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ABSTRACT 
 

 There are major student discipline disparities in schools because Black males are 

referred to the office and suspended at an alarming rate. They are referred for a multitude 

of reasons, related to teacher misconceptions, their educational environment, and 

domestic issues.  For this reason, I worked to design a series of meetings that enabled a 

team to develop a plan of action to reduce students’ undesired behaviors and their 

underlying causes. An inquiry and action process served as a foundation for the meetings. 

I observed the meetings and conducted participant interviews for the purpose of refining 

the process. Meetings were altered based on our critiques. Ultimately, the series of 

meetings was designed in a specific way that allowed participants to seek data from 

primary sources, conduct a more in-depth study, and develop a better plan of action.  

Astonishingly, I realized that these meetings also produced conversations that 

enabled increased consciousness regarding issues of race, particularly as it pertains to 

Black males. Analysis of interview and observational data found that meeting processes 

facilitated participants’ abilities to stay engaged, speak with increasing openness 

regarding issues of race, feel discomfort while addressing difficult topics, and realize that 

further work is needed to support Black male students. These attributes resulted in more 

constructive conversations. Taking everything into account, by developing a refined 

meeting structure, meeting participants held constructive conversations and developed a 

plan of action with the goal of reducing the rate of office discipline referrals written for 

Black male students. 
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CHAPTER 1 – INTRODUCTION 

 

 I am a Black female educator, mother, and wife to a Black man. Currently, and 

forevermore, I am committed to helping Black men climb to a higher social status in 

these United States of America. Unfortunately, I witness systemic injustice experienced 

by my husband on a daily basis. He, an intellectual and graduate of Temple University, 

was passed over for promotion after promotion, even after working for a company for 

fifteen years. In a more serious incident, a white cop harassed him at gunpoint while 

walking home from work in a button-up shirt and tie.  

Unfortunately, systemic injustice begins when Black men are Black boys. I work 

as an assistant principal at T. Jackson School. I witness maltreatment perpetrated in the 

form of office discipline referrals written for undesired behaviors. These referrals 

constitute maltreatment because they detract from student learning and do not address the 

antecedent of the undesired behavior. During the 2018 - 2019 school year, Black males 

represented 16% of the school, but acquired 44% of the office discipline referrals, with a 

yearly total of 1,074. There are numerous reasons why Black male students may have 

received these referrals, including teacher, educational, and domestic related issues. 

Unfortunately, these issues go unaddressed.  

Therefore, in this study, I designed a series of meetings that allowed a team to 

develop a plan of action intended to reduce undesired behaviors and their underlying 

causes. Later, it was determined that these meetings also allowed me to professionally 

develop educators through constructive conversations regarding issues of race. 

Astonishingly, while I was attempting to support Black males, the study also led me to 

cultivate the educators that work with Black males. Thus, I developed the study to: 
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● Design and analyze a meeting structure and processes to create a plan of action to 

support Black male students. 

● Cultivate participants on issues of race by structuring meetings which allowed 

them to stay engaged, experience discomfort, speak their truth, and expect and 

accept non-closure.  

My theory of action was: If a refined meeting structure was established, then meeting 

participants would develop a plan of action to reduce undesired behaviors and their 

underlying causes and hold constructive conversations regarding issues of race, resulting 

in a reduction in the rate of office discipline referrals written for Black male students.  

Why Meetings?  

Meetings Cultivate Educators. In this study, meetings served as professional 

development and research has shown that educators embrace development (Kappel, 

2018). A Gallup poll released found that 87% of millennials (69% of non-millennials) 

view career development as a significant aspect of their positions (Kappel, 2018). They 

want to continue to enhance their skills and challenge themselves for the entire time they 

are in that role (Kappel, 2018). On the other hand, if educators are not developed and do 

not have a handle on their job responsibilities, they are confused, frustrated, and may be 

unclear on how to move forward (Kappel, 2018). These feelings cause educators to 

become disengaged and ineffective in the positions they hold (Kappel, 2018).   

Meetings do much more than develop people professionally. Meetings allow 

structured time to be based on learning new strategies that improve relationships, 

program implementation, and the formalization of a plan or framework on how to move 

forward (Jennings, 2007). Plus, participants have the opportunity to collaborate 
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extensively. Meeting contributors support one another, critique the work of others, 

challenge one another, and hold one another accountable for task completion (Davis, 

2015). Furthermore, meetings increase the likelihood work will ensue (Davis, 2015). In 

terms of this study, educators who were professionally developed while producing a plan 

to support Black male students may feel more apt to appropriately engage with and 

support Black males for the length of their careers.  

Activists Support the Use of Meetings. Civil rights activists suggest meetings to 

create plans to support marginalized individuals. Not too long ago, in a Starbucks located 

in Philadelphia, two Black men were unjustly removed for “idling” as they waited for a 

business partner (Gurchiek, 2018). Activists urged Starbucks officials to meet to review 

its training and practices “to make important reforms where necessary to ensure [its] 

stores always represent [its] mission and values, by providing a safe and inclusive 

environment for [their] customers and partners" (Gurchiek, 2018, p. 7). It is possible that 

these meetings induced trainings that addressed "implicit bias [and] promote[d] conscious 

inclusion” to “ensure everyone inside a Starbucks store feels safe and welcome” 

(Gurchiek, 2018, p. 8). 

The W. K. Kellogg Foundation holds annual America Healing conferences. The 

main purpose of these meetings is to “foster racial healing and racial equity and to change 

hearts, minds and the deeply held and often unconscious biases that cause structural 

inequities for children and their families, especially children of color” (Noricks, 2015, p. 

2). In order to achieve this goal, educators, civil rights leaders, activists, and social 

organizers meet to share their aspirations, visions, best practices, and strategies for 
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achieving a racist-free America (Noricks, 2015). Activists leave these meetings with 

plans to change the systems and conditions of society (Noricks, 2015).    

Lopez (2018b) describes a study that uses ten-minute non-confrontational 

conversations encouraging people to put themselves in the same predicament as 

transgender individuals. These ten-minute conversations were proven to diminish the 

biases of individuals for three months (Lopez, 2018b). Proof of this was shown through 

voter results supporting the protection of transgender individuals (Lopez, 2018b). Lopez 

(2018b) wonders if this study can be generalized and used to combat racism as well. But 

Lopez does present concrete research to show, “we need to develop a way to have a 

conversation [about race] that doesn’t make some people feel condemned” (p. 28). These 

conversations must be gentle and involve listening to those deemed as racists (Lopez, 

2018b).  

The examples above support meeting to develop plans to reduce racism and the 

harmful effects thereof. This information gives credibility to this study. This study 

suggests designing a meeting, with specific features, to develop a plan to support Black 

males. If meetings are not carefully structured, then one consequence is people will end 

up revictimizing each other (O’Kane, 2020).  

Meeting Design 

In an effort to develop a refined meeting structure, components were selected 

from the inquiry and action meetings found in the Washington Data Coaching 

Development: District and School Data Team Toolkit (Geier & Smith, 2012). This toolkit 

represents a collaboration by the Washington School Information Processing Cooperative 

(WSIPC), the Office of Superintendent of Public Instruction (OSPI), and Public 
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Consulting Group (PCG; Geier & Smith, 2012). The collaboration was formed in order to 

encourage districts and schools to use meetings to build the capacity of its people in 

terms of valuing data and making data-driven decisions (Geier & Smith, 2012). In the 

best interest of this study, the meetings represent structured processes that allow teams to 

use data to develop a concrete plan of action.  

The meetings were modified to increase the quality of the plan developed. The 

series of meetings encompassed four meeting types (identify an issue, understand the 

issue, diagnose root causes, and plan for action) and each meeting had its own process. 

Each time a meeting was conducted, the meeting’s process was revised based on 

observation and interview data. Overall, the series of meetings was conducted and revised 

three times. In order for readers to trust the meeting process, they must understand how it 

was developed. Transparency of meeting development will allow the process to gain 

legitimacy or credibility with meeting participants. Therefore, research questions one and 

two were:  

1. What were the features of the meetings that were convened to develop a plan of 

action to support Black males? 

2. What adjustments were made to the meeting structure and processes to enhance 

the plan of action? 

Moving forward, it was equally important to evaluate how the meeting structure and 

processes supported conversations regarding issues of race. This evaluation helped to 

assess whether or not the meetings truly caused participants to be cultivated through 

conversations held. Therefore, the third research question was:  
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3. What aspects of the meeting structure and processes enabled participants to hold 

constructive conversations regarding issues of race by their abilities to stay 

engaged, experience discomfort, speak truth, and expect and accept non-closure? 

Meetings May Address the Mess Made  

  Discipline Data at the School Level.  This study involved working with the staff 

at T. Jackson School, a public school in the School District of Philadelphia. This K-8 

school is located in North Philadelphia where 100% of the student population qualifies 

for free or reduced-price lunch, and hence are categorized as disadvantaged. It is 

composed of 365 students, 59% Hispanic, 40% African American, and less than 1% 

other. The school has 24 teachers, 2 administrators, and 9 associated support staff, 

including 7 school climate support staff and 2 classroom assistants.   

 At T. Jackson School, during the 2018-2019 school year, there was a 

disproportionate rate of office discipline referrals. Major and minor office discipline 

referrals were written based on offense. Major referrals mostly included physical 

aggression, weapons or drugs offenses, and bullying, etc. Minor referrals mostly included 

disrespect, obscene language, and defiance. All staff members wrote referrals within the 

educational environment. Therefore, not one specific group of educators or support staff 

personnel was responsible for this rate of disproportionality. While reviewing referrals 

overall, 34% of the students in the school were Black, but acquired 63% of the office 

discipline referrals. Fifty-six percent of the students in the school were Hispanic/Latino, 

but they acquired 37% of the office discipline referrals. As far as males were concerned, 

Black males represented 16% of the school, but acquired 44% of the office discipline 

referrals. There was extreme disproportionality in the office discipline referrals of Black 
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males compared to the percentage of actual Black males in the school. The rate of 

referrals is 2.75 times that of Black males in the school. Hispanic/Latino males 

represented 28% of the school, but acquired 33% of the office discipline referrals, with a 

yearly total of 1,074 office discipline referrals. The referral rate of Hispanic males is 

approximately 1 time that of the Hispanic males in the school.  

This study does not intend to compare the Hispanic male referral rate to the Black 

male referral rate. The Hispanic referral rate is provided to give the reader context. 

However, this study focuses on the disproportionality in the referral rate of Black males. 

The percentage of Black male students in the school should be comparable to the 

percentage of office discipline referrals acquired by Black males. Unfortunately, the 

referral rate is almost three times the proportion of Black male students in the school. 

This is comparable to other schools across the nation (Lopez, 2018a).  

Discipline Data in a Larger Context. In a 2011-12 study conducted by the 

Department of Education, suspension data showed Black males were three times more 

likely to be suspended than their white counterparts for the same behaviors (Lopez, 

2018a). To further support the claim, a study conducted during the 2013-14 school year 

showed Blacks were overrepresented in out-of-school suspensions, in-school 

suspensions, referrals to law enforcement, and school related arrests by 23%, 16.4%, 

10.4%, and 19.4% respectively (Lopez, 2018a). In terms of out-of-school suspension, 

males made up 70%, overrepresented by 18% (Lopez, 2018a). In sum, Blacks and males 

were overrepresented in terms of documented behavioral infractions.  
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Reasons for Disproportionality in Discipline Data 

 Lamentably, the undesired behaviors of Black male students reflect who they are 

as individuals. Educators fail to isolate the behaviors and connect them to underlying 

issues (Lopez, 2018a). However, all behaviors have an antecedent. Some of the behaviors 

observed are related to the teachers and educational environment. Other behaviors are 

related to issues within the domestic environment. Whether relating to home or school, 

antecedents must be studied in order to develop a plan of action which addresses origins 

of the behaviors. 

 Teacher Related Issues. A study released by the U.S. Department of Education’s 

National Center for Education Statistics details that of the 4 million American public 

school educators, 80% are non-Hispanic white and 77% are female (Taie, Goldring, & 

Spiegelman, 2017). Upon entering the classroom, white women are accompanied by their 

superior attitudes and their “rights to be on top” (Carter, 2004, p. 237).  Whites view 

themselves as a “criterion group that others must emulate within schools and other 

spheres of society” (Carter, 2004, p. 237). They attempt to alter the actions of black 

students to display what they view as appropriate (Carter, 2004). It can be difficult for 

white teachers to understand Black students because of limited interracial contact, 

economic and residential segregation, and diminished social learning about others and the 

way they view society and the world around them (Carter, 2004). Therefore, white 

teachers form unconscious attitudes and stereotypes about the way Black male students 

behave. Since social interactions between white and Black people are limited, the 

behaviors of Black males seem intimidating, dissatisfactory, and unacceptable to the non-
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Black population (Carter, 2004). Therefore, the behaviors of males are not favorable, and 

teachers write office discipline referrals for students.  

 Educational Environment Related Issues. Educators are unable to connect with 

some Black males in classrooms through the curriculums’ pedagogy provided by school 

districts. Alan Bloom in The Closing of the American Mind believes that the American 

society should not have to withstand changes in American curricula to accommodate non-

white western thought processes and traditions (Tripp & King-Jupiter, 2008). Bloom 

conveys the idea that all other students should change themselves to assimilate culturally 

and learn in the same ways as white western students (Tripp & King-Jupiter, 2008). 

Unfortunately, there are educators with the same thoughts as Bloom. 

Curricula content also perpetuates a racist point of view, which hinders the 

learning of Black students. Curricula highlight the accomplishments of white European 

descent and diminish the accomplishments of Blacks (Tripp & King-Jupiter, 2008). With 

this, it creates a hierarchical stance, placing white Europeans at the top and Blacks at the 

bottom (Tripp & King-Jupiter, 2008). It is probable that the content within curricula 

diminish the self-efficacy of Black students. Therefore, Black students do not hold high 

expectations for themselves.    

Curricula content and pedagogy are two causes of deficit in the educational 

abilities of Black children. Fourth grade mathematics assessments administered by the 

National Center for Education Statistics (2009), show that in 2007 white males achieved 

an average scaled score of 249 and Blacks achieved a score of 221, a difference of 3%. 

With respect to the 4th grade reading assessment given the same year, white males 

achieved an average scaled score of 227 and Blacks earned a score of 199, a difference of 
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14%. On the 8th grade reading assessment, given the same year, there was a difference of 

13% in mathematics and 12% in reading, with white males always exceeding Black 

males. Due, in part, to standardized test scores, studies by National Education 

Association (2011) found that Black boys were 2.5 times less likely to be enrolled in 

gifted and talented programs, even if their skills matched the stringent criteria provided.  

The lack of proficiency in math and reading, along with inconsistencies in 

assistance to achieve proficiency, cause augmented undesired behaviors (Toshalis, 2015). 

Plus, if teachers highlight these academic deficiencies or ability differences, then 

misbehavior is more likely to ensue (Toshalis, 2015). Reminders of skill and knowledge 

inability serve as triggers for Black males and their attitudes negatively change toward 

the educational environment (Toshalis, 2015). Therefore, students may behave in ways 

that teachers view as unconducive to learning and receive office discipline referrals. 

Poverty. Poverty can cause abnormal behaviors in children. In 2015, 32.9% of 

African American children lived in poverty (Tucker & Lowell, 2015). In 2016, it was 

reported by the U.S. Census Bureau that 73% of Black children lived with just a mother 

or a grandmother and in many cities 85 - 90% of children were being raised by just a 

mother (Shonel, 2016). Plus, many of these single mothers and grandmothers were living 

in poverty, even though they worked (Shonel, 2016). Poverty may cause unnecessary 

emotional effects, including impulsiveness, aggression, attention-deficit/hyperactivity 

disorder, and conduct disorder (Beam, 2016). All of these behaviors could be considered 

undesired and cause teachers to write office discipline referrals for students.  

Lack of Role Models. Since a majority of young Black males live in single-

parent households, primarily led by mothers or other female relatives, they have a limited 
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number of adult males they hold in high-esteem, to observe success within, and to note 

that success is indeed attainable. In a study of Black teens, of those who were able to 

identify a role-model, only 7% named those in professional positions with whom they 

had direct contact, such as doctors, lawyers, teachers or clergyman; however, 34% 

identified individuals they had no direct contact with, such as athletes, singers, or actors 

(Yancy, Siegel, & McDaniel, 2002). Indirect contact with a role model or having a 

celebrity role model is very different than having a role model one can access frequently 

in real life. Therefore, the lack of a positive mentor is one contribution to undesired 

behaviors displayed by young Black males because they have few males to model 

appropriate actions (Sanchez, 2016).  

These academic and poverty data reveal dismal circumstances for Black males. 

These very same young men are not able to contend with education and stressors of the 

world. Raspberry (1986) says, “Jobless and undisciplined boys spawn fatherless 

communities and then, because moral and economic irresponsibility tempts them into 

crime, they come to prey on their own communities, and finally they become a threat to 

the entire society” (p. 7). Considering this research, at this point, it is unclear how schools 

can support Black males. However, it is necessary to put a meeting process in place that 

will allow those who work in schools to build a strong and supportive foundation for 

Black males.  
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CHAPTER 2 - FOUNDATIONAL MEETING STRUCTURE 

A solid foundational structure is necessary to provide a basis for the refined or 

newly designed meeting. Therefore, this literature review serves as an appraisal of three 

types of meetings: communities of practice, professional learning communities, and cycle 

of inquiry and action. Initially, I used Hackman’s standard to evaluate all three meeting 

structures. Hackman’s criteria determined whether the meetings could support the 

development of a product acceptable to clients. It was important that product 

development be measured because the meetings were used to develop a plan of action to 

support Black males. Inquiry and action most closely fit the criteria and was chosen as 

the foundational structure.   

Then, after studying the meeting transcripts, I realized that the forums produced 

much more than a plan of action. They also produced conversations regarding issues of 

race. After this illumination, the “Four Agreements of Courageous Conversation” was 

used to ascertain whether the three meeting structures could actually enforce productive 

conversations concerning race issues and to determine the soundest structure in this 

respect. The structures were assessed according to whether they could support meeting 

participants’ abilities to stay engaged in the conversation, experience discomfort, speak 

truth, and expect and accept non-closure. I determined that inquiry and action met the 

criteria to hold constructive conversations regarding issues of race.   

Which Meeting Process Will Serve as a Solid Foundation?   

 This dissertation is focused on discipline. However, readers will discern that the 

meeting processes discussed below focus on changes within the academic realm. When 

teachers meet to discuss academics, meetings improve their practice (Davis, 2015). It is 



 

 13 

highly plausible that when educators meet to discuss behavior, their practice can be 

enhanced. When reading and reflecting on the meeting structures, it is most important to 

focus on the design of the meetings and to identify a structure which can support a work 

group and its task development, as well as, participants’ abilities to stay engaged in the 

conversation, experience discomfort, speak truth, and expect and accept a lack of closure. 

 Professional Learning Communities (PLC). Beginning in the late 1960s, 

developers proposed professional learning communities as a solution to the isolation 

endemic within the teaching profession in the United States (History of PLC, 2019). 

DuFour, DuFour, Eaker, and Many (2010) state a PLC can be established within an entire 

district or school and represents three characteristics, including: (1) an educational 

environment that has cemented a shared mission, vision, value, and goals, (2) 

collaborative teams that work interdependently to achieve common goals, and (3) a focus 

on results to support continuous improvement. In sum, PLCs consist of multiple 

collaborative teams and are indicative of how individuals work together in a collaborative 

manner in service of students (Kramer, 2019).  

Team meetings (also called PLC meetings) must be collaborative. “Collaboration 

is a systematic process in which we work together interdependently to analyze and 

impact professional practice to improve our individual and collective results” (DuFour et 

al., 2010, p. 8). Within a school, collaborative meetings consist of small groups of 

administrators, other leaders, and teachers who come together as a team to help one 

another improve student learning by reflecting on their practice and personal experiences, 

observing each other’s practices, and studying and applying research and best practices 

together (Owen, 2014). Teachers critique their practice to determine what is effective and 
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what can be altered (Kramer, 2019). These meetings are as much about teacher learning 

as student learning (Kramer, 2019). Thus, the meetings are “built on the premise that no 

one person has all the knowledge, skills, strategies, and patience to meet the needs of 

every student who comes into his or her classroom” (Kramer, 2019, pg. 7). During this 

time, critical questions must be addressed by the collaborative team (Kramer, 2019):  

1. What should students know and be able to do? 

2. How will we know that the students have learned the essential standards? 

3. How will we respond when students do not learn? 

4. How will we respond when students have already learned? 

These questions can help teachers fulfill a cycle of learning for students so that they 

know how to proceed within the classroom in order to improve learning. Using this 

approach, participants work together over extended time periods, incorporate activities 

focused on student learning, inquiry, and reflection, and collaborate through shared 

experiences and de-privatization of practice (Owen, 2014; Vescio, Ross, & Adams, 2007; 

Kramer, 2019). 

Rentfro (2007) discusses the example of South Elementary, in Eldon, Missouri 

which has infused all the characteristics of a PLC. This school has shared mission, vision, 

and commitment statements which has permeated the idea that all students can learn. The 

school incorporates several meetings throughout the week which include planning, 

pacing, instructional practices, and problem-solving for at-risk students (Rentfro, 2007). 

All meetings are focused on the four essential questions regarding student learning. As a 

result, there was a 24.1% gain in advanced and proficient scores on the Missouri 

Assessment Program for communication arts between 2001 and 2005. Not to mention, 
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there was an increase of 12.2% points on the Developmental Reading Assessment 

between the 2001-2002 and 2006-2007 school years (Rentfro, 2007). 

    Communities of Practice (COP). Another means of understanding 

collaboration is to examine organizations as communities of practice. “Communities of 

practice are groups of people who share a concern or a passion for something they do, 

and learn how to do it better as they interact regularly” (Wenger, 2011, pg. 1). This 

culture is built on the premise that the best way to improve organizational learning is to 

concentrate on ways that knowledge can be shared, discussed, and innovated 

(Mittendorff, Geijsel, Hoeve, de Laat, & Nieuwenhuis, 2006).  For this reason, COP 

characteristics are shared domain, shared practice, and shared community (Mittendorff et 

al., 2006).  Having a shared domain means that there is a common ground for sharing 

knowledge with the perspective that all members have the ability to contribute. The 

shared community creates a social structure for interactions enabling them to learn from 

one another, making knowledge fluid (Lum Kai Mun, 2016; Wenger, 2011). Through 

shared practice, all members understand a particular way of communicating with one 

another through developing a set of frameworks, ideas, tools, styles, language, stories, 

and documents (Mittendorff et al., 2006).  If a process runs in this way, knowledge can be 

captured, transferred, communicated, and created. 

 Effective meetings of COPs are conceptualized as a gathering of a community 

that uses a common ground to share practice (Wenger, 2011). During these meetings, 

communities develop capacity in the following ways: problem solving, requests for 

information, seeking experience, reusing assets, coordination and synergy, discussing 

developments, documentation projects, visits, mapping knowledge, and identifying gaps 
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(Wenger, 2011). During this time is when knowledge becomes fluid, allowing 

community members to resolve issues, build on prior knowledge, or be innovative.  

To determine if shared community meetings were producing desired results, a 

systematic literature review of 24 articles published between January 1999 to October 15, 

2015 was conducted by Lum Kai Mun (2016). Most studies were adamant that the 

meetings could improve educators’ practices through social relationships, tools, and 

application of knowledge (Lum Kai Mun, 2016). However, only one study suggested that 

meetings led to actual performance improvement. The effectiveness stemmed from time 

provided for meetings and personal interactions (Lum Kai Mun, 2016). 

Inquiry and Action. Action research is defined as “a disciplined process of 

inquiry conducted by and for those taking the action.” (Sagor, 2000, pg. 1). Action 

research is necessary for helping an actor to enhance his or her actions. In a culture that 

promotes inquiry and action (a type of action research), problems of practice are openly 

communicated, the learning and exploration of new practices and ideas are sought after, 

and risks are taken (Rasmussen & Karschney, 2012). Thus, in this culture, 

interdependence in paramount and a hierarchy does not exist when it pertains to sharing 

and learning (Rasmussen & Karschney, 2012).  

 The Washington Office of Superintendent of Public Instruction, Washington 

School Information Processing Cooperative, and Public Consulting Group published the 

cycle of inquiry and action and aligned processes as part of the Washington Data 

Coaching Development: District and School Data Team Toolkit (Geier & Smith, 2012). 

District employees are expected to use these meeting processes and accompanying 

protocols within the toolkit to keep meetings focused, data-driven, and actionable based 
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on the data and knowledge derived. The toolkit presented the following cycle: (1) identify 

issues; (2) understand issues (use data to get a clear picture); (3) diagnose causes 

(determine a hypothesized problem of practice that underlies the learner-centered 

problem); (4) plan for action (develop a framework for putting new knowledge to work 

by developing a logic model and articulating clear measures that will guide and focus 

action); (5) take action; and (6) evaluate results (use tools and guidance to conduct an 

evaluation that sums up the gains made through actions; Geier & Smith, 2012).  

Figure 1 

 Cycle of Inquiry and Action 

 

 Hyland and Noffke (2005) studied the instruction provided in a course for 

preservice teachers from a social justice framework. Preservice teachers were expected to 

ascertain new understandings of social justice as it relates to their own practice (Hyland 

and Noffke, 2005). Action and inquiry research helped researchers realize that certain 

instructional tasks hindered the growth of students toward meeting certain instructional 

goals (Hyland and Noffke, 2005). The study helped researchers pinpoint better 

instructional practices. Another study was conducted by Hong and Lawrence (2011) on 
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action research in teacher education. It was the goal of the researchers to study teacher 

research projects to better understand what teachers learned through action research 

(Hong & Lawrence, 2011). During the research, teachers asked significant questions, 

gathered data and information on the topic, and analyzed and interpreted information in 

order to answer the questions asked (Hong & Lawrence, 2011). Researchers reviewed 

various projects using the constant comparison and recursive analysis methods (Hong & 

Lawrence, 2011). The researchers found that the action research projects provided 

teachers with opportunities to apply strategies studied throughout the course and also 

provided a model to investigate matters within the confounds of their classrooms (Hong 

& Lawrence, 2011). The Hong and Lawrence (2011) and Hyland and Noffke (2005) 

studies suggested inquiry and action to be effective. However, it is necessary to 

determine the appropriate meeting process for this study.  

Criteria: A Product Acceptable to Clients 

 Hackman’s criteria for meeting effectiveness was instrumental in helping us 

determine the appropriate meeting process for developing a plan of action. Hackman 

(2002) suggests three criteria that can be used to evaluate the effectiveness of any work 

team, engaging in any meeting process, in any setting, with any task. The criteria relate to 

outputs of the meeting and include: (1) a team product acceptable to clients, (2) growth in 

team capability, and (3) growth of individual members. All three criteria can be weighted 

based on the overall objective(s) of the team (Hackman, 2002). For instance, if groups 

were expecting to grow in experience, information, or knowledge, then criteria one would 

have less weight. In the case of this study, if a team joins to expedite some significant 

task, then criteria two and three would contribute less weight.   
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In order to achieve a team product acceptable to clients, Hackman states that the 

team must be “real,” contain an enabling structure, a compelling direction, a supportive 

organization, and expert coaching.  First, Hackman (2002) suggests that a real team 

include stable individuals with a series of interrelationships who have specialized roles 

that are dependent upon one another, be obligated with a team task, and have the 

authority to make decisions regarding that task.  Second, the real team must have an 

enabling structure that allows the team to complete the tasks with which it was charged 

(Hackman, 2002).  Third, the team must have a compelling direction or clear end goal 

with a means to accomplish that task (Hackman, 2002).  Fourth, it must receive adequate 

resources, rewards, information, education, and intergroup cooperation which support the 

team in accomplishing its goals (Hackman, 2002). This will not be assessed in the 

rationale below because individual teams have different resources within different 

locations. Lastly, the team must be equipped with an expert coach that extinguishes 

issues or problems and promote coordination and collaboration (Hackman, 2002). If the 

meeting structure provides a basis for these four elements (with resources not being 

measured), it has the potential to be effective at developing a team product acceptable to 

clients. 

Rationale for Chosen Meeting Structure  

The PLC protocol meets three of four of Hackman’s criteria for developing a 

team product acceptable to clients. First, the PLC structure thrives on a real team. 

Research literature is extremely clear about the collaborative way in which members of 

the team work interdependently to provide feedback and reflection to the educator on the 

receiving end. Second, the PLC framework is an enabling structure that supports a clear 
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focus through implementation of critical meeting questions that guide the work of the 

meeting. Third, the meeting process supports the presence of an expert coach in the form 

of administrators, coaches, and educational leaders that attend the meetings. These 

professionals are experts in the sense that they have been placed in a position of authority 

in order to be viewed as experts. They may contain more knowledge and expertise than 

meeting attendees. On the other hand, it is unclear if this structure provides the ability for 

a team to produce a product acceptable to clients. The meetings are mostly implemented 

to support practice by studying and applying research and best practices. It is understood 

that product development can be added to the meeting; however, it is not reflective in the 

core of the PLC meeting structure or the essential questions.  

COP meetings contain one of the four components suggested by Hackman to 

develop a product acceptable to clients. The COP structure relies on a “real” team to 

work interdependently to make decisions. There is a common ground for sharing 

knowledge with the perspective that all members have the ability to contribute.  

However, the team does not contain an enabling structure or compelling direction that 

allows it to complete tasks with which it was charted. The structure mainly focuses on 

providing and obtaining knowledge from one another, but not on task development 

(Anthony, Norazwa bt Rosa, Eze, & Gan, 2009).  Lastly, the meetings do not appear to 

mandate an expert coach. Everyone from the team provides necessary knowledge and 

various types of information needed to make informed decisions. It appears that all are on 

the same level in regard to their knowledge base, with no clear expert or leader.  

The cycle of inquiry and action meets three of four of Hackman’s (2002) criteria 

for developing a product acceptable to clients. First, this meeting provides an enabling 
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structure that supports the team with completing tasks with which it is charged. There is a 

clear structure that moves teams through different processes in order to develop a plan of 

action regarding issues identified (Geier & Smith, 2012). Second, the enabling structure 

allows group participants to move in a compelling direction because all components are 

built directly into the meeting process (Hackman, 2002).  This is beneficial because it 

provides clarity on how to direct the meetings.  Third, this meeting process encourages 

growth of the team and growth of individual team members by emboldening them to seek 

more information than what has already been acquired by the group (Hackman, 2002). 

The toolkit states, “Teams are also encouraged to test their hypothesis about the causes of 

the issues under investigation by consulting research and best practice literature” (Geier 

& Smith, 2012, p. 6). However, it is not clear that the structure involves an expert to 

support the process. The team will use the cycle of inquiry and action as a foundational 

meeting structure because it meets three of four of Hackman’s criteria for product 

effectiveness. This is also true in the case of the PLC protocol. However, the inquiry and 

action structure includes execution of a clear plan of action, whereas, the PLC protocol 

does not. Development of a clear plan of action is necessary to appropriately support 

Black male students.    

Criteria: Productive Conversations  

 I also evaluated the meeting structures to identify those that stimulate productive 

conversations regarding issues of race. Initially, this was not the main focus of the 

meetings; however, it grew to become an integral part. Singleton and Hays (1992) 

developed the "Four Agreements of Courageous Conversation," a set of criteria detailing 

how to hold productive conversations on race. The authors claim that these guidelines 
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help to create a safe space for all to discuss, learn, and engage in meetings about race 

(Singleton & Hays, 1992). The authors also claim that the guidelines diffuse tense racial 

exchanges (Singleton & Hays, 1992). Singleton and Hays consider discussions on race to 

be productive if participants stay engaged, experience discomfort, speak their truth, and 

accept and expect non-closure.  

First, in terms of engagement, discussion leaders must invite peers into the 

conversation regarding race to ensure that the discussion is being held (Singleton & Hays, 

1992). This serves as a way to “give voice to inner thoughts” (Singleton & Hays, 1992). 

Once the discussion is entered into, all parties must participate and condemn the silence 

of any member (Singleton & Hays, 1992). Silence, in many cases, means that participants 

are succumbing to discomfort and failing to speak their truth (Singleton & Hays, 1992). 

Silence can also be perceived as individuals retreating into their minds in order to think 

further racist thoughts about the individuals in the conversation.  

Second, participants must expect to experience discomfort (Singleton & Hays, 

1992, pg. 20). It is necessary to feel discomfort when uncovering our own and others’ 

perspectives about race (Singleton & Hays, 1992, pg. 20). When discovering dissonance, 

it is necessary to acknowledge the feelings of others. However, it is not necessary to 

accept “one dominant way of understanding race” because it “invalidates all other 

experiences and different points of view” (Singleton & Hays, 1992, pg. 20). When being 

forced to accept one dominant view, probe the peer to self-examine their racial identifies 

(especially if dominant) and their racial histories (Singleton & Hays, 1992). 

Third, it is necessary for all meeting participants to speak their truths (Singleton & 

Hays, 1992). In order to speak truth, it is recommended that each participant share, with 
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openness, their thoughts, beliefs, judgments, feelings, pain, anger, etc. regarding the 

racial issues being addressed (Singleton & Hays, 1992). If the truth is not told, then it will 

be difficult for meeting participants to come to an exact understanding of the way one is 

feeling (Singleton & Hays, 1992). If an understanding is not clear, then people cannot 

alter their behaviors and will continue to offend, disrespect, and disregard the feelings of 

people of different races. Then, conflict in race relations will continue.  

The fourth criterion to an effective conversation on race is to expect and accept a 

lack of closure (Singleton & Hays, 1992). Racism and racial issues are extremely 

complex. There is no way that issues will be resolved during just one meeting or even 

during a series of meetings. Meeting participants must come to terms with this 

understanding. The conversation will never end because there may always be a need to 

hold the conversation. 

Rationale for Chosen Meeting Structure  

“Four Agreements of Courageous Conversation” represents criteria on how to 

effectively conduct interracial conversations about difficult topics, like race. If meeting 

structures and processes allow meeting participants to stay engaged, experience 

discomfort, speak truth, and expect and accept a lack of closure, then it is plausible that 

structures will support productive conversations. Table 1, below, provides a summary of 

how the meeting structures and processes support participants in productive 

conversations.  
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Table 1:  

Meeting Process Alignment to “Four Agreements of Courageous Conversation” 

 Stay Engaged 
Experience 
Discomfort Speak Truth 

Expect & Accept 
a Lack of 
Closure 

Professional 
Learning 
Communities 

Collaborative 
team works 
interdependently 

Constantly 
Critiqued and 
provided with 
feedback 

n/a n/a 

Communities of 
Practice 

Collaboration – 
share 
knowledge, 
concerns, and 
passions 

n/a n/a n/a 

Inquiry & Action Plan for action Identify issues - 
identify 
problems within 
environment 

Understand 
Issues - Use data 
to acknowledge 
current 
conditions 

n/a 

The PLC meeting structure moderately provides a foundation to satisfy the 

Courageous Conversation criteria. The PLC structure encourages a collaborative team to 

work interdependently (Dufour et al., 2010). Collaboration aligns to the Courageous 

Conversations framework because it requires individuals to stay engaged by constantly 

communicating, interacting with one another, and providing feedback to those involved. 

Collaboration forces teammates to remain in the work tasks or conversation, regardless of 

its difficulty. Also, the PLC structure aligns to the Courageous Conversations framework 

because it allows participants to experience discomfort. The PLC literature mentions that 

educators are constantly being critiqued and receiving feedback (Dufour et al., 2010). It is 

difficult to hear about failed attempts or performance that is incompetent. This pressures 



 

 25 

the educator to struggle to reach a higher level in his/her professional practice. But the 

PLC structure and Courageous Conversations framework misalign in the areas of 

speaking truth and expecting and accepting a lack of closure.  

The COP framework has the structure to enable the Courageous Conversation 

component of staying engaged. The COP literature suggests that the best way to improve 

organizational learning is to concentrate on ways that knowledge can be shared, 

discussed, and innovated (Mittendorff et al., 2006). Thus, teammates stay engaged by 

“sharing concerns or passions for something they do and learning how to do it better” 

through regular interaction (Wenger, 2011, pg. 1). The COP structure does not enable 

speaking one’s truth, experiencing discomfort, and expecting and accepting a lack of 

closure.  

The inquiry and action structure is in closer alignment to the Courageous 

Conversations framework than all other processes. First, it enables the truth to be spoken. 

The truth is spoken in terms of data. Data is used to acknowledge the actuality of current 

conditions. The toolkit states that its meetings’ processes are used to identify data to be 

collected and to monitor progress of the data (Geier & Smith, 2012). It also states that its 

processes support data informed actions that will impact pupil outcomes (Geier & Smith, 

2012). Second, the meeting structure allows participants to experience discomfort. 

Discomfort is incurred when identifying issues or problems within the environment. The 

process suggests identifying some gaps between the current state of matters and where 

the organization intends to be (Geier & Smith, 2012). It is likely that the reality of 

negative conditions causes stress within key stakeholders. Furthermore, the inquiry and 

action structure enables participants to stay engaged. It does so by providing a process 
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which allows participants to plan for action. Planning for action allows stakeholders to 

explain how they will support or improve the issue moving forward. Not only does this 

engage participants within that current meeting session, but the conversation continues 

after the meeting. The conversation continues because participants continue working on 

the plan, usually with other educators, even after the meeting. Not only did the inquiry 

and action structure meet the criteria for holding a Courageous Conversation, but it also 

met Hackman’s criteria for meeting and product effectiveness. It will be used as the 

foundational structure and shaped into a refined meeting structure in order to develop a 

plan of action for Black males.  

Since it will be used throughout this process, it is necessary to define the inquiry 

and action terms as they are being used in regard to this study. “Structure” is defined by 

the entire composition of the series. “Series” means the full implementation of four 

components, including identify an issue, understand the issue, diagnose causes, and plan 

for action. Take action and evaluate results were excluded from this study for reasons that 

will be explained in a later chapter. “Component” applies to one piece of the series of 

meetings being implemented. Each component has an underlying process. “Aspects” are 

defined as a part of the process and relates to pieces of the meeting itself (agenda items).  

Theoretical Support for Productive Conversations  

Components of the “Four Agreements of Courageous Conversation” may cause 

individuals to experience change as suggested by Mezirow’s transformative learning 

theory. While accepting and acting upon the agreements of a Courageous Conversation, 

individuals are actually engaging in behaviors that Mezirow says will impact change in 

the brain of an adult individual. Mezirow’s transformative learning theory states that 
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“learning is understood as the process of using a prior interpretation to construe a new or 

revised interpretation of the meaning of one’s experience in order to guide future action” 

(Mezirow, 1999). In other terms, if a person has interpreted information in a specific way, 

then that information may need to be overwritten or edited in one’s mind. Once the 

information has been changed, then the person’s actions can change. Singleton and Hays 

and Mezirwo make the same claims, however, one is based on practice and the other on 

theory.  

 Change begins by addressing meaning schemes and perspectives. Meaning 

schemes represent “specific knowledge, beliefs, value judgments, and feelings that 

constitute interpretations of experience” (Mezirow, 1999, p. 6). Meaning perspectives are 

more broad and include a “general frame of reference, world view, or personal paradigm 

involving a collection of meaning schemes made up of higher-order schemata, theories, 

propositions, beliefs, prototypes, goal orientations and evaluations” and “they provide us 

criteria for judging or evaluating right and wrong, bad and good, beautiful and ugly, true 

and false, appropriate and in- appropriate” (Mezirow, 1999, p. 6). When thinking in terms 

of Courageous Conversations, truths are defined as one’s thoughts, beliefs, judgments, 

feelings, pain, anger, etc. (Singleton & Hays, 2012). Thus, truths are equivalent to 

meaning schemes and perspectives because both pertain to a level of authenticity that is 

present within one’s mind.  

 Merizow’s theory has three main themes for transformation of truths, schemes, or 

perspectives: (1) centrality of experience, (2) critical reflection, and (3) rational discourse 

(Mezirow, 1999). One’s centrality of experience is the beginning point where one needs 

to start in order to be changed (Mezirow, 1999). It is one’s current state in terms of 
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meaning schemes and perspectives. In terms of the Courageous Conversations 

framework, one must speak their truth in order to be changed. Centrality of experience 

and speaking one’s truth are equivalent in that they represent the current state of one’s 

thoughts, are derived from the experiences that one holds, and act as a starting point for 

change (Singleton & Hays, 2012). Since experiences are viewed as social constructs, 

Merizow’s says that they can be deconstructed and rebuilt (Mezirow, 1999). 

   Critical reflection is the second theme of the transformation theory, and it is the 

point that offers contradiction to our thoughts, feelings, and actions (Mezirow, 1999). 

During this time, one counteracts their prior assumptions and presuppositions (Mezirow, 

1999). This phase is disorienting because it requires one to omit a previous disparate 

experience (Mezirow, 1999). As an experience is omitted, a new meaning perspective is 

formed (Mezirow, 1999). While thinking in terms of the Courageous Conversations 

framework, both critical reflection and extreme discomfort work in tandem. While 

engaged in critical reflection, one is experiencing extreme discomfort. Extreme 

discomfort is what causes a breakthrough in the critical reflection because it means that 

prior assumptions and presuppositions are being altered. Both are so difficult to 

experience because people must “unpack” current perspectives and “admit that they may 

not know all they have claimed to know or honestly believed they knew” (Singleton & 

Hays, 2012, pg. 20). 

 Rational discourse is the third theme of Mezirow’s transformation theory. 

Mezirow (1999) states that rational discourse is used to ignite a discussion when there is 

a need to question the appropriateness, comprehensibility, or truth of what is being 

claimed. Mezirow (1999) also recommends that rational discourse continues as long as 
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everyone in the conversation understands each other. Similarly, the stay engaged 

component of the Courageous Conversations framework requires discussion leaders to 

draw participants into the conversation on race and encourage all parties to remain in the 

conversation because, if not, their voices and truths will be silenced (Singleton & Hays, 

2012). Both allow opportunities for people to come together to voice their truths, 

understand one another, and improve race relations.   

Further Research is Needed on Participant Behavior and Issues of Race 

Mroz, Allen, Verhoeven, and Shuffler (2018) suggest further research is needed in 

the areas of behavior in meetings and meeting science. The research literature regarding 

PLCs, COPs, and cycle of inquiry and action present little information on employee 

behaviors within those meetings. The literature discusses ideal interactions, but it does 

not discuss how meeting participants actually act or interact. Allen, Lehmann-

Willenbrock, and Rogelberg (2018) shed some light on the issue, particularly in the area 

of patterns of behaviors within groups, and how those behaviors relate to individual, 

group, and organizational outcomes. However, this is new learning that has not been 

studied intensely (Mroz et al., 2018). Mroz and colleagues (2018) claim that by focusing 

on behaviors, researchers can help solidify interventions that deal with behaviors that 

hinder outcomes in meetings, including poor communication and complaining. 

In regard to meeting science, further conceptual and theoretical clarity is required; 

it is necessary to understand how and why meetings work (Mroz et al., 2018). In essence, 

research on meetings often fail to provide supporting theories for effective meeting 

strategies, or, if theories are provided, they do not actually coincide with what is being 

observed (Mroz et al., 2018). Consequently, many meetings are ineffective, and Johnson 
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(2012) estimates that of 11 million meetings held each day, 50% are a waste of time, 

costing 31 working hours each month or 4 workdays per participant. Not to mention, 73% 

of employees admit to doing other work in meetings and 39% confess to sleeping during 

meetings (Johnson, 2012). However, with an effective meeting process and appropriate 

meeting content, meetings will be more effective overall.    

 Furthermore, based on the literature that was reviewed, there is a gap in the 

literature about meetings that focus on issues of race. It has not yet been determined if a 

particular structure is needed to focus solely on these specific issues. No particular 

structure has been noted in the literature. Generic meeting structures are provided, and 

this allows researchers to infer that various types of discussions can occur within the 

context of the meeting processes provided.  
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CHAPTER 3 - PROGRAMS FOCUSED ON SUPPORTING STUDENTS 

This chapter serves as a literature review of six different types of mentorship 

programs. While reviewing the literature in this chapter, I determined that mentorship 

programs contain several components (mentorship duration, volunteer training, 

curriculums, theory/paradigms) which may or may not be effective for improving 

academics. After reviewing the components and conducting a rationale, it was decided 

that mentorship curriculums are effective at providing positive results in academics. 

Since mentorship curriculums provide positive results in academics, it is plausible that 

they can also help students achieve positive results in behavior.  Therefore, it was the 

goal of meeting participants to formulate a mentorship curriculum as a plan of action to 

reduce undesired behaviors and their underlying causes. This chapter was used as a 

reference during the meetings. 

Mentorship Overview. In 2010, there were 4,700 federally authorized mentoring 

programs in the nation, one in four of which used a school-based format (Wheeler, 

Keller, & DuBois, 2010). School-based mentoring allows access to mentoring for 

students who would not normally have access. This literature review will discuss six 

school-based mentorship programs: Big Brothers, Big Sisters of America (BBBSA); 

Communities In Schools of San Antonio (CIS-SA); mentoring programs funded by the 

U.S. Department of Education; Brotherhood; African American Mentor Achievement 

(AAMA); and the Benjamin E. Mays Institute African-centric mentoring program. These 

studies were chosen because they include support for Black males in a variety of 

social/emotional and academic ways.  
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Big Brothers, Big Sisters of America. Big Brothers, Big Sisters of America 

(BBBSA) is a school-based mentoring program with official standards (Big Brothers, Big 

Sisters of America, 2013). The standards included orientation for all stakeholders, a 

youth assessment in order to learn about the youth and identify the best possible match, 

and supervision to maintain contact with all stakeholders to ensure program fidelity. 

Once the initial process was completed and pairs were appropriately matched, the case 

manager and volunteer set goals for students to decrease or delay antisocial behavior, 

enhance academic performance, boost relationships with family and friends, and 

encourage social and cultural enrichment (Big Brothers, Big Sisters of America, 2013). 

The BBBSA model mimicked social control theory. Social control theory proclaims that 

delinquent and other negative behaviors are diminished with relationships to prosocial 

others, commitment to socially acceptable goals, and involvement in traditional activities 

(Big Brothers, Big Sisters of America, 2013). 

A BBBSA study took place in 2009 in 71 public schools in rural and urban school 

districts across the United States (41 elementary, 27 middle, and 3 high schools; Wheeler 

et al., 2010). It involved 1,139 students of mixed races (37% White; 23% 

Hispanic/Latino; 18% Black; 23% of mixed races or other), with 61% of the students in 

the 4th-5th grades, and 69% receiving free or reduced priced lunch. The study lasted one 

full school year, with students mentored at an average of 27 hours during the course of 

5.3 months.   

After implementing the aforementioned requirements, this study showed slight 

areas of improvement (Wheeler et al., 2010). At the end of the school year, when 

compared with the control group, those mentored had higher levels of self-efficacy in 
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academics (Herrera, Grossman, Kauh, & McMaken, 2011). There was no increase in 

academic efforts, relationships with associates, teachers, or guardians, self-worth, or 

problem behavior (Herrera et al., 2011). The most favorable outcomes were generated by 

those with the longest matches and those who reported feeling relatively close to their 

mentors (Wheeler et al., 2010).  

The 2018 Big Brothers Big Sisters of America Annual Impact Report revealed 

some differences between the previously mentioned 2010 BBBSA model and the 2018 

BBBSA model (Mitchell, 2019). First, the official program standards mentioned in the 

2010 study were revised and are now called the Service Delivery Model (SDM) and 

BBBSA Standards of Practice (Mitchell, 2019). The new model entails standards of 

practice based on research and empirical evidence that convey how agencies should 

engross volunteers, youth, and guardians in long-lasting, high-quality matches for the 

entire length of mentorship (Mitchell, 2019). Second, there are new options in how 

mentorship is provided, including community-based (mentors meet mentees in the 

community), site-based (matches meet at a school or workplace), and site-based plus (a 

combination of the community and site-based; Mitchell, 2019). Technology Enhancing 

Mentoring has also been introduced. Using this technology, mentors have the opportunity 

to communicate with their mentees online. Based on these characteristics, approximately 

90% of mentees from community-based sites claim they have a special adult. 

Approximately 80% of mentees from site-based sites claim they have a special adult. 

Overall, 52% are less likely to skip school, 37% are less likely to skip class, and 33% are 

less likely to hit someone.       
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Communities In Schools of San Antonio. The Communities In Schools of San 

Antonio (CIS-SA) mentoring program was being provided as additional support to 

students within community schools. It did not contain a solid school-based program 

model or specific volunteer training session. However, in 2018, the program’s internet 

site proclaimed that it assessed students’ needs and provided resources based on those 

needs, including nourishment, school supplies, health care, counseling, academic 

assistance, and/or access to a positive role model (Communities in Schools San Antonio, 

2016).  This proclamation encapsulates the Whole Child Theory, which supports a child’s 

overall well-being. 

At the time of the 2008 study, CIS-SA had been running for 14 years (Wheeler et 

al., 2010). It existed within 19 schools (7 elementary schools, 5 middle, and 7 high 

schools). The study included 525 students (2% White, 78% Hispanic/Latino, 9% Black, 

and 11% multi-race/other), with 44% of the students in the 9th-12th grades and 100% 

projected to drop-out. The average family income of the students involved in the study 

was less than $20,000. Of the students provided with mentor support, mentors were stated 

to have spent an average of 10 hours with their mentees during the course of 5.9 months.  

A study conducted on CIS-SA concluded that it may be of limited worth for 

students already receiving various levels of supports, like students attending community 

schools (Wheeler et al., 2010). The report indicated positive effects regarding 

connections among schoolmates and students’ perceived social support from friends, but 

there were no positive effects on measures regarding academic achievement or social 

skills (Wheeler et al., 2010). The program appeared to work best for elementary school 

boys and high school girls (Wheeler et al., 2010).  
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U.S. Department of Education’s Student Mentoring Programs. There was a 

study published in 2009 (conducted 2005-2006) about mentoring programs funded 

through the U.S. Department of Education and authorized by the No Child Left Behind 

Act of 2001 (National Center for Education Statistics, 2009). The reasoning behind the 

U.S. Department of Education’s Student Mentoring Program was that facilitating 

mentoring relationships could cause long-term benefits for students, including augmented 

academic outcomes and participation, improved interpersonal relationships, increased 

personal responsibility and community involvement, and diminished juvenile 

delinquency and participation in harmful activities. There were no mandated activities to 

achieve these outcomes, but mentors met with their mentees approximately 4.4 meetings 

per month for 5.8 months throughout the school year.  

In terms of demographics, a total of 2,573 students were recruited and randomly 

placed, 1,272 received mentoring services and 1,301 served as the control group 

(Wheeler et al., 2010). Of the study group, 47% were male and 53% female with an 

average age of 11.2 years of age. Of these students, 41% were Black and 31% were 

Hispanic. Eighty-six percent of the sample was eligible for free or reduced-price lunch. 

Not to mention, 60% were defined to be at risk or below proficiency in either reading, 

math, or both. Plus, 25% of students were at risk for delinquency.  

The study did not find the mentoring programs to have any significant effects. 

There were minor effects on problem behavior, prosocial behavior, and academic 

achievement (Wheeler et al., 2010). But the study did manifest results about 

mentor/mentee pairs. The study showed that mentors age 22 or younger had negative 
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impacts on math and mentors and mentees with same race/ethnicity had positively 

associated impacts on ELA.   

Brotherhood. Wyatt (2009) reports that the main objective of the Brotherhood 

was to improve the graduation rate of 307 Black male students from Chicago Public 

Schools who volunteered to be in the program during the 2008 school year. The group 

met once a week and was engrossed in a 30-week curriculum based on ASCA standards 

(academic development, personal/social development, and career development), Nguzo 

Saba (unity, self-determination, collective work and responsibility, cooperative 

economics, purpose, creativity, and faith), and empowerment theory. This intervention 

yielded a huge impact in achievement. Analysis of the GPAs proved that the males in the 

Brotherhood performed 60% and 48% higher in 2006 and 2007, respectively, than those 

not in the program (Wyatt, 2008).  

African American Mentor Achievement. At the time of the 2018 study, the 

AAMA mentors believed that they could provide the interventions necessary for students 

to be successful in academic life. The mentors of AAMA represented their students and 

acted as liaisons between the males and their teachers (most of whom were White 

women) by conferencing with teachers when grades were suffering (Chen, 2018). Not to 

mention, mentors of AAMA participated in the district’s Voluntary School Study Team. 

The mentors of AAMA established and executed academic interventions and acted as 

educational advocates for the males whom they served. The program argued great 

success because it claimed to have risen the graduation rate of Black males by 10%, 

increased grade point average (2.17 overall GPA by the mentees compared to 1.71 of 
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those not mentored), and reduced the suspension rate by one third after three years of 

service.  

Benjamin E. Mays Institute. Research conducted by Gordon, Iwamoto, Ward, 

Potts, & Boyd (2009) attempted to understand the impact that the Benjamin E. Mays 

Institute African-centric mentoring program had on academics and examined the effects 

of racial identity and identification on state-wide standardized tests and grade point 

average. Of the 8th grade males: 83% of the participants were Black; had repeated a 

grade; had the drive to want to improve; were labeled at risk by their previous instructors; 

demonstrated specific attributes (cooperation, determination, focus, appropriate behavior, 

consistent attendance, and positive problem solving approach); and accepted the task of 

participating in community activities at least 2 hours per month (Gordon et al., 2009). 

The framework of this program was based on Sankofa, an Afro-centric paradigm that 

focuses on spirituality, Kujichagulia (self-determination), Ujamaa (cooperative 

economics), Uhuru (freedom and social justice), and Matt (truth) (Gordon et al., 2009). In 

order to reach desired results, the Afro-centric program was incorporated through 

instruction delivered by male teachers. Also, mentees met one-on-one with mentors 

weekly.  

The study results indicated that students who participated in this study had: a 

more positive and higher identification with academic scores; lower pre-encounter 

attitudes (a lower regard for the dominant white group and more positive attitudes 

towards Black groups); and internationalization (internalize academic information) scores 

that were higher than those of the comparison group (Gordon et al., 2009). The 

implications for this study suggest that preventative steps should be initiated in order to 
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integrate young Black males’ self-identification with their academics (Gordon et al., 

2009).  

Rationale for Chosen Meeting Content  

Common mentoring components derived from the literature were: mentorship 

duration, volunteer training, theories/paradigms, and curriculum (or the structure of 

interactions between mentors and mentees; Wheeler et al., 2010; Big Brothers, Big 

Sisters of America, 2013; National Center for Education Statistics, 2009; Wyatt, 2009; 

Chen, 2018; Gordon et al, 2009).  

Mentorship Duration. As far as mentorship duration is concerned, Wheeler and 

colleagues (2010) found that the most favorable outcomes were generated by those with 

the longest matches and those reported feeling relatively close to their mentors. Thus, 

relationships with a mentee are strengthened when the mentor has the stamina and 

determination to build long-lasting relationships. It can also be stated that the longer the 

mentorship duration, the greater competence demonstrated by the mentee (Park, Yoon, & 

Crosby, 2015). In terms of implementation, the school year lasts 10 months. Therefore, 

there is not enough time (in the school year or the study) to nurture the relationship as 

research suggests. This aspect will not be implemented at the T. Jackson School.   

Volunteer Training. Volunteer training was also a common theme, but the type 

and duration of training ranged from program to program. CIS-SA required one 

mandatory hour of training (other training was optional), but the study included no 

information on the type of training. BBBSA required no training. SMP required about 3.4 

hours of training (Wheeler et al, 2010). The report included vague information regarding 

SMP’s training techniques, stating that training was being linked to higher quality mentor 
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relationships. But, information on the SMP training techniques was derived from the 

mentors themselves, thus developing the potential for erroneous data. The Brotherhood, 

BEMI, and AAMA did not discuss trainings specific to the mentoring program (Wyatt, 

2009; Chen, 2018; Gordon et al., 2009). There was not enough information to determine 

its overall effectiveness or its effects on building relationships, therefore, this aspect will 

not be implemented at the school.   

Theory/Paradigm. Four of the six programs researched focused on a theory or 

paradigm. One based its program on social control theory and another on the whole child 

theory. Two of four programs grounded their curriculums in Afro-Centric paradigm. In 

terms of theory or paradigm implementation at the school level, there is no person 

currently in the building who holds expertise in an Afro-Centric paradigm or specific 

theory. A staff member could be sent for training; however, this will severely diminish 

time for planning and implementation. Therefore, this aspect will not be implemented at 

the school.    

Curriculum.  In this study, a mentorship curriculum was defined as a set of 

intentionally structured plans that engaged mentors and students in activities that 

supported them academically or behaviorally (Jucovy, 2000). Three of the reviewed 

programs implemented structured or semi-structured curriculums and they all had 

positive results.  First, the Benjamin E. Mays Institute’s program of study focused on 

Sankofa (an Afro-Centric paradigm with spirituality as its basis; Gordon et al., 2009). 

This program resulted in higher levels of academic internalization scores than its 

comparison group (Gordon et al., 2009). Second, the Brotherhood implemented a 30-

week curriculum based on ASCA standards, Nguzo Saba, and empowerment theory 
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(Wyatt, 2008). GPA data indicated that the males in the Brotherhood performed 60% and 

48% higher in 2006 and 2007, respectively, than those not in the program (Wyatt, 2008). 

Third, the AAMA literature provided some mention of a curriculum by revealing that 

mentors established and executed interventions and participated in the district’s 

Voluntary School Study Team (Chen, 2018). It divulged no specific details. Fortunately, 

AAMA was able to increase the graduation rate of Black males by 10%. Overall, it 

appears that the programs with specifically structured and semi-structured curriculums 

yielded its intended academic results. Since curriculums helped improve academics, it is 

indeed plausible that they can also support students in behavior. Thus, the T. Jackson 

School’s meeting participants will design a mentorship curriculum to reduce undesired 

behaviors and their underlying causes. Moreover, developing this curriculum will help to 

reach Hackman’s (2002) criteria of effectiveness by developing a product acceptable to 

clients that helps meet a clear end goal.  

Reflection on the Literature 

The field has failed to come to a consensus on what is constituted as a successful 

mentorship relationship (Straus, Johnson, Marquez, & Feldman, 2013). There are no 

standards of practice regarding how mentors should interact with students. Neither are 

there minimal program interventions that are labeled as best-practice, researched-based, 

or effective in which mentors can use with students (McDaniel and Yarbrough, 2016).  

Straus et al. (2013) says that understanding these components is crucial for those seeking 

mentors as well as for mentors striving to improve their practice. Without these 

components, there is no way to hold mentors accountable.  
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CHAPTER 4 - METHODOLOGY 

The main purpose of this qualitative case study was to design a series of meetings.  

The inquiry and action structure found in the Washington Data Coaching Development: 

District and School Data Team Toolkit served as its foundational structure (Geier & 

Smith, 2012). The series of meetings was conducted three times. It was altered after each 

series in order to enhance the meetings’ productivity in the development of a mentorship 

curriculum. Therefore, the research questions to assess these efforts were:  

1. What were the features of the meetings that were convened to develop a plan of 

action to support Black males? 

2. What adjustments were made to the meeting structure and processes to enhance 

the plan of action? 

Later in the study, I discovered that the meetings manufactured rich conversations 

regarding issues of race. Therefore, I decided to examine whether the meeting structures 

and processes had procured the conversations as expected. Wherefore, the third research 

question was:  

3. What aspects of the meeting structure and processes enabled participants to hold 

constructive conversations regarding issues of race by their abilities to stay 

engaged, experience discomfort, speak truth, and expect and accept non-closure? 

My theory of action was: If a refined meeting structure was established, then meeting 

participants would develop a plan of action to reduce undesired behaviors and their 

underlying causes and hold constructive conversations regarding issues of race, resulting 

in a reduction in the rate of office discipline referrals written for Black male students.  
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In this study, I acted as meeting facilitator, group participant, and researcher. As 

facilitator, I guided the team through the step-by-step processes of the meeting. In a few 

instances, I acted as a participant. I contributed my experiences and ideas based on my 

interactions with Black males. After each meeting, acting as researcher, I interviewed 

group participants on the overall structure and aligned processes of the meetings in order 

to determine how well they worked to develop the plan of action. I also altered the 

meeting structure and processes based on what I observed to be going well and not so 

well. At the end of all ten meetings, I impartially analyzed the meetings’ content to 

identify how the participants of the group benefited from the meetings as a whole.  

A. Setting 

The study took place from July 2019 through November 2019 at T. Jackson 

School, a K-8 school located in North Philadelphia. In terms of personnel, the school had 

24 teachers, 2 administrators, and 9 associated support staff (2 classroom assistants and 7 

school climate support personnel). During the time of the study, 100% of the student 

population qualified for free or reduced-price lunch, and hence, were categorized as 

economically disadvantaged. The school is composed of 59% Hispanic, 40% Black, and 

less than 1% other. During the 2018-2019 school year, 40% of the students were Black, 

but they acquired 57% of the office discipline referrals. Fifty-nine percent of the students 

were Hispanic/Latino and they acquired 43% of the office discipline referrals, 8% were 

multi-racial and they acquired 0% of the office discipline referrals. As far as males were 

concerned, Black males represented 16% of the school, but acquired 44% of the office 

discipline referrals. Hispanic/Latino males represented 28% of the school but acquired 
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33% of the office discipline referrals. This setting was chosen due to the large 

disproportionality of office discipline referrals written for Black males.  

B. Study Participants 

 This study was originally slated to have teachers serve as group participants. Due 

to a heavy workload and other time constraints, it was not feasible for teachers to 

participate in the study. I understood that they were the staff members who were with the 

students for the majority of the time and research states that those most involved with the 

students should be the stakeholders involved in significant thought processes regarding 

the students (Mittendorff et al., 2006). However, due to time constraints, teachers could 

not participate.  

School climate staff personnel held daily meetings with me, the facilitator and 

researcher, so I could manage the time spent on meetings and the content thereof. So, 

group participants consisted of the school climate support personnel. The job summary of 

the school climate support personnel is to “provide assistance to staff during lunch and 

recreation periods, assist in monitoring students’ behavior in and around the school 

building, and assist in the preparation and serving of food during mealtimes” (School 

District of Philadelphia, 2019, p. 1). Of this, the significant functions, as they pertain to 

this study, include aiding security and instructional personnel with monitoring students’ 

activities, safeguarding the hallways and other areas of the school building, and helping 

to maintain order in the lunchroom and the schoolyard during recess (School District of 

Philadelphia, 2019). Instructional staff (teachers) are responsible for managing the 

behaviors of students in most instances; however, school climate support personnel aide 

teachers when behaviors become unmanageable. Since they are majorly involved in 
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discipline matters, the issues involved in this study impact them in a major way. Thus, 

participation in this study allowed them to provide more input into discipline matters. 

Participation also provided them with a greater level of accountability in terms of 

supporting Black males.  

The school employs 7 school climate support team members. Three of these 

climate personnel participated in the process throughout. Four others were not invited to 

participate for various reasons. One was extremely disrespectful to children and had 

several memos in a file detailing such matters. The second was only a three -hour 

employee and would not have time to dedicate to the process. The third was nonchalant 

regarding several important issues throughout the school and was not deemed committed 

enough to participate. The fourth would have been chosen to participate in this process, 

but her work hours did not permit.  

  So, a team of 3 was chosen because those employees have invested the longest 

time at the school and have more experience than the other members in working with 

Black male students. Not only this, but these three were what Hackman (2002) would 

consider a real team because they have worked together for quite some time and are 

stable individuals with a series of interrelationships who have similar roles that are 

dependent upon one another. They support one another in the field and in meetings. Plus, 

all three had work hours lasting from 10am until 3pm and were able to be present for 

meeting purposes. In terms of participants’ backgrounds, Debbie has worked at the 

school for six years and currently works as director of the JUMP after school program for 

sixth through eighth grade students. She is close to completing a bachelor’s degree in 

elementary education. Clark has worked at the school for 4 years and also worked for six 
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months as a teacher in the King elementary school after school program for kindergarten 

through fifth grade students until the program was discontinued in August of 2019. She 

has 60 college credits that pertain to the field of education. Kelly has worked at the 

school for one year and a half and runs a mentorship program for girls at the local 

recreation center. She has no college credits but is a high school graduate. The names of 

all climate support team members were changed for confidentiality purposes. 

Table 2  

Group Participant Profile  

Participant 
Name 

Race, Age, and 
Gender 

Years of 
Service 

 
Education 

Work History as it pertains 
to Black males 

Debbie Black, 42, 
Female 

6 Close to 
completing a 
bachelor’s 
degree 

Director of JUMP after 
school program for grades 
6-8 

Kelly  Black, 38, 
Female 

1.5 60 college 
credits in field 
of education 

Runs a mentorship program 
at the recreation center near 
the school 

Clark Black, 35, 
Female 

4 High school 
graduate 

King After School 
Programs, grades k-5 

The three Black female employees joined these meetings regarding issues of race 

particularly as they pertain to Black male students because the personnel may have been 

influenced by America’s white racist society. In Race Relations, by Steven Steinberg 

(2007), Booker T. Washington, a Black male, states that “there is a hierarchy of older and 

younger races in terms of their level of civilization and that education is the method for 

lifting the primitive to the level of civilized man” (p. 27).  In this statement, Washington 

referred to Blacks as being a “younger race” and as “primitive.” These two terms place 
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Blacks beneath whites in terms of hierarchy. In the very same book chapter, Park and 

D’Souza agree that the key to progress in race relations is to close the civilization gap (or 

educate Blacks) and only then will the conditions of Blacks become less cruel and 

inhumane (Steinberg, 2007). This is something agreed upon by Washington (Steinberg, 

2007). In this sense, Washington, Park, and D’Souza are talking in terms of education. 

However, their comments regarding “lifting the primitive” also apply to behavior and any 

other aspect of life that can be thought of. It is indeed possible that the Black women 

participants in this study view themselves as “lifting the primitive” and are reverting to 

doing so in a harsh way. Even though they are Black, they are in a position to re-enforce 

racist policies inflicted by white racist people. So, these meetings are important for them 

as well.  

D. Data Collection Methods 

During the meetings, process data were collected from the climate team using 

semi-structured interviews. I anticipated that interviews would be helpful in capturing 

diverse thoughts in terms of the meetings’ processes, including the components thought 

to be significant and insignificant. It was also intended that they provide information on 

how to redesign the meetings for a greater level of productivity, effectiveness, and 

efficiency. Interviews regarding the process were conducted after each meeting. 

Questions asked during the interviews included: 

● Do you want to switch anything in the process?  

● Do you want to add anything to the process? 

● Do you want to delete anything from the process?  

● Would you like to change the process in any way?  
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Data were also collected by recording oral observations. The recordings allowed 

me, as researcher, to capture full meeting content, feelings/emotions, meeting minutes, 

the structure of the meeting vs. actuality, the fluidity of changes, and other data to 

analyze desired or undesired aspects of the meeting. The recordings were turned into 

transcripts. Ten meetings were conducted, but nine with recordings and transcripts. The 

October 7th meeting does not have a recording nor a transcript because shortly after the 

meeting began, the recorder stopped recording without the facilitator’s notice.  

E. Analysis of Process Data & Impact Data 

  Process Data. We conducted three separate series of meetings. Each series 

consisted of four components or four different meeting processes extracted from the 

toolkit written by Geier & Smith (2012). The components were: (1) identify an issue, (2) 

understand the issue, (3) diagnose causes, and (4) plan for action. Each meeting was 

devoted to one component and its aligned process (see Appendix A). There was no 

specific timeframe for the meetings and each meeting lasted according to meeting type 

and content. There were ten meetings (and not twelve) because components were either 

omitted or combined based on observational need or the recommendations of the team. 

The meeting observations and interviews provided information detailing how the 

meetings’ structure and processes must be altered to develop a mentorship curriculum. 

The data was analyzed. After each meeting, a transcript (including both meeting content 

and verbal interviews) was coded, using three levels of codes, including in vivo, pattern 

codes, and analytic memoing. In vivo codes, words or short phrases from the participants’ 

own language, were recorded (Miles, Huberman, Saldana, 2020). Then, the second level 

of coding, pattern codes, were drawn from the first level codes. Pattern coding is a way of 
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grouping those in vivo codes into a smaller number of categories, themes, or concepts 

(Miles et al., 2020). Pattern codes were shared across meetings to determine whether 

codes from other meetings fell into those particular categories (see Appendix B). If so, 

they were placed in the predetermined category. But other pattern codes were generated, 

if necessary. Analytic memoings of patterns and accompanying in vivo codes were 

written as an extended narrative that recorded my, the researcher’s, reflections, thoughts, 

questions, or deeper understandings of the data presented (Miles et al., 2020). After 

analyzing the in vivo codes, pattern codes, and analytic memos of the current meeting 

process, meeting components and accompanying aspects thereof were eliminated, 

strengthened, and/or altered. Based on the data collected and analyzed, a new meeting 

process was solidified and the team tested the new meeting process during the next series. 

Therefore, process data was collected in order to respond to questions one and two:  

1. What were the features of the meetings that were convened to develop a plan of 

action to support Black males? 

2. What adjustments were made to the meeting structure and processes to enhance 

the plan of action? 

This data collection was necessary in order to explain how and why the overall structure 

and processes were shifted to construct a better meeting. Plus, the structure and processes 

become more credible when readers can see how and why they were modified.   

Impact Data. The literature suggests that the participant group be involved in a 

concrete task, in this case, writing a mentorship curriculum. Hackman (2002), for 

example, recommends that groups be tasked with tangible outcomes. Therefore, it was 

determined that the tangible outcome for this group would be a mentorship curriculum. It 
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was also intended for the quality of the mentorship curriculum to serve as an evaluation 

of the meeting process. Each lesson was intended to be designed during one meeting 

series, with a total of three series and three lessons. Each lesson’s quality would have 

been assessed using a rubric and pinpointed to which meeting series was used to develop 

the lesson. The rating on lesson quality was intended to provide a gauge on the 

effectiveness of that particular meeting series.     

After engaging in three different opportunities to plan for action, the intended 

mentoring curriculum turned out to be more than just a set of intentionally structured 

plans that engaged mentors and students in activities that helped them build strong 

relationships and succeed academically and behaviorally (Jucovy, 2000).  Unexpectantly, 

the curriculum blossomed into an entire mentorship program intended to reduce 

undesired behaviors as well as their underlying causes (see Appendix D). The program 

includes lessons that empower relationship building between the participants and 

students, opportunities for participants to serve as liaisons between students and teachers 

in order to support student/teacher relationships, and the development of a behavior plan 

to encourage desired behaviors. But, even with an altered product, the program had to be 

assessed to determine the effectiveness of the meeting process. While searching for other 

rubrics to assess the program, it was determined that it would not be valid to judge the 

unexpected mentorship program with rubric mandates that were never discussed within 

the meeting content.   

But, the meeting structure and processes impacted participants in other ways. 

While reviewing data from the meetings, it was presumed that the meetings fostered rich 

conversations regarding issues of race. Singleton and Hays’ Courageous Conversations 
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criteria (stay engaged, experience discomfort, speak truth, and expect and accept non-

closure) were used to assess whether the conversations were as productive as thought to 

be. These four criteria were chosen because they have been suggested to foster quality 

communications regarding issues of race. 

It was necessary to determine whether or not the meeting’s structure and 

processes actually allowed individuals to meet the four criteria. If the individuals met the 

four criteria, then a productive conversation on race had occurred and, most likely, 

resulted in an impact on thoughts (at least for the individual(s) that met the criteria). Each 

participants’ words and actions were analyzed to determine whether and how they met 

the four criteria. For this reason, the third research question was:  

3. What aspects of the meeting structure and processes enabled participants to hold 

constructive conversations regarding issues of race by their abilities to stay 

engaged, experience discomfort, speak truth, and expect and accept non-closure? 

Three levels of coding were used to analyze participants’ words and actions. In 

vivo codes were pulled directly from the transcript to analyze whether they aligned to the 

pattern codes provided by the Courageous Conversations literature regarding whether 

participants were engaged, experienced discomfort, spoke their truth, and expected and 

accepted non-closure. This analysis determined whether participants actually held 

productive conversations. Then, a combination of the codes (in vivo and pattern) were 

further analyzed to determine the meeting components, processes, or aspects that allowed 

participants to meet each particular criterion. This analysis determined the time (during 

the meeting process) participants actually attained each criterion for having productive 

conversations regarding issues of race. Overall, the analysis of process and impact data 
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determined whether the meetings were effective in developing a plan of action to support 

Black male students and developing a consciousness regarding issues of race particularly 

as they pertain to Black male students.   
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CHAPTER 5 - FINDINGS AND ANALYSIS 

 This chapter will present interview and observational data, an analysis of the data, 

as well as findings stemming from the data. First, readers will be presented with 

information explaining the adaptation of the series of meetings to a refined state. 

Meetings were adjusted to: (1) seek data from the primary source, Black males, (2) allow 

for a more-in depth study of the topic, and (3) develop a better plan of action to support 

Black males. Then, the analysis will show that the meeting structure and aligned 

processes supported productive conversations regarding issues of race. This was 

demonstrated through participants’ abilities to: (4) speak truth some of the time, (5) feel 

discomfort while addressing difficult topics, (6) understand that work still needed to be 

done after the meetings, and (7) stay engaged during the entire length of the meetings. 

While learning about the main findings, readers will understand how meeting structure, 

components, and aspects caused readers to develop a plan of action and hold productive 

conversations.  

Adjusted Meeting Structures & Processes 

Initially, the overall structure and processes used in the meetings were derived 

from the cycle of inquiry and action published in the District and School Data Team 

Toolkit (Geier & Smith, 2012). These were mostly emulated during series one but altered 

thereafter. A series (also known as overall structure) was composed of four different 

components: (1) identify an issue, (2) understand the issue, (3) diagnose causes, and (4) 

plan for action. Each component had an underlying process, as indicated in Appendix A. 

Note that two components of the original process, take action and evaluate results, did not 

take place during the meetings. Those components focused on implementation of action 
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steps. None were required to actually take action and, if taken, the action was not 

evaluated. The removal of these two components resulted in the change from a cycle to a 

linear series of meetings. This modification does not preclude us from readjusting to a 

cycle. There were ten meetings, which took place from September 16, 2019 through 

October 22, 2019.  

Figure 2 

Series of Inquiry and Action 

 

Series 1 

Meeting 1.1 - Identify an Issue. During the meeting, the team stated and 

explained the major issue (originally brainstorming issues as suggested by the toolkit), 

identified questions that stemmed from the issue statement, and brainstormed the data 

elements needed to address the first question of importance. The toolkit’s process begins 

with brainstorming issues. However, in the case of T. Jackson School, the issue had 

already been identified and researched beforehand. The major issue was that Black males 

were referred to the office for discipline at a disproportionate rate. Since the issue had 

already been predetermined, step one in the process, brainstorming issues (as originally 

suggested by the toolkit) was replaced with state and explain the issue. This was a logical 

decision conducted solely by me, the researcher, before the meeting. It serves the idea 

    
Identify an 

Issue 
Understand  

the Issue 
Diagnose  
Causes 

Plan for 
Action    
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that data be reviewed before meetings in order to determine the major issue that needs to 

be addressed. All other aspects of this process were a part of the original format outlined 

in the toolkit.  

While brainstorming questions that stemmed from the issue statement, three top 

priority questions were identified by the team. The first top priority inquiry was: Are we 

working to build relationships with Black males? This inquiry, in part, guided the first 

series of meetings. The next two inquiries guided the second and third series of meetings. 

The second inquiry was: Why are the attitudes of Black males different than those of 

Hispanic males? The third inquiry was: How are teachers contributing to office discipline 

referrals? The team did not need to brainstorm questions again because they were already 

identified during this meeting. Therefore, through observations, it was determined that 

the second aspect of the meeting would be altered from identifying questions to revisiting 

questions previously brainstormed and identifying the next question of importance.  

Lastly, the team decided upon data elements that could be identified in order to 

answer the inquiry, “Are we working to build relationships with Black males?” The team 

decided upon a survey that would gather information on whether Black males felt that the 

climate staff was working to build relationships with them. A survey is very difficult to 

develop, and the team did not take any of the necessary scientific steps to test whether it 

was valid. During the meeting: 

Tahira: When we talk about data…I’m going to add research to this. Which type 

of data or which type of research or information do you think we’re going to need 

to answer this question?  
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Debbie: We definitely are going to have to go to the Black males themselves to 

ask them...We have to get their input before we can do anything. 

Kelly: Like a survey? 

The team asked if they could prepare their own survey by addressing Black males 

directly, as they did not find the existing data to be useful for what was required. Some of 

the prompts listed in the survey were: (1) The school climate support staff is available 

when I need to talk to them, (2) I feel comfortable when I talk to the school climate 

support staff, and (3) The school climate support staff cares about me. Developing an 

assessment tool to collect data elements was a change in the process because the original 

process required using data that was already made available.  

Figure 3 

Survey – Building Relationships  

 

Therefore, the meeting to identify an issue (for series two) was altered to: (1) state 

and explain major issue, (2) revisit questions that stemmed from issue statement and 

identify the next question of importance, (3) brainstorm and decide upon data elements to 

address the inquiry, and (4) decide upon or create an appropriate assessment to use to 
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address the inquiry. The aforementioned is the exact process by which the team used to 

ask questions and collect data in order to respond.  

 Meeting 1.2 - Understand the Issue. The suggested meeting to understand the 

issue regarding whether or not school climate support staff worked to build relationships 

with students included: (1) making factual observations about data, (2) making 

inferences, and (3) asking questions and drawing conclusions. While developing the 

agenda and making sense of the structure, it appeared that the team could not dive into 

the data without revisiting the major issue or the focus question. From my view as 

facilitator/researcher, there was a deliberate need to redirect the attention of the team 

back to the matter at hand so that they could focus on the data in terms of those matters. 

So, the meeting was altered to (1) review the major issue, (2) review the focus question 

(from which the data was derived), (3) make factual observations, (4) make inferences, 

and (5) ask questions and draw conclusions.  

 While making factual observations, it was observed that everyone looking at the 

data may not be used to reading charts or graphs. There was an obvious absence of 

Clark’s (school climate personnel and meeting participant) voice for twenty minutes. This 

silence occurred during the review of the data. However, Clark’s voice does resurface 

after explanation of the data from the group. After the data review was over and Tahira 

was absent from the room: 

Clark states: That’s crazy...The last graph she (Tahira) did about Black males  

getting more of the referrals than the others…. But the Black males get more  

[attention]. But the Black males… we care about them more. That’s crazy. They  

the ones that feel comfortable with us. But they get more referrals. They think that  
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because we are close with them… [Clark is referring to Figure 4.] 

 

Figure 4 

Referrals by Ethnicity

 

This shows that she was engaged in the conversation, but most likely needed an explicit 

overview or explanation of the data, including thorough explanations of charts and graphs 

and what the data represents, in order to understand what the data meant. This 

observation was made, and it was added to the next agenda for series two. 

 This process was fluid, and it generated a great deal of enthusiastic discussion 

from the participants. There was so much conversation that participants were ready to 

generate solutions to the concerns presented far before time. Timing mattered because 

there was a process by which we were to abide by in order to develop a quality product. 

The toolkit does not recommend developing a product before acquiring all of the required 
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information (Geier & Smith, 2012). In an effort to generate a solution before time, 

participants state: 

Debbie: Because I know that when I play with my son, we play board games, and 

I ask him how is your day and he’ll say mom, “how was your day?” 

Kelly: They may be more open if we’re playing board games and talking rather 

than just sitting and talking. If we’re just sitting and having conversations, they 

might feel... 

Debbie: Because I was surprised at my older son, he said, “mom, let me tell you 

what happened. We were playing games and he was steady going, “Mom...” 

I, the facilitator, let the participants know that a process was being following and that we 

were not yet ready to generate solutions to issues presented.  

Moving forward, during the interview, I (as the researcher) asked, “I also want to 

talk about this (I point to the meeting structure written on the white board): Is this fine? 

We did the purpose, reviewed the major issue, reviewed the focus question, conducted 

factual observations, inferences, asked questions, and drew conclusions. Is this fine? Is 

this OK? Is there anything else you want to include? Is there anything you want to take 

out? Is there anything you want to change?” All participants indicated that the structure 

was “fine,” and nobody commented on the structure at all.  

 Meeting 1.3 - Diagnose a Root Cause. Before even beginning the meeting, I 

began with discussion on the process.  

Tahira: Today, we have a fishbone. You tell me if you even like this process.  
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Because, to me, I think it should have come after we identified the issue. Because 

it’s kind of like we are digging deeper into the issue. [Six minutes into the 

meeting, I again attempted to generate conversation on the process.]  

Tahira: Think about where in this process this should have been. I’m thinking 

that we should have thought about this right after we identified the problem. But, 

I’m not sure because I’m actually trying to follow this particular method in a 

particular book and it’s actually saying do this the process like this and that’s why 

I keep saying, “We’re going to do the process like this.” They’re saying [that] at 

the end, we’re supposed to get the results that we desire. So, this is the process 

and I feel like we should have done it earlier, but you can tell me.  

At this point, I was overly suggesting process changes. However, during the last two 

meetings, not much interview data was generated. Therefore, I attempted to persuade 

participants to discuss the process a little more.    

 The toolkit offers several processes for diagnosing root causes; however, the 

fishbone diagram was settled upon because I had developed one in the past. The initial 

process consisted of: (1) drawing a fishbone diagram, (2) writing the problem under 

investigation in the head of the fish and (3) identifying probable causes of the problem. 

So, after drawing the fishbone diagram, we wrote the problem under investigation. When 

writing the problem under investigation, I steered the team into reverting back to the 

major issue at hand.  

Tahira: Alright, Black males acquire the most violations at T. Jackson. What are  

some reasons why you think? 
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We moved to the major issue at hand regarding Black males being disproportionately 

referred to the office for discipline, instead of continuing on with the top priority inquiry, 

“Are we working to build relationships with Black males?” Through observation, I noted 

that this caused a disconnect in the process. The focus and discussion were on Black 

males being referred instead of relationships. Therefore, it was determined that when 

moving forward with this component of the process, during series two, the next priority 

question would be turned into a statement in order to diagnose its root cause.  

Meeting 1.4 - Plan for Action. While reviewing the 1.3 meeting agenda, it was 

determined that examining the fishbone display was omitted. Therefore, it was placed in 

the next meeting agenda for 1.4 - plan for action.  

After completion of the fishbone diagram, it was necessary to examine the 

diagram in order to determine one or several root causes. The toolkit’s process suggests 

analyzing each possible cause to determine whether it is a likely cause by asking: 

1. Would the problem have occurred if this cause had not been present?  

2. Would the problem reoccur if the cause was corrected?  

If the answer to both of these questions is no, then a cause is likely. During the meeting, 

the aforementioned questions had to be read over and over again for clarity. Below is a 

piece of the transcript from the meeting of us determining possible causes for Black 

males being disproportionately referred to the office for discipline. Again, there was an 

unintentional shift in focus and the focus should have been based on identifying causes 

for failure to build relationships with Black male students.   

Tahira: What about generational? Would the problem have occurred if this cause 

had not been present? Maybe if we were more of their age, would the problem 
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have occurred? Maybe us writing violations… meaning we understand them 

better. 

Debbie: I mean, I wouldn’t think so.  

Kelly: I mean, I do see some of the extra love kids get along really well with the 

City Year group and I think that’s because they are younger and closer to their 

age.  

Tahira: And, would the problem have occurred if this was corrected? Meaning, if 

we were their age… That just goes along with what you said, “Yes the problem 

would be corrected because they get along with City Year.” 

Debbie: That’s why I try to stay in that era with them so that I can know their 

language.  

Kelly: That's why I can know where they are coming from.  

Debbie: I can relate to what they are going through. 

During observations of the meeting, it was clear that some words were stated in an 

attempt to provide further clarity, including, “meaning” and “maybe.” There were also 

pauses within sentences. This represents time to think about what the questions were 

asking. There was also evidence of unclear statements and responses. Due to 

inappropriate questioning, it is unclear if clarity was ever reached. In order to promote 

clarity, questions in the process were changed to:  

1. Could the proposed cause have caused the major issue?  

2. Does the district have power to change the major issue?  

3.  If we fix the cause, would the major issue be less likely to occur?  
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The effects of the questioning can be explicitly noted in the next meeting of the same 

type. 

Next, the team moved on to develop a plan for action, including: (1) develop 

measurable desired end state, (2) strategies to reach the end state, (3) objectives, (4) 

action steps, (5) person(s) responsible, (6) timeline, and (7) inputs/resources. Step one did 

not include the formula (what will change? for whom? by how much? by when?) for 

developing the measurable desired end state (Geier & Smith, 2012). However, the 

formula was found in the toolkit while reviewing for the meeting. Using the formula was 

efficient and effective. Thus, using the formula was added to step one for series two’s 

plan for action meeting. The measurable desired end state was: Decrease the amount of 

office discipline referrals for Black males at John Welsh from 44% to 35%, where Black 

males are 16% of the population.   

The plan for action took more than one day to complete. On day one, a framework 

for the plan was developed. On day two, the plan was fully and completely developed by 

adding specific details and strategies. This is what prompted a change in process. The 

plan for action meeting includes: 

●  Day 1: Outline for the Plan: (end state and objectives)  

● Day 2: In-Depth Development of Action Plan: (strategies, person(s) 

responsible, timeline, and inputs/resources). 

This process allowed participants to develop lesson plans. The plans are intended to 

promote relationship building with students. The plans include objectives, “Students and 

mentors will be able to understand each other’s cultures through music and dance,” and, 

“Mentor and students will work together to understand generational differences.”   
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Observational data suggested that diagnose causes be moved directly after 

identifying the issues because the new flow would allow the team to dig deeper into the 

issue at hand. Thus, the series two structural components should proceed in the following 

way: (1) unite on an issue, (2) diagnose causes, (3) understand the issues, and (4) plan for 

action. 

Series 2 

Meeting 2.1 - Unite on an Issue and formally Identify an Issue. At this point in 

the process, I, as facilitator, realized that the norms were subconsciously removed from 

the agenda. A poster hung in my office of the staff career development norms (be on 

time; be a problem solver; be open; be present; and be growth mindset oriented). They 

were only on the agenda for two meetings. From the transcripts of the meetings, it 

appears that they were not mentioned, discussed, or described. The presence of the norms 

on the agenda was superficial. I, as researcher, realized that norms are built into the 

overall culture of the environment and not anything that can be instilled in one meeting. 

While uniting on an issue, it was stated that the updated meeting would reflect the 

following: (1) state and explain major issue, (2) revisit questions that stemmed from issue 

statement and identify the next question of importance, (3) brainstorm and decide upon 

data elements to address the inquiry, and (4) decide upon or create an appropriate 

assessment to use to address the inquiry. As the meeting began, we took the opportunity 

to review the major issue discussed. The team revisited the questions previously 

brainstormed and identified the next question of importance. The next question of 

importance was the focus for the series. The inquiry was: Why are the attitudes of Black 

males different from those of Hispanic males? Since the questions were already generated 
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and available, the entire meeting took less than eight minutes, compared to the first 

meeting in series 1, which took over 29 minutes. There was a commotion in the building 

that caused the meeting to halt (only steps 1 and 2 were conducted).   

The meeting had to be continued the next day; therefore, Day 2 consisted of: (1) 

develop a tool for data collection and (2) develop plans to collect and compile data for 

analysis. Again, the team took the opportunity to create what they viewed as an 

appropriate assessment tool, an interview, to determine if the attitudes of Black males 

were different than those of Hispanic males. This involved retrieving information from 

Black males.  

Tahira: Because it could be a legitimate question for some, maybe not two of us 

here, but it could be for teachers. So, in order to resolve this matter, what data do 

you think that we’ll need? 

Kelly: We would need data from the actual students.  

Tahira: Saying what?  

Debbie: We asking them? Are we asking them is there a difference between them 

and Hispanic males?  

Tahira: That’s a good question…[What] Do we want to ask them?  

Kelly: Do they think there are differences? Do they feel there are differences in 

the way that they are treated? Questions like that? 

This commotion allowed me to realize that it was necessary to include time to develop an 

appropriate tool for data collection and discussion of how the data will be compiled and 

collected. Even though it was a mishap, the exact process conducted during the course of 

the two days will be included as a revision.  
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 In terms of further revisions based on interview data, I asked, “You know the 

process that we’ve been going through. Today, we identified another issue to tackle. If 

there is a different way to think about doing this, something that we can add to this 

process...what would it be? Something to add to this process/something to take away 

from this process... what do you think we [will] need to better support us in this process?” 

The participants shrugged their shoulders, indicating that they did not know, and there 

weren’t any comments made.  

After this meeting, the team was to diagnose the root cause of the matter. 

However, this information was not documented properly in the notes I took. Therefore, 

the team continued on to understand the issues.  

2.2 Understand the Issues. The focus of the meeting was on the interview data 

collected regarding whether or not Black males viewed their attitudes or treatment from 

teachers as any different from Hispanic males. We started the meeting by reviewing the 

major issue (Black males are referred more than others) and revisiting the focus question 

(Why are the attitudes of Black males different from those of Hispanic males?). But, 

before making factual observations, I implemented a needed change in the process as 

observed during the last meeting of the like. Observations led me to believe that further 

explanation of the data needed to be conducted. Thus, the data was explained. 

Tahira: So, we are going to review the data on whether Black males feel that the 

attitudes of Black males differ from those of Hispanic males and if treatment 

from teachers is different. I collected data privately from 9 students. I did not let 

them know what we were doing, but I was informally discussing their feelings 

with them. I asked them, “Is there a difference in treatment between Black and 
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Hispanic males?” and “Do you think that there is a difference in the attitudes of 

Black males and Hispanic males?” If you look at the table, you will see two 

columns and if you look down, you will see responses for each individual 

interviewed. Column 1 reveals information about treatment and column 2 reveals 

data about their perceptions about the differences in attitudes. Now, remember our 

focus question. Are the attitudes of Black males different from those of Hispanic 

males and why do we think this? So, the data… 

Figure 5 

Interview – Are the attitudes of Black males different than those of Hispanic males?  

 

While making factual observations based on the data, the responses from the team led me 

to believe that they understood the data. Their responses were:  
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 Kelly: Shockingly. 

Tahira: Overwhelmingly...well, what do you think?  

Clark: I didn’t think that there was a difference.  

Debbie: They said, ‘No. Not this year.’ 

Kelly: Well, that’s what I said. Their attitudes are the same, but I was wondering: 

did they feel like other people treated them differently? And, the one kid is just 

saying, ‘Not this year.’ 

The team continued on with the meeting by making factual observations, making 

inferences, asking questions, and drawing conclusions (this serves as impact data and was 

not inputted into this section). This process was thought provoking and it took little wait 

time for the team to generate ideas/thoughts. The process flowed seamlessly and there 

were no concerns or conflicts regarding any aspects of the process. 

At the end of the meeting I collected data regarding the process. The following 

conversation took place:  

Tahira: In wrapping up, this is the structure we had today. We talked about the 

major issue, we talked about the purpose.... Purpose, we did a focus question, we 

did factual observations, made inferences, asked questions and drew conclusions.  

Is this structure o.k.? Is there something that you would add, take away?  

[No responses. Silence.] 
 

Tahira: Now, let me ask you a question. Remember after this [part in the 

process], we kind of drew that fishbone? Do you think that that’s necessary or do 

you think that we can make a plan of action from this? 

Clark: We can make a plan of action from this.  
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Kelly: This is basically the same thing (as the fishbone), it’s just shorter. 

Debbie: Yeah, the diagram that we had.  

Tahira: The fishbone diagram where we had the different categories and mapped 

it all out. Do you think that that’s necessary or can we move to a plan of action 

from this? 

The team believed that they had the necessary information to address this series’ inquiry. 

After understanding the issues, the team was prompted to draw conclusions. Drawing 

conclusions, both times conducted by the team, led to conclusions on how to solve the 

particular matter. The team’s ability to move directly into the plan of action further 

solidifies the fact that diagnosing the root cause(s) needs a new positioning, directly after 

uniting on an issue. The change in position will allow the team to acquire all necessary 

information before proceeding with the plan of action. Therefore, the overall structure 

will be: (1) unite on an issue, (2) diagnose causes, (3) understand issues, and (4) plan for 

action. 

 2.3 Plan for Action. The second question of importance, “Why are the attitudes 

of Black males different from those of Hispanic males?”, and the evidence generated 

from the question were at the forefront when executing the process for this meeting. In 

terms of the measurable desired end state, during the last meeting of this type I observed 

that using the formula (what will change? for whom? by how much? by when?) was 

useful. Therefore, the process was altered to include this in its first step. The remainder of 

the process did not change and was useful as is according to the toolkit: (1) write a 

measurable desired end state (use the formula to determine), (2) strategies to reach the 

end state, (3) objectives, (4) action steps, (5) person(s) responsible, (6) timeline, and (7) 
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input/s resources. The measurable desired end state was: With the help of a mentor, Black 

males will have no more than three negative interactions with teachers per week.  

During the last meeting of this type, the process was split into two days. On day 

one, a framework for the plan was developed. On the second day, the plan was fully 

formed by adding specific details and strategies. It was noted that the second day was not 

needed in order to add specific details to the plan (this was done during day one); 

however, it will remain in the process and be used if necessary. This process allowed the 

team to develop a plan to serve as a liaison between teachers and students.   

Series 3 

 3.1 Unite on an Issue and Diagnose the Root Causes. While preparing the 

process and agenda for uniting on an issue, I noted that the meeting would be rather quick 

due to the issues and final question already being discussed and prepared. In terms of the 

process for uniting on an issue, the team reviewed the major problem (Black males are 

referred more than others) and revisited the last question of importance (How are teachers 

contributing to office discipline referrals?).  

Diagnosing root causes was also added to this process. The main point of this was 

to determine if the two processes flowed seamlessly together (plus, there was time 

available). The team developed a fishbone diagram to brainstorm root causes by taking 

the last question of importance and turning it into a statement and examined the display 

to determine root causes by using the revised questions. The questions were updated to 

promote clarity and this was the first time they were asked. Questions in the process were 

changed to:  

1. Could this proposed root cause have caused the major issue?  
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2. Does the district have power to change the major issue?  

3.  If we fix the cause, would the major issue be less likely to occur?  

The conversation surrounding the updated questioning is revealed below. 

Tahira: Now, I want to identify some root causes. So, this is the display that 

we’ve created. I’m going to ask you three questions for each one [category]. You 

tell me, “Yes or no.” So, could this issue [unprofessional conduct] have caused 

this [teacher contribution to office discipline referrals]. 

Clark: Of course. 

Tahira: Does the district have power to change this? 

Cark: Yes, they do? 

Tahira: If we fix this issue [unprofessional conduct] would this [teacher 

contribution to office discipline referrals] be less likely to occur? 

Debbie: Yes.  

Tahira: Lack of classroom management. Is this contributed to this? Lack of  

classroom management causes teachers to contribute to office discipline referrals? 

Kelly: yeah 

Tahira: So, if I flip flop it, it will be right. Teachers contribute to office discipline 

referrals because of lack of classroom management. Does the district have control 

over that? 

Debbie: How? 

Kelly: What do they do on those PD days? 

 Debbie: PD Days 
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Tahira: If we fix this issue [classroom management], would this be less likely to 

occur [teacher contribution to office discipline referrals]? Alright, Last one. 

Assumptions. Could this issue have caused teacher contribution to office 

discipline referrals?  

Debbie: Yes.  

Kelly: Assumptions do contribute. 

Tahira: Does the district have the power to change these assumptions? 

Debbie: no 

Kelly: Not unless the district can do some type of sensitivity training or  

something.  

Debbie: Assumption is like another way of saying your opinion.  

Kelly: They can try but... 

Debbie: They can’t even try. You can’t...  

Kelly: You can. Some people assume… 

Debbie: That’s hard. Years and years of resources and putting things in place.  

Tahira: o.k. Just for the record. If we fixed the teachers’ assumptions, would the 

teacher contribution to office discipline referrals change? If we fix this… 

Kelly: Ten years from now maybe. 

The new line of questioning revealed many changes. First, there was no time spent 

pausing in between each question. This means that there was not a great deal of time 

spent attempting to process what the question meant. Also, there was only one clarifying 

comment. I “flip flopped” parts of a question and it was easy to understand and address 

the mistake. Plus, there was no time spent repeating the questions because they were easy 
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to understand. Using these questions, the team determined that the causes of teachers 

writing office discipline referrals could be related to the lack of classroom management 

and unprofessional conduct. After determining the root causes, the team brainstormed 

data elements needed to further understand the issue.  

When interviewed, there were no final suggestions of changes from the team.  

Tahira: So, how do you feel about the fishbone being in the beginning? Every 

time we start a week’s worth [series] of meetings, we start by identifying the 

issue. This time, we didn’t unite on the issue and go straight into the data 

[understanding the issues], we united on the issue [final question relating to the 

major issue] and we diagnosed the causes of the issue before digging deep into the 

data [understanding the issues]. How do you like it like this? ...because once we 

got to the data, then we are already trying to jump to a conclusion. This way, we 

were able to identify the issue, dig deeper into the issue [diagnose causes] and 

then …”  

Kelly: “My brain works better this way.”  

The overall process and sequence of aspects will remain as is for future use. 

However, due to timing, the components (identify an issue and diagnose the causes) will 

have to be split. Meeting 1.1 identify an issue was 30 minutes due to the process of 

identifying questions stemming from the major issue. Since the questions were already 

generated, the second meeting of the like, 2.1 unite on an issue, took approximately 8 

minutes and the last meeting of the like, 3.1 unite on an issue, even less time. But, if the 

team must execute the initial process, like the first, the timing will be too long to also 
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diagnose the causes. Therefore, the two components cannot remain together in one 

meeting. However, it would work for a team that had more time.  

3.2 Understand the Issues. The group began with a review of the focus question: 

How are teachers contributing to office discipline referrals? However, the major issue 

(Black males are referred more than other students) should always be added to the 

beginning of the process in order to remind participants of the overall focus. It was on the 

agenda, but it was not a part of the process because it was not mentioned in the transcript 

at all. Moving forward, I conducted a review of the data relating to the focus question 

(this was a change suggested in the first meeting of this type).  

Tahira: “This year, we told teachers to handle the minor violations and that we 

didn’t want to see them inputted into the system. So, this data from last year will 

give you a clearer picture on who was writing up who and for what reason. Some 

stuff was very minor and of course some stuff was major, right? So, this is 

obviously a bar graph and don’t be confused because the race and ethnicity is very 

low (at the bottom of the paper). So, just be mindful of which paper you are 

looking at, whether it’s Hispanic or Black males...”  

Then, the team made factual observations based on the data. They also made inferences, 

asked questions, and drew conclusions (this serves as impact data and was not inputted 

into this section). 

 By the end of the process, the team had a rough idea of how to move forward as a 

result of the information and data generated by this series’ meetings. The knowledge 

generated during the series allowed the team to develop a plan for action. No 

observational or interview changes were suggested during this point in the process.  
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3.3 Plan of Action. The plan of action was not done exactly according to the 

process. This process was conducted on a day that was not planned; however, the day 

ended up being unusually quiet. Therefore, I determined that the meeting would be held. 

Unprepared, the team attempted to construct the measurable desired end state. But, 

without the guidance of the measurable desired end state formula, the end state only 

contained one of the four elements of the statement. The measurable desired end state 

was: Climate and teachers will work together to support the behavioral needs of students, 

with participants developing behavior plans and “checking-in” with students. Then, the 

team developed the strategies for how this particular plan would be implemented. This 

process was not effective because it missed so many critical pieces, including a clear 

measurable desired end state, objectives, clear action steps, person(s) responsible, 

timeline, and input/s resources. This process was not ideal and is not recommended. 

Through observations, it is recommended that the team uses the 2.3 plan of action 

process. Appendix C charts the evolution of the meeting processes and reveals the final 

meeting processes.  

Themes Identified Through Meetings 

 This analysis will discuss the themes that I derived from the aforementioned data 

presented. These meetings were devised to increase the likelihood that the team would 

procure a structure and processes to develop a quality product. My analysis of the 

meetings’ structure and processes revealed three main ways in which the meetings were 

refined. They were refined to allow participants to seek data from primary sources (Black 

male students), allow for a more-in depth study of the topic, and to increase the level of 

focus to develop a better plan to support students. 
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Participants Sought Data from the Primary Source. Meeting participants 

suggested that we gather information and ideas directly from the Black male students, a 

marginalized group. During the first meeting, the inquiry was “Are we working to build 

relationships with Black males?” Debbie said that, “we have to ask them [Black males],” 

in order to get responses. Therefore, a survey was developed by the team and provided to 

all students in the sixth through eighth grades. Although all students were surveyed, the 

team closely analyzed the responses that stemmed from Black males. The survey cued 

students to respond to prompts such as, “School climate support staff is available when I 

need to talk to them” and “The School climate support staff cares about me.” Students 

had to respond using options: strongly agree, agree, disagree, and strongly disagree. 

These prompts exemplify information being retrieved from Black males about how they 

perceived their relationships with climate staff.  

During a subsequent meeting, the inquiry was, “Why are the attitudes of Black 

males different from those of Hispanic males?” Kelly stated, “They [Black males] may 

feel defensive,” when asked that question. However, she also stated, “Well, since this is 

all revolving around Black males, then I think that we should interview Black males?” 

Debbie asked, “So are we saying, Clark asks 5, Kelly asks 5, and I ask 5?” All three 

members of the participant group wanted to go out and speak to Black males on issues 

relating to them.  

When involved in these meeting processes, participants wanted to ensure that the 

information was coming from Black males themselves. Consequently, I changed the 

meeting structure to include time to discuss appropriate assessment tools, data collection, 

and the processing of this data.  These actions can be generalized in regular race 
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relationships. If there is a question that you have about a person of a different race, go 

straight to the source of the matter.  

There is evidence to suggest that Blacks want to discuss and inform others of their 

perspectives regarding issues of race. In a study conducted by Runnymede Trust, with 

over 900 participants from various ethnic groups across England and Wales, 90% of the 

Black Caribbean group and 99% of the Black African group agreed with the statement, 

“Schools need to encourage more discussion with pupils and teachers about the 

underlying issues of racism” (Hall, 2014, pg. 5). In this same study, 83% of participants 

“thought that schools need to encourage more discussion between pupils and teachers 

about the underlying issues of racism” (Hall, 2014, pg. 4). Both my study and the 

Runnymede Trust study suggest having conversations with marginalized individuals in 

order to retrieve pertinent information regarding issues of race.  

 Meetings Shifted to Allow for a More In-Depth Study of the Topic. During 

two different meetings to understand the issues at hand, the team was prompted to “draw 

conclusions.” Each time participants drew conclusions they proceeded straight to a plan 

of action. This caused participants to skip diagnosing the causes of the matters. However, 

we altered the process to ensure that participants diagnosed the causes before moving to a 

plan of action. This was done to further study the inquiry. As a result, Kelly stated, “My 

brain works better like this.” In Kelly’s brain, the altered process allowed for a deeper 

understanding of the posed inquiry.  

In another instance of altering the process to further understand the inquiry, while 

reviewing the transcript, I noticed the absence of Clark’s voice. It was observed that 

individuals reviewing the data may not comprehend the meanings of the charts or graphs 



 

 77 

presented. Her voice resurfaced after explanation of the data from the group. While 

reviewing data during subsequent meetings, there was a thorough explanation of the 

information presented and I, as the facilitator, even asked a question to determine if 

participants understood the way the data was presented. Explanation of the data allowed 

the team more time to ponder the information and less time attempting to interpret it. 

I altered the meeting processes in ways that encouraged a more in-depth study 

about the issues afflicting Black males. Both alterations, one prompted by my 

observations and one from the interviews, allowed for an increased amount of time spent 

gathering, acknowledging, and dissecting information in order to build more knowledge 

about the issues affecting Black males. Deeper understanding allowed for a higher degree 

of language spoken, information spread, and knowledge gained in terms of understanding 

the issues. 

Different races must study issues of race in an in-depth manner to join one accord 

because opinions of Whites and Blacks differ. A study conducted by the Pew Research 

Center (2016) claims that 61% of Blacks and 46% of whites are more likely to say that 

“race relations are bad” (p. 6). It is important to find out why these feelings differ. Not 

only do whites and Blacks differ on whether or not race relations are bad, but also on how 

to move forward in order to improve circumstances. The study states that the two races 

heavily differ on: where we are, how they can be improved, and how much attention the 

issue warrants (Pew, 2016). A structured meeting process is one way that races can 

discuss topics of race in an in-depth way to better understand one another.  

Meeting Focus was Refined to Develop a Better Plan of Action. An increase in 

focus allowed participants to develop a more concrete plan for Black males. Focus was 
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defined by all series components being linked to the same inquiry. It is necessary to 

ensure that each meeting in a series has a clear focus so that ideas are built upon in order 

to create a clear plan or action steps. Focus provides clarity that is essential for creativity 

and efficiency; thus, allowing employees to develop a fine product (Perlow, Hadley, & 

Eun, 2017). It also promotes higher levels of innovation and employment stability 

(Perlow et al., 2017). Series three had the most focus with the inquiry threading 

throughout all four components of the series. 

In terms of the meetings in series one, there was a disconnect in the focus. During 

the first meeting, the team proposed the first question, “Are we working to build 

relationships with Black males?” When it was time to understand the issue in the second 

meeting, the team used the data collected regarding this question to make factual 

observations, make inferences, ask questions, and draw conclusions. However, when it 

came to the third meeting, diagnosing causes, there was a shift in focus. The team 

reverted to diagnose the causes of the major issue, instead of the focus question topic. 

Due to this disconnect, when planning for action, the measurable desired end state 

asserts, “Decrease the amount of ODRs [office discipline referrals] at T. Jackson from 

[an overall percent average of] 44% to 35%, where Black males are 16% of the 

population.” This end state is highly aligned to the major issue of “Black males receive a 

higher rate of referrals.” However, the objectives and action steps in the plan are based on 

the focus question, “Are we working to build relationships with Black males?” and 

discuss pulling small groups of students in order to “understand each other’s cultures.” 

Technically, there is a disconnect between the end state and action steps, which should 

directly align.  
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The focus was heightened in series 3. After the team identified the issue and 

solidified the last question of importance, “How are teachers contributing to office 

discipline referrals?”, the team diagnosed causes (this was a shift in the overall series). 

When diagnosing causes, the question was reverted into a problem statement in order to 

keep the focus. The problem statement was, “Teachers contribute to office discipline 

referrals.” The team brainstormed root causes relating to this matter. Moving forward, to 

understand the issue, the team reviewed data relating to the issue of teachers contributing 

to referrals. The team discussed which teachers wrote referrals during the 2018-2019 

school year, why teachers wrote referrals for students, and compared races of students to 

the teachers writing referrals. They also made inferences, asked questions, and drew 

conclusions. When planning for action, the written end state was, “Teachers and climate 

will work together to support the behavioral needs of our students.” This shows that 

teachers will receive support with the management and behavioral needs of students in 

order to reduce the number of referrals written. All of the series’ components were in 

alignment with the focus question; therefore, the action plan was as well.  

Participants Held Productive Conversations. Singleton and Hays’ (1992) 

criteria was used to determine if meetings enabled participants to hold constructive 

conversations regarding issues of race. These criteria include staying engaged, 

experiencing discomfort, speaking one’s truth, and expecting and accepting non-closure. 

Staying engaged is defined as the ability to remain in the conversation, regardless of how 

difficult it becomes (Singleton & Hays, 1992). Experiencing discomfort is defined as 

accepting racialized points of view, opinions that do not align with ours, and new levels 

of cognitive dissonance (Singleton & Hays, 1992). Speaking one’s truth is defined as 
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openly sharing thoughts, beliefs, judgments, feelings, pain, anger, etc. regarding the racial 

issues being addressed (Singleton & Hays, 1992). Expecting and accepting non-closure is 

the ability to know that all will not be resolved by the end of the meeting (Singleton & 

Hays, 1992).  

I, as the researcher, assessed whether the structures and processes actually 

provided an opportunity for participants to effectively discuss issues of race. Review of 

the inquiry and action structure and processes in Chapter 3 suggests that the team would 

meet all criteria except expecting and accepting non-closure. But, the alterations in the 

meetings’ structure and processes allowed more of an opportunity to meet the criteria. 

However, meeting the criteria in theory and meeting the criteria in practice are two 

different ideas. Using data from all of the meetings, individual words and actions were 

assessed to determine whether they met the criteria for holding productive conversations 

regarding issues of race. 

Participants Spoke Truth Some of the Time. Singleton and Hays (2012) talk 

about the practice of “speaking one’s truth.” This involves open conversations about 

one’s thoughts, beliefs, judgments, feelings, pain, anger, etc. It was extremely difficult 

for me, as a researcher, to discern whether participants were speaking their truths in terms 

of Singleton & Hays (2012). The only way that I could authentically judge whether or not 

participants spoke their truth was by comparing their words to actual data that was being 

presented throughout the meeting. “Making factual observations” (an aspect of 

understanding issues) was the only aspect that allowed me to compare words spoken to 

factual truth, and this was considered “absolute truth.” Other opportunities in which 

participants appeared to openly reveal their thoughts, beliefs, judgments, etc. were 
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considered as “their truth/her truth.” In other instances, participants spoke the truth of 

others. Singleton and Hays (2012) clearly state that participants should speak their truth. 

However, it was interesting to find that participants spoke the truth of others just as much 

as they spoke the truth about themselves. The information below reveals how specific 

participants spoke their truth.    

Debbie: Debbie spoke her truth because she was forthcoming about her feelings 

by stating, “I am more inclined to talk to Hispanic males [than Black males].” She 

believed that she was more “inclined to talk to Hispanic males” in order to support them 

in improving their behavior and more apt to provide a punitive consequence to Black 

males. At this point, she was speaking her truth. However, while reviewing the data, she 

stated, “For mines [referrals], Black males is 10, and for Hispanics, I’m at 19.” She 

realized her absolute truth when she stated, “Oh, I thought that I wrote more referrals for 

Black males than for Hispanic…” She realized her truth was different than she thought - 

she was not as harsh on Black male students as she had originally thought. 

 But, not only did she eventually speak her absolute truth, she spent a great deal of 

time speaking the absolute truth of others. For instance, Debbie stated, “Wow. Burrell got 

93 [referrals] for Black males and 56 [referrals] for Hispanics.” She was referencing the 

disproportionality in the number of referrals that I had written. She did not state much; 

however, the “wow” revealed a sense of disapproval. She also mentioned the referrals of 

the climate manager, “Look at Mr. Johnson. His for Hispanics is 63 [referrals], but for the 

Black males it was 52 [referrals].” She did not put much emphasis on this statement, most 

likely because Mr. Johnson’s number of referrals was more proportionate than mine, the 

researcher’s, number of referrals. 
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Kelly: While making factual observations, Kelly revealed a bit of absolute truth 

about herself because of what was presented on the data graph displaying the number of 

referrals written by staff. The most she stated about herself was “I’m not even on here 

[graph]. I probably wrote like one or two.” Even though she wrote very few (if any) 

referrals, she did not state why or even how. She focused no time on her thoughts about 

the matter, nor her feelings. She did not mention the fact that her relationships with Black 

males could be strained, even though she did not write any referrals. However, she just 

moved on to discuss the absolute truth of others, including, “I think that Ms. Tuttle’s is 

very interesting, because she didn’t write many, but when she did, they were for Black 

males,” and “Woo… Ms. Battle…” Outside of these statements, Kelly openly mentioned 

thoughts, beliefs, judgments, feelings, pain, anger, etc. However, moments of openness 

were not focused on herself, but on others.  

Clark: While making factual observations, Clark revealed a bit of absolute truth 

about herself. She mentioned, “Mines is two for Hispanic and none for Black males.” She 

also stated, “I know who I was giving them to, that darn JP (pseudonym for student).” 

However, after this statement, she focused very little on herself. She, like Kelly, did not 

mention that her relationships with Black males could be strained, even though she did 

not write many referrals. She too, like Kelly, had moments of openness, but none as a 

reflection of self.   

 Participants Experienced Discomfort While Addressing Difficult Topics.  

Discomfort for participants appeared while diagnosing causes and understanding issues, 

but the particular aspects within the components to produce the impact could not be 

drawn. Discomfort was revealed in different types of ways. Debbie and Kelly reflected 
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upon discomfort that completely involved themselves. Clark also reflected upon 

discomfort regarding herself. However, she also focused on issues or events that were 

uncomfortable for others. Singleton and Hays (1992) states that people need to “engage 

in self-examination of their racial identities” and “personal racial histories” (p. 20). Her 

focus needed to be completely on herself.  

In some of the situations below, you will read about discomfort stemming from 

unhealthy relationships between climate staff and teachers due, in part, to failure to work 

together in support of Black males. Black males were at the core of the matter because 

teachers were reluctant or unable to address students’ behaviors and this left the climate 

staff to handle numerous situations that teachers could not. Therefore, a heavy load was 

provided to the climate staff. Thus, a disconnect between the two entities was formed. 

The information below reveals how specific participant’s revealed discomfort.     

Debbie: Debbie experienced some discomfort when she made statements about 

the relationship between teachers and the climate team. She mentioned, “Yes, because a 

lot of times, it’s like there is a gap between climate and teachers when it comes to the 

students. Sometimes, it feels like we are overstepping our bounds.” She also mentioned, 

“Uh huh, because in a sense, a lot of students don't believe that teachers and climate are 

together. They [teachers] feel like when we come on, oh well, they got it. We [students] 

don’t have to listen to [teachers]...But you [students] still do regardless of if we are there 

or not.” This was definitely thought to be an uncomfortable time because Debbie revealed 

a breakdown in the system that involved her. Her feelings could have negatively 

impacted the way teachers viewed her or their relationships with her.  
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Debbie also experienced some discomfort when she had to confront the way that 

she was viewed by one student. On the survey to determine “Are we working to build 

relationships with Black males?”, one specific prompt stated, “The SCS [school climate 

support] staff cares about me.” A Hispanic student stated, “Ms. Debbie just blames stuff 

on innocent people. I strongly, strongly disagree. She should get fired.” This provided 

credibility to her absolute truth – Debbie was actually harsher on Hispanic males than 

Black males. This response appeared to be targeting Debbie. So, I did not include this 

response as part of the meeting. I showed it to her individually, prior to the meeting. 

During this time, she pursed her lips and refrained from saying anything. I assured her 

that I would not bring it up during the meeting; however, it served as a reference for she 

and I.   

Kelly: Kelly experienced discomfort when she made a comment about the 

relationships between teachers and climate. She stated, “I think if the students see all the 

staff in this building as a team, a lot will change.” Her statement indicated that she did 

not view the staff as a team. Her statement also suggested that a change was needed. 

Furthermore, she referenced students realizing the discord within the team. This all can 

be uncomfortable to say because the statement mentions many flaws and suggests 

changes that are required.  

In another opportunity to experience discomfort, Kelly was in distress about the 

survey data received from Black males regarding how they viewed their interactions with 

school climate support staff. Through her attitudes and emotions, she was disputing the 

claims that the school climate support staff did not care about Black male students. She 
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was notably upset because this was revealed in whiny voice tones, sarcasm, and actual 

words spoken in reluctance to accept the claim.  

Tahira: Why? The SCS [school climate support] staff cares about me. The funny 

part is...they can talk to the SCS [school climate support] staff ...this is lower. 

This is about 53%, right? 

Kelly: They don’t think we care [said with a whiny tone].  

Debbie: But, you gotta look at it because some of them say that they don’t know.  

Tahira: But, 53% are sure that we care about them. So, that’s a little over half. 

Kelly: 53% umm, yea  

Figure 6 

Survey Data: School Climate Support Staff Cares About Me 

 

First, Kelly accepted the fact that only 53% of students were sure that the school climate 

support staff cared about them. She whined when she stated, “They don’t think we care.” 

Plus, when I stated, “that’s a little over half,” she received my statement as if I were 

saying, “Half the students think that we care about them, so it is fine.” That’s when she 

sarcastically stated, “umm, yea.” The facts regarding student perceptions about school 

climate support staff made Kelly uncomfortable. Through her discomfort, it was clear 
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that she wanted conditions to be better. However, this information also supports the 

reasons why Black group participants are important during these meetings. They may 

hold the same views as Booker T. Washington (Steinberg, 2007). It is indeed possible, 

that the Black women participants in this study view themselves as “lifting the primitive” 

and are reverting to doing so in a harsh way (Steinberg, 2007).   

  Clark: Clark also felt some discomfort after she received the results of the survey 

regarding how Black males viewed their interactions with school climate support staff. 

She stated, “that’s crazy...The last graph she (Tahira) did about Black males getting more 

of the referrals than the others…. But the Black males get more [attention].” It was clear 

that she did not comprehend why Black male students had responded to the survey in the 

ways that they had. It was also obvious that she now questioned her relationships with 

them. She stated, “But the Black males… we care about them more. That’s crazy. They 

the ones that feel comfortable with us. But they get more referrals. They think that 

because we are close with them…” Then, her statement abruptly stopped. She did not 

know what to say, how to feel, or even what to think. This all led to a high level of 

discomfort.    

Clark continued to experience some discomfort when she politely attempted to 

chastise the actions of the group, herself included. She wanted all staff to refrain from 

judging Black males and perceiving them as troublemakers. For example, she stated, “We 

just always assume that just because that child is always in trouble… We cannot always 

assume that. This time around that something happened, it’s because of that student. They 

do nit-pick at some of the students that are always in trouble. We can’t always assume 

that.” Another statement revealed Clark wanted staff to take more time to understand an 
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issue before they blamed a Black male student. She also stated, “I did not call the office 

because I knew that you (Tahira) were busy,” and “I walked them to the end of the 

hallway, talked to them individually about the situation that was going on.” These 

statements also revealed she expected the climate team, herself included, to deal with 

climate related issues. She did not expect members of the climate team to call for support 

but work with students in order to help them understand their behaviors and/or express 

their feelings. 

 Clark revealed some uncomfortable situations for herself; however, she also 

revealed some uncomfortable situations she was not involved in. She revealed a white 

teacher’s unprofessional behavior. She stated that a Black male was “upset with the way 

the [white] teacher interact[ed] with him.” She retrieved word from the boy that the 

teacher, “ripped up his homework in his face,” “told him to get out,” and “locked the 

door.” Her facial expression told she was unhappy with the circumstance and wanted to 

divulge it. However, at the same time, she knew she was tattling. Therefore, the 

information was uncomfortable for her to give. Clark experienced discomfort regarding 

some situations void of herself, but she needed to discover “just how racialized [her] own 

identities and viewpoints [were]” (Singleton and Hays, 1992, p. 20). This meant that her 

overall focus needed to be on self (Singleton and Hays, 1992).     

 Participants Realized Work Still Needed to Be Done. The inquiry and action 

meetings were not structured for people to leave with non-closure. But, meeting structure 

and processes were altered for improvements. A study by Cohen, Rogelberg, Allen, and 

Luong (2011) suggests meeting characteristics may need to be deleted, shifted in 

position, or added in order to make meetings productive. Diagnose causes was shifted 



 

 88 

directly after the team united on an issue. This allowed participants to further study the 

inquiry and realize issues regarding Black males were extremely complex, and meetings 

were just the initial phase of the work still needed to be done. Also, while planning for 

action, participants had the opportunity to formulate goals and align strategies on how 

they would improve circumstances for Black males moving forward. The information 

below reveals how specific participants realized there was work left to be done.      

  Debbie: Debbie knew the issue regarding teachers writing referrals was not 

closed when she stated, “We can try to assist them, but they gotta figure that [behavior 

management] out on their own.” This indicated that both the climate team and teachers 

still had work to do in reducing the number of referrals. Climate team members were 

responsible for supporting teachers. Teachers were responsible for improving their 

practice in terms of classroom management. Debbie claimed she does her part by 

building relationships with Black males, “try[ing] to stay in that era with them so that 

[she] can know their language” and communicate better with them.   

 Kelly: First, Kelly stated the district “[could] do some type of sensitivity training 

or something.” This statement suggested the district continue the conversation in terms of 

professional development to support teachers with understanding Black males. Then, the 

conversation could continue during the training sessions. She also suggested that she sit 

down with teachers and students and say, “Like, what is your issue with the 

teacher?  Teacher, what is your issue with the student?  Then…” Since Kelly believed 

teachers had “no connection” with Black males, she wanted to attempt to forge a 

relationship between Black males and teachers by working as a liaison. Since she had an 

implicit theory of action, she did not intend for the conversation to end.  
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 Clark: Clark did not view the series of meetings as an end to her work to support 

Black males. She wanted to further the work and the meetings by “find[ing] out the 

underlying issues of that student” and “work out a plan or a daily report,” which provided 

an “incentive” and “support” for the student. In this way, she could provide strategies for 

Black males to improve behavior as well as improve their communication with their 

White female teachers. This can also support teachers with student behavior. Thus, the 

work and conversations stemming from the meetings were not intended to end.  

Participants Stayed Engaged. All members stayed engaged (throughout all 

components) as defined by Singleton and Hays (1992). Staying engaged is defined as 

discussion leaders explicitly inviting participants into a dialogue about race (Singleton & 

Hays, 1992). Singleton and Hays say that in order to have a productive conversation, 

participants must fail to fall into silence (Singleton & Hays, 1992). This was the case. All 

members were readily engaged in the conversation and contributed experience, opinions, 

or their expertise when they deemed it necessary. They did not allow discomfort to 

silence them.  
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CHAPTER 6 – DISCUSSION 

Throughout this study, participants designed a series of meetings which enabled 

the development of a mentorship program to reduce undesired behaviors and their 

underlying effects. An essential aspect of these meetings was that they produced 

constructive conversations regarding issues of race, particularly as they pertain to Black 

males. The conversations caused participants’ thoughts to change, reflecting aspects of 

Mezirow’s transformational learning theory. This discussion will center around the 

following three of the seven findings, because they contributed to change in participants: 

(1) participants sought data from the primary source, Black males, (2) a participant spoke 

truth, and (3) participants felt discomfort while addressing difficult topics. 

Findings Explained by Mezirow’s Transformational Learning Theory 

 Mezirow’s transformational learning theory discusses the process of change and 

the outcome of adult development (Mezirow, 1997). It has three main themes: centrality 

of experience, critical reflection, and rational discourse (Mezirow, 1997). The first, 

centrality of experience, states that the learner’s meaning schemes (knowledge, beliefs, 

judgments, feelings) and meaning perspectives (higher order schemata, theories, 

propositions) are the starting point of transformational learning (Mezirow, 1997). The 

current meaning schemes and perspectives can be transformed into different thinking 

(Mezirow, 1997). The second theme, critical reflection, refers to examining assumptions 

and beliefs based on previous learning experiences (Mezirow, 1997). This theme causes 

discomfort because one questions the integrity of their assumptions and beliefs, some that 

have existed over a lifetime (Mezirow, 1997). The third theme is rational discourse 

(Mezirow, 1997). Rational discourse is the medium through which centrality of 
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experience and critical reflection occur and is used to question meaning schemes and 

perspectives to determine if they are authentic, true, and/or appropriate (Mezirow, 1997). 

Overall, rational discourse is the opportunity for an individual to understand where they 

are in terms of their current thoughts (centrality of experience) and use critical reflection 

to determine the integrity of those thoughts.   

 Participants Sought Data from the Primary Source. In meetings, participants 

were involved in rational discourse, as described by Mezirow (1997). Within rational 

discourse one can “identify problematic ideas, values, beliefs, and feelings, and critically 

examine the assumptions upon which they are based” (Mezirow, 1997, p. 8). During the 

meetings, there were two opportunities during which the team chose to engage in rational 

discourse. During rational discourse, one’s assumptions are either in conflict or harmony 

with what is being told (Mezirow, 1997). If the mind is in conflict, then ideas can change 

(Mezirow, 1997). But, the brain would have to accept the new learning into cognitive 

structures by capturing and judging assumptions (Mezirow, 1997). This is the revision of 

meaning structures based on experiences.   

During the first opportunity, data was collected in order to respond to the 

question, “Are we working to build relationships with Black males?” When asked about 

the type of data that needed to be collected, participants stated they needed to survey 

Black males in order to ask them. The males communicated information pertaining to 

their “feelings” and the “commitment” of the school climate team. Over half of Black 

males said that the climate support staff cared about them. In another example of rational 

discourse, interview data was collected to respond to the question, “Why are the attitudes 

of Black males different than those of Hispanic males?” None of the Black males 
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surveyed believed that their attitudes were any different than those of Hispanic males, nor 

did they believe that teachers treated them differently because they were Black.    

In both instances, the staff had already established meaning schemes (beliefs and 

assumptions) regarding the matters at hand. But, they wanted to assess those meaning 

schemes to determine if they aligned to those of the Black males. Mezirow (1997) 

confirms that individuals assess meaning schemes with the intent to improve performance 

and to expand the psychological and cultural limitations of one’s world view. On the 

other hand, it is not enough to seek discourse and to gather data (Mezirow, 1997). But, 

one has to conduct a critical reflection of one’s own assumptions and assimilate the new 

information (Mezirow, 1997). Then, one can be freed from the constraints and cultural 

distortions within meaning schemes (Mezirow, 1997). Thus, conducting rational 

discourse was a step toward change, but there are other steps in the process toward 

altering meaning schemes and perspectives. 

Participant Spoke Truth. Debbie’s brain had to endure a transformational 

process in order for her to accept her new truth. During one meeting, the team reflected 

upon interview data answering the question, “Why are the attitudes of Black males 

different than those of Hispanic males?” Debbie had actually posed this question. She 

developed her “truth” around the meaning scheme that Black males were different than 

Hispanic males, with Black males having more hostile attitudes. Due to this, she also 

believed she was more punitive toward Black males and more restorative toward 

Hispanic males. During one meeting, she received information contradictory to her truth. 

There was dissonance in her thoughts and feelings due to a distorted epistemic view or 

shortage of knowledge in this respect. She had written 19 office discipline referrals for 
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Hispanic males and 10 for Black males. Mezirow’s theory (1997) says that if the new 

experience aligns to the meaning structure, then the experience reinforces the perspective 

or strengthens it (Mezirow, 1997). In this case, the new experience conflicted with 

Debbie’s perspective and it was not assimilated right away (Mezirow, 1997). Therefore, 

Debbie had to critically reflect in order to question the integrity of her assumptions and 

beliefs based on prior experiences. As a result of her critical reflection and an integration 

of a new experience (referral data), Debbie’s new meaning schemes were assimilated. 

She responded with, “I can see that,” meaning she understood the reason(s) for the data, 

and she was not as harsh on Black males as she had originally thought. She did not 

elaborate deeply, but some degree of change can be presumed based on her statement.  

Participants Experienced Discomfort While Addressing Difficult Topics. The 

participants had developed a survey based on the question, “Are we (school climate 

support staff) working to build relationships with Black males?” While reviewing the 

responses, Kelly received information that was difficult for her to hear. Although she did 

not want to hear it, she expected it because she stated, “I don’t want to see what they said 

about…” Kelly was not very happy with the data. Kelly received information expressing 

that 53% of Black males perceived that school climate staff cared and compared it to 

what she thought was the majority. At this point, her meaning perspective transformed or 

there was the development of a new meaning structure (Mezirow, 1997). This can be a 

“disorienting dilemma due to a disparate experience in conjunction with a critical 

reappraisal of previous assumptions and presuppositions” (Mezirow, 1997, p. 7). This 

disorienting dilemma is common when there is a new experience that contradicts our 

thoughts, feelings, or actions (Mezirow, 1997). The disorienting dilemma suggested a 
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change in her thoughts. It also explained her actions. Her tone was sarcastic and her 

attitude for the remainder of the meeting was somber. 

Clark also felt some discomfort after she received the results of the survey 

regarding how Black male students viewed their interactions with school climate staff. 

She stated, “But the Black males… we care about them more. That’s crazy. They the 

ones that feel comfortable with us. But they get more referrals. They think that because 

we are close with them…” Then, her statement abruptly stopped. Her comments 

contained broken sentences, partial sentences, as well as confusion in the language 

spoken. Her statements, or lack thereof, revealed that she, like Kelly, was experiencing a 

disorienting dilemma. She was overcome with inexplicable emotion based on the 

information she had received.   

Since meaning schemes are tangible signs of expectations shaping a particular 

behavior, there may have been noticeable changes within Clark and Kelly (Mezirow, 

1997). They assumed a majority of Black male students knew the school climate staff 

cared. Kelly and Clark’s behaviors may have reflected this thought. There is a possibility 

that Kelly and Clark took relationships for granted and did not tell students how much 

they cared. However, since their meaning schemes are now different, it is possible they 

will make conscious decisions to show students or inform them they care. All of this was 

difficult for the staff - receiving information they did not want to hear and having to make 

adjustments in their brains regarding the new information. The important thing is that 

their meaning schemes were changed, and this change may have altered their interactions 

with Black males.  
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Clark and Kelly’s disoriented states suggest that meaning schemes had been 

adjusted, and they accepted new learning into cognitive structures. If their brains had not 

assimilated new information, then they would not have been uncomfortable. They 

reviewed their own assumptions of showing a caring attitude. Then, they judged their 

assumptions by discerning whether they had actually been caring or not. Clark and Kelly 

responded differently to their transformational learning than Debbie. Clark and Kelly had 

responded with behaviors that showed discomfort. Clark ceased conversation. Kelly was 

sarcastic and attitudinal. On the other hand, Debbie responded by claiming her new truth. 

It is unclear of the personality differences or relationships within the group that caused 

Kelly and Clark to behave differently than Debbie.    

Implications for Practice  

Singleton and Hays (1992) highly recommends that all participants be involved in 

the meeting process because involvement builds capacity. Cobb (2018) states one way to 

build capacity is by making knowledge and development an ongoing practice through 

investing in development for human resources. The inquiry and action meeting series 

served as career development because there was evidence of change. New evidence about 

relationships between school climate staff and students led Kelly and Clark into 

disorienting states. Debbie assimilated a new truth regarding her interactions with Black 

males. These admissions of new truths and experiences of discomfort may have caused 

participants to change in the ways they interact with Black males, dealing less harshly 

with them and being a little more caring. Meetings would be more effective if 

stakeholders were involved because they will likely change and grow in their practice.  
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While using these meetings to discuss issues of race, leaders need to implore each 

participant to speak in terms of self. Participants should not speak about others, nor have 

moments of illumination regarding others. There were several points during the meetings 

in which participants were telling the truths of others and exposing the discomfort of 

others. Singleton and Hays (1992) state, “Participants should encourage one another to 

engage in self-examination of their racial identities and personal racial histories. We have 

found that full engagement and successful management of these intense emotions 

eventually give way to feelings of liberation” (p. 20). Therefore, participants must fully 

speak their own truth and experience discomfort in situations involving only themselves.  

I suggest that the refined meetings be used to develop a plan of action to address 

issues of race. First, the series of meetings allowed the team to develop a product 

presumed to decrease office discipline referrals for Black males. Second, and 

unexpectantly, the series of meetings was found to meet the criteria which promote 

productive conversations regarding issues of race. All participants were able to meet all 

four criteria, indicating they held productive conversations. The depth to how they met 

the criteria was different, but each one still met all criteria. Third, the meetings altered 

mindsets according to Mezirow’s (1997) transformational learning theory. It was 

revealed that participants contained some meaning schemes and perspectives that were 

altered as a result of the conversations held. The conversations were held due to the 

meeting structure and processes implemented. Forth, the refined meetings serve as a 

concrete meeting framework that can easily be implemented by practitioners. The 

structure and accompanying processes can be provided to any educator, and that person 
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can begin his/her implementation the very same day or the next. There is little 

preparation for the leader.  

An educational environment should only use this meeting process if discussing 

issues of race and/or developing a product. The meeting series was only tested for 

discussing issues of race and product development. If a team has other intentions, then it 

should develop a meeting process to suit its needs. The team can start with a foundational 

meeting process containing essential elements. Then, team leaders can use interviews to 

alter the process to match the team’s requirements. Next, the process can be evaluated in 

order to determine if it actually meets the needs of the team. If so, the process can be 

implemented indefinitely. If not, the team can conduct the development process again and 

again until it finds an ideal process.      

Implications for Research  

 Part of my approach to this study was as a meeting participant and working in this 

capacity allowed me to fully engage in the process. First, I was able to encounter the full 

impact of the meetings to understand if they actually met the criteria of Courageous 

Conversations. Second, I was able to experience the meetings’ processes from beginning 

to end, understanding fluidity, comprehending the parts of the process that did not serve 

well for the group, and how all components worked together for the overall purpose. This 

was important to determine whether meeting components or aspects needed to be deleted, 

shifted in position, or added in order to make meetings productive, as suggested by 

Cohen et al. (2011). The participant group provided some data regarding meeting 

processes, but not as much as I would have liked. Acting as a participant allowed me to 

gather the data the group failed to reveal. Third, I was able to determine how the meeting 
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processes and other aspects impacted product development. Hackman (2002) states 

appropriate meeting aspects can help the team develop a product acceptable to clients. 

Most importantly, I was able to take all of the information that I received as a participant 

and alter the meetings to increase productivity. Therefore, to understand the full impact 

of the intervention, it is necessary to be a participant in the process. 

 Furthermore, observations conducted as part of this study revealed the nuances of 

how people behave in meetings. First, Debbie was more outgoing and forthcoming than 

the other participants. Clark and Kelly had revealed some information about themselves 

but were more reserved than Debbie. Plus, Clark and Debbie consistently attempted to 

paint themselves in a positive light. It is ideal to determine what it is within one’s 

personality, their relationship with the facilitator, or their connection with the situation(s) 

or event(s) that make meeting participants more or less reserved.   

Future Research 

In terms of this study, there are two main aspects that can be further assessed. 

First and foremost, I will determine the quality of the mentorship program developed 

from the meetings. This will, in turn, assess the impact of the meetings themselves. There 

are three elements to the program; one element was developed during each of the three 

series. Each element must be implemented in three different locations with similar 

environments. Particularly, I recommend that students within the environments be very 

similar in terms of behavior. I also recommend the timeframe of implementation be one 

year in order to determine the program’s effectiveness. Each element’s quality will be 

based on its ability to reduce the amount of office discipline referrals from the previous 

year.  This evaluation will do two things: (1) inform me of whether or not each element 
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of the program was effective, and (2) affirm the quality of the meeting series during 

which that element of the program was developed.        

 Second, it will be necessary to determine whether conversations were as 

productive as thought to be.  Therefore, it is important to note whether participants 

involved in the study wrote less office discipline referrals during the 2019/2020 school 

year compared to the 2018/2019 school year. It will also be important to observe 

participant interactions with students. Through gathering this data, it can be determined 

whether participants took a more restorative approach, ultimately, determining whether or 

not the conversations were beneficial.    

Limitations  

Iterative Demands. This research was subject to several limitations.  One 

limitation was the time spent on each meeting series. The team needed to spend more 

time on each meeting series before it was revised.  It takes about twenty hours or 

approximately forty-five minutes a day for one month to solidify a process or conduct it 

with efficacy (Meier, 2016). The participants did not use each series for twenty hours to 

determine if it was suitable.  However, since the rationale was to rapidly reach the refined 

process, it was assumed that the team of professionals would be able to quickly assess 

whether the process, components, or aspects were efficient and effective. It is possible the 

iterative demands were the reasons for so many errors in the process.  

Errors in the Process. There were a number of places where errors took place. It 

was definitely a limitation because it slowed down the process. The errors took place due 

to failure to properly document. There were times I would wait a day or two to document 

what had occurred during the meeting or listen to the transcript. Even though I had the 
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recording and transcript, I would forget what I thought about the process in the moment 

that I was sitting in the meeting. Since I was trying to appear focused, I did not write 

anything down. Therefore, I would forget my thoughts and they would not be recorded. I 

recommend documentation take place during and/or directly after the meeting process. 

 Interview Data. It would have been helpful to probe more when conducting the 

interviews. I was hesitant when probing because I did not want to skew the data that was 

being delivered by providing participants with ways in which I believed the process 

should have been shifted. There was at least one time when I, solely, steered the direction 

of the process because I felt that there was not enough interview data generated from the 

team. I did not want to do that again, so, I asked the interview questions and only lightly 

probed. I accepted the data that was being delivered by the team and shifted the process 

based on the data that they provided. If more participants were present, then more data 

may have been collected.  

Voices Silenced. Individuals who needed to be present at the meetings were not. 

When I compared the meeting data to the “Four Agreements of Courageous 

Conversation,” I noted that all needed to be welcomed into the meetings to have a voice 

and reflect on the issues involving Black males (Singleton & Hays, 1992). Since they 

were not welcomed, their voices were silenced. Singleton and Hays (1992) suggest all 

voices be heard.  

 Thought of Possible Retribution. It appears participants may not have said all 

they wanted to say because I, building administrator, was present. During meetings, there 

were many conversations about different races and the negative treatment thereof within 

the school building and the district. Participants may not have contributed all of their 
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understanding of race issues due to retribution. Although it was the intention to create an 

atmosphere of trust and impunity, the ideal environment may not have been fully 

constructed and some data may be skewed.  

Conclusion 

I have data to suggest that the meetings may have been beneficial for all parties 

involved in the process, particularly Black male students. Initially, the meetings were 

used to develop a mentorship curriculum. Positively, the curriculum blossomed into an 

entire mentorship program presumed to reduce undesired behaviors as well as their 

underlying issues. The participant group developed a program which includes lessons that 

empower relationship building between the participants and students, opportunities for 

participants to serve as liaisons between students and teachers in order to support 

student/teacher relationships, and the development of a behavior plan to encourage 

desired behaviors. This program can be viewed in Appendix D. 

The introduction mentioned reasons as to why Black males display undesired 

behaviors and this program serves to address three of those antecedents – lack of 

appropriate role models, teacher related issues, and school related issues. In the program, 

the team developed lessons to help them build relationships with students. In this way, 

students can understand they have someone who is advocating for them and can assist 

them in various matters. With this relationship, the climate staff will potentially have the 

ability to address and diminish undesired behaviors displayed by the males. The males 

will have a role model, a representation of appropriate behavior and a support system. 

Furthermore, terms of the program charge the school climate staff to work as liaisons 

between teachers and students. This can help bridge communication gaps, allowing them 
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to build relationships. When teachers better understand the behavioral needs of the 

students, it is likely they will also acknowledge the educational needs of the students. 

Unexpectantly, the meetings were also beneficial because all participants met all 

four criteria of engaging in productive conversations regarding issues of race, even if not 

at the same depth. The data reveal several instances in which participants used rational 

discourse to acknowledge their experience of centrality, critically reflect upon current 

experiences compared to new information received, and assimilate new meaning 

schemes. Therefore, there were several opportunities to experience change throughout the 

time spent in the meetings.  

The refined inquiry and action meeting structure and processes definitely had an 

impact on group participants. The excitement is not only in the fact that the refined series 

impacted the participants. However, the yearning is that the participants were 

discomforted enough, engaged enough, and spoke enough truth to know there is a non-

closure in the work. The work continues after the meetings.  
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APPENDIX A 
INQUIRY AND ACTION 

PROCESSES 
(Cycle 1) 

 

Days Listing of Activities 
 

Tools 

Monday
s 
 

Identify Issues as a Team  
1.) Brainstorm issues that could be the focus of the inquiry.  Major issue in terms of our Black male 

students at John Welsh:  Black male students are referred more than others. 
2.) Brainstorm questions that stem from the issue statement.  Circle the top 3 priority questions.  Choose 

the highest priority question.  This question will guide the initial states of inquiry. 
3.) Brainstorm the data elements needed to address the focusing question. Reach consensus on data 

elements needed to address the question and record them. 

Tuesday
s 
 

Understand the Issues 
1.) Make factual observations 
2.) Make Inferences 
3.) Ask questions & draw conclusions 

 

Wednes
days 
 
 
 
 

Diagnose a root cause 

1. Create a blank copy of the diagram on chart paper. 
2. Write the problem under investigation in the box at the “head” of the fish on the Fishbone Diagram 

Template. 
3. Identify major categories that are logically associated with the problem and write them in the 

boxes in the diagram. The diagram has four “ribs” and boxes, but more or fewer boxes can be used 
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depending upon the selected categories. The following categories are often used: students, families, 
processes, curriculum, instruction, teachers. Remember to look for causes that are under the 
district’s/school’s control. 

4. For each category, brainstorm possible causes of the problem related to that category. Record the 
possible causes next to the appropriate “rib” in the diagram. Repeat this process for each of the 
categories. 

5. As a data team, analyze each possible cause to determine whether it is a likely cause by asking: 
Would the problem have occurred if this cause had not been present? Would the problem reoccur if 
the cause was corrected? If the answer to both of these questions is no, you have found a likely 
cause. 

Thursda
ys & 
Fridays  

Plan for Action: 

1. Record the problem of practice (measurable) and each strategy with its associated objectives where 
indicated in the template. 

2. Start with the first strategy and individually identify actions that need to be taken to reach each of the 
objectives and record each action on a large sticky note. 

3. Place the sticky notes on a piece of chart paper organized by objective. 
4. As a team, reach consensus on the required actions steps. 
5. Once consensus has been reached, rearrange the sticky notes so that they appear in chronological 

order. 
6. Record the action steps in the Action Plan Template. 
7. Next determine the inputs or resources that will be needed to accomplish each of the action 

steps.  

Table 1: Process of Each Component in Cycle of Inquiry and Action 
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APPENDIX B 

CODES ACROSS MEETINGS 
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APPENDIX C  

 MEETING STRUCTURE EVOLUTION 

Identify Issues as a Team 

Monday - 9.16 Tuesday - 10.01 Tuesday - 10.8 

Norms 
 
Purpose: Identify a question that 
stems from the major issue and 
identify data needed to address 
the question. 
 
-Brainstorm issues that could be 
the focus of the inquiry.  The 
major issue was predetermined: 
Black male students are referred 
more than others. 
 
-Brainstorm questions that stem 
from the issue 
statement/question.  Circle the 
top 3 priority questions.  Choose 
the highest priority question.  This 
question will guide the initial 
status of inquiry. 

-Brainstorm the data elements 
needed to address the focusing 
question.  Reach consensus on 
data elements needed to address 
the question and record them. 

DAY 1 - (Unite on an Issue) 
 
Purpose: Identify another question 
that stems from the major issue and 
identify data needed to address the 
question. 
 
Revisit questions previously 
brainstormed from major issue 
(Black male students are referred 
more than others).  Identify the 
next question of importance. 
-Are we working to build 
relationships with Black males? 
How can we?  
-Why are the attitudes of Black 
males different from those of 
Hispanic males?  Why do we think 
the attitudes of Black males are 
different? 
 
-Brainstorm the data elements 
needed to address the focusing 
question. Reach consensus on data 
elements needed to address the 
question and record them.  If data 
elements have not been currently 
created, see Day 2 
 

DAY 2 
 

Develop a tool for data collection 
 
Collect and compile data for 
analysis. 

Day 1: Unite on an Issue & 
Diagnose Root Causes  

 
Purpose:  To identify root 
causes as to how teachers are 
contributing to ODRs.  
 
Review Major Issue:  Black 
male students are referred more 
than any other group of 
students. 
 
Revisit question previously 
brainstormed.  Identify the next 
question of importance.   
-How are teachers contributing 
to the number of ODRs (written 
for black males)? 

 
Develop the Fishbone to 
Brainstorm Root Causes 
 
-Create a blank copy of the 
diagram on chart paper. 
Review the focus question.  
Change the focus question into 
a problem statement. 
 

-Identify major categories that 
are logically associated with the 
problem and write them in the 
boxes in the diagram. The 
diagram has four “ribs” and 
boxes, but more or fewer boxes 
can be used depending upon the 
selected categories. The 
following categories are often 
used: students, families, 
processes, curriculum, 
instruction, teachers. Remember 
to look for causes that are under 
the district’s/school’s control. 
 
-For each category, brainstorm 
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possible causes of the problem 
related to that category. Record 
the possible causes next to the 
appropriate “rib” in the 
diagram. Repeat this process for 
each of the categories. 

Identify Definite Root Causes  

-Study the display that you 
have created.  

● -Ask these three questions for 
each CAUSE raised: Could 
this issue have caused (the 
major issue)?  Does the district 
have power to change (major 
issue)?  If we fix the (cause), 
would the  (major issue be less 
likely to occur?  

● If the team says yes to the 3 
questions provided, then you 
have found a root cause.  

-Brainstorm the data 
elements needed to address 
the root cause.  Determine 
appropriate assessment to use 
 

DAY 2 
 

Develop a tool for data 
collection 
 
Collect and compile data for 
analysis. 
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Understand the Issues 

Wednesday - 9.18 Thursday - 10.3 Friday - 10.11 

Norms 
 
Purpose: To understand issues as 
they relate to the data presented. 
 
Review Major issue: Black male 
students are referred more than 
others. 
 
Review the Focus question: Are we 
working to build relationships with 
Black males?  How can we?  
 
Review question based on data 
collected (pg. 101):  

● Make factual observations 
● Make Inferences 
● Ask questions & draw 

conclusions 

Purpose:  Review data on whether 
Black males feel that the attitude of 
Black males are different than 
Hispanic males and whether 
treatment of teachers is different?  
 
Review Major issue: Black male 
students are referred more than 
others. 
 
Review Focus Question: Are the 
attitudes of Black males different 
than those of Hispanic males? Why 
do we think this?  
 
Review question based on data 
collected:  

● Make factual observations 
(detailed explanation of 
data) 

● Make Inferences 
● Ask questions & draw 

conclusions 
 

Purpose:  Understand issues 
as they pertain to teachers 
writing ODRs.  
 
Review Major issue: Black 
male students are referred 
more than others. 
 
Review Focus Question: 
How are teachers 
contributing to ODRs. 
 
Review question based on 
data collected:  
● Make factual observations 

- (detailed explanation of 
data) 

● Make Inferences 
● Ask questions & draw 

conclusions 
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Diagnose a Root Cause 

Thursday - 9.19 Not conducted 
during 2nd 
Process - 

OMITTED 

Already 
implemented in 
Day 1 - See 
“Unite on an 
Issue & 
Diagnose Root 
Cause” - 10.8 

Purpose: Identify the real reason a problem might be happening. 
Major issue:  Black male students are referred more than others. 

● Create a blank copy of the diagram on chart paper. 
● Write the problem under investigation in the box at the “head” of 

the fish on the Fishbone 
Diagram Template (page 26). 

● Identify major categories that are logically associated with the 
problem and write them in the 
boxes in the diagram. The diagram has four “ribs” and boxes, but 
more or fewer boxes can be used depending upon the selected 
categories. The following categories are often used: students, 
families, processes, curriculum, instruction, teachers. Remember 
to look for causes that are under the district’s/school’s control. 

● For each category, brainstorm possible causes of the problem 
related to that category. Record the possible causes next to the 
appropriate “rib” in the diagram. Repeat this process for each of 
the categories. 

● As a data team, analyze each possible cause to determine whether 
it is a likely cause by asking: 
Would the problem have occurred if this cause had not been 
present? Would the problem reoccur if the cause was corrected? 

● If the answer to both of these questions is no, you have found a 
likely cause. 

Examining Thursday’s Fishbone Display in order to determine the 
problem of practice (moved to 9.23’s meeting because of mistake): 

● Study the display that you have created. Are all of the reasons 
that have been identified under the control of the district? If not, 
place an “X” next to those not under district control. As an 
alternative to this step, the team may want to consult tool 4.3A 
Determining Significance and Control that is designed to help the 
team determine which potential causes are most significant and 
most influenced by the district. 

● As a data team, analyze each possible cause to determine whether 
it is a likely cause by asking: 

a. Would the problem have occurred if this cause had not 
been present?  

b. Would the problem reoccur if the cause was corrected? 
● If the answer to both of these questions is no, you have found a 

likely cause. 
● Place a checkmark next to each idea that is not a likely cause and 

circle each idea that is a likely 
cause of the problem. 

 

 

 



 

 117 

Plan for Action 

Monday - 9.23 10.4 10.14 (unplanned meeting 
- revert to 10.4) 

Major issue:  Black male students are 
referred more than others. 

● Record measurable desired end state 
and each strategy with its associated 
objectives where indicated in the 
template (pg. 267).  

● Start with the first strategy and 
individually identify actions that 
need to be taken to reach each of the 
objectives and record each action on 
a large sticky note. 

● Place the sticky notes on a piece of 
chart paper organized by objective. 

● As a team, reach consensus on the 
required actions steps. 

● Once consensus has been reached, 
rearrange the sticky notes so that 
they appear in chronological 
order. 

● Record the action steps in the Action 
Plan Template on page 47. 

● Next determine the inputs or 
resources that will be needed to 
accomplish each of the action 
steps. Record them next to the 
appropriate action step in the Action 
Plan Template. 

Day 1 - Framework for the 
Plan  

● Record the measurable 
desired end state (Use 
formula What will change? 
For whom? By how much?)  
and each strategy with its 
associated objectives where 
indicated in the template 
(pg. 267).  

● Start with the first strategy 
and individually identify 
actions that need to be taken 
to reach each of the 
objectives and record each 
action on a large sticky 
note. 

● Place the sticky notes on a 
piece of chart paper 
organized by objective. 

● As a team, reach consensus 
on the required actions 
steps. 

● Once consensus has been 
reached, rearrange the 
sticky notes so that they 
appear in chronological 
order. 

● Record the action steps in 
the Action Plan Template 
on page 47. 

● Next determine the inputs or 
resources that will be 
needed to accomplish each 
of the action 
steps. Record them next to 
the appropriate action step 
in the Action Plan 
Template. 

Day 2 - Detailed Plan to 
Develop Lessons 

 
● Discuss and solidify 

objective - taken from Day 
1 

● Materials required for 

Actual plan for the day – 
Not recommended – Refer 
to 10.4 
 

● Construct the 
measurable desired 
state 

● Strategies to meet 
measurable desired 
end state 
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session 
● Step-by-step guide, 

including instructional 
strategies, questions being 
asked 
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APPENDIX	D			
	

MENTORSHIP	PROGRAM	
 

Action Plan #1 - Mentoring Lessons 
 

 

Objective:  Students and mentors will be able to understand each other’s cultures  
through music and dance.  

Materials: music, speaker, internet access  
  

Teaching Method:  Small Group Instruction   
  

Step-By Step Mentoring Activities:  
  
1.)  Mentor should set up appropriate music in order to set the tone for the day.   
  
2.) As students walk into the mentoring area, music should be playing.  Mentor will  
encourage students to dance using dances that students are familiar with through  
their culture.  Mentor will simulate dances that he/she is familiar with through  
his/her culture.   Mentor and mentees will have a dance off.  
  
2.)  Sit down (around a table) to discuss differences in music.  Both mentor and  
mentees will share.  
  
3.)  Mentor should encourage mentees to create a dance routine using a popular song.   
  
  
4.) Mentor and mentees can perform the routine in front of other mentor/mentee  
groups.   
  
  
  

Mentor’s Self Evaluation of the Lesson (What worked?; What did not work?;  
What would you change?):  
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Action Plan #1 - Mentoring Lessons 
  
Objective:  Mentor and students will work together to understand generational  
differences.   

Materials: internet, tissue paper, scissors, glue, markers, colored pencils,  
construction paper  

Teaching Method:  Small Group Instruction   
  

Step-By Step Mentoring Activities:  
  
1.)  Mentor and students will discuss the differences between the clothing eras.  
  
2.) Look at videos to see how the dress culture changes over time.  
  
2.)  Students, with support from climate, will design their own apparel and discuss  
how they came to do so.   
  
3.)  All will bring in different clothing to switch up to have a fashion show.   
  
  
  

Mentor’s Self Evaluation of the Lesson (What worked?; What did not work?;  
What would you change?):  
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Action Plan #1 - Mentoring Lessons 
  
Objective:  Students and mentor will be able to understand each other’s culture  
through food.   

Materials: paper products; cutlery  
  

Teaching Method:  Small Group Instruction   
  

Step-By Step Mentoring Activities:  
  
1.)  Mentor, with help from student, will place food out in the middle of table.   
  
2.) Each student and mentor will sample 1 dish at a time.   
  
3.)  Student who brought food dish will discuss their dish.  How often? Who makes it?   
  
4.)  Mentor should encourage students to discuss how it tastes? Makes you feel?  
Would you like to make this dish in your home?   
  
  
  
  
  
  
  

Mentor’s Self Evaluation of the Lesson (What worked?; What did not work?;  
What would you change?):  
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Action Plan #1 - Mentoring Lessons 

  
Objective:  Stereotypes, students, and climate will be able to discuss how different  
people view one another.  

Materials: Smart board  
  

Teaching Method:  Small Group Instruction   
  

Step-By Step Mentoring Activities:  
  
1.)  Discuss what a stereotype is.  Have you ever had the experience?  How did it make  
you feel?   
  
2.)  Watch video clips of The Hate You Give and When They See Us.  Discussion: What  
did you learn? How do you feel?   
  
3.)  Write a skit about stereotypes and perform for other students or selves.  
  
  
  
  
  
  
  
  
  
  

Mentor’s Self Evaluation of the Lesson (What worked?; What did not work?;  
What would you change?):  
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Action Plan #2 - Liaisons Between Teachers & Students 

 
  
Measurable Desired End State: With the help of the mentor, males will have no  
more than three negative interactions with teachers per week.  

Strategy: Mentors will act as liaisons between teachers and students.  

  

Objective 1: Teacher and students will have a better relationship due to mentor  
involvement.  
  
Action Steps (November 2019 - June 2019):  
●Encourage positive relationships between teachers and students - speaking  
separately to both student(s) and teacher(s).  
●Promote one-to-one correspondence between teacher and student.   

  

Objective 2: Mentor will explain to the teacher that she is here to support the  
student.  
  
Action Steps (November 2019 - June 2019):  
●Respond to behavioral calls regarding the student.  
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Action Plan #3 - Mentor Support for Teachers 

  
Measurable Desired End State: With the help of the mentor, teachers will feel as  
if they have the support of the climate mentor.   

Strategy: Check-in & Check-out with students  

  

Objective 1: Climate and teachers will work together to support the behavioral needs  
of students.  
  
Action Steps:  
●Step 1:  Meet with teachers: What particular students are of concern? What are  
underlying issues?   
●Step 2: Meeting with the teacher, student, and climate to develop a behavioral  
plan.  
●Implement plan and “check-in” and “check-out” with students to provide support for 
them to meet their goals.  
  
  
 
 


