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ABSTRACT

This phenomenological study examines the lived egpees and personal
perceptions of nine adolescent males aged 15 telaféd to struggles, difficulties, and
frustrations with literacy. Data was collected thgh in-depth personal interviews, focus
group interviews, and periodic observations ofipgrants at the study site. The data
revealed that the young men assign a great defegortance to the writing process
and highly value the ability to construct writindigacts in a cohesive and coherent
manner. The participants reported how they belieymrtant people within their social
constructs form opinions about them based uponulaéty of writing they produce. The
study also found that participants value the cotioeof relevance to literature,
especially the writing process. Furthermore, piodicts acknowledged how developing
collegial relationships with instructors helps ngprove overall self-efficacy where
writing is concerned. As a result of the researebpmmendations are offered to
curriculum specialists and policymakers in the gre@dagogical practices, curriculum
structure, and the need to emphasize relevancestaimbnships as measures to improve

writing ability.
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CHAPTER I: INTRODUCTION

Males use, on average, half the brain space thalés use for verbal-emotive
functioning. Statistics from the Organization faxdaomic Cooperation and
Development (OECD, 2004) revealed a sobering tvémeh comparing males to females
from 35 countries including the United States, @and&ustralia and Japan. Gurian and
Stevens (2004) found that the gender gap in mattiesrend science education had
lessened for girls largely because of an emphasmare verbal functioning, such as
reading and written analyses in those courses. Mewéhe opposite is true for boys
where literacy is concerned. Boys earn 70% ofXiseand F's and fewer than half of the
A’s. Boys account for two-thirds of learning disitlgidiagnoses, 90% of the discipline
referrals, 80% of the high school dropouts, andefetivan 40% of college students
(Gurian & Stevens, 2004).

According to Johannessen and McCann (2009), liyeisadefined as a lifelong
journey framed by experiences, interpretations,eamghgement with multiple forms of
texts. Linking literacy to the period of adolescen8trauch (2003) explained adolescence
as a period of life where brain development ace&srwith much of the brain’s ability to
make decisions, think abstractly, and begin toaeadth varying degrees of higher
order thinking occurring during this period. Thetidaal Center for Education Statistics
(2014) report demonstrated eighth grade male stader2013 scored a mean of 263 on
the National Assessment of Education Progress (NA#ie female students scored a
mean of 273, and twelfth grade male students ir32@bred a mean of 284 while female

students scored a mean of 293. The data demonstadteadolescents continued to fall
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behind female adolescents without significant gapuwre between the eighth and twelfth
grades; however, George (2009) cautioned how exféoyt should be made to identify
which boys underachieve and avoid making the assamall boys underachieve. Boys
are anywhere from three to five times more likdlgrt girls to have a reading disability
requiring placement in special classes, and baysjaproximately twice as likely to be
retained as girls according to the National CeftteEducation Statistics (2014). These
statistics revealed male adolescents definitelyggile with literacy across the continuum.
The statistics are congruent with the findingshatgroposed research site.

The results of the 2014 American Collegiate TeSETAPLAN test administered
to 405 sophomores at the study site, a high sahakmall rural area in Appalachia,
revealed that males scored an average of 13.1edBrtglish subsection and 13.2 on the
reading subsection compared to females scoringdi¥ ®th subsections of a possible
32. Results of the 2014 ACT administered in MarcBQ7 juniors showed males scoring
an average of 18.3 on the English subsection coedpgar18.9 state average and 19.4 on
the reading subsection compared to 19.7 state gevevhile females outperformed males
scoring 19.5 on the English subsection compar@1® state average and 19.9 on the
reading subsection compared to 20.6 state avefegpassible 36. Also, at the study
site, 58 students failed their English course ih2@ith 42 of the 58 or 72.4%, almost 3
of every 4 being male.

Statement of the Problem
According to the 2010 United States Census Burtsistics 15% of males over

age 25 did not possess a high school diploma itotteé region compared to only 10.3%
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of females over age 25 in Tennessee. SubsequatBfo, or almost 1 in every 3 adult
Tennesseans living in poverty have not earnedfas$ggool diploma or equivalency.
Nationally 30 million adults were found to be belbasic in literacy skills needed for
daily activities, and 1 in 8 Tennesseans lack baise literacy skills (National Center
for Education Statistics, 2003). Nationally, 33%adilt education literacy providers
responding to the National Council of State Direstaf Adult Education 2010 survey
reported having 20 or more learners on a waitisiTiennessee Literacy Coalition,
2014).

Based on these results and trends across the ndi®study will examine how
experiences with literacy along with self-perceptamd self-efficacy have impacted
adolescent males’ literacy skills in rural AppaleciThe study will use the following
overarching questions as a guiding framework:

(1) What in the life experiences of adolescent malese&sa struggle with

literacy?

(2) How do adolescent males perceive and describegtraggle with literacy?

Purpose of the Study

The purpose of this study will be to understand @estribe the reasons male
students struggle with literacy with a central fecun the unique experiences that capture
the essence of the frustration and difficulty witlracy in conjunction with participants’
perceptions concerning the experience. The stullyaw from a volunteer population
of adolescent male students enrolled at the resestiee Using the framework of

Moustakas (1994), it can be seen that he promb&esriportance of the idea that
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phenomenological research studies allow the ingatr to recognize that a relationship
exists between external perceptions of a partiquii@nomenon and the internal
perceptions, memories, and judgments that theggaatits hold to be true. This
phenomenological study also allows the investigaadocus on the pure constructs of
the participants and to derive meaning from finditftat will provide the basis for further
research and reflection. The results will be useldtmulate and propagate instructional
changes and adapt pedagogies that will reciproealhance the performance of male
adolescents’ literacy skills. The researcher insetoddiscover how the experiences of
adolescent males impact self-perception, idergf-efficacy, and overall academic
performance. Also, the researcher hopes to idethtésocietal and geopolitical
influences that might impact the struggle, chalendrustrations, and difficulties
associated with adolescent male literacy partibuladigenous to this region.

The literature reviewed in this study will focus famdings from major researchers
in the area of adolescent literacy with particdtenus given to the reasons why
adolescent males struggle with literacy comparddntales. The areas of culture,
identity, self-efficacy, choice and voice, instioo@l practices, multiple literacies, and
the decline of adolescent literacy will be revievier@n attempt to discover some of the
unique experiences that lead to common frustra@mlschallenges with literacy. The
study is qualitative in design. Data will be cotksit from personal interviews,
observations, and focus study groups consistirgjuafents enrolled at the research site.
The theoretical framework of the study will thetidar a mix of ontological, axiological,

and methodological philosophical assumptions.
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The purpose of this phenomenological study is f@a® what is unique in the
experiences of adolescent males that may causggisuwith literacy and to identify,
understand, and describe possible relationshiphtip to shape the struggle with
literacy. Particular focus will be given especidlythe effects that culture, identity, and
the unique educational experiences, such as vhtyahiinstructional practices and the
inherent differences that educational environmdrdse on the participants. The study
will document and describe the beliefs and attisualesociated with masculine identity
and how perceived societal expectations surrouridergcy help to mold and frame
masculine identity as researched by Alvermann, lkhimen, Moore, Phelps & Waff
(1998); Love and Hamston (2003); Coles & Hall (20@®rozo (2002); Hall (2006); and
Vacca (1998). The study will also explore how adoént males process past and present
literacy instructional practices and experiencesamective pieces that shape their
literacy structural belief system. The varied teagland instructional practices that
adolescent males have been exposed to by eduvalicatso be examined to determine
how these varied instructional practices have erflted the unique experience of each
individual.

Significance of the Study

A gender gap in adolescent literacy levels is widgtested across the literature.
For example, Dee (2006) concluded that the undienpeance of 17 year-old boys in
literacy is equivalent to 1.5 years of schoolingttRermore, Dee found that, in reading,
17 year-old boys scored 31 percent of a standanatiten below 17 year-old girls, a

deficit equal to about one grade level. This stwdlsignificantly impact contemporary



curricular policy. Current policies and curricufaactices ignore the interests of
adolescent males; moreover, policies and practieest include more informational,
career, and vocational texts instead of relyinglgadn traditional canonical literature
(Alvermann, 2001). This study will also contribwteeducational research by identifying
qualitative data gaps by giving voice to adolesceales and to secondary educators in
an attempt to identify commonalties regarding ttezdcy experiences of struggling
adolescent males (Brozo, 2002; Love and Hamstd3;28hd Lenters, 2006). The results
from the synthesis of data through transcribedwe/s and observations will be used to
identify the uniqgue common experiences and peraegptihat adolescent males possess,
which may compound the difficulties, challengeg] &mistration associated with literacy.

The researcher anticipates that the answers tagigunggenerated in this study
might impact curriculum planning and teacher tragniGurian (2006) reported that
teacher pre-service and in-service programs falviduate the distinct learning
differences between the male and female braingcesfy as they relate to the area of
verbal ability. Gurian and King (2006) found theathers tended to view the natural
assets of the male brain, such as impulsivity,lei@gsk focus, spatial-kinesthetic
learning, and physical aggression, as problemeratian realizing the need to alter
instruction in order to capitalize on the uniquenethe male brain. Educators
overlooking these unique differences could possiblytribute to the frustration that
many adolescent males experience with literacyiwndherent challenges.

An examination of literature will also explore timgth versus fact in relation to

gender bias concerning literacy struggles. Therdmritons of this study to the body of
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knowledge will hopefully benefit stakeholders wilte discovery of what causes this
frustrating challenge for males in the realm ofglaage arts and the common experiences
perceived among individuals and among instructbsguments. As the primary
investigator, the researcher anticipates the oMeealefits of this study and the
contributions to education will be manifested k). ilmproving student achievement in
language arts and high content area subjectan{@pving upon teaching methods
currently in practice, and (3) informing future tinsctional decisions through curriculum
redesigns that will sustain and grow functionarhbicy throughout a student’s life.

M ethodology Description

Participants will include adolescent male studémis a rural southeastern
United States High School that have experiencaclgge with literacy, are interested in
understanding the meaning of the literacy challeagd are willing to participate in
lengthy interviews and follow-up interviews as ne@dParticipants will be included on a
strictly voluntary basis. Participants will agrednterviews being tape recorded and
agree to data being published in this dissertamhother possible publications with the
understanding that pseudonyms will be used instéadtual names. The researcher will
easily establish a collegial and scholarly rappott participants. The researcher will
adhere to all ethical principles surrounding coarfilality and informed consent through
the Institutional Review Board process of the ursitg before any interviews are
conducted.

As Moustakas (1994) explains, evidence from phemarogical research is

crafted from the first-hand accounts of the lif@esiences of the participants. Moustakas



further categorizes the first-hand evidence asth@)Epoche process, (2)
phenomenological reduction, and (3) imaginativeateom and synthesis. Moustakas
states that in the Epoche process all preconcgigezeptions and biases on part of the
investigator are set aside as to allow for thetpurf the essences of the experience of the
phenomenon or phenomena to be explored fully: ‘WWbdd in the bracket has been
cleared of ordinary thought and is present befgrasua phenomenon to be gazed upon,
to be known naively and freshly through a ‘purifiednsciousness” (Moustakas, 1994,
p. 85). To paraphrase Moustakas’s meaning of tleelgpprocess, he describes the
Epoch as allowing the investigator to view thingd avents with a new awareness as if
looking for the first time. The consciousness & ffihenomenon is entered into with
openness and offers the investigator the chancledn the mind. Moustakas suggests
that, with intensive effort, false notions of trithd reality can be bracketed and placed
out of action.

The research processes will involve collecting dladd will be in the form of
interviews and observations of the participantgsued by filed notes from the
researcher’s journal. The interview protocol wallbw Moustakas’s (1994) guiding
principles by engaging the participants in infornialeractive processes using open-
ended questions and comments. The researcherenvélap questions that solicit a
comprehensive account of the participant’s expedemith the phenomenon of literacy
struggle. Participants will be allowed opporturstte focus on the experience, and the

investigator will create an atmosphere of relaxatiad trust while fostering an honest



and comprehensive conversation with the particp@vibustakas, 1994). The
methodology of the study is described in greatéaibiem Chapter Ill.
Definition of Terms

The following is a list of words to be found inglstudy that may appear

ambiguous to the reader and are defined operalyonahe context that the researcher is

using them.
(1) Struggle is defined as difficulty, frustration, arallenge that a participant
may experience in relation to the phenomena agsalcigith adolescent

literacy experiences.

(2) Phenomenological is a form of qualitative resealetined by Moustakas

(1994) as a method in which the experiences oviddals is defined by how

they experience phenomena and how it is experieteading to the
discovery of the truth of how phenomena are expegd.

(3) Culture in this study is defined as shared pattantsbehaviors common

among a group of individuals. The value assignedutture is defined within

the context of the individual.

(4) The word identity used in this study refers to atygiconstructed societal
norms that adolescent males in the rural southeasteited States would
typically describe as normal.

(5) Self-efficacy is defined as "the belief and coafide that one has the
knowledge and skills to accomplish meaningful tables will produce a

desired result in academic settings" (Brozo & Gask?2009, p. 172).
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Resear ch Questions
(1) What in the life experiences of adolescent madeses a struggle with
literacy?
(2) How do adolescent males perceive and describegtraggle with literacy?
Limitations of the Study

One of the limiting factors in this study is thhétparticipants who will be
selected are from the foothills of Appalachia -arily an area steeped in a rural
agricultural economy, but consequently, also lkas 75 miles from a major
metropolitan urban center according to the AppatatRegional Commission.
Experiences of other adolescent males vary frononeg region, therefore causing this
study to have a different set of geopolitical antural norms already pre-established,
making generalizability limited to the rural soudlseern United States. In addition,
participants will be limited to 15-17 year-old msle

Despite these limitations, the benefits of the gtdid allow for an in-depth
portrait of participants to be formed to gain agkreunderstanding of the common
experiences that impact self-efficacy as descrilyeBrozo and Gaskins (2009); self-
perceptions as reported by McDermott and Varen@@5)land Finn (1999); and cultural
identity as defined by Coles and Hall (2001), Va(k208), and Love and Hamston
(2003) among adolescent males struggling withdigr The study will also provide
opportunities to inform policymakers about potdntiaricular and pedagogical changes.

Curricular changes must reflect the diversity & yloung men in today’s classrooms.
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Curriculum will also be impacted by societal changet affect how young men engage
with multiple forms of literacy on a daily basislggrmann, 2001; Brozo, 2002).
Organization

Information is organized into five chapters. Chapiie the introduction of the
study with a particular focus given to a statenwrihe problem, purpose of the study,
and significance of the study. Chapter Il reflectsomprehensive review of related
literature relevant to the problem associated atitblescent male literacy and reports of
previous studies that support the need for contirsiedy. Chapter Il describes the
methodology of the study, data collection, and liaa will be analyzed. Chapter IV
reviews the results of the data collected and pies/ian analysis of data. Finally, Chapter
V provides the reader with a summary, discussidmdings and results, conclusions,
and recommendations for further study.

In summary, the researcher hopes to examine thadntipat struggles,
difficulties, and previous failures related to ldey experiences have had on adolescent
males at the research site. The researcher plan@toine how these experiences have
potentially framed the self-perception of the gapénts. Chapter Il begins by exploring
the supporting literature based upon the resedscassumptions. Chapter 11 will
examine common themes which have emerged fromquevesearch in the field of

adolescent literacy with the primary focus beingadolescent males.
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CHAPTER II: REVIEW OF LITERATURE
I ntroduction

According to Johannessen and McCann (2009), tyeisadefined as a lifelong
journey framed by experiences, interpretations,erghgement with multiple forms of
texts. Linking literacy to the period of adolescen8trauch (2003) explained adolescence
as a period of life where brain development ace&srwith much of the brain’s ability to
make decisions, think abstractly, and begin toaeadth varying degrees of higher
order thinking occurring during this period. Thetidaal Center for Education Statistics
(2014) report demonstrated eighth grade male stader2013 scored a mean of 263 on
the National Assessment of Education Progress (NA#ite female students scored a
mean of 273, and twelfth grade male students ir82@bred a mean of 284 while female
students scored a mean of 293. The data demonstad¢eadolescents continued to fall
behind female adolescents without significant gapure between the eighth and twelfth
grades; however, George (2009) cautioned how esféoyt should be made to identify
which boys underachieve and avoid making the assamall boys underachieve. Boys
are anywhere from three to five times more likdlgrt girls to have a reading disability
requiring placement in special classes, and baysjaproximately twice as likely to be
retained as girls, according to the National CeftteEducation Statistics (2014). These
statistics revealed male adolescents definitelyggile with literacy across the continuum.

lllustrating a common factor between literacy apiind postsecondary success,

Biancarosa and Snow (2004) show that:



13
1. More than 8 million students in grades 4-12 straggith reading on a daily
basis,
2. Only 70% of high school students graduate on tirtke a/regular diploma,
and
3. High school drop-out rates continue to increasé &8% of high school
graduates enrolled in remedial courses in postskEggnnstitutions.
Gallagher (2010) further added that secondary dddtadents read at rates significantly
below grade level. In addition, one in four secagddudents were unable to read and
comprehend textbook information. Last, the 2005 ACllege Readiness Benchmark
showed one-half of the students were preparedditege-level reading with the scores
being the lowest in a decade. Gallagher (2010)dard of the blame on the constant
standardized testing focus promulgated by the NitdCleft Behind Act of 2001. She
coined the term “readicide” to describe the proaddsow the constant focus on raising
test scores is killing the love of reading in oatian's schools. Furthermore, the same
author carefully articulated schools act as if thalpe the development of test takers
over the development of readers. Gallagher (20tH¢d the constant emphasis on test
scores serves to limit the engagement with cumiimubecause a great degree of
importance is being placed on the value of simplgoking off coverage of skills rather
than an analytical and critical engagement withiculum.
Additional studies found breadth over depth of icutum was winning the battle
of curricular frameworks in all subjects nationwi@avanaugh (2009) concluded

curricular guidelines in all subjects are consigyeladen with mere superficial topics and
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therefore do not provide the crucial opportunife@sdeep student-to-teacher interaction
and verbal discourse. Dillon (2009) described htates have cleverly lowered reading
and math standards to make those states appeairnacbmpliance with adequate yearly
progress under the "No Child Left Behind" act. dillstated the bait and switch tactic
makes it publicly appear scores are improving vihen looking at national assessments,
students are actually regressing.

Gorian-Bevelhimer (2008) reported how adolescenesiend to possess a more
negative attitude toward reading, writing, andréitgy in a structured educational setting.
Most of the perception has been attributed toypeal “assign-assess” model of
instruction. Therefore, males tended not to seedlify tasks being coupled with real
purpose and relevance to them. The typical makestiumust perceive a sense of real
value and connectedness to literary endeavordudés affect academic performance
more than their skill. Male students reported ardde write for a purpose and a clear
goal. Gorian-Bevelhimer recommended focusing oatarg curricular and instructional
experiences that male students find to be motigadmd ones that work to build a
positive attitude toward literacy.

A study conducted by Eccles, Wigfield and, Schie{@l998) attributed much of
the decline in adolescent literacy to differeneemstructional practices among
educators. They recognized a substantial declippdres with intrinsic motivation as
students shifted from the elementary years to ¢sersdary years. Alvermann (2001)
refuted this claim by stating research was much ¢ésar about the reasons surrounding

the intrinsic decline and actually supported thedhr more qualitative research studies
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concerning the decline with intrinsic motivationut@rie and Wigfield (2000) found the
external pressures associated with standardizédgeachievement testing, and interim
classroom performance assessments played a legs@r evaluating student
engagement with texts but, more importantly, nééaathers being aware of instructional
practices promoting self-efficacy, engagement,aooteraction, and motivation were of
higher importance. Finn (1999) further supportezldlaims, indicating how the
instructional practices, beliefs, and expectatioglsl by educators were more important
in helping adolescents become lifelong literateriees. Finn justified his findings by
describing two types of education:

1. Empowering education, which leads to powerful &itsr, eventually
transcending into positions of power and authoatyd
2. Domesticating education, which leads to functiditatacy and makes a
person productive, dependable, and less troublesome
Finn (1999) also stated students can be more §savare of the distinctions with which
the educational system intentionally or unintergibnused to categorize them.
Adolescents also experience huge demands on teleaic literacy abilities in
the high content subject areas. Alvermann (200fipsued the findings and
subsequently raised concerns about the resultstiierNational Reading Panel's (NRP)
2000 study, showing exactly how reading compreloenisi the adolescent mind is an
extremely complicated process because the cafdacitlye adolescent brain to critically
think is just beginning to emerge. Alvermann adveddor the NRP findings which

encouraged educators to employ seven key stratiggliésracy instruction:
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. Comprehension monitoring,

. Cooperative learning,

. Use of graphic and semantic organizers,

. Providing intentional feedback from responses &lier questions,
. Student generated questions,

. Using text structure to assist in organizing infation, and

. Summarizing and generalizing ideas.

However, Alvermann (2001) admonished educatorake taution in overgeneralizing
the NRP's findings because second language leawezes not included in the study and
reading in subject-specific classes were alsomabtided in the NRP study. Alvermann
also criticized the findings by stating her reshgrarticipants included individuals who
learned better in more socially interactive setiagd with broader ranges of literacy
experiences than adolescent students engagingrostyool-based literacies.

This literature review sheds light on reasons léwad researchers to conclude a
problem with adolescent literacy exists and whpanticular adolescent males
experience a struggle with attention given to ualiag some of the underlying causes.
The overall major emerging trends relating to thebfem of male adolescent literacy
mainly centered on themes such as:

» Masculine culture,
* Masculine identity,
» Self-efficacy,

e Student choice and voice,
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* Interventions and instructional strategies,

* Multiple forms of literacy, and

* The decline of adolescent literacy
However, a gap exists in research which clearlytifles explicit reasons why males lag
behind females in literacy ability and engagemaArfurther lack of qualitative studies
dealing with experiences and perception of adoldsoales is also evident. This
literature review will topically organize the maj@search available, focusing on the
problem of the struggling male adolescent in reganditeracy based upon the claims,
positions, and ideas of previous researchers.

Masculine Culture
West (1999) conducted a qualitative research ghydybserving and interviewing

14-year-old boys from four schools across Sydneistralia on how boys' ideas of
masculinities affected school achievement and h@actilture of the education system
impacted boys’ achievement in school. West repditgeé emphatically agreed the
culture of the schools promoted the idea of cortstgmoving their masculinity in the
academic setting. Furthermore, the author belieebdols should choose to examine
their culture internally with a critical lens angpéore the possibilities of changing the
culture from one with preconceived ideas and inggdiattitudes about boys to one which
is more dynamic and one which allows boys to expbord express feelings. The
teachers’ ambivalent attitudes toward boys contintoeecho throughout the study, but
evidence showed when teachers held higher acadgepertations of boys, then much

higher grades were attained in courses such aatlite, foreign languages, and history
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courses where boys had previously demonstrataddéaiiWest, 1999). Here it becomes
obvious that students purposely seek to align tkémas with prevailing cultural
expectations, whether from teachers or from p&érs.former has the power to either
raise or diminish male student performance. It thesomes crucial that teacher enacted
attitudes toward males match prevailing educatiobg@ctives.

Amplifying this perspective, West (1999) also fouhdt deeply ingrained teacher
attitudes about how boys interact with their enmiment, and further how boys actually
shape their cultural experiences through peerantems, both negatively impacted
literacy performance. Historically, his study relsehnegatively biased attitudes
continued to persist in the arts, literature, laagr) and history classes. Furthermore,
those attitudes had counterproductive effects anlays qualified identity and
masculinity. Finally, from information gained thigluinterviews and observations, boys
responded best to the teachers who listened to, theited and encouraged verbal
exchanges in the classroom, and fostered an atreaspinere peer-to-peer
conversations were valued. The importance of Wastidy reveals how classroom
teachers must adapt to prevailing cultural normsasgculinity in order to engage boys in
maximally productive learning.

Extending the narrative of the socially embodi¢eréicy struggle among
adolescents, McDermott and Varenne (1995) exanmarfeeimnework they defined as a
"culture-as-disability" perspective when studyimplescents struggling with literacy.
Proponents of the perspective tended to argue bowntuch emphasis on skills-based

instruction in reading was insufficient and proddevehicle that allowed schools to
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easily attempt to normalize reading instruction andagement with texts. From the
“culture-as-disability” mindset, society — not tinglividual — was seen as creating
struggling readers from adolescents; thereforégsowas viewed as having turned its
back on secondary school literacy in general. Haneschools did not bear the complete
burden, but the community shared responsibility @wdership of the problem created.
The McDermott and Varenne study coalesced with EI®99) by stating school and
societal culture arrange for certain types of restie be subjected to labels and
categorized by learning styles. A major recommanddtom both studies was that
teachers should recognize that not all adolesstntggle with texts and reading material
in one area and that struggling readers can ovexceading difficulties. Comparing to
West’s (1999) study, teacher internalized biaseshaped by surrounding sociocultural
systems at large. The cultural research studi&snof (1999); McDermott and Varenne
(1995); and West (1999) illustrate the need to neway from the “culture-as-disability”
mindset to one of “culture-of-enabling”.

Masculine | dentity
To study how masculine identity relates to adolesogale literacy, a social
constructivist research study designed by LoveHamiston (2003) examined adolescent
boys defined as reluctant readers, those who @ahlnet choose not to read. Interviews
with participants revealed adolescent males chtmsagage with literacy that offers a
broad appeal to alternative types of print, esplgaddectronic media. From this finding,
Love and Hamston (2003) agreed teachers must @didateéscent males toward pathways

they find engaging. The study underscored theegditidings of Millard (1997), who
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stated that digital technology is basically seemate dominated and that the literary
identity of these young males is being shaped bgvamn-changing digital culture.
Educators and curriculum designers must find wdystegrating digital media into all
forms of academic literacy. The literacy developtdithe adolescent learner framed
within the context of establishing an identity toreself is what helps the adolescent
reader learn to explore critical engagement wiktiste

Continuing to expound on the theme of masculinatitle Coles and Hall (2001)
reported how boys interacted with texts equatet iwitw boys framed a literate identity
for themselves; however, boys constructed themtides through more diverse text
structures than traditional school settings recogirsuch as informational magazines of
interest, informational books, and Internet sifdsey further found boys preferred to
engage with analytical and factual material rathan narrative forms of literature. The
study found preferences affecting boys' motivatiad attitude toward school-based
reading curricula, coupled with a generally naraefinition of literacy present in some
schools today, account for some of the strugglastibys face with literacy. Coles and
Hall stated, "If we were to broaden current deiiom$ of school literacy, we might find
boys' vernacular literacies are actually servingshrather well, although the school
system is failing to recognize or capitalize ors'tl{p. 219). They continued to state that
if schools would embrace broader definitions adrlicy, which include and recognize
alternative forms of media, then boys would deéilyitoe more motivated to not only

improve in literacy habits but to actually succéethose areas even more.
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This particular study also found that allowing béy®xercise a degree of choice
control with literature to be studied produced apir engagement with texts.
Challenging boys with texts in which they felt colgint manifested an identity that the
boys described as confident and successful (Coldal& 2001). Smith and Wilhelm
(2002) believed from their research that boys reperience a personal engagement
with the issues they care about through inquiryedasstruction in literacy before self-
identity is impacted. They found that when a teatieeame a facilitator of constructed
learning engagements, built and sustained a sémsgronunity, and provided
opportunities to collaborate about the literattinen boys became more interested in
literature.

Another factor affecting how adolescent boys shapseculine identity centers on
their ability to see other men being engaged wiigndcy. Brozo (2002) firmly believed
that adolescent boy’s seeing and being providezttlexperiences showcasing men
engaged with literacy produced a positive impacsioaping masculine identity. Brozo
concluded such experiences would demonstratediferaelevance in their lives. He
argued that many boys who rarely saw fathers olt atekn engaged in any type of
reading could potentially conclude that readinghilge seen as a threat to identity and
masculinity. However, one factor that the reseanuits is the role the parent or
significant adult plays in shaping the meaningtefacy and the literary identity the boys
will eventually form.

Hall (2006) clarified that students who demonsitiad sincere desire to be seen

as a reader capable of comprehending text versus-aeader perceived as incapable of
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comprehending adolescent level text held a morathagperception of self-identity. The
students explained how they tried to discover wayesngage with the text and make
meaning from the material, which would mask andjuiise reading difficulties to the
teachers. The participants reported they did nsire@n identity of weakness and
vulnerability to be discovered that would labelrthas struggling readers or weak readers
by instructors. The student participants reported they would ask others for help,
listen to teacher-led discussions about the text veatch the ways peers attempted to
comprehend the text. One flaw discovered was teacmmetimes rushed to hasty
judgments and labeled students as lazy and noni@rp

However, Brozo (1991) and Schunk (1989) suggegtadging adolescent
readers are not necessarily resisting reading lseaafunon-compliance or laziness, but
confirmed students who felt they could not effegiyvmanage more complex academic
texts were less motivated to interact with the.teball (2006) concluded classroom
methods alone are certainly not enough to impreading comprehension, nor are they
adequate to improve the perceived negative sefftityesome struggling readers assigned
to themselves. The study posited teachers mugtatiyt consider how they conceptualize
their thinking regarding reading instruction andviibiey frame their beliefs about
outside influences that effect student learningdiAd to this, Hall (2006) shared the
social world of the adolescent and cultural infleessurrounding the adolescent
significantly impact decisions made with regardext and instruction and further serve
to shape the meaning of self-awareness and ideBtiyth (2002) stated male

adolescents have a difficult time identifying thetwes as literate beings mainly due to a
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history of failed attempts with literacy. Adolestemales will simply withdraw from
engaging with literacy to avoid being further ladzbhs a poor reader or disengaged
student.

A study by Vacca (1998) related a powerful persataly that, according to him,
personifies the reason he became involved witharekeconcerning adolescent readers,
especially boys. Vacca was teaching English in &ge, New York in 1970 and began
to allow one of his students to work on his 196@@hwhenever mechanical needs
manifested themselves because the young man wdsadeys at repairing cars. The
young man dropped high school and did not eardipisma. However, years later, the
author began to teach English for the regents etastere students could earn an
equivalence diploma. Johnny (not the real namegagual in his class again. A mutual
relationship of respect and trust had been prelyastablished. He stated his car needed
work again, and he took it to Johnny's garage.}idaened to Johnny how he would be
leaving Syracuse in the fall to begin his doctoratek. Johnny quickly added how the
author was already great at reading and did natiregnore degrees to prove it. The
author then stated Johnny uttered a sentence whbidinues to haunt him to this day,
“Reading robbed me of my manhood” (p. 608). He axy@d Johnny equated learning to
read as a threat to his masculine identity andeseag a powerful reminder just how
strongly some adolescent boys value their mascidirgtity. The author stated educators
cannot be so quick to write off struggling adoledaeale readers, but must rather
nurture an educational relationship that will fodtieracy growth. He pointed to the fact

that high school English teachers are often thditagary instructional influence for
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many of today's adolescents. Reading specialistaraendangered species in the
secondary setting. He urged content area teaahersetthe high-interest some of their
courses generate to students’ advantage in progiliténacy. Consequently, Vacca
found many of the content area teachers resideddly practices and strategies largely
in part because they see the greater need of glummccoverage over curriculum depth.

Self-Efficacy
Self-efficacy is defined as "the belief and confide that one has the knowledge

and skills to accomplish meaningful tasks that pidduce a desired result in academic
settings" (Brozo & Gaskins, 2009, p. 172). Brozd &askins (2009) presented five
guiding principles to be utilized when attemptingehgage boys in literacy:

* Promote self-efficacy,

» Stimulate interest in reading,

» Connect outside-school with inside-school literacie

* Have plenty of engaging and interesting texts abéa, and

» Allow for the expansion of student choices and @i
To test each of the five principles, these reseascbonducted a qualitative case study at
an “alternative” high school, a special school geated to house students with discipline
issues, over a period of two years. The researdneased a narrative case study of one
student through direct interaction, instructionieimiews and observations with the end
result being an improved self-image and an incitasefidence being reported by the
student in regards to literacy ability. The reskars encouraged the student to speak in

class and to participate in class discussions whddeling to the student during
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instruction that his opinions were valued. The radthemployed by the researchers
helped to improve the reading fluency and comprsioenof the student by three grade
levels.

Underscoring the importance of building relatiopshiBrozo and Gaskins (2009)
contended that when educators construct positieiaaships with students and become
aware of interests students possess, then theieieess of teaching improves along
with students' overall academic performance. Thdysalso reported connecting the
literature to outside interests and allowing thseeasonably permeate the classroom,
positively enhancing the ability of the young merotganize the reading and make
meaning of literary assignments. Furthermore, 2807) found by actively engaging
boys with literary tasks that promoted active |@agmrather than passive learning, then
comprehension of literary texts also improved. Hesvelimitations in Brozo and
Gaskins’s (2009) research are class size is algagdler in the alternative school setting
and students attending an alternative school aled not by choice, but rather by
disciplinary placement.

Adolescence is a period characterized by interaenfgs of change and a journey
to find oneself in life and society. Santa (200&)aucted research with students who
struggled emotionally and academically. SubsequeBtinta found the building of
trusting, caring, and professional relationshipthwitudents was essential to improving
overall literacy and enhancing the self-efficacpaept among adolescent readers.
Similar findings were concluded by Wolk (2003), yirgg achievement increases with

literacy where a sense of community is establistsestudents feel comfortable working
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with each other and with the teacher. Other stuidiesd students are more engaged and
achieve more when a sense of self-efficacy andaence is nurtured (Guthrie, 2004).
Santa (2006) quickly corrected any notion on the giethe reader stating relationships
alone work to improve literacy achievement; howe@anta believed a deep
understanding of the curriculum in conjunction watbsitive relationships improved the
efficacy of the struggling adolescent reader.

Researchers also studied the potential negatieetsfproduced by over-inflated
concepts of self-efficacy produced by a compelfiegd to excel in all areas. Kimmell
(2000) found boys held a general expectation aidptie “expert” in most any endeavor
and equated the belief to the concept of mascplivlege. Kimmell concluded the
concept of masculine privilege produced a feelihgwerconfidence in boys. The feeling
of overconfidence led boys into taking courses thay were not as prepared for and
actually caused their scores to fall. Consequeimbgrrect assumptions about reading
ability were made about the boys in Kimmel’'s stullig.additional study conducted by
Weaver-Hightower (2003) found the belief in masoailprivilege contributed to boys’
seeking courses they perceived as more technologinature, such as the applied
sciences. The boys were found not to be prepardtiédevel of reading in those
courses. However, Weaver-Hightower advised edusatod policy makers to identify
which boys struggled with literacy in those couraed not to assume all boys struggled
as a result of perceived overconfidence.

Smith and Wilhelm (2002) found boys often turnechgirom reading because

they found a great amount of difficulty engaginghe reading tasks in the academic
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setting. The results of this study pointed to thet boys preferred to be directly engaged
with the reading that specifically covered areagmgtthey felt more competent. The
data indicated boys rejected reading in the sch@mademic setting because they are
often required to encounter the literature theytroften dislike and have no voice in
choosing. Brozo and Simpson’s (2007) findings iatBdhat teachers who supplemented
traditional texts, especially those of high contargas, with alternative forms of printed
media, such as graphic novels, topical magazitestrenic media, and informational
texts, sustained reader motivation and subsequiempisoved academic achievement.

However, Vacca (2006) believed self-efficacy tadependent upon the situation
of the reader and the skills the reader alreadggsses. Struggling readers, according to
Vacca, bring to the table with them much uncerteatbng with deficiencies in reading
strategies. Together those factors inhibit thegsfiing reader's ability to comprehend
what the text and the subject matter are demardfititem. Vacca's research also
supported the idea that when students believeliheg a good chance at succeeding with
a particular task, then they become more motivateshgage with and persevere in the
reading. Vacca pointed to himself as a struggleager and stated it took encouragement
and family support for him to finally realize hisliest potential and to fully develop his
personal meaning of self-efficacy. Vacca'’s findimgsicur with Gallagher (2010), who
stated how teachers must include instructionategfias aimed at reducing problems
encountered with texts and offer individualizedusioins designed to improve self-

efficacy with reading.
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Choiceand Voice

The literature reviewed confirms boys should beegia choice and a voice in the
selection and types of literature studied in acadesettings. Millard (1997) contended
boys are disadvantaged because of the emphaseimadeacher choice and teacher
selection of the literature texts and the lackwv&ilability of literature that stimulates
interest among boys. Brozo (2002) claims "evideatm@unds language teachers are more
likely to select and use narrative fiction whichyniee less appealing to boys" (p. 77).
However, Taylor (2005) admonished researchers dndators to be keenly aware of not
falling into the stereotyping trap assuming all §aye the same because boys represent
unique individuals with unique needs just as gids

To further investigate the uniqueness between aradefemale adolescents,
Manuel and Robinson (2003) conducted a study in Reuth Wales examining
adolescent boys and girls aged 12 to 15 years3&itmale participants and 34 female
participants. The conclusions emerging from theystuggest that educators, policy
makers, and administrators must avoid stereotypisstimptions about boys not wanting
to read or not thinking they are “good” readerse Titerature reviewed stands in
harmony with the belief that states adolescent lamgsgirls must be offered choice and a
degree of control over what reading material is&eld for study along with the selection
of texts studied in academic settings and how apglgvergeneralization of assumptions
to just boys is dangerous, but rather to includé lgenders when arriving at research

conclusions.
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The critical question "What do adolescents say alemistance to reading?" bears
serious deliberation and thought. Lenters (2006fiooed listening to students’ voices
becomes an essential ingredient in any programattexnpts to address the problem of
struggling adolescent readers. Lenters found adehs engaged in forms of reading for
information and pleasure rather than academic gurgith boys less engaged than girls.
Respondents in Lenters’ study reported they viethethselves as good readers in
elementary school and seldom equated poor readitity avith a dislike for reading. The
main reasons participants gave for resistancegidimg were interest, identity, and
agency.

Guthrie and Davis (2003) and Ivey (1999) reportetllack of interest in reading
stemmed from readers' inability to find sense amgh@se in the majority of reading
assigned in secondary schools. Participants reptrey seldom read required texts
thoroughly, but chose to rely on skimming and logkior answers on assigned topics
and questions. Participants demonstrated the contineones that schools tended to
devalue what students consider relevant and whegtehjoy reading outside school and
chose to rely upon the "classics" rather than copteary literature and readings, which
appeal to most adolescents.

The ultimate goal of educators is to have adoldsaemgaged with reading and
literacy. lvey (1999) stated students desired sexagcise of choice and control in what
they read at school. Hamston and Love (2003) shthedchs boys moved into
adolescence, their reading choices reflected pedaiseful interests and purposes.

Educators should not invalidate out-of-school casjdut explore with students common
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themes that dominate reading choices. Reeves (200dned up the ideas of interest,
choice, and voice by stating, “Younger people adermpeople get to choose what to
read, only in middle school and high school areptee reading choices so controlled”
(p. 242).

Examining reasons why students lose interest idingeas they mature, Bintz
(1993) conducted research concerning the phenom@&henauthor approached the study
from a social constructivist inquiry point of viewhe study’s framework research used
negative-case analyses, a qualitative data anatyslstect inconsistencies developed by
Lincoln and Guba (1985), who described the metlsod jprocess to revise hypotheses
with hindsight and to refine a hypothesis untilaadtounts of known cases can be
discovered. Bintz reported his findings by condingca narrative study of 44 students,
11 from each of four schools. Each subgroup oft@dents represented three
achievement levels:

1. Four students demonstrating increasing readingegement scores,

2. Four students demonstrating decreasing readingaaient scores, and

3. Three students demonstrating stable reading aaghiewescores.

The author investigated the personal, home, angos@mvironments of the participants
as they moved from grade 6 to 11. Interviews wenescribed to construct individual
autobiographies written in first person. Data inéd in the autobiographies were teacher
interviews, parent interviews, dialog transcribes small focus group discussions,

student interviews, and formal and informal classi@mbservations.
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Bintz (1993) categorized participants as avid, pas®r reluctant readers. Avid
readers identified a strong familial influenceirata positive effect on reading because
reading was modeled by influential adults in thelesicent's sphere of influence. Avid
readers also reported that a wide variety of sauimereading material, always readily
available to them, made finding time for readingye&articipants falling into the passive
reading category reported they did not activelksggportunities to read and, when
doing so, felt they gleaned little information atarest from reading. Reading was
primarily completed to simply comply with teacheexjuests. Brown, Campione, and
Day (1981) described passive reluctant readertidsrsts who frequently experienced
difficulty in reading comprehension while Bintz dseords such as apathetic,
withdrawn, disinterested, and unmotivated to descpassive reluctant readers. Bintz
stated these students could read poorly or coald weell but chose to avoid reading at
nearly every opportunity.

Bintz (1993) determined improper placements andriect engagements with
text behaviors, such as an emphasis on decodindsweentences, and paragraphs, led to
adolescent readers comprehending less and repartimgye negative experience with
regards to reading. The author stated adolescading decline is not a permanent
condition and should not be viewed as such. Thedlitire also pointed to the need for
careful attention to be paid to the social contéxeading outside school and not to
solely judge all adolescents, especially boys,eatling tasks that are limited to the
academic setting only. Finally, the researcherntepdahe negative-case analysis

affirmed existing portraits of students as pasaive reluctant readers.
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The dominant idea in Bintz’'s (1993) study detemudithat students used a wide
array of tactics to disguise themselves as reltictiad disengaged readers in the school
context, but presented themselves much differetghending on the social context and
the purpose for reading. Students reported theyodveliberately skim text, look only at
information in bold or italicized print, read firsentences in paragraphs, and anticipate
teacher-made questions related to the text. Stagemteived themselves as good readers
but stated they expected academic texts to bedperian before engaging with the text.

This finding corresponded with Brozo (2002), whaerscored how boys
become disengaged with reading in which they faibedew as meaningful, useful, and
pragmatic. However, this study was limited to badligrefore not reporting findings
concerning female students. Bintz (1993) impliezistudy included girls, but did not
explicitly state the number of males and femaldsisrstudy. The author gave
recommendations to future researchers, admonish@ygcontinue to reshape and reform
thinking regarding adolescents in secondary scheiksregard to literacy and literacy
practices. He contended nowhere is the controvemspunding reading and curricular
decisions more evident than in secondary education.

Teachers described struggling reading studentpatbetic and disinterested in
reading (Bintz, 1993). Teachers reported the remedplve reading difficulties was to
exert even tighter controls over reading actividaes materials and to basically adopt a
forced and rigid mentality regarding reading. Thelent participants reported teachers
failed to explain why certain readings were asgigaed had pre-developed instruction

that left students with only the option of accegtor rejecting the literature. The teacher
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participants in Bintz’s (1993) research stood arlstontrast to Alvermann (2001) and
Brozo (2002), stating how adolescents should besegbto multiple literacies with
multiple choices to discover the deeper benefilgerfacy engagement. Alvermann
(2001) identified a need for further examinatiorciassrooms to qualitatively determine
if teacher views and voices have changed or if @gws and administrators are allowing
their preferences for the types of reading to ofesthe potential benefits of allowing
students more exercise over the control of reagerges.

Bintz (1993) concluded his research by warning athrs not to so readily place
labels on students identifying them as avid, p&ssv reluctant readers. He argued how
this practice leads to an oversimplification of areninherent problem with adolescent
readers. The author suggested educational stalerb@dcept adolescents will exhibit a
wide array of literate behaviors depending on therpretation they assign to
assignments and texts. Also, he admonished edsaadbto assume students will engage
in the same literacy practices outside school sisénschool, consequently giving the
appearance of a completely different individuahtlbae observed in the classroom. Bintz
(1993) concluded by cautioning educators to loakftdly and critically at current
beliefs they held about reading, curriculum, argeasment.

Following his 1993 research, Bintz (1997) condueed completed more
investigative in-depth research that explored thieesof the teacher as it relates to the
problem of adolescent literacy. A total of 131 tears provided responses to his question
prompts. Of those 102 were secondary teachers @mek2 middle school teachers.

Bintz intentionally researched secondary educatndsnoted rather disturbing
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assumptions, which he described as nightmarishture: "Reading instruction is
primarily, if not exclusively, the role of elemengaeachers, not middle and secondary
school teachers and reading is an isolated skiteanastered in the elementary grades,
students require no further direct instructionha tipper grade levels." (p. 14).

Countering the argument made by educators, Big@{)Lstated student reasons
for devaluing reading as they progress throughalohere complex. He found teachers’
and students’ reasons were divergent when it cardeagnosing the root of the
problem. However, teachers described the overablpm with students being how they
simply cannot, will not, or fail to fully comprehdmwhat they read. According to the
teachers, students did not enjoy reading and diémoy engaging with literary texts.
The author had previously confirmed with his 1988aarch students devalued what they
did not experience success with or found not megduirand relevant to their lives. As
his 1997 research concluded, teachers' opinionsnbigemerge. Teachers viewed the
literacy problem as being completely endemic tastts. However, findings from this
study reported the students felt that as they abeg,experienced fewer and fewer
positive experiences with teachers, which compodrstiedents’ frustration.
Subsequently, teachers did not view themselves@ssticated readers unless they were
teaching text specific to their content area (Bid&97).

Teachers also reported feeling betrayed and fiestizecause the number of
students experiencing reading comprehension prabiemiasses continues to multiply.
Teachers reported feeling overwhelmed becausesdéttk of training to teach reading

and because of being asked to address readingt@radty problems in content areas.
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Many educators questioned the age old belief inglestextbook to anchor all the
content for one subject, feeling textbooks aretemitvay above the reading abilities of
the average student. Finally, teachers rationalizegtudent deficiencies by stating the
problem’s foundation rested upon the previous eusar with parents (Bintz, 1997).

Concluding from his research concerning teacheregiBintz (1997) advised
school districts and states’ departments of edoigdti re-examine the current
commitment to reading at the secondary level. Witleocritical overhaul, the mire and
clay becomes deeper, and the student remainsdéeifothe perpetual cycle. The
majority of the literature reviewed paints a ratsienplistic answer to the problems
surrounding adolescent’s struggle with literacyeesally boys. The most common
theme emerging is to look carefully and introspesti at the source of academic
involvement and the complicated machine callecethecational system. There must be
theoretical changes in concert with curricular cfemn Potential solutions also require
teachers and administrators to determine exactht vghvalued the most with regards to
reading and how to improve literacy. The authorgaested teachers begin to regard
reading as a social construct and not just anteslactivity. Relating the
interrelationship between learning to read andirgpth learn allows educators to make
the connection between the roles of the elememtadysecondary teachers.

Interventions and Instructional Practices

As shown by Johannessen (2004), educators typiapflyoached struggling

adolescent learners’ reading difficulties by plgcihem in prescriptive intervention

programs or remediation classes, which focus dilla approach to reading instruction.
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These programs promote two types of possible thgilkeither all reluctant readers be
subjected to remedial courses or struggling reastindents do not possess the skills to
have meaningful interactions with texts. Johanmesgpposed the paradigm currently
embraced by policymakers who support the RTI (Respdo Intervention) philosophy
where struggling high school readers are conced@thnnessen contended struggling
adolescent readers benefited from a cognitive agbrthat emphasized problem-solving
and engaged the reader with learning tasks. Jobsen@sserted his findings were
supported by educators and psychologists, Mean&aagdp. Means and Knapp (1991)
had earlier concluded “using a standards-baseddiatien approach to address specific
deficit skills of struggling adolescent readerslawed because the approach
underestimates student capabilities, postponetedgatg work, and deprives students of
truly meaningful and motivating context” (pp. 2884).

Students who received instruction from innovativegpams demonstrated higher
reading achievement scores than students who ext&ditional teacher-led and
teacher-driven approaches. Langer (2001) advodatesthools to place a high value on
meaningful dialog and verbal discourse as a ceftcals for dealing with struggling
adolescent readers. Langer's research involvedi#ioks in four states, 44 teachers, and
88 classroom observations over a two-year spanrddearch focused on schools that
had a higher proportion of at-risk and strugglitgdents compared to other schools in

those districts. Langer's research found six comfeatures:
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» Lesson types were greatly varied,
» Teachers allowed assessments to inform curriculdirgstructional
decisions,
» Cross-curricular content and lessons were encodrage
» Capacity was built for strategies that promotdaaitthinking,
» Schools encouraged generative learning (accepéngigeas with open-
mindedness), and
» Classrooms encouraged shared collaboration.
Langer also found if teachers exposed struggliagees to the same kind of reading
strategies as non-struggling readers, then skitk s summarizing, clarifying,
guestioning, and predicting improved reading comension. Supporting Langer’'s
findings, Alvermann (2001) reported effective ldgey instruction for struggling learners
should incorporate multiple sources of literacgssh as interactive technology and
printed materials found outside the traditionaldssaic setting.

Reporting on the efficacy of reading interventitrategies, Fisher and Ivey
(2006) stated before any intervention programtaldished in a school that addresses
struggling readers, the school must first haveeagstablished supplemental reading
program targeting specific difficulties. Secondg tearning community should recognize
adolescent literacy as a problem and develop asfoauncreasing student achievement
and performance. In this study, the researchemsweended block scheduling as an

intervention to increase time for reading and laggusupport. Without the
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implementation of these suggestions, the efficdégtervention programs is called into
guestion (Fisher & Ivey, 2006).

Struggling readers should be provided balanceducsbon that blends computer
programs with teacher-led instruction. Alvermand &ush (2004) found solely
expending time with a computer was an insufficiaethod to evaluate students' needs or
to diagnose problems. They concluded the compl@fitize difficulties reached far
beyond computer interaction. Johnston (1987) fatndents benefited from experienced
expert teachers with the knowledge, skills, anditads to make quick decisions that
impacted students’ understanding. Ivey and Baked42warned against programs for
struggling adolescent readers that focused strictlphonemic awareness, the making
sense of consonant and vowel blends, and pure ghorstruction because research
failed to prove benefits for secondary studentshé&i and Ivey (2008) agreed with
Alvermann (2001) and Brozo (2002) that reading ariting intervention must begin
with complete engagement of meaningful text ancehastruction that supports word
recognition, comprehension, fluency, and technidqaesprove vocabulary.

For achievement to be increased and for motivdigyond the intervention to be
completely effective, Fisher and Ivey (2008) praabthat students must be actively
engaged with textual material and for teachergmbe deceived into thinking a false
sense of compliance and understanding of mateagbken reached. Guthrie (1996)
supports this in sharing, "Compliant students atdikely to become lifelong learners”
(p. 433). Fisher and Ivey (2008) described struggidolescent readers as extremely

complex and that this complexity calls for a cloeek at evaluating literate needs and
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preferences. They argued teachers must engageattmet with authentic literary tasks
that are used to make crucial decisions regardimdests, such as alternate forms of
reading and instructional writing tasks developeith\a distinct purpose. Fisher and Ivey
(2008) concluded the study by stating they hadgéhd a single student who absolutely
could not grow to some extent.

Adding to the overall movement of increasing litgrachievement in adolescent
males, Brozo and Simpson (2007) believed one ofrtb&t powerful ways to fight the
literacy problem concerning adolescent males equaip secondary teachers with the
necessary skills and knowledge for all to see tiedras as teachers of reading. Their
recommendations and guiding principles stemmed fna@mk conducted with Hoover
High School in southern California and FoothillgHiSchool in eastern Tennessee. The
researchers emphasized the importance of not oedmirg teachers with too many
strategies simultaneously. At Foothills High Scheehchers agreed to consistently apply
three strategies:

1. Sustained silent reading to increase the amoutitnef students engaged with

printed material,

2. Multiple sources of literacy, and

3. Lesson impressions or "frontloading,” which meansdt the stage for the

topic and focus the discussion on the topics tstbdied.
Teachers reported a greater sense of commitmergadisfiaction, knowing the entire
school was using the same initiatives to incre@seaty ability and engagement with

literature across disciplines. Also, Brozo and Simpensured additional support
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throughout the year was provided to teachers ih bantent subjects and in language
arts. Teachers were not simply left to fend fontkelves after a two-day workshop at the
beginning of the year, but instead received diirestructional support the entire year.

The "frontloading"” strategy was also advocated bilagher (2010) as teachers
began to engage students with books or literaigsata. The researcher stated teachers
must frame and set the stage for the adolescetiérréa begin to have his or her own
frame of reference with the literature. Withoussthrucial step, adolescents will see no
purpose in the reading, disengage immediately pamnglay the role of struggling reader
to the average teacher. The researcher also fobed purposeful discussions ensued
prior to text and relating text about to be readdtual student experiences in some form,
then reading achievement increased with studentsi@éntified themselves as struggling
readers. The researcher recognized for reader atiotivto be properly generated,
providing students initially with an idea of whael will actually gain from the text was
key to increasing comprehension of material anchgament with the text.

At Hoover High School, teachers recognized the rteadter some of their own
intrinsic beliefs about reading, especially thegdreld tenet espousing the idea it is only
the job of the English teacher to teach readingchiers there were given an active voice
in planning and developing improvement efforts. Titegacy committee comprised of
teachers from all disciplines set the literacy algefor the school. Brozo and Simpson
started with teachers who showed the greatest ooacel enthusiasm for trying new
strategies. A science teacher became completelyirczed during the year-long study in

which student achievement and engagement with tfaiebexts had improved because
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of the detail and attention given to teacher-leafgssional development. This study
supported teachers and administrators looking spiotively at teaching methods and
practices where adolescent literacy problems anearoed (Brozo & Simpson, 2007).

MultipleLiteracies

Alvermann (2001) reported for literacy instructimnbe considered effective,
multiple literacies, including electronic mediapshd be included in secondary schools’
reading programs. She also noted book readinglatesd content subjects typically did
not appear until later grades as students begandounter assignments that required
supplemental academic reading. The author obséredstudents engaged and reacted
to academic reading was easily evaluated by teschewever, teachers lacked the
capacity to judge effectively how students usednmfal literacy. She believed effective
teachers deliberately sought ways to discover stistimterests and matched tasks with
complexities students faced. Effective teacherk smvantage of incorporating multiple
literacies and exercising sound judgment when eiimlg approaches tailored to a “one
size fits all” concept of instruction.

Alvermann (2001) supported the need for adolesderite more engaged with
literacy using a critical lens now more than evecduse of the exponential explosion of
Internet material so readily available. She st#tedcritical lens is crucial because of the
widespread reality that adolescents accept alnlasf@mation from the Internet or
social media to be true when, in fact, it silengadicular views. In addition, the study
found students deemed as struggling readers wéreagpable of producing their own

electronic texts and multimedia documentaries. fElsearch examined 30 adolescents in
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a 15 week media club project. Participants hadaled in the lowest quartile of
standardized state reading assessments, but deatedsin uncanny critical awareness
of how popular media and popular culture tend &pstthinking. The research
framework called for educators to explore alteneatvays to engage struggling readers
with printed media and texts that responded teetheronment in which they received
and processed information. Rather than the teacdesmitting facts and knowledge, the
researcher stated adolescents must be engagelitevihy from a participatory approach
to learning (Alvermann, 2001).

Adding to Alvermann’s assertions and findings, Mo@014) explained for
struggling readers to have instructional needs @atety met, a blend of computer-
assisted instruction in conjunction with teachetlestruction is best. She promoted the
careful scrutiny of the pros and cons of computesell instruction. Furthermore, the
study described a major advantage of computertaddisstruction as being students’
ability to work at their own pace and feel less amdissment over not knowing some of
the material. A major disadvantage noted was thehter's inability to provide on-the-
spot feedback and an inability to more astutelguitse problems.

Another literacy outlet, graphic novels, was stddy McVicker (2007). Graphic
novels help to capture the attention of male adelets by appealing to the visual part of
the brain. The researcher found the graphic ndwallsed adolescent males make
meaning of the text and actually promoted thinkirigereby readers used the graphics to

infer the author's intent and purpose for writinggmncreased comprehension becoming



43
an added benefit. Teachers in the study also reghdadys became more engaged with the
classics if they experienced previous successeavifagement using the graphic novels.

Building upon the popularity and increased useraphic novels, Gavigan (2011)
conducted a four month mixed methods study expicttiie benefits of graphic novels
with adolescent males. The researcher found trabfwhe four young men in her case
study significantly improved their self-concept szand overall reading efficacy after
engaging with graphic novels. Detailed findingsrirmterviews and observations
showed these two young men began to report anasedeease in reading some of the
classic novels chosen by the instructor. Comprabarad motivation were definitely
enhanced by the illustrations used in the grapbiels. The research study opened the
door for further exploration in the use of graphavels, not only in literature classes, but
across the curriculum to improve reading abilitgontent area subjects.

Decline of Adolescent Literacy

Vacca (1998) posited a great neglect exists, whashpermeated itself through
the educational policy arena, school curricula, #xedcourt of public opinion, stating that
literacy does not extend beyond the learning td sead write in early childhood and
elementary school. Vacca warned part of the wheisg lost with the struggling
adolescent reader due in large part to the conktersicy debate among educators and
policy makers. The focus must shift toward allowthg nurturing and development of
critical thinking in adolescent literacy to takenter stage in the secondary schools.
Campbell, Donahue, Reese and Phillips (1996) fapptoximately 60% of adolescents

they surveyed demonstrated reading capabilitigmsic performance with reading
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comprehension, main ideas, and recognizing relsligps among ideas, but fewer than
5% of the same sample population performed at sarad level when required to
examine, extend, engage, and elaborate on theinferential meanings of literary and
informative texts. More complexities and greatandads of sophistication begin to get
placed on adolescents as they enter secondarylschitio a meager attempt to prepare
them for the transition and to prepare them fordealenge of engaging with texts on a
critical level.

The study found few schools past the elementargagractually provided the
needed continued support required for struggliaglees. Vacca (2002) believed content
literacy programs in the secondary setting offeeginning point to address the needs of
the struggling adolescent reader. The study destticbntent literacy programs whereby
the level of reading and writing is framed withiretcontext of the academic subject with
a sub-layer of extra support. According to the aed®er, this extra sub-layer can be used
to help students think more critically and morepgg@bout texts. The content area
teachers then bring their subject area expertidealate to the value of reading and
writing in the teachers’ respective disciplinesrtRarmore, the study found content area
teachers are realizing the importance of assunmegesponsibility for reading and
writing and not leaving the matter solely to thedaage arts teachers.

Additionally, this study briefly looked at researdbvoted to pre-adolescent
learners to discover possible connections betwespapatory programs and its
relationship to the continued decline of adolestigracy achievement among

adolescent males. Gurian (2006) conducted reséacaked on teaching to boys and the
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inherent differences which exist in the brains @yvcompared to girls. Gurian believed
educators failed to account for these differenoegaily instruction, thus failing to
differentiate the teaching and the learning expees of the different genders. Gurian
asked the question, “Is something wrong with thg wa are teaching boys?” to
Douglass Elementary School teachers in Bouldemi@db. In 2005, boys at the school
represented 75 percent of the special educationlatign and possessed a 13-point
deficit gap on the state assessment. Gurian clggtethe faculty to look critically at his
guestion and to devise methods and strategiess$e the gap between male and female
students. Within one academic year, the 2006 ttateadministration revealed boys had
outperformed girls in reading and writing and agkeka 5.4 percentage point gain.
Special population students achieved 7.5 timesveeage gain in their population
subgroup.

Douglass Elementary teachers realized overallasscooms were a better fit for
the verbal-emotive, sit still, take notes, listemetully type of child. They knew quickly
this was the complete antithesis to what the nbagsets of boys are. Gurian (2006)
described boys as kinesthetic learners with a sitagk focus mindset filled with
impulsivity. Teachers began to alter strategiesteManesthetic learning opportunities
were made available. Teachers began to get stupleysscally involved in learning
tasks, which not only tapped into boys’ strengthg,also energized the girls to become
more competitive. Teachers began to support lijeti@ough spatial-visual
representations, such as story boards, and pictasariptions of the writing thoughts

were coming to mind with boys while engaging irstfistage brainstorming. The spatial-
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visual aspect aided boys when they began to exflieaghts and pictures into words.
Teachers began to allow boys to choose topicsatbet of interest to them and refused to
confine the imaginations. Boys preferred more acliterature and male protagonist
related literature. Boys also tended to read lesspleasure but more for information.
Teachers found that by allowing more choice inliieeature, boys’ interest surged along
with reading and writing skills. The school reatizgoys did their best work when
teachers established an authentic purpose and mgefanmiliterary engagement. Teachers
also discovered boys did not feel the need to naetto work on papers that were given
poor marks immediately. Teachers moved the graganton to the end, allowing for
several revisions before ever issuing any kindraflg or mark on a project. Competition
and the opportunity to earn public respect helpemadtivate many under-motivated
students, especially the boys. The school sougiryenpportunity to present positive
male role models to the boys. Men and fathers waoeuraged to visit the classroom
and share their own literacy experiences with sitgle

Chapter Summary
The review of literature affirms that adolescentesalo struggle with literacy.
Statistically, the National Assessment of Educatidirogress, NAEP, (2013) confirms
the fact males achieve at an average of ten plowes in language arts compared to
females in grades 4, 8, and 12. The literature aupgeven categories that affirm the
adolescent male struggle with literacy: (1) culi{® identity, (3) self-efficacy, (4)

choice and voice, (5) interventions and instruclgractices, (6) multiple literacies, and
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(7) the decline of adolescent literacy. Adolesceates require literacy instruction that
broadens the understanding of the unique literaasning needs of boys.

Defining “culture-as-disability” emphasizes thatmy should share
responsibility for the decline in adolescent méterdcy. Multiple studies report that
framed literacy meanings from experiences withrditg in academic and social settings
are critically important. In addition, males usmmgltiple literacies from academic and
non-academic settings help to construct a straagaty identity (Coles & Hall, 2001,
McDermott & Varenne, 1995).

Self-efficacy and overall confidence in readindlisibis directly proportional to
the kinds of relationships educators are attempbriguild with adolescent males in the
educational setting. Educators must be willinggsist young men to make connections
with reading and to make meaning from what is réadaecomes even more important for
educators to realize the benefits of trusting,ncgrand professional relationships and
how these relationships can and do enhance thef beliong adolescent males that they
can be successful and confident readers (Brozo gki@s, 2009; Guthrie, 2004; Santa,
2006; and Wolk, 2003).

Adolescent males hunger for a choice in the typéerhture to be studied and
yearn for their voice in those matters to be heaAdhlescent males engage with literacy
for information and for pleasure rather than foademic pursuit. As young men look for
a purpose for reading, self-efficacy and confidenaeading ability help shape the kind
of readers they become. The ultimate goal of edusathould be to consider the positive

impact that providing boys with choices that fooaspractical and useful interest can
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produce (Bintz, 1993; Hamston & Love, 2003; Gutl&iBavis, 2003; Ivey, 1999; and
Lenters, 2006).

Instructional and intervention strategies must @ersnnovative and out-of-the-
box type programs aimed at enhancing critical timglskills, which will concurrently
yield higher achievement scores in literacy forrygpadolescent male students.
Approaches to improve reading instruction shouldbgonarrowly focused on simple
skills-based remediation, but rather strategieswiilhimprove and deepen the
conceptual understanding of reading. Only theseoagbes will improve overall reading
ability and comprehension. Classrooms must enceuspgn dialog and collaboration.
Struggling readers must be exposed to the samkdexigor as skilled readers to avoid
widening the achievement gap. Finally, instrucstiould be a balanced blend of
innovative programs and pedagogical practices murwetion with teacher-led
instruction (Brozo & Simpson, 2007; Fisher & Ivé)06, 2008; Gallagher, 2010;
Johannessen, 2004; and Langer, 2001).

Adolescent males possess an inherent need to bgeshayith literacy in a
variety of formats. The overall decline in adoleddéeracy can be attributed to a direct
result of state and local curriculum not keepingepaith the changing trends.
Adolescent males engage in literacy activitiesidetthe confines of textbooks and
traditional canonical literature. Students showddcekposed to alternative forms of
delivery for literacy activities, such as electomedia and the use of graphic novels

(Alvermann, 2001; Gavigan, 2011; Gurian, 2006; Mér, 2007; and Vacca, 1998).
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In Chapter I, the methodology of the proposedigtwill be detailed. This study
will focus upon the unique experiences and peroaptof adolescent males as they relate
to literacy struggles. The study is a phenomenchigjualitative study examining
adolescent males in a rural southeastern Unite@sSkegh school in the foothills of

Appalachia.
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CHAPTER Ill: METHODOLOGY
I ntroduction

Gurian and Stevens (2004) reported boys earnedof@& D’s and F's and
fewer than half of the A’s in public schools. Baacount for two-thirds of learning
disability diagnoses, 90% of the discipline refexr&80% of the high school dropouts, and
fewer than 40% of college students. Nationally 3fien adults were found to be below
basic in literacy skills needed for daily activitjend 1 in 8 Tennesseans lack basic prose
literacy skills (National Center for Education $&#ts, 2003). Locally, 58 students failed
their English course in 2014 with 42 of the 58 8r4P6, almost 3 of every 4 being male.
These statistics prove adolescent males represemt@rable population where literacy
ability is concerned.

Adolescent males who struggle with literacy repnésemarginalized subgroup
because current curricular policy in most everyritisfails to consider the types of
literacy adolescent males find appealing (Alverm&t01). Rather, according to
Alvermann, there remains a strict adherence tatioadl canonical forms of literature,
works that young men often find difficult to reldtetheir own lived experiences. The
exact phenomena to be researched in this studh@@mmon experiences that
adolescent males undergo in shaping their litefieapework. Because capturing the
essence of these experiences is critical, thisystuidlbe framed as a phenomenological
research study guided by the writings of Clark Makas (1994). The environment
greatly influences how their experiences are dgeglpand subtle environmental

differences are worth noting in the study. The niegand value that adolescent males
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assign to literacy is crucial to the understandihow their literary beliefs and
frameworks are shaped. The overarching questiaighb researcher will attempt to
answer are as follows:

(1) What in the life experiences of adolescent malese&sa struggle with

literacy?
(2) How do adolescent males perceive and describegtraggle with literacy?
Rationale

Moustakas (1994) underscores that the phenomealagpproach must capture
the most comprehensive descriptions possible tetnart a detailed and reflective
analysis that comprises the totality of the esseaoel experiences of the participants.
Moustakas makes the point to emphasize that threaté goal of phenomenological
research is to ascertain the meaning that partitspassign to their experience along with
a fully detailed description of the experience.begin a framework for analyzing
participant responses to the overarching questtbesiesearcher will focus descriptions
in the context of the situations the participantsspnt (Moustakas, 1994).
Phenomenology systematically attempts to eradjpa&eidices and predisposed
suppositions to illuminate the researcher to viath the clearest lens possible
phenomena that are approached in the purest seasible based on the reflective
knowledge of the participants (Moustakas, 1994).

Using the framework of Moustakas (1994), it carseen that he promotes the
importance of the idea that phenomenological retestudies allow the investigator to

recognize that a relationship exists between eatg@rceptions of a particular
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phenomenon and the internal perceptions, memamesjudgments that the participants
hold to be true. This phenomenological study alkmwa the investigator to focus on the
pure constructs of the participants and to derieammg from findings that will provide
the basis for further research and reflection. Makes (1994) also frames the
importance of participants’ perceptions in phenoohegical studies on the work of
Husserl (1977). The importance of Husserl's thigkiomes from providing a logical
process concerning the different angles from whpatticipants’ perceptions emerge.
Husserl (1977) explained the process as horizataiz where every perception counts,
and every perception adds importance to particgd@&xjperience.

Furthermore, phenomenology is best suited forghidy because phenomenology
is concerned with the wholeness of meaning inntsety. Phenomenology searches for
meaning through intuition, reflection, and intentity of conscious acts related to the
experience being researched. Phenomenology cortseilisto descriptions of
experiences rather than explanations or analysbstinse descriptions, retaining as
much original texture and meaning from the par#oig as possible. These descriptions
serve as a life support system to keep a phenomaivenand to discover its true
meaning. Phenomenology grounds itself in questilbasgive direction and focus to
meaning and provide an origination point for sustdiinquiry and further research
(Moustakas, 1994). Creswell (2013) describes tta¢ giopphenomenological research to
be able to understand with the greatest degreéig@$ise common and shared

experiences of the participants in regard to trenpmena being studied.
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Participant Sampling Procedure

Patton (1990) details the process of purposefupsamin qualitative research in
order to provide the researcher with informatiahrcases from which large amounts of
detail can be gleaned about the phenomena beidgedturhis study will employ a
combination of qualitative sampling methods. Finsgximum variation sampling will be
utilized by allowing the researcher to ascertaimewn themes or patterns that emerge
with the sole purpose aimed at capturing core égpees, turning possible weaknesses
into strengths. Patton adds how maximum variatanging will also allow the
researcher to learn a great deal about the issuestfl participants possess, adding
credence to the purpose of the research. As agddaehefit, the maximum variation
method will usually yield high-quality descriptigrexplaining uniqueness of experiences
from participants. Patton explains how the resesralould be looking for common
patterns arising from participants’ experienceshwlie phenomena. Second, the
researcher will utilize what Patton terms as sndwdyachain sampling. This will be
accomplished by locating key informants, well-siedapeople, who hold critical
information about the participants and about thenpimenon of literacy struggle with
adolescent males. The key informants’ role wiltbassist the researcher with
identifying potential participants through diregperience with the participants and by
having evaluated participants’ literary performance

Participants will consist of adolescent male stasi&om a rural southeastern
United States high school who experience a struggteliteracy, which they describe as

a challenge, difficulty, and/or frustration. PaiggiEnts will express an interest in
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understanding the meaning of the literacy strugglé are willing to participate in
lengthy interviews and follow-up interviews as neg@dParticipants will be included on a
strictly voluntary basis. Participants will agreenterviews being tape recorded and
agree to data being published in this dissertaimhother possible publications with the
understanding that pseudonyms will be used instéadtual names. The researcher will
easily establish a collegial and scholarly rappoti participants. The researcher will
adhere to all ethical principles surrounding coarfilality and informed consent through
the Institutional Review Board process of the ursitg before any interviews are
conducted.

Data Analysis

Epoche

As Moustakas (1994) explains, evidence from phemariogical research is
crafted from the first-hand accounts of the lif@esiences of the participants. Moustakas
further categorizes the first-hand evidence asthi@ Epoche process, (2)
phenomenological reduction, and (3) imaginativeatemn and synthesis. Moustakas
states that in the Epoche process all preconcgigszeptions and biases on part of the
investigator are set aside to allow for the puoityhe essences of the experience of the
phenomenon or phenomena to be explored fully: ‘WWbdd in the bracket has been
cleared of ordinary thought and is present befgrasua phenomenon to be gazed upon,
to be known naively and freshly through a ‘purifiednsciousness” (Moustakas, 1994,
p. 85). To paraphrase Moustakas’s meaning of tleelgpprocess, he describes the

Epoche as allowing the investigator to view thiagd events with a new awareness as if
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looking for the first time. The consciousness & fihenomenon is entered into with
openness and offers the investigator the chancle#n the mind. Moustakas suggests
that with intensive effort that false notions afttr and reality can be bracketed and
placed out of action.

Phenomenological Reduction

Concerning phenomenological reduction, Moustak894) qualifies this process
as allowing the experience to become the focuselsgribing and describing again with
references to the textural qualities that participassign to the experience. This process
allows the researcher to view and describe theresqpee with varying degrees of
intensity. Phenomenological reduction is also a feayhe researcher to not only see but
listen with deliberate intentions and allow the phdena or phenomenon to illuminate
new pathways to understanding. Moustakas belidnagsithen the looking and noticing
and looking again process is undertaken, thengbearcher is afforded the benefits of a
deeper rather than superficial reflective proc&sssummarize the phenomenological
reduction process of qualitative data, Moustakdisiee one part as bracketing whereby
the focus of the research is placed in bracketseaerything else is set aside so that the
entire research process is focused on the topit¢henguestion(s); horizonalizing is
where every statement is treated with and assiggadl importance. Later, irrelevant
and repetitive statements are deleted.
Imaginative Variation

Following phenomenological reduction, the next stefhe phenomenological

research process concerning participant data i Mbastakas (1994) refers to as
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imaginative variation. Imaginative variation, as \takas (1994) explains, allows the
investigator to construct themes from textural desions gathered during the
phenomenological reduction process. The investigatderstands that through
imaginative variation there does not exist a simgstination to truth but rather
innumerable possibilities emerge that become irtetgaonnected with the fine nuances
and meanings of experiences. This process allowtgipants’ thoughts and feelings to
become intertwined in the themes that emerge flendata analyses process.

Intuitive Integration

Moustakas (1994) summarizes the final step in ttenpmenological research
process as the researcher allowing the intuititegrmation and structural descriptions to
come together in unified fashion, ultimately prouigca statement about the essences of
the experience of the phenomenon as a whole. Tlevfng figure summarizes

Moustakas’s phenomenological research process.

Phenomenological Imaginative Variation

Epoche Process Reduction and Synthesis

Figure 1.Moustakas’s Phenomenological Research Process
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I nterview Process

Patton (1990) provides researchers with key prlasipurrounding interview
protocols and purposes. Moreover, Patton explaamsthe interview process allows the
interviewer to be drawn into the world of the peré®ing interviewed and subsequently
obtain information to increase understanding ofghenomena being investigated. First,
the researcher will use an informal conversatiamarview approach, which allows
guestions to flow from the immediate context withaypredetermination of wording.
According to Patton, this type of interview techucpallows information gathered from
participants to emerge naturally in the coursepafrodiscussion. Second, the researcher
will utilize a set of pre-constructed open-endedsiions to be asked sequentially during
each interview. This protocol will allow the resgfaer to compare responses on a set of
complete interview data and potentially reducerinésver bias over the course of several
interviews.

The interview plan will follow Moustakas’s (1994)iding principles by
engaging the participants in informal, interacfiwecesses using open-ended questions
and comments. The researcher will develop questiatssolicit a comprehensive
account of the participant’s experience with therqgmenon of literacy struggle.
Participants will be allowed opportunities to foarsthe experience, and the investigator
will create an atmosphere of relaxation and trustenfostering an honest and
comprehensive conversation with the participantsysfakas, 1994). Interviews and
observations will be transcribed through phenonwgiol analysis as described by

Moustakas (1994). The process of transcribingiwdlude horizonalizing the data by
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regarding every statement as relevant and of egla¢ to the experience of the struggle

with literacy. The researcher will then organize Horizonalized statements into

meaning units that are then clustered into comnadegories or themes, removing

redundant and overlapping statements. The clusteezdes and meanings will then be

used to construct a detailed textural descriptioih@ experience and essence of the

phenomenon. The Moustakas method of transcribiteyidalosely related to the

methods described by Creswell (2013) and Salda0@9]2

Table 1: First Round I nterview Protocol

ablrownPRE

No

If | followed you through a typical day, what wouldee you doing?

How do you use literacy in these typical activities

What experiences would | observe you having?

How do you feel about reading and literacy?

What is your opinion about any frustrations, diffiees, or struggles you have
had regarding literacy?

What do you think causes these frustrations?

How do you feel this affects you and why?

When did you first become aware that you were lmpioblems with reading
or understanding what you read? How did you feeh®thDescribe your feelings
in as much detail as possible.

What do you think has made reading and engaginglikgracy difficult for
you?

Note.First round interview questions

Coding

Using the process of phenomenological data trgptsmni described by Creswell

(2013), the researcher will assimilate all the data by questions and then move to the

process of open coding, which is, coding the datantock major categories of
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information as outlined by Saldana (2009). Nex, résearcher will move from open
coding categories to axial coding whereby the netewill identify a more narrow set of
coded categories that focus on the nuclei of comexperiences that will help explain
the struggle with literacy. The final step in thaig process will be to selectively
develop these axial codes into emergent themeshwi@) explain the phenomena in
question; (b) allow further assumption formationg gc) allow assembly of the findings
into a framework emphasizing emergent themes bais¢lde data.

Direct observations will also be included as pathe qualitative data.
Observation allows the researcher to note thefacippbenomenon occurring or not
occurring in the participant’s environment. Obséiores will note participant activities,
interactions, conversations, and behaviors. Theareker’s role in the observations will
be that of a non-participant. The researcher watlinteract with participants during the

observations (Creswell, 2013).

Date: Time:

Focus: Focus Notations:

Events Observed:

Figure 2.0bservation Protocol
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The following figures revisit the overarching resgaquestions of the study and

illustrate the triangulation of the data sets.

What in the
experiences of
adolescent
males causes a
struggle with
literacy?

Figure 3.Triangulation Process of Research Question One.
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How do
adolescent
males perceive
and describe
their struggle
with literacy?

Figure 4.Triangulation Process of Research Question Two.

Table 2: Proposed Timelinefor the Study

Time Frame Event

May-June 2015 Obtain IRB approval from the Univigr€lompliance Office
August 2015 Identify potential participants for stady

September 2015 Conduct first-round interviews dogkovations

October 2015 Conduct second-round interviews asémations
November 2015 Conduct more direct observationsaded

December 2015 Begin to transcribe and analyze data

Note.IRB = Institutional Review Board
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Chapter Summary

Chapter Ill provides a detailed explanation of b researcher will incorporate
Moustakas’s phenomenological framework when anafyzollected data. The
researcher will navigate through the epoche staggyress to the phenomenological
reduction process, and finally conclude with imagive variation. Chapter IV will then
provide a detailed analysis and interpretatiorhefdata while ultimately adhering to the
underlying of principle of phenomenological studigsich states the ultimate goal of
data analysis is not to attest to the veracityherfallacy of participant statements but

rather to accept each statement as a truth invitsroerit.
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CHAPTER IV: DATA ANALYSIS AND INTERPREATION
I ntroduction

The purpose of this study was to understand anctidbeshe reasons male
students struggle with literacy with a central feaun the unique experiences that capture
the essence of the frustration and difficulty witlracy in conjunction with participants’
perceptions concerning the experience. The stueg thee framework of Moustakas
(1994), whereby he promoted the importance ofdlea that phenomenological research
studies allow the investigator to recognize thatlationship exists between external
perceptions of a particular phenomenon and thenatgerceptions, memories, and
judgments that the participants hold to be trueeré&fore, the researcher concludes that
the intent of the data analysis and interpretagareither to determine the veracity nor
the fallacy of participants’ statements, but ratieesiccept each as truth in its purest form
(Moustakas, 1994).

The qualitative method employed in the study predidetailed descriptions of
the lived experiences that adolescent males hgveriexced with regard to the
phenomena related to the difficulties, frustratjcarsd struggles with literacy. Data were
collected by conducting in-depth digitally recordmdlio interviews of nine participants
in a rural southeastern United States high schovoin-depth focus interview was
conducted with the same nine participants along wlitservations of the participants
over a three month period to present a triangulpezdpective to the data.

The data were then analyzed and organized accotalithg phenomenological

method outlined by Moustakas (1994) which is cossatiof the following interrelated
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stages: (1) epoche process, (2) phenomenologidattien, and (3) imaginative
variation. In the Epoch stage, the researcherlegtahd recognized his own experiences
and prejudices while simultaneously acknowledglrag he cannot completely set his
own personal experiences aside but rather chandedlaft the focus to the participants.
During the phenomenological reduction step, theaesher assigned equal value to all
statements about how the participants were expengithe phenomenon. Moustakas
(1994) refers to this step of reduction as horii@aaton. The statements were then

grouped into five significant statements, each wiformulated meaning (see Table 3).

Table 3: Significant Statements and For mulated M eanings
Significant Statements Formulated M eanings
| have to be interested in what | To be completely engaged and
am reading. If it [reading] is interesting, saturated with reading, the reader must
then | can find myself and picture myself make a connection with the material.
in the situation.

The writing process frustrates me. A higher value is assigned to the
| get an angry feeling when | can’t put myperceived belief concerning the ability to
words together to write them right way. | write coherent thoughts and to the
get irritated and embarrassed by my lackproductive component of literacy versus
of ability to write well. the interpretative component.

| have the desire to write well and Self-efficacy manifests itself as a
to improve. | want others to look at me agpowerful intrinsic force, urging the
someone who tries hard and has the willindividual toward improvement with
to believe in himself. My mind is telling writing tasks and perceived writing
me | can’t write, but my heart is telling  ability.
me | can.

I learn more from a teacher who Instructional practices that emulate
pushes me. They don’t give up on us. a growth mindset, coupled with active and
Make me believe | can do something.  engaging pedagogical practices, serve to
Don't let us stop just because we think it improve writing ability.
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[writing] gets hard. They help us by
example and don't just do it for us.

The way | was raised up has a ton The culture beyond the academic
to do with my frustrations | feel about  setting influences perceptions and beliefs
literacy. Parents weren’t really good withabout the future benefits of being able to
English, and it sort of continues. | was  write and communicate meaningfully.
brought up as a man to be respectful, to
try hardest. People respect you more when
you talk and write with sense...that is
how | was brought up.

To complete the reduction process, the investigawasited the main research questions:
(1) What in the life experiences of adolescent malese&sa struggle with
literacy?
(2) How do adolescent males perceive and describegtraggle with literacy?
Then the researcher identified the following ematgleemes based upon an analysis and
interpretation of the formulated meanings in lighthe research questions:
* Importance of a connection to and an engagemehtlisgtacy
* Value given to the ability to produce quality wni
» Power of self-efficacy
» Instructional practices that directly engage tlearer
* Cultural influences
Next, the researcher engaged in the third stepgjimative variation, by constructing
textural and structural descriptions from the enmgyghemes and concluding with a
combining of the two into a culminating paragrafmnming the essence of the

experience. The rest of this chapter is dedicateddetailed synthesis of the emergent
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themes, supported by data, followed by the intégpiree discussions of the textural and
structural descriptions of the experience, andlfireacapturing of the essence of the
experiences of the participants.

Emer gent Themes Inter pretation

Importance of a Connection to and an Engagement With Literacy

Engaging and finding a personal connection téoaths of literature was
identified as an essential component necessatdégparticipants to derive meaning
from literature. A definite interest must be genedafor the readers to persevere with the
assigned task. Participant observations, wherebyabearcher was a non-participant,
revealed the adolescents to be less vocal in thaeatc setting when teachers employed
the use of traditional literature. However, whertipgants were observed in technical
vocational classroom settings, participants wei@l@ngaged, and eager to express
knowledge verbally and to demonstrate learned kadgé kinesthetically. One
participant stated,

If you are interested in the subject, you will redmbut it and write about it. I'm a

hands-on type of person. When | get really intexsten | focus better and

picture myself and find myself in the situation fRapant 6, 2015).

Consistently, participants emphatically reporteat the success with reading
must equate to a direct interest and engagemehntingtreading material. One participant
stated, “If | am interested, I'll read all day.ded to like what I'm reading. | love hunting

and sporting magazines. I'll read them all the theeause it's what | like” (Participant 5,
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2015). Another added, “I like to read. | have tbigéo what I'm reading. [I] could read
all day long as long as | like what I'm reading’aficipant 8, 2015).
Value Given to the Ability to Produce Quality Writing

All participants shared the belief and self-permapthat the ability to write
“correctly” and coherently impacts how they vievetiselves and also how teachers,
authority figures, and even potential employerswileem. The young men believed the
productive component of writing coupled with theligpto produce writing artifacts in
the “right” manner outweighed the interpretive cament of writing (Focus Group
Interview, 2015). Participants reported feelingi$irated”, “embarrassed”, and
“irritated” by a perceived lack of ability to writeell enough to produce quality work.
Some participants stated,

You need to be able to write because it [writirgylilkely to get you places in life.

| get irritated about how | write. | get embarrakbg my lack of knowledge about

the writing process. Writing irritates me becalgest don't like it and | don't get

it. Writing is hard for me and it [writing] frusites me. | am just god-awful

writing. Writing frustrates me. | know writing isportant in life and | gotta have

it. I know other people will judge me by how my tmg looks and if | can write

things out the right way. The ability to write lisemething will get you places in

life like future places of work (Participants 9,6,and 1, 2015).

The participants were focused on the writing precparticularly the ability to
correctly construct pieces of writing. The begirgiprocess concerning the formulation

of initial thoughts and ideas was judged to bertlost difficult. Participants described
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the initial writing process to be “extremely harthterviews also confirmed one of the
main sources of “irritation” with writing to be ageral lack of interest in the process and
how “attitude” impacted the ability for participario produce what they deemed to be
quality writing (Participants 2, 3, and Focus Groogerview, 2015). Some participants
reported,

| just can’t get the words down. | try to write bufwords] just don’t come out

right. Setting up my writing is difficult. | justdve trouble trying to figure out

what | need to put in it and where to start offlritves me insane when | can’t
figure out where to put the sentences and have theke sense. My entire
attitude is affected by it [writing]. | just have get into the right mindset of
writing. Writing papers is a struggle. | just donitderstand the whole process the
way | should. When I try to write, | have all tigeod stuff and | just go blank.

My mind goes blank. | try to push but | just caThe thinking is the hardest part.

| get angry at myself when | can’t put the wordgetiter to write (Participants 2,

3, and 6, 2015).

Continuing the analysis of data related to thesib, participants recalled from
earlier experiences that they experienced probieisthe writing process. Participants
reported not being able to “set up a paper righipt knowing how to write period,” and
“papers were always just full of mistakes.” Onetiggrant stated,

| got bad grades on every paper and essay sindeestynen year. Not being able

to set up papers right really started to grow orame affect me. It still does to
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this day. | really struggle with that whole thingr[ting process] (Participant 1,

2015).
Power of Self-Efficacy

Self-efficacy is defined as "the belief and coafide that one has the knowledge
and skills to accomplish meaningful tasks that pidduce a desired result in academic
settings" (Brozo & Gaskins, 2009, p. 172). In tiieme, participants identified how an
inner desire manifests itself as a driving foraeshg one to the belief that writing is a
meaningful academic task and how with persistendep@rseverance the task can be
accomplished. Participants acknowledged the sgibsad importance assigned to how
they are perceived, judged, and evaluated by otais according to his ability to write
coherently. Overwhelmingly, the participants idéatl an internal “desire” and “will”
inside the mind, which ultimately serves to pustntitoward “acceptable” writing. When
asked to discuss what they felt the most diffiadtet of literacy to be, all nine
participants identified the ability to express tlseiwes through writing and the writing
process to the most arduous tasks. One particgmamerfully and emotionally
commented,

| want people to look at me as somebody who tréed and has the will. | have

the desire to write well and improve. My mind illitg me | can’t write, but my

heart is telling me | can. It's that struggle betwehe two...the mind and the

heart. | really know that | can write how | needaben | put my mind to it

(Participant 2, 2015).
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Instructional Practices That Directly Engage the L ear ner
In this cluster, interviewees focused on instrusiqoractices used by teachers
when teaching writing. Respondents felt that theyned more confidence as a writer
when they were exposed to instructors who exhikatédlief in a growth mindset versus
a fixed mindset approach to writing. Participans®adentified a higher sense of
satisfaction with their writing products when insgttors directly engaged students in the
learning and not solely relying on the passiveméssarning to teach writing skills.
Participants also reported a boost of confidenaeriting ability when the instructors
employed a collaborative approach to the writingcpss in conjunction with
frontloading the instruction such that participafies like they understood the ultimate
goal of the instructor. One participant commented,
| learn more when they [teachers] are teaching ovetob get through a passage
and have me highlight the key concepts. | can redpetter to the writing
prompts and [writing] assignments when they heldikeethat. It makes my
vocabulary stronger so that we know more wordsueadthe words better in
sentences especially when we write sentences, patagy and put them together.
Teaching me like that helps me to understand wipaisaage is really saying.
Whenever | have problems and some of my buddies thessame problems he
[the teacher] gives examples and helps us. He gast'all of a sudden quit on it
like some of the others have done in the past yekrslon't just write it for you,

but he tells and shows how things relate to whatvéets us to write about. He
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really helps give direction of where you need tcagd don’t just leave you
hanging and wondering about what to write or tqRarticipant 9, 2015).

Drawing upon the theme of Carol Dweck’s growth nsieidversus the fixed mindset of
writing instruction, Participant 9 reported duritng Focus Group Interview (2015),
I learn more from the teacher who pushes me and gsh settle. They do not
just give up or give up on us. It make me and asy$ group peers] believe we
can do something. They [teachers] don’t let us begause we might just think or
at least think we know the writing gets hard. 1 wnand we all know in here that
it [writing] gets real hard sometimes. We all be&dhat in here. We have said
that a bunch already. | like and relate betteh&teachers that helps us with our
thinking and helps us see how we can always g&trbdthose teachers are the
best, the ones who will always give you help, batjust got to make sure we ask
for help.
Cultural Influences
A perceived and sometimes preconceived self-awaseofecultural influences
from friends, family, and environment finds itsatfthe center of this theme. The
participants felt that the environment in whichytlggew up played a pivotal role in
forming their literacy identity associated with therceptions and beliefs they equate as
important. One participant noted,
| have just never been good at writing becausaefiay | was raised up...a lot
of Southerners...we just talk different in my famihan what English and writing

expects you to be (Participant 4, 2015).
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Respondents also related being “brought up” asngeaimajor influence on their
attitude toward literacy in general. All nine paipants stated how they had much rather
be engaged with “hands-on” activities that madentifieel productive. Participant 5
(2015) engaged in a verbal and physical demonstrathncerning automotive braking
systems during a career technical education disessvas noted to speak with ease and
confidence while interacting with peers. During theus group interview participants
were asked what they thought distinguishes a gagdnirom a poor writer and why.
Participants commented,

| think it is because of the way | was raised ugr{iEipant 4, 2015).

| think it is because my parents had parents tea¢mnreally learned English well

and that kind of thinking well just continues (Fegant 4, 2015).

| just know that my family, my grandparents realipd my parents never finished

school like they should have and just don’t writel aead like we should and

know we should (Participant 5, 2015).

The way | was raised up has a ton to do with athgffrustrations related to

literacy (Participant 8, 2015).

At this point in the focus group interview, the gersation shifted to the
characteristics and traits that the respondentsvile important in defining a man and
masculine identity. Participants 1, 3, 5, 6, 8, &n(R015) reported,

| was raised up for a man to be respectful, ttnémdest.

Around here we are all raised up to work, to worthwur hands. | know I'm a

hands-on type of guy.
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Being a man to means showing people...helping pe8glieg a comforter,

provider, and protector.

Being a man means being respected and doing thgstthat get you respect.

People will always respect you more if your talkkemsense.

A real man has to try to do his best and speakalkdis best at the same time.

Textural Description

In this study, participants focused almost exclelsivon their perceived inability
to write correctly and coherently. Participantsatksd past experiences and events in
middle school and the freshmen year of high schedieing the moment in life where
they realized that problems with written expressiatweighed any problems with verbal
expression. Throughout the study, participantsnilgst a strong intrinsic desire to
portray themselves as adequate writers and ofterred to the beginning of the writing
process, the creation of thoughts and ideas intdsy@as being the most frustrating of all.
Participants believed that persons in positionsudfiority developed negative
connotations about them solely based upon thetmgrability.

The themes of self-efficacy and the value participassigned to the ability to
produce quality writing were interdependent on eattier. The young men described
intense feelings such as “frustrated”, “embarrassatt “irritated” when relating the
explanation of their perceptions of the phenomefbe. importance of the productive
process in writing assumes the utmost importanteearticipants rather than the
interpretative component. The participants all regsbhow being judged and evaluated

by the writing products they produce negatively atig the ability to even begin the
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writing process. Participant 6 (2015) noted, “Whtgfil cannot do. | just can’t get it down.
| just don't like not being able to get the wordsaah.” Participant 3 (2015) stated,
“Writing papers is my greatest struggle. | justrad understand the entire writing
process. Trying to break it down into smaller tggchard. But, | have the desire to want
to write well. It is very important to me.”

Aligned with self-efficacy and the value assignedhte importance of producing
quality writing products, the participants emphasdithe role pedagogical and
instructional practices played with them. All corely agreed more learning and a
feeling of deeper personal satisfaction is gainedmthey are directly engaged in the
process and not left to flounder or fend for thelwese The participants recognized the
importance of quality, deliberate, and intentiomehdemic feedback from instructors.
Participants agreed that when teachers explainsthkeis the obstacles and barriers to
improving writing and self-efficacy were improvedgach claimed how writing improves
and their thinking about their writing ability impres when teachers directly engage with
them in the entire process. A participant stated,

If I have a teacher who knows what he’s talkingutamd he comes to me one on

one and really tells me and explains to me whateldnto know and what | need to

know is right then | get better. | get better aettér with one on one (Participant

1, 2015).

The themes of a connectedness to the literatuwteatural influences were also
noted be closely related and centrally dependetiie@xperiences participants

encountered where struggles with literacy are coveck For interest and engagement
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with literacy to spark, a real feeling of interasd connectedness needed to be felt
among participants. When asked to describe theritapce of a connection and
engagement with reading and writing, participaetgponded with words and phrases
such as “interesting” and “must really like whatrh reading or writing about”
(Participants 4, 6, 8, and 9, 2015). Moreover ciéural element was manifested by the
environment. Participants did not perceive theyendisadvantaged so much by being
located in a rural southeastern state but ratlicated the belief system held by family
members toward reading and writing exercised mufteence over the perception and
feelings they have formed. Participants used “bnbu@” and “the way | was raised up”
to describe the influence. The participants alfiahat cultural experiences did not
handicap them where literacy ability is concerrmd,rather served to increase self-
awareness that others outside their spheres akeimée would judge and evaluate the
merits of their literacy ability based upon the wagy produced written and spoken
language.

Structural Description
Being labeled as a struggling reader or writerieampowerful stigmas among
young adolescent males. An internal barometer mmeashe pressure associated with the
feelings, experience, and perception. The feebBngery real and very tangible to those
who experience it. Participants felt as if they evalways being judged and evaluated by
the writing products they produce and the mannerhich they speak. The negative
perceptions of themselves unfolded into a comm@itahpestry of belief and feelings of

inadequate self-efficacy.
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The young adolescent men in this study each pototadoarticular place and
time in their lives when they realized their liteyaabilities did not compare with their
peers, especially writing. The young men noted treg@&xperiences in middle school
and in ninth grade as being the beginning of tleérfgs of inadequacy, frustration,
difficulty, and struggle. In the academic settitigg participants failed to receive the
necessary guidance and intervention from instrgatdrenever they expressed an interest
to improve in their writing. As a result, the fews of inadequacy multiplied
exponentially until a strong sense of failure setith the individuals. Society did not
cripple the individuals; the lack of adequate, ldedate, quality academic feedback did.
One begins to have feelings of positivity returrewhnterventions in the academic
setting occur. The constructs of the phenomenoarandhe psyche and the innermost
parts of the souls of the young men. The struggleagler comes face to face with the
inner feelings and perceptions of inadequacy amlseie in the end that the negativity can
be overcome with determination and proper intefeant
Essence of the Phenomenon
The struggle is real. The importance of the abtlityproduce quality writing

products and to be judged positively is not sonfigy Igoal. It is a deeply rooted desire to
feel adequate and to be respected by all indivedizitering late adolescence with
already preconceived ideas of the unknown futufeghtening in and of itself.
Compounding the already existing uncertaintiesefftiture with perceptions of
irritation, frustration, and struggle creates a thiat can lead to adolescent distress in

literacy thinking and functioning. Adolescents, lewer, develop intricate compensating
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mechanisms to mask or hide feelings of inadequadycanfusion. They perceive
themselves as vulnerable in the light of others iRdividuals in this study all strive to
be respected by friends, teachers, employers, areh{s. The young men feel the need to
be able to write fluently and coherently to be ohthe hallmarks of earning that respect.

No one wishes to be an individual that performeWwehe standards and
expectations. The power of self-determination cedplith the will to succeed tears
down the obstacles and hurdles associated witladiyestruggles. The struggle with
literacy can be devastating to those who experiénttowever, through the struggle
with literacy and its ensuing battles, one can gmstronger from the ashes of defeat,
just like the mythological phoenix. The final triemerging from the phenomenon is that
the struggle never fully resolves itself in theiindual, but rather the individual finds
ways to evolve and eventually compensate. This emisgttion results in the genesis of a
renewed sense of self-efficacy and confidenceenntividual, prompting real
transformations in the lives of the young men aéddy it.

Chapter Summary

This chapter has analyzed, interpreted, and syizégbthe collected data using
Moustakas’s phenomenological framework. Data waedyaed for significant
statements, which were then synthesized into faxtadlmeanings. From there, the
researcher determined five emergent themes comongthe data. The researcher then
constructed textural descriptions, structural dptions, and finally concluded with the
essence of the phenomenon. Chapter V will condioeetudy with a discussion of the

findings, limitations of the study, and recommerutad for future research.
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CHAPTER V: DISCUSSION, LIMITATIONS, AND RECOMMENDAIONS
I ntroduction

This study was constructed by the phenomenologieghod described by
Moustakas (1994). Specifically, the study inveggdahe life experiences adolescent
males had encountered with literacy struggles anwdthey perceived, described, and
qualified the experience. All nine participants sufited to an in-depth interview, a focus
group interview, and periodic personal observatwingarticipants during the school day.
By following Moustakas’s suggested methodology leémomenological analysis, the
researcher found meaning through the participaraascribed interviews that provided
me with a deep insight into the lived experienaes the perceived meanings assigned to
those experiences that the participants felt douitei to struggle with literacy.

Discussion

The discussion centers on the major emergent themeovered while analyzing
the data. The themes included: (a) importancecainmection to and an engagement with
literacy; (b) value given to the ability to produgeality writing; (c) power of self-
efficacy; (d) instructional practices which dirgoingage the learner; and (e) cultural
influences. The discussion will also include intetptive findings supported by the data
describing the essence of the phenomenon.
Importance of a Connection to and Engagement with Literacy

Participants felt that to fully understand and cosmend literature, they must feel
a connection to what has been assigned to be Teaditerature must be engaging and

relating to a topic that piques their interest.tiegrants identified literature where the
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protagonist is typically a young adolescent malbeing the genre that generated the
most interest. Success with literature and subsegquétten responses to the literature
were directly linked to the interest level of thaterial. Participants reported how they
“would read all day” or “read as long as | like wham reading” as being driving forces
behind the engagement with the literature. Whemrofisg participants, the researcher
noticed that the young men were much more verbosareer technical classes than in
academic classes. This largely attributed to thetfaat the career classes were more
“hands-on” and required them to demonstrate legmerbally and kinesthetically.
Value Given to the Ability to Produce Quality Writing

All nine participants focused intently on their paived belief about not being
able to write correctly and coherently. Undoubtetltys theme was considered the most
urgent by the participants. The young men beligtiedoroductive component of writing
to be more valuable to them than the interpretoramonent of writing. Participants felt
strongly about how society and authority figuredgel and evaluate people by how they
speak and write. The young men assigned heavy tampae to being able to produce
writing artifacts, whether essays or even job ayapions. Participants reported feeling
“frustrated,” “embarrassed,” and “irritated” by arpeived lack of ability to write well
enough to produce quality work. The struggle wiittr&cy could easily be traced to the
ability to write well. Participants offered vividedcriptions of frustration and difficulty
when describing the writing process. They descriaa the thinking process would not
seem to allow them to begin to construct the wgitantifact. The most poignant

description came from one participant who stateéindw that my mind tells me | can’t
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write, but my heatrt is telling me | can” (Partiap&, 2015). The participants were
describing how the tension between the physicacsppf producing writing
overwhelms the psychological process. Much of émsibn felt augments the themes of
self-efficacy and instructional practices to becdssed next.

Power of Self-Efficacy

The young men in this study felt an immediate nedae perceived as one who
has a strong inner drive and will to succeed. Eigdnts felt strongly that perseverance,
determination, and tenacity would eventually resuthem being able to write to
acceptable standards. There is a self-imposed bediethe quality of writing products
and the ability to produce adequate writing prog@tjuates to the amount of success
experienced beyond secondary education. All padits reported the need to be viewed
as productive members of society and of being divishual which contributes to society
in a positive way. Self-efficacy is also manifdstough the relationships formed between
student and teacher. The participants felt thatrtbee they were valued by the instructor,
then the higher their self-esteem which in turntabaoted to a greater satisfaction with
the quality of writing produced.
Instructional Practices That Directly Engage the L ear ner

How the teacher interacts with students and tregiogiships formed influence the
amount of confidence participants felt they gaimedriting ability. Participants reported
a greater sense of satisfaction with instructors @iposed them to interventions that
promoted a belief in growth mindset versus a fireddset. Participants also experienced

a higher degree of satisfaction when instructamsotlly engaged with them and provided
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interventions requiring a direct interaction wittetinstructor. Participants related the
importance of being able to directly converse wnit$tructors regarding how to improve
the writing process. The level of importance plaoadhe engagement with the
instructors was directly related to the self-coafide concerning the writing process and
internal beliefs and perceptions associated wiitingr Therefore, it can be concluded
that the participants not only seek validation abauting from instructors but also
highly value the direct interaction with instructor
Cultural Influences

Participants focused on the belief that environnséiould not be used as an
excuse to write poorly or to not be engaged wittrdicy. Actually quite the opposite was
noted. Participants believed that the culture inclithey are “brought up” or “raised in”
encourages them to rise above any preconceivednsofirocus Group Interview, 2015).
The participants did place an importance on howucail influences from family and
friends help to shape the self-conceptual framevaoik constructs associated with
literacy struggles. Participants also revealed plaagnts, family, and teachers challenge
them to set expectations which rise above any @llbarriers whether real or perceived
and thus positively enhanced self-efficacy. Theaip@ants did not feel disadvantaged by
cultural circumstances. Pure determination andtfol® compensated for any
shortcomings as a result of literacy difficultiesfrmustrations.

Limitations
Several factors are noted as limits of this stidst, the study was limited by the

ethnicity and diversity of the participants. Allrgeipants were from one rural
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southeastern high school in the United States. Gty the study in different locations
of the country would enhance and expand the s@g®nd, the study included boys
between 15-17 years old. The study could be extetalenclude younger adolescent
males and pre-adolescent males in order to deterhow the lived experiences related
to literacy begin. Third, at the time of the stuthg researcher was also an administrator
at the site; however, he did not personally ingttine participants. Extreme caution was
employed in order to establish the researchergyaaint relationship and then to
gradually withdraw from frequent interactions. Hipawhile strictly adhering to the
study’s framework, the researcher realized some fioeen personal experience could
place limitations on the analysis. However, theaesher was painstakingly careful to
acknowledge that fact from the beginning of theadatlection process as to limit any
preconceptions to taint the study.

Recommendations

These recommendations are developed from and bipsedthe data collected
and the analysis conducted during this researaystu
Examine Pedagogical Practicesand Curricular Requirements Related to Writing

Curriculum specialists and policymakers should @m®rsthe creation of technical
writing classes that support the kind of writingessary for vocational career classes or
the revision of writing standards, which are desijto intentionally differentiate
according to the targeted audience. Given the tegatata from this study, adolescents
express significant communication problems wheredsk complete technical writings,

such as job applications and resumes. Therefozenehd exists for writing standards to
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be developed that directly address the technigeaf writing. Revamping the writing
curriculum with a focus on specific individual neeslould improve verbal skills, as well.
Theoretically, the standards coalesce; howeven eith a balanced approach and the
flexibility in the standards, there still existel@asm between what students judge to be
beneficial compared to what policymakers judgeerseficial. The findings from the
research also confirmed contemporary pedagogidireifavors a heavy reliance on the
use of canonical literature and traditional textrostudent-friendly relatable text. The
challenge to curriculum specialists and policymaksito achieve a homeostasis between
writing related to relatable issues versus tradé@lacanonical writing prompts and topics.
Emphasize Relationships and Relevance to Support the | mprovement of Self-

Efficacy among Adolescent Males Wher e Engagement with Literacy |s Concer ned

To address relevance, policymakers should consr@ating as many interactive
collaborative curricular opportunities as possilillee results of the analysis of the data
supported the need for more direct instruction @gltberate targeted instructional
support and feedback where writing and literaturgagement are concerned. Strict
adherence to rules-based policy compliance compelimith an overdose of testing
requirements has created an assembly line apperath one-size-fits-all mentality
toward the teaching of writing. Together, both seiw stifle creativity, all but eliminate
collaboration, and leave the learner searchingneaning and craving intentional
feedback. More time devoted to giving quality feadbto learners will improve self-
efficacy. Establishing a justification for achiegirelevance will assist the adolescent

learner to understand the benefits of developitiggial relationships with instructors.
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The ultimate goal is to bring forth a merging dexance and relationships aimed to
improve self-efficacy. Adolescent learners mustezignce the personal connection
relevance holds in relationship to self-efficacyd® the illumination occurs, a lifelong
collegial mentoring relationships become possible.

Recommendationsfor Further Research
This study easily lends itself to expansion anthier exploration.

Recommendations include the following:

1. Expand the geographical scope of the study. Incindes areas of the country
and compare the analysis of results to detect asgiple differences in
perceptions and lived experiences.

2. This study limited itself to males between 15-1@rgeold. Expand the study to
pre-adolescent males and to males between 13 apelatdg-old. Including the
perspective of teachers, administrators, and polaiers would allow for even
more in-depth data analysis.

3. By including earlier ages of participants, a manegitudinal study could be
conducted.

4. Adding quantitative measures to the study woulérodf causal-comparison aspect
to the study.

Concluding Reflective and Personal Thoughts
The thought that resonates the most with me &slacator and administrator is
that the young men in this study assign a gredtafegaspect and worthiness to the

writing process — much more, in fact, than | pregly thought. When one participant
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responded that he knew his mind was trying tohieti that he could not write, but his
heart was telling him he could, | realized that[e#ucators] have a duty and
responsibility to ensure that we do all we canrtalde these young men to achieve that
level of respect within them. We underestimatepbwer of the psyche and the
determination and will that students possess. ithe $pent to develop healthy
relationships that some of our students may otlserwot experience will yield dividends

in human capital that are absolutely priceless.
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APPENDIX A: INSTITUTIONAL REVIEW BOARD APPROVAL LETTER

MIDDLE
TENNESSEE

S ———————
STATE UNIVERSITY

5/8f2015

Investigator(s). Robert K. Cornelius and Dorothy Craig
Department: Womack Department of Education Leadership
Investigator(s) Email:rkc2d@mtmail mtsu.edu; Dorothy.craig@mtsu.edu

Protocoal Title: “Adolescent male literacy: An examination of essences and experiences in rural
appalachia ”

Protocol Number: 15-318
Dear Investigator(s),

The MTSU Institutional Review Board, or a representative of the IRB, has reviewed the research
proposal identified above. The MTSU IRB or its representative has determined that the study poses
minimal risk to participants and qualifies for an expedited review under 45 CFR 46.110 and 21 CFR
56.110, and you have satisfactorily addressed all of the points brought up during the review.

Approval is granted for one (1) year from the date of this letter for 20 (TWENTY) participants.

Please note that any unanticipated harms to participants or adverse events must be reported to the
Office of Compliance at (615) 494-8918. Any change to the protocol must be submitted to the IRB
before implementing this change.

You will need to submit an end-of-project form to the Office of Compliance upon completion of your
research located on the IRB website. Complete research means that you have finished collecting and
analyzing data. Should you not finish your research within the one (1) year period, you must
submit a Progress Report and request a continuation prior to the expiration date. Please allow
time for review and requested revisions. Failure to submit a Progress Report and request for
continuation will automatically result in cancellation of your research study. Therefore, you will not be
able to use any data andfor collect any data. Your study expires 5/8/2016

According to MTSU Policy, a researcher is defined as anyone who works with data or has contact with
participants. Anyone meeting this definition needs to be listed on the protocol and needs to complete
the required training. If you add researchers to an approved project, please forward an updated
list of researchers to the Office of Compliance before they begin to work on the project.

All research materials must be retained by the P! or faculty advisor (if the Pl is a student) for at least
three (3) years after study completion and then destroyed in a manner that maintains confidentiality and
anonymity.

Sincerely,

Institutional Review Board
Middle Tennessee State University
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APPENDIX B: PARTICIPANT 1 INTERVIEW
XXXXX interview #1, who will be referred to as Piipant 1 in the final report.

Q: Question number one: If | followed you justaihgh a typical day, what
would | see you doing?

A: Well it's just the normal courses of what wevbdo take during school and
then my program of study which is mechanics. Adittbther good stuff and mainly we
do a lot of work in my mechanics class and alldtieer classes too. You'll see how
basically a normal teen ager would go through Isigiool.

Q: What kind of role or where do you see literéitting into your typical day?
How do you use reading and writing and speaking tilowou use all of that yourself
during a normal routine day. How does litera¢yrfio your day to day activities?

A: Well | mean you have to communicate with othemd literacy also teaches
you how to not be shy. It helps you be yourself aotafraid to speak out.

Q: What kind of experiences would | observe youring? I'm kind of switching
back and forth between the questions, but in yayrtd day activities what kind of
experiences would | observe you having?

A: Could you specify?

Q: Yes justin a normal routine day, what does libak like for you?

A: Well during class its very hands on and actimed during class changes |
communicate with my friends or basically just talixiabout how each other’s day is

going and about that.



97

Q: How do you feel about reading, writing andrbiey yourself? What is your
perception? How do you feel?

A: | think it's necessary because it helps us exipaur knowledge and it makes
us smarter and it helps us more throughout lifme&n most people just see it as
unnecessary but it's very necessary. You haveve it in order to make it through.

Q: Do you view it as necessary?

A: | view it as very necessary.

Q: Qualify that even more for me.

A: Well if you don’t have the ability to write arspeak the way you should then
more than likely it's going to be harder for youget on places. Because they want
somebody that has the knowledge of knowing howotaltithese things and they don'’t
want to train them, they want them already trainBdcause it's something you should
have gone through all through your school.

Q: What is your opinion about any frustrationgficlilties or struggles that you
have had regarding literacy?

A: I'm fairly weak on doing research papers beeamsny teachers have
different methods of how they want you to do ib y®u have all these different methods
and then, but some English teachers will let yoyolar method but they try to help you
with their method. If | have a teacher who knowsate’s talking about and he comes to
me one on one and really tells me and explainsgovirat | need to know and what |

need to know is right then | get better. | getdretind better with one on one It just gets
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complicated after a while because you have alktlif$erent methods and sometimes
they mix match and you try doing them all in ond &rust doesn’t work out too good.

Q: What part of researching do you find the maigicdlt?

A: The one | find most difficult is like settingouthe research, starting off. Once
| get going it gets easier for me and it’s justrigyto figure out what | need to put in it
and where | should start off and good sources.

Q: What do you think causes any kind of frustraithat you experience
regarding literacy? What do you think may be theseeof that?

A: Well it gets irritating after a while becauseuwyare trying so hard on
something that is so big and you have to havAiitd you want to pass because it looks
good on you and everything. You don’t want to gbad grade, you don’t want to make
like a 70 and just barely get through it becauBeat just shows your lack of knowledge
of everything so you are trying and trying to det knowledge.

Q: So you are telling me, | assume by what yotugagl. You are saying you
don’t want to settle for just passing you want mihian that?

A: | want people to look at me as somebody whedttheir hardest throughout
high school and somebody who has the will to wartd something.

Q: How do you feel that what we just talked abaffects you and why?

A: Well it affects me because everything that goesutside of the normal
routine day you sit and wonder about it and it get$o you and you think about it and

think about it and then eventually it just drivesiyinsane to the max.. You know that
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you're not doing a good job on it. And then evieyou try getting help you feel like you
are lacking at it.

Q: What makes you think that you are not doing@od job” like you just said?

A: Whenever you go back, when you are typing ittugdl seems fine but if you
go back and read over it and you realize you puesees where sentences shouldn’t be
and words where words shouldn’t be and you didméllssomething right or you are
going off topic.

Q: When did you first become aware that you wendrig any kind of problems
with reading or understanding what you read? Hualydu feel then and describe that in
as much detail as possible?

A: | first found out in my freshman year in Engliskass. We would do all these
papers and | would get these bad grades so | weiniadked to the teacher about it. |
asked her to help me in any spare time she hadllzadl She would give me examples
of other papers and she would ask me to write abamiething | didn’t even know about
and then it started growing on me on how to sgtapers and make them the way they
should be. And not the way somebody who just wemgettle for passing would do.

Q: You said that you sought help. Talk to me nadyeut that.

A: Well at first | didn’t really care because léw that | could just do something
to make it up. Then I realized it’s just goinggm on all the way through my life time.
Writing papers and everything and you have to hatknowledge on how to write

papers and you have to know how to do anything latwou want to do. Literacy is
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going to follow you all your life. No matter whady do you are going to have to have it.
You are going to have to use it. It's basically awvery day thing.

Q: What do you think has made reading or engawitigliteracy the most
difficult for you?

A: Whenever my vocabulary is lower than what isld be. Like you have all
these words that you have not seen before antbitvéhyou off. You have that
knowledge of literacy to help you through it beaattsere is ways you can figure out the
words, like reading around them. But still there some words you can’t figure out but
you should know and you know that you should knbw i

Q: So decoding words and perhaps you have faltfgel like vocabulary overall
has been a hindrance to you?

Maybe not reading, but understanding words? Isvitnat you are trying to tell
me?

A: Yes sir.
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APPENDIX C: PARTICIPANT 2 INTERVIEW
This interview is with XXXXX who will be referredbtas Participant 2 in the final report.

Q: If I followed you through a typical day stamtfinish, what would | see you
doing normally?

A: Honestly | would be talking to my friends, godd off instead of listening, but
when the teacher does start talking | do listeenetough I'm still distracted. | just get
distracted easily.

Q: How do you use literacy in your everyday atigd, and when | say literacy
I’'m talking about any form of written expressionwinere you may have to verbalize or
you may have to read? So how do you use literagpur typical activities?

A: lreally don’t know. | don't think | use litecy throughout my typical days.
Normally, the only time | could be literacy is whim talking to people if | want to talk
like | know something, like I'm educated formalkialg, speaking for example, probably
buying a car. Formal speaking, no slang, nothiomffriends, between... so | guess
that would be the only time that | would use litgravhen I’'m being nice or addressing
somebody the right way.

Q: Now answer this, | go back and I'm switchingvixeen questions a little bit. In
your daily activities what kinds of experiences Wblobserve you having? If |
followed you for an entire day, what kind of typiexperiences would | observe you

having?
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A: Mainly watching my little brothers and througte school day normal, talking
to my friends, kind of stuff. But when | get honey watching my little brothers kind
of baby-sitting them basically.

Q: How do you, and | emphasize the word YOU, hawdu feel about reading
and literacy?

A: Honestly I think it's needed because withowdiag or literacy we wouldn't
be able to talk right, we wouldn’t be able to urad@nd things without it. | mean, it's
important.

Q: What is your opinion, emphasizing the word Y@ghin, what is your
opinion about any frustrations, difficulties orugigles you have with literacy?

A: | have a few struggles with writing, writing jpars and stuff like that. But
normally the only struggle | have is doing my warih literacy. | love language;
language is one of my top subjects. It used torii | started having to write papers
then | started struggling a little bit. Becausa showed how to do it and stuff, I just for
some reason, | still don’t understand it.

Q: Talk about that writing, elaborate a little mam that, about the writing
portion.

A: Kind of like if I'm writing an essay or sometig and its 500,000 word
essays, | can do it but sometimes I'll go off tracknpletely for writing about something
or | won't be able to organize it in a way. Kindfotus and organization | can’t write |

don’t know why, my mind just goes everywhere whéry to focus on one thing.
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Q: What do you think causes any kind of frustragithat you might have? In
your mind, what causes that for you?

A: Well, the fact that | know | can do it, it'sgtiit seems like my mind won't let
me do it. Even if | try to put myself to it, itiles me insane when I'm sitting there
writing a paper and I've got all this good stufdathen all of the sudden it goes
completely blank. And then | can't finish or solmag and as | said | know | can do it. |
know | can write and do all this because I've beerght it's just as | said my mind
apparently seems like it won’t let me write unlepsish myself and | don’t usually push
myself because it’s just hard to.

Q: How do you, continuing along in this vein, hdaryou think this affects you
and why? Talk to me even more, let's get deeper.

A: It affects me because | know somewhere alorigamo matter what job | get
I’m going to have to write, I'm going to have taackand stuff like that and if | can’'t do it
the right way | might not have a job. And | wanfoin the army or the military, and it's
not to try to get away from writing because | knbnv going to be doing a lot of writing
there. But if | can’t write right or prove that h&w what I'm talking about they won'’t
really have much use for me. | think and evengét a job flipping burgers eventually
I'll have to write something and if | can’t writlat I'll look like a , 1 don’t want to say
idiot but what would be a nicer word, imbecilewant to make it look like I know what
I’'m doing not like | don’t know what I'm doing. The we go. | want to make it look like

| earned my degree or whatever in writing not tHave no clue what I'm talking about.
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Q: When did you first become aware that you wesrerfipany kinds of problems
with reading and writing?

A: Eight grade English that was when | really ®&dr | was doing good and then
we have to write a paper. | thought I've doneeitdoe, it should be easy, well then yeah
the writing assessments that you get, they saidevkayou want to write about. And
then | was like “OK whatever | want to write abdhis should be easy”. I'd go from
writing one thing to another thing to another thargl | can’t stay on that one topic. And
I noticed when | can’t stay on that one topic mydis going everywhere.

Q: How did that make you feel? Describe youtifgs then. How did that
make you feel when you first realized or perhapsnew teacher first made you aware that
you were having some difficulties with writing vatlexpression or reading or the
literacy? Talk to me about that.

A: It made me feel like | had no idea what | wasnd anymore. Like | couldn't,
cause as | said before then | was writing papestsfijpd and also before then | was stuck
in special ed for most of my life in school, whichuess made it easier because | wasn't
around a lot of people and then me slowly gettinig the regular classes | had to get
used to it. I'm used to it now, but I still struggn papers, but as | said it just makes me
feel like I can’t do it. But my mind’s telling mept my mind, my minds telling me |
can't do it but my heart’s telling me | can. Am@ just a struggle between the two.
Normally my mind wins because it just goes everywheith my ADHD and stuff. |
can't focus so | don’t know. It makes me wishdmt have ADHD or the problems that

| have.
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Q: What, talk to me, say something more aboutlprob, elaborate on that with
me just for a little bit.

A: | have, that | know for a fact, I've been diaged with, but I've been told |
have other stuff. | know | have ADHD and that'ses | can’t focus. Everybody has
different stuff; some people have a lot of enenggt stuff like that. Mine is | can’t focus.
My mind is just everywhere, it’s like a tornadonty mind, | can’t focus, I'm constantly
having to move, constantly twitching, constantlyihg to talk having to do something to
keep me from having outbursts and stuff like tr&cause | think | was diagnosed with
tourettes, slight tourettes, which is outbursts stoudf like that. | also have anxiety;
everybody in my family has bipolar. | have beeagtiosed with that and then | have
slight depression, slight, but I've gotten overtthiad then what was the other one, ADD.
Kind of like ADHD but | don’'t pay attention. | ke a hard time paying attention.

Q: Let me ask you this, this is about the laststjoa for this first round. What
do you think has made the reading, writing, engaaiith literacy difficult for you?

What do you attribute this to?

A: I think it's my surroundings. | mean, | carcies, but when I'm in a class full
of people who are talking and just goofing off, dmal actually trying to focus somebody
can say something across the room and I'll loaket and immediately lose all train of
thought to focus on what they are doing. And inEBmglish class | have a lot of those
people so my senior research paper | have a felingoing to struggle on. | mean this

seems like it's going to be the easiest, becauselCEXXXX is going to help us
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through it. But still, | still have a feeling thBin going to sit next to somebody who is
going to talk and keep me off track and | don’t Wémat to happen. Because | want to
graduate because | know if | don’t do the seniqrgpd don’'t walk the line. Now he’s
over there not caring and I'm trying to care busldistracting me. That's why | be...
that’'s why I'm careful who | sit next to. Someboafio | know don’t talk to me or when
they do don't keep talking to me long enough wHéose all train of thought. Like |
have a friend in there XXXXX he’s perfect, he dotllk to me a lot. And when the
teacher starts talking we immediately stop. And lsave a lot of my friends in that
class, not in that class but a lot of classeshbhlt me do that. Because I've asked them,
“If | start getting off topic shut me up, tell meéed to focus” and they have done it.
And since then | think my grades have risen. Bsedknow in Eighth grade | made Fs.
I've made Fs every year, at least once. But ndiaaisas | have been before my friends
started telling me to do.. and now I’'m making, htd don’t know why | can’t check my
I now, but | know the last time | checked it | hadA, A, all the way down. And | plan
on keeping it like that the rest of this year, bleast A, B, A, B, A’s and Bs as much as |
can. And my friends said that they will help meéhathat. So hopefully the struggle in
English goes away with XXXXX in there. Becausd aaid jobs are going to ask me to
write and they are going to want me to know what dloing. Without that | can’'t get a

job.
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APPENDIX D: PARTICIPANT 3 INTERVIEW
This is interview with XXXXX who will be referredbtas Participant 3 in the final report.

Q: If I followed you through a typical day justypical day for you, what would
| see you doing?

A: At school or home?

Q: It doesn’t matter both places is fine.

A: OK at school you know I'd try to get all my wodone. At home I'd
probably be going over to hang out with a few offmgnds. Playing some games, stuff
like that, just hanging out.

Q: Now let me ask you this, in your day to daywaiieés how do you engage with
literacy in these typical activities that you do@wldoes communication, language,
written, verbal, how does all that come into play?

A: Just talking and you know doing stuff like thatalking or we aren’t usually
writing when I'm with my friends. School, you kndvdo a lot of writing here you
know.

Q: Talk about that a little bit.

A: English classes we are getting ready to dagahbper, so a lot of other classes
you'll be doing stuff like that too so.

Q: How do you feel about that?

A: Well, for the English paper we are going to éaw type that but really I'd
much rather hand write it. Either way is fine.

Q: OK you having any problems there with that?
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A: No I'm getting it right now. We still got a¥emonths until the deadline so
we’re working on it.

Q: OK. How do you feel about reading and litefa®yhat are your thoughts
about that, just on your own? How do you feel dweading and anything that involves
literacy?

A: Well, I mean | don’t read as much as | shougpiéss. But occasionally I'll go
home and read and sometimes stuff. | don’t writelike here at school | don’t go home
and write as much as | should.

Q: What do you read? What do you typically read?

A: Well like it just depends. I've been readihgan’t even think of his name.
He wrote uh... One of these books in the wheregishe crashes his plane. It's like a
teenager in the Canadian wilderness.

Q: Hatchett Gary Paulson?

A: Yeah | read that. Well it was over the sumntert, | read that. Typically
those types of things are what | read.

Q: Now let me ask you this. We are going to gt the meat of this a little bit.
What is your opinion about any frustrations, diffites, or struggles that you have or
have experienced in relation to literacy?

A: Frustrations, | don’t know if I've been fruated over literacy here at school
or you know anything.

Q: Does it bother, does anything bother you, dotypically have any, do you

struggle with verbal or written expression?
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A: Sometimes.

Q: Explain that a little bit.

A: You know its’ just like if we get a prompt in Blish. My mind goes blank
sometimes whenever you are about to write somethomgn so stuff like that. Writing
papers is my greatest struggle. I just do not wstdad the entire writing process. Trying
to break it down into smaller topics is hard. Butave the desire to want to write well. It
is very important to me. | have to think for aléitbit before | can just start writing on the
paper. Things like that.

Q: What do you think causes any of those frustnat?

A: 1 don’t know really. Maybe not getting enouglleep the night before, things
like that. Not eating breakfast, some morningsghnskip it just getting here to school.
Things like that.

Q: How do you feel that affects you and why? Tadlout that some more. How
do you feel that that affects you?

A: I don't really know, its’ just trying to think Are you talking about not writing
here at school?

Q: Yes, or anything with that.

A: | mean of course you want to get the good geautkestuff. If you don’t do
that you are not going to pass or whatever samnitknow.

Q: Has that been a fear before?

A: | mean not passing, that is, in senior year want to pass and everything. |

guess itis.
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Q: Does the writing or anything the English, ao& yvorried any at all that you
may have a difficult time with meeting those requients?

A: Well this year Coach XXXXX is my teacher so €an I've done everything
in there so far. | think I'm making an A but it'amy. But | think I'll be able to pass. I've
got a good topic for my research paper so hopefully

Q: Well good. Let me ask you this. When did yostfbecome aware that you
had any kind of glitch or hitch with literacy oraging or anything like that and describe
that as much as you can to me?

A: Maybe like back in middle school. You knowdwver really, | was probably
just lazy not wanting to write or do stuff likeathso, you know not doing, | never really
did it back in middle school so maybe you know, n@ua have to do it and all that stuff.
So maybe | just kind of struggle with it every nand then.

Q: Talk to me about that middle school experience.

A: Well you know sometimes whenever we'd have thpgrs and that was even
in ninth grade we had a paper | didn’'t do it. dtjagouldn’t really think of what to write
about and how to get it and things like that sdon’t think | did that. And in tenth
grade | started doing all my stuff and last year.

Q: Was writing more difficult for you than the tbag perhaps?

A: Yes for sure.

Q: OK and why is that?
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A: Well reading, it's just easy reading through tawiting you have to come up
with your own ideas and things like that. You h&wv&now how to word it kind of
perfectly, stuff like that so.

Q: OK, what do you think has made the literacyanything with reading and
writing the most difficult for you? What would y®ay?

A: | don't know it's probably because it's just sauch work in class and the
English classes with that. In a lot of other adgsgou know it's not as hard and not as
much work but always in English there’s always taolostuff to do. So if you miss a day

for instance or something it's hard to catch bagland get on the right track.
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APPENDIX E: PARTICIPANT 4 INTERVIEW
This interview is with XXXXX who will be referredbtas Participant 4 in the final report.

Q: First of all the first question is, If | were tollow you through a typical day
from start to finish what would | see you doing?

A: You would see me | would be talking, because Very talkative and during
school and stuff. So you would see me talking thit* sure. And I'd be answering a lot
of questions that they asked. And at least thetounessl know and I'd be, can’t hardly
remember my day.

Q: That's all right, that's good, and that’s gaatbugh. Now how do you, when
you interact with people during your typical dayh¥ve does literacy fit into that? What
I mean is I'm talking about verbal expression, tentexpression, anything you do with
language, reading and writing? Where does thai?itHow does that play into your
day?

A: Well it plays in during class that’s for sur@&nd during hall change | have to
talk a lot when I'm talking to people and duringnéh. Writing would be coming mostly
in my English class.

Q: Talk about the writing for a minute.

A: Well I'm not that good at writing but | usedb use the correct grammar. Or
try to anyway; there is a few times that | don’é uise correct one because | don't really
think about it before | do it. And usually whenevevrite an essay it's usually about, |
try to make it five paragraphs or so and | dotadl indentions and commas and periods,

just sometimes | put them in the wrong spots.
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Q: Okay well alright absolutely. How do you fedlout your reading and writing
ability?

A: | feel pretty good about them. I'm not the blest people can understand
what I'm saying. That's why | feel pretty good abdu | mean | do make a lot of
grammar mistakes and stuff but they can understand

Q: What makes you think it's not the best as yay sr real good? How do you
qualify that?

A: I've just, all the way through school, I've rexvbeen too good at English or
writing and stuff. | guess it could be from theniyy | was raised up in because they
were a lot of | guess southerners. So they tailitla bit different from the way the
English expects you talk

Q: What in your opinion, this is your opinion tilya What is in your opinion
any frustration, difficulty or struggle that you ynhave reading, writing, speaking or
listening, regarding any forms of literacy?

A: What kind of trouble?

Q: Yes trouble, frustrations, difficulties or gjgles, what is your opinion about
any of those that you have with English as youitall

A: | think that it only frustrates me because @ne of the times | don’t know
what the words mean because I've never really hib@revords before.

Q: So sometimes you might hear a word you dordvkmhat it means and that

frustrates you?
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A: Yes that really frustrates me.

Q: OK how often do you encounter that?

A: Quite often.

Q: What do you do if you don’'t know what somethingans? What do you do
typically?

A: | usually use context clues and try to find bytother words in the sentences.
And if | can’t do it that way then I'll ask somebpédnd then if it comes down to it, I'll
just look it up in the dictionary.

Q: What do you think has caused or been the ragtecaf your difficulties or
frustrations that you have experienced over thesyaéh English, with reading, writing
comprehension, anything like that? What do yookluauses those frustrations?

A: | guess because whenever | am trying to readdttrying to find out what it
means and | don’t know | don't like to ask peopéeduse they might think that I'm not
very smart. And so I'm just like, that could beyhfrustrates me because | don’t want
anybody to know that I'm not really that smart.

Q: As you smart as what you would qualify it as?

A: Yes.

Q: How do you feel that affects you and why?

A: It would affect me because most people shoulalkthat word. Like if it's a
word that I think people should know by this graahel | don’t know then I'm just like, |

don’t know what to do about it.
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Q: What kind of feeling does it bring up in yoside?

A: Angry feeling | guess you would say. | gettpyenad about it.

Q: Angry at yourself naturally?

A: Yes.

Q: When did you first become aware that you wendrg problems with reading
or understanding what you read or you know, how thasfeeling? Describe that when
you first noticed that maybe you were having maffcdlties than maybe some of your
friends were.

A: Probably in fourth grade, third or fourth grade

Q: Describe that. It is what you think this isatout you, not me.

A: I guess like in fourth grade whenever we werading and stuff. | didn’t
really understand it. |1 don’t really know how testribe that feeling. | just had a feeling
like | should know this but | don’t. And sometimiedo know it just comes to me later
on.

Q: What do you think has made the writing, thedneg difficulties that you have
had, what has made that engagement with that tisé¢ eiféicult for you of all? What's
the most difficult piece of the reading or the gt that you have experienced?

A: It was and English paper on Poseidon.

Q: Oh when was that? Talk to me about that.

A: Freshman year. | don't really remember all bknow | get bad grades on
every paper I'd try to write for her. | can rememitavas like two or three paragraphs. |

had a lot of capital errors like capitalizationestfperiods and stuff and then sometimes |
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would write capital letters whenever it should heta capital letter. And | mean | knew
what | was writing but at the same time | didn’Dknexactly what | meant.

Q: So the expression of it?

A: Yes.
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APPENDIX F: PARTICIPANT 5 INTERVIEW
This interview is with XXXXX who will be referredbtas Participant 5 in the final report.

Q: If I followed you just a typical day, what lesgou doing? What would |
observe you doing?

A: Well you would see me walking from class tossl@r stopping at my locker,
probably using the rest room. That’s probably akibut

Q: What do you do after school? What do you engagéter school?

A: Every day | feed the horses, feed the anintdsny homework and then
pretty much eat supper and stuff. Might go to tawsomething and go to sleep
eventually.

Q: Now think about this. Think about your typicky. Get that in your head.
How do you bring in literacy? When | say literatyn talking about verbal
communication, written communication, reading, iwgtanything like that. How does
literacy pop up in your typical activities? | meanoughout your day.

A: Sure, There is nothing | can think of writingcastuff. When | do homework
and stuff at home. Well like my little sister,élp her all the time with her stuff and
that's really it.

Q: Let me ask you this. I'm going to continueinrnthat questioning. How do
you feel about reading and literacy? What are ylooughts?

A: Ilike to read. If I read I like to get stosi@nd stuff it's when | read, if | have

the time I'll read all day long, like books anythiespecially sports or hunting magazines
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and stuff like that. If | get into a book, butliflon’t get into it, if | don’t get past chapter
two then I'm not going to read it.

Q: What is your opinion about any frustrationsfidifities or struggles that you
have had in your experiences so far relating évdity?

A: | can't really think of a struggle I've had yémow. Spanish two might be a
struggle. Not really anything. I'm pretty goodEatglish and stuff.

Q: Have you ever experienced any kind of roadkdar anything with reading
or writing or verbal expression or written express

A: Not really that | can think of. English I'm gtg strong in. Math and Spanish
I’m not good at.

Q: So you don't feel like you have any problem#wliteracy?

A: Sometimes with on the computer, if | have tpayl’'m not good with the
computer but that's about it. Other than thatnf going to write something down | can
write anything and spell and get it on out.

Q: What kind of feedback have you received fronglish teachers in the past?

A: Average. Average student you know. | eitheréally good or not so good.
All my English teachers they love me. I've alwalys good in English.

Q: How do you qualify? If there’s anything whex@u haven’t done good as you
say, qualify that for me.

A: Well I mean. | can’t explain it. I’'m not hor®in English but I'm not a below

average you know. I'm not bad at it. I'm pretiyogl at it too. The best | can explain it.
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Q: Have you ever had any issues comprehending yahetead?

A: Not really at all. If I'm going to read sonmétg I'm going to read the whole
thing I'm going to figure it out.

Q: What do you like to read?

A: I don't know like sports, sports and horses andf. Stuff like that but that's
about it.

Q: Alright. Do you. What is your view on assigneading or forced readings?

A: It depends on what | have to read. Like & something | don't like to read or
something that don’t interest me | cannot stand don't like to read it at all. It puts me
to sleep. If it's something | don’t find interesti then | just might as well not even read
it. That's where you get me at right there.

Q: So you feel like that your interests are impot?

A: Yes if I'm interested in it I'll read it all dalong. But if it's something that |
don’t know nothing about or | don’t like, | don’ven, you might as well let me listen to
it.

Q: What is your opinion about schools in that ez$p

A: Oh I mean it's not really the school, it'’s tteacher and the classes some of
them are different you know. | can’t really give emample. | just know the stories that
we have to read in English are not like what | li@egead and that's what makes it rough
on me. Because then | have to write about evergtaimd deal with all the essays and

stuff and that’s where it gets me. If it was sommgg about a horse or sports or
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something | could write paragraphs upon paragrapqsers and everything. But if it
something | don’t like you know...

Q: So that, so you think that the choices thatlyave are important in whether
or not you like....
A: That's definitely important there’s a big difesmce in something | don't like

and something | do like that makes a big difference
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APPENDIX G: PARTICIPANT 6 INTERVIEW
This interview is with XXXXX who will be known asdpticipant 6 in the final report.

Q: Questions one: If | followed you just througlypical day for you from start
to finish. What would | see you doing?

A: Probably being a goof ball, laughing talkingadunch of people.

Q: Anything else? What else might | see?

A: Well you'd probably see me do some school wdf very social. | always
talk to people. That is probably about it.

Q: Now let me ask you this, when you interact vaédople, think about any type
of interaction you have, verbal or written anythiikg that. How does that play into
your activities? Or your interactions with peoplegeneral.

A: I'm an all-around friendly guy. | don’t careybu are gothic or a weirdo if
you give me a reason to like you I'll like you. Btiyou give me a reason not to | won't.

Q: Do you find it fairly easy to talk to people?

A: Yes, I'll talk to anybody.

Q: Do you find that people will talk back with yBu

A: Yes.

Q: How do you feel overall, this is important, es® getting into some deeper
guestions? How do you feel over all about readwrgjng, and literacy? Talk to me

about that.

A: | like reading to a certain extent. | havebminterested in what I'm reading.

But | can’t stand writing? | do not like writing all.
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Q: What bothers you about that?

A: I'm more of a look at it and learn it kind ofig. Not write about it and then
study about it. ’'m more of a hands-on type of pars

Q: Talk to me some more about that. Go deepér mvé.

A: When I read, like I rarely read, but when Iltha really interested in it when |
find something | want to read. If I've got someladd/ing to hang out with me I'm
gonna read my book. | don’t know that one book gesand it makes me stay focused
on it. Like “Hatchet”, I love that book. | readlidon’t know how many times. [I'll just
sit there and read and read it and if somebody ted | don’t even hear them.

Q: What makes you like that particular book?

A: It's interesting, it gives you the, it puts y&ind of in the moment. It feels
like | know exactly what he’s talking about. | nmelacould kind of see the plane and all
this stuff he’s talked about. | can picture myselthat situation. And that is interesting
to me.

Q: Now you use the word interesting a lot. Sog/do find anything
uninteresting? Are you ever forced to read anglyou find uninteresting?

A: What was that book called, “To Kill a Mockinghi? We had to read that.
And | didn’t really; I didn’t read much of it becse | didn’t like it. | wasn't really
interested in it.

Q: Talk to me about, more about that for just aute. | want to make sure I'm
saying this just right, clarifying what you sailf.you’re interested and you like the

subject or what's being written about you'll re#® i
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A: Yes.

Q: Do you have any trouble understanding whatrgaa when you read
something that interests you?

A No

Q: What about if something did not interest yowyau are being forced to read
it. Do you have some troubles then?

A: Yes.

Q: What is your opinion about any frustrationgficlilties or struggles that you
have encountered yourself with reading, writing Ergdjuage?

A: Reading and writing is everyday thing, you tattevery day whether you
have to or not. | mean | have to write and | ddik# it but | know | have to, the same
with reading. You read a text or you get on Faoc&bgou are always reading. Well |
am. | mean. My opinion | just don’t know. | ggdsvould say it's something you have
to do, but writing I like it but then again | don’t

Q: What makes you not like it? What irritatesabout the writing part?

A: Because it's something | don’t like reallywant to do something that | like.
For a job for instance as an example. You aregytarpick a job you like and if you
don’t you are going to be miserable. That isg&me thing with writing. Writing |
cannot do. | just can’t get it down. | just donkd not being able to get the words down. |
just don't really like it. | mean I'll write if is something | like to write about like right

now we are in XXXXX class we are doing our papet anine is oveBonaroa And |



124
can write about that all day long. Because I'lltg@onarooand | know what it's about
and it’s interesting to me.

Q: When in that particular class when he gavesaue choice in that then that
made a huge difference to you. Than if the teabbdrpicked it for you?

A: He gave us a bunch of interesting topics. Bomaroois one of mine. | go to
Bonarooand | know a lot about it. So I figured it would basy to work with.

Q: So he gave you some choice in it?

A: We had about 30 choices.

Q: Talk to me about classes that you've had teewwith where you don’t have
choices?

A: Hate it. Because when the teacher says heygaot to write about this.
And if it's something | don’t like. I'm not reallgoing to want to do it you know. That's
just the way | am.

Q: What do you think causes that?

A: | guess my attitude towards things | guesstiustway | was brought up.

Q: Talk about it some more, clarify or qualify bght up for me.

A: When | was growing up | didn’t read. My mom gfiidn’t read to me much.
She didn’t make me write. You know | was more miaventure guy. | always went
outside and done something. | always dresseckamlcowboy. John Wayne was my
role model when | was little.

Q: What do you think would have been the caselflyad “been forced to read or

write at an early age?”
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A: It would have probably helped me out in thedauan, but it didn’t really
happen. | mean | read little children’s books, lseawhen you are a little kid you like
pictures and stuff. That's probably all | read whevas growing up.

Q: How do you think that affects you to this dagavhy?

A: Well, I know how to read and write but I'm nedy 100% good at both of
them. | mean | can read pretty good but my writtrig terrible. It is God awful. And |
mean yeah it affects me in the long run becausekgow when I fill out a resume my
handwriting ain’t gonna be the prettiest and theeygoing to look at me and be like “
well he aint got too good of handwriting, | donitdw if | want to hire him” you know.
Handwriting tells you a lot about somebody to badst with you, in my opinion.

Q: Well there’s some truth to that. Do you woabout, do you ever have any
kind of worries about how you express yourself niting?

A: Not really. | mean honestly I'm the guy thatudd care less what you've got to
say about me. Especially people around here bedayat six something months and |
aint ever gonna see them again. | mean I've dewdriends that, but | could care less
what anybody says about me or what | do.

Q: Go back to your handwriting on your resumesu Yalked about that, or
applications, that seemed to be important to you.

A: Well yeah, | mean when | do fill out an apptica | go really slow with it
because I try to make it look good. | don’t wifidst like | usually do. So | want to make

sure I'm not looking like a slob.
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Q: When did you first become aware that you attlearceived yourself with
having any kind of problems with reading or writiogverbal expression anything like
that? Describe that and describe how you felt. Mdid you first become aware of any
of that?

A: | know in kindergarten they give you those AB@nd you have to trace over
them and | remember the first letter | traced is\aavful. It didn’'t even look like an A. |
guess from the first then, kindergarten. I've ndveen able to write good.

Q: Did you ever have teachers that worked witl with it?

A: No. never. | know they had a program in eletagnschool it helped you
read and write better.

Q: Did they put you in that?

A: No.

Q: They didn’'t? They did not put you in that?

A: No.

Q: What about middle school. How did you do in didschool with language
and reading and writing?

A: Well I'm trying to think of. Sixth grade wagr very good English year. I'm
trying to think of seventh grade; Mrs. XXXX is whaiad. | did pretty good in seventh
grade class. She was more of a teacher, she tgoiglsomething. | don’t know some
teachers they don’t. They just talk about it, a@lhiard for me to understand when they
just go up there a noun is blah, blah, blah andrh is blah, blah, blah. And I'm just, |

mean | know what they are but at first it was juestd for me to comprehend.
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Q: What do you think has been the biggest obstaclgou personally for the
reading, the writing or the literacy?

A: The big old essay. | always have trouble veitisays. Especially say | had a
ten page essay, I'd probably only get seven ortelghe. Because the topic that I'm
given I've already written so much about it theirgt aeally much to go into about it. |
know there is but | can't myself. | don’t knowdrtt do it.

Q: Have you, talk to me about that mental block fou have with that writing
that’'s seems to be very important to you so talk&o | want you to tell me more about
that.

A: Well Coach XXXXX for instance, he really doestéach us anything. He
just stands up there and talks and |, it just doéstp me out any. | would rather a
teacher come up to me one on one and explain somgdéthme instead of the whole
class. | just seem like | can do better one onbmwause I'm not having to worry about
everybody else and what they say and what theygiegdand confusing me. If | have a
teacher who knows what he’s talking about and meesoto me one on one and he tells
me what | know is right then | don’t have. | jgst better one on one.

Q: Have you asked him for any personal help? @oplan on it?

Not yet, but probably, probably with my essay.
The essay that you are doing is this an essayiar paper?

Yes.

o » o »

Naturally you are telling me that you want togbod on it?
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A: Yes.

Q: That is something that is important to you.

A: Yes because its 50% of your grade, somethkegthat. | heard if you fail it
you fail your whole semester. | don’t want to fiay semester.

Q: In your opinion then for you personally the wrif is what gives you more
fits?

A: Yes. Reading | can do it all day long. My tiver he’d rather read a book
than watch TV. My sister ain’t too good on reading | mean he reads these books
called War Hammer and it's about these big old tgiahots. | don’t know it's some
weird stuff but he loves it. | just don’'t see hbevloves it but | guess if | read a book
about cars, | love cars. | guess if | read a batwdut cars all day long | guess | could do

the same.
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APPENDIX H: PARTICIPANT 7 INTERVIEW
This interview is with XXXXX who will be referredbtas Participant 7 in the final report.

Q: If I followed you through a typical day what wdu see you doing?

A: Well | mean you'd see me, just in school or wia you

Q: I can’t coach you, just a typical day, a typday of XXXXX.

A: Well I go to school, I'm just a normal studehtmean I try to do my work and
you might see me fall asleep in class or sometlikeghat. And then after school you
will probably go to work with me if you follow mel’ll be weed eating or whatever | do.
| do different stuff. Then after that | would gortoy house and feed horses and maybe
ride horses a little bit. And then just go to bwrise after dark and lay around until time
to go to bed.

Q: How do you use literacy in any of your dailyiaities?

A: I really don’'t know.

Q: Let me see if | can rephrase it a little. H@bovyou use communication
devices? How do you communicate with people? Mellabout anything that you have
to read or use written words in on a day to daivigt

A: English class at school and | guess when sothetexts me | text them back.

Q: Is that about it?

A: Yeah.

Q: Alright let me ask you this. Talk to me andaése to me about experiences |

would observe you having when you interact withryloiends or in your daily activities



130
usually. Anything, experiences with people, wituyfriends. What experiences would
| observe you having? How do you engage typioaitih people?

A: Well | guess I'm outgoing and | mean | try take all the friends | can
because maybe I'll need them in life. | mean, five to everybody.

Q: Describe outgoing to me. What makes you ouatgpi Elaborate on that for
me.

A: I mean | just try not to meet a stranger. dioin’t know them then I'll shake
their hand and introduce myself to them.

Q: Do you feel like you have any kind of troubmamunicating or initiating a
conversation?

A: No, not at all.

Q: Who taught you that?

A: That’s just how I've always been. Momma sauds like that when | was a
baby. | would walk up and start mumbling to thémidn’'t even know how to talk.

Q: Now we are going to get into a little more spequestions. How do you
feel about reading and literacy? Tell me about?ha

A: I feel that it's important in life. | don’t f that I'm very good at it but | know
| gotta have it.

Q: What makes you feel that way?

A: Well I've just never been able to read regbod and | really can’t read out

loud. And I can’t comprehend stuff that | read $@ve to read it two or three times.
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But | mean | can read it but it’s just slow andréie a lot of words | have to jump cause |
don’t know, but other than that...

Q: How do you compensate for that? When you cacness words you don’t
know.

A: | either ask somebody what the word is or g@ind it out the best | can.

Q: This one may take you a little bit longer. dnt you to talk to me and tell me
your opinion about any frustrations, difficultiesstruggles that you have had regarding
literacy. Talk to me about that.

A: Well I mean | don't really know other than Ir¢aread that good.

Q: Talk about that.

A: I've just never been able to read good. | megndad when | was little we
would lay down in the floor and do phonics andfsaumid he would help me with it but |
just still can’t read that good. I've just nevexeln able to.

Q: Ok, what made you notice that? When did yost 8tart noticing that?

A: When I first started noticing that that | contdread was sixth grade we did a
story that each person in class had a part andeaulit off. | was the lead character
because everybody voted me. Then | started readidgt took like two weeks longer
than it should have to finish the story. | wastfyrelow at reading.

Q: What kind of reading was that?

A: It was just a story. | can’t remember what dsv

Q: Were you having to read aloud?
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A: Yeah.

Q: Was that the first experience you had had ve#ding aloud?

A: No I've read out loud before but | just nevetioed that | was behind every
body until sixth grade.

Q: So that is when you became knowledgeableyafutself. Talk about that for
a minute. How did that make you feel?

A: I'wasn’t worried about it. Didn’t really makee feel like nothing, | was just
laughed about it.

Q: What do you think caused that? What were soiniee causes? | mean you
had been, you said sixth grade, but obviously yalileen in school way before the sixth
grade.

A: The only think | can think of is when | wasymyer like fourth grade and we
were suppose to read books, for AR testing or eweatover them, | just waited for
somebody to read them, the book and copied whgtthe. | don’'t know why.

Q: So you're saying even in fourth grade you eealithat perhaps you were
having some trouble reading?

A: ljustdidn’'t doit. |just didn’'t read. Butstill go the work done; I just didn’t
do it the way | was suppose to.

Q: Did you try to ever hide that from teachers?

A: Yeah | did.

Q: Do you think, did teachers ever talk to youwthreading?
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A: I don't think teachers ever knew that | couldr@ad good. 1 just didn't let
them know about it.

Q: How did you not let them know? Talk to me atbibiat.

A: Well like 1 say, | just copied | never read dotid. | could spell fine.

Q: How did you avoid the reading out loud in eletaey school? Because is that
something typically that elementary schools do ieading class. How did you avoid
that?

A: Ijust told them I got through with it.

Q: OK and the teacher would accept that. Do yar eecall having any
meetings or personal meetings with teachers?

A: My mom met all my teachers, like every yeardaese my mom wanted to
meet the teachers. But, other than that not really.

Q: How do you feel this affects you to this dagfid why? Talk to me about
that. Talk to me about high school experiences dowou feel this has affected you
where you are now and perhaps why.

A: | mean it affects me because you know | cagéitk as good as everybody else
so I'm slower. But | guess it affects my grades.

Q: OK talk about that.

A: | mean my grade could be better.

Q: But what has your high school experience bedarass literacy and reading

and how you feel about it. You know deep downdasi
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A: Well | mean honestly | guess | wouldn’t reatlgre much for it because it's
hard, writing reports and anything at English. tenrible at English.

Q: Do you have to ask for help?

A: | mean, not really.

Q: Talk to me about that. Is there a reason wdwdon’t ask for help?

A: I don't know I just don't really ask for helpunh.

Q: When did you first become aware that you wendrg problems with reading
or understanding what you read?

A: The sixth grade.

Q: I'want you to go to that time, think about hpewu felt. Get as detailed as you
possibly can with me and tell me some more abait 8hare some more with me about
that.

A: ljust realized | couldn’t read that good besait took our class like two extra
weeks to finish the story. | was the lead charaatel in the middle of the story | told
Miss XXXXX, that was the English teacher, | toldrhe give my part to somebody else
because | wouldn’t hold the class back. So she gasesomebody else so we still held
back but that's when | realized | couldn’t readttgaod.

Q: So you said your friends wanted you to be plit. And then you started
reading out loud and that’s when you realized, fghilike you were holding them back.

A: Yeah.
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Q: What did she say to you? Can you remember angyhe said or what she
talked about with you at that point?

A: She never talked to me about anything. | gsbssjust agreed or said yeah
that she would give it to somebody else.

Q: But she didn’t go into detail with you? Thanteresting. OK.

What do you think has made reading and engagirtyligracy difficult for you?
What do you think are the root causes that haveerttad difficult? Or makes reading
difficult for you? And then | want you to talk toe about what in reading exactly causes
you problems and why. What do you think. I’'m wagtyour opinion.

A: The reason that | can’t read?

Q: Yeah, yeah.

A: Probably, the only thing I can think of is whewas little, not paying attention
in school. Cause | was like a, | wasn’t ADHD, bwtas always real hyper you know.
My mom tried to see if | was ADHD but | wasn’t. uBl just never paid attention. And
that is where | messed up.

Q: Talk about that not paying attention. Talk atihat a little. Tell me more
about that.

A: Well | mean when the teacher was teachinggiseks I'd be off in space
looking around or talking to somebody and not hgtg to what she said.

Q: Was there, can you think of a possible reasotthfat?

A: Not that | can think of, | mean maybe | wastjosred. | don’t know.

Q: Can you talk about why maybe you were bored.
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A: | just didn’t have no interest in it.

Q: And when you say | didn’t have interest, whaswausing you not to have
interest in it? Be specific about it. Tell me whas.

A: Well English, because every other class | imgerested in. Like math and
science and English | just never really like &lways thought it was hard. | just didn’t
like words.

Q: Do you get by, do you feel like you get by higrdigh school without
reading?

A: No | think I'm behind.

Q: What are some interests you have? Talk to roatakhat you are interested

Like anything? | mean I'm interested in horses

Now if you're interested in that, so do youaakG classes?
Yes Sir.

Do you have to do anything in those classededlto reading?

Yeah.

o » O 2 O x

Are you able to understand what you read is¢hdasses?

A: I mean | can’t say that, just it's hard to caeipend. | mean yeah | can do it. |
just gotta read it a couple times. It ain’t likedn’t read. I'm not illiterate.

Q: No, no.

A: | can read it just takes me a second to congirelit.

Q: Soin the AG classes you'll say that you gokbaed reread?
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Well I mean | do that anyway, but it just takae longer.
Do you understand what you are doing in liter@atlasses right now.
Yeah, I'm doing fine in there.
So you do engage with reading some?
Yeah | do what | have to do. But that's just breing honest.

Absolutely, that is very important. OK.



138
APPENDIX I: PARTICIPANT 8 INTERVIEW
This interview is with XXXXX who will be referredbtas Participant 8 in the final report.

Q: If I followed you through just a typical day pdurs what would | see?

What would | observe from you?

A: You would see me doing my work, well being $fasically. Doing my work
and not talking to anybody unless they are actuaihfriends. That's basically it.

Q: Now let me ask you this, how do you feel, wisatour perception and your
feeling about literacy, about reading, writing, coonicating, anything to do with
reading and writing and communication?

A: I like reading. | could do it all day longlifike it and really get into it. The
writing part | just cannot do. But somehow | devrbte a poem this past year for Mrs.
XXXXX. She turned it in for the library poem coste | haven't got it back yet. So I'm
hoping | win something out of that.

Q: Talk to me some more about the writing. Youengoing to go down that
trail with the writing. Do you feel like, are ydelling me that you feel like you've had
more difficulties with the writing piece of literge Talk to me some more about that.

A: It happens every time | start to do like a esh paper or something, |
struggle on the introductory paragraph. | dondwrhow to start it off, put the passages
in the middle, and then do the thesis. That’s wiiain't understand.

Q: Talk to me some more about, this questionithatvording, I’'m getting into
your opinion about those difficulties that you'vadh Tell me more about that. Get into

your opinion about the difficulties with writingahyou have experienced.
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A: This is hard questions.

Q: Just your opinion. Feel free to say what yanito say.

A: I don't like when | have to write the paragradbecause it takes too much
time when you have to think about the person thatare doing and the paper that you
are writing at the same time. | just don't likettha

Q: What do you think causes those frustrations?

A: Ireally don’t know.

Q: What causes you to have that kind of a blobl#?hing that you can think of
right now?

A: No.

Q: When did you first become aware that you wendry any kind of reading or
writing difficulties or understanding any of thakidnd of describe that to me as much as
you can.

A: | started to struggle with, we done it in middichool. Every time | turned in
a research paper about me writing something I'dugndetting it back and have a lot of
mistakes on it. And that’s just made me diffidotm there on out.

Q: Was anybody willing to help you with those ralsts?

A: No.

Q: So you don'’t think they were? OK. Did you gealy kind of feedback related
to your writing or those mistakes? Did teachev® giou any kind of feedback on that?

A: Yes, my freshman year Mrs. XXXXX now, she healpeae do, helped me

somewhat on my research paper with “To Kill A Moubird”
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Q: But in middle school you are saying that yowldaget frustrated when you
would get something back and you’d see all the sarkit or whatever, and you were
really wanting to perhaps know why you were gettimgse kinds of marks. Is that
correct?

A: Yes

Q: What do you think has made your engagementnealling and writing the
most difficult for you? What one piece or two medias made it the most difficult for
you? Or caused the most difficulty?

A: People not helping me do paragraphs and relsgaers and them knowing
the main ideas of the story and basically evergleise.

Q: Have you had problems with comprehension before?

A: No.

Q: So you can pretty much understand what you lbead you wrote something,
talk to me a minute about if you wrote something ainat kind of writing would you see
later on. Could you go back and pick it up sayekvor two later and be able to
understand what you had written?

A: Il understand, | can’t understand once I've teritsomething | can, | have a
little system that’s in my head that once | reachsthing or write something | can put it
away. About two or three weeks later | can puliatk out and still know what....

Q: Still know what you've read or what you've vieih... Good.
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Q: Is there anything else that you can think gitinow for me that you want to

add about any kind of frustrations or difficultissruggles that you've had with literacy
in general?

A: No.
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APPENDIX J: PARTICIPANT 9 INTERVIEW
This interview is with XXXXX who will be referredbtas Participant 9 in the final report.

Q: If I followed you through just a typical dayrfgou from start to finish, what
might | see? What am | going to see you doing?

A: You are going to see me listening in classnigytio learn and trying to get
knowledge so | can pass this year.

Q: So passing this year is real important to yGo®@ad.

Q: How do you incorporate reading and writing ouy day-to-day activities.
Literacy in general, how do you incorporate th&t@w do you use it?

A: | use it more for helping me for writing papenswriting or if I'm trying to
read a book. | use it more to help me understéelif | don’t get something we are
going through the day then I'll go down through avrite certain topics down. Like if
we read a passage I'll write it down and it helgsgat a better understanding of what we
are going over.

Q: Very good. How do you feel about just in gahehow do you feel about
reading and literacy?

A: Reading and literacy, It's not a bad thing &nalglad that this school teaches
things that are into that category because it hedople have a better vocabulary and
have a better mind set when they are trying toassgntence.

Q: So you feel like it helps you choose your wartwe carefully perhaps? Do
you feel like you are saying that here some ofetkigeriences that you get help you, you

feel like it gives you a wider vocabulary perhaps?
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A: It gives us a wider vocabulary, instead of agyust a simple sentence you
have more words to choose from so you can putatarbetter sentence and maybe
people can understand it a lot better instead ofhaving to explain just the plain old
sentence.

Q: Alright. What is your opinion, now this is yamportant because it's your
opinion that I'm after. What is your opinion abauty kind of frustrations, difficulties or
struggles that you have encountered or you haverexed regarding literacy?

A: Literacy?

Q: The reading and the writing.

A: It's more the writing than it is the readinBecause when you are reading,
anybody can read and it's not hard to read a paseag when you are writing some
people don’'t have a mind set to create a passagdteodown. So it's a lot more harder
for some people to do that. Like I've had trouliesvhere I've had to ask a teacher to
help me when | read a passage and | still didrdiewstand it. So | didn’t have an idea on
what | could write about. So I've had to haveactesr help me break it down or go into
simpler detail for it. | learn more when they azadhing me how to get through a passage
and have me highlight the key concepts. | can redbetter to the writing prompts and
assignments when they help me like that. It makgsecabulary stronger so that we
know more words and use the words better in seage@specially when we write
sentences, paragraphs, and put them together. ihgaok like that helps me to
understand what a passage is really saying. Whehéase problems and some of my

buddies have the same problems he gives examplasedps us. He don't just all of a
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sudden quit on it like some of the others have donke past years. He don't just write it
for you, but he tells and shows how things relate/that he wants us to write about. He
really helps give direction of where you need taagd don't just leave you hanging and
wondering about what to write or to do.

Q: With your writing?

A: Yes.

Q: Talk to me some more about your writing. Wteises those frustrations
with that?

A: | think it's more, | don’t think anybody haspaoblem with the writing, | think
it's coming up with the idea of what to write abautto break it down into something
smaller that way you don’t go into a big topic abibu

Q: How do you feel about your writing ability perally?

A: My writing ability? It's not bad but | know itould be better.

Q: How do you qualify that? Get as specific ag gan for me.

A: Like I could make, I'm not a person that likeitgs a lot of things down. So |
don’t write long sentences or anything. So | ddwtve a big enough paper with the
words, but it could be better. | could go simmglewn and make it longer and have more
facts to back up if I'm supporting something origiymy opinion about something.

Q: How do you feel that affects you and why? Talkne some more about that.

A: The way it affects me, | mean it helps me leaihlets me know what | need
to improve on and everything, which is a good thiBgcause if | don’t know what |

need to improve on then | just, then | feel like fjust doing the right thing. And it’s in
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the way it affects me, because if | don’'t know stake. Like if they just grade it and |
don’t know what a mistake is | made on it. Thetoh’t know what to fix. And it affects
me because if | don’t know what | can fix then htd&know how to fix it and I'm just
going to keep writing it the same way.

Q: Oh, OK. So you have, | think I'm hearing yaysou have a desire to
improve constantly on your writing. So you wantyou have that desire to turn in a
good product. To turn in something that you amdrof because it's got your name on
it.

A: Yes.

Q: Very good. Let me ask you this. When did yostfbecome aware that you
were having any kind of difficulties or problemstliteracy, with the reading or the
writing and describe that as much as you can atadl deat for me?

A: | mean I've noticed it more, when | was youngesed to be really good at
English, | mean | used to, | was really good. diswnore towards middle school and the
beginning of high school that | noticed that | s#drnot doing so good in English. And |
always wondered why. And then | just realized swhe of it was more complicated
and that | needed more help with it than | usuddly I, when | got more help | do better
on it and the only problem [ really have with ldaey and writing is just to extend it out,
to make it longer, wider and more detailed.

Q: What do you think has made that piece, orphat you keep referencing the

writing. What do you think has made that piecerttwest difficult for you?
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A: It would be the thinking of it. Coming up witdn idea, that to me seems like

just the hardest part.
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APPENDIX K: FOCUS GROUP INTERVIEW
This is focus group interview September 23, 201t onversations were open to any
participant at any time.

Q: Describe the main male relationships in ydet family, work, school
anywhere; main male relationships.

A: Participant 4 speaking...Describe what we do?

Q: No, just who and then describe the kind of retethip.

A: Participant 9 speaking...For some people maeeyour teachers would be
the main male influence. Because, some peopletm@gtave a parent, dad or
whatever. You know the main male interaction theyis their teacher. So they may
think of him like a dad or something.

Q: Has that been your case?

A: Participant 8 speaking...No, other people exasiple

Q: Any of you tell me about your personal case.

A: Participant 4 speaking...The most male figure ties been in my life is my
grandpa. I've never known my dad. My grandpalieen there since | was born. We've
had our off and ons where we’ve argued and stuffAeve always been close. My dad
never really came into my life until | was about 18Ve never really hit it off and we
don’t speak now. | did find out that he had anottearghter so | have another sister. |
don’t speak, but and now my grandpa we’ve actugilyen a lot closer than we've ever

been now. He actually just got out of the hospiédterday. He had to go have a test
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done. He had to have a test to find out if hedatter or not and we found out it wasn't.
So that was a good thing.

Q: Who else, come on jump in?

A: Participant 1 speaking...What about buddies? niéiseand, friends would
probably come second. Closest would have to baiicmean me and him used to
hang out literally every day. It would be this giiting next to me and I'm hanging out
with friends every day.

Q: Are they mainly male?

A: Participant 6 speaking...Yeah it's mainly male.

Q: Anybody else, keep going with the first questio

A: Participant 9 speaking...| would have to say itnNdobe my great grandpa.
Because, my dad he’s not sober long enough foortedk to him basically. Me and him
don’t really connect at all. But my great grandwdeen he was alive, he’s passed away
now, he died in 2014. He was the one that | alwesst to when me and my dad didn’t
always get along or anything and he would let nmaeover there and he would let me
stay with him anytime | wanted to. Yeah basicaklywould have been the main person
in my life that was a male.

A: Participant 3 speaking...Mainly it would be mytiter or my dad. My dad
he was in and out of the family most of the time.d-h truck driver and that's why he’s
in and out. Before me and my brother were borwagin and out. He wasn’t even

there for my birth or my brothers’ so that’s it.
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A: Participant 7 speaking...Mine would have to k@& my dad or my brother.
My dad has always been there for me, he’s helpethroegh every step I've had in my
life. He was there whenever | started playing tpoHe was there whenever | wanted to
do something. He backed me up 100%. He told megiigon on it and if he told me it
was my choice because it's my life. And my brotherean, whenever | first started out
it was hard on me because | didn’t have much ofrang. My brother would always
give me opportunities to get stuff and they've boglen a pretty fairly the men in my life
that’'s watched out for me and helped me with evangt I've needed.

A: Participant 5 speaking...Yeah, my dad too. Heisitally been there for me
too. He’'s the biggest influence, male on my lifenean | don't really have any friends
that | look up to like a father figure.

Q: As far as teachers go just in general, how nmaale teachers have you tended
to have? Or has it been mainly females througlytlaes or do you have just as many
male teachers as you have?

A: Participant 4 speaking...Mainly just been, youama favorite subject or....

Q: Just anything, any teacher.

A: Participant 5 speaking...One teacher I've hadatbfour years is Coach
XXXXX. I've had him for all four years and me ahén has got a connection, we
always mess around and everything.

Q: Have you had more female teachers typically frarive had male?

A: Participant 3 speaking...Yeah, yeah. | think XXXthe only male teacher

I've actually ever had.
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A: Participant 8 speaking...I've had Coach XXXX a@dach XXXXX. | have
Coach XXXXX right now and Coach XXXXX.

A: Participant 1 speaking...No I've had XXXXX. I'vgot XXXXX this year.

Q: Well let’s take that same question and tuaraund to female. What about
female, main female relationships.

A: Participant 3 speaking...Main female would be mym. My mom’s been
there every step of the way. She’s given me oppdiés to do a lot of things. She’s
given me opinions on stuff I've wanted to do anld toe to do it if that's something |
really wanted to do and if it’s, but not to dousj because someone else is pushing me to
do it. Do it because | want to do it and | like 8he was there, she backed me up when |
did sports, she backed me up if | was doing somgtfar this school. She’s just always
been there for me.

A: Participant 1 speaking...Same with me, it wasmom because she, she’s
never not been there.

A: Participant 4 speaking...Like most of the timeantme and my dad got into
it, my mom would always back me up and help mesouhe and my dad wouldn’t get
into a fight or whatever. My mom she’s the one wdid me to stay with wrestling cause
| almost left it. But my mom talked me into stayiwith it because she’s said that's
something | don’t need to give up. She’s beenretl@rjust about everything.

A: Participant 9 speaking...Yeah, mostly my mom. "W&énad our differences
but she’s been there for me every step of the wayouldn’t be here if it wasn’t without

her support.
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A: Participant 6 speaking...Mine is mainly my moro teecause I'm, | mean, no
matter what it was she helped me out. | had, she’®ne that’s basically raised me. My
mom and my dad got a divorce when | was eight yela@rand | chose to live with my
mom. And she was just a single parent for so komdjshe did everything she could to
make sure | had everything | needed. And | meapiteeour differences, | mean yeah
we have arguments and everything but you knoweaéttd of the day she’s the female
that’s always there for me no matter what happémrsuld go out and do something
terribly bad and there she is still there to stbekind me.

Q: Could you say that one more time in case tlie bhe last part?

A: Participant 6 speaking...Like if | was to go @mnd do something she would
still be there behind me supporting me no mattev bad it was, yeah.

A: Participant 2 speaking...Probably my mom too,sh&vays been there for
me. Done everything for me and if it wasn'’t likerlanother big influence in my life
would probably be my aunt who came when | playkel tiaseball and all that stuff.
She’d always be there for me always helped me out.

Q: Any sisters in the family?

A: Participant 2 speaking...No.

A: Participant 1 speaking...Yeah | got one sistaybe two possibly. I'm not
sure. I've talked to both of them. My little @stshe looks up to me a lot. | know I've
got to set a good example for her because | doarit\Wwer doing any bad things or going

out and doing and | mean. My sister is younger@eaple who think they can’t learn
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anything from little siblings, they actually caBecause I've learned a few things from
my sister and she’s only in middle school.

Q: I'want to combine a few questions let's sdecdn.

Q: Can | ask one more thing? So apart from methed sisters would you say
the main females in your life are teachers? Likemean you are here every day right?
You have a couple male teachers, but pretty muekvttmen you are around for the
most part are your teachers then? How do thoagaeships, do you want to talk about
any of those relationships?

Specifically involving female teachers or not?

A: Participant 5 speaking...| mean female teacheoswkwhat it’s like to be a
mom and they try to set the same example thatdbdyr their kids, for the kids in the
school and they help us get through the day. Imifeae have a problem they are there
for us if we need them. No matter how persona they keep it to there selves. They
don't, | mean like, say you just have a rough dilod in your house and you needed
somebody to talk to and all the female teachensl¥mseen here are pretty caring to the
students. They just take care of us like they wald their own kids.

Q: Like a mother away from mother?

A: Participant 3 speaking... I've seen, I've hearthssstudents say there are
some female teachers in this school that they tlltke.

A: Participant 6 speaking...I've got a few actually.

A: Participant 6 speaking...That’s their opinionutB mean there just, they are

not here to criticize you or to bring you down. Vlege here to help you and get you to
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learn and to help you get a good education wherayewut of high school, and
hopefully go to college.

Q: Which individuals do you spend the most timé®iAnd then the least time
and why? Who do you spend the most time with &eddast time with and then why?

A: Participant 4 speaking...I think the most pergbie, most | spend time with
would be my mom. We’'re together every day | thiné& only time we are apart is if she’s
at work and I'm here at school. And the leastvittial | spend time with I'd say is, my
aunt my mom’s youngest sister. We don’t spendriath time together because her, my
mom and me, we've always butted heads. That fadndyna.

A: Participant 9 speaking...The least for me wowddy dad because me and
him don’t get along. Because whenever he drinkadte stupid. That would be the least
and the most | usually try to spend it with my mdmat if my dad’s around | don’t spend
much time with her. So since my great grand paquhaway I'm usually at my
grandparents now. So | spend the most time witmthecause it keeps me away from
my dad, but yet with my family.

Q: So compared with friends and stuff like that yoe still with your mom more
than your buddies, or with?

A: Participant 9 speaking...Yeah | would say so.

A: Participant 3 speaking...l would say the most lddae my brother because
he’s around. He was one of the few that would giayes with me. | have, | spend time
with my friends but not much. My least would be dad because he’s on the road all

the time. So | don'’t really get to talk to himrasch.
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Q: How old are your brother and you? What's yage?

A: participant 3 speaking...16 and 19.

A: Participant 4 speaking...The person | spend thstrtiime with would have to
be my girlfriend because | mean, here lately she&igied out of her house. And she
needed somebody to be there for her so we just dnov®gether and I try to help her
through everything she’s been through. So thatis @f the reason why | spend most of
my time with her. Because she’s had a rough paksha needs somebody there to care
for her.

Q: Until that change, what would you have saidho& been the most??

A: Participant 4 speaking...I've spend the most twikh my dad because |
mean, at my dad’s house | was free to do whatewanted to do like to an extent. Of
course | had a curfew and | mean he always hadgttrere for me like food and
everything | would need. And the least | would sayuld have to be my uncle because
he is a drug addict. He tried to get me to stamigldrugs and to get me to sell drugs for
him but, or buy drugs for him and | just try to &lthat.

Q: Is that your dad’s side of the family?

A: Participant 4 speaking...That's my mom'’s sidelaf family.

A: Participant 5 speaking...OK, the person | spéranost time with is
probably my dad especially on weekends. I'll usuattch college football and NFL.
The least is probably my little brother. | meanjus don’t really have many things in
common so we don’t spend that much time together.

Q: How much younger?
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A: Participant 5 speaking...Uh, he’s 12.

Q: That would explain that. Here’s another, I'migpto combine a couple of
more. Who do you respect the most and why anddehygou respect the least and why?
This could be somebody we've already talked about.

A: Participant 4 speaking...The most would havedarty uncle who is passed.
He is my grandfather’s brother. Between him andgmrandpa | give them both the same
amount of respect. Because, they both were ianmg. So they were both strict on a lot
of things. And how old we had to be to have otldogs. But | know that all they really
wanted was the best for me and my cousins andttieydisters and that'’s all they really
wanted was for us to have a better life and toogmtlege and everything like that. And
that's who | basically respect more.

Q: What about the least?

A: Participant 4 speaking...The least would be agawyaunt, my mom’s
youngest sister. She is technically a lia. Shésl to get me and my mom in trouble
with our grandpa. But recently she has beenadse’hbelieved her because he knows
she does some things that he don'’t like. Spedlifishe’s buying some stuff she don’t
need to be buying, especially with having two kidlsvould honestly; | don't give her
much respect at all. Not with having two kids awihg that.

Q: What about the rest of yall?

A: Participant 9 speaking...The most respect woalehto go to, it's a hard

choice between my mom and my great grandfathet.I'Bugonna go with my great
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grand father. My great grandfather he’s passed awway Like | said he passed away in
2014. But he was always by my side no matter wHahe. No matter how bad it was.
He was there for me back when | got into some timabschool. | ended up getting into
a fight at school and when | got arrested my moenditin’t come get me. But my great
grand pa he came and got me out and took me bawk fgth him and | stayed there for
a couple weeks. He’s just, the reason | wouldtsat; is because he’s always been there
and he always could always if | was down, he knéwtvto say to bring me up. And the
least respected would be my father. Becauseppéne reason, most of the reason is
probably because of what he does. Like when Iyeasger, | had asthma. I've grown
out of it now. But even when | had asthma he rafusequit smoking in the house. And
that's why, part of the reason why me and my mochtbanove down to my grandmas
for a while. | had to live on a machine becausebeldn’t leave the house. He had to
smoke in the house. So honestly | would say Ipedabably the least respected person in
my life. That's it.

A: Participant 3 spaeking...My most respected wdaddny mom and dad.
Because they get me stuff where | need it and llavduhave been able to get it. My
least respected person | would do would be my leroth

A: Participant 2 speaking...Most respected persanyrife would have to be
my dad because, like | said he started me outs tie’ one that threw the opinions out
there and gave me the choices. The least respeoigdd have to be my uncle because of

all the things he tried to get me to do and alllihd habits.
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A: participant 1 speaking...My most respected pefsany family is | would
say my mom because she will do anything for y&he works hard and tries to get
everything we want and tries to do everything fer &nd least respected is | don’t think
| have anybody | don’t respect in my family.

Q: What about school or a job? A boss, peerstaid, teachers at school. |
mean anybody that you can absolutely think of yloat know on a personal basis.

A: Participant 3 speaking...l don’t respect, thara iot of teachers here that |
don’t respect.

Q: Can you dig a little deeper in that? Withcayiag names?

A: Participant 3 spaeking...l don’t know, it's justmeone last year. | failed her
class by a few points. |tried to get it a fewrgsihigher and she’s just like, no that's the
final grade. | was mad. | was willing to do it aihevas a few points. There’s a few
others, but then there’s some teachers who | rékéiyhere.

Q: Which ones are male and which ones are femdlefauriosity?

A: Participant 3 speaking... | like, it goes both way respect some. Most male
teachers I've had I've got along with. A lot offiale teachers a lot of them | get along
with. It's just a few.

Q: The one that gave you a hard time female?

A: Participant 3 speaking...Yes.

Q: I'm going to combine some more down a little Hiwant you to think about
the question that you just answered. Listen t® dhie. With the ones that you respected

the most describe the interactions that those iddals have ever had with you where
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reading and writing is concerned. You may havehitok about it but think about that.
The people you respected the most, what kind efactions have you had with them
where reading and writing are concerned?

A: Participant 5 speaking...Well all the way upiterature, my mom, | didn’t
say she was the most respected but she is oneraf tMy mom would help me with it
because she was good at English she wasn't litetedo | guess from you know
elementary school to probably freshman year os sechenever she helped me every
night with English and writing, reading...

Q: So she would help you, she would try to help gearly on a daily basis then?

A: Participant 5 speaking...Until | got into liteusé then she just got lost.

A: Participant 9 speaking...My great grandpa, heen&as much for reading
and writing. Because you know he only went ughgixth grade and then he had to
leave school. So he didn’'t graduate. But this wes back in the forties. But yeah that
would be about it for me.

A: Participant 4 speaking...My grandpa he wasn'tibititerature or English.
He’s more of a social studies type guy. But highomy uncle who died a few years
ago, he helped me alot. | used to have to gpaech class because | couldn’t speak
properly and | couldn’t read. I'd be at home anttiiiave me read books and he’d have
me just read certain words off to him and he’s aléfu He got me a lot better at
speaking and reading and by second grade Englishusteasy, it was nothing to me.
And he’s helped me a lot through it. And up uhigh school | had no problems with it,

but now it kind of gets a little hard.



159

Q: What made it hard?

A: Participant 4 speaking...It's more of the readamgl trying to make a concept
of an essay and having to write it out. More & thought process of what you are going
to write about.

Q: The thought processes of writing?

A: Participant 4 speaking...Yeah.

A: Participant 8 speaking...It was really nothingttthe ones that | respected
because they were really into math and sciencettgytreally didn’t like English so
they really didn’'t help me. The only one that reattually helped me was Ms. XXXXX.
Last year she helped me write a poem that willdgdiphed in a book next year in 2016.

A: Participant 7 speaking...My dad whenever | wasnger used to work third
shift, second shift so he wouldn't really be alnédnélp. But whenever | come to school
the teachers would be the ones that helped me dlsewith the reading and writing
because it's the biggest struggle that | feel ikeenager goes through.

Q: With what, what?

A: Participant 7 speaking...The reading and theimgibecause there’s so much
to do just for one single thing. The writing yowbkao set up the outline of it so that way
you know how to put it in order. If you just gotimere and type stuff anybody can do
that, but then it gets all out of order and it n&ke sense as you are going through and
reading it. You have to have citations so you haveow how to do that. Because if

you don't cite sources that’s a big offence.
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A: Participant 6 speaking...My mom like from elemaytthrough middle school
would, not just with English, she would always makee with all my homework, it was
done. She would help me out on anything even Elngthe helped me with a lot of it.
As for like reading we had to read at least 20 t@swa night and write what we read in
there. So she’s always made sure I'd get thoswmigQtes in.

Q: We are almost through with this line of questigrbut it's good. Now we are
getting somewhere. Keep with me, Im going to askfinist. Have you had much contact
with good readers and writers and would you sasethee things that distinguish those
kinds of people from others? So have you had ncoalact with good readers and
writers and if you have what would you say arethiegs that tend to distinguish those
type people from others? That could be positiveagative. This is not right and wrong
answers.

A: Participant 4 speaking...Nobody in my family isllg good at any kind of
writing or English because of just the way theyeverised. But my uncle is a really
good writer. The things about him that would aigtiish hm from everybody else is, he
has an amazing imagination. Like he can think &liphe can turn anything into
something good. Just by thinking about it so Ine&ly a smart guy, | mean me and him
don’t have that much contact. Like when | was gngwup hardly ever, like we seen
each other like once a week. But that would beb#tst person in my family that | can
think of that can read and write and make sense.

A: Participant 3 speaking... Yeah probably my broti just graduated last

year. He made like a 33 on his ACT. Like he dal good in English. He did good in
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everything but mainly like in English. [ think ineade 100s like all through school. |
really don’t know how. He never really studied. hver really did homework he was
just good | guess. | guess writing and stuff, dive a pencil and he’d do good.

Q: What about in school. Do you know people in stheho are good readers
and writers?

A: Participant 1 speaking...Well the only contagelreally had with a good
reader was last year in my English class. | mbarthing that sets him aside from
everybody else is he teaches you how to go thranghighlight the key concepts of
what's going through. He helped us do the detingi He made our vocabulary stronger
so that way we could go through bigger passage&mamd more words. | mean that’s
why | think this keeps him away from everybody ddeeause he helps you understand
what the passage is really saying. Whenever yehaving a problem writing it he gives
you an example. He doesn’t write it for you, hstjiells you something that relates to it.

Q: So do you think that’s universal across alldjoeaders and writers. They all
seem to be like that or they all seem to do tHdé¥e you ever had any experiences like
that?

A: Participant 1 speaking...Well | mean he was thly one that | seen that done
it. He worked very hard on trying to get us todise to write papers and learn the
vocabulary that we needed to learn. He just tauglsto much that we needed to know
for the reading and writing that we needed.

Q: Anybody else?
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A: Participant 9 speaking...Mine would have to beyould be my little cousin.
He’s a smart kid. He’s only 10 and two years agosiehool, he goes to XXXXX. He was
8™ then and they took this big state test and oatlahe kids who took the test that were
in his grade he got top 5 out of the whole st&te!s really smart and they wanted to
bump him up grade but his mom said no. | wanttarstay here with his friends. And
that way he has people to know. Writing wise I'd&now what it is about him but he’s
always been able to write a story. Him and myesitey used to set out and tell each
other stories and make up just stories out of the@d and they would write it and they
would be like here look and be like its’ a play wete, and it was just amazing on what
they could come up with. It the imagination theylh | mean | remember because there
is a story we actually have put up in a picturenfneow. They put dragons and princess
Barbie things tougher and made it and it was uplsable. It was a really good book
though.

Q: Were they illustrations to it or was it jusstary line?

A: Participant 9 speaking...It was a story line amely had pictures, | mean it
was a really good book.

Q: So like they are painting a picture in your chimith the words and with
pictures?

A: Participant 9 speaking...And it was really good.

A: Participant 7 speaking...l really don't have angdhat | have contact with.

Q: We are almost done with this vein and then Mml’e a few more. Have you

had much contact with a poor reader, a struggkagler or writer? Let’'s go on the
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opposite end. Have you had much contact withuagting reader or writer and what
would you say are the things that distinguish tHosds of people from others?

A: participant 4 speaking...Well | can tell you I'anpoor writer. | come in
contact with myself all the time, but ..

Q: What qualifies that?

A: Participant 4 speaking...l think it's just besadike | told you a while back
the way | was raised up. | was raised in a fahit wasn’t too good at English.
Because they just never really learned Englisluelsg the way their parents taught them,
like my great grandpa he didn’t know how to speltdty anything. My parents had
parents never really good in English and all thiadl lof thinking and writing just kind of
continues. | mean he could talk and he was smaintseme stuff but when it comes to
spelling he was just out of it. Same things with gnandpa Billy. He was really good at
math. Really good, cause he’s a construction warkevas before he hurt his back. But
when it came to spelling and writing and talkingewe’s not very good at it. But he can
do it and you can understand what he means, bsfji&’ not been very good at it his
whole life. He’s never been able to read. | dowoitv why. | don’t’ talk to him about it
because that hurts, he don't like talking about it.

Q: Like around the house do you guys or have yous gvrite each other notes or
taken down telephone messages or you know stefthi&t?

A: Participant 5 speaking...I've wrote my grandpimgis but my grandma has to
read it to him sometimes. But he never has wroyhéng because when he writes it, |

can make out what he says just by looking at it@mdparing and contrasting what it
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goes to. But if somebody were to look at it anthrave any clue what he’s talking about
they would not know what to do. They would not ergdand it. | just know that my
family, my grandparents really, and my parents néweshed school like they should
have and just don’t write and read like we should know we should.

Q: What about texting? Anybody ..

A: Participant 4 speaking...He don’t know how totteklobody in my family,
my mom can’t even hardly text.

A: Participant 2 speaking... Mine would be it's adty | have a friend here at
school. He, ever since elementary school we’va bat writing problems and reading
problems. And he’s gotten better than what he Hastill can be hard if he’s writing
something to understand what he’s writing. | meardn draw but he can’t write a letter.
It's simple. | used to be my second grade yeaulcwrite in cursive all day long and be
the best at it. And now it’s just gotten to wherslacks off a little bit. But I've gotten
better at reading and understanding words now lthiaed to be. He’s actually gotten a
lot better at it too, but still has a little troebhriting.

Q: So this is a situation where you are kind ahogg up with the same group. It
has the same problem and you get associated wathather over the years?

A: Participant 2 speaking...Yeah.

A: Participant 8 speaking...Mine would be my brothe’s got reading
comprehension. He’s actually on watch right novs lbeen struggling for the past

maybe 10 years in school. In English, anythireg tie does.
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Q: Is it particularly reading or writing?

A: Participant 8 speaking...It's reading and writilte just got off of it this past
year. They are still watching him, but if he neteéfp they will put him back on to it. He
thinks he can do it by himself this year and hillto do it by himself, but if he needs
help, he’ll ask for help then the teacher will helm. But if he starts to understand it
more then they’ll start to leave him alone but thdgep watching him.

Q: Does he kind of tend to, when they leave hiom@) does he kind of tend to
just trail down a little bit then they’ll pick hifmack up and then he’ll kind of trail down a
little bit? What do you think that’s, how do youpdain that? Do you have any idea
why?

A: Participant 8 speaking...No not really.

Q: Do you think it comes down, what am | tryingsey? Never mind.

A: Participant 6 speaking...Mine would have to deuddy of mine that goes
here. He doesn’t even try anymore because of lavd/ihwas on him. He couldn’t
really understand what to do or how to do it. Héerstood reading, he was very strong
on the reading but his writing was just horriblée would try and try and try. I've never
seen somebody try so hard but, and the teachers\Wwelp him but he still wouldn’t
understand it. So now | guess all he does is gipesn it and just writes something.

Q: It's the writing again?

A: Participant 6 speaking...It's the thing that tecks off on. He can read

excellent, it’s just the writing that puts him down
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Q: Am I hearing a lot of you say that the peopigt tyou see that struggle with
the reading and writing you are calling out writstgl even more?

A: Choral response...Yes.

A: Participant 1 speaking...Probably I strugglehihk I'm pretty good in
reading. | can read pretty well. But as for wigtirm not very good. The main key is
like if | have to write a paper I'm just lazy andrtt feel like doing it, just feel like going
home instead of doing it. Doing something else jastinot doing it.

Q: What about the people that you've had contaitt ke that? What would
you, how do you describe people that you've hadamirwith that you know struggle
with reading or writing? How you classify them asdribe or categorize them.

A: Participant 5 speaking...A lot of my friends gigle in English. It's not
because they can't do it, it's because they angkar of like me.

Q: And that makes me think of XXXX’s friend and XXX. That's what | was
trying to think about your brother but | didn’t wtaio say that. But it's like people hype
it off and then he kind of trails off. Do you thiftkmight be a similar situation? It makes
me think, it's almost like people get so sick ahiey are just like, to heck with it.

A: Participant 8 speaking...But | have a littledigey comprehension myself.
Maybe a little bit. But it really don’t affect meecause | can sit there and look at the
words and | can say them, but | very rarely slig, iy brother he’ll slip a lot. He'll sit
there and read it but he’ll slip. You'll noticevihen he slips. We've tried to get him
where he could. When he was younger, he wouldusynjumbo jumbo. [ still think it's

the way we are all raised up that causes all thsrations like you say. | mean like it is
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the way our parents taught us me and my brothetbd’the only one to really understand
him and my mom wouldn’t so | wold have to sit tharel talk to him and get words out
of him. | ‘d have to say it back to my mom and iteen ever since like that until we
actually learned how to speak.

Q: Next question: What does it mean to you to beade or man? What does that
mean?

A: Participant 1 speaking...l guess it could meka the provider for your
family. A person that tries the hardest.

A: Participant 3 speaking...l believe it's like bgia man | guess, it's | guess you
kind of have more of a job to do than a female \@oW¥lou got to be a hands-on type of
worker. That's what most of us around here will @pddoing. You have to provide for
your family, you have to work so you can get paypiiseso you can pay for food and
water and things for the house and stuff. And fotgxtion for people. Most girls if they
are upset or they don'’t like something and theyodrerying. They don’t really run to
other females they run to a guy for comfort. Sirik more for a guy to be there for
comfort and to help somebody out.

Kind of like an umbrella.

A: Participant 5 speaking....My aspect on it is raem raised up different. Not
every man is the same. My view of being a man msesme who is going to take care of
not only themselves but everyone around them. Yatuamhelp people. You got to
provide. | mean my point of view of being a goodmis be there for your kids and your

wife your family, anyone who needs you really. Y&iends, being a good man isn’t
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just giving, it's showing people that they can makehange in their life and showing
them what'’s all out there in the real world. st just for protection it's for helping
others achieve goals.

A: Participant 8 speaking... Being a man means begsgected and doing the
things that get you respect. People will alwaypeesyou more if your talk makes sense.

Q: So that would be like guidance?

A: Participant 8 speaking...They said it all whababl was about to say.

A: Participant 6 speaking...l was thinking the cortdo, the protector, the
provider, the feeling seeker, like he was talkibgu.

A: Participant 9 speaking...And it's like he saitd@lys are raised different and
there are some that are raised to that are justsgiectful to people, and then there are
those who have respect for every body. Me I'm ofréhose that respects everybody
female and male. You got to speak and talk your &tesll times and be respected. I've
had a complication with a few people who have lisrespectful to a few people
especially to a female. And it just doesn’t sihtigvith me. | honestly you can't be
considered a guy or a man if you put your handa temale. | can’'t see why you’'d call
yourself a man if you'd do that. You are supposesit here and comfort, protect and
be there when they need you. Not to sit here aimdj them down and literally almost
beat them to a pulp.

Q: Kind of switching gears. You are doing wellmigoing to try to merge these
guestions into one. | want to know what kind ofdieg materials or any kind of

materials used to communicate; you might can askbtter. It's multiple literacy’s.
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Q: So basically we'll start with reading materialsyour home and that could be
notes that you write to each other, that could bgamines, books, websites, cell phones,
texting. What about books magazines, childrenakisdrom when you were kids.

A: Participant 5 speaking...l have a bunch of thaselaying around. A bunch
of magazines, a bunch of books.

Q: Magazines you say magazines, what kind of magaz

A: Participant 5 speaking...We've always had sporégazines. Sports
lllustrated, Sports news, so we’ve always had spodgazines.

Q: Is that something you talk about it. Maybe apde of y'all read them and
then ....

A: Participant 4 speaking...Oh yeah, me and my grarwie look at them and
he’'d look and them and then he’d let me look afrtland we’'d sit there and we just
talked about it. There was a game that happersatie of us seen that the other one
didn’t or we both seen we’d sit there and talk abbou We’d talk about if someone got
traded or a big name died or something like that.

A: Participant 9 speaking...Most of the magazings@aaround my house are
hunting magazines.

Q: Same kind of situation, everybody or a couplpemple read and then kind of
talk about?

A: Participant 9 speaking...Mainly the two peopleswae and my great grandpa.
That'’s the only reason | still have them becausstrabthem were some of his old

magazines. That's the only reason they are réalipng around now.
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Q: Think about this. This will get you thinkingn general how do you
communicate with people?

A: Participant 6 speaking....Mostly | would say fdodace, | don’t really do
much internet. | do a little bit. | talk to peepihenever | can’t get to them. I'll message
them on the internet or text them or somethingt rBostly if they are like around
somewhere | will talk face to face to them inste&tkxting or calling.

A: Participant 9 speaking...That’'s how | am, if we & the same house or we
are near by it's face to face. But if you aredaray and | can’t drive over there, |
certainly ain’t gonna walk all the way. I'll text call. Now my mom is a different story
if ’'m upstairs she’ll shoot me a text and say ihlgrme a soda”. Ha ha.

A: Participant 7 speaking... | mainly used textindb&®ohonest because I'm more
out than around the people around school. I'm ipastwork, which | talk to them face
to face obviously because they are there. Bupéople that | talk to the most would
have to be texting, because a lot of work and $tufhaving to do.

A: Participant 1 speaking...l would probably say saene with my family at
home | would go talk to them in person. | mearytaee right outside the door. If it's my
friends it just depends. We may text each otheingayhen we are going to meet up.
Where we are going to meet up to talk and thenitaflerson there. General public |
guess face to face.

Q: Describe the most effective teacher you've dwadl then describe the least
effective teacher you've had and why?

A: Choral response...Effective for really what?
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Q: That’s up to you.

A: Participant 9 speaking...Well like | said therasathis guy teaching he has
been the most effective because he has alwaysttenegghot to give up on something.
You may not get it now but that does not mean stgipg. Just push yourself harder and
you’'ll end up getting your goal. Set goals for yself and achieve them. Don't just stop
because it gets too hard. Keep going and goirgepkjoing until you beat that goal even
when you beat that goal, set another goal for yiurs Basically don’t ever stop trying
wether if you're lifting weights, or a goal in cetie, writing a paper, homework,
anything.

Q: So somebody that is going to push you and yalpset goals right? What
about the least effective?

A: Participant 4 speaking...Least effective would é&w be one of my family
members. They always, she was always like a break goerson. Nothing was cared
about with her it was just all fun. No consequemmeanything and it was, she basically
taught me what not to do when you live by yours&a she’s just, | don’t talk to her
much.

A: Participant 3 speaking...The most effective wdudde been a guy, it was
because like XXXXX said he was a good teacher angduld push you. Butit's hard
to choose between two of them. The other most iffewvas back in elementary school.
The reason being is this girl she was, if | didnmitlerstand something she would stay
after multiple times to explain stuff to me. She&ays told me that | was a really smart

kid, you know, | was really good at stuff | justchis make myself see that and believe it
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and if I did then | would be really smart. Welhkean not long after that | was starting to
try in my classes and everything. | brought my GipAa whole point in one semester.
Easy. And it was mainly because | started thinkibgut that teacher again and what she
had told me. The least effective would be a teatta basically she just sits in her chair
and she would give you stuff to do but she wouldikeeyou know. Here’s 30 questions,
answer these and turn it in. And then she woulsiayt another word to us about it. Next
thing | know she would give you a test over it od never did, you got your grade and
you realized, but you had to go up to her and askuy you missed it and to explain it
to you. She actually works here. So there’sgiris but she just never would teach you
anything. She just expected you to come into fessdnowing it and that's why she’s
the least effective.

A: Participant 6 speaking... My most effective ieacher here, | met him this
year. He’s helped me apply for college this yaadt he’s helped me do what | want to
do. Itis what he done in college and I think dwd be interesting for me because I'd
like to do it. | wantto do it. And | want to ggbmewhere and have someone help me
and let me accomplish the things that | want. Andleast favorite would be back in
elementary school in second grade, the teachedfaile because of cursive handwriting.
| could do it but I didn’t do it well and the teaatdidn’t like me. So it didn’t go well
with both of us.

Q: Most effective & least effective and why.

A: Participant 9 speaking... Most effective would/édo be here recently. Not

this year but the year before. This teacher telthat we could do whatever we wanted
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to do as long as we had our mind set to it. He dan’t let anybody bring you down. |
learn more from the teacher who pushes me and fimt’'settle. They do not just give up
or give up on us. It make me and us believe wedcesomething. They don't let us stop
because we might just think or at least think wevkithe writing gets hard. | know and
we all know in here that it gets real hard somesinWge all believe that in here. We have
said that a bunch already. | like and relate béti¢ine teachers that helps us with our
thinking and helps us see how we can always g&trbdhose teachers are the best, the
ones who will always give you help, but we just gptnake sure we ask for help. He
said people are going to talk, people are goirtgltoyou that you can’t do something but
that should be your motivation to push yourselflear And the least effective would
have to be whenever | was in middle school | hézhaher tell me that | wasn’t going to
make it in the career | wanted because that's henl@ked upon me. She seen my
personality and she said you are not going to nitdik@cause you do this, this and this.

A: Participant 5 speaking...My most effective teaclige had him a few times
in the last few years. [I've never really beendyjabmath. And he’s always been like a
great math teacher. It's hard to explain but h&esaverything so much easier. And
like he’ll always help you when you ask him. Ihdae during homeroom and another
class always willing to help you.

And my least effective would be a teacher who yestlle was an older person and
so she really couldn’t teach or do anything. Shald/qust give us papers like Austin and

say get to it.
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Q: All of you said in your individual interviews dn’'ve not been able to tell you
this yet, but all of you called out, and it wasni@ all nine of you. You view yourself as
an adequate reader, you'll say that. You told nog, said that you feel like you don't
have a whole lot of problems reading, but writingswhe exact opposite. That is where
all nine of you called yourselves out it was ontiwg and your ability to write. So the
last questions I've got is this. What is it abawiting that makes you feel so ineffective?
What is it about writing that makes you feel ineffee? Because every one of you called
yourselves out on that.

A: Participant 1 speaking... For me it would be, kisd of two things. One
would be comprehending the story. Like | coulddré@e story and understand it but kind
of trying to summarize it down, I've never reallgdn good at summarizing things. And
then another part would be just reading the stadythen going to write it down,
thinking of what to actually write about. Liketlsere a specific point in the story | just
want to write about? Do | just take bits and pgeckit or is it just, am |, it's all getting
all kind of bundled up and confusing. That is winatkes it hard for me to get it.

But usually if | can understand it and I'm ablestonmarize it in my head then it
kind of helps me out and I'm able to understandtv/lnadoing. Not saying that it’s still
not hard because it's still hard to write it downpgaper. Because even when you think
about it in your head it may sound good in yourchieat it may not be right on the paper.
There may be things you have to go back and fike Lve never been good at like,
colons and stuff like that on where to put themwNoitation like if I'm writing

something somebody else wrote, Im always goodvat@ihem credit for it because it's
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not my writing. So | have to give them credit fpiit’s their writing. I'm just using it to

help me thinking out what I'm trying to say.
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APPENDIX L: OBSERVATION PROTOCOL PARTICIPANT 1

Observation Protocol

Participant 1

Date: August 25, 2015 Time: 9:40- 10:05 and 12:30-

12:40

Focus: Social and academic
interactions in classroom and class

changes with Participant 1.

Events Observed: | found Participant 1 to be giegarand interacting with
about five to six different people during classrug@ He was actually on his way to
English class. Once in class, | noticed that hénstiite back of the room in the middle
row. The lesson was focused on how to locate relisturces when conducting

research. Participant 1 did happen to ask one iguneste asked about how to “tell if &
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source was real or fake”. The incident was the oslpal interaction | noted during

this observation. Participant 1 is well-liked byepe

| then observed Participant 1 near the end ofumsH period. He was seated
with three peers and was verbally engaged with ttizume to the noise level, it was
impossible for me to discern the gist of the comagon. Participant 1 is not an

introvert.
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APPENDIX M: OBSERVATION PROTOCOL PARTICIPANT 2

Observation Protocol

Participant 2

Date: October 20, 2015 Time: 9:00- 9:15

Focus: Social and academic
interactions in classroom and class

changes with Participant 2.

Events Observed: | observed Participant 2 in a caengrafting class working
on a collaborative project with another studeiidinote Participant 2 having slight
difficulty staying completely focused on the assigmt. However, he was quick to as
assistance from his peer. | did note all interaxtiwith the peer to be positive and

productive. Both were noted to be focused on cotimgehe project assigned.
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Participant 2 easily interacts with others and rsdkends easily. | have not

observed him in any negative situations. He alvgsyaonstrates a pleasant affect.
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APPENDIX N: OBSERVATION PROTOCOL PARTICIPANT 3

Observation Protocol

Participant 3

Date: September 10, 2015 Time: 10:45-11:05

Focus: Social and academic
interactions in classroom and class

changes with Participant 3.

Events Observed: Participant 3 was observed ieatrenics class. He was
able to focus on the instructor's comments andtijective of the lesson. | noted
Participant 3 to engage verbally with peers andrbéigcussing the contents of the
lesson. Participant 3 contributed to his group iaricdhown to make friends easily. He
interacts with peers regularly and is almost alwssean to be verbally engaged with

peers. | have never observed any negative interecwith faculty or peers.
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APPENDIX O: OBSERVATION PROTOCOL PARTICIPANT 4

Observation Protocol

Participant 4

Date: September 21, 2015 Time: 11:50-12:10

Focus: Social and academic
interactions in classroom and class

changes with Participant 4.

Events Observed: | observed participant 4 in Ehgtlass. Students were
beginning to construct outlines of their reseanghids. Participant 4 was noted to be
very talkative among his peers. He was also qucsk the instructor for help with
the assignment. At one time during the observa®amticipant 4 required redirection

from the instructor so that he could refocus hieréf on the task at hand.
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While observing Participant 4 in the academic sgtin social situations, the
researcher notes positive interactions with othacsa willingness to help others as

needed.
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APPENDIX P: OBSERVATION PROTOCOL PARTICIPANT 5

Observation Protocol

Participant 5

Date: September 3, 2015 Time: 1:25-1:45

Focus: Social and academic
interactions in classroom and class

changes with Participant 5.

Events Observed: Researcher observed Participardrbauto mechanics
class. The focus of the lesson was on changingelpads. | noted within a 20 minute
span, Participant 5 was engaged in the lessonaget € verbally and physically
demonstrate his knowledge of changing brake padsct, the instructor called on
him 3 times during this span. Participant 5 spoké wonfidence each time and peers

were paying attention to him. Participant 5 haprablem interacting with peers.
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observations during the semester. He is typicdiyags smiling and respectful of

faculty.

I have also noted similar behaviors of Particigaoh several casual
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APPENDIX Q: OBSERVATION PROTOCOL PARTICIPANT 6

Observation Protocol

Participant 6

Date: September 14, 2015 and Time: 9/14/2015 2:05-2:20

September 22, 2015 9/22/2015 11:30- 11:50

Focus: Social and academic
interactions in classroom and class

changes with Participant 6.

Events Observed: | observed Participant 6 in aecdezhnical class on
9/14/2015. | noted Participant 6 to have a negaterbal exchange with the instructg
The exchange centered on his lack of completingsaignment on time. Participant ¢

noticed my presence and asked for my assistanddaftime, because | was

=

(52}
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conducting an observation of the participant, cilyi excused myself from the

situation.

I then chose to observe Participant 6 approximadigiit days later in a
different class, this time a math class. | noted to be on task and interacting with
peers. The class was engaged in a group activityParticipant 6 was verbally

responding as prompted. He was noted to be cotitrgppositively to the task at hand.

Participant 6 has no difficulty expressing himselinteracting with peers.
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APPENDIX R: OBSERVATION PROTOCOL PARTICIPANT 7

Observation Protocol

Participant 7

Date: December 9, 2015 Time: 10:30

Focus: Social and academic
interactions in classroom and class

changes with Participant 7.

Events Observed: At the research site, | was alhelp Participant 7 with a

—+

problem. He wanted to approach an instructor abgubblem. He was most reluctar
at first. The area of concern was the course aeelagpoke at length about the need
for self-advocacy and the way to communicate hisstjan and concerns positively.

Participant 7 had sought my help within my curremmtext. We discussed the plan and

developed a course for action.
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| followed up with the instructor who reported bgimpressed with his ability
to communicate and advocate for himself. Partidigais well-liked and has always

been noted to have positive interactions with peetise academic setting.
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Observation Protocol

Participant 8

Date: August 28, 2015

Time: 10:45- 11:05

Focus: Social and academic
interactions in classroom and class

changes with Participant 8.

Events Observed: | observed Participant 8 in anseielass. Participant 8 did
not have any verbal interaction during the obsémmaHe sat at his desk and passive
participated in the lesson. | did note that he guaisk to begin an assignment given by
the instructor whereas other peers engaged in cadkiand conversation. Participant

8 did not engage with peers at all. Participarg uiet and reserved, at least in this

observation.

y
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Note: | continue to validate the above findingshwdasual observations of

Participant 8 throughout the semester.




191

APPENDIX T: OBSERVATION PROTOCOL PARTICIPANT 9

Observation Protocol

Participant 9

Date: September 1, 2015 Time: 1:30-1:45

Focus: Social and academic
interactions in classroom and class

changes with Participant 9.

Events Observed: | observed Participant 9 in hisdd=nglish class. The topic
of the lesson was how to use MLA for citing souritegesearch papers. | noted
Participant 9 to be focused on the instructor dutire entire observation. He was

taking notes and following with the examples gigrthe instructor.
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| have also had the opportunity to watch Particifaimteract with peers. He is
always noted to have a pleasant and likable afféets very verbose with his peers
and well-liked by peers. He also chooses on maogsions to help a special needs
student in the gym on a near daily basis. | hawsenied this on several occasions
during the semester. Participant 9 has statechthatas inspired by one of the coaches

to volunteer to be a peer helper for the student.




