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Introduction
It is understood that African American males are losing momentum in higher education.  High numbers of those who manage to make it to the community colleges receive financial aid, need remediation and do not stay more than one semester.  Of the 1,195 community colleges in the United States, a small number have started programs to serve the needs of these students. The purpose of this paper is to understand those needs from multiple perspectives and to examine what some community colleges are doing to meet those needs.

The consensus among researchers regarding African American male engagement in education is that more research is warranted. Lower college enrollment numbers and poorer success rates for African American males represent a complex set of issues related to multiple factors but definitive cause has yet to be established.  Some factors found to be related are: gender issues, personal characteristics (self-efficacy, motivation and identity), the resources available in poorer, segregated schools attended by many African American males (academic preparation), expectations and biases of significant people in a student’s life (teachers, family members, peers and societal messages), lack of male role models (at home, in school and life), and low levels of engagement in educational activities. In general, the problems of retention and academic success in college begin before a student enters the college campus. Of those that do enroll in college, many are under prepared socially and academically for the rigors of college life and retention and engagement of young African American males has become a critical factor for institutions of higher education (Clayton, Hewitt, & Gaffney, 2004).  

Historical Enrollment Numbers by Race and Gender

From 1976 to 2005, enrollment in US higher education grew by 4,944,153 (46%) (see Table 1).  Of that growth, 33% was among White students, 27.5% was among Hispanic/Latino students, 21% was among African American students and 18.8% was among other minorities. 

Table 1:  30 Year Enrollments in Higher Education
	 
	1976
	% in 1976
	1986
	% in 1986
	1995
	% in 1995
	2005
	% in 2005
	Growth

1975-2005
	%

growth

	All Students 
	10,750,634
	 
	11,865,886
	 
	13,772,482
	 
	15,694,787
	 
	4,944,153
	 

	All Black
	1,032,367
	9.6%
	1,057,909
	8.9%
	1,443,573
	10.5%
	2,072,809
	13.2%
	1,040,442
	21.0%

	All Hispanic
	383,403
	3.6%
	598,176
	5.0%
	1,043,372
	7.6%
	1,743,746
	11.1%
	1,360,343
	27.5%

	All Other
	318163
	3.0%
	558681
	4.7%
	939378
	6.8%
	1245828
	7.9%
	927,665
	18.8%

	All White
	9,016,701
	83.9%
	9,651,120
	81.3%
	10,346,159
	75.1%
	10,632,404
	67.7%
	1,615,703
	32.7%


(Source: Southern Regional Education Board)
Over that same period, female enrollment outpaced male enrollment, especially among minorities. In 1976, African American males represented 45% of African American students in higher education.  By 2005, African American males represented 35% of African American students in higher education (the lowest of all racial groups). Over that same period, White males dropped from 53% to 43% and Hispanic/Latino males dropped from 55% to 41%. The divide between males and females was greatest in African American students (see Table 2). 
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African American Males Enrolling in Community Colleges

According to the American Association of Community Colleges, approximately half of the undergraduate students in higher education in the Fall 2005 attended community colleges. Of all African American undergraduates in the US, 47% were enrolled in community colleges as compared to 57% of Native American undergraduates, and 55% of Hispanic undergraduates. Community colleges are diverse institutions with 59% of current students being women, 34% minority, and 39% first generation students. These diversity trends have increased since the mid 1980s. (CC Stats, http://www2.aacc.nche.edu). Community colleges also have “open-door” policies, accepting any student who wants to attend college. With no minimum SAT scores required for admittance, community college students often need remediation and academic assistance to succeed in college.  

Community college students’ characteristics are different from those of students attending four year institutions.  The National Center for Educational Statistics (NCES) (1996) found that the following characteristics of students attending community colleges make them more at risk for poor academic performance: financial independence (these students are on their own and have few resources beyond their own income), working at least part-time, delayed entry into college after high school (older age at onset), having dependents at home, being single parents, having no high school diploma, coming from lower income families of origin and being first generation college students (Pope 2006; Coley 2000). It was found that 24% of community college students had four or more of these risk factors compared to 4% of students in four-year institutions (Pope, 2006). 

Identity and Self-efficacy

The application of developmental theories and lack of male engagement is an area that may provide insight into early life experiences of African American males.  The developmental process involves the observation of adults, family members, and peers. According to Erickson (1980), individuals learn from others and from their own personal experiences. As the self develops a person negotiates how he/she is perceived by others and learns to respond to experiences and situations. Psychologically healthy development usually leads to a positive self-concept and the ability to cope with difficult situations.  However, negative experiences can interrupt growth and development and have negative impacts on a sense of “self”. Researchers suggest that some of the stages where trust and identity are developed for African American males are ripe for examination (Howard-Hamilton, 1997).

Belief in one’s ability to succeed (perceived self-efficacy) affects behavior and the expectations that students have of their own abilities.  People with high levels of self-confidence expect that they will sometimes fail but will reason that they didn’t work hard enough on a task and so therefore failed. On the other hand, people who expect to fail due to a perceived lack of ability will attribute failure to lack of ability and will avoid tackling the task again.  African American males who have internalized doubts about their own abilities may exhibit this type of behavior, expectancy to fail and self-doubt about their own abilities (Moore, 2001).  The response to failure can also reflect a combination of perceived lack of confidence from teachers, family and peers (Ferguson, 2005). 

Financial Issues

Income level adds to a complex set of variables that affect African American students.

Low income students are more likely to earn an alternative credential (e.g. GED) and to have delayed entry to college when compared to more affluent students (King, 2002).  Low income students are also more likely to have a less rigorous curriculum in high school, a variable found to be a highly influencing factor in college success (Adelman, 1999).  Thus income level becomes an accurate indicator of success in education. According to Postsecondary Education Opportunity (2005), a monthly newsletter authored by Tom Mortenson which analyzes opportunities for  postsecondary education , over the past twenty years the baccalaureate degree completion rate has increased for students born into families from the highest quartile of family income (>$95,000), but for those from families in the lowest quartile (<$35,901), bachelor’s degree completion rates have declined.  In 2003, the high school graduation rate for dependent 18-24 olds was 91.6% for students from families in the highest quartile and the college continuation rate was 87.6%.  By contrast, dependent 18-24 old students in the lowest family income quartile had a high school graduation rate of only 70.2% and a college continuation rate of 59.1%. An estimated bachelor’s degree completion rate or the product of the high school graduation rate times the college continuation rate for those who graduated high school times the estimated bachelor’s degree completion rate for those who start college is the estimated bachelor’s degree completion rate by age 24.  Looked at another way, this is the share of the population at age 24 that will have attained a bachelor’s degree.   Of course, the estimated bachelor’s degree completion rates by age 24 shows great disparity in the income quartiles examined.  In 2003, the estimated bachelors’ degree completion rate for dependent college students in the highest family income quartile was 93.3% and for the bottom family income quartile the estimated bachelor’s degree completion rate was 20.6%.  Moreover, in 2003, the median family income for Whites was $62,900, for Hispanics, $36,400 and for African Americans, $36,700.  Forty-eight percent of low income students are ethnic minorities, who tend to begin college later in life and to be independent students with dependent children (King, 2002).

School Environment

Explanations of the achievement gap relating to school environments have focused on four issues: school curriculum, biases and expectations, support and attitudes, stereotype threat.  Curriculum issues concern the curriculum offerings in a particular school and are often correlated with the resources of the school setting. Elementary schools, especially those in lower income or rural areas are subject to parental and community neglect and are often under funded.  Young African American males in these settings may experience disengagement and limited achievement.  Attending middle and high schools that lack resources increases the likelihood that African American males do not have access to a rigorous curriculum and have difficulty competing with students from adequately funded schools (Davis, 2005).  Rivkin (2000) argues that organizational factors contribute to academic attainment and that less segregated school systems produce better outcomes for students who are typically marginalized in segregated, minority schools.  Roscigno (1998) claims Black-White educational gaps are strongly associated with the disproportionate lower socioeconomic status among African American students.  Lower socio-economic status can reflect a lack of resources and parental support. Of concern to higher education is the link to college access associated with the course offerings in a particular school.  In addition, the lack of parental and community support could mean that students are not aware of college opportunities or the courses needed to prepare them for higher education (Perna & Titus, 2005).  

Teacher’s biases and perceptions shape the “achievement climate” in schools and impact student engagement. Ferguson (2005) conceptualizes several types of racial bias in teacher’s perceptions and expectations that impact students’ performance. “Race neutral” bias is determined based on a teacher’s perceptions of students’ performance and measures the impact of race as a contributor to the teacher’s perceptions and expectations. “Conditional race neutral” bias is based on observable and measurable predictors of performance, and this measure of bias provides some understanding about decisions of track placement or ability grouping in school environments and a racial bias in those decisions.  It is suggested that teachers often underestimate a person’s full potential if the student is African American. Only 41% of African American males graduate from high school as compared to 70% of non-Hispanic White students (Schott Foundation, 2004). Black students comprise 17% of public education yet make up 41% of special education placement (85% of those are boys) (Schott Foundation, 2006).  It is postulated that if a teacher’s expectations of students are biased and if students perceive those biases, then student behavior and performance become “self-fulfilling” prophecies (Ferguson, 2005). 

As students approach adolescence, various developmental stages are anticipated.  Perceived negative teacher perceptions lead to “bravado attitudes” or behavioral adaptations that are often negatively perceived by observers. A cycle begins where adolescents respond to adults with what is perceived as a negative attitude and thus reinforces teacher’s negative perceptions. Unfortunately, for African American males’ developmental growth could be halted or slowed and negatively impact performance and engagement without some intervention from the school or community.  Specifically, teachers and other adults should be trained to recognize coping behaviors while at the same time help mold the students’ behavior to a socially acceptable response (Swanson, Cunningham, & Spencer, 2005).

Steele and Aronson (1995) argue that academic achievement has less to do with ability than it does with the threat of negative stereotyping concerning a group’s capacity to achieve. Negative perceptions can impact achievement and the growth and development of the individual.  Links have been found to the “threat” that students perceive because of racial stereotyping and their identification with academic success (Steele & Aronson, 1995).  As students “dis-identify” with successful behaviors, they experience lower performance and loss of motivation. African American male students who perceive that little is expected of them in the classroom engage in “stereotype threat” a situation where behavior supports a negative stereotype (Steele & Aronson, 1995).   

Gender Issues

Gender is another area of research that offers a partial explanation of male disengagement in school. Issues surrounding males in higher education and their lack of engagement in education suggest that social and psychological factors work in conjunction with each other to impede the educational attainment of men.  For example, the media frequently suggests that males should be athletes or musicians which may lead boys to adopt the attitude that school is not important (King, 2006).  Young African American males are often portrayed in the media in a negative light, associated with violence, incarceration, or displaying threatening behavior (Davis, 2005; Gordon, Gordon & Nembhard, 1994). Approximately 40% of children in America lack male role models in the home but African Americans are more likely than other groups to grow up without a father in the home (King, 2002). In addition, the school setting lacks male role models, especially teachers, which may lead to frustrations among males in school (King, 2006). African American males are also more likely to be expelled, suspended or placed into special education programs (Davis, 2005). Being male and African American increases the odds that students will be negatively impacted by these factors (Ferguson, 2005).  African American females on the other hand are outperforming their male peers.  Males neither persist nor attain credentials at the same rate as females.  Between 1977 and 1997, the increase in credentials received by African American females was two-four times greater than the increase in African American males receiving credentials (Data Notes, Jan/Feb 2008). 

Academic Readiness

Educating students who have not been successful academically and are placed into developmental (remedial) coursework is a challenge in the community college setting. According to one national study of Achieving the Dream1 colleges, 62% of full-time students in community colleges need developmental math, 34% need developmental English and 35% need developmental reading (Data Notes, 2007). Within that same cohort, 72% of African American students were referred to at least one developmental course (Data Notes, 2008).  Boylan and colleagues (2005) suggest that remedial coursework is an area where community colleges can help students achieve academic success. To accommodate these students, colleges must address the challenges facing students, both the course content-related challenges and the support-related  
challenges. While the need to take remedial courses is widespread among undergraduates, students with weak academic skills are less likely to take them than students with strong high school academic backgrounds (Attewell, Lavin, Thurston & Levey, 2006).

The Challenge of Retaining Students

Tinto (1993) states that students come to college with social characteristics (family background, socio-economic status, parental educational level) and individual characteristics (age, gender, race, academic ability and previous school experiences) which predict level of commitment upon entry. In order to retain students, they must be integrated into the academic and cultural environment of the college (Tinto, 1993). It has been found that African American male students are less academically and socially integrated in two-year colleges during their first year as compared to four-year colleges. Because African American males typically do not become involved in campus activities to a great extent, two-year colleges are seeking to develop interventions to promote integration among African American male students (Flowers, 2006). One study found that external relationships with faculty were stronger predictors of learning than student background characteristics for all groups, but the effect was strongest for students of color (Lundberg and Schreiner 2004). Retention strategies for African American males should involve an institutional commitment to educating, supporting and affirming students as early as possible and with deliberate programs in place (Tinto, 1987).  Recognizing that African American males in two-year institutions are less integrated and less likely than other race and gender groups to persist in higher education, comprehensive support programs (mentoring and tutoring) are emerging on community college campuses. 

Mentoring Programs

For years, community colleges have offered various programs and services to meet the educational needs of students.  Programs such as remedial coursework, academic learning centers, functional labs (math lab, writing center, etc.) and a host of student services programs have been available to students.  But recently, colleges are looking at programs specifically designed to help minority males address academic, social and behavioral issues on their campuses.

Mentors serve as guide, facilitator, role model or teacher to impart information and skills to mentees (Sutton, 2006). Mentors help mentees control negative or aversive behavior, develop a more positive view of their institutions and exert control over their social environments or destinies.  Mentors can be effective by sharing their own struggles in overcoming adversity and by being models of strength and support for the mentee (LaVant, Anderson, & Tiggs, 1997).

Students as mentors can be effective in increasing the visibility of minorities and teaching them the realities of political, social and economic life thus preparing them for future leadership roles.  Students also acquire leadership skills and can become empowered.  Minorities should also be perceived as role models – which are lacking in the early experiences of some minority males (Palmer and Gasman, 2008).  LaVant et. al., (1997), claims that African American male students’ accessibility to mentors and role models is related to academic success.  The ultimate mentoring relationship is one where the mentee reciprocates the process through development and nurturing (LaVant et. al., 1997). College stress can be minimized for African American students by utilizing peer-to-peer student mentoring programs (Love, 2008).  The programs can help students receive support and establish a sense of belonging to a social network.  Individuals without secure attachments often hold negative views of themselves and others.  African American students may lack the parental attachments which can manifest as lack of self esteem and confidence.  Love (2008) asserts that, parental care, specifically warmth and support from fathers is related to a stronger sense of “self” and self confidence.  Students without strong parental attachments can benefit from the mentoring relationship (Love, 2008). 

Methodology

The methodology for this study was qualitative consisting of structured group interviews and structured interviews with directors or managers of programs. Researchers wanted to understand the needs of African American males from multiple sources: the research literature, from talking with African American males themselves and from programs serving those students.

Structured Group Interviews

After a review of the literature, group interview questions were drafted in regard to participants’ previous K-12 experiences, family upbringing, life-changing experiences, programs utilized while at the community college or university, important mentors, supportive people and their perceptions of gender issues in education (for a complete list, see appendix A). In an attempt to understand the need for programs at the community college level, researchers were interested in hearing the perceptions of post-experience participants (after exiting the college) and of pre-experience participants (new, first year students.)  A group of 10 African American males working or in school in the Charlotte area was invited to participate in a structured group interview. These participants had completed the community college experience and had moved on to work or continued education.  Researchers also completed a structured group interview with eight African American male students who were first year students at Central Piedmont Community College, the majority of whom were taking remedial courses. These students were referred by counselors in the academic advising area. Results of the group interviews led to the formation of questions for the key directors and managers interviews.

Structured Interviews

During October and November 2007, research staff at Central Piedmont Community College created a master list of programs serving minority males in America’s community colleges.  An original list of 48 colleges was received from the American Association of Community Colleges and eight additional colleges were added based on internet research. Of the combined list of 56, five colleges did not actually have programs and were removed. Of the remaining 51 programs, 43 (84%) were contacted via telephone or email. A second contact was made with 26 (51%) of colleges. Two programs (3.9%) declined interviews and 21 did not respond to multiple contacts. All remaining programs agreed to be interviewed on the day of contact or at a future date. By the final draft of this paper, interviews had been completed with directors/key personnel for 20 colleges (39.2 %.)  The interviews (lasting from 1.5 to 3 hours) were recorded, transcribed and entered into an HTML version of the interview questions to create a complete database of responses. 

Results

Structured Group Interview Results

The two groups interviewed resulted in the following observations. The major issues the post-community college experience group imparted to the researchers were: 1) As young children, there was little/no expectation of their performance. Their teachers, parents and peers held them to a lower standard than their White counterparts. 2) They were all exposed to a “different world experience” at a critical time in their lives that made them realize there was more to the world than their family/neighborhood.  Some of those “different world” experiences were summer camps, programs where they visited major cities/businesses, the military or a move from one family member to another (e.g. living with an aunt). 3) They had all felt some sense of betrayal in leaving their world behind and succeeding in higher education.  Some of their family and friends accused them of being “too good” for the neighborhood. 4) They had made conscious decisions to sever ties with everything they had known and developed their own peer group of supportive friends and faculty at their colleges/universities. The majority perceived they were all alone in this endeavor. These participants were able to articulate the need for the following programs to help students such as themselves: peer-oriented program, engagement activities to ground them in the institution, ways to help them stay focused on their studies and their future (not be distracted) and study skills help (tutoring, etc.)  

The major issues the pre-experience group (first year students) imparted to the researchers were: 1) They had been told the only way out of the neighborhood was a sports scholarship. All were taking developmental courses and still holding hopes of playing various sports for universities and going on to professional sports. Their parents and teachers never told them there were other routes to college. 2) They were having trouble with distractions (especially girls). 3) All had experienced major difficulties in K-12. Many mentioned difficulties beginning in late elementary or middle school. 4) They didn’t perceive anything the college could do to help students like them. 5) They perceived themselves to be alone at the college and seemed to feel that was a good thing – an issue of accomplishing things independently without help. None of them mentioned support types of groups but one participant commented that he really related to the experiences of the others in the group and could they get back together again and talk some more.  

The two structured group interviews resulted in similar content by very different perspectives on the needs of African American male students at community colleges. While their childhood experiences were not dissimilar, students interviewed after-the-fact were better able to articulate turning points in their lives, what they needed as community college students and how they could have been helped by college programs or staff. Those interviewed at the beginning of their community college experience were unable to articulate that they had needs that might keep them from being successful or what the college could do to help them.  The experience seemed so new that they perceived an element of success in just being there.  Had programs been offered to this group, it is unclear if they would have elected to participate.

Individual Interviews

Researchers completed interviews with 20 colleges that offered programs serving minority males in nine states.  Colleges interviewed were Landmark College (VT), Forsyth Technical Community College (NC), Bronx Community College (NY), Johnston Community College (NC), Community College of Baltimore County (MD), Eugenio Maria de Hostos Community College (NY), Edgecombe Community College (NC), Cedar Valley College (TX), Richland College (Dallas County CC District, TX), Northeast Lakeview College (Alamo CC District, TX), Cabrillo College (CA), Norfolk State University (VA), Dallas Community College District (TX), Mitchell Community College (NC) and AAMEND-African American Male  Education Network & Development (CA), Piedmont Community College (NC), Hillsborough Community College (FL), Nash Community College (NC), Delaware Technical College (DE) and Halifax Community College (NC) . The types of institutions interviewed were two year public community colleges (n=16), four year public colleges or universities (n=1) and other types of institutions (n=3, programs coordinated at system/district offices or private organizations serving community colleges.)
Of the 20 institutions completing interviews, fall headcount enrollment ranged from 460 to 21,293. .  Minorities represented a range of 5-95% of total enrollment.  Programs served a range of 8 to 460 minority students with the majority serving less than 75. For a complete list of college enrollments, numbers served and major program components, see Appendix C. For a synopsis by program of interview questions, see Appendix D.
Researchers found that community colleges were responding to minority males in a variety of ways.   Some programs adhered to student services models, some had programs that were strictly curriculum based such as a males-only student success or student development course, while others used a combination of student services and curriculum components.  The developments of minority male mentoring programs were one response to recruitment, retention and graduation of minority males. But other community colleges used mentoring as one of the components in their student intervention and combined the mentoring component with faculty development, curriculum courses or workshops and other social activities.  Below is a sample of highlighted programs.
CUNY Hostos Community College, Bronx, New York

Hostos participates in the Black Male Initiative, a new City University of New York (CUNY) wide initiative intended to increase, encourage, and support the inclusion and educational success of under-represented groups in higher education, in particular black males. There are two mentoring programs on the Hostos campus--the Brothers of a New Direction (BOND) mentoring program and the Associate’s Study Accelerated Program (ASAP) designed to help students obtain an associate’s degree within three years.  BOND links college, middle school, and high school male students together to meet for weekly group mentoring sessions and to discuss issues pertaining specifically to men in education. It has about thirty-five participants and has been in place for about two years.  Last year (2006), students created photo essays based on their communities.  This year (2007-2008), students will complete a community service project.  The program is popular especially among middle school and high school students.  Getting the college students to participate is more of a challenge because the meetings are on a Friday afternoon.  A lot of the college students are part-time students with full-time jobs so they juggle a lot of responsibilities.  However, those students who have been involved are very committed to the program.  

As part of BOND, Hostos developed and implemented a young men’s leadership workshop in which sixteen 9th and 10th grade students from participating high schools met weekly to partake in conversations and activities designed to develop critical thinking skills. Students participated in asset-building activities, career and college exploration, resume writing and interviewing activities, and produced a video entitled, “High School Diaries.” The video addressed concerns middle school students would have about high school.   
Hostos hired a part-time counselor (with past experience at facilitating the young men’s leadership workshop in which he worked with fifteen, 9th and 10th grade students). He is working with thirty male students who are in the ASAP program (Associate’s Study Accelerated Program) at Hostos.  The ASAP is a CUNY-wide initiative for the community colleges, involving a one-time CUNY-wide cohort of  1,000 students designed to help students get an associate’s degree within three years.  There is also an advisor working with the male students that are participating in ASAP at Hostos, providing academic advisement and counseling and working on the issues surrounding male achievement in higher education.  

Though targeted towards African American males and other underrepresented groups, these projects do not discriminate based on race or gender and will serve as models for improving educational outcomes of all students. All programs and activities of the Black Male Initiative are open to all academically eligible students, faculty and staff, without regard to race, gender, national origin or other characteristic. 

There is also a women’s mentoring group (originally named FOND – Females on a New Direction, and then renamed HOPE – Helping Other People Everywhere.) Patterned after BOND, FOND/HOPE brings together female middle school, high school, and college students for a structured group mentoring program. 
Greatest successes:  The first great success at Hostos was developing the BOND mentoring program from the ground up, and developing a curriculum that links the facilitators to the students, promoting supportive relationships that extend far beyond the hours of the program. In terms of numbers, of the original participants, all of the high school students have graduated and enrolled in four- year colleges and all of the college students have either graduated or persisted at Hostos.  Meanwhile, all of the middle school students have successfully completed their year and moved on to the higher grade. The ASAP began its one-time cohort in Fall of 2007. The program is in its second semester.  The ASAP cohort will be followed for 3 years and at the end of that time a decision will be made concerning its continuance. Here is the final report covering January 01, 2006-December 31, 2006:
College Cohort:

· Sixteen students completed mentor training in the spring and fall semesters

· Average GPA rose from 2.97 in the fall semester to 3.04 in the spring semester

· Every student successfully completed the spring semester 

· Six students participated in the Honors Institute or took summer classes

· Every student met with an academic advisor at least once

· Every student (except those who graduated) returned to Hostos Community College in the fall semester – a 100% persistence rate as compared to the Hostos Community College average of 60.4%

· Two students joined four faculty members in attending the Sixth Annual Meeting of the CHAS Working Group on the Retention, Success and Satisfaction of African American and Latino Male Students at Williams College. At the conference, students discussed their work with the mentoring program with students and faculty from Bard, Vassar, Wesleyan, Williams, and numerous other liberal arts colleges.

High School Cohort (Mentoring Program):

· Nine students completed mentor training of the twelve initially recruited

· Three students participated in the Bronx Civic Scholars Institute, a College Now summer program

· Every student has met with Program Coordinator to discuss college plans and has completed the college application process

High School Cohort (Young Men’s Leadership Institute):

Spring 2006 Cohort 

· Sixteen students completed the program and earned twenty-four hours of community service credit 

· Each student prepared and delivered a one-minute speech in which they reflected on the program

· Students conceptualized and produced a video entitled “High School Diaries”

· Five students registered for the workshop again in fall 2006, one student successfully completed a college credit College Now course, and one student successfully completed a College Now/ Princeton Review PSAT course.

Fall 2006 Cohort

· Sixteen students began the workshop in mid-November and have begun to use photography to document their communities. 

Mitchell Community College, Statesville, N.C.

The 3MI program is a grant-funded program that was initially funded by the North Carolina Governors Crime Commission, administered through the North Carolina College System for the first two years of the project from 2003-2005 and sustained with the support of the MCC Endowment, local grant funding, and Mitchell Community College faculty, staff and the Iredell County community.  The project provides one-on-one and group mentoring for participants.

The 3MI (Minority Male Mentoring Initiative) currently serves 10 students. The goals and objectives are modified every year. This year (2007-2008), the focus is on leadership skills.  The program wants students to become engaged and use their leadership skills locally, in Iredell County, and at the college.  It also seeks to have the students become aware of statewide events that can impact them or with which they can become involved.  Finally, they are expected to increase awareness of world issues, i.e., global warming, international concerns, international rights of people.

The program offers students leadership opportunities on campus and across the state, such as attending the North Carolina Council for Black American Affairs (NCCBA) and an annual North Carolina Community College System Minority Male Mentoring Conference.  The program also aims to make them aware of contacts on campus who can advocate for them, such as financial aid counselors, and math and English department personnel,  
Greatest Successes: Some of the greatest successes are the establishment of long term relationships with several students and helping them achieve their goals, such as transferring to Winston-Salem State University.  One dramatic success story concerns a young man, formerly incarcerated, who went through the 3MI program and is now helping others.  He established his own company and worked on campus for a while.  His story has been highlighted in the newspaper as evidence that the program works. 

· Since its inception, forty-four mentees have enrolled in the program.

· The program has an average of eleven active participants per semester.

· Each participant that has entered the program has remained in school to date.

· Many of the mentees were able to obtain employment on campus or through the Job Placement/Co-op Office because of the program.

· The Project has obtained additional funding through one of the endowment programs sponsored through the college.

Cabrillo College, Watsonville, California

Housed in the Watsonville Center location, the Digital Bridge Academy (DBA) minority program currently serves nearly sixty students and has been in place for five years. The mission is to give under-prepared students who do not see themselves as college-bound a chance to: reclaim a positive experience of learning in an academic environment, succeed in higher education, and work effectively in knowledge-based careers. Plato’s vision of educational institutions as places for people to learn to think and self-actualize is an inspiration of the DBA program.  It is designed to serve a specific population of students: those who are considered at risk or ultra at-risk and includes those who come from groups under-represented on college campuses, from low-income families, those who are the first in their family to attend college, who speak English as a second language, or who have attempted college before -but not been successful.  Ultra at-risk students can be defined simply as those whose lives are not considered sheltered, protected or innocent. The student demographics in the Watsonville DBA are:  91% Latino and other minorities, ages 17 to 55, but primarily young adults, 70% ESL backgrounds,63% from migrant worker families, 65% are the first in their family to attend college, 9th grade to college levels in Reading (1 or more levels below 4 year college transfer level in English or Math).  

The overall structure enables students who are under-prepared, underserved,  from poverty, and with multiple risk factors to experience the Academy’s  educational curriculum, which is delivered through the Foundation Course and Bridge Semester, and  then integrate themselves into traditional community college courses before moving on to four-year  universities and/or knowledge-based careers.  The goal of the DBA program is for students to leave the Foundation Course motivated and ready to learn. An additional goal is to create a 24/7 support environment that ameliorates the centrifugal force of distractions in students’ complex lives through deep bonds of community created within their cohort and within the program. Second semester students mentor new students but the DBA creates a bonded cohort in which students help each other. This aspect of the Foundation Course develops and enhances an underutilized support resource for the students themselves and their community.    After successful completion of the Foundation Course, students move into the Bridge Semester that prepares them for individual immersion into the community college’s traditional courses and programming. Students continue to do much of their work as a cohort in self-managing work teams.  The DBA offers students an experiential educational program and gives them the academic and behavioral tools needed to move forward into technological and other majors, and associated professional fields.  The Bridge Semester builds upon the self-awareness, self-esteem, communication lessons learned in the Foundation Course, and begins to teach students in subjects that continually move them towards traditional community college courses and a degree. All DBA courses earn credit towards the student’s AA degree.    
Greatest Successes: Initial expectations anticipated a high attrition rate with DBA students; however, an external program evaluation found that on average, 75% completed the accelerated Bridge Semester successfully with a grade of C or better.  In addition, this 75% completed the semester with 12+ units (full-time). In a report from the DBA’s National Science Foundation-funded evaluator, Norena Badway, it was found that among DBA students who had taken some college courses before entering the Academy, the mean grade point average improved from 1.61 prior to the Academy experience to 3.02 after, retention (units completed) improvement per semester improved from 5.8 prior to the Academy experience to 10.2 after, and progress/self-efficacy (letter grade) improvement from 2.8 prior to the Academy experience to 8.1 after. Here, ‘before’ refers to semesters prior to the Academy, and ‘after’ to semesters following the DBA Bridge Semester.  In all cohorts, between 63% and 92% of the students completed a full-time (12-unit) course load of Associate Degree level courses. This can be compared to the completion rates of the 1,200 students at Cabrillo College with the same level of under-preparedness who attempt a full-time load each semester. Between 32% and 42% of non-

DBA Cabrillo College students with similar levels of under-preparedness who attempt a full-time load successfully complete it by the end of the semester.  Yet the DBA student cohorts are comprised of students with a higher risk level.

Results of Interviews with Program Staff from Colleges
Interviewees were asked if mentoring was really the most important piece of what they are doing.  Most of the respondents agreed that mentoring was the most important piece of what they were trying to accomplish especially if that was the component that the program centered on.  The mentoring programs seemed to provide the support system that some of these students lacked in their social backgrounds.  It appeared that for many of them the support was not there or was not effective in their academic backgrounds.  The programs were an attempt to remedy some of the weaknesses in social, political, educational, and economic structures inherent in the students’ backgrounds.  From a societal standpoint, such programs can be viewed as a means of addressing the under-representation of minority males in higher education and of moving higher education closer to their proportionate recruitment, retention, and graduation. 

Goal Realization

Program directors were asked to describe the goals and objectives of their programs. Many of the programs focused on self-selected student goals, whatever those goals were.  While ideally many respondents would liked to have seen a student graduate and transfer to a four-year institution, program directors respected and were responsive to the student’s own understanding of his objectives. If his goal was to obtain a degree and employment, the objective of the program was to help him reach that end. Other programs were more prescriptive. For example, they were designed specifically to prepare students to transfer to 4 year institutions.  
Goal:  Student Engagement and Integration

In order to help students reach their goals, the programs spent time helping the student become integrated into the academic culture and engaged in their studies.  By applying the ideas of Tinto (1987) program directors acknowledged a link between academic integration and academic performance.   Learning to identify themselves with the program and viewing the program as a resource was a way that programs helped students become integrated.  One program director involved his students in the recruitment process by having students staff the front desk, prepare slides and respond to emails. He felt that once students felt part of the process they were more likely to be retained.  Most respondents agreed that students had to attend class, earn good grades, work hard and become engaged in their studies.  However, one director argued that African American men were ‘turned off’ by clubs often because the complexity of their lives was incongruent with student life activities.  Many of these students were working full-time, attending classes full-time, had family obligations and just did not have the time to dedicate to social activities.  Many respondents acknowledged that programs did create scheduling difficulties and had found students were often hard to reach because of their busy lives.  

In addition, students often had difficulty focusing on their studies.  The lack of focus may be perceived or misdiagnosed as Attention Deficit Disorder. One director said:
“I think it’s the lifestyle that we live where they’re text messaging and getting messages all the time.  They’re watching TV and TV is really designed where there’s quick messaging.  They’re trying to keep the students switching from one thing to the next and it’s very well designed that way, Sesame Street for example. It creates attention span issues.  So there’s [Sic.] a number of attention issues that when students come in here they’re not able to focus well.  And so we do a lot of focusing exercises with the student to help reprogram the brain.”
Goal: Self-efficacy

Because of difficult social backgrounds, many program students never developed a variety of personal habits and social skills helpful to progressing academically. Therefore, several programs reviewed here had aspects that directly addressed the social deficit problem to help students overcome the academic and social hurdles impeding progress toward their goals.  
These programs acknowledged the importance of smaller successes such as getting students to attend class, improve grade performance, become involved in campus activities, and develop leadership skills. Success in accomplishing these small steps often helped students develop self-confidence and instilled in them a sense that they could do college level work and succeed academically.  Directors emphasized that although their programs were resources that the students could utilize, the students were made to understand that they were responsible for working hard and doing what was necessary to achieve their goals.  Above all, students had to believe in their abilities and take responsibility for the part they played in their progress. About half of the respondents contended that the greatest success for them occurred when the student acquired a sense of responsibility to give back to other students and became a mentor instead of the one being mentored.  One director explained, “the successful student says I am ready to mentor another student, ready to give back, goes from needing a resource to being a resource”.

Barriers to Success

Directors were asked to identify the greatest academic barriers to minority male success.  
Most respondents agreed that the students they served did not have the confidence in their ability to succeed in college and consequently expected failure.  A portion of program time therefore was set aside for helping such students in recognizing and realizing their academic potential.  As one director explained, the students’ lack of confidence was aggravated by the complexity of their lives:

“They've been identified with the negative aspects of themselves and can't embrace the concept of getting a degree.  They also have life concerns, challenges and responsibilities that are so great.  Many of them are fathers, work full-time, have spouses, boyfriends, they're caretakers for aging parents, or may have a criminal or substance abuse history.  Among our most challenging students, the issues are so much more complex.  Focusing on studies, knowing how to study, or that their financial needs are so great that they have to work, often creates challenges to academic success”.

The students in these programs also tended to be academically at-risk, often because of special challenges to academic success not typically faced by the majority of students at their institutions. These included low-income origins, being the first in their family to attend college, speaking English as a second language and returning to college after unsuccessful first attempts. One director talked about her experience with students who tried four year college study unsuccessfully before returning to a community college to start over.  She explained that before program students can progress, staff needs to help students to understand and surmount the causes of earlier unsuccessful experiences:

“Students that have attempted to go to a four year college, but they didn’t have a good foundation to be successful at the four year college, so they found themselves coming back to the two year, where we are teaching them this is the foundation that you didn’t get.  We’re going to give these skills to you now, skills like time management, good study habits, effective communication, and the importance of going to class.  I think that they did not get that support system that they needed in order to be successful academically and in higher education.  So we’re just unwrapping this again and teaching them and giving them the nurturing that they need in order to be successful.  But we’re also giving them responsibility.”
Lack of Academic Preparation

Most of the respondents indicated that many program students needed some form of remediation in order to advance to college level work in English, math or in some cases both.  Some pointed out however, that remediation need depended on the age of the student, the student’s K-12 experience and academic performance.  Programs needed to be careful not to automatically place all minority male students in the remediation category, but to assess basic college skills level on an individual basis. While the lack of academic preparation for some of these students made it difficult for them to succeed in college, community colleges were responding with remediation courses to help bring these students to a point where they could succeed in college level work. Successful remediation often proved difficult.  For example, one respondent captured the difficulty of what he called ‘doubling back’; “Some program students had fallen through the cracks early on in 3rd, 4th or 5th grade.  Their program had to undo years of failure due to an early skills gap, of becoming lost in the primary and secondary educational systems, and the subsequent psychological impact of long-term academic un-preparedness.  It's hard to double back.” Another director stressed the importance of avoiding a re-experiencing in college of those educational practices that failed these academically unprepared students in K-12.  He contended:

“I believe there are many academic barriers and the remediation approach is one of them.  If you look at the research by Henry Levin in Columbia University, he talks about how programs for gifted students are designed.  They’re challenging, they’re complex, and they have certain characteristics to them.  And what we do in remedial education is the exact opposite of that.  We tend to use activities in group drill that are very sequential.  And what we’re finding is that the adult brain actually likes challenges and it likes complexity.  And if you challenge a student, their brain switches; it goes to another level.  But if you create an environment that’s very sequential and limits the student and how fast they learn, and if you have to learn in a certain way rather than an organic way, we find that that creates a barrier to accelerated learning.  So I think that’s one of the barriers to academic learning.”  

Lack of Higher Education Skills

Most respondents agreed that their students lacked higher education skills and behaviors, such as  reliable attendance, good study habits, ability to communicate effectively with instructors and counselors, and ability to present themselves and their work and research in an appealing and successful way.  Learning to work in teams was also mentioned as an important but often lacking skill. In addition to behavioral skills, most agreed that the students lacked the ability to ‘navigate’ the higher education system. Students needed to know how and when to apply for financial aid, register for class, and seek help with confidence and success. As respondents mentioned, these students often are not familiar with these processes in the higher education system.  
Social Barriers to Success

Directors were asked to list what in their experiences with their students proved to be the greatest social barriers to minority male success.  Multiple obstacles were mentioned. One director explained that one social barrier among minority males was so prevalent that it had acquired a specific term-of-reference -- the ‘stereotyped threat.’  Basically, this occurs when a stereotyped social group, as a form of psychological defense, begins to act out the traits ascribed to it. The stereotyped threat was especially salient for program students because, as many respondents noted, faculty members often expected their African American male students to be unsuccessful in their studies..  Their students then behaved accordingly.  Faculty members were not always aware that their method of delivery with respect to their black male students was not effective and in some cases refused to change to accommodate students even when their inappropriate methods were pointed out to them.  Some students responded to different types of teaching and had different learning styles but minority males often did not know how to express their wishes or felt uncomfortable in doing so.  One director pointed out that around 3rd grade when the teachers responded negatively to students’ behavior Black males disengaged from their studies.  Many respondents indicated the importance of re-training faculty in reaching students with learning styles not common in their experience and of recognizing the cultural diversity among their students and how cultural differences impact study modes.  A common remark was that the students often came to the college and had failed to develop behaviors appropriate to the college setting.  The programs reviewed here, in many cases, included courses designed to help students learn appropriate behaviors in the college setting. But faculty development of new teaching skills and approaches was also viewed as an important component for these programs.   

Another frequently mentioned issue was the ‘femaleness’ of education perceived by young Black males. About half of the respondents felt that the over-representation of women in classes and on college campuses created a social barrier for male, particularly minority male success.  According to directors, program student saw most classes were dominated by females and often took the tack of limiting their articulateness in the classroom in order to impress the ‘young ladies’. One respondent said that the situation had reached the point that female voices had drowned out those of the male students in the classroom.  Male students were not as vocal in the classroom as they could have been or should have been.  One director also added that for males in general, “there’s a lack of self-esteem because as they grew up they realized that they already had a reputation for: not showing up, being lazy, not performing up to their potential and being inadequate.  If you look at some of the statistics starting in middle school and high school, you have males earning most Ds and Fs. Most of the high school suspensions are males, most of the people identified as being emotionally challenged happen to be males”. 

K-12 Experiences Impacting Higher Education

Directors were asked about how the K-12 experiences that had impacted their students’ expectations of success. Most respondents agreed that poor K-12 experiences, which were prevalent, usually lowered expectations of success.  One director pointed out that the students he served had witnessed a huge attrition of their high school peers. About half of the male students entering the ninth grade will actually graduate from high school, he said. The pre-college experience of academic failure tended in itself to erode academic self-confidence, a condition compounded by the results of placement testing when students entered community colleges and found themselves needing remediation in math, English and reading. Some respondents pointed out that because there were so few minority faculty in the educational system, a lot of students were taught by faculty members who had little understanding of their culture.  Students failed to learn effectively partly as a result and received little support from their home or school to help them express their frustration.  Males especially lacked socialization in self-expression and, as one director pointed out, Black males tended to disengage from their studies early on in elementary school.  Another director agreed that students had failed to learn adequately under traditional teaching methods in the early years, and that failure had set their expectations for learning in the college environment.  

The Impact of Early Life Experiences on Expectations of Success
Directors were requested to comment on how early life experiences had impacted expectations of success and usually stated that such experiences for many of their students were negative, leading to lower expectations.  The most frequently mentioned life experience among respondents attributed to their students was the lack of a sufficient number of male role models. The prevalent lack of male role models in minority males’ backgrounds was considered especially relevant because it hampered learning how to become boyfriends, spouses, fathers, workers and students. The low-income origins of many program students, often the children of single mothers, and the consequent limited parental supervision and absence of fatherly guidance and example, can lead to a weak sense of self or self-efficacy among males.

Many respondents also indicated that attending college was not a common family or community expectation when their students were growing up. Some viewed low expectation of attending college as a characteristic of households with limited incomes.  There was, however, the recognition that cultural forces might be at work as well in that some cultures did not embrace the value of a college education and students from these would have had little exposure to discussions about the purpose and worth of going to college. One director explained that for Hispanic students, the focus in the culture was much more attuned to working and getting a job to help support the family.  Family was very important among Hispanics and the work and time that it took to pursue a college degree may not have been supported in the home or family. One director claimed that African American students are often accused of “acting White” if they subscribe to college attainment.  In any case, minority students often feel isolated and unsupported by family and friends in their pursuits to obtain a college degree. Community college campuses with few minority students often create special social programs for ethnic minorities to help them cope with their sense of marginalization within the student body.  Also an under-representation of minority persons on college faculty and staff may add to the isolation the minority students experience and which works against college retention. 

Advice to Other Programs

Respondents were asked “if you were giving advice to another institution, what would you tell them?” Foremost in their advice was to emphasize the vital importance of choosing the right people to lead the minority male success programs. Require the identification of strong personnel who are genuinely interested in the educational issues involved and have a sincere desire to help Black male students.  The leaders needed to be resilient, committed and honest about what they could accomplish.  Program planners needed to determine what could be done well, and build a program around feasible objectives.  Some respondents cautioned against trying to do more than resources would allow but also contended that the program needed time and leadership to evolve over time.  Leaders had to be willing to listen to their students and alumni and respond to what the students truly needed.  Leaders also had to acknowledge that not everyone would want or necessarily need their services and focus on helping those students that actually sought out their services.

Some respondents were adamant that effective efforts require male minority men to run the programs.  The statement was not meant to denigrate the participation of women staffers but some directors noted that programs featuring a mentoring component were more likely to be successful with Black male students if male staffers were running them. One director pointed out that  “males were often coming from a single parent household run by a female, schools where they had female teachers, female girlfriends, colleges where they had female professors- so programs really need to find males to mentor”. Women can be very effective in campaigning for such a program and helping garner support from the campus community but because these students need that male role model in order for the mentoring relationship to work, males needed to be in leadership roles.  Also, a few respondents said that establishing trust was so critical among African American males that program students needed to see a strong leader in place. In addition, programs should project an image of reliability and effectiveness.  In the experience of Black male students, many ineffectual programs promising them assistance have come and gone, leaving disappointment and discouragement in their wake.        

As with any program, respondents pointed out that ‘buy in’ was crucial.  Program initiators often do not understand the value of developing stakeholders in, or cultivating the institutional readiness of the campus community.  To implement successful programs devoted to the needs of a specific group, it is vital to educate the broader campus community on the importance of minority male success.  Administrators who failed to spend time preparing their institutions for the new program and persuading their campus constituents of its strategies were more likely to fail.  One respondent said that it was almost like a ‘campaign’ and that he had to garner support similar to a politician.    

Several respondents said that students could impede the program goals by not wanting to participate and by not taking advantage of the program services.  Program planners needed to understand that students often do not want to be labeled as members of a singled-out needy population. Some of the respondents said that programs needed to be open and inclusive so that students did not feel targeted or set apart.  One college deliberately named the program 3MI, standing for Minority Male Mentoring Initiative, because it did not want the program to be seen as a sort of academic ghetto for ‘Black males needing assistance’. Some programs served a wider audience with hopes that those in need would take advantage of services.  The program title seemed to be a concern for some directors because of the image they portrayed. Another director felt that his program failed because the students for which it had been designed were reluctant to avail themselves of its many helpful resources.  The program had not failed its targeted population, rather, in the respondent’s opinion, its intended clients had failed the program by not recognizing the benefits participation offered.  
Respondents also indicated that all too often their programs were developed and planned without soliciting students and alumni input and involvement in the design process.  They noted that students seemed to be more willing to participate in a program that they had a part in shaping and therefore setting its objectives.  For example, if students with financial and family concerns have the opportunity of informing program planners in the design stage that the need to find and keep a job in order to provide for their families has seriously undermined their ability to focus on their studies, then as several program coordinators pointed out, a program can be created to address both their economic and academic needs.  Directors running programs teaching leadership skills emphasized the need to be flexible. Aspects of some programs that developing student leaders felt were important proved to have limited appeal to the broader group of program students.  One respondent described how his program managed to broaden the appeal of its leadership component – by creating a program basketball team and using this activity as the principle vehicle for teaching and developing leadership skills.  

Administrative and Structural Barriers to Program Success

Program directors were asked about the administrative barriers to success for their programs.  In response they cited the following:  lack of a true facility for the program (a dedicated place where students can go when they need help), lack of clerical help with records and correspondence, lack of a full-time director for the program, lack of program time devoted to meeting and talking with students, absence of support from faculty/staff for the mentoring portion of the program, limitations on student time for adequate program participation ( job and family responsibilities, and scheduling overloads, program image problems that discourage student program commitment (especially the program-as-educational ghetto and program-as-ineffectual palliative perceptions), and  general lack of support faculty, staff, and the larger student body.
Seen as the greatest obstacle, however, was program under-funding.  This proved particularly problematic at financially embattled institutions that could not afford to provide for the program out of their operating budgets but attempted to fund programs entirely with unreliable and inadequate “soft money” (government and corporate grants). One spokesperson at a system office said that next year he hopes for the first time to have a budget line item specifically supporting intervention programs.  According to many directors, under-funding was the prime reason their programs did not have assigned full-time positions or clerical support.  A few respondents said they were trying to keep the program going by enlisting help from colleagues but that volunteerism was an unreliable way to staff intervention efforts and to acquire committed and effective administrators and counselors.  At the very least, it was vital that a dedicated full-time person be found and supported to assure the sustainability and effectiveness of the overall effort. 

In a similar vein, many respondents reported that lack of financial resources put a severe strain on program personnel, particularly part-time and volunteer staff, limiting time available for program work. Because many of the programs were run by people who also had other obligations, they lacked the time necessary to dedicate to planning and solidifying the program.  A few people cautioned against building a program dependent on inadequate and undedicated resources and said that they could be more effective if they just had the time to devote to program activities. There was sometimes a conflict between work obligations and the desire to serve students.

Looking Back Over the Course of the Program

Directors were asked about what they might have done differently – “if they knew when they started the program what they know now?” Some respondents indicated that they would spend more time with students who were receptive to their services rather than in trying to win over the less motivated and responsive others. They would also have designed client feed-back components in their programs, dedicated opportunities to listen to and explore issues with program to find out whether student needs were being truly served.  Others said that they now recognized the importance of advisement in recruiting student participants and generating community support. One director stated that spending the proper amount of time upfront in  planning and program development would have saved them a lot of effort and time.  Because this was not the case, many program adjustments had to be made on the fly, as it were, that proved expensive in terms of planning time, staff re-training and systems revision, and ultimately in program consistency and effectiveness.
One respondent regretted the “free-form” approach to counseling adopted by his program in its beginning. When this approach proved clearly ineffective, the original study skills component of his program which featured group discussions of student-selected topics was changed to a more formal and directed mode with discussion groups focusing on major principles of learning success and group sessions based on staff-selected themes. 

Another regret voiced by respondents was the tendency to permit over-subscription in their programs. One director said that starting over he would limit the number of clients associated with the program.  Too many clients lead to too little attention being paid to the needs of any single participant.  He also recommended spending more time doing internal promotion when launching a program. The operation should be run almost like a political campaign, spend sufficient time working on eliminating college resistance, and assure that the program acquired a full-time manager, someone with political and promotional skills as well as counseling and administrative skills.

The Program’s Greatest Successes

Interviewees were asked about their programs greatest successes. Several program directors mentioned that merely getting the program started was a great success, considering lack of institutional resources available to their ventures and college community resistance to racially singling-out intervention programs that many initially faced. Even though academic issues have been identified with African American male students, faculty and staff often have problems singling them out for “special” interventions.  More substantive boasts were: Many programs had developed reputations for excellence beyond their campuses and that their directors had been invited to make presentations about their programs at national meetings of higher education professionals. Many claimed success in terms of their students’ academics accomplishments and were very proud of how far their participants had progressed. Others pointed to how well their programs did in winning initially reluctant campus support and how well they managed to attract students from the targeted group and then promote their engagement in the program. One director stated:

“From the ground up developing the mentoring program, developing this curriculum that links relationships from the facilitators to the students, that extends far beyond the hours of the program, in terms of numbers, the fact that all of high school students have graduated and gone on to college, that almost all of our college students have persisted or graduated.  I think we’re talking about a small cohort but the numbers do speak.”

Several program leaders were proud of the fact that they had made others aware of the plight of minority male students, and had provided opportunities for students to succeed. Their programs, they claimed, raised awareness of the problem and have had other colleges indicate interest in starting their own programs, therefore increasing the number of colleges involved. 
Unlimited Money and Resources 

Respondents were asked “if money and resources were no object, what additions would you make to your program?”  Almost all respondents indicated that they would devote such to acquiring full-time personnel and support staff necessary to meet the needs of the students. Other respondents (about half) recognized the need for their students to travel outside of their communities and would use a funding windfall to provide opportunities for their students to do so. This was a typical response:

“One of the things for us- it’s critical- and it’s difficult for us to do …. is getting the students off campus, and out of New York City.  For them to be able to experience something different as college students or high school students is critical. It is important to get them to think about transferring to a four-year school that’s outside of New York, or transferring to a different kind of school, or for the high school students, to enroll in a different kind of school.  All too often, it’s difficult for our students to see outside of their neighborhoods and their communities.  They haven’t really experienced different communities.  So for us to get the students to visit campuses that are up state that look completely different, that have different resources, is an incredibly important thing.  Taking the students on field trips to experience the richness in New York, to just have the experience is important.  To be able to take them to plays and other things, to have them experience different facets of the city is enriching for them.”  

Other respondents stated that they would offer scholarships through the program. Directors saw the availability of program-related scholarships as helpful to its targeted student group because experience shows that minority male students are often unaware of scholarship opportunities or find the scholarship application process to difficult.  If the scholarships were offered in-house, so to speak, program students would be more likely to hear about and take advantage of them.

Recommendations 

Community colleges in the United States serve approximately half of all undergraduate students in the country. With a prime mission of meeting the educational needs of historically underserved social groups, to which the size and composition of their enrollments amply attest, community colleges are still the lowest funded sector of education in the U.S.  College faculty and administrators have come to the realization over the past decade that minority students, especially male minority students often need additional programs and services to help them succeed.  If money were no object and this issue were a true national priority, programs for African American male students would have the following:

· Dedicated space for a minority male program

· A committed full-time program manager to market, recruit and plan programs

· Adequate time spent on planning, evaluation and student tracking

· Adequate support for marketing, faculty mentors, additional counselors and materials

· A well-planned curriculum based on extensive research in the field

The contrary reality is that community colleges are concerned about this population and want to intervene actively to increase success for these students but are often in the position of starting programs with:

· Part-time employees or directors that share multiple high-demand duties

· Piecemealed programs and services with no dedicated space

· Quick turn around with no time to create an effective curriculum

· Inadequate funds to sustain the program beyond the first few years

· Inadequate funds to purchase supplies, sponsor field trips and pay clerical staff 

· Programs that begin before program staff know what the issues are (no research and planning)

Interviewed minority program staff identified needs among their Black male students as follows:

· They are unlikely to enter college with the skills and habits of behavior associated with academic success 

· They often enroll with few leadership and other important social skills and lack a well-developed sense of responsibility

· On average they have experienced little prior academic success (grades K-12)

· They tend to have low expectations of the future, underestimate their abilities and suffer from poor self-images (low self-efficacy)

· They have had few male role models during childhood and have grown up in a female dominant society

Our research suggests that community colleges planning to develop and implement programs that serve minority males or males in general should heed the following advice:

· Developing a good relationship between the mentor and the mentee takes time and commitment.  Make sure the time needed is taken.  

· Outcomes are not always short-term but mentoring can impact students long-term and lead to long-lasting relationships

· In designing an intervention program, planners would be wise not to rely solely on what the program leaders believe to be true of students needs or on the findings of educational research. To create a truly effective and responsive program, student input and involvement is necessary from the beginning stages of program development and into the program implementation phase. 

· Plan the program with evaluation and tracking in mind 

· Be flexible, negotiate goals and objectives.  Adapt to the students interests and preferences in order to reach this population but ensure content validity.

· Make demands of students (attendance, participation, commitment, etc.) 
· Consider a program that is open to all students, recognizing that those who need and want assistance will take advantage of it. This avoids the mistake of group stigmatization.

· Avoid language in program promotion that minority male students will find stigmatizing or disrespectful. Finding an inoffensive program title is particularly important.

· Avoid categorizing students and generalizing about their background

· Identify leaders who have a strong sense of the mentoring process and the reciprocity between mentor and mentee required for program success

· Determine and cultivate the institutional readiness for a minority male program and insist on institutional support 

· Program directors often felt it is best when minority males administer programs targeting minority males.  They claim that females are less likely to be as effective with young males or to become as personally committed to a male-directed program as men. 2 Male mentors are often effective by sharing their own struggles of overcoming adversity (Howard-Hamilton, 1997).     
· Involve faculty members in the development of mentoring programs and capitalize on their instructional expertise 

Lessons Learned
Collaboration of services, multi-tiered approaches would be best.  Students may resist one approach but if they are approached from many points, they will eventually participate. Students’ perceptions of their educational institutions are often shaped early on before attending college.  Community colleges need to evaluate the perceptions of students and monitor students’ attitudes regarding their coursework, faculty, and institutional environment (Grubb & Cox, 2005). Grubb & Cox (2005) claim that remedial coursework is one area where community colleges can have a positive impact on students. As it is the mission of open-door (open admission) community colleges to help as many people as possible be as successful as they can be, it is incumbent upon those who chart both the academic and support direction for community colleges to make as many accommodations as possible to support the needs of at-risk students. These accommodations must reflect the duality of challenges facing the students, both the course content and the support-related challenges. 
Perceptions of faculty are critical and a major piece of support programs should be faculty development and recruitment for support. Faculty development in remedial education is one area of instruction that can reach students who are struggling academically.  The way information and concepts are presented to students may, perhaps, be as important to the learning process as the learning aptitudes of the students. Therefore students may better respond to varied methods of instruction. Grubb pointed out in 1999 that remedial instruction is often lecture and drill components which may repeat the same instructional methods that failed the students in their early years of schooling (Boylan et. al., 2005). Culturally sensitive pedagogies are also methods for varying instruction and are effective in enriching classroom experiences and conveying the value of cultural “connectedness” among students (Gruffida, 2003).  Moreover, Tinto (1987) stresses that retention strategies involve an institutional commitment to educating, supporting, and affirming students as early as possible  with deliberate programs in place but the overall goals of retention programs should be to educate not retain students.
Not much of a national commitment has been made toward increasing success among low income, male students of color. Of 1,195 community colleges, only 51 programs (<5%) were found that focus specifically on this complex issue. Community colleges are in many ways “wrestling with problems that are not of their own making” (Grubb & Cox, 2005, p. 102).  Ensuring that all students have an equal access to education is a value of community colleges. The low representation of African American males in higher education is an issue that community colleges are addressing while recognizing that the K-12 system is failing to impart to African American males the skills and aspirations needed to persist. Increasing success among African American males will require collaboration with K-12 in the development of after school programs, early and middle high school programs, and dual enrollment programs.  High schools must become gateways to multiple options. Community based programs such as Big Brothers/Big Sisters or Boys and Girls Clubs should not be discounted as important organizations in the effort (Fashola, 2005).   
Community colleges often do not know what their population looks like in regard to the specifics of race and gender. There is a debate in the educational community regarding the most fruitful direction for research on African American males. Colleges should take pains to understand their male minority populations and to include disaggregated statistical data in reports to the college community. However, the authors contend that there is a need to balance the obligation to document statistical data regarding deficiencies in the success of African American male students on the one hand, with examples of successful students on the other. Successful African American male students can help community colleges understand what added value to their successful experience or on the other hand what was missing.  Community colleges can begin to unravel the commonalities among African American males and help develop effective interventions (Fashola, 2005).
Community colleges are making an impact on African American males in higher education, but much more needs to be done. Although we seek to understand the causes, lower college enrollment numbers and poorer success rates for African American males represent a complex set of issues related to multiple factors. A definitive cause has yet to be established.  Much of what we do know about student needs and issues in higher education is in regard to university students.  Changing the experiences of African American male students in community colleges comes with the recognition that the challenges of these students are different than students who live in dormitories and spend significant time on campus.  It is important that research on educational interventions provide insight for community college students, administrators, practitioners, and educators in the field.  If community colleges can create a more nurturing and supportive environment for students it will undoubtedly be an important step towards facilitating the success of African American males in higher education.
Notes:
1.  Achieving the Dream is a multiyear national initiative to help more underserved community college students succeed. The initiative helps colleges identify barriers to student success with at-risk students and develop and implement intervention strategies to improve their success. 
2. Women are concerned when members of society are struggling.  Mortenson (2001) asserts that minority women acknowledge the connection between educational pursuits and social mobility; the representation of women on college campuses attests to this fact.  Women have had to overcome adversities in their struggles for equal representation in higher education.  Most women have men in their lives as fathers, brothers, husbands and/or sons and collaborating with women can be an effective model that perhaps program directors are overlooking (Spence & Parikh, 2004).
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Appendix A
Questions for Group Interviews
1. Tell us a little about you, what year, which major.

2.
What kind of experience did you have in K-12?  Was there a defining moment where you decided school was “not for you” or a “good place to be?”

3.
What was the hardest part about being in K-12 as a boy?

4.
What was your best and worst teacher experience?  Did you have any male teachers?  

5. In your schooling experience, who had the greatest influence on you?  Who motivated you most?

6. What has proven to be the greatest obstacle to overcome so that you can stay in college?

7. What factors led to your decision to attend your college?  

8.
What do you think is different about your experiences compared to some of your peers?

9. What do you perceive to be the differences between males and females as they go through college and complete degrees.  Are certain things easier for one than the other and if so, what?

10. What strategies would you recommend colleges use to help male student?  

Appendix B
Interview Questions for Directors/Managers of
Minority Males Academic Success Programs

1.                  Name of institution ____________________________________

2.                  Is the institution a:

a.                   two year public  __

b.                  two year private __

c.                   four year public __

d.                  four year private __

e.                   other __

3.
What is your fall headcount enrollment?

4.                 What percent of your enrollment is minority male?

5.                 How many students do you currently serve in your program?  

6.
How long has the program been in place?

7.              What are the goals and objectives of your program?

8.
If you are successful with a student, describe those successes, big and small.

9.
What do you consider to be a successful student who goes through your program?

10.
What are the major curriculum components for your program?

11.        What are the greatest academic barriers to minority male success in higher education?

12.  
What are the greatest social barriers to minority male success in higher education?

13.       How have the K-12 experiences of the students you serve impacted their expectations of success?

14.              What early life experiences have impacted their expectation of success?

15.              If you were giving advice to another institution that was starting a program focused on minority male success, what would you tell them?

16.              Many of the programs for minority males have the word “mentoring” in the title.  Is that really the most important piece of what you are doing?  Yes  __   No __  If no, what are the most important elements?

17.             Why do some of these programs fail to see much success with the students they serve?

18.              What are your greatest barriers to program success with the students you serve (your barriers, not the students’ barriers)?

19.              Looking back over the years of your program – if you “knew then what you know now” what would you have done differently?

20.              What have been your greatest successes over the course of your program?

21.              If money and resources were no object, what additions would you make to your program?

Appendix C:
Program Components for Participants

	Demographic and Program Information
	State
	Years in
	Fall Headcount
	% African
	# Served
	% on
	Program Type

	Colleges Interviewed
	Location
	Operation
	Enrollment (2006)
	American Male
	In Program
	Fin.Aid
	 

	AAMEND-African American Male  Education Network & Development
	CA
	0.5
	                           NA
	                     NA 
	10
	 
	 3, 4, 11

	Bronx Community College
	NY
	3.5
	8,717
	12%
	32
	84%
	 3

	Cabrillo College
	CA
	5
	14,217
	1%
	50-58
	41%
	 1, 2, 6

	Cedar Valley College
	TX
	4
	4,404
	18%
	30
	62%
	 1, 12, 2, 8, 13, 5, 9

	Community College of Baltimore County
	MD
	8
	19,446
	9%
	Not given
	46%
	 1, 6, 4, 8, 12, 14, 11, 7, 9, 10

	Dallas Community College District
	TX
	2 to 5
	                       NA
	                   NA  
	235
	
	 1, 4, 5

	Delaware Tech Wilmington
	DE
	.5 
	7,283
	7%
	               10
	38%
	 1, 2, 4, 9, 13

	Edgecombe Community College
	NC
	3
	2,489
	12%
	22
	74%
	 3

	Eugenio Maria de Hostos Community College 
	NY
	2 
	4,697
	7%
	15-20
	80%
	 4, 7, 3, 15, 9, 1

	Forsyth Technical Community College
	NC
	11
	6,180
	7%
	60
	23%
	 2, 4, 3

	Halifax Community College
	NC
	0.5
	1,401
	15%
	10-15
	83%
	12, 2, 5, 4, 3 

	Hillsborough Community College
	FL
	0.5
	21,293
	6%
	55
	57%
	 1, 2

	Johnston Community College 
	NC
	4
	4,011
	7%
	25 
	46%
	 4, 1, 2, 5

	Landmark College 
	VT
	21
	460
	3%
	460
	85%
	 1

	Mitchell Community College
	NC
	2
	2,642
	4%
	10
	37%
	 12

	Nash Community College
	NC
	0.5
	2,760
	9%
	15-20
	53%
	 3, 12, 1

	Norfolk State University
	VA
	9
	6,238
	31%
	71
	95%
	 1, 4, 5

	Northeast Lakeview College (Alamo District)
	TX
	0.5
	new
	
	8
	
	 3, 1

	Piedmont Community College
	NC
	2 
	2,600
	16%
	15
	63%
	 4, 1, 10, 12

	Richland College (Dallas)
	TX
	5
	14,555
	8%
	30
	36%
	 12, 8, 2


Program Components Key

1.
Academic component (tutoring, study skills, learning styles, reducing achievement gap, critical thinking)

10.
Family component (tour campus, family issues) 
2.
Personal/behavioral component (goal-setting, decision-making, self-discipline, communication, time 

11.
Faculty development (teaching culturally sensitive 

management, financial responsibility, peer pressure)







pedagogy, integrating culture into material)

3.
Retention/graduation rate component







12.
Leadership component (local, regional and 

4.
Mentoring (life experiences, male role models, men’s issues) 






national opportunities)

5.
Career focused component (planning and placement, job skills)





13.
Sports
6.
Serves minority males through a more comprehensive program





14.
Creative arts
7.
Middle or high school component 







15.
Community service
8.
Cultural component (strengthen importance of own culture identity, diversity

9.
Counseling/advising component (student services component)

NA Programs serving community colleges but not housed in community colleges or programs coordinated at the system/district level.
	College:


	AAMEND-African American Male  Education Network & Development (private)

Working in Community Colleges in California

	Program goals and objectives.
	To increase the persistence and retention, provide scholarships and mentor AA males in the community colleges.  We recognize that we are a disappearing factor in higher education. We also will train and mentor staff members who are interested in going into administrative positions. We also keep the issue of the disappearing Black male in the forefront of community college leaders in the field recognizing that if you help the most under served population you are in fact helping everyone. 

	Greatest academic barriers to minority male success (perceived).
	Attending classes, staying in classes, not being afraid to say you need help because they often don't know how to navigate the college system such as applying for financial aid and registering for classes, etc.

	Greatest social barriers to minority male success (perceived).
	An inability and not wanting to interact with others. Black males are turned off by clubs or activities, and other forms of student engagement.  It often is not their focus, if they have work and family issues that they have to attend to.  So it is often the lack of being engaged and of course there are some academic preparation issues as well.



	Reasons some programs fail to see much success with the minority males they serve.
	For Black males it takes a fair amount of trust.  Programs come and go and it takes a lot of trust from your clients that you are going to stay around.

	“Knowing then what you know now” what would you have done differently?
	I would have liked to start a little faster but I understand why we had to take our time.  We want to make sure everything is right and get a good product out that is long lasting and financially profitable to students.  We recognize the importance of education and we needed to educate ourselves first.



	Greatest successes over the course of your program.
	People are waiting for us to begin.  We have been contacted by administrators and organizations that are 'hungry' for us to come to their institutions




Appendix D – Program Descriptions
	College:


	Bronx Community College

Bronx, New York

	Program goals and objectives.
	To improve recruitment, retention, and graduation of minority males.



	Greatest academic barriers to minority male success (perceived).
	The academic barriers are the same as any student which is they need work in math or in English.



	Greatest social barriers to minority male success (perceived).
	Being a minority on campus can be a struggle.  Faculty perceptions can be a problem academically.  Probably something for psychoanalysts, etc. to speak on. If a young male has issues- we speak to professors and ask them what the student is lacking?  What does he need to do? We intervene for them.

	Reasons some programs fail to see much success with the minority males they serve.
	Resources are scarce. We make do with what we have.  Lack of a facility, a place to just meet and talk.  Programs also need funds for food, fun, etc. Programs that have a lot of resources may dry up when the funds are gone.  People leave, lose interest, that's not always a good thing. Some programs have a lot of big talk- then they’re not around and students don't need that.  Students just need someone to talk to.  Time is a big barrier. When there is no director, no pay to coordinate, all participants are volunteers. Teamwork comes into play.

	“Knowing then what you know now” what would you have done differently?
	Not a thing.  We've had no controversy, no speaking out against the program.  No one saying, “what about us?”  Everything is working out just fine.  Everything happens when it's supposed to happen.  Things are going great.



	Greatest successes over the course of your program.
	1) The culmination of our two conferences is something that we're very proud of.  2) One young man went off to Howard University.  He was a student leader.  He let us know how much of an impact we had on him. Another student has a 3.9 GPA and will graduate this year.  A third will graduate this semester.


	College:


	Cabrillo College

Watsonville, California

	Program goals and objectives.
	The mission of the Digital Bridge Academy (DBA) is to give under-prepared students who do not see themselves as college-bound a chance to: reclaim a positive experience of learning in an academic environment, succeed in higher education, and work effectively in knowledge-based careers. Plato’s vision of educational institutions as places for people to learn to think and self-actualize is an inspiration of the DBA program.  

	Greatest academic barriers to minority male success (perceived).
	I believe there are many academic barriers and the remediation approach is one of them. We tend to use activities in group drill that are very sequential when the adult brain actually likes challenges and complexity.  If you challenge a student, their brain switches; it goes to another level. Students come into class and their minds don’t focus well from too many stimuli. And so we do a lot of focusing exercises with the student to help reprogram the brain. A lot of our students come from poverty and in those environments there is a lot of violence, in the schools, violence in the neighborhood and sometimes in the home. Some students come in with conditions of post traumatic stress that affects their academic learning. We’ve developed a curriculum to help work with that which is related to the brain plasticity research.

	Greatest social barriers to minority male success (perceived).
	Ruby Payne wrote a very short booklet called “Frameworks for Understanding Poverty.”  Community colleges by their nature work with students from poverty.  In the book she talks about the hidden rules of the poverty class and the hidden rules of the middle class.  And she defines poverty as two or more generations of poverty. So there’s a culture or a social milieu around poverty. We’ve designed a curriculum so that they can learn the social rules, the behavioral rules, to being effective in school. Many of our students are under prepared for college which means that somewhere in middle or high school they didn’t learn or they stopped learning.  Two reasons for that are: 1) students don’t have successful classroom behaviors (studying, paying attention, minimal distractions in class). Our program focuses on academic and professional behaviors to encourage success. Students also need self-management and teamwork skills.  

	Reasons some programs fail to see much success with the minority males they serve.


	No answer

	“Knowing then what you know now” what would you have done differently?


	No answer

	Greatest successes over the course of your program.
	Greatest successes- featured in the Campaign for College Opportunity, October edition, Practices with Promise¨ and Excellencia in Education, in October.       




	College:


	Cedar Valley College

Lancaster, Texas

	Program goals and objectives.
	To provide academic, leadership, social, moral and cultural enrichment activities for male students.  Our objectives are to offer HDEV2315 Personal and Social Adjustment (special topic: men’s issues), to provide guest speakers to encourage male students to persist in achieving their educational goals, to encourage male students to participate in leadership activities (i.e., Student Leadership Institute, clubs and organizations on campus), to provide opportunities for male students to participate in intramural sports, to support involvement in academically and culturally enriching activities and to provide personal and career counseling services.  

	Greatest academic barriers to minority male success (perceived).
	Lack of motivation on the part of the student.



	Greatest social barriers to minority male success (perceived).
	Lack of motivation on the part of the student.



	Reasons some programs fail to see much success with the minority males they serve.


	Lack of adequate funding.



	“Knowing then what you know now” what would you have done differently?


	Nothing.



	Greatest successes over the course of your program.
	Making others aware of the plight of minority male students, and providing opportunities for students to succeed.




	College:


	Community College of Baltimore County 
Baltimore, Maryland



	Program goals and objectives.
	Emphasis is on closing the achievement gap between African American and White students.  Closing the gap has five strategic directions:  1. Institutional culture- has a diversity emphasis, designed to strengthen student’s identity with culture, themselves, cultivate leadership. 2. Academic preparedness- make sure students are up to speed for college level courses, use dual enrollment and reach out to feeder high schools.  3. Student services – counseling, advising, concerned with success of student such as motivation to learn and persist, attendance in class, developing critical thinking skills and cognitive development.  4. Instruction – focus is on faculty development and pedagogy-  5. Professional development- There is an ongoing discussion surrounding brain based instruction and culturally mediated instruction. 

	Greatest academic barriers to minority male success (perceived).
	Poor academic preparation. Poor strategies for success such as taking exams, doing research, lack the ability and confidence to achieve their goals. There has been a lack of emphasis on connecting culturally within the classroom and faculty often do not know how to teach to the culture. Low expectations of faculty for African American students. Faculty members really need training in understanding how to teach classes so that students can learn.  Today’s population is filled with different students with different needs and students tend to learn better when faculty make adjustments to their instruction to reflect the different needs of students.  

	Greatest social barriers to minority male success (perceived).
	Lack of a place to gather and connect, the institutional culture, minority students often feel isolated.  Minority students often don’t have minority staff and faculty to interact with on the other campuses.  Commuter schools don’t always have adequate campus life.  Students need to celebrate who they are socially and that’s another barrier.  

	Reasons some programs fail to see much success with the minority males they serve.
	Resources to put forth a solid program ($200,000-500,000 dollars annually to put forth a solid program). Also a way of reaching students early.  No ability to close the achievement gap between minority and White students.  Inability to change teacher’s beliefs and attitudes. Lack of institutional commitment from the top-down and college wide involvement and inclusion in the strategic plan.  

	“Knowing then what you know now” what would you have done differently?
	The program needed more consistent work on planning and executive committees. It should have had more consistency with fewer personnel changes, should have developed many more programs early.



	Greatest successes over the course of your program.
	Higher pass rates in developmental courses, General Education courses, students who graduate and transfer to state colleges, 1st and 2nd year student retention and performance.     


	College:


	Dallas Community College District

Dallas, Texas

	Program goals and objectives.
	Varies depending on the college. Some are more comprehensive providing mentoring, tutoring, readiness, even some work readiness kinds of skill sets. Others are primarily a success course that is exclusively for males with a few support services related to that course.  Still others are primarily a mentoring program.

	Greatest academic barriers to minority male success (perceived).
	The stereotyped threat - a group that starts to act out stereotypes relative to being unsuccessful.  We believe that a lot of student success has to do with student's concept of self-ability and their tendency to perform at the levels that they're expected to. Economics and poverty, all those issues affect a person's ability to function in the college. Cultural issues related to low expectations coming out of high school, differences in learning styles. Our older faculty don't really want to have to learn a new way of teaching. The traditional lecture format doesn't work for a lot our students. 

	Greatest social barriers to minority male success (perceived).
	Most of the students we have don't come in with high expectations of success.  Most of them are first generation and no one in the family can tell them what to expect. Teacher/student ratios are so high that no one really has the time to tell them about realistic expectation of college.

	Reasons some programs fail to see much success with the minority males they serve.
	Faculty and staff accepting and supporting the program. Low resources are a barrier. These students don't want to be isolated or pointed out to be in a special program (being at-risk or in need of mentoring).

	“Knowing then what you know now” what would you have done differently?
	More time doing internal promotion, almost like a campaign.  I would have spent more time working on college resistance.



	Greatest successes over the course of your program.


	We've raised awareness of the problem.  We've seen successful cohorts of students go through these programs, not in significant numbers but in substantial numbers.  We've had a couple more colleges indicating interest in starting their own programs, increased the number of colleges that will be involved. I'm hopeful that we'll have a budget line item for these kinds of programs next year. And we're seeking some grant funding, and some congressional support as well.


	College:


	Delaware Technical College

Wilmington, Delaware

	Program goals and objectives.
	We have no set infrastructure in our male program.  We started about a year ago trying to pull together different ideas across the campus.  We started with a group of African American and Latino males to commit their time and energy to the initiative.  We are new in this retention initiative in terms of developing programs as compared to other institutions that have had long standing programs.  Our goals this year are to develop awareness systems and internal infrastructure to better assess students who need assistance.  

	Greatest academic barriers to minority male success (perceived).
	Students are unaware of their level of responsibility and this is true of all students. Students are academically unprepared and students have family and home challenges that interfere with study time.  Second, cultural and gender issues play a role.  Women tend to seek out support systems at a much greater rate than men.   But minority men are even less likely than other men to utilize support services.  Many times students will come into class and not have a social connection with the other students in the class.  I suggest to faculty that we incorporate ways and opportunities for students to build relationships within the classroom.  



	Greatest social barriers to minority male success (perceived).
	The institutional environment is important.  The faculty and staff members should be prepared to attend to student’s needs.  The student body is also important. Students need to see people who are direct role models for them and feel they can cultivate the types of relationships necessary for their success. Teachers who teach our developmental classes are part of our retention initiatives because they are the ones who make the biggest impression on what colleges are going to be like for those students. We learn from students with which we come into contact that they have never been asked to be accountable for their work, do not know how much work is required and the quantity of work expected in a short period of time. I also think part of the issue is staffing, how we get people on staff that reflect the student body so that students can relate to them.


	Reasons some programs fail to see much success with the minority males they serve.


	We learned from our focus groups that we needed brighter and larger posters to stand out.  1.  Resources can be a constraint. 2.  A strong commitment is required to work with men. It is highly intensive work and we need to find ways to keep men engaged.  The people in charge of the program are important and the program needs to be flexible to changes in the students’ needs.

	“Knowing then what you know now” what would you have done differently?


	Rework current support to better serve the population you’re going after.  



	Greatest successes over the course of your program.


	The greatest successes are in the marketing of the program and the commitment from the top administrators at the schools. It requires money and resources from the school and energy and time to run the program.




	College:


	Edgecombe Community College

Rocky Mount, North Carolina

	Program goals and objectives.
	To increase retention and graduate rates of the minority male students at Edgecombe.

	Greatest academic barriers to minority male success (perceived).
	Being a first generation student and not believing that they can be successful academically. We have to teach them higher education skills (study habits, effective communication, attendance, time management, etc.)

	Greatest social barriers to minority male success (perceived).
	Many of our students haven’t been out of the county, let alone going to the mountains or beach.  We are going to try to expose them so they can see there’s more to life than what you see in your surroundings. Teaching them social skills, appreciation of culture and ethnic difference, communication skills, manners, etc.  Hopefully this program will help them see what is really out there. 

	Reasons some programs fail to see much success with the minority males they serve.
	Funding is the greatest barrier.  Also, students have to be serious about what they’re doing and mentors must be serious about their job.

	“Knowing then what you know now” what would you have done differently?
	I would have identified a stronger coordinator with no other administrative duties, a dedicated person for just this program..  

	Greatest successes over the course of your program.


	Students transferring to the 4 year college (we have had at least one every year transfer to a four-year college and doing very well). We have also had students who have found successful jobs. We have also had higher graduation rates.   




	College:


	Eugenio Maria de Hostos Community College

Bronx, New York

	Program goals and objectives.
	Linking college, middle school, and high school students together weekly for group mentoring sessions. We want students to complete their grades, move to the next grade, graduate from high school and come to the college. Students will understand issues pertaining specifically to men in education and participate in a service project.  We have an advisor working with the male students that are participating in the program, providing them with academic advisement and counseling but also working again on the issues surrounding male achievement in higher education

	Greatest academic barriers to minority male success (perceived).
	The lack of academic preparation requiring a certain amount of remediation (either in Math or English or both.)  The level of preparation they receive in K-12 is poor and they are coming to us under-prepared.  We also have a large number of students who have their GEDs rather than high school degrees.

	Greatest social barriers to minority male success (perceived).
	So many more female students than males are making the male students feel like their voices aren’t heard.  A lot of our students work; a lot of our students are part-time which hinders them from integrating themselves into the campus.

	Reasons some programs fail to see much success with the minority males they serve.


	An inability to reach out and enroll students in the mentoring component of the program. Those we want to reach are less engaged and have full lives (work and family). This also poses scheduling problems. 

	“Knowing then what you know now” what would you have done differently?


	We’ve moved from having much more free-form mentoring sessions in the beginning to developing a much more rigorous curriculum.  We’re now going to focus on eight principles including some discussion, group activities, speakers, to really strengthen and solidify the curriculum. We’re also responding to the students’ needs more now.  We are a work in progress.

	Greatest successes over the course of your program.
	Developing the mentoring program, a curriculum that links relationships from the facilitators to the students, that extends far beyond the hours of the program.  In terms of numbers, high school students have graduated and gone on to college. Almost all of our college students have persisted or graduated.  We are talking about a small cohort but the numbers do speak. 


	College:


	Forsyth Technical Community College

Winston-Salem, North Carolina



	Program goals and objectives.
	1. To provide an open forum for minority males to discuss issues and concerns with professionals and mentors. 2. To promote goal-setting and positive choices in decision making. 3. To enhance communication skills and self-discipline. 4. To increase the retention / graduation rates of minority males.

	Greatest academic barriers to minority male success (perceived).
	Stability and financial resources.



	Greatest social barriers to minority male success (perceived).
	Perception of others.



	Reasons some programs fail to see much success with the minority males they serve.


	No dedicated space on campus.  The mentors are basically retired men who visit the college mostly during monthly group meetings.  We have no clerical help to keep records and send follow-up letters. I can only give about 20% effort to this program because of my other obligations.  As a result, we cannot follow-up on a number of activities and events that are needed to help these young men.  

	“Knowing then what you know now” what would you have done differently?


	Spend more time with students who are receptive and want to improve their status.  And perhaps less time trying to convince students that they need our help.



	Greatest successes over the course of your program.


	Getting this program started.  Giving a presentation at the National Presidents of Community Colleges Conference in Nashville, TN.




	College:


	Halifax Community College

Weldon, North Carolina

	Program goals and objectives.
	To increase retention of the young men and have them maintain a 2.8 GPA.  The long term goal is to make sure these young men are marketable for society.

	Greatest academic barriers to minority male success (perceived).
	The males typically do not get the support they need.  In particular a lot of the parents didn’t finish high school and do not have the concern or interest in their children completing school.

	Greatest social barriers to minority male success (perceived).
	The students lack the ability to communicate with their instructors.  They do not ask for help with assignments and are trying to attend college without asking for help.  Many of the students had to raise themselves and have a difficult time opening up to people.  The students are accustomed to completing tasks on their own.  The program tries to get students to seek help and support but this is a challenge with the students.

	Reasons some programs fail to see much success with the minority males they serve.


	The programs have to have people who are dedicated and committed to do the work.  The students do not know who to trust and are looking at your actions and whether or not you follow through on your intentions.  The students need to see programs run by people with integrity and passion for their work.  Program leaders will fail if not consistent and truthful with students.

	“Knowing then what you know now” what would you have done differently?


	This is minor, but in a group picture taken at the beginning of the program, I would have blended the students and not let them separate into racial groups.  I also would not be as strict on the students in terms of dress codes.  I would be a little more lenient than in the beginning.

	Greatest successes over the course of your program.
	We hosted a Youth Empowerment day, geared towards middle and high school students.  About 700 people attended.  Universities and colleges spoke with students about college opportunities.  Motivational speakers promoted the importance of a college education. 


	College:


	Hillsborough Community College

Tampa, Florida

	Program goals and objectives.
	College Bound – academic persistence, academic success rates 



	Greatest academic barriers to minority male success (perceived).
	Students from the lowest socio-economic class do not have the same opportunities and life chances of getting a good education, going to the right schools, or getting the attention that they need.  They are seen as troublemakers, and are perceived as timewasters. Faculty or staff or others might have the wrong perception and think that the students are not going to be successful and faculty is just going ‘through the motions’.  There has to be a major shift or change in our perceptions. We need to be much more serious in terms of engaging these students; faculty and parents are afraid to carry out their respective roles. Students are expected to be content with passing and especially encouraged not to become a discipline problem.           



	Greatest social barriers to minority male success (perceived).
	All the problems that come with coming from a lower socio economic background create barriers.  They may not have had enough food to eat or if they had food they may not have been eating the right foods that contribute to their growth and nourishment.  The brain suffers from lack of certain proteins. Student’s perceptions tend to influence them later in life in terms of life chances and opportunities.  Many lack a good foundation such as reading, politics, and basic arithmetic.  Later in life as they advance through the system they are going to be at a loss at some point.  Usually with the advent of social promotion, and being passed through different grades because of their chronological age and not because of their mastery or competency, the problems will manifest themselves in poor performance.


	Reasons some programs fail to see much success with the minority males they serve.


	Lack of a careful intake process. Also, not being sensitive to their immediate and academic needs. Programs must administer diagnostic tests, placement and so forth and show that they are placed correctly, establish standards, and high levels of expectations (to learn, acquire certain knowledge and certain skills that will help them to their next level of academic career.)  Lack of established goals for each student (an individualized plan for each one of these students.)  Lack of resources to monitor students as we should. Lack of an early commitment on the part of the student also. 

	“Knowing then what you know now” what would you have done differently?


	I would have labored in setting the criteria early and really communicating my level of expectation in terms of their performance.  I tend to spend more time doing that during the orientation session making sure they fully understand and internalized that value that I do expect them to do well.  Also, I do expect them to work hard and expect them to set individual or personal goals and to remain focused. I tell students you must keep your eyes on the prize, which is that diploma and marching across that stage at graduation time.      



	Greatest successes over the course of your program.


	The number that have achieved success and earned college degrees has been our greatest success.  A number of them that we helped have taken the time to come back and express their gratitude and appreciation. That really gives us that intrinsic reward that only educators and teachers can understand.      




	College:


	Johnston Community College

Smithfield, North Carolina

	Program goals and objectives.
	The mission of the Minority Male Mentoring Program is to enhance the life experience of minority male students at the college by providing mentees with weekly seminars on topics that include: learning styles, goal setting, time management, career planning, diversity, budgeting, note and test taking, and reading for understanding. The program serves as a support system and a resource for students with the end goal of maximizing their level of achievement at the college and beyond.

	Greatest academic barriers to minority male success (perceived).
	Time Management and self-motivation along with developing a winning optimistic attitude.



	Greatest social barriers to minority male success (perceived).
	Learning to navigate the college culture and adjusting to the teaching styles of the faculty and expectations of the institution.



	Reasons some programs fail to see much success with the minority males they serve.


	The lack of financial resources to support a full time position and the need for clerical support.



	“Knowing then what you know now” what would you have done differently?


	More time on academic advisement.



	Greatest successes over the course of your program.


	The greatest success of our program has been the engagement of the students in our planned activities and the support of the community along with the school administration.




	College:


	Landmark Community College

Putney, Vermont

	Program goals and objectives.
	To serve students with Learning Disabilities, teaching them skills and knowledge to ultimately move them into the educational mainstream- a traditional 4 year college where they can pursue a bachelor's degree and hopefully beyond.

	Greatest academic barriers to minority male success (perceived).
	Learning differences- trying to explore different ways that they can learn outside the traditional college lecture



	Greatest social barriers to minority male success (perceived).
	No answer


	Reasons some programs fail to see much success with the minority males they serve.


	No answer

	“Knowing then what you know now” what would you have done differently?


	No answer

	Greatest successes over the course of your program.


	No answer


	College:


	Mitchell Community College

Statesville, North Carolina

	Program goals and objectives.
	To focus on leadership skills at four levels: local, state, national and international.  We want our students to become engaged and use their leadership skills in our county and here at the college. We want students to become aware of what is happening statewide that can impact them or that they can become involved in. We want them to have an international perspective as far as what's happening in the world (global warming, international concerns, international rights of people, etc.)



	Greatest academic barriers to minority male success (perceived).
	Some that we work with have fallen through the cracks early on in grade school.  We have to undo years of their being falling through the crack, being lost in the system, their mis-education. They've identified with the negative aspects of themselves in education and can't embrace the concept of getting a degree.  They also have life concerns, challenges and responsibilities that are so great.  Many of them are fathers, work full-time, have spouses, are boyfriends, they're caretakers for aging parents, or may have a criminal or substance abuse history.  Among our most challenging students, the issues are very complex.  Focusing on studies, knowing how to study, or financial needs are so great that they have to work which creates challenges to academic success.

	Greatest social barriers to minority male success (perceived).
	Not wanting to be identified as a group that has special needs.  No one wants to be labeled as Black males needing extra assistance.  We've tried to make it open to all ethnic and social groups, or focus on all males.  Our name 3MI, stands for Minority Male Mentoring Initiative because we don't want to be seen as the Black male program.

	Reasons some programs fail to see much success with the minority males they serve.
	Not enough time on the part of the program staff. An effective program needs someone fulltime to run it.  It doesn't take a lot of money.  Extra time is the valuable commodity.



	“Knowing then what you know now” what would you have done differently?
	I would have insisted on a full-time position, someone to work on this full-time.  I think that the person should come from the local area and be connected to the community if possible.



	Greatest successes over the course of your program.


	There have been numerous successes, but some of the greatest are the establishment of long term relationships with some of our students and their achievement of their goals, such as transferring to the university.  One success story is a young man, who had just gotten out of prison, went through our program, and is now helping others.  He established his own company and worked on campus for a while.  He's been highlighted in the newspaper and walking proof that the program works.


	College:


	Nash Community College

Rocky Mount, North Carolina

	Program goals and objectives.
	Retention in general.  To create an avenue for minority male students on our campus to be exposed to the leaders in this community and the region. To create an atmosphere that will be conducive to retaining them on this campus until they complete their degree, certificate or diploma. 

	Greatest academic barriers to minority male success (perceived).
	Poor academic preparation and lack of trust of education. Students keep things inside and do not necessarily convey them to their instructor because they distrust the system. We are reducing the achievement gap by taking them right where they are academically and propelling them to where they want to be

	Greatest social barriers to minority male success (perceived).
	Lack of cultural awareness and blending on campus. Faculty members’ inability to make modifications to their teaching methodology to address different groups of students that we have today. They come from a different place and their values are not like our values. We must deal with what is important to them. There appears to be a constant struggle between the system and young males.

	Reasons some programs fail to see much success with the minority males they serve.


	I really do not know.

	“Knowing then what you know now” what would you have done differently?


	We are still in the early stages.

	Greatest successes over the course of your program.


	Our students are now recruiting other young men. We have had multiple college transfers. Students are taking our message to the school they will be attending. The program is rather new and the real successes will be realized down the road. We plan to monitor our success.


	College:


	Norfolk State University

Norfolk, Virginia

	Program goals and objectives.
	Academic achievement – for students to perform as well as possible.  To provide career counseling and job skills/life skills.  Students learn academic skills such as how to write a resume, manage time, dress, and resolve work place conflicts. They receive internship assistance and content on personal appearance/dress. We monitor their grades and intervene if necessary and try to engage the student with the university.

	Greatest academic barriers to minority male success (perceived).
	Not knowing what is expected of a college student, just how hard one must work and dedicate themselves to do well.



	Greatest social barriers to minority male success (perceived).
	No answer.

	Reasons some programs fail to see much success with the minority males they serve.


	Lack of support and engagement with the institution.

	“Knowing then what you know now” what would you have done differently?


	Limit the number of men associated with the program.  It can get too large to be as effective as it could be.



	Greatest successes over the course of your program.


	Again, our increased graduation rate and higher GPAs for mentees.




	College:


	Northeast Lakeview College

(Alamo District) Texas 

	Program goals and objectives.
	Higher completion/retention rates at the community college. Successful  completion rates in courses (C or above).  

	Greatest academic barriers to minority male success (perceived).
	Lack of focus. They lack belief in themselves by having a history of not showing up, being lazy, poor language skills and feeling inadequate. They need a class where they can talk about issues that face them. Looking at their successes, not just their deficits.  

	Greatest social barriers to minority male success (perceived).
	Distracted by and not honest in front of women in their classes. Want to impress them. The perception that if they appear too smart they may be looked upon as being less manly, or inherit a social stigma.  

	Reasons some programs fail to see much success with the minority males they serve.
	Not enough time or resources. 

	“Knowing then what you know now” what would you have done differently?


	Have higher expectation and be more requirement oriented (attendance and assignments) with the students.  Early efforts were focused on being encouraging to students. Students also need more time to discuss issues so we are restructuring the timeline. Also focusing on personal appearance.  In life we all have our prejudices and one of the things that people have a tendency to do is judge you based on how you present yourself.  

	Greatest successes over the course of your program.
	Change in student demeanor.  The women support the program, saying that it’s wonderful and that they wish their boyfriend would come to the class.  




	College:


	Piedmont Community College

Asheboro, North Carolina

	Program goals and objectives.
	No answer

	Greatest academic barriers to minority male success (perceived).
	Lack of strong male models. Low educational level of parents/guardians . Negative peer pressure.



	Greatest social barriers to minority male success (perceived).
	Being committed to the program.  If you do not have resources, start small:  one student helped is one less student lost



	Reasons some programs fail to see much success with the minority males they serve.


	Lack of funding.



	“Knowing then what you know now” what would you have done differently?


	More opportunities for students to attend conferences/workshops  Provide more workshops on social skills  Institute a structure peer-mentoring program with training for the student-mentors  Provide tote bags for students to use as luggage when attending overnight events.  Polo shirts/Tshirts with club logos for students to wear during special events  Serve refreshments during meetings  Take students to a concert  Take students to a play  Take students to a fancy restaurant and use the event to sharpen table manners  Take the students to a museum



	Greatest successes over the course of your program.


	I've done the best I could!




	College:


	Richland Community College

Dallas, Texas

	Program goals and objectives.
	The vision of the program is to be the premier student organization for African American and Latino male emergent leaders.  The mission is to discuss the social, economic and political issues that affect African American and Latino men, to serve as a support system, to promote the growth and development of African American and Latino male student leaders and to build coalitions between cultures and among leaders of student organizations.

	Greatest academic barriers to minority male success (perceived).
	No answer

	Greatest social barriers to minority male success (perceived).
	1. The cost of education 2. the limited amount of federal and state financial aid available. 3.Under developed knowledge of coping skills (in coding and de-coding skills) 4. Academic and social skills.



	Reasons some programs fail to see much success with the minority males they serve.


	1. The lack of financial aid and coping skills.



	“Knowing then what you know now” what would you have done differently?


	Nothing. We have reached a limited level of success. However, there is always room for improvement.

	Greatest successes over the course of your program.


	1. Transfers to four year colleges. 2. Graduates from four year colleges 3. Enrollment in graduate programs. 4. Partnership with a local hospital to conduct an annual men's health workshop. 5. Community service and outreach.




PAGE  
53

_1264153495.ppt













Table 2: Higher Education Enrollment


Percentage by Race and Gender 


1976-2006











30.00%



40.00%



50.00%



60.00%



70.00%



80.00%



1976 1978 1980 1982



1984



1986 1988 1990 1992



1994



1995 1996 1997 1998 1999 2000 2001 2002 2003



2004



2005



Black Females as % of Total Black Enrollment



Black Males as % of Total Black Enrollment



Hispanic Females as % of Total Hispanic Enrollment



Hispanic Males as % of Total Hispanice Enrollment



White Females as % of All White



White Males as % of All White








Table 2: Higher Education Enrollment


Percentage by Race and Gender 


1976-2006


30.00%


40.00%


50.00%


60.00%


70.00%


80.00%


1976 1978 1980 1982 1984 1986 1988 1990 1992 1994 1995 1996 1997 1998 1999 2000 2001 2002 2003 2004 2005


Black Females as % of Total Black Enrollment


Black Males as % of Total Black Enrollment


Hispanic Females as % of Total Hispanic Enrollment


Hispanic Males as % of Total Hispanice Enrollment


White Females as % of All White


White Males as % of All White





