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 From the Office of the Executive Director and Founder 

Welcome to the Fall/Winter 2018 Edition of the Journal of Educational Research and
Interdisciplinary Studies. It is an honor and privilege to share the Journal of Educational Research
and Interdisciplinary Studies [JERIS] with you. The aim is to provide quality educational research
and refined educational practices that will afford you as the reader to be empowered as a
leader/practitioner as well as serve as an active transformational change agent within your higher
educational institution.
Thus, the [JERIS] is published four times throughout the year allowing current educational
researchers to conduct thorough research in a number of academic areas. In doing so, JERIS is
committed to publishing information that will assist higher educational institutions with the needed
tools to improve the overall quality of instruction, leadership, teaching and learning, retention
(administration, faculty and students), student engagement—while providing additional scholarly
resources that will aid in supporting diversity and multicultural education.
Lastly—I asking you to support [JERIS] by sharing it with your esteem colleagues and encourage
them to read it and to submit a scholarly research article for publication.
Educationally yours,
Jà Hon Vance

Jà Hon Vance
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A PARADIGM SHIFT IN POLICING FROM WARRIORS TO GUARDIANS
~Commentary~
Author: Samuel Johnson, Staff Member for the Council Budget and Appropriation—Baltimore
City Council

During the 2016 Maryland General Assembly session both houses of the legislature passed the
Maryland Justice Reinvestment Act, and on May 19, 2016 Governor Larry Hogan signed it into
law. The intent of the bill was to move away from the zero-tolerance crime control model that
inflicted harsh penalties on those arrested, charged, and sentenced to mandatory minimums for
non-violent crimes, to one that focused on treatment versus incarceration and worked to reduce
the prison population. But a change in policy must be reflective in a change in practice.
That change in practice starts with the men and women on the frontlines of America’s law
enforcement agencies. A transition to a more community-oriented policing approach would
change the current philosophy of policing from “warriors” to “guardians.” Historically under the
warrior mentality, law-enforcement practices called for a heavy dose of enforcement and
punishment to deter crime. But as many have seen, the war on drugs and other failed crime-control
models have come up short. As former federal drug czar Barry McCaffrey put it in the context of
drug enforcement, “We can’t incarcerate our way out of the problem.” Treatment programs for
drug offenders, he argued, “would be more effective and would save a great deal of money.”
A greater reliance on social services such as drug treatment would be a hallmark of a guardian
philosophy of policing. But what would policing look like under a new guardian model? In
essence, police would need to become the liaisons between everyday people and social and health
services, not solely the gatekeepers to America’s jails.
Many traditionalists will argue that it is not the job of the police to be social workers. “There are
social workers in the city. There are other agencies that provide jobs and other services,” former
Baltimore police commissioner Edward T. Norris said when he was appointed. “We’re the police.”
But as every street cop knows, in the real-world police do serve as social workers. More than 90
percent of police calls for service require the resolution of some social problem, and in most cases
responders serve as the intake officers with respect to diagnosing the problem and directing
residents toward the relevant resources.
The failure of most police organizations is that they have equipped their personnel with the
capacity and skills only to enforce laws and not the ones they need to deal with social problems.
Going forward, police organizations that see themselves as guardians must provide officers with
this education and training. When officers can demonstrate the ability to solve problems and not
just make arrests, this will resonate with communities more than anything else.
Municipalities big and small are equipped with agencies and resources to deal with many of the
social problems faced by their residents. But many of those resources are underutilized because
many citizens don’t know they exist. In many cases, even government workers are unaware of
them. While police will not be able to resolve every social problem, they should have relationships
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with other local-government agencies and non-government organizations to be able to connect
people with the resources that they need to receive appropriate services. Through a shift in practice
to a guardian approach, police will be able to start repairing broken relationships with the
communities they serve.
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Promoting Identity Development in Student Athletes:
There’s An App for That
Special Research Funding Note: This research work was funded by the National Collegiate Athletic
Association—(NCAA) under the NCAA Innovational Grant.

Authors: Paul C. Harris, University of Virginia
Brian Pusser, University of Virginia
Darren Kelly, University of Texas-Austin
Michael Hull, University of Virginia
Phil Gates, University of Virginia
Rachel Desmond, University of Virginia

Abstract
Ready Athletes, a mobile application, provides guidance on a variety of topics related to healthy
identity development. This study measured changes in the identity development of collegiate
student athletes using the application. While the quantitative results are not significant, those who
participated in the qualitative interviews noted the benefit of the intervention in terms of positive
reinforcement, goal awareness, critical thinking, aiding their identity development, and
convenience in accessing such knowledge.
Introduction
The need for support of collegiate student-athletes’ identity development is readily apparent.
Emerging adults are engaged in a variety of developmental tasks such as identity formation,
becoming personally competent, developing interpersonal relationships, and planning for the
future. Playing a sport adds an unexpectedly complex layer to these stage-related tasks (Heird &
Steinfeldt, 2013). Gayles (2015) noted that student-athletes must balance a unique set of
circumstances, such as balancing athletic and academic endeavors, social activities with the
isolation of athletic pursuits, athletic success or lack of success with maintenance of mental
equilibrium, physical health and injuries with the need to keep playing, the demands of various
relationships, and reconciling the termination of an athletic career with setting goals for the future.
As such, the degree to which one exclusively identifies with the athletic role, also known as athletic
identity, can have a variety of implications. Specifically, over-identification with the athletic role
has been tied to harmful outcomes, such as decreased college success and lower rates of completion
(Harris, 2014; Comeaux, 2013; Kelly & Dixon, 2014). There is a critical need for interventions
that promote student athletes’ healthy identity development.
This study used Ready Athletes, a mobile application, to promote healthy identity development in
collegiate student athletes. Ready Athletes allowed student athletes to instantly and conveniently
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access guidance on a variety of topics related to healthy identity development and the research
team measured changes in the identity development of student athletes using the application.

Literature Review
According to Berzonsky, Soenens, Luycks, Smits, Papini, and Goossens (2013), a well-integrated
identity provides a frame of reference for making decisions and interpreting experiences.
Berzonsky (1990, 2004) developed a model of identity formation that suggests three different
identity-processing styles: informational, normative, and diffuse-avoidant. Berzonsky et al (2013)
suggest that individuals with an informational identity style have a clear sense of commitment and
direction; those with a normative identity processing style are conscientious, self-disciplined, and
have a strong sense of commitment, but also internalize the expectations and standards of others;
those with a diffuse-avoidant style tend to put off dealing with identity conflicts and decisions as
long as they can, and when they do act on decisions it is largely determined by situational
circumstances and consequences. Berzonsky and Barclay (1981) suggested that these three styles
embody what is presented in James Marcia’s (1966) four identity statuses: diffusion, moratorium,
foreclosure, or achievement. Marcia’s four categories borrow from Erikson’s (1994)
conceptualization of identity development as a task involving exploration of various possible
positions in the world and ultimately making mature commitments to certain ones, such as religion,
career, political affiliation or sexual orientation. Each status category can be defined by the
presence or absence of exploration and commitment. The informational identity processing style
is associated with the achieved or moratorium identity status; the normative identity processing
style is associated with the foreclosed identity status; and the diffuse-avoidant identity processing
style is associated with the diffusion identity status (Berzonsky, 2011).
Persons in the diffused category are not actively involved in exploring possible life choices, nor
have they made any firm commitments to them. While this may be common in adolescence, it
could become problematic later on. Persons whose identity is diffused (i.e., confused) may not
trust their ability to find and commit to a meaningful path in life, or they might deny their need to
do so. They may also lack a sense of optimism about the future. These individuals may also situate
themselves within a highly controlling environment that dictates the conditions of their behavior
and the nature of their views. The collegiate athletics landscape, in all its efforts to guide student
athletes, has the potential (though preventable) to become that highly controlled environment that
the diffused person seeks, which might seem okay for a while until that environment is no longer
there. The persons in the moratorium category distinguish themselves form diffusion in that there
is more exploration, though still a lack of commitment. The prize to be gained from this adolescent
and early adult trial and error is an identity that has been personally constructed. Constructed
identity is not based on a predetermined set of expectations—but represents either a personal
redefinition of childhood and early adolescent goals and values or perhaps something very
different from them. Foreclosure describes a category of individuals who make commitments with
little or no exploration of alternatives (Marcia, 1980; Marcia, 1964). It may also characterize young
people entering adolescence who incorporate the values and goals of significant others, such as
their parents, without reflection. These commitments are, by definition, premature, preordained by
or constrained by some circumstance. The identity attained by those who are foreclosed is called
a conferred identity, rather than a constructed one. Foreclosure’s perspective on the future involves
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meeting the expectations of a “prearranged set of ideals.” Identity achievement comprises
individuals whose development has been marked by exploration and commitment to certain
alternatives (Marcia, 1980; Marcia, 1967).
New technologies open opportunities for innovative approaches to developing healthy identities
for student-athletes. The use of technology offers the opportunity for creating high impact and time
efficient interventions, which are critical given the time demands already placed on studentathletes. Given the unique time demands that student-athletes endure, a mobile app creates a
unique mechanism through which such identity development can efficiently occur. The use of
technology maximizes instructional time, which is critical given the time demands already placed
on student-athletes (Walker, 2011). Using a mobile app can facilitate and enhance individual and
collaborative learning experiences independent of time and place (Biden & Ziden, 2013).
The use of Ready Athletes, a mobile application that can be installed on any mobile device can
allow student athletes to instantly and conveniently access guidance on a variety of topics. Such
a multidimensional sense of self has been found to protect one’s self-concept in the event of failure
in one dimension (Heird & Steinfeldt, 2013).
Research Questions
1. Does the utilization of the Ready Athletes mobile application have an impact on the identity
development of collegiate student athletes?
2 How do collegiate student athletes make meaning of their use of Ready Athletes mobile
application?
Conceptual Framework
Mobile learning (M-Learning) refers to the use of wireless or mobile devices for the purposes of
learning while in transition (Park, 2011). M-learning solutions are incredibly useful for making
learning more flexible and personalized, enabling education to be provided independent of time
and space (Tetard, Patokorpi, and Carlsson, 2008). Transactional distance theory (TDT) is the
primary framework through which Ready Athletes is conceptualized and delivered. The learning
outcome of this project is identity development, which is understood through the lens of identity
status theory, the study’s secondary framework.
TDT is one of the primary theoretical underpinnings in the field of distance education, and
generally describes the relationship between three variables: dialogue, structure, and learner
autonomy (Moore, 1980, 1993). Moore (1980, 1993) suggests that transactional distance is a
psychological and communication space that needs to be crossed by “instructor” and learners.
When autonomy is low, the need for structure is high, and when structure is low the need for
autonomy is high. Further, interventions with low dialogue require a high degree of learner
autonomy, and interventions with low dialogue and structure require a high degree of learner
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autonomy. Ready Athletes is structured to provide learners with a high degree of autonomy, thus
minimizing the transactional distance (see Figure 1.).

Identity status theory, espoused by Marcia (1967) suggests that there are four identity statuses that
individuals can occupy: Diffusion, moratorium, achievement, and foreclosure. Marcia (1967,
1980) suggests that an adolescent’s identity is shaped by crises, or the extent to which one’s values
and choices are being reevaluated, and commitment. Each status category can be defined by the
presence or absence of exploration and commitment (see Figure 2).

Figure 1.

A 3D Model of transactional distance

Transactional
distance

Transactional distance can be
viewed as a set of tiered platforms.
As one steps away from the origin
(dialog or structure), the steps also
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Figure 2.

Methodology and Data Collection
Participants
The goal of this project was to develop and assess the impact of Ready Athletes, a mobile
application designed to promote the healthy identity development of student athletes. Ready
Athletes alerted participants to messages 3 times per week for 5 weeks. The timing of the
intervention was determined, in large part, by the timing of the funding for the project.
After IRB approval, the majority of student athlete participants were recruited through a course
taught by a co-investigator that had an enrollment of 235 students, 40% of which were student
athletes. E-mails were sent to all student athletes at this University, regardless of whether or not
they were in this course. Fourteen (14) participants were in the treatment group and had access to
the Ready Athletes content. They were sent messages related to identity development on Mondays,
Wednesdays, and Fridays throughout the semester. Thirteen (13) participants in the control group
received placebo messages through Ready Athletes. Efforts were made to ensure that no student
athletes felt compelled or coerced to participate.
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Intervention
The messages in the app were written through the framework of identity status theory. Each
message is constructed in such a way that encourages the informational processing style which
aligns with achievement and moratorium. The treatment group received messages through Ready
Athletes on Mondays, Wednesdays, and Fridays for five (5) weeks. On Mondays, an “Awareness”
message highlighted some aspect of identity development. On Wednesdays, an “Advice” message
provided a suggestion for how the student athletes could operationalize Monday’s “Awareness”
message in their own lives, with the intent of maximizing their ownership of their identity
development. On Friday, an “Advance” message provided encouragement and reinforcement that
extended Wednesday’s “Advice” message. The participants in the control group were sent
messages unrelated to identity development through Ready Athletes.

Data Analysis
The Revised Identity Style Inventory (ISI – 5) was the quantitative measure used in this study,
while phenomenological interviews provided a qualitative inquiry into the efficacy of the
intervention. This mixed-method approach was embraced to provide as holistic an understanding
of the impact of this intervention as possible.
For quantitative analysis, descriptive statistics were assessed as a first step to determine the mean
scores and standard deviations for each identity processing style on the pre- and postadministrations of the ISI-5. Reliability estimates of each component of the inventory (pre and
post) were also assessed. A split-plot repeated measures analyses of variance (ANOVA) was
conducted to evaluate the between groups, within subjects, and interaction effects on each of the
four component scores in the inventory.
The researchers also utilized a limited number of in-depth, semi-structured interviews with those
from the treatment group willing to participate (i.e., 5 participants) to further understand the
meaning of the intervention for the participants. Open-ended questions with prompts and followup questions were employed in order to elicit both breadth and depth in responses (Breakwell,
1995). The interviews were recorded and transcribed, after which the researchers employed a
thematic analysis, a foundational method for qualitative analysis (Braun & Clarke, 2006).

The following steps were taken by the research team in conducting the thematic analysis:
1) Read through the entire data set at least once prior to coding; 2) After producing a list of ideas
about what is in the data, generated initial codes from the data, coding for as many potential
themes/patterns as possible using NVivo software; 3) Sorted the codes into identified potential
themes; and 4) Reviewed the themes, collapsing themes into others where appropriate, and ensure
that data within themes are consistent. Sample questions are provided in the Appendix.
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Findings
Quantitative
Reliability estimates on all component scores in the pre-measurement were below normally
acceptable levels (α = .70) except for the Informational Style component (α = .75). In the post
measurement all components exceeded normally acceptable levels of reliability except for the
Normative Style component (α = .63). Table 1 shows the means and standard deviations for all
four of the identity processing style scores on the pre- and post- administrations of the ISI-5. Table
2 shows the results of the split-plot repeated measures ANOVA models. Figure 3 is a plot of a
power analysis conducted to determine the sample size required to detect a significant difference
in the interaction effect given the effect sizes and correlations between pre and post scores found
in this study.
Table 1.
Means and standard deviations by pre / post test and treatment condition. (ntreatment = 14 and
ncontrol = 13)
Pre Test

Post Test

Treatment

Control

Treatment

Control

M (SD)

M (SD)

M (SD)

M (SD)

Informational Style

35.86 (3.57)

34.39 (4.44)

35.86 (4.60)

34.92 (4.46)

Normative Style

23.64 (3.63)

27.08 (2.90)

24.71 (3.69)

26.54 (3.73)

Diffuse-Avoidant Style

19.50 (3.80)

22.92 (3.82)

19.57 (4.67)

21.08 (4.89)

36.00 (3.33)

34.46 (4.41)

35.93 (5.15)

36.46 (4.26)

Strength

of

Communication
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Table 2.
F statistics, p values, and eta squared effect sizes resulting from the fixed effect split plot
repeated measures ANOVAs.

Informational Style

Normative Style

Diffuse-Avoidant Style

Strength of Communication

Effect

F

p

η2partial

Group

0.640

.431

.025

Time

0.158

.694

.007

Group x Time

0.158

.694

.007

Group

5.680

.025

.185

Time

0.116

.736

.005

Group x Time

1.060

.313

.041

Group

2.768

.109

.100

Time

1.373

.252

.052

Group x Time

1.603

.217

.060

Group

0.117

.735

.004

Time

1.496

.233

.056

Group x Time

1.726

.201

.065

The power of the significance tests in this study were hampered by the small sample (N = 27), but
the power analysis provides some guidance as to how many participants would be needed in future
research to obtain statistically significant results (N = 788 when power = .80). Additionally,
increased sample size would allow researchers to confirm the factor structure of the ISI-5, which
would enhance the argument for the validity of the measurements. Another limitation was the time
of treatment (5 weeks). Since, as Marcia (1967, 1980) suggests, adolescent identity is shaped by
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crises that drive the reevaluation of values and choices, sufficient time must be allowed for these
processes to occur and future research should extend the length of the treatment. The preferred
identity processing style is the information identity processing style, as individuals who embody
this style intentionally seek out, evaluate, and utilize self-relevant information (Berzonsky et al,
2013).
Figure 3.

Qualitative
The semi-structured interviews conducted with 5 of the participants yielded five themes from the
data: Identity, positive reinforcement, goal awareness, critical thinking, and limited time and the
need for convenience. The themes are further explicated below, along with representative quotes
from the interviewees.
Theme 1: Identity
Identity was a central theme espoused throughout the interviews with the student-athletes. The
purpose of the project was to focus on identity development of student athletes. It was mentioned
multiple times throughout each interview and in some cases was a new concept for the studentathletes to learn about and understand.
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“And so, and this, reminds you about your identity and like where you came from and like where
you are trying to get to. I think it is very beneficial to see that and know that 1. That athletics isn’t
everything and there is a lot more that goes into just being a good player and I think when you’re
feeling healthy and better about the other aspects of your life, you are able to perform on the field
at a higher level with more confidence.”
-George, Junior, 21 years old, Male, White, Lacrosse player
Theme 2: Positive Reinforcement
Participants indicated that the messages received through the app helped to motivate them and
inspire confidence in themselves. Overall, the messages served as positive reinforcement for the
positive activities they were currently doing and the goals they were aspiring to achieve.
“For me it was more of a reinforcement of what I already knew. But I think it was really helpful
in the sense that these are not things that I think about all the time or like they might cross my
mind but I don’t focus in on it all the time so basically like if I kind of have goals for myself, like I
am not a great, I am a good goal setter, I am very goal oriented but I am really great at trying to
get myself there. Like sometimes especially a long-term goal. So, there was one day where it came
out and said you have to put yourself around people that are kind of going in the direction you
want to go. Um, that can kind of help you mold your identity and kind of what you want to see
yourself doing in the future things like that. And it was just like a good reminder because sometimes
people get wrapped up in the day, what you have to do, what you are doing right here and now.”
-Jackie, Junior, 20 years old, Female, Black, Women’s basketball player
Theme 3: Goal Awareness
Participants did mention that goal setting was a major component of their lives and how the app
made them reflect on, reinforce or even re-think the academic, athletic and career goals they set
for themselves.
“I think it [the app] was really helpful in the sense that these are not things that I think about all
the time or like they might cross my mind but I don’t focus in on it all the time so basically like if
I kind of have goals for myself, like I am not a great, I am a good goal setter, I am very goal
oriented but I am really great at trying to get myself there.”
-Jackie, Junior, 20 years old, Female, Black, Women’s basketball player
“I just learned to like visualize different things while working, and you know, when I’m tired, I
really don’t want to get up in the morning, I really don’t want to do something that I have to do,
you just think about your future self and you know if you try to build yourself to be that person.
That is just never something I applied in my life until I read some of these things.”
-Richard, Freshman, 19 years old, Male, White, Football player
JERIS | 17

Theme 4: Critical Thinking
The participants expressed statements that highlighted how the app prompted them to think
critically about concepts, situations, and behaviors that were relevant to their lives. As opposed to
being just something they read and forgot about, the messages forced the student-athletes to engage
with the material and concepts in order to get a better grasp of the ideas.
“You were able to get the messages across…you are able to interpret it in your own way because
of the medium you’re getting it under so you like the message could be broad …and they might
take it and say like oh wow, okay this helps me motivate me to keep working on my progress that
I am making. Whereas you might have someone that is struggling in classes and [says to themself]
“you know what I should put more time into this” so because you’re reaching so many different
people and you don’t know what they’re going through and…it was left to interpretation, I think
you were able to get to different people and affect them all in unique ways and help them
individually.”
-Christina, Senior, 21 years old, Female, White, Softball player
“I feel like it [the app] is prompting you to do the thinking on your own. Which I definitely liked
because I feel like a lot of the tutoring or life skills stuff you have to like kind of have the motivation
to go there and spend an hour or two like whatever once a week at this set time whereas this kind
of just buzzes and you could look at it 40 minutes later and it would still be there. And most of it is
just kind of sparking the thought process within.”
-Mike, Senior, 21 years old, Male, White, Soccer player
Theme 5: Limited time and the need for convenience
With the participants being student-athletes, it is assumed prior to the study and confirmed through
the interviews that they had a limited amount of time to focus on activities outside of core academic
work and sport-related commitments. Participants overall felt that the app allowed them to do
activities that would typically take longer in group or individual sessions or classes.
“…through this app you, like you can look back at it or the tasks aren’t daunting or you’re not
sitting through an hour-long lecture or an hour-long presentation. But with this [app] it had the
ability to reach you and you could go back and check it out another time.”
-Christina, Senior, 21 years old, Female, White, Softball player

“I mean the fact that it came through my phone was super convenient um again, I think if it was
one click and you were there, it would be a lot simpler, but the fact that it was still on my phone
and I didn’t have to read a book to find it, I didn’t have to go on my computer to find it, the fact
that is was in the palm of my hand, I didn’t even have to look it up, it was there for me and it was
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something I could still use every message was useful, every message I could apply to my everyday
life.”
-Richard, Freshman, 19 years old, Male, White, Football player
Discussion
The quantitative findings suggest that there is promise for the utility of the Ready Athletes mobile
application amongst collegiate student athletes. While the sample size proved limiting, the results
suggest that use of the mobile application facilitated growth along the information processing style
continuum. While designed to facilitate the transition and success of collegiate student athletes,
the often-highly controlled environment of athletics departments also increases the potential for
student athletes to adopt the diffused-avoidant style. Having an easily accessible, convenient
mechanism for knowledge, awareness, and skills to actively promote one’s identity development
can be critical for student athletes. Such development has implications for their success in college
and beyond.
The student athletes interviewed helped explicate the app’s benefit in terms of their identity
development. Specifically, there may be constructive and positive behaviors that contribute to
healthy identity development that student athletes are already displaying, but that may go
unreinforced, which could lead to discontinuing such behavior. Ready Athletes confirms, via
research-based messages, that such behaviors should not only be continued, but increased. It also
provides reasons as to why and how such behaviors can translate into success that the student
athletes seek during and beyond their playing days.
Further, given the limited time that student athletes have, given their commitments, it proves
beneficial to be prompted to reflect upon the type of individual they are and who they want to be.
This behavior is critical to their developing autonomy and making decisions that are based on their
own exploration. Naturally, then, we can see more success amongst student athletes in their
transitions out of their sport, whenever that time comes. To that end, student athletes who have
athletic aspirations are more readily amenable to such prompting when they perceive that such
guidance is not mutually exclusive of their athletic pursuits. The Ready Athletes intentionally
supports the athletic endeavors of student athletes with the encouragement to proactively pursue
healthy identity development which will have benefits in and out of their sport. Sports
participation, as previous research clearly suggests, can be a critical mobilizing mechanism. It, in
and of itself, is not the problem. The organization and delivery of such experiences is what Ready
Athletes attempts to augment in ways that mitigate what could be negative effects of participation
in an increasingly complex collegiate athletics landscape.

Limitations and Future Research
The potential for the app’s content is limitless. Work on additional content that aligns with identity
status theory, as well as learning and study strategies content for the app is already underway by
the researchers and will be included in future research.
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Further, future research should also increase the sample size and extend the time of treatment such
that the results can be more generalizable to the population.
Lastly, future research should include a disaggregation of data, particularly by race and gender.
Black male student athletes, for example, have disproportionately negative experiences in
comparison to their White student athlete and Black male non-student athlete counterparts (Harper,
Williams, & Blackman, 2013). For example, it has long been established that Black male student
athletes underperform academically at NCAA member institutions (Cooper & Hall, 2016). Critical
race theory as a theoretical paradigm within which to pursue such research should also be
considered (Carter-Francique, 2015; Singer, 2016). Research that extends this study will add to
the growing but small body of work (Martin, Harrison, & Bukstein, 2010) that is devoted to
interventions that contribute to the success of Black male student athletes.

Conclusion
All college students are encouraged to engage in self-exploration in order to develop a clear sense
of self, commitment, and direction. Playing a sport can either complement or impede this process,
and much depends on the supports in place for student athletes.
Ready Athletes, a mobile application, was developed to support the healthy identity development
of student athletes in and out of their sport in a time efficient manner. Ready Athletes includes a
library of messages that are rooted in identity status theory and provide practical guidance on how
to develop a healthy identity.
Our findings suggest that the Ready Athletes allowed for student athletes to access information
and guidance on their own time, and that the messages provided specific action steps for the student
athletes to implement.
The free Ready Athletes can easily be incorporated into the practices of life skills coordinators,
sport psychologists, student affairs administrators, and any other campus level personnel for whom
the identity development of student athletes is a priority. Further, content can easily be expanded
and updated to align with institutional programs designed to meet the needs of current student
athletes. It also has the potential to greatly enhance the efficiency of the delivery of services already
received by student athletes. Delivery of such content in this way enables advisors, instructors, and
other stakeholders to maximize personal time spent with student athletes, building on the content
delivered through Ready Athletes.
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Appendix
I.

Revised Identity Style Inventory (ISI-5)

1

2

3

4

5

Not at all like

Very much like

me

me

1. I know basically what I believe and don’t believe.
1

2

3

4

5

2. I automatically adopt and follow the values I was brought up with.
1

2

3

4

5

3. I’m not sure where I’m heading in my life; I guess things will work
themselves out.
1

2

3

4

5

4. Talking to others helps me explore my personal beliefs.
1

2

3

4

5

5. I know what I want to do with my future.
1

2

3

4

5

6. I strive to achieve the goals that my family and friends hold for me.
1

2

3

4

5

7. It doesn’t pay to worry about values in advance; I decide things as
they happen.
1

2

3

4

5
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8. When facing a life decision, I take into account different points of view
before making a choice.
1

2

3

4

5

9. I am not really sure what I believe.
1

2

3

4

5

10. I have always known what I believe and don’t believe; I never really
have doubts about my beliefs.
1

2

3

4

5

11. I am not really thinking about my future now, it is still a long way off.
1

2

3

4

5

12. I spend a lot of time reading or talking to others trying to develop a
set of values that makes sense to me.
1

2

3

4

5

13. I am not sure which values I really hold.
1

2

3

4

5

14. I never question what I want to do with my life because I tend to
1

2

3

4

5

follow what important people expect me to do.
15. When I have to make an important life decision, I try to wait as long as
possible in order to see what will happen.
1

2

3

4

5

16. When facing a life decision, I try to analyze the situation in order to
understand it.
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1

2

3

4

5

17. I am not sure what I want to do in the future.
1

2

3

4

5

18. I think it is better to adopt a firm set of beliefs than to be open-minded.
1

2

3

4

5

19. I try not to think about or deal with personal problems as long as I can.
1

2

3

4

5

20. When making important life decisions, I like to spend time
thinking about my options.
1

2

3

4

5

21. I have clear and definite life goals.
1

2

3

4

5

22. I think it’s better to hold on to fixed values rather than to consider
alternative value systems.
1

2

3

4

5

23. I try to avoid personal situations that require me to think a lot and deal
with them on my own.
1

2

3

4

5

24. When making important life decisions, I like to have as much
information as possible.
1

2

3

4

5

25. I am not sure what I want out of life.
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1

2

3

4

5

26. When I make a decision about my future, I automatically follow what
close friends or relatives expect from me.
1

2

3

4

5

27. My life plans tend to change whenever I talk to different people.
1

2

3

4

5

28. I handle problems in my life by actively reflecting on them.
1

2

3

4

5

29. I have a definite set of values that I use to make personal decisions.
1

2

3

4

5

30. When others say something that challenges my personal values or
beliefs, I automatically disregard what they have to say.
1

2

3

4

5

31. Who I am changes from situation to situation.
1

2

3

4

5

32. I periodically think about and examine the logical consistency between
1

2

3

4

5

my life goals.
33. I am emotionally involved and committed to specific values and ideals.
1

2

3

4

5

34. I prefer to deal with situations in which I can rely on social norms and
standards.
1

2

3

4

5
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35. When personal problems arise, I try to delay acting as long as possible.
1

2

3

4

5

36. It is important for me to obtain and evaluate information from a
variety of sources before I make important life decisions.
1

2

3

4

5

II. Semi-Structured Interview Questions
1. Tell me about your experience using the app?
2. What if anything, did you learn that you did not know prior to utilizing the app?
3. How, if at all, has your behavior changed as a result of utilizing the app?
4. Did any particular message(s) have a major impact on you? Explain
5. What meaning or impact did this experience and these daily messages have on you?
Academically? Athletically? Personally?
6. Explain in detail your opinion on how the information was delivered to you? Frequency?
Technology? Etc.
7. How can we make this app and intervention better? What do you see as areas for
improvement?
8. What other types of (i.e. particular subjects or skills) messages should be added to this
app?
9. What areas do you think would be important to your peers? 1st years? 2nd years? 4th
years? Scholarship? Walk-On
10. How often did you complete the prompts/assignments that were given to you via the app?
Were these assignments helpful? Explain
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11. Would you recommend this app and program to your peers, friends, or colleagues?
Explain why or why not.
12. How does this experience compare to other life skills workshops (in-person, online,
conference presentation, one-on-one, group, class) in which you’ve participated? Explain
in detail.
13. Is there anything else you’d like to discuss or any other feedback that you have regarding
this experience that we haven’t covered?
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WHY ARE AFRICAN AMERICAN MALES LEAVING OUR INSTITUTIONS?
BEYOND DEVELOPING ANOTHER PROGRAM

Authors: Jerry Haywood, Assistant Professor—Fort Valley State University
Said Sewell, Vice President of Student Development—Morehouse College

Introduction
For at least the last ten years, Predominately White Institutions (PWIs) have been grappling
with an overarching question, why are all the African-American males leaving our
institutions? While this is a somewhat exaggerated statement, administrators, scholars, and
faculty have continued to discuss the educational plight of African-American males in postsecondary institutions, especially at PWIs. The number of African-American males who do
not return after their first-year or graduate from college is astounding; hence, many of these
institutional discussions have centered on increasing their preparedness as well as their
retention, persistence, and graduation rates. The solutions have typically come in the form of
a new initiative or program. The challenge is that these programs are not being used by the
African-American male students who actually need these initiatives.
The current research contributes to knowledge about factors related to low-levels of student
success among African-American males at PWIs in their first-year. At the same time, the
research aims to suggest ways to engage African-American males more in such support
programs. A qualitative investigation was conducted to identify factors related to the overall
success of these males. The qualitative methodology allows in-depth understanding and
exploration of the issues under review as well as allows for the voices of those studied to be
heard.
African-Americans at Predominately White Institutions
Generally, Black Colleges and Universities educated more than 90% of all African-American
students enrolled in college prior to the mid-20th century (Kim & Conrad, 2006). However,
this trend began to change in the early 1960s when pressure to desegregate white institutions
of higher education (Kim & Conrad, 2006). This dramatic drop can be attributed to Supreme
Court decisions and laws such as Brown v. Board of Education (1954) and the Civil Rights
Act of 1964.
As education integrated, many institutions were not ready to meet the needs of AfricanAmerican students; as a result, African-Americans struggled at PWIs. Some authors report
that there were a high level of dissatisfaction with integration, and protest and demonstrations
by African American students was a regular occurrence (Feagin et al., 1996 & Whiting, 1991).
According to Pifer (1973), White students were hostile to Blacks and showed it resulting in
chaos on many PWIs campuses. African-American students at PWIs became disillusioned
by the slow progress of integration and their exclusion from campus social life, social
fraternity membership and honor societies, and discriminatory treatment when seeking offJERIS | 30

campus housing (Fleming, 1984). Of all the problems faced by African-American students on
predominantly White campuses, the psychosocial problems resulting from alienation and a
lack of support from the general environment seemed to be the most severe (Allen, 1981;
Fleming, 1984). Consequently, it was noted that African-American students had a higher
attrition rate and were not as academically successful as their Caucasian counterparts (Allen,
1981).
A 1972 study conducted by Willie and McCord (Fleming, 1984), claimed that the
unanticipated level of prejudice and lack of social integration that African-American students
found at PWIs contributed to feelings of anger and despair and the desire to separate and
withdraw from Caucasians. Feagin et al. (1996) found that African-American students
enrolled at PWIs continued to be dissatisfied to the extent that they believed protests against
varied forms of racism were still needed and, thus, they organized events to bring awareness
to their plight. In addition, Feagin et al. determined that African-American students at PWIs
did not perform academically or adjust psychologically as well as their Caucasian
counterparts to PWIs. They attributed this finding to their notion that racial barriers continued
to exist at PWIs, where full desegregation of higher education remained more of a goal than
reality. The most significant problem found for African-American students at PWIs was the
growing feeling of alienation or the inability to feel part of a whole. Often these feelings of
alienation seemed to be associated with lack of intellectual gain and a decrease in the level of
career aspirations (Fleming, 1984; Feagin et al., 1996).
Students interviewed in a study conducted by Feagin et al. (1996) acknowledged feelings
more or less of being unwelcomed at PWIs. When asked to respond to the statement, “X
University (a PWI) is a college campus where Black students are generally welcomed and
nurtured,” 89% of the students surveyed disagreed with the statement. For students who
sensed they were not wanted, the college campus became an unfriendly place and was likely
to have a negative impact on both self-esteem and personal identity. African-American
students at PWIs periodically experienced racial insensitivity, hostility, and discrimination
perpetrated by other students, and a range of campus personnel who sometimes left them
feeling invisible (Feagin et al., 1996; Fleming, 1984; Sedlacek, 1987). Feagin et al. asserted
that PWIs maintained racialized spaces which encompassed the cultural biases that helped
define areas and territories as White or Black. These spaces resulted in feelings of
belongingness and control, feelings which Caucasian students enjoyed; yet, were lacking for
African-American students at PWIs. Feagin et al. (1996) purported that racial discrimination
continued to be well entrenched in higher education in the United States, and for that reason
African-American students enrolled in PWIs typically suffered dissatisfying college
experiences. They concluded that African-American students enrolled in PWIs were the
targets of varied forms of discrimination, ranging from blatant actions to subtle yet destructive
practices which rendered it impossible for those students to have a rewarding experience.
Jones (2001) concluded that in order for African-Americans attending postsecondary
institutions, particularly PWIs, to perform, persist, and graduate, a moderate to high level of
social and academic integration into college life must exist.
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It is evident that the racial composition of PWIs has made some dramatic changes; however,
the curriculum as well as the racial composition of faculty has remained the same for the most
part, and as a result, African-American students seek to construct their racial identities from
flawed stereotypes portrayed in the media and pop culture (Adams, 2005). A survey
conducted by Phillips (2005) measuring marginality compared the environmental perceptions
of African American and Caucasian students on a predominantly White campus. He found
that African American students felt marginalized and that Caucasian students were unaware
of the different challenges faced by African-American students. The most common barriers
seemed to be racial, socioeconomic, and academic issues. This marginalization caused great
difficulty in a student’s ability to become academically or socially integrated in his/her
environment (Adams, 2005; Phillips, 2005). Ultimately, Adams (2005) concluded that this
feeling of marginalization leads to the perception that PWIs are indifferent, or even hostile,
environments as it related to the African-American student experience and this perception
attributed to lower retention and graduation rates of African-Americans in PWIs.
Despite African-Americans having increased access to PWIs, increasing their retention,
persistence, and graduation rates has continued to be a national challenge. For those who do
gain access to PWIs, they face many challenges that often hinder their opportunities for
academic success (Cuyjet, 1997; Fleming, 1984; Polite & Davis, 1999). These challenges
adversely affect African-American males at PWIs at very high rates (Davis, 1999; Polite &
Davis, 1999).
African-Americans Males in Higher Education
While the enrollment rates for African-American undergraduates has risen to14% in 2008
from 10% in 1976, White males are enrolling at higher proportions than African-American
males (Harper, 2006 & Strayhorn, 2008). In 1976, African-American males accounted for
only 5% of all undergraduate students in the U. S., and in 2008, the percentage was still only
5% (Harper, 2006). Additionally, African-American males made up 3% of all graduate
students in 1976, and the percentage is still currently at 3% (Harper, 2006). All studies seem
to indicate that African American males are enrolling, performing, and persisting at lower
rates than any other racial group or gender (Noguera, 2003; Roach, 2001). National Center
for Educational Statistics’ “The Condition of Education 2010” (2010) indicates that collegiate
enrollment at the postsecondary level has increased from 13.1 million in 2000 to 16.4 million
in 2008. At four-year institutions, female enrollment has increased by 32% and male
enrollment by 28%. These increases are impressive, but a closer examination illustrates that,
even with the increases, African-Americans lag far behind since only 14% of all college
students are African-American compared to that of Caucasian students at 63%. The truncated
number of African-American males who enroll in college further complicate a comprehensive
understanding of the impact of their attrition rates. So many factors affect their educational
experiences that it is difficult to gain an inclusive understanding of their educational
difficulties as a group (Allen-Meares, 1999; Blake & Darling, 1994; Bryant, 2000). It
becomes even more of a challenge when African-American females are showing great
improvement in higher education participation. Of all ethnic groups, African Americans have
the lowest female-male ratio (Jones, 2001). African-American females outnumber AfricanJERIS | 32

American males three to one at some higher education institutions (Bryant, 2000). In 2000,
only 27.3% of African-American males matriculated to a higher education institution after
graduating from high school. These percentages have shown declines since 1990 when it was
34% (Jones, 2001). African-American male higher education participation and academic
success are on an unending downward spiral (Allen-Meares, 1999). African-American males
who do manage to enroll at a higher education institution run a significant risk of not
achieving academic success and obtaining a degree (Cuyjet, 2006).
Quantitative indicators of enrollment and attrition have generally been used to study African
American males in education, and there is a need for broader exploration (Cuyjet, 2006). On
the contrary, there has been limited exploration about the qualitative experience of African
American male students (Ross, 1998). College and university campuses provide a useful
context to examine the influence of factors, such as academic success, both within and beyond
the bounds of university life (Cuyjet, 2006). In addition to generally using quantitative
indicators, most of the research that seeks to understand African-American academic
achievement has been comparative studies that tend to compare African-American student
performances based on the experience of White American student performances. Although
this research has helped to identify some reasons for academic failure, it does little to identify
solutions to the issues, and it does not identify factors to contribute to academic success in
higher education. This approach to understanding African-Americans in education is defected
and problematic (Fisher, 1999).
In a study conducted by Hall and Rowan (2001), African-American male college students at
PWIs were given several questions to answer designed to quantify their experiences in
college. Overwhelmingly, these students indicated that the factor that most encouraged them
to attend college was personal (N=543); familial influence ranked lowest (N=144). When
asked about the special issues they faced, Race was the most significant issue (N= 809),
followed by campus environment (N= 94). Campus environment, however, was the variable
identified as the leading problem they had enrolling and staying in school (N=218). The
significance of this study is it illustrates that even in the 21st century, African-American men
on college campuses perceive both race and campus climate as obstacles in their collegiate
success.
Some research attributed the disparities between African-American male and female gains to
the belief that African-American females were more motivated about college attendance than
their African-American male counterparts (Cokley, 2001). Others purported that the negative
influences and stereotypes of society, exacerbated by the media, have taken hold on African
American males (Dancy, 2009; Steele 1992, 1997): “Black male college students feel
pressured to fulfill media-spun social expectations to be overly sexual, aggressive and athletic
in college” (Dancy, 2009, p. 21). Attempts to live up to these stereotypes pull AfricanAmerican males further from academic success and collegiate adjustment (Dancy, 2009;
Steele, 1992).
Perry (1993) argues that in order for African-American students to achieve academic success
in predominately White academic environments they must successfully be engaged with at
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least three different groups. The groups that Perry believes to be essential are engagement
with a group that has experience with dealing with oppression and discrimination (preferably
their own ethnic group), some level of engagement with the majority group, and lastly,
engagement with a group that offers an alternative to the majority dominant cultural values
(Berry, 2002). According to Perry, engagement with each of these particular groups offers
African-American students specific knowledge and skills to promote a sound academic
environment that will lead to academic success. African-American student success depends
on the student being comfortable in multiple cultures and being able to move between them
(Perry, 1993). Typically, educational institutions have disregarded the importance of cultural
adaptability as an important contributing factor for academic success (Berry, 2002; Perry,
1993). African-American students who develop adaptive skills and strategies across cultural
frames are more apt to be academically successful. In contrast, those students who have
difficulty navigating between cultural frames will likely experience academic difficulty
(Berry, 2002; Perry, 1993).
In Tinto's (1993) research, he argues that African-American students confront challenges and
obstacles that make academic and social integration increasingly difficult at traditionally
White institutions (TWI). Many African-American cultural values and social norms are
incongruent with the social life at TWIs. This incongruence makes it difficult for students to
find supportive communities within these institutions. When African-Americans are unable
to find support in the academic environment, it can adversely affect their overall academic
performance (Jones, 2001). Tinto (1993) found that African-Americans most often utilized
cultural students' organizations as the means by which they were able to begin the process of
social integration into the campus community. The findings of several scholars, such as Bird
(1996), DeSousa & Kuh, (1996) and Fleming (1984), confirm the importance of cultural
organizations, fraternities, and sororities to African-American student retention and
matriculation.
Methodology
Purpose of the Study
The purpose of this case study was to examine the perceptions held by African-American
males at a PWI about their experience in their first-year of college as a means to understanding
how to enhance their academic success at that particular higher education institution. The
guiding question for this qualitative research study was: What is the experience of first-year
African American male college students who did not achieve academic success at a public
four-year PWI in Southwest Georgia?
This study used African-American male college students who have completed at least one full
year of college at a predominately White institution in Southwestern Georgia. The institution
had a student population of approximately 3,046 students, of which approximately 868 were
African American at the time of the study. The criteria for this sample were African-American
males 18 years old and older who have been enrolled for at least one full academic year and
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have a grade point average below 2.0. Additionally, the eligible participants only consisted of
traditional students or students who began college within two years of graduating high school.
This group was selected because the study focused on the experience of African-American
males only. African-American male students who were enrolled in any remediation courses
in their first-year of college were not eligible to participate in this study.
There were ten African-American males in this qualitative study, each with a grade point
average below 2.0 at the end of their first-year of study at a predominately White institution
in Southwestern Georgia. A code name was assigned to each participant, and they are as
follow: MH3, MH6, MH1, OU12, OU85, OU7, AF84, AF2, AF11 and AF33. The code names
represent a building on campus and his favorite number. Each participant ranged in age from
18 to 19 years, attended college full time, and resided in campus housing. Eight of the
participants qualified for financial aid while the other two paid tuition and fees out-of-pocket.
Only two participants had both parents/guardians who had attained at least an undergraduate
degree; four participants had one parent to attain at least an undergraduate, and the others’
parents/guardians did not attain an undergraduate degree nor had any college experience.

Findings
Five main themes related to the experience of African-American males who did not achieve
academic success in their first-year of college at this predominately White institution in
Southwest Georgia. Themes associated with the experience of African-American males not
achieving academic success are as follows: (1) Engaging with Others (2) Lack of Support (3)
Usage of Resources (4) Unprepared for Transition and (5) Impact of Racism. However, for
the purpose of this article, the researchers are exploring the third theme of why AfricanAmerican males do not achieve academic success.
Usage of Resources
A theme that emerged from the interviews was the usage of the university’s resources. The
university understands that it is important to have support services for students. This is evident
by the number of different services that they provide for students to have the added support
needed to perform academically and grow personally. The university’s student support
services include, but are not limited to tutoring, first-year experience services, counseling
services, writing lab and academic skills workshops. Additionally, there are a number of
organizations and clubs specifically available for students to join. However, many participants
did not utilize these services during their first-year experience.
This theme of usage of the university’s resources and its relationship to the first-year
experience surfaced from all participants. However, some of the participants were not even
aware of many of the services. For example, when asked, “Are you aware of the academic
resources available to you on campus?” MH6 shared, “I did not know the school had all of
those resources available for students.” MH1 answered the same question with this comment:
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“All this time I spent struggling and you mean to tell me they have all those resources here,
at this school. Man, I spent a lot of time trying to figure out where to get help.”
On the other hand, some participants acknowledged that they knew of the resources,
but simply failed to use them. AF84 stated:
Yeah, I am aware of those resources, but I didn’t use them. I mean I thought I could
manage on my own. The crazy thing is though I use to go over to that building all the
time where they do the workshops, but I never even thought about going in and getting
help. I thought they probably would be boring.
In reference to the academic resources, OU85 said:
I knew they had these resources, but I never thought about going. When I was in high
school only the slow students would get tutoring and all kind of stuff like that. But
even if I would have went they probably would not have been able to help me anyway
and that would have just frustrated me more.

Then there were the participants who were aware of the resources and actually had some
experience with using them. Take OU7, who stated:
I did go to one of the workshops. It was on time management. It helped me somewhat,
but the stuff they were telling us in the workshop seemed to be unrealistic. It was like
they really wanted your boy to schedule when he gone eat, when he gone sleep, and
stuff. Who knows when they are going to fall asleep? So, I did try, but it didn’t help
too much.

A different point of view about the effectiveness of the resources came from AF2’s
experience. He expressed his opinion about some of the resources:
The resources that I used did help me especially the note taking workshop that I went
to. It provided me with some good ways to take notes. It also helped me learn how to
organize my notes too. I went to tutoring a few times as well. My tutor helped me out,
but she sometimes didn’t show so I stop going. But I can say when she did come she
did help me.
Tutoring. Participants were not shy about sharing their experiences about specific services
that were provided as resources. Tutoring was the underlying resource on which participants’
focused their comments. AF33 had a previous negative experience with tutoring, which
tarnished his perception of tutoring all together. He expressed it this way:
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When I was in high school I use to go to tutoring every day because my mom had me
in this after school tutoring program. I use to get the tutoring for math and me and my
tutor went over a whole chapter in a week helping me to prepare for an exam. I really
thought I was gone do good because I was working all the problems like my tutor.
When I got my test I worked out all the problems with no problem, well at least I
thought I did. I made a 22 on that test. It turns out my tutor was showing me wrong
the whole time and I vowed then never to go to tutoring again.
OU12 expressed similar concerns about tutoring; he stated it this way: “I am not a big fan of
tutors because sometimes they be wrong, but they don’t like to admit it.”
Contrariwise, other participants made positive comments about tutoring. For instance,
MH1 expressed his feelings about tutoring by saying, “I know tutoring would have
been helpful to me. I always thought tutoring was good a resource, for math
especially.” And AF11 stated: “Tutoring probably would have been good for me
because I tutored in high school and I know it is probably really good tutors in
college.” Yet, OU85 perhaps gave the most elaborate positive comment about tutoring
with this expression:
It’s funny that I didn’t use the tutoring services here in my first-year because I know
how much tutors can help. Back in my hometown I use to tutor at our boys and girls
club and the kids use to always tell me how good they felt after they would get it the
concept. On top of that tutoring would have allowed me to begin to interact with
other students here on campus. I made a lot of friends through tutoring at that boys
and girls club.
Discussion
The results of this study indicated that African-American males who did not achieve academic
success in their first-year of college at a PWI had many different experiences. Some of these
experiences were directly related to their poor academic performance. For the AfricanAmerican male participants in this study, describing their first-year experience was based on
self-reflection. Participants had to identify experiences that impacted them individually
during that first-year of college. No two participants’ experiences were the same. Each of the
students described a variety of situations and conditions they had to deal with to convey their
experiences. Many of their situations were similar, but none was the same. The conditional
matrix for each participant varied as well. Therefore, no single experience could be identified
as the underlying factor to the participants’ poor academic performance during the first-year.
The researcher came to the conclusion that there are several contributing factors to poor
academic performance amongst African-American males at the PWI during the first-year.
Support services for students are a critical component to addressing the needs of students in
college. At this PWI, they offer a wide range of support services for students, but the
participants did not take advantage of them. Some participants did not know the services
existed while others knew, but decided not to use them. Tutoring seemed to stir up mix
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feelings with the participants as some of them felt tutoring was a good support service while
others did not. Due to a previous negative experience with tutoring, AF33 developed a
tarnished perception of the entire idea as a whole. Participants did acknowledge that the use
of the provided resources could have enhanced their experience during the first-year as well
as help improve academic performance. MH1 stated:
I know if I would have used some of those services you just named I would have done
much better in my classes. I probably would have also gotten some good information
from those workshops too. Man those resources probably would have made my life a
lot easier last year.
Bryant’s (2000) article supports the notion that the use of resources or support services will
enhance African-American males’ academic performance and their overall educational
experience.
Transition problems materialized with seven of the ten participants. These participants
reported major issues being prepared emotionally and academically for college. Participants
reported homesickness and difficulty with the academic rigor of college. Zhang and Smith
(2011) found that African-American males have difficulty transitioning to college because of
inadequate preparation during high school. MH1 referred to an experience he had with his
high school counselor about transition, but he ignored it. He went on to describe how he
wished he would have taken advantage of the opportunity. In addition, understanding the
responsibility of being a college student was experienced as well. OU7 stated, “…I struggled
with getting up for class.” The statement went into further detail about how his mother would
be the person to wake him up for school at home. In addition, participants found that they
were not prepared academically for college. MH3 reported, “… professors expected us to
know a lot of stuff that I just did not know.” Conversely, participants’ academic performance
suffered.
The results clearly show that there was a cultural disconnect between the institution and the
participants. Participants in this study described their academic environments prior to college
as inclusive and engaging. According to Irvin (1990), campus environments influence the
overall educational experience a student will have. Participants reported a need to interact
with others, build relationships, and connect and engage in social activities during their firstyear experience at the PWI. However, during their first-year, they found the environment to
be isolating and uninviting. As a result, participants were not prepared to adjust to a foreign
environment. Engagement was perceived as a means to build the relationship as necessary to
create a learning environment where learning was not seen as menial, but as exciting.
According to participants, the desire of the professor to interact with them in the classroom
was perceived as their test to determine if communication of any kind was possible—inside
or outside of the classroom. AF84 reported trying to connect with his professors in the
classroom as well as in the office, but said he still felt a sense of disconnect. He stated, “I did
not get the kind of connection with my professors as I would have hoped during class. Most
of them weren’t engaging even when I was in their office.”
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During their respective interviews, all participants spoke about resources and student support
services that were available to them during their first-year. While there was some degree of
divergence when participants utilized the resources, the consensus reported that they were not
aware of the services or simply did not use them. Consistent with this notion, Lee and
Ransom’s (2011) article identifies failure to seek support services and resources as one of the
challenges African-American males face in higher education which hinders them from
achieving academic success. Similarly, Bryant (2000), Cuyjet, (2006) and Jones (2001)
findings were consistent with this present study. They indicated that African-American males
who do not seek or use support services have challenges performing academically in college.
However, not all participants neglected support services. Some participants actually used
some of the support services available to them, but still did not perform well academically.
AF2 discussed how effective he felt some of the services he used were; yet, he still did not
perform well academically. He stated:
The resources I used helped me out. Especially, the note taking workshop I attended,
but I still did not do well as I needed to in my classes. Even the class I had the tutor
for I failed it. The tutor was good, but I just didn’t do enough to pass the class. I still
have to say the services worked for me [sic] cause they helped me.
There is limited literature to support the finding of ineffective support services to the African
American male college population and it is hard to generalize; but the researcher found it
noteworthy to mention because it contradicts previous literature.
Although there were a number of resources and student support services available to the
African American males in this study at the institution, tutoring seemed to surface more than
any other specific service being offered. The participants had mixed feelings about tutoring.
As mentioned above. AF2 felt that his tutor was very helpful, but others reported negative
comments about tutoring. The literature does not speak directly to the effectiveness or
helpfulness that tutoring provides to African-American males at PWIs; however, Lee’s (2009)
study focuses on collaborative learning of African-American males at a PWI, and the
researcher considers tutoring a form of collaborative learning. The findings in Lee’s study
suggest that student collaborations can be effective with African-American males at PWIs.

Recommendations
Having worked in higher education for many years, this is a challenging presupposition;
however, with the number of colleges/universities that exist today, students, including African
American males, have many options. It is imperative that institutions particularly those that
seek to create programs that work with African-American males see them as valuable
customers. Based on this research and over a decade of work with African-American males
directly, we recommend that colleges and universities consider the following thoughts and
recommendations. Why do African-American males not participate in success programs?
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1. The program(s) has a negative reputation. Because African-American males are very
guarded about being “singled out”, being in a “special program” or needing help, they
resist using these success programs often label them with negative terms. The way an
institution frames and markets the program goes a long way for its usage.
2. They don’t understand what you do. Though most institutions admit students who are
well-prepared for College, the challenge is that colleges/universities are very complex
and confusing environments, especially for first-generation African-American male
students. Names for offices, such as The Academic Success Center, Center of Student
Engagement, Office of Experiential Education and Civic Engagement, and First-year
Student Success, seem obvious for the average student, but can be confusing for new
African-American male students.
3. They don’t think you are truly concerned about them. Students, especially first
generation African-American males, are very perceptive. They take cue from the
administration and staff, especially those who work with them directly. They can
easily detect whether a person is really concerned about their success or if they are
just doing their job. Because of their environments and experiences, AfricanAmerican males develop early an ability to read body language, analyze
conversations, and assess a person’s motives.
4. They see no value in your services. Most initiatives and services that take place on a
campus do so with very little input from the people they serve; hence, the services do
not reflect the students’ needs. Asking them to assess the services and make
recommendations for improving them would go a long way to increasing the number
of students utilizing the services.
5. Your office is not warm and inviting. If an African-American male student comes into
an office that is intended to help students and do not see people that either look like
or have a shared experience as him, he is very likely not to return to that office in the
future. It is important that African-American males find the environment not only
useful but welcoming.
The student, regardless of ethnicity or gender, aspect of higher education should be
paramount. Rule #1: Students are the life blood of a college or university. They can exist
without Presidents, Provosts, Vice Presidents, Directors, etc., but they cannot exist without
faculty and students, and faculty members are not needed if there no students. Once we think
that way, we realize our institutions are our students. Putting all the attention on new buildings
on our campuses, the new system that our institution has purchased, or emphasizing athletic
programs, we leave out the most important piece: the student. Keeping students in mind,
particularly African-American male students since that is the context of this article, here are
some recommendations to retain, persist, and graduate African-American male students.
1. Remember to put yourself in their shoes. Often times we as adults forget what we
wore, what types of music we listened to, the types of dances we did, or the things we
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said and did when we were young. Nevertheless, we are now advisors, coordinators,
directors, vice presidents, provosts, presidents, and professors. African-American
male students are on a journey called life. Where they are now is not where they will
be in the future. African-American males are looking for relatable not perfect people.
2. Realize that it is important to give them the respect that they deserve. Do you think
you can get by providing the least support, ignoring their uniqueness, and treating
them as if they are invisible on your campus? It will show in your retention,
persistence, and graduation rates. Colleges/Universities do not retain
students…people do.
3. Show them your Real Side. If they see you as having done everything right, would
they be able to connect to you? Could they identify with your experiences? An
administrator who is willing to be transparent with students regarding their challenges,
such as financial difficulties, low performance in a course, or other obstacles, while
they were in college makes them an asset.
4. See them as on a Journey. Closely linked to #1 is the idea that we see them on the
journey to becoming adults. Although they may possess the physical and
physiological characteristics of being a “male”, they are still developing the maturity
and reasoning ability to be a “man”.
5. Listen to them. The fact that an African-American male student thought enough of
you to share his challenge with you is all you need to know in trying to listen to them.
Remember you do not want to tell them what to do. You want to ask probing questions
to get them to understand the ramifications of and to look at the various issues to their
decision.
6. Reward them. Last, but certainly not least, it may be an exception from your
university policy, but find some way to just reward African-American males for doing
well. For individuals who, as a group, are not typically, positively, acknowledged, it
is most meaningful for them to be saluted for their scholastic successes. For example,
have a pizza party to celebrate those who were retained from their freshmen to
sophomore year or develop a commemorative t-shirt acknowledging their academic
success.
Conclusion
This study explored the first-year experience of African-American African-Americans males
who did not achieve academic success at a PWI in Southwestern Georgia. The AfricanAmerican males in this study have strong resolve to overcome their first-year academic
mishaps. They have found a place to fit in on the campus by joining one of two AfricanAmerican male organizations that provides support and direction for these young AfricanAmerican men. The researcher is hopeful that these men are on the right track to achieve
academic success.
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The study clearly stated that African-American males need to be nurtured in a culturally inclusive
environment and have a strong support system during the first-year of college. It is this researcher’s
belief that this will be a significant portion of the academic success formula for this population.
Furthermore, the grass root of the African-American male’s ability to achieve academically,
overcome stereotypes, perceptions, and other daily obstacles is the consistent support of family,
faculty, staff, and mentors in their lives. Concurrently, these men must believe they can take
control of their education despite the odds they are facing. They have to make strategic choices
about their priorities and develop long-term and short-term goals for accountability purposes.
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WHY WE NEED CRIMINAL JUSTICE MORE THAN EVER DURING ONE
OF THE MOST CHALLENGING TIMES IN OUR NATION’S HISTORY
Author: Edward C. Jackson, Inspector General—Baltimore City Police Department

Abstract
The purpose of this paper is to assert the rationale for a constitutionally sound, fundamentally
democratic based, and principle centered criminal justice system. Never in our nation's history has
there been a need to promote justice, peace, and tranquility in America and abroad. I cannot think
of any segment of society that has not been psychologically, physically, or emotionally affected
by the many tragic events that has occurred in our nation over the past twenty years. Many of these
events have not only changed the lives of its victims, but challenged the way our criminal justice
system interprets the U.S. Constitution. Handgun violence, child abuse, domestic partner abuse,
and the constant threat of both foreign and domestic terrorism are just a few important issues that
the criminal justice system must attempt to manage. The United States Supreme Court, The
Department of Justice, and the Federal Bureau of Prisons are in a constant state of flux when it
comes to enforcing our laws at all levels of government. Local and State agencies are also being
challenged when it comes to enforcing laws set forth by their legislatures. Also, the biggest
challenge that criminal justice agencies must continue to be mindful of is the interest of the
American Government to protect society against people who cannot or will not subscribe to its
dominant values and individual freedoms and protections set forth in the U.S. Constitution by its
framers to ensure that our government is accountable to fundamental fairness in carrying out its
duties no matter how complex social and crime issues have become.

Key words: Justice, Crime, Terrorism, Legislation, Policy

Introduction
The terrorist attacks at the World Trade Center in the midtown Manhattan section of New York
City, the Pentagon Building in Alexandria, Virginia, and an airliner in the field of western
Pennsylvania on September 11, 2001, along with the Oklahoma City bombing at the Alfred P.
Murrah Building on April 19, 1995 have changed the way we view crime and criminal justice in
America. No longer do terms such as mere suspicion, reasonable articulable suspicion, and
probable cause apply to community or neighborhood incidents. Moreover, no longer can a beat
cop be concerned with local criminals and the types of offenses that they commit.
The 21st century police officer and correctional personnel in America and throughout the world
must also understand national and international political issues as they relate to economics,
religion, and technology. The aforementioned phenomenology affects neighborhoods and
communities in most American cities and their surrounding counties. The implications of the new
criminal justice phenomenon are many. First, the Bill of Rights has been greatly affected at all
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levels of government. Example, as a result of the Oklahoma City bombings, and the attacks on
the World Trade Center, the U.S. Congress passed the Antiterrorism and Effective Death Penalty
Act of 1996, that tightened the standards for habeas corpus in the United States (Doyle, 1996).
Simply put, a writ of habeas corpus demands that a prisoner be taken before the court, and that the
custodian, which could be a police official, state or federal agent, etc... Present proof of authority,
which allows the court to determine whether the police or agent has the lawful authority to further
detain the prisoner. If the police official or agent is acting beyond their scope of authority, then the
prisoner must be released. Any prisoner or detainee, or their lawyer or advocate, may petition the
court, or a judge, for a writ of habeas corpus to either formally charge the person detained or release
the person from custody. Often the writ is sought by a person other than the prisoner because the
prisoner or detainee is held in solitary confinement (Doyle, 2006). This means that law
enforcement officials, supported by state and federal courts are allowed to detain suspected
terrorist for days and even months without having probable cause to formally charge a suspected
terrorist with a specific crime. In other words, writs of habeas corpus are now more difficult to
obtain as the government in general and the courts and correctional facilities in specific are now
allowing suspects to be held under less strict legal standards. Suspects can now be held on
reasonable articulable suspicion of terrorism as opposed to the tradition legal standard of probable
cause.
Terrorism in our society has opened the legal door to justify detention for other local and state
crimes as well. The US PATRIOT Act is probably the most controversial law that gives local,
state, and federal law enforcement the authority to bypass several provisions and protections
outlined in the fourth, fifth, and fourteenth amendments to the U.S. Constitution in order to prevent,
disrupt, or dismantle any potential terrorist acts.
These are just a few of the federal initiatives and programs that challenge the conventional wisdom
that the framers provided to ensure that the government protects its citizens while preserving the
rights that it provided to individual citizens.
Criminal Justice Defined
There is no universal definition of criminal justice, however, there are many definitions associated
depending on the scholar and from what perspective it is being defined. Sociologist often define it
as an institution of social control, psychologist often defines it along behavioral terms, and lawyers
assert the definition along legislative and constitutional language. However, it is defined it always
deals with human behavior and how to regulate and control it. For the purpose of this paper, I will
define it as an institution of social control whose primary aim is to get individuals to subscribe to
the dominant values of society. The primary institutions that comprise the criminal justice system
are the police, courts, and corrections. However, the criminal justice system is not the only
institution that promotes social control. The others are primarily, family, faith-based
organizations, and school. When family, faith, and school are unable or unwilling to teach,
promote, and force those dominant values, then the governments organizations such as the police,
courts, and corrections will.
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So—given the information thus far, why do we need criminal justice more than ever? The answer
is both simple and complex. The simple answer could be that crime has increased in many areas
of American society and issues such as handgun violence in our schools, churches, colleges and
universities are occurring at an alarming rate and the constant threat of terrorism necessitates the
need for a stricter, more vigilant criminal justice system. The complex answer could be that the
community, family, our social institutions such as churches, synagogues, mosque, and temples
need to demand social justice in the areas of economics, education, equality, and the like.
Society also needs to hold our elected officials more accountable to respond to the challenges that
we face in our communities that require a criminal justice response. There are many theoretical
underpinnings that explain the phenomenology of crime in the community. Also, there are
theoretical perspectives pertaining to the types of political responses to crime. Herbert Packer
describes two most prominent approaches to the criminal justice process in his 1968 book, The
Limits of the Criminal Sanction (Packer, 1968). Packer (1968) describes two models of the
criminal justice process, crime control and due process. According to Packer (1968), due process
is the rights of individuals that he asserted is politically liberal. Packer, then described crime
control as the regulation of criminal conduct and behavior, a sort of assembly line justice more
concerned with prosecution and incarceration for violating government sanctioned behavior, it's
politically conservative (Packer, 1968).
Dworkin (1969), in his critique of Packer's book summed it up best when addressing the need for
criminal sanction and criminal justice:
"Packer has said something that needed to be said. Criminal law discussion is filled
with too much fuzzy talk about right and wrong with nothing more than feelings to tell
people what falls into each category. Because the public thinks about criminal law, it is
important that it be provided with a sensible foundation for its thought. In The Limits
of the Criminal Sanction Herbert Packer has provided such a foundation. Now the
rational legislators must build upon it a construct worthy of its base" (p. 498).
Another criminal justice view that is antithetical to Packer's is Restorative Justice Interestingly,
Mantle, et.al (2005), describes the concept of restorative justice and three "restorative justice seeks
to include the community much more directly in the delivery of justice, with the ambition of
strengthening social ties" (p. 21). Restorative justice draws from the social, communal, spiritual,
and retributive ideas to mete out justice and help bring about heeling to the victims and perpetrators
of the crime(s) that were committed.
Conclusion
There are many theories or explanations of crime and how it affects its victims and the community.
Whether one subscribes to a classical theory or positive one, criminal justice is the administration
of justice through penal sanction, incapacitation, banishment, and many other forms of
punishment. The need for criminal justice is more prevalent than ever. American has one of the
highest incarcerated populations in the world. Some major cities in the United States arrest,
prosecute, and incarcerate more than 100,000 people a year. Police are generally better trained
than at any time in our nation's history with state-of-the-art equipment, prosecutors have more
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resources at their disposal, and the government provides funding to build bigger and more efficient
correctional facilities and prisons, yet the criminal justice system faces more challenges today than
ever before.
We need criminal justice in a different way. America needs a criminal justice system that takes a
holistic approach to solving or minimizing crime problems in our communities. We need more
elected officials who once served as police officers; we need retired police to become school
teachers. We need judges and prosecutors to become advocates for change in the way we educate
our children. We need clergy to integrate community involvement in their sermons. We need to
promote service as opposed to adventure. So yes, we do need criminal justice. Not justice for the
criminals. We need justice for our victims. We need proactive social and political responsibility to
our communities. If we do—then victims will truly get justice when they are victimized, criminals
will be meted out justice, and the community will get social and political justice.
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