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Abstract 

In the fall of 2008, after careful review of academic performance data collected 

from a predominantly White community college in southeastern Pennsylvania, African-

American males testing into remedial courses were found to be the most at-risk 

population enrolled.  To address the achievement gap its African-American males were 

facing, the College involved in this study turned to mentoring to increase these students‘  

academic success rates. The purpose of this study was to explore the impact of mentoring 

on African-American males who tested into remedial courses at the aforementioned 

predominantly White community college.    

This study utilized quantitative analyses of academic and demographic data, and 

an on-line survey to gain an in-depth understanding of the impact mentoring had on 

academic performance, persistence, and the student experience.  In addition, an on-line 

survey for mentors was administered to examine the impact of mentoring on mentors‘ 

perceptions of African-American males. The study included 1,046 mentored, and non-

mentored, African-American male community college students needing remediation in 

Math, English or Reading, and 40 mentors. The on-line surveys were completed by 194 

of the 1,046 African-American male students involved in the study, and 40 out of 48 

mentors who served in the college‘s Minority Male Mentoring Program (MMMP).   

Findings from the study revealed that students participating in (MMMP) 

attempted and completed more credits, and had higher cumulative grade point averages.  

The MMMP students also realized significantly higher persistence rates than non-

mentored students.  The perception of campus climate was positive, but there was no 

significant difference in attitude or experience between MMMP and Non-MMMP 
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students.  Lastly, the study found that participating in mentoring positively influenced 

mentors‘ perceptions of African-American male mentees.    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



v 

 

Dedication 

This study is dedicated first and foremost to my parents, Robert and Jeanne Bass.  They 

pushed me hard in all aspects of life, set high expectations, taught me to appreciate other 

cultures and challenged me to see issues from multiple perspectives.  My father was an 

African-American man who valued education over all else.  He was an intellect, a 

musician and a lover of the eclectic.  My mother is a Swedish-American who dedicated 

her life to serving ―her kids‖ at church, school and home.  It was her countless sacrifices, 

her prayers and unfailing love that kept me on the right path.         

 

In addition to my parents this study is dedicated to the students in the Minority Male 

Mentoring Program at Montgomery County Community College.  The obstacles they 

overcome inspire me, their accomplishments give me hope, their failures teach me grace, 

their achievements make me proud, and their needs give me purpose.  Working with 

these students helped me realize that to truly make a difference in life one must aim to be 

master of none and servant of many.  I have definitely received much more than I may 

have given and have greatly appreciated the opportunity to work with them all.                    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



vi 

 

Acknowledgements  

As I write these acknowledgements and consider all of those who have been involved in 

making this dissertation possible, I am mindful of how blessed I am to have such a 

devoted academic, professional, spiritual and personal support network in my life.  It is 

no coincidence that I have chosen mentoring as my research topic as I have benefited 

immensely from many great mentors in my life.   

 

Academically, I absolutely would not have been able to finish this dissertation without 

my Chair and mentor, Dr. Corrinne Caldwell.  From the first class together in the doctoral 

program to my oral defense, she has been an unbelievable teacher, motivator and 

encourager. She is the epitome of what an educator should be!  I would also like to thank 

the other members of my dissertation committee; Drs. James Earl Davis, Joseph Ducette, 

Steven Gross, and Erin Horvat.  I have a profound respect for each of them and truly 

appreciate their making my oral defense a challenging yet enjoyable learning experience.   

 

My professional life has been full of many advocates and supporters, but it was my 

brother, friend, mentor and boss, Dr. Steady H. Moono, the chief architect of the Minority 

Male Mentoring Program (MMMP), who pushed me, supported me and guided me 

through the dissertation process, and for that I will be forever grateful.  I also 

acknowledge that had it not been for the dedication and commitment of Dr. Bashar W. 

Hanna, I would not have a career in higher education, he changed my life forever.  Other 

important colleagues who deserve recognition and thanks are: President Karen Stout, for 

her commitment to improving the lives of all students, my fellow deans; Dr. Aaron 

Shatzman, Dr. Amit Singh, Dr. Andrew Ippolito, Dr. Beverly Welhan, and Dr. Stephen 

Grieco, for encouraging me and giving me ―pointers‖ on how to approach the oral 

defense and welcoming me to the ranks of ―Dr‖, and the following: Dr. Medea Rambish 

(my editor and ―go-to person‖), Barbara Lontz, Leon Hill, Dr. Victoria Bastecki-Perez, 

Dr. Joan Brookshire, Celeste Schwartz, Kortnay Woods, Mary Lou Barron and Geri 

Stokes, and my staff in Student Affairs at Montgomery County Community College, for 

their support and dedication to serving students.    

 

Without the prayers of my family and friends I know I would not have made it through 

my doctoral studies.  For those bended knees and your steadfast support I would like to 

thank my mom - Jeanne Bass and my sister - Ann Bass, my in-laws - Juan and Soqui 

Cruz, ―Tony‖ and Raquel Covington, the Bass family, the Cruz family, Patrick and 

Nagelah Cohen, Mike Prushan, the Giles family, Dominic Saunders, Hector and Gwen 

Espinosa, Ben and Sarah Lambert, the Af-Am Ministry Board, and all of my Bethel 

Temple and Calvary Church brothers and sisters.  It was your prayers that carried me 

through when I felt like giving up! 

 

Lastly, I would like to thank my beautiful wife, Loida Bass and my two sons, Luca and 

Lemuel.  You have been selfless, supportive and so incredibly patient while I spent 

countless hours in the library and away from home.  I hope that the time spent away from 

you will not be in vain, and that as a family we can help make a positive difference in the 

lives of others.   



vii 

 

 

I am cognizant that there may be people who have helped to make this accomplishment 

possible who are not mentioned by name.  To those for whom that may apply, I am 

deeply sorry; fault my mind, not my heart.



viii 

 

Table of Contents 

 

ABSTRACT ……………………………………………………………………….. iii. 

 

DEDICATION …………………………………………………………………….. v. 

 

ACKNOWLEDGEMENTS ……………………………………………………….. vi. 

 

LIST OF TABLES………………………………………………………………….  x. 

 

LIST OF FIGURES ………………………………………………………………..  xi. 

 

LIST OF APPENDICES…………………………………………………………… xii. 

 

CHAPTER I:  INTRODUCTION  

 

Purpose of the Study ........................ ............................................................. 3 

 

Statement of the Problem ............................................................................... 5 

 

Research Questions ........................................................................................ 12 

 

Significance of the Study ............................................................................... 15 

 

Theoretical Base ............................................................................................. 17 

 

Delimitations and Limitations..........................................................................26 

 

CHAPTER II:  LITERATURE REVIEW  

 

Community College Student Profile ………………………………………… 30 

 

Post-secondary Achievement Gaps Among African-Americans Males…..…. 32 

 

The PWI Versus HBCU Experience for African-American  

 

Male Students………………………………………………………... 35 

 

Mentoring African-American Males in Higher Education ……………..…… 40 

 

 

Theories, Strategies, and Best Practice Supporting  

 

African-American Males…………………………………………..… 52 

 

 



ix 

 

CHAPTER III:  METHODOLOGY AND PROCEDURES  

 

Role of the Researcher ................................................................................... 54 

 

Population and Sample ................................................................................... 55 

 

Data Collection Procedures............................................................................. 56 

 

Data Analysis Procedures .............................................................................. 58 

 

Ethical Issues .................................................................................................. 59 

 

CHAPTER IV:  FINDINGS 

 

Introduction…………………………………………………………………. 61    

 

Descriptive Demographics on All Student Subjects………………………... 62 

 

Descriptive Data on Mentors Subjects……………………………………… 66   

 

Research Questions Answered……………………………………………… 66 

 

CHAPTER V:  REVIEW OF FINDINGS, IMPLICATIONS, AND FUTURE  

 

RESEARCH 

 

Context of the Study………………………………………………………... 105 

 

Summary of Findings………………………………………………………. 106 

  

Conclusions and Relationship to the Literature…………………………….. 115 

 

Limitations………………………………………………………………….. 117  

  

Recommendations and Implications for Research…………………………. 119 

  

Future Research…………………………………………………………….. 121 

  

Closing Remarks……………………………………………………………. 124   

 

REFERENCES CITED.............................................................................................. 126    

 

APPENDICES ……………………………………………………………………..  145 



x 

 

List of Tables 

Table 1:     Data Sources for Answers to the Research Questions ………………… 58 

Table 2:     Descriptive Data on the Two Groups …………………………………. 64 

Table 3:     Educational Level of Parents …………………………………………. 65 

Table 4:     Data on Credits Attempted, Completed and GPA ……………………. 67 

Table 5:     GPAs Above and Below 2.0 ………………………………………….. 68 

Table 6:     Persistence Rates for the Fall 2009 Cohorts ………………………….. 69 

Table 7:     Persistence Rates for the Fall 2010 Cohorts ………………………….. 70 

Table 8:     Remedial African-American Male Student Survey Results ………….. 73 

Table 9:     Mentor Survey Results …………………………………………..……. 83 

Table 10:   Comparison of Completers and Non-Completers ………………..…… 93 

Table 11:   Cumulative GPA by Survey Completion and MMMP Participation.… 94  

Table 12:   Persistence by MMMP and Completer for Fall 2009 Cohort …….…... 96 

Table 13:   Descriptive Data on the Two Cohorts (Fall 2009 and Fall 2010) …..… 98 

Table 14:   Cumulative GPA by Cohort and MMMP Participation …………….… 98 

Table 15:   Cumulative GPA – Confused Cohort …………………………….…… 100 

Table 16:   Persistence Rate of Cohort Confused Groups …………………….…..  101 

Table 17:   Retention as a Function of the Answer to Question #10 ………….…..  102 

 

 

 

 

 

 



xi 

 

List of Figures 

 

Figure 1:    GPA by MMMP and Completion by Estimated Marginal Means …….  95 

Figure 2:    Persistence by Completer/Non-completer MMMP and Completion…..  97 

Figure 3.     Persistence as a Function of Perceived Mentoring …………………...  103 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



xii 

 

List of Appendixes 

 

Appendix  A  Median Earning by Degree Attainment Graph from the U.S. Census  

Bureau …………………………………………………………………. 145 

 

Appendix  B  Survey of Campus Climate and Student Engagement Perceptions of 

African-American Male Students Who Test Into Remedial Courses at a 

Predominantly White Community College ……………..……………..  146 

 

Appendix  C   Survey of the Impact of Mentoring on Mentors Perceptions of African 

American Male Students Who Test Into Remedial Courses ....……...… 149 

 

Appendix D   Supportive Work Relationship Arranged Hierarchically In Terms of  

   Primary Intent and Level of Involvement …………………………...… 151  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



1 

 

Chapter I:  Introduction 

 

Recent studies and research have begun to take a serious look at the achievement 

gaps facing African-American students in the higher education as the situation facing 

these students has by many accounts become dire.  These concerns are greatest for 

African-American male students in particular, and the situation has reached a ―crisis‖ 

state (CollegeBoard, 2010).  As will be discussed in greater detail later, African-

American male students are lagging behind in almost every higher education academic 

performance indicator; overall, half do not graduate within six years of enrollment, and 

their graduation rates are 20 percentage points lower than their White peers (Carey, 2008; 

Foundation for the Mid-South, 2008).  Compounding this issue, when African-American 

male students enroll at predominantly White colleges and universities, many face serious 

acculturative stressors.  According to Anderson (1991), acculturative stress can lead to 

the threat of having to abandon one‘s cultural beliefs, traditions, values and identity.  This 

often causes psychological distress, low self-esteem, feelings of isolation, and depression, 

resulting in attrition and poor academic performance.  This study will examine the impact 

mentoring can have on improving academic outcomes for African-American males at a 

predominantly White community college.  Mentoring is a strategy being employed at 

increasing numbers of community colleges nationwide.  According to the American 

Association of Community Colleges website, there are currently 52 registered mentoring 

programs serving minority students in community colleges in the United States.   

In the last decade, there have been few studies examining the impact of mentoring 

on the African-American male student experience in community colleges, and there were 

no studies found that specifically examined the impact of mentoring on African-
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American males who test into remedial courses at predominantly White community 

colleges.  This study was of interest for a number of reasons but mostly because of the 

quadruple risk factors present for the students involved in the Minority Male Mentoring 

Program (MMMP) at the college under examination.  The students in the program 

possess four significant characteristics that suggest a low statistical probability for 

academic and professional success.  The four characteristic factors are: 1) Ethnicity:  

African-American, 2) Gender:  male, 3) College Placement:  remedial in at least one 

subject, and 4) College Type:  attending a predominantly White community college.  

Disaggregated, each one of these characteristics has been found to lead to high rates of 

failure.  For example, a recent report by the Children‘s Defense Fund (2007) indicated 

that ―when Black children do graduate from high school, they have a greater chance of 

being unemployed and a lower chance of going directly to full-time college than White 

high school graduates‖ (p. 16).  To further this point, when considering gender, Jipguep, 

Harrison, and Bonner (2009) report that between 1994 and 2004 White females increased 

their percentages of attending or completing college by 10 percent, from 42.6 to 52.8 

while the percentage of White males attending or completing college grew only 3.4 

percent, from 42.5 to 46.4 percent.  Lastly, in a recent dissertation by Rambish (2011) 

examining the arithmetic course outcomes by instructional delivery approach, she cited a 

2006 study of Achieving the Dream community college participants which indicated that 

―93 percent of African-American, non-Hispanic, students as compared to 79 percent of 

White, non-Hispanic, students tested into remedial education courses.  Using the same 

data set, the study found that 34 percent of African-American and 14 percent of White 

students were referred to three remedial subjects, suggesting that African-American 
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students were less prepared for college-level work in mathematics, English, and reading 

compared to their White peers‖ (p. 2).  Recognizing the significant challenges these men 

face, this study was conducted to better understand the impact mentoring has on high-risk 

African-American male students who test into remedial courses at a predominantly White 

community college in southeastern Pennsylvania.             

Purpose of the Study 

The purpose of this study was to learn more about the impact of mentoring on 

African-American males who test into remedial courses at a mid-size predominantly 

White community college in southeastern Pennsylvania.   The research topic was chosen 

in response to the lack of literature and understanding regarding this topic and these 

students.  In the fall of 2009, the college involved in this study took a proactive and 

courageous step in implementing a mentoring program for its African-American male 

students who tested remedial in any math, reading, or English subject. This was a 

courageous decision for a number of reasons; 1) this cohort comprises only 7 percent of 

its total population, 2) other students, faculty and staff could have complained that the 

program was exclusionary and contradictory to the open-access, equal opportunity 

mission of the college and questioned why Whites and other ethnic groups were not 

being afforded the same support, and 3) the college had to rely on volunteers from the 

staff and faculty to serve as mentors for the program.  To highlight the potential feelings 

of the college community that the program may do more harm than good, one mentor, in 

response to question #5 of the mentor survey (see Appendix A) responded by stating ―…. 

Frankly, I was concerned that an ‗African-American Male‘ program might do more 

damage in perception of African-American males, almost like targeting them as classic 
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underachievers, thus feeding long-held damaging stereotypes of African-American 

inferiority. However, that fear, at this point, seems to be unfounded, as the program has 

not, as yet run into any denigration of perception of that type to my knowledge. This 

makes me both happy and relieved.‖    

Community colleges are often referred to as the ―people‘s college‖ or the great 

democratizer of higher education.  However, African-American males who test into 

remedial courses at the community college being studied have the lowest success rates in 

terms of cumulative grade point average, remedial course grades, retention, persistence, 

transfer and graduation, compared to any other cohort at the institution.  It is important to 

note that making broad statements about any specific race, religion, culture or class can 

often be misleading, establishing and/or reinforcing stereotypes that are not completely 

accurate.  In the midst of conducting research for this study this has been evident on a 

number of occasions as writers, researchers, and policy-makers often make statements 

that are inaccurate, often reinforcing the beliefs-systems that they are trying to change or 

address.  One such example is the Justice Policy Institute‘s 2002 report that indicated for 

the year 2000 ―there were more African-American men in prison than enrolled in 

College...‖ (p. 10)  Instead, after close examination, it was clear that the number of 18-24 

year-old African-American males enrolled in college was more than three times the 

number incarcerated in 2000 and four times the number incarcerated in 2004 (Sharpe & 

Darity, 2004).  It is with this understanding that a careful pursuit of answers to the 

dissertation research questions were sought.  The purpose of this study was not to 

continue a pattern of negative reporting on African-American males but to shed some 

light on strategies that may lead to better statistics and outcomes for these men in higher 
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education.  It is also important that those who read this work bear in mind that the 

African-American male students being studied are individuals with distinct and intricate 

life experiences, and the statistics and data being presented do not tell the whole story.  

With that in mind, this study is an attempt to include yet another chapter in the story of 

African-American males, and specifically to add to the body of knowledge regarding the 

impact mentoring is having on African-American males who test into remedial courses, 

and their mentors, at a predominately White institution (PWI)--in this case, a community 

college in southeastern Pennsylvania.     

Statement of the Problem  

The many educational challenges facing minority males in the United States, 

African-American males in particular, cannot be understated.  By many accounts, the 

African-American achievement gap has been labeled one of the most significant issues 

needing to be addressed in the twenty-first century.  Careful review of data collected 

from the college involved in this study revealed that from 2005- 2009 African-American 

males enrolled at the college under study were by far the most at-risk cohort among the 

student body.  Data collected from this college involved found that African-American 

males placed into remedial courses at a higher rate, had lower average placement test 

scores, higher attrition rates, and lower graduation rates than any other ethnicity or 

gender enrolled.  An in-depth look into the literature on the achievement gap facing men 

of color established that this was not only an issue facing the African-American males at 

the community college involved in this study, but it is a national problem.   

According to a January 2010 College Board report entitled; The Educational 

Crisis Facing Young Men of Color, ―due to the dramatic increase in the minority 
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population in America in the next ten years if current demographic and educational 

attainment trends continue, especially for men of color, the overall educational level of 

the American workforce will probably decline‖ (p. 2).  A Children‘s Defense Fund 

(2007) report, America’s Cradle to Prison Pipeline, highlights some of the social 

challenges facing African-American boys:  ―A Black boy born in 2001 has a 1 in 3 

chance of going to prison in his lifetime; a Latino boy a 1 in 6 chance; and a White boy a 

1 in 17 chance. A Black girl born in 2001 has a 1 in 17 chance of going to prison in her 

lifetime; a Latino girl a 1 in 45 chance; and a White girl a 1 in 111 chance‖ (p.16).  The 

report goes on to state that ―of all births in the African-American community, 68.8% of 

them are teen births, and approximately 56% of African-American children are growing 

up in single parent households‖ (p. 20).  In addition to these staggering statistics, the 

Manpower Demonstration Research Corporation (MDRC) completed a report in March 

2010 which analyzed the experiences of men of color, low-income, and first-generation 

students in community colleges in the United States, and found that ―among those who 

enrolled for the first time at a two-year college in the 2003-04 academic year, only 18 

percent attained a certificate or degree within three years. The majority remained enrolled 

without a degree (37 percent) or were no longer enrolled at any institution (45 percent) by 

June 2006.   Among students of color, the rate of certificate or degree attainment is even 

lower, with only 14 percent of African-American students and 15 percent of Hispanic and 

Native American students earning a certificate or degree within three years. Overall, for 

all groups, men fare worse than women‖ (p. 13).   

According to the American Association of Community Colleges fact sheet (2011), 

there are approximately 12.4 million students enrolled in community colleges, 42 percent 
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of them are male, and 13 percent are Black.  These statistics indicate that there are 

approximately 1.6 million African-American students enrolled in community colleges in 

the United States.  Approximately 1,046 of those are African-American males who have 

tested into remedial courses and are enrolled at the community college involved in this 

particular study.  With the large number of African-Americans enrolling in the 

community college system, and realizing that for many African-American males 

community college is their only access point into higher education, it is imperative that 

community college staff, faculty and administrators, work diligently to identify effective 

strategies that will aid in curbing the low success rates of these students.  The (2000) U.S. 

Census Earnings by Degree Attainment graph (Appendix A) shows very clearly that a 

person‘s income earning potential is directly related to degree attainment. 

Dubois (1999) recognized 110 years ago the importance of a College education 

for the African-American.  In, The Souls of Black Folk, he wrote:  ―If White people need 

colleges to furnish teachers, ministers, lawyers, and doctors, do Black people need 

nothing of the sort?‖ (p. 132).  Today, despite recent economic gains, that question seems 

to be even more important than it was 110 years ago.  There is no question that there has 

been considerable progress made on the part of the African-American in today‘s United 

States.  According to a 2010 report from the U.S. Census Bureau, ―the African-American 

sector is growing 34% faster than the country as a whole.  Some 42 million Blacks now 

live in the U.S., and the number of African-American households earning $75,000 or 

more has climbed 47% in the past five years, a rate 1.5 times greater than that of the 

general population‖ (p. 65).  Despite considerable socio-economic growth over the last 

110 hundred years, and during the last decade especially, African-Americans, males in 
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particular, are still grossly underrepresented in the political system, in post-secondary 

degree attainment, and among annual income earners making over $100,000.    

In 2011, African-Americans continue to find themselves overrepresented in many 

of the statistics indicating a socially, academically, and economically desperate situation 

for people in our country. These statistics include:  high-school drop-outs; low bachelor, 

masters, and professional degree attainment; unemployment; low-paying jobs; 

incarceration; and teen-parenting rates (CDF Report, 2007).  Many researchers (e.g. 

College Board, 1999; Jones, Lynch, Tenglund, & Gaertner, 2000) have noted that society 

will remain segregated until underrepresented minorities graduate from College and 

professional schools in sufficient numbers to be represented in the higher echelons of 

society, where capital is created and generated and where decision-making takes place.  

Although education is not the only avenue to upward social mobility, it is a vital one.  

This is certainly true today when credential inflation puts so many jobs out of the range 

of those who have not completed college (Gandara, 1998; McCarthy & Valdez, 1986).  

In today‘s society and economy, which is driven by technological advancement 

and global competition, education is more important than ever to the well-being and 

social-mobility of the African-American community.  But as this study suggests, in order 

for higher education to become a reality for African-American males, they must first be 

adequately prepared for, given access to, supported, and encouraged to take advantage of 

and succeed in higher education.  It is important that this encouragement not only come 

from family members and peers, but also from faculty, staff and administrators at their 

institutions.   
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Highlighting the impact that acculturative stressors have on African-American 

students in higher education, those who attended White PWIs often describe the 

classroom and institutional environments as inhospitable (Smith, 1997).  Gossett, Cuyjet, 

and Cockreil (1996) indicated that African-American students experienced feelings of 

being marginalized in the classroom due to perceived pressures of having to serve as the 

spokesperson and representative for their race.  In a qualitative study of Black students 

attending a PWI, Fries-Britt and Turner (2001) reported that 100 percent of the 

participants in the study perceived that there was a ―proving process‖ required in the 

classroom setting, essentially to validate their intellectual competence. Given these 

findings and reports it becomes absolutely imperative that community colleges serving 

African-American males develop programs and services aimed at addressing these 

concerns and issues their students are facing.  According to Pascarella and Terenzini 

(1979), the frequency of student-faculty informal contact accounted for increases in 

freshmen year persistence.  Astin (1993) further added that, second only to the peer 

group, faculty-student interaction represents the most significant aspect of a student‘s 

undergraduate development and institutional commitment (Cuyjet, 2006).  The familiar 

refrains of ―hang in there‖ and ―you can do it‖ may seem simple, but they often provide 

the extra push to spur these students on to academic success and aid in their ability to find 

comfort and a sense of belonging on campus.  It is the complex combination of these 

nonacademic and noncognitive variables (Tracey & Sedlacek, 1985) that also provides 

these students with the wherewithal to tackle deep-seated issues such as campus-based 

racism and prejudice (Wilson & Constantine, 1999), while simultaneously achieving 

academic success (Cuyjet, 2006).  Community colleges enrolling African-American 
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males must become student-centered in their policy and procedure development and 

behavior, moving from a model of mass production to customization.  Many colleges and 

universities have carefully re-crafted their marketing and admissions strategies and 

efforts toward Black students, but few have seriously considered or successfully figured 

out how to transform their campus environments so that Black students are equal 

participants with other majority students and valued as intellectual capital (ACT 

Corporate Report, 1999).   

In order for change to occur, community college administrators, faculty, and staff 

must accept that African-American male students have unique academic and social needs.   

Given these differences and the challenges African-American community college 

students face, institutions must use diverse strategies for diverse populations rather than a 

one-size-fits-all approach to service provision and curriculum development (Lee, 2004).  

Knowing that African-American students need to make meaningful, personal connections 

on campus to increase chances for their success, colleges should connect African-

American students with faculty and staff mentors who are best equipped to help them in 

their chosen career by sharing information they are unlikely to get elsewhere (Lee, 1997).  

An early connection with faculty or staff mentors can help students clarify career 

aspirations and accurately assess the skills and educational expectations needed for 

various careers of interest.  Moreover, mentoring relationships can help students 

overcome acculturative stressors and can serve to confirm students‘ initial career choices 

or provide support and direction to students who should make alternative choices (Lee, 

2004).  The problem is that only a small number of community colleges are providing 

African-American males with mentors, diverse programming, or customized curriculum 
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to meet their needs.  As a result, community colleges are experiencing very little success 

in providing African-American males with a higher education experience that is 

meaningful or beneficial to their personal, academic, and professional development.         

 In the book, Leaving College, Tinto (1987) discusses how minority student‘s 

departure from college is usually a result of social and institutional disconnectedness 

from peers, faculty and staff, and, with PWIs especially, a sense of incongruence (poor 

fit) with the college setting, and academic underperformance.  Tinto goes on to explain 

that although attrition is common among many racial/ethnic groups in higher education, 

however academic under-preparedness appears to be a significant factor and predominant 

reason for the high attrition rates of African-American college students.  In addition, 

because many African-Americans pursuing higher education are first generation students, 

the social difficulties students face must also be considered as a factor to poor academic 

performance in college as well.  When these students begin to experience difficulty or a 

sense of becoming overwhelmed, they often have no one to turn to for guidance or 

support.  Mentoring provides an avenue to deal with social difficulties so that academic 

challenges can be met and overcome.  More specifically, mentoring can help students 

develop their academic self-worth and gain a sense of much needed support and 

encouragement (Cuyjet, 2006).   

According to Cuyjet (2006), ―Community Colleges must make a conscious effort 

to ensure that African-American male students integrate completely into the fabric of the 

institution.  This process should include successful peers, faculty, staff, and 

administrators, who provide these students with a sense of community‖ (p. 67).  It is 
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important also that these individuals serve as mentors and role models to help African-

American male students navigate the community college system. 

 The unfortunate fact is that there are many African-American male students, as 

measured by ACT and SAT scales, in addition to the college‘s Accuplacer placement 

test, who arrive at colleges and universities largely unequipped to fully engage in post-

secondary education.  The research in cognitive science determining whether or not all 

racial/ethnic groups have the same innate cognitive abilities has been widely debated.  

There is evidence, though, that IQ scores are influenced by environmental factors that are 

pervasively and systematically patterned along racial lines in the U.S. (Dickens, 2006). 

 Mean IQ differences among racial groups have been decreasing over the past few 

decades, perhaps in response to improved educational opportunities for some minority 

individuals.  Taken together, the evidence suggests that differences in IQ scores are the 

result of social inequality rather than its cause (Osario, 2011).  The attitude of policy 

makers, administrators, and educators must move away from a deficit and pathological 

view of African-Americans and instead focus on inequities in their institutions by 

removing those obstacles that stand in the way of African-American students‘ progress 

(Stephens, 2007).  As one young African-American male student, who participated in a 

recent February 2011 panel discussion led by Shaun Harper at the University of 

Pennsylvania put it:  ―at some point educators need to start asking themselves what part 

they play in the problems facing African-American men.‖          

Research Questions  

 

 There is one overarching research question that this study answers:  What impact 

does mentoring have on African-American males who test into remedial courses at the 
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PWI community college involved in this study?  To gain an in-depth perspective into the 

overall impact of mentoring on African-American males, this study pursued answers to 

four sub-research questions:  

1. Do students who participate in the College‘s Minority Male Mentoring Program 

(MMMP) experience higher levels of academic success compared to those who do not?  

2.  Do students who participate in MMMP have higher rates of academic progress 

(e.g. retention and persistence) compared to those who do not? 

3. Do students who participate in MMMP have a more positive attitude about the 

College‘s campus climate compared to those who do not? 

4. Does serving as a mentor for African-American males in the college‘s Minority 

Male Mentoring Program positively influence mentors perceptions of African-American 

male students?   

The goals of the research questions were to establish whether or not African-

American male students who participated in the college‘s Minority Male Mentoring 

Program realized better academic performance, higher retention and persistence rates, 

and more positive attitudes about the college‘s racial climate compared to those who did 

not.  Asking the question regarding the impact mentoring has on mentors’ perceptions of 

African-American male students provided useful insight for other similar predominantly 

White community college‘s interested in establishing cross-racial mentoring programs.      

Based on considerable research (Hassell & Duggar, 1992; Jackson & Matthews, 

1999; Terrell & Pope, 2002), one hypothesis regarding the impact of mentoring on 

African-American males at a PWI community college was that students who are actively 

involved in a mentoring program would realize higher retention rates, greater campus 



14 

 

involvement, and higher academic success compared to those who do not participate in 

mentoring.  Students who interact frequently with faculty and other college or university 

personnel report higher levels of satisfaction with their collegiate experience compared to 

those who do not connect with college faculty or staff (Endo & Harpel, 1982; Pascarella, 

1980; Pascarella & Terenzini, 1977). 

According to Tinto‘s (1993) multivariate model of student retention in post-

secondary institutions, students‘ pre-entry skills and attributes contribute significantly to 

students‘ decisions to persist in college and their ability to succeed academically. 

Therefore, in addition to the online survey that was administered to determine 

perceptions of campus climate, a careful review of students‘ demographic and academic 

data was completed and analyzed to determine what impact these variables have on 

students‘ academic performance, compared to mentoring.  

According to Tinto (1993), there may be more of a need for marginal students 

attending commuter institutions to engage in and pursue substantial faculty interactions 

than there is for similar students attending residential institutions (Freeman, & Huggans, 

2009).    Tinto‘s theory and other research involving the role of faculty on student success 

serves as the impetus for also studying the impact that mentoring has on the faculty, staff, 

and administrators who serve as mentors to the African-American males in the college‘s 

mentoring program.  Therefore, another hypothesis was that mentors who participate in 

the college‘s Minority Male Mentoring Program have a heightened level of sensitivity 

and a greater awareness of the unique needs of African-American males as a result of 

serving as a mentor.  Therefore, as a result, students who work with mentors should 
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realize higher retention and persistence rates, greater campus involvement, and higher 

academic success compared to those who do not participate in mentoring. 

The questions asked were answered by data collected from online surveys, student 

demographic, and academic data.  The data collected were analyzed to determine what 

impact mentoring had on African-American males who tested into remedial courses at a 

PWI community college.  This provided important information about the overall impact 

mentoring had on the mentors and mentees involved in the college‘s Minority Male 

Mentoring Program, and provide some insight into the experiences of African-American 

males at PWI community colleges.  There have been a number of studies conducted in 

the last two decades looking at the impact of mentoring on college students (Crisp, & 

Cruz., 2009), but very little research or attention has been given to the impact of 

mentoring on African-American males who test into remedial courses at predominantly 

White community colleges.     

Significance of the Study  

 

Research shows that large numbers of African-American students at PWIs 

experience acculturative stress resulting in feelings of depression, low-self-esteem, 

discrimination and isolation, which have a negative impact on indicators of academic 

success, such as persistence, progression, grades, and graduation (Fleming, 1984; Lee, 

1992; Lee, 1997a; Nettles, Thoeny, Gosman, & Dandridge, 1985).  According to 

Freeman (1998) and others, perceived psychological barriers and ―absent voices present 

the greatest challenge to closing the gap between aspirations and participation in higher 

education‖ (p.127).  Therefore, the absence of African-American authors, culture, or 

history from course content and the lack of appropriate role models and institutional 
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support can result in African-American students choosing to pursue other options such as 

military and the unskilled labor market, rather than attend college (Lee, 2004).   

This study is significant in that it helps fill a gap in the literature regarding the 

effects of mentoring on African-American males at PWI community colleges.  The intent 

is to provide a deeper understanding of the African-American male‘s community college 

experience and the impact that mentoring can have on improving their academic 

achievement, progression and engagement.  

Merisotis (2003) argues that promoting higher education remains one of the most 

critical responsibilities of the federal government in ensuring public, private, social, and 

economic stability and prosperity.  The major benefits that accrue to society as a result of 

postsecondary education are: increased tax revenues, reduced crime rates, increased 

quality of civic life, and increased giving to charitable services.  He goes on to state that 

higher education not only benefits society but individual citizens as well through higher 

salaries, greater employment options, increased savings, better health and overall quality 

of life. 

The benefit(s) of this study to the higher education community are a more 

informed understanding of how/why/if mentoring programs impact African-American 

males who test into remedial courses, and a better understanding as to whether or not 

mentors‘ perceptions of African-American males are altered when they engage in 

mentoring them.  The findings from this study suggest a positive correlation between 

mentoring and African-American male success in college.  The literature also suggests 

that the power and promise of mentoring programs for African-American men is 

significant (Ray et al., 2009).  Findings from this study and others like it can be used by 
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other colleges and universities to consider mentoring as a potentially effective strategy to 

assist and promote the success of African-American male students who place into 

remedial courses.   

Theoretical Base  

The theoretical base for this study is formed by the ideas of scholars who focus on 

social, racial and academic issues.  Establishing a theoretical base with roots in various 

areas provides a comprehensive understanding into the experience of an African-

American male in higher education.  The lack of a consistent and widely accepted 

conceptual base about mentoring is one of the weaknesses in the research on the impact 

of mentoring in higher education.  As such, this study uses a broad theoretical 

understanding to extrapolate themes and develop a framework for the research that was 

conducted to determine the effects mentoring has on African-American males who place 

into remedial courses at a PWI community college.   

When attempting to understand why African-American males find themselves at 

such a disadvantage in higher education, one might consider Pierre Bourdieu‘s theory on 

the role social capital plays on an individual‘s access to, and success in, higher education.  

Bourdieu (1986, 1993) proposed a theoretical framework in which social and educational 

inequalities can be understood contextually through the interactions between the ‗habitus‘ 

and access to resources, or ‗capital‘ (economic, social, and cultural).  Habitus can be best 

understood as the mindset, or belief-system of an individual.  Bordieu‘s theory explains 

how a student‘s habitus is shaped by their access and exposure to various forms of 

‗capital‘.  Bourdieu explains that economic, social and cultural forms of capital are 

important factors in the the reproduction of educational access as they can be used to 
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purchase, limit, or preserve various forms of advantage and mobility for one group versus 

another.  According to Bordieu, social capital refers to participation in, and belonging to, 

various socially constructed groups that serve to shape an individual‘s habitus.  The 

connection to these groups, such as membership of networks, communities, families and 

so on, provides a very important type of resource, or capital, for those in power and are 

often used to gain access to better education and a higher quality of life in general.   In 

addition to the roles of capital, Bourdieu proposes that classed identities and inequalities 

are also produced through interchanges between the ‗habitus‘ and the social fields.   A 

recent study by Davis and Horvat (2010) titled Schools as Sites for Transformation: 

Exploring the Contribution of Habitus found that many of the academic challenges 

disadvantaged students faced were a direct result of the deep-rooted social issues they 

experienced (i.e. poverty, unemployment, incarceration, teenage pregnancy).  These 

social issues left the students involved in the study feeling worthless, powerless and 

hopeless.  However, when enrolled in a program (YouthBuild) that helped them 

overcome some of their social challenges and provided them with access to hope, support 

and work experience, these students were able to change their habitus and quality of life.  

As discussed further by Reay (2004), the ‗habitus‘ can be understood as ―an 

amalgamation of the powerful versus the powerless both past and present, which shapes 

future engagement with the social world and what is perceived to be normal, desirable 

and possible.  It encompasses both the individual and the collective, as experiences, 

histories and ways of thinking combine to shape present and future perceptions and 

possibilities for both the powerful and the powerless‖ (p.440) .  Bourdieu‘s theory 

provides an interesting glimpse into why some African-American males may have lower 
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academic success rates, expectations, and goals than their majority peers.  It also explains 

why so many have such low self-esteem and low expectations for themselves and their 

peers.  A simple and basic understanding of the slave history of the African-American 

male sheds a blinding light towards the reality of their current day academic and social 

ills.  Bourdieu‘s theory provides a solid foundation on which to better understand some of 

the root causes of the achievement gaps facing African-American males as many of them 

lack the social capital necessary to thrive, let alone survive, academically.  It also points 

to the dire need for an infusion of positive faculty role models, mentors, and others who 

are dedicated to working toward the improvement of the social and educational systems 

in the African-American community and on college campuses.   

In the book Closing the African-American Achievement Gap in Higher Education, 

Stiff-Williams (2007) discusses Foley‘s (1991) description of various research tendencies 

relative to how African-American students experience school.  Foley uses micro and 

macro-ethnography to help explain the ethnic minority achievement gap, and some of the 

integration challenges African-American students face as part of their educational 

experience in the United States.  The ideas of micro and macro-ethnography seem to be 

more prevalent in K-12 school environments where attendance is mandatory as opposed 

to higher education where students have a choice of whether to attend or not.  Therefore, 

some may question the rationale for considering such ideas as part of a theoretical base 

for a mentoring study involving African-American males in College.  The researcher‘s 

response to such an inquiry is that the ideas expressed by these two ideas remain relevant 

when considering the experiences of African-American males in high-school and college.  

There is nothing magical that happens when an African-American male moves from 
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high-school to college.  In many cases, their social and academic experiences are very 

similar, especially for traditional age students when they enroll at a community college.  

In most cases these students are still living in the same homes, communities and 

attending schools with many of the same peers as in high-school.  Some may argue, as 

mentioned before, that one significant difference is that students choose to go to college, 

and that alone reflects a major shift in the thinking of a student.  However, careful 

examination of achievement gap scores in reading, math and English from elementary 

school, through post-secondary indicate that students who are failing in their senior year 

in high-school also wind-up failing in college (ETS Report, 2011).  In addition, many of 

the in-class cultural experiences students will face attempting to learn from teachers who 

are of a different gender, racial and cultural background remain the same for African-

American males whether they are in elementary, high-school, or the institution involved 

in this study.  It is for those reasons that the researcher has chosen to consider the ideas 

behind micro-ethnography and cultural-ecology when developing this study.   

  ―Those in the micro-ethnographic camp attribute the achievement gap largely to 

differences between ethnic minority and majority cultures and in how minority students 

are treated in the classroom, e.g., receiving less counseling and less attention, resulting in 

lower academic performance‖ (p.12). The microethnographic approach focuses on 

cultural language differences between majority teachers and instructors and minority 

students in the classroom, to help explain the achievement gap (Stiff-Williams, 2007).  

Microethnography suggests that it is the lack of cultural awareness and understanding on 

the part of the majority instructor that results in the misinterpretation of behavior, 

tracking, and setting low-expectations for minority students in the classroom.  Despite the 
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research supporting this idea and the valuable insight produced it has been widely 

criticized for its myopic focus on observable behavioral tendencies (Erickson, 1987; 

Foley, 1991) and its limiting and decontextualized nature (Ogbu, 1987).  The A differing 

perspective to the microethnographic approach would be John Ogbu‘s Cultural-

Ecological Theory of School Performance (Ogbu, 1987, 1989; Ogbu & Simmons, 1998).  

According to Stiff-Williams (2007) the Cultural-Ecological theory does not reject the 

importance of cultural differences at the micro level, but ―focuses more on the macro 

level and how group members view themselves and their positions in relation to 

mainstream society‖ (p. 12). Stiff-Williams goes on to explain that: 

―According to the macro ethnological approach and Ogbu‘s cultural-ecological 

theory, cultural groups are categorized as either voluntary settlers, known as 

immigrants, or involuntary settlers, referred to as non-immigrants who are 

brought into a dominant society by force, such as enslavement, colonization, or 

subjugation.  Voluntarily immigrating minorities tend to view their cultural and 

language barriers in school and society as temporary barriers to be overcome in 

order to achieve their goals.  Involuntary immigrating minorities, having emerged 

from a history of enslavement, generations of legal segregation, and continuing 

discrimination, perceive society as being structured to limit their opportunities for 

advancement.  As a result, involuntary minorities, because of generations of 

oppression, act in defiant or oppositional ways, even if the outcome works against 

their collective and individual well-being‖ (p. 12).   
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A deeper understanding of the macro ethnological approach provides a useful lens 

through which to analyze the perceptions of African-American males on PWI community 

college campuses.  

Ogbu‘s (1987) cultural-ecological theory goes on to explain that when African-

American students sense institutional racism and discrimination they become less 

committed to adopting school norms as they identify the school as a ―White domain‖ that 

is pressuring them to accept White norms.   ―Consequently, Ogbu and Fordham (1986) 

theorize that some Black students underperform in school because of their cultural 

opposition to acting White, which is acting in defiance of their perceptions of majority 

efforts to control their destiny‖ (p. 13).  Contrary to Ogbu‘s theory, Lundy (2003) 

suggests that ―instead of rejecting academic success, many Blacks students view 

academic achievement as a means of overcoming White oppression and gaining the 

social capital needed to improve their position in society‖ (p. 14).       

Both the micro and macro ethnographic approaches offer useful lenses through 

which to view and try to understand the African-American male experience, especially as 

we consider the impact mentoring can have on students at a predominantly White 

community college.  Will the availability of mentoring move students from a 

microethnographic to a macroethnographic perspective in their approach to and 

perception of the institution and the higher education system?   Which approach, the 

micro or macro-ethnographic approach, is leading to or affecting the achievement gap of 

African-American males at the PWI community college in this study?  And, what impact 

does mentoring have on the effects of these two approaches relative to the experience of 

African-American males who place into remedial courses?  These are some of the 
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questions raised by the cultural-ecological theory that were considered as the study was 

carried out, but were not the research questions that were answered by this study.     

Astin‘s (1985) theory of student involvement provides another cornerstone on 

which to construct the theoretical base for this study.  According to Astin (1984), student 

development in higher education is directly related to student involvement.  He asserts 

that student develop in college is based on his theory of involvement which consists of 

three core elements; Input-Environment-Outcomes (I-E-O).  Input refers to a student‘s 

demographics, cultural background, and his/her prior college experiences.   The 

Environment refers to the wide range of experiences a student has while s/he is enrolled 

in college.  Lastly, the Outcomes then become a direct result of the first two core 

elements and shape students character, knowledge, attitudes, beliefs and values during 

and after college.  Students who are involved in high-quality, meaningful, and effective 

support systems and programs are more likely to progress and persist compared to those 

students who are uninvolved in these types of support systems and programs.  Astin‘s 

theory suggests the need for educators and administrators to understand where students 

are ―coming from‖ both academically and socially so they are capable of creating 

environments that are comfortable and supportive for students.  It is important for college 

staff to spend time becoming immersed and engaged in developing programs that will 

assist with the development of African-American males in order to provide outcomes that 

will result in a meaningful educational experience for these students.  This theory speaks 

directly to the need for and potential benefits of mentoring and other forms of strategic 

linkages between staff and students on college campuses.  Substantial research by Majors 

and Wiener (1995) supports Astin‘s theory and the notion that mentoring is crucial to the 
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successful development of African-American male youth and is cheaper, cost-effective, 

and socially more beneficial than punitive strategies centered on control, maintenance 

and monitoring, which are often adopted when colleges address issues concerning 

African-American males.     

The final cornerstone forming the base for this study is the evolution of Tinto‘s 

student retention theory (2005).  In the early 70‘s Tinto‘s theories regarding student 

retention, then referred to as student departure theory, was based on Durkheim‘s 

sociological theory that argues that suicide is tied to the absence of academic and social 

integration.  Tinto argued convincingly that students leave college when they are unable 

to successfully adjust both academically and socially.  Differing from Astin‘s theory of 

student involvement, Tinto‘s theory focused specifically on how a lack of social and 

academic integration can lead to withdrawal from higher education.  His theory was 

student focused rather than institutionally focused.  His earlier ideas on engagement are 

still relevant today as it is important to understand that many African-American male 

students often report finding it difficult to make meaningful connections within 

predominantly white colleges and universities (Cuyjet, M. 2006).  His work on student 

retention in the early 70‘s ushered in what might be referred to as the ―student 

engagement age‖ in higher education (Tinto, 2005).  Early on his theory focused on the 

importance of out-of -class, extracurricular activities and the need for first-year college 

students to become acclimated both academically and socially in their first-year of 

college.  The responsibility for successfully transitioning students into their college 

experience fell on the student and student affairs professionals.  His early theories lacked 



25 

 

complexity and detail and were drawn from quantitative studies of largely homogeneous, 

residential, four-year institutions (Tinto, 2005).   

Today, Tinto‘s student retention theories are based in a comprehensive 

understanding of the many psychological, social, economic and institutional factors 

involved in student retention.  Some significant shifts from the early years include the 

following: a broader understanding of the need for students to maintain connections with 

past communities, family, church, and friends, recognizing the need for involvement in 

the classroom, as for many non-residential institutions this is the only engagement 

opportunity that exist, and finally the need to look comprehensively at a wide-range of 

sociological, psychological and economic models to better understand the forces at work 

on student retention within an institution.  Tinto‘s current day theories on student 

retention now stress that to address student learning needs and enhance persistence 

institutions must develop strategies that include both curricular and pedagogical 

approaches that encourage faculty and staff to collaborate in ways that provide students a 

coherently linked set of activities and support (Tinto, 2005).   

Tinto‘s theory on student retention provides a clear understanding of how and 

why mentoring can serve as an effective strategy to assist with the development and 

social adjustment of African-American males.  The full evolution of Tinto‘s student 

retention theory provides support for the argument that when institutions make a 

conscience effort to make connections with students, it can positively impact the 

academic and social outcomes of students.   
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Delimitations and Limitations  

 

There are some specific demarcations and limitations of this study that are 

necessary to highlight.  One significant limitation is that the research conducted includes 

students from only one institution.  Also, the population consists of entering students 

from the fall 2009 and fall 2010 semesters but is not limited to new students.  In addition, 

the mentoring program that is being studied has been in place for 18 months.  The scope 

of this study is to determine the effects of mentoring on African-American males who test 

into remedial courses, but the mentoring provided is not structured, the number of 

contacts between a mentor and his/her mentee are not recorded or reported, and the 

African-American males who participate do so voluntarily and are varied outside of their 

academic placement into one or more remedial courses in math, English, and reading.  

The placement of the students was not disaggregated by placement score range in 

Accuplacer, number of remedial courses placed into, or remedial subject.  The fact that 

the students receiving mentoring are involved voluntarily could be tied to their level of 

motivation to succeed and serve as one of the variables affecting outcomes.     

Academic performance data for fall 2009 through the end of the spring 2011 

semester were analyzed.  The mentoring program being studied first began in fall 2009; 

therefore, the long-term effects of mentoring on key community college indicators of 

academic success such as transfer and degree completion are not presented as part of this 

study for the mentored group or the control group.        

Another characteristic of this sample is that the students studied were not all full-

time or first-time college students.  This study included transfer students from other four-

year and two-year institutions.  Therefore, results of this study should not be used to 
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make broad generalizations of the population of all African-American male students 

entering PWI community colleges because, as previously stated, the sample will 

explicitly exclude and include certain factors that may impact statistical analyses.  

This study contributes to the current body of mentoring literature regarding 

African-American males in community colleges. However, it is important to note the size 

and scope of the sample that was studied.  This sample included students at one mid-size, 

suburban (PWI) community college.   Specifically, these students all began participating 

in mentoring at the same community college within the same time frame (fall 2009 to 

spring 2011).  However, students‘ mentoring experiences varied considerably as students 

were assigned mentors who held various positions at the college—from vice presidents to 

custodial and support staff positions.   

The final limitation involving the study is that the race, ethnicity, age, and gender 

of the mentor are not controlled for in the analysis of the success data.   As noted later in 

the literature review, the characteristics of a mentor can affect the quality of a mentoring 

experience for a student.  As a result, this study attempted to determine what impact 

ethnicity, age, and gender have on the mentoring experience of both the mentor and 

mentees participating.  Isolating every variable that may lead to a specific experience was 

virtually impossible but this study attempted to provide a general understanding as to 

what effect mentoring has on African-American males at a PWI community college.    

The lack of mentoring programs at community colleges and consistency of 

mentoring programs nationally were driving forces behind the pursuit of this study.  This 

is unfortunate because as the literature review will reveal, mentoring has been proven to 

aid in the integration, involvement, and academic success of students, and it is crucial 
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that internal and external constituents understand empirically what effect mentoring can 

have on African-American males enrolled in PWI community colleges specifically, 

relative to student success and overall college satisfaction and performance.    
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Chapter II:  Literature Review 

 

 ―The two year college often represents Black men‘s first experience with post-

secondary education and for many, their last opportunity for obtaining a degree beyond a 

high school diploma.  Given the large numbers of Black men in two year schools, 

community colleges indeed may be the best positioned educational institution to address 

the plight of this demographic, at least initially‖ (Burns and Bush, 2005, p. 23).   

While considerable research has been conducted examining the achievement gaps 

facing African-American males in higher education, the literature addressing the effects 

of mentoring on African-American males participating in mentoring programs in higher 

education has been lagging in recent years and is severely underdeveloped, especially 

that which focuses on mentoring programs serving African-American males enrolled at 

predominantly White community colleges.  Furthermore, there are virtually no studies 

that specifically examine the effects of mentoring on African-American males who test 

into remedial courses at a predominantly White community college. 

The student engagement or involvement literature on African-American male 

students is also primarily focusing on comparisons of African-American students‘ 

experiences at baccalaureate PWIs versus historically Black colleges and universities 

(HBCUs), while research on the student engagement and involvement of African-

American males in community colleges, predominantly White or otherwise, is limited.   

An in-depth review of the existing literature points to a need for researchers to 

conduct studies such as the one presented in this study, to provide guidance to 

community college faculty and student affairs personnel interested in program 

development, evaluation, and analysis of future mentoring programs for African-
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American males.  This dissertation will serve to fill a significant gap in the literature 

focusing on the effects of mentoring on African-American males who place into remedial 

courses at predominantly White community colleges.   

In addition, this literature review aims to provide a substantial base for the study 

being conducted.  This chapter will review the literature available relating to the general 

information about community college enrollment statistics and trends with a focus on the 

profile of community college students, achievement gaps facing African-American males 

enrolled in higher education, community colleges specifically, their varying experiences 

in HBCUs versus predominantly PWIs, their overrepresentation in remedial courses, and 

the affects of mentoring on students in higher education.  An attempt will be made to 

weave these themes together to establish a context and framework for this study, so that 

the reader might be better positioned to understand and interpret the findings from this 

study.      

Lastly, the review will present literature that discusses mentoring theories, 

strategies, and best-practices being considered or employed at institutions throughout the 

country aimed at closing the academic achievement gaps for African-American males in 

community colleges.  The literature review will conclude with a summary of the literature 

presented.   

Community College Student Profile  

 

 Community colleges enroll a more ethnically diverse student body than any other 

higher education sector (Ray, K. et al. 2004).  It is not surprising, then, that most 

community colleges include students with different learning styles, different ways of 

thinking and communicating, different motivational cues, and different ethnic and social 
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backgrounds (Palma-Rivas, 2000).  Students of color account for almost one-quarter 

(24.8 percent) of post-secondary education enrollment, with African-Americans 

representing 12 percent, Hispanics 9%, Asians/Pacific Islanders 3%, and American 

Indians/Alaska Natives 8% (O‘Brien & Zudak, 1998).  The American Association of 

Community Colleges (2006) reports that just under half of all undergraduates in the 

United States, 46 percent, attend community colleges.  These data further indicate that 50 

percent of all African-American and Latino students attending college in the United 

States are in the community college system.  Of the approximately 12 million community 

college students in the United States, 35 percent are minority students; 550,000 students 

attending community colleges are African-American, of which 214,500 are first-

generation college students (Ray, 2009).  In American higher education, community 

colleges play a significant role in providing educational access and opportunity to a 

diverse student population.  Each fall, approximately half of all minority undergraduates 

enrolled in higher education attend a community college and a large proportion are 

minority students.  Arguably, of all sectors of higher education, it can be said that 

community college campuses most closely mirror the diversity of the American 

population (Aragon, 2000).  Enrolled students are of all ages and come from different 

cultural and ethnic backgrounds.  In fact, among minorities, community colleges appear 

to be the school of choice for those interested in a post-secondary education (American 

Association of Community Colleges, 2009).   

Supporting such a diverse student body can bring challenges and concerns for 

community college faculty and administrators who must attempt to provide all students 

with the instruction and support they need to ensure student success.  For example, 
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minority students‘ level of achievement differs from that of their White counterparts, in 

that Black, Latino, and American Indian students generally do not perform as well as 

White students when comparing academic outcomes and degree completion rates of the 

various groups (Weissert, 1999).  Minority student attrition rates are also much higher 

than those of their White counterparts.  Although many variables hinder the educational 

progress of minority students, the learning environment in which a student is immersed 

plays a very important role.  If the learning environment does not support their learning 

patterns, minority students are forced to make difficult and constant adjustments (Guild, 

1994).  ―In some instances, academic failure may arise not from the absence of skills but 

from the debilitating impact of social isolation upon a person‘s ability to carry out 

academic work‖ (Tinto, 1993, p. 109).      

Post-secondary achievement gaps among African-Americans males 

 

The African-American achievement gap being discussed nationally is the 

observed difference in academic achievement between Blacks and Whites and is 

highlighted in many forms both in and out of the classroom through standardized 

achievement tests, grade outcomes and drop-out rates that are reported throughout the K-

12 experience and into higher education (Helen Stiff-Williams, 2007).  The gap that 

exists between Blacks and Hispanics, and Whites and Asian students has not decreased.  

Asian students and White students continue to out-perform Blacks and Hispanic students 

in all areas of education making this one of the most urgent contemporary problems in 

education and American society (Kober, 2001).  The ever-present educational gap that 

exists between Black and White students has presented a wide range of social problems 

for the African-American community and our country at-large.  The educational gap that 
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exists for Black people is resulting in poor school achievement and equally poor access to 

higher education, preventing African-Americans from developing the skills necessary to 

realize the important social and economic rewards a quality education provides, such as 

career advancement, high paying jobs, and an upwardly mobile social position in society 

(Horvat, Lewis, & O‘Connor, 2006).  The term ―achievement gap‖ does not refer to one 

single area where academic disparities exist, it encompasses differences between males 

and females; high, middle, and low socioeconomic groups; ethnic and racial groups; and 

rural, suburban and urban groups (Stiff-Williams, 2007).  Since the focus of this 

dissertation involves African-American males and the gaps are pronounced and sustained 

for this racial and gender group, the following discussion will address higher education 

achievement gaps between that cohort and White students.  

The academic challenges facing African-American males are evident throughout 

the K-16 education pipeline, but are most pronounced and severe when looking at higher 

education statistics.   

Carey (2004), describing data collected annually by the U.S. Department 

of Education‘s Graduation Rate Survey, a component of the Integrated 

Postsecondary Education Data System (IPEDS), reports large variations in 

graduation rates by school.  In particular, he writes of the 772 colleges and 

universities in the United States where at least 5% of the full-time under-

graduates are African-American: 

 299 have a graduation rate for African-American students under 30% 

 164 have a graduation rate for African-American students under 20%, and 

 68 have a graduation rate for African-American students under 10%.  
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(Stiff-Williams, 2007, p.3) 

 In addition to the extremely low degree completion rates of African-American 

students on virtually all academic achievement indicators--nationally-normed 

standardized tests (i.e. SAT‘s and ACT‘s), college enrollment, retention and persistence 

rates, undergraduate course grades, and higher education degrees conferred--White and 

Asian students outperform African-American students, with African-American females 

outperforming their males counterparts. Chubb and Lovelace (2002)  asserted that ―the 

average Black or Hispanic student, in elementary, middle, or high school, currently 

achieves at about the same level as the average White student in the lowest quartile of 

White achievement‖ (p.1).the authors go on to explain that by age 17, throughout their 

high-school years, Black and Hispanic students test, on average, approximately four years 

below White students, resulting in a lack of preparation for post-secondary education 

(Stiff-Williams, 2007).      

African-Americans make up approximately 17.1 percent of the nation‘s student 

population, yet they make up approximately 26 percent of students identified as educable 

mentally retarded, 34 percent of students diagnosed with serious emotional disorders, and 

33 percent of students identified as trainable mentally retarded or developmentally 

delayed (Ford, Grantham, & Bailey, 1999; Harry & Anderson, 1999).  It is evident that 

no other racial group in the United States has been more adversely affected by 

disproportionate special education placements than African-American male students 

(Ford, 1996; Noguera, 1996; Price, 2000).  In many cases, African-American children are 

placed in special education or remedial tracks because of behavior or performance that is 

seen as ―nontraditional or not normal‖ by White teachers, school administrators, or 
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educational specialist.  The position of dominance for Whites who establish the cultural 

norms means the labeling of African-American boys as different, behaviorally 

challenged, and/or in need of special assistance of some kind or another. This mislabeling 

results in a declining academic trajectory for these students.   

The PWI versus HBCU experience for African-American Male Students 

Twenty years ago, the goal of having college enrollment rates for all youths of 

color equal to that of Whites was within reach, but today, hope is rapidly fading.  A study 

organized by the Post Affirmative Action Legislative Impact Study (PALIS) group, was 

conducted to facilitate understanding the factors of a college campus environment that 

help or hinder the academic achievement or retention of college students, with a special 

focus on underrepresented minorities.  Their study tracked the impact of Initiative 200 on 

the campus climate at University of Washington, especially in terms of how changes in 

campus climate might affect the achievement of underrepresented minorities (Flores, A., 

& Rodriguez, C., 2006).  The social climate of college campuses, especially with regard 

to discrimination and racism, is often cited as a factor that stands in the way of minority 

students‘ achievement and retention in higher education (Ancis, Sedlacek, & Mohr, 

2000).  Studies have found that campus climate affects the educational experiences of 

Black students at predominantly White campuses (e.g., Allen & Haniff, 1991; Nettles, 

1991).  More specifically, institutional support and affiliation and perceived 

discrimination from administrators, faculty, and peers have been found to affect the 

achievement of Black students on predominantly White campuses (Sedlacek, 1987).  The 

Initiative 200 study focused on campus climate because it has been found to be an 

important predictor of African-American student achievement and retention.  The study 
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reports that African-Americans perceived a more negative racial climate on campus than 

all others groups.  When positive aspects of the campus climate were examined, African-

Americans reported a less positive climate than other minority students and White 

students.  ―In general, results suggest that with regards to virtually all negative aspects of 

campus climate, whether it was perceiving racial conflict and tension, being exposed to 

overt racial discrimination, or believing that there are differential expectations by 

ethnicity or race, students of color perceived more negativity or discrimination than 

White students.  Moreover, African-American students generally perceived a more 

negative climate than did Latinos, Native Americans, Asian Americans, or Filipino 

Americans.  Regarding the positive aspects of the campus climate, the African-American 

students generally viewed the campus less positively than all other ethnic groups.  There 

appeared to be no significant difference between students of other ethnic minority groups 

and White students‖ (p. 310).  Results of the study also indicated that campus climate is 

significantly related to academic achievement of African-American students as 

represented by an 11 percent variance in GPA compared to other ethnic groups.  

However; campus climate was not related to GPA for any other ethnic or racial group.  

Results suggest that campus climate plays a significant role in the achievement of 

African-American students.  For these students, campus climate predicted 10 percent of 

the variance in their GPAs at the University of Washington where the study was 

conducted.  Although this is a modest level of prediction, it is a stronger prediction than 

what can be determined from SAT scores (e.g., 9.5 percent of variance) or pre-University 

of Washington GPAs (e.g., 5percent of the variance).  Furthermore, campus climate 

significantly predicted the institutional commitments of all students, accounting for up to 
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20 percent of the variance (Rodriguez, 2006).  Therefore, it stands to reason that if the 

issue of campus climate can be addressed to create an environment that is accepting and 

supportive of all African-American students, then colleges may be able to substantially 

improve the academic achievement and retention of this group. Community colleges can 

achieve this, in part, by providing programs and services that focus on creating a diverse 

campus climate.  Such programs and activities should include creating mentoring 

programs, offering diverse orientation programs, providing monies for minority student 

groups and club operations, hiring diverse faculty and staff, and embedding diversity into 

the core curriculum (Clements, 2000).    

 In the book How Black Colleges Empower Black Students, Davis (2006) discusses 

the impact and contributions HBCUs have had on the human capital pool of our nation 

and the role they play in higher education today for African-Americans. Davis explains 

that HBCU‘s are not PWIs with ―sun-tans‖, but that they provide a uniquely supportive 

and academically relevant post-secondary experience for the African-American.  He goes 

on to explain that without the HBCU, the middle and upper class of African-Americans 

would be considerably smaller.  Some of the unique characteristics that African-

American students can expect from an HBCU include the following: extended family, 

cultural immersion, higher self-esteem, universal inclusion, and individual interaction 

with others who have shared experiences (Davis, 2006).   

In her essay, ―Why African Americans Succeed at Historically Black Colleges 

and Universities,‖ Dr. Christine Smith suggests that the fundamental reason African-

Americans succeed at HBCUs is ―identification‖.  These students are immersed in an 

environment where they feel a sense of belonging, are surrounded by others who have 
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shared cultural ethnic backgrounds and are often held to high standards by patriarchal and 

matriarchal figures who they can relate to (Smith, 2006).  Smith goes on to explain that 

her HBCU experience has shaped every aspect of her identity as a role model, teacher, 

and mentor to younger students.  She explains that during her experiences at PWIs, she 

did what was expected of her and required for her success.  However, her perception was 

one of ―salience‖ and feelings of uneasiness and tension.  She concludes by stating that 

she never felt at home at ―those‖ institutions like she did while attending an HBCU 

(Smith, 2006).    

In the book African American Men in College,‖ Harper and Kimbrough (2006) 

examine the decline of African-American enrollment at HBCUs.  The authors explain the 

negative impact of recent policies that have been phasing out remedial programs in 

HBCUs that are part of state systems of higher education.  The policy shift is preventing 

many African-American men, who previously depended on remedial education programs, 

from taking advantage of the opportunity to enroll in four-year HBCUs (Harper & 

Kimbrough, 2006).  In her analysis of gender differences among African-Americans at 

HBCUs, Fleming (1984) found that on HBCU campuses African-American men felt 

―potent, empowered and in charge‖ (p. 193).  Through her primary research questions 

which asked ―Who gets the most out of college?‖ she found that in predominantly Black 

colleges, men gain the most.  In Allen‘s (1986) study, he found that male students on 

eight HBCU campuses had higher educational and career aspirations, reported more 

favorable faculty relationships, and tended to be more engaged on campus, compared to 

their female African-American peers.  A more recent study by Harper, Carini, Bridges 

and Hayek (2004) found that HBCU male students devoted significantly less time to 
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academic endeavors (e.g., studying, reading, rehearsing, writing papers, completing 

homework assignments, etc.) than their female counterparts.  The authors‘ conversations 

with male students reveal that they feel considerably ―less potency in the areas of 

academics, leadership, out-of-class involvement, and interpersonal relationships‖ (p. 

277).  Harper et al. (2004) found that ―men interact with faculty inside and outside of 

class more frequently than do women on HBCU campuses‖ (p. 280).  The Harper, et.al. 

(2004) study illustrates the openness that African-American males have toward 

relationship building with faculty; therefore, Black men might be more apt than women 

to participate and benefit from a mentoring relationship to help them overcome some of 

the academic challenges they facing in their post-secondary experience. 

Although mentoring programs are not typically academic in their focus and scope, 

and do not directly address the academic remediation necessary for African-American 

males, providing these students with college mentors who can help guide them to 

appropriate academic support services will undoubtedly go a long way in addressing the 

achievement gaps that exist among this population.  Community colleges must provide 

the necessary and appropriate programs, curriculum, and instructional and student 

services to facilitate and enhance students‘ abilities to achieve their academic and career 

goals (Laden, 2004).  In their study of seven institutions, Watson, Terrell, Wright, and 

Associates (2002) found that students experienced greater academic success when faculty 

and student service professionals collaborated to create a holistic approach to best 

practice and took into account students‘ social and psychological needs both in and out of 

class.  As such, mentoring can be seen as one of those holistic approaches that aims to 

meet both the academic and social needs of African-American male students.    



40 

 

Mentoring African-American Males in Higher Education 

The origins of mentoring 

 

The origins of mentoring are rooted in Homer‘s The Odyssey, the classic Greek 

tale written in approximately 700 B.C.  Odysseus, a powerful Greek god from Ithaca, 

rises to greatness during the legendary war against Troy.  Prior to leaving for battle, 

Odysseus leaves his son, Telemachus, in the care of Mentor, a friend and tutor with 

whom Telemachus forms a 20-year relationship.  In the story, Odysseus is portrayed as 

sorrowful and saddened by his separation from his wife and son.  As a result of their 

separation, Telemachus is forced to mature at an early age, both in response to the 

uncertainty of his father‘s well-being and to Mentor‘s teaching.  As it turns out, Mentor is 

actually a woman, Athena, the Greek goddess of wisdom, disguised as Mentor, a 

respected male elder.  Throughout their 20-year relationship, Athena teaches Telemachus 

how to think and act for himself and assumes responsibility for nourishing the 

intellectual, spiritual, social, and professional facets of his life.  As a result, Telemachus 

develops shrewdness without sacrificing virtue, two qualities that Mentor treats as a 

formative part of a higher education for Telemachus (Hamilton, 1940/1969).  Homer‘s 

story of Odysseus, his son Telemachus and Mentor, provide for an interesting metaphor 

for the current state of mentoring.  As it pertains to this study, the African-American male 

students that were studied, in many cases, came from homes where only the mother 

provided for the intellectual, spiritual, social, and professional development of the young 

men.  Many of the African-American youth in our country explain that their fathers are 

engaged in a war of sorts; fighting battles every day to find work, resisting temptations 

that would lead to imprisonment, and trying to create meaningful lives for themselves and 
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their sons with little support or encouragement of their own.  In many cases, African-

American men have decided to entrust their sons to mentors, hoping that they will 

achieve a better life than they have.  This phenomenon serves as a good segue into and 

understanding of the literature on mentoring African-American male students in higher 

education.           

Defining Mentoring 

Mertz‘s (2004) article; ―What‘s a Mentor, Anyway?‖ provides an excellent 

review of the mentoring literature regarding various definitions and distinctions relative  

to the functions of mentoring. She also presents a useful conceptual model of mentoring 

designed to ―distinguish mentoring from other kinds of supportive relationships‖ (p. 541).  

The article begins with Mertz explaining how widely and inconsistently the term mentor 

is used.  Two of the definitions Mertz mentions can be used to best describe the 

mentoring that is taking place through the Minority Male Mentoring Program involved in 

the study.  The first comes from Crosby (1999) and states that ―a mentor is a trusted and 

experienced supervisor or advisor who by mutual consent takes an active interest in the 

development and education of a younger, less experienced individual‖ (p. 546).  The 

second mentoring definition comes from McCarthy & Mangione and is ―someone whose 

advice you seek and value, or someone who offers you advice and suggestions which you 

believe are beneficial to your academic, career, or personal life‖ (p. 547). 

Mertz follows her discussion on the various definitions of mentoring by 

highlighting the various dynamics at work in a mentoring relationship. She uses 

Erickson‘s (1983) life span development theory to explain the concept of generativity, 

which suggests that ―mentoring is perceived to help the mentor realize the developmental 
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milestone of transcending the self in serving others and the future through the protégé‖ 

(p. 548). The use of this theory and others is an attempt to rationalize what motivates 

mentors to engage in mentoring.  She continues to explain how mentoring relationships 

evolve by mentioning the role social exchange theory (Homans, 1961) and equity theory 

(Walster & Walster, 1978) play on the motivation of mentors to serve and participate in 

the mentoring process.  These two theories basically suggest that ―interpersonal 

relationships of all kinds are based on some variation of social and emotional cost benefit 

analysis… and that dissatisfaction results if either party perceives the other to be over-

benefitted‖ (p. 549).  Using these and other related theories, Mertz continues her 

discussion on mentoring by providing conceptual variables to try to distinguish the 

various types of mentoring roles and relationships in the mentoring literature.  

The two key underlying mentoring variables considered by Mertz is intent and 

involvement.  Mertz explains these twin concepts this way: 

―Intent is concerned with why the relationship is undertaken, the ends sought, and 

how each party to the relationship sees and values those whys and ends.  If intent 

guides consideration of whether to engage in a relationship (costs-benefits 

analysis), or plays a part in relationships, intent—ours and our perception of 

others‘—is a critical consideration. What is wanted and expected of me? What 

will I get from the relationship? What will the other party to the relationship get? 

Am I willing and able to meet those expectations and help that person realize 

those needs? 

Involvement is concerned with what is required of each party to the relationship, 

the physical and emotional costs, the nature and level of investment 



43 

 

required, and the intensity of interaction required by the relationship. As with 

intent, if some form of cost-benefits analysis plays a role, how much is 

required of me, how willing and able am I to invest that amount in the 

relationship, and with how many am I willing to invest what degree of 

commitment?‖ (p. 553) 

Mertz uses these two variables as the foundation on which to build her case that 

they can be used to explain various factors that distinguish mentoring relationships, for 

the purpose of establishing a mentoring definition.  Mertz continues by requesting that 

other researchers ―help build a stipulative definition of mentoring that would be 

acceptable to the field and useful in building a coherent base of research on mentoring‖ 

(pg. 555).  To help build a conceptual model for mentoring Mertz creates a hierarchy of 

intent (i.e. Career Advancement-Brokering, Professional Development-Advising, and 

Psychosocial Development-Modeling), roles (Role Model, Teacher, Counselor, Sponsor, 

Patron, Mentor), and level of involvement (1 – 6) (see Appendix D).  This model 

provides a useful framework from which to understand the various forms of supporting 

working relationships and places mentoring within that context.  The role distinctions 

help to clearly define what mentoring is.  

 Mertz concludes by discussing why race and gender were not considered in the 

formation of her conceptual model.  She explains that she intentionally left race and 

gender out of her model as these factors are ―not inherent to the mentoring relationship, 

simply because they may be common to them‖ (p. 557)  She then ends the article by 

restating the benefits her model provides to researchers  as they look for mentoring 
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models that can aid them in the validation and verification process prior to beginning a 

study on the effectiveness or impact of mentoring.   

Why mentoring? 

Mentoring research conducted over the last 20 years has suggested that there is a 

measurable positive correlation between students‘ participation in mentoring programs 

and their academic success and persistence in their degree program, indicating improved 

retention rates for students (Kelly & Llacuna, 2000).  Mentoring is often chosen as one of 

the primary strategies for improving minority male success as it has been shown by 

countless studies to have a positive impact on student achievement at a wide variety of 

institutions (Brock, Castro, Coolado, Garshenhire-Crooks, Martin, & Orr, 2010). 

For many who are at risk of leaving college due to bureaucratic requirements, 

unfamiliar practices and expectations, cultural isolation, and in some cases academic 

underpreparedness, mentoring can play an increasingly important role in meeting the 

needs of these students by serving as guides for them and assisting them in making the 

transition successfully to their new College environments.  First-generation minority 

male students represent a greater proportion of students who are identified as at-risk 

because of factors such as poverty, academic underpreparedness, and cultural difference.  

These students often report being discouraged by feelings of isolation, frustration, and 

having to deal with academic environments that are not ―learner-friendly‖ (Fleming, 

1984; Pascarella, 1980; Terrell & Wright, 1998; Tinto, 1987).    

The literature indicates that students who interact frequently with college staff 

and/or faculty experience greater levels of satisfaction and with their collegiate 

experience when compared to those who do not connect with faculty or staff.  (Endo, and 



45 

 

Harpel, 1982; Pascarella, 198o; Pascarella and Terenzini, 1977).  Furthermore, 

institutions that have been able to successfully connect their faculty and staff with high-

risk students  by aggressively working towards relationship building efforts have 

managed to create an environment for students that appears to them to be caring, open, 

and welcoming, resulting in reduced attrition rates and increased levels of graduation and 

academic success (Redmond, 1990). 

Challenges to evaluating the effectiveness of mentoring. 

Despite its sometimes questionable findings and irreproducible research methods, 

mentoring has been widely praised and considered a best practice among practitioners in 

higher education institutions considering strategies that might increase the success rate of 

under-served at-risk populations on their campuses.  Freedman (1992) warns that the 

evidence of overall impact of mentoring is modest at best and that those considering 

mentoring should be mindful of the inherent dangers that fervor without supporting 

infrastructure can lead to.  In some cases, pursuing mentoring without a well-designed 

program implementation plan could do more harm than good to the young people 

involved.    

Factors that increase impact of mentoring programs. 

Redmond (1990b) suggests that there are four key areas that formal mentor 

program developers should set as strategic targets for their programs to be most effective: 

―1) promoting greater student, faculty, and administrator contact, communication, and 

understanding; 2) creating a culturally valid psychosocial atmosphere; 3) intervening 

promptly when students have academic difficulties; and 4) encouraging the use of college 

or university resources designed to aid students with nonacademic problems‖ (p. 192)   
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According to Rice and Brown (1990), it is the students least in need of mentoring 

who often volunteer for mentoring programs.  Rice and Brown (1990) argue that 

institutions ought to take a very intrusive proactive approach to recruiting students who 

are identified as at-risk and high need because these are often the students who are left in 

the shadows but will avail themselves to opportunities if they are offered.   

Stromei (2000) discusses the need for developing formal mentoring programs at 

community colleges, as they serve high numbers of minority students and other at-risk 

students.  She indicates that research has shown that community colleges are recognizing 

this need for mentoring and are now looking at the impact mentoring can have  on 

eliminating barriers, fostering a positive educational climate, and dealing with both 

internal and external pressures which often lead to attrition and low academic 

performance (Stromei, 2000).   

Studies and findings involving mentoring in higher education.  

Terrell and Hassell (1989) conducted a study to examine the variation that existed 

among mentoring programs in higher education nationwide.  Their sample consisted of a 

wide variety of institutional types--large publicly funded research institutions, small 

liberal arts colleges, church-affiliated institutions, and two-year community colleges.   

The study revealed the wide variation in program objectives, organizational structures, 

operational strategies, target populations, mentor characteristics, training, marketing, and 

recruitment techniques.  While their study and other studies in the literature indicate that 

mentoring programs are a popular intervention strategy and yield positive results for at-

risk students at institutions all over the country, findings of other studies have either 

called into question mentoring‘s effectiveness, called for the need for further research due 
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to the lack of enough data, inconclusiveness of the studies, and considerable variation in 

program design   (Hassell, & Terrell, 1989).   

Duester, R. (1993) examined the correlation of minority students' participation in 

a student-faculty/staff mentoring program with (a) the students' perceptions of their 

satisfaction with their collegiate experiences, (b) their perceptions of their personal 

growth and development and (c) their retention as measured by perceptions of their 

mentors' influences on decisions to continue their college educations and their academic 

performances and by their cumulative GPAs.  The study found that students participating 

in the mentoring program were generally satisfied with their collegiate experiences, yet 

the correlational analysis between "quantity of mentoring" and "overall satisfaction with 

their collegiate experience" was not found to be significant. Overall, there was no 

relationship between the amount of time a student spent with their mentors and the 

students' cumulative grade point averages (Duester, 1993). 

The following year, Wei (1994) investigated whether volunteer mentors recruited 

from college professional staff had the same impact on their mentees in terms of GPA 

and retention status as volunteer mentors recruited from college faculty.  The study 

conducted using participants from a community college mentoring program.  Similar to 

the study conducted by the researcher it consisted of a quasi-experimental design and a 

questionnaire survey design. We identified several factors that contributed to the success 

and/or failure of the program.  The study found that : (1) the colleges mentoring program 

was effective in improving the students' academic performance and retention; but the 

relationship was weak, especially between mentoring and retention; (2) mentors recruited 

from the college professional staff were as competent as mentors recruited from the 
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college faculty; (3) for the mentoring relationship to work, the most decisive factor was 

mentees meeting with their mentors as frequently as possible; (4) how to match a mentee 

with a mentor was not a major issue, and most of the participants did not care how they 

were matched or whom they were matched with; (5) no one kind of relationship was 

necessarily more desirable than the other; (6) the program's impact on the mentors' 

personal lives was insignificant and on the mentors' job performance was largely positive, 

and although most of the mentors felt the urge to help the mentees, it would be a mistake 

to assume that they did not want any incentives to keep going; and (7) except for a few 

differences, the mentors and mentees shared the same perceptions on most of their 

common mentoring experiences (Wei, J. 1994). 

At Northeast Illinois University (NEIU) a study was done on their minority 

student mentoring program ―Partners for Success‖, over a five year period ending in 

2000.  The goal of the program was three pronged: guide students in learning the ropes at 

NEIU, develop a plan for students‘ academic and career success, and enrich their 

personal growth through contact with a mentor.  The study found that there was a 

measurable positive correlation between the students‘ participation in the mentoring 

program and their persistence in their degree program (Kelly and Lacuna, 2000).      

At Boston College Horton (1996) examined the factors that may have an impact 

on mentor utilization.  Using Noe‘s (1998) Mentor Functions Scale, Horton examined the 

perceptions of 85 students participating in an assigned mentoring program.  The study 

confirmed the existence of two mentor functions: the psychosocial function was viewed 

as the primary role of the mentor and the second function involved regular and consistent 

meetings with the mentor.  The study found that students who met with their mentor 
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twice a month reported significantly higher retention rates.  According to Horton‘s 

findings, assistance with college adjustment and race were not a perceived by mentees to 

be a function of the mentor (Horton, 1996). 

Edmonds (1997) published findings from a study conducted at three community 

colleges in Maryland.  The study involved first-time full-time African-American students 

participating in mentoring programs and examined the impact it had on the following 

variables:  GPA, retention, progress in developmental courses, graduation, certificates, 

and transfer.  The raw data from the study indicated that the mentoring programs did 

enhance the academic achievement of the mentored students resulting higher GPAs and 

retention rates for the mentored students, but there was not a statistically significant 

difference between the two groups (Edmonds, 1997).    

Another study examining the impact of mentoring on the retention of community 

college students was conducted by Cousert (1999).  His study involved students who 

were identified as potential drop-outs after completing the College Student Inventory 

(CSI).  He compared students who participated in a mentoring program with a like cohort 

of students who did not participate.  The findings from his study indicated that there was 

no significant difference between mentored students and non-mentored students upon 

completion of reading courses or enrollment in the next semester.  When controlling for 

ethnicity, he found that there was a significant difference in grades among mentored 

minority students grades compared to non-mentored minority students.  The mentored 

minority group had significantly higher grades (Cousert, 1999). 

Pope (2002) conducted a study analyzing the perceptions of minority students 

examining which aspects of mentoring were important to community college students.  
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More specifically, his research addressed the following questions:  1. What aspects of 

mentoring are important to minority students?  2. What are minority students' perceptions 

of whether their current institution provides these multiple levels of mentoring?  3. Is 

there a relationship between the perceptions of importance and the availability of these 

multiple levels of mentoring by minority students?  4. Is there a difference in minority 

students' perceptions, based upon race, of whether their current institution provides 

multiple levels of mentoring?  His findings indicated that mentoring is an important issue 

for minority students in community colleges around the country. From the results of the 

study, a conclusion, consistent with that in existing research, suggests that establishing 

multi-levels of mentoring programs is important in providing opportunities for minority 

student success on community college campuses (Pope, 2002).   

The mentoring studies reviewed all indicate that on some level that mentoring has 

a positive impact on student success in higher education. Another area of interest for the 

researcher includes literature on mentoring models and how to develop a successful 

formal mentoring program.  The following section will provide an overview of a widely 

used mentoring model that has been proven to be effective in college and university 

settings.        

Mentoring models and successful programs.       

According to Stromei (2000), mentoring programs that recognize the academic 

and vocational aspect of community colleges and work to establish meaning for students 

are able to improve the academic and retention rates of minority students involved in 

those programs.  One such mentoring program model that is helping community college 

faculty and staff meet their mentoring goals is the AMIGOS
TM

 (Arranged Mentor for 
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Instructional Guidance and Organizational [or Other] Support) model.  The AMIGOS 

formal mentoring program serves as a model for organizations or educational settings.  

The AMIGOS program has been shown to have positive impact on students and is 

currently being used in numerous organizations nationwide, providing a blue-print for 

mentor and mentee training.  The program is built on four central ideas that serve as the 

foundations for program development: 

 The IDEA (Individual Diagnosis, Evaluation and Assessment) center.  

This ―center‖ focuses on the need to make successful connections between 

mentor and mentee as ―Studies indicate greater student success with a 

teacher of similar personality type‖ (Stromei, p. 60). 

 The TIPS (Training Instructional Practical Tips) center.  In the TIPS phase 

of the program participants are to develop and utilize mentor and mentee 

training materials when needed.  

 The COPE (Center for Organizational Problem Enlightenment) center.  

During the COPE phase of the program pairs participate in problem-based 

activities together to observe, imitate and practice problem solving 

techniques, following a return to the TIPS center to receive training on 

available resources necessary to make the mentoring relationship succeed. 

 The FUN (Friendship, Understanding, and Nurturing) center.  To foster 

stronger connections between mentors and their mentees this component 

of the program requires participants to meet in social settings to work on 

relationship development and establishing trust (Stromei, 2000). 
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The AMIGOS program is typically one year but it is recommended that mentoring 

continue beyond that since literature reveals that the full impact of mentoring is not 

realized in the first year.    

Theories, Strategies and Best Practices Supporting African-American Males 

In view of current demographic realities, fostering student success in educational 

environments for students of various cultures and socioeconomic backgrounds requires 

institutions to rethink their curricula, testing practices, methods of instruction, counseling 

techniques, and delivery systems of other specific services (Clark & Waltzman, 1993; 

Dunn & Griggs, 1995).  This shift to a more diverse student population also presents a 

challenge for the faculty.  According to Clark and Cheng (1993), ―In order to effectively 

educate all student groups, faculty will need to achieve cultural literacy and cross-cultural 

communicative competency‖ (p. 5).  According to Aragon (2000), ―The implications of 

not better understanding and addressing the learning needs of our minority students for 

society in general and adult education in particular are staggering‖ (p. 139).  Briscoe and 

Ross (1989) stress the urgency of the problem: ―It is likely that young people will leave 

school early, will never participate fully in society or in the decision-making process of 

government, and that they will neither enjoy the benefits of good health, nor experience 

the upward mobility needed as adults to make them full contributors and partners in 

shaping and participating in the larger society‖ (p. 10).  
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Chapter III:  Methodology and Procedures 

 

In a broad sense, this study examined the experiences of African-American males 

who test into remedial courses at a predominantly White community college in 

southeastern Pennsylvania.  The primary focus was on researching the impact mentoring 

has on African-American males relative to academic performance (i.e., success in 

Remedial Math and English courses, and overall GPA), persistence, and student 

satisfaction with the campus climate at a mid-size, predominantly White community 

college.  A secondary focus was to determine the impact mentoring has on a mentor‘s 

perceptions and treatment of African-American male students at a predominantly White 

community college campus.  To determine the impact mentoring has on both African-

American males and those who have volunteered to mentor them, this study administered 

online surveys.  In addition, demographic and academic data were collected on African-

American males who test into remedial courses to determine if there is a difference 

between those who chose to participate in mentoring and those who do not.    

The community college involved in this study is a public two-year institution with 

two campuses, one in a high-income affluent community, and another in a mid-to-low 

income, blue-collar community.  The college serves approximately 16,522 credit and 

13,723 non-credit students. The racial/ethnic makeup of the student body (18.9 percent 

minority students) is more diverse than the overall makeup of the county (15 percent 

minority population) it resides in, but African-Americans make-up only 11.5% of the 

college‘s enrollment with African-American males comprising 6.2 percent.   

The study incorporated three main cohorts from the fall 2009 through spring 2011 

semesters.   These cohorts included: 1) African-American male students who chose to 
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participate in the Minority Male Mentoring Program (MMMP), 2) African-American 

students eligible to participate in MMMP but who opted not to (Non-MMMP), and 3) 

mentors who agreed to participate in MMMP.  The study incorporated a wide range of 

variables to enhance the validity and ability to measure the true impact of mentoring on 

African-American males.  These variables are as follows: age, parents‘ level of 

education, parents‘ income, number of credit hours attempted and completed during the 

mentoring/non-mentoring period, courses enrolled in during the mentoring experience, 

and earned cumulative GPA while enrolled at the college involved in this study. 

Role of the Researcher  

 

This study was pursued in order to explore the impact mentoring is having on 

African-American males who test into remedial courses at a specific predominantly 

White community college.  In the fall of 2009, in response to data suggesting African-

American males testing into the college‘s remedial courses were the most at-risk 

population enrolled, the college launched its Minority Male Mentoring Program 

(MMMP).  These students were exhibiting high attrition rates, low academic success 

rates, and low transfer and graduation rates.  In response to these findings, the college 

held a number of focus groups and began researching promising practices that might 

address this issue.  The resulting initiative was the MMMP.  The MMMP was not 

designed to be an experiment, so this study serves as a retrospective view of a project 

which was developed in response to a perceived need based on the lack of success of the 

identified population.  

For the purposes of full disclosure it should be noted that the researcher engaged 

in this study serves as the Dean of Student Affairs at the community college under 
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examination.  He has been involved in past data collection and research efforts leading to 

the development of the MMMP.  In his role at the college, he is responsible for 

researching, evaluating, enhancing, and managing systemic and systematic initiatives 

designed to assist all students with attaining their educational goals.  The researcher has 

presented nationally on topics such as students in transition, first year student 

programming, creating a mentoring culture at two-year institutions, and student retention 

initiatives.  His role for the purposes of this study was to conduct an analysis of the 

literature surrounding mentoring in higher education and the achievement gap facing 

African-American males.  He also focused on conducting an objective study of the 

impact mentoring has on African-American males who test into remedial courses at a 

predominantly White community college.   

Population and Sample  

 

The population of this study included three main groups: 1) African-American 

males who test into one or more remedial courses at a predominantly White community 

college, and who decided to participate in the college‘s Minority Male Mentoring 

Program (MMMP), 2) African-American males who test into one or more remedial 

course but who opt not to participate in MMMP, 3) Mentors from the MMMP.  A sample 

was taken from those students who enrolled, or served as mentor, in a semester fall 2009 

through spring 2011.  From fall 2009 to spring 2011there were approximately 1,046 

African-American males who tested into one or more remedial courses at the college 

involved in this study, and approximately 245 of those students were assigned a mentor 

by MMMP staff.   
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Data Collection Procedures  

 

Institutional Review Board (IRB) approval was received by the community 

college to conduct this study.  In addition, this study has also been approved by Temple 

University‘s IRB.  Upon beginning this study, the researcher requested the needed 

academic, demographic, and supporting data necessary through the community college‘s 

IR Office.   

The community college involved in this study routinely collects the academic and 

demographic data needed for this study.  Student academic information required for this 

study is collected through several mechanisms at the institution.  A portion of the data 

was collected via student transcripts.  Some components of the data set were culled from 

the college‘s Datatel Student Information System.  All African-American male students 

who tested into a remedial course from fall 2009 to spring 2011 were included in this 

study.  Their inclusion involved either their demographic and academic information, 

and/or volunteering to participate in the online student survey that was administered.  As 

mentioned earlier, the study incorporated a wide range of variables to enhance the study‘s 

validity and ability to measure the true impact of mentoring on African-American males.  

These variables included: age, parents‘ level of education, parents‘ income, number of 

credit hours attempted and completed during mentoring/non-mentoring period, courses 

enrolled in during mentoring experience, and earned cumulative GPA while enrolled at 

the college involved in this study. 

The online survey collected student feedback regarding their college experience.  

The survey included a 10 statements, with the first nine statements rated on a Likert-scale 

with a ranking of (5) strongly agree to (1) strongly disagree.  The last statement (#10) 
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was a question that asked students to indicate whether or not they had a mentor and 

participated in the College‘s Minority Male Mentoring Program.  The survey asked both 

African-American male students who participated in MMMP and those who did not, the 

degree to which they agreed or disagreed the statements in the student survey (see 

Appendix B). 

The survey was emailed to the students and mentors with a completion deadline 

of two weeks.  The student survey was administered and data were collected using 

SurveyMonkey.  This survey assisted the researcher in better understanding the impact 

mentoring has on African-American male student perceptions of campus climate at a 

predominantly White community college.   

The mentors who participated in the Minority Male Mentoring Program were also 

given a nine question Likert-scaled survey with rankings of (5) strongly agree to (1) 

strongly disagree to determine whether or not mentoring African-American males  had a 

positive influence on their perceptions of these students.  The tenth statement requested 

that mentors completing the survey indicate how they racially identify themselves (see 

Appendix C).   

Data from all these resources were organized into one data set specifically 

designed for the purpose of this study. Data needed to be requested from several different 

sources in order to adequately answer the research questions.  Utilizing data from one 

institutional depository (e.g., student information system) provided the information 

needed to better understand whether or not mentoring has an impact on African-

American male students‘ academic performance. 
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The following table outlines how the four major research questions were 

addressed through data acquisition and the source of the data. 

Table 1.   

Data Sources  

 

Research Question 

 

Source of data being collected 

Do students who participate in the 

college‘s Minority Male Mentoring 

Program (MMMP) experience higher 

levels of academic success compared to 

those who do not? 

Data collected from student academic 

records.  Overall GPA and grades from 

remedial education courses (e.g. math & 

English will be collected). 

 

Do student who participate in MMMP have 

higher rates of academic progress (e.g., 

retention and persistence) compared to 

those who do not? 

 

Data collected from College‘s student 

information system. 

 

Do students who participate in MMMP 

have a more positive attitude about the 

college‘s campus climate compared to 

those who do not? 

 

On-line survey. 

 

Does serving as a mentor for African-

American males in the College‘s Minority 

Male Mentoring Program positively 

influence mentors perceptions of African-

American male students?   

 

On-line survey. 

 

Data Analysis Procedures  

  

The study utilized several statistical analyses and a research approach involving 

quantitative methods to answer the major research questions.  The following statistical 

analyses were employed and executed by Statistical Packages for Social Sciences (SPSS) 

to analyze the quantitative component of the study: t-tests, chi-square analysis, one-way 
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ANOVA, and repeated measures ANOVA.  Responses to the survey questions were also 

analyzed and interpreted.   

Ethical Issues 

 

There were minimal ethical concerns for this study for the following  

reasons: data included in the study did not include any identifiable information on the 

participants.  The data presented did not reveal any sensitive and personal information 

(e.g., name, social security number, and place of residence).  Data were not and will not 

be shared with any external entities for unapproved studies or general perusal.   

The researcher‘s employment at the institution where the data were culled did not 

influence the findings of this study, as the collected information was carefully vetted and 

reviewed by the Dissertation Chair for this dissertation research.  For all the previous 

reasons, there are few ethical concerns related to this study.  Furthermore, this study 

received approval from the Institutional Review Boards of both Temple University, 

where the research was sponsored, and the community college where the study took 

place.   

The research conducted involved African-American males at a community college 

who tested into remedial courses and faculty, staff and administrators who agreed to 

serve as mentors in the College‘s Minority Male Mentoring Program (MMMP).  

Participants in the survey portion of the study all willingly agreed to participate in this 

quantitative component of the study which will attempt to address the impact mentoring 

has had on their community college experience.     

The researcher frequently and consistently sought the guidance and counsel of his 

Dissertation Chair as a litmus test for identifying bias.  To ensure that participants were 
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fully aware and informed of what they could expect during their participation in the 

survey portion of the study, the researcher provided each respondent with a full 

disclosure report consisting of a summary of the research proposal, the interview 

questions, and a signed statement of confidentiality before beginning the research.   

The researcher took responsibility for continuously assessing the potential for any 

negative impact on human subjects, revising protocols and obtaining the necessary 

review and approval.  In any research involving human subjects, it is always better to be 

safe than sorry by maintaining the delicate balance between data gathering and 

exploitation.   

At the conclusion of the study process, each participant will receive an informal 

copy of findings.  As the researcher carried out the project, he took great care to avoid 

entanglements in the various forces at play within the subject groups or the institution by 

clearly stating his role as a researcher when conducting the study.   
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Chapter IV:   Findings 

Introduction 

The purpose of this study was to explore the impact of mentoring on African-

American males who test into remedial courses at a predominantly White community 

college.  The information in this chapter provides a comprehensive report of this study 

which examined two major groups of remedial African-American male students:  those 

who volunteered to participate in the college‘s Minority Male Mentoring Program 

(MMMP) and were assigned a mentor;--the MMMP group; and those who opted not to 

participate and/or did not want a mentor--the non-MMMP group.  Students‘ academic 

and persistence data were collected, analyzed, and compared to determine differences 

among the MMMP and non-MMMP groups.   Self-reported student experiences were 

also collected using an online survey that was developed by the researcher to investigate 

the experiences and attitudes of remedial African-American male students at a 

predominantly White community college relative to campus climate.  In addition, the 

study also surveyed mentors from MMMP to gain a better understanding of the impact 

mentoring can have on mentors‘ perceptions of African-American male students at a 

predominantly White community college.   

The next section in this chapter will provide a descriptive comparison of the two 

groups of African-American male students involved in the study.  The following section 

will report findings to the following four major research questions that serve as the 

foundation for this study: 1) Do students who participate in the college‘s Minority Male 

Mentoring Program (MMMP) experience higher levels of academic success compared to 

those who do not?; 2) Do student who participate in MMMP have higher rates of 
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academic persistence compared to those who do not?; 3) Do students who participate in 

MMMP have a more positive attitude about the college‘s campus climate compared to 

those who do not?; and, 4) Does serving as a mentor for African-American males in the 

college‘s Minority Male Mentoring Program positively influence mentors perceptions‘ of 

African-American male students?   

  The third section presents data and findings relevant to the study and serves as a 

series of secondary findings that resulted from the administration of the online student 

survey.  In addition to the MMMP and non-MMMP group that was the initial focus of the 

study, another grouping of students emerged--those who completed the survey and those 

who did not.  These two groups will be referred to as completers and non-completers later 

in the chapter. 

 The final section of the chapter discusses another micro-cohort that appeared 

when the survey response data was analyzed.  Question #10 states; ―I was assigned a 

mentor and participated in the college‘s Minority Male Mentoring Program‖ and asks the 

student to respond either YES or NO.  Interestingly, a significant number of MMMP 

students answered NO to having a mentor yet they did participate in MMMP.  In 

addition, there were a significant number of non-MMMP students who answered YES to 

having a mentor and participating in MMMP, when the program had not enrolled them 

into the program or assigned them a mentor.  The final section of this chapter will attempt 

to shed some light on this issue and further explanation will be provided in Chapter 5.      

Descriptive Demographic Data on All Student Subjects 

 

The students involved in the study tested into at least one of the college‘s 

remedial courses in math, English or reading, and were enrolled in at least one semester 
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between the period fall 2009 and spring 2011.  The mentors included in the study were all 

volunteers who worked at the college in various capacities: vice president, dean, director, 

coordinator, staff, or faculty.  The mentors who were asked to participate in the survey 

had served as a mentor in MMMP for at least one semester between fall 2009 and spring 

2011.  The college‘s MMMP was established in the fall 2009 semester by the Vice 

President of Student Affairs and the Dean of Students to improve the academic success 

rate and student engagement of African-American males testing into remedial courses.  

The MMMP was launched in response to extensive data analysis that determined that the 

African-American male students who test into remedial courses were the college‘s most 

high-risk cohort.  These young men were found to have the lowest retention, persistence, 

and academic success rates of any other ethnicity or gender at the institution.  In addition, 

they lagged behind in the areas of transfer and graduation rates.   The students involved 

in the study may have been enrolled at the college prior to fall 2009.  When the program 

started in fall 2009, any African-American male enrolled that term who had ever tested 

into a remedial course was invited to participate.  The same criteria were used when 

invitations for participation were sent to students in fall 2010.  The program was initially 

designed to provide students with mentoring for one year.  In the second year, students 

were expected to support the MMMP as peer mentors to newly enrolled African-

American male students.      

Descriptive data on the two groups of students investigated in this research are 

presented in Table 4.1. Both student groups in Table 4.1 represent the African-American 

male students who tested into at least one remedial course at the predominantly White 

community college involved in this study.  The MMMP group represents those students 
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who were assigned a mentor and participated in the colleges‘ Minority Male Mentoring 

Program, and the Non-MMMP group represents those who were eligible but opted not to 

participate.  The two groups were compared using the variables listed in Table 2.  The 

data in the table were acquired from the Colleges Datatel Students Information System.  

Table 2.  

 

Descriptive Data on the Two Groups 

 

Variable 
MMMP Group 

M (SD) 

Non-MMMP 

Group 

M (SD) 

t-test Sig. 

Age 
24.00 

(6.99) 

N = 245 

24.14 

(7.45) 

N = 801 

.261 .764 

2009 Family 

Income 

29279.10 

(24544.48 

N = 157 

33859.38 

(34562.26) 

N = 354 

1.50 .134 

2010 Family 

Income 

25608.14 

(24544.48) 

N = 152 

27669.99 

(25164.79) 

N = 352 

.85 .395 

 

Independent samples t-tests were used to compare the two groups. As shown in 

Table 2., none of these t-tests were significant, suggesting that the two groups were 

similar in age, and family income.   

Descriptive data on the parent‘s educational level are presented in Table 3.   
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Table 3.  

Educational Level of Parents 

Education 

Level 
Group 

2009 Father 

N(%) 

2009 Mother 

N(%) 

2010 Father 

N(%) 

2010 Mother 

N(%) 

Some 

Middle 

School 

MMMP 
11 

(12.8%) 

8 

(9.3%) 

16 

(12.9%) 

7 

(5.6%) 

Non-MMMP 
10 

(7.3%) 

6 

(4.4%) 

19 

(7.2%) 

14 

(4.2%) 

Total 
21 

(9.4%) 

14 

(6.3%) 

35 

(9.0%) 

18 

(4.6%) 

Some High 

School 

   MMMP 
56 

(65.1%) 

48 

              (55.8%) 

84 

(67.7%) 

67 

(54.0%) 

Non-MMMP 
82 

(59.9%) 

69 

(50.4%) 

164 

(61.9%) 

135 

(50.9%) 

Total 
138 

(61.9%) 

117 

(52.5%) 

248 

(63.8%) 

202 

(51.9%) 

Some 

College 

MMMP 
15 

(17.4%) 

26 

(30.2%) 

24 

(19.4%) 

47 

(37.9%) 

Non-MMMP 
41 

(29.9%) 

57 

(41.6%) 

82 

(30.9%) 

108 

(40.8%) 

Total 
56 

(25.1%) 

83 

(37.2%) 

106 

(27.2%) 

155 

(39.8%) 

Unknown 

MMMP 
4 

(4.7%) 

4 

(4.7%) 

27 

(17.5%) 

3 

(2.4%) 

Non-MMMP 
4 

(2.9%) 

5 

(3.6%) 

34 

(21.8%) 

11 

(4.2%) 

Total 
8 

(36%) 

9 

(4.0%) 

24 

(11.8%) 

14 

(3.6%) 

Total 

MMMP 
86 

(100%) 

86 

(100%) 

124 

(100%) 

124 

(100%) 

Non-MMMP 
137 

(100%) 

137 

(100%) 

265 

(100%) 

265 

(100%) 

Total 
223 

(100%) 

223 

(100%) 

389 

(100%) 

389 

(100%) 
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The two groups were compared using a chi-square test of independence. The only 

significant result was for father‘s education in the 2010 cohort (chi-square = 9.65, p = 

.022).  As shown in Table 3., the father‘s educational level for the non-MMMP group 

was somewhat higher as compared to the educational level of the fathers for the MMMP 

group. However, the effect is small. It is also evident that there is a significant amount of 

unknown data for this variable.   

Descriptive Data on Mentor Subjects 

 

 The mentors who participated in the survey were represented by three racial 

categories:  African-American, White and Other (those who identified as Other were 

primarily African born or multi-racial).  The racial variation was greater than expected 

for a predominantly White institution, and was as follows:  eight African-American, 26 

White, and six Other.  The mentors ranged in age from 28 to 62 years old.  They teach 

and work in a variety of subjects and areas within the college.  Mentors had a minimum 

of a Bachelor‘s degree and many held terminal degrees.    The mentors all volunteered to 

participate and received no release time or monetary compensation for the time they 

committed to mentoring.  They were recruited through personal invitation by the Vice 

President of Student Affairs.   

Research Questions Answered 

Mentoring’s impact on academic success 

  

Descriptive data on credits attempted, credits completed and cumulative GPA for the 

two groups are presented in Table 4. 
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Table 4. 

 

Data on Credits Attempted, Completed and GPA 

 

      

 

Mean (SD) of 

MMMP 

Group 

Mean (SD) of 

Non-MMMP 

Group 

t-test Significance 

Partial eta 

Squared 

(Effect Size) 

Attempted 

Credits 

17.56 

(18.22) 

N = 245 

12.20 

(17.61) 

N = 801 

4.05 .000 .015 

Completed 

Credits 

18.31 

(18.91) 

N = 245 

13.42 

(18.81) 

N = 801 

3.56 .000 .012 

Cumulative 

GPA 

1.85 

(1.05) 

N = 245 

1.44 

(1.23) 

N = 801 

4.81 .000 .022 

 

 These data were analyzed by independent samples t-tests, all of which were 

significant at the .01 level. In addition to the significance level, Table 4. also contains 

partial eta squares for each effect since this is the currently used measure of effect size. 

As shown in Table 4. the effect sizes were small (the target value for a meaningful effect 

size is .10 or larger).  The data indicate that African-American male students who 

participated in MMMP realized academic success rates that were significantly higher 

than non-MMMP students when comparing credits attempted, credits completed, and 

cumulative GPA.    

As another way to analyze academic success, students‘ GPAs were dichotomized into 

above and below 2.0. These results are presented in Table 5. 

 

 

 

 

 



68 

 

 

Table 5.  

 

GPAs Above and Below 2.0 

 

MMMP  

Non-MMMP  

GPA 
Total 

Below 2.0 Above 2.0 

MMMP Count 

Percent of Cohort 

190 

44.5% 

136 

55.5% 

245 

100.0% 

Non-MMMP Count 

Percent of Cohort 

483 

603% 

318 

39.7% 

801 

100.0% 

Total Count 

Total Percent  

592 

56.6% 

454 

43.4% 

1046 

100.0% 

 

 

 The chi square computed on the data in Table 5. was highly significant (chi 

square = 19.02, p = .000). As shown in Table 5, 55.5 percent of the MMMP group had 

GPAs above 2.0 while only 39.7 percent of the non-MMMP group attained this level of 

academic success.  When examining success rates in remedial courses (math, English and 

reading) and their corresponding college-level courses, and comparing the two cohorts, 

the researcher found that out of 22 courses, the only courses where there was a 

statistically significant difference was English 010 and Math 010, the lowest-level 

remedial courses in math and English.  In both courses, the MMMP students were 

succeeding at a higher rate.  An equally important finding was that despite the higher 

academic success rates of MMMP students, neither cohort made satisfactory academic 

progress, as both MMMP and non-MMMP students have mean GPAs below 2.0.   
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Mentoring’s impact on persistence. 

 

Data on persistence for the two groups are presented in Table 6. For this table, the 

data represent the percentage of the group taking courses in each semester from fall 2009 

to spring 2011. To make this analysis meaningful, the data were analyzed separately for 

those students who entered the program in fall 2009 as compared to those who entered in 

fall 2010. Data on the fall 2009 cohort are presented in Table 6. 

Table 6. 

Persistence Rates 

Term Group Mean (SD) 

Fall 2009 MMMP .99 (.118) 

Non-MMMP .99 (.087) 

Total .99 (.099) 

Spring 2010 MMMP .85 (.362) 

Non-MMMP .61 (.489) 

Total .70 (.461) 

Fall 2010 MMMP .57 (.499) 

Non-MMMP .39 (.489) 

Total .45 (.499) 

Spring 2011 MMMP .53 (.503) 

Non-MMMP .30 (.461 

Total .38 (.487) 

 

The data in Table 6. were analyzed by a repeated measures analysis of variance 

(grouped by semester). All three of the relevant terms were significant (main effect for 

semester: F = 111.94, p = .000, partial eta squared = .357; main effect for group: F = 



70 

 

13.949, p = .000, partial eta squared = .065 .; interaction: F =5.13, p = .009, partial eta 

squared = .025).  

As shown in Table 6. after four semesters, almost 50 percent of MMMP students 

are no longer enrolled compared to 70 percent of the Non-MMMP students.   

 An identical analysis was completed for the students who entered in the fall 2010.  

 

The mean persistence rates of the MMMP and non-MMMP groups are presened in Table  

 

7. 

 

Table 7.  Persistence Rates for Fall 2010 Cohorts 

 

 

Term 
MMMP (Grp1)    

Non-MMMP (Grp2) Mean 

Std. 

Deviation N 

Fall 10 1 1.00 .000 30 

2 .99 .122 134 

Total .99 .110 164 

Spring 11 1 .73 .450 30 

2 .74 .441 134 

Total .74 .441 164 

         

 

The data in Table 7. were analyzed by a repeated measures analysis of variance 

(grouped by semester). For this analysis, the only significant effect was for semester 

(main effect for semester: F = 162.00, p = .000, partial eta squared = .173; main effect for 

group: F = .010, p = .922, partial eta squared = .000 .; interaction: F =.054, p = ..817, 

partial eta squared = .000). Further discussion and consideration will be provided relative 

to the differences between the fall 2009 fall 2010 groups in Chapter 5. 

Impact of mentoring on the student experience.  

The online student survey used in the study examined the experiences of remedial 

African-American male students at a predominantly White community college to 
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determine if there was a difference in attitude regarding campus climate between MMMP 

and non-MMMP students.  Only 194 remedial African-American male students out of 

1046 opted to complete the engagement/experience survey for a response rate of 18.5 

percent.   Students in the mentoring program participated at nearly twice the rate of those 

who were not in the mentoring program (75/245 = 29 percent, compared to 123/801 = 15 

percent).  The survey instrument used was designed by the researcher to examine specific 

aspects of student life and student engagement relative to the literature, and the 

theoretical basis on which the study was conducted.  The theoretical basis was Tinto 

(1987) and Astin‘s (1984) theory of student engagement which suggests that students 

who make meaningful connections with a faculty or staff member in college realize 

greater levels of satisfaction and engagement within their institutions, ultimately leading 

to higher retention rates and academic performance.  

Despite its brevity, and simplicity, it was very difficult to convince or motivate 

students to participate in the online African-American Male Student 

Engagement/Experience study.  Incentives that were offered (e.g. two $100 gift cards 

raffled, three dollar vouchers for food at the college‘s café) had little effect on students‘ 

survey completion.  For six weeks, repeated email requests and phone calls requesting 

that students go online and complete the survey also had a modest effect.  The most 

effective survey completion strategy by far occurred in the last week of the study; paying 

students in the mentoring program to encourage their peers to complete the survey.  This 

accounted for the completion of over 25 percent of the African-American Male Student 

Engagement/Experience surveys, and took the least amount of time.  The mentors serving 

in the college‘s Minority Male Mentoring Program were very responsive to requests to 
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complete the Mentor Experience/Perception survey. After two requests for participation 

(two weeks), 83 percent of the mentors had completed the survey.  After six weeks of bi-

weekly email requests, incentives and word of mouth encouragement – only 29 percent of 

the African-American male students had completed the Student Engagement/Experience.       

 The ranking for the survey was Strongly Agree (5), Agree (4), Neutral (3), 

Disagree (2), AND Strongly Disagree (1) for questions 1-9.  For question 10, students 

were asked to indicate whether or not they were assigned a mentor and participated in 

MMMP by answering Yes or No (see Appendix B).  The responses to Question 10 

created some confusion which will be discussed later. Descriptive data on the 

questionnaire items for both groups are presented in Table 8.  The means for the two 

groups were analyzed by independent samples t-tests which are also presented in the 

Table 8.   
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Table 8.  

 

Student Survey Results:  Remedial African-American Male Student Experience at a PWI  

 

Community College 

 

Ranking 1 2 3 4 5 Mean Sig. 

 

Q1 

 

# of MMMP Responses 0 2 8 33 26 4.20 

.269 # of Non-MMMP 

Responses 
2 8 17 53 46 4.06 

Q2 

# of MMMP Responses 2 6 13 27 21 3.86 

.679 # of Non-MMMP 

Responses 
6 8 16 56 40 3.92 

Q3 

# of MMMP Responses 2 7 9 26 24 3.93 

.910 # of Non-MMMP 

Responses 
4 17 30 50 24 3.99 

Q4 

# of MMMP Responses 2 11 15 24 14 3.41 

.715 # of Non-MMMP 

Responses 
9 16 24 37 31 3.33 

Q5 

# of MMMP Responses 1 2 8 33 25 4.14 

.656 # of Non-MMMP 

Responses 
2 6 17 40 61 4.21 

Q6 

# of MMMP Responses 0 0 11 30 26 4.22 

.709 # of Non-MMMP 

Responses 
2 3 13 49 59 4.27 

Q7 

# of MMMP Responses 2 4 9 33 21 3.97 

.516 # of Non-MMMP 

Responses 
2 6 21 50 47 4.06 

Q8 

# of MMMP Responses 1 5 10 29 24 4.01 

.584 # of Non-MMMP 

Responses 
3 7 21 58 36 3.94 

Q9 

# of MMMP Responses 0 3 6 29 31 4.28 

.574 # of Non-MMMP 

Responses 
0 3 14 46 63 4.34 

 

As shown in Table 8, the responses to each question have a mean of at least 3.33 

or higher, suggesting that the overall experiences of both the MMMP and non-MMMP 

students are positive.  The low mean ranking (MMMP = 3.41 and non-MMMP = 3.33) 

and the surprisingly high number of 2 scores for question 4 may suggest that both 

MMMP and non-MMMP students are only modestly receiving the support and 
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encouragement they expect or need to prevent attrition.  Clearly this is an area that 

requires some further attention on the part of the college staff and faculty.  It is also 

evident from Table 4.7 that there is no statistical difference between the two groups on 

any of the questions.  

In addition to the ranked responses, the survey also collected comments for each 

question to which some students provided additional feedback.  The following are the 

additional comments students provided by questions categorized by MMMP and Non-

MMMP. The responses are written verbatim from the survey. 

MMMP responses to student survey questions: 

Q1. – Comments:    

 Most of my academic coaches hit the target of the classes that interest me. (Score 

―4‖) MMMP 

 They weren't really trying to help. Didn't feel strongly supported. (Score ―2‖) 

MMMP 

 a few. not everyone. mrs melody and mr jackson reached out but no one else did. 

(Score ―4‖) MMMP 

Q2.  – Comments: 

 Weren't trying to hold me back but didn't go out of their way to help me. (Score 

―2‖) student states- ―Just Started the Mentoring Program‖ MMMP 

 Bfore the mentoring program. I felt like the school didn't really care and when I 

talk to a counselor I sometimes get the wrong information. (Score ―2‖) MMMP 

 Yes, there are people who are concerned for my well-being. (Score ―5‖) MMMP 

 Only mrs. Melody and Mr. Jackson. (Score ―4‖) MMMP 
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Q3. – Comments: 

 Club recruiting is ample enough. (Score‖4‖) MMMP 

 I get emails to join activities but I am too busy with life. (Score ―4‖) MMMP 

 I wanted to join the basketball team and was told I could do that this upcoming 

semester. (Score ―4‖) MMMP 

Q4. – Comments: 

 A lot of teachers say its on you. the money is out of your pocket. etc. (Score ―3‖) 

MMMP 

 I have never felt like giving up on school. (Score ―3‖) MMMP 

 I will not give up on higher learning because of the fact of I want better for 

myself. (Score ―0‖) MMMP 

Q5. – Comments: 

 I have been helped by Mike, Leonard and Dr. Moono and others at the College 

who want me to succeed. (Score ―5‖) MMMP 

 Owen. (score ―4‖) MMMP 

 

Q6. - Comments: 

 they definitely have help if you need it to a certain extent but the tutors often 

seem overwhelmed b/c of the numbers of students. teachers sometimes help 

outside of class but it's not enough. too many students for one teacher, the tutors, 

just not enough support. (Score ―4‖) MMMP 

Q7. – Comments: 

 Mentoring really helped. (Score ―4‖) MMMP 
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 As far as my age I am utilizing everything that is available. I don't feel like I have 

a peer group that I have to mimic so the College has workd for me as an 

individual. (Score ―4‖) MMMP 

 My particular courses are online. (Score ―4‖) MMMP 

 It's not about skin color it's more about common interest. I recently started 

working at the Colleges radio station and now have friends of different races who 

I get along with. Our connection is our interest in broadcasting. (Score ―4‖) 

MMMP 

 I feel like I am getting more from the school because of my race. They are trying 

hard to help us black men on campus. (Score ―5‖) MMMP 

 I agree that it does not affect the quality of my relsationships. But I do feel that it 

does exist a tad bit but not to an extreme. (Score ―4‖) MMMP 

Q8. – Comments: 

 No one has reached out to me. (Score ―2‖) MMMP 

Q9. – Comments: 

 I am currently not attending the College. (Score ―2‖) MMMP 

Q10. – Comments 

 I was not assigned a mentor but I did participate in the program. (No) Non-

MMMP 

 Maybe I was, but I'm not totally sure of it now. (No) MMMP 

 Me as an individual. the College is working out for me wonderfully. I am using 

every resource available to the fullest, and just feel that if you don't use whats 
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available you may not be successful. I learned this by my age though. (Yes) 

MMMP 

 It's been great, best experience I have ever had in College. I have been at two 

Colleges before. Faculty are concerned about how I am doing and always want to 

help. Great experience. (Yes) MMMP 

 After entering Male Mentoring Program I was given a better idea of what I 

wanted to do for my career. I think having a mentor is very beneficial. (Yes) 

MMMP 

 I have an issue with my math teacher, he is a good person but not a good teacher. 

He does not explain how to solve problems. (Yes) MMMP 

 The College has been good to me. They make it possible to get a good education. 

Like the teachers for the most part. (Yes) MMMP 

 they asked me to join but by the time i got assigned I was already planning to 

transfer to Millersville University. (No) MMMP 

Non-MMMP responses to student survey questions: 

Q1. – Comments:    

 They seemed to be just doing their job as they werent orerly nice, as if they were 

trying go over and beyound. (Score ―4‖) Non-MMMP 

 I feel this way because I was given the run around when it came down to my 

courses at the college. (Score ―2‖) Non-MMMP 

Q2.  – Comments: 

 No which is why I ended up dropping I had a really bad experience here felt like I 

had no support or help. The teachers talked more about there personal life then 
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actually teaching it was just a wast of time and money. (Score ―2‖) / Non-

MMMP  

 improvement in the financial aid department needed, misguided information. 

(Score ―2‖) Non-MMMP 

 Instructors are ok financial aid ofice personel on the phone are very impatient 

could be considered rude. (score ―3‖) Non-MMMP 

Q3. – Comments: 

 PART-TIME students, took classes at evening (Older adult student-already has 

previous higher degree.) (Score ―2‖) Non-MMMP 

 working scheduled conflicts. (Score ―4‖) Non-MMMP 

 More outreach is needed. (Score ―1‖) Non-MMMP  

 I would not be because of the reasons above. (Score ―2‖) Non-MMMP 

Q4. – Comments: 

 I have never felt like giving up on school. (Score ―0‖) Non-MMMP 

 I had two encounters one in person other online they did not care about my sucess 

at monco. (Score ―1‖) Non-MMMP 

 Dr. Moono was very helpful. (score ―5‖) Non-MMMP 

 Dealt with financial difficulties. (Score ―0‖) Non-MMMP 

 No thoughts of dropping classes. (Score ―0‖) Non-MMMP 

Q5. – Comments: 

 they are there when they see who i am its different. (Score ―3‖) Non-MMMP 

 LAL was very helpful. (Score ―4‖) Non-MMMP 

Q6. - Comments: 
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 Very consistent. (Score ―5‖) Non-MMMP 

 More outreach is needed. (Score ―2‖) Non-MMMP 

Q7. – Comments: 

 I'm not involved enough to have an opinion. (Score ―3‖) Non-MMMP 

 the faculty there in financial aid and records are not friendly people. (Score ―2‖) 

Non-MMMP 

 Financial aid office needs better customer service they don't always have the right 

information, and can set you up for failure when it comes time to pay for classes. 

One has to double check the information given to them at the financial aid office. 

Besides that there great. (Score ―4‖) Non-MMMP 

Q8. – Comments: 

 Part-time staff was less accessible. (Score ―4‖) Non-MMMP 

 Sometimes. (Score ―4‖) Non-MMMP 

 Dr. XXXX has been very instrumental. (Score ―5‖) Non-MMMP 

Q9. – Comments: 

 I have to make it work no one will bet there giving hand outs, let alone a helping 

hand. (Score ―3‖) Non-MMMP 

 I have future plans to register for class when more financially stable. (Score ―4‖)  

Non-MMMP 

 Felt misguided on information on dual admission. (Score ―2‖) Non-MMMP 

Q10. – Comments 

 I wasn't given this option. (No) Non-MMMP 
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 Alumni 0f 1996 this program did not exist. I current go back school for personal 

life skills. (No) MMMP 

 I do not need it. (No) Non-MMMP 

 Just recently started mentoring program. (Yes) Non-MMMP 

 My experience has been great. No problems. Nothing that the College has or has 

not done has hindered my education. (Yes) Non-MMMP 

 I think the Colleges does a great job . They are friendly and have put a lot of 

resources in place for students to succeed. (Yes) Non-MMMP 

 It is a good campus, and provides a good environment for learning in preparation 

for a four-year college. (Yes) Non-MMMP 

 I am retired military and Mr. George Pannebaker is my counselor, and takes care 

of all my concerns. (No) Non-MMMP 

 I registered for classes but couldn't afford the school so did not take advantage of 

anything they had to offer. (No) Non-MMMP 

 Never been at College before, but this school really cares about me. People go out 

of their way to see that I am on-track. My struggles are my own not because of 

the school. (Yes) Non-MMMP 

 I was assigned one, but did not participate... (Yes) Non-MMMP 

 Never heard of the program. (No) Non-MMMP 

 I wanted to enroll but I was a little to late signing up this is my 1st year at college 

and I thought being a minority this might really help with some issues I face 

daily. (No) Non-MMMP 

 I was contacted about MMMP. (No) Non-MMMP 
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 Was informed by instructor about MMMP, this is last semester, still interested in 

getting additional info via email. (No) Non-MMMP 

 Work schedule and other obligations does not permit MMMP involvement; 

appreciates the outreach. (No) Non-MMMP 

 Currently not taking classes at MCCC (transferred in to university). (No) Non-

MMMP 

 Would like to recieve MMMP info via postage. (No) Non-MMMP 

 Requested MMMP info to be sent to MC3 email. (No) Non-MMMP 

 Requested info via email about MMMP. (No) Non-MMMP 

These open-ended responses will be discussed further in Chapter 5.        

The impact of mentoring on mentors perceptions of African-American male 

students. 

When examining the impact of mentoring on the perceptions of mentors towards 

African-American males, I found that, overall, serving as a mentor had a positive 

influence on the mentors‘ perceptions.  For the most part, mentors were eager to 

participate in the online survey and provide their opinions and feedback regarding their 

experiences.  The mentors had an 83.3 percent survey completion rate (40/48).  Drilling 

down into the responses, I examined impact by race to determine if a mentors‘ race 

affected their responses.  When comparing the responses of mentors by race I found that 

there were no significant differences between the responses for White and non-White 

mentors on the survey except for questions 5 and 7.  For question 5, non-Whites had a 

higher mean score of 4.79 when compared to Whites who had a mean score of 4.31.  

Question 5 states, ―I chose to serve as a mentor for the Minority Male Mentoring 
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Program (MMMP) because I am genuinely concerned about the needs of African-

American males.  (If neutral, disagree, or strongly disagree, please indicate reason for 

serving as a mentor)‖.  Similarly for question 7, non-White mentors had a higher mean 

score of 4.43 when compared to Whites who had a mean score of 3.65.  Question 7 states, 

―Prior to serving as a mentor for MMMP, I was cognizant of the unique needs of African-

American male students‖(see Table 9.).    In addition to perception, the survey also 

inquired about the following: mentor‘s ability to connect with their mentee, whether or 

not race was a factor in trying to develop a relationship with the assigned mentee, mentor 

interest in the needs of African-American male students, awareness of the unique needs 

of African-American male students, and also whether or not the mentors thought the 

college‘s environment was supportive of African-American male students prior to the 

implementation of the MMMP.  Responses to question 6 regarding the college providing 

a supportive environment for African-American male students had the lowest mean score 

of all the questions asked (3.0), suggesting that prior to the launch of the college‘s 

MMMP, the college may not have been intentionally focusing on, or putting effort 

towards supporting and/or meeting the needs of, their African-American male students.  

This survey instrument, like the student survey, was designed by the researcher to 

examine specific aspects of a mentor‘s understanding, conscientiousness, and 

appreciation of the unique needs of African-American male students relative to the 

literature on this topic.  According to Gary Howards‘s book We Can’t Teach What We 

Don’t Know (1999), without some background knowledge and an understanding and 

appreciation for the African-American students‘ culture, traditions, and historical 

experiences, it is nearly impossible for non-African-American faculty members to be 
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effective in teaching, or serving as mentors, to African-American students.   The online 

mentor perceptions survey was also comprised of ten questions (see Appendix C).   

Table 9.   

Mentor Survey Results 

 Race Designation                      

(1) Non-White  /   

(2) White 

N Mean SD 

Q1 1 

2 

14 

26 

4.36 

4.00 

1.082 

1.132 

Q2   1 

2 

14 

26 

3.50 

3.92 

1.401 

1.164 

Q3   1 

2 

14 

26 

3.50 

3.27 

1.506 

1.002 

Q4 1 

2 

14 

26 

3.00 

3.42 

1.359 

.758 

Q5 1 

2 

14 

26 

4.79 

4.31 

.426 

.736 

Q6 1 

2 

14 

26 

2.64 

3.19 

1.277 

.849 

Q7 1 

2 

14 

26 

4.43 

3.65 

.852 

.977 

Q8 1 

2 

14 

26 

4.29 

3.85 

.726 

.834 

Q9 1 

2 

14 

26 

4.00 

3.50 

.784 

.812 

 

As shown in Table 9. the mean for the responses to each question are presented 

and have a mean of at least 3.00 or higher, suggesting that mentoring did influence 

mentors perceptions of African-American male students.  Similar to the student survey, in 
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addition to the ranked responses the survey also collected comments for each question to 

which some mentors provided additional feedback.  The following are the mentors‘ 

comments listed by question and categorized by race of the mentor:  

Non-White mentor responses to mentor survey questions: 

Q2.  – Comments: 

 I think it did. Being bi-racial allowed me to better understand where my mentees 

were coming from, and I was able to share common experiences and challenges I 

have faced throughout my College-going experience, and provide guidance. 

(Score ―2‖) Non-White 

 not sure if it is my racial background as much as my personality. (Score ―3‖) 

Non-White 

 Student opened up because he felt that I understood him. (Score ―2‖) Non-White 

Q3. – Comments: 

 While I do not make it the focus, I do recognize that there are issues surrounding 

certain groups of students and try to keep those things in mind. (Score ―5‖) Non-

White 

 I often look for Af-Am males on campus to try and make connections since I am 

aware of some of the unique challenges they face. (Score ―4‖) Non-White 

 Not really as I identify with the student's race. (Score ―3‖) Non-White 

 I am more conscious of my mentee's different cultural perspective as a Nigerian 

than I am of his race as being Black. (Score ―2‖) Non-White 

 Interaction with students can vary based on race. (Score ―3‖) Non-White 

Q4. – Comments: 
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 I feel that each mentee brings something unique to the relationship, therefore, 

while I interact with African-American males daily, I learn something new about 

each of them personally. (Score ―3‖) Non-White 

 Again, being bi-racial I have experienced many of the same racial challenges as 

my mentees. (Score ―2‖) Non-White 

 Although I understand what it means to be an African-American female, I 

realized the challenges of being an African-American male are a lot different and 

thus, the barriers are different for those seeking to pursue higher education. As 

the primary breadwinner of their household, many times they will sacrifice their 

education in support of their family. (Score ―4‖) Non-White 

 We related well, I was well aware of many issues. (Score ―1‖) Non-White 

Q5. – Comments: 

 I am passionate about serving and reaching this cohort of students attain success. 

(Score ―5‖) Non-White 

 I am an African-American, and the success of African-American males is just as 

important to me. (Score ―5‖) Non-White 

Q6. - Comments: 

 I don't feel that that the College is unsupportive of any of its students; I feel that 

the College was presented with a wonderful opportunity to enrich this group of 

student lives' in a different way. (Score ―5‖) Non-White 

 I really don't know the answer to this question. (Score ―3‖) Non-White 

 My brother attended the college about 3 years ago and he didn't return because he 

couldn't seem to really connect with the College and navigate the resources that 
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were available to him. The few things that kept him involved and connected were 

connecting with other African-American male students and Tony Davis, the only 

African-American male advisor on campus. He also remained connected by 

hosting an urban gospel radio show with some friends. (Score ―2‖) Non-White 

 Students feel disconnected when dealing with various staff members, they feel as 

though some staff members of other races do not relate. (Score ―2‖) Non-White 

Q7. – Comments: 

 The needs were evident by the grades earned by my African-American Male 

students. (Score ―5‖) Non-White 

Q8. – Comments: 

 I have always seen their potential; I feel like the program is helping them see it, 

as well. (Score ―5‖) Non-White 

 I am pleased to see so many students want to participate. (Score ―5‖) Non-White 

Q9. – Comments: 

 I now seek out my African-American males who do well in class and ask if they 

would like to become peer mentors. (Score ―4‖) Non-White 

 The issues at hand are not new to me, so my approach did not have to change. 

(Score ―3‖) Non-White 

White mentor responses to mentor survey questions: 

Q1. – Comments:   

  I was able to connect on several levels, earlier on with my Mentee, once he 

responded to my multiple calls and emails. (Score ―3‖) White 

 My mentee did not want a relationship. (Score ―2‖) White 
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 Though he is older and has a great deal going on, so he isn't as needy as many 

mentees. (Score ―4‖) White 

 Just started as mentor two weeks ago. (Score ―5‖) White 

Q2.  – Comments: 

 I'm not sure if it did or not. My mentee did not want a relationship and, perhaps, it 

was a factor for him. It was not for me. (Score ―3‖) White 

 I believe similarities in things we are both going through transcended that. (Score 

―4‖) White 

 The difference of our race was addressed in initial meeting with Mentee and has 

served as supportive measure to our mentoring relationship. (Score ―5‖) White 

 I did have concerns that my ethnicity might cause barriers (make my mentee 

reticent to relate to me). To my knowledge it did not. (Score ―4‖) White 

 I don't know how to answer this. I have a good relationship with my mentee. But, 

if I were a younger person and African-American and male we would definitely 

have a different relationship - maybe more personal and less education based. I 

don't think my race has been a barrier - but I am sure it factors into the 

relationship. (Score ―3‖) White 

Q3. – Comments: 

 In my work, I need to be aware of the diversity of all students, so that I may 

interact with them appropriately and in an effort to be culturally competent. 

(Score ―5‖) White 

 I'm also conscious of what students are wearing/their hair color etc. without 

making any inferences. (Score ―4‖) White 
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 Obviously, the moment one sees another individual, racial affiliation becomes 

apparent. I also try to be aware of ethnic differences--cultural as well as racial in 

readings chosen and activities undertaken so all feel a sense of belonging and 

experience at least a peripheral exposure to difference.  (Score ―4‖) White  

Q4. – Comments: 

 I have had previous experience with other African-American male students the 

reinforce the need for me to work with College administration to get a program 

like the MMMP started. (Score ―4‖) White 

 Have many African-American friends so I was pretty aware prior. (Score ―3‖) 

White 

 my mentee was African, not African-American. (Score 3‖) White 

 Our relationship has been based on discussing strategies for academic success. 

We have never really discussed being African-American male in a White 

environment. The topic has not come up. We have been too preoccupied with 

study techniques, becoming self-directive, making tutorial connections. (Score 

―3‖) White 

Q5. – Comments: 

 I met this student in my class. He is not officially in the program. (Score ―3‖) 

White 

 I saw, for too many years, many African-American male students not interested 

in learning and not feeling like they could or should learn. Many said that they 

didn't know if they would even be alive in 5 - 10 years. I believed that I could 

make a difference with some of the students if the College environment 
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demonstrated support in an active and visible way, such as through the MMMP. 

(Score ―5‖) White 

 In my role at the college, I work with many different students who are in need of 

the same type of support and guidance. The MMMP served to make that 

connection happen with these students. (Score ―3‖) White 

 I believe all "at risk" students have a need for mentors. (Score ―3‖) White 

 I joined the program because I saw a need to help a specific segment of 

underachieving population. That they were African-American male was not 

really a factor. I go by the content of the students need, not the color of their skin. 

Frankly, I was concerned that an "African-American Male" program might do 

more damage in perception of African-American males, almost like targeting 

them as classic underachievers, thus feeding long-held damaging stereotypes of 

African-American inferiority. However, that fear, at this point, seems to be 

unfounded, as the program has not, as yet run into any denigration of perception 

of that type to my knowledge. This makes me both happy and relieved. (Score 

―4‖) White 

 I became a mentee to help students in a cohort that needed help. If it was White 

men, I would have been a mentor as well. (Score ―3‖) White 

Q6. - Comments: 

 I think MCCC was supportive of all students, including African-American males. 

(Score ―4‖) White 

 Prior to MMMP, the College was doing little to nothing to address the needs of 

African-American male students.  (Score ―1‘) White 
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 From my perspective and experience, yes. (Score ―4‖) White 

Q7. – Comments: 

 My work has allowed me to gain better insight into the issues facing many 

African-American male students particularly those issues affecting their 

socialization and learning needs. (Score ―4‖) White 

 To those I had read about in journals, newspapers, and had discovered from my 

own experiences with African-American male students--but certainly, I in no way 

understand all the needs of this demographic group of students. (Score ―4‖) 

White  

 Yes cognizant, but there is always more to learn about other people and their 

situations. (Score ―3‖) White 

Q8. – Comments: 

 In my work with African-American male students, prior to becoming a mentor, I 

had mixed perceptions. Since becoming a mentor, my perception has become 

overall more positive and supportive of their learning needs. (Score ―4‖) White 

 I just looked at them as any other student....race did not matter. (Score ―3‖) White 

 I have the same perception as I did prior to serving as a mentor. (Score ―3‖) 

White 

 I have always found the majority of students at MC3 to be receptive, courteous, 

and in pursuit of a better way of life. It is life that often throws them the curve 

and interrupts their progress. The stories are as individual as the students, with 

some commonalities, of course, such as lay off, new job, illness, divorce, military 

service, incarceration, death in a family, etc. (Score ―4‖) White 
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 Did not sway my perception in any way. Only positively influenced my 

perception of my mentee.  (Survey ―3‖) White 

Q9. – Comments: 

 I have always tried to treat all races equally as an individual. (Score ―3‖) White 

 Prior to becoming a Mentor, I always worked to be respectful and supportive of 

African-American male students as with any other students of diversity. (Score 

―4‖) White 

 I treat all students in the best way that I can. (Score ―3‖) White 

 Again, a non issue.....they are all students.....the needs are the same, but the 

approach is different. (Score ―3‖) White 

 I think I always treated all students with the greatest respect, feeling it a privilege 

to be part of their lives and to work together as co-learners. Certainly, being a 

mentor has raised my consciousness of the plight of many of these young men. 

But I think I still have the same respect for African-American males, as I have 

always had for their uniqueness as individuals, skin color not the factor. (Score 

―3‖) White  

These open-ended responses further explained the mentors‘ experiences and will be 

discussed in greater depth later in Chapter 5.        

Descriptive Comparison of Survey Completers Versus Those who did not Complete 

the Survey 

Often, when researchers conduct a study, they uncover and learn much more than 

they expect.  This was the experience in this study, as the initial objective was to examine 

the impact of mentoring on the African-American male students who had mentors and 
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participated in MMMP versus those who opted out, or the Non-MMMMP students.  In 

addition to the two groups of African-American male students I set out to examine, two 

additional groups formed as a result of attempting to administer the online survey 

instrument.  The two groups were those who completed the survey and those who did not.  

Initially, during the data analysis process, these two groups were being overlooked but 

the outcomes consistently pointed to the reality that the survey completers were a 

significant subset of the initial population that could not, and should not, be overlooked.  

As a result, the researcher also examined these two groups to determine differences 

among these students. This seemed especially important since the group who opted not to 

complete the survey comprised 71 percent of the total number of MMMP students, and 

85 percent of the total number of non-MMMP students.   

 The data in Table 10 are the means for the relevant variables of the completers  

 

and non-completers. 
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Table 10.  

 

Comparison of Completers and Non-Completers 

 

 
Mean,(sd) of 

Completers 

Mean (sd) of  

Non-

Completers 

t-test Significance 

Partial eta 

Squared 

(Effect Size) 

Attempted 

Credits 

15.61 

(17.49) 

N = 194 

13.05 

(17.95) 

N = 852 

1.80 .072 .003 

Completed 

Credits 

17.19 

(19.29) 

N = 194 

13.97 

(18.82) 

N = 852 

2.14 .033 .022 

Cumulative 

GPA 

1.85 

(1.16) 

N = 194 

1.46 

(1.20) 

N = 852 

4.14 .000 .078 

Age 

25.71 

(9.17) 

N = 194 

23.74 

(6.81) 

N = 182 

3.39 .001 .044 

2009 Family 

Income 

38233.14 

(35927.34) 

N = 96 

31114.84 

(30712.31 

N = 415 

1.98 .048 .012 

2010 Family 

Income 

25461.35 

(24763.76) 

N = 116 

27522.57 

(25047.38) 

N = 388 

1.81 .071 .003 

 

As shown in Table 10. survey completers as compared to non-survey completers 

have completed more credits, have a higher GPA, are older, and have higher family 

incomes than those who opted not to complete the survey.   

A deeper understanding of the characteristics of survey completers by cohort.  

Intrigued by the variation among survey completers and non-completers, the 

researcher examined the differences between MMMP survey completers and survey non-

completers to see if there were academic performance and persistence differences within 

that cohort, and then also completed the same examination for non-MMMP survey 

completers.  The mean GPAs for these groups are presented in Table 11. 
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Table 11. 

Cumulative GPA by Survey Completion and MMMP Participation 

 
Mean (SD) of 

Completers 

Mean (SD) of  

Non-Completers 

MMMP 

1.88 

(1.12) 

N = 68 

1.84 

(1.02) 

N = 177 

Non-MMMP 

1.84 

(1.19) 

N = 126 

1.36 

(1.22) 

N = 675 

 

The data in Table 11. were analyzed using a two-way analysis of variance 

(MMMP/non-MMMP by completer/non-completer) All three of the relevant terms were 

significant (main effect for MMMP/non-MMMP: F = 6.69, p = .010, partial eta squared = 

.006; main effect for completer/non-completer: F = 9.05, p = ..011, partial eta squared = 

.006; interaction: F =6.35, p = .004, partial eta squared = .004). A plot of these results is 

presented in Figure 2.. 
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Figure 1: GPA by MMMP and Completion Estimated Marginal Means 

 

 As shown in Figure 1. there was little difference in the GPAs of students who 

completed the survey, but a large difference between the groups as a function of whether 

the survey had or had not been completed.  

Persistence by completer/non-completer. 

 

 As a final analysis in this section, the persistence rates of the completers and non-

completers were analyzed. Consistent with the previous analysis of persistence, only the 

students in the fall 2009 cohort were analyzed. The mean persistence for all of the groups 

is presented in Table 12. 
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Table 12.  

 

Persistence by MMMP and Completer for Fall 2009 Cohort 

  

 Fall 2009 Spring 2010 Fall 2010 Spring 2011 

MMMP- 

Completer 
1.00 .87 .49 .47 

MMMP – 

NonCompleter 
1.00 .84 .49 .47 

Non MMMP- 

Completer 
.95 .64 .59 .45 

Non MMMP - 

NonCompleter 
.96 .61 .35 .27 

 

The repeated measures ANOVA conducted on the data in Table 12. produced a 

significant main effect for MMMP/non-MMMP, a significant main effect for completion, 

and a significant interaction. Since the triple interaction was not significant, the plot of 

the results for completers versus non-completers is the best depiction of the data. These 

results are presented in Figure 2. 
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Figure 2: Persistence by Completer/NonCompleter 

 
As shown in Figure 2. the difference in persistence between completers and non-

completers increased across semesters with no difference in fall 2009 and a large 

difference by spring 2011. 

Fall 2009 versus fall 2010 cohort comparison. 

In addition to looking at the sub-group of completers versus non-completers, the 

researcher later examined the differences between the fall 2009 and fall 2010 cohorts. 

Descriptive data on the two cohorts are presented in Table 13.   
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Table 13.  

 

Descriptive Data on the Two Cohorts (Fall 2009 and Fall 2010) 

 

 

Mean (SD) of 

Fall 2009 

Cohort 

Mean (SD) of 

Fall 2010 

Cohort 

t –test Significance 

Age 

22.79 

(6.94) 

N = 203 

21.22 

(4.78) 

N = 163 

3.45 .003 

2009 Family 

Income 

35937.62 

(33434.39) 

N = 149 

14144.09 

(16472.28) 

N = 10 

Not 

Computable 
 

2010 Family 

Income 

28392.16 

(24678.72) 

N = 94 

28500.02 

(25608.83) 

139 

1.23 .445 

 

As shown in Table 13., the fall 2009 cohort was significantly older than the 2010 cohort, 

although the effect is very small. There were no differences in family income, or in 

mothers‘ and fathers‘ education.  

The first question asked for the two fall cohorts was consistent with one of the 

original study questions: what difference exists between the fall 2009 and fall 2010 

cohorts of MMMP and Non-MMMP students? The mean cumulative GPAs for the two 

cohorts by group are presented in Table 14.  

Table 14. 

Cumulative GPA by Cohort and MMMP participation 

 Fall 2009 Cohort Fall 2010 Cohort 

MMMP 

1.61 

(1.09) 

N = 72 

1.44 

(1.28) 

N = 30 

Non-MMMP 

1.23 

(1.16) 

N = 132 

1.54 

(1.36) 

N = 134 
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The ANOVA conducted on the data in Table 14. indicated that students in 

MMMP in the fall 2009 cohort had a statistically significant higher mean cumulative 

GPA as compared to non-MMMP students.  The cumulative GPA difference in fall 2010 

between MMMP and non-MMMP students was not statistically significant although the 

mean was higher for the non-MMMP group.  

Persistence Rates 

As presented previously (Tables 6. and 7.) the mean persistence rates of remedial 

African-American male students in MMMP compared to the non-MMMP students who 

started fall 2009 was significantly higher than the rate for non-MMMP students.  In the 

fall of 2010, the cohorts were reversed: non-MMMP students had higher mean 

persistence rates compared to MMMP students, though the difference was not statistically 

significant.  Therefore, both the data for academic success and for persistence indicate 

that the initial success of the MMMP program seems to have been reduced by the second 

year of the program. This result will be explored further in Chapter 5.  

Cohort Confusion 

 

The last question of the online survey asked students to indicate if they were 

―assigned a mentor and participated in the College‘s Minority Male Mentoring Program.‖  

A third subset of the original cohort formed due to conflicting responses to question 10.  

There was a group of students, both MMMP and non-MMMP, who completed the online 

survey that did not know whether or not they had mentors or whether or not they were in 

the program.  For example, there were MMMP students who were assigned mentors and 

had met with their mentors but answered No to having a mentor when completing the 

survey.  Also, there were non-MMMP students who were not assigned a mentor and had 
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not been participating in the mentoring program but answered Yes to having a mentor 

and to being in the program (see Table 15.). 

Table 15. 

 

Group Assignment and Perceived Mentors (Group Versus Question 10) 

 

MMMP = (1 ) 

Non-MMMP = (2))      

 

Question 10 

Total 1=Yes 2=No 

 

 

                

(1) 

 

Count 

Group 1 

42 

Group 2 

27 

 

69 

% within MMMP (Grp1)     60.9% 39.1% 100.0% 

 

(2) 

 

Count 

Group 3 

30 

Group 4 

96 

 

126 

% Non- MMMP (Grp2)    23.8% 76.2% 100.0% 

Total Count 72 123 195 

% within MMMP  36.9% 63.1% 100.0% 

 

The cohort confusion demonstrated in Table 15. illustrates the extent to which this 

is an issue.  Almost 40 percent of the MMMP students who completed the survey 

apparently do not know they are in the mentoring program and have a mentor.  Similarly, 

almost 24 percent of the non-MMMP group that completed the survey think they are in 

the mentoring program and have been assigned a mentor at the college.  Further 

explanation and possible causes for this confusion will be discussed in Chapter 5.  To 

determine whether or not the response to question 10 resulted in significant differences 

among the MMMP and non-MMMP survey completers, additional statistics were run to 

look at academic performance, persistence, and the student experience.    To complete 

this analysis, four groups were created:  
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Group 1: MMMP Student who indicated he had a mentor 

Group 2: MMMP Student who indicated he did not have a mentor 

Group 3: Non-MMMP student who thought he had a mentor 

Group 4: Non-MMMP student who thought he did not have a mentor 

The mean GPAs for these four groups are presented in Table 16. 

Table 16.  

Cumulative GPA – Confused Cohort 

Group Group Number Mean (SD) 

MMMP Student who indicated he 

had a mentor 
1 

1.93 

(1.190) 

MMMP Student who indicated he 

did not have a mentor 
2 

1.81    

(.987) 

Non-MMMP student who thought 

he had a mentor 
3 

1.49 

(1.327) 

Non-MMMP student who thought 

he did not have a mentor 
4 

1.95 

(1.123) 

Total  
1.85 

(1.156) 

 

The one-way ANOVA referred to in Table 4.14 indicated that the differences among the 

means were not significant (F = 1.03, p = .246)  

The Perception of Mentoring  

 As a final set of analyses, the responses to question 10 were analyzed a different 

way. It could be argued that the important issue is whether or not the student perceived 

that he had a mentor, regardless of whether the student was actually in the mentoring 

program. To see if this is correct, the data of those students who answered Yes to 

question 10 were compared to the data for those students who answered No. Between 
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these two groups, there were no significant differences in credits attempted, credits 

completed, or cumulative GPA. There was, however, a small difference in persistence. 

As mentioned earlier, these data are only for the fall 2009 cohort. The mean persistence 

rates as a function of the answer to question 10 are contained in Table 17. 

Table 17.  

 

Persistence as a Function of the Answer to Question 10 

 

 Fall 2009 Spring 2010 Fall 2010 Spring 2011 

Yes to Question 

10 
1.00 .80 .60 .48 

No to Question 

10 
.90 .71 .71 .62 

 

 The analysis of the data in Table 17. indicated the group which answered Yes to 

question 10 had a significantly higher persistence than the group which answered No to 

question 10 in fall 2009. The differences in fall 2010 and spring 2011 were not 

significant, although the group that answered No actually had a higher rate of persistence 

by spring 2011.  A graph of this data is presented below in Figure 3. 
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Figure 3:  Persistence as a Function of Perceived Mentoring 

 
 

 The temptation during the data analysis phase of this study was to continue 

drilling down looking at different variables that may have affected students‘ success and 

mentors‘ perceptions.  At the broadest level of analysis, the results of this study can be 

summarized as follows:  the MMMP students have significantly higher cumulative GPAs 

and significantly better retention as compared to the non-MMMP students. They do not, 

however, differ in their perception of the community college in which they are enrolled. 

While this statement is technically correct, the additional analyses included in Chapter 4 

indicated that this summary of the results must be strongly contextualized. First, the 

statement is only true of those students who entered the college during the fall 2009 



104 

 

semester. The MMMP cohort that enrolled fall 2010 did not realize a higher persistence 

when compared to the non-MMMP students, in fact, the fall 2010 to spring 2011 

persistence rate was higher for the non-MMMP group (though this was not significant).  

Second, when asked about their participation in the program, a significant number of 

students who were enrolled indicated that they had not participated in the program and 

did not have a mentor. On the other hand, an equally large number of students who were 

not in the program indicated that they were enrolled and that they had a mentor. When 

the data were analyzed by this perceived participation, none of the comparisons were 

significant. Finally, when only the students who completed the questionnaire were used, 

the differences between the MMMP students and the non-MMMP students largely 

disappeared. This indicates that any simple statement about the results is difficult to 

make.  The reasons for this complexity will be explored further in Chapter 5. 



105 

 

Chapter 5:  Review of Findings, Implications, and Future Research 

Context of the Study  

 When this study was initially conceived, the intent was to gain a better 

understanding of the impact the Minority Male Mentoring Program (MMMP) was having 

on the African-American male students participating in the program.  In the midst of 

reviewing the literature on mentoring in higher education, community colleges, 

developmental education, and African-American male students at predominantly White 

institutions, it became apparent that there was a significant gap in the literature.  There 

were no studies that provided a comprehensive and collective look into the impact 

mentoring could have on remedial African-American male students at predominantly 

White community colleges.  Also, most higher education mentoring studies focused on 

the impact of mentoring on the mentee (Brittian, et al, 2009; Horton, 1996; Pope, 2002; 

Reeves, 1996; Wei, 1994; Wilson, 1999), and those that focused on the mentor examined 

characteristics and quality of mentoring; they did not examine how mentoring affected a 

mentor‘s perceptions of their mentees (Boyd, 1996; Coffman, 1998; Hallesky, 2001).  

This study was designed with the intent of adding to the literature by filling a significant 

gap regarding the impact of mentoring on African-American male students who test into 

remedial courses at a predominantly White community college, and its impact on mentor 

perceptions of their mentees.  To learn more about the impact mentoring could have on 

African-American males in remedial courses and their mentors a study was built on the 

foundation of four questions.  A myriad of questions could have been asked to determine 

the impact of mentoring on African-American male students and their mentors, but to 

remain consistent with literature and the original intent of the study, it was decided to 
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develop a study that would be meaningful for other administrators and faculty interested 

in serving this population.  Therefore the following questions were examined: 1) Do 

students who participate in the College‘s Minority Male Mentoring Program (MMMP) 

experience higher levels of academic success compared to those who do not?; 2) Do 

students who participate in MMMP have higher rates of academic progress (e.g. retention 

and persistence) compared to those who do not?; 3) Do students who participate in 

MMMP have a more positive attitude about the college‘s campus climate compared to 

those who do not?; and, 4) Does serving as a mentor for African-American males in the 

college‘s Minority Male Mentoring Program (MMMP) positively influence mentors‘ 

perceptions of African-American male students?   

Summary of Study Findings 

Again, the overarching goal of this study was to examine the overall impact 

mentoring had on African-American male students who test into remedial courses at a 

predominantly White community college.  To that end, the results presented in Chapter 4 

indicate that mentoring has a significant positive academic impact, but only a marginal 

impact on the persistence of African-American male students.  The perception of campus 

climate was positive, but there was no difference in attitude between MMMP and non-

MMMP students.   

When examining the parents' educational level of the two groups in Table 4.2, 

some interesting findings were discovered.   First, the parent‘s educational level was 

higher for the non-MMMP students compared to those participating in MMMP, although 

it was only significantly higher for the fathers of the fall 10 cohort of non-MMMP 

students.  Secondly, another interesting finding was the overall low educational level of 
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the parents of both groups of African-American male students in the study.  Lastly, for 

both groups, and both parents, over half of them had no college experience, but the 

mothers‘ educational level was higher than the fathers‘.  This was consistent with 

national statistics--that African-American females are enrolling in college at a higher rate 

than African-American males.  In his book, African American Men in College, pulling 

from data retrieved from the Chronicle of Higher Education, Cuyjet (2006) explains that 

―the proportion of men to women among African-American undergraduates is more 

skewed than among any other of the other governmental ethnic categories‖ (p.20).  He 

goes on to state that ―Women represent about 51percent of the total U.S. population, and 

although the general ratio of men to women in college is 43.9 percent to 56.1percent, 

African-Americans have the most skewed ratio of all the racial/ethnic groups – 36.7 

percent men to 63.3 percent women‖ (p.20).  The difference was not as great for the 

parents involved in this study; however, this study only captured educational data from a 

relatively small percentage of the subjects.     

The next section provides detailed answers and thoughts on the sub-research 

questions that were posed to establish whether or not African-American male students 

who participated in the college‘s Minority Male Mentoring Program realized better 

academic performance, higher persistence rates, and positive attitudes about the college‘s 

campus climate, compared to those who did not.  In addition, the next sections will 

provide a brief explanation of findings relative to the impact mentoring had on mentor‘s 

perceptions of African-American male students.      
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Research question 1:  Do students who participate in the college’s Minority 

Male Mentoring Program (MMMP) experience higher levels of academic 

success compared to those who do not?  

This study revealed that there were significant differences between the two groups 

of African-American male students in the following academic areas: cumulative 

attempted credits, cumulative completed credits, and cumulative GPA.  In all three areas, 

the mean for the MMMP group was significantly higher than the non-MMMP group.  It 

is evident from Table 4.3. that MMMP students performed better academically than their 

non-MMMP peers. Table 4.4 also indicates that there was a significantly higher 

percentage of MMMP students earning above a 2.0 GPA compared to Non-MMMP 

students.  However, the mean of both cohorts suggested that, overall, neither group of 

African-American male students made satisfactory academic progress as they both had 

mean cumulative GPA‘s below a 2.0.  When examining success rates in remedial math, 

English and reading, and their corresponding college-level courses, it was discovered that 

out of 22 courses, the only courses where there was a statistically significant difference 

was English 010 and Math 010, the lowest-level remedial courses in Math and English.  

In both courses, the MMMP students were succeeding at a higher rate.  Seeing that 

neither the MMMP students or the non-MMMP students are earning mean cumulative 

GPAs above a 2.0 and making passing marks in their developmental courses, one could 

surmise that to be academically successful African-American males who test into 

remedial courses at predominantly White community college need more than just 

mentoring.   
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The academic findings reinforce and support what much of the literature 

indicates:  that mentors and mentoring programs alone are not enough to improve the 

success rates of remedial African-American male students in college.  It may also 

suggest that the mentoring program at the college involved in the study requires some 

attention and/or improvement.  Frey and Noller (1986) state that ―the interpersonal and 

professional complexities of the mentoring relationship can result in negative as well as 

positive outcomes‖ (p. 49).  Otto (1994) states that ―while most mentoring relationships 

naturally develop into true lifelong friendships, some become counterproductive and 

negative‖ (p. 18).  The findings from this study suggest that the relationships between 

mentor and mentee were very positive and productive, but the study did uncover that 

there was a very small segment of the survey completers that were not having a positive 

experience.  For example, in response to question 1 which states – ―When I initially 

enrolled at the College I felt that the staff (e.g. faculty, academic advisors/counselors, 

administration) was supportive and interested in helping me make a successful transition 

to college,‖ one student, who indicated he was participating in MMMP, responded this 

way:  ―Weren't trying to hold me back but didn't go out of their way to help me.‖  His 

ranking of a 2 also indicated that he disagreed with question 2, which states – ―I feel that 

there is a genuine concern for my well-being and success at this college.‖  Another 

student in MMMP responded to question #2 by saying; ―They weren't really trying to 

help. Didn't feel strongly supported‖; he also indicated he disagreed with question 2 with 

a ranking of a 2.  These types of responses appear to be outliers, but they do point to the 

need for further research, perhaps an in-depth qualitative look into students‘ perceptions 

relative to the impact mentoring is having on their academic success.   
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Research questions 2:  Do students who participate in MMMP have higher 

rates of academic progress (persistence) compared to those who do not? 

 This study found that students who participated in MMMP beginning in fall 2009 

experienced higher rates of persistence compared to non-MMMP students.  The 

difference was significant early in the program but after a year of participating in the 

program the persistence rates dropped dramatically.  For the fall 2010, there was no 

significant difference in the persistence rates of MMMP versus non-MMMP students.  In 

fact, of the cohort that enrolled in fall 2010, the non-MMMP students persisted at a 

higher rate than their MMMP peers; however, the difference was not significant.  The 

dramatically declining persistence trends and higher non-MMMP persistence rates point 

to what is sometimes referred to as ―Early Glow‖, a phenomena that exists when there is 

considerable effort, energy and resources dedicated to an initiative at the outset of project 

implementation.  This happens as a result of early leadership attention, focus, and 

institutional commitment.   Over-time, with competing priorities, implementation 

challenges, and funding limitations, the program loses its momentum and ultimately its 

effectiveness.  Freedman‘s (1992) warning to program developers is that they should be 

mindful of the inherent dangers of fervor without supporting infrastructure.  It would be a 

stretch to begin suggesting that the necessary infrastructure was not in place for the 

college‘s MMMP, but clearly further research is necessary to determine why there was 

such a dramatic decrease in persistence for the fall 2010 cohort. Future researchers should 

consider an examination of the following variables to determine cause:  entering grade 

point averages of the African-American male students, motivational level, and 

differences in MMMP structure or operations between fall 2009 and fall 2010.  There are 
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a myriad of variables researchers could consider but the aforementioned provide a good 

starting point.   

Research question 3:  Do students who participate in MMMP have a more 

positive attitude about the college’s campus climate compared to those who 

do not? 

Overall, the respondents indicated through their survey rankings and comments 

that their perceptions of the campus climate were positive.  There was, however, no 

significant difference in the student experience between MMMP and non-MMMP 

students who completed the online survey.  The comments, however, did provide some 

very valuable insight into how a small segment of the surveyed population felt about their 

experience at the college.  It was evident from some of the comments made that 

experiences did vary among students regardless of whether or not they participated in 

MMMP, but the rankings indicated that the students overall were satisfied with their 

experience, and felt as though the college provided a supportive and welcoming 

environment.  One hypothesis regarding the lack of difference on the student experience 

survey between MMMP and non-MMMP students is that those who had a positive 

experience at the college were more inclined to complete the survey versus those who 

were not.  This suggests that for a small percentage (19 percent) of the remedial African-

American male population, both MMMP and non-MMMP, their college experience is 

positive.  It is important to bear in mind that even among survey completers that not all 

responses were positive.  As indicated earlier, there were some students participating in 

MMMP that reported not being satisfied with their mentoring experience or not feeling 

supported.  For those who did not complete the survey, one can only speculate about their 
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experiences; they may be experiencing a chilly, unwelcoming, and unsupportive college 

environment, hence their decision not to participate.  Clearly, to fully understand the 

experience of the remedial African-American male student at the predominantly White 

community college involved in this study, additional research of the survey non-

completers is required.     

Research question 4:  Does serving as a mentor for African-American males 

in the college’s Minority Male Mentoring Program positively influence 

mentors perceptions of African-American male students?   

 The mentor‘s survey responses indicated that overall their participation in the 

mentoring program had a positive influence on their perceptions of African-American 

male students, regardless of race.  When comparing responses by race, though, the 

researcher found that non-White mentors had a significantly greater genuine concern for 

the needs of African-American male students and were more cognizant of the needs of 

African-American male students prior to serving as a mentor in the program.  Although 

the differences in these two areas were statistically significant when comparing mean 

scores, White mentors‘ scores were still very positive to both of these questions.  Overall, 

the comments mentors provided, like those from the students, appeared to be very 

individualized, although more than the students‘.  Theirs revealed several identifiable 

themes which were interesting and should be noted.  The first was the idea that White 

mentors attempted to, and reportedly did connect with their mentees in ways that 

transcended race, and many also saw themselves and their mentees as individuals.  Much 

of the literature on how race is lived and experienced in America points to this fact that 

Whites, more than non-Whites, subscribe to color-blind ideology and make attempts to 
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approach cross-racial relationships from this perspective.  Tatum (1999) states that ―they 

[referring to Whites] often perceive themselves as color-blind, completely free of 

prejudice, unaware of their own assumptions about other racial groups‖ (p. 95).  This was 

reflected in some of the following comments that were made by some of the White 

mentors; ―I have always tried to treat all races equally as an individual‖, ―I just looked at 

them as any other student....race did not matter‖, ―I'm also conscious of what students are 

wearing/their hair color etc. without making any inferences‖, ―I joined the program 

because I saw a need to help a specific segment of underachieving population. That they 

were African-American male was not really a factor. I go by the content of the students‘ 

need, not the color of their skin. Frankly, I was concerned that an "African-American 

Male" program might do more damage in perception of African-American males, almost 

like targeting them as classic underachievers, thus feeding long-held damaging 

stereotypes of African-American inferiority. However, that fear, at this point, seems to be 

unfounded, as the program has not, as yet run into any denigration of perception of that 

type to my knowledge. This makes me both happy and relieved‖.   

Some of the comments made by the non-White mentors revealed that they felt the 

college was not always a positive, welcoming place for African-American male students:  

―My brother attended the college about 3 years ago and he didn't return because he 

couldn't seem to really connect with the college and navigate the resources that were 

available to him. The few things that kept him involved and connected were connecting 

with other African-American male students and the only African-American male advisor 

on campus. He also remained connected by hosting an urban gospel radio show with 

some friends‖.  ―Students feel disconnected when dealing with various staff members, 
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they feel as though some staff members of other races do not relate‖. This variation in 

responses provides a glimpse into varying perspectives Whites and non-Whites have 

regarding how race is perceived and experienced at the college. The small number of 

responses, and limited context, points to the need for further research in this area. 

Additional Findings from Newly Formed Cohorts 

 When the survey instrument was introduced, only 19 percent of the total sample 

agreed to participate in this aspect of the study.  Recognizing that there was only modest 

difference between the MMMP and non-MMMP groups, the researcher decided to 

examine the difference between survey completers and non-completers.  The results from 

these analyses were very interesting as they revealed a significant difference in academic 

success rates and persistence rates between the two groups.  The survey completers had 

significantly higher attempted credit, completed credit, and cumulative GPA means 

compared to non-survey completers.  In addition, the survey completers had significantly 

higher persistence rates than their non-completer peers.  This may explain the lack of 

difference that existed on the survey between MMMP and non-MMMP groups, as those 

who completed the survey appeared to be among the higher performing, more engaged 

students.    

 Perhaps one of the most interesting unintended consequences from the study was 

to discover the groups of students who, through their responses to question 10, revealed 

that they were confused, or unaware of their involvement in MMMP.  The researcher 

identified students that indicated they were either in the mentoring program and had a 

mentor but did not realize they were in it, and those who were not enrolled but indicated 

that they were and that a mentor had been assigned.  After careful review of the data and 
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conversations with MMMP staff, the researcher learned that this is a challenge for the 

staff in the MMMP.  Students or their parents often sign-up for the program early in the 

semester, or before the semester starts, and a mentor assignment is not made until weeks 

later.  The program does not have a formal matching/pairing process and leaves the 

outreach to the assigned mentor.  This is done deliberately so the student feels that 

individual attention is given to him by a college staff person and he is not part of a ―big 

college program‖.  The program staff indicated that sometimes when this happens the 

mentored student does not make the connection between the MMMP program and the 

mentor.   Regarding, the non-MMMP students who indicated they were participating in 

the program and had been assigned a mentor, program staff reported that there are a 

number of students who attend MMMP sponsored events and meet with them for various 

things such as tutoring, advising and other support services, but have been reluctant to 

sign-up to be in the program formally for fear of not being able to commit to it.  The 

findings indicated that there were no significant academic, persistence, or attitudinal 

differences among the groups based on their responses to question 10, indicating that 

perhaps the situation that the program staff reported was transpiring.     

Conclusions and Relationship to the Literature  

The social climate of college campuses, especially with regard to discrimination 

and racism, is often cited as a factor that stands in the way of minority students‘ 

achievement and retention in higher education (Ancis, Sedlacek, & Mohr, 2000).  Studies 

have found that campus climate affects the educational experiences of African-American 

students at predominantly White campuses (Allen & Haniff, 1991; Nettles, 1991).  

Therefore, it stands to reason that if the issue of campus climate on college and university 
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campuses is addressed and an environment is created that is accepting and supportive of 

all African-American students, then academic achievement and retention of this group 

can be substantially improved. Community colleges can achieve this, in part, by 

providing programs and services that focus on creating a diverse campus climate.  Such 

programs and activities should include creating mentoring programs, offering diverse 

orientation programs, providing monies for minority student groups and club operations, 

hiring diverse faculty and staff, and including diversity into the curriculum (Clements, 

2000).    

As mentioned previously, many of the White mentors saw their mentees as 

―individuals‖ with race not being a factor in decision to serve as mentor, or in the way 

they initially perceived their mentees.  Grant-Thomas and Powell (2006) suggest that 

Whites approach their understanding or race in large part as an individualist act, not as a 

group act.  Their assertion is that most White Americans, due to a lack of consistent, 

overt racism exhibited by themselves and other White people, think that racial equality 

has been achieved, not only for individuals, but for the group, and that African-

Americans have reached parity if not better levels of education than themselves.  Lewis 

(2006) explains that ―A strong commitment to color-blind racial narratives makes it 

possible to exist with the contradictions of living in racialized ways while ignoring or 

refuting Whiteness‖ (p. 194).  The literature reminds the reader that it is important that 

when engaging in cross-racial mentoring, mentors of the dominant race should recognize 

their position of privilege and work to understand the unique needs and cultural 

differences that exist between himself/herself and her mentee.  Wright-Edelman (1999) 
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explains that cross-racial mentoring is possible as she recounted the lessons and support 

she received from her two White male mentors--Howard Zinn, and Charles Merill.   

In their study of seven institutions, Watson, Terrell, Wright, and Associates 

(2002) found that students experienced greater academic success when faculty and 

student service professionals collaborated to create a holistic approach to best practice, 

and took into account students‘ social and psychological needs both in and out of class.  

These authors‘ study serves as evidence that mentoring alone should not be considered 

the answer to improving the success rates of African-American males in community 

colleges.  Even though this study confirmed that mentoring had a positive impact on 

students, it is evident from the findings that mentoring alone will not result in the types of 

academic advancement necessary to address the significant achievement gaps African-

American male students face in higher education.    

Limitations 

 Throughout this study, the demographic data that were used were restricted to 

information that could be culled from the college‘s Student Information System, Datatel.  

The data available were limited to what the college received from the student at the time 

of enrollment or through completing financial aid paperwork.  Any information that 

could have been available by examining high school transcripts, or conducting student 

interviews, was not pursued or initially considered.  In some cases the data needed (e.g., 

parents‘ educational level and family income) were not readily available so the researcher 

was left with small data sets from which to analyze data and make determinations.   

 This study was also limited to the students who agreed to participate in the online 

experience survey, approximately 20 percent of the sample. Due to the way the study was 
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designed, it was not possible to ascertain how the non-completers felt. It is possible that 

this provided a distorted view of the attitudes and experiences of the African-American 

male students who tested into developmental courses.  Finding a way to collect surveys 

from a larger group of the students could have provided a richer and deeper 

understanding into the attitudes of these students enrolled at the predominantly White 

community college.   

 Another limitation to the study was the short-period of time that the program had 

been in-place.  The literature suggests that for mentoring programs to reveal and realize 

their full potential, they need at least five years of implementation (Stromei, 2000).  This 

time is necessary as mentoring involves relationship building, establishing trust, and the 

sharing of experiences where the mentor provides guidance and support to the mentee on 

how to handle various situations or issues.            

 Not having a clearly established and agreed upon definition for mentors and 

mentees at the time of program implementation was also a limitation for this study.  

MMMP‘s loose programmatic structure lent itself well to the programs original intent of 

connecting students with college staff and faculty.  However, not having an established 

mentoring definition, guidelines, and expectations made it difficult to determine what 

aspects of mentoring were leading to success and which were not.  In addition, it may 

have been a cause of the student‘s confusion about whether or not they were in the 

mentoring program.   

 Lastly, because the program was in its infancy, many meaningful variables were 

not available to help determine the actual impact that mentoring was having on students‘ 

academic performance.  One example of this was that there was no mechanism in place to 
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track the number of contacts mentors had with their mentees.  Also, the program did not 

have data on the nature of the mentoring meetings (e.g. personal, academic, professional) 

to determine in what ways and areas mentees were receiving support, assistance and 

guidance.  These and other data sets could have allowed for a more robust and rich 

understanding of the impact mentoring had on the African-American males involved in 

the study.   

Recommendations and Implications for Practice 

 There are dozens of mentoring models one might consider when developing a 

mentoring program.  The AMIGOS
TM

 system is one that is recommend by the researcher 

and has proven to have a positive impact on students‘ academic, personal and 

professional success.  As outlined in Chapter 2, AMIGOS
TM

 provides a comprehensive 

mentoring model that allows program staff a foundation on which to structure and build 

their programs.       

For those who have existing programs such as the MMMP involved in this study, 

Redmond‘s (1990) target goals for averting minority student attrition as a focal point for 

program development is recommended.  The goals include the following four ideas: ―1) 

promote greater student, faculty, and administrator contact, communication, and 

understanding; 2) create a culturally valid psychosocial atmosphere; 3) intervene 

promptly when students have academic difficulties; and 4) encourage the use of college 

or university resources designed to aid students with nonacademic problems‖ (p. 192.   

           Success with mentoring ultimately depends upon the students involved becoming 

a part of the academic and social fabric of the institution. Although formal mentoring 

programs have shown signs of aiding in the success of African-American students, 
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community college leaders cannot limit their efforts to mentoring programs alone. They 

must also implement programs that encourage informal faculty-student interactions and 

other forms of informal mentoring for these students.  The programs should include a 

variety of factors that address both academic deficiencies and social and personal 

challenges African-American male student face in particular.  Mentoring cannot be one-

dimensional and should be part of a larger comprehensive academic support strategy that 

includes services like intensive tutoring, supplemental instruction, study halls, learning 

communities, and mandatory involvement in leadership programs and other clubs and 

organizations.  Research has demonstrated that students who participate in such programs 

are much more satisfied with their college experience than those who do not participate.  

(Fleming, 1984; Hughes, 1987; Lavant, Anderson, & Tiggs, 1997; Woolbright, 1989). 

This research is of particular importance to those who intend to develop mentoring 

programs intended to serve at-risk student populations.             

In conducting this study, the researcher also learned very well the importance of 

establishing the evaluation plan prior to formal mentoring program development.  A well 

thought out and carefully constructed program evaluation plan will enable developers to 

set measurable goals and objectives on which to build the program.  An example of this 

would be to set a goal for how many times a mentor would meet with his/her mentee, and 

a means for tracking that information so assessment could be done to determine if the 

number of contacts influenced or impacted student outcomes. Another example would be 

to establish and utilize satisfaction surveys that could be used during the course of the 

mentoring program to monitor the level of connection and satisfaction of participants 

with each other and the mentoring experience.  There are many other examples such as 
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these that should be carefully considered prior to developing a formal mentoring program 

so the program is managed in the most effective and impactful manner.     

Lastly, Carmin (1998) urges program designers who will be involved in the work 

of actually building and managing formal mentoring programs to work closely with 

affiliate researchers who can assist with research and assessment as the program evolves 

to ensure that a sound evaluative system is in place to monitor program effectiveness and 

progress.  Specifically, the author recommends demographic questionnaires, specimen 

records of interactions, path analysis, and covariance structure analysis to combat the 

methodological pitfalls most program evaluators face when attempting to quantify and 

report on program effectiveness.    She further explains why it is necessary to work 

closely with an affiliate researcher pointing out that ―choosing a methodology for 

assessing mentoring is complicated not only by the definitional varieties, but by the data 

collection relying primarily on ex post facto designs such as self-report and interviews, 

small sample size, data contaminated by subject response style and memory distortions, 

and idiosyncratic instrumentation for measuring results‖ (p. 10).  

Future Research 

Much of the research on the impact of mentoring in education has been criticized for 

its lack of consistent definitions, poorly constructed and executed research methods, and 

the overall lack of identification of the mentoring functions that are most important to 

academic success for students (Crisp & Cruz, 2008).  This study could be subject to such 

criticism; however, this research can serve as a valuable contribution to existing literature 

on mentoring.  In addition, there is a need for further research in the following areas:   



122 

 

1. An examination of additional variables such as:  number of contacts made 

between mentor and mentee, length of meetings, type of meeting (e.g. phone, 

email, face-to-face), and racial, generational, and like interest between mentor and 

mentee, would have served to provide a deeper understanding into the variables 

that have the highest impact on the success of a mentoring relationship.   

2. It should be noted that perception data collected from the surveys were only 

received from those willing to provide feedback on their experiences at the 

college, approximately 19 percent of the total remedial African-American male 

student population from fall 2009 to spring 2011.  Additional research is 

necessary to further examine the perceptions and experiences of the other 81 

percent of African-American males who test into developmental courses at 

predominantly White community colleges to gain a better understanding into the 

role mentoring plays in helping them overcome potential feelings of isolation, 

acculturative stress, and disconnectedness.  A modified version of the survey, 

focus groups and individual interviews could begin to create tangible evidence on 

the usefulness of mentoring for these students.    Therefore, to fully understand 

the experience of those involved in this study, additional research of the survey 

non-completers is required. 

3. The variation in responses provides a glimpse into the varying perspectives White 

and Non-White mentors have regarding how race is perceived and experienced at 

the college. The small number of responses, and limited context, points to the 

need for further research in this area.   
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4. It would be useful to examine the success rates of African-American male 

students who test into remedial courses compared to African-American male 

students who test into college-level courses to determine the impact that testing 

into remedial courses has on the academic success rates, persistence and 

satisfaction of these students.  It may be determined that college-level placement, 

and/or acceleration through the developmental sequence may be as much of a, or 

a greater, factor on success as mentoring.   

5. Lastly, this study examined the impact of mentoring over a two year, three 

semester period.  The persistence data indicated that when the program began in 

fall 2009, MMMP students had higher persistence rates compared to non-MMMP 

students, but when disaggregating the cohorts by year, the researcher found that 

there was no significant difference between the enrolling fall 2010 MMMP and 

non-MMMP cohorts.  Therefore, to better understand the long-term impact of 

mentoring on African-American male students who test into remedial courses at 

predominantly White colleges, a longitudinal study is warranted.  A study that 

would last five years would be appropriate as the literature suggests that 

mentoring programs needs five years to fully mature and to reveal its full impact 

(Stromei, 2000).  This would also provide additional data on transfer and degree 

completion rates which serve as additional key performance indicators of student 

success and goal attainment. 
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Closing Remarks  

The following quote has a very profound meaning for all who are committed to 

helping the next generation of learners (of all backgrounds) who enroll at our institutions 

of higher education, especially those who work and teach in community colleges.  The 

quote is from Samuel Betance‘s (2004) book How to Become an Outstanding Educator of 

Hispanic and African American First-Generation College Students.  Betance‘s thoughts 

underline the ongoing need for mentoring and poignantly describe the present and future 

state of higher education and the responsibility we have to meet the relatively new 

challenges and opportunities that await us:  

―For the first time in the history of colleges and universities, 

educators have to do what no previous generation of their peers had ever 

done before: educate learners who are members of the dominant society 

along with those who are not; educate those who view the institutions of 

the greater society as their friend, along with those who do not; educate 

those intelligent students who come with a middle-class college-learning 

framework and whose journey is enhanced by developed 

competencies… along with those equally intelligent students who do not 

have those skills; educate those who are blessed with a vast network of 

supporters who provide resources to help them … along with those who 

are not blessed with such support; educate those who come from well-

to-do backgrounds and those who do not; educate those for whom 

completing post-secondary, higher educational requirements, and 

earning degrees form part of their rich family history, along with those 

for whom it does not; educate those whose cultural 

heritage/interest/racial group identity are positively affirmed in our 

racially stratified society, along with those whose are not; and educate 

those who are white, and those who are not‖ (p. 44). 
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 The conclusions and relationship to the literature section of this chapter illustrate 

how the major findings from this study dovetail and support prior studies on the impact 

of mentoring in higher education.  Results from this study indicate that mentoring does 

have a positive impact on the academic success and persistence of African-American 

males who test into remedial courses at a predominantly White community college.  The 

results also indicate that mentoring positively influences mentors‘ perceptions of African-

American male students.  The research provides useful data for administrators and faculty 

interested in, or considering, mentoring programs for their at-risk cohorts of students.  It 

would be wise to review the implications for practice and future research sections of this 

chapter carefully, and invest time examining other mentoring studies before starting 

implementation of a mentoring program.  However, the dire situation facing African-

American male students serves as a call to swift and decisive action for those who have 

the ability to effect change on college and university campuses throughout this country.      
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Appendix A.  Median Earning by Degree Attainment Graph from the U.S. Census  
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Appendix  B  Survey of Campus Climate and Student Engagement Perceptions of   

African-American Male Students Who Test Into Remedial Courses at 

a Predominantly White Community College  
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Appendix  B  Survey of Campus Climate and Student Engagement Perceptions of   

African-American Male Students Who Test Into Remedial Courses at 

a Predominantly White Community College (continued) 
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Appendix  B  Survey of Campus Climate and Student Engagement Perceptions of   

African-American Male Students Who Test Into Remedial Courses at 

a Predominantly White Community College (continued) 
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Appendix  C    Survey of the Impact of Mentoring on Mentors Perceptions of 

African American Male Students Who Test Into Remedial Courses  
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Appendix  C    Survey of the Impact of Mentoring on Mentors Perceptions of 

African American Male Students Who Test Into Remedial Courses  

   (Continued) 
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Appendix D     Supportive Work Relationship Arranged Hierarchically In Terms of  

  Primary Intent and Level of Involvement 

    

 

 
Taken from Mertz, N. (2004) What’s Mentoring, Anyway? p. 551 

 


