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ABSTRACT 

The purpose of this case study is to explore a mentoring program designed for African 

American male community college students at a Pacific Northwest community college. 

Community college practitioners can use the knowledge gained from this study as a best 

practice to increase the persistence and success of African American male students  as 

well as other under- represented populations. Primary questions guiding this study 

focused on the needs of the target student population, social and academic integration 

issues, and the value of mentoring programs in promoting persistence and success. The 

study was conducted using the Interpretive Social Science approach utilizing case study 

methodology and individual in-depth interviews with administrative staff, faculty 

mentors, and student participants. A common theme that occurred is a sense of cultural 

affiliation with mentors and other student participants. Additional mentoring needs 

identified include navigation assistance along with a feeling of instructor investment in 

their education. The factors students found to be most useful include cultural affiliation, 

instructor investment, instilling confidence, and empowerment. Least useful factors 

include issues of program ownership, credibility, and the perceived lack of resources. 

Areas for additional research include exploring peer-to-peer mentoring, conducting focus 

groups with graduates, and cultural competence training for faculty and staff. 
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Case Study:  The Effectiveness of Mentoring for African American Male 

Community College Students  

 

CHAPTER I: FOCUS AND SIGNIFICANCE 

The mission of the community college (as of the late 1890s) is to provide 

undergraduate education, freshmen and sophomore-level transfer preparation, as well as 

vocational/ occupational training, general, and adult education (Altbach, 2005; Blocker, 

Plummer, & Richardson, 1965; Cohen & Brawer, 2003; & Gieger, 2005).  Central to this 

mission is to provide educational opportunities and services to the surrounding 

community, and specifically, diverse populations that would otherwise have no access to 

higher education (Altbach, 2005; Blocker, Plummer, & Richardson, 1965; Cohen & 

Brawer, 2003; Cross, 1981; Hiemstra, 2002; Geiger, 2005; & Perrakis, 2008).  

The focus population for this study consist of African American male students 

who enroll in community college to pursue transfer and career/workforce education. 

Transfer education prepares a student for the transition to a university. Career and 

workforce education is preparation for transition to a specific occupation after program 

completion (Levesque, et al, 2008). Excluded from the study are African American 

females and other racial minorities due to differences and often-higher persistence and 

completion rates; however, the proposed study has boarder application and the potential 

to benefit other underrepresented populations. 

Problem Statement 

 The community college’s mission is one of access to a diverse community, but 

this mission has failed to extend progress and completion to those who have the greatest 

need. African American student populations, in particular males,  are completing high 
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school in comparable numbers to other student populations, but are not seeing the same 

level of persistence at the post-secondary level (Schmidt, 2008). African American males, 

who have the lowest enrollment rates, are particularly at risk with a degree completion 

rate of  21% at the national level versus a 29% average for all graduates (Education, 

2014), and 18.7% in Washington State versus a 27% average for all graduates (The 

Chronicle of Higher Education, 2013). While one could easily focus on the reasons this 

group of students does not persist to address the problems of low completion, an alternate 

and less used strategy is to focus on reasons the successful students persist and are 

retained to completion. The focus of this research project centers on African American 

male community college students who are persisting and participating in a targeted 

mentoring program. 

Statement of Purpose and Research Questions 

The purpose of this case study is to explore how a targeted mentoring program at a 

Pacific Northwest community college affects the persistence and success of African 

American male students. The Merriam Webster Dictionary defines persisting as “to go on 

resolutely or stubbornly in spite of opposition, importunity, or warning,” and “to continue 

to exist especially past a usual, expected, or normal time”. The definition of success is 

“the fact of getting or achieving wealth, respect, or fame; the correct or desired result of 

an attempt; someone or something that is successful: a person or thing that succeeds 

(Merriam Webster , 2013). Primary questions guiding this study are: 

(a) What are the mentoring needs of African American male community college 

students? 

(b) How do mentoring programs affect the retention and success of  African 

American males? 

(c) What factors do African American males participanting in mentoring progams 

find  most useful, and least useful? 



4 

 

(d) What unique components are essential to ensure that mentoring progams are 

relevant  for African American males? 

 

 Through participant and staff interviews coupled with continous literature research and 

review, data will be gathered to highlight the experiences and factors that lead to the 

success of African American male participants. 

Rational and Significance 

“Demographics of the nation’s population is changing. Additionally, 

By mid-century people of color will be the majority of the population. 

These populations historically have had the lowest levels of 

educational success…increased educational attainment of all racial 

and ethnic groups is  paramount to meeting the educational demands 

inherent in the new world economy” (Mullin, 2011, p. 5). 

 

As described by Mullin, increasing change in the world’s population has placed 

the access to and successful completion of postsecondary education and training at a level 

of greater importance for minority and underrepresented populations in order to compete 

economically with their non-African American counterparts. However, the African 

American male population has failed to make as great of strides educationally as other 

populations. This study is significant because as a group, African American males face 

greater challenges in society, including accessing and completing postsecondary 

education (Cuyjet, 1997), which is a key to being able to participate economically in a 

global society. 

Current Status in Society 

 As a population in the United States, African American males face significant 

challenges with racial discrimintion, high incarceration and death rates, which can be a 

cause of persistent and  high unemployment (Boyd, 2007). In 2009, the United States 

Census Bureau estimated the nation’s prison inmate population at 1.6 million. In 2011, 
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the total number of offenders incarcerated in Washington State was 17,666. Of that 

number, 92.2% were male, and 19% were African American, (women are included in this 

number) (United States Department of Justice, 2012 & Washington State Department of 

Corrections, 2011). This number is significant because, as you will see later, the total 

number of African Americans in Washington State is only 3.6% of the state’s population. 

Once these males are released from prison, the contributing factor of high unemployment 

is still present and is further compounded by a prison record (Boyd, 2007 & The College 

Board Advocacy & Policy Center, 2010). 

African American males are more likely to face discrimmination when seeking 

employment and participating in post-secondary education (Foundation, 1997 & Boyd 

2007). Without a means to earn a living and/or support their families, they resort to 

criminal behavior, further increasing the rate of recidivsim. The high umemployment rate 

among African American males is negatively impacting the black community and 

diminishes the rate of economic gains for the population as a whole (Cuyjet, 1997 & 

Richards, 2011).  Boyd (2007) echos this point stating, “one in four black men has not 

worked for at least a year; twice the proportion of male non-Hispanic whites or Latinos” 

(p. 2).  

According to Hall and Rowan (2000), one of the causes of low success rates in 

higher education among the target population is the “deep-rooted cultural norms” 

sustained in an environment that under-values African American males. Racism and 

discrimination in higher education has a detrimental effect on a student’s experience on 

campus and can influence persistence and success.  

“Perceptions of prejudice-discrimination are expected to have a direct 

effect on persistence decisions, while affecting a student’s academic 
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experiences at the institution. Moreover, these perceptions seem to 

lessen the commitment to both the institution and the goal of college 

completion” (Nora & Cabrera, 1996).  

Claude Steele (1997) characterizes the feelings of being pre-judged or expected to 

conform to a preconceived idea of how a group or population of individuals behaves in a 

particular situation or setting as “stereotype threat” (p. 614). In this instance, the 

stereotype being perpetuated is the low academic performance of African American 

males. The author considers the resulting withdrawal or isolation of the individual from 

the situation as “dis-identification, an emotional response” that affects motivation, 

progress, and persistence (p. 614). While high incarceration, unemployment, and 

discrimmination in education are significant societal issues for African American males, 

nothing compares to the high death rate. 

“A black man is more than six times as likely as a white man to be slain”  

(Boyd, 2007). Plaguing the African American community is the high death rate of its 

men. Whether it is black-on-black crime, police brutality, or health-related causes, no 

other race has as high of a death rate (Boyd, 2007). Young African American males face 

the challenge of resisting and often succumbing to the pressure of being affiliated with 

gangs, which are rampant in the community. “Gang life is rife with crime and the 

prospect of death due to gang-on-gang violence” (The College Board Advocacy & Policy 

Center, 2010). Police brutality is also a constant threat due to racial profiling and 

unchecked aggression against the African American community (Boyd, 2007). Health-

related issues such as high blood pressure, heart attacks, and AIDS plague the African 

American community as a whole, but go unchecked with males who often avoid seeking 

medical assistance at the risk of being seen as weak (Boyd, 2007). 
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With issues of high incarceration, unemployment, discrimination, and an un-

checked death rate plaguing the African American male, an educator would naturally 

think the promise of higher education and the resulting economic gain is one way to 

influence and perhaps change the course for this population. However, in comparison to 

other populations, African American males have not yet realized the benefits of higher 

education.  

Access & Completion 

“By 2018 the United States will need to fill 46.8 million job openings, 

30 million of which will require some form of postsecondary 

education” (Mullin, 2011, p. 5). 

The following data on educational attainment yielded interesting data concerning  

 

the outcomes for African Americans and males on a national and state level: 

 

Table 1: National level Educational Attainment (students 25 years and older) 

 

Educational Attainment Total Population African Americans 

High School and Above 88.3% 86.7% 

Male – High School and Above 87.7% 86.3% 

Female – High School and Above 88.9% 87% 

Bachelors and Above 32% 22.8% 

Male – Bachelors and Above 31.9% 21% 

Female – Bachelors and Above 32% 24.2% 

(Digest of education statistics, 2014) 

While the data in Table 1 reveal comparable numbers of African Americans 

completing high school, there is a significant difference for this population completing 

bachelors degrees.   Only 21% of African American males nationwide earned 

baccalaureate degrees compared to 32% of the total  population of students age 25 years 

and above. These data reflect at a national level a clear disparity in degree attainment 

between African American males and non-African American males in the United States. 

Although they are completing high school, African American males are not completing 
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post-secondary degrees or programs of study in numbers that are representative of the 

population eligible to participate, or at the level of their African American female 

counterparts (The College Board Advocacy & Policy Center, 2010). 

For Washington State, Census data revealed the following demographic 

information: 

Table 2:Washington State Demographic Data 

 

Population Numbers(percentages) 

Total population 6,724,540 (100%) 

African American 240,042 (3.6%) 

(American Fact Finder, 2014) 

The Washington State Board for Community and Technical Colleges reported the 

following enrollment numbers for fall 2014: 

Table 3: Washington State College Enrollment Data for Fall 2014 

 

Total Population 169,748 

Male   74,346(44%) 

Female 95,402(56%) 

African Americans 12,204(8%) 

(Fall quarter enrollment and staffing reports, 2014) 

Included in these numbers are the following regarding students pursuing transfer and 

workforce or career-related education. Excluded are students pursuing basic skills or 

remedial education programs of study, and those students who failed to report a race. 

Table 4: Washington State Enrollment Data for Fall 2014 – Goal and Intent of 

Studies 

 

Goal or Intent of Studies Number of 

Students 

African American 

Students 

Transfer Education 65,438 4,727 (8%) 

Workforce ot Career Related Education 78,447 5,502 (8%) 

(Fall quarter enrollment and staffing reports, 2014) 
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For the African American male population the baccalaureate completion rate is 

21% at the national level versus a 31.9% average for all graduates (Education, 2014), and 

18.7% in Washington State versus a 27% average for all graduates (The Chronicle of 

Higher Education, 2013). The data indicate a need to focus on support services and 

activities that can positively affect persistence and success. As previously noted, African 

American males, as a population, face significant challenges in society with resulting 

high unemployment, incarceration, discrimination, and high death rates. Although there 

have been gains in the rates of these males completing high school, the same or 

comparable rates of post-secondary persistence and  completion have yet to be realized. 

Researcher Perspective 

 I have been employed in the community college system for over twenty years. I 

have held several staff positions in Student Affairs before joining the federally funded 

TRIO Student Support Services program as the Assistant Director. This was a pivotal role 

for me. The TRIO Student Support Services program is a federally funded grant 

administered by the United States Department of Education with the purpose of providing 

intensive advising, educational planning, and support services to students who are first 

generation, low income, and or disabled. The program has three primary goals for 

providing services to students: (a) Provide intrusive academic advising and educational 

planning. (b) Increase the chances of participants completing a degree and/or transferring 

to a university. (c) Teach participants to navigate the higher education system, leading to 

further success.  

I found my passion working in TRIO and learning about the students served. Two 

years later, I advanced to the position of Director, which was my dream job. I served as 
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Director for three years before a promotion to the position of Dean of Student 

Development, which led to the addition of all the learning support centers on campus. 

Being in the TRIO Program taught me how to design, plan, and implement intensive 

academic support services to students who, when they arrive at the college, are the least 

likely to succeed at higher education. 

 As an African American female, I understand the study population. I can relate 

my own experiences on campus to the students and shape support services to meet their 

needs. A significant challenge that we face on campus is recruiting, retaining, and 

assisting African American male students. This population arrives on campus often the 

least prepared to begin college-level course work, and finds the campus to be hostile and 

unwelcoming in spite of the college’s efforts to fund and provide targeted support 

services to address these student’s needs. As a direct service provider for this population, 

I can relate my past and present experiences communicating and providing services for 

these students, and can relate the importance and urgency to address this critical need in 

our society. This study is significant and directly applicable to my work with these 

students and has potential to inform practice at the state and national levels.   

Definitions of Terminology 

Academic Integration. “Those experiences that students have on a college campus that 

support academic development, encourages cognitive development, and enhances a 

student’s academic motivation to pursue academic tasks in a meaningful way” (Flowers, 

2006, p. 271). 
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 Black or African American. “A person having origins in any of the nations of Africa, 

including people who indicate their race as black or African American” (The College 

Board Advocacy & Policy Center, 2010). 

Mentor. “The mentor serves as guide, cheerleader, challenger, and supporter during the 

learning process. “ The teacher/mentor challenges students to examine their conceptions 

of self and the world to formulate new, more developed perspectives” (Merriam, 

Caffarella, & Baumgartner, 2007, p. 138). 

Social Integration. “…those experiences that help to connect students to the college 

environment, that is in their psychosocial development, and that contribute to their 

overall satisfaction in college” (Flowers, 2006, p. 271). 

Stereotype. “…an exaggerated belief associated with a category. Much like prejudice, 

definitions of stereotype highlight certain aspects of African American men while 

completely ignoring others” (Hall, 2001, p. 106). 

Summary of Focus and Significance 

 The mission of the community college is to provide undergraduate transfer, 

career, and occupational education to populations who would otherwise have no access to 

higher education or training. As a population, African American males who complete 

high school in comparable numbers to other populations have had the least success in 

higher education. This is true on a national level and in the Pacific Northwest region of 

the United States, the site of the proposed study. This segment of the population also has 

significant and chronic societal issues such as high unemployment, incarceration, 

discrimination, and death rates. In spite of the community college’s efforts to provide 

academic support services to increase the persistence and success of all students, the 
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African American male has not benefited from the mainstream programs. The purpose of 

this case study is to explore a mentoring support program designed for African American 

male community college students. Community college practitioners can use the 

knowledge gained from this study as a best practice to increase the persistence and 

success of African American male, and other under-served community college students.  

  



13 

 

CHAPTER II – LITERATURE REVIEW 

 The purpose of this literature review is to establish a scholarly context to support 

and guide the present study using published research and articles. Primary questions 

guiding this study are:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams  

find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are  

relevant for African American males? 

 A preliminary review of the literature yielded the following themes which will be used to 

organize and focus the literature: (a) African American males’ experiences at the 

community college, (b) academic and social intergration needs and issues for African 

American male community college students, and (c) peer-to-peer and professional 

mentoring programs at the community college. This section begins with a discussion of 

the approach to research, key terms used in the search process, then progresses to a 

review of the literature based on the aforementioned themes, and ends with the 

development of a conceptual framework to focus and guide the study. 

Approach to Literature Review 

The following list of terms was used to identify literature sources to support the 

topic:   

 African American males in higher education 

 African American males and community college 

 Mentoring programs 

 Peer-to-peer mentoring programs 

 Professional mentoring programs 

 Formal and informal mentoring programs 

 African American males and mentoring 
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 Academic or social integration 

 African American males and academic or social integration 

 Support services for African American males 

  

The Oregon State University and the University of Washington online libraries 

were utilized in the search process. The databases accessed were EBSCO Host, Academic 

Search Premier, and ERIC. In addition to the online databases, a number of electronic 

journals were accessed, including: The Journal of Higher Education, The Review of 

Higher Education, New Directions for Institutional Research, The Community College 

Journal of Research and Practice, The Community College Review, and New Directions 

for Student Services. I also used Google Scholar. Books related to student development 

theory, case study research methods, qualitative methods, community college leadership 

and practices, and multicultural competence in student affairs were used to provide 

context and a foundation for the research. Qualitative as well as quantitative studies were 

reviewed.  

Rational and Organization of the Literature Review 

The organization and framework for the literature review are based on the themes: 

(a) African American males’ needs and experiences at the community college, (b) 

academic and social integration needs and issues for African American male community 

college students, (c) peer-to-peer and professional mentoring programs at the community 

college. The rational for selecting these themes is to provide a context for researching and 

analyzing the experiences of African American male community college students 

participating in organized mentoring programs. African American male community 

college students was the selected term to further explore the literature on campus 

experiences. Exploring the academic and social integration needs for this population is an 
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attempt to discover and analyze other targeted support services and their effectiveness in 

serving this population. Lastly, seeking to discover the efficacy of structured mentoring 

programs at the community college and university level will provide additional  

foundational elements for the conceptual framework and assist in framing the research 

methodology of this study.  Each theme is presented in the following sections and will 

include an overview, analysis, and synthesis of the literature in addition to its 

applicability to the current study. 

African American Male Experiences at the Community College 

There has been some improvement in the rates of African American males 

completing high school and enrolling in postsecondary education; however, the majority 

of these students fail to complete a postsecondary degree (Perrakis, 2008). African 

American male community college students often arrive on campus unprepared for 

college-level course work and feel isolated in the college setting. Perrakis (2008) 

conducted a study in the Los Angeles Community College District that explored the 

factors promoting the academic success of both White and African American male 

community college students. Utilizing survey data collected from the Transfer and 

Retention of Urban Community College Students (TRUCCS) project originating at the 

University of Southern California. Perrakis (2008) examined campus representation and 

compared success rates for these populations.  

In this study, Perrakis (2008) found that differences in academic preparation had a 

direct effect on the success and completion of the populations studied with White males 

being better prepared than African American males. The author found this observation to 

be a more predictive factor than race in determining academic success in community 
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college students. Additionally, Perrakis (2008) found that White and African American 

males felt the same about their educational aspirations and about feeling welcomed, or 

they belonged on the college campus. African American males were found to have no 

particular feelings of inferiority from others based on the college they attended (Perrakis, 

2008). Noting declining enrollments in both populations with African American male 

students having the lowest numbers, Perrakis (2008) concluded that “male students need 

to feel a sense of attachment to the campus where they attend class” (p. 21). Additionally, 

“if a policy or practice increases the enrollment and retention of White men, it is similarly 

likely to increase the enrollment and retention of Black men and vice versa” (p. 22). 

To address the need of African American male students to feel welcomed and less 

isolated in the college and university environment, Cuyjet (1997) suggests one of the 

most important factors in providing services to African American male community 

college and university students is preparing the campus environment. Cuyjet (1997) 

conducted a study using data from the College Student Experiences Questionnaire 

(CSEQ) and reported the responses of African American male respondents. Responses 

from the African American male respondents represented  14% of total respondents and 

included students enrolled in “selective liberal arts colleges”, “general liberal arts 

colleges”, and “urban universities” (p. 10). The goal of his research was to provide 

student affairs administrators with recommendations for preparing the college campus to 

increase the persistence and success of African American male students. Among the 

items he identified to be most salient is the need to educate the campus community, staff, 

faculty, and administrators of the special needs of the population. Cuyjet (1997) began by 

recommending the need for targeted mentoring and role models, because African 
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American males have a greater chance of being “first generation than their white 

counterparts” (p. 14). The author suggested the following personal needs based on survey 

responses: (1) the development of study habits and student networks, academic supports, 

(2) the use of recreational facilities for casual intramural sporting activities, (3) options 

for developing personal relationships, which may or may not be the result of student club 

membership, and (4) “adequate” financial support and resources (Cuyjet, 1997, p. 14). 

The author concluded with a recommendation that African American males should not be 

treated the same as females, and administrators should study this population of students 

carefully to discover their needs (p. 15).  

Stereotypes or other common misconceptions on campus can also affect a 

student’s experience. In a case study at a predominately-white public research institution 

in the south, Brown (2006) conducted interviews and focus group sessions with twenty-

five African American male students to explore the out-of-class activities that had a 

positive impact on their involvement in campus life. The study also sought to expand 

current literature on the academic and social adjustment and/or integration needs of this 

population. Study participants indicated they found the campus climate academically to 

be “cold” and suspicious of their presence. The students felt that there was a question as 

to their presence or belonging on the campus. They also felt stereotypes had preceded 

them and were hard to overcome when continuing media coverage in the surrounding 

community and campus portrayed the African American male as the perpetrator of crimes 

or the portrait of a superior athlete. In this case, stereotypes are seen as an isolating factor 

that has a powerful impact on student success and “development” at the institution 

(Brown, 2006, p. 53). Stereotypes are difficult to overcome and can be paralyzing. A 
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common stereotype for African American males is that of being “strong, but 

intellectually dull: dumb Black” (Hall, 2001, p. 105). 

Findings from Brown (2006) indicated that study participants also found campus 

life to be challenging, isolating, and difficult to navigate. They described situations where 

they found it difficult to participate in organized activities such as student government or 

events and activities due to the absence or presence of African American, male or female, 

membership (Brown, 2006, p. 50). Brown (2006) found that participants did find it 

helpful to participate in self-organizing activities such as intramural sport activities or 

peer-group gatherings. Study participants spoke of the need to socialize and counsel 

about academic and non-academic concerns with other students, staff, faculty, and 

administrators who looked like them and were interested in their success on campus. 

Additionally, a study of student perceptions of campus cultural climate, (Ancis, 

Sedlacek, & Mohr, 2000) compared the experiences of African American, Asian 

American, Latino, and White students. Using the Cultural Attitudes and Climate 

Questionnaire (CACQ), the authors collected responses from 578 randomly selected 

undergraduate students at a mid-Atlantic university. Of this number, 136 (24%) were 

African American, 130 (22%) were Asian American, 77 (13%) were Latino/a, and 235 

(41%) were White. The respondents were both male and female, 44% and 56% 

respectively. In addition to the assessment of the campus cultural climate, the study also 

explored “aspects of the university climate and their interactions with both 

racially/ethnically and dissimilar faculty, teaching assistants, and peers; and comfort with 

one’s own racial-ethnic background, sensitivity to racial-ethnic differences, perceived 
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pressure to conform to racial-ethnic stereotypes, and overall satisfaction with the 

university environment” (Ancis, Sedlacek and Mohr, 2000, p. 181). 

Based on data collected, Ancis, Sedlacek, and Mohr (2000) concluded that 

“significant” differences exist in the perceptions and experiences of the student groups 

with African American students reporting more negative experiences than the Latino, 

Asian, and White students (p. 183). To address the campus cultural climate, the authors 

suggest counseling staff and faculty, initiating strategies such as faculty and peer 

mentoring, and faculty and staff professional development to include “awareness of both 

subtle and more overt manifestations of prejudice and race-based discrimination” (p. 

184). A salient point is that campus administrators must also consider students as part of 

the campus culture and provide the same training opportunities as they do for staff and 

faculty.  

To address issues in the student population, Ancis, Sedlacek, and Mohr (2000) 

suggest workshops and activities to “provide information about the socio-cultural history 

and background of diverse groups on campus” (p. 184). However, the researchers caution 

that the selection of topics be relevant to the campus climate and issues identified by 

students. For instance, some topics such as White privilege can often create resentment 

and defensiveness in White student populations. The research authors state, “Continual 

exposure to a hostile educational climate, marked by racial tension and stereotyping, may 

adversely influence the academic achievement and psychological health of students of 

color”. “An understanding of the particular experiences and perceptions of African 

American, Asian American, Latino, and White college students may also influence the 
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development of culturally relevant and effective interventions” (Ancis, Sedlacek, and 

Mohr, 2000, p. 183).  

 Pope (2006) conducted a similar study at the community college level. The author 

developed a survey instrument and distributed 375 surveys to 15 community colleges in 

the United States to assess minority student perceptions as it relates to campus diversity, 

mentoring, and college leadership. The survey was distributed to students identified as 

African American, Latino, Asian, and/or Native American. “The researcher received a 

return rate of 250 or 66.67%. Of  the 250 completed surveys, 74 were from African 

American male students and represented all fifteen community colleges” (Pope, 2006, 

222). Survey results for this population at the community college are similar to the 

findings of Ancis, Sedlecek, and Mohr (2000) mentioned early. Students felt the campus 

climate to be chilly in regards to “fellow student support”, and the absence of “role 

models or mentors”, peer mentors, administrators and faculty, who look like them (Pope, 

2006, p. 224). An additional finding is that these students “emphasized the need to see 

administrators of color in the role of participating and promoting diversity efforts on 

campus” (p. 226). 

 Pope (2006) provides the following recommendations for retention and transfer 

strategies to increase the success of African American males to include: 

 academic and social integration to encourage mentoring; 

 eliminating racism and promoting diversity in the campus environment; 

 enhancing counseling services to assist students in balancing competing 

demands;  

 providing targeted orientation programs;  

 hiring more African American administrators, faculty, staff and student 

employees;  

 creating ethnic and cultural support groups; 

 improve internal and  external articulation agreements; 
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 create transfer centers and hire transfer counselors; and 

 connecting African Americans males with mentors at four-year institutions 

(pp. 226-228).  

 

In summary, African American and White male community college and 

university students both indicate feelings of isolation on campus. However, African 

American males often arrive on campus under-prepared for college-level course work 

and have difficulties adjusting due to a climate that is chilly and less welcoming due to 

stereotypes or preconceived notions of academic ability and fit in the campus 

environment. Additionally, African American males felt isolated and unable to integrate 

in the campus community due to an absence or presence of student activities staff, 

faculty, and administrators who looked liked them.   

Academic and Social Integration Needs and Issues for African American Male 

Community College Students  

 

The Merriam Webster dictionary defines integration as the “incorporation as 

equals into society or an organization of individuals of different groups (as races)” 

(Merriam Webster , 2013). Based on this definition the society or organization is higher 

education, community college, or university, and the incorporation is academic and social 

integration, referring to the student’s academic ability or preparedness to fit in socially in 

the environment with peers, faculty, and staff. Tinto (1993) in his research on student 

departure, describes two issues of integration, congruence, and isolation. Congruence is 

defined as the “match or fit between the needs, interests, and preferences of the individual 

and those of the institution” (p. 51), and isolation is the “inability to establish personal 

bonds that are the basis of membership in the community or the institution” (p. 56). 

African American males experience the college campus differently, and therefore, have a 
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greater need for academic and social engagement support to influence persistence and 

completion.  

In her research exploring the effects of African American males attending two-

year colleges and their social and academic integration, Flowers (2006) conducted a 

study utilizing data collected using the 1996/1998 Beginning Postsecondary Students 

Longitudinal Study (BPS). This nationally recognized data set includes information on 

individual and institutional level characteristics that measure achievement, social growth, 

experiences, and outcomes (p. 274). The student cohort 1996/1998 included 12,000 

freshmen students attending 832 institutions.  

Flowers (2006) concluded that African American males at four-year universities 

experienced greater social and academic integration than those at community colleges. In 

addition, “the institutional environment at two-year and four-year institutions may play a 

prominent role” (p. 283). Four-year institutions have greater opportunities for student 

engagement with the residential nature of campuses, and have far greater participation 

rates. However, the quality of the experiences of the student participants is quite 

different. African American males experience the campus differently from other students, 

and report feeling isolated and stereotyped. Whereas two-year institutions have greater 

persistence rates when the students are integrated, the problem is these campuses lack 

opportunities. Two-year institutions enroll the greatest number of African American and 

other minority students on a whole, and are considered the first choice for postsecondary 

education (Flowers, 2006). This further supports the need for the present study to 

discover successful strategies for social and academic integration strategies at this level. 
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Considering the level of academic and social integration in student success was 

the focus of a study conducted by Hu (2011). In this study, Hu (2011) examined data 

collected from surveys of the Washington State Achievers program, a scholarship 

program funded by The Bill and Melinda Gates Foundation that sought to increase the 

college-going rate of students who are first generation, low-income and enrolled in urban 

high schools. While the primary goal of the Washington State Achievers Program is to 

encourage transition to four-year institutions, portions of these students do enroll at the 

community college. The total sample size is 832 students with 17% being African 

American. The study’s author did not disaggregate the data for sex, which leads to 

generalized but applicable results for the population of African American students. Hu 

(2011) concluded that students with high levels of both social and academic integration 

were the most likely to persist, (94%). What is interesting about the results is the students 

who have high levels of social engagement and low-levels of academic engagement are 

more likely to persist (97%), but students with low levels of social engagement and high 

levels of academic integration have a lower persistence rate (62%) (Hu, 2011, p. 102). 

These results support the need for administrators to consider planning support programs 

and activities that are balanced academically and socially. The author concludes by 

stating “…in and out-of- class activities can contribute to student learning and personal 

development” (Hu, 2011, p. 97).  

Museus, et al. (2012) also conducted a study that supports the need for balancing 

academic and social programs and activities. In this study, the authors studied an Asian 

American studies program at the University of Massachusetts Boston. In this study, 

university faculty and staff created support services and programs that fostered “student 
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integration by engaging students as cultural assets and integrating their backgrounds and 

identities into their academic and social experiences on campus and in the community” 

(p. 113). In this particular case, the staff and faculty of the university created a situation 

where students were encouraged to create social spheres where they could gather socially 

and participate in structured and semi-structured curricular events and activities that 

assisted them in learning about themselves as a population, and assisted in educating the 

campus community about their needs and issues. Museus, et al. (2012) describe a 

situation where “cultural integration” occurs when a combination of academics, group 

socialization, and cultural influences combine to create what they term an “ethnic sub-

culture” (p. 107).   

An important aspect of creating an ethnic sub-culture is allowing the “integration 

of academic and social spheres” (Museus, et al. 2012, p. 108). The authors state that 

“when “institutions engage the cultural backgrounds and identities of students of color in 

an academic or social spehere of college life, they create environments characterized by 

greater inclusivity than when those cultural backgrounds and identities are not engaged” 

(p. 108).  Additionally, “campus sub-cultures include specific gathering spaces for 

students along with faculty and staff, academic courses, workshops, projects, and 

activities that faciltiate integration that would otherwise not occur for students of color” 

(p. 109).  The spaces are designed to reflect the lives, culture, identities, and backgrounds 

of students of color in the academic environment, and demonstrate a commitment by 

staff, administrators, and faculty to create a welcoming environment for students of color. 

In return, the students can educate and inform the campus community of their “cultural 



25 

 

values”, therefore, “enriching the learning environment on college campuses” (Museus, 

et al., 2012, p. 111).  

The program described in the article provided services to students who were 

Asian American on a university campus, and included specially designed courses, 

workshops, projects, and activities that assisted the students in learning about their hisory 

as a population and community. An additional component of the programming is a 

community partnership where the students are allowed to interact with community 

members on and off campus, which allows them to learn more about their histories and 

cultural environments and  assist university faculty and staff in building key partnerships 

and alliances.  While this model focused on Asian American students in the university 

environment, there is definitely broad application for use in the community college 

environment in serving students of color and especially, African American males. Cuyjet 

(2006) supports this type of interaction and inclusion of African American males on 

campus and indicates that interactions with staff, faculty, and administrators could 

increase the knowledge on the issues and needs of this population and assist in changing 

negative stereotypes.  

In a study examining the factors that work in successfully retaining African 

American males in higher education, Robertson & Mason (2010) identified variables that 

are “pertinent to the matriculation of these students at predominantly White colleges” (p. 

68). The variables included academic integration needs such as “faculty involvement, 

classroom environment, and academic and personal support resources.” Social integration 

needs include “financial assistance, extracurricular activities, and the ability to handle 

racism” (Robertson & Mason, 2010, p. 68). The study was conducted using in-depth 
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interviews with 15 African American males enrolled in a mid-size, regional university in 

the south. Interview subjects were selected using purposive sampling and the questions 

focused on matriculation issues such as faculty interaction, financial aid, and the cultural 

social context of the campus environment.  

Robertson & Mason (2010) concluded the variables identified by respondents as 

frequently influencing their persistence and completion are: (1) incidents of racial 

prejudice on campus, (2) the lack of or limited faculty-student relationships or 

interactions, (3) feelings of social alienation or isolation, and (4) chilly classroom 

environments. The authors offer the following recommendations to increase the 

“retention rates of African American males who attend predominantly White colleges:  

(1) Offer pre-college programs that orient students to the college 

environment, resources, and essential study skills;  

(2) Hire more African American staff and faculty who can serve as 

role models and “implement social adjustment programs” to orient the 

staff of the “unique needs of African American students; and  

 (3) Add courses to the college’s curriculum that address the needs of 

African Americans throughout the Diaspora” (p. 84).  

 

This is salient because what Robertson & Mason (2010) are suggesting is to 

change the college’s culture to one of inclusion rather than exclusion. Preparing the 

campus environment for diversity is important at the staff and faculty level and within the 

student body. Increasing the diverse cultural context to address the needs of a diverse 

student body will also serve to educate the White student population. Therefore, reducing 

stereotypes and increasing chances of inclusion in the campus environment, leading to 

change in the cultural context in the community. 

In a study to explore the role of supportive relationships on campus for African 

American males, Strayhorn (2008) found that students who establish supportive 
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relationships on campus have a higher persistence and success rate. Suggesting 

relationships with faculty, staff, professionals, and peers is associated with higher levels 

of success and satisfaction with the institution. This study was conducted using secondary 

data from the College Student Experience Questionnaire (CSEQ), a national survey 

instrument used to study the experiences of African Americans in college administered in 

2004. The sample size for this study consisted of 231 African American male 

undergraduate students, which were analyzed using statistical empirical methods. 

Findings by Strayhorn (2008) also suggest there is some benefit to the person the student 

is in the relationship with being the same race or a person of color. 

Lastly, in a qualitative study conducted with community college students, 

researchers, Wood & Turner (2011) sought to examine the experiences of African 

American males to identify factors that affect their academic success. Through individual 

interviews conducted with 28 students, Wood & Turner (2011) identified four elements 

of personal attention that the students described as leading to the development of a 

positive relationship with faculty. The elements of personal attention are: (1) displaying a 

friendly and welcoming demeanor, (2) checking in on student progress, (3) listening to 

student concerns, and (4) encouraging student success. The researchers suggest the four 

elements positively affect and enhance African American male student success. What is 

not addressed in the study is the role service providers play in the building of positive 

relationships on campus. 

In summary, African American male community college and university students 

experience the campus differently, and have increased academic and social integration 

needs over their non-African American and female counterparts. These students are 
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subjected to stereotyping, which affects their experiences in the classroom and in the 

campus environment. Due to the absence of staff and faculty of color, they lack role 

models and service providers who can provide guidance and other cultural outlets. 

African American male students feel isolated and left out of student events and activities, 

and lack the opportunity to build effective relationships with faculty.  

Peer-to-Peer and Professional Mentoring Programs at the Community College 

As a retention strategy, mentoring programs, formal and informal, have been used 

to increase the academic and social integration of students, and can be focused on career 

as well as educational endeavors. Programs targeted at specific populations have been 

shown not only to increase the persistence and success of African American males, but 

also have the added benefit of educating the faculty and staff about the needs of this 

population (LaVant, Anderson, & Tiggs, 1997).  Pope (2006) in writing about the needs 

of Africa American males states “mentors are instrumental in helping these students deal 

with problems they may encounter in the college environment, which is especially 

important for those students who are first generation and have no family members to 

whom they can relate about the college experience” (p. 217). 

Through his work as a mentor and researcher, Daloz (1999) was able to draw 

from his experience working with non-traditional adult students one-on-one and through 

interviews with mentors and their mentees to provide the following guiding principles as 

“primary task” in managing the mentoring relationship: (1) “engendering trust” which is 

achieved through being a good listener and not passing judgement; (2) “seeing the 

student’s movement” developmentally; (3) “giving the student a voice” to expose their 

viewpoint; (4) “introducing conflicting” information to expand the student’s thinking on 
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a topic; (5) “emphasizing positive movement”; and (6) for the mentor to keep “one eye 

on the relationship” to ensure professional boundaries are maintained (pp. 122 – 124). In 

this instance, the mentor, who can be a faculty member, advisor, or adminstrator, is in the 

role of guiding and assisting the student developmentally. Mentoring, as a strategy to 

increase the retention, persistence and completion of adult students, consists of the 

following  three functions: support, challenge, and providing vision (Daloz, 1999).  

Daloz (1999) defines the element of support as that of “providing a safe space 

where the student can connect her need for fundamental trust, the basis for growth” (p. 

209), which means  the mentor and mentee relationship is one that allows the student to 

feel safe in who they are, and allows for growth and development. Support includes the 

following activities: providing structure, expressing positive expectations, serving as 

advocate, sharing ourselves, and  making it special (Daloz, 1999, pp. 210-216). The 

element of challenge is the process of the mentor  

“tossing little bits of disturbing information in their student’s path, 

little facts and observations, insights and perceptions, theories and 

interpretations that raise questions about their student’s current 

worldview and invite them to entertain alternatives to close the 

dissonance, accommodate their structures, think fresh” (Doloz, 1999, 

p. 217). 

Daloz, (1999), lists the following activities used in challenging mentees: setting tasks, 

engaging discussions, heating up dichotomies, constructing hypotheses, and setting high 

standards (pp. 216-222). Lastly, the author defines the element of providing vision as that 

of “providing greater understanding” (p. 223). Mentors provide greater understanding by 

role modeling, keeping traditions, offering a map or plan for action, suggesting a new 

language or, “ a new way to think about the world”,  and providing a mirror so the 

mentee can witness the development (Daloz, 1999, p. 227). 
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 In a study related to these findings conducted at a pedominantly White research 

institution located in the north-eastern region of the United States, Guiffrida (2005) 

sought to “understand from the student perspecive, the faculty characteristics that 

facilitate meaningful relationships with African American students” (p. 703). Using 

Grounded Theory methodology, Guiffrida (2005)  first conducted focus groups, then 

individual in-depth interviews with 19 African  American students enrolled at the 

institution. Study participants were selected utilizing purposive sampling techniques to 

“increase the likelihood of interviewing students who had previously experienced 

successdul relationships with faculty members” (p. 704). Participants included 11 female 

and eight male students who had an average grade point average of 3.2. The reseacher 

intentionally selected high achieveing students as research indicated these studens have 

had the most positive relationships with faculty members. 

 Data collected concluded the majority of the participants indicated the faculty 

members who proved to be the most supportive were also African American. However, 

being African American was not the only defining characteristic as particpants identified 

as White faculty members also supported their academic success. The research indicated 

that “one salient characteristic” the participants reported the most was the ability of the 

faculty member to go “above and beyond” in supporting their success (Guiffrida, 2005, p. 

708). Going above and beyond included practices such as comprehensive advising, 

including career guidance, dealing with academic issues and personal advising, assisting 

with academic support and advocacy. These characteristics could actually be held by 

faculty from any racial background and especially those faculty members who are 

geniunely interested in student success or  are “student centered” (Guiffrida, 2005, p. 
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718). A remaining characteristic students commented on often related to a practice of the 

faculty of color, was that of “raising the bar” or challenging and pushing them to succeed. 

Some participants responded well to the additional pressure to succeed, where others 

considered the pressure “over-bearing” and “unfair” (p. 713).  

 Guiffrida (2005) concluded that students in the study described faculty members 

who supported them by “going above and beyond” as also being culturally sensitive, 

understanding, or sympathetic to their needs (p. 714). These “student- centered” faculty 

members provided services such as mentoring, advising, advocacy, and academic 

coaching (p. 715). Lastly, the author suggests the addition of culturally relevant 

curriculum offerings and courses to enrich the  experiences and curriculum for minority 

students (Guiffrida, 2005). 

 To discover the importance of multiple methods of mentoring, formal and 

informal, for minority students, Pope (2002) conducted a study of 250 minority  students 

enrolled at 15 community colleges in the Southern, Midwestern, Northeastern, and 

Western regions of the United States. The ethnicity of  students responding to the survey 

included African American, Hispanic, Asian, and Native American. The African 

American students comprised 22 (8.8%) of the respondents and the study included both 

male and females.  The primary questions addressed in the survey  focused on what 

students viewed as the most important aspects of mentoring, whether the students knew 

the institution provided multiple levels of mentoring, and the perceptions of importance 

and availability of mentoring for minority students.  

 Through survey results, Pope (2002) concluded that students recognized the 

importance of multiple levels of mentoring, formal and informal, and that “multiple 
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levels of mentoring exposes students to a variety of individuals who are committed to 

ensuring that they adjust to life as a college student” (p. 7). More specifically, these 

individuals, staff, faculty, and administrators, can assist these students in overcoming 

barriers to their success, personal and academic, as well as faciltiating their social and 

academic integration into the college environment. Pope (2002) also concluded that 

mentoring can not be “one-dimensional” and can actually be used to educate the mentors 

about students from different ethnic backgrounds, thus educating the institution about the 

needs of these diverse student populations. The author closes with the recommendation 

that the institutions diversify their faculty and staff members so they reflect the student 

population more closely (Pope, 2002). 

 In summary, the importance of mentoring to all student populations cannot be 

under-stated. The preceeding research highlights the importance of mentoring to increase 

the social and academic integration of college and university students, and the key 

elements of mentoring include support, challenge, and providing vision. In closing, 

creating the opportunity for mentors to learn from their mentees as a by-product of the 

mentoring relationship, has far reaching implications and could be an important tool in 

enhancing the college environment and curriculum for underserved student populations.  

Summary of Literature Review & Conceptual Framework  

 Primary questions guiding the proposed study are:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams  

find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are 

 relevant for African American males? 
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 A preliminary review of the literature yielded the following themes which were used to 

organize and focus the literature: a) African American males’ experiences at the 

community college; b) academic and social integration needs and issues for African 

American male community college students;  and c) peer-to-peer and professional 

mentoring programs at the community college.  

Based on the literature reviewed, African American males face significant 

challenges with fitting into the college and university environment. Included in the 

challenges are academic under-preparedness for college-level course work, and feeling 

isolated due to a chilly and unwelcoming environment. Academic and social integration 

needs are high for this population due to the lack of staff, faculty, and administrators who 

look like them or can function as effective role models. The preceeding research points to 

the importance of mentoring to increase the social and academic integration of college 

and university students, and also points to the added benefit of educating and enhancing 

the campus that these relationships could provide. The proposed study will provide an 

example of how a community college in the Pacific Northwest established a program to 

meet the needs of the African American male student population, which included 

engagement activities and opportunities for interactions with other students and staff. 

The following conceptual framework details the key themes of each section of the 

literature review and will be used to guide the data collection, analysis, findings, and 

recommendations sections of the proposed study.  
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Table 5: Conceptual Framework 

A) Needs and Experiences of African American Male Community College Students 

 Unprepared 

 Socially isolated – percieved chilly campus environment  

  Perceptions of sterotypes or pervieved un-welcoming environments 

B) Academic and social intergration needs and issues for African American male 

community college students 

 Lack of faculty relationships or interactions 

 Chilly classroom environment 

 Lack of direct service providers, role models and other students in student 

programs and  activities roles who are the same race. 

 Common spaces to gather and socialize 

C) How do Peer-to-peer and professional mentoring programs contribute to the success 

of this population? 

 Support 

 Challenge 

 Providing a vision 

 Educating the campus community about the needs of the population 
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CHAPTER III – RESEARCH DESIGN 

The purpose of this case study was to explore how a targeted mentoring program 

at a  community college in the Pacific Northwest region of the United States increases the 

persistence and success of African American male students. Primary questions guiding 

this study are:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams  

find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are  

relevant for African American males? 

 

  This chapter describes the researcher’s methodology and approach to the study and 

includes the following topics: (a) rationale for qualitative research design, (b) description 

of the research sample, (c) summary of information needed, (d) overview of research 

design, (e) methods for data collection, (f) process for analysis and synthesis of data, (g) 

ethical considerations, (h) issues of trustworthiness, and (i) limitations of the study. The 

chapter will conclude with a summary.  

Rational for Qualitative Research Approach 

“Through research we develop results that help to answer questions, and 

as we accumulate these results, we gain a deeper understanding of the 

problems… Researchers are much like bricklayers who build a wall brick-

by-brick, continually adding to the wall, and in the process, creating a 

stronger structure“ (Creswell, 2008, p. 4). 

 

The stated intent of this research project is to explore and understand how a 

targeted mentoring program increases the persistence and success of African American 

male community college students. According to the Merriam Webster dictionary, the 

verb explore [emphasis added] is defined as “to investigate, study, or analyze” (2012). 
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While this definition is broad and applicable to quantitative as well as qualitative 

research, this study is based on the qualitative tradition of Interpretive Social Science. 

Interpretive Social Science takes the perspective of looking at a person’s life through a 

subjective lens in making meaning of social situations and interactions (Neuman, 2003 & 

2004). The interpretive approaches assume individuals experience and create meaning 

through social interactions and situations, which lead to developing a sense of their 

reality; what is true for their situation or perspective on life. This study applied that 

learning or realistic meaning making to discover how participating in a targeted 

mentoring program for African American male community college students leads to 

greater persistence and completion for this population.  

Historical Foundations and Underlying Assumptions 

 Yielding from the social sciences, the earliest use of the interpretive approach, 

hermeneutics, occurred in the seventeenth century and was used as a method for 

interpreting meaning in the Bible. In the eighteenth and nineteenth centuries, its use 

expanded to include interpreting literature, arts, music, philosophy, and jurisprudence. 

These early uses of the interpretive approach occurred mainly in Germany (Carr & 

Kemmis, 1986, pp. 86-87). As a research science, the interpretive approach seeks to 

define and interpret the meaning of behaviors and experiences of individuals in typical 

social situations. As stated in Carr & Kemmis (1986), “The purpose of Interpretive Social 

Science is to reveal the meaning of particular forms of social life by systematically 

articulating the subjective-meaning structures governing the ways in which typical 

individuals act in typical situations” (p. 90). This approach is viewed as more appropriate 

in measuring the behavior of individuals as it delves into the inter-subjective meanings, 
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which are those that are based on a subjective cognitive reality rather than an external or 

objective reality. For this reason, interpretive meanings cannot be measured by empiricist 

or positivist approaches to research (Bredo & Feinberg, 1982). 

 Creswell (2007) offers the same description of the interpretive perspective and 

adds an important difference between the post-positivist and interpretive view is the 

researcher “generates or develops a theory or pattern of meaning” during the process of 

research rather than beginning with a theory in mind (p. 21). The interpretive approach is 

also known as the inductive approach to research (Merriam, 1998). This study explored 

the experiences of African American male community college students to understand 

their experiences on campus, and how participating in a formal mentoring program 

influenced their continued enrollment and completion. Beginning the research process 

with an inductive or open-ended approach allows the participants to more freely share 

information and further develop their understanding of the situation. Rabinow and 

Sullivan (1987) spoke of this by stating, “The aim of interpretation is not merely more 

interpretation, it points beyond itself to the fundamental problems, theoretical, practical, 

and aesthetic, of human existence” (p. 20). They go on to state ”…all human inquiry is 

necessarily engaged in understanding the human world from within a specific situation” 

(p. 21). Understanding the environment from the spoken words of the consumer/student 

is valuable in planning and designing effective programs and services for serving the 

post-secondary African American male student population. 

 Since the goal of the interpretive research approach is the inter-subjective 

discovery of the individual’s view of a particular situation (Merriam S. , 1998), the 

researcher must maintain a neutral or objective position during the research process, 
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which is not very different from a positivist point of view. The difference lies in the 

extent to which the researcher delves into the individual’s view of the situation as part of 

the data collection process. As stated in Creswell (2007), “the goal of research then is to 

rely as much as possible on the participants’ views of the situation” (p. 20). Carr and 

Kemmis (1986) describe this process as allowing for better “dialogue and 

communication” to take place because it clarifies, for the participants in the situation, 

what is actually taking place from the individual, subjective  perspectives or points of 

view (p. 91). Only through these subjective and multiple realities can we really truly 

understand the unique experiences of these students on campus (Stake, 1995). Through 

“thick description” of experiences, the researcher understands the environment and 

behaviors of the participants in their own setting (Merriam, 1998 & Stake 1995, p. 42). 

Once we identify the issues and concerns, then we can truly address the problem (Stake, 

1995, p. 16). Then the primary aim of Interpretive Social Science is “enlightenment”, to 

bring to “consciousness and awareness” social issues and situations that serve to 

disadvantage or marginalize individuals such as racism, sexism, unequal power relations, 

etc. (Carr & Kemmis, 1986, p. 93 & Creswell, 2007, p. 24).  

In the community college environment, these issues or situations can occur in or 

out of the classroom environment and can have a detrimental effect on student 

persistence. African American males, because of stereotyping and other perceived 

stigmas assigned by society, are subjected to attitudes and negative behaviors far more 

often than other under-represented populations, and thus, have the lowest persistence and 

completion rates in higher education. Closely related to the interpretive perspective is 

Critical Social Theory. In this view, the researcher uses the gained knowledge to expose 
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social justice issues and to “empower the powerless” into action (Neuman, 2004, p. 43), 

or as Lichtman (2006) states “to change the social context” (p. 29). The goal of this 

research is aligned to the interpretive approach because the knowledge gained from this 

study can be used to inform practices and services in and out of the classroom. Thus, the 

aim is to educate campus administrators, faculty, and staff to make systematic change. 

Rational for Case Study Methodology 

“In order to fully understand and make meaning out of human 

interaction and experience, you must view it from the perspective of 

the cultural environment or the context in which it takes place” 

(Rabinow & Sullivan (eds), 1987, p. 15).  

 Since this study is focused on exploring experiences of multiple subjects in a 

bound setting,  or the same setting and context, the case study methodology is the best fit 

to allow for an in-depth investigation of behaviors and experiences of the target 

population. Merriam (1998) in supporting this perspective, states “…case study is a 

design particularly suited to situations in which it is impossible to separate the 

phenomenon’s variable from their context” (p. 29). Yin (2009) also held this view and 

states, “A case study is an empirical inquiry that investigates a contemporary 

phenomenon in depth and within its real-life context, especially when the boundaries 

between phenomenon and context are not clearly evident” (Yin, 2009, p. 18).   

A key benefit of the case study research approach is the ability to select a 

narrowed topic and “get detailed and rich descriptions” of the selected case (Lichtman, 

2006, p. 75). The researcher of this study is interested in studying and understanding the 

behaviors and  experiences of African American male community college students 

participating in a targeted mentoring program. Yin (2009) champions the use of case 

study research methodology and states “As a research method, the case study is used in 
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many situations, to contribute to our knowledge of individual, group, organizational, 

social-political, and related phenomena” (p. 4).  In this particular case, mentoring at the 

community college level, the researcher is “instrumentally” interested in studying this 

topic because of possible best practice implications at other institutions (Stake, 1995). As 

mentioned in earlier sections of this document, it has been shown that African American 

males have the lowest graduation and program completion rates of 18% in Washington 

State versus 27% for all graduates (The Chronicle of Higher Education, 2013). This 

research will yield information that can be used at other community colleges in the 

Pacific Northwest in an effort to better serve this student population. According to 

Creswell (2007 & 2008) the case study method is effective in studying the behaviors and 

experiences of a population rather than particular patterns. Additionally, the case study 

methodology is useful when researching “concrete and context dependent” situations and 

populations up-close in the natural setting (Flyvbjerg, 2011).  

In summary, according to Yin (2009)  there are “three conditions” that determine 

which research method to use: “(a) the type of research question posed, (b) the extent of 

control an investigator has over actual behavioral events, and (c) the degress  of focus on 

contemporary as opposed to historical events” (p. 8). For this study, this first condition is 

met as the stated intent is to explore and understand how a targeted mentoring program 

increases the persistence and success of African American male community college 

students. The second condition, which relates to how much control the researcher has 

over the observed behaviors, the researcher has no control over the behaviors of study 

participants and is there to observe and collect information. Finally, the remaining 

condition focuses on contemporary versus historical events. The proposed study occurs in 
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the present with “direct observations and interviews of the participants” (p. 11). In 

addition,Yin (2009) adds,  the preferred format for case study research questions is that 

which leads to “understanding or explaining” (p. 9). The proposed questions fulfill this 

requirement and are stated as follows:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams 

 find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are  

relevant for African American males? 

 

According to Yin (2009), the strength of the case study method is “its ability to deal with 

a full variety of real-time evidence - documents, artifacts, interviews, and observations” 

(p. 11), which is covered in the following sections. 

Research Sample 

 After securing permission from the proposed research site, assigned graduate 

council, and the Oregon State University Institutional Research Review Board, the study 

was conducted at a Pacific Northwest community college located in an urban area. In 

2010, this community college served over 12,000 students with 18% of those students 

identified as African American. The college awards degrees in academic transfer and 

professional occupational areas of study. The site is the only college in the Pacific 

Northwest offering a mentoring program that targets African American males. The 

program was established to address the low persistence and completion rates of this 

student population. 
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Sampling information 

A primary benefit of the case study research methodology is it allows for 

collecting and analyzing data and information that is detail-rich in description and gives 

insight into the phenomenon that is being studied (Patten, 2009 & Merriam, 1998). In this 

case, the phenomenon consist of the experiences of African American males participating 

in a targeted mentoring program at a Pacific Northwest community college. To ensure 

validity and the reliability of the data collected, the researcher utilized data triangulation 

to include interviews of mentoring participants, mentoring program administrators and 

mentors, document review, and continuing scholarly literature review (Merriam, 1998 &  

Patten, 2009).   

Student research participants for the proposed case study were selected using a 

purposive and homogenous sampling strategy. Patton (2009) states, “purposive sampling 

is the correct term to use when the researchers seek participants who fit into a broad 

category” (p. 149). Further, Merriam (1998),states, “Purposive sampling is based on the 

assumption that the investigator wants to discover, understand, and gain insight and 

therefore must select a sample from which the most can be learned” (p. 61). The 

proposed study was narrowly focused on studying the persistence and success of African 

American male community college students who participated in the targeted mentoring 

program. Homogeneous is defined as “of the same or a similar kind or nature” (Merriam 

Webster Dictionary, 2012). Only the males identified as participating in the mentoring 

program were eligible to participate in the study. Three student participants agreed to 

participate in the study. Participants were selected based on the following criteria: (a) the 

student must have participated in the program over the last year; (b) must be continuing 
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at the college or have graduated; (c) must be positively identified by institutional staff as 

being a program participant; and (d) must be pursuing an academic or professional 

occupational program of study. All of the student volunteers met the stated selection 

criteria. 

In addition to the students, two program administrative staff members and three 

mentors were interviewed. Program staff were included to document program inception 

and history, goals, objectives, and outcomes. The questions focused on staff interactions 

and operating strategies to engage students and staff mentors. Mentors were interviewed 

to gain an understanding of the nature of the student/mentor relationship, strategies to 

engage students, and relevant experiences working with students. Appropriate documents 

were collected and reviewed to explore program history, goals, objectives, and outcomes. 

The researcher continued to research scholarly literature at the state and national level to 

support the phenomena under study. 

Overview of Information Needed 

The purpose of this case study was to explore the experiences and behaviors of 

African American male community college students participating in a targeted mentoring 

program. Yin (2009) states a case study is “likely to be more convincing and accurate if it 

is based on several different sources of information” (p. 116). Information sources for the 

proposed study include individual and in-depth interviews with mentoring participants, 

institutional staff, and professional mentors, institutional document research, and 

theoretical literature review. The information needed to complete the study as determined 

by the conceptual framework included: (a) contextual, (b) perceptual, (c) demographic, 

and (d) theoretical. The information needed includes:  
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 (a) Contextual information regarding the institutional history, operational plan 

and objectives, organizational structure, and student support services through staff 

interviews and document collection.  

(b) Individual and in-depth participant and mentor interviews focused on 

exploring perceptions of the mentoring relationships and the activities that 

assisted in their persistence and success. 

(c) Demographic data on study participants collected at the time of the interview 

includes name, age, program of study, length of time at the institution, length of 

time in the program, and prior educational experience. 

(d) An ongoing review and analysis of theoretical literature was conducted during 

the data collection and result reporting phases of the research project. 

 

Research Design Overview  

 The following list summarizes the steps taken to complete the study.  

1. Successful research proposal presentation and approval by the assigned 

graduate council. 

2. Approval of the proposed research by the Oregon State University Institutional 

Review Broad.  

3. Approval of the proposed research project by the Institutional Review Board at 

the research site. 

4. Contact and schedule interviews with program staff to include mentors. At this 

time, student    participants were identified by program staff. The initial contact 

and invitation to participate in the study was made via email and followed-up with 

a phone call. Cooperating research participants were presented and explained the 

Statement of Informed Consent (See Appendix B). 

5. A key component of qualitative and Interpretive Social Science research is that 

of collecting data in the natural setting (Merriam 1998, Creswell, 2007, & 

Seidman 2006, Stake, 1995). Individual interviews were scheduled and conducted 

at the program site over a three-week period during the spring and summer 

quarters. The interviews were recorded. A pilot test of the interview questions was 

conducted with two non-research participants to determine appropriateness of 

interview questions, logical flow, and timing of each session. Pilot testing 

occurred at another institution with sample participants who have the same 

characteristics as the research population.  

6. Upon completion of the interviews, participant responses were transcribed 

using a professional transcription service. The transcripts were then shared with 

research participants, also known as member checking (Patten, 2009), to ensure 

accuracy and soundness. 

7. The interview transcripts were then coded and analyzed for central themes 

using MAXDQA software. This initial analysis and coding step produced 349 

segments of coded data, which is included in Appendix C. 

8. Documents collected as part of the data collection process were also analyzed 

and synthesized for use in the study. Data collected through documents were 

verified and checked with mentoring staff. 
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9. The researcher reviewed, analyzed, and synthesized the coded transcripts to 

identify key themes to report research findings and conclusions for the final 

report.  

 

Data Collection Methods 

 A key to qualitative research is multiple methods of data collection to confirm and 

ensure the soundness of the information. As mentioned earlier, data triangulation was 

utilized to ensure the soundness and validity of the information collected (Creswell, 2007, 

Merriam, 1998, Stake, 1995, & Yin, 2009). Data collection methods used in the study 

included interviews, document collection and review, and literature review. This section 

discusses each of these methods and includes the rationale, planned development, and 

usage. 

Interviews 

The strength of the qualitative research methodology is capturing the words, 

experiences, and thoughts of study participants to discover the social issues and 

environments that affect their lives and experiences. As Seidman (2006) states, 

“Individual’s consciousness gives access to the most complicated social and educational 

issues, because social and educational issues are abstractions based on the concrete 

experiences of people” (p. 7). Seidman (2006) further states, “Recounting narratives of 

experience has been the major way throughout recorded history that humans have made 

sense of their experience” (p. 8). Licthman (2006) “Qualitative research relies heavily on 

words, and seeks to capture voices of individuals as they are” (p. 33), further supports 

capturing the voices of individuals in the setting or environment. The personal and in-

depth interview is the primary method used to capture the stories of human experience 

and interpretation (Seidman, 2006 & Stake, 1995). Yin (2009) supports the strength of 
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capturing participants’ experiences through their own words and states, “interviews are 

essential sources of case study evidence because most case studies are about human 

affairs and behavioral events” (p. 106). This study employed individual and in-depth 

interviews with student program participants, program administrative staff, and mentors.  

 Two weaknesses of the individual interview method is the ability to recruit 

enough study participants, and participants accurately recounting the past. The researcher 

worked with study site staff to recruit project participants to participate in the study. A 

challenge in relying on participants’ accounts of their experiences is that of probing and 

asking the right questions to record the most accurate picture. Seidman (2006) supports 

this challenge, 

 “… the researcher’s task is to present the experience of the people he 

or she interviews in compelling enough detail and in sufficient depth 

that those who read the study can connect to that experience, learn 

how it is constituted and deepen their understanding of the issues it 

reflects” (p. 51). 

To address this issue, the researcher utilized a semi-structured interview protocol that 

allowed in-depth probing, and included closed and open-ended questions that allowed 

study participants the time to reflect and shed light on their experiences. Merriam, (1998), 

described this method as “flexible”, as it allows for the free flow of questioning and 

information from the interviewer and participant (p. 74). Yin (2009) describes the 

interview protocol as a “major way of increasing the reliability of case study research and 

is intended to guide the investigator in carrying out the data collection from a single case” 

(p. 79). 

Instrument Development 

The primary questions guiding this study are:  
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(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams 

 find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are 

 relevant for African American males? 

 

 Based on these questions, the interview quesitons were developed using the following 

conceptual framework, which was also used to conduct the literature review in Chapter 2. 

A. Needs and Experiences of African American Male Community College 

Students; 

B. Academic and social intergration needs and issues for African American male 

community college students; 

C. How do Peer-to-peer and professional mentoring programs contribute to the 

success of this  Population? 

 

The interview protocols for each of the participants is included in Appendix A. 

Once the assigned graduate council and the Oregon State University Institutional 

Review Board approved the proposed study, the research site staff were contacted to 

begin the onsite Institutional Review Board. Once approved, the researcher began 

scheduling interviews. The initial interviews were conducted with campus administrators 

and mentoring program staff. Student interview participants were identified at this time, 

and initially contacted by staff members to begin the scheduling process. Students were 

given the researcher’ contact information to make the initial contact. The researcher also 

requested the names and contact information of faculty mentors to interview for the 

study. Once the students and faculty mentors made contact, the researcher scheduled a 

date to meet and confirmed the interview with an email and phone call if needed. The 

researcher completed the interviews and data collection at the end of spring and 
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beginning of summer quarters. The interviews were scheduled on site with the 

cooperation of project staff.  

To address the need for safeguarding participant identity and confidentiality of 

interview responses, all participants were assigned pseudonyms in place of names, and 

any other identifiable information, such as age and major, is appropriately safeguarded. 

The name of the research site has been assigned a pseudonym to protect the identities of 

study participants. Study participants were required to read and sign a statement of 

Informed Consent (See Appendix B). The interviews were recorded and transcribed by a 

commercial transcription company, and all participant identification was coded before the 

start of the interview so the transcripts only include the pre-assigned pseudonym as the 

participant’s identity. The interview transcripts were shared with study participants to 

check for accuracy and soundness of the information collected. The recorded tapes as 

well as the transcripts are stored in a secure file separate from the coded participant 

identities in the office of the studies primary researcher. Participants will also have the 

opportunity to review the findings. 

Document Research and Analysis 

 Secondary to interviewing is gathering documents and other written 

communications that support the information shared, and further tells the story of the 

organizational setting (Stake, 1995 & Yin, 2009). As part of the data and information 

collection, the researcher sought documentation and other sources of written information 

that can be used to support the information gathered during the interviews, and assist the 

reader in gaining a perspective of the organizational structure, governance, staffing, and 

operating environment or context. The kinds of documents collected will be internal and 
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external communications. Bogdan and Biklin (2003) describe internal documents as 

“memos and other communications that are circulated inside an organization”, and state 

that these “documents can reveal information about the official chain of command and 

internal rules and regulations” (p. 128). Additionally, the authors describe external 

documents as “materials produced by organizations for public consumption, such as 

newsletters, and news releases” and state, “this material is useful in understanding official 

perspectives on programs, the administrative structure, and other aspects of the 

organization”. Additionally, “it is helpful to know the social context for the reason the 

document is produced” (Bogdan and Biklin, 2003, p. 128). The authors then recommend 

seeking official documents, which were used for specific reasons and are internal in 

nature. These documents include “memos, minutes of meetings, newsletters, policy 

documents, proposals, code of ethics, student records, statements of philosophy, news 

releases, brochures, and pamphlets.” The authors, Bogdan and Bilkin, state these types of 

documents assist the researcher in “gaining access to the official perspective, as well as 

the ways various school personnel communicate” (Bogdan and Biklin, 2003, p. 128). 

 The researcher researched the college’s website, library, and the State Board for 

Community and Technical Colleges for information and documents related to the 

research site. Additionally, one of the interview questions included in the staff interview 

protocol requested documents and other resources related to the study and research site. 

The strength in this method of data collection is the richness of the World Wide Web, the 

college, and the state board’s efforts to build a robust web presence as a method to reach 

its diverse student body and provide information to the public. A weakness is the 

timeliness of the information posted and being able to access the information in a timely 
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manner. The researcher also requested personal documents, those produced by staff and 

mentors, and student records as part of the document collection process. Bogden and 

Bilkin (2003) indicate these types of records can “prove to be revealing” when compared 

to interview responses from the participants (p. 129). Documents collected were stored 

and safeguarded with other research materials to preserve confidentiality of the sources. 

 The proposed data collection methods, interviewing and document collection and 

review, are appropriate for the study. The researcher thoughtfully planned for ensuring 

data security and safeguarding the confidentiality of participant identities and all 

documents collected that can be linked to the research site. 

Literature Review 

 Throughout the proposal preparation, data collection, and reporting of the 

research findings, research of scholarly literature that contributes to the research topic is 

continued. Themes selected to guide the literature review are as follows:  (a) African 

American males’ needs and experiences at the community college; (b) academic and 

social integration needs and issues for African American male community college 

students; and (c) peer-to-peer and professional mentoring programs at the community 

college. The Conceptual Framework for the study, derived from the key themes, is used 

to guide the data anaylsis, intrepretation and synthesis portions of the proposed research. 

Data Analysis and Synthesis 

Key to interpretive social science is the ability to observe research study 

participants in a particular social situation or environment. Additionally, the researcher 

must capture the experiences of the participants in their words and through this subjective 

lens in order to interpret the real meaning of their experiences (Neuman, 2003 & 2004; 
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Carr & Kemmis, 1986). The meaning of these experiences are then analyzed and 

synthesized to offer new theories to explain and anticipate the needs of the research 

population. Interpreting findings to generate or create new theories is known as the 

Inductive Approach (Merriam, 1998). In this study, the researcher was interested in 

gathering data that is rich in description and context in order to establish relationships and 

meanings, leading to new theories to explain the needs and experiences of African 

American male community college students participating in a mentoring program.  

The purpose of this research is to inform practitioners and service providers of the 

needs of this student population, which is instrumental by design. “With instrumental 

case study, the need for categorical data measurement is greater, concentrating on 

relationships identified in our research questions” (Stake, 1995, p. 77). Stake (1995) 

further states that there are three types of data analysis, “categorical, aggregation, and 

direct interpretation.” Of the three, “categorical and interpretation depend on seeking 

corresponding patterns” (Stake, 1995, p. 78). To identify the relationships and 

corresponding patterns in the research data, the researcher used a two-cycle analysis 

process to code the data.  

“Coding is not a precise science; it is primarily an interpretive act” (Saldana, 

2013, p. 4). According to Saldana (2013) the “qualitative analytic process is cyclical 

rather than linear.” This assertion suggests the coding of research data is an iterative 

process that requires multiple reviews to reveal the true essence or meaning of the data 

and the resultant themes. Saldana (2013) further suggests that coding is based on the 

paradigm or theoretical approach to the study. This study is based on the Interpretive 

Social Science paradigm. The Interpretive Research approach assumes individuals 
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develop their reality based on their environment and the social interactions thereof. For 

this study, the researcher utilized first and second cycle coding methods and MAXQDA 

software to organize the coded participant interview transcripts to capture the 

participants’ perspectives on the effectiveness of the mentoring program. 

 First cycle coding methods, which are regarded as the processes that happen 

during the first or “initial” review of data (Saldana, 2013, p. 58), include applying codes 

based on the Interpretive Research approach. The methods used to discover these realities 

include Initial Coding, as a starting point to guide the direction of the data coding and 

analysis procedures (Saldana, 2013, p. 101). Descriptive Coding is used to summarize the 

content and assign a code that is descriptive in nature (Saldana, 2013, p. 87). Lastly, In 

Vivo Coding captures the participant’s voice in order to relate their perspective as to what 

is happening in the environment. In Vivo Coding is important to prioritize and honor the 

“participant’s voice” as the researcher seeks to understand their experience and 

perspective (Saldana, 2013, p. 91). 

 The data was coded a second time utilizing Focused Coding. Second cycle coding 

methods are those that lead to theory building and include classification, prioritization, 

integrating, synthesizing, abstracting, and theory building (Saldana, 2013, p. 58). The list 

from the first and second cycle processes is included in Appendix C. Once the data was 

coded and categorized, the researcher then began the process of interpreting the data to 

“reach new meanings,” and fully understand the experiences of African- American male 

community college students participating in the mentoring program. “Two strategic ways 

researchers reach new meaning about cases are through direct interpretation of the 

individual instance and through aggregation of instances until something can be said 
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about them as a class” (Stake, 1995, p. 74). Finally, the researcher synthesized the data to 

identify and develop “generalizations” about the study site, context, participants, and 

practices that can be adapted and used by practitioners at other Pacific Northwest 

community college campuses that serve African American or other males of color 

(Creswell, 2007, p. 163). 

Ethical Considerations 

 Conducting qualitative research requires the researcher to work independently and 

individually with research participants. In addition to the researcher’s ability to collect 

and portray an accurate accounting of the participant’s story, the researcher must also 

ensure confidentiality, secure required informed consent, and safeguard collected data 

and information sources throughout the research process (Creswell, 2007; Merriam, 1998 

& 2009; Stake, 1995; and Seidman, 2006). Oregon State University Institutional Review 

Board approved the research. The researcher also secured approval from the institutional 

review board at the research site. The researcher then moved to the data collection phase. 

Before beginning the participant interviews, the researcher presented each participant 

with a Statement of Informed Consent outlining the purpose of the research and how the 

information collected will be used, presented, and safeguarded, and also participant’s 

rights to access, and review the information collected before it is reported. All 

participating students and staff members agreed and signed the Statement of Informed 

Consent before the research began. Each participant also received a copy of the Statement 

of Informed Consent. Participant identities were protected by assigning pseudonyms in 

place of any identifying information (Creswell, 2007). The researcher was the only 
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person with access to participant identities or any other personal identifiable information. 

See Appendix B for copies of the Informed Consent form. 

Issues of Trustworthiness 

 Qualitative researchers are responsible for the same criterion as quantitative 

researchers when it comes to establishing the trustworthiness of a research study. The 

researcher must demonstrate how issues of validity, reliability, and transferability are 

addressed throughout the study design, implementation, analysis, and result reporting 

phases (Cresswell, 2007; Merriam 1998, 2009; & Stake, 1995). The criteria for research 

validity, or credibility, addresses the need for the data collected and reported to reflect the 

reality for the population and the context of the study (Merriam, 2009). Reliability, or 

dependability, refers to the ability of the researcher’s findings to be replicated if the same 

processes for data collection and analysis were repeated (Merriam S. , 2009). The 

criterion of transferability is the ability to apply the study findings or results to 

comparable populations or context (Merriam S. , 2009). For this study, the researcher 

used the following methods to ensure validity, reliability, and transferability. 

Validity / Credibility 

 To ensure validity and credibility of the proposed study, the researcher used data 

triangulation; reported and discussed all instances of contrary or discrepant information, 

findings, or internal bias; and conducted member checks with research participants. Data 

triangulation achieved through multiple methods of collections allows the researcher to 

strengthen and confirm findings (Merriam, 1998 & 2009). The three methods of 

triangulation the researcher employed included interviews, document collection, and 

literature review. To address issues of bias and report discrepant information and 
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findings, the researcher maintained a journal record of the data collection and analysis 

process. The journal is stored and secured with the research materials. Member checks 

with research participants were conducted to verify responses during the interview and 

findings stages. Participants were given the opportunity to review and comment on data 

collected and findings to ensure an accurate portrayal of their experiences (Merriam, 

1998 & 2009; Stake, 1995). Participant feedback, comments, and suggested edits are 

documented in the researcher’s journal and taken into consideration in the final report. 

Ongoing research in the form of document collection and literature review was conducted 

throughout the research study process to verify findings, and to assist in meaning making 

and interpretation of data (Stake, 2008). 

Reliability / Dependability 

 The ability to replicate the research study is not intended to duplicate the research 

process and yield the same results, but to ensure the data is consistent with the findings. 

Yin (2009) describes reliability as “the ability to minimize the errors and biases in a 

study” (p. 45). A reviewer to the research process and design should be able to track the 

data collection process, review the data, and conduct a data analysis to yield the same 

result (Merriam, 1998 & 2009). The researcher ensured the reliability and dependability 

of the study by using the methods discussed to ensure validity and credibility. The 

strategy of using a research journal is the most useful in this process, as it will provide an 

“audit trail” and running log of each step in the research process, and a place for the 

researcher to reflect on the interviews, observations, data analysis, and affirming or dis-

confirming information or situations (Merriam, 1998 & 2009). 
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Transferability and Generalizability 

Transferability and generalizability of research in qualitative research is the 

ability to transfer and apply the knowledge gained to similar populations and context 

(Merriam 1998 & 2009). In the case of this research study, the researcher hoped to gain 

and share knowledge that can be applied to similar context, in addition to informing 

practice, policies and procedures for serving African American males and other 

underrepresented students. The researcher addressed transferability and generalizability 

of research findings and results utilizing purposive and homogenous sampling of the 

participants, and thick descriptions of the results and findings. As mentioned in the 

“Sampling” section of the study Patton (2009) states, “Purposive sampling is the correct 

term to use when the researchers seek participants who fit into a broad category” (p. 149). 

Further, Merriam(1998) states “purposive sampleing is based on the assumption that the 

investigator wants to discover, understand, and gain insight and therefore must select a 

sample from which the most can be learned” (p. 61). Research participants were limited 

to program participants, mentors, and administrative staff. Case study research 

methodology relies on a bound setting and context (Stake, 1995). To ensure the selection 

of participants met the criteria of a bound setting and context, the researcher selected 

participants positively identified as participating in the program by staff, and enrolled or 

graduated from the college. Detailed and “thick descriptions” of the context, data 

collection, data analysis, and results are provided in the final report to document the 

research and reporting process (Creswell, 2007 & Merriam 1998, 2009). The researcher’s 

field journal will be securely stored with study documents and materials. 
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Limitations of the Study 

 As with any research, there will be limitations that could potentially affect the 

outcome of the proposed study. The researcher identified the following as limitations to 

the study and discussed how issues were mitigated: restricted sample size, participant 

risks, and researcher bias. A key component of case study research is that of a bounded 

system (Creswell, 2007; Merriam, 1998, 2009; Patten, 2009; & Stake, 1995), however, a 

bounded system is not without risk to the research process. Risks include limited number 

of research participants, which could be further exacerbated if participants are reluctant to 

participate or fail to show up for interviews. The researcher addressed this issue by 

sending out, as many invitations to participate as there are students who are eligible to be 

a part of the study. The invitations were followed-up with emails and phone calls; 

however, there were still participants who failed to show up at the scheduled time for the 

interview. 

The researcher sought to diminish the risks associated with participant interviews, 

by ensuring the appropriateness of questions, following ethical protocols to guard 

participant identities, and confidentiality of information. Any identifying participant 

information stored separately from the data and final report (Creswell, 2007). Participants 

were required to read and sign a Statement of Informed Consent. If the participants 

became uncomfortable or emotionally distressed during the interviewing process, the 

researcher was prepared to discontinue the interview and make the appropriate referrals 

to program and counseling staff. Through the member checking process, participants had 

the opportunity to review and provide comments or additional feedback on the interview 

transcripts.  
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Finally, the researcher sought to minimize her own bias and subjective 

perspective by self-reflection, consultation with her primary adviser and peer 

consultation. According to Lichtman (2006), “…revealing aspects of yourself will serve 

you well as you begin to study the lives of others. Thinking about how you serve as the 

instrument of research is critical as you gather data, analyze it, and construct meaning” 

(Lichtman, 2006, p. 208). The researcher documented through journaling, issues that 

arose through the data collection and analysis process. The journal is included with the 

study documents. The researcher also consulted with her primary adviser, peer 

consultants, and as necessary, research site staff on issues or concerns that arose 

throughout the study.  

Summary 

The purpose of this qualitative case study was to explore how a targeted 

mentoring program at a Pacific Northwest community college increases the persistence 

and success of African American male students. The preceeding chapter provided a 

rationale and historical underpinings of the qualitative case study methodology. It also 

described the process and procedures for selecting the research participants using 

purposeful and homogenous sampling strategies; provided a list and summary of the 

information needed to complete the data collection phase of the study; described and 

provided a rationale for the data collection methods to include interviews, document 

review and theoretical literature review; and lastly, described the process that will be used 

to analyze and synthesize the data. The researcher concludes the chapter with a 

discussion of how ethical issues were addressed throughout the research design, 

implementation and reporting phases; and addressed issues of establishing 
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trustworthiness to include data triangulation, member checking, maintaining a research 

journal, providing rich desciptions to describe the data collection process and context of 

the study,  and disclosing contrary or discrepant information. Lastly, limitations of the 

study were discussed and include potential situations with recruiting enough participants, 

the potential of participants reacting negatively or emotionally during the interview 

process, and controlling for and documenting researcher bias during the study. 
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CHAPTER IV – FINDINGS & THEMES 

The purpose of this case study was to explore how a targeted mentoring program 

at a Pacific Northwest community college affects the persistence and success of African 

American male students. Primary questions guiding this study are:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African 

 American males? 

(c) What factors do African American males participanting in mentoring progams 

 find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are  

relevant for African American males? 

 

What follows are the results of the research and data collection phase of the study. The 

chapter begins with a discussion of the research site context, a description of the 

mentoring program based on document review and  interviews with two administrative 

staff members, presents a profile of the interview participants,  and the emergent themes 

in response to the research questions from the interviews with the mentors and student 

program participants, and concludes with a summary and findings. 

Research Site Context 

 The research was conducted at Pacific Northwest Community College, which is 

located in Washington State. The name of the college has been changed to maintain 

confidentiality. This college is part of the Washington State Community and Technical 

College system, which is comprised of 34 colleges. The college offers degrees and 

programs of study including transfer, professional occupational, developmental, and basic 

skills courses. Recently, the colleges in the system began offering Applied Baccalaureate 

degrees in professional occupational program areas. The college has a published four-

year strategic plan in place that focuses on preparing students to contribute to their 
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community and participate as global citizens, and the core themes include instruction, 

diversity, and community engagement. 

In the 2012/13 Academic year, the Washington State Community and Technical 

College system enrolled approximately 186,000 full time equivalents, which was an 

actual headcount of approximately 399,000 students. Approximately 10,000 of these 

students were enrolled at the research site (2014). To maintain confidentiality, this 

document will not include site-specific identifiable statistical data. 

The Mentoring Program 

 The mentoring program at Pacific Northwest Community College started in 2011 

as an effort to address the low persistence, progress, and success rates of African and 

African American males. Pacific Northwest Community College also participated in the 

Achieving the Dream: Community Colleges Count initiative. The initiative, funded by 

College Spark and The Lumina Foundation, assists community colleges across the nation 

with strategically focusing on under-represented and under-served populations to increase 

persistence and success rates. The stated mission is: 

“Achieving the Dream is a national reform network dedicated to 

community college student success and completion; focused primarily 

on helping low-income students and students of color complete their 

education and obtain market-valued credentials” (Achieveing the 

Dream, 2014). 

The initiative assisted the college in creating a culture of evidence and building capacity 

to address the achievement gap for under-represented students of color. 

 At this college, a small group of faculty and staff began gathering data in the form 

of an inquiry project. In the initial study, the group decided to focus on African and 

African American males due to low persistence and success. At this time, the college was 
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experiencing a 70% increase in the number of these students transitioning from high 

school. The group focused on three levels or critical points for the target population 

including developmental writing courses, English Composition, and successful 

completion of a college-level writing course. Course grades and student surveys were 

used to assess their experiences in the identified courses. The research component of the 

project was funded by the Achieving the Dream (ATD) initiative grant, however there 

was no direct budget allocation for the mentoring project. The project is a faculty- led 

initiative, which limits administrative intervention or oversight unless there is a direct 

request. Because of this situation, the program is not connected to any support service on 

campus and therefore lacks funding or a connection to the operational plan, which would 

require the program to have stated goals and outcomes. 

 The data indicated that students in English courses at all levels felt no sense of 

connection to the college and they lacked support. Based on these results, the faculty 

group decided to develop a mentoring program for the students that would meet on a bi-

weekly basis. This first attempt was a summer bridge program, which had great 

attendance, but when the summer ended, the need was still there for the students. The 

mentoring program expanded to serve African and African American males throughout 

the year, and included more students and faculty members of African American and 

African descent to serve as mentors. The new program launched in the fall of 2012 with 

30 mentors and over 50 students in attendance at the first meeting. The first year of the 

program showed great promise due to the commitment of the faculty mentors and student 

participants. A program mentor commented that the effort is an opportunity for 
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administrators, instruction, and staff from student services to come together because “we 

want to see our black males succeed.”  

 Program components include weekly group meetings of mentors and student 

participants for presentations on topics that presented barriers to success, such as study 

skills and test taking strategies, along with advising and educational planning. There are 

also guest speakers from student support programs and services, and university campus 

tours. Other more personal topics included relationships, manhood issues, and tackling 

personal issues. A staff member described these conversations as a “safe space to talk” 

for the students. Finally, the group promoted peer-to-peer networking and one-to-one 

meetings with faculty mentors. A key component of the meetings is gathering around 

food, which is a key component in the African American community. Funding for the 

food was at first provided by the ATD initiative, but was not sustained as the initiative 

ended. 

Participation in the second year was not as robust. The mentors began to fade 

away, and student participation and attendance at group meetings decreased by 50%. 

Year three of the program saw a marked decrease of program participation by mentors 

and students. At the time of this study, the organizing faculty group is working to re-

organize the program to continue for a fourth year. Program outcomes, tracked by the 

organizing faculty members, include the number of students enrolled in the program and 

completion rates in English and math courses. Faculty organizers indicated a total 100 

students and up to 30 staff and faculty mentors participated in the program over the years, 

and there was an average of 80% retention and success rate for the program participants. 
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Methods for collecting data 

Interviews were conducted over a three-week period of time and included eight 

subjects, two campus administrators, three program mentors and three student 

participants. The tape-recorded one-on-one interviews were conducted on-site and then 

transcribed by a commercial transcription service. The Interview Protocols are located in 

Appendices A.  

 On-site observations included attending mentoring program meetings and mentor 

meetings. The program meeting was an end-of-year celebration combined with the future 

members of the Black Student Union. This group included female students. The meeting 

topics included a discussion on the future of the mentoring program for the upcoming 

year, and possibly combining efforts with the Black Student Union to bring African 

American females into the mentoring program along with more students. The mentors’ 

meeting focused on the current state of the program and possible steps for the upcoming 

year to increase participation by students and faculty mentors. There was considerable 

conversation around securing a funding source for program food and resources for the 

meetings. A key consideration was converting the program into a club through the 

Student Life and Activities program for access to Student Activities funds. An additional 

topic put forth was to consider support from the institution and administration, which had 

been avoided in past years. 

Document Review was included as part of the data collection phase. Documents 

were collected from the interview participants, web site research, and from the campus 

during site visits and observations.  
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Profile of study participants 

 The eight interviews conducted at the research site consisted of three mentors, 

three student participants, and two campus administrators. Three mentors were 

interviewed to capture their experiences working with the students. The mentors 

consisted of one female and two male faculty members at the college. These mentors 

worked with the students on a weekly basis as  part of a team in group meetings, and met 

with the students on an individual or one-to-one basis in their offices. The administrative 

staff interviews were informational and context setting in nature. The student participants 

interviewed participated in the program for at least a year, with two of the students 

continuing in the program as they are still enrolled at the college. One student graduated, 

and is employed full-time. What follows in Table six is a profile of the interview 

participants.  

Table 6: Participant Profile 

Participant Profile 

Mentor 1 Male faculty member who is part of the senior leadership, and a mentor in 

the program. 

Mentor  2 Male faculty member who served as senior leadership and is a mentor in 

the program. 

Mentor 3 The only female faculty member and is mentor in the program. 

Student 1 A student who majored in construction and graduated from the college. 

This student participated in the program for two years. 

Student 2 A student participant who is majoring in education and has participated in 

the program for one year. 

Student 3 A student participant who is majoring in graphic arts. He has been 

enrolled at the college and participating in the program for one year. 

Administrator 1 A campus administrator who provides support to the program as a part of 

the Achieving the Dream initiative, which included providing data on 

potential mentoring program participants, and provided some financial 

resources for program meetings. 

Administrator 2 Provided support during program meetings and participated in planning 

and decision-making. This person is not directly involved with mentoring 

individual students, but works as a mentor team member, and is regarded 

as a person of authority by the students. 



66 

 

Responses to research questions 

The questions guiding this research project are designed to discover the needs and 

experiences of African American male community college students participating in a 

mentoring program. The Interview protocols can be found in Appendix A. The protocol 

questions are designed to gather information from three different perspectives: campus 

administrators, faculty mentors, and student mentoring participants. The information 

gathered from the administrator interviews is to establish the context for the program’s 

history and background information. This section of the chapter is a summary of the 

interview responses with the mentors and the student participants. The questions, 

beginning with the responses from the mentors first, then the student participants 

organize the responses. Immediately following the mentor and student sections, is a 

cumulative summary of the themes. The chapter closes with a conclusion and a summary 

of the findings, which is discussed further in Chapter 5.   

The interview questions are based on the primary research questions guiding the 

study:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams  

find most useful, and least useful? 

 

A discussion of the remaining question, (d) what unique components are essential 

to ensure that mentoring programs are relevant for African American males, is included 

in Chapter 5 as the final summary for the project. What follows is a discussion and 

summary of the emerging themes from the perspective of the mentors and the student 

participants. Direct quotes of participant responses are italicized and each question 
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section will conclude with a summary of the major themes. Responses are quoted exactly 

in the respondents words. No edits were made to the respondent’s words. 

Mentor Responses 

 What are the mentoring needs of African American male community college 

students?  

 

The purpose of this question is to determine the needs and experiences of African 

American males at the community college leading to the need for additional support 

services in the form of mentoring. The four questions in this section were introductory 

and designed to highlight the need for mentoring for this student population. The themes 

that emerged include recognizing this population has struggled in education; the 

mentors also indicated the need to build a network of faculty mentors with a cultural 

affiliation; and addressing the personal issues faced by these students to mitigate the 

effect on their educational goals. 

Struggle in Education 

Data collected on-site indicates African American males are struggling 

academically, and are not likely to access support services or reach out to faculty or staff 

members from whom they feel disconnected. Sub-themes that stood out in this category 

include academic issues, accessing support services, and the need for guidance in the 

form of advising and educational planning. The researcher asked the three mentors why 

did you become a mentor? The mentors, who included two males and one female, 

responded that the program was the result of a research project that looked at the 

outcomes of African American males in the areas of developmental and college-level 

writing, which are gateway courses since they are required for all programs on campus. 

What they discovered is African American males were not progressing and had the worst 
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success rates of all students. Mentor 1 described this population as the “least recruited 

and the least retained on this campus”. He went on to say, “It’s fairly common 

knowledge around the educational community that, that demographic is one that finds a 

great amount of struggle, or has found a great amount of struggle in education kind of 

across the board”. 

  When discussing accessing support services, the mentors described the need to 

assist the students with knowing what services are available; how to navigate the service 

or program; and sometimes, exactly who they should contact. In this instance, the 

students are aware the services are available, but do not know how to access them, which 

can result in the student not conducting essential enrollment or financial services 

necessary to continue at the college. Mentor 1 described a situation where a program 

participant was trying to register for classes and was not able to navigate the enrollment 

process. He had given up and was walking away on his way out the door when he met 

another male friend who offered to walk him through the process, “…that was the thing 

that kept him from leaving, so that was a complete random, you know, meeting of an old 

friend that kept someone on.” In another instance, he described a situation where a 

student was having difficulty enrolling and his mother came to the school to advocate and 

assist him in navigating the system, “He just happened to have a mother who came down 

to the school, drug him from point to point and just figured it out”. Navigating support 

services can be very difficult for this population of students who often feel isolated on 

campus. This mentor added “…not everybody has that experience. Not everybody has, 

you know, the good fortune to run into an old friend or have a mother who is either 

willing and/or able to come down here and kind of walk her son through those things.”  
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Mentor 2 commented that the “need for African American males is just crazy 

high; I was one of them” He went on to say, “I wanted to be there once students arrived 

(on campus), because at this point, first quarter, some will never come back”. Mentor 3 

spoke of the very low persistence and graduation rates initiating campus conversations, 

and the founding of the mentoring program. These three mentors are the founding 

faculty. 

The next question was “What type of interactions is typical with your mentee, and 

how often? For this question, the responses included one-on-one meetings in the mentor’s 

office and group meetings. Mentor 2 spoke of having an open-door policy and creating a 

safe place to talk and share their personal issues,  

“So what it looks like for me is my door is always open. The students 

that are connected with me know that, and they’ll come regularly and 

they’ll sit exactly where you are, and I’ll stop whatever I’m doing and 

we connect and talk about whatever. Often times, it’s just real 

connection about more of the personal stuff. Like a lot of the times it 

is a safe place for them to share what’s tough for them and how to 

proceed in life and what’s going on”. 

Mentor 3 commented that she does not have much one-to-one contact in her 

office, but is able to connect with the students in the group meetings that happen twice 

per week. She also commented that the students seem to prefer to talk to the male 

mentors in individual settings, “I think they gravitate toward the males”. The mentor 

added, “so I don’t know if they need that male, because I guess from a female 

perspective, sometimes they can see it as motherly. I don’t know if that has such a strong 

impact, perhaps a male mentor speaking with them.” However, she is able to get the 

males to come to her office if she is able to connect with them in her class or on campus. 

She speaks of having to initiate the conversation, “I sit down and talk with them and say, 
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look, we’re no longer teacher-student, let me talk to you as an African American to 

another African American and your behavior in my classroom”. In this instance, the 

student is struggling with attendance and making academic progress. This mentor also 

spoke of providing guidance in these meetings, “it could be personal, academic, 

educational planning stuff. I have a lot of experience with that. So just kind of providing 

guidance around some next steps and resources and where to go and all that”. All three 

mentors spoke of providing guidance that included advising and educational planning, 

personal academic issues and motivation. 

Cultural Affiliation 

One of the questions in this section focuses on the specific issues the mentors 

addressed with the students, can you tell me what type of personal issues, in general 

terms, you have addressed with the mentees you have worked with in the past and now? 

The themes that emerged included the need to build a cultural network of students and 

staff; the need for male interaction and fellowship; and making connections with students 

and staff, especially service providers. Cultural Affiliation is more than being the same 

race, which is important, but takes a lower precedence than trust. Being the same race 

creates an environment of trust for the males, which the mentor does not think can be 

achieved with a person of a different race. There is an assumption of common 

experiences, needs, and creating the environment to talk and share with other students 

and staff of the same background. Mentor 2 speaks of experiences that are often 

emotional for the students, and exemplifies this feeling of trust created and maintained in 

a group setting.  

“I think it’s just tough to be a brown man and what it’s like waking up 

to the realities and experiencing these realities, just sharing what is 



71 

 

really a big piece, which is exactly what happens in our meetings. I 

just realize that it is important and that is what I really want to convey 

as a mentor, is it’s okay as a man we have to support each other. It’s 

okay to cry. It’s okay to feel and do all these things. 

He goes on to say, “I think they recognize who I am and how I’m open and not 

judgmental and it’s all good.” 

On an individual basis, Mentor 2 shares experiences that he has had with students 

who are facing personal issues manifested by emotional reactions and him creating the 

space for students to be able to express their feelings.  

“I’ve had men come in here and cry and I think they leave and I think 

they feel embarrassed that they did, but they came to me with that. So 

yeah, it’s just that’s my main aim, and don’t shy away from that. I just 

want people to express their feelings and let’s start with that because 

that’s how you move forward, but to be able to be in touch with those 

is a challenge. So that’s what I get is real human emotions.” 

Making connections was also a theme that emerged as an important need for this 

student population. Making connections involves establishing a sense of belonging which 

leads to adaptability to the campus environment. The connections involve other students 

and staff members that are of the same race or cultural affiliation. In any case, there is an 

expectation of trust that naturally goes along with a person that looks like them. When 

speaking of making connections, all three mentors commented on the need for students to 

connect to other students or faculty who are culturally affiliated or of the same race. 

Mentor 2 commented, “I think there is just natural connections that happen with certain 

students and certain faculty.” Speaking of cultural affiliation, he added “They walk 

around here alone… it’s just knowing you can come here and have that.”  

When the question of issues was presented to Mentor 3, she spoke of the need for 

students to make connections on campus with other students and staff to assist them in 
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overcoming the peer-pressure in their neighborhoods. The pressure comes from peers 

who are not attending or participating in postsecondary education, and the student’s need 

to change their behavior to be successful in reaching their goals. She relayed this 

conversation with one of her mentees a recent high school graduate in his first term at the 

college, “I don’t know how to tell my friends, I don’t have time to you know play with 

them anymore. I have to do my homework.” Her response was,” you have to have 

balance, you have time for play, but there has to be time you know set aside for 

homework.” This conversation took place in week three. She did not see the student again 

until week nine, and he still had not resolved the issue and was struggling in his 

coursework. Making positive connections with students and staff on campus is one way 

to mitigate the peer pressure dilemma for this student population. 

Making connections with students is a high priority for the African American 

service providers, who in some ways made it a personal goal based on their own 

experiences as students. Mentor 2 shared a compelling response,  

“I’m bi-racial, so there is difference there, but my needs were very 

similar coming out of a high school that didn’t provide so much 

support. Yeah, just different things. So I just wanted to make sure that 

I was, if I couldn’t work in the high schools given the program that I 

was trying to get into (academic major), then I figured I wanted to 

work in the community colleges and be somebody that was there once 

students arrived.” 

Mentor 1 spoke of campus interest for the program also,  

“It wasn’t a lot of recruiting that we had to do (recruiting mentors on 

campus). I mean, I think it was just kind of getting the word out and 

people were genuinely excited to be part of something that was like I 

said, so many people see the need for it, but there’s not  really a lot of 

actionable stuff that you see going on day-to-day that can help with 

that. So, I think that a lot of people were really turned on by that 
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possibility and which, at least as far as I can tell, early on, made the 

recruitment of mentors to participate fairly easy.” 

Mentor 3 also spoke passionately about the need to work with this population of students 

and working with a team of faculty held some value for her.  

“My drive was to work with African American males, even then. So 

this is just an actual thing for me. And I do it anyway, but having it in 

an organized format where there is a team of faculty and staff, that’s 

obviously something that I most definitely had to be a part of and 

support.” 

Personal Issues 

The personal issues the mentors described assisting the students with were 

emotional and societal in nature. What was unexpected for the researcher was the nature 

of the interactions and level of support needed to overcome these issues. The researcher 

questioned if a faculty mentor could effectively address the issue or should the students 

be referred to counseling. Issues mentioned by mentors included finances, relationships, 

and the general perceptions or stereotypes of African American males in society. While 

Mentor 2 feels the students are managing the relationships, the financial issues are 

difficult to overcome.  

“I think that finances can be appeased. And the finances are usually 

what I’ve experienced in these guys, they are good on all levels in 

terms of academics and taking care of themselves, but the financial 

piece is just hard for whatever reasons.” 

Relationships with females and their peers is an issue that came up in conversation 

with Mentor 3. As mentioned earlier, the peer pressure is difficult to overcome for this 

population, but the male and female dynamic also comes up as a source of personal 

issues. “The majority of the conversations have to do with their relationships with women 

or their relationships with their peers.” This student population faces many issues in post 
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secondary education. Paramount to academic and financial issues, which are high on the 

list of needs, is that of personal relationships. Issues also include the everyday social 

interactions that males of color face in society, which are the result of stereotypes and 

other preconceived ideas. While the mentors did not express these views directly, the 

students directly addressed this topic in their interviews. 

Summary of mentor responses to needs and experiences 

The question guiding this section, what are the mentoring needs of African 

American male community college students, resulted in the following themes that 

emerged as a result of the mentor responses: struggle in education, cultural affiliation, 

and personal issues. The mentors spoke to the need to provide support services in the 

form of mentoring to this student population due to the fact they often arrive on campus 

in need of academic assistance, as well as assistance accessing and navigating support 

services. They also talked of the need for students to form network connections with 

other students, faculty, and staff members who look like them to establish trust 

relationships needed to create a sense of belonging, and assist them in acclimating to the 

campus environment. Key to facilitating success of this student population, is that of 

overcoming the personal relationships and issues that are difficult to navigate and can 

derail a student’s academic progress. The responses from the mentors suggest making 

connections with faculty, staff, and other students can assist in mitigating the pressure 

experienced from peers who are not pursuing postsecondary education.  
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 How do mentoring programs affect the retention and success of African 

American males?  

 

The purpose of this question is to delve more deeply into the social and academic 

integration gained as a result of participating in a mentoring program. In the previous 

section, the researcher explored the needs and issues that are present when the students 

arrive on campus. This section seeks to explore the student experience before and after 

participating in the mentoring program. The primary focus is on student responses, which 

are covered later in this chapter; however, this is a short section on mentor experiences. 

There was one question posed to the mentors that involved how they provide advising 

and career guidance to students, do you provide advising and career guidance to 

students? The themes that emerged from the responses include guidance and accessing 

support services. 

Guidance 

A key element in influencing the academic and social integration of students,  is 

providing a sense of purpose or motivation for being on campus, and building 

connections to services and providers on campus, which as we have seen in the previous 

section is a primary need of this student population. Mentor 3 responded to these 

questions with examples of providing services to students to assist them in connecting to 

service providers. “We brought in advisors and counselors from the school and from 

outside to come and talk with them.” Mentor 2, who has an advising and educational 

planning background, speaks of providing these services, and career advice.  

“I have a background in academic and educational planning, so I feel 

comfortable providing guidance there. As far as career, I don’t, but I 

feel comfortable in pointing them in the right direction and the 

resources that are available. So hey, if you want to know this or that 

about a career or if you are exploring some possibilities, then go down 



76 

 

to the career center and they have these types of resources available. 

So I know where to direct them.” 

Accessing Services 

Accessing services concerns the student’s ability to navigate enrollment, financial 

aid, advising and counseling, and other academic support services on campus. Mentor 1 

provided examples of how the program intentionally addresses the issues of students 

accessing services by bringing the providers to the students, or taking them to the 

providers.  

“The idea is to bring people in from different areas so that students 

were able to make connections and kind of network and be able to 

have a face or a name. So if they need to go see someone in financial 

aid, they could go to this person instead of just waiting in line.” 

This gives students the chance to learn about the service in addition to getting to know 

staff members, which can make a difference for a student who is lost in the process or 

having difficulty navigating processes.  

“We have people from TRIO, a Student Support Services program, 

come, and talk about the services they provide. The idea is to bring as 

many resources to bear and give as much knowledge as we could to 

the things that we figured that they would need. It is not a question of 

if students are going to need services, but when and which services. 

So you know, the ability to give and make connections, as many as 

we can, was kind of the way we were measuring whether we would 

be able to be successful in terms of giving services to those students.”  

The TRIO program, a United States Department of Education grant-funded project, is 

actually a perfect fit for this student population because they serve students who are first 

generation, low-income, and/or disabled. The program provides advising and educational 

planning, academic supports, and navigation assistance, in addition to key services to 

assist students with academic and social integration in the community college 
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environment. Mentor 1 also talked of university campus trips to get the students “to 

them, but also, how can we help empower them with some of the tools that they need to 

get there. That was the idea around some of the programs.”  

Summary of Responses  

When providing the support necessary to increase the academic and social 

integration of this student population, the mentors focused on providing guidance to 

assist with educational planning, and assistance in accessing services by empowering 

students to navigate campus systems and processes at the community college and beyond. 

Accessing services is a focus of the program and intended to not only describe available 

services, but to assist the students in navigating and creating opportunities for the 

students to become familiar with staff members. Making direct connections with service 

providers can ease navigation and instill a sense of confidence in the students when they 

are completing necessary steps in enrollment, financial aid, advising, and academic 

support services. 

 What factors do African American males participating in mentoring programs 

find most useful, and least useful?  
 

The questions in this section are intended to discover the elements in the 

mentoring relationship that contribute to the persistence and success of the target student 

population. The elements considered not as useful are not addressed from the perspective 

of the mentor, but will be included in the student participant responses.  

The first question in this section concerned the number of students who 

participated in the program. All mentors agreed that approximately 100 students have 

participated over the three years of the programs existence. The second question focused 

on the elements identified by Daloz (1999) which include support, challenging, and 
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providing vision. Daloz (1999) describes the element of support as “providing a safe 

space where the student can connect the need for fundamental trust, the basis for growth” 

(p. 209). The element of challenge is the process of the mentor : 

“tossing little bits of disturbing information in their student’s path, 

little facts and observations, insights and perceptions, theories and 

interpretations that raise questions about their student’s current 

worldview and invite them to entertain alternatives to close the 

dissonance, accommodate their structures, and think fresh” (Daloz, 

1999, p. 217). 

Lastly, the author defines the element of providing vision as “providing greater 

understanding” (Daloz, 1999, p. 223). Mentors provide greater understanding by role 

modeling, keeping traditions, offering a map or plan for action, suggesting a new 

language, “ a new way to think about the world”, and providing a mirror so the mentee 

can witness the development”(Daloz, 1999, p. 277). 

 The questions the researcher asked the mentors were as follows, the three primary 

elements of mentoring are that of providing support, challenging, and providing vision. 

Can you talk about how you have demonstrated these elements in your mentoring 

relationships? The following are the mentor responses organized by the elements as 

described by Daloz (1999). 

Support 

The themes that emerged  for this element include guidance and personal issues. 

Guidance 

Mentor 3 spoke of providing guidance, which includes advising and educational 

planning, but also emphasized the need to encourage a sense of self-motivation when 

working with the student, “What I can do is help set out a time table, a calendar, I can 

help you do that, but, you have to be motivated. There has to be some self motivation.”  
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Personal Issues 

Mentor 3 also commented on the personal issues involving finances that students 

presented. She talked of wanting to provide direct support to the students, but the students 

were  reluctant to accept support in the form of cash, but willing to accept assistance in 

the form of a meal.  

“Let me know how I can help you. I’ve actually offered, when I know 

persons are having financial trouble. I offered money, and I think their 

pride sometimes is so great that they would not accept it. If I ask, let 

me take you to lunch, that type of thing they will allow me to do 

lunch, but not to give them actual cash.” 

Challenging 

 The element of challenging included themes that were personal in nature and 

required the students to do some self-reflection and awareness. The themes include 

societal pressures, role modeling, problem solving, and “cool pose”. 

Societal Pressures 

 Societal pressures such as dealing with stereotypes in the community and on 

campus are serious issues with African American males, which is one of the reasons the 

mentoring program began. Mentor 3 spoke of trying to get the students to understand 

what they are up against in society, and to make the connection of how an education can 

assist them in changing their lives. She states,  

“I try to challenge them in that way trying to make that connection 

and also just telling them about the results.” She goes on to say, “look 

at the statistics, look at what we are dealing with out there, and what 

we have been dealing with for years with the African American being 

at the lowest rung of the ladder.” 

 

 



80 

 

Role Modeling 

 Role modeling is one of the tools the mentors use to show the students it is 

possible to be African American and achieve their goals through education. They do this 

by sharing their educational experiences and journeys to demonstrate how they, as 

African Americans, overcame the odds and systems that were not always accepting of 

them to achieve their educational goals. Mentor 3 was the most vocal in this instance and 

stated,  

“I want to challenge them to do well and to not be one of those 

statistics. I actually use my experience of me stopping out of school, 

like say, instead of dropping out. I stopped out because of some things 

that had happened in school with you know during desegregation and 

what it was like. Some of those same things are still occurring today.”  

She goes on to say the things that she would say to the students to help them understand 

how rare it is to have an instructor who is the same race, and how the students should 

appreciate this fact.  

“I say when you have someone in front of you, who looks like you 

this is a rarity. When you have somebody in front of you teaching 

you, who looks like you, okay, know that I’m doing this from my 

heart; that I care, okay? So I try to challenge them in that way, trying 

to make that connection, and also just telling them about the results.” 

Problem Solving 

 The purpose of teaching the students to problem solve is to assist them with 

building personal coping skills, and self-awareness of their needs and actions. In this 

instance, the goal is for the students to be in touch with who they are and be able to 

communicate their needs and issues. Mentor 2 challenges students with self-reflection, 

and to get them to look at issues from different perspectives to see a different way to 

proceed.  
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“It happens in one-on-ones all the time. I will say what about this? 

Have you thought about that? Hey, I am going to play the devil’s 

advocate here and just present some other ways of looking at things. 

So that just naturally happens in conversation because there is only so 

much problem solving, or reflection. I don’t want to say problem 

solving, but a reflection that is happening on how to proceed or how 

to cope.” 

Mentor 2 also addressed how he approaches the issue of being self aware with the 

participants. For him the issue is not just being a male with particular needs, but of being 

an African American male.  

“I look at what are some of the issues here. We are talking about 

black males. Okay, well that’s men. We’ll talk about that. Just the 

ability to be in touch with who you are, have self-awareness, and 

communicate what those things are. That is a big piece for me.” 

“Cool Pose” 

 

 Cool pose happens with young males, especially African American males, and is 

about machismo or manhood (Bonner, 2012). Mentor 2 challenges this persona, or way 

of being, by asking the males to not buy into the stereotype that typifies African 

American males.  

“Then as black males, it’s just what are some of the things that are 

specific to black males? So we talk about manhood and machismo, 

and as Daddy talks about, you call it the cool pose. So we talk about 

what these things are. So, those opportunities provide another point of 

view. You don’t have to buy into what you are being told about how 

you should be or let’s talk about that and maybe you do.” 

One way the mentor challenges the cool pose is to encourage open dialogue about taboo 

issues within the black community, such as sexual orientation and homophobia, which 

are topics not discussed among heterosexual males.  
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“To me, that is mentorship because one of the things I said to them is, 

well I see this, I observe this within our community. And I was most 

definitely affected by that growing up. I think that there was not 

enough conversation and communication around it back then. I just 

wanted to provide an opportunity for this conversation to happen. 

Maybe it is just more for me, I am honest, but until I see other wise, 

because I think it is for all of us. It was great. It was so good. So, that 

is a piece of mentoring and that is just kind of taking care of the larger 

group.” 

Vision 

 In this instance, vision involves establishing education and career goals and 

involves the mentors sharing their own education and career experiences. Mentor 3 

spoke of her interaction with students that involves providing academic and career advice 

as well as sharing personal experiences.  

“I actually ask them what goals they have. Like, what are you 

planning on doing? What program do you want to go into? A lot of 

them are at the entry level and don’t know. They are in school for the 

same reason that I was in school, initially, because my parents 

expected me to go you know; that was the reason.” 

She goes on to talk about how she shares her experiences as a way to let the students 

know educationally what is needed to start a career.  

“I give them my experience; I say I have a Bachelor in 

Communication degree. I said a Bachelor in Communication or any 

generalized degree is like a high school diploma today. Back then, 

when I had my Bachelors, it got me through the door of Human 

Resources, but I did not need it because the colleague, who was next 

to me, had a high school diploma. So I really did not need it but it got 

me through the door. So, I kind of talk about what is important and 

what is needed out there in our society today.” 

 The next question is there a benefit with your being the same or a different race 

than your mentee, and what are the benefit, really focuses on how important it is, or not, 
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that the mentor be of the same race as the student participant. The emergent themes 

include cultural affiliation and trust.  

Cultural Affiliation 

 Cultural affiliation, as a theme, has emerged throughout the interview responses, 

emphasizing the need for mentoring participants to have a natural connection with 

mentors, staff, and faculty. However, it appears the relationship happens more naturally 

when the mentor is the same culturally and/or racially. Mentor 2, who is bi-racial, shared 

an interesting scenario about himself and his brother, who is also bi-racial, but is dark-

skinned and has more African American features.  

“I’m light skinned and the features that I have are not Afro-centric per 

say, and I am bi-racial. It is a different experience, but there are very 

similar experiences that have happened and I can relate and do 

connect. Students may not know that initially, but once they get to 

know me and talk to me, then they get it. I am completely honest 

about my experiences not being the same as theirs. I have a brother 

and he is mixed. He is much darker than I am with much more Afro-

centric features. You look at him and his experiences are so different 

than mine, but he and I are the same; it is crazy.” 

As far as the benefit of the mentor being the same race as the participant,  

“I do think it is a benefit that there are black male faculty and staff 

that look like our students or myself, too, because there will be 

biracial students that identify as African American. Internally, we get 

to talk about those things, about what are some of the issues amongst 

light skinned and dark skinned African Americans here, but what 

makes us the same.” 

 Another aspect of cultural affiliation is being able to relate to people of the same 

race with similar experiences. I would characterize this as same group comfort, meaning 

you look like me so you should have the same experiences that I have. Mentor 2 

describes this perspective as a benefit, “the benefits are that we understand each other 
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and can connect and we can relate.” He added, “It is a trust factor that comes along with 

identifying with other students. We can get things out of them that nobody else can.” 

Students are more likely to disclose the issues and barriers they are facing when there is a 

place of trust automatically created. They feel everyone is like them, or has experienced 

the same things and have the same needs. Responding similarly is Mentor 1, who added,  

“I think that plays a role so it is not to be all, end all, but I think that 

racial and  cultural affiliation does certainly play a role, not only in 

serving these student groups once their identified as the ones that are 

struggling, but just in the day-to-day interactions between faculty, 

staff and students. I am not sure exactly how different it makes it, but 

I think that ideally, you would like people who are affiliated with the 

group they are serving.” 

 The researcher added a follow-up question to discuss the possibility of a mentor 

who is not African American having the ability to work successful with project 

participants. Mentor 1 offered a scenario where a staff member who is a white woman 

took an interest in attending the mentoring group meetings. The mentor described a 

situation where there was no impact from the group; the visitor did not say anything and 

the participants did not respond to her presence. “It did not do too much to upset the 

balance in terms of critical mass needed for people to feel comfortable enough to express 

some of the things that they may be expressing in an in-group situation.” Whether this 

same scenario would have played out if there had been more non-African American staff 

or faculty members, did not seem to hold true. The mentor indicated that he thinks the 

group would have stopped participating or sharing those critical issues that impact 

persistence or success.  

“I think the fact she was a singular person as opposed to like three or 

four or five of them, which might have upset the balance a little bit, I 

think her presence by itself, obviously was not enough to discourage 
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the guys from saying things that  they would not have said with a 

bunch of white people, or people of other races around.”  

Trust 

 Trust is another theme that has carried through much of the discussion and seems 

linked with cultural affiliation, as mentioned earlier in this section. However, in this 

instance, trust can be established with a staff or faculty member who is not African 

American or any other racial minority. It is about the student being able to build a 

relationship with a staff or faculty member who is invested in all student populations, and 

genuinely interested in persistence and success. Mentor 1 suggested this being the case,  

“I think that most students, although they may prefer someone who 

looks like them, I think that they would settle for someone, no matter 

what color they are, as long as they know that they are invested. As 

long as they know there is a level of trust, I think that that becomes 

the primary thing.” 

In the Washington State community college system, out of the 34 community and 

technical colleges, only three have diverse populations where under-represented students 

comprise at least 20% of the total student population. The staff and faculty employed at 

these schools in no way mirror the student population, and are often less than 10% of the 

total. With this being the case, it is fair to say it is not possible to staff a mentoring 

program for African American students, male or female, with a mentor that is of the same 

race, or culturally affiliated at every campus. The question then becomes, how do you 

lead a mentoring program when you do not have staff or faculty available or willing to 

serve in this role? Again, Mentor 1,  

“I just think given the reality of the demographics of the faculty and 

staff around here in some institutions, you don’t have a choice. It’s 

has to be a White person or none.” He closes with, “I am not saying it 
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is impossible for, you know, a person of another race or ethnicity or 

whatever to fill a role of mentor.” 

 The primary interest of this research project is to explore how a mentoring 

program for African American male community college students contributes to their 

persistence and success. A key feature of this research is to be able to share the 

knowledge gained with community college service providers, so they can develop similar 

projects on their campuses to serve this population, and other under-served and diverse 

students. The last question in this section was developed to serve this goal, and to find out 

how the knowledge and experiences gained in this program is being shared with the rest 

of the campus community. Therefore, they too could learn how to serve this population 

better as faculty in the classroom or service providers. The question is what have you 

learned from your experiences, and how do you share your experiences and perceptions 

with the rest of campus? The themes that emerged include change, making connections, 

and learning.  

Change 

 In this instance, the mentor is suggesting change in the way this population is 

perceived in society is slow, and their actual behaviors are the same since the pre-civil 

rights movement. Mentor 3 states, 

“I learned that it is a positive thing to try to motivate and inspire these 

males, but it is a sad thing for me as well to know that nothing has 

changed. I just want to ask the question, how far have we come? 

Because I see these students who are in the same positions as those 

who were in the 70s, I mean, they are not as drastic with regard to 

education and resources here at the school, but we have a long way to 

go. It is this whole thing with the mind as well.”  



87 

 

This mentor continued to speak of internalized oppression as an issue for this population, 

and how working to get the students to think differently is difficult.  

“They are socialized and conditioned to think a certain way and this 

internalized oppression is prevalent. So we have a lot of work to do 

internally within our own African American culture to try to change 

ways of thinking you know? Mindset to know that it is cool to come 

to school; it is cool to be educated. We have to change the mentality 

that it is cool to hang out with my boys.” 

 Mentor 2 also spoke of the need to change mindsets and to teach the males to 

advocate for themselves in order to be able to navigate a system that does not recognize 

their needs, but assumes that their needs are the same as everyone else’s. “These students 

get what they need, but the question was never asked of them what is it that you need. It is 

always this assumption of let’s make sure they get their educational resources and 

support.” This mentor then reflects on this assumption from the perspective of the 

students. His feeling is they do not know they are entitled to better resources or services, 

and brings up the topic of “White Privilege”. 

“I have a partner, she is White. I tell them, the participants, it trips me 

out because she expects things to be done, and that is fine because she 

has a standard of what service is required, but she has a privilege of 

that. I do not even think like that; I think I should, but there is a 

reason why we do not. I would talk to students like, guys have you 

experienced that? How does that translate in terms of your class? How 

does it translate in terms of how you communicate with your 

instructor? Do you expect that your instructor is there for you? Do 

you expect that your education and communication that you get from 

your instructor should be where you need it to be, and if it is not, are 

you able to know that it is not, and communicate and say, I expect 

something else?” 

He closes with a profound thought that supports the premise that African American males 

have been traumatized in their communities as well as society to think they do not 
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deserve better, and there are systems in place to maintain the status quo or process of 

oppression as suggested earlier by Mentor 3. Mentor 2 states, “it is crazy how we have 

been traumatized. It is in us to feel as if we deserve less.” 

Making Connections 

 Making connections in this respect is about forming relationships with on-campus 

services providers, as well as instructors in and out of class. The purpose is to get the 

students to participate in the process of their education, and develop the skills to 

communicate their needs, and the skills to navigate a system. When sharing what he 

learned, Mentor 2 suggested an important aspect of building relationships with these 

students is to get them to communicate their needs. 

“What I learned and I think I actually knew this, but I was just being a 

part of what it was, but it unfolded in a very natural way. It unfolded 

that their needs surfaced to the top, regardless if they expressed it or 

not. It just was to express, share, and connect and just to be with each 

other. It is not complicated. Then things can just happen right then 

and there about specific needs, because I have you. Well, let me ask 

you about my AA degree and what I need to do for my financial aid, 

or do you know anything about scholarships, or a bus token? 

Whatever it might be.” 

Learning 

 One aspect of the learning is for the service provider to gain knowledge about the 

needs of the student population in order to improve service, which is eloquently stated by 

Mentor 2, “I like the idea that we can learn from each other.” Another aspect is the 

learning for the staff and faculty, and how the mentors are able to share the knowledge 

gained from this program. The themes that emerged include cliquish behavior between 

the students and others on campus, faculty investment and participation level, 

resistance, and program ownership. 
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Cliquish behavior 

 Among the males participating in the program were students who are African 

American meaning they were born in this country, and Africans who are immigrants to 

this country from African countries, which is not disaggregated as a separate population 

in the literature or outcomes. One observation in the meetings between these two groups 

was cliquish behavior. Meaning the African Americans and the Africans did not mix. 

They each participated, but the groups sat apart and chose to stay together. Mentor 1 

commented on the underlying tension between the two groups, “tension between the 

African Americans and the Africans definitely exist on this campus and the groups 

segregated themselves in the meetings.” Additionally, he spoke of the in-group out-of-

group behavior that existed on campus between the males who participated in the 

program and those who did not. 

Faculty investment 

 Another topic closely related to the faculty is how the instructors display that they 

are invested in the students. This is directly related to making the students feel welcome. 

This connection does not mean a personal relationship with the student, but a connection 

to the student and creating a culture of caring about the students in the classroom. At 

community colleges, instructors, because of the nature of the commuter institution, can 

be disconnected. Students need to feel like the instructors care if they are present and if 

they are learning, which is a critical connection point for the student. Mentor 1, based on 

what he learned from the students in the program, suggests, “Instructors must 

demonstrate on a regular basis that they are invested in the success of their students. I 
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mean, really invested; personally invested.” He also shared direct comments from 

students about this critical relationship,  

“what I was hearing from a lot of these students in the program was 

most of the instructors do not get them, or instructors who seem like 

they really don’t care. They just seem like they are here to teach and 

that is it.” 

Resistance  

The obvious follow-up question is how do you share the learning and information 

gained from the students with the rest of the campus community, and especially the 

faculty or instructors? Of the three mentors, Mentor 1 had the most direct answer, which 

was a bit surprising. This mentor felt there is some sharing with the campus community 

that takes place on a very informal level with campus groups in the support services area. 

However, the information or knowledge is not being disseminated on a large scale to the 

faculty. He shared that he feels like there would be a level of resistance:  

“How would we kind of get that discussion out there for colleagues in 

a place like this, because my feeling is that there might be some 

resistance on a couple of levels; you know, their first reaction might 

be, well you telling me I do not know how to teach? You telling me I 

do not know how to do my job? You know, that kind of thing, just on 

the teaching part. Secondly, on the race part, you think I’m racist? I’m 

not invested in black students the way I am in the rest of my students? 

Maybe they are, maybe there are not, maybe this is all happening 

subconsciously, but the fact here in higher ed is you can’t make…you 

can’t do mandatory stuff. You can’t make faculty come to a workshop 

on being a more effective teacher.” 

Program ownership  

The last themes in the section focus on program ownership, which seems to be 

more of an issue in the last year. The mentoring program that began as a faculty initiative 

at the time of this writing was experiencing declining student and faculty mentor 
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participation. During the data collection phase of the study, the researcher attended a 

group meeting that consisted of ten male students and seven mentors. In past years, the 

number of students participating in group meetings was doubled that number, leading to a 

concern by the founding mentors that the program needed a new focus for the upcoming 

years if it was to survive and fulfill its founding mission. One of the ideas discussed was 

instituting a caseload model with the mentors where the students are automatically 

assigned to a mentor with specific tasks and timelines to meet, rather than the students 

picking who they want to work with and the relationship building from there. Mentor 2 

described this model as having more leadership and guidance for the mentor. Lastly, 

since the program was a faculty initiative, and is not directly connected to any support 

service on campus or Student Services, it does not have a direct source of funding or 

other resources. This proved to be an issue when providing meals and snacks for 

meetings, and providing resources for students. The mentors view this situation as a 

reason for the decline in participation. 

 The topic of program ownership continued to be a theme as the researcher 

presented the last question, do you have anything else you would like to share? In 

addition to program ownership, the mentors also spoke of transferability to other 

populations, and indicators of success, which are themes that came up in earlier sections.  

Program ownership 

Since this program is staffed with faculty members who are working on a 

voluntarily basis, the founding mentors feel this is an issue when it comes to 

commitment, and program stability over the long-term. Mentor 1 comments that being 
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compensated adds a level of responsibility and commitment that will add to the stability 

of the program,  

“The person power behind this is strictly voluntarily and that is part of 

what has made us kind of have to reconsider about how to go about 

making the model more effective. If there is money attached to it, 

then there is an added level of responsibility.” 

Transferability 

When considering program transferability, the issue is how can this program 

model be used with other under- represented populations, which is not a big issue to solve 

based on the suggestions of the three mentors  

“Whenever you can bring together people of the same race or who 

have a cultural affiliation, there is a greater likelihood that the group 

will be able to work together and in fact, learn to bond and support 

each other”.  

One idea the mentors are considering is including African American females in the 

mentoring program. All three mentors were positive about this prospect and the synergy 

it could bring to the conversation, since the females often share the same experiences, 

come from the same communities, and share a cultural affiliation. Later in this document, 

I will share the student reaction to this new scenario. 

Indicators of success 

 This section closes with a discussion on how the mentors measure success for 

program participants. Worth mentioning is the fact there are no formal performance 

indicators for the program. The founding mentors tracked numbers of students and some 

course success data early on, but failed to track beyond the first year. Since the program 

is not connected to a campus support program, it is not included in the institutional plan 

as a retention strategy. The program is also not tracked as a traditional support program 
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with established operational goals and outcomes that must be reported on an annual basis. 

When Mentor 1 describes measuring success for the program, he describes it as: 

“I look at it as the rate of success is how many students can we get out 

of here in a good way. How many students can we keep in school 

long enough to get to where they are trying to go, whatever program 

they are trying to complete, and help them to that point.” 

Summary of factors mentors find helpful and least helpful 

 The questions in this section are intended to discover the elements in the 

mentoring relationship that positively contribute to the persistence and success of the 

target student population. The first question is based on a framework proposed by Daloz 

(1999) in which he outlined three areas of focus for the mentoring relationship, providing 

support, challenging, and vision. The themes that emerged in regards to providing 

support include advising, educational planning, and assistance with personal issues. The 

themes that emerged for challenging include role modeling and assistance with problem 

solving in which the mentors are trying to instill a sense of self-awareness and a different 

perspective for overcoming stereotypes and dealing with community and societal 

pressures. The mentors provide vision for the participants by providing educational and 

career advice.  

The second question in this section explored the benefit of the mentor being the 

same race as the participant. A recurring theme, cultural affiliation, emerged in this area 

as well as trust. There is a natural connection that happens when the mentor is the same 

race as the student, but the primary requirement is the ability to establish a trusting 

relationship and to be truly invested in the success of the student.  

The last question in this section explored the learning that has occurred because of 

the mentoring relationship, and how that knowledge and experience is being shared with 
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the rest of the campus. Surprisingly, there is no formal method for sharing knowledge 

gained from the program; one mentor cited resistance as a possible issue. Other 

knowledge gained includes program ownership issues in which this program is not 

connected to any particular service or program, and does not receive support or resources 

from the college. There are no formal performance indicators, which is attributed to this 

lack of connection to a campus support service. Transferability is a real possibility for 

this program model and the leaders are considering adding female student participants.  

Conclusion and Summary of Mentor Responses 

 The primary research questions guiding this section of the study are: 

 (a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams  

find most useful, and least useful? 

 

Many themes emerged in response to the questions; however, the repeated themes are the 

importance of cultural affiliation and the need for guidance. When responding to the 

mentoring needs of this student population, the mentors indicated that these students 

struggle in education and have difficulty accessing or navigating support services to the 

point of derailing their educational goals. Unresolved personal issues have an impact on 

this population, and having a connection to the campus, which can be achieved through a 

mentoring relationship, can mitigate these issues. Having a mentor and network of staff, 

faculty, and other students who are cultural affiliated, can assist the students with 

building networks of support. Guidance in the form of advising and educational planning 

can be achieved through a mentoring relationship, in addition to learning how to access 

and navigate support services on campus.  
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Academic and social integration needs are the intent of the final research 

question, which focuses on the factors the mentors find the most useful for the student 

participants. Included in the factors is cultural affiliation in relation to the male-to-male 

and same group comfort, and guidance as it relates to motivation and personal issues. 

Also included is the practice of challenging the student’s mindset and personal behaviors 

that are creating artificial barriers to their success. The mentors also talked about 

establishing goals with the students, and building relationships that instill trust and assist 

the students in making connections by learning how to communicate their needs. The 

respondents agreed that trust could also be achieved between African American males 

and non-African Americans through relationship building. The last question in this 

section involved the process of sharing the wealth of information and knowledge learned 

with the rest of the campus community. Surprisingly, there is no coordinated or formal 

effort for sharing the information gained, which is a lost opportunity for a campus that is 

not serving the target student population effectively. The next section contains the 

responses from the interviews with the student participants. What follows in Table 7 is a 

summary of mentor responses with corresponding themes. 

Table 7: Summary of Mentor Themes 

Theme Sub-Themes 

What are the mentoring needs of African American male community college students? 

Struggle In Education  Academic issues 

 Accessing support services 

 Guidance 

Cultural Affiliation  Cultural network building with students and staff or 

faculty 

 Male interaction/ fellowship 

 Connections with service providers 

 Campus interest 
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Table 7: Summary of Mentor Themes (Continued) 

 

Personal Issues  Relationships 

 Peer pressure 

 Societal pressure 

How do mentoring programs affect the retention and success of African American males? 

Guidance  Advising and educational planning 

 Counseling 

 Career Advice 

Accessing Services  Make connections with service providers 

 Presentations by service providers 

What factors do African American males participating in mentoring programs find most 

useful, and least useful? 

Guidance  Motivation 

 Personal Issues 

Challenge  Societal pressure 

 Role modeling  

 Problem Solving (reflection & self-awareness) 

 Cool Pose (machismo) 

Goals  Goal setting 

 Personal experience 

Cultural Affiliation  Same but different 

 Same group comfort 

 Staff like population 

Trust  Instructor Investment 

 Connection 

 Cultural affiliation 

Change  Oppression 

 Assumptions 

 White privilege 

Making Connections  Communication 

 Connection 

 

Learning  Program ownership 

 Program future 

 In-group/Cliquish 

 Campus interest 

 Instructor investment/Resistance 

Program Ownership  Voluntary/Level of responsibility 

 Sustainability 

 Transferability to other populations 

 Indicators of Success 
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Student Participant Responses 

 Student participant responses are organized by the following primary research 

questions: 

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams 

 find most useful, and least useful? 

 

Immediately following the interview responses is a summary of the emergent themes 

based on the student responses. Because the primary focus of this research project is to 

explore the experience of students participating in a mentoring program, there were more 

questions presented to the students than the mentors. Additionally, the first three 

questions presented were used to collect demographic information. This information is 

not presented as part of the responses to the questions, but is offered earlier in this 

chapter to describe the study participants. 

 What are the mentoring needs of African American male community college 

students? 
 

The purpose of this question was to determine the needs and experiences of African 

American males at the community college leading to additional support services in the 

form of mentoring. The first question asked in this section, when you first started at this 

school, were you able to start in college-level courses? What was that like for you; did 

you feel like it was a correct placement? The responses to this question also covered the 

next question, which asked, what were classes like that first quarter? The themes that 

emerged include prepared mentally, and more interesting, race as a social construct. 

Prepared Mentally 
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 All three students indicated they were prepared mentally for the challenge of 

attending college. Students 1 and 2 had prior college experience and were at the college-

level when they enrolled at the college. Student 3 was at the developmental level when 

he started at the college, but has progressed to college-level. When the students spoke of 

being prepared mentally, they indicated they had made the choice to be full-time 

students, and not work full-time realizing it would be difficult financially, but the 

promise of a college education and new opportunities in the form of better employment 

was more of a priority. Student 1 described how he prepared himself for the challenge,  

“I had conditioned my mind and stuff. I prepared myself for it 

because I knew I was going to be there for a couple of years. So yes, I 

prepared myself mentally to take on the challenge. I had prepared 

myself for two years of being a full-time student, knowing I was 

going to have to sacrifice, you know what I am saying, and not be 

able to work, but just dedicate my whole time to school.” 

Race as a Social Construct 

 Student 2 felt he was prepared mentally to be in college, but was not prepared for 

what he learned about himself. He was enrolled in an introduction to sociology course, 

and the topic was the social construct of race. What the student describes is learning that 

race is a social construct assigned by society. What he describes is personally traumatic 

based on his experiences as an African American male. This student is very articulate 

about his experience, which is included in its entirety.  

“One of the first readings that we did was essentially talking about 

race as a social construct. Essentially, what it said was that race was 

not real and I was at the age of 27 at the time, and what was most 

devastating about that looking back on it now, is that was the first 

time anyone had said such a thing to me. And in a way, you know, in 

a very huge way, you know, my bubble burst. I was drowning in  this 

overwhelming flood of questions. Why didn’t anyone tell me? When 

was somebody going to tell me? How many other people don’t know? 
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How long was I just going to carry this burden? How long was I 

going to carry this burden? And how long were people just going to 

let me do so knowing that, you know, this is a bunch of bull? That 

was one of the first readings that we did. So we were in discussion in 

class and I just, essentially really, just went off on a rant. I just kind of 

really just let it out. I just said are you telling me that this idea of 

black, that has meant almost nothing other than inferior, evil, 

uneducated, criminal, all these negative things, this is something, this 

is a label that somebody gave to me that  is not a name that I chose for 

myself? I simply said, if that is the case that means all these other 

things ugly, sinister, all these really negative things, if that is all it 

means, and it is a name that I did not give myself, then I relinquish it. 

I said I do not want it.   

Then another devastating thing when I made that statement, my 

professor said something that was terribly daunting, but I think very 

important for me to hear, was that my professor stated to me that I can 

give it up; I can choose to give it up; I can state that I give it up; but 

nobody else will let me. And so that was the beginning of trying to 

figure out what to do with blackness, what this country projects on 

me. What bludgeons me every single day. What to do with it, what to 

do about it?” 

What the student describes is devastating for him, and he indicated he still does not know 

how to reconcile this internal conflict. It is not comfortable or acceptable, but he is able to 

talk about this with his mentor, and that is assisting him in moving forward. 

 The next question concerned the campus environment. Let us talk about being on 

campus, such as what it was like before you started participating in the mentoring 

program.  

Did you feel welcomed on campus? Can you give me an example of a situation where you 

did not feel welcome on campus? The themes that emerged concerned interactions on 

campus as well as in the classroom. Student 3 had a different experience, in many 

respects, because he seemed to be, and indicated that he is, more proactive and not afraid 
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to advocate for himself. Students 1 and 2 had negative experiences that included feeling 

isolated, and being in class where there was racial tension.  

Feeling isolated 

Student 2 shared experiences where he felt unwelcome and isolated on campus 

and in the community. The research site is in an urban community in a very metropolitan 

city. From all appearances, you would think the surrounding community would include a 

great deal of diversity. This student has a different view of the surrounding community 

based on his experiences, but feels a sense of belonging among the diversity on the 

campus.  

“I don’t feel welcome in the city, let alone in my neighborhood, 

which is a white neighborhood. I did not really sense it before I 

started here, but one small bit of comfort that the school has provided 

me, is the population that exists inside these walls, looks nothing like 

the immediate neighborhood that surrounds it. The black and brown 

faces that I saw inside the school, I did not see in the immediate 

surroundings of the neighborhood.” 

On campus, although the student spoke of seeing more diversity, he still felt he 

did not fit in or have any connection to the campus, “I really did not feel that there was 

anyone that I could turn to.” This student shares an incident of being in classes and 

feeling bold or inspired to participate fully, but not getting a response from instructors or 

other students. In this instance, the student is talking about making comments, asking 

questions, or just participating in class discussions. 

“I was bold and felt that I had a right to be there. I was very vocal and 

active in my classes, but what I was not quite aware of was 

essentially, when I would speak or I would offer something in class 

discussion, how very few people would respond to it in any way. 

They would nod their head and say ah huh, and then it would go no 

further. I look back on it now and it is just kind of a repeat of that 

over and over again as I go along.”  
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However, he was eventually able to connect with one of the mentors that proved to be a 

welcomed and beneficial relationship for the student.  

“When I first arrived here, he was essentially the first person that I 

was able to meet up with. I was dealing with some issues that I could 

not quite sort out on my own, and I felt so lost. I am glad that I 

encountered him. He was one to the few people that I had an 

opportunity to talk to and that was comforting.” 

Student 1 had a different experience when he arrived at the college. He already 

knew some of the students at the school, so he had a social group from the beginning that 

helped him feel welcomed on campus. However, this social group graduated at the end of 

his first year, leaving him with feelings of isolation. “Then once the students that I 

started with left; a lot of them graduated. Then a different breed of students came in and 

things changed a little bit where the environment kind of changed.” This student is in a 

vocational occupational program where there are very few students of color enrolled. He 

is one of three blacks in the class. In this situation, the student feels isolated and 

experiencing racial tension from the students and the instructor.  

“I would say it was my instructor.” The instructor discussed issues that he was having 

with the dean of the program with the students.  

“As a result of him getting in their minds with the problem he was 

having with the staff members over here at the main campus, I 

believed that it caused a rippling effect against me. I felt like it was a 

little racial tension in the classroom, and it spilled over against me 

where I had to speak out.”  

The student continued to describe the tension of a racially charged setting.  

“He would get my classmates, several times on several occasions 

even in my presence, he would get all the white students in a huddle 

and he would talk about and downgrade the Dean about how much he 

hated him, and what was going on between them that he did not agree 

with.”  
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The Dean is African American and the instructor is White. “I felt like he was creating a 

hostile environment and promoting racial tension, being that I was one of the only 

dedicated black students in the classroom.”  

This situation finally escalated and resulted in a confrontation with the student 

and another White student in the class, in which the student blames it on the instructor for 

creating a racially charged environment,  

“It left me isolated and the students were isolated against me as a 

result of him talking like that. It turned many of the students against 

me, the ones that was not old enough to think for themselves. They do 

not even know what is going on, but they just going on what he is 

saying. So now, you got these students hating the dean just because 

the instructor does not like him. And, as result I feel it. One of them 

tried to try me, and made a racial remark towards me, called me the N 

word.” 

 This student ended his comments with how he responded by having a direct 

conversation with the instructor about the situation. This student did complete the 

program, but was removed from this class after complaining. 

 The last question in this section, how were your interactions with the staff and 

faculty in the classroom, was intended to delve a little deeper into the interactions with 

individual service providers and instructors to continue exploring the needs of the student 

population. The theme that emerged concerned instructor investment. In this instance, 

Student 2 felt that before he participated in the mentoring program, he must have been 

going through some “growing pains” and felt somewhat disconcerted and unsettled. He 

did communicate with his sociology instructor, with who he felt that he could trust and 

she finally referred him to the mentoring program staff. He also talked about his other 

classes and instructors, but felt there was no real connection to him as an individual. He 
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also talked about the subject matter and content that he learned, but he could not relate to 

because it was culturally irrelevant to whom he is today.  

“Nothing in these classes really spoke to me; subject matter kind of 

reading material or what not, which is not the entire picture. It is just 

like studying things like US History and all that,  but not really 

learning too much about black people in any other roles outside of 

slavery, and that kind of stuff does not speak to me.” 

Summary of student needs and experiences 

All three students indicated they had prepared themselves mentally for the 

challenge of being a full-time student to achieve their educational and career goals. 

However, when two of the students arrived on campus, they described what they felt to 

be a chilly and unwelcoming environment. The remaining student arrived at the campus 

and reconnected with old friends, but after the first year his friends graduated and he then 

felt isolated on campus. Then, in class, he experienced a racially charged environment. 

One of the students feels as if the subject matter or course content is culturally irrelevant 

so he cannot relate. He also experienced different relationships with instructors on 

campus where one is supportive and communicates or shows a genuine interest, and 

others do not show any interest. 

 How do mentoring programs affect the retention and success of African 

American males?  
 

The purpose of this question is to delve more deeply into the social and academic 

integration gained because of participating in a mentoring program. The focus is on 

experiences that occurred before participating in the mentoring program to highlight the 

needs of this population on campus. In the previous section, the researcher explored the 

needs and issues that are present when the students arrive on campus. This section seeks 

to explore the student experience before participating in the mentoring program.  
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The first question, before participating in the mentoring program, did you 

interact very much with faculty outside of class, and what was the nature of those 

interactions? Is very similar to the last question in the previous section and did not yield 

any additional information. The next question is designed to explore the interactions with 

other students, what is it like for you in your classes, how is the environment and your 

interactions with students? The purpose of this question was to find out how the students 

interacted with other students in class and especially students of a different race before 

participating in the mentoring program. In the previous section, one of the students, 

Student 1, described an unfortunate situation that was racially charged. That response is 

not repeated here, but it applies as a classroom interaction. Students 3 did offer a 

response and indicated that he felt like the classroom is superficial, and some students 

look to him to ask questions since he is older, and felt the students looked up to him. He 

used this opportunity to encourage the students to ask questions and to be more involved 

in class discussion.” I was more of a dad and pushed them to do stuff.” This student also 

felt the instructor was supportive and recognized his level of enthusiasm. “The instructor 

was really enthused at the attitude that I had, that is actually an example of the attitude 

that the students should have.” 

 To continue the exploration of the degree of student academic and social 

integration, the next question, do you find it difficult to navigate the environment when 

there are very few services providers or faculty of color, and do you think it would make 

a difference if there were more faculty of color? Why or why not? Was intended to 

explore how students perceive the campus environment, and navigate services and 
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programs. The themes that emerged include both positive and negative interactions, 

navigation, and accessing services.  

Interactions 

 The students interviewed had positive and negative interactions. Student 2, while 

earlier he spoke of very positive experiences with a sociology instructor that he was able 

to establish a positive relationship with and viewed her to be supportive; also shared 

negative interactions with more than one instructor. In one case, he described a situation 

where he was struggling with meeting course requirements.  

“I have had a few experiences, specifically with White professors in 

classes where I was struggling, where I detected they did not know 

how to deal with me. They did not know how to approach me to even 

remotely inquire as to what is going on, because I am certain they can 

see that I am having some kind of difficulty in the class whether in 

turning in assignments or something is going on. I sense that they 

were aware of it, and even though I showed up to class they were 

reluctant to address it.” 

The student did take full responsibility for his performance in the class, “I take full 

responsibility of the fact that I did not turn in the assignments that I needed to turn in to 

get a sufficient grade.” However, what is interesting is how this student equated this 

grade as a threat to his self-worth. 

“I know that it, the grade, has a particular impact, I say, the transcript. 

The piece of paper, however, it does not, and I refuse to believe this, 

but it does not condemn me as a worthless human being. Which is the 

kind of feeling that I got in that particular instance; when I was simply 

asking for a no credit.” 

While the student is still trying to figure out what went wrong in this situation, he also 

does not know how to approach the instructor or what his next steps should be. 

“It is just really baffling because I don’t even know what questions to 

ask them, because I wanted to ask if I was a disruptive student? Was I 
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a bad student? Was I disrespectful? What was it? I know that I did not 

turn in my assignments, but I showed up to class; I paid attention; and 

I participated to the best of my ability at the very least. They did not 

care to inquire as to what was happening with me and when I finally 

came to them in a way that they could assist me, they elected not to. I 

am trying to figure out whether or not I have the strength or energy to 

care to file a complaint, at least, just to air that; just to ask the 

question as to why.” 

Student 3 felt that his being proactive and refusing to be denied support services or 

communicating with his instructors was his way of accessing and getting his needs met. 

He has positive interactions with a service provider, his career counselor, and counts on 

her for most of his information. However, he knew that his peers did not have the same 

experience.  

“My thing is that I am more proactive then most guys would be. I 

hunt down resources that I need to hunt down to demand my help. I 

would tap into resources that I knew was available to the rest of the 

students as a whole. Most guys don’t do that that are in the program. I 

guess it has a lot to do with intimidation.” 

This student also described his experiences with interacting with faculty who are not in 

the mentoring program and having mixed or inconsistent interactions.   

“Everybody who I dealt with in the mentoring program, they really 

want to help you and to help you go to first base. Before that, I don’t 

know if I would make that statement. I could talk to my teacher 

individually, which it is like three or four teachers. As far as the rest 

of them, I really don’t know. They was a little standoffish. They pass 

you through the hallway and they look at you and keep going, but the 

ones that knew I was in their class, they would speak to me and ask 

where I was going. I did not feel so much like a stranger.” 
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Navigation and accessing services 

 The students interviewed had different experiences navigating services. Student 1 

had no issues and offered no comments. Student 2 knew the services were available, but 

had little knowledge of how to access or what the process was for navigating.  

“It has been some level of difficulty. I have certainly been able to 

access resources that will at the very least keep me here in the 

classroom. I understand that there is in some sense, an abundance of 

resources that are available say to black students, however how to 

access those items is a little vague to me, and I am really 

inexperienced in it.” 

  However, when he did make contact, he had a positive experience.  

“There is one black woman in particular who has helped me and I had 

nothing but positive experiences with her, however, there is also two 

other White staff , a male and female, that worked there and they have 

been great as well.” 

 Here the students responded to the second part, which asked the students if they 

thought it would make a difference if there were more staff or faculty of color on campus. 

Students 1 and 2 were not very hopeful this could ever happen, but thought it could help, 

especially for black students. Whereas, Student 3, felt this would be a bad move and take 

away a student’s ability to adapt to what is realistic in our diverse society.  

“It would not make a difference because you’d be taking away a 

student’s ability to adapt in any given atmosphere, or any guy of my 

age whose been dealing with that all his life with you know, 

intimidation of different cultures, not dealing with them. Guys come 

from the hood, always know the hood. If he is around Asians, Blacks, 

and you know, he is around African, different nationalities, you would 

be taking away his ability to be able to adapt that fear of interacting 

with other cultures. I think every school should have different cultures 

not one particular minority.” 
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 The next question in this section, where do you hang out or socialize most often 

on campus and why, was asked to get an idea of how the students spend their time on 

campus, with whom, and where. All three students indicated they really did not socialize 

on campus with any particular person or group before the program. Student 1 socialized 

with whoever chose to interact with him, although he did have a group of friends his first 

year. Student 2 indicated that he came to campus for classes only and left as soon as he 

could. Student 3 socialized with the students on smoke breaks, but chose to study alone 

due to being easily distracted; he isolated himself when he was not in class. 

 The last question in this section was included to directly address the issue of how 

the students interact with other students of the same or different race on campus, do you 

have many friends of the same race as you on campus, what about other races? The only 

theme that emerged was the ability to fellowship with other students. These students 

were speaking specifically of participating in the mentoring program and the ability to 

meet and network with other students of the same race. Cultural affiliation is an 

important aspect of these meetings. Student 1 indicated that he had a few friends in the 

group, but he also had White friends. Student 2 had a positive experience with the 

program, and felt that he was able to connect with students of the same race because of 

participating in the program. His one complaint is that he would like to see more of the 

issues being addressed. “I have a very tight knit group. It is roughly about four or five 

black people that I commune with frequently.” He goes on to say,  

“I think where the program is right now is that we are coming to an 

understanding that it is more of a communal space as opposed to say 

an academically, proactive space. I think it is a valuable communal 

space, but it doesn’t really address the issues of financial issues or 

other resources.”  
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This is an interesting comment in light of what the mentors and other students said. 

Student 3, who was very positive about the program, felt that he had made friends in the 

program and appreciated that they were the same race and age.  

“I had a couple of guys that are the same age and race. I interact with 

them and they are struggling with the same issues I am, but not really 

opening up to them. They would talk to me about their issues and 

down falls, and would be standoffish in an open setting.”  

This student also did not like the fact that only African American males were in the 

program and no other minorities. 

Summary of how mentoring programs affect retention and success 

The purpose of the question was to delve more deeply into the social and 

academic integration gained as a result of participating in a mentoring program. The 

researcher sought to explore the experiences of student interactions, as well as navigating 

and accessing support services on campus before participating in the mentoring program. 

What the students described was a very chilly environment that was not consistent. A 

couple of the students had negative experiences interacting with instructors, and felt they 

did not understand them and could not address their needs. One student did not have 

negative experiences, but felt the chilly climate of the campus. They also knew it was 

different with the faculty in the program. Because of the program, the students knew 

there were support services available and where they were, but one of them was 

somewhat reluctant to access the services, although he did not have negative experiences 

when he did. When responding to racial diversity on campus, two students knew it would 

not happen, but wanted it to happen to help the African American students. The 

remaining student thought it would be a bad idea to change the racial makeup on campus 

because students need to be able to adapt to all cultures. When asked if the students had 
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friends on campus of the same race, or of a different race, all three students positively 

spoke of the friends in the mentoring program. They also commented on the cultural 

affiliation and communal meetings with students like them. Two of the students indicated 

they had friends who are of other races. 

 What factors do African American males participating in mentoring programs 

find most useful, and least useful?  
 

The questions in this section are intended to discover the factors  in the mentoring 

relationship that contribute to the persistence and success of the target student population, 

and the factors the participants find least useful in the relationship. The first question in 

the section, how long have you participated in the mentoring program, why did you join, 

are many of your friends in the program? Was designed to explore the reasons the 

participants joined the program and how they felt participating in the program. 

The primary theme that emerged is same group comfort. Student 1 had the 

greatest amount of time in the program and had been participating for approximately two 

years. Students 2 and 3 each participated for one year. All three students indicated they 

had friends in the program.  

Same group comfort 

When asked why they joined, student 1 indicated he wanted to be a “voice for the 

Black students and make a difference.” Student 2 was motivated to join a program that is 

intended for Black people and responded, 

“It was expressed as a place for Black male students. It was very clear 

about that, and that is something that you see very frequently here. I 

am focused primarily on Black people, but what is clear to me and I 

imaging to any Black person who has grown up in this country is that 

there are plenty of spaces that need not be expressed vocally but are 

very clearly for White people, for White people. Our classrooms, our 
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institutions, any of the businesses that surround this institution, the 

neighborhoods is very clear. It is something that need not be spoken, 

but it is very clear.”  

This is a “powerful element” of the program for this student. Student 3 wanted to join 

something positive for Black males. 

The last part of this question concerning friends in the program also yielded 

interesting responses. Student 1 spoke of having friends in the program that he connected 

with, but he did not associate with these students off campus.  

“There are a couple of guys that I associated with that were on the 

same level mentally, but I would not call them personal friends. 

Outside of school, we did not hang out or nothing like that. It was 

strictly school business.”  

This student also talked about becoming a mentor to one of the students in the 

program, which was a reoccurring theme for all three students with student 1 stating “we 

mentored each other. I was able to mentor to the staff members about my past and what I 

went through and everything, and where I am today.” Student 2 spoke of the many 

friends that he has made in the program, which is a huge difference from when he first 

arrived and felt isolated on campus as well as in the surrounding community.  

“I’ve gotten to know more people then I can name. These people are 

important to me and I’m just at a point in my life where it may seem 

silly to some, but I want to acknowledge that they exist. Even be so 

bold that is just simply to refer to them as beautiful Black people.” 

 Student 1 was very enthusiastic about the program, but was aware the program 

lacks funds and associates this with discrimination, for lack of understanding that it is a 

grass-roots program and not fully connected to an institutional support program. This 

situation left unaddressed, reflects poorly on the institution in the student’s eyes. 
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“That was another issue. There was no funding and that is why the 

program did not really go anywhere. I am looking at the disparities in 

funding. I am noticing that there is a lot of funding for Asian 

programs around here and the White programs, but when it comes to 

the Blacks, there is not enough.” 

 The next question, what relationship do you have with your mentor? Was 

designed to determine the elements of the mentoring relationship in this program. The 

themes that emerged include positive interactions and instructor investment. 

Positive Interactions 

The theme positive interactions occurred many times throughout the interview 

process. The students describe instances of working with the mentors in addition to other 

students, as well as seeking and receiving advice and guidance. One of the biggest 

impacts to these students was being able to get guidance from the mentors. Student 3, 

was very positive about his interactions with the mentors, and shared his experience,  

“It is something that I can go to him as a mentor and say hey, man, 

I’m lagging in this area and he would tell me what I need or might 

need to look at or maybe I need to try or go to this avenue and that 

avenue. He would give suggestions that I would literally take, and it 

would work.” 

Student 2 also had some positive interactions with his mentor, which include advice and 

guidance. The mentor has made a huge impact on this student who feels he would not be 

here if it were not for his mentor.” As far as I am concerned, he is probably the only 

reason I am still here right now” 

 Role modeling came up as a theme linked to positive interactions. The students 

really appreciated that the mentors were like them, and could share their experiences 

pursuing their educational goals and the resulting success in their current positions. 
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Student 1 is proud of what the mentors have achieved, and to see African American 

males with advanced degrees and working at the college was very inspiring for him. 

” The thing is, it helps in ways, because they can relate. Because they 

have been down the same alley I have been down. They have been 

there. A lot of them had been there and had a taste of it, and that is 

what the program is about; Coming from that, and where you are 

today. How your life has expanded now for the positive. They were 

like good role models. These guys had their doctorate degrees.”  

This student felt strongly about being able to meet as a united group, students and 

mentors, which signified unity for him.” Just the fact us assembling ourselves together it 

is showing a thing of unity that we are still striving towards and none of us have gone off 

track; All of us still striving for the same thing.”  

Student 3 indicated that it makes no difference if the mentor is Black or not, and 

feels he can get the same level of inspiration from a White person. However, Student 2 

indicated that these relationships work because the mentors are the same race. He thinks 

it would make a difference in how the students connect to the mentors if they were a 

different race. 

”For me personally, as a black male, it is important that he is a Black 

man doing what he is doing. Having been where he has been and 

experiencing what he has experienced, because even though, 

technically, considered to be people of color is that I connect so far 

with say people of either of an Asian background or say a native 

background. I can connect with them to a point, not to say that 

wherever those connections can be made are insignificant, but I do 

not believe that there is any substitute. To imply that there is, 

diminishes our experiences. To say that anyone can teach Black 

students diminishes our experiences and what is going on.” 

The theme of being inspired was common in this section as well as others. 

Student 3 shared experiences working with his mentor where he felt truly inspired.  
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“We get along because we connect so much on similarities of thought 

and measurement in the way our lives have been so far as agreeing on 

the simplicities of life. He looks at achievement in a person’s 

character. He is just naturally inspiring to everybody.” 

Instructor Investment 

 Instructor investment is a common theme that has occurred elsewhere in this 

document. The students seem to be sensitive to their interaction with instructors, and are 

looking for ways to make connections. They have managed to do this with the mentors in 

the program who are faculty at the college. While we have learned the students feel 

inspired by the mentor’s experience and backgrounds in which they relate to their own, 

what also emerged is a sense of open mindedness and respect among the students and the 

mentors, which is a connection that does not occur with a typical student instructor 

relationship. Student 2 talks of having the “utmost respect” for his mentor. He views him 

as being well qualified and experienced as an instructor who has earned the right to be in 

his position where others have not.  

“He knows what he is doing. He has more experience than most of the 

professors on this campus, and if anything, he is actually unlike quite 

a few other professors. He actually has the credentials that are legally 

required to be employed here and not everybody falls into that same 

level of qualification, but they are still here.”  

This student goes on to discuss some of the issues his faculty mentor has faced on 

campus, in which he feels that he is being “ignored and suppressed”. This topic is 

beyond this research. 
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Student 3 also has a positive relationship with his mentor and likes the fact he is 

very open-minded and non-judgmental, which is what the mentor strives to do as he 

indicated earlier in this document. “He is open to everything. He is not close-minded and 

that is what I like about him. He does not look at Black and White; he looks for 

inspiration in a person’s character.” 

The next question, How often do you interact with your mentor and where do you 

meet? Was intended to get an idea of how often the students make contact with the 

mentors individually and as a group. The students indicated they met twice monthly in 

the big group, but also visited their mentors in their offices. One student indicated that 

whenever he saw one of the guys, other program participants, on campus he stopped to 

greet them. At least two of the students indicated they had one of the mentors as an 

instructor in class. 

The next question, does your mentor assist you with advising and educational 

planning, what about career guidance? Was designed to get an idea of other supports the 

mentor may provide. The themes that emerged are educational planning and career 

guidance. 

Educational planning 

Student 2 is working on a transfer degree, and hoping to transfer to the 

University of Washington. His mentor gave him some information in the form of a 

referral to a person at the university, which is what really worked for the student, who 

gets lost in the process of filling out forms and going to websites.  

“These are very distinct places to go. They are not telling me to fill 

out this application and then to this website. They are saying there is 

this person; this is their phone number, get in contact with them. As 

far as I am concerned, that is the only way to go. If you say go to this 
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website and fill out this form, this means very little to me. What has 

been meaningful to me has been to go there to this organization, talk 

to this person and to these people.” 

Career guidance 

Student 1 spoke to his mentor concerning career advice and guidance, but felt 

that he was prepared in this area since he is pursuing a vocational occupational program. 

He also indicated the Dean came to speak with the group about the programs, and he is 

African American. 

The next question continued to seek more information about the specific services 

provided by the mentors, without getting specific, what other types of activities or 

services does your mentor assist you with and how often? This question did not yield the 

exact response that I was looking for. For two of the students, the corresponding theme 

would be personal services, but for the remaining student the theme would be program 

funding. 

Personal services 

 The two students who were dealing with personal issues did not disclose what the 

issues were, but they were significant enough for both to consider leaving the college. 

One of the students, Student 3, did leave; however, his decision was not based on a 

conversation with his mentor, but with his career counselor. At the time of this interview, 

he had returned to the campus and was in his first quarter back. He had not connected 

with his mentor yet.  

Student 2 also had personal issues, and was considering leaving and taking a 

break. When he presented this situation to his mentor, the mentor would not let him take 

a break, and expressed it to him in a way the student took seriously and did not leave the 
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college. “He said, you are not taking a break. I expressed to him that I just needed a 

break. That I wanted to take a break from this place, and he just simply said, no, you are 

not.” After the student talked to his mentor, he understood his stance and agreed to stay 

on at the college. The mentor told the student a story that helped him appreciate the 

importance of completing this degree. The story had a profound effect on the student as 

he explains, 

“I know they mean well by it, but the nature of the society that we 

live in and this game that is being played, how deadly it really is that 

we cannot as Black people afford to take this for granted, any of it for 

granted. Because I am certain that even though I get a degree, it is no 

guarantee that I am going to get a job, and it sure as hell is not going 

to elevate my social status. All I know is that if I don’t stay on this 

course, there is nothing out there for me and that is for sure. Even if I 

have a degree, there is still really little out there for me, but at least 

there is something.” 

Program funding 

 Student 1 had a very different take on this question, and felt it is not possible to 

get more services out of the program due to the lack of funding. At this point, he does not 

see the program lasting too much longer because of this issue. 

The next question, do you feel comfortable talking to your mentor about personal 

issues, why, was intended to discover the level of comfort the students had with their 

mentors. The themes that emerged in this section occurred in other sections and include 

the participant seeing the mentor as a confidant; here is a strong sense of support from 

the mentors and the other students in the program and the group meetings; and peer 

mentoring also came up.   
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Confidant 

 The students expressed their level of comfort when sharing personal information 

with the mentor, and talking about difficult topics in the group meetings. In most cases, 

the mentor is considered a confidant. Student 3 talks of his experience sharing issues 

with his mentor that he would have never talked about before. What is also interesting is 

the sense of not wanting to disappoint the mentor.  

“I had conversations with my mentor on personal issues that I never 

really opened up to people. It is who he is, it is his character more 

than just he is a Black guy, he is a friend also. So I consider him 

somebody I can go and talk to, tell him about where I am at. I just 

don’t want to disappoint him because he is my mentor.” 

Student 2 also had this same level of connection to his mentor and saw him as a 

confidant, but he expressed a level of kinship and unity in the same struggle, and also an 

inspiration. This student views his mentor as struggling on campus, and oppressed by the 

administration as well as his colleagues and students. 

“I share with him because he has a lot of experience and he has dealt 

with a lot that I have dealt with. Not only being in the position that he 

is right now, he is still dealing with in a very significant way. He is 

still dealing with the things that I am dealing with on the level of race 

and disrespect, despite his position, despite his demeanor, despite his 

attire. He is still talked to as is he is simply a boy, and this is 

something that I experience every single day. Students talk down to 

him, his co-workers talk down to him, or at least attempt to, and he 

will not stand for it is the impression that I get. Baring witness to 

simply that, the way that he carries himself, the way that he handles 

his business, the way that he does his job is an absolute inspiration to 

me. As far as I am concerned, he is the only reason that I am still here 

today.” 
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Support 

 Working with the mentors and the group, the students felt a level of support and 

fellowship. While the students indicated they felt the mentor was a confidant and they 

could share their personal issues or struggles, they indicated they talked and shared in the 

group issues and struggles they faced in the community and on campus. They felt the 

sharing of particular situations and difficult topics, such as facing stereotypes, was a way 

to assist them in overcoming or gaining coping skills. Student 3 commented on this 

aspect in addition to the sharing of solutions. 

“The program as a whole has this insight of helping us as Black men, 

but first they got to get us to be able to help ourselves and that is the 

point. They gotta get us to help ourselves by opening up and talking 

about these issues that we are dealing with. I fit that role because I am 

able to be the first one to say, man I had this issue with this, and be 

truthful with the issues and then that kind of lighten the other guys; 

well he share it and I got the same issues so let me share. I am able to 

put my issues on the table, but here is the deal, the last of it is how I 

dealt with it. You have to have the courage and bravery to put these 

issues out there. We just gotta go to the door; the mentor can show us 

the door; and it is on us to open it.” 

This student offered an example of an issue he recently presented to the group. In 

this scenario, he is riding a crowded city bus, and has a seat to himself. There are people 

standing in the aisle, but no one moves to share the seat with him. As the student 

described the situation, the people who are standing represent many races and even 

include a young Black woman, but none of them moves to take the empty seat next to 

him. Then, an elderly White woman gets on the bus after several stops. She does not 

hesitate to take the seat next to him and even greets him. While this scenario plays out, 

the student shares how bad this makes him feel, and this is not the first time this has 

happened to him. When he shared this with the group, others commented that they have 
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had the same experience. He also shared what he did to overcome these feelings, which is 

being able to talk about it. This student also works with a therapist on a regular basis. 

Student 1 saw the group meeting as being supportive, but also inspiring and 

confidence building in nature.  

“We talked about so much stuff that had to do with us, ourselves, the 

Black man. Our personal lives and deep issues dealing with us to 

make us better people today, and how to relate to people in society. 

Just was a lot of dealing with getting us ready for the world,  and be 

able to live in the world, maintain, and be successful. That is basically 

what everything was about.”  

In regards to talking about personal issues, the student stated,” there was a time that I 

probably would not talk about it, but now I can. It does not bother me.” 

Peer mentoring 

 Peer mentoring was mentioned earlier in the responses as a sub-theme under 

confidence and empowerment. It bears mentioning here again, as the student participants 

indicated it is an important outcome of the group meetings, and that is to share their 

experience so they assist the other students in overcoming the same issues. Student 3 

sees himself as helping the other students find the courage to talk about their issues. “So 

it is like a chain. If I can break the monotony of men really opening up, being who they 

really are, I am being used to the benefit of the class, the group as a whole.” Student 2 

also sees this group not only for fellowship purposes, but also as a way to help the 

younger students.  

“We still need the fellowship, and to figure ways out of our issues. It 

also helped the younger guys coming in, and they see that we are still 

united. We can help save one or two, we still did something.” 
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 The next question in this section, what is the most useful aspect of participating in 

a mentoring program, least useful, was designed to get an overall impression of the 

program from the student participants’ point of view. The theme that emerged was 

cultural affiliation. All three students indicated the most helpful aspect of the program is 

connecting with people who are like them and have the same experiences. Students also 

felt participating in the mentoring program not only helped build their confidence and 

motivation, but also provided resources and information.  

Student 2, “It has been a great way to meet other Black students, 

male and female, and it has been a very valuable experience and then 

also getting a little closer to say, the nuts and bolts of how this all 

works. You know like dealing with trying to access funding;  trying to 

access funding for scholarships; and working with student leadership 

for better or worse.” 

Student 1 also offered comments in this area and indicated that there is a high need for 

support service for the students who are participating in the program.  

“Well, I can’t say nothing was the least helpful. Even when the guys 

got into big debates and arguments and even argued with some of the 

mentors, even that needed to come out because it shows how far 

behind those brothers were in life, and how much need to be done in 

assembling together and being on these topics. It just showed us how 

much more help we need to do. We need a lot more help and we need 

a lot more assembling ourselves together.” 

This student did offer one issue that he wanted to offer as the least helpful in the 

program.  

 

“No funding was there for the program. I fault the school for that 

because they were the ones that always said they didn’t have the 

money, but they have money for all these other things around here.” 

The very last question, do you have anything else you would like to share about 

your experiences here on campus or about participating in the mentoring program that 
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we did not cover, provides for any additional comments the students have to offer. This 

question yielded interesting responses focused on what is perceived to be the lack of 

support from the institution. Student 1 felt the prospect of allowing other students in the 

program was a good thing, but funding for the program is still a big issue for him. 

“Now they are talking about letting everybody in there, females, 

whoever else want to come. Any race wants to come in the program, 

even though it is still going to be about us too. They really did not 

care about us bettering ourselves. I felt like they could have found 

funding for that. Maybe this is what they want, they don’t even want 

us being here anymore. That is what it seems like, and I will stay 

anywhere I am not wanted.”  

He continues thinking about the prospect of women in the program and the cultural 

competence and learning that comes from interacting with other cultures.  

“I think it is needed because now it helps us, once listening to their 

side of the story. It also helps men know how to be more sensitive to 

them and know how to treat them in certain areas that we miss; that 

we don’t know how to be sensitive with females. Maybe not just 

females, people of different races. Just anybody being sensitive to 

people,  and learn how to communicate and get along with them. You 

got to be able to know how to communicate with people that’s 

different from us. We are not supposed to be on different sides. We 

are all supposed to be on the same side and same page.” 

The mentoring program is the only one in the northwest and considered a model 

for other community colleges. Student 2 is aware of this fact and he is one that feels the 

program is not living up to its potential due to lack of institutional support.” It is really 

hard to imagine that this is the flagship program for the region. The programs that are 

here and the level of diversity at this place is supposed to be a pioneering element in this 

region is very disappointing to me.” This student also commented on the cultural 

relevance of the curriculum.” These White students are learning about themselves, right, 
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and patting themselves on the back; they are acknowledged of their existence; and their 

being taught that they are special, but this is not happening for Black students.” This 

student met with an upper level administrator at the college to complain about the 

unequal distribution of resources for support services. He had this to say about that 

meeting, “all the administration seems to be doing with these potentially valuable things 

is taking it for granted.”   

Summary of factors of participating in mentoring program that are most useful, 

and least useful  

 

The questions in this section are intended to discover the factors in the mentoring 

program that are most useful in contributing to the persistence and success of the target 

student population, and the factors the participants find least useful in the relationship. 

The student participants found many items to be useful, including being the same race or 

culturally affiliated with the mentors and other students in the program. The students felt 

this increased the ability to make friends in the program, and allowed for positive 

interactions with the mentors that included guidance, role modeling, and inspiration. The 

students also commented on positive faculty mentor investment in the program and 

students. Other services the students commented on include the ability to talk to their 

mentor about personal issues, the support and fellowship they felt being part of the group, 

and the ability to peer mentor other students to assist with their sense of belonging on 

campus. The elements the students found least useful include the funding issues they 

viewed as being a lack of administrative and institutional support for the program. 

Conclusion and Summary of Student Responses 

The primary research questions guiding this section of the study:  

 (a) What are the mentoring needs of African American male community college 
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 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams 

 find most useful, and least useful? 

 

Many themes emerged from the student responses; however, some occurred more often. 

These included cultural affiliation and fellowship, instructor investment, and navigation 

assistance. When responding to the mentoring needs of this student population, the 

students indicated they arrived at the campus mentally prepared and committed to the 

challenge, but were somewhat surprised at how the chilly and unwelcoming the campus 

environment was. One student indicated he felt isolated and disconnected. This student 

also spoke of a personally disconcerting experience in a course when he learned that race 

is a social construct, and he had a difficult time reconciling this new information about 

himself. However, he had a supportive instructor that took an interest in him, which is not 

the case in other courses or for the other students. A common theme was the inconsistent 

instructor interactions with the general response being one of dis-interest. One student 

talked of a racially charged environment in a course that was precipitated by the 

instructor. One student also spoke of the need for the students to have access to culturally 

relevant curriculum, which can assist these students in learning about themselves, but can 

also assist other cultural groups with learning about different cultures as well. 

When talking about how mentoring programs affect the retention and success of 

this student population, the students were positive about their interactions in the program 

with the mentors as well as other students. The students spoke of positive interactions and 

assistance navigating and accessing support services and guidance, which they felt 

assisted them in navigating a chilly and inconsistent environment. An important element 
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in the program for the students is the cultural affiliation and fellowship they felt with the 

other students and mentoring staff in the program. The mentoring staff created a 

communal space for the students to meet as a group to discuss issues and talk about 

difficult topics. They also had visits from campus support services staff. The students 

were able to meet with the mentors individually in their offices to talk about personal 

issues as well as receive advising and educational planning. Cultural affiliation and same 

group comfort is a common theme that resonated in the response to the questions in this 

section. 

The factors the students found most helpful in the program include the cultural 

affiliation, positive interactions with the faculty mentors and students, the guidance they 

received, and the role modeling and inspiration they received from the mentors. They 

also spoke of the assistance their received with personal issues and the opportunity to act 

as peer mentors to other students in the program, especially the newer students to 

campus. The factors the students found least helpful are the perceived lack of funding and 

institutional support from campus administrators and staff on campus. This perception 

was felt by all the students and was manifested by the lack of resources in comparison to 

other groups on campus, and the feeling the program is disconnected from the rest of 

campus. One of the students even approached an administrator and did not receive a 

positive response about resources for the program or for the student population.  

Table 8: Summary of Student Participant Response Themes 

Theme Sub-Themes 

What are the mentoring needs of African American male community college students? 

Race   Social construct 

Prepared mentally  Sacrifice 

 Challenge 
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Table 8: Summary of Student Participant Response Themes (Continued) 

 

Isolated  Surrounding community 

 Making connections – positive support 

 Not socializing 

Racial tension  Vocal in class 

Instructor investment  Positive vs. Negative 

 Cultural relevance 

 Growing pains 

 Enthusiasm 

Interactions  Not consistent with other faculty 

Navigation & Accessing  Awareness 

 Unsure or positive experiences 

How do mentoring programs affect the retention and success of African American males? 

Interactions  Positive with mentors 

Navigation assistance  Informational pieces 

 Addressing needs  

Fellowship  Same age group 

 Common issues and needs 

 Communal space &  cultural affiliation 

What factors do African American males participating in mentoring programs find most 

useful, and least useful? 

Same group comfort  Connection / staff like population 

 Peer mentoring 

 Funding disparities 

Positive interactions  Guidance 

 Role modeling 

 Inspiration 

Instructor investment  Connection 

 Open minded 

 Respected 

 Staff like population 

Retention support  Personal issues 

Lack of funding  Perceived lack of services 

Confidence & Empowerment  Confidant 

 Fellowship 

 Peer mentoring 

 Group support 

Cultural affiliation  Confidence 

 High need 

Program credibility  Institutional commitment 

 Program ownership  

 Cultural competence 
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Chapter conclusion and findings 

This chapter included a summary of preliminary findings derived from the 

analysis of the data collected from the study participants. The chapter began with a 

discussion of the research site context, included a description of the mentoring program 

based on document review and  interviews with two staff members, and presented a 

profile of the interview participants. The chapter also discussed emergent themes derived 

from the coded interview transcripts with the mentors and student program participants, 

and concludes with the following  list of the findings arranged by the primary interview 

questions.  

Table 9: Summary of Preliminary findings 

Research Questions Findings 

What are the mentoring needs of African 

American male community college 

students? 

 African American males need 

interaction with faculty and other 

students who are culturally affiliated 

 These students have a high need for 

navigation assistance  

 Students need to feel the instructor is 

invested in their success 

How do mentoring programs affect the 

retention and success of African American 

males? 

 By providing Navigation assistance 

 Guidance 

What factors do African American males 

participating in mentoring programs find 

most useful, and least useful? 

Most Useful: 

 Cultural affiliation 

 Instructor investment 

 Retention support 

 Instilling confidence & empowerment 

Least Useful: 

 Program credibility or lack of 

institutional support 

 Lack of funding 
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CHAPTER V – DISCUSSION 

The purpose of this case study was to explore how a targeted mentoring program 

at a Pacific Northwest community college affects the persistence and success of African 

American male students. Primary questions guiding this study are:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams 

 find most useful, and least useful? 

(d) What unique components are essential to ensure that mentoring progams are  

relevant for African American males? 

 

In this chapter, the researcher discusses the  process for data analysis and synthesis, the 

findings, implications and recommendations, and areas for future research are discussed. 

The chapter concludes with a personal reflection from the researcher. As mentioned in 

the previous chapter, the discussion is framed based on answering the final research 

question. 

Process for data analysis and synthesis 

  As mentioned in earlier sections, this case study is based on the Interpretive 

Social Science tradition. The purpose of the interpretive research approach is to discover 

the meanings and behaviors of individuals in social situations (Neuman, 2003, 2004; 

Kemmis & Carr, 1986). In this method, these meanings and interpretations lead to the 

development of new theories to explain behaviors for a particular population. In this 

study, the population consisted of African American male community college students 

participating in a mentoring program. The goal is to determine their needs and 

experiences while participating in the program. This case study was conducted using 
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individual in-depth interviews with open-ended questions to allow the participants to tell 

their story in their own words. The interview transcripts were then studied and analyzed.  

“The methods of case work actually used are to learn enough about 

the case to encapsulate complex meanings into a finite report, but to 

describe the case in sufficient descriptive narrative so that readers can 

experience these happenings vicariously and draw their own 

conclusions.” (Stake, 2008). 

Data analysis is the process of reviewing dataum in descrete and separate parts to 

discover the meaning of each part as it relates to the whole (Bloomberg & Volpe, 2008). 

For this reason, the data analysis for this study began with a two-cycle coding 

methodology to determine the themes and categories as it relates to participant 

experiences in response to the primary research questions. According to Saldana (2013) 

“coding is a transitional process between data collection and more extensive data 

analysis”(p. 5). The process of coding data is iterative and requires the researcher to 

review the codes several times to reduce, combine, and eliminate unneeded codes. I 

reviewed the interview transcripts and reduced or eliminated coded data to get to the 

essence of the participant experiences at the college and in the mentoring program. 

Bogdan and Bilkin (2003), refer to this type of coding as situational as the “subjects 

define the setting”, and tell the story of their expereinces. 

In Chapter 4, coded participant experiences were related to the interview 

questions culminating in summaries of themes in response to the primary research 

questions. The participants at this stage of the research were the mentors and student 

participants. The themes were then reviewed and analyzed to determine common threads 

and to identify themes that provided rich-descriptions of the experience and told the 

stories of the research participants. Only through rich-descriptions of the research 
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participant experience, is the researcher able to relate the experiences, and tell the story of 

the research population and their experience participating in the mentoring program 

(Patten, 2009 & Merriam, 1998). At the conclusion of Chapter 4, the research findings 

resulting from the final review and analysis of the themes were presented.  

Discussion of findings 

A common theme in the findings is a sense of cultural affiliation in relation to the 

mentors and the program participants. This theme occurred as part of the responses to 

each of the research questions, demonstrating the importance of having faculty and 

service providers that are the same culturally to the research population. The following is 

a discussion of the findings in relation to each research question. The section will include 

the cumlative themes and corresponding literature, and will end with a conclusion and 

final summary, which will respond to the final research question, what unique 

components are essential to ensure  mentoring progams are relevant to African American 

males?    

A) What are the mentoring needs of African American male community college 

students?  

 

 The purpose of this question was to discover the needs and experiences of African 

American male community college students that are present before participating in a 

mentoring program. Findings from this research suggests these students were 

academically prepared for the challenge of college-level course work, but were not 

prepared for the feelings of being lost or culturally isolated on campus. The students 

needs assistance with navigating enrollment and support services and there is a high need 

to feel that instructors are invested in their success. Responses from the mentors suggest 

the need for cultural affiliation with staff and faculty goes deeper than being the same 
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race. Participant responses also infer that an element of trust that exists when an 

individual is working with or encounters someone who, assumingly, has a common 

background and experience that he or she does. One of the mentors spoke of experiences 

with his mentees that are often emotional and the need for creating a space and 

environment for them to open up and share, “I think it is tough to be a brown man, and 

what it’s like waking up to the realities and experiencing these realitie. Just sharing is 

really a big piece, which is what happens in our meetings.” This mentor also encourages 

the students to share their feelings as a form of healing, “I just want people to express 

their feelings, and let’s start with that because that’s how you move forward, but to be 

able to be in touch with those is a challenge.” 

  An important part of being culturally affiliated on campus is establishing 

connections to other students, staff and faculty on campus. It leads to a sense of 

belonging and assists with acclimating to the environment, and navigating support and 

enrollment services, “they walk around here alone…it is just knowing you can come and 

have that.”  All three mentors spoke of the need for students to make connections to 

other students, staff and faculty who look like them or are culturally affiliated, “there is 

just a natural connection that happens with certain students and certain faculty.”  

One of the mentors spoke of the importance and need for African American males 

to make connections on campus to mitigate the peer pressure in their neighborhood. The 

pressure comes from peers that are not attending post-secondary education and the 

students’ need to change their  behavior to be successful in reaching their educational 

goals. The mentors indicated a need to assist this student population with acclimating to 

the community college environment primarily to increase their success rates with a 
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secondary goal  to attempt to prevent the students from experiencing the same issues they 

themselves faced as African American students. “my needs were very similar out of a 

high school that did not provide much support…I wanted to work in the community 

colleges and be somebody that was there once students arrived.” 

 The student participants also suggested the importance of making connections 

with mentoring staff for assistance, and making sense of campus situations. One student 

spoke of an instance in class where he first discovered the idea of race as a social 

construct. The student was devastated by the realization and was not able to reconcile the 

information on his own. Having a mentor that he could talk to who also offered support 

and understanding assisted him in processing the information. “That was the beginning of 

trying to figure out what to do with blackness. What this country projects on me. What 

bludgeons me every single day. What to do with it, what to do about it.”  

In class, students talked of the need to make connections, but had very different 

experiences in situations where there were not many students or instructors that looked 

like them. One student spoke of feeling isolated and not really fitting in, even though he 

considered the campus population to be diverse, “I really did not feel that there was 

anyone that I could turn to.” This student also suggested that since he was not really 

connected to anyone on campus before participating in the mentoring program, he did not 

feel valued or included in the campus environment.  

“I was bold and felt that I had a right to be there. I was very vocal and 

active in my classes, but what I was not quite aware of was 

essentially, when I would speak or I would offer something in class 

discussions, how very few people would respond to it in any way.” 

For this student, connecting with a mentor made the difference in his experience on 

campus, suggesting mentoring programs provide a valuable support services for this 
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student population. “I am glad that I encounteded him, he was one of the few people that 

I had an opportunity to talk to and that was comforting.” 

 The students had very different experiences in the classroom and with their 

instructors. One of the students is very proactive and is accustomed to advocating for 

himself even if he feels the instructor or other students do not accept him. On the other 

hand, the other two students had some fairly negative experiences. One student spoke of 

an experience in which he was in a class where open hostility existed between himself, 

the instructor, and other students because of a situation with a campus adminstrator that 

happened to be African American.  

“I felt like it was a little racial tension in the classroom, and it spilled 

over to me…he (the instructor) would get all the White students in a 

huddle and he would talk about and downgrade the Dean about how 

much he hated him, and what was going on between them. I felt like 

he was creating a hostile environment and promoting racial tension.” 

Another student commented that he felt like he was going through some “growing 

pains before participating in the mentor program, and felt disconcerted and unsettled” 

on campus and in the classroom. This remark indicates he felt no real connection to 

himself as an individual with the majority of instructors. This lack of a connection was 

due to not being able to relate to the subject matter that was being taught in the classroom 

which he found to be culturally irrelevant to who he is. “It is just like studying things like 

US History and all that, but not really learning too much about Black people in any other 

roles outside of slavery, and that kind of stuff does not speak to me.” Suggesting 

instructor investment in their curriculum and the relavance to their student population is 

an important factor to creating an environment that is accepting to all student populations, 

not just African American males. Additionally, it is the instructors responsibility to create 
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a classroom environment that is free of any bias or involvement in institutional affairs or 

personality conflicts.  

Earlier in this document, the researcher referenced an article by Claude Steele 

(1997)  A Threat in the Air: How Stereotypes Shape Intellectual Identify and 

Performance. In this article, Steele (1997) spoke of stereotype threat as the preconceived 

idea of how certain populations behave or perform in certain situations, and the resulting 

dis-identification or withdrawal that happens as a result of the un-welcoming 

environment. In this study, the student participants and the  mentors describe un-

welcoming environments when accessing support services and when  attemping to 

participate in a classroom setting. Steele (1997) in his article, suggests strategies that can 

be used to increase identification with the community college environment which include 

increasing “greater domain self-efficacy and feelings of social and cultural comfort in the 

doman” (p. 624). Suggested strategies to mitigate the impact of stereotype threat include 

building positive student-instructor relationships and models relationships on campus 

(Brown, 2006). 

B) How do mentoring programs affect retention and success of  African American 

males?  
 

This question was designed to uncover the social and academic integration needs 

and issues faced by African American male community college students and how 

mentoring relationships can mitigate the feelings of being unwelcome or isolated on the 

college campus. The mentors and students responding to this question positively 

indicated the value of guidance and navigation assistance. The students also apprecitated 

the opportunity to interact and fellowship with faculty mentors and  other students.  
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Providing guidance and assistance with navigating support services and providers 

on campus is a primary need for this student population. The mentors addressed this need 

by providing guidance in the form of advising and educational planning. Teaching 

students to navigate and access services, including support services on campus, is 

facilitated by the mentors  bringing services providers to the students. This benefit 

empowers students to learn about the services and makes connections with staff members 

so when they are attempting to access the service, they can go directly to this staff 

member. This is an important aspect of the mentoring relationship as these students often 

feel lost in the process and have experienced difficulty navigating or accessing services. 

The ability to navigate or access services can often be the deciding factor as to whether a 

student is successful or remains at the college. 

“The idea is to bring as many resources to bear and give as much 

knowledge as we could to the thing that we figured that they would 

need. It is not a question of if students are going to need services, but 

when and which services, so you know the ability to give and make 

connections with as many as we can was kind of the way we were 

measuring whether we would be able to be successful in terms of 

giving services to those students.” 

 Part of the social integration process is navigating the campus and accessing 

services. In this instance, the researcher sought to explore the interactions with service 

providers who could be of a different race. One of the questions in this section focused on 

this area and sought to find out how the students perceived staff and faculty of a different 

race, and if there would be a difference if the service providers were the same race as 

them.  

 The students had different experiences navigating and accessing campus services. 

Two of the students had no issues at all and knew where to go and who to contact, 
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whereas, one student knew the services were available but had no knowledge of their 

function, or how to access them. 

“It had been some level of difficulty. I have certainly been able to 

access resources that will, at the very least, keep me here in the 

classroom. I understand that there is some sense, an abundance of 

resources that are available, say to Black students, however how to 

access those items is a little vague to me, and I am really 

inexperienced in it.”   

A follow-up to this question sought to find out if the students thought it would make a 

difference if there were more service providers of color on campus. Two of the students 

agreed, but thought this would be a mistake and would take away the student’s ability to 

adapt to what is really happening in society. 

“It would not make a difference because you would be taking away a 

student’s ability to adapt in any given atmosphere or any guy of my 

age whose been dealing with that all his life with you know, 

intimidation of different cultures, not dealing with them…I think 

every school should have different cultures not one particular 

minority.” 

When talking about interactions with faculty, two of the students focused on 

interactions with faculty in the classroom and on campus to address the question. Student 

2 had both positive and negative interactions in the classroom, where as his interactions 

with service providers were positive. This student spoke of both positive and negative 

interactions. The positive interactions were with an instructor of a different race, and he 

found the instructor to be supportive. In fact, this instructor is the one who recommended 

the mentoring program. He felt that he had negative experiences with more than one of 

his instructors of a different race. In this instance, the student is struggling in a course and 

not turning in the assignments. The student tried to resolve the issue by visiting the 
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instructor in his office, but was not able to navigate the situation or get a supportive 

response from the instructor. 

“I have had a few experiences, specifically with White professors in 

classes where I was struggling, where I detected they did not know 

how to deal with me. They did not know how to approach me to even 

remotely inquire as to what is going on, because I am certain they can 

see that I am having some level of difficulty in the class, whether in 

turning in assignments or something is going on. I sense that they 

were aware of it and even though I showed up to class they were 

reluctant to address it.” 

These situations appear to be detrimental to a student’s performance and success 

at the institution, and based on how the student felt personally, there is a lasting impact 

that needs to be addressed or processed with someone who can assist the student with 

navigating the situation. In this case, the student appears to equate this situation as an 

indicator of his ability to be successful in the course, and his self-worth. 

“I know that it, the grade, has a particular impact, I say, to the 

transcript. The piece of paper, however, it does not and I refuse to 

believe this, but it does not condemn me as a worthless human being, 

which is the kind of  feeling that I got in that particular instance.” 

 Student 3 also had mixed experiences, and felt being proactive and refusing to be 

denied, assisted him in successfully navigating services. However, he knew other males 

in the program were not able to move past the intimidation factor, “most guys don’t do 

that that are in the program. I guess it has a lot to do with intimidation.” This student 

also spoke of inconsistent interactions with faculty who are not part of the mentoring 

program. What he describes is feeling like the instructors did not know he was in their 

classes.  

“I could talk to my instructors individually, which is like three or four 

instructors. As far as the rest of them, I really do not know. They are a 

little standoffish. They pass you through the hallway and they look at 
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you and keep going, but the one that knew I was in their class, they 

would speak to me and ask where I was going. I did not feel so much 

like a stranger.” 

As suggested by the preceding statement, these students struggled to fit into an 

environment where they did not feel welcomed or accepted by faculty both in and out of 

the classroom. Building a positive relationship with faculty members is an important 

element for the target student population (Wood & Turner, 2011). Additionally, students 

who lack experience in the post-secondary setting and are “unaccustomed to interacting 

with faculty and perceive an unwelcoming campus culture, would also be those who have 

the least contact with their community college faculty” (Chang, 2005, p. 774), which 

could be detrimental to their level of persistence and success. 

C) What factors do African American males participating in mentoring progams 

find most useful, and least useful?  
 

This question was focused on exploring the factors that contribute to the success 

or failure of the mentoring relationship. The questions in this section are intended to 

discover the elements in the mentoring relationship that contribute to the persistence and 

success of the target student population. The responses to the questions in this section are 

organized using the elements described by Daloz (1999), support, challenge, and vision. 

The themes common to both the mentors and the students of factors perceived as being 

most useful include: cultural affiliation, instructor investment, retention support, and 

instilling a sense of confidence and empowerment. Factors that appeared least useful are 

program credibility and perceived lack of institutional support and funding.  

Cultural affiliation 

  Cultural affiliation is a common theme throughout this document and appears in 

this section as being most useful in the mentoring relationship. Also discussed earlier in 
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the document is how the element of cultural affiliation automatically equates to trust 

when students feel the mentor shares a perceived similar background and experiences. 

The students comment that one of the most helpful aspects of the program is connecting 

with people who are like them and have the same experiences. “The benefits are that we 

understand each other and can connect and relate,” comments Mentor 2. Mentor 1 

comments that he thinks being culturally affiliated plays an important role, but it is not 

the only thing that makes the mentoring relationship work.  

“I think that plays a role so it is not the be all, end all, but I think that 

racial and cultural affiliation does certainly play a role, not only in 

serving these student groups once they are identified as the ones that 

are struggling, but in the day-to-day interactions between faculty, 

staff, and students.” 

In another instance, the same mentor in speaking about trust, indicates he thinks 

the more important element is for the student to develop a trusting relationship with a 

faculty or staff member who is genuinely interested in student success for all.  

“I think that most students, although they may prefer someone who 

looks like them, I think that they would settle for someone, no matter 

what color they are, as long as they know that they are invested. As 

long as they know there is a level of trust, I think that becomes the 

primary thing” 

Student 1 suggests building a trusting relationship with a mentor is important, but being 

able to trust each other is also a key element to the program. Additionally, being able to 

talk about common issues and struggles, as a group appears to be another valuable 

element of the program.  

“The program, as a whole, has this insight of helping us as Black 

men, but first they got to get us to be able to help ourselves, and that 

is the point. They gotta get us to help ourselves by opening up and 

talking about these issues that we are dealing with.” 



140 

 

The research site for this project is one of the most diverse campuses in the region 

in regards to faculty, staff and student population. With this being the reality, it is fair to 

say that most institutions will lack this level of diversity in faculty and staff members to 

fill the role of mentors for under-represented student populations, and in particular, 

African American males. Therefore, the question becomes how do you lead a mentoring 

program for the target student population when you do not have staff or faculty that 

mirrors the student population. Mentor 1 responded with the following,  

“I just think, giving the reality of the demographics of the faculty and 

staff around here in some institutions, you don’t have a choice. It has 

to be a White person or none. I am not saying it is impossible for a 

person of another race or ethnicity or whatever to fill a role of 

mentor.” 

Student 2 felt that it would make no difference if the mentor is African American 

or not, but feels the relationship works best because the mentor is of the same race.  

“I can connect with them to a point, not to say that wherever those 

connects can be made are insignificant, but I do not believe that there 

is any substitute. To say that there is, diminishes our experiences.” 

 The last topic in the area of cultural affiliation is the ability to use the mentoring 

model with other under-represented student populations, or transferability. All three 

mentors agreed this is possible. Mentor 1 states the following,  

“whenever you can bring together people of the same race, or who 

have a cultural affiliation, there is a greater likelihood that the group 

will be able to work together, and in fact, learn to bond and support 

each other.” 

 

In studies conducted by Sutton & Salem (2006) and Zell (2011) in which the 

authors studied established mentoring programs at universities in the southern and 

northeastern parts of the United States, it was concluded that mentoring programs were 
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invaluable to the development of non-cognitive factors, (such as leadership, 

accountability to each other, and self-discipline), and addressing personal and social 

needs. Additionally, students who participated in the mentoring programs had a feeling of 

belonging on campus, felt like ambassadors, and had an increased sense of pride and 

empowerment about performance and academic achievement. These studies support the 

need for mentoring programs to create a welcoming campus environment, and to assist 

the students in acclimating and adapting to the post-secondary environment. 

Instructor investment 

 An important aspect of instructor investment is to show interest in the students in 

their classes and invest in their success. The mentors, as well as the students, indicated a 

great need in this area, but how to address the need appears to be difficult. The students 

indicated inconsistent experiences in their interactions with the instructors as mentioned 

earlier. Students need to feel like the instructors care if they are present or not and if they 

are learning. Mentor 1, based on what he has learned from the students, feels 

“instructors must demonstrate on a regular basis that they are invested in the success of 

their students.”  

Another topic that came up is how the mentors who are faculty share what they 

are learning regarding the needs and experiences of the student population with their 

colleagues. Comments from the mentors suggest this information is not being shared, and 

there is some hesitancy based on what is perceived as resistance.  

“In a place like this, because my feeling is that there might be some 

resistance on a couple of levels, their first reaction might be, well you 

telling me I do not know who to teach?..., or you think I’m racist, I 

am not invested in Black students the way I am in the rest of my 

students?” 
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In a study conducted to discover the experiences of African American males 

participating in the Brother-2-Brother mentoring program at a Chicago area university, 

the author discusses the need for institutions to provide opportunities for dialogue 

between faculty, staff, and students. “Such opportunities can be powerful tools for 

dispelling stereotypes, and assisting faculty and administrators see African American 

male students as capable and committed to achieving academic and personal goals” (Zell, 

2011, p. 226). 

Retention support 

 In this particular instance, the mentors and the students speak of the guidance and 

assistance navigating campus services. In addition to providing advising and educational 

planning services, the mentors also assist the students with problem solving and a sense 

of self- awareness. The purpose is to build coping skills and the ability to communicate 

their needs, issues, and possible outcomes as a way to overcome stereotypes and dealing 

with community and societal pressures. Mentor 2 states, “Just the ability to be in touch 

with who you are, have a sense of self-awareness, and communicate what those things 

are. That is a big piece for me.” 

 The students also talked of the guidance and advising received from the 

interactions with the mentors, as well as an aspect of the mentoring relationship that 

suggests a level of confidence and safety with being able to discuss personal issues and 

needs. Two of the students indicated they were even considering leaving the college, and 

received the support and encouragement to stay from the mentor. Student 2, for example, 

states, 

“I can go to him as a mentor and say hey man, I am lagging in this 

area, and he would tell me that I need to look at, or maybe I need to 
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try this avenue and that avenue. He would give suggestions that I 

would literally take, and it would work.” 

A by-product of the level of support and interactions the students had with the mentors is 

their desire to offer the same level of support to other African American males in the 

form of peer mentoring. Student 1 added this comment, 

“We still need the fellowship, and to figure ways out of our issues. It 

also helped the younger guys coming in, and they see that we are still 

united. We can help save one or two, we still did something.” 

The preceding suggests engaging students in mentoring programs provides the 

opportunity for students to address their support needs while simultaneously making 

important connections to campus staff and faculty that lead to further engagement and 

success. An additional benefit is the student participant’s desire to become role models to 

other students, which leads to increased engagement by way of involvement in the 

success of other students. Shaun Harper (2006) in Enhancing African American Male 

Student Outcomes through Leadership and Active Involvement, supports the notion of 

increased involvement and how engagement by way of participation in “predominantly 

African American and minority student organizations creates cultural safe zones” (p. 80). 

Additionally, “Involvement is central to the success of the African American male 

collegian, as he is likely to reap a return on the investments he makes in his experiences”, 

that is participating in the mentoring program and getting involved with other students (p. 

69). 

 In another study conducted by Harper (2012) Black Male Student Success in 

Higher Education:A Report From the National Black Make College Achievement Study, 

the author interviewed high achieving African American male university students 

regarding their experiences at the institution that led to their success. As reported by 
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Harper (2012), these students also indicated the value of peer mentoring by other students 

in easing their transition and acclimating to the university campus: “Several achievers 

agreed that these peers were more influential than were their assigned academic advisors, 

who often helped only with their course selections. It was peers, mostly older Black men, 

who helped the achievers, figure out how to succeed” (pg. 11). 

Instilling confidence & empowerment 

 Instilling confidence and empowerment starts with the mentors first 

communicating to the students the value of an education in today’s society as a way to 

improve their lives. The mentors use role modeling to demonstrate to the students that it 

is possible to be an African American and achieve their educational and career goals. The 

goal is to get the students to change their paradigm, and to teach the students to navigate 

systems and advocate for themselves. Mentor 2 speaks of the importance of the students’ 

ability to communicate their needs because this system does not recognize their needs as 

being separate from any other student.  

“These students get what they need, but the question was never asked 

of them what is it that you need?  It is always this assumption of let’s 

make sure they get their educational resources and support.”  

Connecting the students to support services is an important service provided by the 

mentoring program which is carried out by bringing the support service providers directly 

to the students. In this way, the student not only learns about the service, but also can 

connect a name with a face when trying to access services. Learning how to navigate 

support services, in addition to communicating their needs in a complex system, is 

considered a challenge for the target student population. 
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Mentoring programs are an effective tool for assisting students with acclimating 

to the college environment, as well as increasing persistence and success. This is an 

understatement when it comes to students who are first generation; neither parent has 

completed or participated in higher education. For these student populations, which 

include African American males, the college environment can be foreign and difficult to 

navigate, directly affecting student persistence and success. Ward et al. (2012) spoke of 

the importance of providing supports for first generation student populations when 

navigating campus environments, 

” a major factor in persistence is the degree to which students feel 

both psychologically and socially connected to their institution once 

they enter the environment. This is particularly relevant for first 

generation students, many of whom do not know what to expect from 

college life and are not as knowledgeable as their peers about socio-

behavioral norms” (pg. 65).  

 An additional benefit of the mentoring relationship is to assist the student with 

making the transition to the world of work or transferring to the university. In her article, 

Increasing Retention and Success through Mentoring, Stromei (2000) focuses on the 

importance of mentoring programs in preparing students to enter the world of work, 

specifically, to increase the diversity and gender of the workforce. According to Stromei 

(2000) “mentoring programs that acknowledge the academic and vocational aspects of 

the community college experience have proven effective in improving minority students 

academic performance and retention rates” (p. 58). 

Program credibility 

 One of the first items mentioned in the least useful category, program credibility, 

is considered a challenge on the campus due to the lack of a link to the institutional 

operating plan. When talking to the mentors about this issue, it is, by design, a faculty 
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initiative; however, the founding members are clearly aware the model is not sustainable 

as is. Mentor 1 states, “The person power behind this is strictly voluntarily, and that is 

part of what has made us kind of have to reconsider about how to go about making the 

model more effective.” Additionally, because there is no direct link to the institution’s 

operational plan, there are no direct goals or outcomes in place, which means there is no 

direct funding stream. As unfortunate as this situation appears to be, nothing compared to 

the lack of confidence the students have for the institution because they are aware there 

are no resources, and lack the understanding of the programs placement in the institution. 

Student 1 is the most vocal,  

“I am looking at the disparities in funding. I am noticing that there is a 

lot of funding for Asian programs around here and the White 

programs, but when it come to the Blacks, there is not enough.” 

Lack of institutional support 

 The sense of the lack of program credibility at the institutional level leads to the 

feeling of a lack of institutional support which is felt more by the students than the 

mentors. Student 1 commented, “They, the administration, really did not care about us 

bettering ourselves. I felt like they could have found funding for that. Maybe this is what 

they want; they don’t even want us being here anymore.” Another student, Student 2, 

met with an upper level administrator to talk about the perceived disparities in the 

program, and had this to say about that meeting, “all the administration seems to be 

doing with these potentially valuable things is taking it for granted.” These comments 

suggest that students perceive disparate treatment for the program on campus, but do not 

understand the entire situation. This is unfortunate and not an accurate reflection of the 
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program’s status. Zell (2011) states that the need for institutional support is “crucial for 

the success of mentoring programs of this kind” (p. 226). 
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CHAPTER VI - CONCLUSION 

In the preceding section, the researcher presented the findings of the study in 

response to the first three primary research questions:  

(a) What are the mentoring needs of African American male community college 

 students? 

(b) How do mentoring programs affect the retention and success of  African  

American males? 

(c) What factors do African American males participanting in mentoring progams  

find most useful, and least useful? 

 

The responses to these questions were used to respond to the final research question, (d) 

What unique components are essential to ensure that mentoring progams are relevant for 

African American males? Based on the responses provided by the research participants 

and the literature review, the following are the unique components of mentoring 

programs for African American males. This chapter will close with areas for further 

research and the researcher’s personal reflections. 

Conclusion 

When considering the mentoring needs for African American males, research 

participants and the literature review suggest the most important element is the need to 

establish a cultural affiliation with other students, staff, and faculty. Additionally, the 

institution must establish a communal space for this networking and bonding to occur 

(Brown, 2006). The element that occurred most often in response to how mentoring 

programs affect the retention and success of the student population was the need to 

provide guidance and navigation assistance that is more than pointing a service out, 

but bringing the services and providers to the students, putting a name and face with a 

particular service on campus. The student respondents indicated this part of the program 

proved to be invaluable and assisted them in staying at the college.  
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The final question involved talking to the students about the factors they found 

the most and least helpful. The students found the program to be the most helpful in 

assisting them in creating a sense of cultural affiliation with students, staff, and 

faculty on campus, as well as feeling that the instructor is genuinely interested in 

their success. The students also indicate the retention support services, which include 

making connections to other services on campus and the sense of confidence and 

empowerment, was gained by working and interacting with the positive support and 

interactions with other students, staff, and faculty who looked like them. “The 

establishment of a positive identity for the African American male student can develop 

some sense of agency and in turn determine where he fits within the academy” (Bonner 

& Bailey, 2006, p. 28) 

Lastly, the elements students found least helpful is the sense of a perceived lack 

of institutional support that was demonstrated by the lack of program visibility on 

campus and no dedicated resources. The students were keenly aware that there was a lack 

of institutional support, which resulted in the program lacking status or visibility on 

campus as a sanctioned program. This perceived lack of institutional support is 

manifested by the lack of resources and placement within the campus-operating 

environment. The program must have full support and a genuine interest by executive 

leadership (LaVant, Anderson, & Tiggs, 1997). 

“A complete Black male student success agenda therefore must focus 

equally on getting young men to college, through college, and 

ensuring they become better people in the process” (Harper, 2012, p. 

23). 
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Implications and recommendation  

The following implications and recommendations can be used to inform practice,  

and can be used as  a starting point for establishing a successful mentoring program for 

African American male community college students.  

 What makes this study useful to practitioners is the ability to generalize and 

transfer the method used to other campuses with similar under-served 

populations with the acknowledgment that there is no one-size fits all 

approach, but a starting point for strategy and program development. 

 A valued component of the mentoring program is the group engagement 

created through the weekly meetings. The value is creating a safe space where 

students share with the mentors and their peers experiences and personal 

issues that can negatively affect their persistence and success, while at the 

same time receiving the needed support services. Additionally, having the 

common space where the students could actively participate instilled a sense 

of ownership for the mentoring program. Integrating support services with the 

added benefit of peer-to-peer interaction is a key strategy to address 

underserved populations. “Community college students are more likely to 

benefit from student support services that are integrated into the educational 

experience and that help students (a) create social relationships, (b) clarify 

aspirations and enhance commitment, (c) develop college know-how, and (d) 

address conflicting demands of work, family, and college” (Jenkins, 2011, p. 

19 & Karp, Hughes, & O'Gara, 2008). 
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 Administrators can best determine the needs of the student population by 

asking the students themselves what their needs and experiences are. “By 

determining the risk factors, interventions can be designed and proactively 

directed to students as a way of removing barriers” (Furr & Elling, 2002, p. 

11). The best approach is to focus on factors that lead to student success and 

persistence rather than a deficit approach. “A cultural deficit approach 

assumes that the challenges and problems facing Black males are a product of 

the students themselves as well as their families, communities, and culture” 

(Wood & Palmer, 2012 & Bush, 2010). Identifying strengths of those students 

who successfully achieve their degrees provides a foundation for designing 

services that will assist others in gaining the tools needed for success.  

 A limitation of the program is the lack of connection to the institutional 

mission or strategic plan. The mentoring program is a faculty led project not 

connected to any institutional department, funding source, or dedicated 

resources. This creates an issue for long-term sustainability and program 

viability, which can end up being an ethical as well as an institutional issue 

where there is no accountability for programming and standards. The 

recommendation is for program leadership to collaborate with a support 

program in Student Services to add the administrative functions that will link 

the program to institutional goals and outcomes as well as resources, while at 

the same time allow the faculty members to continue in the leadership role. 

“The responsibility for addressing toxic racial climates should not belong to 

the chief diversity officer, the office of multicultural affairs, or people of 
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color, it must be owned by all units and every person on campus” (Harper, 

2012, p. 23). 

 Cultural competence training for faculty, staff, and administrators. “In our 

research, we’ve found that it does not matter how well you teach, if you don’t 

have a relationship with these guys first, they are not going to be open to the 

information” (Gose, 2014, p. B5). It does not matter if the faculty member is a 

person of color or of the same race, what does matter is the faculty member is 

invested in the success of all students. Cultural competence training, in 

addition to the sharing of information gained in the mentoring relationship, 

can be beneficial in assisting faculty and staff in learning more about 

underserved populations. 

 Create opportunities for the mentoring relationship to develop recruiting and 

training of a cadre of mentors (Bonner & Bailey, 2006). Reciprocal 

professional development - “most college faculty took few (if any) courses in 

their Ph.D. programs that adequately prepared them for teaching generally and 

engaging diverse populations specifically. As a result, they entered college 

classrooms with unconscious biases concerning Black men and taught in ways 

that alienated students of color” (Harper, 2012, p. 20). Bonner and Bailey 

(2006) suggest the focus should be on assisting the students with establishing 

“a sense of connection with a faculty person, regardless of background 

experiences, is better than none” (p. 31). 

 Create opportunities through training and professional development to 

increase support services for this population. “…Because first-generation 
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students tend to perceive themselves as less capable and confident in their 

ability to adjust to the college milieu, efforts by colleges and universities to 

nurture self-efficacy through post-enrollment programmatic initiatives could 

be highly beneficial to first-generation student success and ensure higher 

levels of persistence” (Harper, 2012, p. 66). “Intentional institutional efforts to 

address the needs of first generation students should incorporate race-specific 

programs and services that direct minority students to culturally specific 

connecting points” (Ward, Siegel, & Davenport, 2012, p. 77). “Success and 

retention for all first generation students can be described in terms of nature 

and nurture: the nature of the institution and the types of students it enrolls, as 

wells as how institutions nurtures those students who need assistance, have a 

complementary impact on student success and retention” (p. 83). 

 Lastly, creating a relationship with a mentor that can assist students with 

overcoming barriers to their success is the primary goal of the program. 

Program leadership must also be cognizant of the role they play in shaping 

opinions and attitudes about higher education and the institution in general. 

When a mentor or staff member speaks or displays a negative opinion about 

the institution, leadership, other faculty, or staff, students adopt those same 

feelings and opinions. This situation only detracts from the mission of the 

program and involves the students in institutional politics, which should not 

be their concern. For this reason, care and training must be part of the process 

with selecting mentors for the program. 
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Ares for future study 

 The following are areas for future research: 

 Exploring the effectiveness of peer-to-peer mentoring relationships at the 

community college level; 

 Conducting focus groups with graduating students to determine the strategies 

that led to their success and the barriers they encountered; and 

 What is the best approach for creating a culturally competent faculty and staff 

to address the needs of under-represented populations? 

Personal reflections 

 As I write this reflection, there are demonstrations happening in different cities in 

the country to protest the deaths of several young African American males at the hands of 

police officers. Therefore, the reality of African American males experiencing isolation 

and discrimination on our college campuses is not completely shocking, but rather 

disheartening. 

 Where my personal feelings leave me worried about the future of this student 

population, my professional perspective is somewhat hopeful of the possibilities for what 

I can do as an administrator to serve this student population. This research has great value 

for the Pacific Northwest community college system. Currently, there is only one of these 

mentoring programs in the state. I have plans to share my findings in the form of papers 

and conference presentations to share this best practice for serving this student 

population. Additionally, I would propose the model be used not only for this population, 

but also for other disenfranchised or other under-represented students that can benefit 

from this type of support programming. Although these students talked of feeling 
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isolated, what became clear is this program provided invaluable networking and 

fellowship with other students and faculty that assisted these students in becoming 

engaged in the campus environment, which is leading to increased persistence and 

success for these participants. 
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Appendix A 

Interview Protocols 

 

Project Title: Case Study:  The Effectiveness of Mentoring for African       

                                                American Male Community College Students  

Principal Investigator: Dr. Larry Roper, Vice Provost of Student Affairs 

                                        Oregon State University 

Co-Investigator(s): Valerie Robertson, Graduate Student, College of Education 

 

Interview Questions – Mentoring Participants 

(Demographic Information collected: Name, Age, contact email, pseudonym assigned) 

1. What is your major? 

2. How long have you studied at this school? Is this your first college attended? 

3. When you first started at this school, were you able to start in college-level courses?  

4. What was that like for you, did you feel like it was a correct placement?  

5. Let us talk about being on campus, such as what it was like before you started  

participating in the mentoring program. Did you feel welcomed on campus?  

Can you give me an example of a situation where you did feel welcome on campus,  

and one where you did not? 

6. How were your interactions with faculty in the classrooms?  

7. What about your interactions with other students?  

8. Before participating in the mentoring program, did you interact very much w/faculty 

outside of class? What was the nature of those interactions?  

9. Where do you hang out or socialize most often on campus? Why? 

10. Do you have many friends of the same race as you on campus, what about other  
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races? 

11. How about navigating the campus environment and services, how has that been for  

you?  

12. Do you feel confident in your ability to navigate advising and registration each  

quarter, why or why not? 

13. Have you ever applied for financial aid, what was that experience like for you?  

14. Before participating in the mentoring program, if you needed assistance with  

processes on campus like financial aid or registration, where did you go for 

 assistance?  

15. When you made contact at the services mentioned earlier, what was the experience 

like, was it positive or negative and why? 

16. Do you think it would make a difference if there were more staff and/ or faculty of  

color, why or why not? 

17. How long have you participated in the mentoring program? Why did you join? Are 

 many of your friends in the program? 

18. What type of relationship do you have with your mentor?  

19. Is your mentor a person of color, Faculty or Staff? Is this an important factor for you,  

why? 

20. How often do you interact with your mentor and where do you meet? 

21. Does your mentor assist you with advising and educational planning? What about  

Career  guidance? 

22. What about services on campus, what type of navigation assistance does you mentor  

provide? 

23. Without getting specific, what other types of activities or services does your mentor  

assist you with and how often? 
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24. Do you feel comfortable talking to your mentor about personal issues, why? 

25. What is the most useful aspect of participating in the mentoring program? Why? 

26. What part of participating in a mentoring program do you not like or find helpful,  

why? 

27. Is there anything else you would like to share about your experiences here on campus  

or about participating in the mentoring program that we did not cover? 

Thank you for taking the time to assist us with this study.  

Interview Questions – Mentors 

(Demographic Information collected: Name, contact email, pseudonym assigned) 

1. Why did you become a mentor? 

2. What type of interactions are typical with your mentee, and how often? 

3. Can you tell me how you start the mentoring relationship with a new mentee? 

4. Can you tell me what type of personal issues, in general terms, you have addressed  

with the  mentees you’ve worked with in the past and now? 

5. How long have you participated in this role, and how many student mentees are you  

working with? 

6. Do you provide career guidance as well as advising? Have you ever made reference  

connections for jobs? 

7. The three primary elements of mentoring are that of provideing support, challenging,  

and providing vision. Can you talk about how you have done these elements in your  

mentoring relationships? 

8. Do you see a benefit with your being the same or a different race than your mentee?  

Why or why not? 

9. What have you learned from your mentoring expereince, and how do you share your  

experiences and perceptions with the rest of the campus? 
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10. Do you have anything else you would like to share? 

Thank you for your time and participation in this study. 

Interview Questions – Program Administrators/Staff 

(Demographic Information collected: Name, contact email, pseudonym assigned) 

1. Please tell me how or why the mentoring program was created, and what your role  

was in  developing the program. 

2. How did you sell the program to the campus community? 

3. How did you recruit mentors and what was your target population for this role? 

4. How did you recruit student participants? 

5. What about funding resources, how was the program funded and what did the funding  

structure look like? 

6. Was this program initiative part of the operational plan or any other campus strategic 

 initiative? Can you share copies of related documents or other artifacts? 

7. How does the program fulfill the college’s mission? 

8. What division of the campus is responsible for the program? 

9. How many staff members are involved and what are their roles? 

10. How many students have you served to date and what is the rate of student success?  

11. Do you have any related documents or artifacts that were prepared to market or report  

on program progress? 

12. How did you grow support for the program and who were the key players/position  

that were instrumental? 

13. Whom else should I talk to about the program? 

Thank you for your time and participation in this study. 
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Appendix B 

Informed Consent Form 

 

OSU IRB Study # 5993 Expiration Date: 01/02/2019  

Informed Consent Form 

Project Title: Case Study: The Effectiveness of Mentoring for African American 

Male Community College Students  

Principal Investigator: Dr. Larry Roper, Vice Provost of Student Affairs  

Oregon State University  

Student Researcher: Valerie Robertson  

WHAT IS THE PURPOSE OF THIS STUDY?  

You are being invited to take part in a research study designed to explore how a 

mentoring program at a Pacific Northwest community college affects the persistence and 

success of African American male students. Community college practitioners can use the 

knowledge gained from this study as a best practice to influence the persistence and 

success of African American male community college students at the state as well as 

national level. This study is being done in partial fulfillment of the student researcher’s 

doctoral dissertation. We are studying this because African American male community 

college students face significant challenges in the higher education environment, 

including feelings of isolation and an unwelcoming campus environment. The ability of 

community college administrators to provide effective support services and activities 

aimed at retention, persistence, and completion can be better achieved through a better 

understanding of what this student population needs and experiences are. The purpose of 
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this study is to better understand how participating in a mentoring program can be used to 

influence the persistence and success of African American male community college 

students, and to educate and inform the campus community about the needs of these 

students for effective support services design.  

WHAT IS THE PURPOSE OF THIS FORM?  

This consent form gives you the information you will need to help you decide whether to 

be in the study or not. Please read the form carefully. You may ask any questions about 

the research, the possible risks and benefits, your rights as a volunteer, and anything else 

that is not clear. When all your questions have been answered, you can decide if you want 

to be in this study or not.  

WHY AM I BEING INVITED TO TAKE PART IN THIS STUDY?  

You are being invited to take part in this study because you are, or have in the past, 

actively participated in a mentoring program.  

WHAT WILL HAPPEN DURING THIS STUDY AND HOW LONG WILL IT 

TAKE?  

If you agree to take part in this study, your involvement will include one hour of contact 

time, consisting of a one-hour interview with the co-investigator. The topic of the 

interview will be your experience participating in the mentoring program.  

First contact  

The co-investigator, Valerie Robertson, will contact you to answer any questions about 

the research study. Contact may be by telephone or email. If you agree to participant in 

the study, a time and place that is convenient for you will be scheduled for the interview. 

The interview will include the co-investigator and you and will last no more than one 
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hour. The interview will be audio-recorded. If you do not wish to be audio-recorded, you 

will not be included in the study. Before the interview begins, you will need to sign and 

return the Informed Consent document to the co-investigator. When your signed copy is 

received, the co-investigator will sign the document and provide a copy for your records. 

The interview will last one-hour and will include open-ended questions about your 

experiences participating in the mentoring program.  

Second contact  

The co-investigator will email you a copy of the transcription of your interview (if you 

prefer, you may request to have a hard copy mailed instead). You will have two weeks to 

review the transcripts. You may make changes or deletions in the transcripts as you see 

fit. If you do not send a response within the two-week period, the co-investigator will 

assume you have no changes or deletions to make to the transcription.  

Third contact  

The co-investigator will send you a summary of the research findings as soon as it is 

available.  

WHAT ARE THE RISKS OF THIS STUDY?  

There is minimal risk to you if you participate in this study. The risk is a potential breach 

of privacy. To minimize this risk and ensure privacy, the co-investigator will assign 

pseudonyms for all participants in the study. A pseudonym will also be used for the name 

of your college and any staff or faculty members. Any information obtained in 

connection with this study that can be identified with you will be kept private and 

disclosed only with your permission or as required by law. 
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WHAT ARE THE BENEFITS OF THIS STUDY?  

We do not know if you will benefit from this study. You may benefit from reflecting on 

your own experience. However, we hope that, in the future, those responsible for 

planning and providing support services might benefit from an increased understanding 

of how mentoring affects certain student populations.  

WILL I BE PAID FOR PARTICIPATING?  

You will not be paid for participating in this research study.  

WHO WILL SEE THE INFORMATION I GIVE?  

The information you provide during this research study will be kept confidential to the 

extent permitted by law. To help protect your anonymity and confidentiality, you will be 

identified by an assigned pseudonym and your college, including staff and faculty, will 

be identified by a pseudonym. If the results of this project are published, your identity 

will not be made public. Research records will be stored securely and only researchers 

will have access to the records. Federal regulatory agencies and the Oregon State 

University Institutional Review Board (a committee that reviews and approves research 

studies) may inspect and copy records pertaining to this research. Some of these records 

could contain information that personally identifies you.  

DO I HAVE A CHOICE TO BE IN THE STUDY?  

If you decide to take part in the study, it should be because you really want to volunteer. 

You will not lose any benefits or rights you would normally have if you choose not to 

volunteer. Your participation in this study will not affect your relationship with the staff 

or mentors, or prevent you from participating in mentoring services. You can stop at any 

time during the study and still keep the benefits and rights you had before volunteering. 
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You will not be treated differently if you decide to stop taking part in the study. You are 

free to skip any interview questions that you would prefer not to answer. If you choose to 

withdraw from this project before it ends, the researchers may keep information collected 

about your experiences and this information may be included in the study reports with the 

same level of confidentiality as indicated before.  

WHAT IF I HAVE QUESTIONS?  

If you have any questions about this research project, please contact:  

Dr. Larry Roper at (541)737-2759 or email at larry.roper@oregonstate.edu or  

Valerie Robertson at (253)226-7981 or email at robertsv@onid.orst.edu  

If you have questions about your rights as a participant, please contact the Oregon State 

University Institutional Review Board (IRB) Office at (541)737-8008 or by email at IRB 

@oregonstate.edu.  

Your signature indicates this research study has been explained to you, that your 

questions have been answered, and you agree to take part in this study. You will receive a 

copy of this form.  

Participant’s Name (printed): 

_____________________________________________________ 

_____________________________ ________________________  

(Signature of Participant) (Date)  

_____________________________________________________  

(Signature of Co-Researcher) (Date) 
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Appendix C 

Coded Data

 

Initial coding for mentor interview questions 

  Code 

mex1 struggle in education 

mex1 Cultural affiliation 

mex1 Academic Needs 

mex1 Academic Needs 

mex1 struggle in education 

mex1 Campus Interest 

mex1 staff like population 

mex1 staff like population 

mex1 struggle in education 

mex1 struggle in education 

mex2 Male interaction 

mex2 Male interaction 

mex2 Make connections 

mex2 Alum 

mex2 Connection 

mex2 Personal Issues 

mex2 Guidance 

mex2 Academic Needs 

mex3 Make connections 

mex3 Connection 

mex3 Connection 

mex4 Personal Issues 

mex4 Peer Pressure 

mex4 Peer Pressure 

mex4 Male interaction 

mex4 Personal Issues 

mex4 Societal Pressures 

mex4 Societal Pressures 

mex4 Cultural affiliation 

mex4 same group comfort 

mex4 Academic Needs 

mex4 Academic Needs 

mex4 Academic Needs 

min5 Guidance 

min5 Guidance 

min5 Employment references 

min5 Program Future 

min5 Academic Needs 

min5 Make connections 

min5 Make connections 

min5 Make connections 

mm10 Program Ownership 

mm10 Program Ownership 

mm10 Program Ownership 

mm10 Program Ownership 

mm10 indicator of success 
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mm10 transferability 

mm10 transferability 

mm10 Program Ownership 

mm6 Make connections 

mm6 Make connections 

mm7 Guidance 

mm7 Tough Love 

mm7 Challenging 

mm7 Societal Pressures 

mm7 Goals 

mm7 Role Modeling 

mm7 Academic Needs 

mm7 Cultural affiliation 

mm7 Cultural affiliation 

mm7 Problem Solving 

mm7 Self Awareness 

mm7 Machismo 

mm7 Challenging 

mm7 Communication 

mm8 Centralized Location 

mm8 the same but different 

mm8 the same but different 

mm8 Cultural affiliation 

mm8 Cultural affiliation 

mm8 staff like population 

mm8 same group comfort 

mm8 same group comfort 

mm8 Cultural affiliation 

mm8 Instructor Investment 

mm8 Connection 

mm8 Cultural affiliation 

mm8 Cultural affiliation 

mm9 Change 

mm9 Change 

mm9 Oppression 

mm9 Oppression 

mm9 Oppression 

mm9 Role Modeling 

mm9 Oppression 

mm9 Assumptions 

mm9 Make connections 

mm9 Communication 

mm9 White Privilege 

mm9 White Privilege 

mm9 White Privilege 

mm9 Learning 

mm9 Cultural affiliation 

mm9 Cultural affiliation 

mm9 Program Future 

mm9 Program Future 

mm9 Program Future 

mm9 Program Future 

mm9 in group, out of group 

mm9 cliquish behavior 

mm9 cliquish behavior 

mm9 Instructor Investment 

mm9 Connection 

mm9 Connection 
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mm9 Resistance 

mm9 Campus Interest 

mm9 Campus Interest 

mm9 staff like population 

mm9 Program Ownership 

mm9 Program Ownership 

 

Initial coding for participant interview questions 

  Code 

pex1 Goals 

pex2 Racial Tension\Campus Environment 

pex4 race social construct 

pex4 race social construct 

pex4 race social construct 

pex4 Program Future\Stereotype Threat 

pex4 race social construct 

pex4 Program Future\Stereotype Threat 

pex4 race social construct\No choice 

pex4 Prepared Mentally 

pex4 Sacrifice 

pex6 Prepared Mentally 

pex6 race social construct\Community 

pex6 Positive Interactions\socializing 

pex6 Racial Tension\Campus Environment 

pex6 Cultural affiliation 

pex6 Cultural affiliation 

pex6 Self-worth\Vocal in class 

pex6 Racial Tension\Classroom Environment 

pex6 Racial Tension\Classroom Environment 

pex6 Racial Tension 

pex6 Racial Tension\Classroom Environment 

pex6 Racial Tension 

pex6 Racial Tension\Classroom Environment 

pex6 Racial Tension 

pex6 Racial Tension 

pex6 Racial Tension 

pex6 Racial Tension\Classroom Environment 

pex6 Academic Needs\Positive Support services 

pex7 Instructor Investment 

pex7 Self-worth\culturally irrelevant curr. 

pex7 Self-worth\growing pains 

pex7 Cultural affiliation 

pex7 Racial Tension\Campus Environment 

pex7 Racial Tension\Forced Graduation 

pin10 Academic Needs\Positive Support services 

pin10 Positive Interactions 

pin10 Positive Interactions 

pin10 Instructor Investment 

pin10 Connection\chilly climate 

pin10 Connection\chilly climate 

pin10 Positive Interactions 

pin10 Proactive 

pin10 Oppression\Double Standard 
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pin10 Oppression\Double Standard 

pin10 Proactive 

pin10 Belonging\Adaptability 

pin10 Academic Needs\Positive Support services 

pin10 program credibility 

pin10 program credibility 

pin10 Positive Interactions 

pin10 Positive Interactions 

pin10 Positive Interactions 

pin10 Instructor Investment 

pin10 Instructor Investment 

pin10 Instructor Investment 

pin10 Instructor Investment 

pin10 Self-worth 

pin10 Self-worth 

pin10 Self-worth 

pin10 Oppression\Double Standard 

pin11 Positive Interactions\socializing 

pin11 Self-worth\Lack of social group 

pin11 Proactive\Learning Disability 

pin11 Connection 

pin11 Positive Interactions\socializing 

pin12 Positive Interactions\Fellowship 

pin12 Peer Mentor 

pin12 Academic Needs\Positive Support services 

pin12 Academic Needs\Positive Support services 

pin12 Cultural affiliation 

pin12 Cultural affiliation 

pin12 Program Future 

pin12 Oppression 

pin12 Connection 

pin12 Cultural affiliation 

pin12 program credibility 

pin12 program credibility 

pin12 Positive Interactions\socializing 

pin12 lack of staff of color 

pin8 Instructor Investment 

pin8 Instructor Investment 

pin8 Instructor Investment 

pin9 Instructor Investment 

pin9 Self-worth\Vocal in class 

pin9 Instructor Investment 

pm13 Diversity on campus 

pm13 Change 

pm13 Belonging 

pm13 Belonging\new experiences 

pm13 Belonging 

pm13 in group, out of group 

pm13 Losing Interest in Program 

pm13 Belonging 

pm13 Positive Interactions\Fellowship 

pm13 Peer Mentor 

pm13 Peer Mentor 

pm13 Role Modeling 

pm13 Losing Interest in Program 

pm13 Losing Interest in Program\Inclusive 

pm13 in group, out of group 

pm13 Proactive 
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pm13 Student Leadership\perception 

pm13 Belonging\Adaptability 

pm13 Proactive\Learning Disability 

pm13 Achievement\Resourceful 

pm13 Belonging\Adaptability 

pm13 Student Leadership\perception 

pm13 Cultural affiliation 

pm13 Academic Needs 

pm13 Racial Tension\Campus Environment 

pm13 same group comfort 

pm13 same group comfort 

pm13 same group comfort 

pm13 Peer Mentor 

pm13 Peer Mentor 

pm13 Program Ownership\Dispararities in funding 

pm13 Peer Mentor 

pm13 same group comfort 

pm13 Program Future 

pm13 Learning 

pm14 Guidance 

pm14 Role Modeling 

pm14 Positive Interactions 

pm14 Inspiration 

pm14 Inspiration 

pm14 Instructor Investment 

pm14 Connection 

pm14 Inspiration 

pm14 Inspiration\Open mindedness 

pm14 Achievement 

pm14 staff like population 

pm14 staff like population 

pm14 staff like population 

pm14 Program Ownership 

pm14 Role Modeling 

pm14 Role Modeling 

pm14 Positive Interactions\Fellowship 

pm15 Role Modeling 

pm15 Role Modeling 

pm15 Inspiration 

pm15 Inspiration 

pm15 Positive Interactions\Admiration 

pm15 Positive Interactions\Admiration 

pm15 Academic Needs 

pm15 Positive Interactions 

pm16 Academic Needs\Positive Support services 

pm16 Guidance 

pm16 Guidance 

pm17 Connection\chilly climate 

pm17 Self-worth\Losing students 

pm17 Undecided 

pm17 Self-worth\Losing students 

pm17 Self-worth\Losing students 

pm17 Undecided 

pm17 Undecided 

pm17 Undecided 

pm17 Academic Needs 

pm17 Positive Interactions 

pm17 Positive Interactions 
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pm17 Role Modeling 

pm17 Academic Needs\Positive Support services 

pm17 Oppression\Double Standard 

pm17 Self-worth 

pm17 Self-worth 

pm17 Self-worth 

pm17 Program Ownership\Dispararities in funding 

pm17 Academic Needs\Positive Support services 

pm17 Program Future 

pm18 same group comfort 

pm18 Positive Interactions\Admiration 

pm18 Positive Interactions\Confidant 

pm18 Peer Mentor 

pm18 Peer Mentor 

pm18 Positive Interactions\Confidant 

pm18 Guidance 

pm18 Peer Mentor 

pm18 Peer Mentor 

pm18 Achievement 

pm18 Positive Interactions\Fellowship 

pm18 Positive Interactions 

pm18 Male interaction 

pm18 Self Awareness 

pm18 Difficult Topics\Courageous 

pm18 Difficult Topics\Courageous 

pm18 Program Future\Stereotype Threat 

pm18 Difficult Topics\Courageous 

pm18 Program Future\Stereotype Threat 

pm18 Program Future\Stereotype Threat 

pm18 Inspiration\Open mindedness 

pm18 Therapy 

pm18 Positive Interactions\Fellowship 

pm18 Therapy 

pm18 Difficult Topics 

pm18 Machismo 

pm18 Difficult Topics 

pm18 Difficult Topics 

pm18 Difficult Topics 

pm18 Belonging\Adaptability 

pm18 Self-worth\growing pains 

pm18 Racial Tension 

pm18 Personal Issues 

pm18 Cultural affiliation 

pm18 same group comfort 

pm18 Student Leadership\perception 

pm18 Difficult Topics 

pm18 Self-worth\growing pains 

pm18 Difficult Topics\Fear 

pm18 Cultural affiliation 

pm18 Cultural affiliation 

pm18 Program Future 

pm18 Program Future 

pm18 Program Ownership 

pm18 Cultural affiliation 

pm18 Program Future 

pm18 Self Awareness 

pm18 Societal Pressures 

pm18 Oppression 
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pm18 Personal Issues 

pm18 Positive Interactions\Fellowship 

pm18 Peer Mentor 

pm19 program credibility 

pm19 Self-worth\culturally irrelevant curr. 

pm19 program credibility 

pm19 Program Ownership 

pm19 Program Ownership 

pm19 Program Ownership 

pm19 Program Future\Co-ed Membership 

pm19 program credibility 

pm19 Program Future\Co-ed Membership 

pm19 Program Future\Stereotype Threat 

pm20 same group comfort 

pm20 same group comfort 

pm20 Student Leadership 

pm20 Student Leadership 

pm20 Program Ownership 

pm20 Academic Needs 

pm20 Tough Love 

pm20 Program Ownership\Dispararities in funding 
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