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Abstract  

 This qualitative research focused on Black males with doctoral degrees (Ph.Ds., 

Ed. Ds., M.Ds., D.D.Ss., and J.D.) and how positive educator expectations help them 

succeed as students (kindergarten-college). The purpose of this grounded theory study 

was to identify and explain the factors that helped Black males with doctoral degrees be 

successful as students in regards to positive educator expectations. The researcher 

conducted one-on-one interviews in the study with 15 Black men with doctoral degrees. 

The findings indicated four major themes that attributed to helping Black males with 

doctoral degrees succeed as students when it came to positive educator expectations: 

caring connections, expressions of confidence, role models, and support for their interests 

and achievements. Educators who displayed positive expectations for the Doctors ranged 

from a two-week substitute teacher to a Noble Peace Prize winning college professor. 

Recommendations are provided for Kindergarten-higher education educators, employers 

seeking to increase the number of Black males in their organizations (in particular in the 

STEM professions), and for parents and community organizations and initiatives (such as 

President Obama’s My Brother’s Keeper initiative) serving Black males. 

 The findings align with the experience of the researcher who grew up with drug-

addicted parents who spent much of his life in prison. Two educators helped him succeed 

as a student through caring connections, expressions of confidence, role models, and 

support for his interest and achievements.  
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CHAPTER 1 

INTRODUCTION 

Problem Description and Context 

 Caring educators play a pivotal role in student success in schools (Noddings, 

2005a).  Much of the work done by Noddings assumed that the success (achievement 

motivation and resiliency) of students is determined by the students’ perceptions of the 

care and expectations from the educators around them. In fact, Noddings (2003a) went on 

to claim that if the person being cared for insists nobody cares, then a caring relationship 

does not exist. Likewise, if students did not feel that educators did not have high 

expectations, those expectations did not exist.  

 Caring relationships are defined as “supportive connections to others in the 

student’s life who model and support healthy development and well-being” (Constantine, 

Bernard, & Diaz, 1999, p. 13) 

In our schools, the child being left behind and suffering from a lack of care and 

low expectations is certainly the Black male. Academic indicators show that Black males 

are more likely to be suspended or expelled than any other group of students (Meier, 

Stewart, & England, 1989). Since 1977, there has been a decline in the number of African 

American men enrolled in colleges (Carnoy, 1994). Black males are more likely to be 

labeled as having learning disabilities and placed in special education programs 

(Milofsky, 1974). This group is more likely to be severely punished for even minor 

offenses in schools without any regards for their well-being (Sandler, Wilcox, & Everson, 

1985). Black males are more likely to be excluded from rigorous classes and are 

prevented from accessing information to support them in doing so (Oakes, 1985). Even 
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middle-class African American males are behind in grade point average and standard 

scores compared to White males who are also middle-class (Jencks & Phillips, 1988).  

Youngblood and Spencer (2002) expressed in their findings that teachers placed 

low academic expectations and high behavioral expectations on Black males, whereas the 

converse was true for White male students. Black boys were reprimanded more often and 

given harsher consequences for committing the same behavioral offenses as White males. 

To that end, many of the Black boys adopted a maladaptive coping style in reaction to the 

double standard. The result was higher placements into special education and increased 

dropout rates.    

Ballenger (1999) found that when Black boys failed to respond in the way 

teachers desired when it came to behavior, in time those teachers began distancing 

themselves emotionally from the students. Furthermore, the study found that when 

teachers’ approaches to discipline were not effective, they began to develop negative 

ideas about the motives and abilities of the students. The negative thinking then 

manifested itself in the form of lower expectations, leading to lower achievement for the 

Black boys.  

In a study conducted by Noguera (2003), the author found that 90% of the African 

American males in high school indicated that they thought education was important and 

that they wanted to go to college. However, when asked about their teachers' treating 

them fairly and the effort they (the students) put into school, the results showed 18% felt 

that the teachers treated them fairly, and 22% said that they worked hard to achieve good 

grades. Noguera concluded that there is a discrepancy in the way students claim they feel 

about education, the support they receive from teachers, and the energy they exert toward 
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school. Although it is still possible for some students to succeed even if they do not trust 

or feel supported by their teachers, research on teachers' expectations suggests that these 

feelings have a powerful effect on minority student performance (Weinstein, Madison, & 

Kuklinski, 1995). Ladson-Billings (1994) also found that this was certainly the case for 

Black males, because the performance of this group is influenced by social support and 

encouragement from teachers, more so than for other groups.  

Purpose.  

The purpose of this grounded theory study was to identify and explain the factors 

that helped Black males with doctoral degrees (Ph. Ds, Ed. Ds., M.Ds., D.D.Ss., and J.D.) 

be successful as students in regards to positive educator expectations. Positive 

expectations or high expectations, as they are sometimes referred to, are defined as “the 

consistent communication of direct and indirect messages that the student can and will 

succeed responsibly” (Constantine et al., 1999, p. 13). Positive expectations 

communicates to students that educators believe in them and they are motivated to 

achieve their full academic potential (Bernard, 1991, 2004).  

Limitations of the Problem 

Factors that contributed to the limitations of this study included: (a) participants 

were limited to this particular Midwestern state; therefore, if they resided outside of this 

state they were not considered, (b) recollection of participants; therefore, the study relied 

on the self reporting of participants about their experiences with positive educator 

expectations,  (c) small sample size of 15 participants; therefore, the results of this study 

can only be generalized to the participants in this study, (d) limited to Black males with 

doctorates- This study did not focus on the many other Black males who may have 
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experienced positive educator expectations but did not hold a doctorate degree, and (e) 

not having a complete list of all Black males with doctorates in the state- There was no 

one central location to identify Black males with doctorates; therefore, the only 

potentially eligible participants were those who were part of the organizations contacted 

by the researcher and self reported holding a doctorate degree.  

Assumptions 

The researcher in this study has assumed that Black males in this study all have 

doctorates and have experienced positive educator expectations (teacher, coach, 

counselor, etc.) as students. In addition, the following assumptions were made:  

1. Each participant had a choice to accept or decline the offer to participate in 

this study. They participated of their own free will. 

2. Participants were honest in their responses. These selected persons are held in 

high regard within their communities and are considered persons of integrity 

and trustworthiness. In addition, no monetary considerations were involved. 

3. While passage of time does affect the memory, it is assumed these Black 

males with doctorates could recall the extent to which they experienced 

positive expectations with educators when they were students.  

Research Question 

How did positive educator expectations help Black males with doctoral degrees 

succeed as students? Strauss and Corbin (1990) suggest that grounded theory questions 

have systematic focus. They go on to add that grounded theory focuses on the “why” and 

“how” of a phenomenon. The study sought to answer this question by explaining the 
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process of what positive educator expectations looked like for the Black males with 

doctoral degrees and how it helped them to be successful when they were students.   

Justification of the Study 

This study is critical given the widespread failure of Black males in schools and 

the limited research on educator impact on Blacks who have received doctorates. 

Positive expectations or high expectations, as they are sometimes referred to, are 

defined as “the consistent communication of direct and indirect messages that the student 

can and will succeed responsibly” (Constantine et al., 1999, p. 13). These expectations 

are created with youth by integrating the interest of students’ interest, strengths, and 

goals. Positive expectations communicates to students that educators believe in them and 

they are motivated to achieve their full academic potential (Bernard, 1991, 2004).  

Bernard (2004) expressed that high expectations and positive relationships go hand in 

hand together.   

Teacher expectations have significant impact on student academic and social 

outcomes (Sherman, 2004). Educators who hold positive expectations of students in 

terms of their expected levels of academic achievement and social behaviors influence 

student motivation and engagement (Murray & Pianta, 2007). Higher academic 

achievement is connected to teachers creating a positive learning environment for 

students. Of all of the factors that affect students’ performance, educators have the most 

impact over those pertaining to the school experience of their students (Parsley & 

Corcoran, 2003). Educator expectations influence the type of information they convey to 

students, the opportunities they create for students, and the values they help perpetuate 

(Wimberly, 2002). Richards (2006) found that when students felt their teachers genuinely 
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liked them, they were more willing to put forth the effort to be successful in the 

classroom and in school. 

Caring relationships are defined as “supportive connections to others in the 

student’s life who model and support healthy development and well-being” (Constantine, 

et al., 1999, p. 13). A caring relationship communicates that: “You matter” Caring 

relationships are characterized by stability; nonjudgmental, genuine interest in the well 

being of someone else; getting to know the individual; and ample and appropriate 

attention (Bernard, 2004; Garmezy & Rutter, 1983; Krovetz, 1999; Werner & Smith, 

1982).  Caring conveys loving support, trust, and being there for students (Bernard, 

2004). Caregivers in these relationships establish stability in the life of students and serve 

as both a buffer and motivational weight to push through adversity (Bernard, 2004). 

What are the keys issues affecting Black male achievement in middle school and 

high school? Davis and Jordan (1994) explored this question and found that the lack of 

achievement for the middle school Black male was affected by the teachers’ inability to 

motivate the students, a heavy emphasis by the teacher on discipline, and high 

absenteeism by teachers. At the high school level, regarding Black male achievement, 

surveys indicated that teacher’s locus of control was a major factor on their results 

(Thompson, Warren, & Carter, 2004). In other words, when the teacher’s accountability 

for the success or failure of their students was low, expectations dropped, and the Black 

male performance dropped. Furthermore, those Black males who studied and worked 

hard were more likely to be more engaged and motivated by teachers. Generally 

speaking, those teachers with high levels of expectations also saw this manifested in the 

higher grades earned by their Black male students. 
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Movement styles have even been shown to impact teachers' expectations for 

minority students. Neal, McCray, Webb-Johnson, and Bridgest (2003) examined 

teachers’ perceptions of African American males’ aggression and achievement and the 

need for special education services based on African American students’ cultural 

movement styles (also referred to as a stroll-swagger or bent posture, head slightly tilted 

to the side, one foot dragging, and exaggerated knee bend or dip). Subsequently, the 

results of the study indicated that teachers perceived students with African American 

culture-related movement styles as lower in achievement, higher in aggression, and more 

likely to need special education services. These prejudices stand in opposition to the 

image of the students who had standard movement styles, more reflective of European 

Americans (erect posture, with leg and arm swings synchronized with posture and pace, a 

steady stride, and straight neck).  

Even at the collegiate level, the propensity for differential expectations for Black 

males still exists. There are three pitfalls that White faculty sometimes run into when 

communicating with African American males at the college level (Gonsalves, 2002). The 

identified pitfalls occur with good intentions; however, they create differential 

expectations for Black males. The first identified pitfall pointed out in the study focused 

on writing; the faculty did not provide feedback to the students in a timely manner. This 

then prompted the second pitfall, experiencing a high level of frustration with the student 

because the faculty member did not feel the student was taking the work seriously. These 

two pitfalls prompted the last pitfall, assuming the student understood why the paper did 

not meet the standard and how the errors should be addressed. The results of these types 

of pitfalls landed the student with an incomplete at the end of the trimester. 
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Educators’ expectations play a pivotal role in the success and failure of Black 

males. However, there are other factors that contribute to their success and failure as 

well, such as neighborhood conditions (Earls, 1991), self-destructive behaviors (Ogbu, 

1987), value of sports over academics (Hoberman, 1997), the idea that being educated 

means they are “acting White” (Fordham, 1996), family behavior and support (Anderson, 

1990), and mentoring and community support (Watson & Smitherman, 1996). Therefore, 

addressing all of the previously mentioned factors will be necessary to create the ideal 

living conditions for the overall success of Black males. 

Significance of the Project 

This was a grounded theory study that identified and explained the factors that 

attributed to the success of Black males with doctoral degrees when they were students in 

regards to positive educator expectations. Understanding these factors could influence 

practices, policies, and behaviors that may enhance the expectations for Black males 

during their Kindergarten-higher education schooling experience, ultimately leading to 

the potential for higher achievement. Results of this study could have significant impact 

on many school policies, procedures, school behavior, and future employment for Black 

males.  

Sharing the factors that the participants’ identified as students with positive 

educator expectations was important. Due to the limited body of research in this area, this 

study will provide a better understanding and establish a theoretical process identifying 

and explaining as to what academically accomplished Black males expressed educators 

did regarding positive expectations when they were students.  

 Hilliard (1989) expressed, in support of the concept of educator beliefs, that 
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Untracking is right. Mainstreaming is right. Decentralization is right. Cooperative 

learning is right. Technology for all is right. Multiculturalism is right. But none of 

these approaches or strategies will mean anything if the fundamental belief 

system does not fit the new structures being created. (p. 36) 

Cooper and Good (1983) claimed that teachers must not only believe in what they are 

doing; they must also believe in their students’ ability to learn. 

To that end, this study will help to fill in the gap in literature regarding positive 

educator expectations and Black males in our schools.    
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Definition of Terms 

Achievement Motivation. The continual drive to match oneself against standards 

and excellence (Brinkerhoff & White, 1991). 

Beliefs. A belief is the notion that two or more things are related. Beliefs are 

established practices that form building blocks to conceptual or theoretical thinking 

(Lincoln & Guba, 1985). 

Black. Person having origins in any of the Black racial groups of Africa (Rastogi, 

Johnson, Hoeffel, & Drewery, 2011) 

Doctorate. Highest degree academic degree in any field of knowledge (Merriam-

Webster, 2013) 

Expectation. Expectations are guided by a person’s belief about properties of 

individuals or group of individuals based upon past experiences in situations perceived to 

be the same (Dusek, 1985). 

Grounded Theory. Strauss and Corbin (1990) expressed that the intent of 

grounded theory is to go beyond describing a phenomenon and to generate or discover a 

theory, an abstract analytical schema of a process, action, or interaction.  

Resilience. According to Rutter (1987), resilience is the term used to describe "the 

positive role of individual differences in people's response to stress and adversity" (p. 

316).  

Self-efficacy. Self-efficacy is the belief in one's capabilities to organize and 

execute the courses of action required to produce given attainments (Ross & Gray, 2006). 

Self-efficacy affects behavior directly by impacting goals, outcome expectations, 

affective states, and perceptions of opportunities. Individuals who feel that they will be 
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successful on a given task are more likely to do so because they adhere to challenging 

goals, try harder to achieve them, persist despite setbacks, and develop coping 

mechanisms for managing their emotional states.  

Teacher Expectations. Phenomena associated with the relation between what a 

teacher believes a student can do and what the student can actually do. (McGraw-Hill 

Online Dictionary, 2013) 
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CHAPTER 2 

LITERATURE REVIEW 

Introduction 

The literature review section of this study was arranged in four areas of focus. 

The first involved a theoretical perspective, looking at the expectancy theory of 

motivation, educational resilience theory, and critical theory. The second involved a 

historical perspective of Blacks and education. The third area focused on current 

challenges faced by Black males in the education system from early education years to 

higher education. And lastly, the focus was on the successes of Black males in the 

education system from early education years to higher education.  

Theoretical Perspectives 

Expectancy Theory of Motivation 

According to Denzin (1989, p. 49), a theory is a set of propositions that are 

interrelated and allow for explanation to be formulated that explains the phenomenon 

under consideration. The phenomenon that will be identified and explained in this study 

will be positive educator expectations on Black Males with doctorates. Therefore, the 

most appropriate theory that relates to expectations and motivation is the expectancy 

theory of motivation. 

According to Vroom (1968), the expectancy theory of motivation suggested that 

subordinates will be motivated if they feel competent and trust that their efforts will get 

results. In essence, this theory answers three questions: How can I motivate subordinates 

to feel that they have the ability to do the work? How can I help them feel that if they 

successfully do their work, they will be rewarded? What can I do to improve the payoffs 
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that subordinates expect from their work? Daft (2008) pointed out that the expectancy 

theory of motivation depends on individuals’ mental expectations about their ability to 

perform tasks and receive desired rewards. It is based upon the relationship among 

individual effort, possibility of high performance, and the desirable outcomes that come 

along with high performance. There are three components of the expectancy of 

motivation: (a) Expectancy, which is the probability that devoting effort to a task will 

lead to high performance (individuals must have ability, previous experience, and 

necessary tools, information, and opportunity to perform); (b) Performance, which 

involves whether successful performance will lead to the desired outcome; and (c) 

Valence, which involves the value that an individual puts on the outcome.   

Pygmalion in the Classroom provided groundbreaking insight into expectations 

and teaching. The concept of the self-fulfilling prophecy, or the Pygmalion effect, 

predicts that teachers’ beliefs about the students will transform their behaviors in ways 

that conform to the initial expectation (Brophy, 1983). Brophy and Good’s (1974) model 

of teacher expectancy effects proposed the following pattern: (a) Teachers develop 

differential expectations for their students’ academic achievements from a variety of 

sources (e.g., students’ cumulative record, students’ test scores, previous teachers’ 

summaries, students’ characteristics, students’ behavior); (b) Corresponding with these 

expectations, teachers behave differentially towards various students in the way they 

group students for instruction, give feedback, and provide opportunities for learning; (c) 

The differential treatment communicates to the student the teacher’s expectations and 

alters the student’s self-concept and motivation to achieve academically; and (d) The 

differential treatment, if continued over time, influences the way students achieve and 
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behave (i.e., The students for whom teachers hold high expectations achieve at high 

levels, and low expectation students achieve at much lower levels). This model outlines 

the way in which teacher expectations for students’ achievement affects teachers’ 

behaviors and influences students’ academic outcomes in the classroom. What is most 

interesting about this model is the third step in which the formation of students’ self-

concepts becomes a consequence of the students’ perceptions of teachers’ differential 

treatment. 

Resilience Theory 

Resiliency theory provided a vital framework to view this inquiry. It suggested 

that children, adults, and communities have an innate self-righting tendency, and they 

possess the ability to recover from, or adjust easily to, misfortune or sustained life stress 

(Henderson & Mistein, 2002; Walsh, 2006). This theory was founded on the proposition 

that when individuals’ families and/or communities care deeply about their well-being, 

have high expectations, provide purposeful support, and value them, they will maintain a 

faith in the future and overcome almost any adversity (Krovetz, 1999). Krovetz 

contended that resilience is created when important protective factors that assist them in 

overcoming adversity are present in people’s lives. 

 The construct of resiliency has been rooted in two bodies of literature, primarily 

the psychological aspects of coping and the physiological aspects of stress. Its earlier 

foundations, in the 19th century, were rooted in the psychological theory of how 

individuals coped with stress using unconscious defense mechanisms. It was expanded to 

the use of coping mechanisms as a conscious process in the 1950s, continuing in the 

1960s, 1970s, and 1980s with the recognition of how protective factors impact the lives 
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of individuals challenged by adversity, to, finally, the construct of resilience in the 1990s 

(Tusaie & Dyer, 2004). 

 Garmezy (1985) was the first theorist to use the term resiliency to describe the 

individual’s capacity to recover from psychological trauma or to achieve adaptation, 

despite developmental risk and adversity. His pioneering research concentrated on 

children who faced serious pathology and who responded well to treatment. The current 

idea of resilience represents a shift away from the deficit-based model toward the 

strength–based model, a model that has been prevalent in the fields of individual and 

family therapies over the last 20 years. The emphasis in clinical settings has 

simultaneously changed to the constructs of resilience and adaptation in the family 

system (Walsh, 2006). 

 The historical approaches and models of resiliency theory have their initial bases 

in studies that focused primarily on understanding maladaptive behaviors in adults or 

individual patients who were considered atypical, such as schizophrenics. The focus 

evolved to children of schizophrenic mothers who were found to thrive despite their high-

risk status and adverse situations (Garmezy, 1985; Masten, Best, & Garmezy, 1990). 

 Werner and Smith’s (1982) longitudinal studies on Kauai children in Hawaii 

expanded the research on resilience to include multiple adverse conditions such as 

socioeconomic status (SES) and associative risk. Other studies emerged that linked 

childhood resilience when faced with parental mental illness, urban poverty, chronic 

illness, special needs, and catastrophic life events (Hogman, 1983; Luthar, 1999; Wells & 

Schwebel, 1987). Pioneering examiners recognized that some children thrive in the midst 

of adversity and become healthy adults (Garmezy, 1991; Rutter, 1985; Werner & Smith, 
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1982). 

 Resilience was initially theorized as personality traits or characteristics and 

coping style. This definition aided researchers exploring childhood resilience, allowing 

them to monitor progress within the developmental range, even when the children were 

confronted with seemingly insurmountable challenges (Werner & Smith, 1982). It 

emerged from the study of risk to the idea of identifying protective factors and 

understanding protective processes (Luthar, Cicchetti, & Becker, 2000). Instead of 

studying which child, family, or environmental factors were involved in resilience; 

researchers have been increasingly striving to understand how such factors may 

contribute to positive outcomes. This adjustment is evident in current resilience research 

and represents a dramatic shift from previous research on risk factor, deficit, and 

pathology models (Masten, 2001; Waller, 2001; Walsh, 2006). 

 Masten (1994) emphasized the following components for understanding 

individual resilience: (a) knowing an individual’s developmental history, (b) the nature of 

adversity, (c) individual and social assets and risks, (d) individual characteristics that 

function as vulnerability or protective factors, (e) environmental liabilities or protective 

factors, and (6) the context for adaptation (p. 5). Waller (2001), in a review of the 

literature on resilience, found that a reoccurring theme in the research was that most 

individuals who faced adversity have outcomes that are more positive in their lives. This 

stance has been supported by historical studies on resilience that document the evolution 

and shift from the effects of adversity on children to the impact of risk factors on the lives 

of children and families (Garmezy, 1991; Rutter, 1990; Walsh, 2006; Werner & Smith, 

1982, 1992). 
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 Resilience has also been characterized as behavior reaction with favorable 

outcomes in the face of traumatic life events (Agaibi & Wilson, 2005). Resilience is 

identified as the positive outcomes of a sum of personal qualities, character traits, and 

responsive patterns that are triggered when faced with adversity or obstacles ((Bain & 

Neal, 2004). Brendtro and Longhurst (2005) studied the “resilient brain” and found that 

resilience is universal across all cultures and is a natural part of our human DNA. In fact 

the researchers found that the brain was in the business of overcoming risk and threats. 

The built-in-human survival instincts that we have long associated with fight or flight are 

also referred to as human resilience. Resilience is an innate human trait (Brendtro & 

Longhurst, 2005).  

 The National Institute of Mental Health (NIH, 2010) discovered a genetic 

molecule regulator that coincides with the notion of resilience called deltFosB in mice. 

The study found that deltaFosB was increased in stressed induced environments where 

mice experienced more aggressive mice for a period of 10 days. Triggering the increase 

in deltaFosB protected the mice from depressive behaviors such as social withdrawal, 

avoidance, and defeatedness. The resilient mice produced increased levels of molecules 

that protected them from the environmental hazards and stresses (NIH, 2010).  

 Resilience is part of a neural mechanism related to reward and motivation 

(Charney, 2004). The human brain is intended for resilience based upon its ability to 

adjust to constantly changing environments. Charney (2004) refers to this as resilience-

survival. However, when the brain is stuck in constant resilience-survival mode, as a 

coping skill, one can develop what Stefan (2006) refers to as “fear circuitry” also known 

as anxiety.   
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 Vance (2001) found when studying resilient individuals that they had a bias 

toward a specific pattern of interpreting their environment that was referred to as 

protective perceptions. In the study, the researcher discovered that this bias allowed for 

resistance to feelings of helplessness and for a leaning toward positive perspectives and 

outcomes. Smith (2005) found that during moments when we are resilient we rely on 

internal strength-based resources (e.g. confidence, resolve, and determination) and 

external resources (e.g. family, friends, faith, health-care providers). 

 Moen and Erickson (1995) recognized self-efficacy as a valuable characteristic of 

resiliency. The researchers asserted that a psychological component of being resilient is 

possessing the feeling of being in control and the mastery that leads one to believe that 

they have the ability to act and shape their own lives. To that end, even seeing individuals 

doing just as well or even better who may be in similar circumstances increases one’s 

self-efficacy and resilience (Shih, 2004). 

 Resilience can be identifiable in multidimensional areas such as educational, 

emotional and social (Luthar, Cicchetti, & Becker, 2000).  An individual may be resilient 

in one domain that was prompted by a potentially life-threatening disaster, illness, or an 

accident. However, that does not mean that the individual is competent in resilience in 

other domains. Luthar, Cicchetti, Becker, (2000), reported that 66% of students displayed 

resilience in the domain of social competence, but only 21% displayed resilience in the 

domain of academic competence.  

Educational Resilience Theory 

Educational resiliency is defined as the opportunity for educational success 

despite personal liabilities and challenges brought on as a result of environmental 
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conditions (Wang, Haertel, & Walberg, 1998). Benard (2004) identified three 

environmental processes that buffer risk and foster resilience: (a) forming caring 

relationships, (b) maintaining positive and high expectations, and (c) providing 

opportunities for students to participate and contribute. These environmental processes, 

also known as developmental supports, contribute to the development of individual 

strengths and minimize risk and produce resilience. Individual personal strengths that 

produce the same resilience include social competence, problem solving skills, a sense of 

autonomy and identity, and a sense of purpose with the notion that things will get better 

(Benard, 1999). 

Downey (2008) offered the following strategies for enhancing educational 

resilience in students: (a) Nurture teacher-student rapport (Build healthy interpersonal 

relationships with students, set and communicate high academic expectations, and use 

student strengths to promote high self-esteem.); (b) Promote positive class climate (Show 

students they are personally responsible for their success, develop a meaningful and 

caring community, provide opportunities for meaningful learning, and set clear and 

consistent expectations for student behavior.); (c) Enact instructional strategies (Promote 

cooperative learning strategies and encourage students to tutor other students.); and (d) 

Enhance student skills (Teach transferable like skills, encourage students to participate in 

extracurricular activities, and emphasize effective literacy skills.). Educators can focus on 

building resilience in the classrooms by establishing characteristics in the area of 

autonomy, sense of purpose, social competence, problem solving, and achievement 

motivation (Morrison & Redding, 2007). These characteristics are known as protective 
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possibilities or opportunities to reduce risk and enhance resilience (Morrison & Redding, 

2007). 

Critical Theory 

Critical theory’s perspective is focused on empowering individuals to transcend 

constraints placed on them by race, class, and gender (Fay, 1987). Shujaa (1994) made a 

compelling distinction between schooling and education. Schooling was said to be a 

process of perpetuating and maintaining the existing power structures and institutions in a 

society, while, education focuses on liberation.  

W.E.B. Du Bois and Booker T. Washington had very different opinions about 

education for freed Blacks during their times (Du Bois, 1903/1999). Booker T. 

Washington urged that Blacks be schooled and prepared in higher education institutions 

to continue in many of the jobs they did for free during slavery. To the contrary, Du Bois 

claimed that freed slaves needed to be provided educational opportunities that would take 

them beyond the menial jobs that supported the institution of Jim Crow in the south. 

 According to Paul (1992), critical theory centers on the student as a critical 

thinker in our society. Students are taught how to think, as opposed to being taught what 

to think, as expressed by Du Bois. Students are encouraged to be problem solvers, 

educators create the appropriate conditions for learning, students discuss current issues, 

students are encouraged to justify their thinking, personal experiences are a valid part of 

the learning, and students understand the process for learning. 

 Critical theorist Apple (1995) argued that schools are institutions where social 

reproduction emerges. Students encounter various norms and cultures through rules and 

activities in the classroom and other areas of the school. The hidden curriculum in 
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schools corresponds to the ideological needs of a capitalistic society, creating levels of 

curricular knowledge amongst students in our schools (Apple, 2004).  

 Appiah (2000) suggested that in order for Blacks to counter the script of self-

hatred that has been bestowed upon them since slavery, to Jim Crow, to the civil rights 

movement, to today’s challenges in our schools and society, Blacks must take the script 

and convert it to a positive script of self empowerment. He went on to argue that this 

progression allows Blacks to gain back power that was stripped away from them. The 

Black community is one power structure, and the larger community is another. 

Blackness, then, emerges to a force which can be negotiated between the two groups.   

 On the other hand, West (2002) argued that power relations are inherently 

unequal. White supremacy, as he calls it, is implicated as the dominant in racial formation 

and minimizes opportunity for the Black power structure talked about by Appiah: “The 

Afro-American encounter with the modern world that has been shaped first and foremost 

by the doctrine of White supremacy, which is embodied in institutional practices and 

enacted in everyday folkways under varying circumstances and evolving conditions” (C. 

West, 2002, p. 109). 

 Freire (2009) pointed out a central challenge between the perspectives of Appiah 

and West, which comes in the form of the question, “How can the oppressed, as divided, 

unauthentic beings, participate in developing the pedagogy of their liberation” (p. 48)? 

The very duality that they live and lived in during oppression makes them forever 

supporters of the system in which they were mistreated and neglected. “To be” is to be 

like the oppressor; “They are at one and the same time themselves and the oppressor 

whose consciousness they have internalized” (Freire, 2009, p. 48). The solution offered 
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by Freire was to recognize the critical influence of White supremacy espoused by West 

and yet still strive for the place of Black liberation expressed by Appiah. The oppressed 

must not look at the behavior of the oppressors as something to escape but rather as 

something to transform.    

 And yet, the arguments made by both Appiah and West are in a similar fashion to 

what was being argued between Washington and Du Bois in the post-Civil War era. Time 

has shown us that the perspectives of Washington and Du Bois were not counter to each 

other but instead were multiple steps for empowering freed slaves post slavery.  

Yes, one needed to have immediate skills that met the needs of the market of the 

time, which was argued by Washington. While at the same time, one needed to have a 

plan to elevate him- or herself above the very same positions that enabled them during 

slavery through higher levels of education. The same can be said of the perspectives 

espoused by Appiah and West. Ultimately, the goal is for every group in our society to 

become more self-empowered, as argued by Appiah. However, this cannot be achieved 

with out full acknowledgement and examination of the power systems that take away 

power.  

Historical Perspective 

Morgan (1986) conveyed that the earliest schools for Blacks were established and 

led by Quakers in 1704 in New York. These Quakers, or The Society of Friends, as they 

were formally known, set up as many as 20 private schools for Blacks in Philadelphia 

during this time. With the support of Quaker philanthropists, abolitionists, and other 

religious involvement, a small number of Blacks received some education (Morgan, 

1986).   
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One of the organizations most responsible for the education of Blacks historically 

has been the Black Church, which was funded by the Free African Society of 1787 

(Lincoln & Mamiya, 1990). African American Sunday schools or Sabbath schools were 

the primary source for educating Blacks.   

Roberts v. The City of Boston a case argued in 1849 became the first major 

educational fight in the courts for Blacks (Horton & Moresi, 1999). The Black father in 

this case wanted his daughter to attend the school that was closest to their home and that 

was supported by state law in Massachusetts focused on neighborhood schools. School 

officials refused to admit his daughter on the grounds that schools were segregated in the 

city. The Supreme Court heard the case and ruled in favor of the local schools’ having the 

right to determine how education would be provided in their district. Separate but equal 

became the law of the land in Massachusetts (Horton & Moresi, 1999).  

In 1857, the Supreme Court made another critical ruling in the case of Dred Scott 

v. Sanford. Scott and his wife sued their owner in Missouri on the grounds that they were 

free and not slaves because they had once lived in a free territory (60 U.S. 393, 1857). 

Scott would go on to lose this case with the Supreme Court of Missouri. The U.S. 

Supreme Court would rule that because Scott was a slave, he was not a citizen of the 

United States and that the United States Congress did not have the power to forbid 

slavery in America (Gedid, 2007). It was believed that this was the decision that lead 

President Lincoln to free the slaves.  

As the Civil War came to an end and the Reconstruction period began, the 

looming question was how or if to educate freed slaves (Williams, 2005). Many Blacks 
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took it upon themselves to teach themselves through missionary schools focused on 

literacy and Christian doctrine (Williams, 2005).  

Following the conclusion of slavery, White missionaries from the Freedmen 

Societies had a ministry to provide literacy to freed slaves (Wesley, 1957). These great 

intentions from northern Christians were met with great hostility by White southerners 

dealing with the economic hardship due to the elimination of slavery.   

The 1868, passing of the Fourteenth Amendment had a significant impact on the 

educational plight of Blacks (Chitwood, 1982). This Amendment extended equal rights to 

newly freed slaves. This Amendment would be tested several years later. In 1896, Plessy 

v. Ferguson declared that separate but equal accommodations would be sufficient to 

support the equal rights clause of the Fourteenth Amendment (Chitwood, 1982). Plessy 

challenged the Louisiana Separate Car Act that prohibited Blacks from riding in the same 

train car as Whites. The Plessy decision allowed states to establish racially segregated 

facilities so long as accommodations were viewed to be equal. 

Prior to 1954, the ruling of “separate but equal” played a major role in the 

educational inequities taking place in schools for Blacks. Franklin and Savage (2004) 

reported that Black teachers were paid half of what White teachers made. Black teachers 

taught twice as many students than White teachers. Black schools were administered 

second-class books, desk, and equipment. White schools received more funding than 

Black schools. Furthermore, Black schools had a shorter school year (Franklin & Savage, 

2004). 

Objections of the NAACP to the Plessy ruling would later lead to the ruling’s 

being overturned (Brown, 2004). Brown v. Board of Education in 1954 called for equal 
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education rights for all students (Kluger, 1976). Chief Justice Warren, who was the 

leading justice on this case and who wrote the majority opinion, would go on to express 

that Black children must be recognized as having full protection of the Fourteenth 

Amendment, and there was no place in our nation for “separate but equal” (Warren, 

1954).   

President Lyndon Johnson continued to attempt to level the playing fields in our 

society with the passing of the Civil Rights Act in 1964, which banned any 

discrimination practices in educational settings (Gardiner, 1966). It was equally important 

to our nation that the nondiscriminatory practices banned in the K-12 system expanded to 

the campuses of colleges and universities, and so came the passing of the Higher 

Education Act in 1965 (St. Johnson, Paulsen, & Faye, 2005). 

Title I Funding and the Head Start programs were enacted through the Elementary 

and Secondary Act of 1965 to address continuous disparities in schools for Blacks. The 

purpose of the program was to provide extra funding to schools that had high 

concentration of students living in poverty (Murphy, 1971). It was hoped that providing 

this financial assistance would improve student learning for Black students.  

In 1966, the Coleman report examined the correlation between school resources 

and academic achievement. With the backing of Congress, Coleman, of John Hopkins 

University, conducted a $1.5 million study to determine the degree of inequities in the 

education system. Coleman’s research involved 645,000 students and 4,000 schools. The 

report found that Blacks in poverty were adversely impacted when the resources of the 

school were low and teacher quality was poor. Coleman went on to say that these two 

variables had a lesser impact on White students (Coleman et al., 1966).  
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To counter the large number of White families leaving school districts in the 

1970s, districts began offering magnet school programs to get White families to attend 

schools with Blacks (Steel & Levine, 1994). Magnet schools were shown to be a success 

in the efforts for voluntary integration. 

The Bush Administration signed into law in 2002 No Child Left Behind (National 

Education Association, 2009). The focal point of this law was to improve the educational 

outcomes between minority students and White students to close the achievement gap. 

This mandate emphasized that all U.S. students needed to be proficient in the areas of 

math and reading by 2014. 

Current Challenges of Black Males in Education 

According to research conducted by Arnold, Griffith, Ortiz, and Stowe (1998), 

perceptions and expectations about students and ethnicity are made as early as pre-school 

for some educators. Subsequently, the researchers examined the interactions between 

teachers and low-income Black students. The findings indicated that even when minority 

students were placed in the classrooms of minority teachers, the teachers indicated and 

expected the boys to have more problematic behaviors. Black teachers rated the boys 

from their ethnic groups as having more behavioral challenges and spent the vast 

majority of their instruction time with the boys from their own socioeconomic groups. To 

that end, the authors made clear that one cannot assume that a student may do better 

simply because of common ethnicity with the teacher, because the two may be from 

different socioeconomic backgrounds.   

In a study examining over 200 Black adolescents and their academic achievement 

related to their sense of belonging in school, it was found that students who were more 
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future oriented and experienced a great sense of belonging and acceptance did better in 

school (Adelabu, 2007). The Black males in the study earned lower grades and reported 

feeling a sense of rejection in school in the school community not feeling that people 

were friendly towards them and that they were not included in activities.  

In a similar study comparing the expectation levels of Black girls to Black boys, 

researchers found that the predominately female environment of schools tends to favor 

girls (Cross & Slater, 2000). Black boys are viewed as being disciplinary problems and 

are tracked into caretaker type special education classes, which deemed them as not being 

able to achieve serious academics during their K-12 experiences. The different treatment 

of the Black boys compared to Black girls resulted in lower grades and classroom 

performance by the boys. Ultimately, the boys tended to behave according to the 

teachers’ expectations, and their behavior reinforced the teachers’ expectations (Cross & 

Slater, 2000).   

Furthermore, a meta-analysis examining over 127 empirical studies from 1970 to 

2000 found that teachers, overall, had higher interaction levels with male students (Jones 

& Dindia, 2004). However, most of those interactions were negative, providing more off-

putting feedback coupled with lower expectations for the boys compared to the girls. The 

composed research showed that males and females are treated differently in the 

classroom.     

Wood, Kaplan, and McLoyd (2007) conducted a study examining the impact of 

gender on the educational expectations of urban, low-income African Americans ages 9-

19. The study revealed that African American boys reported lower expectations for 

educational attainment than did the girls. Both parents and teachers reported lower 
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expectations for the African American boys than the girls. Despite the study findings, it 

was noted that high teacher expectations and positive student perceptions appeared to 

counter the impact of low parent expectations.  

Movement styles have even been shown to impact teachers' expectations for 

minority students. Neal et al. (2003) examined teachers’ perceptions of African American 

males’ aggression and achievement and the need for special education services based on 

African American students’ cultural movement styles (also referred to as a stroll-swagger 

or bent posture, head slightly tilted to the side, one foot dragging, and exaggerated knee 

bend or dip). Subsequently, the results of the study indicated that teachers perceived 

students with African American culture-related movement styles as lower in 

achievement, higher in aggression, and more likely to need special education services. 

These prejudices stand in opposition to the image of the students who had standard 

movement styles, more reflective of European Americans (erect posture, with leg and 

arm swings synchronized with posture and pace, a steady stride, and straight neck).  

In a study conducted by Noguera (2003), the author found that 90% of the African 

American males in high school indicated that they thought education was important and 

that they wanted to go to college. However, when asked about their teachers' treating 

them fairly and the effort they (the students) put into school, the results showed 18% felt 

that the teachers treated them fairly and 22% said that they worked hard to achieve good 

grades. The author concluded that there is a discrepancy in the way students claim they 

feel about education, the support they receive from teachers, and the energy they exert 

toward school.   
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Walton (2010) found that Black males in a Southern California high school felt 

that the high dropout for Black males could be attributed to bad/student teacher 

relationships.  Peer pressure, boredom, failing grades, gangs, and home environment 

appeared to be less important factors to dropping out. Most of the participants in the 

study stated that they received more support and career direction from coaches rather 

than teachers and counselors.  

The world of collegiate sports has opened many doors for Black males. However, 

many leave the universities feeling used (Beamon, 2008). Ninety percent of the 

participants (former Division I football and basketball players) stated they would not 

have gone to college had it not been for their scholarship. Despite having the opportunity 

to partake on major college campus, 20% reported having a good experience at the 

institution. Although many of the participants received their degrees, they felt that the 

university reaped the greater benefits of their attending the institution. Many lacked 

career maturity due to limited time constraints, NCAA rules, and insufficient counseling. 

The emphasis on athletics over academics revealed a disservice done to the African 

American males, leaving many to feel exploited, limited in their choice of majors, and 

unprepared for a career (Beamon, 2008).   

Current Successes of Black Males in Education 

Ladson-Billings (1995) found that one White teacher leading a classroom with a 

majority of Black boys recognized that those students possessed an enormous amount of 

social power. The teacher then challenged the boys to demonstrate academic influence, 

garnering issues and ideas that were meaningful to them. This academic leadership had 

an incredible impact on the rest of the class; other students observed this in a positive 
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way and began to adopt the same behaviors. The teacher found ways to value their skills 

and pushed the Black boys on to academic success along with the rest of the class. The 

researcher described this phenomenon as a great example of culturally relevant teaching 

in which the teacher used the students' culture and skills as a vehicle for learning.  

Another teacher in the same study allowed appropriate rap music to be used to 

engage students in literal and figurative aspects of poetry when studying rhyme scheme, 

alliteration, and onomatopoeia. As a result, the students, Black and White, and male and 

female, all exceeded the state standard for poetry and other areas of reading. This 

approach bridged what was comfortable for the students into school learning, which in 

turn supported an atmosphere of high expectations for students, in particular for the Black 

males (Ladson-Billings, 1995).  

The eight teachers in the Ladson-Billings (1995) study were highly regarded as 

teachers having high expectations by students, parents, and administration. The teachers 

had chosen to work specifically in low-income, largely Black schools. They observed 

their efforts of teaching as giving back. Their belief about teaching was that all students 

could and must succeed academically.    

Gutman and Midgley (2000) found in their work that when Black students felt a 

sense of belonging and teacher support, which are factors of expectations, in middle 

school, they tended to be more self-efficacious about school and performed better.  

What prompts African American students to be engaged in higher level classes? 

This is the question that Grantham (2004) focused on in a case study approach examining 

the gifted and talented journey of one Black male. The author offers some relevant 

opportunities for teachers to enhance Black male participation in these programs. Using 
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the participation motivation expectancy-value model, one can conclude the following: (a) 

The more likely teachers were to help students believe in their abilities to perform in 

gifted and talented classes, the more likely they were to participate. (Will I be successful 

in the program and will my participation lead me to do well?); (b) The more students felt 

that their efforts would lead to the desired outcome, the more likely they were to 

participate in the class; and (c) Teachers' expectations and influence affected the values 

held by students and the impact that the gifted and talented programs had on these values.  

 Results of the study indicated that teacher influence was an enormous driving 

force behind the participant, Rocky Jones’s, decision to participate in gifted and talented 

classes. Teacher encouragement and feedback contributed to the values that he placed on 

his participation in the gifted and talented program. Rocky’s perceptions of teachers’ 

expectations also impacted his focus on attaining the necessary outcomes of the gifted 

and talented program.  To that end, his interactions with his teachers influenced his 

decision to participate in gifted classes. One of the best lessons of encouragement that he 

learned from one of his third grade teachers was the importance of being organized. The 

vast majority of Rocky’s teachers believed that he had high ability and that he could 

perform in higher level classes. Rocky concludes by saying, “I think their [teachers] 

expectations are pretty high of me. I think some of my teachers pass it on to other 

teachers” (Grantham, 2004, p. 5) The study concluded with the following advice for 

teachers to help increase African American male participation in gifted classes: place 

heavy emphasis on being organized and having strong study habits, affirm students' 

academic potential, and reframe peer notions of “acting White," which will require 

teachers to gain more understanding of the peer issues that impact Black students in 
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predominately White peer environments like gifted programs. Finally, as a result of 

teacher expectations, Rocky believed in his ability to be successful in gifted classes, he 

believed his effort was worthwhile, and he believed that the outcome of his participation 

would be beneficial (Grantham, 2004).  

 Floyd (1996) pointed out in her study, which examined the lives of resilient 

African American high school seniors, that concerned educators played key roles in the 

lives of the students. Many of the students identified teachers as motivational influences. 

Those high expectations had a profound impact one student in particular, “my English 

teacher brought out more in me than I knew existed, especially about my writing and 

acting abilities” (p. 7).   

Bradley (2010) analyzed faculty impact on high achieving Black males attending 

predominately White universities. The study found that a significant determinant in the 

success of these men was based upon their interactions in- and outside of the classroom 

with faculty. One student admitted to dropping a class after several conversations with a 

faculty professor who had been very short with him during their few interactions. 

Another credited his great experience to his relationship with a mentor faculty member. 

One participant in the study expressed that hearing, “Let me know if you need my help” 

(Bradley, 2010, p. 136) from the teacher meant a great deal in keeping him motivated. 

Concerns about academic skill sets, feelings of isolation, fear of rejection, and fear of 

public ridicule diminished greatly when participants had a connection with faculty.   

Many differences remained between the distinctions of Black males on White 

college campuses versus those at historically Black colleges. Davis (1994) found in his 

study that the two groups have different college experiences. In the study of over 700 
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Black males (55% from historically Black colleges and 45% from White colleges), the 

researcher found that students at the historically Black colleges reporting having 

significantly higher grade point averages than those at White colleges. Higher 

socioeconomics, better high school grades, higher SAT scores, and lower degree 

aspirations were reported by the Black males at White colleges. However, Black males 

from historically Black colleges reported feeling more integrated into the academics of 

the college and perceived their institutions as providing more institutional support for 

their learning. The study concluded, that given the declining rate of enrollment and 

college graduation for Black males, it is essential for them to be in a supportive academic 

environment, no matter the predominate color or culture of the college.  

Teachers' Expectations 

 The concept of expectations' being a self-fulfilling prophecy is an insightful 

notion that came about as a result of the ground breaking study Pygmalion in the 

Classroom, conducted by Rosenthal and Jacobson (1968). The word Pygmalion comes 

from a Greek myth in which the king of Cyprus prays for a statue, which he created and 

fell in love with, to come to life. His prayers were eventually answered. Recent 

introductions of the term Pygmalion evolve from the play by George Bernard Shaw 

entitled Pygmalion: A Romance in Five Acts. The primary theme of the play was that a 

person would become as he or she is treated.  

To that end, Rosenthal and Jacobson’s (1968) Oak School Experiment theorized, 

“that within a given classroom those children from whom the teacher expected greater 

intellectual growth would show such greater growth” (p. 66). The study was patterned 

after research conducted on animals. Animals that were thought to be genetically inferior 
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performed in an inferior manner. On the other hand, those animals thought to be 

genetically superior performed in a manner that was conducive to having superior 

behavior. Hence, this dynamic became the essential component and genesis for their 

study (Rosenthal & Jacobson, 1968).  

In the study, all students from the 1964 spring class, who were slated to return in 

the fall to the experimental school, completed the Harvard Test of Inflected Acquisition 

(all K-5th grade classrooms were tested). The following fall, teachers were told that the 

results of the test would serve as a predicator for some students who would “bloom” or 

“spurt” academically in a short period. The teachers then were informed that, “When 

these spurts occur in children who have not been functioning too well academically, the 

result is familiarly referred to as ‘late blooming’” (p. 70). Also, teachers were told that 

the students scoring in the top 20% would show significant gains within the next year or 

less, despite being at various academic levels. Furthermore, teachers were not informed 

about the follow-up testing that would be conducted in the spring with the all of the 

students to measure IQ growth and to conduct comparisons with those students who were 

randomly selected for the study (20% of the students formed the experimental group).  

 Students in the experiment group were of different ethnic and economic 

backgrounds. Moreover, Oak School was a lower-class school with a large bilingual 

population. Also, students from the 20% were from the fast, medium, and slow ability 

groups. By the spring, the scores of the experimental group supported the original 

hypothesis of Rosenthal and Jacobson, that those students whom teachers expected to do 

better actually would do so. The average IQ score gains of the experimental group rose 

by 12 points compared to 8 points from those not participating in the study. The grade 
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levels (1st and 2nd) where teachers may not have had much prior knowledge of students 

showed the greatest gains. In second grade, the average IQ gain of the non-experimental 

group was 7 points compared to 16 points for the experimental group. At the first grade 

level, the results were staggering. The non-experimental group had an average gain of 12 

points while the experimental group showed a gain of 27 points (Jacobson & Rosenthal, 

1968).  

 Jose, who was a first grader and born to Mexican immigrant parents, who did not 

show up to any of his parent-conferences, showed one of the highest IQ growth gains. He 

was a student who had been recommended to the low-ability group by his kindergarten 

teacher. Jose’s IQ score increased by 45 points. By second grade, his mother was 

attending conferences, where she advocated for him to be moved up to the next ability 

group, which happened when he was in third grade (Jacobson & Rosenthal, 1968). 

Summary 

 Educators' expectations have a significant impact on student achievement, both in 

general and specifically for Black males. In many cases, the previous literature indicates 

that it is the number one determinant in student achievement. Those levels of 

expectations vary from student to student, in particular by gender, SES, and race. 

Therefore, a student who may be Black, male, from low SES, and in special education 

may have the optimum number of factors working against him when it comes to the 

possibility of educators having elevated levels of expectations for his academic 

performance. 
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CHAPTER 3 

METHODOLOGY 

Description of Design 

 Creswell (2002) explained that a grounded theory study is suitable when a 

researcher is modifying a theory, explaining a process, or developing a general 

abstraction of an interaction and action of people. Grounded theory design is useful for 

research involving a theory that is not available or that does not fully explain a 

phenomenon; such as how positive educator expectations helped Black males with 

doctoral degrees succeed as students. The Resiliency Theory and the Expectancy Theory 

of Motivation were utilized to help establish this grounded theory study. 

 The Resiliency Theory was founded on the proposition that when an individuals’ 

family and community care deeply about their well-being, have high expectations, 

provide purposeful support, and value them, they will maintain a faith in the future and 

overcome almost any adversity (Krovetz, 1999). This is consistent with Noddings’s 

(2005b) claim that caring educators play a pivotal role in student success in schools. The 

educators showing care for the Doctors in this study, ranged from a two-week substitute 

teacher to a Noble Peace Prize winning college professor. The care that they received in 

these relationships provided a positive experience for the Doctors during their years in 

elementary school to graduate school. Doctors in this study also described the positive 

personal power they felt in the relationships with the caring educators.  

Vroom’s (1968) expectancy theory of motivation was used as one of the 

foundational theories for the study. According to Vroom, the expectancy theory of 

motivation suggested that subordinates would be motivated if they feel competent and 
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trust that their efforts will get results. This theory has three vital components: (a) 

expectancy, which is the probability that devoting effort to a task will lead to high 

performance; (b) performance, which involves whether successful performance will lead 

to the desired outcome; and (c) valence, which involves the value that an individual puts 

on the outcome. In essence, this theory answers three questions: How can an individual 

feel that they have the ability to perform a task? How can an individual feel that if they 

successful at a task, they will be rewarded? How can the payoffs be improved that 

individuals expect for performing a task? 

 In addition to Vroom’s (1968) theory, the underpinning of care behind the work 

of Noddings (1992) also served as a pillar for the foundational perspective of the study. 

Much of the work done by Noddings assumed that the success (achievement, motivation, 

and resiliency) of students is determined by the students’ perceptions of the care and 

expectations from the educators around them. In fact, Noddings (2003a) went on to claim 

that if the person being cared for insists nobody cares, then a caring relationship does not 

exist.  

The researcher examined the common experiences that the participants had 

involving positive educator expectations when they were students. Isolating recollections 

of positive educators expectations allowed the participants the opportunity to fully 

describe how they perceived this experience. To that end, the data gathered focused on 

what these individuals experienced relative to educators' expectations and how they 

experienced it. 

 The researcher interviewed 15 Black males with doctoral degrees who 

experienced positive educator expectations to further explore the what and the how of 
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their lives as students. Each interview was conducted one-on-one at a site that was 

comfortable yet private for the participant.  

 Further recommendations by Moustakas (1994) referenced the asking of 

supporting questions that will lead to qualitative data: What have you experienced in 

terms of the occurrence? What situations have typically influenced or affected your 

experiences of the occurrence? (Please see actual questions in Content Validity section.) 

These interviews were recorded to capture accurate data. 

Procedures 

 Fraenkel and Wallen (2003) emphasized the importance of schedules and 

procedures of what, when, where, and how to carry out a study. The researcher gathered 

data through semi-structured interviews. There were 15 interviews conducted with Black 

males with doctorates. After each of the participants agreed to partake in the study, the 

time, date, and location for the interview were determined. Shortly after the phone 

conversation, a detailed letter to confirm the interview was sent to each participant 

explaining the purpose of the study, projected amount of time for each interview, and the 

usage of results from the interview. This process was in alignment with the recommended 

procedures by Creswell (1998). The interview questions were sent to the participants 

prior to the interview.  

 The interviews were to be conducted over a two-week period. Interviews lasted 

for 45 minutes to 3 hours. All participants were interviewed individually. The same 

researcher conducted each interview. The researcher took field notes (Fraenkel & Wallen, 

2003) as well as two audio players taped all of the interviews. Within the same week, the 

researcher reviewed the audiotapes, had a professional transcribe the entire interview, and 
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asked participants to verify the transcription for accuracy. When all of the interviews 

were transcribed, a final report of the common themes were identified, compiled, and 

written.  

 The interviewer started all interviews by introducing and explaining the purpose 

of the study. Each participant was asked to sign the participant consent form prior to 

starting the interview.  

 The recordings were stored in a locked box in the researcher’s home office. The 

coded data were saved on backup files for future reference. Another copy of the same 

coded data were made for sorting and linking data categories according to topics. For 

confidentiality and safety purposes of the participants, all audio recordings, 

transcriptions, and field notes were kept in a fireproof safe box to which only the 

researcher had access. The written data were saved in two different locations, hard-drive 

and flash drive.  

 The data analysis involved what Moustakas (1994) referred to as horizonalization, 

examining the transcripts' significant statements, sentences, or quotes, which garnered a 

better understanding of Black males with doctorates and how they experienced positive 

educator expectations as students. Placing and clustering the statements into themes was 

the next step of analysis. Significant statements and themes were the guiding data to the 

textural description of the experiences of the participants. Data transcripts were also used 

to describe the context and setting that influenced the Black males Doctors as they 

experienced positive educator expectations as students. From the textural data, the 

researcher composed descriptions that summarized the experience of Black male with 

doctorates as it related to educators' expectations. The researcher identified all common 
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themes and experiences, providing a descriptive account of those experiences. The goal 

was for the reader to have a better understanding of the process of what Black males with 

doctoral degrees experienced as students with positive educator expectations.  

 When the findings were merged and completed, a copy was sent to each of the 

participants via e-mail and U.S. postal mail upon request. All participants were 

volunteers, and there were no financial gains for participating in the study. The only gain 

for the researcher and participants was to advance the knowledge and information on the 

positive educator expectations had on Black males with doctorates.   

Description of Population 

The population consisted of Black males with doctoral degrees (Ph.D., Ed.D., 

M.D., or J.D.), living in a Midwestern state, who experienced positive educator 

expectations as students.  

Description of Sample 

The sample consisted of Black men with doctorates living in a Midwestern state. 

The men possessed one of the following doctoral degrees: Ph.D., Ed.D., M.D., or J.D. 

Sampling Method 

Creswell (2007) recommends purposeful sampling for this type of study. 

Purposeful sampling is based on the assumption that the researcher wants to discover, 

understand, and gain insight and therefore must select a sample from which one can learn 

the most (Merriam, 1998). The Black males with doctorates for this study were 

purposefully selected to reflect a range of doctorates and for a better understanding of the 

phenomenon of the experiences of Black males with doctorates as students with positive 

educator expectations. This approach is similar to that of Carin-Levy, Kendall, Young, 
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and Mead (2009) that sought to identify participants who had strokes and were impacted 

by exercise classes.  Fraenkel and Wallen (2003) recommended conducting a purposive 

sampling based upon previous knowledge and the specific purpose of the research.  

Purposive sampling was also used to ensure the Doctors met the criteria for the study 

(Berg, 2004). This method guaranteed the respondents eligibility to satisfy the 

requirements of the study focusing on the targeted population.  In this case, the 

participants needed to meet the following criteria to participate in the study: (a) must be a 

Black male (have at least one parent with African or African American ancestry), (b) 

must possess a doctorate degree, (c) must live in a Midwestern state, and (d) must have 

experienced to some degree positive educator expectations. Determination as to whether 

or not participants met the criteria was based upon self-reporting from the Doctors.  

These criteria allowed this researcher to begin the study with eligible participants. 

This method was consistent with the research conducted by Aloe-Chase (2008); it 

focused on examining families with children who had disabilities and their perspectives 

on collaboration with service providers, and the researcher used his knowledge to select 

subjects representing the research population. The researcher therefore used knowledge 

of the population to judge whether a particular sample size was represented. Given the 

fact that there was no central listing for Black males with doctorates, this researcher 

contacted several organizations to recruit Black males who might meet the criteria for the 

study. To get names of potential participants, the researcher contacted two large Black 

associations for Lawyers and Psychologist, the largest university in the state, and the two 

largest Black churches in the state. Through these efforts the research gathered a list of 49 

potential participants. Upon the initial email that was sent out to all of the potential 
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participants 24 responded that they would possibly be interested in participating in the 

study. However, only 15 actually followed through to participate in the study. In an effort 

to further protect the identity of the participants, the organizations were not mentioned. 

The researcher then contacted potential participants via email and phone, and 15 

participants were then selected based upon their willingness to participate in the study. It 

was determined that based upon each participants receiving of the research description, 

that was provided to them in the e-mail, and their willingness to take part in the study, 

that they had memories of positive educator expectations.  

Instrument 

Creswell (2005) expressed the use of open-ended questions in a qualitative study 

strengthens opportunities for participants to share personal experiences without 

obstruction. Open-ended questions convey participants’ individual experience in a rich 

texture (Patton, 2002). See Appendix A for interview questions. 

The open-ended questions were formulating using three guiding factors. Based 

upon many of the studies identified in this research, care was determined to be a critical 

factor of positive expectations by educators. Therefore, the first factor that helped to 

formulate the questions were guided by Nodding’s work on care and a modified version 

of similar questions used in Lind-Glenn’s study focused on the experience of second 

generation Latino’s with educators. The following questions reflected the premise of 

exploring care within educator relationships with students: 1.Describe, in detail, one or 

two relationship you had with an educator who you thought had cared for you and pushed 

you as a student? Tell what that was like and how you knew this person cared for you, 2. 

Describe how you felt in this relationship, 3. How do you feel this/these educator(s) 



43 

 

helped you in school (academically with school-work and socially with friends)? 4. How 

did the/these educator(s) make you feel that they cared about your background as a black 

male?  

Caring relationships are defined as “supportive connections to others in the 

student’s life who model and support healthy development and well-being” (Constantine, 

et al., 1999, p. 13). A caring relationship communicates that: “You matter” Caring 

relationships are characterized by stability; nonjudgmental, genuine interest in the well 

being of someone else; getting to know the individual; and ample and appropriate 

attention (Bernard, 2004; Garmezy & Rutter, 1983; Krovetz, 1999; Werner & Smith, 

1982).  Caring conveys loving support, trust, and being there for students (Bernard, 

2004). Caregivers in these relationships establish stability in the life of students and serve 

as both a buffer and motivational weight to push through adversity (Bernard, 2004). 

Based upon the critical role that care plays in the life of students and how it manifest 

itself in the form of high and positive expectations for students, the researcher determined 

that having questions around care was valuable.  

Teacher expectations have significant impact on student academic and social 

outcomes (Sherman, 2004). Educators who hold positive expectations of students in 

terms of their expected levels of academic achievement and social behaviors influence 

student motivation and engagement (Murray & Pianta, 2007). Higher academic 

achievement is connected to teachers creating a positive learning environment for 

students. Of all of the factors that affect students’ performance, educators have the most 

impact over those pertaining to the school experience of their students (Parsley & 

Corcoran, 2003). Educator expectations influence the type of information they convey to 



44 

 

students, the opportunities they create for students, and the values they help perpetuate 

(Wimberly, 2002). Richards (2006) found that when students felt their teachers genuinely 

liked them, they were more willing to put forth the effort to be successful in the 

classroom and in school. 

Given the significant influence of educator expectations on students, the 

Expectancy Theory of Motivation was used as well. The second factor that guided the 

remaining questions of the instrument came from the components of The Expectancy 

Theory of Motivation: (a) expectancy, which is the probability that devoting effort to a 

task will lead to high performance; (b) performance, which involves whether successful 

performance will lead to the desired outcome; and (c) valence, which involves the value 

that an individual puts on the outcome. In essence, this theory focuses on three areas: An 

Individual feels that they have the ability to do the work. An individual feels that if they 

successfully do their work, they will be rewarded. The payoffs that individuals expect 

from their work. 

The final factor that guided the questions were research studies on Black students 

and black males regarding positive teacher expectations that aligned very closely with the 

components of the Expectancy Theory of Motivation. This information was organized in 

the form of a construct chart. Construct charts showcase studies that exemplify the 

characteristics being sought after. Committee members and an instructor who had 

extensive experience in the construction of qualitative instruments deemed the construct 

chart sufficient. Please see Appendix B. 
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Data Collection Methods 

 The data collection occurred over a two week period during the first two weeks of 

April 2013. It was later discovered that the researcher had inadvertently started to collect 

data before the official approval of the RRB by several weeks. The research committee 

and program director recommended getting second permission from participants to use 

the data in order to resolve and rectify the mishap. All participants provided written 

permission to continue with the use of data from their interview. The one-on-one 

interviews were scheduled via email and telephone once participants were deemed 

eligible based upon their self-reporting of having a doctorate, being a Black male, and 

having experienced positive educator expectations. The date and time chosen for the 

interviews varied based on the desired time of the participants. In the interviews took 

place at locations that were convenient for the participants: their homes, university 

conference rooms, their offices, and library. Each interviewed varied in length from 45 

minutes to 3 hours. Those participants deemed eligible to participate were sent interview 

questions one week prior to the interview. Before the interview the researcher reviewed 

the Informed Consent Form with participants and had them sign it. The researcher than 

kept all of the original copies and let participants that they could have a copy if they 

desired.  

 All 15 participants consented to have the interviews recorded and each was given 

a copy of the questions as the researcher was asking them. Participants had the 

opportunity to review the transcribed interview prior to beginning data analysis. Small 

corrections were made as necessary: spelling of city, school name, and educator name. 

Transcripts varied from a few pages to 17 pages. The participants were all reminded of 
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the confidentiality and anonymity that would be ensured throughout the data collection 

and analysis process. The researcher began all interviews by explaining the purpose and 

answering any questions that participants may have had. This initial discussion helped to 

establish rapport with participants and was not recorded or transcribed.   

 Each participant was asked the same open-ended questions as indicated in 

Appendix A. Additional follow up questions were posed as needed for clarification; this 

occurred on a minimal basis, thus keeping the interview process consistent among all 

participants. When the interviews were concluded the researcher assigned a letter of the 

alphabet from A to N in the order or the interviews to ensure anonymity as was promised 

to the participants.   

Reliability 

 According to Fraenkel and Wallen (2003), “Reliability refers to the consistency of 

scores obtained—how consistent they are for each individual from one administration of 

an instrument to another” (p. 65). This researcher consistently gathered data from each 

participant with the data being obtained in the same order. Miles and Huberman (1994) 

advised that reliability is the level of regularity displayed by the researcher and methods 

throughout the study. Silverman (2000) suggested that semi-structured interviews such as 

the ones in this study, allow for greater reliability. Creswell (2007) suggested that 

qualitative research is most reliable when researchers keep detailed notes, good-quality 

tape recordings, and transcripts. Therefore, the researcher of this study used all of these 

techniques to enhance the reliability of the study.  
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Validity 

 Glesne (2006) described validity in qualitative research as being the establishment 

of the trustworthiness of the research. Fraenkel and Wallen (2003) described validity as 

the “appropriateness, meaningfulness, correctness, and usefulness of any inferences a 

researcher draws based on data obtained through the use of an instrument” (p. 172). 

Creswell (2007) recommended the following strategies that the researcher used to 

establish validity in the study: (a) The researcher identified and removed bias by 

commenting on past experiences, biases, and assumptions that shaped the study;(b) 

Member checking ensured that the data, analyses, interpretations, and conclusions were 

accurate with the accounts of the Black males with doctorates participating in the study; 

and (c) The researcher provided a rich, thick description of the experiences of these Black 

males with doctorates specifying shared characteristics that could be transferred over to 

other settings.  

Content Validity  

 Experts are people who know a great deal about what the researcher is interested 

in finding out (Frankel & Wallen, 2003). Three experts were used to review the construct 

chart and instrument for content validity. All of the experts were African American and 

held doctorates; one had a Ph.D., and the other two had Ed.D.s. One of the experts was a 

professor and taught reconstructing curriculum at a major university in the Midwest. 

Another expert was a former assistant superintendent in a large urban school district in 

the Midwest. And the final expert was the director of curriculum for a major urban school 

district in the Midwest. Based on the feedback of the three experts, the researcher 

adjusted the instrument.  
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Construct Validity 

 The major constructs of the expectancy theory of motivation and Nodding’s work 

on care guided the questions for the study. The first major construct of the expectancy 

theory of motivation is valence, which involves the value that an individual puts on the 

outcome.  This element seeks to answer the question, How can individuals experience 

improved the payoffs for their expected work? The second construct is performance, 

which involves whether successful performance will lead to the desired outcome. This 

element seeks to answer the question, How can an individual feel that if they successfully 

perform, they will be rewarded? And finally, the expectancy component of the 

expectancy theory of motivation focuses on the probability that devoting effort to a task 

will lead to high performance. It seeks to answer the question, How an individual feels 

about their ability to perform a task?  

 Lind-Glenn’s (2009) research on Latino students, caring teachers, and reflection 

questions also influenced the questions (Creswell, 2005, 2007; Moustakas, 1994). 

Questions were aligned with foundations from other major studies pertaining to Black 

males, expectations, and caring. The questions were designed to focus on the Doctors 

their experiences related to positive educator expectations. Each question was ethical and 

not offensive. See construct chart for more information (Appendix C). 

Data Analysis 

 Berg (2004) suggested the first thing to do when engaging in a qualitative 

approach to analyzing data is to have a filing system in place. Therefore, the researcher 

had an organizational system to store data, notes, transcripts, and future classifications of 
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information. The data were filed away in the home office of the researcher in a locked 

file cabinet.  

The data were reported through thick and rich descriptions (Fraenkel & Wallen, 

2003). Coding was used to sort the data, which aided in consistency and reduced 

researcher bias. Themes and patterns were provided to formulate categories and 

subcategories.  

An external professional assisted with inter-rating the coded data. Using an 

outside consultant or professional to examine the research data and coding process 

increases the trustworthiness of the study (Lincoln & Guba, 1985; Creswell, 1998). The 

professional qualitative researcher was a professor at a state university in the Midwest, 

who holds a doctorate and has conducted extensive qualitative research.  

More specifically, a similar process was used for analyzing the data as used by 

Lind-Glenn (2009), bracketing researcher’s preconceptions. Bracketing or epoché is the 

first step to controlling bias (Moustakas, 1994). This process involved the researcher 

setting aside, as much as humanly possible, all preconceived experiences to better 

understand the experiences of those participating in the study. In order to do this, the 

researcher fully described his own experience with the phenomenon, which is 

recommended by Riemen (1986; See Researcher Experience Section.).  

The researcher also transcribed the interviews that allowed for a word-for-word 

account of the interviews. Another coder was used, who had experience in the field of 

qualitative research, to identify common words or phrases to help shape themes. The 

coder and researcher developed categories and subcategories based upon the data. The 

researcher and coder kept track of the frequency of responses. The coder identified the 
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following overall categories: caring connections, expressions of confidence, role models, 

and supported in their interests and achievements. The researcher identified the following 

overall categories: care, verbal affirmations, vision of possibilities, and values. To 

reconcile the differences the two coders used the categories listed by the second coder for 

the major categories.  In addition to the major categories of the researcher in the 

descriptions of the categories, subcategories were formulated based upon categories of 

the construct chart, which also guided the interview questions. One of the limitations of 

the analysis, was that the researcher identified much of the text for coding due to the 

mother of the second coder became ill in the process and eventually passed away 

Transcripts were read while listening to the audio of each interview. Statements 

were listened to using horizonalization which provided equal worth to all statements. The 

statements were grouped into meaning units, as suggested by Moustakas (1994). The 

researcher listed each unit with a textural description that allowed the opportunity to 

write a description of the meaning. Significant statements were extracted and provided 

equal values (Moustakas, 1994).  

Threats to Internal Validity 

Researcher Experience 

Experience with Phenomenon of Educator Expectations 

I arrived to play football for the University of Minnesota in 1992, after living in 

nearly twenty-five different homes while growing up with heroin-addicted parents. At the  

time of arrival, both my mom and dad were in prison, my younger brother was in prison, 

my grandmother (last legal guardian) was in a nursing home, my oldest sister was on the 

streets of Denver addicted to crack cocaine, my oldest brother was on the streets of 
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Denver involved heavily in gangs, my second oldest sister was in foster care in Iowa, and 

my youngest sister was living with my aunt. Between my junior and senior year of high 

school, I lived in five different locations and spent the last four months of my senior year 

of high school homeless, sleeping on the floor of a family friend. Upon my arrival to 

Minnesota, I brought with me a trunk carrying everything I owned and no home address 

back in Denver .  

 My teachers and coaches played a significant role in influencing my academic 

motivation during my times of hardship. My 8th grade teacher, Mr. Tabono, actually 

nominated me for the Colorado Youth Citizenship Award, which I won, while I was 

living in a 10 X 16 feet motel room with eight other people. Sister Brendan, my 

homeroom teacher in high school, and Coach Levine, my high school football coach, 

were very clear about their expectations of me and my comrades from the inner city 

attending my private, suburban high school. They showed they believed in me through 

their deeds and words. They modeled and provided examples of what success looked 

like. They always encouraged me to be the best that I could be. And finally, they allowed 

me to pursue the things in life that I valued and did not force their own value system on 

me. 

History 

History threat was focused on an unplanned or unanticipated event that could 

have taken place during the study and that could impact the outcome of the study 

(Fraenkel & Wallen, 2003). Unfortunately, the researcher was not able to fully control for 

such events; however, he allowed flexibility in rescheduling any interviews that needed 

to be conducted.  
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Maturation of Subjects 

Maturation is the change that may be associated with the passage of time that may 

take place with participants of the study (Fraenkel & Wallen, 2003). The interviews took 

place in a timely fashion to help reduce the threat of maturation. Also, participants were 

only interviewed one time each.  

Testing 

Member checks were conducted to ensure and verify the responses of participants. 

Participants were allowed to clarify or retract responses that were not in alignment with 

their intended responses.  

Instrumentation Threat 

Threats to instrumentation occur when the same question is asked differently to 

different participants in the study (Fraenkel & Wallen, 2003). To avoid this threat, the 

researcher was only one conducting the interviews and questions were asked in the same 

sequential order according to the interview questions in Appendix A.  

Differential Selection 

Participants needed to meet the following characteristics: (a) Black (of African 

descent), (b) male, (c) resident in a Midwestern state, and (d) and holder of a doctorate.  

Mortality 

Despite the careful selection of participants, the researcher was aware that 

participants may have been lost during the course of the study (Fraenkel & Wallen, 

2003). To counter this threat, participants were notified beforehand regarding the time 

commitment of the interviews, which were anticipated to span 45 to 60 minutes. Also, the 
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researcher had additional names of potential participants should they have been needed. 

If for any reason, a participant dropped out of the study, his information was nullified.  

Selection-Maturation 

Fraenkel and Wallen (2003) described this threat as being one that may be 

impacted by the various experiences of the participants. For example, some of the 

participants may have experienced positive teacher expectations due to growing up in 

environments where there were higher numbers of Black educators. Also, the 

recollections of their student experiences may have been fresher in the memories of some 

of the participants than in others. 

Ethical Issues 

Planning 

Participants were informed of the basis of the study and were given a consent 

form that further explained the research study. The researcher also reviewed the form 

with participants to provide further clarification. Participation was voluntary without any 

deception or concealment of information. 

Subject Risk 

The researcher reduced the chance for harm to any participants by keeping all 

data and identities confidential. Participants were identified by pseudonyms. All data 

were kept only on the password-protected computer of the researcher and in locked 

cabinets in the researcher’s home office.  

Researcher Responsibility 

The researcher provided the participants with accurate details about the purpose 

and usage of data from the research. Each participant reviewed the consent form with the 
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researcher. Before participating in the study, participants were informed that their 

participation was completely optional.  

Notification 

A formal letter of consent was sent to participants prior to the interviews. Prior to 

the interviews, the researcher reviewed the consent form with each participant and made 

sure that it was signed.  

Deception 

Deception was not part of the study. All participants were informed about the 

research and the usage of the data. 

Individual Freedom 

Participants who wanted to withdraw from the study were informed that they 

could do so at any point in the study, of their own accord. 

Subject Discomfort 

Each participant was given permission to contact Saint Mary’s University of 

Minnesota’s Doctoral Program Director or the researcher by phone or e-mail.   

Results Dissemination 

The results were provided based upon the request of participants. 

Undesirable Consequences 

The researcher connected with participants prior to interviews to emphasize the 

purpose of the study and consent forms. If any of the past experiences regarding 

educators brought up any painful experiences, the researcher had on hand information 

about counseling services, if needed.  
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Confidentiality 

The confidentiality of the subjects was protected through the following 

procedures: secured storage of information and pseudonyms. Rules of confidentiality 

were followed in accordance with Saint Mary’s University of Minnesota guidelines.  

Data Protection 

Individual participants were identified by pseudonym. The actual dissertation 

manuscript, audiotapes, and transcripts were stored in the home office of the researcher. 

Data were shared with participants who had an interest in receiving the data.  

Critical Concerns 

Questions of Reality Versus Perception 

This study was focused on the experiences of Black males with doctorates as 

students with positive educator expectations. The results were not intended to be 

generalized for all Black males with doctorates; they were applicable only to the Black 

males with doctorates in this study. The perception of the study could be that if educators 

simply provide positive expectations for Black males in school, then student achievement 

will increase for all Black males, which is not the case. Positive educators' expectations 

are only one variable of many that will contribute to the academic performance of Black 

males.   

Question of Communication 

The researcher attempted to communicate each portion of the research project to 

the participants, including any operational definitions of teachers' expectations. However, 

it was certainly possible that a participant may adopt his own interpretation of positive 

educator expectations in the context of a given question.  
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Question of Values 

Each participant was influenced by his own personal values that he brought to the 

interview process. The researcher simply asked questions and the participants responded 

based upon their own encounters with positive educator expectations.  

Question of Unstated Assumptions 

The data in this study was gathered and provided with great accuracy. See 

Researcher Experience Section. 

Question of Societal Consequences 

Societal consequences may have an impact on this study. A participant may feel 

the need to answer questions favorably about the positive expectations of educators, 

given their societal and educational paralysis. Also, there are some who may assume that 

positive educator expectations in itself would lead to the success of Black males without 

addressing the many other societal impacts on the endeavoring of Black males in 

American society. 
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CHAPTER 4 

Results 

 This grounded theory study examined Black males with doctoral degrees and how 

positive educator expectations helped them to succeed as students. The Doctors in this 

study identified four major themes about that helped them to succeed as students and a 

number of sub themes as well.  

 The findings are grouped and organized into four major categories: caring 

connections, interest and achievement, role models, and expressions of confidence. The 

factors or subcategories that influenced caring connections of these Doctors were: who 

cared for them and how they knew they cared, how they felt in the relationship, how the 

caring educator helped with making connections in school (academically and socially), 

and the caring educator’s awareness of their identity as a Black male.  

 Educators were able to recognize and support what was of importance and 

significant to the Doctors in the form of their interest and achievement. The factors that 

influenced the category of Interest and Achievement were: the educators were aware of 

their interest and communicating the benefits of academic achievement.   

 Furthermore, the findings showed for the category of role models, subcategories 

such as providing them with examples of success (inside and outside of the classroom) 

and letting them know that their efforts mattered were critical to the Doctors.  

 Lastly, the category of expressions of confidence emerged and was shaped by the 

subcategories of believing in them through high expectations, acknowledging and 

celebrating their successes, and helping them in difficult situations.   
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Establishment of Themes 

Coding was used to establish the themes from the participant responses. Coding 

of the data were done by categories and subcategories for ease of interpretation. Interrater 

reliability was established with the assistance of an outside consultant. The lead 

researcher and consultant reviewed and coded the transcribed interviews separately. Once 

the reviews were completed, the two met to discuss the themes that surfaced during the 

coding process. Based upon this process, Table 1 lists the categories and subcategories 

that emerged. 
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Table 1 

Categories and Subcategories 

Categories Subcategories 
Caring Connections • Who cared for them and How they 

knew they cared. 
• How they felt in the relationship. 
• Helped with making connections to 

school (academically and socially). 
• Awareness of their identity as a Black 

male. 
 

Interest and Achievement • Aware of their interest. 
• Communicating the benefits of 

academic achievement. 
 

Role Models • Provided them with examples of 
success. 

• Letting them know that my efforts 
mattered. 

 
Expressions of Confidence • Believing in them through high 

expectations. 
• Acknowledging and celebrating their 

successes. 
• Helping them in difficult situations. 

  

The researcher eliminated certain words from the transcribed interview data to 

allow for easier reading of narrative. Words such as “um” and “you know,” for example, 

were eliminated from the narratives. In addition, words specific to participants’ home 

town, such as the name of city, educator name, name of school, and so forth, were placed 

in brackets to protect the confidentiality of the participants.   

 Also, for the simplicity of title and reverence to the participants, the Black males 

with doctorates in this study are referred to as Dr. or Doctors, which is supported by their 

doctoral degree, be it a professional or research degree. Table 2 is a profile of the Doctors 

who participated in the study.  
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Table 2 

Participant Profiles 

Dr.  Doctorate  Title Grew Up Age Range Parental 
Household 

A 
 

Ed.D. Dean/Chief Diversity 
Officer (University) 

Northeast 
(inner cities) 

50-60 Single Parent 

B 
 

D.D.S. Director of Dental 
Department 
(University) 

Midwest 
(suburbs) 

50-60 Two Parent 

C 
 

Ed.D. Executive Director for 
Diversity & Equity 
(for state 
colleges/universities) 

South (rural)  60-70 Single Parent 

D 
 

Ph.D. Professor, Chair for 
Human Relations and 
Social Justice 
Department 
(University) 

East Coast 
(inner cities) 

60-70 Two Parent 

E 
 

Ph.D. Consultant Midwest 
(inner cities) 

50-60 Two Parent 

F 
 

Ph.D. Executive Director 
(Nonprofit) 

Midwest 
(inner cities) 

40-50 Single Parent 

G 
 

Ph.D. Professor (Community 
College) 

Midwest 
(inner cities) 

50-60  Two Parent 

H 
 

Ph.D. Professor (University) Southeast 
(rural) 

40-50 Two Parent 

I 
 

J.D. Professional Sports 
Agent (Lawyer) 

South 
(suburbs) 

30-40 Two Parent 

K 
 

Ph.D. Dean 
(University) 

South 
(inner cities) 

40-50 Two Parent 

J 
 

M.D. Medical Director of 
Pediatric Intensive 
Care (Hospital)  

Kenya 
(Urban area) 

40-50 Two Parent 

L 
 

Ph.D. Professor (University) West Coast 
(inner cities) 

30-40 Two Parent 

M 
 

Ph.D. Former NFL Player & 
Associate Athletic 
Director (University) 

Midwest 
(Suburbs) 

50-60 Two Parent 

N M.D. OB/GYN Physician South (rural) 70+ Two Parent 
O D.D.S. Dentist South (rural) 70 Two Parent 
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Synopsis about the Doctors: 

Dr. A.: Grew up in a single parent household and was the youngest of seven siblings. He 

grew up in the inner cities of New York. In school, he was an average student during his 

K-12 educational experience. College would not have been possible for him based upon 

his graduating GPA and ACT scores; however, his participation in a summer program 

before entering into college allowed him to bridge the academic gap and become a 

college student.  

Dr. B.:  Grew up in a two-parent household in the suburbs of St. Paul, MN with a mother 

who would later obtain a Ph. D. after he graduated. He was one of two Blacks who 

graduated from his class of 550 students. In school, he was an academically astute student 

and many times found himself bored and not challenged as a K-12 student. He did not 

have many goals and dreams as a K-12 student. In addition to obtaining his D.D.S. for 

dentistry he also obtained an MBA. 

Dr. C.: Grew up in rural Louisiana in a single-family household after his father was killed 

in attempted robbery. He went to segregated schools growing up and a strong fondness 

for biology, chemistry, and physics. Also, he was heavenly involved in community 

efforts to help Black males in high school where he others started a group called, “Black 

Brothers for Community Advancement.”   

Dr. D.: Grew up in a two-parent household in the inner cities of Baltimore, Maryland 

during segregation. Due to his academic performance, he was able to attend a 

predominately white school, the third oldest public high school in America. He would go 

on to attend Morgan State University an HBCU (Historically Black College & 
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University). Later on, he would go on to attend MIT (Massachusetts Institute of 

Technology) where he would obtain his Ph. D. in Economics. 

Dr. E.:  Grew up in the inner cities of Chicago, Ill. in a two-parent household with four 

brothers and three sisters. He was a student that did not believe in his academic potential 

growing up. During his time in high school, he became disengaged and eventually 

dropped out in the 9th grade. Eventually, he went to back school and would go on to 

obtain his Ph. D. from a Big Ten university. 

Dr. F.: Grew up in the inner cities of St. Paul, MN in a single family household after his 

mother passed away when he was in middle school. He was a superb athlete in high 

school and would later go on to play college football at the Division I level.   

Dr. G.: Grew up in the inner cities of Chicago, Ill. with three siblings in a two-parent 

household during segregation. He was an average student growing up and would later 

obtain a wrestling scholarship to attend college.  

Dr. H.: Grew up in rural Virginia in a two-parent household. He attended a 

predominately white school where he graduated valedictorian. In his high school, he was 

the only Black student in his advanced classes. He was a fourth generation college 

student on his mother’s side of the family and a first generation college student on his 

father’s side of the family.  

Dr. I.: Grew up in the suburbs of Houston, Texas in a two-parent household with two 

siblings.  His father was a Physician and his mother was a nurse. He was a highly 

achieved student and athlete. He would obtain a scholarship to play football in the Big 

Ten university. He would later go on to obtain his Judiciary Doctorate and represent high 

profile athletes and entertainers as an agent.  
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Dr. J.: Grew up in an urban area of the African country of Kenya in a two-parent 

household with two siblings. His good grades and high performance on standardized test 

allowed him to attend one of the better high schools in Kenya. He would go on to attend 

college in Canada and later obtain his Medical Doctorate from Howard University 

(HBCU).   

Dr. K.: Grew up in the inner cities of Atlanta, GA with one sibling in a two-parent 

household after his father remarried when his biological mother passed away when he 

was younger. He was an average student in high school and would later go on to obtain 

an engineering degree from Georgia Tech University. Later on, he would go on to obtain 

a Ph. D. from a Big Ten university.  

Dr. L.: Grew up in the inner cities of Los Angeles with two siblings in a two-parent 

household. His father holds two doctorates and his mother would go on to obtain her 

bachelor’s degree two weeks after Dr. I. obtained his degree from the Xavier University 

(HBCU). He was a high achieving student and leader growing up. 

Dr. M.: Grew up in the suburbs of Columbia, Missouri in a two-parent household with 

two siblings.  He was a good student but a much better athlete. With his athletic talents, 

he would go on to play football in the NFL for 11 years while at the same time working 

on his Ph. D.  

Dr. N.: Grew up in rural Alabama in a two-parent household during southern segregation. 

He was a high achieving student and would later leave the south to pursue his Medical 

Doctorate degree at a Big Ten university. He attributed his faith to much of his successes. 



64 

 

Dr. O: Grew up in rural Texas in a two-parent household with two siblings during 

southern segregation. He was a high achieving student; however, very shy. Eventually, he 

would later leave the south to go to dental school in Washington.  

Caring Connections 

Who cared for them and how they knew they cared. Caring relationships are 

defined as “supportive connections to others in the student’s life who model and support 

healthy development and well-being” (Constantine, et al., 1999, p. 13). A caring 

relationship communicates that: “You matter” Caring relationships are characterized by 

stability; nonjudgmental, genuine interest in the well being of someone else; getting to 

know the individual; and ample and appropriate attention (Bernard, 2004; Garmezy & 

Rutter, 1983; Krovetz, 1999; Werner & Smith, 1982).  Caring conveys loving support, 

trust, and being there for students (Bernard, 2004). Caregivers in these relationships 

establish stability in the life of students and serve as both a buffer and motivational 

weight to push through adversity. 

   Noddings (2003b) declared that the success (achievement, motivation, and 

resiliency) of students is determined by the students’ perceptions of the care and 

expectations from the educators around them. In fact, Noddings (2003) went on to claim 

that if the person being cared for insists nobody cares, then a caring relationship does not 

exist. All 15 Doctors identified one or two educators who cared for them and explained 

how they knew. They recognized the transformational power these educators had on their 

plight as students. These caring connections had lasting impact on them personally and 

professionally. Many of the Doctors were first generation college students. The 

relationships ranged from substitute teachers and teaching assistance to colligate 
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administrators, elementary school to graduate school, Black and White in race, male and 

female, from deep rural South to suburbs of the Midwest to inner cities of the West 

Coast/East Coast, and pre-segregation and post segregation educational experiences. The 

researcher reported each of the caring relationships in this section to better provide 

context for answers provided by the Doctors.  

Dr. A. Two Black administrators at a predominantly White institution. . . . They 

let me know failure was not an option. When you needed somebody to talk to you 

or talk up for you to other people at the institution, they were there. . . they helped 

me figure out how to be successful in a world that I wasn’t used to navigating. . . . 

I just always had the sense that if I needed them they were there.   

Dr. B. A math teacher I had in 9th grade. . . . He really was someone who I think 

recognized that there was some ability and wanted to see it used positively not 

just have somebody kind of go through the system as another casualty of boredom 

and not learning. 

Dr. C. My high school science teacher.  I went to a small, pre-desegregation high 

school and her name was Ms. [educator’s name]. . . . my father had just died, I 

was having some real issues . . . my father got killed . . . she just loved me. . . 

gave me a real sense of how to look beyond today and see possibilities.  How to 

see that what was going on today didn’t have to define me . . . she said I was 

going to represent the school at the state science fair and she was going to be there 

with me and that’s what I should be doing and that the way I built a monument for 

my dad and family was to know when to cry and to know when to fly. . . she 

believed that all children could be successful . . . she cared for me and that was 
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regardless of what I did, she cared. . . . I was doing it for both of us. I didn’t want 

to let her down and I certainly didn’t want to let myself down.   

Dr. D. Seventh grade homeroom teacher, Ms. [educator’s name], was the first one 

who suggested that I compete in the declamation contests, which I won, which 

helped to influence my life and to compete in the statewide essay contest, which I 

won . . . . And instilled in me the sense of my ability to succeed.  Mr. [educator’s 

name] was my math teacher – this was seventh grade too.  I probably would not 

have known that I had a talent in math if he hadn’t nurtured that ability.  

Dr. D. also described an experience contrary to the nurturing he received in junior 

high school and at the Historically Black University that he attended: 

My White swimming coach when I was in high school . . . all White high school . 

. . told me that there were only three things that Black people can do:  sing, dance, 

and sports.  “You can’t sing, you can’t dance, so get your butt back in my pool 

and practice.”  And so, I was almost destroyed by going to a White institution 

where White faculty members didn’t see what my Black teachers saw in me. So 

my teachers at [name of historically Black college] had high expectations of me, 

my teachers at [name of junior high school] had high expectations for me, but my 

teachers at [name of high school] and my swimming coach were only interested in 

one thing and that was winning. 

Dr. E. In fourth grade it was a substitute teacher and his name was Mr. [educator 

name]. Mr. [educator’s name] was there for two weeks as a long-term sub. Mr. 

[educator’s name] noticed that I wasn’t doing any work and he noticed that I was 

handing in blank pieces of paper.  Although I was doing this for a long time, the 
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other teacher never confronted me with this. So, Mr. [educator’s name] walked 

past me one day and noticed that I wasn’t doing any work and he asked me why I 

was not working and I told him it was too hard, I couldn’t do it.  Mr. [educator’s 

name], for him, that was unacceptable.  He got me to work . . . I remember him 

saying, “I know you can do it” and I hadn’t heard that before.  I hadn’t heard 

anybody that had any kind of confidence in me. . . . So that really, really 

motivated me. . . . So, Mr. [educator’s name] got me to work for two weeks.  Now 

after he left I went back to my old ways.  I wish I would have had Mr. [educator’s 

name] all the way through school, I would have accomplished a lot more. I 

dropped out of school in 9th grade. 

Dr. F. My high school English teacher,  Dr. [educator’s name]. . . . He was a 

White male but connected with me. . . . When I was getting off track, comments 

like, “I expect more from you because I know the family you came from.”  So he 

connected with me on a personal level and . . . he took the time to see me as an 

individual. He had a huge impact in my life. 

Mrs. [educator’s name] and she was an African American woman who 

pushed me to be successful in any endeavor.  She was a para[professional]. . . . I 

went to a predominantly White school that was just being integrated and so she 

had a relationship and made it a point to get to know all of the African American 

students. . . I was getting in trouble as I often did and she pulled me to the side 

and she said some very powerful words to me.  She said, “I need you to do better 

because you’re a leader and people are looking up to you.”  I had always 

considered myself a leader in the athletic arena because of my prowess but I never 
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thought about it outside of that. . . . these two individuals never attributed the 

negative aspects of my surroundings [inner cities] to me. . . . So I always 

appreciated that about them . . . they cared for me by not placing me in obvious, 

uncomfortable situations . . . they pushed me continuously through verbal 

encouragement. 

Dr. G. Going to go back to fifth grade, I’m back on the south side of [city name].  

I grew up in public housing projects . . . good educators were people who really 

tried to push up and out of the projects.  My fifth grade teacher, she was 

phenomenal.  She was a woman who was like a middle class person amongst us 

and she really tried to push us a lot inside the classroom. We knew she cared 

because sometimes she’d keep us after school, not to punish us but to go over 

reading, arithmetic as we called it back in those days.  And also, when we weren’t 

in class she would walk us over to the library, which was probably about a mile 

away – she’d get all 32 of us together and we’d go. . . . She got us library cards 

and she said, “I want you to use these library cards at least once a week.”  And 

she would do that and about once a month she would walk over to the library with 

us and then she would also invite us over to her house Saturday mornings for 

breakfast and we thought that was fun.  But then she would pull out the SRA 

reading packs and said, “OK, we’re going to do some reading exercises...”   

Dr. H. My eighth grade English teacher. Mr. [educator’s name], not only was he 

the English teacher, he was also the student council advisor. He just seemed 

generally interested in me as a person.  For example, . . . we went on a trip to 

[city, state name] after a student council conference. . . . And we went to a 
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restaurant, it was actually the first I’d ever been to a Mexican restaurant. . . . I had 

no idea what to order; it was absolutely foreign food to me.  And he said to me, 

“Well, just get a combo platter.”  I said, “Well, what if I don’t like something?”  

He goes, “So what?  Then you don’t eat it.” . . . this was his money he was 

spending, by the way, and he just said, “If you don’t like it, don’t eat it, but this is 

how you’re going to know.”  And I thought that was one of the nicest things he 

could have done. 

And Mr. [another educator’s name], on the surface was a very cold, distant 

person, as I kind of stereotype math people to be. But, he was always there before 

school, after school, when I had questions.  I hated math—hated with a double h-

a-t-e-d.  Hated it . . . he showed a genuine interest in me as a person and I think 

actually he was proud of me.   

Dr. I. My fourth grade teacher, Ms. [educator’s name], who was a Black 

southern-grown woman who was interested in not just my success but all the kids 

in the class.  The second one was a Black male teacher in 6th grade middle school, 

he was an English teacher, and his name was Mr. [educator’s name]. . . . Ms. 

[educator’s name] was the only Black teacher in the school and the Black kids 

didn’t have good relationships with the Caucasian teachers and so she specifically 

asked that I be in her class because she knew what was going on. She kind of 

structured her classroom, I think, specifically with me and a couple other students 

in order for the next year coming up that any argument that they would have that 

we should not be in honors class would be eliminated because she prepared us for 

that. Ms. [educator’s name] was kind of their surrogate mother. 



70 

 

Mr. [educator’s name] . . . he was very, very strict and you could not speak 

in double negatives, you could not end a sentence with prepositions and we spent 

a whole month memorizing every last preposition in the English vocabulary. . . . 

He was very candid about the reasons why, especially Black males needed to 

speak the way that he was speaking.  And he was very quick to get on other 

students for making fun of a Black kid for “speaking White” or doing that. . . . He 

was one teacher that didn’t accept subpar standard—if you misspelled a word, he 

wouldn’t grade the paper, he would give it back to you. Everything had to be in 

pristine condition.  

Dr. J. Mr. [educator’s name] and he was my teacher in [subject name] which is 

about what would be seventh grade.  At that time, in [name of African country], 

folks went into high school—after seventh grade you transitioned into high school 

and as part of that transition is a major national exam. 

And I remember Dr. [college educator’s name] when I came to him to ask 

for a letter of recommendation to get into medical school. He sat me down and 

essentially interviewed me the way I would eventually end up being interviewed 

during my medical school interviews. It’s only later I realized he had been, in the 

past, on the medical school admissions committee and he gave me a lot of insight 

about things to think about when people ask me these questions. . . . coming from 

[country name] as I had and not having that knowledge of how systems work and 

what kinds of things would be expected, I think just that time he spent, that hour 

he spent just kind of talking to me about these other things I needed to think about 
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and, “What is it that you’re interested in doing.” Just kind of getting a feel and 

helping them out was instrumental in me getting into medical school. 

Dr. K. At [university name, Ph.D. Program] there were two people who were 

really instrumental in my relationship there. Given that I had this non-traditional 

background [engineer major], I hadn’t actually took a sociology course. Two of 

my professors really encouraged me to pursue stuff outside of the norm of 

sociology and these were the two who eventually became my dissertation co-

advisors and my relationship with them was like . . . I could tell them anything, 

they knew about my history, they knew about my family background, they knew 

about my interests, my non-traditional interests, and they just really encouraged 

me. 

Dr. L. Miss [educator’s name], . . . she was my fourth grade teacher at [school 

name]. Miss [educator’s name] sticks out to me the most from my time there 

because she was the disciplinarian and during the time, we all thought that she 

was mean. She challenged all of us, she held us to high expectations. . . . she 

didn’t allow us to turn in work that was less than our capabilities, she expected 

there to be order, she expected us to hold the line with what the standards were, 

she expected greatness from all of us. 

Dr. M. It was a professor [in master’s program] of mine who really cared about 

where I was going and felt that there was a lack of Black men in the health 

professions and really steered me into getting a degree because initially I was just 

there to try to take a couple classes. 
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The other one was in my Ph.D. program where the professor in [class 

name] helped me through because I was not the traditional Ph.D. student. I 

actually started my Ph.D. when I was playing with the [name of NFL team] so I 

would just come in in the spring quarters and take classes. So he was really fond 

of me and my courageous thought about trying to get a Ph.D. part-time. So it took 

me 10 years before I could get that Ph.D. 

Dr. N. Mr. [educator’s name], . . . from a young boy he picked me out as being 

one of his future stars. He put me on the basketball team, he taught me how to 

speak, and he instilled in me the principle that I could do anything better than the 

White kids across town. Mr. [educator’s name] basically told me that in spite of 

the fact that I was of color, we were Negros in those days, and in spite of the fact 

that you are a Negro you are just as smart, just as athletic as any of those White 

kids across on the other side of the tracks. And I believed it because whenever he 

put me in anything I tended to excel—be that speaking, athletics, whatever he put 

me in I did well. . . . I would say in general the teachers at our small segregated 

grade school and high school told us that we were just as good as, just as bright 

as, in all respects as those kids across town. 

Dr. O. Ms. [educator’s name] and Ms. [educator’s name], . . . they had an impact, 

. . . cultural impact, because I can say growing up in a segregated community, the 

teachers that we had. . . . They were all Black teachers, . . . and they all 

emphasized what most of us knew which was, “You guys have got to do twice as 

hard as the other ones if you expect to be successful.” . . . you could sense that 

concern from the educators that, “Look, you guys matter.” 
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How they felt in the relationship. In a study conducted by Noguera (2003), the 

author found that 90% of the African American males in high school indicated that they 

thought education was important and that they wanted to go to college. However, when 

asked about their teachers' treating them fairly and the effort they (the students) put into 

school, the results showed 18% felt that the teachers treated them fairly, and 22% said 

that they worked hard to achieve good grades. Noguera concluded that there is a 

discrepancy in the way students claim they feel about education, the support they receive 

from teachers, and the energy they exert toward school. Although it is still possible for 

some students to succeed even if they do not trust or feel supported by their teachers, 

research on teachers' expectations suggests that these feelings have a powerful effect on 

minority student performance (Weinstein et al., 1995). Ladson-Billings (1994) also found 

that this was certainly the case for Black males, because the performance of this group is 

influenced by social support and encouragement from teachers, more so than for other 

groups.  

The support and care the Doctors felt from their educators aided them in 

responding to the lessons of the educators, be it inside or outside of the classroom. They 

trusted what information was being offered based upon how they felt about the caring 

connection that was established with the educator.  

 Each of the Doctors A, C, D, E, H, and L described the feeling of being cared for 

by the educator as a validating experience: 

Dr. A. I felt supported, I felt wanted, . . . even loved, an adult [educators] who had 

been through a lot of the things that you’re going through, who have figured out 

how to navigate it. . . . they worked at an institution like that so they understood 
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the challenges and the pitfalls but they didn’t let you wallow in misery or wallow 

in racism or wallow in all that—it exists, move on, figure out how to deal with it.    

Dr. C. A real sense that she cared for me as a person. . . I felt really good about 

that and I still feel very good about that relationship.  I still get in contact with 

her—still keep up with her. 

Dr. D. I think Mr. [educator’s name] truly cared about my family, he cared about 

my life, he cared about my emotional development as well as my academic 

development. . . . These teachers provided me with some real opportunities and a 

sense of being a sense of identity [as a Black male].  

Dr. E. He [educator’s name] just looked at me when I looked up at him—when I 

said, “I can’t,” and he looked down at me and said, “I know you can.”  I said, 

“How do you know?”  He said, “I just know.”  So it gave me some confidence 

and that’s something that I’ve carried through my education as helping other 

people by saying, “You know, you don’t really need to know—I got faith in you 

so hold on to my faith until yours kicks in and then you can do it.” . . . it made me 

feel good that somebody had faith and confidence in me and didn’t see me as 

somebody who couldn’t learn, who, in fact, saw me as somebody who could 

learn. . . . I wanted to learn. 

Dr. H. Comfortable, appreciated, challenged. . . . Safe.  I always felt as if they had 

my best interest at heart. 

Dr. L. Oh man, I felt like they cared about me, I felt like they saw raw potential.  

They didn’t allow me to give excuses, I felt like they cared about me.  I felt like 
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they saw something great in me…, you just appreciate that.  I felt like I could ask 

them anything, they’d give me the real deal, they didn’t hide anything from me.   

 With these caring connections also came a real sense of responsibility for many of 

the Doctors as well. The relationships provided an internal conviction to ensure that they 

were doing their part as students. Doctors B, F, and N recalled: 

Dr. B. It makes you feel special in the sense that you kind of know… I have 

abilities but to have somebody to recognize it and to give you an opportunity…I 

think it helped me as an individual also feel some responsibility back.    

Dr. F. When you’re in those relationships like that then there is an increased 

sense of accountability because they call you by name, they stop you in the 

hallways, and it’s like, “Oh man, why are you always talking to me?  I’m not the 

only one doing.” . . . it feels good to have that established relationship and 

someone to speak into your life and . . . at times being able to go to that person 

when you can’t talk to anybody else.   

Dr. N. I felt special, I felt loved, . . . It put a sense of responsibility on me. . . .    

Reflecting back on the feelings he had with the caring educator, Dr. O became 

emotional sharing:  

Dr. O. Ms. [educator’s name], you could just see that she cared. . . . They 

[educators] took time to listen. I think listening is important.  I had a hard time 

verbalizing growing up. . . . It just makes you think that you can do something. 

At times, the same message or messages that were being shared at home by parents, were 

also expressed by educators, causing Doctors G and I pontificate that: 
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Dr. G. It was like having another parent and when she needed to be strict, she was 

strict.  But we could tell she cared a lot because she spent a lot of extra time with 

us in school and outside of school as well.  So it was fun, it was hard, it was 

challenging and demanding too. 

Dr. I. Ms. [educator’s name] and Mr. [educator’s name], … had no particular 

reason other than being my educator, I suppose, to really take that interest that 

they did but they showed a level of interest that was beyond that almost being my 

parents at school. 

Helping with making connections to school (academically and socially). One 

of the three identified environmental processes to foster resilience is for students to have 

caring relationships (Benard, 2004). The researcher goes on to express that these caring 

connections and resilience causes students to also develop in the area of social 

competence. In this study this was evident as many of the educators pushed the Doctors’ 

thinking in and beyond the classroom. These educators ensured that they were full 

participants in their educational experience both inside and outside of the classroom.  

Doctors E, K, N, and O shared how educators assisted them in making connections in the 

classroom: 

Dr. E. Mr. [educator’s name], … he helped me just pick up the pencil.  And in 

that light I was able to start looking at relationships in the classroom or things that 

I wasn’t seeing.   

Dr. J.  He [educator] pushed me to achieve my full potential and it was important 

because not doing well on this exam could be the difference between getting into 

an excellent high school or a not so good high school which had implications for 
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what prospects would be later for going to college and what kind of career you’d 

end up in. 

Dr. K. Academically, I think they did a really good job of both supporting the 

stuff that I wanted to do but also saying, “Consider this.  I know you want to do 

X, but think about this. You can learn from this area over here.  And also, here are 

you some questions for you to think about, ways to respond to people who are 

going to challenge what you want to do.”  

Dr. N. They [educators] helped me academically because they held the bar that 

they expected me to get the A. A lot of times you rise up to expectations, your rise 

up to where the level of the bar is and it made me do that.    

Dr. O. I mean, you have to perform, you have to stand up and be on the debating 

team.  You had to do [it] . . . you had the theatrical stuff you had to be a part of.  

So it was that kind of expectation.   

 Beyond the classroom, many of the Doctors developed a stronger social 

competence to get involved in activities and interact with other students with whom they 

didn’t normally interact.  

Dr. C. I remember one day this student was picking on me,….  And she 

[educator] calmed me, and she said, “You know, I could go tell [other student’s 

name] to stop and you know, he’d stop, because I’m Ms. [educator’s name].”  

And she was right. But she said, “But that wouldn’t do you any good.  You make 

it stop. You tell him to stop. You own yourself.”  And then [other student’s name] 

and I became great friends…. And she also helped me, she got me into tutoring 
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other students because she convinced me that I would learn Biology and 

Chemistry better if I helped other students learn.   

 Dr. H. I would go to these summer camps, so I’d meet kids from area schools.  

And the thing was, they all said, “Well, you know, [name of school district] aren’t very 

good.” But I felt as if they [educators] were truly giving me the best that they had to 

offer.  So, it was very confidence building that I could actually hang with these other kids 

from these schools who were supposedly better.  

 Dr. I. Ms. [educator’s name] I can remember just socially from one aspect with 

regard to a lot of the classes that I was involved in that I was the only person of color – 

completely.  And I wasn’t in Ms. [educator’s name] class any more…Ms. [educator’s 

name], she would come in and ask my teachers how I was doing.  And I remember she 

used to tell me these phrases, , , “#1, tuck your shirt in at all times.” “And two, you’re too 

old to be a clown and not get paid for it.” And the third…, “Don’t compete against other 

people, compete against perfection.”   

 Dr. L. I felt like they [educators] were telling me, “This is how life works, this is 

how college works, and here’s how you have to step up to the plate.”  And I was like, oh, 

OK, … it’s about the relationships you developed.    

 Doctors G and M even described a social consciousness connection for them that 

came with being Black: 

 Dr. G. I think socially she [educator] spent a lot of time talking with us 

about social etiquette. Back in those days, back in the 1960s, we spent a lot of 

time, especially in [city name] being as it was—probably one of the most 

segregated cities in the country.  She spent a lot of time about interacting with 
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White people because we didn’t have much contact with White folks over on the 

south side and that which we did have was often negative.  And so she would give 

us those social etiquettes but she would also teach us how to set a table.  And she 

taught us those things and she would have us do little role plays of how we would 

interact with each other and one of the things she taught us, and it was something 

we learned at home too, is that every time you saw a Black person you would say, 

“hello” and greet them and be respectful. 

Dr. M. As a Black student athlete at a White institution in the 1970s, you really 

had to be more socially conscious about what you were doing so it was very 

important for me to graduate.  I think that was the thing that was really helpful 

and helped develop a mindset about how important it was to get a college 

degree… they [educators] felt that as an application to being a Ph.D. student and 

being a therapist, they felt that it was very important that I be a contributor to the 

community too because there are so few Black males doing research and also so 

few Black males that are helping Black families in therapy.  

Demonstrating awareness of their identity as a Black male.  Critical theory’s 

perspective is focused on empowering individuals to transcend constraints placed on 

them by race, class, and gender (Fay, 1987). Nearly all of the Doctors expressed that the 

educators in their lives were aware and acknowledged their identity as Black males. 

However, as is the case in critical theory, these educators did not allow the Doctors to 

become focused on any of the societal limitations or deficits placed on them as Black 

males. Many of the educators declared the very fact that they were Black males meant 

that they needed to strive to achieve academically and socially to better the community. 
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The Doctors expressed that educators had a heightened awareness of their identity as a 

Black male, in addition to knowing the current and future obstacles that they faced as a 

result of being Black males.  

Dr. C. She was very concerned about Black males in those days. And [name of 

city] is also where they had a lot of petro plants. . . . I remember she told [friend’s 

name] and me one day, “You ain’t gonna work in no plant, I know that, you ain’t 

doing that.”  She said, “You’re gonna work at a plant, but you’re going to be an 

engineer.” … She said, “They got enough Black boys out there as janitors, we 

need to have some Black men out there as managers.”…  “You can’t have a 

strong Black community without strong Black men.”  She was committed to that 

and she was dedicated to reducing the drop out rate of Black males.  

Dr. F. It was very important for Mrs. [educator’s name], especially as an African 

American female. One of her roles was to preside over, in-school suspension 

(ISS).  That’s how I got to know her. . . . So she would have conversations with 

me often about, “Look who is in this room.  It’s not White boys or White girls or 

even Black girls--it’s Black boys.”  And so we had conversations about, “I need 

you spending more time in the classroom.” It made me aware that, “Man, all these 

guys are looking at me, not just for sports-wise, they’re looking at me and so, is 

this the image I want to be portraying to them?”  

Dr. G. She [educator] told us about how historically it’s been hard for Black folks 

but she said particularly it’s been kind of a dangerous past for Black men … she 

always taught us that as Black folks we have to often be twice as good in order to 

make it and that even though we were poor we didn’t have to think poor.  
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Dr. K. I think they valued my history so in the sense . . . I told them the stories 

about my background. So just respecting who I was and my cultural background, 

I think that was good…. I think for us as African Americans and especially as 

African American men, a lot of times we have these non-traditional approaches, 

we have these non-traditional things that we want to study and most mentors are 

like, “Well, why are you going to study that?”  That methodology, that topic, and 

they try to steer us toward something that they’re more familiar with.  So I think I 

was the blessed by having not one but two people who allowed me to go outside 

the norm. 

Dr. L.  Now I have professional terminology to add to it, but what they were 

doing was just affirming my identity.  I felt welcomed, I didn’t feel like an 

outsider, I didn’t feel odd, I didn’t feel like I was the diversity in the room or 

whatever – I Just felt like a person.   

Dr. M. Well, yeah, I think that was significant more so that there was a need in 

the community for Black men, Black male professors as well as Black male 

professionals, particularly in [name of state where residing] where there are so 

few anyway. 

Dr. N. They [Black educator’s south] saw me as a success, a huge success.  

Mr. [White educator’s name in the north] and Miss [White educator’s name in the 

north] were like, “Oh, yeah, OK – you’re good but you’re never going to be that 

high because Black people don’t do that much here.”  But the Black people in 

[southern state name], those teachers – they would tell you that they would be 

proud of you someday. . . . . Totally different attitude. 
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Dr. O. “You’re the next generation” so it was that sort of expectation … .You 

always knew that they gave you what they could but they expected you to take 

that and move it to another level—there was that expectation, almost the same 

thing I’d get from home.   

 Ironically, Dr. J did not realize that heightened focus on skin color mattered until 

experiencing western culture: 

Dr. J. I never got the feeling that he [educator in African country] cared about the 

fact that I was Black. Now granted, I grew up in [African country name] where 

the majority of people are Black. . . I actually never had an idea that it mattered 

what I looked like until I came to North America. 

Summary. This section of data revealed that caring connections from educators 

was recognized and had a profound impact on the Doctors. Many of the Doctors 

expressed feelings of exuberance with being in such a caring relationships. Those caring 

connections also allowed for further growth in the classroom and beyond with providing 

skills that enhanced the Doctors’ academic and social connections. The notion of being 

colored blinded for the educators did not exist according to the findings. Being a Black 

male was recognized and it resulted in validation for many of the Doctors. Being a Black 

male was not seen as a deficit but a source of strength and something to be proud of along 

with a sense of responsibility for many of the Doctors.  

Interest and Achievement 

Showing awareness of their interests. Ladson-Billings (1995) found that one 

White teacher leading a classroom with a majority of Black boys recognized that those 

students possessed an enormous amount of social power. The teacher then challenged the 
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boys to demonstrate academic influence, garnering issues and ideas that were meaningful 

to them. This academic leadership had an incredible impact on the rest of the class; other 

students observed this in a positive way and began to adopt the same behaviors. The 

teacher found ways to value their skills and pushed the Black boys on to academic 

success along with the rest of the class. This phenomenon was described as a great 

example of culturally relevant teaching in which the teacher used the students' culture and 

skills as a vehicle for learning.  

Positive expectations or high expectations, as they are sometimes referred to, are 

defined as “the consistent communication of direct and indirect messages that the student 

can and will succeed responsibly” (Constantine et al., 1999, p. 13). These expectations 

are created with youth by integrating the interest of students’ interest, strengths, and 

goals. Positive expectations communicates to students that educators believe in them and 

they are motivated to achieve their full academic potential (Bernard, 1991, 2004).   

The findings in this study were not focused on culturally relevant teaching; 

however, the very nature of many of these educators tapping into the interest of the 

Doctors and connecting that interest to future academic achievement would have 

certainly qualified as culturally relevant teaching. Taking the time to find out the interest 

of the Doctors allowed the educators to get buy-in from the Doctors. It also allowed the 

Doctors an opportunity to see how they would benefit from what was being asked and 

what was in it for them in regards to an end result of academic success. Many of the 

educators took the time to find out about the interest of Doctors or were aware of the 

community standards and expectations for the Doctors. They were then able to constantly 

communicate the benefits of academic achievement for them as a future goal.  
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 The data indicated that it was very important for the Doctors to know what was in 

it for them and that future academic benefits were connected to what they felt was 

important to them in life and in school. Being aware of their interest and communicating 

the benefits of academic achievement emerged as sub categories from the data. 

 For many of the Doctors their interest evolved from community expectations or 

standards of what you should be in life. These community expectations were unofficially 

set at home and in the church community for many of the Doctors. Educators then 

became aware of expectations and standards. This provided the educators with an instant 

connection to see where the Doctors. currently were as students and their future goals and 

interest. This was approach was discussed by the following Doctors: 

Dr. F. Mrs. [educator’s name], … knew I was interested in sports … Mrs. 

[educator’s name] did use that interest to help boost my self-esteem and my 

concept of confidence, into other areas namely academics and my social behavior.  

And she did use that often to talk about, “I need you to be a leader not only on the 

field but here in the classroom.”  

Dr. I. Mr. [educator’s name],… He said, “I’m preparing you to be successful in 

life and you’ll be an attorney.”  

Dr. N. They [educators] asked me, are you going to be a doctor, a teacher, a 

preacher, a doctor, or a lawyer?  Those were the four things …Yeah, they said, 

“What are you going to be, boy?”  I said, “I’ll probably be a teacher or a doctor.”   

Dr. O. In my neighborhood, you either wanted to be a doctor, you wanted to be a 

lawyer, you wanted to be a teacher—so those were the basic things that you knew 
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that you could emulate or be. …then they’d tell you, “If you want to be a doctor, 

you’re going to do well in this, you’ve got to do well in that.”  

Other Doctors were helped or pushed to explore various interest and were even 

provided opportunities to engage in hands-on experiences to discover their interest. These 

strategies were consistent with strategies for building educational resiliency by Downey 

(2008): (a) Nurture teacher-student rapport (build healthy interpersonal relationships with 

students, set and communicate high academic expectations, and use student strengths to 

promote high self-esteem.); (b) Promote positive class climate (show students they are 

personally responsible for their success, develop a meaningful and caring community, 

provide opportunities for meaningful learning, and set clear and consistent expectations 

for student behavior.); (c) Enact instructional strategies (promote cooperative learning 

strategies and encourage students to tutor other students.); and (d) Enhance student skills 

(teach transferable like skills, encourage students to participate in extracurricular 

activities, and emphasize effective literacy skills.). Being provided with first-hand 

experiences, particularly in leadership areas, expanded the interest of many of the 

Doctors.   

Dr. A. I ultimately went into higher ed. administration because both of them 

[educators] were in higher ed. administration. I was a first generation college 

student…So we talked about it and they were supportive of that. They told me 

how they got to where they were at and the things I needed to do, which one was 

go for a graduate degree.  

Dr. C. She [educator] helped me follow them [interest].  She helped me go to the 

very earliest arm of Upward Bound that summer, it was for Chemistry students 
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with ability. . . . So she deliberately got me into that program, drove me down to 

[university name], which is about a two and a half hour drive from where we 

lived, and brought me to that six-week summer program, helped me form my 

goals.  I was very much active in the church so she said I was either going to be a 

teacher or a preacher . . . she would encourage me to write about what I wanted to 

do.  She’d say, “Kind of look down the road and see where you’re going to look 

back from.”   

Dr. D. My thesis advisor at [Ivy League university name] was somebody who 

asked to be on my committee.  I had never dreamed that a Nobel Prize winner 

would want to be on my committee. He said, “What are you writing your proposal 

on?”  I said, “I want to do economic models for crime in the Black community.”  

“You know, that’s interesting, I’d like to be the supervisor.” … I believe he saw, 

in me, the ability to look at a complicated topic that economists hadn’t done a 

very good job [of], up until that point, of looking at and he believed I could do the 

job.   

Dr. G. She [educator] would ask us constantly, “What do you want to be when 

you grow up?” … she said it was crucial, “You’ve got to have some goals.” … 

she got us to dream, she said, “Well, you know, you can be an astronaut.”  And 

then one of the strangest things she said, “Well, you know, one of you all might 

be the first Black president.”  

Dr. H. I think he [educator] saw leadership potential in me and he knew that my 

aspiration was to go to college and that was very clear—and  that’s part of his 

pushing me.  
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Dr. J. I think what was clear to him was for me to achieve whatever it was I 

wanted to achieve in life I wanted to do well academically.  Whether it was in the 

schoolwork that they gave out and then later on when it came to this exam that we 

had to take, academic success was key to whatever it was that I needed to achieve 

later on.    

Dr. K. We came to discover these things together, I would have to say. . . . they’d 

[educators] say, “Well think about this.”  “Let me give you this book to read.”  

“You might be interested in this theorist so check this out.” And as I started 

reading this stuff, as I started putting together my research profile. 

Dr. M. They [educators] were very much aware of interest and they had to be in 

order to see me succeed.  Certainly, I think they helped me see how those goals 

could be played out but then, for instance, understanding that I was interested in 

Black male athletes, they were quite aware that they could be helpful in providing 

me information about what the research says about Black males. 

Communicating benefits of academic achievement. W.E.B. Du Bois and 

Booker T. Washington had very different opinions about education for freed Blacks 

during their times (Du Bois, 1903/1999). Booker T. Washington urged Blacks be 

schooled and prepared in higher education institutions to continue in many of the jobs 

they did for free during slavery. To the contrary, Du Bois claimed that freed slaves 

needed to be provided educational opportunities that would take them beyond the menial 

jobs that supported the institution of Jim Crow in the south. 

 Based upon the findings of this study many of the educators would have most 

likely sided with Du Bois, the message was education would provide the Doctors with 
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opportunities that they may not have seen at the time. In fact, several of the Doctors grew 

up in the South during Jim Crow segregation and the message about the benefits of 

academic achievement was about striving to rise above the institutional limitations placed 

on Blacks.  

 Several Doctors indicated that the benefits of academic achievement was 

construed through a communication that was future focused and at times centered on the 

Black community: 

Dr. J. I remember him [educator] because he pushed us and he told us that what 

was really important is working hard, achieving success and then the joy would 

come afterward. … Essentially it came down to if you want to achieve your 

dream and you want to be happy in life, you really want to work hard now.  It 

might not be as much fun kind of gearing down and working hard but the final 

result is where you achieve that happiness.   

Dr. K. From day one they said, “you’d be a good professor.” So they encouraged 

me … from the get-go, they always said, “[Dr.’s name], we know you’re going to 

be successful.”  And that they were very upfront and honest saying that the road 

that you’ve chosen for yourself might be a little more difficult than others, we’re 

going to support you.   

Dr. M. I think it was apparent that there was a need to educate more Black males 

and I was a part of that and I think that each of these educators who mentored me 

felt that it was their obligation to help me along—if indeed that was a goal of 

mine and it certainly was.  And certainly I felt a duty to fulfill that need.  They 
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understood that our perception of the world needed to be recognized and 

acknowledged. 

 Paul’s (1992) perspective on critical theory had a focus on the student as a critical 

thinker in our society. A couple of the Doctors described this perspective utilized by 

educators: 

Dr. C. She would say, “You have no choice but to go to school.”…“What the 

Black community needs more than anything is people who can think.  And the 

only way to develop your mind to think is to keep going to school.”   

Dr. O. Mr. [educator’s name] always said, “He who knows how will always have 

a job, he who knows why will always be the boss.” 

 Many of the Doctors shared that the benefits that they saw in the lives of the 

educators certainly communicated that there were benefits to academic achievement.  

Dr. A. You saw that they were successful, that they were able to take care of their 

families, they had nice homes, they had nice cars. 

Dr. F. He [educator] was very clear about the benefits of finishing school and 

pursuing additional school… The majority of us were inner-city kids… they 

communicated what opportunities it afforded them, what it afforded their children 

to be able to do. 

Dr. L. I think they [educators] modeled it in terms of their professionalism…So 

when I looked at a lot of these people, they seemed like they had good lives . . . 

they have nice cars, they dress well, they seem like they love what they did.  

Summary. In this section of categories and sub categories, Doctors indicated that 

educators were aware of their interest and communicated the benefits of academic 
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success to them. Sometimes those interested were guided by expectations and standards 

of the community and other times they were supported or pushed to look at other things 

that they would be interested in later on in life. Additionally, the Doctors shared that 

communication of the benefits of academic achievement came in the form of educators 

focusing on future success as a result of accomplishing academically. Also, the personal 

outcomes in the lives of the educators in the form of their own successes were a 

recognized way of communicating the benefits.  

Role Models 

Providing them with examples of success. In a study examining over 200 Black 

adolescents and their academic achievement related to their sense of belonging in school, 

it was found that students who were more future oriented and experienced a great sense 

of belonging and acceptance did better in school (Adelabu, 2007). One of the ways the 

findings showed in this study that educators were able to provide a more future focus for 

the students was by providing the Doctors with role models. These role models became 

examples of success as to the future possibilities for the Doctors.    

 The data in this section described the educators as being deliberate about a 

providing vision and models of success and letting the Doctors know that their efforts 

mattered. The examples that were offered inspired many of the participants. They were 

able to see what they could be by having a vision to see what success actually looked 

like.  

 Several of the Doctors mentioned that they were provided with examples through 

the telling of personal stories and by the stories of Blacks who were inserted into the 

curriculum: 
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Dr. B. He [educator] would share with us stories about students that he had who 

had gone on to do things.  

Dr. N. They [educators] would always give me examples of people who were 

educated who had done well… they would tell me about Frederick Douglas....  

They would also like to talk about W.E.B. DuBois… and how they had impacted 

our people.     

Dr. C. She [educator] would have us do research every six weeks on a scientist.  

We had to turn in a two-page paper on a scientist . . . . She would also bring in the 

four or five engineers of color who worked at the local plants.. . . there was one 

African American doctor  and every year he would come speak to us. There was a 

local Black dentist, she would bring him in to speak to the class… And she’d 

bring in every Black scientist she could find—it was called, Science Career Day. 

Dr. G. She [educator] would bring people in from the community who were 

successful... I remember Jesse Owens coming through there.... she’d take us to see 

operas.  And we listened to this in Italian and German…she said, we needed the 

exposure…she said to us, “You don’t only need to be successful and able to 

operate within the African American or Black community but all communities out 

there.”  

Dr. I. One of the examples of success inside the classroom were the teachers 

themselves, number one. Most of the people that she brought in [the classroom] 

were eclectic. . . . I remember we had an astronaut from NASA . … She brought a 

mailman in and he talked about how the mail system worked.  I remember that as 
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being one of the most fascinating presentations. We did that every Friday, 

somebody would come in for at least 15 minutes.  

Dr. L. I think that they were role models enough – their stories, their situations. 

Just their time, their energy, their effort, their example, their encouragement, their 

positivity.  They didn’t just show me White influential people, they showed me 

people who looked like me who were not put into our history books. 

Dr. O. Mr. [educator’s name] would have . . . certain days he would bring people 

in from our community…who were achievers themselves—you know, pianists or 

people who had gone into service or whatever, had gone off to college… they 

would come back and they would speak at our assembly. I thought, this was 

helpful because, it gives you another sort of image to sort of look up to, “Hey, you 

know, this is somebody that can do something—if they can do it, why can’t I?”    

Letting them know that their efforts mattered. One of the conclusions offered 

by Grantham (2004) was that the more students felt that their efforts would lead to the 

desired outcome, the more likely they were to participate in the class. Letting the students 

know that their efforts mattered in obtaining their future success was something that was 

emphasized to many of the Doctors.  

Dr. C. I think one of the most important things she did was a simple thing.  She 

would bring me things to read.  She would bring some scientific discovery or 

some article from one of the Chemistry journals and we would discuss it… 

“You’re not going to live and die in [name of town].”  She’d say, “You want 

living in [name of town] to be a choice, not your only option.”  I’d say, “Well, 

Ms. [educator’s name], you live here.”  And she’d say, “But that’s by choice.”  
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Dr. I. “Each individual is faced with a unique set of circumstances that will 

eventually determine his final status in life.”  And he [teacher] said, “You know 

what that circumstance is?”  “Education.”  He said, “it’s the one thing that will 

divide an individual and it’s the only thing that will equalize everything.” 

Dr. J. The message that stuck.  It’s hard, but work hard and you’ll be happy later.  

 For Dr. F., the relationship in itself was a constant reminder that he had turn his 

behavior around:  

Dr. F. Mrs. [educator’s name] ran the ISS [in-school suspension] room. . . I 

strongly believe that I spent considerably less time in ISS because of my 

relationship with her.  Some of it was not wanting to go in there and “hear her 

mouth” which would be disappointing her. Other parts of it were because she built 

the relationship with me, she could have a conversation in the hallway and put me 

back on track. 

Summary. The power of role models was important to the participants as 

reflected in this section. They were able to discover what was possible for them in the 

future as a result of deliberate effort of educators to be personal role models themselves, 

introduce other Black or successful role models through the telling of stories or showing 

them in person. Also, educators constantly provided advice on how their efforts would be 

critical in the future accomplishments of the participants.  

Expressions of Confidence 

Believing in them through high expectations. Pygmalion in the Classroom 

provided groundbreaking insight into expectations and teaching. The concept of the self-

fulfilling prophecy, or the Pygmalion effect, predicts that teachers’ beliefs about the 
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students will transform their behaviors in ways that conform to the initial expectation 

(Brophy, 1983). Many of the Doctors reported that their educators expressed a confidence 

in them through verbal affirmations. These verbal affirmations were an expression of the 

high expectations that many of them held for the Doctors. The subcategory of believing 

in them through high expectations was also followed by the subcategories of 

acknowledging and celebrating their success, and helping them out in difficult times.  

 Many of the Doctors expressed the pushing of the educators prepared them for 

various leadership positions. These leadership positions seemed to ignite further 

confidence in their efforts. 

Dr. A. I had leadership roles so I had people working for me… I see them [White 

students] socially, I would say, “Hey, you’re not different than I am.”  So I lost 

whatever horror I may have had for White folks…, “Yeah, they put their pants on 

the same way, they do stupid things, just like we do.  They need help just like we 

do.”  

Dr. C. Giving me complicated stuff …also encouraging me to compete in science 

and math contests. And, by giving me extra assignments. Or by asking us to 

teach…. So she’d get us to come teach a lesson in general science. 

Dr. F. They showed it [high expectations] by communicating it to me verbally. . . 

Dr. [educator’s name] whole piece to everyone in the class was, “You know, if 

you can make it in my class then you can make it in any of the classes here.” 

Dr. G. It’s interesting too because most of [school district name] in those days had 

lots of Black teachers but most of the principals were White, in the school.  So 

what she would do, for those of us in the classroom who really achieved well, she 
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would line us up, march us down to the principal’s office and have us recite our 

names and say, “Mr. [principal’s name], I got an A on my spelling test.” …we’d 

stand there, kind of sheepishly but proud too because she was always saying, 

“You know, I’ve got to show this person, this White person too, that we can 

achieve, that we’re doing well.”   

Dr. I. Ms. [educator’s name] always said that she would teach us what 4th graders 

need to know but we were going to produce at a 6th grade level. 

 Simple guidance and encouragement was the sign for other Doctors that high 

expectations existed. The educators were very persistent in the efforts to get the Doctors 

to believe that they could achieve.  

Dr. B. He [educator] recognized I had moved past that elementary level and then 

gave me more challenges. 

Dr. D. It was about doing your best and being willing to take risks… that was an 

important lesson. 

Dr. K. You can do it even though you’re going down this difficult path, we know 

you can do it. …they always were responsive to multiple drafts [of dissertation] 

that I would do, so they took the time . . . since it was a little bit non-traditional, it 

took a little bit longer to write, to get everything together, but they were always 

very accommodating to my schedule.  

Dr. J. He [educator] just told us, “you can do it.”  …when I met him [later on in 

life] he was walking in downtown [city name], “See, I told you – you could do it.” 

Dr. L. Just by giving me an opportunity, just by giving me a chance, giving me an 

open door and then following up.  I miss having them. 
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Dr. M. They gave me as many tools as possible or steered me in the way of 

accomplishing certain aspects of the degree plan so that I could be successful. So 

it was important to have an opportunity to have a sounding board. 

Acknowledging and celebrating their successes. Data signified that 

acknowledging and celebrating their successes was another very important factor in 

helping to keep the participants motivated, inside the classroom and beyond. Many of the 

Doctors expressed how the educators celebrated their accomplishments in class: 

Dr. B. Compliments were always given as I kept progressing… I kept doing more 

than he thought I was going to do.  Yeah, he was positive and then he gave me 

more work. 

Dr. C. She [educator] always gave us an award.  She had an awards program for 

science. . . . once I went to a rally and won a state competition and the 

competition happened like that Saturday and I found out I won around noon on 

Saturday.  That Sunday it was announced at all eight of the churches in the 

community.  

Dr. F. All personal comments, a hug, high-five, . . . verbal congratulations, “I 

knew you could do it,” “Keep it up.” 

Dr. L. Man, you kind of always felt celebrated.  It didn’t necessarily have to be a 

function or a going away thing. 

 Other Doctors expressed how educators celebrated their accomplishments beyond 

the classroom: 

Dr. A. They would take me out to dinner, got both nice graduation gifts from 

them when I graduated from college. 
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Dr. D. Ms. [educator’s name] used to send me little notes from time to time if she 

saw something about me in the newspaper, she’d cut it out and after she’d cut it 

out she’d write a little note and send it to me. 

Dr. E. [educator’s name] has been to everything, everything—all of the 

celebrations that I ever had.  [Educator’s name] was there at my graduation for 

undergrad and for doctorate. 

Dr. G. She would do the certificates and things inside the class… even after we 

had left her classroom she kept in contact.  She was there for my 8th grade 

graduation, . . . And then when I graduated from high school she was there.  She 

gave me my first watch I ever had in my life—a Timex electric watch. . . .Some 

years later when I graduated with my bachelor’s degree up [different state], she 

came up on the Greyhound bus. 

Dr. H. Mr. [educator’s name] and Mr. [educator’s name] actually came to my 

personal graduation party. They were there talking with my parents and saying 

nice things about me. At graduation itself, after I gave my obligatory speech I 

remember them coming up to me and shaking my hand. 

Dr. I. When I first became a lawyer, Ms. [educator’s name] sent me $100 to go 

out to dinner. . . . she was so proud. And it was interesting when Ms. [educator’s 

name] found out I was a lawyer, I was like, “Did you ever think I was going to be 

a lawyer?”  And she says, “No.”  I said, “Really?  Why?”  She said, “I thought 

you were going to be president.”  And that was kind of her joke saying, “Yeah, I 

expected it – what do you mean I didn’t expect it from you?”   
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Dr. J. If you did well you got a star—we used to get these stars.  So you’d get a 

little gold star if you did well on a test.  And then I remember later on in life 

where he essentially said, “This is what I was hoping for you to achieve.”   

Dr. K. Part of it was just the congratulations–-job well done.  I remember getting 

the notification of my first publication and [educator’s name] was the first one I 

talked about it with, “Hey man, congratulations.” Also, [educator’s name] again 

organized a post-dissertation party after my defense, a gathering at his house to 

celebrate. 

Helping in difficult situations. Bradley (2010) analyzed faculty impact on high 

achieving Black males attending predominately White universities. The study found that 

a significant determinant in the success of these men was based upon their interactions in- 

and outside of the classroom with faculty. One participant in the study expressed that 

hearing, “Let me know if you need my help” (Bradley, 2010, p. 136) from the teacher 

meant a great deal in keeping him motivated. Knowing that the educators would be there 

for them in their moments of need was a finding that that was essential to many of the 

Doctors. Several of the Doctors indicated that educators went above and beyond their 

normal duties to ensure that no obstacle stopped them from achieving: 

Dr. C. She [educator] would give us tutoring outside . . . she would come on 

Saturdays and what would happen was the whole class would come . . .So she and 

the math teacher, Ms. [educator’s name], they would come to school one or two 

Saturdays a month and all of us would go to school on Saturdays until about 

noon... you weren’t required to come because it would have been against the law 
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but everybody showed up.  Everybody said, “I’m ain’t gonna come on Saturday . . 

. she can’t make me.”  “She can’t make me.”  But then they’d all show up. 

Dr. D. “You’ve surpassed where we are so go to Johns Hopkins and do your 

computer work and your modeling.” . . . So I think at some point people began to 

say, “We’re ready to send you off.”  So, the best help that I think that they gave 

was contacts outside the university and places to go.  So I actually spent my 

senior year, … at the computer lab over at Johns Hopkins doing my senior thesis.   

Dr. E.  He [educator] paid a little bit of attention to my grades but he was just 

encouraging.  I think that [educator’s name] understood that if somebody is on a 

mission, if you provide them a background of a story or you tell them that what 

they’re doing is important and that it’s needed, then all you can do it step back.  

He was like a guide, just holding the lamp and saying, “Over here.”  “This 

direction, that direction.”   

Dr. G. She [educator] made house calls too.  If you had some extra work or 

something, she said, “I’m going to stop by, tell your mom I’m coming, I’m going 

to stop by and I’m going to work with you for a little bit.”. . . she would have us 

over sometimes on a Saturday morning and fix us breakfast and then take out 

extra work that we were doing. … she would teach summer school, whether we 

needed it or not, she would ask us to enroll in it.  

Dr. I. We were part of her life, we were so much part of Ms. [educator’s name] 

life that it was just comfortable to be around her… We used to rake her grass…I 

know we used to moan about it among the kids…We stayed there all day but then 

I remember afterward she gave us sandwiches and she was like, “Hey, what do 
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you think about the homework last night.”  And we’d just say, “Oh, man.”  I 

remember telling my mom, “I don’t want to go, she’s going to make us do 

homework--she’s going to make us do homework, I don’t want to do homework.” 

 Other Doctors expressed that the just availability alone of the educator meant a 

great deal to them:  

Dr. A. They were always there to talk over problems. So we would talk about 

challenges that were coming up, … When I had to make decisions they would 

listen, they wouldn’t make them for me,. . . and I always felt that they would 

support whatever my decision was.  I always felt they also provided degree of a 

safety net, that I wasn’t there alone, that I had people who were supportive of me 

and that they weren’t going to let the system just abuse me. …[they] never let me 

feel that I was alone and totally powerless. 

Dr. K. They had that open door so if I had a question, I could come and talk to 

them.  They always made time for me to meet with them. . . . Whenever I needed 

them they were available or I knew that they were available for both the academic 

stuff as well as the non-academic stuff. When I didn’t get fellowships, I was 

rejected for my manuscripts . . . they’d say, “Hey, keep your head up, this is part 

of the game but we know you’re going to do well, let’s keep working, let’s keep 

revising.”  And eventually I got that first publication and got some others and got 

the awards and was on my way. 

 Doctors F and N indicated that due to the care or the relationship nothing seemed 

difficult: 
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Dr. F. Dr. [educator’s name], he made me believe that there was nothing he 

presented in his class that was difficult . . . it was like, “Here’s something that 

we’ve got to do.”  And because it was fun, because he encouraged everyone, “I 

know you all can get this done.”   

Dr. N. I don’t remember every struggling in the south.  I didn’t have to struggle.  

Summary. The data in this section displayed that expressions of confidence were 

key component in validating and keeping the Doctors motivated. Those verbal 

affirmations validated the participants and where done through: believing in them 

through high expectations, acknowledging and celebrating successes, and assisting during 

moments of challenge and difficulty.  Chiefly, educators showed that they believed in the 

Doctors by pushing them to go above and beyond their own expectations and providing 

them with leadership opportunities as well. The acknowledging and celebrating of 

success began in the classroom; however, did not end there for many of the educators. 

Many of them stayed connected with the Doctors beyond their classrooms and into 

college and beyond into their professional careers. Being there in those times of struggle 

was significant for many of the Doctors. Sometimes that meant reaching beyond the 

regular classroom to ensure that the Doctors received extended practice with the 

educators on the weekends and in the summer. And lastly, the simple gesture of being 

available, as the Doctors needed them was a significant factor in their experience.  
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CHAPTER 5 

Emergent Theory 

 In this grounded theory research, four themes emerged regarding how positive 

educator expectations helped Black males with doctoral degrees succeed as students: 

caring connections, expressions of confidence, role models, and interests and 

achievements. 

Discussion of the Findings   

The purpose of the study was to examine Black males with doctoral degrees (Ph. 

Ds, Ed. Ds., M.Ds., D.D.Ss., and J.D.) and how positive educator expectations helped 

them to succeed as students (kindergarten-college). The researcher conducted a grounded 

theory study with 15 Black men with doctorates and examined their experiences as 

students regarding positive educator expectations. Each of the 15 Doctors identified one 

or two educators who exhibited positive expectations for them as students. One the things 

the Doctors experienced was the feeling of being cared for: Dr. A expressed, “loved.” Dr. 

H added, “Comfortable, appreciated, challenged….  safe.” Dr. E went on to share his 

sentiments about a substitute teacher that he had for two weeks, the first educator to 

believe in him and show care, “It made me feel good that somebody had faith and 

confidence in me and didn’t see me as somebody who couldn’t learn.” 

The findings indicated the Doctors experienced four things related to positive 

educator expectations when they were students that helped them succeed: caring 

connections, expressions of confidence, role models, and support for their interests and 

achievements. Educators who had positive expectations and showed care for the Doctors 
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ranged from a two-week substitute teacher to a Noble Peace Prize winning college 

professor. 

Kindness, caring, high expectations for students and themselves, and appreciation 

of cultural diversity have been identified as behaviors that are essential for teaching 

excellence (Helm, 2006). Lumsden (1999) expressed that care is the foundational soil that 

enriches students’ educational experiences, allowing them to feel connected to the school 

in a way that shows support.   

Summary 

The purpose of the study was to examine Black males with doctoral degrees (Ph. 

Ds, Ed. Ds., M.Ds., D.D.Ss., and J.D.) and how positive educator expectations helped 

them succeed as students. The grounded theory developed by the researcher utilized 

variations of other theories to explain how positive educator expectations helped Black 

males with doctoral degrees succeed as students. The supporting theories for this study 

were the Expectancy of Motivation, The Resilience Theory, Educational Resilience 

Theory, and Critical Theory.  

 Resiliency theory was founded on the proposition that when an individuals’ 

family and community care deeply about their well-being, have high expectations, 

provide purposeful support, and value them, they will maintain a faith in the future and 

overcome almost any adversity (Krovetz, 1999). This is consistent with Noddings’s 

(2005b) claim that caring educators play a pivotal role in student success in schools. The 

educators showing care for the Doctors ranged from a two-week substitute teacher to a 

Noble Peace Prize winning college professor. The care that they received in these 

relationships provided a positive experience for the Doctors during their years in 
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elementary school to graduate school. Also, Doctors in this study described the positive 

personal power they felt in the relationships with the caring educators.  

Vroom’s (1968) expectancy theory of motivation was used as one of the 

foundational theories for the study. According to Vroom, the expectancy theory of 

motivation suggested that subordinates would be motivated if they feel competent and 

trust that their efforts will get results. This theory has three vital components: (a) 

expectancy, which is the probability that devoting effort to a task will lead to high 

performance; (b) performance, which involves whether successful performance will lead 

to the desired outcome; and (c) valence, which involves the value that an individual puts 

on the outcome. In essence, this theory answers three questions: How can an individual 

feel that they have the ability to perform a task? How can an individual feel that if they 

successful at a task, they will be rewarded? How can the payoffs be improved that 

individuals expect for performing a task? 

 In addition to Vroom’s (1968) theory, the underpinning of care behind the work 

of Noddings (1992) also served as a pillar for the foundational perspective of the study. 

Much of the work done by Noddings assumed that the success (achievement, motivation, 

and resiliency) of students is determined by the students’ perceptions of the care and 

expectations from the educators around them. In fact, Noddings (2003a) went on to claim 

that if the person being cared for insists nobody cares, then a caring relationship does not 

exist.  
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Summary of Findings  

Caring Connections 

Caring relationships are defined as “supportive connections to others in the 

student’s life who model and support healthy development and well-being” (Constantine, 

et al., 1999, p. 13). A caring relationship communicates that: “You matter” Caring 

relationships are characterized by stability; nonjudgmental, genuine interest in the well 

being of someone else; getting to know the individual; and ample and appropriate 

attention (Bernard, 2004; Garmezy & Rutter, 1983; Krovetz, 1999; Werner & Smith, 

1982).  Caring conveys loving support, trust, and being there for students (Bernard, 

2004). Caregivers in these relationships establish stability in the life of students and serve 

as both a buffer and motivational weight to push through adversity. 

 All of the Doctors identified a caring educator or two who they felt had positive 

expectations for them and cared about them at some point during their kindergarten 

through graduate school experience. Each of them also described how it felt being in a 

caring relationship with the educator: Dr. A expressed, “loved.” Dr. H added, 

“Comfortable, appreciated, challenged….  safe.” Dr. E went on to share his sentiments 

about a substitute teacher that he had for two weeks, the first educator to believe in him 

and show care, “It made me feel good that somebody had faith and confidence in me and 

didn’t see me as somebody who couldn’t learn.” 

 Having the caring educator in their lives also aided many of the Doctors in 

developing strong academic performance and social connections.  Dr. N shared, “They 

[educators] helped me academically because they held the bar that they expected me to 

get the A.”   From a social perspective, Dr. F, declared, “Mrs. [educator’s name], she 
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helped me reframe what I felt it was to be a leader, to not run from it, to understand it.” 

Dr. C. shared advice he received for dealing with the school bully from his educator:  

“You know, I could go tell [other student’s name] to stop and you know, he’d 

stop, because I’m Ms. [educator’s name].”  And she was right.  But she said, “But 

that wouldn’t do you any good.  You make it stop. You tell him to stop. You own 

yourself.”   

And then [other student’s name] and I became great friends.  

 Awareness of their identity as a Black male was something that many of the 

Doctors expressed was important to them and was recognized by many of the educators. 

Dr. C expressed that his teacher would often state, “You can’t have a strong Black 

community without strong Black men.”  Dr. G exclaimed, “She [educator] always taught 

us that as Black folks we have to often be twice as good in order to make it.” Dr. K 

continued, “They valued my history… respecting who I was and my cultural 

background.” 

 Ironically, Dr. J never had a sense that him being a Black male mattered until 

leaving his native country in Africa: “I actually never had an idea that it mattered what I 

looked like until I came to North America.”  

Researcher’s Experience with Caring Connections. I grew up with parents who were 

shoplifters and drug-addicts and who spent much of my childhood and high school years 

incarcerated. In high school, there were two educators who had a profound impact on my 

life: my high school football coach, Pete Levine (Jewish Male), and my homeroom 

teacher, Sister Brendan (Older White Female). These two educators showed great care for 

me at the private suburban high school that I attended. They supported who I was as an 



107 

 

individual and did not let the fact that I was residing in the inner cities in a high crime, 

drug, gang, and poverty-infested neighborhood, hinder them from building a relationship 

and caring for me.  

 Sister Brendan would often tell me and my other comrades from the inner cities, 

that it was imperative that we attended the affluent, predominately white high school and 

did well in life. The reason that she was so emphatic about this was so that we could 

inspire and show other Black kids from our neighborhood that they too could get a 

quality education, go to college, and become successful as well. The two educators 

valued who my inner city comrades and I were as Black males and encouraged us to be 

future role models for our community. Having the support and backing of  these two 

educators in high school, gave me a great deal of confidence in my existence in a school 

environment that was much different from the predominant Black neighborhood in which 

I resided in. That confidence allowed me to successfully participate in sports and other 

social activities with the White students coming from affluent backgrounds. My social 

connections allowed me to spend time in the homes of my team members and classmates, 

creating life-long friendships.  

 I entered the school behind academically, along with many of my inner city 

classmates. To that end, Coach Levine and Sister Brendan convinced the school to create 

what they called the “De La Salle” class to provide extra support to ensure that we 

graduated on time with our affluent peers, meeting the same standards to attend a four-

year college  
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Interest and Achievement  

 Valence is one element of the expectancy theory of motivation, which involves 

the value that an individual puts on the outcome.  The focus in valence is about 

improving the expected payoffs that individuals expect from task. This shows up in the 

form of connecting values to outcomes. The consciousness of the values of the Doctors 

was indicative of what many educators displayed in their behaviors. They first needed to 

know what was important to the Doctors. Knowing what was important to the Doctors 

allowed them to show the Doctors what was in it for them or the benefits of achievement. 

Doing this allowed for the payoffs to be connected to things that the Doctors valued and 

not what they educator wanted them to value. Once the educator became aware of their 

interest or values, they then began to connect and communicate it to the outcome of 

academic achievement.   

 Dr. F shared that, “Mrs. [educator’s name], … knew I was interested in sports.” 

The teaching assistant was able to connect the payoffs and rewards in school to Dr. F’s 

yearning to play professional sports. Once Dr. O’s teacher knew he wanted to be a doctor, 

her words to him on a constant basis were, “If you want to be a doctor, you’re going need 

to do well in this, you’ve got to do well in that.” 

 Communicating the benefits of academic achievement was another critical part of 

motivating the Doctors for the payoffs and rewards of their efforts. Dr. G’s teacher was 

adamant that “we could achieve and that we would be able to have things because she 

didn’t say that we had to live a life of poverty.” The message of the benefits continued 

with Dr. J, “It might not be as much fun kind of gearing down and working hard but the 

final result is where you achieve that happiness.” The communication received by Dr. O 
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was instrumental in leading him to establish his own dental practice. He went on to share, 

“He who knows how will always have a job, he who knows why will always be the 

boss.”   

Researcher’s Experience with Interest and Achievement. Growing up as a Black male in 

the inner cities, I had two perspectives of what it meant to be a “successful” Black male. 

One perspective was of the Black male selling drugs on the corner in my neighborhood, 

who sported the latest fashions of clothing and jewelry, had a nice car, and attracted the 

attention and admiration of many. The other perspective was of the Black male who I 

would see on television, playing sports, and he too had the latest fashions and jewelry, 

nice cars, and the attention and admiration of many. Knowing that these were my two 

perceptions of what it meant to be a “successful” Black male was important for the two 

educators in my life. They knew that the way they communicated to me about my interest 

and achievements could have a significant impact on my future as a Black male. 

Therefore, their approach was to simply connect my interest and values of playing in the 

NFL to academic achievement. I was very aware, as a ninth grader, of the classes that I 

needed to take to get to a four-year college to reach my goal of getting to the NFL.  

Role Models  

 Another essential element of the findings was that role models played a critical 

part in the process of these Doctors as students. The data from the Doctors revealed that 

educators did this by given them a vision of what success looked like. They exposed them 

to what success looked like in the classroom but more importantly what success looked 

like later on in life. Furthermore, the educators provided them with examples of success 

and let them know that their efforts mattered in achieving any future successes. 
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Performance is another critical component of the expectancy theory of motivation, which 

involves an individual believing that completing a task successfully would lead to their 

desired outcome or reward.  

 The Doctors were able to see examples of individuals who had performed and 

received their desired outcome. Dr. G commented,  “She [educator] would bring people 

in from the community who were successful.” Dr. O also remarked, “Mr. [educator’s 

name] would have . . . certain days he would bring people in from our community…who 

were achievers themselves.” Other times it was the very presence of the educator that 

provided the example of success as was indicated by Dr. I, “One of the examples of 

success inside the classroom were the teachers themselves.” Dr. L continued, “I think that 

they were role models enough – their stories, their situations.” 

 It became a form of validation that Doctors’ efforts mattered in achieving their 

desired outcomes. Dr. C revealed how this was communicated to him by his teacher, 

“You’re not going to live and die in [name of town]. . . . You want living in [name of 

town] to be a choice, not your only option.” Dr. I added one of the favorite sayings of his 

teacher,  

Each individual is faced with a unique set of circumstances that will eventually 

determine his final status in life…You know what that circumstance is?  

Education…it’s the one thing that will divide an individual and it’s the only thing 

that will equalize everything.” 

Seeing individuals doing just as well or even better who may be in similar circumstances 

increases one’s self-efficacy and resilience (Shih, 2004). Seeing these individuals who 
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looked like them or role models from similar circumstances certainly boasted the level of 

confidence for the Doctors.   

Researcher’s Experience with Role Models. Giving the fact that all of the teachers and 

educators in my high school were all White, Sister Brendan and Coach Levine did two 

things that were vitally important in providing role models for my inner city comrades 

and me. In the classroom, Sister Brendan provided us with role models in the curriculum, 

but more importantly she shared stories with us about other Black males who had come 

from our neighborhoods to the high school and succeeded. Although, the number of 

Blacks who had come through the school was low, it meant a lot to me to hear that 

someone who had looked like me had all ready been successful at what I was striving to 

achieve. She would share those stories with us daily, during every life lesson, and 

moments when things became difficult. “Coleman and the Christian brothers did it. You 

can do it as well,” she emphatically expressed.  

 Secondly, Coach Levine opened up a pipeline for some of our Black coaches from 

the neighborhood to join the school in a coaching capacity, allowing those of us from the 

inner cities to keep the connection to positive Black males from the community. Also, he 

assigned a prominent Black community member, Mr. Wallace, to look after us when 

were back in the community. As trust was gained, both Sister Brendan and Coach Levine 

became role models and surrogate family members.   

Expressions of Confidence  

 The data revealed that expressions of confidence were a critical element in 

motivating the Doctors; the educators believed in them was a piece that emerged. This 
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belief showed up in three forms: believing in them through high expectations, 

acknowledging and celebrating their successes, and helping them in difficult situations.  

 The beliefs and high expectations that educators displayed motivated the Doctors 

to put in the work to increase their academic performance. Several of the Doctors shared 

that the educators definitely showed that they believed in them and had high expectations. 

Dr. F expressed educators provided, “All personal comments, a hug, high-five, . . . verbal 

congratulations, ‘I knew you could do it,’ ‘Keep it up’.”  

 Dr. J shared, “He [educator] just told us, ‘You can do it’.” And Dr. K maintained 

that educators articulated to him, “You can do it even though you’re going down this 

difficult path, we know you can do it.” 

 As the Doctors’ performances and efforts to perform in the classroom increased, 

so did the acknowledgement and celebration of their successes by educators. Dr. B 

asserted how he was celebrated, “Compliments were always given as I kept progressing.” 

Dr. L added, “Man, you kind of always felt celebrated.”  

 In the process of increasing their performance the Doctors had a strong sense that 

the educators were there for them in moments when their performance was lacking or 

being interrupted by out-of-school challenges. Dr. A explained, “They were always there 

to talk over problems. . . . [They] never let me feel that I was alone and totally 

powerless.” Dr. F continued, “He made me believe that there was nothing he presented in 

his class that was difficult.” Dr. G insisted, “She [educator] made house calls, too.” Dr. K 

summarized, “Whenever I needed them, they were available . . . for both the academic 

stuff as well as the non-academic stuff.” 
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 These findings align with the final component of the expectancy theory of 

motivation, expectancy, which focuses on the probability that devoting effort to a task 

will lead to high performance. 

Researcher’s Experience with Expressions of Confidence. Sister Brendan would 

constantly reiterate to me when I was being recruited by colleges for football. “I know 

coaches are telling you that “Cs” are all that you need. No way! You are better than that. I 

expect “Bs” in every class.” These were the unapologetic words that she preached over 

and over each day. When National Signing Day came for me to sign my letter of intent to 

play major college football, Sister Brendan and Coach Levine were two of my biggest 

cheerleaders and supporters. As was the case with many of the Doctors in this study, my 

relationship with Coach Levine and Sister Brendan would last far beyond the classroom 

and football field. I have remained in close contact with both since graduation. Coach 

Levine traveled out of state to my wedding and I was honored to be the keynote speaker 

at Sister Brendan’s ninety-second birthday celebration.    

Conclusions 

In U.S. schools, the child being left behind and suffering from a lack of care and 

low expectations is certainly the Black male. Academic indicators show that Black males 

are more likely to be suspended or expelled than any other group of students (Meier et al., 

1989). Since 1977, there has been a decline in the number of African American men 

enrolled in colleges (Carnoy, 1994). Black males are more likely to be labeled as having 

learning disabilities and placed in special education programs (Milofsky, 1974). This 

group is more likely to be severely punished for even minor offenses in schools without 

any regards for their wellbeing (Sandler et al., 1985). Black males are more likely to be 



114 

 

excluded from rigorous classes and are prevented from accessing information to support 

them in doing so (Oakes, 1985). Even middle-class African American males are behind 

in grade point average and standard scores compared to White males who are also 

middle-class (Jencks & Phillips, 1988).  

Although it is still possible for some students to succeed even if they do not trust 

or feel supported by their teachers, research on teachers' expectations suggests that these 

feelings have a powerful effect on minority student performance (Weinstein et al., 1995). 

Ladson-Billings (1994) found that this was certainly the case for Black males, due to the 

performance of this group being influenced by social support and encouragement from 

teachers, more so than for other groups.  

 Positive educators’ expectations play a pivotal role in the success and failure of 

Black males. Gutman and Midgley (2000) found in their work that when Black middle 

school students felt a sense of belonging and teacher support, which are factors of 

expectations, they tended to be more self-efficacious about school and performed better. 

Also, Floyd (1996) pointed out in her study, which examined the lives of resilient African 

American high school seniors, that concerned educators played key roles in the lives of 

the students. Many of the students identified teachers as motivational influences. 

Furthermore, Bradley (2010) analyzed faculty impact on high achieving Black males 

attending predominately White universities. They found that a significant determinant in 

the success of these men was based upon their interactions in- and outside of the 

classroom with faculty.  



115 

 

In the outcomes of this study, there were four concluding factors that the Doctors 

experienced as students in relation to positive educator expectations: caring connections, 

expressions of confidence, role models, and interest and achievement.  

Conclusion 1   

The care that they received propelled the Doctors in making better connections to 

the classroom and beyond in the social environments. Many of the Doctors excelled in 

subject areas that they did not believe they could achieve in, receiving opportunities to 

compete against their peers and state level competitions. This was consistent with Black’s 

(2006) work on the power of care to help kids adjust and achieve. For many, they were 

pushed to make friendships and gained exposure beyond their neighborhoods.   

Having educators who recognized their identity as Black males in a positive way 

and also showed concern for their futures, motivated many the Doctors to take to heart 

many of the lessons that they were learning in the classroom. Likewise, this premise 

aligns with the notion behind Perez’s (2000) study on care in teaching diverse 

classrooms. Many of the educators let the Doctors know that their success as Black males 

wasn’t only for them but for the entire community. This approach of not letting their race 

become a hindrance is supported by the Critical theory’s perspective, which is focused on 

empowering individuals to transcend constraints placed on them by race, class, and 

gender (Fay, 1987). This push by the educators to get the Doctors to see beyond the limits 

of race also led the Doctors to see the bigger role that education played in life. Shujaa 

(1994) made a compelling distinction between schooling and education. Schooling was 

said to be a process of perpetuating and maintaining the existing power structures and 

institutions in a society, while, education focuses on liberation. Positive expectations lead 
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the Doctors to see that a good education meant freedom for them and their future 

families.  

The educators did not see the Doctors as “at-risk” but what this researcher calls 

“at-resilient.” This meant that the Doctors were capable of overcoming and bouncing 

back from any obstacle that they may face as Black males. 

In the three cases where the Doctors did not feel that the educator was concerned 

about their race as much, they gained assurance in knowing that them being a Black male 

was not being used against them as a negative or a deficit. Ironically, these individuals 

were top students or top athletes attending predominately White schools. Thompson et al. 

(2004) found in their research that Black males already engaged and exceling in 

predominately White schools were more likely to get support from White teachers. This 

message seemed to be counter to the experiences of many of the Doctors growing up in 

predominately Black environments where Black educators cared for them. In the 

predominately Black schools there seemed to be a universal support for all of the students 

regardless of achievement level and athletic accomplishments.  In addition, Thompson et 

al. (2004) found those Black males who studied and worked hard were more likely to be 

motivated and supported by teachers in predominately White schools. 

The findings of this study indicated that every educator has the ability to show 

care for regardless of the racial background or gender of the educator and or the student. 

The Doctors in this study had caring educators who were Black, White and other racial 

identities. They were both male and female, young and seasoned educators. Also, caring 

took place across the entire educational spectrum from elementary school to graduate 

school, from a two-week substitute to a Noble Peace Prize winning college professor. 
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Finally, the care and high expectations were shown to the Doctors in the form love and 

that the educators cared about their well-being. The focus of the relationships was not 

punitive adult behaviors masked itself as caring relationships through strict and 

overbearing discipline.  

Conclusion 2 

Interest and achievement, or what was important to the Doctors, was another 

critical factor that the Doctors experienced as students. Making this connection allowed 

the Doctors to see what was in it for them in terms of rewards of academic achievement. 

Educators took the time to find out what they were interested in by asking questions and 

being aware of the occupational standards in their communities; they identified 

prestigious occupations such as doctors, lawyers, teachers, or preachers. Once the 

educators came to these discoveries, they utilized them as hooks to keep the students 

engaged in the school environment. One teaching assistant, who was identified as a 

caring adult, constantly made the connection between one Doctors’ sports interest and 

being a leader in school. Establishing personal relationships to come to these discoveries 

aligns strongly with the work of Mawhinney and Sagan (2007) centered on the power of 

personal relationships with students.  

Communicating the benefits of academic achievement in terms of payoffs and 

rewards in life was another critical approach educators used in motivating the Doctors. 

The message that education provided the ability to have choices in place of residence, 

happiness, and being able to serve in leadership roles resonated with many of the 

Doctors.  
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Conclusion 3 

Role models, showing what success looked like was also critical in the experience 

of the Doctors. The educators referred to in this study seem to possess a philosophy that, 

“if you can see it, you can be it.” Many of them provided examples of what success 

looked like by showing successful Blacks on a regular basis in the curriculum. Others 

provided real life examples to their students by bringing in successful Blacks from the 

community on a regular basis, even bring in Olympic Champion Jesse Owens. Numerous 

Doctors were consistently exposed to those examples of success from postal workers to 

scientist who were Black. One Dr. even expressed that if they could do it, so could he. 

The findings also showed that a number of the Doctors felt that the educators, many of 

whom were Black, were themselves examples of what they could achieve.  

However, those personal examples were not always limited to the race of the 

teacher as one Dr., who had an interest in sports, indicated that the fact that his teacher 

was a former athlete gave him an example of a successful athlete going on to achieve a 

doctorate degree following a short lived sports career.    

It was equally important for the Doctors to know that their efforts mattered in 

bringing that future vision into fruition. This approach aligned with the findings from 

O’Connor (2002) that examined Black women beating the odds and educational 

resiliency. Educational resiliency is defined as the opportunity for educational success 

despite personal liabilities and challenges brought on as a result of environmental 

conditions (Wang, Haertel, & Walberg, 1998). Bernard (2004) identified three 

environmental processes that buffer risk and foster resilience: (a) forming caring 

relationships, (b) maintaining positive and high expectations, and (c) providing 
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opportunities for students to participate and contribute. These environmental processes, 

also known as developmental supports, contribute to the development of individual 

strengths and minimize risk and produce resilience. Individual personal strengths that 

produce the same resilience include social competence, problem solving skills, a sense of 

autonomy and identity, and a sense of purpose with the notion that things will get better 

(Bernard, 1999). 

Furthermore, this approach is supported by the outcomes Floyd (1996) that 

studied resilient African American high school students.  

Conclusion 4 

Lastly, expressions of confidence was viewed as something that was important in 

the experience many of the Doctors. These verbal affirmations validated many of the 

Doctors, letting them know that they believed in them and had high expectations. This 

approach coincided with the results Grantham (2004) found in his study on gifted Black 

males which indicated that when the teachers let the students know that they believed in 

them the students did better. 

Acknowledging and celebrating their successes was another factor that emerged 

in this area. Many of the educators certainly celebrated the Doctors’ success in the 

classroom; however, the celebrations did not stop once they were no longer in their class. 

Several of the educators continued in those celebrations attending high school and 

graduate school graduations. One elementary educator even traveled by Greyhound bus 

to attend a college graduation of one Dr. in a completely different state.  

Helping them out in difficult times was another important finding that developed 

from this study. The educators were there to support the Doctors during the good times as 



120 

 

well as the challenging times. Having the Doctors strive for perfection and being perfect 

was something many of the educators were able to distinguish between. The bar was 

often set high; however, the educators knew there would be times when the Doctors fell 

short. Many of the Doctors came from environments with limited resources and limited 

family knowledge about how to navigate the educational environment. Nevertheless, 

these educators kept an open door for questions and built bridges to connect with the 

Doctors and their families beyond the school. This attitude is consistent with the findings 

of Cooper, Jackson, Azmitia, Lopez, and Dunbar (1995) on bridging the multiple worlds 

of students.   

Recommendations 

 The participants in this study were high achieving Black males obtaining the 

highest academic degrees in their field of study. They were dentist, medical doctors, 

college professors, consultants, executive directors, administrators, and a lawyer. Their 

backgrounds ranged from the inner cities, to the suburbs, to the rural Deep South. They 

came from single-parent households and two-parent households. Some were stellar 

students and athletes while others were below average and suffered from self-doubt. 

Nevertheless, each identified and shared their experience with an educator who had 

positive expectations for them as students.  

 These Doctors’ voices will add to the sparse literature and research on highly 

accomplished Black males with doctorates. Their representation in the literature will 

show the experiences of academically accomplished Black males related to positive 

educator expectations in our schools, kindergarten through graduate school. This research 
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allows us to see what the experiences of some Black males are when they receive positive 

educator expectations.  

 Results of this research indicated that caring adults played a significant role in the 

success participants had with positive educator expectations as students. Many of the 

Doctors expressed feeling “loved” and “safe” in these relationships. Elementary 

educators to higher education professors and administrators must be deliberate about 

establishing this foundation for a caring relationship early on with Black male students. 

The research is clear about this demographic group yearning and needing the connection 

beyond many groups in schools.  Having these caring relationships gave many of the 

Doctors the confidence to excel in the academic curriculum as well as the social 

curriculum of the schools, which can be difficult for many of them to navigate due to the 

different cultural experiences.  

 The awareness of the participant’s identity as a Black male was revealed as a 

significant factor to many of the Doctors Knowing the challenges that they faced as Black 

males while at the same time sending the message that they were more than capable of 

overcoming those challenges was essential. Educators from Kindergarten through higher 

education must be aware of the societal challenges Black males face and help the Black 

males re-frame those obstacles into opportunities.  

 In particular, the study revealed the importance of the Black males seeing 

examples of success that looked like them on a regular basis. Some of those examples 

came in the form of Black educators; however, others came in the form of introducing the 

Doctors and their classmates to successful Blacks on a consistent basis in the curriculum. 

Other educators went a step further and brought in successful Blacks into the class on a 
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regular basis, as was the case for Dr. I’s teacher who brought in someone every Friday 

supported by a weekly research project with questions for the students to ask. 

 The findings of this study could also be helpful for employers seeking to boost the 

number of Black males in their organizations, in particular in the fields of science, 

technology, engineering, and math. The participants in this study had backgrounds in 

science, math, engineering, math, law, economics, and sociology. Repeatedly, the 

Doctors in the study shared how educators provided them with examples of success 

regarding their futures. For employers seeking to increase the number of Black males in 

their field, it may behoove organizations to have mentor programs wherein they 

encourage the Black males within their organizations to get involved in schools with 

Black males purposely. It may also be worthwhile, when it is possible, to pair up new 

Black male employees with veteran Black male mentors inside the organization so they 

can see what future success could look like for themselves within the organization.  

 The findings of this study can also be of use by families and organizations within 

the Black community in terms of “look fors” in schools when it comes to positive 

educational expectations for Black males from elementary schools to higher education. 

Asking questions such as, do our Black males have a caring relationship with at least one 

caring adult in the educational setting, at home, or the community? Are our Black males 

receiving verbal affirmations on a regular basis in our schools, community, and at home? 

Are our Black males being provided with examples of success on a regular basis in 

school, the community, and at home? Do the school, community, and parents know what 

it is our Black males value and find of importance? 
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 In 2014, President Obama introduced the initiative My Brother’s Keeper aimed at 

empowering young men of color, in particular Black boys. The findings for this study 

could be used as systemic measurement outcomes for those organizations that will be 

proving services Black and Latinos under this initiative.  

Recommendations for Future Research 

 Based on the findings of this study focused on the experience of Black males with 

doctorates as students with positive educator expectations when they were students, the 

gap in highly achieved Black males and positive educator expectations has begun to be 

addressed. Therefore, the following recommendations have been made to advance the 

research on this group: 

1. This study was only conducted in one state in a Midwestern state. Additional 

studies should be conducted in different regions of the country to determine if 

the findings are comparable for Black males with doctorates.  

2. Only Black males were used in this study; therefore, the study should be 

replicated to include other marginalized groups failing in our school system. 

3. Many of the Doctors in this study identified Black educators as being the ones 

who showed them care as students. Therefore, a study could be conducted 

examining the racial background of caring educators for this population to see 

if the race of the educator actually factors in. 

4. Many of the Doctors also came from a two-parent household; it would be 

interesting to assess positive household expectations and these Doctors.  
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5. Finally, investigating the roles of the Doctors themselves (i.e. faith, self-

discipline, passion) played along with educator possessing positive 

expectations when they were students would be educative.  

These overall findings align closely with the research on positive and high teacher 

expectations. Teacher expectations have significant impact on student academic and 

social outcomes (Sherman, 2004). Educators who hold high expectations of students in 

terms of their expected levels of academic achievement and social behaviors influence 

student motivation and engagement (Murray & Pianta, 2007). Higher academic 

achievement is connected to teachers creating a positive learning environment for 

students. Of all of the factors that affect students’ performance, educators have the most 

impact over those pertaining to the school experience of their students (Parsley & 

Corcoran, 2003). Educator expectations influence the type of information they convey to 

students, the opportunities they create for students, and the values they help perpetuate 

(Wimberly, 2002). Richards (2006) found that when students felt their teachers genuinely 

liked them, they were more willing to put forth the effort to be successful in the 

classroom and in school. 

The findings and conclusions in this study contradict the research done by other 

researchers on teacher expectations. Hull (2005) reported that a student’s pre biology 

content score was a stronger predictor of the student’s post biology content knowledge 

than teachers’ expectations. Rubie-Davies, Petereson, Irving, Widdowson, and Dixon 

(2010) suggested that the impact of teacher expectations diminish as students move 

through the schooling system because students become more independent. Chang (2011) 

also went on to conclude that positive teacher expectations do not necessarily lead to high 
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student performance or motivation. In fact, when teachers have positive expectations for 

students that do not align with where the student’s scores indicate they are, the end result 

may be poor gains for the student.    

Again, the findings of this study did show that each of the Doctors experienced 

positive educator expectations as students that were essential to their success as students. 

The care that the Doctors received from the educators was one of the significant 

indicators that set the stage for positive and high expectations that helped the Doctors to 

succeed as students. Also, the positive expectations were meaningful and memorable 

throughout the Doctors’ experiences ranging from elementary school to graduate school 

and did not diminish in impact as many of the Doctors gained more academic 

independence.  Gay (2010) concluded that, “Teachers who genuinely care for students 

generate higher levels of all kinds of success than those who do not. They have high 

performance expectations and will settle for nothing less than high achievement” (p. 49). 

Although it is still possible for some students to succeed even if they do not trust or feel 

supported by their teachers, research on teachers' expectations suggests that these feelings 

have a powerful effect on minority student performance (Weinstein, Madison, & 

Kuklinski, 1995). Ladson-Billings (1994) also found that this was certainly the case for 

Black males, because the performance of this group is influenced by social support and 

encouragement from teachers, more so than for other groups.  
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Appendix A: Interview Questions 

1. Describe, in detail, one or two relationship you had with an educator who you 

thought had cared for you and pushed you as a student? Tell what that was like 

and how you knew this person cared for you.  

2. Describe how you felt in this relationship.  

3. How do you feel this/these educator(s) helped you in school (academically with 

school-work and socially with friends)? 

4. How did the/these educator(s) make you feel that they cared about your 

background as a black male?  

5. To what extent was this/these educator(s) aware of your goals, interest, or dreams 

in life?  How did they come to the discovery of your goals, interest, or dreams? 

6. Describe what this/these educator(s) did to communicate to you the benefits of 

academic achievement. 

7. Tell me about your grades and level of involvement in the class or classes of 

this/these educator(s)? 

8. What did this/these educator(s) do to let you know that your efforts mattered 

inside and outside of the classroom regarding your success in the future?  

9. How did this/these educator(s) show that they believed that you were capable of 

performing at a high level in the classroom? 

10. To what extent did this/these educator(s) provide you with examples of success 

inside (examples of quality work, rubrics, etc.) and outside (role models, personal 

stories/situations that they had been in, etc.) of the classroom?  
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11. In what ways did this/these educator(s) provide you with help and assistance in 

completing difficult task inside and outside of the classroom?  

12. How did this/these educator(s) celebrate your success, inside and outside of the 

classroom?  

13. Would you like to share anything else this/these educator(s) did to show they 

cared for you and pushed you?  
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Appendix B: Construct Chart 
 

Expectancy Theory of Motivation- People will perform to the level of our expectations (Vroom, 
1968) 

Valence + Expectancy + Instrumentality + [Care-Noddings]= Motivation 
 

 

Literature & Constructs Valence 
(Value one puts 
on a perceived 
outcome) 
 
Here is what’s in 
it for you... 

Expectancy  
(Belief in one's 
capabilities) 
 
I believe in 
you... 

Performance  
(Belief that 
output and 
success are 
linked) 
 
Here is the 
plan… 

Care  
(Caring 
Relation-
ship) 

Question 
Affiliation 

Lovaglia, M .J., Lucas, J. 
W., Houser, J. A, Thye, S. 
R., Markovsky, B. (1998). 
Status processes and 
mental ability test scores. 
The American Journal of 
Sociology, 104(1), 195-
228.  

  X  Q #10, 

Thompson, G., Warren, S., 
& Carter, L. (2004). It’s 
not my fault: predicting 
high school teachers who 
blame parents and students 
for students’ low 
achievement. The High 
School Journal, 87(3), 5-
14.  

 X   Q # 7 

Saft, E.W., & Pianta, R., 
(2001). Teacher’s 
perceptions of their 
relationships with students: 
Effects of child age, 
gender, and ethnicity of 
teachers and children. 
School Psychology 
Quarterly, 16(2), 125-141.  

X    Q # 5 

 



151 

 

 
Griffin, K. A., (2006). 
Striving for success: a 
qualitative exploration of 
competing theories of 
high-achieving Black 
college students’ 
academic motivation. 
Journal of College 
Student Development, 
47(4), 384-401.  

  X  Q #11 

Roscigno, V. J., (1998). 
Race and the 
reproduction of 
educational 
disadvantage. Social 
Forces, 76(3), 1033-
1061.  

X    Q #4 

O’Connor, C. (2002). 
Black women beating 
the odds from one 
generation to the next: 
How the changing 
dynamics of constraint 
and opportunity affect 
the process of 
educational resilience. 
American Educational 
Research Journal, 39(4), 
855-903.  

  X  Q #12 

Grantham, T. C. (2004). 
Rocky Jones: Case study 
of high-achieving Black 
male’s motivation to 
participate in gifted 
classes. Roeper Review, 
26(4), 208-215.  

 
 

X 

 
  Q #6 

Diamond, J. D., 
Randolph, A., & 
Spillane, J. P., (2004). 
Teachers’ expectations 
and sense of 
responsibility for student 
learning: The importance 
of race, class, and 
organizational habitus. 
Anthropology and 
Education Quarterly, 
35(1), 75-99.  

 X   Q #8 



152 

 

Thomas, D. E., 
Townsend, T., Belgrave, 
F. Z. (2003). The 
influence of cultural and 
racial identification on 
the psychosocial 
adjustment of inner-city 
African American 
children in school. 
American Journal of 
Community Psychology, 
32(3 and 4), 217. R 

X    Q # 4 

Floyd, C. (1996). 
Achieving despite the 
odds: A study of 
resilience among a group 
of African American 
high school seniors. The 
Journal of Negro 
Education, 65(2), 181-
190.  

  X  Q #9 

Minor, L., 
Onwuegbuzie, A. J., 
Witcher, A. E., & James, 
T. L. (2002). Pre-service 
teachers’ educational 
beliefs and their 
perceptions of 
characteristics of 
effective teachers. The 
Journal of Educational 
Research, 96(2), 116-
128.  

  X  Q #12 

Neal, L. I., McCray, A. 
D., Webb-Johnson, G., 
Bridgest, S.T., (2003). 
The effects of African 
American movement 
styles on teachers’ 
perceptions and 
reactions. The Journal of 
Special Education, 
37(1), 49-58.  

 X   Q #7 

Bergman, R. (2004). 
Caring for the ethical 
ideal: Nel Noddings on 
moral education. Journal 
of Moral Education, 
33(2).   

 

   X Q #13 



153 

 

Black, S. (2006). The 
power of caring to help 
kids adjust and achieve 
is now documented. 
Education Digest: 
Essential Readings 
Condensed for Quick 
Review, 72( 4), 18-23.  

 

   X Q #3 

Corbett, D., and Wilson, 
B. (2002). What urban 
students say about good 
teaching. Educational 
Leadership, 60(1), 18-
22. 

 

   X Q #3 

Cooper, C., Jackson, J., 
Azmitia, M., Lopez, and 
Dunbar, N. (1995). 
Bridging students’ 
multiple worlds: African 
American and Latino 
youth in academic 
outreach programs. In 
Changing schools for 
changing students: An 
anthology of research on 
language minorities, ed. 
R. F. Macias and R. G. 
Garcia Ramos, 211-34. 
Santa Barbara: 
University of California 
Linguistic Minority 
Research Institute. 

 

   X Q #4 

Dovey, N. (2004). The 
relationship between 
perceived teacher caring 
and school performance 
for students at risk of 
educational failure. 
Dissertation -- 
University of South 
Carolina. 

 

   X Q #2 

 



154 

 

Feddersen, C. (2003). 
African-American 
students' perceptions of 
caring teachers. The 
Initiative Anthology, 
April; Miami Initiative 
on Leadership, Culture, 
and Schooling. 

 

   X Q #4 

Freeman, N. K. (1997). 
Education for peace and 
caring go hand-in-hand. 
Dimensions of Early 
Childhood, 25(4), 3-8. 

 

   X Q #3 

Goldstein, L. S. (1999). 
The relational zone: The 
role of caring 
relationships in the co-
construction of mind. 
American Educational 
Research Journal, 36(3), 
647-673. 

 

   X Q #2 

Hall, H. (2007). Poetic 
expressions: Students of 
color express resiliency- 
Through metaphors and 
similes. Journal of 
Advanced Academics, 
18(2), 216–244. 

 

   X Q #3 

Hayes, C., Ryan, B., and 
Zseller, A. (1994). The 
middle school child’s 
perceptions of caring 
teachers. American 
Journal of Education, 
103(1), 1. 

 

   X Q#2 

 



155 

 

 
Howard, T. (2002). 
Hearing footsteps in the 
dark: African American 
students’ descriptions of 
effective teachers. 
Journal of Education for 
Students Placed At Risk, 
7(4), 425 - 444. 

 

   X Q#4 

Kobak, D. (1998). 
Raising the caring 
quality (CQ) in 
education: A moral 
imperative. Childhood 
Education, 74(2), 97-98. 

 

   X Q#1 

Lumpkin, A. (2007). 
Caring teachers: The key 
to student learning. 
Kappa Delta Pi Record, 
Indianapolis: Summer, 
43(4), 158. 

 

   X Q#1 

Mawhinney, T., and 
Sagan, L. (2007). The 
power of personal 
relationships. Phi Delta 
Kappan, Bloomington: 
Feb., 88(6), 460. 

 

   X Q#2 

McAllister, G., and 
Irvine, J. (2002). The 
role of empathy in 
teaching culturally 
diverse students: A 
qualitative study of 
teacher’s beliefs. Journal 
of Teacher Education, 
53(5), 433-443. 

 

   X Q#4 



156 

 

Murray, J. (2006). 
Constructions of caring 
professionalism: a case 
study of teacher 
educators. Gender and 
Education, 18(4), 381. 

 

   X Q #2 

Noddings, N. (1992). 
The challenge to care in 
schools. New York: 
Teachers College Press. 

 

   X Q #1 

Noddings, N. (1999). 
Caring and competence. 
In G. Griffen (Ed.). The 
education of teachers, 
205-220. Chicago: 
National Society of 
Education. 

 

   X Q #3 

Noddings, N. (2003). 
Happiness and 
education. Cambridge, 
MA: Cambridge 
University Press. 

 

   X Q #1 

Noddings, N. (2005, a). 
The challenge to care in 
schools (2nd ed.). New 
York: 

Teachers College Press. 

 

   X Q #2 

Noddings, N. (2006, b). 
Educational leaders as 
caring teachers. School 
Leadership and 
Management, 26(4), 
339-345. 

   X Q#3 



157 

 

Noddings, N. (2005, c). 
What does it mean to 
educate the whole child? 

Educational Leadership, 
63(1), 8-13. 

 

   X Q#3 

Perez, S. (2000). An 
ethic of caring in 
teaching culturally 
diverse students. 
Education, 121(1), 102-
104. 

 

   X Q#4 

Qiuyun, L. (2001). 
Toward a caring-
centered multicultural 
education within the 
social justice context. 
Education, 122(1), 107-
115. 

 

   X Q #3 

Reitzug, U. C., and 
Patterson, J. (1998). "I'm 
not going to lose you!" 
Empowerment through 
caring in an urban 
principal's practice with 
students. Urban 
Education, 33(2), 150-
181. 

   X Q #2 

Shann, M. H. (1999). 
Academics and a culture 
of caring: The 
relationship between 
school achievement and 
prosocial and antisocial 
behaviors in four urban 
middle schools. School 
Effectiveness and School 
Improvement, 10(4), 
390-413. 

   X Q #3 



158 

 

Urban, V. D. (1999). 
Eugene's story: A case 
for caring. Educational 
Leadership, 56(6), 69-
70. 

 

   X Q #2 

Wentzel, K. R. (1997). 
Student motivation in 
middle school: The role 
of perceived pedagogical 
caring. Journal of 
Educational Psychology, 
89, 411-419. 

 

   X Q #1 

 



159 

 

Appendix C: Research Review Board Approval 

	  
	  
	  
	  

Saint	  Mary’s	  University	  of	  Minnesota	  
Schools	  of	  Graduate	  and	  Special	  Programs	  

Research	  Review	  Board	  (RRB)	  
	  
	  
May	  28,	  2013	  
	  
TO:	   Tommy	  Watson	  
	  
FROM:	   Kenneth	  Solberg,	  Chair,	  RRB	  
	  
RE:	   Application	  for	  RRB	  Review	  
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• Phone	  number:	  651-‐230-‐1812	  
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• Purpose	  of	  the	  Research	  Study:	  	  	  

X 	   Doctoral	  Dissertation	  	  	  	  	  
	  

	   Master’s	  Summative	  -‐	  Project	  or	  Thesis:	  

	  	  	  	  	  

	  
	  

	   Other	  Class	  project	  -‐	  Name	  of	  Class:	  

	  	  	  	  	  

	  
	  

	   Other	  -‐	  Describe:	  

	  	  	  	  	  

	  
• Date	  of	  Submission:	  click	  to	  select	  date	  

 
 
 
CERTIFICATION OF COMPLETION OF CITI TRAINING 
All applicants for RRB review must complete the appropriate Collaborative Institutional Training 
Initiative (CITI) training program.  Different CITI courses have been developed for various 
schools and programs at Saint Mary’s University.  Be sure to take the course which is 
appropriate for your research project. Attach Certification of completion of the CITI study 
program as the last page of your RRB application.  Many students will complete the CITI 
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citiprogram.org to do so.  
 
 
 
 
 
-------------------------------------------------------------------------------------------------------------------------------
---------- 
When the proposal is completed, both the student and the faculty supervisor must sign this 
form. 
 
By signing below, I certify that the attached RRB Application is true and accurate. 
 
Student/Principal Investigator:   

     

           Date: 

     

 
Student ID # (required for electronic signature): 

     

 
 
By signing below, I certify that I have reviewed and approve the attached RRB Application, and 
that I have completed the CITI course for the program of study listed above.  
 
Research Supervisor Signature:  

     

          Date: 

     

 
Researcher employee ID # (required for electronic signature): 
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SUMMARY OF THE PROPOSED RESEARCH PROJECT 
 

This study will examine how Black males Doctors succeeded as students with positive 

educator expectations. This study is critical given the wide failure of Black males in schools and 

the limited research on educator impact on Blacks who have received doctorates.  

A qualitative design was encouraged for studies that seek to capture the voice of those 

who have not been studied (Cohen, 2000). The researcher will conduct a grounded theory 

research study examining how Black males Doctors succeeded as students with positive educator 

expectations (Creswell, 2007).   

Fraenkel and Wallen (2003) recommend conducting a purposive sampling based upon 

previous knowledge and the specific purpose of the research. The researcher therefore uses 

knowledge of the population to judge whether a particular sample size was represented. Given 

the fact that there is no central listing for Black males with doctorates, the researcher contacted 

members that he knew from the following organizations to get contact information for Black 

males meeting the criteria for the study. The researcher then contacted Black males with 

doctorates from local professional organizations that were given to him via email and phone. For 

confidentiality the names of those organizations are mentioned. Fifteen participants were then 

selected based upon their willingness to participate in the study.  

 The researcher will be gathering data through semi-structured interviews. There will be 

15 interviews conducted with Black males with doctorates. After each of the participants agrees 

to partake in the study, the time, date, and location for the interview will be determined. A 

detailed letter to confirm the interview will be sent to each participant explaining the purpose of 

the study shortly after the phone conversation.  
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 The interviews will be conducted over a two-month period. Interview times will last for 

sixty minutes. All participants will be interviewed individually. Each interview will be 

conducting by the same researcher. Within the same week, the researcher will review the 

audiotapes, transcribe the entire interview, and ask participants to verify the transcription for 

accuracy.   

 The recordings will be stored in a locked box in the researchers home office. The coded 

data will be saved on back up files for future reference. Another copy of the same coded data 

will be made for sorting and linking data categories according to topics. For confidentiality and 

safety purposes of the participants, all audio recordings, transcriptions, and field notes will be 

kept in a fireproof safe box where only the researcher has access to it. The written data will be 

saved into two different locations, hard-drive and flash drive.  

When the findings are merged and completed, a copy will be sent to each of the 

participants via e-mail or U.S. Postal mail upon request. All participants will be volunteers and 

there will be no financial gains for participating in the study. The only gain for the researcher and 

participants will be to advance the knowledge and information on positive educator expectations 

had on Black males with doctorates.   

 

 
 



164 

 

INFORMATION TO DETERMINE LEVEL OF RRB REVIEW REQUIRED 
Check all of the following which apply to your research project 

 The project does not utilize any data collected from individuals 
X The project involves the collection of original data which is completely anonymous 

 The project involves the use of archival data which is publicly available or anonymous 
 The project is being conducted in an educational setting about instructional strategies 
 The research involves collecting data from children, vulnerable adults, or at risk 

populations. 
 Participation in the research involves more than minimal emotional or physical risk. 
 The researcher has a relationship with the research participants outside of the research 

study. 
 The research involves the collection or discussion of sensitive information 
 The research involves external funding 

 
 
COOPERATING AGENCIES OR INSTITUTIONS 
Check if your research involves the cooperation of any agency or institution (including Saint 
Mary’s University) for any of the following activities (check all that apply): 

 Recruitment or solicitation of participants/subjects. 
 Collection of original data for your research project. 
 Use of archival data owned by the agency or institution. 
 IRB review or its equivalent by the cooperating institution 

 
If you checked one or more of the above, you must have the cooperating agency or institution 
complete and sign a Research Cooperation Agreement and submit it with your proposal.  Check 
with your research supervisor about procedure if SMU approval is required before the 
cooperating institution can approve.  
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REQUIRED DOCUMENTATION 
Determine whether your research project utilizes or involves any of the following.  Check all that 
apply to your research project. If an item is checked, the specified documentation must be 
submitted with the RRB application. 
 

 Recruiting poster, advertisement, e-mail, written or verbal announcement, or other 
communication used to recruit participants for the research study.  

Attach	  a	  copy	  of	  all	  documents	  used	  to	  solicit	  participants	  for	  the	  research	  study.	  Label	  these	  
documents	  Appendix	  A.	  
	  

   Consent Form for participation in the research study 
Attach	  a	  copy	  of	  the	  consent	  form.	  Label	  this	  document	  Appendix	  B.	  A	  template	  for	  the	  
standard	  elements	  in	  the	  consent	  form	  may	  be	  found	  at:	  	  [provide	  a	  link	  or	  web	  address	  for	  
sample	  consent	  form]	  
	  

 Cover letter, written or verbal instructions, request for a summary of the results, or other 
document(s) given to research participants. 

Attach	  a	  copy	  of	  any	  instructions,	  cover	  letters,	  request	  for	  a	  summary,	  or	  other	  documents.	  
Label	  these	  documents	  Appendix	  C.	  
	  

X  Original survey, questionnaire, test, demographic information sheet, or other instrument 
designed for this research project. 

Attach	  a	  copy	  of	  the	  instrument.	  	  The	  instrument	  must	  be	  in	  its	  final	  form,	  ready	  to	  distribute	  
to	  participants.	  	  Label	  these	  documents	  as	  Appendix	  D.	  
	  

 Existing test, measurement scale, or other instrument developed by another individual or 
agency  

Attach	  a	  copy	  of	  each	  instrument	  or	  a	  link	  to	  the	  website	  from	  which	  the	  instrument	  is	  
available.	  	  For	  each	  instrument	  provide	  documentation	  for	  one	  of	  the	  following:	  	  a)	  The	  
instrument	  is	  in	  the	  public	  domain,	  b)	  You	  have	  the	  written	  permission	  of	  the	  author	  of	  the	  
instrument	  to	  use	  it	  for	  your	  research,	  or	  c)	  A	  receipt	  for	  purchase	  of	  the	  instrument.	  Label	  
these	  documents	  Appendix	  E.	  
	  

 Archival data subject to regulations governing the use of health care data or student 
records. 

Attach	  documentation	  explaining	  how	  your	  use	  of	  the	  data	  is	  consistent	  with	  relevant	  HIPPA	  
regulations,	  FERPA	  regulations,	  or	  state	  statutes.	  Label	  these	  documents	  as	  Appendix	  F.	  
	  

 Disclosure of potential conflict of interest. 
List	  the	  amount	  and	  source	  of	  any	  external	  funding	  for	  your	  project,	  and	  disclose	  any	  
relationship	  with	  the	  funding	  source.	  	  Describe	  any	  past,	  present,	  or	  future	  relationship	  with	  
any	  of	  the	  research	  participants	  outside	  of	  the	  context	  of	  the	  research	  project.	  Describe	  any	  
past,	  present,	  or	  future	  relationship	  with	  the	  cooperating	  institution.	  	  Label	  these	  documents	  
as	  Appendix	  G.	  
	  

X 	  	  Certificate	  of	  completion	  of	  CITI	  Training	  
All applicants must attach a copy of the certificate of completion of the appropriate 
CITI training modules.  This box must be checked by all applicants. 
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Appendix D: Research Participation Consent Form 
 
 

SCHOOL OF GRADUATE AND PROFESSIONAL PROGRAMS 
 
 You are invited to participate in a research study about how Black males with doctoral 

degrees succeeded as students with positive educator expectations. This study is being 

conducted by Tommy A. Watson under the supervision of Dr. Yvette Pye, Ph.D. The study will 

be used to fulfill a requirement for completion of a degree in Doctor of Education in Leadership 

at Saint Mary’s University of Minnesota. 

 Please read this form carefully and ask any questions you may have before agreeing to 

participate in the study. 

 
What the study is about? 
 

The purpose of this research study is to examine how Black males with doctoral degrees 

succeeded as students with educators' expectations. To that end, this will focus on the lived 

process of Black males with doctorates as students with positive educator expectations. 

Examining the perceived beliefs about what the participants thought educator beliefs in them 

were important. Due to the limited body of research in this area, this will better help our 

understanding and provide us with insights of the influence of expectations on academically, 

accomplished Black males.    

Why am I being asked to participate in this study? 

You are being asked to participate because you meet the following criteria:  a) Black Male 

(at least one parent with African or African American Ancestry), b) Must possess a doctorate, c) 

living in a Midwestern state and d) had been impacted to some degree by teacher expectations. 

 
What will I be asked to do if I participate? 
 
  If you agree to take part in this study, you will be asked to participate in a one-on-one 

interview that will span 45-60 minutes at a location of your convenience. The questions for the 
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interview will focus on your perception of caring educators and what they did to help you be 

successful in school. The researcher will gather data through semi-structured interviews. There 

will be fifteen interviews conducted with Black males with doctorates. After each of the 

participants agreed to partake in the study, the time, date, and location for the interview will be 

determined. A detailed letter to confirm the interview will be sent to each participant explaining 

the purpose of the study shortly after the phone conversation. The amount of time for each 

interview, and the usage of results from the interview as well as the interview questions will be 

sent to the participants prior to the interview.  

 The interviews will be conducted over a two-month period. All participants will be 

interviewed individually. The same researcher conducted each interview  

 The interviewer will start all interviews by introducing and explaining the purpose of the 

study. Each participant will be asked to sign the participant consent form prior to starting the 

interview.  

 The recordings will be stored in a locked box in the researchers home office. The coded 

data will be saved on back up files for future reference. Another copy of the same coded data 

will be made for sorting and linking data categories according to topics. For confidentiality and 

safety purposes of the participants, all audio recordings, transcriptions, and field notes will be 

kept in a fireproof safe box where only the researcher has access to it. The written data will be 

saved into two different locations, hard-drive and flash drive.  

 When the findings are merged and completed, a copy will be sent to each of the 

participants via e-mail and U.S. Postal mail upon request. All participants will be volunteers and 

there are no financial gains for participating in the study. The only gain for the researcher and 

participants will be to advance the knowledge and information on positive educator expectations 

had on Black males with doctorates.   

What are the risks and the benefits of participating in this study?   
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The researcher will reduce the chance for harm to any participants by keeping all data 

and identities confidential. Participants will be identified by pseudonyms. All data will be kept 

only on the password-protected computer of the researcher and in locked cabinets in the 

researcher’s home office.  

 You may not directly benefit from this research; however, we hope that your participation 

in the study may inform educators about the impact of their expectations on the academic 

success of Black males.   

Is there any compensation for participating in this study? Are there any costs to 
participate? 
 
Participation in this study will not cost you anything and you will not be paid to be in this study. 
 
What kind of information about me will be collected, and what will happen to that 
information? 
 
 The researcher will take field notes as well as audio tape all of the interviews. Within the 

same week, the researcher will review the audiotapes, transcribed the entire interview, and ask 

participants to verify the transcription for accuracy. When all of the interview are transcribed, a 

final report of the common themes were identified, compiled, and written.  

  The records of this study will be kept private. In any sort of report we might publish, we 

will not include any information that will make it possible to identify a participant. Research 

records will be stored securely and only researchers will have access to the records. The 

original data will be destroyed five years after the study is completed. ” 

What if I do not want to participate in this study? 

 You do not have to be in this study if you do not want to.  If you agree to be in the study, but 

later change your mind, you may drop out at any time.  There are no penalties or consequences of 

any kind if you decide that you do not want to participate. Also, during the interview you do not 

have to answer any question that you do not want to answer.” 

Who do I contact if I have concerns or questions? 
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 Please review this consent form carefully before making a decisions about whether or 

not to participate in the research study. We will be happy to answer any question you have 

about this study. If you have further questions about this study or if you have a research-related 

problem, you may contact the researcher, Tommy A. Watson, 651-230-1812, 

tawatson@tawatson.com  or the faculty advisor Dr. Yvette Pye, 612-728-5139, 

ypye@smumn.edu  If you have any questions concerning your rights as a research participant, 

you may contact the Saint Mary’s University SGPP Research Review Board (RRB) at 612-728-

5100. 

Statement of Consent: 
 
I have read this form and decided that I will participate in the project described above.  Its 
general purposes, the particulars of involvement and possible risks and inconveniences have 
been explained to my satisfaction.  I understand that I can withdraw at any time.  My signature 
also indicates that I have received a copy of this consent form. 
 
 
Print the participant’s 
name:_______________________________________________________ 
 
 
Participant’s Signature:__________________________________ Date: __________________ 
 
 
Signature of parent or guardian:___________________________ Date: __________________ 
<Include if minors are involved> 
 
Print the name of the Principal Investigator __________________________________________ 
 
Signature of Investigator:_________________________________Date: __________________ 
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Appendix E: CITI Completion Report 

 


