of education.
The students and faculty members explained that annatrator at the school is actually a
graduate from the school who returned to give back to thencanity.

Terrance: | had violent relationships with teachers anedu® talk back a lot. Now | see it was not
the teacher’s fault and that | need to graduate.

Justin: At my last school, there was no respect wieispoke. The teachers would talk to us and
not let us talk.

Bernie: Central provides support, family group, where are able to talk out problems and not
resort to violence when we’re upset or angry.

Terrance: Central does not go by the book, they show namnpassion, do what they can to help.

School Culture (from educators)
The mixed gender and race group of teachers confirmed thatstugsponses regarding

the amount of support given to students who attend Cehtralfaculty discussed how caring for
the students really helps their students tremendoushgré\of the odds many inner-city students
face and the culture of poverty presented to studentsclto®l aims to combat the adversity that
students face by proudly advertising college optionso#ling to the staff, many students do not
know or think, prior to attending Central, about attendiolgege. Key concepts for the school
include leadership, emotional intelligence, and irdiiai skills. Central is also smaller allowing
for more teacher-student interaction. The school has @ppately 600 students and is 59%

Hispanic, 37% black, 3% white, and 1% Native American.
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Interviewer: On one hand, what makes Central diffefeain other high schools, but more
importantly, what you as teachers, you all are teasheee as being different in terms of the
students you deal with? What's the focus here at Central?

Mrs. Jones: | am going to start with what makes t@emifferent. Being here for so long, since
1982, I've kind of seen us grow in many differeneéadions. Central has always been a place
where students have been discarded by society. Sodple peho work here are very conscious of
having a social justice, that feeling of, we are hienea reason. We're not just clocking in and
clocking out. We're here to give everybody an educatimhan education is not just about book
education. It's more about how do we live in this W@rHow do we cope in this world?

Interviewer: So let me ask you? Are you talking abowliatic education approach?
Definitely, definitely.

Interviewer: How do you keep them (young black and by@tudents focused on the prize, which
is that high school diploma? Right, while them haumgleal with all that other stuff- home life
and their community. These are conflicts.

Mrs. Jones: Well, I'm going to slightly disagree wytbu. | don’t think the prize is only the high
school diploma. To me that's a dead end. | think we have a biggetymaldo we develop young

people that are empowered to take on all the diffiesiland I'm going to be very specific. Me
being a mom, seeing young moms struggle, trying to pugsthin place and trying to be on time,
bring the kids in, trying to be good parents, havimgjatjue and putting out to the various people
at Central. That's one of the components. Central g@@mmunity that's very safe. It has in place
social workers, a family group, teachers who take on the goding la mom or a dad, so that’s in

place. We've got now a nursery with teachers, a wdotlsupport staff and with a social worker
also.

Interviewer: So all you have here, you don’'t have at atbhbools?
Ms. Smith: No.

Interviewer: So let me ask this. How is this fund&a® have processes in place that require
funding. How is this funded? Do you do it in spita tdck of funding? How is this possible?

Mrs. Smith: Well some of the things, positions thags talking about are regular staff, board of
ed teachers, like a family group teacher, funded by daedoof ed.

Interviewer: So they’re teaching classes and doingdthisr stuff?
Mrs. Smith: Yes, many roles in this school. And timeme are grants | believe and also other
programs. I'm not too sure where they are funded froamlassuming from the city or maybe

even some private agencies.

Interviewer: Let's go back.
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Ms. Joseph: | want to say something else. | wanntierscore the community piece. One of the
things that | am always impressed with is that gniaduating students always come back. It makes
me feel old to see someone in their thirties come dadksay | want my daughter to be in your
family group. It's a compliment. On one hand, | also say we#tilalidn’t figure out how to work
the problems. We have another child now coming intsystem. But the other piece is, when a
mother says to me | believe in you so much that | am giving you mhyTahiine it shows, one- that
we are very successful and that she knows this is a safe ngrtonmmunity. Two we have a great
dean here who graduated from Central.

Interviewer: Your dean went to Central?

Mrs. Jones: Yes. | remember chasing him in the hgliwg was studying to be a lawyer and he
decided when John was principal he wanted to come dadke said you know John, I'm going
to take a break and | was thinking about giving bactheocommunity. | don’t know how you put
value on that. But, that's something that | see over aed o

Interviewer: Was Central an alternative high schoatlbthen?

Mrs. Smith: Yes it has always been. It was one diirdtealternative high schools | believe in the
seventies. | wasn'’t there then.

Educators from Central High discuss how they percklaek males value education. At
Central, the school staff stated how No Child LeshBid is adversely affecting the students. The
staff report NCLB forces them to teach to the testich largely doesn’t work for their students.
Hence, NCLB is seen as maintaining the status quo because it bdaffesss inner-city students,
where social reproduction of the lower and working eéasgcurs for students of color.

Teachers speak of imparting social capital and the niapce of smaller schools for
students. The teachers also discuss the importarfeendy involvement regardless of race. The
interviewer and one black male teacher discuss thenpriie of passage, quite evident in the black
community, and its effect on black youth. One whiid ane black female teacher and two black
male faculty members give their critique of NCLB and sthrogeneral:

Interviewer: In terms of Central in general. Onetbé things we found in other schools and

education in general is the focus seems to have goag &tom educating students to preparing
students to pass state exams, regents. Can youbailk the effect of the demand placed on you, if
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there is a demand placed on you to produce high resuiteat affect does this have on the
educational process and processes to produce hights@sul

Mrs. Smith: Well I'll talk about myself teaching aucse called Living Environments...Now that |
have to teach to this regents and kids who are tuofe@tom this. | have to consider how many
lessons to spend on a particular unit...

Interviewer: So it affects even the teaching process?

Mrs. Jones: Oh yes.

Mrs. Smith: It goes beyond the regents and No Child L&inBe

Interviewer: What is your graduation rate?

Mrs. Jones: Well it's difficult to assess. Theredscohort, we have rolling admissions and most
are not graduating in four years. A third of our studegitaduate. There is a 10% drop out rate.

Interviewer: Do you think black men value education less?

Mr. Woodson: | believe black men have been socialized to edlwetion less.

What do you mean?

Mr. Woodson: | am a black man who grew up in the ditye nucleus is peer dynamics. It was
more socially accepted for the young women to gohoacand be productive. | am 31-- times
have changed. Now women are expected to be in jail too.

Interviewer: What about black men?

Mr. Woodson: | knew that | was going to jail. | grew upghvjail as a rite of passage.

Interviewer: Did you go to jail?

Mr. Woodson: Yes.

Interviewer: Me too, SO you saw it as a rite of passag

Yes.

Interviewer: So what do you think? You deal with blaten and we disaggregate race. | am
talking about black Dominican and Puerto Rican men,cAfr American urban, suburban,

Jamaican, Haitian? What do you see? Do you see btk valuing education differently or one
of the groups seeing it differently?
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Mr. Jackson: I think the only reason anyone would disva&ducation...It's not about race. It's
because you don't speak about it often enough in the.hom

Interviewer: So you take it back to the home.

Sure. If my mother had not told me that you should gahtmogcl probably would not have gone to
school. If I would have gone to aviation as opposeghtather school, | probably would have been
a high school drop out. It was what | wanted and vdiegt wanted. School was the exception so |
don’t think it has anything to do with race. The coma#on isn't all about race. | was a cub
scout...alter boy stuff. | was always involved in thiNgs.weren’t even thinking about jail.

Interviewer: So you didn’t question the concept of gtingpllege.
No

Interviewer: Realty, fewer men involved in higher aadion, not just black men. Do you think
black men disvalue education more? Social demographtbe student body.

Mrs. Jones: | think that it is more socially acceptedthe men to not go to school. Like it's more
of they have to put on a front of I'm a tough kingbefsona. | don’t need it. It's not important to
me. It's more important to be with my friends or e tstreets. Like they’re more interested in
music and playing basketball and those things. Bbink sometime if you get them one on one,
and when you really start talking to them about winaytwant from their life, you'll see they
really don’t want that road. They’re just not sure hiovwget there, the steps to get there.

Mrs. Smith: It goes back to the beginning stages of emca¥ou have to look at social
economics as well. | think when kids are born intwegsty they have less chances from the
beginning. Like they aren’t educated from any earlige.aThey enter kindergarten at a deficit
because you have working parents who don’'t have theunesxy perhaps or the education
themselves. So from the beginning the children arstading off at a level playing field. And it's
almost a constant game of-

Interviewer: So here at Central do you find the yoamgn in your classroom, do they accept the
challenge? Do they want to be pushed? How do they respdrging pushed? Anybody?

Mr. Woodson: | think their response to being pushesitb do with who they are as a person. Like
me personally, after | went through my jail ritespalssage- | was ready to be pushed. | could be
challenged and not break apart emotionally. But itllsedas to do with the collective person.
What are they prepared to do? How do they see themselves?

Interviewer: How do they see themselves? Well youvdaen we went to Cascade and | agree
with what was said earlier about being linked and conmketiet when we went to Cascade,
students said that, ‘we appreciate the discipline. Wéat to be pushed.” When we go into the
streets and talk to kids in other programs, [they saghbody is pushing me. | don't feel
accountable.” So it seems like students are lookingdoountability? Someone to be accountable
to? Do you find that is the case here?
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Mrs. Jones: In a different way then Cascade High Schbdhink that we take a more
developmental approach.

Interviewer: What do you mean developmental?

What | mean is that we meet every kid where they ardamgl them wherever it is that they are
going. As an individual. So I have plenty of black sébat go to school here that can be pushed.
The ones that | am most concerned about are not thaetaye are working with them at the level
they are at. So at Cascade they would throw them out.

Interviewer: They would throw them out into the ds@e

In a hot second and so | think...My biggest behavior Iprob have come from Cascade High
School just to let you know.

Mrs. Smith: Yes, yes.

Interviewer: We need to talk about some of that.stifére is something going on. Where it takes
a little time and maybe a little more time for othersatork through that barrier that says, ‘they
are not pushing me. I’'m gonna put it down. I'm gonna & yp." How do you get through that?

Mrs. Smith: There is a problem dreaming.
Interviewer: What do you mean? Elaborate please?

They have a hard time envisioning what they’re goooé& like when they are 25 and successful.
They say to me. Miss, Ma’am, whatever they call ‘hdon’t even know if I’'m gonna be alive
tomorrow, much less go to college. What are you talkimgi?boY ou don’t understand what my life
is like. You don’t know what | go through everydayu Yiave no idea.” So part of the process is
kind of breaking down that actually we do understandyii | haven't lived it but | got a good
idea. There are a lot of other people who have litredugh it and you can live through it and
work around it, grow past it.

Mr. Jackson: That to me, we call it learned hopelessnif you really ummm have any realistic
plans to helping this young person get to where theyt weaand can go in life, you have to
systemically challenge the | ain’t shit, | ain’t g@anhe shit and it doesn’t matter [attitude]. That
whole ideology and belief system. That’s just her thinking, st her psychology that it doesn’t
matter. We have children, people who have been toid freople, family, media being told that
basically they ain’t gonna be shit.

Interviewer: Who are they?
Mr. Jackson: People of color.

Interviewer: Are we talking about men and women?
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Mr. Woodson: We are talking about men and women exactipleatfically--
Interviewer: Poor black men and women.

Mr. Woodson: Poor black men and women who have uutsmeverywhere. It's insidious. It's on
TV. In the street society, money is everything.

Interviewer: So let me ask you something. How do bizerk treat black men?
Black men treat black men horribly.

Interviewer: Really?

Mr. Woodson: Of course.

Interviewer: What effect do you think that has omdarpicture? The way we feel about ourselves
as black men.

Mr. Woodson: It has a negative impact on us. When awianis to teach a cub how to hunt, she
doesn’t say. Sit down and listen to what | say. She says sit doenjungle and watch as | do. So
in order for young people to reproduce love and sedpect and have hope and vision. They need
to see this done first and foremost, by the male fguréheir lives.

Interviewer: Your students are coming out of what gfjpgommunity.

Across the street, so they are coming out of a loweéalse@onomic community.

Mrs. Smith: But they do come from all over the cignfiCascade, from fancy private schools.
Interviewer: What is this saying? Are these young tmgng to measure up... they don’t have
their mother and father at home. We talk about the gimts. Poor, rich kids also have issues. Are
they the same or different?

Mrs. Jones: You're asking what do we do here?

Interviewer: Yes.

| think it's the connection. Even if they aren’t domegll in school if you can make a connect.
That's what we try to do here. Programs with adulist the fact that they call each other by their
first names is one step right away, that lets kids kiln@ne is something different about this place.
We have the family group. We go out of the way. Somedowkisg out for you. As opposed to

these big schools, where they are sometimes overlobkadk it's one of the major things that
Central holds.
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Mr. Jackson: | also want to jump in on that. It is@lthe fact, that | started college advisement a
lot of the kids didn’t even know they could go titege. No one ever spoke to them about it. They
didn’'t even know that it was an option. They knew that itezkisir the white kids but not for them.
For them to be looking at the SATs, ACTs. They are lgakirexaminations where they are no
longer shut out, they can be apart of the process.hdwa to remember we live in the new age of
immediate gratification. We don’t have stylized studenésh&ve students with a lot of style. But a
lot of the kids here are starting to realize becawsedid a study with a Census Bureau that | got
off the internet that if you only or you don't graduatigh a high school diploma, you make like
$269 a week or something. So we kind of broke it down and said iwnmoney is $269 a week?
If you really want to talk about it, a pair of snea& is probably $175. $269 is nothing. When they
start to disvalue the fact that my god, | have to wait such a longdimas feducation, they are not
reading the fine print. | can go to a two year and thep on over to a four year.

Jackson’s comments about teaching college optionsntr icity youth illustrate social capital in

action. This research maintains strong schools witlgrams such as the one defined by Mr.
Jackson can assist at risk youth tremendously and cooaldtaneously lower high school drop out
rates and high imprisonment rates.

Interviewer: Okay let me ask you this. Do you find tids skip high school to get their GED,
where a GED means the same as a high school dipl@amab? Do you find that to be the case,
where kids skip traditional high school, get the GEDhst they can get to work quickly?

Mr. Jackson: In my experience, most young people thmlGED process is easier and that it is
not rigid. They are misinformed where they think@#€D test is easier than going to high school.
| happen to believe that going to high school is aelagier. You are responsible for four years
worth of stuff in an eight-hour exam. | would jdst the four years and just be done with it, but
that’s just me. But what it is really about with tG&D-a lot of the young people think the hours
are smaller and there is less structure. Some ohtpge to school to really get their GED, some of
them go to say they are still in school and you can’t kiekout mommy kind of thing. You know
what I'm saying, that sort of thing.

Interviewer: What I'm finding and part of our policy recommuiation is that we increase the value
of a high school diploma. And part of it can be rfig advice; you can go to college and then
demonstrating as you do the value of a dollar.

Mr. Woodson: The reason they lowered the score from 65 (requirement for regents exams in
NY State) so that kids can get a chance in the CUN&nsyBut it is a catch 22, if you don’t get
over a 65, you still have to take remedial clasgesoilege. So when we talk about educating the
black male, we need to teach them the fundamentalgjstdéaching them how to pass exams. It's
for life. But we are talking about raising a bar fahat, when in fact the bar has been lowered by
the state.

Mr. Woodson raises concerns with testing in NY Stateahie height of NCLB. It is

important to note that the Board of Regents phase¢hleir65 standard for graduation on five or
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more required regents exams in 2005 to receive anReBgploma. Students with disabilities, e.g.
classified as special education, still have the low-ppsen of 55-64 for a Local Diploma.

Interviewer: Let's forget about raising the bar ihat perspective, in something real to the
students. How do we increase the value of a highosdiploma, their drive to stay in school for
four years?

| don't think it's a social thing. | don’t think it what can we do. Look this is the road to
success. This is how you do it. There are somenkidsveer off and yeah they digress thanks and
they decide to get the GED. But with the GED, you alse @ put in your head, if you didn’'t do
the four years of English or three years of mathwa days that’'s one hell of an examination- if
you never went to school. So then the state stilematoney off of us because then you go to the
GED, where the state will pay the CBO to service fweryone is making money.

Mrs. Jones: | think that a high school diploma and GiBRoday’s economy-neither one is very
valuable. If that's your terminal degree, then you amrking at McDonalds. To me it doesn'’t

matter if you have one or the other. It matters if'g@going to college and which one you stay in
and complete. We have our own GED, we know kids canthelcseat time- homeless, life

circumstances and they won’'t go to the CBO- we lose #teme developed our own program

here. We pretest them, we have our own little number. It'©ransystem of accountability that we

have to belong to. We fund it out of our regular tay lewrdget and they can complete high school
and they participate in the prom and graduation. We'tddevalue that. We say feel proud of

yourself. Be happy that you did that so now you can roav® the next level as opposed to
nothing. As long as it is taking them to the nextllecollege.

Interviewer: So how is that working out?

Mr. Jackson: It's working out wonderfully, a lot of tkiels graduated and have GEDs, those who
have not taken the SATs, this November, students wialkethe LaGuardias, BMCCs (local
community colleges in NYC). They took on that respiitgi Even the kids, who graduated
before, come back and ask what they have to do.

Mrs. Jones: And our high performing kids who receivede®Gust speaking to one young man
today. He took the SATSs, he’s been accepted to lleges, he wants to apply to four more. But he
doesn’t want to go to college right away, he wants to go abraaalyear and wanted me to write
him a recommendation to go abroad for a year before htssto hey GED!

Mrs. Smith: | was going to say that too. | found tloatsome of the kids that are older. It's a good
step to take them to college. Like you said theydastt get it together for some reason or
another. | think it's a good thing and the kids whaven't been in school- they don't pass it.
Usually the ones, who have been around, can pass it.

Mr. Woodson: | want to flip the whole concept of the valueeo&BD. We live in a society, where
on average in NY State, they are only spending $98@@amaper student. So where’s the value in
that? | think there has to be more systemic change aldmitisvimportant in society.
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Interviewer: Right so check it out- when | say inceeti®e value of the high school diploma, not
from society’s position or the teacher’s positiortloe board of ed, but from the student’s position.
We have people who work in cooperation with the schoaollifig internships with private
corporations, for students to work... They pay them $arbBour to work in a studio, attorney’s
office, then you have situations where people likedgewyou push them into college and say look
this is not a terminal degree. Those are two exangdlé®w for the students the value of a GED
or high school diploma has been increased. So now we lnlowpf students in high school see
the high school diploma as terminal because thexginédbeen told about college. Therefore it has
little value because they see people in the communoityiryg for minimum wage, so they are like
why should | do this?

Mr. Woodson: That is pretty much what happened to nteod back at my mother and my
stepfather and they weren't really explaining to meedbncept of struggle and | looked at them as
a 17, 18 year old kid, | was not picking that. lirgpto high school meant | was going to end up
with a dead end job with a boss | wanted to chokermittome home, then | ‘m gonna try my luck
on the streets. | definitely understand your poinw mtbout increasing the value. We have to begin
to explain to our young people, it's really tough tolakpto kids who have been trying to do this
for 12, 13, 14 years- okay you're going to get your diplomathed there is more school. Keeping

it on the | and the present. That's the last thimg kid wants to hear. We have to make changes to
the way we view education.

Interviewer: What we are doing at CUNY is incregsour relationship with community colleges
and particular schools. John Jay has done away w#hagisociate degree. So the focus is to
increase the relationship and say we expect you to g flaur year school. After you do a
semester at community college, you can come takeuesec at John Jay. A lot to consider.
Stereotype- people say, ‘if you get into a commuoaiiege, what you weren’t smart enough to get
into a four year school?” How do you combat that as aegellcounselor?

Mr. Woodson: | went through that, sold drugs atbtiigh high school, went to school in the hood-
Jamaica Queens, came home from jail, got a lot of stgat signed up for school. | had to take
remedial math and English. Had to do what | had to do

Interviewer: So what made the difference in your lifedfatAmade you different than the other
young men your age who were selling drugs?

Mr. Woodson: Desire for change, jail, but that is tie# answer. Some who go to jail- it's like a
party. | had support from others.

Mrs. Smith: What do you tell your students about tryanfpur year college considering your
experience?

Mr. Woodson: | tell them to take one step at a timgalfprocess that’'s unique to them. Whatever
road your path has to take, that’s fine. | had to ted@edial math and English but it wasn't the
end of the world.
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Interviewer: Well that feels good and sounds good. I8zxlkc this out. You are dealing with
students who have to work to buy their own clothesids say 2 years, 4 years, 6 years, how do
you get them to rationalize that when they need money now?

Mr. Woodson: We do a group (other programs the scbifels) that discusses the value of an
education, very similar to what they do. Where we dtistital analysis and compare a person
with a high school diploma, without one and one withodege degree. On average life time
income: A person that does not graduate from high @cimakes on average $616,000 in their
lifetime, a high school diploma 1.2 million, and arfogear degree 1.8 million. Purpose of group
mirrors the information. How do you want to live andrtlggve them an economic break down in
society and then say what's next?

Interviewer: You sold drugs in high school, | sadpy for my college degree and | was in the
joint. If you were in high school, would you have hsi@ to that advice?

If it was presented a certain way. It has to be preskim a suggestible way.
Interviewer: What's the relationship with Central Coomity and the larger community?

People know we exist. We have received funding. | &iawther issue. CUNY started this Black
Male Initiative and | was there when John Hope Frankjioke and | adore the man, but all the
dignitaries were there, the chancellor. The studentslew¢o be there. | was bummed about that.
Another issue, when | ran my Latino coalition | incluéedrybody, the BMI should not be only for
black males it should be the male initiative. Johy Bas cut programs- like College Now, which
would be beneficial to our kids.

Interviewer: Let me say something, that's what we T™oe emphasis is on underrepresented
groups. We understand the process, can’t say blaclowtittaying brown or poor whites. Where
can communities be strengthened?

Mrs. Smith: You have to design the program. If you are under themassire from the Board of

Regents, criteria, so you may make standards more Bgitiwhat you are doing is cutting out my
whole population who wants to get to John Jay becaugeattecall into CSI. They can only go to
the two year college and consider transferring.

Interviewer: What can we do? | am independent of CUNYaana researcher at John Jay, what
can we do? If we cut College Now and the associatagrgam- what can we do? What has to
happen?

Mrs. Smith: We have college writing, we have the regaefs work that we have to do. | wish we
can right all the educational wrongs that have beenedto them. | think a school system that can
address the needs of the kids is what we need. Nashitdren are brown, my children like myself
are not going to know until high school that some don’t go tegel It was not an option for them
as it was not for me. We get kids in high schoa verad on the @ or 5" grade level, a school
system should not allow it. Parents also need to ateoc
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Interviewer: Students can’t write today and | have wenht who is getting his master’'s and he
cannot write, how is that possible? | will not aptéheir papers. How did they get there? What's
happened?

Mrs. Jones: | think regents exams are trying to do tieat. Older tests had more multiple choice
and not a lot of writing. | went to school at Columhiad people were learning how to write and
going to the writing center.

Mr. Jackson: A lot of our students are looking at twear schools, maybe fear of the ACT or SAT,
one young girl enrolled in College Now at LaGuardia.

Interviewer: What can we do to have more students @entral High attend John Jay?

It would be nice to have Columbia and John Jay along griaduate students have people come
and have conversations and relationships with our studeiht$oesn’t involve money.

Mrs. Smith: For me, the goal is to have a varietdiierent messengers. Someone they can relate
to. Students have a host of problems- homelessnassm@i be the place where they get their
only source of food. Need staff that can work withsthdents, social workers, family group.

Mr. Jackson: When | was at PR (speaking of another schobiled trainees, they were black,
Russian, Bengali from all over. They came to teachitisead the kids learned.

Faculty at Central High provides policy suggestionfntwease educational outcomes for at risk
youth. The concept of having college students developtarnieg relationships and having
dialogues with high school youth should occur in all sthd_ocal college students could receive
community service hours and recognition from their galland the high schools.

The faculty at Hudson just like those at Centrasalibe how the small therapeutic
environment benefited the students in their ATI, Altaugato Incarceration site. Students that
attend Hudson have all been involved in the criminaigessystem. The following exchange
highlights the programs at Hudson between the int@erieand four mixed gender and race
faculty:

Interviewer: What we should begin here is basically hatNs the role of education in your ATI
program? What programs do you provide... to the students?

Mrs. Gale: So, we have tutoring components where is olvie with which is just testing, basic
testing. One is... kind of an internship, job readscaver...the other part is kind of an academic
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piece where we try to get [students] toward the GED essentiallyjwe work] from the literacy
level all the way to the high school level and nowndweyond when we gonna try to give some
stuff that is both on the high school level and collegel.

Interviewer: So, you say pre- college, college prep. Alitrigo let me ask, what do you think and |
don’t ... ok I teach two tracks, one track is ABE GHid aollege prep and the other track is
career development...Why do you think your program igeliffércom other GED programs?

Mrs. Gale: Well we have small class sizes, we hawe teachers in the classrooms than other
GED programs have, we also have the ability to kindismrounicate as a larger group during
the... setup services like for example we have thiiaémapy in our program.

Interviewer: Well, what is Art therapy?

Mrs. Gale: Well, mainly | work with the team of spéevorkers and hmmm we’re part of the
Mental House Services component of our program sanithr therapy we do individual work
and also we do group therapy work. So in that group therapy is hkerpsycho-educational work
and so we talk a lot about hmmm choices and controversigiitigi and we work on interpersonal
skills and that’'s more of emotional supportive comptnen

Interviewer: So, support for the participants fromestparticipants from staff...ok. So, what other
programs do you have that are part of them that issmoNot necessarily the career track right?
Before career track what do you have in place that allinesndividual to develop?

Mr. Jones: Day care. When they first come in the doey; theet with the team leader direct to our
case management and then they are able to get assmsent that is needed. They get the
Individual Life Case Manager who then comes up with likesatcspecific trial and they track
{them]...

Interviewer: So, you develop the plan for each of thentdi

Mr. Jones: Yeah, | think gender doesn’t control as aenaitfact.

Interviewer: Yeah, talk about that.

Mrs. Gale: So, basically case management like Mr. Jsaigswhen the participants get to come to
our program they meet with the team director, afteout one or two days they get the Final Case
Manager. Once they stop working with the Case Managsr gfet to find to...they actually start
going to assessment and the assessment basically niedns you know we have to obtain
information from them in education, employment, thidliegal involvement, their living
environment, peer associations so that we can basiczilgirgoverall view of [their needs].

Interviewer: Ok, now let me ask you. These are ATIqyaaints?

Mrs. Gale: Yes
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Interviewer: All right and your ATI participants ameferred to by the court, mandated by the
court?

Mr. Jones: Exactly

Interviewer: So, all of your clients are sent to youhsy/court, investment police.

Mr. Jones: Yes

Interviewer: When you talk about your assessment fouaas you in a position to look at your
intake form and then you start your program right? elgou evaluated your programs to see how
successful they have been? | mean what's your historgialsrigoing 5-6 years or...?

Mrs. Gale: I'm sorry I'm not...

Interviewer: You don’t know, what your success ia®Approximately how many programs do
you do...

Mrs. Gale: Well is...wow that's the good question | really danftmean we have high grades for
testing but | can't tell you exactly what the first test...

Mrs. Gale not knowing the success rate isn't uncomrmonsidering the lack of
communication between the administration and teactias exists in schools. Many times
students will relocate, have chronic ilinesses, reateew school or program within the school,
long before | am told in my school. Better commutiaa should exist between teachers,
administration, and counselors.

Mr. Jones: In general, more than 70% of our intakemglete the 6 month portion of the
mandated program.

Interviewer: So, you got 70% of ...
Ms. Jacobs: Last check | think it was 74%.

Interviewer: 74% ok now that’s wonderful. All right you seayall class size, more teachers one on
one, you've got the structure set up... instructionspdaieed to facilitate that program. Seventy-
four percent are accepted. Why are they successfultaed grograms are not?...

Mrs. Gale: The thing is that besides you know stadfking here with the individual we also

include the family... [if we sense other issues awxaiffy the students] or maybe you know other
issues outside and maybe in the streets and the farhéy what we do is that we tend to bring in
the families here so they can get to discuss thesssitle us even if the issue is behavioral. Then
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we like to you know if the parents are aware of vghging on with them here or any other issues
outside of here that the parents may not be aware of, so byrgindgo the parents then you know
we can provide not the support to the individual debdo families as well. So...the services that
we provide here are not only on an individual basisdarticipants hmmm being alone but you
know it's a family need let’'s say [they need help].t}do get resources for them [the family] so
they can navigate through the system and make the prosssfeathem...

Interviewer: All right, here are the teachers, thafstWhat about the Criminal Justice community,
when do all they blend in?

Mr. Jones: Well, we need the judges. | think across the boardxdbpten of the few openly strict

judges gave us some time to work with some of the@idsprograms from the Career Program

to Literacy, to Pre GED, to Case Management, to @micst Abuse, to the Mental Health

everything serves this population. Every time our @oygis designed it's[taking away from the]

adolescent criminal justice population...and thenjtidges, and probation, and lawyers give us
some time to work through some of the issues the kal®]... Again with the exception of the
couple of judges you know it allows the kids to workughout patience at different levels of this
treatment. If the kid finished school and needs wibidJows us to work with him in the Career

Program, so | think the criminal justice piece gives.u[assist us]. My theory is only this if the
judge gives us this kid he or she doesn’t want tmdgene in prison, they are giving us an
opportunity to work with these kids until the judggssall right you know what...

Interviewer: Now let me ask you this. Let's gotte bther track, the career track. What | want
to...some of the things you know | would be interast&dowing would be what tracks exist? Is
there a difference across gender as well as welfaae? As a matter of fact, what's your
population in terms of race...?

Ms. Jacobs: Black and Hispanic male.

Interviewer: Why Hispanic and black? All right scatk Hispanic males. What is your career
track, what is that?...

Ms. Jacobs: The career pieces is we vote for cgoemres and a program called Co-exploration
hmmm there are three coordinators. Step one: threlegyc year, we service 128 students and
what we do is we resend the students for weekly jobs. tdaining program we do everything
from applications to interviewing skills, problemhsog in the workplace, speaking and
presentations. We basically created an employee andttidveep your job and then we have
founded a facility for students from Kennedy Pai@nmhips and various organizations around
the city from law firms to magazines to political efic

Interviewer (to another staff member): Ok, so whataodo?
Mr. Ronald: | am a case manager and my job is tduata where the participant is at and then

meet that with a certain program whether it's education. My job [isupply]whatever services he
needs to get.
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Interviewer: Ok, so you're making discussions.
Mr. Ronald: Yes, yes.
Interviewer: What are the problems, what do you see?

Mr. Ronald: Majority of the problems fall [under edion] and[students] usually[are] not in
schools but in...

Interviewer: But in facilities, tell us what you ardkiag about first...

Mr. Ronald: We are talking about hmmm like he saidomities: males, blacks, and Hispanics
between ages of 16 to 19 and most of them dropped schadl and are not in high school.

Interviewer: Dropped out of high school or while insgh..where do they go?

Mr. Ronald: Some before and some got involved withytears of high school maximum. We do
have a few guys with the GED but that's rare, that’s the rntind@o my job is to assess it and then
make a referral to the education unit that he can lgat taken care of.

Interviewer: Do you see these young men... are they athreahey...where do they fit? Are they
gang members, do they try to get home after school?

Mr. Ronald: All of the above and when we evaluate ttierse are all the obstacles that we have
hmmm to get them into the program, so it's not essyye have to look at the entire value and see
what we are working with.

Interviewer: Yeah, so do you find any difference? ye finding differences in terms of other
problems, differences between the young men versung ygomen? Are there problems versus
let's say you know the Hispanic population versus tleekb population? Do you look at
differences across ethnic groups...to compare with...Haitieompare with Latin Americans,
Dominicans...ethnics? Where do you find differences?

Mr. Ronald: Some of the differences will have to db the family upbringing, the culture that
affects us, if they’re abused and how the certain behavay affect different students...

Interviewer: What do you mean? How is it different?
Mr. Ronald: Cultures, some cultures don'’t really reggedon’t know how to explain it better but
some cultures are high opinioned and so hmmm...aothars the love and family may not be as

strong as in others...

Interviewer: Ok, so the American culture the role mhaynot as important as you say another
culture...
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Mr. Ronald: That's a possibility. | have one. H&years old, and he is on a team... and he feels
his job is to be the man. And so he doesn’t havé aiothe books so mainly what he has to do is
to try to support his mother and be the man of the house

Interviewer: Let me ask on that note. What percentddbe young people that you deal with are
not employed on the formal market but you know theyor&ing in the underground economy and
that doesn’t mean that they're selling drugs, they beagelling CD’s all right? They maybe
working off the book? We like getting trash too, thatdt necessarily bad | want $1 for a $1,
right? So, | mean within that concept what percentaigthe young men and women that you deal
with do you think are really making deals with th@infal economy? Talk to me...

Ms. Jacobs: Right, one thing they maybe doing is husdligstuff...We can'’t really allow kids to
do that work off the books. We don’t know.

Interviewer: Because you don't know, right. | meanpesfessionals that 30% of all black men
who are currently unemployed are engaged in criminalvigt Will that be because they don't
have money- all right? So, because of the marketntiads/ays mean they are breaking the law...
So, what do you think? Do you think that the poputeftto the men’s part are not employable...

Mr. Jones: | would say the majority of our Hudson’s studergshat employable, but once they go
through the [process], the correct process of someaypasically light skills process---

Interviewer: Light skills versus work skills?

Mr. Jones: Right, | mean kids can work, | mean once winey enter an internship or they find
work our kids can continue to work as long as they dysjatiort] and show up but finding work is
probably tough... Then it usually leads to a hustle bewilegal forms of making money.

Interviewer: So...how do they (students about Hudson) feel?
Mrs. Gale: How do they feel?

Interviewer: Yeah, you know are they excited whey toene in, energetic with conversation?
What's going on, or what kind of grades do they get?

Mrs. Gale: Well, | think it's | mean it varies exactlyou know, let's say for instance maybe 50%
of them might be interested openly you know intetesteontinue with the education as half of
them may not be hmmm | mean there are differemrfactagain talking about going back to
family structure and everything in the culture. Thaglybe doing work at other points in their
education to provide for the family source... they haweknow children themselves and that can
be a factor hmmm.

Interviewer: So, let me ask you two simplistic qoesti Are there particular populations (in
tracks), cultural populations, populations in gendee they...?
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Mrs. Gale: | think it's just the factors you knowatlthey have or the structures or whatever is
going inside and or outside our program. | would say the péagens actually a little higher than
50% but again before you know they wanna work. Thayt wo...sometimes they don’t have
parents or anything that would guide them, suppaetrttso they...so if they get a full time job
they...

Interviewer: They don’t have time for skills. They 'tbave to study. This is what | am trying to
get at...these are real issues. These are not bad We know how many juveniles are children.
We know that real things happen. Right?

Mr. Jones: That's also a start of correlation, oudsk are one time offenders, so you know the first
time... they just got arrested for the first timeeylalready experience violence... (talking about
their home and community setting)... it's probablyrevellready in school regularly you know
those kids (speaking of repeat offenders who need héffig anitial stage of the criminal justice
system) they’re you know repeat offenders, mostly felens arrested 6-7 times who are less
likely to have been in school in the last two yeamd getting them back into school is a little
tough. | remember when | worked with the court’s repméstive and you know the kids that have
long you know long wrap sheets haven't been in schogkfans.

Staff at Hudson highlights the various themes includethis research, e.g., importance
and effect of strong schools and family networks. Workirip wuch an at-risk population, the
staff sees first hand the effects of the penal systeimaak communal and familial networks on
children of color. Most of the students who attend Hudson eygahic and black males, whom are
already in the school to prison pipeline that them@ral Justice Working Group at John Jay
College seeks to address. Hudson staff's commesds hagjhlight the importance of imparting
social capital and issues with self-esteem for manykeolinner-city youth.

Research shows that white men with prison recordsnare likely to receive a call back
from an employer when seeking work, than black men withecords (Travis, 2005).
Nonetheless, black men with prison records fear fasevavhen seeking employment. Without an

adequate chance to reenter society, the staff correotlys that black males enter the illegal

market as survival means and thus enter a viciousvistidycle.
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School culture (from students)
Students continue to suggest that large class sieseacher expectation, and violence in

schools discount learning. Students who attended Rtademy had the worst graduation rate of
the schools included in this study at 10.3%, and thensketo worst attendance rate of 59%. Plain
is 85% black, 13% Hispanic, 1% white, 1% Asian, and 1% rfgae Indian. Despite reporting
some of the worst rates, many students who attended ¢&denpleted the Learning to Work
program and spoke highly of the school. The school ditece as a second chance, alternative
small school (200 enroliment) for alienated or Etsidents. The youngest students range from 17
years of age and are listed as either sophomoresygumioseniors. Most students have credits
from their previous schools. The school is relativedyv and has been in existence for less than
five years. Students have a matriarch as the sdeader. The average graduating class has
approximately 30 students with a third receiving regjediplomas. The school is a small learning,
skill based environment with class size ranging from 16t#fils.

According to the faculty, Plain Academy maintainshhegcademic requirements for all
students by encouraging them to graduate with ante'gdiploma, 44 credits and 5 regents passed,
as well as encouraging honors level classes. Withcuerapproach to learning, the school allows
students to begin a paid internship once they achiewe than half of the credit requirements.
Students build their resumes and learn work experiéadtionally, students develop portfolios
based on their interests, academics, and goalsdattdlege fairs, and do mandatory community
service. One student in a mixed level group of black roheksmen explained how the school
culture in traditional schools lowers student morale:

Tony: The students fight with the teachers. The teadigétswith the students. No focus.

Jay added: The schools are overpopulated and the classaszéuge.
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Tony continued to discuss violence in city schools. ¥fgagned how gang activity adversely
affects the learners:

Tony: Kids kick you down the steps and beat you up.

Students explained how school environment and teachertatipeenfluence them positively.
One of the students stated that Plain afforded him a claategning with individualized
attention:

Jay: | learn... | actually learn something in this schoopdssed science, | never passed science
before.

Interviewer: Why?

Because | have more attention from the tead&r.have a stable environment. We feel safe here.
We interact with teachers and students.

Frank in agreement said, There’s only about 200 sodaekads in this school, the principal even
knows your name.

Frank continued to explain that racism and classisibuatitd to the teachers’ attitudes towards
them in their old school:

In our old school, they (the teachers) just go abchatwhey hear, they don't figure out or
ask different questions, we live in the hood, they dmtv, they live in the suburbs, they estimate.

Lance in a focus group of all seniors agreed with the oladsmen:

Here, it's easier to learn because it's a smalldneal, not as big as the other school. The teacher
is gonna be more with you. The population in the othHev@cthere’s too many students.

Interviewer: What is your proudest moment at Plain?

Lance: My report card, my grades went up. | haveriledaa class since I've been here. My
average is a 85.

Interviewer: Why is it that here, you find the abitityget higher averages, 85s?
Lance: A smaller environment. In a smaller environmagnt're going to produce more work

because they’re gonna be looking at you more ofteg réhtalking to you more, commenting on
your work. So, you're gonna want to be doing work émzneone to check it for you to do it.
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Interviewer: So there is a sense of pride in what yoddiag?

Lance: Yes.

Jerry: | come to school everyday, | never did thabteefthat's new to me. Come to class
everyday, sit in class, do homework. I'm doing better. h&yppy. (Plain Senior)

In a focus group of six mixed faculty at Plain, one stafmber spoke of working in
previous schools and admitted that it was impossdlenow all the students in a large school,
which lends credence to the creation of smaller schools
| was a dean in a junior high school and the onadHicould say when | was there as a dean was
a large amount of students were unknown to me. Taaseabout two to three-hundred kids in a
grade and parents used to come up and tell me their child’s aathewas like well unfortunately
| have no idea who your child is which is a good thing becausly kaew the kids who were most
disruptive. There were honestly kids in there wheeheome up to me in Queens that are like,

‘Yeah, | went to your school’ and I'm like, ‘Oh yeah,ajre | have no idea who that child is.

Teacher expectation
Students at Central discuss how teachers in theirfosehools treated them and how they

felt no real sense of belonging as black males. Studpake of low teacher expectation and
racism.

Interviewer: Do you feel respected here at Central?

Ronny: Yes, they push me.

Interviewer: Do you get respect from white teachers?

Terrance: Other white teachers at other schools daspect black males and are afraid of us.
They don't live near us.

Give an example?

Terrance: If | raised my voice, they would flinch asadl security- made me feel like | couldn’t
work in a white environment.

Bernie: One teacher believed this boy would do damademo He didn’t want him in his class
anymore. He felt threatened by my friend.
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Justin: White teachers here don't look at us like ganstas, ondiethals. Here they treat us like a
human instead of as uh (a) animal.

Ronny: More respect results in better grades...In redhilgh school they expect you to fail.

Ronny speaks about the importance of positive teastestudent relationships and strong
schools with positive school cultures. Some of thedesits in the underclass mixed gender group
at Plain Academy believed their teachers at their old schadl$ow expectations of them because
they were minorities:

Sonya: Just because we're black or Hispanic, they thigike bad.
Another student felt that teachers were nearing retireamehthus did not put forth complete
effort when instructing the class. One student questithreedincerity of his teachers:

Larry: Teachers are burnt out. They don't care abthé students, they were just here for the
money. They'll tell you, ‘ah well, you don’t have to dothmg. I'm still gonna get paid.’

Everyone else in the focus group responds in unison:
All: yeah

Although I do not condone the word choice, as an educatoruraerstand why a teacher,
perhaps out of frustration who has put forth muchreffto lesson plans, would make such a
statement to a class of learners who appear to be apathétedifiators need to take into account
the learners’ environments and skill levels. Mamgclkers are either unaware or don't take into
account the types of environments where many studesitier Still, the notion of awareness does
not remove responsibility from the learner but shogldibed for class discussions and lessons that
may reengage the learner. Students’ comment of tesaetrer “keep it real” as teachers who are
sincere, share life stories, and thus make learniagamt (e.g. making relevant connections when
teaching economics: supply and demand to the costddidsneakers or the Wii) as conducive to

learning.
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Throughout this study, students highlight the mashyessities faced almost nonchalantly.
Seeing violence, whether domestic or in the communityorbes all too normal for many
impoverished students. If place of residence, food varmlence plague one’s thoughts, then school
takes second place. Although not all structural ills ba eradicated, programs before and after
school that are adequately funded along with teachersavehoertified would assist the students
who need it most.

Teacher expectation: Apathetic teachers vs. empoweririgachers
Students at MARSHALL High agreed with the studentovattended Plain about how

teachers treated them. In a focus group of freshmes sBiet

| had a hard time getting along with my teachers. Some of thieetesaio there would act like they
don’t have to, they don't have to teach us, they cansjustack and do what they want and get
paid. And they'll tell us these things and I'll giere and I'll look and | wouldn't like it so | wdd
react.

Interviewer: What do you mean they would tell you theisgs, give me an example of something
they’d tell you?

Pete: Like | had one teacher in the school who wasifik@'ll don’t wanna learn, | don’t have to
sit here and teach. | can just sit back, give ame class work, don’t teach it to ya’ll and I'll $til
get paid for this. So, | would take that very offeglgiv

Stephen: Most of the teachers, they don’t teach, wiogtem don’t teach, they just give out
handouts.

Interviewer: Ok, so talk about that, they don’t teachthey give out handouts? What do you
mean?

Pete: There’s a difference between gettin’ up and gainigont of the board and like what Ms.
Smith does when giving out handouts...the other teagstrtell you to find the definition of this
word and everyday the same thing.

Interviewer to Stephen: You're shaking your head yes?

Stephen: Yeah.

Interviewer: So, what do you mean? Do you agree with téia saying?

Yeah.
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Interviewer: Gimme an example.

Stephen: Because most of the teachers just give us harmaobitell us to look for stuff in the book.
Interviewer: So, they’re really not interacting with you

Stephen: No. (throughout the focus group).

Pete: What Ms. Smith does is like get up and testod,do all kinds of stuff, tell us to go on the
computer and read..., get a novel and all that stbufif can help you learn and stuff. Some
teachers don't bother doing that, they just throw adwut to you and tell you to go get a textbook
and read.

Interviewer: Anybody else?

Antonio: Back to what he said, Ms. Smith, she explaingteugg properly if you don’t understand
it, she will keep on explaining it and explaining it untd understand it and she would ask like kid,
um, knowledge, like she would ask someone to expldiom the class so we understand it
perfectly and she just doesn't leave like some of ther t¢achers we have.

Interviewer to others: What do you have to say?

Dre: Like they were saying about the handouts, nkhithat most of the teachers give handouts
because they can't teach because they're weak and#meget stepped over by the kids so easily
and overpowered and after a few years of trying tyithg and trying, you give up and you just
can’'t do it anymore but you're still getting paid févetjob. Why can't you do it, | mean, if you're
gonna get paid to just sit there, man I'd rather do tioat maybe I'll be a teacher.

Dre’s comments although striking, because as an edu¢dnow the amount of preparation put
into lessons and teaching, depict the importance bified teachers and strong schools for all
youth. Lucas in a focus group of all male juniors at Cassaide

My sophomore year we had a teacher and she basicldlyisoabout the percentile of how many
black men go to college and that's a motivation@ktda You have to beat them. You have to
accomplish something.

It is unsure if Lucas’s perception of the teacher’s cemmvas condescending or not. Whether it
was or not, Lucas used it as a motivational forcenRdrom Central explained how the culture of

the school influenced his educational experiences.

Ronny: My old school was different. The teachers didn’'tyeafe about you, it was a big school,
Here at Central they realize it is our last chance arelfticulty is trying to help us.
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Teacher involvement (Private vs. Public)
Most of the students who attended Cascade high salsmhttended public high schools,

which allow them to compare and contrast their expeegnAll of the students prefer the private
school environment over the traditional school. Sophemat Cascade discussed their perceptions
of teachers in their former schools and now in theugbei school.

Alex: Well teachers in public schools, they really didare. They were all about their money. If
they wasn't getting their money then they wasn'thigg Catholic school they care about you. If
you were having problems at home, they would tajlotoabout it. They invited you to dinners.
They did things that basically your parent wouldiflgou didn’t have one.

Alvin in agreement: Teachers at private institutioasraed to be doing their job and or going the
extra mile.

While talking about private school teachers’ involvemémta student’s life, Corey saidhey
teach you how to go down the street and talk to peoplarded/iew for jobs and how to be a
civilized black person growing up in a dysfunctional comitgu

Alvin: | really don’'t know what pushes them (otherdeints) but for me going here, what pushes
me to learn is in the classrooms, it's differemtdahe teachers are concerned. They take the time
out to help you so you will wanna be better. Sg,atbig difference from public school because
they really don’t have nobody pushing you.

When describing the catholic school environment aadher expectation, Alex and Alvin speak
of social capital that Coleman (1988) purported in ésgarch.

Public vs. private school environment
Sophomores at Cascade continue to contrast theiriexpes in the public and private

school environments. Students describe apathetic déea@nd weak school structure in their
former public environments.

Alex: | went to a public school, it’s different fromticolic schools, like I've been (robbed).

Like I didn’t like doing homework. | didn’t like going class. As soon as | got out of public school
| went to catholic school, to Cascade, my gradesevddiferent. | was in honors two times last
year and my grades was higher because when you takiheotihings that was in junior high
school with the women and it’s different, you knaw still everybody’s friends but you still gotta
do your work to succeed.

Alvin: When | went to catholic school, everythimgdifferent the teachers cared. They were
stricter, you had to be on top of your game. You hadotyour work, pass all your classes or
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you'd be getting kicked out. In public school that wig#erent like if you didn’t pass all your
classes or do your homework, teachers didn’t careas like you had nobody to support you or
be on your back, to tell you to keep up and helping yowake omething of yourself.

Jonny: Public school basically was totally differdrdm catholic school. You have people that
wanna bring you down but also wanna be your friend becaube olame (game) that you have in
school, if you are a good person. Catholic schooltdaehers cared more, the work was even
harder than it would have been if | was still in puldahool. Going to public school, | didn’t really
wanna go to class. | felt | was the smartest kithe school, | mean, | knew all the work, the work
was a breeze through. It was like, why should | be’h&hey teach you how to be a man; they
care for you. They put you under their wing if you'tleave anybody in your corner.

Tom the freshman at Cascade reports the environment not legyndifferent from his last
school. His report could vary from the others dueisoshort time at the school as a freshman or
because his previous school was one of learning atel djtferent from his peers. Tom mentions
more discipline occurring at Cascade:

So far in high school it's been the same since middle schoplst'that now it's more strict. They
enforce discipline more that you're in high schoblhink it's because the type of system I'm in
right now. Last year | went to public school and row in the catholic school system and that's

basically the difference.

Negative peer influences
Interviewer states to the students at MARLL the notion of gang members not valuing

education and dissuading youngster from going to schigosays that kids in the community who
do not attend school taunt those who do go to school dntiea names such as nerd or a punk.

Interviewer: Is that true?

Vaughn at MARSHALL High in response says: Sometint=pends on who you are. If you're

like a popular person, you're going to school, you'neast, you dress nice, then people wouldn’t
talk to you like that, because | know a lot of people tilat. But then if you're on the quiet side
and you go to school all the time and don’t have fuh thié rest of them, then they’re gonna start
calling you names and want you to cut with them. yTéeonna call you a nerd and it's gonna

make them feel bad, now they might start doing thbag just like everybody else. (MARSHALL
High Juniors)

Interviewer speaking to students at Atlanti¢ould it be difficult having to deal with old frigs or
people you know who may not be doing the right thimyild that interfere with school? Do you
have to deal with that kind of stuff?
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Steve: Not me personally.

Rob: Right now | can’t be fully attending Atlantor that same situation. You can't bring people
to your school, but | didn’t bring anyone; he just showpdHe’s my friend, like my brother, so |
don’t hold it against him.

Alternative lifestyle once leave school
The male students at Plain Academy in a mix gendiigeade group explained what they

believed young girls who left school were doing. Johiietsed most young women left due to
pregnancy. With the recent rise in teenage pregnanciesayee accurate:

Interviewer: Young women who are not in school arewtdoe they making money?

Jay: Pregnant, babies.

Tony believed that some young women might have actwedtlg¢hool as a means of survival. He
also uses socially constructed ideas of femininitgxplain what he believed theses young girls
were doing. His beliefs most likely stem from the raeahd the image of the black welfare queen.
Although there are more whites per capita and hence powr whites, the media helps spread the
following stereotypes. Still, most Americans do ndtreswvledge the former.

Tony: Working, selling their bodies, braiding haircBonalds, welfare. When it comes to that
money, women will do anything. Some get child supigriThey get on welfare, they think that's
how life is, like, there is some women out theag llave babies just to get on welfare. So they can
get by without having to go to work, without having tdaschool.

Students, who attended Hudson Community High Schanl, ATI, Alternative to
Incarceration Program, discussed their high schoolrexmes. Even though students had limited
literacy skills and poor attendance rates, studentsaiexgater on) the benefit of attending a
transitional school of this nature. Students expressacern and commitment on their behalves
about their education just as students from the atlvemative schools, Atlantic and Central, did.

Hudson offers intensive academic training, and prepardtiorattending another community

school, GED program, or job readiness (Miller, Ross, &g, 2005).
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Because students who attend Hudson are ill prepaestk@cally and many socially, the
school focuses on academic and social skills. Theotethgo offers recreation, rolling admission
for students released from custody, tutoring, andlyamvolvement. The staff also collaborates
with the justice system (Miller, Ross, & Sturgi§08). Most of the students at Hudson described
what life was like once they left school. Some hitie negative peer pressure and instant
gratification as reasons they left school. Theofelhg exchange describes the six male students
who all were involved in the criminal justice systbafore:

Interviewer: What was high school experience like?

Nick: | wouldn’t go to school hung out with my boys.

Interviewer: Did you value education?

Nick: Hung out with girls, didn’t care about nothingalized education better than nothing at all.

Jack: I've had experiences of teachers screamingeatMly freshman year | cut everyday, regret
that now. I'm already 19 could have graduated.

Interviewer: Why did you cut?

Jack: | would leave with friends, then got a girlirte me and her cut everyday, then just dropped
out. | would go to hookie parties- go and have drihken’t smoke, just drink.

Arnold: It wasn’t no girl; | chose the streets.

One student explained that he left school in order to gediar his family
Rob: | was working, had a kid, had to get a job.

Most of the students describe broken social bondsselttiool early on but students realize
if want to survive outside of legal system they mustferm to middle class values- education.
The students do not seem to understand why the b@wiskeen broken and why they did not
value education early on, just had life altering elgpees, e.g. legal system that forced them to

change their ways. One student explains:
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Arnold: | was smart but that wasn’'t making no mongit now. Now | see, can’t hustle for too
long, need an education- will take you a long way.

Rob: | dropped out in junior high- 13 orl4. | stadtenaking money- doing me. | had a baby and
knew my money should be up there. | was worried about ghatoney.

Rob’s description of his junior high experience Hhgjfits the notion of instant gratification. After
attempting his time in the street and early manhoot, id to deal with the tasks that sometimes
come with adult like living. He had a baby and thus adeid make money and survive. His
comments depict the many adversities that affect someditpetudents.

The following response illustrates how important extnacuiar activities are for students
who are not engaged in school academically. Of comsepeing involved in extracurricular
activities is not the sole reason a student will lesefeool, but school activities can increase
attachment to school for some students

June: | got kicked off the basketball team and thé&rséhool. If that didn’t happen, | would have
stayed.

Interviewer: Where are other black males? What are tiueyg?

June: Some go to school and hustle at night.

Luis at Cascade describes what he believes most stuaterdoing when they leave school:

Most of the kids that | know that don’t go to school hdnapped out at a young age and most of
them sell drugs.

Interviewer: Anybody else, do you know any kids who agerritg to school or quit school?

Luis: Yeah, my friend he quit middle school and hetgg@m'to high school. You can just say his
life is thrown away. It's not thrown away cuz he camkahard to get back up there where he’s at
but it's thrown away cuz he don’t want to.

How old is he?

Luis: He’s 15.

And you're saying his life is thrown away because...?

Luis: He got a child.
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So what does that mean, he has to work to take cahe child? What?

He don’t work legally.

What does that mean?

He works illegally, he sells drugs.

The freshmen at Cascade describe what they believed youngrgidioing once they leave
school:

Alex: They hook up with the big man on the block aay teel that if they have sex with him he’ll
pay their way through life. If they have sex with a certaingrerthat’s like a regular (deal) cuz if
they met Michael Jordan tomorrow the average black risane girl would have sex with him
because he has money.

You think?

And they say that if they could get him a good enough itinbed, he’ll pay some of their ways
through life.

Alvin: | was going to say that, like he said, he ghiely hook up with some of these superstars they
have money. They try to have sex with them and gegyipregnant, so they find out they have the
meal ticket so if they have a baby by the person ey to pay the child support.

Interviewer: So you're thinking that some young woreok up with men who have money and
get pregnant on purpose?

Yeah, cuz they find out they get that meal ticket aryckin@v you have some money.

The students’ images of black females most likely mat® from the media and the
glorified image of the Welfare Queen. Contrary to popular thiptiglre are more poor whites and
whites on welfare because there are more whites gmtac Nonetheless, students from various
sites had quite a perception of females in schdalsy’s comments from Plain confirmed Alvin’s
statement:

They get on welfare, they think that's how life isg,lithere is some women out there that have

babies just to get on welfare, so they can get byowithaving to go to work, without having to go
to school. (Plain Mix)
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Socially constructed ideas of masculinity and feminity
Students from the Plain mixed group continue to uselgoc@nstructed ideas of

masculinity and femininity to explain the current plighbticks in society:

Tony: They (society) made it that women supposee thib way, men are supposed to be that
way. Men equals construction, women equals home withathies.

Interviewer: Women value education more than men? Eviddribat.

Tina: Yes, me, | value education more than my brottés dropped out of high school when he
was 17.

Interviewer: How does that play a role in the lives afrnyg black men and women?

Tina: Even at school, they have more female teacharsrtiale teachers (school is 77% female),
so the boys are not really focusing because the feragde=verywhere.

The presence of more females could serve as a distréot many young men and depict

the lack of male mentors. Young men at Cascade agvitledrina and reported females to be a
distraction in their previously integrated schoolp&amores at Cascade discuss their perceptions
of females. During the focus groups, students mentionadattemding an all male school was
better than attending a traditional school. They cited ggrilisiractions, thus supporting single sex
schools and classes as being more successful. Thede stantradicts Noguera’s notion of single
sex male schools as being hyper-masculine. The studentsslithe implications the opposite sex
plays on education.

Alvin: As soon as | got out of public school | wentatholic school, to Cascade, my grades were
different.

Alvin’s earlier statement regarding female dist@ctin public school followsl was in honors,
two times last year and my grades was higher because ydhetake out the things that was in
junior high school with the women and it's differerduyknow, you still everybody’s friends but
you still gotta do your work to succeed.

Alvin’s and his peers’ statements imply that the preseai women interferes with their learning.
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Interviewer: So, what we’re going to do is begin wytbur educational experience. What has
education been like for you? What's school been likedo?y

Alex: It's been a great experience because I'm seduo going to school with a whole bunch of
boys but at the same time it's kinda fun...It's more e&sieoncentrate.

What do you mean?

Luis: Because when you get older, girls come into plalylamould rather get my work done and
it's more easier to get my work done. (Cascade Freshman)

Ricky: School for me has been rough at first. | was the type wfhkidlidn’t like to go to school, |
thought school was boring until my father and mythao sat down and told me that you need
school to succeed and do things in life. | wastyippe of kid who always liked to be around the
girls, I was a lady’s man and now that I'm in Caseddigh School with a whole bunch of boys,
it's more easier for me to concentrate and get mgkwione. I'm more focused on the work cuz
I’'m not gonna look at a girl. So, I'm more focusedtioa work and it has been great, it has been
really great, my grades are up and everything. (Cascadshnan)
Ricky’'s comments support the notion that single sera@share more fruitful, especially for boys.
He also discusses the importance of social capital li@ipgrted by strong family networks, in his
instance, his mother.

Students at Central discuss the media’s impact on golueand why they believe black
females value education more.

Interviewer: What about music industry, do they encgereducation?

Bernie: Cameron has a song, say | ain’t going to college to m@iKea3/ear and have to pay back
student loans.

Justin agrees with Bernie but doesn’t credit economibsirgender differences

Black females value it more, they want to be indepersti@rttheir own families, can’t depend on
Nno, N0 good n****,

Bernie’s comments about economics are not far afth& in our increasingly shrinking economy,
many companies have gone overseas leaving ripplesffecommunities, which range from the

closing of restaurants, loss of homes, and tax bases to su@structures and schools. This loss

brings great devastation to communities that relyropleyment from pharmaceutical companies,
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factories as seen in the nineties, and automotive compawciess Ford. In March of 2008, 80,000

jobs were cut causing the unemployment rate to risa #.8% to 5.1% (Grynbaum, 2008). As of

November in 2008, 1.2 million jobs were lost caushggunemployment rate to rise to 6.3% (CBS
News, 2008). The financial meltdown on Wall St aneint Main St in 2008 has had exacerbating
effects on the country, e.g. lost of employment, hgraesl sharp losses in pensions for near
retirees.

Still, the current unemployment rate does not acdyratepict who is most affected.
Twelve percent of American Indians and 11% of blacksewunemployed in 2005 compared to
6% of Hispanics, 5% of whites and 4% of Pacific ldieis. The rate of unemployment has
fluctuated in the past 10 years without much change,enMblacks have always had a higher rate
than that of whites. The rates increase dramaticaltii@years of schooling and age decrease. In
2005, blacks with less than a high school diplomadradnemployment rate of 24%, compared to
11% for those with a diploma, and to 4% for those witbachelor's degree or more. For those
with high school diplomas between the ages of 16t2% of whites and 12% of Hispanics were
unemployed, while an alarming 25% of blacks, twice thte of white and Hispanics, were
unemployed (National Center for Education Statistics72@esearch also shows that whites with
a criminal record are more likely to be hired than bladkisout a criminal record (Travis, 2005).

Due to the former statistics, it is not surprising thany young black males do not believe
the education system is a vehicle for success; nirsigrprising that black males choose fast
money in the streets. Students from many impoverisioadmzinities lack social capital and
positive role models. These youth do not see lawykrstors, professors, entrepreneurs, middle-
class professionals regularly as a youngster comimm fmiddle or upper class backgrounds.

Children usually emulate what they see. Additionalgse children are excluded from elite social
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networks and do not have access to advanced educatesmalrces and opportunities. More
programs, i.e. mentoring, need to be created for maitdram to understand the correlation
between education and success. Policymakers shouldogisiolering lowering the cost of college
and interest rates on student loans.

Sex differentials in the value of education
The students attending Hudson understand gender ingqubailit do not completely

understand why it exists or why and if black femat@sie education more. They struggled in their
explanation of black men who have been emasculated thooubistory. The following describes
the students’ perception of females and education:

Interviewer: Do you think women of color value educatianenthan males?

June: Then they with you cuz of your money. It's a #teey you know, some may not be
physically attractive- making money, young kats fest ttave to do this.

Arnold: It all depends on how the parents raised thgmmentality, if raised the right way, if not
gonna wanna do what everyone else is doing. This is Mthato tell my cousins who are 16, 15,
14. They don’'t want to listen. | tell them that they don’t have@toug there and hustle can be with
someone who is not hustling.

Some other students attribute the sex differentiadec¢a@lly constructed ideas of femininity and

masculinity:

Arnold: Not all women, everyone is different, ifsed the right way will value education more
than men.

Nick: Get money on a physical, sexual note, don't wstded it. When they get older, they be like
damn I just sold myself to the devil.

Jack: A lot use their body to get ahead. Not everyoneg lmitof hood chicks.

After more prompting regarding the sex differentiavaiuing education, students begin to

describe that black females value education more tlzank Inales. The students place a strong
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emphasis on socially constructed ideas of femininitiraasculinity when describing the different
educational experiences. The following illustrates thefnception:

Interviewer: Do you think young women value educatiorertitan men?

Arnold: Most. It depends where you live, the way yoeL Isome places, men want to get their
education and vice versa. Regardless of what, thegtdalive their lives. If not going to school or
not doing nothing... how do you get an apartment? It listakes six months in a shelter, then
can work. It can take a year sometime, males cathdre for a year. For a male it's hard. For a
woman it's easier, if have a baby. Life is about mgikioney.

Interviewer: Do women have better verbal skills tia@n? Can women communicate better than
young men?

Nick: They communicate with their body.

Jack: It's about the person themselves, who theyy lamound, how they mothers carry them
selves. It's who they hang around, how they were raised.

Motivational forces (Peer & parental Influence)
Most students at Plain in the mixed group discuss ithepiration and most attribute their

inspiration to their mother
Interviewer: What is your greatest inspiration, neation?
Tina: Mother.
Jay: Mother
Frank: Father
Tony: myself
Interviewer: Why do kids stay in school?
Lisa: Inspiration to go to school comes from the familgther, father, aunts, uncles...
Students go on to explain that most people in their famaitiynot received a high school or
college diploma. They desired to break the cycletamthe first in their families to graduate. Their
responses illustrate the value placed on educatioreéute the notion of black males not valuing

an education as much as other groups:
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Jay: Nobody in my household has a high school dipltehalone a college degree.

Most students attributed their source of motivationtiieir mother, where females lead the
households most likely due to the large amount of btaales incarcerated or estranged. Only 60
students out of 151 students who completed the sderabgraphy instrument in the study lived
with both parents. Eighty students lived with one paremt,1® lived with neither parent.

To quote Ricky’s earlier comments, Ricky a freshmaBascade who has the luxury of living with
both parents saidvly father and my mother sat down and told me thatnwgaa school to succeed
and do things in life.

JR a junior at Cascade like Ricky credits his honee lif

Jr said: Basically my parents. | see where theytraral their struggles. They were raising two
children through their teenage years. | see wherenheay and I'm just trying to beat the odds and
be better then them.

Tim also a junior but unlike JR and Ricky did not havehlparents. He had a male influence,

which is needed for more black males.

Tim said: My uncle. He's like a father to me becaugefather wasn't around. He helps me get
through school. He wants me to make better choiceshinaand my father made.

Positive role models / Parental involvement

Students primarily cite parental involvement as berafto their learning. Parents who encourage
their children to do well in school and have high expexta for them help impart social capital.
Luis cites his mother and godmother as sources ofvaimin; he also describes his father's
involvement in the penal system as a means of motivation.

Interviewer to the freshmen focus group at Cascade a€kedvhat about you? Who motivates
you?

Luis: My mom and my godmother because my godmothir alke a teacher at MS 301 in the
Bronx, she teaches special needs students, English, 8tashe motivates me a lot to go to school
and do right. And my mom also too cuz they are alwedlysg me they don’t want me to be like
my dad. So, that's the main motivation.

Interviewer: They don’t want you to be like your dadaido you mean?
Luis: Like, my dad, growing up for him was a roughetiryou know. He’s been to prison. He’s

out now and he’s doing the right thing but she sdysdon’t want me to go down that path. She
wants me to do twice as better than that. She warsisetane successful in life. Sittin’ on millions
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and having the house and my own business to focus on.

Many students consumed in the media and hip-hop cuhaee Luis’s desire for material
gratification. In fact, most carry the middle cla#sserican dream of a home and no real financial
worries, as this nation was founded on the principlesppbrtunities and success. Many black
males like Luis desire to be a rapper or basketball stairgpan ideal version of success.
Interviewer: What about you? You see yourself gargptlege?

Tim: I myself have no choice in it, it's my mother whoakei
Interviewer: She said you're going to college?

Luis: Yeah, she said I'm going to college.”

Students at Atlantic Academy who were the only group teectm the college for the focus
group also expressed that their interest in higher eduaatioe from their family, mainly their
mother:

Interviewer: You were saying that this is the fiistd that you've been in a college. Right? Talk
about your experience here at the college (John Jay)ngsit

Steve: My youngest sister is 16. She goes to sdilgalounger brother doesn't attend school that
much. He was doing good; he was on the football te@en, lte stopped.

Like Steve, other black males have not visited colt@gancerely thought they could or wanted to
attend. More efforts should be made to expose younger stdemtthe ninth grade about college
opportunities.

Have you ever thought about going to college?

Yes, my mother tells me... | am going to do it foantemy mother also.
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Rob, another member of the focus group attributedriBvation as internal. Because of family
problems, he used that as a means for motivatitrer@tudents attributed motivation to positive
peer and family influence.

Rob: | respect that but you can’t do everything forryflamily, you gotta do it for yourself. | am

going through a little issue right now. My fatheris jail. He wants me to do well. | want to
support my father, but I can’t support him if | can’t papt myself.

Interviewer: Who in here has had friends go to colleg@ants to go to college?

Joe: | want to go here to John Jay. | have a friend waotsvto be the chief of police.

Students attributed much of their desire for an edutab their parents, mainly the
mother. One student’s response highlights the camditthat exist in a single-mother household
and urban environment, where the result is a lagghdkild. It is well documented that a lack of
supervision for many kids who return home from school to anyehgutse can result in adolescent
mischief, boredom, loneliness, and fear (Riley & i@ierg, 2004). Although, some students may
be harmed by the experience, others can thrive. The follostingnt appears to be the latter:

Interviewer: How often do you see your mother or father?

Joe: Every morning, she wakes me up every mornuig. &e her at night, when she comes home
from work. Sometimes | cook for her. We have a good resiiiorshe is like my best friend.

Miguel attributed his motivation to his college-ediechfamily and discussed the meaning
of the word minority to him. His interpretation of theond, speaks to issues of colorism in
America. He was the only Latino in the focus of all blackamaHe probably was surprised that he
was chosen to be a part of the focus group. Traditiohiépanics do not identify themselves as
black, even if they quote on quote look black. Thises many concerns in a nation where color is
a large identifier of who people are.

Although race is socially constructed, it has powenfigdanings in societal relations and

institutions. This young man did not like the negatoamnotation of the word minority. By
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choosing to identify himself as Hispanic, he rejehts label. However, a Hispanic classification
does not identify his race. One can be a black or wHigpanic. Nonetheless, this student
explained his attitudes about education stemming fronamsyf.

Miguel: | don't really see me as a minority, merigeHispanic, where someone is better than me.
You can have knowledge. For me personally, both myl@already graduated college. Both my
sisters graduated...I'm the only boy, so | gotta do good.

Most of the students attributed their inspiratiortheir family. In doing so, they explained
the many hurdles crossed by many impoverished, urbamliéds. The following exchange
highlights, the struggles many inner city families expex@e
Joe: My mother's my rock, my mountain, if it wadaither, | wouldn’t be doing the things | am
doing now. Yeah we grew up in the hood, I've beaategl life problems. | do whatever it takes to
get myself out of it. Ask why do | keep doing things likeNtust people think about their mothers.
My mother keeps me going.

Some students explained that their family memberseard their mother were pursuing a higher
education. They identified this as a source of motivation

Joe: | definitely have to say that | think about myheoand my two brothers. My older brother is

going to college and my younger brother is in schistyl.mother is going to college. I look up to

them.

Rob: Right now my mother is in college.

Interviewer: How does that feel? Do you help each other agffignments?

Rob: It's funny because she wants me to help heraSteme to review her work. She be having
like 17 page papers. | don'’t be feeling like it.

Interviewer: You should help her, that's your mother.
Jonathan explained that both his parents were pursasigraduate degrees. He was definitely the
only member of the focus group to have both guardians wordingytls advanced degrees:

My mother is going to college to get her master'psychology and my stepfather is getting his
master’s in something...I forgot.
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Tim, in the freshmen focus group at Cascade, said:

There’s one guy that | really admire; he’s my undie graduated from college and he’s working

on finding a better job and he still pushes me to gsctwol and even down to the people who
dropped out of school and he’s out there doing the band tlselling drugs or you know, being a

gangsta. He still pushes me to go to school.

Tim’s motivational sources come from an unconventioredms in American society. His
comments go against the general belief of drug dealeangsters not valuing education. The fact
that his uncle received a college degree and wasstilved in the informal market, selling drugs,
illustrates the many difficulties black males have ifigdadequate employment, see Travis, 2005.
The adversities encountered may erode their trust in thatsaheal system and could be one of the
reasons some black males do not put forth much iroscho
Give me an example of him pushing you to go to school?

Like, Thursday and Friday we didn’t have no school laadaw me outside and the first word he
said was, ‘Why aren’t you in school?’ And then | tbich we didn’t have no school, and he said,
‘listen, go to school and get your education. | doréniwto see you out here on the corner like |

am.

Interviewer speaking to the mixed focus group of studert®dh Academy:
What about you? Who motivates you? Where do your influencedroonf?e

Jim: From both my parents and from people who fell.
What do you mean, people who fell?

Like if you see someone who's everyday on the cormeg dothing, that makes me want to go to
college, makes me want to succeed.

Jim's comments suggest the informal market strucamek the negative environment make him
want to rise above adversity and become successtelviewer speaking to juniors at North
Academy about the informal market and how drug dealespitdethe current misconceptions,
encourage education and value it, asks the following:

So, you're saying that the drug dealers in your neighbodmotivate you to go to school?
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Moe: Yes, they try. They talk to us. They try to talks. | mean a lot of people don't listen
because our parents don’t want us with them and thikggHat.

Give me an example of a drug dealer talking to yowabchool.

Moe: My uncle, who sells drugs. He sells drugsrydaely knows he sells drugs and he would tell
me that this is not the right thing for you to be doing, if youl meeney, just ask me for the money.
| wouldn’t make you do anything for no money. | waakther you go to school and make money
the correct way than for you to be selling drugs antirgeknocked out here and spend half your
teenage years in jail.

Defining success
Students at Central add what they believe success todng. &f their comments describe

the American dream of owning a home, a car, and having gohicBuccess for them is highly
materialistic. Some even aspired for fame as many hopctmie a basketball star, rapper or
producer. Education was not mentioned as a means towaabsuantil the interviewer
mentioned John Jay College. The correlation is noéttoe many.

How do you define success? Accomplishment, high scletetndnation, set a goal
What does it look like?

Terrance: Nice car house, family, people looking umé be on TV.

What do you have to have to be successful?

Bernie: People recognize me.

Justin: Money, fame and fortune.

Terrance: Chillin, not having to work hard.

Have any considered going to John Jay?

Ronny: It crossed my mind.

Interviewer: People in community- how would they seefyygauiwent to John Jay?
Ronny: As if I'm trying to be a cop or lawyer- who kyéng to put us down.
Terrance: Nah, you trying to get out the hood.

Ronny: Oh look at him, he going to John Jay; he’s irbthek.
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Terrance: Peers may look down, but older people will/tei, you are doing the right thing.
What advice would you give providers- teachers to help you?

Listen to the students...need to know someone really temttss Be more down to earth. Don't
be on a child’s back too much. Show them you really care.

Students at Atlantic, another alternative school in the staedgribed their varying attitudes
toward education and success. The following capturesitiseghts:
Interviewer: What does a college degree mean? Visualtzess along with education.

Rob: It's the opposite. To see what you did, youypked out and got yours (speaking to the
interviewer who served time in prison and later reedifais doctorate).

Kevin: | grew up with a lot of money because of ntiyefa | saw everything that he did. Now he
has to do 10 years in jail. | don’t want to be in jaililelmy kid is getting ready to graduate. | want
to get an education.

Students in this focus group understood the importanadwtation but struggled putting their

responses into words. Some questions they couldn’aiexpi give concrete examples to support
their beliefs. Overall, their opinions correlatedhwgtaff regarding the family atmosphere, which
will be discussed later.

Of the students in the focus groups at AtlanticirRli@ascade, MARSHALL High, North
Academy, Central, of which quantitative data existadgrpoint average was largely used as a
marker for success. Students provided data on theioesmnmomic status, school and home
communities, but did not answer specific questionstia social demographic questionnaire
regarding extracurricular activities (see appendix %ioof extracurricular activities by school).

Because extracurricular activities and access to resoareemportant, a chart was created
based on all the schools in the study and the aetvand community support that exist (see

appendix 9). Additionally, in the focus groups marfiyhe students at North Academy, Plain, and

Cascade report being involved in school activitiesctvirange from sports, to internships, and
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leadership positions in school. The following tablevgs the amount of students who attained
academic success based on GPA, where 81 of the 15htstud® missing, had a 2.5 GPA or
higher, and of the 81 students, only 21 had a 3.5 or higher

Table 3: GPA Conversion Chart & Number of Students

Letter Grade | GPA Frequency Percent

A 4.0-3.5 21 13.9%

B 3.4-25 60 39.5%

C 2.4-1.5 25 16.8%

D 1.4-0.5 2 1.3%

F 0.4-0.0 0 0 %
Missing 43 28.5%
Total 151 100%

http://inquiry.princetonreview.com/leadgentemplate/GP Aupoasp

Of the 108 students who reported their GPA, studér@ascade performed the best with a
GPA of a 2.9 or higher, supporting the school admin@tsateport on the success of Cascade,
although no public data is readily available. One stude Plain and one at North Academy
reported the lowest GPA of a 1.0. Five out of six sttgleB3%, at Atlantic achieved the goal of a
2.5 or better, 10 of 12, 83%, at Plain, all 15, @®%, at Cascade, six of 10, 60%, at MARSHALL
High, 42 of 60, 70%, at North Academy, and threewa,60%, at Central. There were a number
of missing GPAs. Students’ scores for the most part do notaterseith the ranking of the school,
except for Cascade (see table 4 & appendix 8). Faanost Atlantic reports a higher level of
academic success than their graduation rates show.cobld be due to the amount of students
surveyed, which consists of a purposeful group. Wigrkn a high school, there is a level of
gatekeeping that occurs, when certain administratorshwos employees are asked to choose
students to be part of research.

No one wants to display negative aspects of thbim@chence certain students are usually

chosen or sometimes certain students are seleetedise they are readily available. For instance,
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most schools have students who are involved in Ishgeror extracurricular activities where
adults are in constant contact with them, thus ngpkieasier to utilize them opposed to seeking
recruits. Nonetheless, the students’ descriptions of sisbools and home life provide enriched
accounts to those concerned with improving and sustainenguality of education to the nation’s
most at-risk group. Future research could be conduateowr a purposeful sample, where every
tenth name on a student roster is chosen to further ¢haditerature.

Table 4

Graduate Rates*

Plain 10.3

Atlantic 16.6

Central 30.6
Midway High 33.8

Southern 36.6
Wake Academy 73.8
Basin Academy 76.4
North Academy 87.1
Darwin Academy 89.7
Cascade 100

*Hudson, and Marshall are not listed. Hudson is an ATl and does not have gmadasds and
MARSHALL is too new of a school to report rates.

Of the highest degree obtained by father, 78 of th& dtlidents report their fathers
graduated from either high school, a four-year degmegraduate degree program. Forty-six
students’ fathers graduated high school, 23 receabdchelor’s, and only nine a post graduate
degree. Nineteen fathers had less than a high sdigoma and 21 a GED or equivalent. For
highest education obtained by mother, 96 of 127 hawgtaschool diploma or higher, a much
higher rate than fathers, which could be the reduéirge incarceration of black males or students

not knowing information on their fathers. Forty-threeereed a high school diploma, 33 a four-
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year degree, and 20 a post-graduate degree. Elevensitittents’ mothers have less than a high
school diploma and 20 a GED or equivalent.

Cross-tabulations of those who supplied informatitrows the correlation between
increased parental education and higher GPAs. Fsetivbiose mother received less than a high
school degree, 3 out of 7, 42%, reached the GPA gdabafr higher and 9 of 14, 64%, of those
whose mother received a GED or equivalent did. Tweixtyf 36, 72%, students whose mothers
received a high school diploma reached the 2.5 drehigoal, 18 of 23, 78%, students whose
mothers received a bachelor’s did, and 16 of 17, 94%se&hwther received a master’s or higher
did (see table 5). Clearly, the higher the educatidgherhousehold, the more social capital being
imparted on the students, the more role models abtesand possibly less financial stressors,

such as evictions, lack of food, and clothes.
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Table 5: High School GPA & Highest Educational Degree Obtained by Mothe

Highest educational degree obtained by mother Total

Lessthan| GED or High 4 year | Masters, law, less than High
High equivalent| school BA or MD or PhD school
school BS

GPA [1.00

1.50
1.67
1.80
1.90
2.00
2.10
2.30
2.33
2.40
2.50
2.67
2.70
2.80
2.90
3.00
3.10
3.20
3.30
3.40
3.50
3.60
3.70
3.80
3.91
4.00
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Total

Regarding hours worked per week, 33 students reporteking while in high school,
while 118 did not. Students who did not work did bettem those who did. Of which data is
available, 17 of 25, 68% of those who worked reached thfe gel of 2.5 or higher, while 75%,
64 of 85, of those who did not work reached the goalntywsix males reported working while in
school and 75 did not. Seven females reported wgrkihile 43 did not. No students at Atlantic
report taking any AP classes, while eight at Plaiw, #ivCascade, two at MARSHALL High, and

18 at North Academy reported taking AP classes.
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Ten students report being convicted of a felony, 140rtepm conviction, while one
student failed to answer. The former number does dspidents who may have been charged
with a felony of which charges were dismissed oséhawho had misdemeanor charges and or
convictions. Students who attended Hudson, the ATéwérinvolved with the law but there was
no quantitative data available, hence the real amouwstudénts involved with the legal system is
higher, which makes it 16 not 10 students. Ninety-rpaeents rent their home and 39 own.
Students who lived with their parents while growunqg had higher GPA’s, and those who lived
with both parents performed even better in school, than themerparts who lived with neither or
one parent. Forty-one of the 58 students, 70%, whplisdpinformation received a 2.5 GPA or
better. Thirty-four of 43 students, 79%, who lived withth parents received a GPA of 2.5 or
better, while only 5 of the 8, 62.5%, who lived hlwiteither received a 2.5 or better. Only 109
students supplied information.

Those who classified themselves as Other, performeer etschool, Latinos did not, and
those who designated themselves as Caribbean perfoboatithe same as African Americans
even though more African Americans were included in the research,ushmgy the 2.5 GPA goal.
The exception to this was the students at Cascade: 1&awfAmericans, two Caribbean, one
Latino, and two classified as Other all performeero®.5. Forty-five of 60 African Americans
reached the 2.5 or higher GPA goal, while 18 of 28bBeaan, 11 of 17 Latino and all seven
classified as Other reached the goal. The designatimr atost likely includes those born in
Africa. It is unfortunate that other was not specifimtause it could have really influenced this
research. If using the 3.0 GPA benchmark mark for awmdeuccess, Caribbean students
outperformed black Americans, 52% to 48.3 %, ance@tB5.6% to 48.3. Forty-seven percent of

Latinos reached the 3.0 mark.
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Fifty-three males were African American, 23 Caribheln Latino and eight other (see

chart below). Twenty-nine females were African Amanis, 12 Caribbean, 6 Latino, and 1 other.

Nine of the 81 African Americans were 19 or older, rawilibean of the total 35 were 19 or older,

two of 21 Latinos were, and no one classified as other gedrs of age.

Table 6: High school attended & Ethnic Background

Ethnic background Total
African Caribbean | Latino other African
American /Non- American
Latino

Atlantic 4 1 6 1 12
Plain Academy 11 2 1 1 15
Cascade 13 2 1 2 18
MARSHALL High 4 2 3 1 10
North Academy 45 28 8 4 85
Central 4 0 1 0 5
Other 1 0 1 0 2
Total 82 35 21 9 147

Caribbean students’ fathers had the highest amourttioérs who had a GED or higher

with a whopping 92% (see Tables 7 & 8). Eighty-eightteet of African Americans had fathers

with a GED or higher, 70% of Latinos, and 62% of other fathers with a GED or higher. For

students’ mothers who received a GED or higher, ékalts are different. Caribbean students do

not lead with 89%, because 98.5% of African Americadestts’ mothers have a GED or higher,

which coincides with reports of black males becominglved in the penal system and women

out numbering men in post high school plans. Othesiplesreasons include the large amount of

African Americans included in the research, which cakdw the results. Seventy percent of

Latinos’ mothers received a GED or higher.
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Table 7: Highest Educational Degree Obtained by Father & Ethnic Origin

Total
less than| GED or High 4 year | Masters,
High equivale| school | BAor law, MD
school nt BS or PhD
African 7 11 32 10 3 63
American
Caribbean/Non- 2 5 6 10 2 25
Latino
Latino 6 4 7 1 2 20
Other 3 1 1 1 2 8
Total 18 21 46 22 9 116
Table 8: Highest Educational Degree Obtained by Mother & Ethnic Origin
Total
less than| GED or High 4 year | Masters,
High equivale| school | BAor |law, MD or
school nt BS PhD
African American 1 11 24 19 12 67
Caribbean/Non- 3 3 8 9 5 28
Latino
Latino 6 5 6 2 1 20
Other 0 1 3 2 2 8
Total 10 20 41 32 20 123

Positive role models / peers
Although in the literature and in some of the focus gsquger pressure is documented as

having a negative affect on the educational process, sorme stiuidents in this focus group
explained how peer pressure impacted them positivelya@astudents point to each other as
motivational forces. They enjoy being in an all boy'sc&ghwhere there is no distraction from
girls and other students take academics seriously.

Interviewer: When did you realize you can be a good st@de

Alvin: Around the B grade.

Before then did you feel differently about school?

| felt like there was no point but still | went ancettibecause of the people that | chose to put in
my circle and surround me. So | chose certain gedplput in my personal circle, which will
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motivate me. Why can they be good in something aad’'t? We all have the same abilities,
there’s nothing wrong with any of us, you have the santigexbto do anything we want.

Interviewer: Do you all feel empowered?
Alex: Yes
Interviewer: Why?

Alex: | am with people my age trying to do a posithiad...something that does not happen in
their rooms (other schools).

Barriers to educational success: Lack of parental invoement
Cascade freshmen continue to discuss the importancepdnantal influence has on a child.
Students cite apathetic parents as a barrier to acheeNdon some inner city students.

Tom: Or some of the kids who cut school, some dfitlsewho don’t go to school it's either for a
reason like they’re sick or you just have some parehts tell their kids to stay home on certain
days.

Why? Why would they tell them to stay home?
You got some parents who just don’t care, who are calddk
What do you mean?

You got parents who would treat their kid like theyuld treat their enemies. Like they would
treat somebody that they don’t know and it's not sspd to go like that. | feel if you're a parent
and you got a child you should encourage your clgitgg your child props when he do right. Be
there for your child, take care. And you have somemar@ho just don't care. They’ll come

home and be like, “Where he at?” He outside withddltem. He’ll come up whenever he wants
to. You got some parents who just don'’t care.

Luis: In the morning, I'm out early in the morning f@rious reasons of running or practicing. |
see the same kids in my grade level but they’'re @uisiffont of the buildings or on the corners
for various reasons as maybe things that’s illegahanging around people that’'s doing things
illegal. | see these things because when | leatkanmorning to be outside early in the morning
while I'm doing something positive, | see them. When | come H see them. At night when | go
to the store for my grandmother, | see them. Theg'tbe same spot, which means they have to
be doing something not right. Cuz if I'm running arowgaing to school running errands and
things, why can’t they do the same thing. It's just certain gedipby're just lazy and they take life
for granted.

Luis and Tom discuss the effects weak familial @aodhmunal networks can have on

children. There is a notion of instant gratificatibat exists for some inner city students. Tom and
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Luis words highlight the importance of creating str@ebhools and communal programs for the
nation’s most at risk students. Eradicating socialwllll most likely never occur, for capitalism
needs a lower class to thrive, yet programs can richherpoods of violence because the same
capitalist needs a measure of safety when shoppingras ®r walking to his or her car.

Historical circumstances speak to issues of involuaty vs. voluntary immigration, Cultural
Differences, and Demographic Differences

Some of the students in this mixed grade and gender fgroug at North Academy
discussed the impact of historical circumstances suctvakintary versus voluntary immigration,
cultural and demographic differences on educationatkrexpces of black males (Ogbu, 2003.
Many foreign born blacks regard black Americans ay,lavhich is a common misconception.
This thought process negates the differing societiescatidre. A foreign-born black is not a
minority in his/her country and hence sees morekblaalice officers, judges, lawyers, and
bankers; ultimately, a foreign born black sees mos#ige role models who resemble him or her.
Black American culture is largely referred to as thetimferior to white culture.

Although white culture is superior in the Caribbead enany African nations, where skin-
bleaching cream is a hot selling commodity, they are not therity in the country. This differing
inception creates an entirely different dynamic taefgn and native born blacks in America. The
students in this research identified their ethrasitas African American (53 males, 29 females),
Caribbean-Non Latino (23 males, 12 females), Latinonfafes, 6 females) or Other (8 males, 1
female); the research did not specify second generatacks, which could have impacted the
findings. Second generation blacks usually still hawe dhitures and values from the parents’
countries. A large number of students only identitieeir ethnicity, but neglected to state if they
were born outside of America. Twenty-five students oitl51 answered the question; five

students stated that they were born outside of the Usitdds, four males and one female, and 15
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males and five females, said they were not born autsidhe country. For country born in, only
one male identified Haiti, and two Guyana, while one femaéntioned Guyana.

Nonetheless, research supports the contention thatgrfotgorn blacks do better
academically than native born blacks (see Massel,eR007; Ogbu, 2003). In the following
exchange, the interviewer discussed the disaggregatingoef and asked students for their
perception of black males and academic success:

Interviewer: What ethnic group of blacks do you faré at the bottom of the socio-economic
group?

Lisa: Urban African Americans. See West Indies comeith certain disciplinary values-more
focused, don't play around when it comes to school.

Interviewer: Why?
Justin: The way that they are raised.
Another student added to the discussion regarding thectrapaultural differences:

Richard: Basically the Caribbean values, differembcture, more discipline. African Americans
don’t have the same values.

Interviewer: Poverty in Jamaica- what'’s the difference?

Richard: It's the conditions in which you live. You coimeéAmerica to get a better life, because
you want to elevate yourself and family who are stijpoverished. A daily struggle in order to
survive.

Interviewer: Is it possible to make it? | spent a lotimitin prison and yeah you can make it out.
Justin: 1 use my father as an example from Barbados,paayand now has his own business.

Interviewer: Why can’t African Americans do that? Whdnd my father do that?

Richard: We’ve been given a lot already, blacks thieégbe owe us. Think someone else is going
to give it to us, think people owe us for slavery.

In addition to cultural differences amongst blacks, sofitee students felt that African

Americans do not do as well in school because they lasikiye role models and motivation:
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Leo: Don't have no one around, just forget about school-one pushing them, they can do
whatever they want; it's a vicious cycle.

Another student added:

Josh: Blacks don’t see the struggle, 10-20 years agi,rights movement more blacks pushing,
don’t see the struggle again.

Students attributed their motivation to the culture efrtechool:

Interviewer: What about you, all who want to colldeta (students mentioned conducting social
science research to find out why black males areattehding class)? What's different? Is it the
school, your teacher?

Josh: Yes.

Interviewer: You also had to have drive; so what tid i

Josh: If you don’t have positive role models, not goingdot to achieve or do better.

School community’s involvement
Tom, the freshman at Cascade, explained the support thetdiees from his teachers and

coach is very helpful and is a source of motivation.

He said: I'm being prepared for college not only edudalpbut as an athlete too. Sometimes |
have practice at 6 until 9 and I'm tired when | gonte and then do an hour and a half of work.
My coach and my teachers are really helping me geisied cuz I'm trying to make it somewhere
in life, not only as an athlete, but a student too.

A Plain faculty member confirms the importance of schoppett.

He said: There’s a statistic that they used to telhg old job which is, if a student is connected to
two or more staff members, that they are not onlyensoiccessful in the program but they were
more successful after the program. It really justnes down to that basic need to be loved and
accepted. When people just connect and care abowtwas your night last night, that makes
such a difference on how they approach school andngpta school and in the classroom, that's
really undervalued.

The connection?
Yes.

Community valuing education
In the mixed group at Plain, the following student explaim@a many in his

neighborhood struggle with the concept of education. Thergtidescribe how difficult it is to
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retain employment if they have a prison record. Othersaagxfhlat in a shaky economy, a high
school diploma is no surety. The following illustraties struggle occurring in his community:
Tony: Some feel like, why go to school when | can maikk qoney (drugs).

Jay: A high school diploma used to mean something,itnewonsidered nothing.

Tony: How can | get a job when I'm a felon.

Jim: Yeah, that's how they feel. | know people gbiohigh school diplomas and they sell drugs.
Why go to school, why finish going to school when | can i@kieousand a week?

Frank: | used to get teased because | used to read mtdtsand never used to go outside, so
they’d call me a nerd. My motivation to stay in schoole&om my mother who was struggling.

| kept on reading my book and they still stupid, thagpging on the street, I'm in school, I'm
getting something out of my life.

Students at Central describe the community in wthely reside. Educators are sometimes
unaware or forget that school does not take precedence fadirals who have constant struggles
and violence in their lives.

Bernie: We come from poor neighborhoods...from the hoodyaitgs, drugs
No one in the focus group lived in a drug or gang free community

Have you seen violence?

Terrance: I've seen people murdered before. At a padgeone shot a gun in the air and the
police came and shot the guy and picked him up.

Bernie: | saw a guy with a knife and gun.
Justin: | saw a man get shot in the face over a giskugid fight.

Members of the mixed aged level focus group of six makiests at Hudson explained
their community’s views on education ranged by age wiherelder members of the community
recognized the value of an education, while the youngercide's:

Interviewer: Do people in your community value education?
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Arnold: Parents yes, the kids my age no. they valaking money, looking good, clothes,
everything gotta be up there, sneakers, everything gofrae$te

Interviewer: What are their ages?

Arnold: Age 14, even younger than that, all they catmut is making money, they are
ignorant...don’t care about school, make money any way.

Interviewer: Where do they receive that message?
Jack: Messages come from people who are older than thdte.
Another student disagrees but similarly attribuéss ialue on education to street culture:

Nick: Not really culture, but role models of thogetbe street, wanna be like them. Some wanna
be on the block, chillin, be with girls. Others seassfr pair of sneakers and like them. Money talks.

Students discuss how the fast lifestyle got them nowqweckly. The following exchange
highlights their experiences resulting in positive chdngéhese young men:

Jack: We didn’t realize all of this. We finally knowexe we are headed. How you gonna get that
stuff if you're on the block? They’re gonna get lockedapody’s telling them. Ya'll telling us.

Nick: A lot of us didn’t care.
Jack: Care about what everyone else thinks.

Students at Atlantic described their communitiesws on education. Students confirmed
Mr. Jones description of repeat offenders. Accordinght dtudents, many youngsters were
engaged in negative behavior or were incarcerated:
Interviewer: Tell me about the people on your block,they in school?

Jim: About three people on my block go to schooltaflony people are locked up. | keep my
distance from all that.

In the following exchange, students discuss hustletgein tommunity supporting education. This
finding is profound because it rejects the traditiorwlam of black males not valuing education
like other groups:

Interviewer: How do they treat you when you go to school®tBy treat you differently?
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Rob: That's funny, because they encourage me to gohtwol, even though they’re not going to
school themselves.

Interviewer: Give me an example of someone encouragingpygo to school.

Rob: Stay in school, don’t do what | do. It really doesmake any sense to me.

Interviewer: Why, what's wrong with that?

Miguel: Well | understand they're trying to help me, bk¢ Jimmy (referencing a discussion off

tape) said earlier, you can’t help me if you can't help yotr¥eu doing something that you know

that’s wrong.

Rob: Not necessarily, they probably want to do it,dan’t do it. So they are looking out for the

next person so they don’'t end up in the same situatierprbbably too late for them to catch up

so they just look down on the next person to try tothelm get further than where they got.
Students expressed their views on success and thearemddducation. For most success

was materialized, which is not surprising, in captafimerica. The following dialogue illustrates

that most understood education provided vital options:

Interviewer: What does education represent in your conityf?

Jim: Success, get what you need to get it.

Interviewer: Anyone else?

Miguel: Education in most families, means money, money.

Interviewer: How many people have benefited in your asmitsnfrom going to school? What are
the benefits?

Miguel: | see education as like options, results ioicés, options.

Steve: Not too many people in my community go to kdhatoif they see me, they tell me to go.
Education gives you choices.

Interviewer: The literature says the community dogsengourage school and call you a punk if
you do, but | am hearing the opposite here. Anyone waalktabout this?

Jim: Well everyone here living in the hood...educati@nses a way out. Want to get out of this
situation. They say don’t end up like me.

Interviewer: Can you think of anyone on your block tjas to college?
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Random yeses.

Interviewer: So out of the [6] of you in here, ontyele people know someone who has gone to
college?

Miguel: Not from my block but from my school WA greficing one of the schools the field
researcher visited and confirms the researcher’s figs)), pretty much everyone that | know there
goes to school.

Interviewer talking to the juniors at Cascadéow do the younger people in your community feel
about education?

Lucas: | live upstate in Rockland, but to commutes¢bool | stay in the Bronx with my
grandparents. I'm a person that grew up in the suburbs but canralate to the city environment.
The standards of living are high up there so educasemportant.

Calvin: They be on the block and all they be talkingual®clothes and girls and when | say I'm
going to get a book they be laughing and call metoaboy. | tell them I'm going to do my
homework and they look at me like I'm crazy.

Rich: My environment they don’t really stress schdbky skip school and hang out on the block
and sell drugs. The percentage of people going to caaget good. (Cascade Juniors)

The first student makes reference to the suburbs,ewhere is a higher standard of living,
and more professionals than in impoverished urbarsateas’s statement about living in the
Bronx implies that education is not as important is ¢gmandparents’ neighborhood. There is a
different struggle in some urban communities, making itatiffifor a parent to focus on education
if the location of the next meal or paying the rent tgkesedence. The mixed level focus group
and a senior at Plain agree with students at Casg¢ad@nd Tony explain the concept of making
money quickly, sometimes called instant gratificatibut for many people who live in
impoverished communities is survival.

Jim: Some of them feel like, why go to school when inadee quick money (drugs).

Jack: On my block, there is only one kid who graduatgt &chool, out of about twenty to thirty
kids. (Plain Seniors)

Vaughn, a junior at MARSHALL High, adds his critiquette plight of black males, notion of
peer pressure, and teen dating:
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You see everybody else getting all the girls becahese tave money and that's only because of
their parents, you don’'t know what they doing in thatdeto get all that money. Then you're

like, I wanna be like that too, you go start sellinggiuyou get all the money, now you getting
girls.

Interviewer: So, there’s a relationship between sgltinugs, to get the money, to get the girl?
Yeah. (MARSHALL High Juniors)

Black males’ perception of education & success
In the following exchange between the interviewer amderstudents at Central, students

describe their perceptions of education. Ronny’s ddgmmipf possibly being the first in his
family to go to college is profound. His comments aupported by national data where black
males on average graduate at lower rates than other griosipslents. :

Interviewer: Do you know of black men that you've gmnschool with that graduated and have
gone to college?

Ronny: No, if I do, I'll be the first. I'll be a role model my younger sisters and brothers.
Terrance: In the hood, they don't go to college- theycsdigge ain’'t for me.
Do they question their ability to be successful?

Terrance: Yes, people want money now not latgtoufsee someone going to school everyday, he
ain’t got nothing, while you see the other standing enbllock fly- you got something.

Terrance speaks of instant gratification and survival prgmeng the minds of many black youth.
The students at Central discussed how this phenomenaadps the minds of black students.
Bernie: Blacks get low paying jobs- many don't think thegd to go to college.

Bernie’s statement lends credence to the plight thakd have endured historically in
schools and the job market. The constant struggle te eradts meet in life can lower one’s self-
esteem. Many people forget that the Civil Rights gfieigccurred in the 1960’s, less than 50 years
ago.

How many [blacks] have you known... [go] on to prison?
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Justin: | went to jail myself, | got released gotlzance to go to school. If 10 of us, | would say
40%.

Bernie then discusses the many problems that exispoverished communities, which take the
forefront over school.

Bernie:: Being black means living in the jungle gday, baby mother’s dropping out of school
(pregnant women), being harassed by the cops.

Terrance in response to being asked if black males vdugaton, said:

No black men do not value education like other mersodn as they get out of high school, they
want to make money.

Justin: They know they have knowledge, but want fastyr@on’t use knowledge.

Ronny: | heard before if you want to hide something fadstack man, put it in a book.

Justin: Not anymore, we had everything handed to esd®d’'t want it as much, back then we had
to work hard for it.

Ronny explained why he had not been so focused during thglols

He said: | was a geek in middle school and wasladlut the books, then high school changed me.
Puberty happened, girls, hangin’ with the wrong crowldsyas smoking weed, drinking, and

partying.

Bernie: | went to three high schools -T, NB, anaht@#...| got there and had to make a name for
myself. | was new to school, a freshman.

Students at Central continued to talk about theircational experiences and discussed if
they felt they were ready for college. Some believexy twere not prepared, most likely due to
earlier educational experiences in traditional putititools.

Interviewer: How many plan on going to college?

Some say yes and others no. They don't see negstily implications such as separate
but equal that has continued to influence their learmitihough Brown v. Board aimed to make
education equitable, many of the inner city schoatsaie segregated; have fewer resources, and

less qualified teachers. Additionally, if the schoolintegrated, the classes are segregated, with
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more whites in college bound and honors courses. lemadists would contend that agency or
action causes the educational stratification. Still et sole reason for stratification is not agency.
Students from impoverished backgrounds do not start osaime footing as wealthy or middle
class students who are taught social capital and hegess to more professionals. Lack of
preparation, less or no access to tutors, and issug®e home and community life cannot be
discounted as influences.

Interviewer: What does being prepared looked like?

Terrance: | am getting ready to graduate.

Ronny: | feel that I've been prepared to go to schoalthes from junior high school.

Bernie: I'm not prepared. | put it on myself anddndt know what preparation for college looks
like.

Justin: Discipline, knowing when to study comes filoerhome.
Terrance: | take responsibility for not being prepare
Students’ comments at Atlantic rejected the traditibteahture that says black males value

education less:
Interviewer: Do you think young men of color value eduodtgs?

Steve: | value education, because in order to live conifierand be established | gotta get it.
Rob: | have to say that education is my foundation.rtjsartant, | want to do things.
Joe: Education not only to me but to my family isyverportant. Before my grandfather passed
always used to tell me you can’t get no where with outlanaion, you can’t be a man or provide
for your family without one. My mother had me whes was young, she messed up in school, by
having me. She put herself back in school. She knewsivbdtad to do to succeed and take care
of me. So that’s part of it too. All her hard workpast me to school, | know it would hurt her if |
didn’t do good in school or go to college.

Students gave varied reasons as to why they valugth#oh. One of the main reasons

given by most was the availability of options and someein their family explaining the

importance of an education. Students desired to leay®\verished backgrounds and many
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resisted the illegitimate markets in exchange foroan&l degree. The following exchange
illustrates the struggle that many students face asaihefor a higher education:

Interviewer: Do any of you have to fight the temptafrom the black market or illegitimate ways?
All: Laughter

Jim: Well people in my hood think of money. The reas@hkveducation cuz | know you can'’t
live in the illegitimate market forever. In order tetga good job, you need an education. Even to
work for McDonalds you need a high school diploma.

Interviewer: Do you think education provides you all vagtions?

All: Yes.

Students in the mixed group at North Academy wheimdryo assess the plight of black
males questioned if black males value education. Sonles sdblack males’ perception in the
black community, others spoke of instant gratificatiod the need to survive:

Interviewer: Why are there fewer black men in college?
Jim: Some see school as a waste of time, scared fords#lp, some are lazy.

Interviewer: Give an example of them being lazy.

Jim: A friend feels trapped, doesn’'t want to do anythiricgiéh cop will stop him or somebody
trying to kill him.

Jim’s explanation of lazy doesn’t completely describazg person. His description is one of fright
or limitations placed upon one in society. His poyél of his friend denotes racism and poverty,
not idleness.

Interviewer: What's the percentage of the people yowkng/our community in jail or school?

Jim: Seventy percent of those my age not in schoollidvgay due to stupidness.

The low percentage of students who remain in schoay mot simply be due to

‘stupidness’ as Jim described but it may be a lack of work etimeg $aziness as mentioned, or the
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inability to request or accept help. This is seerha liigh school in which I'm employed from
most students. Students of color, mainly males, doeautily ask for help. As Jim mentioned, it
may be due to being afraid to request assistance. Jreed that black males are not putting forth
their best effort in the educational process, but alsedtltht some hustle to survive:

Tim: Can't give you a percentage...some don’t go, bstléyutry to make a living and there are
some that don’t go to school...just hang out.

Tonya: Those who don’t go to school are in gangs, somaeas house smoking.
Tim spoke of internalized racism and burden of Actirigte purported by Ogbu, 2003:

Tim: Some scared of success, being looked as actiitg, Wke speaking properly. Then they’ll
think you are better.

Interviewer: What is acting black?
Tonya: It's a mentality, stereotype, clothes theyrwats all about stereotypes.

Presence of Gangs in Schools (Atlantic)
Students spoke of the dangers of gang involvementiging in impoverished, violent

communities. Steve described one instance where a youngstmaygling with the dangers
committed suicide. The following dialogue illustrates 8truggles that occur in many inner city
neighborhoods:

Steve: | think that lil kid who killed himself wasased, scared to be killed by someone else’s
bullet. He killed himself that's crazy. He was prolyadifraid of being killed. He didn’t want to get

killed by someone else’s bullet. Instead he killed Hfimse

Joe: | understand where he’s coming from though oAtestime you get sick and tired of this shit.
You be like damn what did | do to deserve to go thindhis shit.

Steve: You still have something you can do in thisdwoestead of just killing yourself.
The interviewer explained that traditional literatula@ms gang members reject education;
this research does not support that position. The dlugesvided vivid accounts that refute early

research.

153

www.manaraa.com



Interviewer: Literature says that gang members rejeditional education, doing some research
at John Jay we found some current and former memdfesireet gangs that challenged the
literature...At Atlantic, is that apparent?

Mikey: You wouldn’t know unless you see certain haaddsshor symbols...those people are not
true to themselves. If that’s not their lifestyle, volkyfake.

Kevin: | kind of disagree...it's not necessarily befalge. It's like your family...family is in...some
grow up around it.

Joe: Sometimes you are born into the life you daswvehan option...one of my friends his mother
and father are bloods... he was born into a gang. Hefipished high school.

Mikey: They are false claiming, not really in the ganthey see people getting money, wanna be
down. There are different sets of gang membersndttseally about the gang. Money, people will
do anything for money.

Kevin: Like you were saying there are gangs at Atlankiey are not disrupting our education.
Every gang member is not a negative person. A coupiean$ ago, | used to be a Latin King. The
leader of my tribe, he actually got a master's degrephilosophy. It's funny, right? It's crazy.
Now look, the way he went about leaving the tribe, hgalps for everybody. He went up to the
school and made sure everyone did what they had td domleone got arrested, he got him out.
He was like their parent.

Mikey: Also these people go to school and aregarg. If you want to be in a gang and act hood,
there’s a place for that. There’'s a place for evangh Gotta code switch... when you are in
school, you gotta learn, can’t mix everything up.

One student discusses his perception of gang involvear@hthow a gang member’s
affiliation is known. In the following exchange, the studet$suss the impact of gang affiliation
and their attitudes regarding the young man who chose deaticantinued gang membership:
Interviewer: He said, he’s not blood, but you say hdaed?? Why do you say that?

Joe: Because you could see it in his face, he looky auan he says yeah fuck all that gang shit
yeah...he’s probably the older brother and he wants ttlis brother to be a part of the gang. And

his little brother killed himself...he’s the oldest ofiall of them. And then he still put red roses at
his brother’s funeral. Nah he could of put whiteagseverything is red, he’s blood. His sneakers,

his truck and then at the end you see he said peace nmgbrot

Interviewer: That's blood. Somebody else want to speakhis...First reaction to this piece. |
mean this is about suicide. Right. There is anotherepie there.
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Steve: | think it's sad because to get away from phablem you don’t have to commit suicide.
There are other ways around it. It's hard but there ather ways around it. Without options or
hope, possibility might become blood.

Students’ description of the young man who committedide and the issues of gangs in their
neighborhoods shed light on their reality. Many of thest at risk students live in environments

plagued with violence.

Opinions on code switching
Attitudes on code switching and ability to do soiegrtremendously among the focus

group members at Atlantic. The staff member beingrdlteEn most of the students explained the
importance of code switching, although many students likebt due to youth did not agree.

Interviewer: Talk about code switching. The importan€édeing able to code switch, good and
bad and what the Atlantic Academy does to get peoplederstand this.

George (staff): In my own words, | think you shourst fassess your surroundings. If you are
going to a particular place, you should take intansideration where you are going. Take for
example, the work force. Some companies are moseoative than others, i.e. Ernst & Young
or education is less conservative. You should knowygeeof place. | think code switching is real
important for the young people that | work with.eytalready have certain things against them.
Their color, their nationality, so to speak. So they havieok a little better, be a little better, with
their presentation.

Rob: | would feel uncomfortable if | was dressecediftly.

Interviewer: Well look at me with my jacket on. Do | lodkerent?

Mikey: | would think you were a preacher or something.

Interviewer: Praise the lord (laughter)...

Kevin: You see in my hood no one really dresses like tha

Interviewer: What would you think?

Steve: A lot of teachers don't see that us youngamnesmart enough to know our environment. |

could be uptown and then go to a job interview amolkto wear something different. They don'’t
see that we have enough intellect to understand a timplaod for everything.
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Interviewer: So do you recognize, have you acknowletiggdvhen you dress a certain way, you
are treated differently by teachers than if you'resded another way? Do you feel teachers are
afraid of you if you dress a certain way?

Rob: At Atlantic they treat you like you adults. ¢é& wear hats, do-rags. The way that | dress |
don’t think it affects my ability to learn. It has nifeet on your learning.

Joe: The teachers don't treat you different. They donderstand how you spend $500 on one
outfit. In my Atlantic campus, Midtown one, you can‘ameats in the building.

George (staff): Umm | personally don't like to seeybang men wearing do-rags in the building.
| am concerned with how they handle themselves wiegrdhve the building. | saw one man who
graduated go on a job interview dressed inapprophat He looked like he was still in high
school. So | think we need to fix this. | can't samtiérferes with their learning but it interferes
with my thought process.

Stereotypical thoughts on black males (Atlantic)
Students described gentrification and the impact thabimdsem. One student discusses

increased interactions with whites in his neighborhétsl comments illustrate the stigma that
many black males receive in society.

Steve: At night. In my neighborhood a lot of wipg®ple moved in, Caucasian. If you get on the
train late at night, they gonna think something. gkt on a train, a white lady moves her seat real
quick.

Interviewer: So you get on a train, is this when younext to a woman?

Steve: No not every woman. | can get on a train @&nekegt to a black woman and she would just
sit regular next to me. So it changes. The way | looknidé&tion.

Interviewer: Where does that come from?

Mikey: From T.V.

George, the staff member, in the focus group discussedhe stereotypical thoughts about black
males may stem from their behavior and culture, styldre$s. He also described how certain
situations can cause one to be afraid:

George (staff): When | see young men walking, | feel safehesle guys, | know them if they have
their do-rag on or their hoodie. But | was in the park aight, going to my car, there was a bunch

of teenagers walking. | looked over, there were about four of.thlecouldn’t see their faces...was
like oh they gonna try to jack me for my car. So kémbaround. So right away the fear of the
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unknown | can’t see your face....don’t know what you'rekthgn | am also aware of the self-
hatred. We sometimes rob ourselves before we robosmmeho looks different.

Interviewer: When | go home, | make sure my doorsamkeld. Does it mean | am a punk?
All: No
Interviewer: What am | responding to?
Rob: Your situation.

Steve reports that he uses the stereotypical thouglats advantage. Although he probably
does not appreciate the negative connotations givblatk males, he does not allow it to hinder
his movement:

Steve: When on the train, | walk towards white pedgtaow they gonna get scared. They get up
and | get their seat.

Everyone: laughs
Rob: | know he just made a joke but | want to say whaist said. [It's so true].

Instant gratification
Students discuss how instant gratification, e.g. theel&si quick money, can impede

upon academic success. The following student at Mardadlemy in the mixed group discussed
how the strong desire for money prevented many blacksifralm staying in school:

John: A lot want fast money and uh gangs violence.

Another discussed how instant gratification hinderslacac success.

Ron: Umm...can make a quick $1,000 out of school.

The following discussion with Jim at Hudson describesv instant gratification can hinder
academic success:

Interviewer: I've been hearing a lot of young men sgyhey want to be a pimp, in songs... and
young girls must be saying want to be a hoe. Wheretistinaing from?

Jim: I'll take it from those who wanna make moneye thone stuff in the past with them. It's easy
money, don’t want to get a job, lazy. (Hudson)
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Cascade students’ perceptions of black males valdinga¢ion varied. Some believed
black youth get caught up in the hype of hip-hop culturedasde fancy clothes. Although this is
one perception, other causes for desiring new sneaketslm®due to poverty and avoidance or
shame. No one wants to be poor, hence if new sneakers eooltddined, teasing and the shame
of poverty can be avoided. This is why many wealthy studettgeople casually where old
sneakers and clothes. These individuals have nothipgte; they have money. Other possible
reasons for being overly consumed with hip-hop cultureua@rachievement could be the lack
of structure and the delay of gratification.
Alex, the sophomore at Cascade, said: It's sad butcgnlt help what you're doing at that age, |
mean, if you walking around and you seeing everybodiyneitv Jordans and new Nikes and new
jackets and you feel like you're going to school, yeueen getting good grades but your parents
just don’t have the money to get you the thingsdtiars that don't deserve it have. So you feel
like why am | doing this when | can go out and do whatdather kids are doing because they're
getting more than me and I’'m doing the right thingfsey turn to selling their bodies and selling
drugs to get material things instead of getting themmavstraight. (Cascade Sophomores)
Lucas: | feel like | get some instant gratificativom school and a lot of people look at it as an
investment. They need to see the gratification now. The Vadakeication is less if you come from
a street environment where people make fast money. (Cahoades)
Jerry and Lance, seniors at Plain, described how fastyrend lack of structure at home can lead
to negative habits.
Jerry: Majority of the time with the kids who dog to school, there ain’t no time limit for them
to wake up. They can get up whatever time they want, go to the lsiitle and make most of the
time where somebody who stays in school, all theges yn school, to make in that one little week
or two weeks, they could make that in a day or two,thay feel it's easier for them to make
money. They don’t have to go to school, they looKikejttheir life is set. At a time, when they're
hustling, they get the money to buy what they want, asaggu get that dollar.
Interviewer: Why do they choose to do that (sell drugs) going to school?
Jerry: It's easier, a lot easier. You wake up whenewaryant.

Lance: You hit the streets, before you hit the school

Russell: You step outside, money’s right there. It's not dkehyave to go far. Older kats put them
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onto it. (Plain Seniors)

Impact race plays in school
Racism in society has been evident since the creatibsafation; it later was extended to

the institutions such as schools. The legacy of BrovBoard of Education continues to haunt the
country’s schools (Kozol, 2005). It is well documented téldren of color are recipients of
racism, tracking and lower teacher expectations (Cigih® Project Harvard University, 2008;
Holzman & Hyman, 2007; Ogletree, Jr., 2007; Eaton & Mé&&rd007; Orfield, Losen, Wald, &
Swanson, 2004, Kozol, 2005; Losen & Orfield, 2002; Clark &@inell, 1999; Holman, 2004;
MacCleod, 1995). When adding inner city, impoverishedesttgdto the equation, the effects are
more than doubled. The following all male mixed grade Isttelents at Central High, an
alternative school, discussed the impact of racismepgkche:

Interviewer: Have you experienced racism?

Terrance: | had a white teacher call me a nigger.

Why?

Terrance: | called him a spic and he called me a niggpunched him and got kicked out.
Interviewer: Do you find black History missing from culum?

Bernie: Ummm huh (nods his head yes).
How does that make you feel?

Bernie: It makes me feel like they don't care aboubrniie the government’s covering up what's
going on. The school is helping the government cowgy. it

Students at Hudson discuss the effect colorism hathem. The Willie Lynch speech
describes colorism best. Lynch, a former slave owner,ogempdividing and conquering of the
black race. His speech to other slave owners encedirsgparating the races, pitting the light skin
against the dark skin slave, the old slave against the young anwkevsa. Although there has been

controversy regarding the actual occurrence of this speechjords are quite powerful:
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Jack: | grew up fighting because | have light skin.
Interviewer: What about black Puerto Ricans?

Interviewer on colorism: Have you encountered disitration within the black race- based on
being light and dark skinned?

Justin: A light skinned student is treated better by teacReBpanish girl would most likely talk to
a Spanish guy.

Bernie: Skin color can help you advance in the job market.

The mixed group at North Academy comments on how inieatakacism can affect an
individual. Jim discusses how the school to prisorelpip makes many black males see prison or
jail as a rite of passage. His statement is not simgriconsidering the alarming numbers of
incarcerated black males:

John: They feel they don’t have the same opportusittizers because they are black.
Jim: Blacks glorify street hip-hop way of life and itignwith going to prison.

Interviewer speaking to students at Hudson:
Any of you ever been a victim of racism in school, gsgegific example?

Arnold: Football team- white kid got on the team arglgop wrote a check just like my pop.
Interviewer: How do you know it was racism?

Arnold: It was a white school, white neighborhood.

Another student discusses school segregation, whiahgsly evident in this analysis (see
appendix 8). The schools included in this study are piiyrtdack and Hispanic:

Jack: Russians, Arabs, Asians have their own school.

Freshman at Cascade discuss the importance of havaigteand mentors who resemble
themselves.

Tom: I’'m not really comfortable working with Caucasiaachers.

Why?
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Cuz | can't really relate to them.
What do you mean relate? What does that mean?
Like, just the way they talk.

To you, about you, what, what do you mean by the wyytahe€® The way they sound, the words
they use?

Yeah exactly, the way they sound, the words they useathehey go about things. (Cascade
Freshman)

Tom’s comments suggested cultural differences betw&arks and whites, with mainly
black students being educated by white teachers, iaffekis academic experience. His words
describe resentment for the cultural superiority oteghas Ferguson (2001), posits. Thus, there is
a need for more mentors and teachers of color.

Preparation / Skill levels: (Hudson)
When students were asked of their skills in regardenployment, the levels varied

tremendously. Some had menial skills, while others bdastchnical skills. Some could not
articulate their skills or skill levels:

Interviewer: For those who have a job and those whitdehat skills you got for legit work?
Arnold: Verbal skills.

Interviewer: We all got the gift of gab? What skilkeiygot?

Arnold: I work in a restaurant, know how to make cappucamemorized names of cakes.

Jack: | worked at McDonald's.

Rob: | can fix things, carpentry, construction work.

Interviewer: Where did you get these skills?

Rob: | was the fixer, fixed things in the house.

Nick: | can think of anything. | am creative, can pgether programs, if had the right kind of
money...movie- promotions.
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In the following dialogue, the students were able to list mahe slssociated with gang affiliation.
The mere fact that this was done illustrate the typéfestyles and environments many black
males continue to face:

Interviewer: What skills does it take to be in a gang?

Arnold: Need energy, skills, be ahead of people, kpeople, who to mess with, who not to mess
with, math skills to sell, need to know how much mgoaymade.

After returning to the skill question later in the fegroup questioning, the students with prompts
are able to address needed gqualifications:

Interviewer: What about qualifications for a job?

Nick: Need to dress up nice, so they can judge youeappce, but they sometimes judge color.
You can have on a nice suit, if see color- theytifik you are not qualified. You can have best
skills in the world and they won't pick you.

One student described his desire to be an entreprendguappeared to be disillusioned with
financial costs in life like many peers in his age range:

Interviewer: What do you plan to do when you go to gelfe

Jack: | don’t want to work for nobody. | wanna be arrgprieneur.

Interviewer: How are you going to fund that?

Jack: Loan from my pops- get a loan from the government.

Interviewer: Who feels ready for college?

Arnold: Junior high was hard, high school was easy.

Interviewer: Do you feel junior high prepared you forthgchool?

Arnold: Yeah

Interviewer: Does high school prepare you for college?

Nick: Yeah

Interviewer: How many parents went to college?
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Nick: Mine.
Jack: My father did a couple of years.

Notion of last chance (Hudson)
Many students in the focus group believe that theardtive environment is their last

chance to shape up or else end up in prison or onrthet.sthe students also describe having to
contribute to the household monetarily. They descriljgoresbilities that supersede childhood and
school tasks. The following exchange describes thisraoe

Interviewer: Why did you agree to go to this alterratehool?

Arnold: They told me they would clean my record liyg been doing good, going to my GED
program, working.

Interviewer: Why do you do right now?
Rob: | want to change my life, have a baby to take care of

Jack: | want to have a better life, maybe go to thetamylj everybody say it's more better for me,
my pops went... easier to get an education and a job.

Nick: I'll take anything don’t want to be locked up. Gog mother and my little sister. I'm getting
my GED, working, | get home at like 2 in the morning, I'mantyedon’t get a lot of sleep. Trying
to look after my lil sister, never had a father to shoswvhat to do.

Interviewer: You help pay the bills at home?

Nick: Yeah
Interviewer: Anybody else?

Rob: | pay the bills, cuz my grandfather told me tonmap. | was man enough to have a baby. |
gotta pay rent cuz my shorty and seed (baby) livethe

Interviewer: If you can walk away and not have to worrgutlanything, would you?
Rob: If we had a chance not to be here, probably som&welhere but most won't.
Interviewer: How many would be here for $7 an hour?

Arnold: Yeah if it involves money. You need moneydke moves, get on the train, to go to
school. This program, gotta be here anyway, we made tbak®s. | paid the consequences.

163

www.manaraa.com



Sometimes | get lazy, I'm here cuz | didn’t go to school.i$ms last chance. People act like they
don’t want to be here. | be like you put yourself here.

Interviewer: Anything you want to say before we close out

Rob: Do what it takes to make your money, forget aboat wther people think. Do what it takes
no matter what.

Arnold: Wake up and realize- doing all this fast fstaf them girls, when you get locked up, the
only girl that’'s gonna be there is your mother.

Jack: Ain’t nobody gonna be there when you come home.

Rob: Life is not a game. You know how young kids $@kteol, when you get older, gonna say |
should of did that.

In hindsight, the students attending Hudson were ablgite advice and words of
encouragement to younger children who may be headirayaBterhaps policymakers can allow
for the development of more mentoring programs wherslat/outh can have the opportunity to
hear from youth like those attending Hudson. Studeténding Hudson with guidance from
adults can help at-risk students who have not entiiegenal system avoid making the same
mistakes, which would be a proactive measure. Nonathdlee students’, at Hudson, description
of their life, paying bills, working to 2 a.m. highligtite adversities many inner city youth face.

Media’'s influence on the community
Juniors at MARSHALL High discuss how pop culture eaversely affect their learning.

As discussed earlier in this analysis, pop culturenctibe the only culprit because many whites
listen to hip-hop. Perhaps pop culture combined with impsived and or unstructured homes lead
students to stray from learning.

Lonny: We don't value education because rappers orarEvimaking millions of dollars, never
went to school. Ask themselves why can't they madkensiof dollars. The TV brainwashes you.

We don’t have anymore role models anymore. We don’t hayeae Martin Luther Kings.
(MARSHALL High Juniors)
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Lonny’s train of thought may change considering the ielectf Obama as president this year. The
election of Barack Obama is very historic considetirgnation’s less than stellar track record in
the treatment of people of color.

Interviewer: Young men who don’'t have that role ehodho are not in school, what do you see
them doing?

Troy, a freshman at MARSHALL High says:

| think that most of these men see like rappers onvittvthe jewelry and the jailbird mentality
and just all that gaudy stuff, pants hanging downyofir ass and stuff and it's just like, jailbird
mentality. (MARSHALL High Freshman)

Vaughn: A way that you can influence people in the contynto do good is if you're a rapper
‘cuz a lot people in the community listen to whaapper says. So if a rapper is giving a positive
influence into his community and he’s telling em’ tthatgs are bad for you, don'’t sell that, most
people will listen to that ‘cause he’s the rapper, lggsthe money. (MARSHALL High Juniors)

Lonny: That's the way rap was in the 80’s, it was tegvpositive influence and it was an art
form. Now, it's all about making money.

Lonny’s response to Vaughn is very timely considering the discus§imisogyny and violence in
rap music. What the students and many people who basintrap music do not discuss is that
most rappers do not own the record companies, thuswgappout violence and sex affords them
continued employment.

Tying it all together

Students’ responses show how institutional racisntiraaes to linger in our society. All of
the students’ previous high schools were very segrdgaith low teacher expectations. Even their
current high schools were segregated but the expeneagaenuch more positive for them. It is
quite ironic how all the high schools included in thrsalysis were comprised when considering
the Brown v. Board decision. Social reproduction thewth the intersection of class and race is
quite evident in this analysis, where the schootkimanalysis were primarily black and Hispanic
(see appendix 8 for ethnic make up). Students spokevoftéacher expectations, apathetic

teachers, and violent environments when discussiag thaditional, previous schools. Legal
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socialization was apparent as well when studentuuskstd how people would perceive them if
they attended John Jay.

Many of the students had very low morale for policecefs, which is who John Jay is
known for educating. Some of the black males had goyeel tas well as one teacher at Central,
and the interviewer who is now a Professor at JoprCaddege. Jail is considered a rite of passage
in the black community for many males. The conditionsvhich they live, countless negative
encounters with the police as one student from Ceetgahined seeing a police shoot a man for
shooting a gun in the air, help erode respect for lafereement officials. black juveniles and
adults are overrepresented in the penal system. Angotal the National Council on Crime and
Delinquency cited in USA Today, the juvenile population in Aozeis 78% white and 17% black,
but arrests overall include, white: 70% and black: Z8#azar, 2007). Disparities are present as a
more in depth look is taken at arrests. Juvenile arogsmurder and non-negligent manslaughter
for whites is 48% and blacks 50%, arrests for forciblge for whites is 64% and black 34%,
arrests for robbery include white 35% and black 64%.

Several theories can explain the disparity. One is legeihlization, where a legitimate
deficit exists between blacks and police officersodke forget that blacks were not voluntarily
included in this society; hence many had to fight heirtrights, sometimes literally, i.e. the Black
Panthers, and more conventionally through protestslamidbnstrations. The lingering of racism is
ever apparent in our society as seen with the prastleampaign of Barack Obama; now the
nation’s first black president. Now more than evethe past decade have racist comments been
made regarding Barack Obama’s name, religion, and.nioier to the presidential race, many
maintained that the U.S. was a colorblind society, lietection showed that colorblind ideas are

not an adequate solution. When the republican candjdates McCain and Sarah Palin held their
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rallies, shouts of “off with his head, kill him, 'sean Arab” filled the room. Nonetheless, people
need to discuss issues that exist, which is the parmd this analysis. Other reasons black
juveniles are overrepresented in the juvenile systemude: over-policing of urban communities
as opposed to suburbia, police discretion, classaoelhias, where wealthier parents can afford a
lawyer or know the town'’s sheriff.

This research recognizes the causes for underacheeweane multifaceted. To better
understand how family life, community, school commyiaihd culture, teacher expectations, and
culture all influence the learning experience, the priricipgestigator on the larger project
provides an in depth critique of five schools that Is#ted. There is no quantitative data or focus
groups conducted at the schools: Darwin Academy, Bdsike Academy (WA), Midway High,
and Southern High. Nonetheless his critique is suppoltg statistical information from
independent sources that evaluate schools and from the N&ZCitp Department of Education.
Interview with field researcher regarding school culure, community, teacher expectations,

and family life
I nterviewer: How many years have you conducted field research? In@e@ner

Thompkins: In general. Ten. Twelve. Starting at Indiana University thera)amiversity of lowa.
The first piece that was major involved me goinditferent colleges and universities throughout
the country. | went to the state of Indiana, Alabardmaya, lllinois, South Carolina and
administered surveys to students. There were 1750epeophat sample, but I've done other
things.

Interviewer: In visiting the three schools [other schools disags later], can you tell me what
stood out the most to you of the schools?

Thompkins: When | think of the three schools, I'm thinking o&iBawhich is on Staten island,
Southern High which is in Brooklyn, I'm thinking abouari?in Academy, but there’s a fourth
school, Midway High. So when | think of those schoalsittvent into, what stood out? The first
thing is this: those schools where | felt the grediemsning was taking place did not have metal

detectors. So, for example, at Basin High school, itclesr that you had security presence but
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there were no metal detectors so, it was more ohadadhen an institution of social control. The
students at Basin felt involved and included in tthecational process. What principal at Basin
did, is she brought the family and she brought busisess&in the community to the table and
they were able to sponsor any kind of program that kiggt want. All the athletic programs,
you name it, clubs, and everybody was involved anddiehat | was there, the parents, many of
the parents, the parents association were actuallycampus. So Basin, as well as Darwin
Academy was headed by women and these women held thetsstaglewell as the faculty
accountable. Learning was going on because of stramdgetship and the leadership demanded
the teachers, administrators, and faculty perform agrain level.

Interviewer: Can you specify which schools had metal detectors?

Thompkins: Well, the schools that had metal detectors werg¢h®aou and Midway High. Now
Darwin Academy [is a specialty school] and Darwin Aemy has one of the highest graduation
rates for black males in the country, awarded. 6Gil@s of awards and accolades for their
accomplishments, but the point is that at that pakdicachool, again students felt empowered by
the process and they were happy with what was gaing o

Interviewer: We decided that Southern High had metal detectors andaylitiiigh. Correct?
Thompkins: Right.

Interviewer: Can you describe the relationships between the stsidéra students have with the
school staff, like the security guards, the teachengnselors, administrators?

Thompkins: Right, that goes back to what | was saying, in someoflgou have more learning
than others, for example. The schools with an over abunddrsszurity, meaning all the security
checkpoints, the metal detectors, the cameras, tadeea, some of the kids there, felt like they
were in jail and the relationship that exists betweke kids going to those schools and staff,
faculty and administrators, it varies; but lets talkout Midway High for a minute. The majority
of the students there are black and brown. The majasftythe teachers, faculty, and
administrators are white. The majority of security paps to be female and this is school security,
and it happens to be female and it happens to keklalad brown. So, some of the kids would ask
me, well why am | going to go to school only to haaehers put me down, so here’s an example.
There’s a teacher who is old school, and he askgtiestion, ‘Why would their mama let them

walk around with their pants hanging down?’
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So this is a white guy who is verbalizing his atté toward the fashion of young black kids. And
his attitude verbalized indicates to me that he has these dedgdsteelings about this. So he acts
out his power in the way he deals with the kids. He puts them ddéaw come you got your pants
down?’ Not for the purpose of trying to correct themt, for the purpose of ridiculing them. And
he uses his power as a teacher to advance his oagegses but by using his power as a teacher
against his students, he disempowers them. So kidsonce they feel disempowered because
their voice is not respected or they don't feel ideld in the educational process, they reject

education.

So at Midway High the relationship between facalyg students is bad and a lot of it has to do
with the culture of the school. So when | say culture, if yoo §atwin Academy, which is a new
school, just had its first graduating class. It's a sallthat exists inside a building where there are
several other schools, but within that particular @eeverybody is empowered. Right? The kids
have pride. When you talk to the kids about theiroum§, they tell me when I’'m on my way to
school and | got my uniform on people smile at irdew are you young man?’ Right? But when
they don’'t have their uniform on people stay away frtwemt because they see something
different. They see a young black male, who may batenfml problem, but within the school
environment, the kids feel empowered, the teachersefgabmsible because the administrator, the

principal, Mr. Brown, forces them to be responsible.

If you go to Southern High, now there’s a differstdry, Southern High is controlled by gang
members. When | walked up in the school, | sawved/ehere, on the young men, on the young
women. When you walk up in the school immediatetg tkean us versus them ethos, between
faculty and students, but also between faculty. whdt | mean by that is you have faculty
members who have been there for a while who are ehidna their ideas of right and wrong
and you have new faculty, and they can’t agree. You have issbasthérn High: students talked
about security making deals with gang members, allowiemtto get away with certain things in
exchange for not acting out violent behavior on school grounds. Sal hatebeen made between
school security and gang members. Well, other staderow about that deal because they see
security turn their head when gang members come in.th& makes students feel not only

disempowered because of the us versus them ethasehefeculty and then faculty and students,
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but they feel at risk, they feel at risk, secusty joke. They don’t respect security, they're afrai

of security.

If you go to Basin, again, students feel empowenédu talk to the kids, they see opportunities,
they have opportunities, access to resources. Thenfsaare involved, community businesses are
involved, they provide opportunities for every kindcafb you can think of. They provide
opportunities for kids to participate in all types of athletativities. It took the kids away from the
gangs. Not that you don’t have gangs at Basin, l@nayou talk to the kids they're like, “You
know we don’t have gang violence at schools. Of couesgoivgang members here, but they're
not a problem.” At Southern High, they’re a problem. Mddway High, there’s a problem. Also
there, you have issues with security compromising secyréldwing the predator students to get
away with things in exchange for keeping the peades domes from students, | mean teachers,
I've had teachers say look, “The metal detectors don’t do anythihgve kids giving me guns.’ |

had teachers say | have kids giving me guns.

I nterviewer: Which school was this?

Thompkins: That was at Midway High and Southern High. [Teachers saygvetkids giving me
guns.’

Interviewer: Would you say that Southern High and Midway High is guthb students?

Thompkins: Southern High and Midway High is not ran by anybottis a what | would term, a
disorganized environment, because there’s conflittiden teachers, faculty, and administrators.
You have [office] administrators in the principal'ffioe and they think they run the school. When
| was there, | go into the principal’s conferenceomo to have a conversation with the assistant
principal, an [office] administrator, which is a setary, comes in and wants to talk about this
unruly student and she wants the student chastisatlydun have teachers who are afraid of the
secretary because of the power that the secretary A&st’'s ridiculous. That's ridiculous. So,
you grow up in that environment clearly, there’s asseof disorganization.

One could say there’s some leadership, well the kshgeyou can see on the surface and they'll

say Mr. So and So who'’s the principal is stern, youtgalo this. There’s a difference between
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being stern and that sternness producing positivalt®snd just being rude and disrespectful to
kids. We got to recognize that race still playsoke and when we talk about barriers faced by
African American male students; the first barrisrlinked to their race and the stereotypes that
have been created around who you are. So that young blalekwmalks up into the average
school, immediately, there’s a category for him.hdmv you act, your actions, your lack of actions
will all be framed and discussed within the ideasoasted with that stereotype. You come in,
you're a black male youth, well you're not goinghi® a serious student. You come in, you're a
black male youth, you dress a certain way, you meist gang member, etcetera, etcetera, and
etcetera. But, if you go to places like again, Danfkcademy, Basin, and other schools that, I've
gone into, WA, (the"Bschool). Just the little bit of time that | walkaxbund their halls. Clearly
the relationship between teachers, faculty, staffryéaely seems to be on the same page, but then
students feel empowered, so the relationship betwteatents and teachers, it's good, to the
degree that children, students, respect the voice of teachefaeuity. In these other places, they
don’t. It’s like there’s a war going on. Kids go to school to be [nt§ssigh, not taught, and they

don't feel safe.

Interviewer: So you would say that in terms of black male achiemgnthe school environment

does influence or affect...?

Thompkins: It's clear, for example, when we [the research team]twan Cascade High School,
which is a catholic high school, but the realitythsit 70 percent of the students who go there now
are not catholic and you might as well say, a blagkenhigh school. When you go to the school
and every morning when classes start you've got Brdflaeney whose number two and you've
got several other teachers standing at the door asstactcome in.

Now they’re not there chastising them, they’re notrdg@wvering them. It's part of the process.
They’re waiting to see who comes in. If you're l#hey want to know why. They hold students
accountable, but the students there accept it, they ajapeeit. Some students will say to me,
‘Why should | [care about school]? I've never had aogyyp hold me accountable. I've never had
anybody make me feel like they cared.’ Black male aehient is something that, or black males

achieving, is something that is influenced by a Iattoff, the family. The kids that I've talked to
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regardless of where it's at, there is somebody indhaly generally that went to school or there’s
somebody in the family that pushes them to go to schablifatis not the family, then it's
somebody in the school, it's a teacher. | mean I'velhdsl say to me in the school. | ask them,
‘So, who motivates you? Who inspires you?’ They'll say, 94 and So. Ms. So and So.’

And I'm like, ‘well what about your home?’ They're like, ‘Not abhome. There’s nobody.” Black
males who achieve tend to come from an environment wHiecaten is respected. They tend to
come from an environment where education is respediady tend to come from an environment
where there [are] examples of success linked to educaAnd that's not everywhere. Counter to
what some would suggest, | don’t think black malgteducation because of masculinity issues.
| think that some young black men as | talk to thisey see education as a last resort, well not as
a last resort, but it's sort of like a terminal degy;, because nobody ever told them they could go to
college. So, that being said they see the high school diploma @& to a job. So, a lot of them
are quitting school and they’re going and getting a G&Dthat they could go get a job. So, the
point here is that they place the same value on a GE&fbey do a high school diploma, which is,
it'll get me a job. They don't think about the féwat that's only going to get them a job making X

amount of money. They need more education, because nokotiyléthem to.

Interviewer: Can you describe the communities the schools ar¢ddada?

Thompkins: Southern High is not in a good community | would say,|lwon’t live there, but |

don’'t know. But I'm from the South Side of Chicayul | have a background and | felt
uncomfortable getting off the train. Basin High &alhis in Staten Island, nice place. Midway
High is here in Manhattan down[town]. Darwin Acadensyup in the Bronx and it's near... so

there’s some businesses around.

You don't have a lot of kids hanging out around ttt@sl. So, what | think is important in terms
of this question is that we acknowledge or recogtiiae many kids at least in New York don’t go
to school in the community that they live in or thleo®l they go to is not in the community they
live in. So the question that you asked, | wish Ulc&cdollow the kid’s home to look at the

communities they live in. The communities that theals are in, except for Southern High, |
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didn’'t see them being problematic. One of the mosbiitapt pieces that we got to bring to the
table when we talk about differences across high sshaadl black males or any student being
successful is that, the school's community is a camtyauThe school is a community and within

that community, you have stakeholders.

The teachers are a group, the administrators, secdatylty, custodial faculty, the students, all of
these are interest groups and they're all interagtwithin the school community and it's about
power and within these communities a lot of teachixslty, administrators, janitorial staff,
etcetera, security, they’re still thinking the kids wldobe... seen and not heard. So, they will talk
to children in a rude disrespectful way, ‘Shut Up! Didl say do this?’ That's power. They
exercise their power in a harmful way. So, I'm sayiugn we begin to talk about school and kids
and kids learning, or kids being bad, we have to step dreay the students and pay attention to

the interaction between staff and faculty.

How are they interacting with each other within th&ivn interest group, but then how are they
interacting across those interest groups? Becaudeeatind of the day, their stuff trickles down on
the kids and the kids is the weakest interest group in thabanwent and power gets played out in
such a way that the kids feel disempowered and thathasgative effect on education. The
schools that I've been into where there’s learng@ng on, [students] feel empowered. The
schools where | go and kids feel or there’s no leeynit's because kids feel disempowered
because they’re not a part of the process. Their vaia®t respected; their voice is punished
when heard.

Tying it all together

The exchange between Thompkins and the interviewer desdrow positive school
culture and teacher-student interaction affectséxar Dr. Thompkins describes social capital
where students who have someone pushing them at homsatioiol are more successful
academically. His description of the five schools is suggal by National Center for Education
Statistics, New York City and State Department of Edoaand Inside Schools,

schooldigger.com, and greatschools.net, independenatwawf New York City schools, data.
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Southern High and Midway High have very low graduatiot @atendance rates compared to
Darwin Academy andNVake Academy (WA). The graduation rate for Southern High.i393,
33.8% for Midway High, 76% for Basin, 73.6% for WA, &8@l7% for Darwin. Attendance rates
paint a similar disparity where there is 92% attendané¢fat91% at Darwin, 84% at Basin, 69%
at Midway High, and 63% at Southern High. The field redesats observations of the schools
lends credence to having more supportive environmentsgctdepboth teachers and students,
better teacher-student interaction, and less metaties in schools.

Do focus group findings support the hypotheses?

Based on the research, the literature regarding blacsmaitial hypotheses were
developed to assist in examining the attitude and p@vospf education for black males in New
York City schools. More importantly, this research is comee with what makes a successful
versus unsuccessful black male in New York City High 8khdt was hypothesized that higher
achieving black males’ attitudes and perceptions towdutation resulted from stronger social
networks in their residential or school communitigsor®) social networks include parental
involvement, teacher-student relationship and expentdBiiack males coming from strong
support systems, either parental, communal or both, wéredattl high performing schools in the
New York City had more positive attitudes about the edutatiexperience and performed better
academically than their black male peers. Studentsevparents finished high school and college,
and whose teachers imparted social capital and hactkyggttations for them performed better in
school.

Because many of the students lived in impoverishedhbherpoods and at one time
attended under funded public schools, their environngidtsiot include strong social networks

initially. Attending their current school proved fifuit for students where they reported teachers
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and schools that really cared. Coming from lower nmediomes, sometimes takes the focus off
school and on survival. Additionally, many of thesadents did not have access to social elite
networks that many middle class students can accessy Mner-city schoolchildren do not have

family members or friends of family members who aret@scand lawyers. It is true that families

who are not from middle class or wealthy backgroungsart social capital and tell students the
importance of an education, but these families atemart of social elite networks. Ogbu (2003)
maintains that foreign-born black students are momdyliko be recipients of parents imparting

social capital. This study illustrates the notiorsotial capital impacting students positively, e.g.
students from North Academy discussed the differengalues and culture among Caribbean and
native born blacks and students from all sites cogdlethe importance of positive school culture
and teacher expectation.

This research contends that educators and policysateuld focus on what can be
controlled, i.e. the school environment, because nohadlren start on a level playing ground and
not structural ills can be eradicated. Thus, if saogivorks in the home and community are not
strong, teacher-student relationship and higher expmcttétom school faculty can assist in
overcoming the weakened structure. It is posited thaeh@thievement is the result of (SF + SS),
where strong family plus strong schools has the greatasiemic success.

Conversely, if a student lacks strong social networkkenfamily, community or school,
then achievement is lower regardless of income. mtlependent variables follow: strong family
plus weak school, (SF + WS), equals a lower effecE @WS) = lowest effect, (WF + SS) =
higher effect, (SF + SS) = highest effect. The depandariables are low and high achievement.
Below are the eight hypotheses discussed earlierhyipotheses are based on the literature of

black males. The hypotheses were formulated as angypaint for the research even though this
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study is qualitative. Data from New York City Defmaent of Education, Inside Schools, school
digger.com and greatschools.net, and the social damplogisurvey given to students also helped
substantiate the findings.

One: Black American males’ perceptions and attitudef education and the legal system

differ from other groups of students.

The focus group findings partially support the notiort thlack American males view
education differently than other students. When weivig grade point averages and the familial
education, it is apparent that more foreign-born blabkse who identified their ethnicity as Other
achieved the 2.5 GPA or higher goal. Forty-five oué@fAfrican Americans reached the 2.5 or
higher GPA goal, while 18 of 25 Caribbean, 11 of 1fincaand all seven classified as Other
reached the goal. Caribbean and African American studpatrmance was about the same,
although more African Americans were included in shely. Latinos did not meet the 2.5 grade
point average as the other groups did, which coulduieeto language barriers. When using 3.0 as
a marker of academic success, Caribbean studentsfoutped black Americans, 52% to 48.3 %,
and Others 85.6% to 48.3, while 47% of Latinos reached3t mark. Unfortunately, not all
students answered if they were born outside of theetUStates. If this were done, the finding that
foreign born blacks do better than native born blackg have been fully supported.

Because students identified ethnicity, it was usedldfine foreign born and research
supports the notion of foreign born blacks performintielben school (see Massey, et. al, 2007;
Ogbu, 2003). The exception was for students attendasgdtle, where black American males did
very well in school. The ranking of the school confidribe students’ success. The findings also
revealed that black male hustlers and gang members valgatiet. Students at Atlantic report

gang members sending their students to school anagtéiie students to get their education and
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not be like them. The students’ comments go agaiadr#ditional notion stating black males and

specifically gang members do not value education.

According to academics such as Ogbu (2003), black American males’ perception of
education differs than other groups of students, especially those who are not born caAreri
posits that voluntary immigrants do not see Standard English being imposed on them and thus
are more successful in school. The concept of involuntary immigration and the effleet on t
psyche is profound in American society. Scholars such as Ferguson (2001) and Horvat and
Lewis (2003) contend that some black Americans reject the culture sugesfdahie Other,
being white dominance. Rejecting the culture superiority of the Othehjrder black
Americans’ academic success. This research recognizesngjine Other, is not the sole reason
many black Americans lag behind academically, but does not dismiss the prdfechthes
occurrence has on black American students, where the dominant culture vievusdtiiy's

culture as inferior and treats them inferiorly.

In addition, most of the black males interviewedytbelieved that black females valued
education more than black males. Across all racesalésrare performing better than males in
school. For instance, for the 2000-2001 school year, 50f5&males received Regents diplomas
compared to 45.5% of males, and more females thansmedeived honors recognition (New
York State Department of Education, 2007). The gendgradty is even more profound for
children of color. For the 2003 cohort, 57.4% of klé&males graduated compared to 43.9% of
black males (NYSDE, 2007). For Hispanic females é2803 cohort, 53.9% graduated compared
to 41% of Hispanic males. Eight-four point six petcehwhite females in the 2003 graduated
compared to 77% of white males (NYSDE, 2007). The fematkests interviewed also confirmed

the notion of black males valuing education lessis Timding is also supported in previous
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research (see Leicht, et. al, 2007; Willis, 19 HQwever, the answer is not so simple. When
reviewing other research of gifted black males (sagét, 2005; Bonner, 2001; Fries-Britt, 1998;
Maton, et. al, 1998) and the conditions in which many inngiscitool children are taught and live
(see Holzman, 2004; Kozol, 2005), light is shed on démeors that contribute to less than stellar
results in school. There were also black males indhasf group findings who did very well in
school, i.e. Cascade.

As far as black males viewing the legal system diffdy than other students, direct
guestions were not asked, but students who atterdeldon, an ATl program had all been
involved in the legal system as well as some studehtsattended alternative schools. Research
shows the school to prison pipeline exists (see Hamiittstitute; Drug Policy, 2007). Many black
males discussed the prison rite of passage in the fpoups. The interviewer and one faculty
member from Central had both gone to prison. Black naescited quick money and survival,
institutional racism within schools as barriers to edocatResearch shows black males experience
racism in the workforce and criminal justice systésee Tonry, 1995; 1996; Spohn, 2000;
Reinarman & Levine, 1997; Travis, 2005).

Two: Black males lag behind other groups academicalbecause of school policies and

procedures, e.q. gatekeeping and over-classificatiomspecial education.

Research supports this hypothesis, where thereaig@ bver-classification of black males
in special education courses. In return, many of stisteskill levels are low due to low
expectations and lower tracking (see Losen, 2002; MaLE98; Willis, 1977). Fryer and Levitt
(2007) show there was no gap for students enteringekgadten, but found no real evidence to

support why the gap comes to exist.
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Many of the students in the focus groups reparigoaught by teachers who simply gave
hand-outs. Students reported their traditional hidgioslcenvironments did not expect much from
them. The students claimed the teachers were affaideostudents. The field researcher also
reported going into schools where no learning occumedvehere gang members controlled the
school. Although the demographic instrument did raltect direct data on Individualized
Education Plans (IEPs) for classified studentdpnat data confirms this hypothesis where blacks
males by and large are over classified. Blacks cm@mpl7% of the youth, but 33% of those
classified as mentally retarded (see Losen, 2002; 2Q022)).

Three: Black males who attend large segregated schoolstiwmetal detectors will do far

worse academically than other groups of students.

The findings from the focus groups supported this notddost of the students reported
that they were treated like criminals in their forreehools. Students said the teachers were afraid
of the students and treated them as if they wereéhsaoian. Students acknowledged that metal
detectors were needed in some schools, but theysaidahat if a student wanted to smuggle a
weapon in he could. Students reported that security guardsmgaiags and helped students bring
weapons into schools. One young woman in particular, Lis@h Academy, said her old school
made her feel like a criminal.

The research report done by Fellow and Mukereje (283¢ussed how metal detectors
are in segregated poor schools. Students in theares attended such segregated schools before
and still attended segregated schools. The studearts from lower socioeconomic backgrounds.
Most of the students reported not doing very well in them@&rschools, which were plagued with
metal detectors and violence. The official schodlisites support the findings that blacks who

attend largely segregated schools with metal detectorfar worse than others do (Fellow &
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Mukereje, 2007; Holzman, 2004). This research corsfithat violence, metal detectors, and gang
influences hinder the learning environment. Dr. Thkimg the principal investigator on the larger
project, went into schools plagued with violence aretal detectors, such as Southern High, and
confirmed the lack of learning. His confirmation ispparted by official statistics from Inside
Schools, New York State and New York City DepartmentEducation, which show low
graduation and attendance rates, even though studentstfiose schools were not directly
interviewed (see appendix 8).

Four: Black subjects are more likely to leave school ke to economic reasons than other

groups.

Students’ exchanges with the interviewer support tigigothesis. Black males believed
many young female students left school due to pregnandythe need to care for their child.
Black males also claimed that instant gratificatiaosed most of their family and friends to leave
school. Many of the hustlers who left school resorteduick money, but they encouraged the
younger generation to get their education. Given that nbéack males in the study were from
humble beginnings, survival usually takes the forefront.

Students at Hudson claimed those who left school weneid, but their description of
stupid did not completely explain the adversities entmyad. Some of the students report being
evicted from their homes and helping with financethahousehold. Assisting with finances as a
child is a large burden that plagues many studentthignstudy, 10 students lived with neither
parent, 60 out of 151 lived with both parents, andli88d with one parent. Hence, when
discussing Dr. Fryer's incentive plan to pay studdgatexcel, one should remember that the
monies gained can be used to help the family and sdsee as a source of encouragement

especially when other parts of life seem to not goalb(e.g. place of residence, food, etc.).
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Five: Black males are more likely than other group®f students to be arrested, e.g. drug use

or sale, than others.

This research does not completely support this Imgswt, because only 10 students
reported being convicted of a felony. Still yet, mdsthe students discussed knowing someone,
either family members, such as fathers, and friends were in jail or prison or previously
incarcerated. Perhaps, the reason most students wielargely involved in the criminal justice
system is the purposeful sample. Because this stla®s not include a random sample,
administrators and key gatekeepers could have chosemdsereadily available students, and
could have chosen not to highlight the negative. Acldily, if some students are involved in the
criminal justice system, they are not readily available.

Previous research supports the hypothesis, wherefi@atherica’s prisoners are black and
Hispanic, even though blacks only make up 12.3% of theulption and Hispanics 12.5%.
Although only 10 students in this study had been convicted édmyfat is unknown how many or
if many were convicted of misdemeanors. Six students attended Hudson, the ATI, were all
involved in the criminal justice system, but no qitative data was available from them. The staff
members at Hudson spoke of the high amount of blackrvdh males in their program. Official
data confirms the over-involvement of people of catothie criminal justice system, where they
make up over half the nation’s prison population (Humigiht® Watch Report, 2003).

Six: Black males are more likely to do better academally when taught by highly qualified

teachers (those who teach in area of certification).

Research (see Alliance for Excellent Education, 2003zoK 2005; Holzman, 2004)
confirms that most black males attend segregated sohibliess money spent per pupil. Because

many inner-city schools are under funded, it remdifiieult to retain and attract highly qualified
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teachers. Teachers who have no certification otesmehing out of their area of certification are
teaching many inner city students throughout the naearly 90% of blacks in New York City
are taught by teachers teaching out of certificatian,aecertified math teacher instructing reading
(Holzman & Hyman, 2007).

Students in the focus group described their formertioadl high schools as places where
no real learning occurred. The students said thdéesaaid not teach and in return, the students
did not do well in school. When the field researabieserved Southern High, he saw no learning
occurring. Students were in the halls and the gangsotiedtthe school. The graduation rate for
New York City black males in the 2002-2003 year wa®9%3compared to 77% for white males
(NYSDE, 2007). In the 2001-2002 school year, blackletts comprised 54% of out of school
expulsions and 75% of total expulsions (Holzman, 2004)ispadity clearly exists.

Seven: Black males are more likely to have a positiveducational experience when teacher

expectation is high.

All of the students in the focus group reported tiggaexperiences with teachers in their
previous traditional high schools. The majority of thedstis did not report being in a positive
school environment. According to students who atter@escade, Hudson, Plain, MARSHALL,
North Academy, Atlantic, and Central, teachers inrtfeemer schools did not expect much from
them. Students stated that their former schools wkgued with metal detectors and violence.
Students said the teachers fought the students andergze

Teachers at Hudson, Central, North Academy, and #¢lalscussed how their schools
were places of empowerment and better student-teacheol relationships. Students attending
the focus groups confirmed their teachers’ comments. flldersts discussed how learning became

more important once they left their traditional highaals. Some of the students’ grades coincided
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with their positive school environment, while othdrd not reach the GPA goal of 2.5 or higher.
Some possible reasons could be lower skill levels tdugacking and attending lower funded
schools, being taught by teachers who did not have prgpaehing certificates, and having
negative experiences in school from earlier yedtsis important to note that private school
teachers do not need to be certified and thus tbkehilevels of achievement at Cascade is
probably due to positive school culture and highechteaexpectations as the students attending
Cascade stated. Another plausible reason achievesneighier in Cascade than traditional schools
is the longstanding reputation of the school thusditrgamore qualified individuals who care.

Eight: Black males coming from strong support systemsither parental, communal or both,

who attend high performing schools in New York Citywill have more positive attitudes

about the educational experience and thus perform lker academically than their black

male peers.

Findings support this hypothesis where students ataas a catholic school, and North
Academy report teachers who were sincere. Althoughrésiearch did not include individuals
from weak schools such as Southern and Midway Highg fiotes from the interviewer of those
sites are included and many of the students attendédsstools before their current placement.
Students cited apathetic teachers and violent sclasolsources of negative attitudes about the
learning environment. Lucas, Alvin, and Tom at Caseaddited their private school environment
as positive where the teachers cared and taught thémSielents described teachers in their
former schools who were afraid of the students. Atiogrto the students, teachers in their former
schools instructed with handouts the majority of the ame: fought with the students. Students did

not describe positive experiences in schools plaguedweitnce and metal detectors.
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Students at MARSHALL described a positive school environmete the teachers cared
about their well-being. Vaughn described positive intevactwith New York transit personnel
while walking to the subway wearing his school shitidgnts at North Academy stated that they
wanted to conduct their own research to investigate fetver black males were graduating from
high school. Students at North Academy had a cultueahéhand many mentors and teachers who
resembled them. Students at Hudson, Atlantic, and CeHigh, the alternative locations,
comments highlight the importance of sincere stéfb wnparts social capital regardless of race.

Tying it all together

Students generally reported a more positive school iexer when they left traditional
public schools. Focus group participants discussedrtpertance of high teacher expectation and
positive school culture as means to assist themiatinost at risk individuals. Most of the students
lived in rental communities, where 99 families rentadd did not have access to social elite
networks and the social capital that students from Ieididss and wealthy neighborhoods have.
Still yet, in the empowerment, private, academy, altetnative settings, the students and teachers
reported social capital existing, which in return etiéel positive change academically from the
students.

Schools such as Central, Plain and Hudson, alternagitiags, allowed students to fulfill
internships; thus teaching them life and interviewskijs. North Academy, an empowerment and
academy school, assisted students in obtaining intpesis well as increased self-confidence.
Students at Atlantic, Hudson, Plain, Central, affdrdeidents therapeutic environments and skill
training for employment. MARSHALL High, a specializedhool, also taught skill development.
WA taught students to dress for success and soaledtie, i.e. walk to the right. Other schools

such as Southern High did none of the former resultithgaracademic achievement.
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Nonetheless, this research purports that schools, wmphrt social capital, instill the
value of education, teach social etiquette, and emplotysialls, can assist students in being
successful even if they come from weak family netwptle. lower socio-economic status, violent
homes and communities, and parents who are not acadignmvolved. This research does not
contend that parents from weak families do not careHeir children, rather it recognizes the
impoverished communities many students reside infadioblence encountered daily, weekly, or
monthly. Many times parents are working two or mores jad provide for the family, leaving
many students unattended. Schools can assist by atelggpaying students to excel, increasing
student-teacher interaction, creating a positive scaneironment, and imparting social capital.
Schools should not overly classify students in speaiaication classes or place them in lower
tracking courses, where expectations are exceedingly Athough not everyone has the same
skill level, teaching social capital, work ethic, regdand writing skills should be at the forefront
of schools where all students are reading on the pgypde level before advancing. This research
purports that individuals who come from weak commuarad familial settings can excel in a
strong school.

The continuance of weak schools and under-funded scassils in reproducing the social
order. Research also illustrates the over-classifin of black males in special education services
and the level of gatekeeping in integrated schools (see L23@2a; 2002b) contribute to the class
order being reproduced. Students cited apathetic teacre rundown school buildings as
impediments to academic success. The former can déegdenacy for the school setting and
authority figures (e.g. teachers, principals, guidancmselors) similarly to the legitimacy deficit

that exists for police and the criminal justice systeflack neighborhoods (Jones-Brown, 1997).
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Chapter V
DISCUSSION

Due to the plight of black males across the nationatiies such as the BMI have been
launched to assess the needs of this group. Prograhes\artous CUNY schools aim to recruit
and retain black males where BMI officials work wi@ollege Now faculty at the various schools.
Even though the literature cites the over-represemtatif black males in prison or under
supervision and the under-representation in schools and sityyeome disagree with the goals of
the Black Male Initiative claiming gender bias. Mencotor such as Michael Myers and Pedro
Noguera debate the effectiveness of such programs ansideo the BMI program as
discriminatory. Noguera contends that such gender ghg@atory programs can have especially
negative effects for black males, which can leadhyper-masculinity. On the other hand,
supporters of the BMI, including the City Council andNYJschools, realize the hardships faced
by many black males and seek to address them. Thigatsah made this research possible where
the City Council funds the initiative, thus allowing imptieresearch with inner-city students.

Focus group findings reveal the causes of failure arsimple. Admittedly, students have
a level of individual responsibility when they chodsefail by not attending classes and not
completing the required work. Still yet, the lone culpfitailure may not be that the child does not
care; there must be other reasons for their apathystlidents in the focus groups attributed their
lack of success in former schools to the culture efdgthool and low teacher expectation. Low
teacher expectation in traditional schools suppottab@eproduction theory where students in
remedial or lower level courses are disciplined magkraot taught progressively. So much so that
the training many students of color receive in sutvirenments prepare them to become blue-

collar workers (Willis, 1977). Agency does have a fackoseen in Willis’'s (1977) work, when
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many of the students respond to a non-encouragingoament by cutting and not putting forth
effort.

Yet, such a rationale does not explain it all. Theeenaultiple reasons for success or lack
of success as illustrated in the findings. Many of Néwk City students live in impoverished,
violent communities, attend schools that gatekeepctwtbes not prepare them for college or
college bound courses, are taught by under-qualifiedhées more often than suburban students,
and don’t have many role models that resemble thens. iilturn can create an individual with
low self-esteem, which could lead one to choose filMultiple factors attribute to the
achievement gap. For instance, racism affects thendeawhere teachers’ and counselors’
expectations are lower for students of color. Additilynahe students in the focus group attended
segregated schools. The research shows that semgtesgdtools suffer from low teacher morale
and less resources per pupil (Alliance for Excellentcatian, 2007; Holzman, 2006).

When talking to another educator at my high schooluaithe achievement gap. This
science teacher compared the work ethic and engagemieist honors, regents level, and lower
level students and concluded that the lower level stadiid not care. | said, “You have to ask
yourself why the lower level students do not care. lbragitudinal study were conducted, we
would probably find the culprit, which can range fromacking in elementary school, low
expectations from the school and teachers, familg, aneconomic problems. The reasons why
some students choose to fail or not fail is very demprhere is no easy answer.” The students in
the focus group indicated reasons for success, wtadged from providing a supporting
environment, having higher teacher expectations, anddnanore support services in the school,

i.e. College Now, Learning to Work programs, etcetera.
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Some students reported not being prepared academiallstudents at Hudson, who had
been involved in the criminal justice system. Forstrgtudents, by the time they arrive to high
school, it is far too late to reengage them in learomi teach them basics skills especially while
having the responsibility of preparing them to pass steaens. It is very difficult to teach reading
and writing skills and history or another core subjectudents in one period.

It is maintained that students who are not perfornaedi academically, earlier on in their
learning career, negative encounters occurred eithethe elementary school, particularly
pertaining to skill levels, tracking, low expectatioasd problems in their home life. Additionally,
many students lack the social capital necessaryckmteamic success (Coleman, 1988). A child is
not born to be lazy or to fail; something happens in that chifd’so propel them in that direction.

It is agreed that some people have more talents, sladsmore intelligence, which enhances their
achievement, but I have seen many students with high wickaand average skills excel.

A whole generation of black boys is failing; the reasannot solely be that they don't
care. The onus cannot simply be placed on studergglarators, because as an educator, | see
firsthand the students who appear to choose failurepbgttending classes, studying, or putting
forth effort, but there may be other reasons: lowl $#els from tracking, familial problems, and
etcetera. Some fault may lie in weak educators, as Wllen talking to a teacher assistant who
has been working at my high school for three yeamitathe achievement gap, he affirms that
weak teachers are an issue. Tony said, “Some teachaBald of the students and lack classroom
management.” He adds, “White female teachers inqodaiti have an issue dealing with black
males. Many times they (teachers) try to become tildests’ friend as opposed to a seniority
figure.” Some weak educators do not interact welhwtiudents or teach well. As an educator, |

would do this analysis an injustice if | simply rewmed all responsibility from the students and
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parents and placed it in on educators, but the ednehtsystem, which goes beyond teachers to
policymakers and school district and building leaders, s1&etde reformed to meet the needs of all
students.

Poverty, structural ills, and lack of parental supervisiosupiport cannot be eradicated, but
some changes can be made. Educators have control ofsvduate in the school building, and on
the larger scale, policymakers have control of wdaat be done outside of the school, such as
changing penal policy and ensuring equitable resoutceaion to schools, with subsidies to
districts lacking high taxes. Many educators includingef work very hard to instruct students,
and if they are not engaged, do not study and chaofal t frustration can arise. Nevertheless,
some students and schools suffer from jaded educatdukators need to remember that the
educational system is an institution like otheriiaBbns such as the criminal justice system that
could use reforming. Policymakers and school leademsetect change. School faculty can
change the way they think about the students in thaset offices, and hallway.

With African Americans constituting the majority ofghi school dropouts and prisoners,
whom are mainly incarcerated for drug use, action neette taken. Schools should implement
more programs to engage learners from elementarykddore mentors are needed for black
males. The war on drugs and poverty helps criminaligeneration of urban youth and ruins the
lives of people who have been sent to prison for many yeasimply using drugs.

This disparity in policing continues the crippling otk communities stemming from
colonization and the practice of slavery—categorizimg war on drugs as the new Jim Crow
(Nunn, 2002). The historically racialized environmehthe nation, where blacks many times had
to disobey the law to achieve equality, illustratésgitimacy deficit exists among blacks (Jones-

Brown, 1997). In Jones-Brown’s research, legal saeitabn theory assessed the attitudes and
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perceptions of black male youth towards the law. stady describes the existence of blacks
within a historically racialized legal environmerfegts thoughts about the law and law-violating
behavior. A deficit in the emotive dimension existetiich suggested a significant implication for
law abiding or delinquent behavior. The students in ghisly as in Jones-Brown’s research did
harbor negative feelings for police. Some studentsisrédsearch suggested attending John Jay
College of Criminal Justice would cause teasing frdahers. Participants in the focus group
described going to jail or knowing someone in prisofabr Students described others who sold
drugs to survive and to make quick money. Because black apdrits are the majority of people
in prison, jails, probation or parole, measures to revhrsérend must be taken.

Due to this negative relationship with the penal systthe Criminal Justice Working
Group of CUNY believe that many black men may be ddsddrom attending an institution
aligned with criminal justice and law enforcement (BIWHsk Force, 2005). Attributable to the
deep penetration of the criminal justice system on Ipeofpcolor, the members of the working
group at John Jay College of Criminal Justice fhel school has the obligation to address the
intersection of race, gender, and justice to improve eduehtbutcomes for black men who attend
CUNY (BMI Task Force, 2005).

For this reason, this research not only suggests ekangenal policy, but also contends
that proactive measures should be taken. Schooleduhtors across the nation need to make
implementing programs for black males a priority aeg/woung age. Students need to see people
who resemble them. Efforts to prevent initial inesation by diverting first time offenders would
reap rewards as well as revisiting the policy deniglmat reduces educational opportunities in
prison because black males are affected most hatitionally, paying students to excel may

prove fruitful as economist Roland Fryer maintainsthédigh the goals of his initiative are
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understood, confliction remains regarding paying sitgd® excel. It is recognized that times have
changed and the students being paid are part of Aamgemcost impoverished. Monies received
can help instill work ethic, assist in academic suc@ss$survival.

When assessing class, race, and access to resusdagoortant to note that 75% of poor
blacks live amongst poor blacks, while only 25% of pehites live with other poor whites (West
2004). If one compares the same income of whitesokawks, whites still have more wealth than
blacks do because much of that difference in wealtheld in white owned homes. Access to
property allows for wealth and opportunity for the nextegation with the appreciation of real
estate and the ability to pass it along to offspring. African Azaes have a harder time doing this.
In 1995, the median black family had 1/8 net worth eftedian white family, while Hispanics
had only 1/12, illustrating a legacy of racial inequality. Africanm®ricans, Latinos, or Native
Americans have not gained equity by paying rent, whieim $rom the hindrance of mortgages to
people of color or the divestment of resources in minagighborhoods.

Although many critical thinkers such as Clarence Thooh&im color doesn’t matter much
anymore especially post civil rights era, they failrecognize that the post civil right legislation
did not address the underlying issues already ireplaat allowed for the accumulation of wealth
disparity, such as houses and cars for the next geser&tcial reproductionists assert disparities
result from money and power not race, but this assedoes no appreciate the intersection of
class and race. What appear to be economic diffesdreteveen the races has been the result of
racial legislation and historical discrimination (Rmed, 1999; Blauner, 1972). Those who have

privilege don’t notice it, but if society sincerelyould like to adequately address the

5 PBS. Race, Power of an lllusion. Background RegdiWwhere race lives- go deeper. Retrieved on 2BuBey 2007 from
http://www.pbs.org/race/000_General/000_00-Home.htm
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socioeconomic problems of the many marginalized groiingsequality of conditions should be
addressed because a color blind society will not endiatigéigs; the inherit structure is unfair.

This analysis is a call to action for policymakersiaoravide to make changes in the
criminal justice and educational systems. By examittiegplight of black males in education and
gathering information regarding the attitudes and pémeptoward education from black males,
females, and teachers, faculty and staff of differaces, this study aimed to provide insight
directly from the at-risk group itself. This resgaacknowledged the relation of penal policy, e.qg.
drug policy to attendant consequences on employredntation, quality of life, and communal
relationships. Talking to the at-risk populationrttselves enriched the existing body of research,
since previous studies depended largely on quanétdta. The focus groups’ findings assessed
the contextual variables that attribute to being aessfal or unsuccessful black male student and
citizen. Students maintain positive role models, patemtd or familial influences, positive school
culture, lack of metal detectors in school, small si)aand high teacher expectation attribute to
academic success. The former are important for aflests’ academic success. Although the
research focused on the at-risk population, the undevachent of poor whites and black females
is also noted (see Kozol, 1991; 2005; McShepard,|,e2087). The achievement gap between
black males and females is the largest. Nonetheless, tlaecteseggests that underachievement is
not unique to black males.

Limitations of the research

There were some benefits and limitations to using foaugpgrto examine black males’
attitudes and perceptions of New York City High schoSbme benefits include the study being
conducted in the students’ natural settings, except oneicadat John Jay College, and reported

in a timely manner. The focus group methods used alloardtekibility. For instance, the
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interview guide permitted questions to be modifiedrdyithe study when preliminary findings
generated more questions. The interviewer learneataspienegative behavior, i.e. cut parties,
which led to the desire to conduct further research. Stsidestussed the importance of code
switching, which was not included on the questionnaire. @ahgbng methods allowed for a large
amount of topics included in the study, e.g. the varioeses. Sessions were audio taped and
transcribed. The data was based on the focus grouppemts categories of meaning.

Some limitations existed. Focus group settings are seductive in nahere people
sometimes assign more importance to observing live participants than ngdéssas group
data is sometimes hard to interpret and analyze. To compensate for thisettiehréeam used
triangulation and negative case checking. The small sample size of 105nalieskand 50
females do not make the research generalizable, but does confirm preveawshresnducted
(Gibson, 2003; Holzman, 2004; Kozol, 2005; Alliance for Excellent Education, 2007).
Quantitative data was only available for six of the seven schools, 151 of the 155sstaént
not the five schools the field researcher visited. White students were n@suaemdmparison
group, the comparison group of girls was not large, and the ethnic groups were unn&itithed.
national graduation rates and research depict black females and foreigrelokendoe more
successful than black American males are academically (Holzman26@4York State
Department of Education, 2007). This research suggests that underachievemencisisivee
to black males. The achievement gap is largest between black males and,fbotdleere are
also white males, as in Cleveland, and black females who are not successiulicaade
(McShepard, et. al, 2007)

Self-reporting biased also influences the results, when students did not ahswer al

guestions; e.g. born outside of America where only 25 students answered the question, and for
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working while in high school half of the students neglected to report on how many lneyrs t
worked, and 41 did not list their grade point average. Because the research sought ® compar
black Americans to foreign-born blacks, foreign-born should have been camplete
operationalized to include first and second generation students. Second generatis camnde

still have values from parents. Participants from each school were not equal Nuintn

Academy included 86 students and MARSHALL High only 10. Students self-replogied t

grade point averages and could have exaggerated the truth. In qualitative studiasttiverte
effect may influence the results, because when people know they are being stuidiedsiers
may be exaggerated.

For the most part, students’ GPAs did not correlate with the ranking their school had. Fo
students who attended Cascade, their GPA correlated with the ranking dfdbk bat private
school data is not readily available to confirm. Because interviews were cedducing the
normal school day, all the questions could not be asked and answered in one classroom period.
Possible additions to the social demographic survey, which included amount oldi®etst
spent with family or with the television, were not asked to the participants dueeto t
constraints. Said questions, which address social capital, is recommenfigdréoresearch.

Other limitations with qualitative studies include pblesresearcher bias especially when
not grounding theory because researchers may only fodhe amtial research questions and
themes. To counteract the aforementioned, this réseas conducted along with a research team,
Douglas Thompkins, the principal investigator on the lapgeject and Andre Spynda. Initial
hypotheses, independent, and dependent variables were @hchdeh usually is not included in
gualitative studies, but they were used as a guiding.pdmstrengthen the findings, combined

methods of both qualitative and quantitative methods wssd. The principal investigator on this
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study correlated the findings with the research teano#iuial data from New York City
Department of Education and Inside Schools Organizdliomhompkins, a skilled moderator,
was used to avoid using leading questions, biases, o@apie and dominating members.
Another limitation is qualitative results are not tddi® be statistically significant like quantitative
data is. Hypotheses formed were a guiding point, althdwegktudy is not quantitative. The
hypotheses could not be tested to be statistically gigniflike quantitative data can.

Because a purposeful sample was selected with the@hstihool administration, the
findings may not be reflective of the majority of thedemts who attended the same schools as
participants. For instance, respondents’ grade point aa&fagthe most part did not correlate
with the school’s ranking, this may have occurred due to thmopeful sample where a handful of
involved students were readily available or selec®herally, most people will not choose to
highlight the negative, not to mention students whorer@ved in school activities are more
accessible. For future research, it is recommendeotduct a similar study with a random sample

of every tenth name on the school’s roster.
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Chapter VI
POLICY SUGGESTIONS

Policy on No Child Left Behind (NCLB)

No Child Left Behind legislation initiated in 2001 nates that all students be held to
certain levels of achievement. NCLB involves requittatiesstandards, adequate student progress,
measuring progress, reading first, math achievemengtaddnt assistance, e.g. tutoring (Barr &
Parrett, 2003). This national policy appears to holda@shaccountable and to assist students left
behind; however, policymakers need to ensure adequateduto low performing schools in
order for NCLB to succeed. Tax subsidies should be giverstricts that do not have strong tax
bases. Inner-city schools remain under-funded and uraféestThe nation’s most at-risk youth
attend schools that are segregated and taught by teadteese teaching out of their certification
area or are not certified (Holzman, 2004).

Research shows 30% of the nation’s students graduate dollege, but the other 70%
needs to be adequately educated (Barr & Parrett, 2Q0@-fourth of the nation’s students drop
out of high school and very few achieve middle classd®arr & Parrett, 2003). Social
reproduction theory maintains that these students arettearghdial skills to reproduce the class
order (MacLeod, 1995; Allen, 2001). When adding racgacial reproduction theory, the nation’s
prison population and high school dropouts, socialogition theory is illustrated. Students who
are lilliterate correlate with the nation’s more tf#% of men and women in prison, majority
black and brown (MacLeod, 1995; Allen, 2001; Barr &fett, 2003). Racial inequalities in the
penal and education systems result from a variety asfs@ous and unconscious factors.
Institutional racism, intentional discrimination, and ckreowledged racism continues to affect all

aspects of life for people of color. Policymakers atalcators need to recognize that a color-blind
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society does not create equality. Proactive measuresrat mentors and more teachers of color,
especially black males on the elementary and midched levels, need to be employed, e.g.
programs beginning with early pre-k, kindergarten, anthefary students that allow for older
students to mentor younger learners. Financial deréfe skill, and social issues and justice
should also be taught to students in a collaborative schsiictwide effort. Adequate funding to
NCLB, lower college costs and student loans carease the high school and college graduation
rate and higher achievement.

Policy on Education

Advocating for students and providing support for studsntsucial for many, especially
those living on their own or coming from impoverished kemAll students should be connected
with someone who cares at school, educators should stay idfarmdepay attention to research on
school violence, have community meetings to informepia; churches, and youth organizations
about youth problems and expectations from stud@ntchool (Barr & Parrett, 2003). Some
experienced teachers suggest personalizing the clastipgneeting students at the door can be
advantageous, as well (Barr & Parrett, 2003).

Schools should develop collaborative associations mittal communities to address the
needs of at risk students, conduct assets surveysteattagers in the community to identify
behavior of students (Barr & Parrett, 2003). Teackbaruld maintain high expectations for all
students. Educators need to also understand the gdiffdeznces in learning for all students and
plan lessons accordingly (Barr & Parrett, 2003). Researchsssiagle sex classrooms and schools
can positively influence learning (National AssociatiminSingle Sex Schools, 2007; Gewertz,
2007; Cooper, 2006, BBC News, 2005). The studentastddle, the all male school in the study

confirmed the notion of single sex environments beuogthwhile. The young men at Cascade
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High explained the negative influence, e.g. distractiom females, co-educational environments
had on them.

Additionally, schools should work to get more parent®lved, assist poor students with
understanding “the hidden rules of the middle clagspart social capital, etiquette, and structure
homework appropriately where time in school is allonadpreparation (Barr & Parrett, 2003, p.
91). Home visits by schools could also prove to be inddu® students’ success, where educators
can see firsthand the many adversities students Bage & Parrett, 2003). Schools with positive
school leaders who communicate effectively with fstabt the academic tone, have high
expectations from all staff and students can improvadhdemic environment.

Expanding breakfast and lunch is essential for unddgged children. Educators at
Central High acknowledged that school food is sometiime®nly source of food or nutrition for
some students. Students in the focus groups, espeatidhig alternative schools, reported smaller
environments to be more conducive to learning. New YGity has seen a tremendous
restructuring of large schools. This should contibue with better access to resources because
creating five schools within one leads to competitfon programs such as art and physical
education. New York City schools should restructure teeszcto such programs.

Nonetheless, smaller schools allow for increased studacti¢e staff interaction and avoid
feelings of alienation. Students should be prepared fdvdyend high school and have the options
of college or trade schools presented to them equadrning in the classrooms should be made
relevant. Students report learning from teachers wdep kit real and make learning relevant
(Gibson, 2002). Districts need to create programs &l@ila students early on in their academic
career. Adequate head start and kindergarten classakl 4be available to all parents. Health

insurance also would ensure healthy children and iizsmitho can focus on learning. Looping,
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where teachers follow students for two grades diamvdor better teacher-student relationships.
Multiage classrooms would be beneficial to learnimgere grades one to three, for example, are
organized for instruction with older students helpingngmr students (Barr & Parrett, 2003).

Schools should create partnerships with local comimegniand replicate successful
programs. One such school in New York City, not inctuthethis study, has a bank in the school,
which enables the school to teach banking and finaliteiedcy to student bankers. Other schools
such as Plain and Hudson High had internship pragr&ome schools in Florida for example,
have created four-day academic schedules and usgd-ada day of enrichment and remediation
(Barr & Parrett, 2003). Using technology, educationfimsoe, and computer programs can also
increase learning, where students who fail a coussepe self-paced on a Nova Net program, an
alternative, online, interactive curriculum (Barr &rkett, 2003). Before and after school programs
can assist most students with homework assignment®ofs can also implement portfolio
assessments and can establish a senior project ormarice graduation requirement (Barr &
Parrett, 2003). Schools can create mentor programsssnteachers, school staff, and employees
of community organization as mentors.

Mentoring programs with students from ATI programs altdrraative settings can be
established with middle school aged youth. In thésaince, students who walked down the wrong
path can speak of the dangers of the street antbjail risk students. Programs such as College
Now, where professors from CUNY schools such as Jakintdach civic courses in local high
schools, should be continued and expanded. Social demmgrapid pre-tests, which include
skills assessment, e.g. academics, self-esteem,\acs| cian be conducted to develop programs to
address inner city youth. Programs that addresssgigcademics, such as SAT preparation, and

career development with college and career consultarisbe implemented. Workshops that
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address self-esteem and constitutional rights (ciwesyild be a proactive measure aimed at
preventing criminal involvement and increasing academicessc
Policy on Incarceration

Studies reveal children of colors’ chances for being aerated are increased by structural
ills that pervade schools and the penal system becausefafltire of the two systems to work
together (Eaton & McArdle, 2007). Policymakers need kmewledge that punitive measures
used by the juvenile justice system may contributedeased delinquency rather than lowering it
because measures that are more punitive lower theragit of law for black youth (Jones
Brown, 1997). The government should incorporate more progemsnentoring and academic,
and interventions that include civic law for peers amdilfas to enhance legitimacy, instead of
spending more tax dollars on detention centers andngr{Sones-Brown, 1997). Mentors who
resemble students and not the majority white middissciay also increase legitimacy.

Ineffective policies should be replaced with intervamdiand programs aimed to prevent
students from dropping out of school and helping thosehakie left school or entered the penal
system successfully re-enter society (Eaton & McArdl@/20Research depicts that high school
dropouts are arrested 3.5 times more than high schaaligges are in their lifetime. One point
four billion dollars in incarceration rates eachryeauld be saved with an increase of only 1% in
the high school graduation rate (Alliance for Excellent Etoica2007). Imprisonment does not
have to be inevitable.

There is a need to prevent over-incarceration of peoel@f and initiate measures that
aim to discourage at risk youth involvement in the psgpsiem and encourage education.
Proactive encouragement of education is crucial, biisii't employed, education and

rehabilitation in prison could prove fruitful. There isteong correlation between high school drop
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out rates and crime (Western et. al, 2003). In 1999, 52%ci male high school dropouts
possessed prison records as they approached their mabstbomnpared to one in ten white males
between age 22-30 who were in prison or jail in 1999sféra et. al 2003). States need to
increase spending on education and decrease correctiorigxpen From 1977 to 1999, total
state and local expenditures increased 946% on correctionpared to a 370% increase in
spending on all levels of education (Western et. al, 200®3.r€search recognizes ensuring an
equitable education for all and decreasing prison rateatns the social order and profit gains of
employers, private prisons, and etcetera. Still yed,i@@ney spent on corrections and more spent
on education would prove productive, while simultangolasvering incarceration rates.
Dilapidated schools should be rebuilt, remodeled, or dehedi if need be, because creating a site
that resembles learning is important. A positiverigay environment, without decrepit ceilings
and windows can empower the students and increasesse#fim. Individuals attending a decaying
school may feel like the school doesn’t care about hilreor

Other policy suggestions include increasing job plac¢rsistance, i.e. Job Corp,
increasing wages of low-income fathers who do netwith their children, and creating programs
that address high divorce, incarceration, drop outuaediployment rates. Diverting minor
offenders, teaching job and life skills to prisoners focessful integration, and preparing quality
students from pre-kindergarten to high school andilege need to be implemented (McGlynn,
2006). Students from local colleges can have dialogitesstudents from third to f2grade about
the college experience. College students can recemencnity service and recognition from both

the public school and college as incentives.
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Appenl

How do you define success?

Questions:
How many times were you absent from school in thé (yaar, semester, month, etc.)?

Do you show up to class on time?
Are you prepared for class? (Ex. Textbook, notebook,gesignment due completed)
Do you read ahead? To prepare for what's coming up for’class

How much time do you spend on h/w?

Interview questions for Strong Family

How many waking hours are spent with your family?
During the week
On the weekend

Do you sit down and eat dinner with your family?
How often?

Do you live with your parents? Yes  No___
If yes, do you contribute towards living expenses?
If no, who do you live with?

Does your environment at home facilitate your role stsident?
Are you able to study at home? If not, why? Whereadofind it easier to study?

Interview guestions for Strong School (environment)

Are you part of any after-school activities? Yes__ No___
If yes, which ones?

Are you part of any athletic teams? Yes _ No__
If yes, which ones?

What types of qualities would a model teacher poss&s7any of your teachers exhibit these
gualities? How many? Most? Few?

What type of relationship do you have with your teachers?

How many hours a week are you free to study?
Of those free hours, do you use them to study?
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Appendix 2

JOHN JAY COLLEGE
CUNY BLACK MALE INITIATIVE

High School Interview Instrument

Social Demography Informatiorn

1.

2.

High School you attend?

Specialized Program:

AGE:

High school Grade Point Average (GPA):

Does your high school have AP (Advanced Placement) cla¥&ss  No__
If so, have you taken any? Yes  No__

Does your high school offer College Now courses? Yeslo
If so, have you taken any College Now courses? Yes No

Do you work while attending high school? Yes__ No_ oJffew many hours per week?

How many hours a week do you spend on work related taedi

Were you ever convicted of a criminal offense? Yes _ No If so, has this affected
your educational experience in any way?

Did one, both, or neither of your biological parents it you all the time while you
were growing up? One Both Neither

10. What is the highest educational degree attained by ytharta

Less than High school___ GED or equivalent High Schoal-year BAor BS
Masters, Law, MD or PhD____

11.What is the highest educational degree attained by yotirar?

Less than High school___ GED or equivalent High Schoal-year BAor BS___
Masters, Law, MD or PhD____

12. How many brothers and sisters do you have?

13. In your family are you...
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the oldest child?

a middle child?

the youngest child?

other

14. How many of your siblings have attended or attendgesfle
How many of your siblings plan to attend college?

15. Ethnic Background
Black (African-American)

Black (Caribbean/Non-Latino)
Black (Latino)
Black (African)

Other-ldentify

16. Were you born outside the United States? If so, whattog?
If so, at what age did you immigrant to the United States?

17.Where have you lived most of the time while you were growipfg

Brooklyn Bronx Queens Manhattan nStdsend
Long Island New Jersey Up-State New York _ Other
18. Do you live with your parents? Yes No If so, do you contribute towards living
expenses? Yes No If no, who do you live with?
19.Do you have a roommate? Yes No
If so, does having a roommate have a negative effect gradities to be a student?
Yes No

20. In your home community would you estimate that more fasient or own their
residences?
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More families rent
More families own

Possible additions:

Amount of hours spent daily doing hw? Weekly?

Do parent helps with homework? Frequently/sometimedyjra

Did parents help with homework when younger- elementatdgimischool? F/S/R
Do parents attend school functions? F/S/R

Do you eat dinner with your family at least three tiraegeek? Y/N
If not, how often?

Do parents participate in your course selections?

How often do you watch TV daily?
Do you feel your teachers set high expectations of yol M/why not?
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Appendix 3
Focus Group Discussion

The purpose of this research is to increase our uadeéisg of reasons why the number of black
males enrolled in and graduating from colleges andeusities continues to be lower than
enrollment and graduation rates for other groups of stsidéfdu have agreed to be part of a focus
group interview. These interviews will capture suidattitudes, experiences, and perceptions
about education and the presence of black men irotlege and university setting. The questions
you will be asked are related to your high school expegieyour plans for college and your
community experience as related to education.

High School Experience The focus here is on your high school experiencéat\s your high
school like? Do you have access to AP courses? Ddegbyou are being prepared for college?
Do you feel supported? Do you think that other gitglen your high school are better prepared
for college than yourself? If you were born outsige United States, how has your educational
experience differed between countries? Who or vilaat had the greatest influence on your
educational experiences?

Prompts
What type of relationship do you have with your teachers?
What qualities do you look for in a mentor?
Are there any mentoring and tutoring programs at your higlozho
What subjects do you like?
What subjects do you dislike?
Do you feel that your high school experience is preparngfor college?
Are AP courses available at your high school? If so, ehatses have you taken or are
currently enrolled in?
Does your high school offer College Now classes? , lhave you taken any?
How do you feel about the regents? Do you think more f@cpiaced on preparation for
these exams rather than in building skills needed in @fleg
10. What types of clubs are available at your school? Awepgot of any club?

NoakwnNpE

©

College Plans The focus here is on your plans after graduation. Dopjauto attend college?
If so, which colleges are you considering and why? Whataare¢hinking about majoring in?
Will you go to school fulltime? If you are not plangion attending college, what are your plans?
Have you been encouraged to attend college? If so, vehoeles the greatest influence?
Prompts
1. Have you decided to attend college? What colleges Bjopgau the most?
2. If you are about to attend college, what programs or o you think will be important
for your transition to becoming a successful collegeesttid
3. Have you considered attending the John Jay Collegermir@l Justice?
If so, why did you choose John Jay? If not, have youidered attending?
a different CUNY college?
4. Have you been recruited by a college?

Community Experience The focus here is on your community structure and thepgople
interact with you. Is your community supportive of your ediional experiences? Do your family
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members and community members value education? How ohgoyr peers plan on attending
college? How many of your peers plan on joining thigary after high school? How many of
your peers are in jail or prison? What is the attitidgour community towards the John Jay
College of Criminal Justice and students who atterdgm®lat John Jay? Do you attend church on
a regular basis? Does your congregation provide mgt@md mentoring programs?

Article 1. Prompts

What type of community do you live in?

Is there visible gang activity on the streets of your hoamemunity?

Is there visible drug activity on the streets of your B@ommunity?

Have you witnessed any incidents of violence in you katool or in your community? If

yes, how has this affected you?

Have any of your classmates been victims of violence®, llid the violence occur while

in school? If so, how did this affect you?

6. How many of your black male and black female friendsffagh school plan to attend
college?

7. How many of your black male and black female friends frogh school are in prison or
on parole?

8. How many of your peers that do not attend school havk? |

PwpNPE

o

Family Experience & Household Structure The focus here is on determining the effect of a
student’s family structure and experiences at homehein tole as a student and their level of

success. If you live at home, do you contribute towéuihg expenses? How many hours a day
do you spend on household responsibilities? Do you Halzen?

Prompts

Are you a parent or an expecting parent? If so, how niafdren do you have?

How has being a parent affected your studies? Your futansp

What type of household responsibilities do you have?

How many hours a week are you free to study?

Does your environment at home facilitate your role stsident?

Are you able to study at home? If not, why? Wherealofind it easier to study?

Does being a student reduce the amount of money availaliiedsehold expenses?

Nogok,rwhE

Black Male College Presence The focus here is on investigating what black npaleceptions
and attitudes are concerning a college education and genpeeof black men in college?
Prompts:
1. Do you think that black men place the same importan@amtiege education or education
in general, as do men of other racial/ethnic groups?
Do you think that black men place the same importan@aoation as do black women?
For black men who do not go to school, what do they do?
How do you think black men feel about black men wharaoellege?
How do you feel about Kanye West's comments to the rapnzonty and society in
general about the value of a college degree? (Thalegeaducation is not necessary to
be successful).
6. Do you think that black men in the music, entertainpemd sports world promote college
education as a means of making it?

abrwn
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Black Female College Experience The focus here is on discovering how the beliefd an

attitudes, and perceptions of black women towardsllage education or education in general are
different from those of black men. Why are black wonagtending college at rates much higher
than black men?

Prompts:

1.

2.

3.

4.

Do you think that black females place higher importamceducation than do black
males?

How do you think black males feel about black females attend or are planning to
attend college?

Do you think that back female students put more effortesm@algy into their education than
do black males? If so, why?

Do you think that black females prefer black men witena college over black men who
do not attend college?

Race Relations: The focus here is on the relationship betweeea aad skin color and a person’s

identity here at your school and in your community.e Aeople treated differently depending on
their skin color? Are certain students provided weses and opportunities denied others possibly
because of their skin color? Has skin color affectad ghoice in the types of clubs or activities
you participate in?

PwpdPE

o o

Article Il. Prompts

How do you define racism?

Have you ever encountered racism at school?

Have you ever felt you were being discriminated against?

Do you think your skin color influences how you areateel by your teachers (black,
Latino, Asian, and white)?

Do you think your skin color shapes how you interaith wther students at your school?

. Do you think the color of your skin influences the quadityhe service you receive from

the support services at your school?

. What are the issues regarding skin color among back feahedés at your school that

influences your experience as a student?

How does your experience of colorism at school reflectalaism you have experienced
in your everyday life outside of the school?

Did you ever experience an incident at your school bea#ubke color of your skin in
which you felt hurt and discriminated against? Has soaxperience caused you to
consider stop coming to school?

10. Do you know of any student who has stopped coming to yghrdehool because he or

she felt discriminated against because of the colbisadr her skin?

11.Based on the various ethnic groups (Latino, Euro-Amerieakbland Asians etc) you

have interacted with at the school, do you feel that theréifferences in terms of how
these ethnics groups relate to you based on the impottencgive to skin color?

12. Can you discuss the relationship between your race¢gthand your identity as a student

at your high school and within your community?
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People You Admire The focus here is on determining who the influemt&ple in your life are.
Who do you admire the most and also. Who do you a&dihe least? What do you consider your
worse possible fate?

Prompts

1. Do you believe in heroes? If yes, who are your heroesiarudé models?
2. Who among your immediate family do you admire the most?
Why do you admire him/her?
3. Who among your extended family do you admire the most?
Why do you admire him/her?
4. Who among your friends do you admire the most? Why do goure him/her?

Final Question
Speaking as a black male living in the United Stdte®, do you define success?
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Appendix 4

PARENTAL CONSENT FORM

My name is Arlene Garcia and | am a doctoral studedwla Jay College of Criminal Justice and
the principal investigator of this project. The purpadethis research is to attain a better
understanding as to why certain high schools havgrehdropout rate than others. | would like
to speak to your child and other students about ey believe are the reasons why some
students stay in school and others dropout. The gusstiwill ask your child will involve him/her
and others in his/her group talking about their fanhigh school, and community experience as
related to education.

The group interviews will be tape-recorded. Yourdlnilay refuse to answer any question at any
time. If recording makes your child uncomfortable ny avay, he/she can ask me to stop the
recording and he/she can remove themselves from the gvihput penalty. The primary
researcher will have control over access to the tapésll tapes and resultant transcripts will be
identified with a randomly assigned number to helfntain confidentiality. All materials (tapes,
consent forms, and transcriptions) will be keptapagate, locked filing cabinets, and tapes will be
destroyed after the research analysis is completed.

| foresee no potential harm for participating in tisisdy. Potential benefits will include
meaningful dialogues about the reasons why high sahadénts drop out and the bonds that keep
students in school. It will also help to understand thislpnoland develop strategies to effectively
deal with it in the United States. There will be apprately 60 other participants taking part in
this research.

The results of this study will be included in differeeports and articles, but names of people, or
any identifying characteristics, will not be usedaimy of the publications. If you would like a
copy of the study, please provide me with your addredd a4l send you a copy in the future. If
you have any questions about this research, you caractome at 914-422-2135,
argarcia@jjay.cuny.edulf you have questions about your rights as a partitipethis study, you
can contacProfessor Douglas Thompkinsof John Jay College of Criminal Justice2aP-237-
8000anddthompkins@jjay.cuny.edu

Initials of Participant:
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PARENTAL CONSENT FORM

| understand the contents of this Parental Consamh Bnd the description of the project and its
potential benefits, my child’s role, potential risksd steps taken to protect my child’s privacy
contained on the preceding page. All of my questadomut this study have been answered to my
satisfaction. | understand the following:

e My child does not have to answer specific questions;

e There is no penalty for failure to provide any information;

e My child can refuse to participate at any point and it moll affect him or her in any way;

¢ Interviews will be tape recorded unless | ask otherwise;

e The principal researcher will maintain control overtatles and that the tapes will be
destroyed upon completion on the research project;

e | will not have access to the responses my child givesdstipns asked as part of focus
group interview.

¢ No real names will be used to identify people in any ofdbas groups.

e All written and published information will be reporteaithat none of the participants can
be identified.

Date:

Signature of Parent:

Consent to tape record interview
Please check one of the following. If a response is not selected | will not tape record the
interview.

| do not mind if you tape record my child’s interview.
Please do not tape record my child’s interview.
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Appendix 5

YOUTH ASSENT FORM

My name is Arlene Garcia and | am a doctoral studedotan Jay College of Criminal Justice and
the principal investigator of this project. The purpagethis research is to attain a better
understanding as to why certain high schools havghehdropout rate than others. | would like
to speak to you about what you think are the reastryssame students stay in school and others
dropout. | also want to talk to you about your own atiooal experiences. The questions | will
ask you will involve talking about your family, hightemol, and community experience as related
to education.

The interview will be tape-recorded. You may reftideanswer any question at any time. If
recording makes you uncomfortable in any way youasus to stop the interview at anytime
without penalty. The primary researcher will have contrel dive tapes and all tapes and resultant
transcripts will be identified with a randomly assigdnaumber to help maintain confidentiality.
All materials (tapes, consent forms, and transcripfiomsll be kept in separate, locked filing
cabinets, and tapes will be destroyed after the reseanysiana completed.

| foresee no potential harm greater than what you faeveryday life from participating in this
study. Potential benefits will include meaningfulldgues about the reasons why high school
students drop out and the bonds that keep students inl,schooder to better understand this
problem and develop strategies to effectively da#i this problem in the United States. There
will be approximately 60 other participants taking part ia tsearch.

The results of this study will be included in differeeports and articles, but names of people, or
any identifying characteristics, will not be usedaimy of the publications. If you would like a
copy of the study, please provide me with your addredd aill send you a copy in the future. If
you have any questions about this research, you carmactome at 914-422-2135,
argarcia@jjay.cuny.edu . If you have questions about yousragh& participant in this study, you
can contacProfessor Douglas Thompkinsof John Jay College of Criminal Justice2aP-237-
8000and dthompkins@jjay.cuny.edu.

Initials of Participant:
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YOUTH ASSENT FORM

By signing this form | certify that | have read the Yokssent Form and agree to participate in
the research project.

| have read the previous page of the Youth Assent Fonunderstand that my participation in
this research is voluntary. | understand that thexrew will be tape-recorded. | understand that
the principal researcher will maintain control overtajpes and that the tapes will be destroyed
upon completion of the research project. Furthemdeuwstand that | can refuse to answer any
guestion at any time or terminate the interview attang without penalty.

Date:

Signature of participant:

Consent to tape record interview

Please check one of the following. If a response is not selected | will not tape record the
interview.

| do not mind if you tape record the interview.
Please do not tape record the interview.

Researcher:
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Appendix 6
INFORMED CONSENT FORM

My name is Arlene Garcia and | am a doctoral studedwla Jay College of Criminal Justice and
the principal investigator of this project. The purpadethis research is to attain a better
understanding as to why certain high schools have arhilybpout rate than others. We would

like to speak to you about what you think are theaessvhy some students stay in school and
others dropout. We also want to talk to you abouiryown educational experiences. The
guestions we will ask you will involve talking aboyur high school experience as related to
education.

The interview will be tape-recorded. You may reftideanswer any question at any time. If
recording makes you uncomfortable in any way youasius to stop the interview at anytime
without penalty. The primary researcher will have contrer dive tapes and all tapes and resultant
transcripts will be identified with a randomly assigdnaumber to help maintain confidentiality.
All materials (tapes, consent forms, and transcripfiomsll be kept in separate, locked filing
cabinets, and tapes will be destroyed after the researiisians completed.

| foresee no potential harm greater than what you fasveéryday life from participating in this
study. Potential benefits will include meaningfullodgues about the reasons why high school
students drop out and the bonds that keep students inl,schooder to better understand this
problem and develop strategies to effectively dati this problem in the United States. There
will be approximately 60 other participants taking part ia tBsearch.

The results of this study will be included in differeaports and articles, but names of people, or
any identifying characteristics, will not be usedaimy of the publications. If you would like a
copy of the study, please provide me with your addresd ail send you a copy in the future. If
you have any questions about this research, you canactomme at 914-422-2135,
argarcia@jjay.cuny.edulf you have questions about your rights as a parttipethis study, you
can contacProfessor Douglas Thompkinsof John Jay College of Criminal Justice2aP-237-
8000anddthompkins@jjay.cuny.edu

Initials of Participant:
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By signing this form | certify that | have read the Imf@d Consent Form and being 18 years of
age or older | agree to participate in the researchqtroje

| have read the previous page of the Informed Consent Bod understand that my participation
in this research is voluntary. | understand thatinkerview will be tape-recorded. | understand
that the principal researcher will maintain control ovetagldes and that the tapes will be destroyed
upon completion of the research project. Furthemdeuwstand that | can refuse to answer any
guestion at any time or terminate the interview attang without penalty.

Date:

Signature of participant:

Consent to tape recording of interview

Please check one of the following. If a response is not selected | will not tape record the
interview.

| do not mind if you tape record the interview.
Please do not tape record the interview.

Researcher:
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Appendix 7

Themes*
School Culture/Attitude Barriers to Educational Success
a. Teacher expectation a. Negative peer influences
b. Institutionalization of NYC schools b. Alternative Lifestyle once leave school
c. Positive School Culture: High Achieving c. Lack of Parental Involvement
School d. Presence of Gangs in Schools
e. Institutionalization of NYC Schools e. Instant Gratification
f. Appearance f. Preparation / Skill levels
g. School culture (from students) g. Peer Pressure
h. School culture (from educators) :
I. Negative peer influences Racism
a. Impact race plays in school: Teachers vs.
School community’s involvement Students
b. Colorism

Cultural _Differences & Demographic c. Stereotypical thoughts on black males
Differences: __historical __circumstances
speak to issues of involuntary vs. voluntary Community Valuing Education
immigration
Motivational Forces Black Males’ Perception of Education and

a. Parental Influence Success

b. Peer Influence a. Opinions on code switching

c. Community Involvement

d. School Community Media’s influence on the community

e. Notion of Last Chance

Teacher Expectation

a. Apathetic Teachers vs. Empowering
Teachers

b. Teacher involvement (Private vs. Public)

c. Public vs. private school environment

Socially Constructed Ideas of Masculinity
and Femininity
a. Sex Differentials- More black
Women Valuing Education than
black Males

* The themes are not discussed in order.
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Appendix 8
Statistics on Schools from Inside Schools, School Dagg& NYC DOE

Attendance Rates Free % reduced
Hudson 44 price lunch
Blain 59 Cascade (
Southern High 63 North Academy >
Atlantic 66| [|Hudson >
Midway High 69 Basm. >
Atlantic 65
Central _ 69 [Darwin Academy 74
MARSHALL High 75 MARSHALL High 30
Basin 84 Plain 81
North Academy 871 Wake Academy 83
Darwin Academy 9] Midway High 85
Wake Academy 92 | Central 94
Cascade 9% | Southern High 9

Regents Math A .
Central 27 | Regents Engllish

en _ MARSHALL High 16
MARSHALL High 33 Central 33
Southern High 35 Southern High 37
Atlantic 41 Atlantic 46
Midway High 54 Midway High 48
Hudson 67, Plain 48
Basin 75 Darwin Academy 58
Darwin Academy 71 Basin 79:_
Wake Academy 80 Wake Academy 8%
Darwin Academ 81 Cascade 93

y i North Academy 94

Cascade 8%
North Academy 91
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Student Per Teacher
Central 15
MARSHALL High 16
Southern High 16
Midway High 16
Atlantic 18
Wake Academy 18
Basin 19
Cascade 19
Plain 20
North Academy Y.
Darwin Academy 29
No Hudson
Ethnicity
School Name Amer. Asian/Pacific | Black Hispanic White
Ind./ Islander
Alaskan
Native
Plain Academy | <1% <1% 85% 13% 1%
North Academy | <1% <1% 83% 12% 1%
Wake Academy | 1% <1% 80% 17% <1%
MARSHALL <1% 80% 17% <1%
High
Cascade  High --- 7% 13%
School*
Hudson 1% 65% 3%
Atlantic <1% 2% 39% 54% 4%
Academy
Darwin 2% 38% 59% 3%
Academy**
Central High 1% 37% 59% 3%
<1% 2% 37% 59% 2%
Midway High
Basin High <1% 6% 33% 27% 33%
Southern High**| --- 10% 29% 59% 4%

218|

www.manaraa.com



Appendix 9

Extracurricular Activities by School

Special Extracurricular | Community | Parent/ Police School | Average
School Academic Activities Support School Dept. Expend. | SAT

Programs Support Incidents | Per Pupil | Scores

(2005) (2005)

Central | Tutoring, John | PSAL Sports; Local Health | Active 3 major $14,209 | Verbal:
High Jay College Dance classes, | Clinic; PTA; New | crimes 391
School Now; Teen etc. College Parent (property Math:
Approx. | Talk Total of 6 Readiness; | Reception; | crimes), 4 362
600 Radio & TV, activities John Jay student and other-
students | PM School; College parent crimes and

Extended Day Now. workshops,| 2 non-

Program; Total of 3 Holiday criminal

College Dinner; incidents

Readiness PTA reported.

Program; Fundraiser

collaborations

w/ local

museums, etc.

Total of 13

programs.
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Special Extracurricular | Community Parent / Police School | Average
School Academic Activities Support School Dept. Expend | SAT

Programs Support Incidents | .Per Scores

Pupil (2005)
(2005)

North Extended Day | Boys / Girls Institute for Parental No major | $9,539 | Verbal:
Academy | tutoring, Basketball, Student workshops | crimes, 2 447
Approx. Saturday Baseball, Achievement, | conducted | other- Math:
900 Institute, Softball, Track, | local by parent | crimes and 466
students Regents Prep., Soccer, Tennis, | universities, coordinator | 4 non-

Theatre etc. College Now, |and criminal

programs, Total of 9 teams | Medical counselors.| incidents

cultural Newspaper, Internship reported.

activities, Dance, Chess, | Program, local

Disaster Poetry, Golf, hospital, etc.

Relief, SAT Cultural Music, | Total of 10

Prep, NYU Sewing, Debate,

Step & Best | Book, Chorus,

Program, etc. | Equestrian,

Total of 14 Student gov't,

dance clubs, etc.
17 Clubs
220 |
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Special Extracurricular | Community | Parent/ Police School | Average
School | Academic Activities Support School Dept. Expend. | SAT
Programs Support Incidents | Per Scores
Pupil (2005)
(2005)
Marshall | Receive Sports teams: | Partnered PTA: For a For a For a
High support from | Basketball, with the civil | Parent similar similar | similar
Approx. | local baseball, and | service Coordinator | school: | school: | school:
210 community | newspaper, etc.| bureau and 1 major | $11,055 | Verbal:
students. | programs. Total of 10 College Now crime Thereis | 391
1 program Program with (crime no Math:
John Jay against | report 396
College person), | that There is
of Criminal 8 other- | targets | no report
Justice. crimes | this that
Total of 3 and 88 | school. | targets
non- this
criminal school.
incidents
reported.
There is
no report
that
targets
this
school.
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Special Extracurricular | Community | Parent / Police Dept. | School | Average
School Academic Activities Support School Incidents Expend | SAT
Programs Support Per Scores
Pupil (2005)
(2005)
Southern | Academic Chorus, AV Local Parent Under $9,641 | Verbal:
High collaborations | Club, Debate, | corporations| coordinator, | consolidated 388
Approx. with local Drama, Golf, and bank, | Literacy, locations: 2 Math:
3,200 schools History, Key, tutoring ESL and major crime 407
students. | including John| Hispanic, Law, | programs, | computer (crime
Jay College, | Mock Trial, John Jay classes on | against
Advanced ROTC, College, etc.| weekends. | persons),
Placement community Total of 5 9 other-
Courses, service, Poetry, crimes and
College Now, | Student 113 non-
Law Program,| Government, criminal
Economics, | Nat'l. Honor incidents
etc. Society, etc. reported.
Total of 7 Total of 28 There is no
report that
targets this
school.
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Special Extracurricular | Community | Parent/ Police Dept. | School | Average
School Academic Activities Support School Incidents Expend. | SAT
Programs Support Per Pupil| Scores
(2005) (2005)
Wake College tours | Track and field, | Partnership | PTA, School | Under For a For a
Academy | and trips, Chorus, with new Leader-ship | consolidated| similar similar
(WA) PSAT, SAT | Journalism school team, Fund- | locations: school: | school:
Approx. Preparation, | Club/News- Initiatives, | raising 14 other- $11,055 | Verbal:
190 College Prep | paper. Debate | faith based | and Cultural | crimes and | Thereis | 391
students. | Saturday, Team. leaders, and| Celebrations.| 54 non- no report | Math:
Program. Total of 5 elected Total of 4 criminal that 396
Total of 4 officials. incidents targets | Thereis no
programs Total of 3 reported. this report that
There is no | school. | targets this
report that school.
targets this
school
223|
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Special Extracurricular | Community | Parent/ Police Dept. | School | Average
School Academic Activities Support School Incidents Expend. | SAT
Programs Support Per Scores
Pupil (2005)
(2005)
Darwin Saturday Special Partnership | Parents Under $15,263 | Verbal:
Academy | Program, activities with local participate | consolidated 382
Approx. | Literacy related to community | in year- locations: Math:
350 skills, school’'s theme| center, end 3 major 423
students. | preparation | Total of 3 college activities, | crimes; (1
for the counseling | hold bake | property
Global, U.S. and summer | and raffle | crime and 2
History, employment, | sales, PTA| crimes
English, college fairs | meetings. | against
Regents and visits, persons), 23
exams. assistance other-crimes
Total of 1 with PSAT/ and 119
program SAT/ACT. non-criminal
Total of 6 incidents
reported.
There is no
report that
targets this
school.
224 |
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Special Extracurricular | Community | Parent/ Police Dept. | School Average

Academic | Activities Support School Incidents Expend. | SAT

Programs Support Per Pupil | Scores

(2005) (2005)

Plain High | College Student Affiliations | Parent Under For a Verbal:
Approx. Now; Ambassadors; | with local Coordinator | consolidated| similar 340
180 Regents school store; organization,| educates locations: O | school: Math:
students. Prep, paid | Chess Club; e.g. parents, major $13,749 | 360

internships; | Chorus; Music; | Educators | conducts crimes, 0 There is

Free SAT Dance and for workshops, | other-crimes| no report

Preparation; | Drama Children skills, high | and 5 non- | that

Robotics; Classes; Dance | Youth and | school criminal targets

Forensic Team; Tennis; | Families; process, test| incidents this

Science; Mentoring; Peer | Teen prep, health | reported. school.

Evening Mediation; Choice; workshops | There is ho

Classes; school College sponsored | report that

Student newsletter; Now with by laNYC | targets this

Government,| newspaper; two CUNY | university, | school.

College Talent Show; schools, one| Holiday

Tours; two | Community John Jay family

school Service; College, events;

related empowerment | and another | resume

special groups for young local writing,

programs, | men; and college; sewing, and

community | Cultural, Health, | Model floral

involvement,| and, Science United arrangemts.

Projects; College Fairs. Nations Total of 6

Honor Total of 18 Program;

Society; Teen

Study programs

Abroad such as talk

(South shows,

America & radio, and

Africa; science

Anthropolog laboratory.

y; Ceramics; Total of 8

Independent

Study

Projects;

Smartboard

Technology;

and student

laptop use.

Total of 17

programs
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Special Extracurricular | Community Parent / Police Dept.| School Average
School Academic Activities Support School Incidents Expend | SAT
Programs Support Per Pupil | Scores
(2004) (2004)
Basin Scholarship, Close to 30 Partnership | PTA 2 major $9,379 Verbal:
High honors program; | varsity and with local law | meetings, | crime 451
School advanced junior varsity firm, PTA (crime Math:
Approx. placement (AP) | teams, mentoring newsletters, | against 452
2,600 courses; magnet| Robotics Team, | program School person), 17
students. | programs, National Honor | partnering Leadership | other-crimes
nursing and Society, with local Team and 43 non-
medical Chess Club, bank, local meetings, | criminal
programs; black and university, and Principal’'s | incidents
performing arts, | Hispanic hospital, Council, reported.
visual arts, Awareness engineering, | Health Fair,
business and Clubs, Mock and science | HIV Aids
computer Trial, Drama, program, awareness,
programs, Jazz Band, career the sports
journalism, Orchestra, development, | and
international Dance, and global performing
programs, and | Symphonic ambassador | arts
human and legal| Band, School program. parents
studies. newspaper, Total of 8 clubs.
Total of 14 yearbook, Math Total of 8
programs Team, Criminal
Law and
Justice
Mentoring
Program, Peer
Mediation
and Conflict
Resolution
Programs.
Total of 47
226 |
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Special Extracurricular | Community | Parent/ Police School | Average
School Academic Activities Support School Support| Dept. Expend| SAT Scores
Programs Incidents| Per (2005)
Pupil
(2007)
Cascade | Advance Science, Alumni and | Structure N/A Tuition | Verbal:
High Placement (AP) | math, yearbook, local church | workshops to Math:
School Courses (in8 | investment, organizations, develop self- N/A
(Approx. | areas). art, chess, esteem, self-
400 Total of 1 culinary arts, confidence, ang
students) dance, and self-discipline
Spanish for students
heritage clubs. and parents.
Total of 9
Student
government,
Newspaper,
mentoring
program,
chorus,
National Honor
Society,
tutoring, and
ministry team.
Total of 7
227|
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Special Academic | Extracurricular | Community | Parent/ | Police School Average

School Programs Activities Support School Dept. Expend. | SAT Scores
Support | Incidents Per Pupil | (2005)
(2005)
Hudson Staff collaborates | N/A Local Family N/A $15,035 | Verbal:
Approx. 80 | with justice system. justice involve- N/A
students Tutoring, Court system. ment. Math: N/A
(held as Employment
program & | Project (CEP),
not a school)| alternative to
not subject | incarceration.
to NCLB or | Total of 4
same programs
curriculum
standards as
other
schools.
Non-diploma
granting
program.
228|
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Special Extracurricular | Community | Parent/ Police School Average
School Academic Activities Support School Dept. Expend. | SAT Scoreg
Programs Support Incident | Per Pupil | (2005)
(2004)
Atlantic Conflict Basketball, Partner with | Satellite N/A $11,511 Verbal:
High Resolution, softball, arts, 4 local Academy 371
School video web site design| community | considers Math:
Approx. documentary and organizations; parental 370
900 making, peer technology. partner with 2| involvement a
students | groups, Total of 5 local key factor in

interdisciplinary
courses, arts

colleges,
receives

the success of
our students.

curriculum, support from | We have a
student NYC'’s School
leadership, Theater Club,| Leadership
technology educational | Teamand a
enhanced center, local | Parents
curriculum and council on Association.
portfolio arts, College | Each
assessment. Now, student has an
Total of 8 Conflict advisor who
Resolution, both the
Girls Career | student
Workshop, and the parent
local know well.
university
writing and
math projects
Total of 13
229
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Special Extracurricular | Community | Parent/ Police School | Average
School Academic Activities Support School Dept. Expend | SAT
Programs Support Incident Per Scores
Pupil (2005)
(2005)
Midway High Support for ROTC, Step Partnerships, | PTA, 6 major $10,111 | Verbal:
Approx. 2000 regents’ cheerleading, | with 2 local | School crimes (1 393
students. diploma. After- | health, and magazines, a| Leadership | crime Math:
school classes, | chess clubs; local law Team. against 401
Saturday school firm, property, 5
tutoring newspaper, mentoring crimes
program; work- | martial program, against
study, arts, Upward person), 24
mentoring entrepreneur- | Bound, other-
and ship training, College Now, crimes and
apprenticeship | journalism John Jay 37 non-
opportunities are club, mock College of criminal
available, and | trial, moot court| Criminal incidents
College Now team, peer Justice, and 2 reported.
program. mediation and | specialty
Total of 7 conflict programs.
resolution Total of 8
activities,
Basketball,
baseball,
volleyball,
softball, track,
and bowling
teams.
Total of 18

Some characteristics of schools were removed nokow &r specific identification of sites in the
study. Sources: *Private schools are not requiredortelata to the state;
www.insideschools.orgvww.greatschools.ndtom National Center for Education Statistics

(NCES), 2005-2006www.schooldigger.com
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