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ABSTRACT

SAVING OUR SONS: AN EXAMINATION OF A SINGLE-GENDER
ELEMENTARY SCHOOL FOR BLACK MALES IN
NEW YORK CITY

Marvin Louis Robinson III
This qualitative single-case study was conducted to ascertain the effective factors
necessary to successfully launch a single-gender elementary school for Black males in an
urban setting. This analysis examines effective pedagogical practices and successful
elementary-aged models that address the social emotional and academic needs of Black
males within New York City. Two research questions guided the framework of this
study: (a) in single-gender elementary schools for Black males, what factors contribute to
their academic and social-emotional growth and development? and (b) In what ways do
school design, context, and leadership practice inform the academic and social-emotional
growth and development of students of single-gender schools for Black males?
Qualitative research methodology was used for this study. Data collection
through field observations and elite individual interviews included the participation of
key stakeholders including administrators and educators. The findings, data analysis, and
evaluation of the site visit served as a blueprint to highlight the components necessary to
accelerate the achievement of Black males.
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Chapter I
INTRODUCTION

According to Lewis et al. (2010), Black male achievement is, on average, far
below that of White boys. Lewis (2010) further asserts that only 12% of Black fourthgrade boys are proficient in reading, compared to 38% of White boys. Additionally, only
12% of Black eighth-grade boys are proficient in math, compared to 44% of White boys
(Lewis et al., 2010). By fourth grade, Black male students may be three full years behind
their peers (Lewis et al., 2010). This is a national crisis that deeply impacts how many
young men of color will ultimately choose the schoolhouse or the jailhouse. Spencer
Holland, a Washington, D.C.-based educational psychologist, noted:
Some teachers are likely to resent a student who doesn’t seem able to sit still
and cooperate, a troubled relationship can easily develop; the child might be
perceived as a troublemaker or a slow learner, for instance. By fourth grade, this
child may have already given up on school, especially if he hasn’t yet learned to
read…. Most fourth-grade teachers approach their curriculum based on the
assumption that their class is full of readers. So, if a child isn’t literate by then,
the new teacher isn’t going to go back and teach him how to read, because she’s
hamstrung by her own curriculum. (Fremon & Hamilton, 1997)
Despite the presence of numerous all-male middle and secondary education
schools within the United States (e.g., Urban Prep, Chicago, IL; Empowering Males High
School, Washington, D.C.; KIPP Polaris Academy for Boys, Houston, TX; Eagle
Academy for Young Men, New York, NY), few all-male public elementary schools are
available for males of color. It is the thesis of this study that more single-gendered
elementary schools (in conjunction with single-gendered high schools) are necessary to
further narrow the opportunity gap among male students of color.
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The State of Black Males in New York City/New York State
In 2012, under the broad-based efforts of the Young Men’s Initiative, an initiative
founded under the leadership of former mayor Michael Bloomberg, New York City
launched the Expanded Success Initiative (ESI), a program to improve college readiness
and career outcomes for Black males. NYU’s Research Alliance group was chosen to
evaluate ESI, which is now providing assistance to 40 city high schools to help improve
college and career readiness among Black male students. Dr. Adriana Villavicencio, coauthor of Moving the Needle Exploring Key Levers to Boost College Readiness Among
Black and Latino Males in New York City noted, “The study was undertaken to help New
York City educators, city officials, philanthropists and others better understand the
educational challenges that lie ahead nearly two years after the launch of Mayor Michael
Bloomberg’s ‘Young Men’s Initiative’ to address “the broad disparities slowing the
advancement of Black young men” (Roach, 2013).
On a statewide level many contributions have been made in conjunction with
President Obama’s My Brother’s Keeper initiative. The Initiative, launched in 2014 by
President Obama, is built on the following six pillars: all children should have a healthy
start and enter school ready—cognitively, physically, socially, and emotionally; all
children should be reading at grade level by age 8—the age at which reading to learn
becomes essential; all youth should receive a quality high school education and graduate
with the skills and tools needed to advance to postsecondary education or training; every
American should have the option to attend postsecondary education and receive the
education and training needed for the quality jobs of today and tomorrow; anyone who
wants a job should be able to get a job that allows them to support themselves and their
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families and all youth and young adults should be safe from violent crime; and
individuals who are confined should receive the education, training, and treatment they
need for a second chance (Obama, 2014).
In December 2015, the state Board of Regents unanimously approved the
recommendations made by the Blue Ribbon Committee and Workgroup to Improve
Outcomes for Boys and Young Men of Color and pledged to recommend $50 million in
spending to coordinate a statewide version of the Initiative. The state funding, if
approved by the Legislature and Governor Cuomo, would provide such a mechanism by
building a new Office of Family and Community Engagement, expanding career and
technical education programs, expanding and developing exemplary school models and
practices, enlarging the Teacher Opportunity Corp, supporting school professional
development programs, and providing additional incentives to local school districts.
Those efforts would be targeted to combat systemic problems that currently leave Black
males boys in the state more than twice as likely to drop out of high school as Whites
(Livingston, 2015).
The New York State Regents vote came after Professor Yolanda Sealey-Ruiz and
other panel members, such as Eagle Academy founder David C. Banks, presented their
recommendations to the full board. Sealey-Ruiz focused specifically on the need for
better teacher education and professional development to help teachers working with
students of color, and the need for increased recruitment of African American males—
who currently comprise less than 2% of the nation’s teaching force into the teaching
profession (Livingston, 2015). Additionally, the Regents established the Workgroup in
May 2015 to identify priorities for the state that are in alignment with the goals of My
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Brother’s Keeper, including examining the educational challenges and opportunities
faced by boys and young men of color, and recommend strategies addressing those
challenges and identifying ways to expand opportunities for their success (Livingston,
2015).
Charter Schools in New York City
Charter schools became part of New York State's public education offerings with
the enactment of the New York State Charter Schools Act of 1998. Three groups
authorize charter schools in New York: New York City Department of Education (DOE),
New York State Department of Education (NYSED), and The State University of New
York Charter Schools Institute (SUNY) (New York City Charter Schools Center,
NYCCSC, n.d.). Charter schools are independent public schools founded by not-forprofit Boards of Trustees. They operate under a contract (or “charter”) of up to five
years. Any student eligible for admission to a New York City public school is eligible
for admission to a public charter school. Many charter schools have unique educational
approaches that may include longer school days, a longer school year, or thematic
programs (NYCCSC, n.d.).
Charter schools are part of the New York City Department of Education’s strategy
for providing families with an increased number of high-quality school options in NYC.
Charter schools have a range of academic and staffing models, missions, goals, and
policies. Individual charter schools provide information about schedules, grading and
promotion criteria, open house dates, and the names of staff and the Board of Trustees
members (NYCCSC, n.d.). Currently, there are 227 charters in New York City, serving a
total of 114,000 students (NYCCSC, n.d.).
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Charter Schools in the United States
Table 1.1 is a representation of all of the all-male charter schools in the United
States. The table illustrates the growing phenomenon of single-gender schools in our
nation. Only ¼ of the schools are elementary which means that 75% of single-gender
schools for males start at the 6th grade level and extend to high school. I am a firm
advocate that more primary/elementary schools are needed to provide a holistic
educational experience for Black males in order to narrow the opportunity gap and equip
them with the quantifiable skills necessary to flourish in college and their careers.
Table 1.1
All-Boy Public Schools Identified Between 2011-2014, Organized by State
City

State

All-Boy School
Name

1.   Wilmington

DE

Prestige Academy

289

98%Black

2.   Miami

FL

Young Men's
Preparatory
Academy

143

100% Black

H

3.   Opa-Locka

FL

45

93% Black

E

4.   Tampa

FL

Richard Allen
Charter Leadership
Academy
Franklin Middle
Magnet School

283

M

5.   Atlanta

GA

557

42%Black, 26%
White, 24%
Hispanic
100% Black

6.   Atlanta

GA

209

100% Black

H

7.   Atlanta

GA

153

100% Black

M/H

8.   Atlanta

GA

254

100%
Black

The Best Academy
at Benjamin S.
Carson
The Best Academy
at Benjamin S.
Carson
Fulton Leadership
Academy
Ivy Preparatory
Young Men’s
Leadership
Academy

Total
Enrollment

Race

Elementary/
Middle/High
(E/M/H)
M

M

H
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City

State

All-Boy School
Name

Total
Enrollment

Race

9.   Chicago

IL

Urban Prep
Academy-E.
Garfield High
School

351

100% Black

Elementary/
Middle/High
(E/M/H)
H

10.   Chicago

IL

264

91% Black

H

11.   Gary

IN

220

84% Black

E

12.   Louisville

KY

759

LA

427

43% Black,
38% White
99%Black

M

13.   New Orleans

M/H

14.   Detroit

MI

192

99%Black

M/H

15.   Minneapolis
16.   Meridian

MN
MS

Urban Prep
Academy-E.
Garfield High
School
Dr. Bernard C
Watson Academy
for Boys
Frederick Law
Olmsted Academy
Miller-McCoy
Academy
Douglass Academy
for Young Men
BEST Academy
Magnolia Grove
School

444
175

E
M/H

17.   Greensboro

NC

116

18.   Albany

NY

268

98% Black

E

19.   Brooklyn

NY

498

95% Black

E/M

20.   Albany

NY

Middle College at
N.C. A & T
Brighter Choice
Charter School for
Boys
Excellence Boys
Charter School
Green Tech High

No Info.
56% White,
43% African
American
No info.

312

93% Black

H

21.   Rochester

NY

303

90% Black

M

22.   Albany

NY

112

98% Black

M

23.   Bronx

NY

552

98% Black

M/H

24.   Brooklyn

NY

336

88% Black

M/H

25.   Harlem

NY

University Prep
Charter School for
Young Men
Brighter Choice
Charter School for
Boys
Eagle Academy for
Young Men
Eagle Academy for
Young Men
Eagle Academy for
Young Men

274

M/H

26.   Bronx

NY

Eagle Academy for
Young Men

526

70.8% Black,
24.8%
Hispanic, 1.1%
White; 3.3%
Other
57.0% Black;
39.4%Hispanic
1.0% Asian,
$2.3% Other
and 0.4% White

M/H
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City

State

All-Boy School
Name

Total
Enrollment

Race

27.   Staten Island

NY

Eagle Academy for
Young Men

192

28.   Newark

NJ

155

29.   Brooklyn

NY

30.   Cleveland
31.   Cleveland

OH
OH

32.   Cleveland

OH

33.   Columbus

OH

34.   Dayton

OH

35.   Toledo

OH

36.   Toledo

OH

37.   Youngstown

OH

38.   Philadelphia

PA

39.   Memphis

TN

40.   Houston

TX

41.   San Antonio
42.   Dallas

TX
TX

43.   Houston

TX

44.   Washington

DC

45.   Washington

DC

Eagle Academy for
Young Men
Imagine Me
Leadership Charter
School
Ginn Academy
Valley View Boys
Leadership
Academy
Kenneth W.
Clement Boys
Leadership
Academy
Columbus City
Prep
Dayton Boys Prep
Academy
Lincoln Academy
for Boys
MLK Academy for
Boys
Alpha: School of
Excellence for
Boys
Boys Latin of
Philadelphia
City University
Boys Prep
KIPP Polaris
Academy for Boys
BCFS-Harlingen
Barack Obama
Leadership
Academy
Young Men’s
College Prep
Academy
North Star
Academy
Ron Brown
College Prep High
School

51.0% Black,
31.3%
Hispanic; 7.8%
White, Asian
7.8%, 2.1%
Other
No info.

No Info.

91% Black

No Info.
No Info.

No Info.
No Info.

Elementary/
Middle/High
(E/M/H)
M

M/H
E
H
E/M

198

98% Black

E

No Info.

84% Black

M

401

85% Black

E/M

136

98% Black

E

No Info.

91% Black

E

196

82% Black; 6%
Hispanic

M

475

98%Black

H

109

99% Black

M

182

72.7% Black

M

251
172

100% Hispanic
55% Hispanic;
42 % Black

150

54.1% Black

No info.
105

E/M/H
H
M/H

No info.

E

96% Black, 3%
Latino, 1%
Other

H

Note. Retrieved from Feminist Majority Foundation website:
http://www.feminist.org/education/pdfs/List4.pdf. Several schools have been added since
2014 to make this an updated list
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Purpose of the Study
The purpose of this study was to explore what factors in single-gender elementary
schools for Black males contribute to their academic and social-emotional growth and
development. Factors reviewed included leadership practice and its implications for the
academic and social-emotional growth and development of this population. The
secondary purpose of this study was to explore the factors and context contributing to the
academic and social-emotional growth and development of Black males in single-gender
elementary schools.
I was motivated to collect data from a single-gendered elementary school that
serves as an educational option to young boys of color and their families from low
socioeconomic status. The cooperation and willingness of administrators and teachers to
provide their insight regarding school design and the factors that positively contribute to
an academic environment of resilience for Black males served as the impetus behind this
qualitative case study. Additionally, a thorough analysis of data collection and
documentation of the necessary components of a successful school for young boys of
color assisted in helping other educational leaders launch and develop elementary schools
of academic resiliency.
Research Questions
The purpose of this study was to explore what factors in single-gender elementary
schools for Black males contribute to their academic and social-emotional growth and
development. The following research questions guided the research:
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1.   In single-gender elementary schools for Black males, what factors contribute
to their academic and social-emotional growth and development?
2.   In what ways do school design, context, and leadership practice inform the
academic and social-emotional growth and development of students of singlegender schools for Black males?
Conceptual Framework
Figure 1.1 denotes a framework that includes school leadership, school culture,
and school curriculum that create an effective schooling experience for Black males. The
hypothesis that was attempted to be proven is as follows: If culturally responsive school
leadership, a positive school culture (e.g., a restorative justice approach as opposed to a
punitive approach to discipline) and culturally relevant curriculum and instruction
(independent variables) are implemented to establish and maintain schools of resilience
for Black males (dependent variable), then high school graduation rates will increase,
more young males of color will apply to and attend college and the school-to-prison
nexus will be substantially impacted in a positive manner.
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Figure 1.1. Conceptual framework for designing elementary, single-gender resilient
schools for Black males

Methodology
I used a qualitative case study methodology to gather the empirical data necessary
to analyze and evaluate the effective factors of an urban, single-gender school for young
males of color that accelerate the academic achievement of this population. Specifically,
the case study considered the part played by school leadership in influencing such factors.
The case study examined a high-performing elementary charter school in Brooklyn, NY
specifically for Black males. I completed data collection using interviews and
observations.
Additionally, I identified which factors in single-gender elementary schools
contribute to the academic and social-emotional growth and development of Black males.
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Factors such as positive school climate, culturally responsive school leadership, and
culturally relevant curriculum and instruction played an integral part in designing an
effective school to meet the demand and needs of Black males in an urban community. I
conducted seven elite interviews and three classroom observations to help identify how
these factors shape and influence the school environment for a single-gender school for
Black males from low socioeconomic status. The single-gender school selected is a part
of a charter management organization and has existed for over a decade and has recently
added a sister school which is dedicated to educating young females of color.
Limitations
The qualitative case study was comprised of an examination of a single-gender
school located in an urban district in New York City. The school studied was not
intended to reflect all schools in all regions that serve Black males. Additionally, school
size, socio-economic status, and differences in fiscal resources made it inappropriate to
generalize results, findings, and conclusions in comparison to schools in other regional
areas.
Yin (2013) asserts that as researchers, we bring a certain bias to the data
collection process. This would suggest that the researcher could be a potential limitation.
To address this, my potential biases and assumptions were documented in Appendix A.
Significance of the Study
Since its inception, standards initiated by the Coalition of Schools Educating Boys
of Color (COSEBOC, n.d.) have served as a framework to support and empower school
leaders and educators. Critical topics such as the Common Core, STEM, family
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involvement, gifted and talented students, and early childhood education are represented
in greater detail in a culturally responsive format across the COSEBOC Standards
(COSEBOC, n.d.).
Core areas addressed in the Standards also serve as the criteria for effective
single-gender schools for males of color fall into seven domains: (a) assessment—the set
of protocols used to ascertain the academic and behavioral level of youth; (b) parent/
family/community partnerships—the external support system surrounding youth that
operates to provide, protect, and nurture academic, social, emotional, moral, and physical
development; (c) curriculum and instruction—the scope and sequence, materials, and
developmentally appropriate pedagogical strategies used by practitioners; (d) school
environment and climate—the social atmosphere of a setting or learning environment in
which students have different experiences, depending upon the protocols set up by the
teachers and administrators; (e) school leadership—the process of enlisting and guiding
the talents and energies of teachers, pupils, and parents toward achieving common
educational aims; (f) school counseling—counselor or educator who works in the school
environment to provide academic, career, college readiness, and personal/social
competencies to all students through advocacy, leadership, systemic change, and teaming
and collaborating with other stakeholders as part of a comprehensive developmental
school counseling program; and (g) school organization—the social and/or structural
arrangement of an educational institution that includes (but may or may not be limited to)
course schedule, leadership structure, staffing arrangements, etc. (COSEBOC, n.d.).
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Definition of Terms
•   Academic buoyancy. Students’ capacity to overcome the setbacks,
challenges, and difficulties identified as a part of everyday academic life
(Fergus et al., 2014).
•   Academic resiliency. Students’ capacity to overcome acute and/or chronic
adversity; that is, adversity seen as a major threat to a student’s educational
development (Fergus et al., 2014).
•   Black male achievement. The educational, social, psychological, and
emotional well-being of Black males (The Schott Foundation for Public
Education, 2015).
•   Black males. Males whose ancestry originated in Africa who consist of
African Americans, Caribbeans, and Africans (Noguera, 2003).
•   Culturally relevant pedagogy. Teaching grounded in cultural competence;
skill at teaching in a cross-cultural or multicultural setting (Ladson-Billings,
1994).
•   Culturally responsive school leadership. Derived from the concept of
culturally responsive pedagogy, involves school-based leaders that promote a
climate that makes the whole school welcoming, inclusive, and accepting of
minoritized students (Khalifa, Gooden, & Davis, 2016).
•   Restorative justice. Restorative justice is a philosophy based on a set of
principles that guide a response to conflict and harm. These principles are
based on practices that have been used for centuries in indigenous cultures and
religious groups (Ashley & Burke, 2009).
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•   School Culture. The term school culture generally refers to the beliefs,
perceptions, relationships, attitudes, and written and unwritten rules that shape
and influence every aspect of how a school functions, but the term also
encompasses more concrete issues such as the physical and emotional safety
of students, the orderliness of classrooms and public spaces, or the degree to
which a school embraces and celebrates racial, ethnic, linguistic, or cultural
diversity (The Glossary of Education Reform, n.d.).
•   Single-gender education. Single-sex education, also known as single-gender
education, is the practice of conducting education where male and female
students attend separate classes or are educated in separate buildings or
schools. This was a common practice before the 19th century, particularly in
secondary and higher education (Morin, 2015).
Conclusion
In this chapter, I laid the foundation of this study and all that it entailed. This
included but was not limited to the methodology, limitations, conceptual framework,
definition of terms, and the significance of the study.
In the next chapter, I present the literature review, which focused on research that
has been conducted by various scholars within the field of education leadership.
Specifically, I concentrate on establishing what authors have said about single gender
schooling and how it impacts the educational experience of Black males from urban
communities.
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Chapter II
REVIEW OF THE LITERATURE

From early childhood through to postsecondary education, Black males are
subject to factors such as race, class, language, geography, neighborhood, sexual
orientation, and academic ability, areas that also affect the provision of education in
single-gender schools. Single-gender schooling refers to education in environments that
admit only males or only females. This phenomenon is different from a coeducational
school that adopts single-gender classes, that is, having separate classes for males and
females in the same school (Lee, 2007).
While primarily found at the middle and secondary education level, single-gender
schools can also be found at the elementary and postsecondary level. Whether singlegender schooling is beneficial has been the subject of many education policy debates and
engages many critical elements: gender-relevant pedagogy (Bristol, 2015); single-gender
education as a viable educational option (Mael, Smith, Alonso, Rogers, & Gibson, 2004);
factors leading to academic underachievement (Bali & Alvarez, 2004); cultural
awareness/competency for school leaders (Villegas & Irvine, 2010); and culturally
relevant pedagogy that supports the learning of Black males (Noguera, 2003).
Historical Background
Although single-gender education had been an accepted educational concept since
colonial times (Hastings, Karas, Winsler, Way, Madigan, & Tyler, 2009), modern-day
disagreement culminated in a dramatic shift in 1972 when President Nixon signed Title
IX into law. Title IX stipulated that individuals should not suffer any form of exclusion
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on the basis of sex in matters of education and mandated that this policy be adhered to by
schools that receive federal funding (Stevenson, 2010). This policy, designed to do away
with discrimination in any education program, has since undergone some significant
amendments, primarily designed to allow for single-gender education in some instances.
In 2008, The Department of Education implemented regulations that offered to guide the
management of single-gender schools. This new policy was included as a provision in
the No Child Left Behind Act (NCLB), a provision intended by its authors to legalize
single-gender education in public schools (U.S. Department of Education, 2017).
The NCLB regulations allow coeducational elementary and secondary public
schools to offer single-gender classrooms, provided the schools provided a clear rationale
on how a single-gender class in that subject would benefit students. The NCLB policy
also required that the schools provide a coeducational class in the same subject at a
geographically accessible location. The class location could be at the same school or,
depending upon prevailing circumstances, it could be offered at a different school
provided the class location was geographically accessible (U.S. Department of Education,
2017). The policy also required schools offering single-gender classes to carry out a
biannual review to determine if the classes addressed the inequity that existed in the
initial stages.
The new NCLB regulations also cleared away the confusion surrounding the legal
status of single-gender schools. The new policy directive provided some incentive for
public school districts to offer single-gender schools rather than single-gender classes
within coeducation schools. A school district may offer a single-gender high school for
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girls without having to offer a single-gender high school for boys (U.S. Department of
Education, 2017).
They are also required to see to it that single-gender schools offer “substantially
equal” courses to ensure that the students were not disadvantaged in their learning
process compared to their peers in coeducation schools (Jorgensen & Hoffmann, 2003).
Finally, the NCLB regulations exempted charter schools from all three of the public
school requirements: they do not have to rationalize the decision to establish singlegender classes, they do not have to offer comparable coeducation classes or schools, and
they do not have to do a periodic follow-up to justify their single-gender format.
On December 10, 2015, following the NCLB Act, President Obama signed into
law the Every Student Succeeds Act (ESSA). ESSA was a bipartisan measure to
reauthorize the 50-year-old Elementary and Secondary Education Act (ESEA), the
nation’s national education law and longstanding commitment to equal opportunity for all
students. ESSA builds on key areas of progress made possible by the efforts of
educators, communities, parents, and students across the country in recent years (U.S.
Department of Education, 2017).
Design of the COSEBOC Standards and Efficacy
In 2002, the Schott Foundation for Public Education, led by then-Executive
Director Rosa Smith, cast a spotlight on Black males as the canary in the coalmine of
public school education (COSEBOC, n.d.). The Schott Foundation planning processes
identified three elements required to build that movement: (a) focus on public policy, (b)
engage new and broaden existing community efforts, and (c) build public will for change
(The Schott Foundation for Public Education, 2012). Dr. Smith issued a call to build a
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movement committed to the goal of generating a positive future for Black and Latino
boys. Educators expressed the need for a national coalition to generate resources, engage
in research, and advocate for schools and educators whose focus is to support successful
academic achievement by Black and Latino boys (COSEBOC, n.d.) and in 2008, Ron
Walker founded COSEBOC (COSEBOC, n.d.). In response to Dr. Smith’s call, leading
educators came together in formal and informal discussions and gatherings to build an
academic strategy, discussions that reflected the urgency and passion of school leaders
for this work.
In 2009, in partnership with the Metropolitan Center for Urban Education at New
York University, COSEBOC, founded by executive director Ron Walker, developed the
first edition of the COSEBOC Standards and Promising Practices for Schools Educating
Boys of Color. The COSEBOC Standards were designed to strengthen and develop a
positive new narrative on behalf of boys and young men of color by providing an
educator-friendly set of guidelines to assist school districts and educational leaders who
passionately seek to build positive school and learning environments for all students and
in particular boys and young men of color (COSEBOC, n.d.).
According to COSEBOC (n.d.), documents, the original COSEBOC Standards
were vetted by superintendents, principals, educators and community based organization
leaders at the third Gathering of Leaders, hosted by Dillard University in New Orleans in
2008. This first iteration of COSEBOC Standards offered a framework to support and
empower school leaders and educators. Initially focused on middle and secondary
education, the COSEBOC Standards were revised in 2012 in a second iteration to include
more criteria relevant to early learning (COSEBOC, n.d.). In the third iteration of the
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COSEBOC Standards, there is an enhanced menu of important topics, indicators, and
resources that reflect current and future realities. Critical topics such as the Common
Core, STEM, family involvement, gifted and talented students, and early childhood
education are represented in greater detail across the Core Areas of the Standards.
Developing Academic Resiliency at the Elementary Level
Several features of a school’s climate have a significant impact on the reduction
of the vulnerability of marginalized populations as it affects their academic outcomes
(Brooks, 2013). Educational outcomes for Black males are subject to multifaced social,
economic, and cultural issues that necessitate particular attention be given to the
development of academic resilience if these students are to succeed in their quest to gain
knowledge (Howard, 2010).
In a three-year survey administered by Fergus et al. (2014), it was shown that for
male students of color to develop resilience it is critical that the school climate and
culture include (a) a sense of belonging, (b) a feeling that the school environment is fair,
(c) that a multicultural perspective is present, and (d) a perception that there is a
community which presents a degree of safety in and outside of school.
While these factors help create a safe environment for the cognitive, social, and
emotional development of male students of color, their development of academic
resilience includes academic engagement such as behavioral, cognitive, and relational
engagement (Fergus et al., 2014). Appropriate qualities of curriculum and instruction
include the academic press, teacher expectations, peer support, parental expectations,
academic challenge, and college readiness. College readiness includes educational
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expectations, academic resilience, college pathway knowledge, and career aspirations
(Whitmire, 2010).
Researchers on the phenomena of academic resilience seem to narrow down their
definition to include academic success and persistence despite the challenges that a
student might face (Lee, 2007). Academic resilience is perceived as a dynamic process
through which individual students demonstrate positive adaptations in their behavior with
the aim of continuing with their education despite the existing adversity and trauma that
they may experience (Fergus et al., 2014). Different types of stressors, including
physical and social stressors, are responsible for hindering the ability of students to
develop in a healthy way that enables them to continue being productive members of the
community (Whitmire, 2010).
The development and maintenance of academic resilience among elementary
level learners is largely dependent on these factors: care and trust, peer influence and
brotherhood, and a sense of belonging in the school environment. Caring and trusting
relationships with adults have been used as a bonding tool for mitigating the self-esteem
issues that boys struggle with, particularly in gender, race, and ethnic identities and hence
determining the development of academic resilience (Fergus et al., 2014).
Several studies have also shown that positive peer support can be pivotal in
helping students navigate school environments and develop academic identities
conducive to school success (Midgley, Feldlaufer, & Eccles, 1989). Research has
established the importance of peer influences on student achievement and adolescent
development (Eccles, Wong, & Peck, 2006).
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Gender-Relevant Pedagogy and Single-Gender Education in New York City
Bristol (2015) discusses in his article “Teaching boys… Towards a theory of
gender-relevant pedagogy” that teachers lacked the pedagogical content knowledge
around curricula designed to engage boys. This fact was evident based on findings on
data collected from teachers in New York City Public Schools. Bristol then examines the
Young Men’s Initiative, a $129 million initiative that was launched in 2011 by New York
City Mayor Michael Bloomberg. One cornerstone of this initiative, the Expanded
Success Initiative (ESI), was its focus on improving education outcomes for Black and
Latino male students in the city public’s schools (Bristol, 2015).
The goal of ESI was twofold: The first involved increasing college and career
readiness for Black and Latino male students. The second was identifying promising
practices that could be replicated throughout the city and across the country (Bristol,
2015). As a result, researchers conducted a multilayered qualitative research design,
which included interviewing principals and teachers across 38 schools to evaluate ESI
(Bristol, 2015). One key finding was the importance and continued support around what
they termed “culturally relevant education” (CRE).
Gender-relevant pedagogy or GRP is a gendered curricular response to male
underachievement and disengagement in schools that lays out a theoretical framework for
examining some of the potential root influences for male academic underperformance in
schools, as well as providing teachers, both pre- and in-service, with practical tools to
facilitate learning for boys (Bristol, 2015). The notion of disengagement, that is boys
being less interested in learning and ultimately less engaged or less participatory in
classroom activities, has been a great concern to all stakeholders invested in the
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educational experience of children within the United States. The situation has led to boys
trailing girls academically and attending college less frequently as shown in the data from
the National Center for Education Statistics (n.d.) which indicates that for every 100
women who earn bachelor’s degrees, only 73 men earn one (Figure 2.1). As a result,
there are concerns among educational stakeholders regarding the need to establish
learning environments where the needs of boys can be at the center of the structure of the
school’s mission and vision with specific detail to the psychological, academic, social
and emotional needs of each male scholar.

Figure 2.1. Percentage of College Degree Attainment by Race and Gender per Year
(1960-2007). Adapted from the National Center for Education Statistics (n.d.)
According to Semrud-Clikeman (2012), when males enter American kindergarten
from age 5 to age 6, it has been determined that girls’ maturation process far exceeds that
of boys. Semrud-Clikeman further asserts that gender differences in maturation are
apparent on every level of analysis, from neurophysiological functions, including sensory
functions, to higher cognitive functions (language acquisition, reading skills, etc.).
Gurian (2001) discovered that boys tend to be deductive in their conceptualizations and
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also tend to engage in deductive reasoning more quickly than girls, which is why on
average they tend to score higher on tests such as Scholastic Aptitude Tests (SATs) and
the American College Testing (ACT). Additionally, one theory suggests that boys are
more physically restless than girls. Yet, even recess has been cut in some schools in the
push for better achievement test scores (Claiborne & Siegel, 2010).
The gap seen in the literature is rampant particularly concerning communities of
color and low-to-middle-income families (Reynolds, Sneva, & Beehler, 2010). The
maturity process tends to complicate learning issues related to Black male students in the
education process, where they have to deal with different issues culturally associated with
a specific age that could result in the slowed learning processes.
Gender-Relevant Pedagogy at the Elementary Level
Bristol (2015) contends that in order for teachers to enact a pedagogy that is
gender relevant, they must first begin to understand the complexities around gender. For
example, teachers should become cognizant of how their gendered responses to boys’
performance of masculinity (Reichert and Nelson 2012) are related to a socialized
worldview that perceives boys to be rule breakers rather than rule abiders (Dobbs,
Arnold, and Doctoroff, 2004). It is suggested that teachers-all teachers-should
understand how the hyper-masculinized environs, coupled with teacher bias, can
negatively influence male achievement (Bristol, 2015, p.9). Furthermore, he emphasizes
that teachers, once they uncover their biases and how this influences boys’ learning, they
are also faced with the reality that some of the texts that might be of greatest interest to
boys might very well be the same texts that are often banned from schools (Boltz, 2007).
Captain Underpants, a graphic novel about the exploits of two elementary school boys
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who hypnotize their cruel principal into becoming a superhero who flies around in his
underpants, was the most banned novel in both 2012 and 2013 (Bristol, 2015).
Bristol (2015) asserts that a pedagogy that is gender relevant for pre-school to
early elementary boys during a reading block should include picture books with
archetypes that provide boys with an understanding of how to make sense of the world in
which they live (Ontario Ministry of Education, 2004; Zambo, 2007). It is also
important to note that as boys move through the elementary years their reading interests
begin to extend to books that appeal to their visual interests (e.g. graphic novels) are in a
series (e.g. trading cards), as well as to genres such as horrors or action (Sem, 2012).
Bristol (2015) recommends that gender-relevant pedagogy consist of experiential
learning as practitioners continually suggest the various ways in which boys’ engagement
and learning increase when they have an opportunity to explore their learning in a real
world context (Reichert and Hawley, 2010). Furthermore, as teachers expand the types
of books students, particularly boys, are allowed to read in schools and include
experiential learning opportunities, they will have created conditions that can increase
engagement and learning which activates GRP (Bristol, 2015).
School Culture and Its Affect on Elementary Aged Black Males
Sax (2017) noted that several factors negatively impact the decline in academic
achievement concerning males of color. Most importantly, Sax attributes this decline to
the profound changes in the way children are educated that have had the unintended
consequence of turning many boys off school. He also notes prescription drugs such as
Ritalin and Adderall are a significant cause of irreversible damage (Sax, 2017).
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Environmental factors such as environmental estrogens from plastic bottles and food
sources may be lowering boys’ testosterone levels, making their bones more brittle and
throwing their endocrine systems out of control (Sax, 2017). Given this observation it is
even more critical that boys of color have a positive school culture to thrive in.
The percentage of elementary aged Black males who manage to perform well in
school has been consistently lower than 50% of the entire population in this group
(Stevenson, 2010). This elementary age performance level mirrors the graduation rates
for the students in all levels of the academic process, said to be about 59% for Black
males (Brooks, 2013). The poor performance of Black males has severe ramifications to
their lives, leading to a poor learning foundation, thereby making it difficult for them to
sustain their learning process and eventually contributing to their dropping out of school
(Lee, 2007).
The learners from elementary level schools that are likely to fail tend to share
common characteristics, aside from being members of a minority group. For example,
Black males in elementary schools tend to have similar achievement patterns in most
subjects (Hubbard & Datnow, 2005). Consequently, they tend to have lower than
average scores in mathematics and, in most cases, their scores do not meet the state
standard levels. Individuals who end up not meeting standards or expectations set forth
by schools or institutions of learning also demonstrate a misunderstanding of concepts
taught in science subjects, which further complicates their performance in school
(Stevenson, 2010).
Male students from the Black community tend to fail at least one core course in
their elementary education experience and there is an overall tendency for male students
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from Black communities to show a decline in performance (Hubbard & Datnow, 2005).
There is also a higher likelihood that students of Black male origin will want to emulate
the behavior of their peers by dropping out of school (Lee, 2007). This behavior can be
attributed to the demoralization that occurs once the students register fails in the early
formative years of their education journey (Stevenson, 2010). For example, if learners
assume that they are unable to work hard and perform, they can perceive themselves as
having lower abilities compared to their peers.
Table 2.1 demonstrates one aspect of learner-centered leadership is cultural
competence, which is defined as the knowledge, behaviors, dispositions, and policies in a
system, organization, or individual to interact effectively with other cultural groups.
Lindsey, Roberts, and Campbell-Jones (2005) called for school leaders to develop
cultural competence to successfully educate all students in a way that adds to, rather than
subtracts from, cultural identity. These school leaders are likely to support teachers in
recognizing a culturally diverse classroom as an opportunity to access the students’ funds
of knowledge (Gonzalez, Andrade, Civil, & Moll 2001), rather than a disadvantage to
student learning and achievement (Growe, Schmersahl, Perry, & Henry, 2002).
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Table 2.1
Culturally Competent Leadership
Banks (2004)

Bennett (1993, 2004)

Slater et al. (2005)

Cultural Psychology
Captivity Internalize
negative stereotypes

Mason (1995)
Cultural
Destructiveness
Dehumanizes or subhumanizes

Ethnocentric Lacking
acceptance of cultural
diversity and
intolerance for outgroups
Cultural Encapsulation
One’s culture is
superior to others; limits
participation to their
cultural group

Denial Reality of other
cultures not perceived

Intra-Cultural Little
knowledge or awareness
of other cultures

Defense Other cultures
denigrated

One-Way Cross-cultural
Look down on others,
and impose one cultural
point of view

Minimization One’s
own culture viewed as
universal

Cultural Incapacity
Takes paternal posture
toward “lesser” races;
system may lack the
capacity to assist
different cultures of
individuals or
communities
Cultural Blindness
Believes helping
approaches used by
dominant culture are
universally acceptable
and applicable; function
as if the culture makes
no difference and all the
people are the same
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Banks (2004)

Bennett (1993, 2004)

Slater et al. (2005)

Mason (1995)

Cultural Identity
Clarification: positive
attitudes toward their
own cultural group

Ethno relative
Acceptance

Cultural PreCompetence

Biculturalism can
function in two cultures

Adaptation: able to shift
in and out of viewpoints

Two-Way Crosscultural Conscious of
intercultural dynamics
and understand other
cultures

Basic Cultural
Competence:
acceptance and respect
for differences

Globalism and Global
Competency Primary:
commitment to justice,
not to any particular
group

Integration Experience
of self expands to
include the worldviews
of other cultures

Meta-cultural creates
new knowledge; a
global perspective that
transforms how
researchers view their
work

Advanced Cultural
Competence: adds to
knowledge base by
doing research;
developing new
approaches based on
culture

Note. Adapted from “Culturally Competent School Leaders: The Individual and the
System” (p. 52) by N. Hansuvadha and C. L. Slater (2012) in The Educational Forum,
76(2), 174-189.

Student Attendance
Brooks (2012) indicates that there is a strong correlation between poor
performance and school attendance. Kafele (2009) asserts that it has been shown that the
performance of Black males can be assessed using the attendance rates in elementary
school. When compared to males from the other groups at the elementary level, Black
males tend to have the lowest attendance rates, ranging from 80% to 94% (Kafele, 2009,
p. 57).
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Students’ continued truancy has a negative impact on academic performance as it
distracts students from the learning process. The added distractions associated with the
many socioeconomic factors as well as individual factors among Black males living in
poverty compounds poor academic learning conditions. For example, Howard (2010)
found that students who failed to attend classes when they were sick because lack of
money to pay for required medical attention, tended to have dismal academic
performance. Other instances, such as natural calamities, may also disproportionately
interfere with the attendance of these members of Black males’ communities and
complicate their ability to perform well academically.
When students lag behind in learning, they are often unable to catch up with their
peers (Brooks, 2013). During the early days of the education process, it is critical that a
qualified teacher offers learners the guidance necessary to ensure they are able to
understand the lessons delivered in school (Stevenson, 2010). Hence, chronic truancy at
the elementary level as seen from these students is an indication that they lack a proper
grasp of the concepts that should be learned at the elementary level and as a result, they
end up lagging behind in regard to their performance in school (Stevenson, 2010).
Whenever Black males fail to make it to school, they tend to have a tougher time than
their non-minority peers adjusting to the next lessons after having missed some critical
objectives covered during the period they were away from the class (Kafele, 2009). In
most cases, if it is a coeducation Black male students tend to experience higher levels of
fear and, as a result, are more intimidated even to voice their needs as compared to the
single-gender schools (Lee, 2007).
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Suspension from School
Aside from the absence rate of the students from the elementary level school,
other indicators of performance levels include school suspension rates (Whitmire, 2010).
Despite the recent decline in suspension rates among the students, it is noteworthy that
Black males are still rated among the highest number of students suspended from school
(Thompson, 2007). The risk of being suspended from school for Black males is on
average about 2.1 times higher when compared with the risk for other student groups.
Suspension rates tend to shift with the school environment as there are sociocultural
aspects that contribute to the issue and as a result, the issue may play out differently if the
students were in single-gender school as compared to the coeducation environment.
Suspensions are associated with lower grades given that they are an indicator of
disciplinary issues. For example, a learner who is suspended more times as compared to
their peers does not only miss out on the required learning time but may also have been
engaged in activities that are distracting to the education process before the action was
taken by their teachers (Hubbard & Datnow, 2005). The students with a reputation for
being the most suspended are labeled by the teachers in most instances as being difficult
to deal with and as a result tend to be given the required attention during the learning
process (Yosso, 2005). The end result is that the performance of the students tends to
continually deteriorate which even earns them less concern from their teachers as
compared to the members of the other groups.
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School Discipline, Academic Tracking/Achievement, and Racism
Disciplinary methods namely detention, suspension, and expulsion rates in
schools across the nation are higher for Black males compared to their White
counterparts as are incarceration rates and manner in which the justice system treats
males of color (Tsoi-A-Fatt, 2010). Black males are three times more likely to be
suspended or expelled from school than White peers, therefore missing valuable learning
time in the classroom (The Schott Foundation for Public Education, 2015). Black
students, most often males, are punished with out-of-school suspension nearly three times
more often than White students (The Schott Foundation for Public Education, 2015). For
example, urban school districts such as Philadelphia and Chicago have suspension and
expulsion rates several times higher than the national average (Tsoi-A-Fatt, 2010).
According to the Schott Foundation for Public Education (2015), “If Black male students
were suspended and expelled at the same rates as White male students, half a million
fewer out-of-schools suspensions and at least 10,000 fewer expulsions would occur to
them” (p. 67).
Although several school systems, particularly charter school systems, are known
for their zero tolerance policy where a demerits or more punitive system is used to
discipline their students, a more viable solution to create a positive school culture for
Black males is the gradual implementation of a restorative justice approach to discipline.
Restorative justice has emerged as one of a host of effective policies for keeping youth in
school and out of the “school-to-prison pipeline.” According to Schiff (2013), restorative
practices are based on a philosophy of reparation, holding youth accountable for their
actions directly to the persons or communities they have harmed, and including all
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stakeholders in the decision-making and agreement processes about what happened and
what must be done to repair the harm. Research has shown restorative justice to be
effective in the United States and internationally, in both juvenile justice and school
settings (Shapland et al., 2008).
Academic tracking is another aspect of environmental and cultural factors affect
young males of color. Black males are 2.5 times more likely to be classified as mentally
handicapped by their schools; 3% of Black male students are classified in this manner, as
compared to only 1.4% of White male students (Tsoi-A-Fatt, 2010). According to Reno,
Friend, Caruthers, and Smith (2017), school culture is a complex and important concept
in education. A school’s environment is led by norms, values, beliefs, rituals, symbols,
ceremonies, and stories that in turn all collectively define and contribute to the school’s
culture. Black male students make up 20% of all students in the United States classified
as mentally handicapped, although they are only 9% of the student population. The same
pattern exists in Black males enrollment in gifted and talented programs (3%), where they
are 2.5 times (Tsoi-A-Fatt, 2010) less likely to be included, even if their prior
achievement reflects the ability to succeed.
As schools sort children by perceived measures of their ability and as they single
out certain children for discipline, implicit and explicit messages about racial and gender
identities are conveyed (Noguera, 2003). When African American and Latino children
are overrepresented in remedial classes, special education programs, or on the lists for
suspension or expulsion, the idea that these children are not as smart or as well behaved
is also reinforced (Ahram, Fergus, & Noguera, 2011). Similarly, when White or Asian
children are disproportionately placed in gifted and honors classes, as they often are, the

33
idea that such children are inherently smarter may be inadvertently reinforced. Such
messages are conveyed even when responsible adults attempt to be as fair as possible in
their handling of sorting and disciplinary activities. Because the outcomes of such
practices often closely resemble larger patterns of success and underachievement that
correspond with racial differences in American society, they invariably have the effect of
reinforcing existing attitudes and beliefs about the nature and significance of race
(Noguera, 2003).
Black males are also more likely to attend schools that are under-resourced and
performing poorly. Currently, only 15% of Black male students attend schools that are
well-resourced and high performing, while 42% attend schools that are both underresourced and performing poorly (Bryant & Careless, 2010). Tsoi-A-Fatt (2010) also
found that Black males are more likely to have underprepared and ineffective teachers.
Research on high-minority schools shows that 28% of core academic teachers lack
appropriate certification; teachers are also experienced and perform poorly on teacher
licensure examinations.
The aforementioned statistics speak to a larger issue that is prevalent in our
nation’s schools-racism. In Black School, White School Brooks addresses the notion of
how racism compromises the quality of instruction that students receive (Collins, 2009;
Delpit, 2006). Brooks (2013) further asserts that racism motivates many schools to adopt
a culturally irrelevant curriculum to support that instruction (Fraise & Brooks, 2015).
Racism is a potentially quantifiable phenomenon, measured through longstanding
achievement gaps, gaps in disciplinary referrals, school (re)segregation and a
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disproportionate number of students of color placed in remedial, lower-tracked, special
education.
Scholars such as Brooks, Jean-Marie, Normore, and Hodgins (2008), Gooden and
Dantley (2012), and Horsford (2011) have discussed the transition from racism to social
justice in our nation’s classrooms. Horsford (2011) specifically notes the paradoxical
connection between race and social justice leadership. Brooks (2013) also highlights a
significant theory that is interwoven throughout Culturally Responsive School
Leadership: A Synthesis of the Literature by Khalifa, Gooden, and Davis (2016), which is
that preparation programs ought to include in their curriculum opportunities for preservice administrators to engage in discourse that will raise awareness about social justice
and develop knowledge and disposition to eradicate injustices perpetuated in policies and
practices. Furthermore, Horsford, Grosland, and Gunn (2011) note that in environments
where educators are not aptly prepared of willing to meets the sometimes unique needs of
students who represent underserved racial, ethnic and cultural groups, the social and
cultural incompatibility of said schools moves beyond the personal and become
increasingly professional when further complicated by high-stakes accountability
standards and the prioritization of “closing the achievement gap” in schools and districts.

Gender Matters: A Viable Educational Option?

Education researchers and scholars have been engaged in an extensive debate on
the issues related to single-gender education with some indicating that the strategy is
effective while the opposing group is demonstrating that the setup is not effective in
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delivering the learning that is required. This section seeks to present the arguments that
are fronted in the debate on single-gender education by both sides of the divide and
provide a critique of the existing arguments.
While some researchers and scholars advocate against single-gender education,
some welcome this approach to the educating of our nation’s children. For example, Sax
(2017) highlighted an experimental instance in support of single-gender education in why
gender matters. Parents and teachers should be cognizant of the emergence of differences
in science for the sexes. The work demonstrates that single-gender education could be
more beneficial for the male learners as compared to their female counterparts, especially
at the elementary level.
Bali and Alvarez (2004) suggest that, to promote better learning among Black
male students, teachers need to schedule classes in a manner that fits the sociocultural
lives of these learners. They point out that those who disagree see such efforts as adding
little or no tangible value to growth in education. However, Brooks (2013) concludes
that those who disagree with single-gender classes or single-gender schools see such
segregation as leading to an insatiable search for more areas where the students need to
be further separated and at the end of the process causing education system more harm
than good. Even individuals within communities of color have differences of opinion on
this issue, with some arguing that to accommodate such an education set up would create
a situation where students are not prepared to face a real life that requires integration with
members of the opposite sex (Brooks, 2013; Grineski, 2013; Stevenson, 2010).
Arguments that focus on the advantages of single-gender education for boys fall
into two basic categories: (a) the ability of teachers to custom-tailor their teaching style to
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the boys and (b) that single-gender classrooms provide a more diverse and well-rounded
educational experience (Sax, 2017). My argument is not that single-gender education is
the only option for Black male students but rather an alternative educational option for
them to learn and to be engaged in the educational process.
Various Components That Influence Underachievement
Academic achievement among Black males at the elementary level is subject to
multiple factors as is the case among learners from other groups. The factors that
contribute towards academic underachievement can largely be classified as individual,
parental, and school-related factors (Bali & Alvarez, 2004). In order to develop a
strategy that drives the academic achievements of Black males, it is paramount to review
the issues involved. The following section reviews numerous factors that contribute to
the academic achievement of Black males as well as the factors that cause our school
systems to fail this group of learners.
The Opportunity Gap
Sirin (2005) makes a correlation between low socioeconomic factors and low
academic achievement. Students living in poverty are more likely to experience poor
language development at home or be categorized as English Language Learners, where
their native language or dialect is not English. Poor socioeconomic conditions tend to
give students less access to educational materials at home, such as books, educational
videos, and models that simulate the learning environment (Lee, 2007). They are,
therefore, inadequately prepared for their education experience in school (Grineski,
2013).
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Poor resources at school are also an issue (Goldsmiths, 2004). In situations where
the students do not have access to adequate resources such as computers, it is likely that
they were required to share the same items with their peers. The coeducation
environment could complicate the sharing process. Black males may feel inhibited if
they need to seek assistance when the members of the opposite sex are involved share the
educational setting because they may fear an appearance of being needy (Hiebert, 2009).
The impact of good nutrition on learning is also linked to the issue of
socioeconomic factors and their relevance to low academic achievement. Access to a
healthy diet that is well balanced is a critical factor in the formative years of an individual
(Hiebert, 2009). At elementary school age, children require enough energy to run their
activities, play, and learn while they continue to grow and develop (Goldsmiths, 2004).
Persons from a poor socioeconomic background have less access to the vegetables that
provide enzymes, vitamins, and minerals that are critical to improving the function of the
human brain while lowering the fatigue levels and related stressors (Stevenson, 2010).
Lack of adequate nutrition has a negative impact on these processes and, given that Black
males are a part of communities of color, they are likely to have inadequate access to
nutrition (Lee, 2007) and are likely to end up struggling with their education even beyond
the elementary level (Howard, 2010).
Race, Identity, and (De)Segregation
Individual factors such as self-esteem and identity have a considerable impact on
the achievement of students at the elementary level (Sax, 2017). Bali and Alvarez (2004)
found that when individual students portray any form of negativity towards school, the
outcome tends to result in a lower achievement in their academic lives. In the case of
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Black males, Howard (2010) found that students at elementary level who are low
achievers, failed to follow the rules, and made little effort to obtain a good grade were
perceived as “cool” and tended to assume that they would gain more respect from
members of society with such behavior.
This identity issue among Black males can stem from the opposition bias culture
they live in; that is, when students from communities of color are seen as acting as
members of the majority, their community could treat them as outcasts and exclude them
from social interactions (Grineski, 2013). Performing well in academic areas could be
perceived as actions that mirror the majority in the society (Stevenson, 2010). Black
males could end up feeling unsafe in the school environment especially if they are
ridiculed or made fun of by their peers. This consequently leads to lower self-esteem and
a distraction from focusing on the most important element in their lives at the particular
time, which is to work hard and achieve better grades in school while at the same
pursuing growth in other areas such as extracurricular activities and social interactions.
Tatum (2017) speaks tremendously to the notion of racial identity in Why Are All
the Black Kids Sitting Together in the Cafeteria: Psychologist Explains the Development
of Racial Identity. She notes that the highest rates of segregation are in the Northeast
(where this case study took place) and that schools are more segregated today than they
were in 1980. Although schools in the South made more progress towards school
desegregation, the Northeast did not budge much and patterns of de facto segregation in
the Northeast continue to rise slowly but steadily such that 50% of Black students in the
Northeast attend schools that are classified as 90-100% non-White.
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Similarly, large numbers of Latinx students, approximately 80% attend schools
where students of color are the majority and more than 40% attend schools where the
White population is less than 10% of the study body (Tatum, 2017). Both Black males
and Latinx students are much more likely to attend a school where 60% or more of their
classmates are living in poverty, as measured by the percentage of students who are
eligible for free and reduced lunch programs (Tatum, 2017). This entire scenario relates
back to the Separate but Unequal phenomenon that arose in the 1950’s Brown vs. Board
of Education case. Another identity issue is the notion of sexual fluidity, which is deeply
explored in a study conducted by Youdell (2005). While this article focuses primarily on
female identity it can be argued that this exploration can be applied to boys and this
newly introduced notion of sexual fluidity and transgender identity.
Parental Engagement
Parental involvement in their children’s education is another issue affecting Black
males’ academic achievement. The lack of parental involvement in the lives of these
learners could have a significant impact on their academic achievement (Thompson,
2007). Parental involvement in the academic process of elementary level children
impacts discipline and engagement; parental involvement can limit non-productive and
destructive activities and can provide room for dialogue with the school officials
regarding their children’s academic performance (Yosso, 2005).
Challenges affecting a high level of parental involvement with Black males have
its roots in the various societal factors plaguing communities of color today (Whitmire,
2010). One such challenge is that mistrust between school staff and parents of Black
males tends to strain this critical relationship and reduce the involvement of the parents in
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the academic journey of the children. Such a lack of the proper monitoring, so critical in
the education process, could lead to a slowed achievement process among these
individuals (Thompson, 2008). Parents of Black males could perceive their children’s
teachers as discriminatory, even in situations where the child actually needs to receive
discipline from home and school in order to improve in their academic work. Another
challenge is parents’ uncertainty in how carry out their parental role, an issue that also
hinders the ability of the parents to be involved in the academic lives of elementary
learners (Grineski, 2013).
Teacher Expectations and the Recruitment of Male Teachers of Color
Teacher expectations of Black males at the elementary level have an impact on
their students’ academic achievement. Thompson (2008) and Whitmire (2010) note that
in schools where the teacher expectations for the students are high, students are more
likely to perform better. The expectations are largely based on the current performance
of these learners without much consideration being given to their potential to improve
their performance later especially with consented efforts to improve their socioeconomic
aspects of life (Whitmire, 2010).
Given that students live up to the expectations of their teachers, it is highly likely
that when expectations are lowered, students will demonstrate dismal performance (Lee,
2007). The teachers in schools attended by students from lower socioeconomic groups
tend to lower their expectations (Kafele, 2009). When combined with the limited
resources available to the students in poor communities, the combination contributes
significantly to decreased performance among these learners (Yosso, 2005).
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High-quality teachers have a higher commitment to improving the performance of
their students, tend to demonstrate better knowledge of their teaching areas, and advocate
for their students (Howard, 2010). The delivery of lessons by high-quality teachers tends
to put into consideration the strengths of each student and as a result, increase their ability
to perform well in their education (Kafele, 2009). According to Hiebert (2009), students
who are assigned to less committed teachers tend to have a lower performance over time
as compared to those assigned to the high-quality teachers.
According to the allocation of resources in most societies, it is highly likely that
individuals from communities of color such as Black male students at the elementary
level are likely to be assigned to the lower-quality teachers and, in effect, this impacts
their academic performance significantly (Stevenson, 2010). Schools with students from
communities of color are most likely to employ teachers with provisional licenses who
lack the prerequisite experience of teachers who have been in the field longer (Kafele,
2009). Students in their early education years need their teachers to offer guidance on
how to perceive the education they receive and how to navigate the different concepts
that are taught in class (Thompson, 2007). The lack of responsive instructions based on
the students’ abilities then leaves the learners at the elementary level less equipped to
meet the academic needs and as a result, their performance tends to be affected (Kafele,
2009).
Although some of the interview respondents in this study emphasize that high
quality teachers, despite their gender, race and class, are essential to the success of Black
males, a major argument for diversifying the teaching profession, Villegas and Irvine
(2010) state, “Is that teachers of color are particularly well suited to teaching students of
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color because they bring to their work a deep understanding of the cultural experiences of
these learners. Such “cultural synchronicity is said to give teachers of color an advantage
over their White colleagues in advancing the academic outcomes of students of color and
in improving their overall school experiences” (p. 178).
Culturally Relevant Pedagogy
The concept of culturally relevant instruction is described in the literature as a
pedagogy that serves to empower the learners based on the dominant factors that could
have an impact on their education (Whitmire, 2010). Learner empowerment focuses on
student intellectual capacity, emotional abilities, and political and social aspects of their
lives (Howard, 2010). For culturally relevant instruction to be effective, teachers need to
ensure that the backgrounds and experiences of the students are taken into consideration
when the teachers prepare the lessons for the learners. Teachers who engage in culturally
relevant teaching are those who work toward establishing a bridge between a learner’s
home environment and school life, while at the same time ensuring that they adhere to the
curricular requirements.
At the elementary level, there are a number of measures that the teachers can
adopt in order to promote achievement among Black males within their schools. A
culturally relevant pedagogy would be effective in preparing Black males to fit well in
the educational system and help them to demonstrate good performance during the
elementary education experience (Hiebert, 2009). By informing the teaching
methodology used in lessons, there are culturally relevant instructions that can promote
the necessary change among Black male students at the elementary level.
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In a study Boykin, Tyler, and Miller (2005) conducted, it appears that the themes
that are associated with mainstream cultural ethos are more prevalent than ones
associated with an Afrocultural ethos. Moreover, these Anglocultural themes have been
shown to be more likely manifested in teacher-initiated expressions (both verbally and
behaviorally) than student-initiated expressions. Students themselves are generally more
likely to initiate cultural expressions consistent with Afrocultural ethos than ones judged
consistent with mainstream or Anglocultural worldviews. This further affirms the need
for teachers and school building leaders to create both classrooms and schools with an
ethos of care (Jackson, Sealey-Ruiz, & Watson, 2014).
Mentorship, Coaching, and Culturally Responsive Leadership
Some of the ways that institutions fail Black males at the elementary school level
are explained by the lack of role models these learners can look up to during their
education journey (Thompson, 2007). There is a need to develop a mentorship and
coaching program that seeks to empower Black males (Hubbard & Datnow, 2005). Such
a program could inform teaching fraternities about the experiences Black males students
face in their daily lives with the aim of ensuring that adopted teaching methodologies are
in line with the capabilities of the students (Stevenson, 2010).
Jackson, Sealey-Ruiz, and Watson (2014) note that the literature on mentoring
suggests that the presence of a structured program and caring adults who coach, sponsor,
motivate, and/or serve as role models can positively influence the educational outcomes
of their mentees. A 2014 study on the value of mentorship programs in New York City
such as UMOJA, Project Avalanche (Sealey-Ruiz & Greene, 2011); REAL: Respect,
Excellence, Attitude and Leadership (Hall, 2006); and the Brotherhood (Wyatt, 2009) are
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examples of school-based mentoring programs that are helping Black and Latino males
successfully negotiate their school environments by establishing positive academic and
social identities for themselves. Whitmire (2010) proposes that teachers can be in a
position to create a committed community that enhances interconnectedness in the
institution. By creating a community that empowers Black males in a single-gender
environment, Black males are able to identify better with their peers and role models
hence this could likely impact the achievement in school, positively (Thompson, 2008).
Another measure that the teachers can undertake in the process of teaching Black
males in a manner that is culturally relevant is to ensure that they are able to hold the
students to higher expectations (Yosso, 2005). It is critical that the elementary level
teachers communicate their expectations for quality and quantity in students’ work
(Stevenson, 2010). Brooks (2013) indicates that the teachers at this level need to review
their teaching methodologies regularly to determine if they are able to deliver lessons in a
manner that builds the skills of their students and improves their order of thinking. For
example, when issuing an assignment in class, the teacher may choose to show students
examples of good work produced by others from their communities. Whereas this
strategy is effective when dealing with any student, the method works well with members
of minority communities such as Black males as it instills in them the correct
expectations while at the same time communicating that these expectations can be met
and hence they should work towards achieving the set quality level (Thompson, 2008).
The production of high-quality work requires an increased level of interpersonal
communication such as working in teams to solve problems and also collaborating with
other adults who could offer the required support (Yosso, 2005). When the students are
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in the single-gender environment, it is easier to explain these expectations and take them
through the process of achieving the high quality of work that is required (Grineski,
2013). In such a case, the dynamics of the single sex school could work towards
enhancing the relationship with other support sources and in the end have a positive
impact on the performance that is exhibited by Black males at the elementary school level
(Howard, 2010).
From a leadership perspective, although there is only limited literature around the
role principals must play in developing their teachers into cultural responsiveness
(Gooden & O’Doherty, 2015), the aforementioned authors consider this to be one of the
most important aspects of culturally responsive teachers. Research indicates the
importance of culturally responsive teaching and pedagogy. Khalifa, Gooden, and Davis
(2016) focus on the principal’s role in the development of cultural responsiveness, and
ask how systemic structures can be situated to develop culturally responsive teachers as
well as school climates. For instructional, transformational, transformative, and other
leadership practice, scholars have found it useful to establish leadership teams and
research-oriented reform dialogues among school staff (Leithwood, Harris, & Hopkins,
2008; Marzano, Waters, & McNulty, 2005).
Culturally relevant teachers, counselors, and administrators, regardless of whether
their race/ethnicity or cultural backgrounds match those of their students, exhibit a
willingness to learn about the students’ cultures and communities and their ideas about
college going. In so doing, they use students’ cultural knowledge, cultural needs, and
cultural assets as a basis for their learning, development of their multicultural collegegoing identities, and preparation for college readiness and access (Knight, 2010; Knight
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& Oesterreich, 2002; Oakes, Rogers, Lipton & Morrell, 2002; Sólorzano, Villalpando, &
Oseguera, 2005).
Khalifa et al. (2016) asserts that culturally responsive leaders develop and support
the school staff and promote a climate that makes the whole school welcoming, inclusive,
and accepting of minoritized students. Furthermore, in their 2016 study Khalifa further
emphasize that gender, sexuality, income, and other factors lead to even further
marginalization. Because minoritized students have been disadvantaged by historically
oppressive structures, and because educators and schools have been—intentionally or
unintentionally—complicit in reproducing this oppression, culturally responsive school
leaders have a principled, moral responsibility to counter this oppression.
Creating a Valued Learning Environment
It is paramount that teachers make the school environment desirable to Black
male students in order to make the learning process valued (Savage, 2005). This is a
classic example of why pride in one’s school and pride in one’s community is so
essential. Horsford (2010) discusses Dr. Steele’s notion that “There is nothing wrong
with something being all Black” and that typically all Black schools are filled with illequipped teachers, low-rate facilities, and inadequate resources. Although my research
site was not “All Black,” the vast majority of the student population was predominantly
Black and proudly boasted of not meeting any of the negative stereotypes described
above. It is difficult to achieve academic success if at all the time the learners keep
feeling that being in school is a bother (Thompson, 2007). The students’ ability to
sustain attendance for their elementary schooling is also impacted by the level of
enjoyment they derive from the schooling (Stevenson, 2010). Such a situation arises
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whenever learners start seeing education as interfering with their ordinary lives and shun
school. Hiebert (2009) suggests that teachers should help learners to be in a position to
learn about the process of comprehension of knowledge so as that they are conscious
about the steps to take during learning to enhance their ability to gain knowledge. The
process is critical for members of the minority community as it allows the teacher to
confirm that learning has occurred rather than continuing incomprehension occasioned by
the cultural issues that plague minority students (Grineski, 2013).
When many teachers are asked about their knowledge level about Black or Latin
history, a high number indicate that they do not have a vast knowledge required in these
areas (Yosso, 2005). Howard (2010) found that continuous reading of books that are
more concerned with the issues of the majority members of the society tends to send a
negative message that the members of the Black community only need to be marginally
involved in the education. As a result, the learners at elementary level do not attach the
required value to their education leading to poor performance (Howard, 2010).
Conclusion
In this chapter, I laid the foundation of this study and all that it entailed. This
included the methodology, limitations, conceptual framework, definition of terms, and
the significance of the study. In Chapter III, I highlighted my research questions for the
study and outlined the methodology that I used to collect my data. Additionally, I
included a description of the school site where I conducted my interviews and
observations.
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Chapter III
RESEARCH METHODOLOGY

This dissertation sought to identify, through the gathering of empirical evidence,
those factors in single-gender elementary schools that contribute to the academic and
social-emotional growth and development of Black males. Additionally, the study
considered how school leadership played an integral part in influencing such factors. Indepth observations of an elementary school identified as a high-performing charter school
in Brooklyn, NY were used to identify effective factors that accelerate the academic
achievement of Black males. The single-gender school selected is a part of a charter
management organization and known for its successful record of accomplishment and
yielding positive results. I incorporated a single case study methodology by using elite
interview modules, observations, and document analysis for data collection.
Research Questions
To achieve this purpose, the following research questions were considered:
1.   In single-gender elementary schools for Black males, what factors contribute
to their academic and social-emotional growth and development?
2.   In what ways do school design, context and leadership practice inform the
academic and social-emotional growth and development of students of singlegender schools for Black males?
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Research Design and Procedures
The purpose of this study was to explore what factors in single-gender elementary
schools for Black males contribute to their academic and social-emotional growth and
development. I utilized a descriptive case study approach to examine single-gender
school design, context, and leadership practice and its implications for the academic and
social-emotional growth and development for this population.
As previously noted, I utilized a qualitative single case study to yield maximum
results and findings. Single-case designs can provide valid tests in the same way critical
experiments can (Stouffer, 1941). Yin (2013) suggests using a single-case study to test a
well-formulated theory or concept. In the field of education, a prominent example of
such a study is that of Gross, Giacquinta, and Bernstein (1971), who selected a single
school with an established and documented history of innovation, yet the case study
showed that a new innovation failed. Among other conclusions, the case dispelled the
then-popular notion of “barriers to innovation” as reasons for underachievement by
showing that such barriers did not exist. Gross et al.’s study was among the first to
suggest that the implementation process could heavily affect the outcome of an
innovative experience.
Document Analysis
Document analysis is a systematic procedure for reviewing or evaluating
documents—both printed and electronic material. Like other analytical methods in
qualitative research, document analysis requires that data be examined and interpreted in
order to elicit meaning, gain understanding, and develop empirical knowledge (Corbin &
Strauss, 2008; Rapley, 2007).
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The data for this dissertation were collected and analyzed in an effort to draw
conclusions and as a concrete effort to propose recommendations for school leaders
desiring to launch single-gender schools for Black males in the future. Teachers’ workplans, behavior policies, student and teacher handbooks, and so on were instrumental in
understanding the expectations and guidelines under which the case study school
operates. These documents are consistent with the kind of documents Bowen (2009)
found are used in systematic evaluation: advertisements; agendas, attendance registers,
and minutes of meetings; manuals; background papers; books and brochures; diaries and
journals; event programs; letters and memoranda; maps and charts; newspapers
(clippings/articles); press releases; program proposals, application forms, and summaries;
radio and television program scripts; organizational or institutional reports; survey data;
and various public records. Scrapbooks and photo albums can also furnish documentary
material for research purposes. Such documents may be found in libraries, newspaper
archives, historical society offices, and organizational or institutional files (Bowen,
2009).
Field Observations
Reyes-Garcia and Sunderlin (2011) claim that field research is a methodological
approach to observe behavior under natural conditions. Field observations for this
dissertation took place on site and included classroom observations, hallways
observations, transitions, among others. Yin (2013) emphasizes that field notes are likely
to be the most common component of a database. This encompassed one third of the
qualitative research process and be used as a means to accomplish triangulation.
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Field research is traditionally contrasted to research conducted in laboratories or
academic settings, or to research relying exclusively on existing or secondary data. In the
social sciences, the collection of raw data in situ often but not exclusively occurs in a
geographical and cultural context not familiar to the person collecting the data. Unlike
other methodological approaches, field research in the social sciences allows the
researcher to engage in detailed observation and conversations to elicit information about
the data being collected. Many techniques and methods for data collection can be used
during field research (Merriam, 1998), including:
•   Observation of events as they occur in natural settings sometimes expanded
by means of a contextual inquiry. Observation can be naturalistic or
participant, when the researcher engages in the observed activities.
•   Archival research or the study of information from already existing records,
such as national census or local publications, but also personal documents.
•   Field experiments or experiments conducted in natural settings in order to
understand causal relations among variables.
•   Surveys or the collection of systematic data on people’s actions, thoughts, and
behavior through asking direct questions in natural settings.
Elite Interviews
Hochschild (2009) asserts that a set of elite interviews are clearly appropriate for
the study of recent historical change, process-tracing studies of policy enactment or
implementation, the role of memory and perception in political or social activity, and the
role of elites (broadly defined) in a political, social, or economic process. Second, elite
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interviews can function as a sort of pre-test to help one discern which institutions or
processes should be carefully studied through some other means such as content analysis,
formal modeling, or statistical manipulation. Third and most generally, elite interviews
can give substance and meaning to prior analyses of institutions, structures, rule-making,
or procedural controls.
All interviews with the seven participants interviewed for this dissertation were
conducted either via telephone or in the school administrator’s office, and lasted
approximately 60 minutes. Each interview, with participants’ informed consent, was
audio-recorded for the purposes of transcription through the use of NVivo. Rigor in elite
interviews is more closely analogous to traditional journalists’ ethics and rules of
engagement and such rigor will guide interviews for this study. One does not want to
waste the respondent’s time, and one wants to get as complete, honest, and nuanced a
story as possible from the respondent (Hochschild, 2009). Therefore, the interviewer
must know as much as possible about the context, stance, and past behavior of the
interview subject before beginning the conversation; that seems obvious for a member of
Parliament or corporation president, but is equally true for a community organizer or
foreman on the assembly line. Additionally, the interviewer can carefully triangulate
among respondents without revealing any confidences or names of previous subjects and,
with such discretion, can sometimes use information gleaned from a previous interview
to question or push a current subject a little more deeply (Hochschild, 2009).
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Data Analysis and Synthesis
Yin (2013) notes that one important practice during the analysis phase of any case
study is the return of the propositions (if used); there are several reasons for this. First,
this practice leads to a focused analysis when the temptation is to analyze data that are
outside the scope of the research questions. Second, exploring rival propositions is an
attempt to provide an alternative explanation of a phenomenon. Third, by engaging in
this iterative process the confidence in the findings is increased as the number of
propositions and rival propositions are addressed and accepted or rejected (Baxter &
Jack, 2008).
One danger associated with the analysis phase is that each data source would be
treated independently and the findings reported separately. This is not the purpose of a
case study. Rather, the researcher must ensure that the data are converged in an attempt
to understand the overall case, not the various parts of the case, or the contributing factors
that influence the case (Baxter & Jack, 2008). The analytic strategy used to evaluate
research findings for this dissertation will involve a hybrid model of Madison (2005),
Miles and Huberman (1994), and Wolcott (1994b), as evidenced in Table 3.1.
Creswell (2013) describes an effective approach to data collection and
representation for case study analysis (Table 3.2), an approach that was implemented in
the research methodology for this dissertation.
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Table 3.1
General Data Analysis Strategies by Select Authors
Analytic Strategy

Madison (2005)

Taking notes
Summarizing field
notes
Working with words
Identifying codes
Reducing codes to
themes
Counting frequency of
codes
Relating categories

Relating categories to
analytic framework in
literature
Creating a point of
view
Displaying the data

Do abstract coding or
concrete coding
Identify salient themes
or patterns

Huberman and Miles
(1994)
Write margin notes on
field notes
Write reflective
passages on notes
Draft a summary sheet
on field notes
Make metaphors
Write codes, memos
Notes patterns and
themes
Count freq. of codes

Wolcott (1994b)
Highlight certain info.
On description

Identify patterned
regularities

Factor, note relations
among variables, build
a logical chain of
evidence

Contextualization with
the framework from
literature
For scenes, audiences,
readers
Create a graph or
picture of framework

Make contrasts and
comparisons

Display findings in
tables, charts, figures,
etc.

Note. Adapted from “Qualitative Inquiry and Research Design: Choosing Among Five
Approaches,” by J. W. Creswell, 2013, Thousand Oaks, CA: Sage Publications.
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Table 3.2
Data Analysis and Representation by Research Approaches
Data Analysis
and
Representation
Data
organization
Reading,
memoirs

Describing the
data into codes
and themes

Classifying the
data into codes
and themes

Interpreting the
data

Narrative

Phenomenology

Create and
organize files
for data
Read through
test, make
margin notes,
form initial
codes
Describe the
story of
objective set
of
experiences
and place it in
a chronology
Identify
stories; locate
epiphanies;
identify
contextual
materials

Create and
organize files
for data
Read through
test, make
margin notes,
form initial
codes
Describe
personal
experiences
through epoch;
describe the
essence of the
phenomenon
Develop
significant
statements;
group
statements into
measuring units

Interpret the
larger
meaning of
the story

Develop a
textural
description of
what happened;
develop a
structural
description of
how the
phenomenon
was
experienced;
develop the
essence

Grounded
Theory Study
Create and
organize files
for data
Read through
test, make
margin notes,
form initial
codes
Describe open
coding
categories

Select one open
category for
central
phenomenon in
process; engage
in axial codingcausal condition,
context,
intervening
conditions,
strategies,
consequences
Engage in
selective coding
and interrelate
the categories to
develop a story
or proposition

Ethnography

Case Study

Create and
organize files
for data
Read through
test, make
margin
notes, form
initial codes
Describe the
social
setting,
actors,
events; draw
pictures of
setting
Analyze data
for themes
and patterned
regularities

Create and
organize files
for data
Read through
test, make
margin notes,
form initial
codes
Describe the
case and its
context

Interpret and
make sense
of the
findings-how
the culture
“works”

Use direct
interpretation;
develop
naturalistic
generalizations
of what was
learned

Use
categorical
aggregation to
establish
themes or
patterns
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Data Analysis
and
Representation
Representing,
visualizing the
data

Narrative

Phenomenology

Grounded
Theory Study

Ethnography

Present
narration
focusing on
processes,
theories, and
unique and
general
features of
the life

Present
narration of the
“essence” of the
experience; in
tables, figures,
or discussion

Present a visual
model or theory;
present
propositions

Present
narrative
presentation
augmented
by tables,
figures, and
sketches

Case Study
Present indepth picture
of case using
narrative,
tables, and
figures

Note. Adapted from Qualitative Inquiry and Research Design: Choosing Among Five
Approaches (p. 102) by J. W. Creswell (2013), Thousand Oaks, CA: Sage.

I collected and analyzed the data from each research participant. I prepared the
data to be analyzed and assigned corresponding themes for each participant’s response to
my interview questions. Upon completion of the interviews, I read each transcript
thoroughly and identified patterns and themes that framed my case study. Then, I
compiled a written narrative that answers both of my research questions as well as relates
back to my conceptual framework.
The thorough analysis of my data collection consisted of several phases. Once I
transcribed my interviews, my analysis commenced with highlighting and color-coding
key phrases. The use of line-by-line coding enabled me to undertake the key tasks in the
synthesis of qualitative research: the translation of concepts from one study to another.
The final step in my data analysis involved the incorporation of thematic content
analysis. The most common method used in qualitative research, it aims to find common
patterns across a data set (Rucker, 2016). It usually follows these steps-Getting familiar
with the data (reading and re-reading), coding (labeling) the whole text, searching for
themes with broader patterns of meaning, reviewing themes to make sure they fit the

57
data, defining and naming themes and the write-up (creating a coherent narrative that
includes quotes from the interviewees).
Qualitative Issues of Trustworthiness and Authenticity
Shenton (2004) explains that positivists often question the trustworthiness of
qualitative research, perhaps because its concepts of validity and reliability cannot be
addressed in the same way as in naturalistic work. Nevertheless, several authorities on
research methods, notably Silverman (2013), have demonstrated how qualitative
researchers can incorporate measures to address reliability and validity. Guba (1981), a
naturalistic investigator, proposes four criteria (Table 3.3) that he believes should be
considered by qualitative researchers in pursuit of a trustworthy study: (a) credibility (in
preference to internal validity); (b) transferability (in preference to external
validity/generalizability); (c) dependability (in preference to reliability); (d)
confirmability (in preference to objectivity).
Table 3.3
Criteria for Trustworthiness of Qualitative Research
Criterion

Strategy employed
•  Prolonged engagement
Credibility
•  Peer briefing
•  Triangulation
•  Member checks
•  Providing thick description
Transferability
•  Purposive sampling
•  Create an audit trail
Dependability
•  Triangulation
•  Triangulation
Confirmability
•  Practice reflexivity
Note. Adapted from Qualitative Analysis on Stage: Making the Research Process More
Public” (pp. 34-35) by V. A. Anfara, Jr., K. M. Brown, and T. L. Mangione, 2002,
Educational Researcher, 31(7), 28-38.
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Credibility
Asner-Self & Schreiber (2011) confirm that credibility is similar to experimental
internal validity and addresses how close the researcher’s representation and the
participants’ view are in concert. To further enhance internal validity, peer evaluation
was used in the process of organizing and finalizing my conclusions. This will address
the standard that, if the researcher provides evidence such as “member checks,” where
the researcher asks the participant to review his or her inferences, then some assurance is
provided (Golafshani, 2003).
Transferability
Transferability, analogous to external validity in experimental research, addresses
case-to-case transfer. Golafshani (2003) suggests that, to accomplish transferability, the
researcher provide enough information on the case studies so that an editor can read and
compare with another case. This dissertation provided peer reviewers with a case study
that can be allied with similar single-gender school case studies to make comparisons;
contrasted the data collected, and drew conclusions accordingly.
Dependability
Research is considered dependable when a researcher can confirm that enough
information has been provided so that the process of the research is logical, traceable, and
documentable to the reader, giving researchers the ability to attempt to replicate the study
(Asner-Self & Schreiber, 2011). It is an integral element of this study that school leaders
who wish to develop a single-gender school model should be able to use the conclusions
and recommendations for their own school model.
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Confirmability
Asner-Self & Schreiber (2011) assert that when a researcher provides evidence
that can be examined, the research is conformable. A detailed methodological
description enables the reader to determine how far the data and constructs emerging
from the study may be accepted. Critical to this process is the “audit trail,” which allows
any observer to trace the course of the research step-by-step via the decisions made and
procedures described. In this dissertation, the audit trail was represented
diagrammatically (Shenton, 2004) to ensure that a thorough investigation and analysis
has been achieved.
Interviews were recorded and the observations followed an observational
protocol. Asner-Self & Schreiber (2011) asserts that audiotaping or videotaping
interviews allows you a verbatim review of all interviews. Many researchers audiotape
the sessions and transcribe the interviews afterward. Shenton (2004) recommends
creating a coding system before beginning to listen or watch the tapes.
Selection of Research Site
One urban site, with an elementary and middle academy campus located within
that one site, was chosen based on the following criteria.
1.   Ideal teacher-to-student ratio. The student-teacher ratio is 20:2. A valuable
component of an ideal learning experience is smaller class size. This site is
committed to providing that schooling experience for its scholars.
2.   Proven track record. As a member of COSEBOC and a school that
implements COSEBOC Standards, high student achievement is something
that is commonplace at the selected site. In 2015, the case study school’s
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scholars in Grade 3 scored 76% advanced or proficient on the NYS Math
Exam compared to 39% in District 15 and 59% statewide. Additionally,
Grade 4 scholars scored 77% advanced or proficient compared to 39% in
District 15 and 43% statewide. Grade 3 scholars scored 42% proficient or
advanced in ELA compared to 31% statewide and 16% district-wide while
Grade 4 scholars scored 36% proficient or advanced in ELA compared to 33%
statewide and 25% district-wide. In 2015, the scholars scored 40%, 51%, and
63% advanced or proficient respectively in Math compared to 43%, 39% and
35% at the state level and 16%, 12% and 11% at the district level.
Additionally, scholars in Grades 5-7 scored 26%, 26%, and 29% advanced or
proficient respectively in ELA compared to 30%, 31% and 35% on the state
level and 11%, 15% and 14% on the district level.
3.   Sustainable model. The subject of the case study was founded 12 years ago
under a nationally recognized charter management organization (CMO). This
CMO continues to launch charter schools on the East Coast and proves to be a
model that works for urban education.
4.   School proximity. New York City was closest proximity to the researcher for
this dissertation, as travel is required for on-site interviews and field
observations within a certain timeframe.
Hillman Prep Charter School
Founded in August 2004, Hillman Prep Charter School serves Grades K-8 and has
an enrollment of 778 scholars. Hillman Prep Charter School is located in the Bedford
Stuyvesant neighborhood of Brooklyn, NY and is the only boys school within a national
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CMO headquartered in New York, NY. Seventy-two percent of the scholars qualify for
free and reduced lunch (FARL), 12% are classified as special needs students, 84.3% are
Black, 9.8% are Latino, and 3% are Asian. Ninety-seven percent of the study body
resides in Brooklyn with 3% commuting from the borough of Queens.
The mission of Hillman Prep Charter School is quite simple: each Hillman Prep
boy will graduate from college. Reaching that destination requires each faculty member,
scholar, and his or her families to subscribe to the guiding principles that drive the
school-learning excellence, demanding excellence, expressing excellence, teaching
excellence, raising excellence, and measuring excellence.
•   Learning excellence occurs by extending both the school day and school year
longer than those of traditional New York City district schools. The rigorous
curriculum of the school incorporates a three-hour literacy block coupled with
an 80-minute numeracy block. These content areas are supplemented with
science, social studies, and character education. The school day commences
at 7:30 AM and ends at 4:00 PM. Differentiated instruction is taught with
very low teacher student ratios (1:10).
•   Demanding excellence occurs by cultivating in each Excellence boy the
knowledge, skills and character necessary to succeed academically, choose
responsibly, become honorable citizens and courageous leaders.
•   Expressing excellence is reached through participation in fitness and creative
arts on a daily basis. Hillman Prep Charter School occupies a renovated
90,000 square foot facility complete with a 10,000-volume library,
amphitheater style auditorium, music, and art studios, a gymnasium, and a
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rooftop turf field. Teachers at Hillman Prep are made of a network of smart,
committed, and experienced individuals who work relentless to achieve
educational outcomes in their classrooms.
•   Teachers teach excellence by implementing differentiated instruction and
curriculum that is student-centered, assessment-based, and results-driven in
accordance with COSEBOC Standards.
•   Hillman Prep raises excellence through consistent communication between
teachers and parents via phone calls and in-person meetings.
•   Hillman Prep is measured through both formative and summative interim
assessments.
Human Participants and Ethics Precautions
Standards and promising practices for schools educating boys of color, as
prescribed by the Coalition of Schools Educating Boys of Color (COSEBOC), were
studied in order to identify specific expectations of (a) assessment, (b)
parent/family/community partnerships, (c) curriculum and instruction, (d) school
environment and climate (e) school leadership, (f) school counseling, and (g) school
organization. Additionally, prominent leaders in the education field were consulted to
incorporate their first-hand knowledge and expertise on educating males of color in the
areas of college and career readiness, financial literacy, civic education, and cultural
awareness and pride.
Selection of Participants
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The findings of this study were based on intensive, elite interviews (Hochschild,
2009) with seven African American male educational leaders in a northeastern state.
These individuals are either current or former school building leaders that led for three or
more years and possess at least a Master’s degree or higher. Table 3.4, Demographic
Profile of Administrators Interviewed, gives a brief overview of the participants. The
information in the table reflects the sequential order of the interviews as they were
conducted from June to August of 2017. The data were collected from a biographical
data sheet that was distributed to each participant prior to the interview session.
Three field observations were made of teachers that are experienced practitioners
or veteran teachers. A letter of request to conduct research was sent to each school
administrator (Appendix B), accompanied by a consent form (Appendix C). A site visit
was included as a follow-up to conduct the research.
Table 3.4
Demographic Profile of Administrators Interviewed
Administrator/
Gender

Years as an
Administrator

Highest Education
Level

Reese/M

3

1 MA

Gaines/M

4

1 MA in Teaching

Years Leading at
Current/Previous
All-Male School
1

Position
Title/Hillman
Prep Employee
(Y/N)
District Data
Manager/N

3

Entrepreneur/Y

1 MA in Ed. Leadership
Vinson/M

21

JD

5

CEO/N

Wayne/M

4

1 MA in Education

4

Principal/N

5

Principal Coach/N

Currently pursuing an
EdD in Ed. Leadership
Gilbert/M

11

1 MA in Ed. Leadership

Johnson/M

6

2 MA’s
Pursuing an PhD in
School Leadership

Brooks/M

5

1 MA in Ed. Leadership

6 (3 years as AP;
3 years as
Principal)

Director/N

5

Former
Principal/Y

64

The administrators and executive director who participated in the individual interviews
encompass numerous, diverse backgrounds. Administrators’ age ranges from 30-65
years of age. All interviews were held on-site at the school. Administrators included the
principal, vice principal, dean of students, and the executive director of COSEBOC. A
very important component of the administrators’ interviews involved interviewing the
dean of students in the school to gain further insight into their approach to discipline.
Interviews lasted 60 minutes in duration. The method implemented for these interviews
was open-ended in nature and was comprised of several questions that play an integral
part in shaping the study (Appendix D).
Leadership Profiles
This section details the leaders that were selected to participate in the research
process. Each of them was carefully chosen for a number of reasons. Each of the
respondents brought a valuable experience to the research because they are all-males of
color who have worked specifically in single gender schools. Additionally, they were
selected due to their extensive experience specifically working with this population.
Finally, each respondent has either earned a masters or doctorate degree in education
where their thesis or dissertation specifically focused on accelerating the academic
achievement and enhancing the educational experience of males of color.
Mr. Reese
Mr. Reese began his career teaching elementary school as a member of Teach for
America. As a bi-racial male who attended single gender schools his entire Pre-K-12
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educational experience as well as college, he brings a very relatable, practical experience
to leadership. During his childhood, Mr. Reese struggled in with self-esteem issues due
to his weight and his parent’s divorce. Additionally, his peers teased him because he had
a white mother while most of his peers came from predominantly Black households. Due
to a mentor/mentee relationship with his mentor and role model, Dr. Campbell, Mr.
Reese eventually overcame his self-esteem issues and ultimately pursued a career in
teaching.
After completing his two-year commitment, he served as an advisor to the new
corps members at the Teach for America Summer Institute. From 2008-2012, he was a
football coach and English Department Chair at Empowerment Prep. In 2012, Mr. Reese
transitioned to an urban metropolitan northeastern city as the Vice Principal, overseeing
the curriculum and instruction as well as shifting and transforming the culture of the
school. Mr. Reese’s educational philosophy is one that says, “Despite a child’s
socioeconomic status or zip code, all children deserve the right to access to college.”
After a year of serving as Vice Principal, Mr. Reese was promoted to the role of
Principal of Carver Prep for Boys. He served there until 2015. Mr. Reese credits his race
and gender as well as his PreK-16 foundation in single gender schools as his motivation
to lead one. Currently, Mr. Reese is a district data manager where he works with various
schools in ensuring they are in compliance with the city and state department of
education. Mr. Reese received his Bachelor of Science from Morehouse College and his
Master of Education Leadership from Harvard Graduate School of Education.
Mr. Gaines
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Mr. Gaines grew up in South Jamaica, Queens, New York. The son of Haitian
immigrants, Mr. Gaines spent the early part of his life striving toward better
circumstances, while his parents shielded his brothers and him from the gun violence and
drugs saturating their neighborhood. At a young age, Mr. Gaines says he realized that to
better his life, and the lives of others, he had to put his hopes in education. Early on in
his career he made a conscious choice that his career trajectory would incorporate
working to narrow the achievement gap specifically as it relates to Black males. Given
this pivotal moment in his career, he applied for and served as a dean of students at
Hillman Prep. After a two-year stint there, Mr. Gaines became an assistant principal at
Jackie Robinson Academy for Boys, where he focused on character development in kids
and coaching teachers to create strong relationships with students.
Working with The Kennedy Fellowship, Mr. Gaines will focus his fellowship on
developing an alternative education program that seeks to upend the school-to-prison
pipeline by supporting previously incarcerated boys of color as they re-enter school, and
curbing unnecessary referrals from schools to the justice system. Mr. Gaines believes
one of the primary reasons African American and boys and young men struggle to
succeed is because of their inability to dream past the models of “success” they see in
their communities: entertainers or professional athletes, or paths leading directly to prison
or worse. He aims to help vulnerable youth break a self-perpetuating cycle of poverty,
hopelessness, and crime through an educational experience centered on intensive
academics, cognitive behavioral development, and the skills they need for long-term
academic and professional fulfillment.
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A native of New York, Mr. Gaines holds a B.A. in Economics from Trinity
College and a Master’s in Education Administration and Supervision from Berkeley. .

Mr. Vinson
Mr. Vinson is the President/CEO of The Henry Louis Gates Jr. Academy
Foundation. He was the Founding Principal of The Henry Louis Gates Jr. Academy for
Young Men, the first school in a network of innovative all-boys public school in a
northeastern metropolis. As President he is responsible for the successful leadership and
management of the organization, which is charged with the replication of the successful
Henry Louis Gates Jr. model. Since opening in 2004, The Henry Louis Gates Jr.
Academy family has grown to encompass a total of six schools in the northeast, and is
expanding its vision nationally.
The Henry Louis Gates Jr. Academy for Young Men, the first all-boys public high
school in the northeast in over 30 years, is a nurturing institution, which believes that
excellence, both in character and scholarship, opens doors and provides a bridge to
equality. The Henry Louis Gates Jr. Academies represent a partnership between students,
school staff, parents, mentors, and community partners, who are all committed to the
guiding principles of academic excellence, leadership and character development. These
principles are supported by our core initiatives of mentoring, community service,
extended day activities, Saturday Institute, summer programs, and parental involvement.
The first Henry Louis Gates Jr. Academy for Young Men was established as part of a
21st century high school reform initiative in a northeastern city, an accomplishment
achieved through a unique partnership with a community based organization. After five
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years of sharing space with The Obama School for Law, Government, and Justice, it has
since moved into its own, state of the art facility.
Prior to becoming principal of Henry Louis Gates Jr., Mr. Vinson served as the
Founding Principal of The Obama School for Law, Government and Justice. This themebased high school provided a unique opportunity for him to combine his law and
education background. During his tenure, Mr. Vinson helped spearhead a
communitywide effort to secure a permanent home for the school. As a result, The
Obama School is now housed in a $75 million, state of the art facility, representing an
unprecedented partnership between the criminal justice community and an inner-city high
school.
Mr. Vinson is a graduate of Rutgers University in New Brunswick, New Jersey
and received his Juris Doctorate from St. John’s University. He earned his Educational
Administration and Supervision certification in only one semester by attending three
colleges: Brooklyn College, City College, and Baruch College.
Dr. Wayne
As a youth growing up in 1970, Dr. Wayne was born into the foster care system.
Early on he noticed that a vast majority of both his African American male peers in foster
care ended up in jail. As the result of being adopted by his mom and dad, David and
Veronica Wayne, and their passion for reading and education, Dr. Wayne graduated from
Brown University, the Wharton School of Business, and the Harvard Graduate School of
Education. Having witnessed the transformative power of education and family
involvement, he founded Build a Better Tomorrow USA and The David and Veronica
Wayne Academies.
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Based on the high achievement of the Build a Better Tomorrow scholars, in 2012
a northeastern school board granted approval for The David and Veronica Wayne
Academies to open 10 Academies. Named after his parents, the Academies will provide
a high-quality, academic, and enriching blended learning curriculum to over 10,000
children.
Prior to Build a Better Tomorrow and The David and Veronica Wayne
Academies, Dr. Wayne co-founded The Delaney Project. Started as a community service
project while he was a doctoral student at Harvard, The Delaney Project grew from
educating 20 children on a budget of $12K to a national non-profit annually educating
15,000 scholars with a budget of $27.5M.
Mr. Gilbert
Born and raised in an all-Black, suburban neighborhood in Atlanta, Georgia, Mr.
Gilbert’s leadership experience has solely been in single-gender schools in a metropolitan
area. He was the Founding Principal of Young Men Prep.
Prior to his role as Principal, Mr. Gilbert spent a year as a Resident Principal with
a prominent charter management organization (CMO) and served in various
administrative capacities at Morehouse College Prep and Talladega College Prep. In
addition, Mr. Gilbert was a founding teacher at Tuskegee College Prep, where he taught
for four years. In his time at Tuskegee College Prep, Mr. Gilbert served as the 9th Grade
Team Leader and supported the freshman teachers in their work.
Prior to launching Young Men Prep and becoming a Principal, Mr. Gilbert lived
and taught in Barcelona, Spain for one year at the American-Barcelona School. During
his tenure in Spain, Mr. Gilbert learned to speak Spanish at an intermediate level and
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appreciate the culture of the city. Currently, Mr. Gilbert operates as a principal coach in
a major northeastern city where he primarily coaches male principals.
Mr. Gilbert began his career as a Teach for America corps member in 2002. He
taught Junior English for three years, along with running a digital music club after school.
Mr. Gilbert graduated from Brown University with a B.A. in Sociology. He also earned a
Masters in School Leadership from Bank St. College in 2009.
Dr. Johnson
Dr. Johnson, the founder of The Innovation Center for Social Justice and The
Johnson School for Global Impact has been involved in the field of education for the past
15 years. He holds a Bachelor of Science degree from Yale University, a Master of
Science in Education from Johns Hopkins University, a Master of Science in Educational
Leadership from Columbia University and is scheduled to defend his dissertation in
Spring 2016 to receive his Ph.D. in Educational Leadership from University of
Pennsylvania, where his research explored the “The Impact of Teacher Supportiveness in
Elementary School Students with Disabilities. After transitioning from a successful
career in Finance, he returned to his first passion, which was improving outcomes for
minority students.
His teaching career began as a high school special education and social studies
teacher at Shirley Chisholm Elementary School in the northeast. He remained there until
the school closed and received a position as an Assistant Principal at Skyscraper-Scaffold
High School, a technical high school. He was eventually promoted to the position of
Principal. Dr. Johnson became the first African American principal of a school where
over 80% of the students were male and over 90% were represented by communities of
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color. During his tenure as Principal the school was recognized as 1 of 40 schools in an
urban metropolitan city that successfully graduated boys of color. While working as an
Administrator, he became an adjunct professor at Adelphi University, teaching graduate
students in the Masters in Urban Education Program. This expanded his reach by
allowing him to teach new teachers how to successfully impact students in an urban
setting. In 2013, he was offered a full-time position at Adelphi University to serve as an
Assistant Professor and Director of the Alternative Teaching Certification program.
Johnson, as his students affectionately know him, was faced with making the decision to
leave the school he loved to move to a position in higher education as the only African
American male at Adelphi University’s School of Education. The thought of having the
ability to impact the population of new teachers helped him make the decision to widen
his influence for the marginalized minority communities within the five boroughs of New
York City.
It was from these diverse areas of exposure within the urban communities that
The Innovation Center for Social Justice and The Johnson School for Global Impact were
birthed.
Mr. Brooks
Mr. Brooks is the founding principal of Hillman Prep. Under Mr. Brooks’
leadership, Hillman Prep aims to prepare its young boys to enter, succeed in, and
graduate from outstanding college preparatory high schools and colleges. In August
2004, Hillman Prep welcomed its inaugural group of 88 students in grades K-1. A new
Kindergarten class has been each year to serve grades K-8.
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As the first all-boys charter public school in New York City, Hillman Prep
represents a response to the alarming trends that threaten the long-term success of
African American males. Those trends include higher school dropout rates, lower
graduation rates, and, for those who do graduate, lower rates of college-preparedness.
Steadfastly committed to “the long journey between now and 2020”—when
Hillman Prep's first class will graduate from college—Mr. Brooks draws his faith in the
ability of high-quality education to elevate the lives of urban boys from his own personal
and professional experiences. Originally from San Francisco, CA, Mr. Brooks had the
opportunity to participate in SummerBridge, a program that prepares public middle
school students, especially students of color, to succeed in rigorous high schools by
enlisting energetic, talented high school and college students to serve as their teachers
during the summer and school year. With the help of this program and his highly
engaged mother, Mr. Brooks accelerated on the path to college by enrolling in a singlesex private school and experiencing the benefits of Hillman Prep's all-boys educational
model first-hand.
Prior to helping found Hillman Prep, Mr. Brooks taught Science in a northeastern
city at Biden Preparatory Charter School, one of the state's most successful urban charter
schools. There, he played a central role in developing the school's academic program and
culture. Drawing upon the positive influence of athletics and caring adults in his own
life, Mr. Brooks also founded a competitive soccer program and created a support group
for boys of color.
Meanwhile, on the 8th grade science test, Biden Prep had the highest percentage
of students scoring advanced or proficient (45%) of any predominantly Black school in
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the state and the highest percentage of any public school in the northeast with the
exception of the Puente Latin School. Biden Prep students scored advanced or proficient
at the same rate as students in three surrounding suburban schools-Bush (45%), Kerry
(44%) and Quayle (43%). Mr. Brooks is a graduate of Oberlin College where he
received a dual degree in Biology and Philosophy. Mr. Brooks is an alum of Teach for
America and received his teaching credential in special education and a Masters in
Private School Leadership from Vanderbilt University.
Ethical Considerations
Creswell (2013) notes that regardless of the approach to qualitative inquiry, a
qualitative researcher faces many ethical issues that surface during data collection in the
field and in analysis and dissemination of qualitative reports. Lipson (1994) groups
ethical issues into informed consent procedures; deception or covert activities;
confidentiality toward participants, sponsors, and colleagues; benefits of research to
participants over risks; and participant requests that go beyond social norms. Other
ethical considerations are respect for persons, beneficence, and justice.
•   Respect for persons requires that research subjects are not coerced into
participating in a study and requires the protection of research subjects who
have diminished autonomy.
•   Beneficence requires that experiments do not harm research subjects, and that
researchers minimize the risks for subjects while maximizing the benefits for
them.
•   Justice requires that all forms of differential treatment among research
subjects be justified (Shanks, Andre, Velasquez, & Meyer, 2012).

74
In accordance with the guidelines of Teachers College regarding the protection of
human participants, a request for review was submitted to both the Teachers College and
New York City Department of Education Institutional Review Boards (IRB) for approval
to interview and observe approximately 10 participants for this study: seven administrator
interviews and three field observations of teachers’ classrooms. The anonymity of the
interviewees was protected through the use of aliases (Creswell, 2013). As a part of the
researcher’s commitment to preventing deception about the nature of the study, all
participants were informed that they were participating in a study and had the purpose of
the study explained to them.
Conclusion
In this chapter, I identified my seven interview respondents and the methods used
to conduct my qualitative case study. In the next chapter, I present my findings, which
included my classroom observations as well as the contents of my 60-minute interviews
with each leader. I also include brief resumes and a biography of each leader.
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Chapter IV
FINDINGS

It’s frustrating because we hold three year olds to standards that we
don’t hold 50 year olds to. At the end of the day the distinction for me
between White children and Black children is who was explicitly taught
the norms and then who HAD to be explicitly taught the norms—because
behaviors in White society often align with the expectations of school.
But if Mom is struggling and not there and what you really had to learn
was how to raise siblings, there are things that you are adept at that your
White peers are not adept at but there’s no test, standardized or other, to
assess that. (Mr. Reese, Former School Principal)
This chapter presents findings from the study, which explored what factors in
single-gender elementary schools for Black males contribute to their academic and
social-emotional growth and development. Furthermore, it details the narratives of the
seven leaders that were interviewed as a part of this study. The first part of this chapter
provides a profile of the school that was visited followed by a profile of each of the
research respondents. Additionally, information is provided of their educational
experience, ethnic background, and gender. Emerging themes that developed as a result
of both field observations and semi-structured interviews are also reported. The latter
part of this chapter focuses on the leaders’ responses to interview questions that are
directly related to the components of the conceptual framework and research questions
that shaped this study-school leadership, curriculum and instruction, and school
environment.
Prior to gathering data through classroom observations, I assessed the school site
by utilizing the American School Climate Inventory Version 1.1 designed by Dr. Brian
K. Perkins (2007). This survey is aligned with one of the components of my conceptual
framework (School Environment and Climate). The survey assesses five areas: (1)
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school building and physical environment, (2) academic environment, (3) school
environment, (4) order and discipline, and (5) miscellaneous. Each category has 10
components that are graded 0, 1, or 2 and then tallied at the end. If the points added up
equate to below 50, the school climate is considered to be in crisis. If the school is scored
between 50-70, the school climate needs attention. If the school is scored between 70-90,
it is labeled as adequate; if it is scored above 90, it is categorized as exceptional school
climate.
Research Question Themes
RQ1: In single-gender elementary schools for Black males, what factors
contribute to their academic and social-emotional growth and development?
When questioning the interview respondents about what factors contribute to the
overall academic and social emotional growth, the consensus was there were the three
definitive areas to consider: role of culture, role of school, and role of family.
1.   Role of school culture. The structure and culture of the school play an integral
part contributing to males of color and their academic and social emotional
growth. It is important to establish meaningful relationships with caring and
knowledgeable adults. Leaders also indicated that it was important that
leaders understand their role and how they impact the lives of the young men
that they serve. Additionally, the mentoring program that is an essential part
of the school model contributes to these meaningful relationships. Another
component that interviewees highlighted as a contributing factor are
schedules, routines, procedures and an environment that are as consistent as
possible. The third contributing factor was structure and very clear
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expectations and limit and the final component was giving boys many
opportunities to express themselves safely enrichment activities such as art
and physical education.
2.   Role of school environment. The dichotomy of the socialization of boys—
developing a strong sense of boyhood while simultaneously learning to work
cooperatively with others is something that must be embedded in the
academic and social emotional development of young men. The school’s role
during informative years in an elementary setting is paramount in the
development of young men. School must be an extension of what boys learn
at home. In addition, in many instances, it is a safe-haven where young boys
of color are encouraged to explore and invest in their social-emotional growth.
Practices such as reciting the school creed on a daily basis contribute to this
greatly. All successful male elementary schools make this a daily practice in
their school culture and this school has followed suit.
3.   Role of family. Strong partnerships with family members also impact the
academic and social emotional growth of young men. The seven leaders
spoke greatly to how they focused on building strong relationship with their
young men’s family members. They reiterated the importance of parents
modeling and demonstrating for the young men how they expected them to
behave and interact with their peers in school. For example, the leaders spoke
about community partnerships and entities such as the church or the mosque
or the spiritual component of social emotional intelligence and how the
presence of a higher power or the lack thereof can influence both the overall
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growth of young men. Respondents indicated that young men whose parents
acknowledged a higher power and instilled this value in their sons saw a
different reaction to rules and routines and structure than those who did not.
RQ2: In what ways do school design, context, and leadership practice inform the
academic and social-emotional growth and development of students of single-gender
schools for Black males?
When questioning the interview respondents about ways that school design,
context, and leadership inform academic and social emotional growth, the consensus was
there were the three definitive areas to consider: role of culture, role of school, and role of
family.
1.   Rigorous, culturally relevant instruction. The seven interviewees agreed
across the board that the importance of rigorous, culturally relevant
instruction, hiring plans and intentional lesson plans have to be considered
when referring to the academic and social emotional growth and development
of students.
2.   High expectations. Furthermore, it was evident that another very important
piece to establish a successful schooling experience for brown boys is
accepting the notion that Black males can achieve at the highest level. This
includes high academic expectations as well as high behavioral expectations.
Interviewees spoke greatly to the importance of high levels of engagement
and no down time during instruction. In other words, teachers have to be
committed to ensuring that every second of instruction time is treated with a
sense of high value and importance.
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3.   Actively recruiting teachers of color. Each interview respondent believed in
the power of placing teachers, particularly male teachers of color in front of
Black males. While five out of the seven respondents believed it was most
important that recruiting and hiring high-quality teachers are more important
than targeting male of teachers of color, two of the seven respondents
elaborated greatly that schools that are established to enhance the overall
academic and social-emotional development of schools that specialize in
working with males of color make a proactive effort to find Black male
teachers to be teachers, mentors and role models for this population.
An important part of the data collection process incorporated field observations of
the school site and a climate inventory was conducted (Appendix E). Table 4.1 provides
a summary of the field observations and the specific elements of each observation.
Additionally, I was able to observe the daily morning routine of the school, which adds to
the self-affirmation, and self-esteem building of each male scholar, another very
important component of building and extending the social emotional growth of the young
men. Elements of this table are comprised of grade level, racial makeup of each
classroom observed, length of lesson and the main objective of the lesson taught.
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Table 4.1
Summary of Field Observations
Morning Routine
Observation
Responsible
Conduct (SocialEmotional
Practice)

Recitation of
School Creed/
Libation/
Tribute to
Ancestors

Classroom
Observation #1NYU Room
(DuBois House)
Students engage in
a brain break
(5,4,3,2,1)
www.responsivecl
assroom.org

Classroom
Observation #2Yale Room
(Guevara House)
Closing circleStudents take 5
minutes to gather
before the
transition and pass
a ball from one
person to another
and pay a
compliment

Classroom
Observation #3Morehouse Room
(Lowery House)
Quiet timeStudents take the
first 5 minutes of
the class (after
lunch) and write in
their journals about
the best part of
their day so far and
why?

www.responsive
classroom.org

www.responsivecl
assroom.org

Principal Presence
in classroom?

Yes

Yes

Yes

Yes

Show of Respect
for Principal?
Total Attendance

Yes

Yes

Yes

Yes

752 students

20 students

18 students (2
absent)

20 students

2 teachers

2 teachers

2 teachers
Grade Level

Entire School
(K-8)

3rd grade

6th grade

8th grade

Classroom
Observation #1NYU Room
(DuBois House)
Teachers: 1 male, 1
female, both Black

Classroom
Observation #2Yale Room
(Guevara House)
Teachers: 2 males;
one Black

Students: 18
Black, 2 Latino

Students: 14 Black,
4 Latino

Classroom
Observation #3Morehouse Room
(Lowery House)
Teachers: 1 male, 1
female; one White,
one Latina

SWBAT instill
self-esteem and
pay homage to the
lineage of their
ancestors.

SWBAT build
various Legobased structures
while using a
guide.

Yes.

Yes.

SWBAT practice
translating their
names and
common words
from English to
Hieroglyphics and
vice versa.

Morning Routine
Observation
Racial Makeup/

Total Teachers: 66

Gender of
Teachers/
Students
Learning Objective
for the Day.
COSEBOC
Aligned?

Students: 17 Black,
3 Latino
SWBAT keep the
beat steady and
incorporate a more
complex playing
technique on their
Djembe drum.
Yes.

Yes.
Length of Class
Period

30 minutes

45 minutes

45 minutes

45 minutes
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After I conducted my three classroom observations I noticed a few trends. First, I
noticed that each classroom was constantly engaging in social emotional practices to
enhance the stamina of the young men in the school. Second, there was a strong sense of
affirmation through rituals or practices. I also noticed that there was an evident sense of
camaraderie amongst the young men and that this was something that was cultivated and
took time to establish. Finally, there was a mutual respect between the principal and the
scholars. The students respected the principal’s presence whenever he entered the room
and if they were off task they immediately returned back to their assignments once he
arrived.
Table 4.2 represents the demographics of the school including school name,
enrollment numbers for the 2016-2017 school year, the type of school, how students are
selected, the teacher to student ratio and what the of security is present in the school
building.

Table 4.2
School Snapshot
School

Enrollment

Hillman
Prep

778
Asian-3.0%
Black84.3%-9.8%
White-1.2%
Other-1.8%

School Type

School Selection

Teacher-toStudent
Ratio

Charter

Lottery

1: 10

Metal
Detectors
No
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Table 4.3 describes whether or not there is parental engagement, a uniform policy,
extending day, weekend and if the school shares a campus with another school.

Table 4.3
School Snapshot II
School

Parent Engagement

Uniform

Extended Day

Hillman
Prep

Yes

Yes

Yes

Extended
Weekend
Yes

Shared
Campus
No

Saturday
School

Thematic Finding 1: Culturally Relevant School Curriculum and Instruction
All of the research participants were in agreement regarding the relevancy of
implementing a culturally relevant curriculum or culturally responsive teaching in a
single-gender schooling experience for males of color.
Mr. Vinson explained:
At the end of the day, it’s about bringing Black males together. Part of what
drives us is that you have to be mission-clear. Why are we with you? I think
what should inspire young people to be fully engaged with this educational
experience is when they understand their place in society and their vehicle in
history. What place they have. I absolutely believe that.” Furthermore, he
asserted that, “We want you to go to college one day. We want you to be the next
Barack Obama. What drives somebody to that? It’s the sense that they are
somebody. If a person doesn’t believe that they’ve got worth, they’re not going to
drive toward success.
Mr. Gaines noted:
I absolutely think that [culturally relevant teaching] has to happen when we are
working with our young boys. They’ve got to have personal connections because
we talk about a lot when it comes to working with our boys. It’s got to be
engaging, they’ve got to have a personal connection to what we’re teaching them
and we’ve got to make those connections on our own too. He further asserted,
“We’ve got to use material and reference things that they can connect with. I
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think until we do that they’re going to be lost and as a result they were disruptive
and we know when boys are not engaged what happens… I think it’s critical but
again it goes back to how much the leaders that make the decisions are enforcing
that and where it is leading to positive outcomes for our young boys of color.
Similarly, Dr. Wayne indicated:
I think that’s a successful component for any school. Because I think many
times we think about culture responsiveness in our blackness, or our brownness.
So yes, to answer your question, I would argue that to say culturally responsive
practices, approaches, and mindsets pour into any school. The only thing I would
add to that is it becomes heightened in a same-sex school because in many cases
they get a double whammy. So, there’s a story of self as it relates to me, as an
African American or a child and so I can receive culturally relevant instruction or
culturally relevant instruction would allow me to see myself in math or science
practice as a person of color or what have you. But then, also you have the
element of being both a person of color and a male and how that manifests itself
academically, psychologically, social emotionally and so on.
Two of the respondents elaborated in more depth concerning the relevance of
culturally relevant curriculum and how it extends far beyond an academic component. In
contrast, Dr. Johnson elaborated by stating:
I do believe in such a component but I would add that it is A component, not
THE only component. It is not the totality of what is needed for single-gender,
Black male schools. I think it’s important to embrace their culture, to learn about
their culture, and also other cultures. I think that it is important, however when I
think about culture I also think of pedagogy. I look at it also through the lens of
also being culture power. It’s knowing what’s there and having that I think is
really important, especially for Black males. I think that when considering
context, we have a lot of buzzwords at times and I think that this (culturally
relevant curriculum) is a relatively new one. We’ve got to make sure that our
children are proud of who they are, where they come from and I do believe it is
essential.
Similar to Dr. Johnson’s response, Mr. Brooks responded:
Yeah. I think just the way you framed that question is how non-single gender
schools often think about this. I was under the distinction that anything culturally
relevant should not be limited to the curriculum, or to instruction but should
essentially be in the DNA of the school. So culturally relevant curriculum which
is the majority of what students are engaging in, in their school is definitely
necessary not sufficient. And it’s necessary in the sense that, again, the society is
responsible for the creation of a set of myths that are detrimental to Black males.
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One of those myths is that Black males are somehow intellectually inferior. We
must overcome that.
Mr. Gilbert answered with, “Yes I do. Absolutely!” while Mr. Reese put it
simply, “It’s all culturally relevant. You can’t see me, you can’t teach me.” The best
way to get kids to engage in school is for teachers to make their lessons relatable or
relevant. Therefore, culturally sensitive curriculum and content provides opportunities
for the students to find immediate and direct relevance and immediate and direct
relevance is a great lever for motivation. It also assigns a true value to the experiences of
Black males. So when they read and they write about the curriculum and content, they
understand the value of themselves and their narratives and their cultures within a larger
context of society. It is all-empowering.
Thematic Finding 2: Effective School Leadership (School Operations, Principal,
Vice Principal)
Respondents were asked to identify the top three characteristics that a strong
school building leader needs to provide a successful schooling experience for young
males of color. Some of the respondents gave more than three traits but that was the
minimum that they could provide.
Mr. Gilbert noted:
I think they have to have vision. I think they have to have a really deep
understanding of race, culture, and oppression. And when I say understanding I
mean be able to understand it so they can translate it into direct strategy politics in
action. Right? They need to have confidence. Being a principal is… you have to
have thick skin. You’re being criticized with virtually everything that you do.
Therefore, you have to understand that that’s part of the position. You can’t over
personalize criticism. You have to have stamina… You need to be adept at
analyzing data and being able to use the data to inform the decisions that you
make. I think I named quite a few, but I think all those are really, really
important.”
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Mr. Reese’s notion of what a school leader should embody came from a slightly varied
perspective:
I think in a single gender school, you have to be invested in learning. You
have to be committed to supporting a range of ideas and access and opportunities
for students of either gender to explore who they want to be within that gender.
They have to generate a staff that’s committed to living that range of options in
the presence of your students. I think that you have to be committed to being
someone who builds community. Some of these things I’m suggesting are not
unique to a leader of a single gender school. The distinction for me would only be
that when you have a single gender school that you create a standard of excellence
for children and the adults, you know, of that gender that gives children
something to aspire to, regardless of how you physically present that gender to
them.
Mr. Vinson’s response spoke highly to being confident in knowing that being a
leader is the appropriate pathway for a given individual and exuding the quality of hard
work:
Oh yes, so you've got to know that this is something that you really want to do.
It’ll probably be the hardest work that one has ever done, so I think being very
driven is essential. I think it’s being very driven to know that you really have to
roll up your sleeves, put in a lot of hard, serious work… Anyone who seeks to do
this work must have a love for boys… have a respect and affinity for the boys.
People have to have a drive for work, and all the other stuff. You need to be
smart. You need to be resourceful.
Dr. Johnson also highlighted the significance and importance of being a learned
leader:
Obviously, you have to be very palatable. I think you need to be
knowledgeable; I think you need to be aware and awoke. I think you need to be
an empathic individual and I think you need to be committed. I say that
because ... again, I’m not saying these characteristics are what any school leader
should possess and a leader can’t go across race and class and culture, but I can
say more than just listing terms, you have to be true to the terms as well. Because
I think you can say stuff that sounds good or sounds like what we should be
saying, but then how it acts and how it folds and how it’s operationalized is really
two different things.
Mr. Gaines emphasized the importance of innovation and possessing the quality
of an extrovert:
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I think the ability to be innovative with their approach to reaching all children.
I think you’ve got to be personable, and I think the last piece is to be able to
develop strategic partners, so working alone, being able to bring people from all
different walks of life to develop this investment in what you’re doing inside of
your school walls. I think a lot of principals are major introverts and so they
don’t really feel comfortable engaging with people and that can be a big turn-off
to a lot of folks who want to really spend time getting to know the leader, their
vision, and so forth, and so I think when they don't have opportunities to do that I
think it leaves just a bad taste in their mouth, and that perspective on what they
think, the direction they think the school is heading.
Dr. Wayne gave a long pause and initially responded with, “Hmm… that’s an
excellent question... He continued:
I think the first component would probably be a staff of relationship builders.
So, in a school community focused on the boys, in particular ... It’s important
that one of the major components leading the school’s work is around having
personnel that see them, that understand where they’re coming from, that
understand how experiences matter, but more importantly how to use that to make
the instruction relevant and accessible and product-driven… While there’s been a
long history of single-sex schools, single-sex schools in urban areas are a new
trend, and they’re nuanced. Therefore, the leader has to understand not only the
historical context, but why. Why would these schools exist 30 years ago? How
does this school now exist in an urban context? And it is, it is different.
The notion of why a single-gender school is an incredible, educational option and
how it impacts the learning of experience of males of color in particular is something that
Dr. Wayne spoke about with intense authority:
I think the third component is ensuring that all stake holders, parents,
community, staff, scholars, all on the same page as it relates to the school’s
purpose. So, I think a lot of times, particularly in a school, in a district of choice,
if you’re not careful and mindful of how that’s messaged, you can get a bunch of
people saying well I didn’t choose for my child would be here. Like I don’t want
my child in an all-boys school. Or, I have a lot of families, “I didn’t want my
child to go to school here,” but after they understand the work and why this
school exists, they’re like, “I’m so glad I sent my child here.”
Mr. Brooks rounded out the concept of the important attributes of an effective
school leader by chiming in with the following:
I think kindness, empathy, respect, support, brotherhood, these are things that
as a school leader I personally value. As a leader, as a father, as a citizen. In my
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leadership roles, I’ve worked to create an environment based on love and
brotherhood and gave my teachers a moral compass to navigate some of the
impetuous decisions that young students had to make... So, when we saw
incidents of cruelty, or bullying, or use of mean words, we took it seriously. The
resources we invested worked to fix a problem. They worked to socialize bullies.
They worked to suggest if you are a part of a community, in the deepest sense of
the community, share vision, share journey, you're your brother's keeper,
responsibility for each other and this is a place where we don't tolerate any kind of
meanness. And that was there from day one. And the benefit of a single-sex
school, in every story you tell, every parable you tell, every anecdote you tell,
every current event that you examine, you can instill it and therefore, give them
the expectation.
Thematic Finding 3: School Environment and Positive School Culture
Perhaps one of the most special and essential elements that contribute to a
positive (or negative) schooling experience for young males of color is the climate and
culture that is established and maintained for students to thrive in. All of the respondents
were in full agreement regarding the significance of this component contributing to the
sustainability of a school for Black males. Each respondent was asked to describe a
model school experience for Black males from both a theoretical and practical
perspective. The responses were both in-depth and thoughtful.
Mr. Vinson stated:
For me, a model school for Black males looks a lot like what we do at Hillman
Prep Academy. It’s a place where, first of all, the young men feel fit (in other
words they fit in)… So, I think you want a place where they first of all feel safe,
and they understand that to be safe is also very important. They know this is a
place where they’re going to be heard. Where their voices are heard, respected.
That’s very important… But it’s also a place that really invokes a spirit of
brotherhood. Where young men, not only feel safe, but also feel a longing to
participate and belong to a group of guys, connect to a group of guys with a
common cause and a common purpose.
Mr. Gaines described the school environment as a place of spatial abundance:
I think ideally, it’s a place, the ideal school model would be one that allows
young men to really thrive under creativity, really find their kind of niche within
the classroom or the school setting…I had an opportunity to visit a private school
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here in Houston and these boys are literally playing all day. They are developing
their social skills every day, whether it is outside, project-based learning, just
really interacting with each other, they’re moving all the time, I think that’s really
beneficial for boys. I think more of our schools need to look like that. We’ve got
to create those spaces for our young men.”
Dr. Wayne’s description of the role of the principal in establishing a positive
school culture was reminiscent of that of what Geoffrey Canada (Harlem Children’s
Zone) described as “Superman.”
Principals are on-the-ground practitioners. We have to make it happen. The
only thing I’ll say about theory is theoretically I would love an opportunity to
really be more vocal about the types of assessing, the way in which we assess
students. But I guess if I could kind of change the ultimate experience for the
boys I would probably say switching from a state exam, or from a Regents format,
to more so something where they can really express their talents in a variety of
different ways such as project-based learning. One is access, access to high-level
classes, access to a menu of classes and offerings, access to programs outside of
the space—that are going to support them in their academic and social-emotional
growth… And then, what are the opportunities? So, what opportunities do we
create for the young men to see that that particular thing is important to them?
So, we talk about opportunities for them to see the importance of us giving them
access to college. So, a lot of times, we spend, in school, a lot of time talking
about college, college, college, college, college, and it’s so important, and, like,
“Dude, you gotta go, you’ll rock.” But, not providing them the opportunities to
actually make those decisions, getting them to think through that process.”
Mr. Gilbert noted:
Yeah. I would say it differed (how we create culture in an all-male school as
opposed to a co-ed school) probably mostly in our intentionality behind the
building the self-esteem of these young men. So, we had a lot of rituals, we had
many cultural things to create a certain sense of belonging for our young men.
That was probably the biggest intentionality around culture, around programming,
around creating a college ready environment with the posting of college pennants
on each door, of each classroom. Most notably, for example, there was a direct
attempt at trying to kind of fill the gap of the lack of male role models and things
of that nature. So, again, out there that was probably the biggest area, but in
addition to that, I would say we were also more intentional around professional
development in helping teachers adjust to our community.
Dr. Johnson expounded upon his definition of school culture in this way:
I think it’s important to embrace their (students’) culture, to learn about their
culture and also other cultures. I think that is important, but it is cultures, not to
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come outside of just nationality and race. When I look at culture, I want to think
pedagogy. I look at it also through the lens of also being culture power. It’s
knowing what's there and having that ... I think that that is really important,
especially for Black and males. I think that the context ... we have a lot of buzz
words at times and I think that this is a relatively new one, maybe we’ll go a little
older now, a big culture that we embrace ... we’re going to make sure that our
children are proud about who they are, where they come from, and I do believe it
is essential ... curriculum. It has something to do with what... Parker Palmer
describes about the heart of the teacher and it has to do with dispositions, ways of
thinking and not just being able to teach or speak on a specific slice of humanity.
Mr. Reese brought a very interesting perspective to the table that is typically
discussed in the context of how boys learn but in some aspects can be viewed as
stereotypical:
Boys do not tend to be auditory. Boys are invested in understanding how what
they're doing works immediately. You know, they want to touch it, they want to
act on it, and they want to act it out. And unless you have a teacher who is
invested in creating experiences for children, it can be difficult to support a boy in
getting the most out of school, particularly at the elementary level. Because boys
are compliance and sharing information, which is different from assessing
whether or not the information is received, which is different from assessing
whether or not the child is equipped to use the information independently… And
because that norm is sharing information verbally with compliant children, a child
who is predisposed to be kinesthetic, physical, interested in application, interested
in using the information, interested in moving physically in their environment,
interested in being independent and discovering what the use of this information
is, separate and apart from the adults’ digestion of it, the average boy has, I think,
challenges thriving.
Mr. Brooks shared in depth about the difference between a charter school for all
boys compared to a traditional district school:
Yeah. I think the culture of a charter school, relative to district schools, is
different due to the autonomy and the ability to make decisions that you think will
best serve your families and your students. If you zoom in, I think a lot of people,
a lot of research, a lot of the educators, just anecdotally, the experience of,
particularly Black boys in schools, that we have been under serving these
populations for a long time. And the ability that we had at our school is we can
examine essentially every school decision that a school leader would make.
He spoke enthusiastically about the numerous choices that his school benefited from
because of its charter status in New York City.
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What time you start to whether or not there’s a uniform, the curriculum, the
books, when you dismiss, whom you hire, what your reachables are, what
extracurricular activities you offer. You can examine all of those dimensions and
variables though the lens of what is going to best serve a single-gender
population…. I think a lot of evidence in public school is because they aren’t
creating an environment conducive to that population, which suggests that they’re
somehow not capable of achieving at the highest levels. We had incredibly high
expectations for boys. We understood the importance of rigorous instruction,
hiring plans, and intentional lesson plans. We were a very joyful school…
Interview, Observation, and Document Interpretation and Analysis
The research and information-gathering phase of this qualitative case study
incorporated a comprehensive review of the literature as well as the available resources
on Black male achievement. Upon successful completion of this process, I interviewed
seven administrators, some who are currently or formerly employed by Hillman Prep and
some who have worked at other single-gender schools within New York City (see Table
3.4). All participants signed a consent formed and agreed to be audiotaped. Once all
interviews were conducted, I also observed three reputable classrooms per the principal’s
recommendation.
Based on overarching themes, I created a node for each main theme and
subsequent theme in NVivo. After this was process was complete, I was able to analyze
the data and search for trends that became prevalent and emerged as a result of the
interviews. Similarly, this process was replicated for both the classroom observations
and document analysis. Documents that were analyzed included artifacts such as the
comprehensive plan of the school, a five-year strategic plan, which included the mission
and vision of the school, and the school climate inventory, which was administered at the
beginning of the study.
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Furthermore, I made connections between the existing research literature
specifically in the areas of culturally responsive school leadership, culturally relevant
curriculum and instruction, the state of current single-gender schools in New York City
(including the amount of schools in existence), and positive school climate and what the
interviewees had to say about each topic, in great detail. Based on the connections that I
discovered, I compiled a set of recommendations for future research, which can be found
in Chapter V. The quotes from each interviewee indicate that while they may have
expressed their sentiments differently, ultimately the final outcome, which includes
positive school climate, culturally responsive school leadership and culturally relevant
curriculum and instruction, is something with which they were all aligned.
I was able to establish themes that coincide with the effective components of an
elementary school of resilience for young males of color according to the perspectives,
interviews and observations of the seven interview respondents that I interviewed. This
study captured what they believed to be the successful contributors to the academic and
social emotional development of males of color in an elementary setting. By capturing
this information, I was able to deduce what leads to the success and sustainability of
schools or the lack thereof for young males of color.
There were six major themes that emerged as a result of the coding of the data.
These themes included: (a) understanding/acknowledgment of Black culture/difference in
learning and development (differentiated instruction); (b) Black male (adult) on Black
male (student) mentorship; (c) strong sense of identity for students, parents, teachers, and
leadership; (d) culturally relevant pedagogy/culturally responsive school leadership;
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(e) organizational structure (transformative school culture)/safety/support/financial
capital; and (f) sense of belonging.
Understanding/Acknowledgment of Black Culture/Difference in
Learning and Development
In order for any leader to lead a group of Black males successfully, there must be
both an acknowledgment of and understanding of the difference in learning and culture of
this particular demographic. All of the interview respondents agreed that a willingness to
learn and deeply engage in culturally responsive school leadership has been essential to
their success as transformative and impactful leaders.
There is a direct correlation between understanding and acknowledging the
difference in learning and development of Black males and culturally relevant curriculum
and instruction and culturally responsive school leadership. Each respondent stressed the
importance of how the two dynamics work in tandem to create an effective schooling
experience for Black males.
Black Male (Adult) on Black Male (Student) Mentorship
The role of Black male on Black male mentorship is a necessary component for
an effective schooling experience for Black males. Each respondent spoke personally to
the male mentors in their own lives and how this has made a significant impact on their
overall development and growth as professionals. More specifically, each respondent reemphasized how the presence of a mentor assisted in having access to a tangible example
of someone they could emulate or pattern their lifestyles after.
Jackson, Sealey-Ruiz, and Watson (2014) reiterate the importance of creating
spaces for young men, Black and Latino males in particular. Sealey-Ruiz’s mentoring
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program UMOJA specifically identifies the urgency of establishing and maintaining an
ethos of care and love for young men and how it boosts self-confidence.

School-Wide Restorative Justice Policy
In interviewing the founder of Hillman Prep, I asked an essential question, “What
is your approach to student discipline? He answered, “We work with the Center for
Restorative Justice and Center Fellow Estelle Archibold. She has presented many times
at the COSEBOC conference, an organization that has framed much of the practices that
we have implemented at our school.” Hillman Prep believes a restorative approach to
building positive school climate is the intentional enterprise of becoming a community.
In addition to an emphasis on effective systems and structures that facilitate high
achievement for students, restorative schools are characterized by positive and caring
relationships among students and adults who together feel responsible for the climate of
the school and accountable to one another for individual student and school success
(Archibold, 2014).
It is evident that the school’s usage of restorative justice has had an overall
positive impact on many facets of the learning environment. For example, student
suspension rates have decreased over the past three years. The data school report card
noted that during the 2013-2014 school year, prior to implementing a school-wide
restorative justice approach to discipline, suspensions were at 40% (201 students). The
following year suspensions decreased to 9% (32 students). During the 2016-2017 school
year, that number decreased to 4% (32 students). The dean of students also confirmed
that the number of teacher referrals to his office was reduced by 38% during the 2016-
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2017 school year, a significant change from the previous school year (2015-2016) when
student referrals were down 26%.

Strong Sense of Identity for Students, Parents, Teachers, and Leaders
Each respondent spoke passionately to the importance of each stakeholder and
understanding who they are and what they bring to the table. The consensus reached
during the interviews was that every stakeholder must accept accountability and
comprehend how they play an integral part to the overall success of the students. Part of
this process involves the complexity of self-identity (Youdell, 2005) and another
component is school leadership being able to establish every person’s role and how
everyone can contribute to the success of the schooling experience for young males of
color.
Culturally Relevant Pedagogy/Culturally Responsive School Leadership
One of the highlights of the data collection process was discovering the
importance of culturally relevant pedagogy (CRP) and culturally responsive school
leadership (CRSL). I was able to achieve this by quoting the seven interview respondents
as they expressed themselves. Khalifa, Gooden, and Davis (2016) discuss how the
guiding leadership framework displays the influence principals have on the school
environment. Furthermore, they articulate how similar the experience is of minoritized
students who struggle with a range of academic and personal issues. These issues include
low school performance, but they do so in a culture that disproportionately disciplines
them and questions their intelligence, leading to discomfort in school. This situation
indicates a strong need for CRSL to address the social culture in schools.
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Knight-Manuel et al. (2010) speak specifically to the actions of culturally relevant
educators and how they tie culturally relevant curriculum to academic achievement and
college-preparedness. For example, these educators are aware of deficit lenses through
which society views Black and Latino males (Brown & Donnor, 2011) and how these
lenses contribute to unequal opportunities to learn. Furthermore, an ethic of care within a
culturally relevant approach provides Black and Latino male students with opportunities
to challenge educational inequities such as college access within the context of supportive
and encouraging learning environments (Gay, 2010; Howard, 2003). Two of my
recommendations that I provide in Chapter V speak to exposing Black males to a
mentoring experience (an ethos of care) on the elementary level as well as more
professional development in culturally relevant curriculum and instruction for teachers
and administrators.
During my classroom observations, I evaluated how each teacher demonstrated a
level of cultural relevance and how this was incorporated within their lesson planning and
engagement with their students. Each respondent noted that this as a very important
component to the success of working with young males of color. While some
respondents spoke to how necessary it was for educators to reflect the population they
teach (e.g., race and gender), other respondents spoke more specifically to the openness
of the educator to engage in culturally relevant curriculum and instruction and how that
far exceeds the race and gender of a particular educator.
Organizational Structure
The school leaders expressed how critical the organizational structure of a school
ultimately leads to either its success or its demise. Artifacts such as an organizational
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chart help to guide the direction of the organization. One of the unique elements of
charter schools is that most often there are three divisions that contribute to the overall
operation of the school-operations, curriculum and instruction, and climate/culture.
All seven interview respondents spoke to the autonomy of charter schools and
either if they personally worked in this environment or not. Two of the respondents, for
example, Mr. Brooks and Mr. Reese worked in both traditional, public schools and
charter schools and noted that they had overall better experiences in charter schools due
to the autonomy factor.
Sense of Belonging
The research literature reiterates how imperative it is for Black males to feel a
sense of belonging in order to fit in and feel connected to their schooling experiences.
Noguera (2008) speaks to this notion and how it is reflected in the schools that he has
conducted extensive research in. The interview respondents illustrated the importance of
structures in place in the school to foster belonging. Rituals such as morning meetings in
the auditorium each daily, the recitation of the school creed, the incorporation of
assemblies that celebrate the achievements of young men and the overall sense of
brotherhood that has been cultivated within the fabric of the culture of the school assist in
the creation of a climate that is conducive to acceptance.
Conclusion
The primary objective of this study was to identify the necessary components to
establish an effective school for resilience for boys of color. The interviews and field
based observations yielded significant information from the perspective of the leaders
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(and teachers) who spend a great deal of time working with this particular population.
The final chapter of this dissertation features interpretations, conclusions, and
recommendations for policy, research, and practice.
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Chapter V
DISCUSSION

This final chapter contains a summary of the interpretations and recommendations
for future research, practice, and policy. It is the hypothesis of this study that all-male
elementary schools that carefully incorporate the COSEBOC Standards, effective school
leadership, a positive school climate and culturally relevant curriculum and instruction
(independent variables), in order to create a formula for schools of resilience for Black
males (dependent variable), are better able to provide male students of color with the
skills necessary to flourish in college as well as in society overall. Based on the evidence
provided in this study I would conclude that this hypothesis has been successfully proven.
Interpretation of Findings
Having a lived experience in which I attended a single-gender school in a
suburban setting from Kindergarten until eighth grade, I embarked on a qualitative
research study in which I explored the successful components of a single-gender charter
school in an urban setting. I recognize that for me, my challenges related to my
experience, but also to my identity as a male and as an African American. My core
values and belief system as well as the manner in which my parents raised me also had a
significant impact. Throughout my experience as both an educator and a leader, I took
solace in leading my students in the way that I was most comfortable—by building
relationships, through collaborative communication, and as a servant leader.
There were many instances where I was unsure that my approach to leadership
was conducive to the different environments that I was in. I have come to realize that as
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much as I would have liked to give my staff the opportunity to participate in distributed
leadership that a leader many times has to make and execute executive decisions. With
that decision-making comes adversity and resistance even when the best interest of
students, families, and staff are placed in the forefront. I had to empower and mobilize
others’ support in order to successfully implement these decisions. However, there have
been many times when I have challenged the notion of a lot of what research has said
regarding Black males in single-gender schooling environments such as: Are Black males
more rowdy than White males? Are they more disruptive? How does Black male
identity impact leadership styles? Do we lead the way in which we were led or the way
in which we are taught in urban education leadership programs? As I interviewed other
Black male leaders, I realized this was a common concern among those of us in the field
of education leadership.
As Black males enter into leadership preparation programs, the need for more
mentoring and coaching in an effort to support their unique needs is essential. As an
instructional coach who works with New York City Men Teach—an initiative that
specifically recruits male teachers of color, I recognize the value in receiving mentorship
and coaching from a veteran in the field of urban education leadership who mirrors the
teachers he coaches.
Implications for Future Research
The following recommendations for further research were made based on the
present study’s findings and limitations.
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1.   This study was limited to all-male leaders. Perhaps future research could
include female leaders and their perspectives as well, although it might prove
to be challenging to find a female leader of an all-male school.
2.   This study was limited to leaders of color only. It is possible to seek out
respondents from different nationalities and ethnicities to garner their thoughts
on successful components of a school of resilience for young males of color
and how to combat low student achievement, low high school graduation
rates, and high incarceration rates.
3.   This study was limited to a school site located in a northeastern state. Future
research should include additional sites and sites that are located throughout
the nation as opposed to one area of the nation. The inclusion of other
districts and regions could possibly impact the responses on how to make
single-gender schools for males of color more successful.
4.   The other core areas as identified by the COSEBOC Standards could have
been incorporated into the line of questioning involved in the elite interviews.
5.   Finally, an area that can be further developed are standards around social
emotional character development and the accommodation of students with
disabilities (e.g., autism, dyslexia) as well as students that struggle with male
identity and notions of masculinity (e.g., LGBTQ issues).
Noguera (2003) emphasized:
Learning how to influence the attitudes and behaviors of African American
males must begin with an understanding of the ways in which structural and
cultural forces shape their experiences in school and influence the construction of
their identities. In this regard, it is especially important that future research be
directed toward a greater understanding of youth culture and the processes related
to cultural production. (p. 452)
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He continued:
Like popular culture, youth culture—and all of the styles and symbols
associated with it—is dynamic and constantly changing. This is particularly true
for inner-city African American youth whose speech, dress, music, and tastes
often establish trends for young people across America. For many adults, this
culture is also impenetrable and often incomprehensible. Yet, despite the
difficulty of understanding and interpreting youth culture, it is imperative that
efforts to help Black youth be guided by ongoing attempts at understanding the
cultural forms they produce and the ways in which they respond and adapt to their
social and cultural environment. Without such an understanding, efforts to
influence the attitudes and behaviors of African American males will most likely
fail to capture their imaginations and be ignored. (p. 453)
Harper and Kuykendall (2012) note that in addition to research on youth culture,
there is a pressing need for further research on how identities—especially related to the
intersection of race, class, and gender—are constructed within schools and how these
identities affect students’ attitudes and dispositions toward school, learning, and life in
general. Presently such an analysis is largely absent from the policies and measures that
are pursued to reform schools and improve classroom practice. Consistently, the focus of
reform is on what adults and schools should do to improve student achievement, with
students treated as passive subjects who can easily be molded to conform to our
expectations. To devise a policy that will enable successes achieved in a particular
program, classroom, or school to be replicated elsewhere, we must be equipped with an
understanding of the process through which identities are shaped and formed within
schools. There is also a need for further research on peer groups and their role in
influencing the academic orientation of students (Noguera, 2008).
Recommendations for Future Research
Based on the current research literature and the data that I collected, I offer the
following recommendations to improve educational outcomes for Black males:
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1.   Rethink “College for All” and restructure how we consider desirable and
sustainable career options for our students who are not necessarily college
bound and/or at least introduce college-readiness programs such as Upward
Bound at the elementary school level to increase college interest and
participation (Knight-Manuel et al., 2014, p. 5; Robinson, 2018).
2.   Reconsider gender fluidity by addressing such questions as “How do we
redefine and challenge notions of masculinity?” (Youdell, 2005).
3.   Challenge more single-gendered high schools to add a middle school and even
an elementary school component to better serve communities of color and
provide them with an additional educational option (Robinson, 2018).
4.   Mandate all boys entering kindergarten to participate in a statewide-approved
Pre-K program prior to entering kindergarten (Robinson, 2018).
5.   Mandate all teachers and administrators to receive continual professional
development and master culturally relevant/responsive instructional practices
and school leadership (Khalifa, Gooden, & Davis, 2016).
6.   Provide mentoring for elementary aged boys of color at an early age (Jackson,
Sealey-Ruiz, & Watson, 2014).
Implications for Policy
Prager (2011) noted, “For me, public policies should establish support programs
that would establish a sense of belonging in schools. The goal should be to reduce the
isolation that Black males report in school settings” (p. 12). This notion of a sense of
belonging was something that was echoed throughout the interviews that I conducted.
That sense of belonging, that brotherhood is exactly what is captured in a single-gender
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environment that is often lost in a co-ed setting. Educational Testing Services Board
Trustee Henry Johnson Pruitt maintains, “Black males are in bad shape (Prager, 2011,
p. 13). Pruitt proposed the idea for ETS to host the first conference on Black male
achievement. He has also proposed a list of seven improvements that policy can
implement to narrow the opportunity gap (a) Revamp the curriculum. Toss out the dry,
antiquated textbooks and tap into student passions (e.g., for technology); (b) set high
expectations. “Smart is not something that you are, smart is something you can get”;
(c) Seek student input; (d) Teach study skills and techniques. Teach skills to all. Do not
regulate them to remedial courses; (e) Engage community resources. Involve the
churches, community centers and barbershops and use the resources more effectively;
(f) Revisit assessments. In Americas, 50 different states have 50 different assessments.
Policy gurus should define national objectives and create one set of standards (e.g.,
common core) and then keep these in place for a reasonable amount of time so districts
can meet them; and (g) Narrow the achievement gap.
When the question was posed, “Where should the money come from to improve
Black student achievement, Dr. Oscar Barbarin of University of Maryland, College Park
did not hesitate to weigh in on public policy. “Take the money from corrections,” he
suggested, “some for families and some for early childhood education. You need the best
teachers in pre-K, kindergarten and first grade, as well as policies that focus on poor kids
particularly” (Brown & Donnor, 2011, p. 11).
Teachers College Professor Emeritus Edmund Gordon suggests, “We do not
measure health by how many good hospitals there are. You do something about
pollution, sewers, garbage and teach people to know how to use their own resources to
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maintain their own health” by exercising and eating properly. The same must be true for
education. “How do we prepare young people not just to fit in and survive in a
dysfunctional system, but how to change the system to be more appropriate to their own
needs” (Prager, 2011, p. 14).
Gordon further asserts, “Where do you begin? From a policy perspective, he
suggests society should start early in the life of a child—perhaps at the delivery.
“Evidence seems to suggest you can influence the course of life if you begin earlier”
(Prager, 2011, p. 13). He continues by asking us to re-envision what education is
supposed to do for our young people—to re-envision what success means: “My
prescription for education for Black men is to take that resistance and to enable it. Help
young men become competent resisters. A part of their education ought to teach them
what you do about a system that is not working for you: You change it” (p. 13).
Based on the review of the literature and this study’s findings, it is imperative that
schools of resilience for boys of color truly focus on the components of the conceptual
framework in order to build sustainable schools. School building leaders who desire to
lead single-gender schools or launch their own can establish successful schools in the
following ways. First, school building leaders (SBLs) must believe in distributive and
transformative leadership and be visionaries. SBLs cannot take on all of the
responsibility of the school. They must form a school leadership team that is
knowledgeable and supportive of one another. Next, SBLs must realize and recognize
that young males of color are not monolithic. It is critical that a SBL understands the
various needs of males, particularly in a single-gender environment and be prepared to
provide as many resources as possible to accommodate the members of the student
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population. Finally, SBLs need to consider that establishing a strong school culture is not
only about hiring teachers who can successfully implement culturally responsive
teaching; they should know that such a theory is not limited to curriculum and instruction
but also should be embedded in the tapestry of the school.
Pipeline to Leadership
According to Tatum (2017), “Leadership in the twenty-first century not only
requires the ability to think critically and speak and write effectively, it also demands the
ability to interact effectively with others from different backgrounds. The development
of each of these abilities requires opportunities to practice” (p. 117).
According to Nicolas (2014), only 2% of the nation’s teachers are Black men. In
order to attract and retain more male teachers of color, more emphasis and focus needs to
be placed on establishing initiatives such as Profound Gentleman, Call Me MISTER and
New York City Men Teach. I also recommend that more programs develop a more
intentional, strategic plan to both recruit and support male teachers of colors. It doesn’t
end there. Once these teachers are hired and placed in schools they need continued
support through coaching, mentorship and professional development. Additionally, I
recommend that more single-gender elementary charter schools be opened. There are
more than enough single-gender charter high schools but through both my experiences
and observations I have concluded that by the time a young student reaches high school,
there is a strong possibility that they will have decided whether or not they want to make
school a priority.
According to the December 2012 Issue of the Reform Support Network, New
York has used Race to the Top funds to create incentives to attract highly effective
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principals and educators (especially those who teach English learners and students with
disabilities, and those who teach in STEM fields) to work in high-need schools. The
State’s Graduate-Level Clinically Rich Principal Preparation Pilot Program has sought
proposals for innovative, clinically rich principal preparation pilot program partnerships
that will prepare cohorts of candidates to take roles as principals or assistant principals in
high-need, low-achieving schools, as well as schools with high concentrations of
underserved and/or underprepared students, like those living in poverty, having special
needs, or learning English as a second language.
Additionally, NYC Leadership Academy is serving as a model for a number of
Race to the Top initiatives in other States. The NYC Leadership Academy’s mission is to
prepare and support visionary, passionate educators who will lead schools that orient all
of their activities around accelerating student learning and academic growth. Its
centerpiece is a leadership development program for aspiring principals that recruits,
prepares, and supports educators seeking to lead New York City public schools. The
academy also provides customized coaching support and a New School Intensive
Program for comprehensive leadership development and technical assistance for
principals opening new, small New York City public schools (retrieved from
https://www2.ed.gov/about/inits/ed/implementation-support-unit/tech-assist/principalpipeline.pdf).
Furthermore, it is essential for programs such as the Summer Principals Academy
(SPA) at Teachers College, New Leaders for New Schools, Building Excellent Schools,
Wallace Leadership Fellowship Program and the Leaders in Education Apprenticeship
Program (LEAP) to actively recruit both leaders of color and to ensure that their
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curriculum equips aspiring leaders with the skills necessary to teach children from urban
communities.
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Appendix A
Researcher
My professional and personal investment in increasing the academic achievement
of Black males is a direct result of interactions and evaluations as a practitioner.
Additionally, observations during my career as an urban educator, specifically in
neighborhoods such as Bedford-Stuyvesant and Harlem, serve as the inspiration behind
designing such a school.
I bring to this study two master’s degree in education leadership, one in teaching,
and the other in education administration. Additionally, I bring fifteen years as an
educator, administrator, and mentor with a teaching career that began in the Connecticut
Public School system. With a sincere desire to impact young scholars of color in
underserved areas the researcher transitioned to New York City where I taught both
fourth graders and sixth graders in Bedford-Stuyvesant and Harlem, respectively.
This research study brings me back to the neighborhood where I once taught and
led and where my passion to empower and influence young males of color began.
Initiatives such as President Obama’s My Brother’s Keeper, Mayor Bloomberg’s Young
Men’s Initiative and most recently Dr. Yolanda Sealey-Ruiz and David Banks’ proposal
to the New York State Board of Regents to allocate $50 million to accelerate the
achievement of males of color in New York City (Livingston, 2015) have made funding
such a passion a more tangible and viable educational option for urban males of color and
their families.
As a reflective practitioner, I often recall the numerous young males of color that
I have worked with and how many lives have been positively changed in part because of
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my commitment to narrowing the opportunity gap as it pertains to this population.
However, there is a sad reminder of how many Black males were often referred to the
Dean of Students or Principal’s office for the same infractions that their White, male
counterparts committed and I am deeply motivated to establish a safe space guided by a
rigorous curriculum and restorative justice approach to order and discipline. While I
have designed the survey questions to administer to the scholars and their families this
approach was kept in mind and the numerous types of support and resources that could be
offered to ensure the success of not just these scholars but those that will essentially come
after them were highly valued and considered. As an African American middle-class
man, I feel a personal and moral obligation to play a part in restoring and restructuring
the communities that I have served and will continue to serve in a significant way.
As an African American male who comes from heritage conducting research
among Black males, I am fully aware that certain elements affect the understanding of
this study namely personal bias, both personal and professional experiences, and cultural
association.
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PROFESSIONAL EXPERIENCE
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•
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•
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•
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for behavior and character and holding teachers accountable for exemplifying such expectations

Served as the logistics manager and “go-to-person” for all mentoring staff

Ensured the curriculum was executed and implemented within the structure of the school

Met with principal and mentoring coordinator to ensure deliverables were met and high
student engagement occurred
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•
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Served as a communications liaison between the teachers of the department, the principal, and other
school groups
•
Led weekly staff meetings (Grade Team Leader) and served on Parent/Teacher Involvement committee
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Appendix B
Letter of Request to Conduct Research

305 West 150th Street
Suite #302
New York, NY 10039
March 20, 2017
Kevin Hall, Principal
Excellence Boys Charter School
225 Patchen Ave.
Brooklyn, NY 11233
Dear Principal Hall,
The intent of this letter is to provide you with a more detailed account of the purpose of
conducting qualitative research at your school for my dissertation entitled, Saving Our
Sons: An Examination of a Single-Gendered Elementary School for Black Males in New
York City. Per our email discussion, as part of my recruitment process I have shared my
recruitment flier with you and your staff and I have already obtained permission from you
to interview you and the other 6 administrators at Excellence Boys. Additionally, we
discussed that my research methodology was conducted in three phases:
Initial Phase– Seven elite interviews (Hochschild, 2009) were conducted with
administrators that work specifically to holistically address the needs of Black males.
Each interview was an hour in length for a total of six hours and will consist of audiorecorded content to be transcribed and analyzed for the purpose of this dissertation.
Secondary Phase – Observational data of school context and leadership practice was
gathered three times throughout the course of a school day and will include classroom
spaces, hallways, student transitions, administrator spaces, and other areas where
administrators, educators, and scholars are present.
Tertiary Phase- The researcher will carefully triangulate data through a document
analysis process that will include the analysis of essential school data on the NYC DOE
website (via teacher, parent, and student surveys) around school culture, climate,
behavior.
All subjects’ confidentiality was protected through the use of pseudonyms and all
collected data was stored in a password-protected laptop and later discarded. The data
collected was used for the sole purpose of reporting in the researcher’s dissertation. Also,
please note that there are no direct benefits for participation in this study and there is
minimal risk involved in the participation of these individual interviews. Participants are
not expected to incur any additional risk through participation. The researcher will
ensure that the length of the interview is limited to an hour to avoid any type of
discomfort or boredom throughout the duration of the interview. Participants in the
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individual interview may discontinue participating at any time and withdraw consent at
any point prior to audiotaping the interviews.
My qualifications that enable me to estimate and minimize risk to subjects include
receiving graduate training and experience in conducting surveys and conducting
qualitative research through individual interviewing at Teachers College Columbia
University. Also, I bring to this study two masters degree in education leadership, one in
teaching and the other in education administration. Additionally, I bring fifteen years as
an educator, administrator and mentor with a teaching career that began in the
Connecticut Public School system and continued in the New York City Department of
Education. Throughout my years as an educator I became well-versed in teaching
culturally relevant curriculum to students of color and producing data-driven results after
careful backwards design instructional planning and interim assessment implementation.
Lastly, I wanted to provide a rationale for why I selected your school as my research site.
I chose Excellence Boys based on the following criteria:
1) Ideal teacher to student ratio. At the school level the student-teacher ratio is 20:2.
One of the necessary components of an ideal learning experience is smaller class size.
This site is committed to providing that schooling experience for its scholars.
2) Proven track record. High student achievement is something that is the norm for
Excellence Boys.
i) In 2015, the scholars of Excellence Boys in Grade 3 scored 76% advanced or
proficient on the NYS Math Exam compared to 39% in District 15 and 59%
statewide. Additionally, Grade 4 scholars scored 77% advanced or proficient
compared to 39% in District 15 and 43% statewide. Grade 3 scholars scored
42% proficient or advanced in ELA compared to 31% statewide and 16%
district-wide while Grade 4 scholars scored 36% proficient or advanced in
ELA compared to 33% statewide and 25% district-wide.
ii) In 2015, the scholars of Excellence Boys in Grades 5-7 scored 40%, 51% and
63% advanced or proficient respectively in Math compared to 43%, 39% and
35% at the state level and 16%, 12% and 11% at the district level.
Additionally, scholars in Grades 5-7 scored 26%, 26% and 29% advanced or
proficient respectively in ELA compared to 30%, 31% and 35% on the state
level and 11%, 15% and 14% on the district level.
3) Sustainable model. Excellence Boys was founded 12 years ago under a nationally
recognized charter management organization (CMO). This CMO continues to launch
charter schools on the East Coast and proves to be a model that works for urban
education. This was important in organizing a guide that would assist school leaders
in launching their own single-gendered schools.
4) School proximity in New York City in closest proximity to me, as travel is required
for on-site interviews and field observations within a certain timeframe.
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I look forward to collaborating with you during this experience. If you should have any
questions or concerns at any point during the process please contact me at 646-221-8945
or mlr2146@tc.columbia.edu.
Sincerely,
M. Louis Robinson III
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Appendix C
Informed Consent Form

Teachers College, Columbia University
525 West 120th Street
New York NY 10027
212 678 3000
INFORMED CONSENT-INDIVIDUAL INTERVIEWS (ADMINISTRATORS)

Protocol Title: SAVING OUR SONS: AN EXAMINATION OF A SINGLEGENDER ELEMENTARY SCHOOL FOR BLACK MALES IN NEW YORK CITY
Principal Investigator: M. Louis Robinson III, Teachers College 646-221-8945

INTRODUCTION

You are being invited to participate in this research study called “SAVING OUR SONS:
AN EXAMINATION OF A SINGLE-GENDER ELEMENTARY SCHOOL FOR
BLACK MALES IN NEW YORK CITY” You may qualify to take part in this research
study because you are an urban school administrator or executive director who works in
an all boys school environment. Approximately seven people will participate in this
study and it will take 60 minutes of your time to complete.
WHY IS THIS STUDY BEING DONE?
The purpose of this study is to explore what factors in single-gender elementary schools
for Black males contribute to their academic and social-emotional growth and
development. It will also examine school design, context, and leadership practice and its
implications for the academic and social-emotional growth and development for this
population.

WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS STUDY?

If you decide to participate, you will be asked to participate in an individual interview.
This interview will include questions around the effective components of a successful
single-gender school of resilience. The interview will take place at your school. The
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The results of this study was published in journals and presented at academic
conferences. Your name or any identifying information about you will not be published.
This study is being conducted as part of the dissertation of the principal investigator.
WHO MAY VIEW MY PARTICIPATION IN THIS STUDY
_____I consent to allow written and audio taped materials viewed at an educational
setting or at a conference outside of Teachers College _________________________
Signature
_____I do not consent to allow written and audio taped materials viewed outside of
Teachers College Columbia University _____________________________________
Signature

OPTIONAL CONSENT FOR FUTURE CONTACT

The investigator may wish to contact you in the future. Please initial the appropriate
statements to indicate whether or not you give permission for future contact.
I give permission to be contacted in the future for research purposes:
Yes ________________________ No_______________________
Initial
Initial

I give permission to be contacted in the future for information relating to this study:
Yes ________________________ No_______________________
Initial
Initial
WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY?
If you have any questions about taking part in this research study, you should contact the
principal investigator, M. Louis Robinson, at 646-221-8945. You can also contact the
faculty advisor, Dr. Sonya Douglass Horsford at 212-678-3921.
If you have questions or concerns about your rights as a research subject, you should
contact the Institutional Review Board (IRB) (the human research ethics committee) at
212-678-4105 or email IRB@tc.edu. Or you can write to the IRB at Teachers College,
Columbia University, 525 W. 120th Street, New York, NY 10027. The IRB is the
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committee that oversees human research protection for Teachers College, Columbia
University.
PARTICIPANT’S RIGHTS
·
I have read and discussed the informed consent with the researcher. I have
had ample opportunity to ask questions about the purposes, procedures, risks and benefits
regarding this research study.
·
I understand that my participation is voluntary. I may refuse to participate
or withdraw participation at any time without penalty.
·
The researcher may withdraw me from the research at his or her
professional discretion.
·
If, during the course of the study, significant new information that has
been developed becomes available which may relate to my willingness to continue my
participation, the investigator will provide this information to me.
·
Any information derived from the research study that personally identifies
me will not be voluntarily released or disclosed without my separate consent, except as
specifically required by law.
·

I should receive a copy of the Informed Consent document.

·

I understand that this interview was audio taped.

My signature means that I agree to participate in this study.

Print name: ______________________________________ Date: __________
Signature: _______________________________________
I understand and agree that this interview was audio taped.
Print name: __________________________________
Signature: _______________________________________

Date: ____________
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Appendix D
Administrator Interview Questions / Protocols

Interview Protocol (Administrators)
Name of Interviewee: __________________________________________________
Date:
__________________________________________________
Duration of Interview: __________________________________________________
Section I: Context
1. Gratitude
Thank you for participating in this study. Your cooperation is greatly appreciated.
2. Overview of the Study’s Purpose and Objectives
The purpose of this study is to fully understand the necessary components of a successful
college preparatory school for elementary aged Black males. The goal is to gain a keener
perspective regarding the type of curriculum and instruction, professional development
(for teachers) and approach to code of conduct (for students) that is ideal for designing a
school for Black males. Based on the research, Black males continue to represent the
largest dropout rate in high school in the United States. I am interested in learning more
about your thoughts concerning what a model single-gendered school whose mission is to
educate and empower males of color looks like. Additionally, I am interested in learning
what pedagogical practices, mentoring models and school and community based
resources are essential to the overall development of Black males.
Throughout my tenure in education leadership, I have experienced the perils and plight of
underachievement of Black males. Bearing that in mind, this study was designed to
examine effective single-gendered programs, culturally relevant instruction, formative
and summative assessments and community partnerships that accelerate the achievement
of Black males. The interview will take approximately 60 minutes and your honesty and
insight are critical to the success of this study. Upon successful completion of these
interviews, you will be afforded the opportunity to preview the interview transcript in
order to confirm that your thoughts and contributions have been accurately captured.
3. Confidentiality
As the principal investigator of this study, I will collect data based on what we discuss.
Once I incorporate your thoughts and perspectives into my dissertation a pseudonym was
applied to you, your school and your school’s neighborhood. Everything that you say
was treated with the strictest confidentiality. If you do not have to answer any questions
or divulge anything you don’t want to talk about. You can stop participating in the study
at any time without penalty. You are discouraged from sharing any portion of our
discussion with anyone outside of this interview session.
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4. Taping
I will audio-record our session for the purpose of reviewing and transcribing the results.
Upon successful completion of transcribing, a copy was sent for your review and
approval.
5. Questions
Are there any questions before we start? If something is unclear or you should have any
questions at any time during this process please feel free to let me know so we can
address them.
Section II: Warm-Up
I will begin our session with providing you with my professional and educational
background. Then, I’d like to take the opportunity to get to know you better.
1.
2.
3.
4.

How many years have you been an administrator?
What is your highest education level?
How many years have you been leading at this particular school?
What is your position title?

Section III:
School Background and Context
1. Tell me about your school and the children and families you serve.
2. What led you to your current position in a single-gendered school for boys of
color? Have you worked in similar schools before coming here?
3. How does this particular school environment differ from more traditional school
settings for boys of color?
School Design, Curriculum, and Staff
4.
5.
6.
7.
8.

From a theoretical and practical perspective, describe a model schooling
experience for Black males.
What would you say are the top three components needed to run an effective
school for Black males? Are there components different from what White or
Asian boys or Black girls might need? If so, why?
Do you believe it is essential for Black males to have teachers that look like them
in order for them to succeed? What about mentors?
Do you believe culturally relevant curriculum is an essential component of a
successful single-gendered school for Black males?
What type of professional development do you provide to your teachers in order
to support their growth and ensure their success both inside and outside of the
classroom?
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9. What in-school resources and/or supports are in place to ensure that your scholars
have access to the resources that they need to met their social-emotional,
psychological and academic needs? Out-of-school resources and/or supports?
10. What types of strategies are in place for teachers to elicit higher-order thinking
(Bloom’s Taxonomy-Bloom, 2001) or high cognitive demand (Smith and Stein,
1998) from students? Is it required that evidence of these skills are embedded in
lesson planning and student work?
School Leadership
11. Tell me about your school leadership team. What’s the organizational structure?
Who is responsible for what? How is this structure similar or different from coeducational schools?
12. What qualities must a school leader possess in order to be an effective leader in a
single-gendered school in an urban educational setting?
13. Since race and gender are central to the school’s student population, what role do
you believe race and gender play when it comes to the school’s leadership team?
14. Is a restorative justice approach to discipline the most effective approach in a
single-gendered school for Black males?

Section IV:
Do you have any questions for me? Is there any additional information that you would
like to provide that you think would help this study to be successful?
Thank you for your time and cooperation.
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Appendix E
School Climate Inventory

Appendix B
School Climate Inventory
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Appendix F
COSEBOC Letter

Coalition  of  Schools  Educating  Boys  of  Color  
  
  
  
To: M. Louis Robinson III  
You have my permission to use the COSEBOC Standards and Promising Practices for
Schools Educating Boys of Color. In your research, re dissertation entitled SAVING
OUR SONS: AN EXAMINATION OF A SINGLE-GENDER ELEMENTARY
SCHOOL FOR BLACK MALES IN NEW YORK CITY, please remember to give full
attribution to COSEBOC as the source of the Standards.
A copy of the Standards can be found at:
http://www.coseboc.org/sites/coseboc.org/files/assets/Standards.11.23.15.pdf
Best wishes in your work,
Ron Walker
Executive Director
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Appendix G
New York City Department of Education IRB Approval Letter

Carmen  Fariña,  Chancellor  

  
  

Research  and  Policy  Support  Group  

  

52  Chambers  Street  Room  310  
New  York,  NY   10007  
  

April 26, 2017  
Mr. Marvin Louis Robinson III
305 W. 150th Street
New York, NY 10039
Dear Mr. Robinson:
I am happy to inform you that the New York City Department of Education Institutional Review Board
(NYCDOE IRB) has approved your research proposal, “SAVING OUR SONS: AN EXAMINATION
OF A SINGLE-GENDERED ELEMENTARY SCHOOL FOR BLACK MALES IN NEW YORK
CITY.” The NYCDOE IRB has assigned your study the file number of 1624. Please make certain
that all correspondence regarding this project references this number. The IRB has determined that
the study poses minimal risk to participants. The approval is for a period of one year:
Approval Date: April 26, 2017
Expiration Date: April 25, 2018
Responsibilities of Principal Investigators: Please find below a list of responsibilities of Principal
Investigators who have DOE IRB approval to conduct research in New York City
public schools.
•

Approval by this office does not guarantee access to any particular school, individual or data.
You are responsible for making appropriate contacts and getting the required permissions
and consents before initiating the study.

•

You are responsible for ensuring that all researchers on your team conducting research
in NYC public schools are fingerprinted by the NYC Department of Education. Please
note: This rule applies to all research in schools conducted with students and/or staff. See
the attached fingerprinting materials. Fingerprinting staff will ask you for your
identification and social security number and for your DOE IRB approval letter.
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April 26, 2017

You are responsible for ensuring that the research is conducted in accordance with
your research proposal as approved by the DOE IRB and for the actions of all coinvestigators and research staff involved with the research.
You are responsible for informing all participants (e.g., administrators, teachers, parents,
and students) that their participation is strictly voluntary and that there are no
consequences for non-participation or withdrawal at any time during the study.
Researchers must: use the consent forms approved by the DOE IRB; provide all
research subjects with copies of their signed forms; maintain signed forms in a
secure place for a period of at least three years after study completion; and destroy the
forms in accordance with the data disposal plan approved by the IRB.

•

Mandatory Reporting to the IRB:
The principal investigator must report to the Research and Policy Support Group, within
five business days, any serious problem, adverse effect, or outcome that occurs with
frequency or degree of severity greater than that anticipated. In addition, the principal
investigator must report any event or series of events that prompt the temporary or
permanent suspension of a research project involving human subjects or any deviations
from the approved protocol.

•

Amendments/Modifications:
All amendments/modification of protocols involving human subjects must have prior IRB
approval, except those involving the prevention of immediate harm to a subject, which
must be reported within 24 hours to the NYC Department of Education IRB.

•

Continuation of your research:
It is your responsibility to ensure that an application for continuing review approval is
submitted six weeks before the expiration date noted above. If you do not receive approval
before the expiration date, all study activities must stop until you receive a new approval letter.

•

Research findings:
We require a copy of the report of findings from the research. Interim reports may also be
requested for multi-year studies. Your report should not include identification of the
superintendency, district, any school, student, or staff member. Please send an electronic copy
of the final report to: irb@schools.nyc.gov.
If you have any questions, please contact Dr. Mary Mattis at 212.374.3913.
Good luck with your research.
Sincerely,

Mary C. Mattis, PhD
Director, Institutional Review Board
cc: Barbara Dworkowitz
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Appendix H
Teachers College Columbia University IRB Approval Letter

    
    

Teachers  College  IRB  

Exempt  Study  Approval  

    
To:  Marvin  Robinson  
From:  Cristy  McGoff  
Subject:  IRB  Approval:  17-225  Protocol  
Date:  03/24/2017  
    
Thank  you  for  submitting  your  study  entitled,  "SAVING  OUR  SONS:  AN  EXAMINATION  OF  A  
SINGLE-GENDERED  SCHOOL  FOR  BLACK  MALES  IN  NEW  YORK  CITY;;"  the  IRB  has  determined  
that  your  study  is  Exempt  from  committee  review  (Category  2)  on  03/24/2017.  
    
Please  keep  in  mind  that  the  IRB  Committee  must  be  contacted  if  there  are  any  changes  to  your  
research  protocol.  The  number  assigned  to  your  protocol  is  17-225.  Feel  free  to  contact  the  IRB  Office  
by  using  the  "Messages"  option  in  the  electronic  Mentor  IRB  system  if  you  have  any  questions  about  
this  protocol.  
    
Please  note  that  your  Consent  form  bears  an  official  IRB  authorization  stamp  and  is  attached  to  this  
email.  Copies  of  this  form  with  the  IRB  stamp  must  be  used  for  your  research  work.  Further,  all  
research  recruitment  materials  must  include  the  study's  IRB-approved  protocol  number.  You  can  
retrieve  a  PDF  copy  of  this  approval  letter  from  the  Mentor  site.  
Best  wishes  for  your  research  work.  
Sincerely,  
Cristy  McGoff  
cmcgoff@mail.com  
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